
Practicing and preservice teachers'
reflections on "bumpy moments" in teaching

Item Type text; Dissertation-Reproduction (electronic)

Authors Romano, Molly Elizabeth

Publisher The University of Arizona.

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

Download date 24/05/2023 21:18:59

Link to Item http://hdl.handle.net/10150/283981

http://hdl.handle.net/10150/283981


INFORMATION TO USERS 

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

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

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

computer printer. 

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

submitted. Broken or indistinct print, colored or poor quality illustrations and 

photographs, print bleedthrough, substandard margins, and improper alignment 

can adversely affect reproduction. 

In the unlikely event that the author did not send UMI a complete 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 overlaps. Each original is also photographed in 

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

Photographs included in the original manuscript have been reproduced 

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

prints are available for any photographs or illustrations appearing in this copy for 

an additional charge. Contact UMI directly to order. 

Bell & Howell Informatton and Learning 
300 North Zeeb Road, Ann Arbor. Ml 48106-1346 USA 

800-521-0600 





PRACTICING AND PRESERVICE TEACHERS' REFLECTIONS 

ON "BLIMPY MOMENTS" IN TEACHING 

by 

Molh Elizabeth Romano 

Copyright ? Molly Elizabeth Romano 1999 

A Dissertation Submitted to the Facult\- of 

TEACHING AND TEACHER EDUCATION 

In Partial Fulfillment of the Requirements 

For the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

1 9 9 9  



UMI Number: 9946865 

Copyright 1999 by 
Romamo, Molly EllzcUseth 

All rights reserved. 

UMI Microform 9946865 
Copyright 1999, by UMI Company. All rights reserved. 

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

UMI 
300 North Zeeb Road 
Ann Arbor, MI 48103 



2 

THE UNIVERSITY OF ARIZONA ® 
GRADUATE COLLEGE 

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

read the dissertation prepared by MoUy Elizabeth Romano 

entitled Practicing and Preservice Teachers' Reflections 

on "Bumpy Moments'* in Teaching 

and recommend that it be accepted as fulfilling the dissertation 

requirement for the Degree of Doctor of Philosophy 

Date ' 

Dr. Walt̂ t-Doyle ' Date 

M.QSL... S Ou^cL, 
Dr. Wilbur Ames Date 

Date 

Date 

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

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

Date 
Dr. Kathy Carter 



3 

STATEMENT BY AUTHOR 

This dissertation has been submitted in partial fulfillment of 
requirements for an advanced degree at the Universit)' of Arizona and is 
deposited in the Unixersitv- Librar>' to be made a\ ailable to borrowers 
under rules of the Librar>-. 

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



4 

TABLE OF CONTENTS 

L UST OF TABLES 5 

IL INTRODUCTION 8 

III. UTERATURE REVIEW 20 

IV. METHODS FOR DATA COLLECTION AND ANA1.YSIS 45 

V. ANALYSIS OF "BUMPY MOMENTS" BY CLASSROOM AND PERSON 73 

"Bump\- moments" in Ms. Porter's first grade classroom 74 

"BumpN' moments" in Mrs. Anderson's third grade classroom 95 

"Bump\- moments" in Mrs. Wa>ne's fourth grade classroom 118 

"Bump\- moments" in Dr. Owen's sixth grade classroom 136 

VI. ANALYSIS OF PRACTICING AND PRESERVICE TEACHERS 164 

Analysis of Group of Teachers in general 164 

Analysis of Group of Preservice Teachers in general 174 

Discussion of "Bumpy Moments," Reflection, and Experience 182 

VII. CONCLUSIONS AND IMPUCATIONS 189 

VIIL APPENDICES 216 

Appendix A: Different Types of "Bumpy Moment" Stories 216 

Appendix B: "Bumpy Moment" Stories from the study 220 

Villi. REFERENCES 243 



5 

UST OF TABLES 

TABLE 1, "Bump\- Moments" in Ms. Porter's First grade 75 

TABLE 2, "Bump\- Moments" in Mrs. Anderson's Third grade 96 

TABLE 3, "Bump\' Moments" in Mrs. Wa\ ne's Fourth grade 119 

TABLE 4, "Bumpy Moments" in Dr. Owen's Sixth grade 137 

TABLES, Teacher "Bumpy Moments" 166 

TABLE 6, Presen ice Teacher "Bump>' Moments" 175 



6 

ABSTRACT 

The following stud\- addresses the present theories on reflection in 

teaching, and attempts to locate this reflection in practice. Through anal> sis 

of "bump\' moments" in teaching, the stud>' describes teacher reflection as it 

actually occurs in the classroom context. The following research questions 

were designed to e.xamine practicing and preservice teachers' perceptions and 

reflections on "bumpv- moments" in teaching and determine the similarities 

and differences between the two: 1) What do teachers and preservice teachers 

consider to be "bumpy moments" in their teaching or observation of 

teaching?: 2) What do teachers and preservice teachers think about when 

faced with a "bumpy moment" in teaching?; 3) What kinds of knowledge or 

beliefs do teachers and preservice teachers bring to the "bumpy moments," 

and where did they come from?; 4) How does the teacher resolve the difficult 

task of making decisions instantaneously within the classroom context; and 

what did the preservice teacher observe the teacher doing?; and 5) What are 

the implications of each "bump>' moment" on a teacher's or preserv ice 

teacher's thinking about future decisions and teaching practice? These 

research questions were addressed through the identification of "bumpv* 

moments" during a specific period of teaching, and a comparison of the 

moments identified bv- both the practicing teacher and the preservice teacher. 

Interviews were conducted to gain insight into the factors, thoughts, 

understandings, knowledge, actions, and possible impact of each "bumpv-

moment" identified. 

Through an analysis of the "bumpy moments" identified bv* both the 

practicing and preservice teachers, several important findings emerged about 

the similarities and differences in the tvpes of "bumpv- moments" shared bv-
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the two groups of participants. Further, differences in the practicing and 

preservice teachers' thoughts, knowledge and beliefs brought to each moment 

gi\'e funher insight into how teachers at var> ing stages of their de\ elopment 

might experience these classroom events. Increased understanding of how 

preser\ ice teachers interpret these moments may provide Teacher Educators 

with insights for developing programs that encourage teacher reflection. 
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INTRODUCTION 

Teaching is a highh- complex activity, in which many things happen 

at once. Amidst the continuous activity, there are moments in teaching that 

require teachers to make immediate decisions about how* to respond to a 

particular problem in practice. When faced with such a decision, the teacher 

must engage in reflection to consider all the factors, develop possible 

solutions, weigh the consequences, and make a decision based on this 

reflection. However, man>' decisions and reactions are made instantaneously 

because teaching rarel>' "freezes" so that we may carefully reflect and choose 

our next course of action. As Eby and Kujawa (1994) suggest, "Teachers face a 

continual stream of questions that need immediate responses, decisions that 

affect the well-being of their students, value judgments that my conflict with 

others' points of view, and complex problems that need elegant solutions" 

(p.2). However, teaching requires an immediate response, and the 

consequent events of the classroom are contingent upon that response. The 

following is a qualitative study of four practicing teachers and four 

preservice teachers and their identification and reflections on these types of 

moments in teaching. 

Background and Rationale 

During the first da>- of my second year of teaching, I was faced with a 

moment that required me to deeply reflect on several issues and carefully 

choose an appropriate course of action while my first grade students sat there 

and waited for my response. This led me to define a term called "bumpy 

moments" in teaching. To best illustrate a "bumpy moment," I will now 
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present the stor>- of this moment: 

I n m\ second year of teaching, 1 was offered a position at the school 

where I had student taught. The position was unique because the 

school year had alread\' begun when I was hired. The first grade 

classrooms were overcrowded, and approximately sL\ students were 

mo\ ed from each existing classroom to my classroom. The 

arrangement was made to allow the students to be in smaller classrooms 

and receive individual attention. Because the students had already 

been in their first classroom for three weeks, the parents were called 

and asked to give permission for their child's transfer. 

Although some parents were accepting, many had reservations 

about their child switching classrooms. Some parents worried that 

their child was already too attached to their current classroom or 

teacher. Others were concerned about their child being able to adjust 

to a new room, finding new friends, and learning new rules and 

procedures. Most importantly, some parents were worried about me. 

They wanted to know who 1 was, how 1 would treat their children, if I 

would teach the same currlculimi, and if I was a good teacher. Quite 

frankly, many parents did not trust me. They felt that I did not have 

enough experience, and that I would not be as effective as the other 

teachers who had been at this school for many more years. 

The calls were successful in gaining eighteen students for m>' 

new classroom, but 1 could feel the pressure already. After aU, these 

parents had agreed to let their child transfer to my classroom and I 

knew that I had expectations to fulflU. Along with parent expectations, 

I knew that I had an obligation to create a classroom environment for 

my new students that would make them glad that the}- had transferred 
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to m\- classroom. I felt it was essential for m>' students to like me. If 1 

could build a strong rapport with m>' students, it would lead to an easier 

transition and a secure learning environment. 

With these intentions in mind, 1 very carefully planned a first 

da\' that would hopefull>' make my students feel welcome, feel at home, 

and feel that my classroom was a great place to be. 1 wanted to alleviate 

their potential fears of a new classroom and teacher, and just have fun 

on their first day. As one of the very first activities, I planned to read 

them a stor>-. Most first graders enjoy story reading, and I chose what I 

considered to be a humorous stor>' with an implicit meaning. The storv-

1 chose was The Teacher from the Black Lagoon. In this story, a young 

boy hears a rumor that his new teacher is a real monster. While he is 

waiting for his new teacher to arrive, he imagines that a monstrous 

teacher slithers in and scratches her name in the blackboard with her 

claws. She's mean, unreasonable, gives too much homework, and turns 

one kid into a frog. When the school bell rings, the boy wakes from his 

daydream. He looks up to find his new teacher, who is a prett>- woman, 

writing her name on the blackboard. He is so excited to find his new 

teacher is not a monster that he jimips out of his chair, runs up, and 

hugs her. 

1 read the stor>' to my new class and hoped to engage them in 

discussion about the meaning. We talked about how I was the new 

teacher, and how it may be scary because they didn't know me yet. 1 

told them I wasn't a monster and hoped they would be happ>- like the 

boy in the stoiy was. 1 wanted to give them a chance to talk, so I asked 

them other questions about the story. One of the questions I asked was, 

"If you came in this classroom and fotmd the Teacher from the Black 
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Lagoon,what would you do?" I entertained some clever ideas and asked 

for more. I called on one boy who had raised his hand to answer. He 

said, with confidence, "I would kick him in the " Man>' 

students laughed, but most of them turned their attention directly to me 

to see how I would handle this situation. 

I believe that teachers face such dilemmas on a daily basis. These 

moments mav- not be as dramatic as the one mentioned above because there 

were several factors that were unique to this moment. However, when 1 share 

that stor>' with teachers or professors that I have worked with, almost every 

one of them has at least one similar story to share with me. Very rarel>' do 

teachers get a chance to share such stories and the process of reflection that 

takes place when such a moment arises during teaching. The moment, along 

with the reflections, are lost in the on-going activities in the classroom. 

Identification of this notion of a "bumpy moment" in teaching led me 

to conduct a self-study of the "bumpy moments" in my teaching practice (see 

Romano, 1995). During the first semester of the 1994-1995 school year, I 

continuously tape-recorded the events and sounds in my classroom for 

twent> -five days. I used the tape recording to recall moments that 1 might 

consider to be "bumpy" during each day. A "bumpy moment" was described 

as: A moment in teaching that requires a teacher to engage in reflection to 

make an immediate decision about how to respond to a particular problem in 

practice. The problem is not easily solved for any number of reasons, has 

importance to the teacher, and is perceived to have future implications or 

possibly have an effect on the students in the classroom. 

Every night, I reviewed and anal>'zed the tapes for "bumpy moments" 

and wrote stories (see Carter, 1993) about these moments. As I wrote the 
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stories, I attempted to recall and record all the details of my unseen reflection 

and decision-making processes. I also attempted to recall my thoughts and 

feelings as the event was occurring, imique factors that gave the event 

importance, a description of previous events that led to this event, and an 

attempt to explain my personal beliefs and philosophies that led me to a 

cenain action. Finally, I added whether the "bumpy moment" was ever 

resolved, as well as things 1 had learned or discovered from the event. The 

stories were then anal>-zed for content and themes that might address the 

questions proposed; a) What do teachers think about when making such a 

decision during a "bumpy moment" in teaching?; and b) How does the teacher 

resolve the difficult task of making important decisions spontaneously? 

In the twenty-five days of data collection, I found twenty-eight 

"bumpy moments" in my teaching. The number of "bumpy moments" on 

each day varied, from three in one day to five days without any "bumpy 

moments" identified. On seven days 1 recorded more than one moment. 

Analysis of these "bumpy moments" indicated that I had categories of 

"bumpy moments" determined by the central issue in each stor>'. The twenty-

eight "bumpy moments" fell into the following categories: Management, 

Parents, Not Prepared, line Up, Special Events, Disruptions, and Recess. I 

conducted further analysis on the amount of each type of "bumpy moment," 

days without "bumpy moments," and what days of the week these moments 

tended to occur. 

Careful analysis of each category allowed me to take a closer look at my 

reflective practices and begin to determine the nature of my reflections. I 

was able to determine different types of thoughts that I t>pically had while 

being faced with a "bumpy moment." I also fotmd that 1 took various 

measures to remedy the situation, and my actions ranged from doing nothing 
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to taking ten actions to resolve one "bumpj' moment." I then examined 

whether these moments were ever resolved. Although I was satisfied with the 

outcome of se\ eral moments, I was usuall>- left with opportunities for funher 

reflection and analysis of the issues involved. 

Although this study only described one teacher's look into her own 

teaching and reflections on "bumpj- moments," it did provide insights into 

how we might capture the details of a teachers' unseen reflections. Through 

the recording and analysis of the "bumpy moments" in my teaching, several 

important findings emerged about the nature of reflection and how reflection 

actually' occurs in the classroom context. The amount of "bimipy moments" 

found supports the notion that teachers face days with such problematic 

moments more often than not, and that these moments occur on a continual 

basis. 

Broad overview of Research Issues on Teacher Reflection 

The large body of research on Teacher Reflection supports the notion 

that reflection is essential in teaching practice. Recent discussion about 

reflective practice began with Schon's notion of The Reflective Practitioner 

(1983). Schon asserts that reflection begins with a problem that the 

professional encounters in practice and attempts to solve. Although many-

researchers such as Schon maintain that reflection is inherent in the 

practice of teaching (Russell & Munby, 1991; La Boskey, 1993), they are less 

certain about how it can be located and doctunented in practice. Many studies 

observed teachers immediately following an observed lesson (Russell & 

Johnson, 1988; Borko, Bellamy & Sanders, 1992: Baird, 1992). These studies 

concluded that reflection is not easily detected and challenging to document. 

Several studies have attempted to capture the reflective processes, yet 
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few have been able to identify how reflection looks during actual teaching 

episodes. It can onl\- be suggested what this reflection looks like. For 

example, Copeland, Birmingham, De La Cruz, and Lewin (1993) propose that 

the reflection process begins once an anomaly occurs in the teaching 

practice. Such an anomaly would constitute the beginning of what 1 have 

described as a "bump>- moment." They suggest that the teacher engages in a 

reflective process to assess the situation based on past exp>eriences and 

analysis of the present conditions. Through careful reflection, a decision is 

made about how to respond to the particular problem in practice. 

Although there continues to be much uncertainty about what 

reflection is and how it can be located in practice, many researchers have 

proposed models for reflective teacher education (Bemstein-Colton & Sparks-

Langer, 1993; Richert, 1990; Zeichner &Iiston, 1987; Korthagen, 1988; 

Pugach, 1990; Baird, 1992). Although reflection is an essential goal in these 

programs, it takes for granted that every person is willing or able to engage 

in meaningful reflection. Reflection can only occur if the individual is 

willing to take an active part in self-evaluating and recognizing possible 

weaknesses in his or her teaching. Furthermore, Connelly and Clandinin 

(1990) assen that teacher education should not be viewed separately h'om the 

on-going lives of teachers. Thus, understanding how a preser\ ice teacher or 

teacher reflects must include a person's past and present experiences, as well 

as how it might a^ect his or her decisions in the future. 

Contribution of this study 

The following study addresses the present theories on reflection in 

teaching, and attempts to locate this reflection in practice. Through analysis 

of "bump>' moments" in teaching, the stud>' describes teacher reflection as it 
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actiiall>- occurs in the classroom context. IdentiHcation of the man>' "bumpy 

moments" in teaching would support the notion that teaching is not 

prescribed practice. Rather, teaching is a reaction to the unique and on

going events of a classroom. For ever>' situation, there are several ways it 

may be handled, depending on the teacher, the factors, and the complexit>- of 

the situation. 

"Rumnv Moments" of Other Teachers 

In this study, I moved from the self-stud>' to elicit the "bumpy 

moments" of other teachers. I examined a range of teachers from first to 

sixth grade teaching placements to see what types of moments they are faced 

with during their teaching experiences. Furthermore, I sought to gain an 

understanding of their reflections, decision-making processes, and 

interpretations of such events and how it impacts their future practice. 

Through identification of "bumpy moments" in their own teaching, and 

participation in an interview geared at understanding these moments more 

deeply, it was my hope that we might be able to gain further insight into the 

"bumpy moments" that teachers face and their reflections in a complex 

classroom setting. 

It was presumed that the teachers who choose to participate in this 

study might also leam a great deal by anal>'zing the issues and occurrences 

during their teaching. When I was conducting my self-study, I was allowed 

the opportunity for further reflection on reoccurring issues in my classroom. 

I also gained a deeper understanding of how my personal beliefs and 

philosophies impacted my teaching. Closer examination and more thorough 

reflection on "bump>' moments" in teaching may provide the teacher with 

the necessar\' time to consider alternatives that may lead to changes in his or 
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her teaching practice. This may add a component to research base on teacher 

reflection as it addresses how teachers might describe their personal 

reflection in practice and leam from their experiences. 

Comparison of Practicing Teachers and Preservice Teachers 

An additional component of the study includes having preser\ ice 

teachers share their reflections about the "bumpy moments" that they see 

during a period of classroom observation. One preservice teacher was paired 

with each practicing teacher and the "bumpy moments" that each participant 

identified within a specific period of time were compared. The preserv ice 

teachers were completing the first required course since admission to the 

College of Education, called Teaching and Teacher Education 300 (TTE 300): 

Classroom Processes and Instruction. This is their first required observation 

in schools, although some of them had previously spent time volunteering 

prior to the study. Thus, it was presumed that preservice teachers' previous 

experiences with teaching would vary. 

I chose to examine the reflections of these preservice teachers to offer 

a comparison between how practicing teachers and preservice teachers make 

sense of "bumpy moments." As Lortie (1975) suggests, preservice teachers 

bring with them a wide set of beliefs and preconceptions about teaching 

based on their 'Apprenticeship of Observation' during their schooling 

experience. Carter (1994) found that basic knowledge and beliefs are 

accumulated early and that these preconceptions are shaped and refined 

during and throughout a teacher's career. Several studies have attempted to 

examine and compare expert and novices and their knowledge about 

classroom events (Borko & Livingston, 1989; Carter, Sabers, Cushing, 

Pinnegar & Berliner, 1987; Carter, Cushing, Sabers, Stein & Berliner, 1988; 

Copeland, Birmingham, DeMuelle, D'Emidio-Caston & Natal, 1994). Although 
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these studies were all different in the task or assignment that the participants 

were engaged in, lhe>- offer some insight into the different ways that novices 

and experts experience and understand classroom events. 

More recent studies have sought to examine novice teachers' 

interpretations of teaching events as they embark on the teaching 

profession. Using Well-Remembered Events (for a complete description see 

Carter, 1994) as a vehicle for discussion about classroom events, diversity has 

been found among novice teachers. Additionally, Carter and Gonzalez (1993) 

compared two student teachers who formed different understandings of their 

experiences and followed very different conceptual paths in learning to 

teach. This indicates that learning to teach is not a unitary or homogeneous 

process. This study may lead to further insights about the diversity of 

preservice teachers and how they come to understand classroom processes. It 

can also offer a comparison between preservice teachers and practicing 

teachers through the their identification and interpretations of the "bump}* 

moments" in teaching. 

Implications for Teacher Education 

Stories about the "btmipy moments" in teaching might be used as 

vehicles for novices to understand how reflective practice is essential to 

teaching. Novices might be introduced to the many factors that are taken into 

consideration during actual teaching episodes, and begin to see how a teacher 

resolves these dilemmas and makes decisions during teaching. As Brophv- and 

Good (1986) assen, effective teaching involves selecting and orchestrating 

teaching behaviors appropriate to context and teacher's goals, rather than 

mastering a set of prescribed skills. Carter (1988) agrees that how teachers 

understand classroom events is a valuable resource for teacher education. 
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Importance lies in understanding what teachers know and how their 

knowledge is organized for use in solving classroom dilemmas or problems. 

Increased understanding of how preservice teachers interpret these 

moments ma>' provide Teacher Educators with insights for developing 

programs that encourage teacher reflection. Through the descriptions of 

"bumpx- moments," seen both through the eyes of practicing teachers and 

preser\ ice teachers, novices may begin to see teaching as complex activit>'. 

This ma> help them better prepare for the practice of teaching, realizing that 

it is not prescribed practice. They too may begin to reflect on the complex 

issues that are presented in each teaching episode. 

Research Questions 

The following research questions were designed to examine teacher 

and preservice teachers' perceptions and reflections on "bumpx' moments" in 

teaching and determine the similarities and differences between the two: 

1) What do teachers and preservice teachers consider to be "bump>-

moments" in their teaching or observation of teaching; how do 

they differ and how are they similar? 

2) What do teachers and preservice teachers think about when faced 

with a "bumpy moment" in teaching; how do they differ and 

how are they similar? 

3) What kinds of knowledge or beliefs do teachers and preservice 

teachers bring to the "bumpy moments," and where did they 

come from; how do they differ and how are they similar? 

4) How does the teacher resolve the difficult task of making decisions 

instantaneously within the classroom context; what did the 

preservice teacher observe the teacher doing? 
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5) What are the implications of each "bumpj- moment" on a teacher's 

or preser\ ice teacher's thinking about future decisions and 

teaching practice; how do they differ and how are the>' similar? 

These research questions were addressed through the identification of 

"bumpj- moments" during a specific period of teaching, and a comparison of 

the moments identified by both the practicing teacher and the preser\'ice 

teacher. Inter\'iews were conducted to gain insight into the factors, thoughts, 

understandings, knowledge, actions, and possible impact of each "bump)-

moment" identified. Further description and projections for analysis can be 

found in the methodology- chapter. 
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LITERATURE REVIEW 

Little is known about how teachers assess classroom acti\ ities and tasks. 

One might presume that the recent research on "Reflective teaching" would 

shed some light on a greater understanding of teacher self-assessment. 

Howe\ er, the term of "Reflection" in education is widely used, and difficult to 

define. There is a multitude of ideas regarding what reflection is, how it can 

be located in practice, and how it might be taught or encouraged. The 

abundance of literature on reflection creates the assumption that it plays an 

essential part in education, yet it is important to gain insight into what part it 

plays, and what importance it ma\' have to the education of future teachers. 

I begin by addressing the proposed definitions of reflection. Next, 1 

present research concerning how reflection can be located in practice, or 

what reflection might look like. The third, and most extensive bod>' of 

research, addresses how reflection might be taught or encouraged in 

experienced and student teachers. The second part of this paper presents 

conclusions to the research, along with questions that were raised by the 

articles. The importance of motivation and personal reflective nature, in 

both practicing and preservice teachers is also discussed. 

What is Reflection? 

The research on reflection presents several different views about the 

definition of this term, yet many argue that it is an inherent part of 

professional practice. Recent interest in reflection as a part of professional 

practice was inspired by Donald A. Schon's notion of The Reflective 

Practitioner (1983). According to Schon, there is a professional knowledge 

which guides our actions. He proposes that, "Often we cannot say what it is we 
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know...our knowing is in our action" (p. 49). Thus, a professional knows more 

that he or she can sa>-, and makes numerous judgments that guide his or her 

actions. 

Schon suggests that professionals not only think about doing 

something, but the\' can also think about doing something while they are 

doing it. This process, 'Reflecting on Action,' "tends to focus interactiveh- on 

the outcomes of action, the action itself, and the intuitive knowing implicit in 

the action" (p. 56). In this process, a repertoire of expectations, images, and 

techniques is developed as the professional "leams what to look for and how 

to respond to what he finds" (p. 60). The reflection that Schon describes 

begins with a problem that the professional encounters and attempts to solve. 

The professional imposes a frame on the problematic situation and "draws on 

familiar repertoire which he treats as exemplar or as generative metaphor 

for the new phenomena" (p. 269). Once the problem has been framed, he or 

she formulates and tests the new h>'pothesis. 

In his later work, Donald Schon (1991) provides examples of reflection 

in a book of fourteen case studies. The cases were presented b>- different 

authors in diverse practice settings. The contributors attempted to find sense 

and understanding in someone else's practice by observing, describing and 

exploring the actions of each practitioner. Many authors maintain Schon's 

idea that reflection is inherent in the practice, and thus, reflection is difficult 

for a researcher to detect or capture. Bamberger (1991) shares her findings 

on reflection by posing a question: "Reflecting is at best an on-the-spot 

action, a knowing response to an immediate situation; but more often than 

not, the knowing along with the moment of reflecting disappear, transparent 

to and absorbed into their effective result. How, then, do we learn to 

recognize, even to see, 'reflective practice'?" (p. 37). 



Similarly, Partlett (1991) found that professionals are reluctant, if not 

unable, to share how thev- reflect. For example, he asked teachers how-

certain students were identified for special education needs and the tvpical 

responses were: "1 can't give you a list- you look at a child and see his needs," 

or "Based on 25 years of experience, 1 know what these kids are like" (p. 213). 

He assens that with experience and time, these skills and judgments have 

been integrated into the professional's repenoire. Furthermore, Russell and 

Munby (1991) agree that many professionals leam to teach through 

experience. The>' suggest, "Ask any teacher or professor, 'How did you leam 

to teach?' as likely as not, the response will be 'by teaching' or 'by 

experience,' and little more will follow as though the answer were obvious 

and unproblematic" (p. 164). 

Russell and Munby (1992) address questions concerning teaching and 

reflection in their book, Teachers and Teaching: From Classroom to 

Reflection. The authors recognize that there are man>- different meanings of 

reflection, yet find the overall term productive as "It encourages us to think 

deliberately about our work and search for productive frames" (p. 8). In this 

book, Barnes contends that teaching requires constant thought, judgment, 

and reflection. He maintains that intuitive judgment plays an imponant role 

in the act of teaching, yet reflection on these intuitions can help sharpen and 

improve teaching skills. Although experienced teachers have developed 

strategies for dealing with the signs and signals of the classroom, Barnes 

believes that teaching is a balance between these strategies and reflection 

following the teaching act. He suggests that, "Teachers' work in its very 

nature leaves little time for thought, for success depends upon a rapid choice 

from a well-practiced repertoire" (p. 25). However, Barnes suggests that 

during a lesson the teacher is also engaging in reflective thought. "The 
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teacher is necessarily establishing priorities, unconsciousl>- balancing 

possible successes and costs" (p. 9). 

Furthermore, Barnes, Britten and Torbe (1990) recognize the 

importance of reflection in teaching with the following statement: 

Teaching is a highly skilled activity- which requires of the teacher an 

immediate response to events as they develop. He or she must attend 

not onl>- to long-term goals but also to the urgent details of individual 

pupil's participation in the lesson. The teacher must judge instantly 

whether the moment requires a suggestion, an invitation to explain, a 

discouraging glance, an anecdote, a joke, a reprimand, or the setting of 

a new task. These immediate decisions depend necessarily' upon 

intuitive judgment (p. 8). 

Thus, many maintain that reflection does play an essential role in teaching. 

However, there is little agreement regarding how reflection can be located in 

teaching, and what reflection looks like. 

One of the closest descriptions of reflective practice in teaching comes 

from Copeland, Birmingham, De La Cruz, & Lewin (1993) who undenook a 

project to develop a description of what reflective practice in teaching might 

look like. They present the following twelve critical attributes of reflective 

practice in teaching: 

1. A problem ( a situation in which there is doubt, uncertainty-, 

hesitation or challenge) is identified. 

2. The problem derives from a concrete situation in practice. 

3. The problem, by whomever it is identified, has meaning for the 

practitioner. 

4. The problem can be said to be one of import for successful 
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teaching or learning in the context in which it is identified. 

5. Possible solutions to the problem are generated- "Solutions ma>-

come to mind quickl>' and almost automatically, or they ma>- be 

the result of more deliberate seeking" (p. 352) 

6. Solutions £ire generated from or are grounded in theories, 

assumptions, or research Rndings which are explicitl>- held and 

understood by the practitioner. 

7. The generation of solutions engages the teacher in a critical 

examination of his or her own professional actions and its link 

to target actions in others. 

8. The solutions sought are expected to have positive consequences in 

terms of student learning. 

9. A solution to the problem is selected. 

10. The chosen situation is implemented. 

11. The solution is weighted as to its effects on the target actions and 

the consequences of these effeas in terms of student outcomes. 

12. The reflective process leads to an enhancement of the teacher's 

understanding used to give meaning to the professional 

context in which the problem is identified. 

Although these steps seem accurate in terms of how 1 found that 1 personall>' 

engaged in reflection during my self-study, their work is not grounded in 

research. These attributes are presented as suggestions, and they realize that 

further research is needed to see if and how these critical attributes are 

indeed indicators of what reflective practice looks like during the act of 

teaching. 



25 

Locating Reflection in Practice 

Man>- researchers have contributed studies in an attempt to identify 

and understand reflection in professional practice. In 1988, Russell and 

Johnson conducted a studj- to propose how teachers may leam from the 

actions of teaching. Fifteen teachers were interviewed following a period of 

classroom observation. One teacher in the study, who is in her second year of 

teaching, might serve as an example of how experimentation and reflection 

ma>' lead to a new perspective on teaching. She illustrates how her 

experiences have led her to an awareness of problems and how she might 

address the situation. She also exhibits a type of continuous reflection in 

which she is questioning herself and her actions. 

A few years later, Russell and Munby (1991) once again discuss the 

results of the interviews with beginning, preservice and experienced 

teachers (see Russell and Johnson, 1988). Russell and Munby selected two 

teachers and presented insights into their reflective teaching. The first 

teacher was Diane, who had been teaching for twelve years in the elementary-

grades. Observations of Diane showed that she reflected on how her teaching 

methods were functioning to help her students leam. She showed flexibility 

in her teaching strategies and perceptions. The second subject selected for 

study was Roger, who had six years of experience with junior high and gifted 

students. Russell and Munby suggest that Roger is an example of someone 

who was "reluctant to alter his belief... but, by being open to the events of his 

classroom and the views of others, he has a new, broader irame for his 

teaching strategy" (p. 178). Interviews with Roger show that he steps back 

during a lesson and evaluates how both the students and the teacher are 

performing. Although Russell and Munby found examples of reflection in 

both of these teachers, they concluded that "reflection-in action is difficult to 
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detect and challenging to doaunent (p. 185). 

Man> researchers are interested in the reflection of student teachers, 

especially in comparison to experienced teacher reflections. For example, 

Borko, Bellamy, and Sanders (1992) conducted a study of the patterns in expert 

and novice teachers' thinking and actions. In the study, the\' provided case 

descriptions of secondary science teachers and the student teachers assigned 

to them. Following a week of observations and interviews, the researchers 

searched for patterns in the experts' thinking. Both experts exhibited a high 

awareness of reflection with respect to evaluating a lesson in progress. Next, 

the authors searched for patterns in the novices' teaching. One student 

teacher recognized her inability to plan effectively, yet realizes that this skill 

must come with experience. During the lesson, she demonstrated flexibility 

when something unexpected occurred, and used the incident as an additional 

teaching opportunit>'. When discussing what she might change for the next 

day, she offered classroom management ideas. On the other hand, the second 

novice teacher demonstrated less awareness and flexibility, even though his 

students were having difficulty with the lesson. Although Borko, Bellamy and 

Sanders conclude that there is still much to leam about the differences 

between expert and novice teachers, the study does provide some insight into 

teacher thinking. 

How might reflection be taught and encouraged? 

As Calderhead (1989) states, "The term 'reflective teaching' "has been 

interpreted and defined in numerous ways, with contrasting implications for 

the design of teacher education program" (p. 43). In order to gain insight 

into reflective practices and what role reflection might play in teacher 

education, several teacher educators met for a working conference in October 
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1987. As a result of the conference, which was sponsored by the Universit\' of 

Houston, the United States Department of Education, and the Office of 

Educational Research and Improvement, participants produced written work 

about reflection in education. The end product was a book entitled 

Pnrouraging Reflective Practice in Education: An Analysis of Issues and 

Programs (Gift, Houston & Pugach, 1990). In this book, Richardson asserts 

that reflection in education is gaining popularit>', yet remains relativel>' 

undefined. She asks, "Schon's is a descriptive concept, quite empty of 

content... On what are teachers to reflect?" (p. 14). Grimmett, MacKinnon, 

Erickson, and Riecken also question the surge of interest in reflection. Their 

concern is that reflection presents a diversity of meanings and assumptions, 

most of which continue to be unclear, yet "teacher educators seem to be 

persuaded that reflection (however they understand and operationalize the 

term) is a worthy aim in teacher education" (p. 22) 

Existing Programs 

Much of the research concerning how reflection might be taught or 

encouraged assesses existing teacher training programs which are oriented 

toward the goal of producing reflective teachers. Zeichner and Liston (1987) 

offer a description and assessment of the teacher education program at the 

Universit>- of Wisconsin, Madison. The program, which is oriented toward the 

goals of reflective teaching, serves to educate elementary student teachers. 

The goal of this program is to "develop in student teachers those orientations 

(toward opea-mindedness, responsibility, and wholeheartedness) and skills 

(of keen observation and reasoned analysis) which lead to reflective action" 

(p. 24). The program also addresses the development of technical skill in 

teaching, yet it is also emphasized within the context of reflective action. 
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There are five curricular components that comprise the Universitv- of 

Madison's student teaching program (p. 30). The first component is the 

teaching component. The teaching component ensures exposure to alJ aspects 

of the teacher's role in and out of the classroom. Inquiry is the second 

component, in which outside observations and studies help student teachers 

understand the culture of their classroom and school. Third, seminars taught 

by the university supervisors encourage broader perspectives on teaching by 

considering rationales for pedagogy. Journals are kept by the student 

teacher to record their reflective development over the semester. Finally, 

student teachers and the university supervisors engage in conferences 

following formal classroom observations. Zeichner and Liston claim that the 

critical difference between this program and other teacher education 

programs is that this program has a broad definition of the teaching role, and 

an emphasis on curriculum development. Furthermore, the program 

encourages student teachers to "reflect systematically about their 

development as teachers, their actions in the classrooms, and the contexts in 

which their classroom actions are embedded" (p. 34). 

However, Zeichner and Liston conceded that the program achieves 

only some of its goals. They believe that the difficulty lies in establishing 

legitimac>- of inquiry and reflection along with the development of 

knowledge and skills. The authors feel that "a great deal of inconsistency 

exists between the role of teacher as professional decision maker, a role our 

program encourages students to assume, and the dominant role of teacher as 

technician, one our societ>' and its institutions seek to maintain" (p. 43). For 

a program to be trul>- inquiry-oriented, Zeichner and Liston maintain that 

the staff, curriculum and institutional environment must also possess 

reflective qualities, and work towards continual improvement. 
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Korthagen (1988) believes that "presenice education should promote 

the abilit\' of prospective teachers to reflect on their teaching as a means of 

directing their own growth and development in the teaching profession. 

When teachers ask themselves how to respond to a given classroom situation, 

it "must be related to questions about the why of the situation... why do I react 

in a panicular way, etc." (p. 35). In his article, Korthagen describes a teacher 

education programme based on the reflective teaching principle. The 

programme takes place in a teacher's college in The Netherlands called the 

Stichting Opleiding Leraren (SOL). The reflective teaching principle is 

introduced in a 5-stage cycle (p. 37). The students are taught to trace their 

progress through the stages which include: 1) the action; 2) looking back on 

the action; 3) awareness of essential aspects; 4) creating alternative methods 

of action; and 5) trial of a new action. The flfth stage indicates the start of a 

new cycle. Students use reports or logbooks to describe and reflect upon their 

experiences using this cycle. Results of the study indicate that the program is 

successful for students who "prefer to leam in an active and reflective way, 

while the existence of other learning orientations is barely acknowledged" 

(p. 48). 

Baird (1992) discusses results of two research projects to illustrate how 

collaborative reflection and systematic enquir\' will lead to improvement in 

the qualit>' of teaching. The first project is the Project for Enhancing 

Effective Learning (PEEL) in which 70 teachers and 1000 junior high and 

high school students researched together. Teaching and Learning Science in 

Schools (TLSS) incorporated 20 science teachers with the same amount of 

students. Although the PEEL project began in 1985 and continues today, the 

TLSS project lasted onl>' from 1987 to 1989. The two projects concentrate on 

the Reflective process, which Baird describes as: 1) asking evaluative 



30 

questions; 2) selecting procedures to answer these questions; 3) evaluating 

results; and 4) making appropriate decisions (p. 39). Baird was interested in 

teacher improvement that derived from "increased attention to conscious, 

purposeful reflection before, during or after the teaching event" (p. 40). 

Baird shares the results of one TLSS episode to illustrate how reflection 

can contribute to improved teaching and learning outcomes. The episode, 

entitled: "Initial trialling of reflection on practice using teacher-consultant 

collaboration" (p. 41), consists of three teaching and discussing steps. Hrst, 

the teacher taught a lesson while the consultant observed. They met 

following the lesson and discussed several questions such as: What was the 

topic?; Wh>- were you doing it?; How did you teach it?; How did the lesson 

go?; Was it successful?; Did the students understand the work?; and Was it 

enjoyable to them? Following the discussion, the teacher taught a second 

observed lesson. This time, the students were also asked to answer similar 

questions. The teacher and consultant met and discussed the significance of 

the combined teacher, consultant and student answers. Finally, the teacher 

predicted lesson outcomes by writing answers to the same questions before 

he/she taught the third lesson. The results proved to be unsettling for the 

teachers in this study. In general, they found that the students had ver>- little 

idea of why the lessons were taught, and rated a lower success level than the 

teachers. Thus, this teaching cycle often encoviraged reflection as teachers 

looked back on the lesson. The program also allows teachers to look more 

closely at what they consider a successful lesson, as opposed to what students 

might consider successful, and to increase conununication about expectations 

with their students. 
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Proposed Programs 

There is another body of research on teaching reflection that includes 

proposed models for teacher education. Bemstein-Colton and Sparks-Langer 

(1993) offer a conceptual framework that they believe will produce 

empowered, reflective decision makers. The authors maintain that this 

framework will prepare teachers to be "thoughtful persons intrinsically 

motivated to analyze the sittiation, set goals, plan and monitor actions, 

evaluate results, and reflect on their own professional thinking" (p. 45). The 

first component of the framework is the professional knowledge base, which 

consists of seven categories of knowledge. The categories are: content, 

students, pedagog>', context, prior experience, personal views and values, and 

scripts. Scripts allow the teacher to react to situations automatically while 

maintaining a focus on more critical issues. The scripts guide the thinking 

process and include the reflective questions teachers ask themselves when 

analyzing and planning a course of action. The second component is feelings. 

Feelings have a tremendous impact on a teacher's abilit>- to reflect and may 

influence how we interpret a situation. The next component is the action, 

includes the planning before teaching, implementation of instruction, and 

e\'aluation made after teaching. Action requires great mental processing in 

all three stages. The construction of knowledge and meaning is the fourth 

component. 

According to Bemstein-Colton and Sparks-Langer, "Teaching decisions 

are made through an interaction between the professional knowledge stored 

in long term memory and the information perceived in the environment" (p. 

49). Automatic metacognitive scripts play an important role in every stage of 

the process. The authors suggest, "One might picture a little person in the 

head of the teacher asking questions, suggesting new steps, and assessing 
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previous thoughts and actions" (p. 49). Once the teachers gain an 

understanding of the framework, they can begin training to be reflective 

educators. The training consists of being paired with a mentor who models 

and describes their own thinking and guides the novice teacher through 

decision making. As pan of the process, student teachers write reflections on 

why they feel certain aspects of the lesson were successful or unsuccessful. 

They further analyze what conditions and factors ma>- have influenced the 

outcomes. The authors assen that, "At the end of the process, the new 

teachers have acquired the necessary mental representations and automatic 

scripts to interpret information, set goals, assess their actions and think 

independently" (p. 51). 

Another proposed program includes presenting teachers with 

conditions which might encourage reflective practice. Richert (1990) 

recognizes that the goal of many teacher education programs is to prepare 

reflective teachers. These teachers would "have the capability and 

orientation to make informed and intelligent decisions about what to do, when 

to do it, and why it should be done" (p. 509). Richert's study suggested four 

structures that might enhance reflection in novice teachers. Condition I 

asked student teachers to reflect on one week of teaching without other aides. 

Condition II introduced a teaching portfolio and asked the student teacher to 

compose a reflection essay about any aspect of their teaching. In Condition 

ni, the student teachers were paired with another teacher who observed and 

met with them for a reflective conversation. Finally, Condition IV offered 

both a portfolio and a partner. In both conditions with a partner, the 

teachers met once a week. Twelve novice teachers participated in the study, 

and each reflected under two of the four conditions. 

Richert analyzed the data to determine what differences occurred in 
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each reflection condition and how the teachers perceived each opponunit\-. 

Data collected in the stud>- consisted of journal entries, free-write essays, 

portfolios, questionnaires and self-report interviews. Richert found that 

reflection with a partner was signiHcant to the student teachers. The 

teachers valued having adequate time to reflect and share their experiences 

with others. For some, the meetings with their partner provided a safe, non-

es aluative opportunity to verbalize and work through their feelings: "You 

feel bad like you had a bad day but you just say, 'I had a bad day' to yourself 

and sometimes in your mind you don't go through the whole process... When I 

say to my partner, 'Boy, was that class horrible', she'll say, 'Why was it 

horrible?"'(p. 511). The teachers also felt that the observation component of 

the partnership provided a common framework for discussion with their 

partner. One participant noted, "1 may have made a comment to someone else 

about that, but it would have been so hard for them to have understood exactl>' 

what went on" (p. 513). Often, the observer was also able to see the class from 

the student's view point which added to the discussion. In general, the 

teachers felt more comfortable talking with a partner because the>' had a 

legitimate opportunity to share experiences and feelings. 

The teachers who participated in the structure of a portfolio were 

instructed to collect anything they wished to represent a week of their 

teaching. Of the nine student teachers who constructed the portfolio, eight 

referred to it, and only five used it extensively. All teachers felt that the 

portfolio served as an aide to enhance their memor>' of the week's events. 

Although the contents of each portfolio was different, none of the teachers 

recorded their own reflections or kept examples of student work. Richert 

concludes that the four conditions may be helpful to enhance reflection in 

student teachers because she believes, "Novices often don't know how to 
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think about their work in productive ways... It is imperative, then, that we 

provide resources and support for new teachers to leam to be reflective about 

their work in classrooms" (p. 526). 

Suggestions for teaching reflection 

There are several other authors who offer suggestions for teaching 

reflection. They present ideas that may be incorporated into existing teacher 

education programs, or can be used to enhance experienced teachers' 

reflections. When educating beginning or student teachers, Pugach (1990) 

suggests that more well-defined strategies are necessary- to encourage 

reflection in novices. Her paper explores a study designed to promote 

reflection in student teachers by having them identify a problem, monitor 

changes, and note effects on students. The emphasis was placed on student 

teachers choosing their own dilemma so that it was a current concern to 

them. The project was required of all elementary education teachers, and 

there was a total of eighteen self- study projects. The student teachers deHned 

a range of problems which they intended to address including: teacher 

verbalizations and responses, classroom management, and meeting students' 

needs. 

Results of the study showed some insight into student teacher 

reflection. For example, only some student teachers focused on the students 

in the classroom or used student cues to make teaching decisions. Many found 

that it took time to make the change automatically: "I still have to think about 

doing it. It doesn't come automatically yet, but I'm trying. I hope for it to 

become second nature to me in time" (p. 18). For this reason, Pugach suggests 

that novices may first have to acquire mastery of the basic routines before 

they are expected to be reflective on more comprehensive teaching actions or 



35 

goals. However, studies such as this may help the student teacher to become 

familiar with identifjing problems and self-monitoring, which may later lead 

to effective reflective teaching. Baird (1992) agrees that initial reflection 

about the particulars of practice may encourage a more pedagogical 

reflection in the future. He explains that the smaller classroom issues or 

problems can serve as learning situations which may provide information 

and guidance for further practice. Thus, student teachers can be introduced 

to the process of reflection by focusing first on immediate dilemmas in the 

classroom. 

Eby and Kujawa (1994) have developed a textbook for beginning 

teachers which emphasizes reflective thinking as an integral part of the 

teacher education process. The text, entitled Reflective Planning. Teaching. 

and Evaluation: K-12 . presents the reader with dilemmas and ambiguous 

situations for practice in using thinking processes. The book also includes a 

Model of Reflective Teaching (p. 14) which contains a "series of skills that 

teachers can leam to improve their own reflection-in-action" (p. 13). 

Opportunities for reflective teaching are also presented to the education 

student. For example, they are asked to prepare and teach a brief lesson to 

fellow students. They are then asked to complete the following: 1) a 

reflective essa>' (discussing the lesson, observations, questions they ask 

themselves, and what they would improve); 2) an alternative reflective essa>-

(considering teachers from their own school experience and ways in which 

they were reflective); and 3) an classroom observation (involving reflective 

thoughts about what they noticed). 

Borko, Bellamy and Sanders (1992) believe there is value in reflections 

after teaching. They assert that lesson observations should be followed by a 

post-interxiew. The interview would include reflection questions that discuss 
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prominent features of the lesson (or what stands out), unexpected 

occurrences, changes from the lesson plan, and the reasons for those 

changes. The participants would also be encouraged to discuss their opinions 

about the entire cycle and changes in their knowledge or thinking as a result 

of their teaching (p. 53). Roth (1989) asserts that programs that emphasize 

reflection should provide opportunities to test hypotheses and strategies in 

simulated, clinical, and field settings, such as internships. The experience 

must be interactive with the university, and promote schools as places for 

professionals to leam and practice. Additionally, student teachers should be 

given opportunities to reflect on their experiences and discuss them with 

other practicing students. 

Although there are many opinions and ideas about how reflection 

might be taught or encouraged, Schon (1983) warns that a professional 

cannot describe his or her intuitive knowing and the many judgments that 

have impacted his or her actions. Schon maintains that "since he cannot 

describe his reflection-in-action, he cannot teach others to do it" (p. 243). If 

Schon's theor>' is true, then the teacher educators themselves will need to 

exhibit reflective practices and incorporate them into their programs. As 

Zeichner and Liston (1987) stated above, the entire educational environment, 

including staff and curriculum as well, must possess reflective qualities. 

Thus, changes need not only occur with the teachers themselves, but also in 

ever>' aspect of the educational program. 

Conclusions and Questions Raised by the Research 

Research shows that the term "Reflection" is widely used, yet it does 

not have a set definition. There is even less agreement about what reflection 

looks like, and how it can be located in practice. The diverse implications of 
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reflection have created an impossible task for teacher educators. How can 

teacher educators develop programs to produce reflective teachers when 

there is little agreement about what a reflective teacher is? In this section, I 

will address several questions regarding the research presented on 

reflection. It is my belief that such questions must be addressed in order to 

gain a better understanding of what reflection is, and its importance to the 

teaching profession. 

The recent surge of interest in reflection was inspired by Schon (1983), 

yet Schon presents a paradox for reflection in education. Schon asserts that 

teachers have a specific kind of professional expertise, yet they cannot 

describe or teach this expertise to others. How, then, will it be possible to 

'educate' reflective thinkers? The inability to describe reflection or intuitive 

knowledge will create communication problems between teacher educators 

and student teachers, student teachers and cooperating teachers, and among 

teachers themselves. If we can't communicate what we do, then we will never 

get to the heart of reflection and how it is used by teachers. 

A student teacher in the Russell and Johnson study (1988) shares her 

fhistration about the lack of communication at her school: "Nobody there 

ever discusses with me why they do things, what's behind what the>- do... She 

might say, 'This is how I do it, and this is the way I think it should be done.' 

But nobody every says, 'I wonder why 1 do it this way?'" (p. 6). Perhaps the 

communication gap is created because teachers do not have the common 

language to speak about reflection. It is also possible, however, that teachers 

are insecure about talking about their decisions for fear of judgment by other 

teachers. In their case, reflection might force them to make some major 

changes and deal with issues that they may not want to face. Regardless of 

the reason for this lack of communication, teachers must begin to 
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communicate their knowledge to others, so that we ma>- gain a full 

understanding of how reflection is used in the teaching profession. 

Many studies (such as Pugach, 1990) attempt to show the result of a 

change that takes place when a teacher leams to be more reflective. 

However, the progress through reflection is not shown, such as: 1) what 

occurred to make the teacher see a need to change; 2) what attempts were 

made to make the change; 3) what were the results of these attempts; and 4) 

what funher attempts were made after the first attempts? I believe the 

studies would be more effective if we could see some of the thoughts and 

perceptions as the teacher is actually moving through the steps to create a 

change. Such a studj- would show reflections of why and how a change 

occurred, instead of seeing only what was changed. 

Russell and Johnson (1988) interviewed a teacher who was unwilling to 

make a change because she did not want to make gradual attempts, but 

expected a major change to occur at once. The teacher, who felt that teaching 

should be the transmission of knowledge, was struggling with letting students 

be more involved with their own learning. She says, "In the back of our 

minds, that's what we're working for, but somebody tell me how to do it!... I'm 

going to leave it out 'here' for now until I'm capable of understanding what I 

have to do in order to do it" (p. 4). Russell and Johnson suggest that such a 

change will require time and thought. However, I suggest that this teacher 

may make decisions based on her reflections during teaching that will move 

her closer to this goal. For example, she may be completing a worksheet mth 

her students in a teacher-directed lesson, and suddenly realize that the 

students could work in groups because they no longer need her direction. 

Allowing her students to work in groups is a gradual step toward her change 

to student-directed learning, and this idea came through experience in the 
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classroom. Thus, this teacher made a discover>' that may not have occurred if 

someone else had told her how to do it. 

In the previous example, Russell and Munby suggested that a major 

teaching change, such as attempting a new teaching style, required time and 

thought. This coincides with the common perception that teachers need more 

lime for thinking about teaching. For e.\ample, Russell (1993) interviewed a 

first year teacher who felt, "You don't have time to reflect! It's reall>' too bad, 

because it's something you should do. For some people, things come back 

reall>' easil\-. For me, 1 really have to sit and take time to think about what's 

gone on, and make something of it" (p. 57). Some suggest that reflection can 

only come after the experience. As a teacher in Russell and Johnson's (1988) 

study related, "When I have the opportunity to sit down and talk about things 

then things click and 1 can see the light bulbs bursting in my head! Most of 

the time 1 don't think about what I've been doing. I've been thinking on a 

ver>' superficial level and there's not many times I get to think" (p. 5). 

In fact, most of the research on teacher reflection is concerned with 

reflection after the experience. Many studies interview teachers immediately 

following an observed lesson (Russell & Mimby, 1991; Borko, et al., 1992; 

Baird, 1992). Thus the reflections take place after the lesson has transpired, 

and teachers are being asked to reflect on the lesson. Unfortunately, some 

thoughts may be lost between the time the lesson occurred, and the time the 

person sits down to engage in reflective thinking. It would seem virtually 

impossible to remember all events that transpired during the lesson, and what 

guided the teacher's thought process and decision-making. Therefore, 

teachers maj- have more time to reflect after the lesson, yet the reflections 

would be based on his or her recollection of past experiences. 

Though reflection following a lesson may be an important part of the 
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reflection process, some would argue that reflection is an on-going, 

spontaneous occurrence which guides teacher's actions and decisions in the 

classroom (Bamberger, 1991; Partlett, 1991). Bame's (1992) statement, "The 

teacher is necessarily establishing priorities, unconsciously balancing 

possible successes and costs" (p. 9), assumes that thinking and reflection is 

inherent during the teaching process. Thus, reflection does not only occur 

after the lesson, it occurs within the lesson as well. During a teaching 

episode, teachers are presented with instances that might spark such 

spontaneous reflection and simultaneously present them with issues that 

might require further reflections about their teaching practice. Stengel and 

Tom (1996) recognize that teaching begins with a view of teaching as a 

complex intellectual activity: "It is at once a craft requiring the ability- to 

make and carry out a seemingly infinite number of 'on-the-spot' decisions 

and a practice demanding 'from-a-distance' reflection, the ability to consider 

the realities of classroom life thoughtfully and critically in order to generate 

alternate ways of acting" (pp. 612-613.) 

A final and imperative question raised by the research on reflection is: 

Can reflection be taught? Even in programs that claim to produce reflective 

thinkers (Zeichner & Liston, 1987; Korthagen, 1988; Baird, 1992; Bemstein-

Colton & Sparks-Langer, 1993; Richert, 1990; Eby&Kujawa, 1994), one must 

ask if it is a realistic expectation that all student teachers leave the program 

with the ability to employ reflective practices in their teaching. As 

Korthagen (1988) found, many of these programs are successful for students 

who already think in a reflective manner. There are also underlying 

presumptions in these programs that student teachers have the capability- to 

gain an understanding of reflection, and complete training to become 

reflective educators. For instance, one program says that reflective training 
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begins after the student teachers understand the reflective framework 

(Bernstein- Colton & Sparks-Langer, 1993). However, they offer no indication 

of how long it takes to gain such understanding, or how they can tell what the 

student teachers have gained in the process. At best, reflection may be 

introduced in such programs, but it is debatable whether all students will 

become reflective teachers. 

Motivation for Reflective Practice 

Much of the research on reflective teaching proposes how reflection 

might be taught or encouraged. Yet, little is known about what truly 

motivates teachers to be reflective. There is a possibility that motivation for 

reflective practice is increased by teacher education programs that 

encourage reflective teaching. However, Oberg and Artz (1992) assen that 

the most meaningful reflections are those that originate with the indi\idual, 

rather than from an outside influence. They claim, "We find the knowledge 

we evolve from our own e.\periences settles much deeper and lasts much 

longer than the knowledge we borrow from others" (p. 153). Therefore, 

reflection may be a personal characteristic, and it can be presumed that some 

teachers are more naturally reflective than others. 

Personal Reflective Nature 

As Calderhead (1988) recognizes, "Reflective teaching seems to take for 

granted the ability of teachers to stand back from their teaching and look 

upon their actions objectively" (p. 9). Thus, reflection can only occur if the 

individual is willing to take an active part in self-evaluating and recognizing 

possible weaknesses in his or her teaching. Some teachers are more open 

about discussing their classroom problems than others (see Russell and 
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Johnson, 1988). Studies of reflection depend greatly on the personalities of 

the teachers the>' stud\-. In some cases, there is a great range of reflection 

among the different teachers studied. 

Russell and Johnson (1988) discovered one teacher who naturally 

exhibits spontaneous self-evaluation that often leads to an immediate change 

in his teaching st>ie. The teacher, Roger, reflects on and evaluates his 

teaching performance during his lessons. "I spend a lot of time, often as 

things are happening, sa> ing, 'Gee, I wonder what the difference is between 

what I did this time, or what happened last time and this time that caused the 

difference?' (p. 12). He is constantly learning and changing his style. "I end 

up learning so much, working this way, about how the kids leam, and it helps 

me enormousl>-. I end up going back and changing all my things 

immediately" (p. 12). Roger's reflections have led him to a greater 

understanding of his teaching, and how the students will respond. "I'm also 

able to predict fairly well the kinds of things that will come up and to get a 

sense of the kinds of things that kids will understand" (p. 13). In comparison 

to the other teachers in this study, Roger stood out as exhibiting an 

exceptional amount of reflection in his teaching. 

An interesting study might derive from closer examination of 

reflection as a personal characteristic. Is Roger inclined to reflect on and 

evaluate other aspects of his life? For example, Borko, et al. (1992) present the 

reflections of two student teachers who are in the same stage of teacher 

education. Yet, one student teacher demonstrated reflective qualities, while 

the other did not. Closer examination of teachers' personality, background, 

and experiences might provide insight into their personal reflective nature. 

Connelly and Clandinin (1990) agree that teacher education should not 

be viewed separately from the ongoing lives of teachers. Thus, the study must 
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include a person's past and present experiences, as well as how it might affect 

his or her decisions in the future. ConnelK- and Clandinin propose Narrative 

Inquir>- as a promising educative process that facilitates change and growth 

through reflective storying and restor>'ing. Carter (1992) proposes the Case 

Method to conve\- the high comple.xity of teachers' cognitive processes. The 

Case Method lends itself to reflective inquirv' as teacher's can take another 

look at the classroom situation and ask questions about the lesson and their 

teaching. Both research methods might provide deeper insights into a 

teacher's personal reflective nature. 

Personal Reflective Nature in Preservice Teachers 

Research indicates that basic knowledge and beliefs about teaching are 

accumulated early in a teacher's development (Lortie, 1975; Carter, 1994) and 

it is suggested that these preconceptions fail to change or be challenged 

during their experiences in teacher education (Bramald, Hardman & Leat, 

1995; Anderson & Bird, 1995). Teaching portfolios and action research have 

recently received attention for their potential to be used as tools to promote 

reflection among preservice teachers. In teacher education programs that 

incorporate portfolios as a requirement, a little over half of the preservice 

teachers felt that the portfolios allowed them the opponimity to reflect about 

students and learning (Borko, Nlichalec, Timmons & Siddle, 1997; Wade & 

Yarbrough, 1996). Portfolios allowed them the opportunity to claril^' and 

refine ideas about the practice of teaching. On the other hand, many 

preservice teachers expressed that the portfolio assignment took time and 

energy from their student teaching experience. 

Action research has been suggested as a tool for the promotion of 

thinking about a broader range of moral and ethical concerns in making 
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decisions about practice, rather than the tendency to focus on technical and 

practical issues of the teaching profession (Dinkelman, 1997; Johnson & 

Ochoa, 1993). Yet, it is argued that beginning teachers are almost alwa> s 

encountering problems that they have never seen before (Ducharme & 

Ducharme, 1996) and concerns for self survival as teachers will onl>' decrease 

as teachers experience success in their teaching efforts (Pigge & Marso, 

1997). Fuller (1969) proposes that teachers concerns can be presented in 

phases. The Pre-teaching phase is a time of thinking of teaching in terms of 

their own experiences as pupils and as college students. The Early teaching 

phase consists of concerns with self and issues of managing a classroom. The 

concern for students does not come until the Late Phase, we she found did not 

occur until the end of the student teaching experience. Thus, teacher 

reflectivity is a developmental process (Pultorak, 1996) in which 

preconceptions and notions about teaching must be addressed. Kagan (1992) 

suggests that teacher education should guide novices through their biological 

histories, rather than expecting novices to reflect on the moral implications 

of classroom practices. 
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METHODS FOR DATA COLLECTION AND ANALYSIS 

The following study addresses the present theories on reflection in 

teaching, and attempts to locate and describe this reflection in practice. A 

qualitati\ e study was conducted employing the phenomological approach in 

an attempt to understand the meaning of events and interactions to ordinary-

people in panicular situations (Bogdan & Biklen, 1992). Teachers in their 

own classroom were asked to identify- "bumpy moments" during a specified 

period of time. As Bogdan and Biklen assert, "Action can best be obser\ ed in 

the setting in which in occurs" (page 30). Further, the classroom 

environment serves as the landscape for understanding the complexities of 

the teaching practice (Connelly, Clandinin & He, 1997). Thus, the classroom 

will be the main setting for identification of "bumpy moments" in teaching. 

Preservice teacher observers, who were assigned to each classroom, were also 

asked to identify- any "bumpy moments" that they perceived during this time. 

Through analy-sis of these "bumpy moments" in teaching, the study describes 

teacher reflection as it actually occurs in the classroom conte.vt. A 

comparison of the perceptions, thoughts, and knowledge of practicing and 

preservice teachers may lead to a greater understanding of how they make 

sense of such moments in teaching. 

Research Qjuestions 

The following research questions were designed to examine teacher 

and preservice teachers' perceptions and reflections on "bumpy moments," 

and determine the similarities and differences between the two: 

1) What do teachers and preservice teachers consider to be "bumpy 

moments" in their teaching or observation of teaching; how do 



-16 

the\' differ and how are the>- similar? 

2) What do teachers and preservice teachers think about when faced 

with a"bump>' moment" in teaching: how do the\ differ and 

how are they similar? 

3) What kinds of knowledge or beliefs do teachers and preservice 

teachers bring to the "bumpy moments," and where did they 

come from; how do they differ and how are thev- similar? 

4) How does the teacher resolve the difficult task of making decisions 

instantaneousl>' within the classroom context; what did the 

preservice teacher obser\ e the teacher doing? 

5) What are the implications of each "bumpy moment" on a teacher's 

or preservice teacher's thinking about future decisions and 

teaching practice; how do they differ and how are the> similar? 

Research Context 

This study took place in a Kindergarten through Sixth grade 

elementar\- school in the Northwest area of Tucson, Arizona. This particular 

site was chosen because I have access to the teachers and staff while I am a 

teacher at the school. Further I had the support of my principal and 

administration in the School District. My school also promised the suppon of 

my fellow teachers, based on past experience and projects, who were likely to 

be willing to panicipate in my research. 

Description of Methodology 

Before 1 began a study on "bumpy moments" in teaching, it was 

essential that all participants in the study understand the term and what it 

means. Thus, the first step in my study was an effort to create a common 
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language about "bump)' moments." Once that was accomplished, I began to 

obtain participants for m\ stud>. The third step included having the 

preser\ ice teachers observe in their assigned teacher's classroom. Finalh, 

open-ended interviews were conducted with the practicing and preserv ice 

teachers individualh- about the "bump>' moments" the>' perceived during this 

time period. I will now describe each step of this process in greater detail. 

Creating a common language about "bumnv moments" 

In m>' self-stud>-, I defined a "bump>- moment" as: A moment in 

teaching that requires a teacher to engage in reflection to make an immediate 

decision about how to respond to a particular problem in practice. The 

problem is not easily solved for any number of reasons, has importance to the 

teacher, and is perceived to have future implications or possibl>- have an 

effect on the students in the classroom. In order to elicit the "bumpv-

moments" of other teachers, I felt it was necessary to establish a common 

language about the meaning of "bump>- moments." I developed a series of 

"bumpj' moment" stories from my own teaching to share with other teachers 

and preservice teachers (see Appendix A). These stories were carefull\-

selected to illustrate different types of "bumpy moments," and the>- reflect the 

kinds of moments I found in my self-study (ie. management, parent helper 

problems, not prepared, disruptions, and instructional moments). 1 planned 

to use these stories as examples of "bump>' moments" when introducing the 

term to both the teachers and preservice teachers before beginning the 

study. 

I hoped that the range of "bumpy moment" stories would give the stud>' 

participants several examples, rather than limiting them to only one type of 

moment. For example, the moment that led me to the examination of "bump>-
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moments" stemmed from a management issue. In the self-study that followed, 

I tended to identif\- management "bump\- moments" more than any other 

t>pe. This mav- be due to an>' number of factors, but beginning the stud>-

with identification of only one kind of moment mav- have had a large 

influence on m\- thinking about future "bump>- moments." 1 also was aware 

that sharing too many specific "bump>' moments" in my teaching might lead 

participants in the studv' to identif>' onl>' those tvpes of moments. Despite this 

risk, I chose to give se\ eral examples of m>' real classroom experiences 

because 1 felt that the participants would be much more articulate in 

describing their "bumpy moment" experiences if they understood that there 

was a wide range of such moments. 

When it came time to define and explain "bumpy moments" in teaching 

however, 1 foimd that both the teachers and preservice teachers did not need 

all the examples in Appendix A. Because I was explaining the "bumpy 

moment" term to the entire class of Teaching and Teacher Education 300 in 

hopes of gaining only four volunteers for m\- study, 1 chose to give shorter 

and fewer examples of these moments. Instead of reading the examples in the 

Appendix, I described in my own words the first example about the 

assignment on the first day and my management moment that led me to the 

study of "bumpy moments." I also gave a third example, which I gained from 

talking to one of the teachers at my school. This example describes a "bump> 

moment" in which the teacher had been carefully teaching the same concept 

over several days onlj- to find that the entire class failed to get the concept 

correct on a test. I explained that identification of "bumpv* moments" would 

differ from day to da\' and from person to person. When I introduced the 

"bumpy moment" term to the practicing teachers, I used the same three 

examples. 
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Both groups responded to my "bumpy moment" stories in a similar 

manner. When the preservice teachers introduced themselves to their 

classmates on the first da>-, four of them told stories of a different kind of 

"bumpy moment" gained from their experiences working with children. The 

practicing teachers responded by coming up to me at various times in the 

next week and sharing stories of their own "bumpy moments." Because there 

seemed to be a willingness to share such stories, and an understanding of 

what the term meant, I felt that it wasn't necessarv' to share the other 

examples from my experiences. Instead, I found that fewer and shorter 

examples were sufficient for explaining the meaning of "bumpy moments," 

and that we had successfully begun the process of sharing these moments 

with each other. 

•Selecting Partirinants 

It was presumed that different teachers would experience different 

kinds of "bumpy moments" and would go about handling the situation in their 

own way. Each teacher has a unique set of beliefs or convictions that will 

guide his or her practice. Thus, it was important that 1 gain a range of 

teacher participants for this study. Similarly, preservice teachers also bring 

with them a set of beliefs and convictions which will presumably impact their 

experiences in schools. Even though the preservice teachers were at a 

similar point in their teaching career as they were beginning their first 

course in Teacher Education, it is presumed that their thoughts and ideas 

about teaching will also var>'. The following describes the process of gaining 

practicing and preservice teacher participation and how each teacher was 

paired with a Teaching and Teacher Education 300 student who was willing to 

participate in the study and was also interested in that particular teacher's 
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grade le\ el or placement. 

Gaining teacher participation 

I had originally planned to select participating teachers from a list of 

\ olunteers gathered at one of the first staff meetings in the school year. This 

plan was altered when the first two facult>- meetings were canceled, and I had 

to meet the deadline for when the Teaching and Teacher Education 300 

students began their observ ations in the school. Because placing TTE 300 

students in the school on time was a priority, 1 went to teachers individuall\-

to see if the>- would like a preserv ice teacher placed in their classroom for 

observ ation. I began b>- asking the teachers who had a student placed with 

them the prev ious year, and added a few others because I wanted to obtain at 

least one teacher for each grade level. At this time, I did not know exactly 

how many TTE 300 students we were going to have at our school, but I had 

successfully gained ten teachers who were willing to take a preservice 

teacher as an observer in their classroom for one day each week. 

I then gathered these ten teachers and presented m>- stud> and the 

notion of "bumpy moments" in teaching, using my definition and the three 

examples discussed previously. Following this brief description, I asked for 

volunteers to participate in my study. Seven of the ten teachers volunteered 

to participate in mv- study. The teachers willing were: 1) A kindergarten 

teacher in her second year of teaching; 2) A first grade teacher with a total 

of nineteen years of teaching experience and was in her second year of 

teaching First grade; 3) A second grade teacher in her second year of 

teaching; 4) A third grade teacher with ten years of experience; 5) A third 

grade teacher with fourteen years of experience; 6) A fifth grade teacher in 

her second year of teaching; and 7) A sixth grade teacher in her twenty-
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eighth v ear of teaching and Administrati\ e experiences combined. All the 

teachers who volunteered were female. 

At this point, I used the following criteria for selecting four teachers 

from the six who volunteered. First of all, I wanted to represent a range in 

grade level placement. I thought that it might be interesting and insightful 

to see what teachers of different grade levels consider to be "bumpv-

moments" in their teaching. The second determining factor was each 

person's teaching experience and/or inser\ice and graduate class 

experience. 1 decided that 1 wanted to have teachers with five or more years 

of teaching experience participate in the study because it was presumed that 

teachers' thought processes and how they handle these "bumpv- moments" 

may differ given their varied knowledge or years of experience. Thus, I 

chose the four teachers with five or more years of teaching experience and 

asked them to participate in my study. Selection using this criteria also 

allowed me to gain a range of grade levels as the four chosen were from first 

grade, two of them were third grade teachers, and the fourth was a sixth grade 

teacher. Once I obtained four teachers who volunteered to participate in the 

study, 1 met with them individually to further explain "bump>- moments" and 

what I would be asking of them throughout the duration of the study. I also 

began to identify* a time that we might meet for each interview. 

Gaining prgservic? teacher panicipatign 

With the permission of Dr. Kathy Carter, professor of TTE 300 in the fall 

of 1998,1 asked for four volunteers to participate in my study. Participation 

in my study was offered in lieu of another assignment for the course. The 

way the course is designed, students may choose to either complete a field 

book of their observations during the semester, or complete a communitv' 
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service project. My study was given as a third alternative for meeting this 

requirement. I presented my study and the definition and examples of 

"bumpy moments" to the entire class of TTE 300 students on the first day of 

their class. I described what would be asked of each volunteer and sent 

around a list asking for volunteers. From this list 1 gained eight volunteers. 

Dr. Carter and I decided that all eight volunteers would be placed at my school 

for their weekly observations. One student later dropped the class, so there 

remained seven students who were placed at my school and considered to be 

possible participants for my study. 

In the lab component of the course later that day, we asked each TTE 

300 student to select a grade level in which they would like to observe. I used 

this information to determine which students I might be able to pair with the 

teachers that had already volunteered and had been chosen to participate in 

my study. From this information, I selected four students to participate in the 

study because they desired to be in the first, third, and sixth grade classrooms. 

As a result, all four TTE 300 volunteers were female. The two males who had 

volunteered for the study desired a different grade level or placement than 

the teachers who had volunteered for the study. A few weeks later, 1 met with 

the TTE 300 students and explained how selections for participation in the 

study were made. I also met with each preservice teacher individually to 

identify a time that we could meet every other week for an interview. 

Seeking an Alternate Pair after one nreservice teacher dropped the class 

After the study began, and I had already coUected interviews Irom two 

of my practicing and preservice teacher pairs, I was notified that one of the 

preservice teachers was no longer coming to her scheduled observation days. 

I talked with the Teaching Assistant and Professor for TTE 300. They told me 
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that this particular student had not been admitted to the College of Education, 

and could thus not take the course or work in the schools this semester. 

Because this student had alread>- been chosen for the stud>', I had to make a 

decision about how she would be replaced. 1 considered moving another TTE 

300 presers ice teacher into the third grade teacher's classroom, but the 

observ ations had alread> taken place and I decided it would be unfair to ask 

the preser\ ice teachers to change placements. 

I examined the other practicing and preservice teacher pairs already 

established at our school. I knew that all of the TTE 300 students were willing 

to participate in the stud>', but lacked a practicing teacher who had the 

experience I desired for m>' study. I also wanted to maintain the range of 

teachers across the grade levels. With this criteria in mind, the only 

possibility seemed to be a fourth grade teacher who had not originally 

volunteered for the study. She was in her third year of teaching, which was a 

year more than any of the other teachers who had volvmteered. I was also 

excited by the fact that her TTE 300 student was a male, and the potential for 

bringing this perspective to my study. 

I went to the fourth grade teacher and asked if it would be possible for 

her to participate in m>- studj'. She said that she had not volunteered because 

she had a class on Tuesday afternoons and would not be able to sit down for an 

interview on those days. We struck a compromise and decided that she would 

participate, but the interviews would be conducted on the following school 

day. In my opinion this was the best option, despite the fact that this teacher 

had less experience and the interviews needed to be conducted on a different 

dav' rather than immediately following the observation period. 
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Preser\Mce teachers obser\'ations in the teacher's classroom 

Dr. Carter's TTE 300 course requires that the preserx ice teachers report 

ever>- Tuesda\' morning to their assigned school for observ ations. The 

obser\ ations began in the second week of September and continued ever>' 

Tuesday until December 1. This gave the preservice teachers a total of tw elve 

observation days in the school. Although the preservice teacher observed in 

the teacher's classroom for all of the twelve scheduled days, I onlv- asked the 

teacher and preservice teacher to identify the "bumpv' moments" that 

occurred on every other observation dav*. 

1 chose to anal>'ze six days of observations rather than all t\v'elve for 

the following reasons. First of all, each day that I asked the preservice and 

practicing teachers to identify "bumpy moments," I needed to do an interv iew 

asking them to describe in detail each of these moments. I strongl>- felt that 1 

should interview them on the same day that the moments were observ ed so 

that I could preserve as much of their reflections and thoughts during these 

moments as possible. I feared that if I waited until the following day, other 

things may happen that could change their thinking and I would not be able 

to truly repon how they were feeling at the time. When I was conducting mv-

self-study, I had to force myself to identify- "bumpy moments" everv night 

following mv- teaching day because too much was lost if I let more time expire. 

Given the nature of my interview and the length of time that 1 projected this 

would take, 1 would not have been physically able to interview- all four pairs 

(a total of eight people) in one dav-. 

Since I would not be able to interview all eight people in one day, 1 had 

to decide how manv-1 thought 1 could possibly interview each day. I decided 

the easiest thing to do was to divide the group of eight into two groups of four. 

Thus, I would interv lew two preservice and practicing teacher pairs each day. 
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This allowed me to conduct only four inteniews a da}', which seemed much 

more manageable. Because I was not going to interview each pair on each 

obser\ ation, f next had to decide how I might keep my analysis consistent. I 

also wanted to examine "bumpN' moments" across time, so I had to decide how 

to interview the pairs throughout the twelve observation days. I decided to 

ha\e each teacher and preservice teacher pair identify "bump>' moments" 

e\'er>' other week, and 1 would interview them that week as well. Thus, the 

interviews were scheduled as follows: 

September 15- Pair 1 and 2 identiiy- "bumpy moments" and I conduct 

separate interviews with each of these people (4 in all) 

September 22- Pair 3 and 4 identifj- "bumpy moments" and 1 conduct 

separate interviews with each of these people (4 in ail) 

September 29- Pair 1 and 2 identify "bumpy moments" and interview 

October 6- Pair 3 and 4 identify "bumpy moments" and interview 

October 13- Pair 1 and 2 identify "bumpy moments" and interview 

October 20- Pair 3 and 4 identify "bumpy moments" and interview 

October 27- Pair 1 and 2 identify "bumpy moments" and interview 

November 3- Pair 3 and 4 identi^- "bumpy moments" and interv iew 

November 10- Pair 1 and 2 identify "bumpy moments" and interview 

November 17- Pair 3 and 4 identify "bumpy moments" and interview 

No\ ember 24- Pair 1 and 2 identify' "bimipy moments" and interview 

December 1- Pair 3 and 4 identify "bumpy moments" and interview 

This schedule allowed me to interview four people instead of eight each 

dav, while at the same time gave me the opportunity to observe "bumpy-

moments" across the twelve-week span. It also allowed the practicing and 

preservice teacher a break between interviews. I felt better about asking a 
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teacher to conduct an inter\iew ever>- other week rather than asking them to 

give up a significant amount of their planning time every week. Also, the TTE 

300 student had other assignments for this class and other courses he or she 

was taking that I felt ma\- suffer if I was taking a majorit>' of their time for 

m\- stud\'. The amount of interv iews I planned to gather using this schedule 

allowed me to do the in-depth anal>-sis that I had planned for and will describe 

later in this chapter. 

During the course of the study, the observation and interview schedule 

changed only slightlj-. Because one of my preservice and practicing teacher 

pairs had to drop out of the stud>-, I naturally put their replacements in their 

da\' slots. Thus, the fourth grade pair began the study one observation and 

inter\ iew behind the others. This was made up for by adding an additional 

inten iew on the final week of observ ation. This meant that two of their 

observation and interview days were back-to-back, instead of the normal t\\'o 

weeks apart. Also, one of the teachers was absent on one of her scheduled 

observation and interview days. That pair made up for this loss during the 

following week, again causing a smaller time between two of their 

observ ation and interview days. The actual study dates follow, along with who 

was interviewed on what day: 

September 15- 3rd grade pair («1) 

Sentember 22- 6th grade pair (^1) 1st grade pair (-1) 

September 29- 3rd grade pair (#2) 4th grade pair (^1) 

October 6- 6th grade pair {^2) 1st grade pair (-2) 

October 13- 3rd grade pair (#2) 4th grade pair (^2) 

October 20- 6th grade pair (^?3) 1st grade pair (=3) 

October 27- 3rd grade pair (#4) 4th grade pair (^3) 
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Noxember 3- (6lh grade teacher ill) 1st grade pair (=4) 

Nox ember 10- 6th grade pair (-4) 4th grade pair (=4) 

3rd grade pair (»5) 

November 17- 6th grade pair (-5) 1st grade pair (-5) 

November 24- 3rd grade pair ( - 6 )  4th grade pair (=^5) 

December 1- 6th grade pair (=6) 1st grade pair (=?6) 

4th grade pair (^^6) 

The observ ations took place for a two and a half hour period between 

the hours of 8:00 to 11:00 AM. This was the time period in which I asked the 

preser\ ice teachers to observe and record any "bumpy moments" that the\' 

noticed during their observation. I also asked the teachers to be aware of anv 

"bumpy moments" that they were experiencing while the preser\ice teacher 

was in the classroom. The teacher and preservice teacher were asked not to 

share their observations of "bump>- moments" with each other, rather I was 

interested in discovering what thev- each saw through their own e> es. The 

short morning time period allowed both the teacher and the preserx ice 

teacher an opportunit\' to focus on a smaller segment of teaching, rather 

than on a da\- or two at a time. 

1 conducted the interxiews about the "bumpy moments" identified as 

shortl)- after the obserxation as possible, so that each participant's reflections 

would not be lost in the activities of the rest of the day or week. I was able to 

conduct interxiews with three of the four preservice teachers immediatelx-

following their observ ations. The fourth had another class to attend at the 

Unix ersitj- and would come back to school that same day, usually at about 5:00 

that evening. Three of the four teachers were interviewed after school on 
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their scheduled da\. The fourth was interviewed on the following da\' after 

school, as was arranged to allow her to participate in the study. From time to 

time, I was not able to meet with the teacher after school. This usuall\-

occurred because the teachers had meetings or other obligations after school. 

These instances are noted in the individual analj sis section. 

Open-ended Interviews with Teachers and Preserv ice teachers 

Following each classroom period in which both the preservice teacher 

and practicing teacher had recorded"bumpy moments," interviews were 

conducted with each participant individually. In this interview, I asked each 

participant to identifv- and describe all the "bumpy moments" observed 

during the classroom observation. Interviews were chosen as the primarv-

data source for this study because I felt it would the only way to get their 

interpretations about what was happening during teaching without 

interrupting the normal classroom activity-. If there were some way that we 

could talk to teachers while the>- were faced with "bump>' moments" during 

teaching, it would be preferable. But since we cannot be in each participant's 

head to examine what they are thinking, ever>' attempt was made to conduct 

an interview with them as soon after the teaching segment as possible. 

Wh>-

The interv iews allowed me to gain in-depth insights and 

understandings of the processes involved during "bumpy moments" in 

teaching. As Bogdan and Biklen (1992) describe, "The interview is used to 

gather descriptive data in the subject's own words so that the researcher can 

develop insights on how subjects interpret some piece of the world" (page 96). 

Seidman (1991) agrees, "At the root of in-depth interviewing is an interest in 
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understanding the experience of other people and the meaning they make of 

that experience" (page 3). If we were to onl\' obsen e behaviors associated 

with "bumpv moments" through our own eyes, we could not possibl>' 

understand what the teacher was thinking or what motivated his or her 

actions. As Seidman describes, interviewing allows us to put those obser\ ed 

behav iors in context and provides us access to understanding their actions. 

Thus, we are allowed the opportunitv- to gain details of the experience that 

only the participant can truly describe. 

In the process, the participant must reflect on their experiences to 

fullv- tell their ston of the event. Sitting down with me and looking back on 

their "bumpv- moments" allowed each participant to think more thoroughlv 

about the event and determine what sense they make of It. I believe that 

teachers are so consumed with the day-to-day maintenance of teaching 

students and all the events that comprise this responsibilitv- that the> hardlv-

hav e the time to simply sit and reflect. The immediacy nature of the 

classroom environment leaves little time to reflect (Doyle, 1986). Further, 

Calderhead (1989) asserts that reflective teaching takes for granted that 

teachers will indeed stand back from their teaching and look at their actions 

objecti\ el>-. Thus, teachers must not only be willing to reflect on their 

teaching practices, but also be allowed the time and opportunity to do so. 

These interviews were conducted not only encourage reflective thinking, but 

to provide the time to think through these events and create meaning from 

them. 

Hav ing each participant tell me their interpretations and feelings 

about each "bumpy moment" provided the opportunit>- to examine these 

thought processes and develop a stor>' of their experience. As Seidman 

describes, telling stories is essentially a meaning making process for both the 
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participant and the researcher. Further, teaching is best known through 

stor>-, and to neglect the stor\- frame might lead to a distortion of the teaching 

process itself (Do\ie, 1997). Thus, the inter\ ie\v began by asking the 

participant to tell a narrative describing the "bumpy moment." In some 

cases, the participant would tell a ver\' detailed story of the factors, thought 

processes, actions and outcome of each "bumpy moment." 1 then continued to 

ask additional questions to highlight these aspects as well as encourage the 

participant to further reflect on what implications this moment may have on 

their future teaching practice. The participant's narrative, along with the 

answers to the further questions helped me to make sense of the event and 

compose a stor>- of their experience using their own words and thoughts. This 

process will be discussed in a latter section. 

Interview Desrrintion and Questions 

The interview began by asking the practicing or preservice teacher to 

identify one "bumpy moment" (if there was any) during the two and a half 

hour period of time. For the purpose of this stud\', a "bump\' moment" was 

defined as: A moment in teaching that requires a teacher to engage in 

reflection to make an immediate decision about how to respond to a particular 

problem in practice. The problem is not easily solved for any number of 

reasons, has importance to the teacher, and is perceived to have future 

implications or possibly have an effect on the students in the classroom. The 

"bumpj' moment" that they chose to discuss first was completeh- their choice. 

Some opted to discuss the "bumpy moments" in chronological order, while 

others mentioned the moments in order of importance. 

In my earlier self-study analysis, I discovered four features of the 

"bumpy moments": 1) Factors- the special circimistances that constituted 
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each "bumpy moment," providing the rationale for wh\' the issue is a 

problem in practice; 2) Thoughts- what the teacher is thinking about during 

the "bump\- moment," including categories of these teacher thoughts; 3) 

Actions- what the teacher does in an attempt to resolve the "bump>- moment," 

including the amount and t\pes of actions; and 4) Results- whether the 

"bumpv- moment" was resolved, or whether the situation improved. The 

following questions were derived from this work and will be asked of each 

"bump>' moment" identified: 

Questions for Teacher: 

Describe the Bumpy Moment 

What were the factors? 

How or wh>' did this come to be? 

What were your thoughts during 

this "bumpy moment?" 

What knowledge or beliefs did >'ou 

bring to this "bump\-

moment" and where did it 

come from? 

What did \ ou do in an attempt to 

resol\ e the "bump\-

moment?" 

Was the moment resolved? 

Would you do anvthing differentl>-

if faced with such a moment 

again? 

QUfi4lj|j2fl5__XS2r_-££fifi£C^i£fiX£a£ll£LL 

Describe the Bumpy Moment 

What were the factors? 

How or why did this come to be? 

What were your thoughts during 

this "bumpy moment?" 

What knowledge or beliefs did > ou 

bring to this "bumpy 

moment" and where did it 

come from? 

What did the teacher do in an 

attempt to resolve the 

"bumpy moment?" 

Was the moment resolved? 

Would you have done anvthing 

differently if you were 

faced with such a moment? 
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How will this "bumpy moment" 

affect your future teaching 

practice? 

How will this "bumpy moment" 

affect your future teaching 

practice? 

These nine questions served as the basis for my interview. The only other 

questions I asked were clarification questions if I felt that something he or 

she described was unclear. Provided that I was given enough substance to 

understand their thoughts and perceptions about each moment, I asked no 

further questions of that moment. 

Once all nine interview questions were answered for one "bumpy 

moment" observed, 1 asked if they observed any others. If they identified 

another moment, I repeated the process and asked all nine questions for that 

particular "bimipy moment" In my earlier study, I observed zero to three 

"bumpy moments" during an entire school day. I began this study with the 

presimiption that the number of "bumpy moments" identified might depend 

on each person and may change over time or depending on the day. The 

entire interview was audiotaped and transcribed for further analysis. 

If a participant told me that there were no "bxmipy moments" observed 

during the class time, I asked questions about the factors that may have led to 

a "non-bumpy" period of time. I also encouraged this participant to recall the 

day for me and share ideas about their teaching or observation so that I might 

gain an understanding of what they believe constitutes a "bumpy moment," 

even if they didn't experience one on this particular day. This was a less 

formal interview, but I also audiotaped the discussion for further anedysis. 

Analysis 

After observation and interview data was collected from all six 
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participants, I attempted to create stories to describe and explain the details of 

each "bump>- moment" identified. The "bumpy moment" stories and 

interv iew questions were then analyzed for content and themes that might 

address the research questions proposed. This analysis was conducted on 

several levels. First, I compared the "bumpy moments" identified in each 

classroom. Next I conducted an analysis of the "bumpy moments" perceived 

b>- each person in the study and how they compared to the other participants. 

I also examined the "bump\' moments" each participant perceived over time 

to determine if the kinds of moments changed during the duration of the 

stud>'. Following the individual and classroom analyses, I began to make 

assumptions about the kinds of "bumpy moments" experienced by the group 

of teachers and how they compared to the group of preservice teachers. In 

this analysis, 1 addressed the five research questions about the similarities 

and differences among the two groups using the responses of each individual 

interview question. 

Story Method 

Borrowed from Carter (1993) the stor>' method was used to relay the 

details of the "bumpy moments" to a particular audience. As Carter explains, 

"Stories capture the richness and indeterminacy of our experience as 

teachers and the complexity of what teaching is and how others can be 

prepared to engage in this profession" (page 5). These stories will be created 

so that others may learn about the "bumpy moments" in teaching through 

the words and descriptions of the people who experienced them. This method 

was chosen so that I might create a written version of their oral stor>- to be 

discussed with others for this study and in the future. The audience will be 

assumed to have little or no classroom experience, so that anyone who max-
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read the stor>- uill be given sufficient detail to understand the e\ ent 

described. Concern was also given to explaining the events in such a manner 

that the language of teaching ma\' be unpacked and easil>' understood b> the 

reader. In this way, the events of the classroom were described b\' the 

teacher or preser\ ice teacher obser\'er, as if they were telling a stor>' about 

what happened during the teaching segment. 

It was my hope that these stories might be used in teacher education in 

the future to gi\e prospecti\ e teachers insight into the manv- moments that 

teachers are facing on a dail>' basis during teaching. With this thought in 

mind, I decided that it would be most beneficial to describe the event as the 

practicing or preser\'ice teacher had, and include the possible factors for 

wh\ the moment occurred. Because each participant's understanding of the 

event differs, as it would most likely for anyone would might be reading about 

the event, I did not include the participant's thoughts, actions or reflections 

other than the ones that were woven into the telling of the stor>' itself. Thus, 

the stories were of the "bump>' moment" themselves, not the results or 

implications of experiencing such a moment. For the complete stories, see 

Appendix B. 

When both the practicing and preservice teacher identified the same 

"bump>- moment," 1 combined the similarities between their two descriptions 

to create an agreement of what happened during this moment. I did not 

mention an\' factors, for example, that one participant mentioned but the 

other did not. These stories are my understanding of the particular moment 

after listening to both participants tell their story. Because there was often 

disagreement about the events in the classroom, or one participant might 

have failed to mention details that the other did, these stories seem incomplete 

and lack the depth of the individual stories. When these stories are presented 
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in teacher education, the reader might not have sufficient detail to reflect 

deepl\- on these moments. Thus, the differences in understanding these 

moments are presented in greater detail in the individual analysis section 

including a comparison between how the two people who experienced the 

particular moment. 

Following the stories identified by both participants in the pair, the 

indi\'idual stories of the "bumpy moments" e.xperienced bv- the teachers are 

then presented. Each storv- was written in a similar manner, again to provide 

consistency between the stories. The stor>- t>picall>- began with a brief 

description of the moment, providing a sequential order of events. It also 

included the participants and setting for the particular moment. Additional 

information was included when necessary, to provide the background 

information and descriptions of preceding events which may have led to the 

incident. Again, 1 did not add details of how the teacher chose to handle the 

moment so that these stories might be used in teacher education. 

In m>- written version of each participant's oral stor>-, I made ev er> 

attempt to use the language of the participants and use direct interv iew 

quotes so that he or she is telling their own personal stor>'. Cochran-Smith 

and Lytle (1990) assert that what is missing from the knowledge base for 

teaching is the voices of teachers themselves. Furthermore, Qbaz (1981) 

agrees that although teacher's knowledge ma\- be largel>' unarticulated, 

teachers do have a broad range of knowledge which guides their work. Thus, 

the stories are communicated as if the teacher herself were telling the stor>' 

of their experience. 

Stories were then written describing the "bumpy moments" that the 

preser\ ice teachers experienced. These stories were created using the same 

method and form as the teacher stories. One of the preservice teachers also 
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had nvo personal "bump>' moments" that she experienced while working in 

the classroom. Her stories are presented following the preservice teachers' 

stories. The preser\1ce teacher stories offer great insight into what these 

teachers in general might be considering as they graduall>- assume the 

responsibilities of teaching. Not only do all of these stories describe the 

complexities of teaching practice, they may also be used as a vehicle for 

teacher education students to reflect on problematic issues that arise during 

classroom activities. 

Comnarison of "Bumnv \[oments" identified in each classroom 

Interviews were conducted with the practicing teacher and the 

preservice teacher separately so that they could not be influenced b>- each 

other's perceptions of the "bumpy moments'* they wimessed. Because 1 

conducted the interviews individually, it was presumed that both participants 

may discuss some of the same "bumpy moments" as each other, and chances 

were that there would be some differences in the moments identified. If the 

teacher and preservice observer identified any of the same "bumpv-

moments," 1 conducted a step-by-step analysis of the moment considering 

each of the nine interview questions. If the "bumpy moments" described 

were different, 1 attempted to determine how or why the two people identified 

different moments. 

Analysis of Same "Bumnv Moments" 

If the teacher and the preservice observer identified the same "bumpv-

moment," I was able to compare their responses to each of the interview-

questions about this moment. For starters, I compared each person's 
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description of the "bump>- moment," and the factors identified. This was done 

to determine if the preservice teacher felt that the same things contributed to 

the "bumpy moment" as the teacher did. In their explanation of how or \vh>-

this moment came to be, I was able to compare each person's causal 

explanations. It was presumed that a teacher is considering more factors and 

explanations than the preserv ice teacher, however the preserv ice teacher 

often would pick up on different cues that the teacher mav- or ma>- not have 

seen or taken into consideration. 

Nexi, I compared and contrasted each person's thoughts during the 

"bumpv- moment." The teacher was asked share what they were thinking, and 

often these thoughts were recalled because they were embedded in how the 

teacher chose to handle the particular moment. The preser\'ice teacher often 

expressed different thoughts, which depended on a variety of factors, 

interpretations, and possibly their stance. Closely tied to these thoughts were 

the knowledge and beliefs that each person brought to the "bump>- moment." 

An analysis was conducted to determine how these beliefs and knowledge 

impact a practicing or preservice teacher's thought processes. 

Anal>'sis of what the teacher did to resolve the "bumpy moment," and 

whether there was any resolution added an additional component to 

determining the overall feeling about the moment. This was determined by 

examining each person's reponse to the last two interview questions about 

whether each person would do an>thing differentl>- if faced with such a 

moment again or if the preservice teacher were to face this moment in their 

own teaching. This marked the first time that the preservice teacher was 

asked directly what they would have done in this situation. Also, the teacher 

was allowed the opponunity to engage in reflection after the moment 

occurred and often discussed some new insights as well. Finally, responses to 
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the final reflection on how this "bumpy moment" will or will not affect their 

future teaching practice was also compared. 

Analysi? of Piffgr^nt "Pwnpy 

If the teacher and the preser\ ice obser\ er identified different "bumpy 

moments" during the same two and a half hour period, further investigation 

into wh>- the>' felt different moments were "bumpy" produced some 

intriguing insights. Since both participants were asked all nine questions of 

each "bump\' moment," I was able to look closely at the different moments and 

begin to suggest wh>- panicular moments might have had significance to one 

person and not the other. Often the teacher saw or was concerned about 

something that the observ er did not see, or vice-versa. By comparing and 

contrasting these different "bumpy moments," we may be able to gain some 

insight into which kinds of moments are important to each person, and wh\-

some moments are more imponant or salient to one person more than 

another. This lead into the second type of analysis. 

Analysi? t>y pgrsQn 

It is presumed that each individual participant brought to this stud\-

different beliefs, knowledge, opinions, fears, and dispositions toward teaching 

and how the\- personal!)' engage in reflective acti\it>-. For this reason, it 

became interesting to look at each individual and compare what the>' 

considered to be "bump> " with the other participants. For instance, one 

person might be primarily concerned with management issues while another 

is highh* sensitive to moments that revolve around instructional issues. In 

order to compare the "bumpy moments," I first categorized the types of 

moments that each individual e.\perienced as a means of sorting the 
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descriptive data collection (Bogdan and Biklen, 1992). 

In order to de\ elop coding categories, I first referred back to m\-

earlier stud>' to see if any of these categories appl>-. In that stud\, I could 

categorize all my "bumpy moments" into seven different groups. These 

groups were: Management, Parents, Not Prepared, Line up, Special Events, 

Disruptions, and Recess. I attempted to fit the "bump>- moments" of each 

participant into those categories and developed new categories for the 

moments that failed to fit into any of these groups. 1 continued to test and re-

test the definitions of each categories across all the "bumpy moments" for 

each participant. The similarities and differences that arose in the types of 

"bump\- moments" identified, led me into an analysis of these "bumpy 

moments" over time. 

Analysis of "Bumnv Moments" over time 

Once the "bumpy moments" of each individual were categorized, I 
-s 

attempted to determine if the kinds of "bump>' moments" changed o\er time. 

For example, was a participant concerned with a majorit>- of management 

issues during the beginning of the year and then shift this focus to 

instruction as time goes on? I also examined whether familiarit>' with a 

certain teacher, classroom, or gaining a set of experiences in this context 

changed the "bump\- moments" perceived over the weeks. It became 

interesting to see if the preservice teacher's perceptions of what is 

happening ever>' week changed as the study continued. After all, the teacher 

is working with these students every day, and the preservice teacher only got 

a weekly shot at understanding the classroom context. Comparison of the 

moments and how they follow each other added to the further analysis of the 

differences and similarities between the teachers and preservice teachers in 
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general. 

Differences and Similarities among and between 

Teachers and Preservice Teachers 

Once I determined the categories of "bumpy moments" for each 

participant and how they occurred or changed over time, I compared the 

categories across teachers, across preservice teachers, and conducted a 

further comparison of the two groups. First of all, I examined the four 

practicing teachers in this stud>- and began to make generalizations about 

how these four people experience and understand "bumpy moments" in 

teaching. This included an analysis of the similarities m categories of 

moments the\ identlHed, and how these moments tended to occur. Once the 

preservice teachers were compared to each other, I completed a similar 

analysis for the four preservice teachers. 

Finally, 1 conducted an analysis of the differences and similarities 

between the group of practicing teachers and the group of preserv ice 

teachers. The five overall research questions were created to determine how 

teachers and preservice teachers differ or are similar in their responses to 

"bumpv- moments" in teaching. Insights into answering these questions can 

be found b>' looking at each the responses to the nine interview questions and 

the written stories. The first research question is: What do teachers and 

preservice teachers consider to be "bumpy moments" in their teaching or 

observation of teaching; how do they differ and how are they similar? 

Analysis included looking at each "bumpy moment" that the teacher or 

preservice teacher described and pulling out the description and categories of 

"bumpy moments" identified. The categories and kinds of moments 

experienced by teachers were then be compared to those of the group of 
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presen ice teachers. 

The second question, What do teachers and preservice teachers think 

about when faced with a"bump>- moment" in teaching; how do the>- differ and 

how are they similar?, was addressed by e.\amining the thoughts recalled b>' 

each panicipant. Again, I began b>- looking to see if each participant's 

thoughts fit into categories as mine did in m>' self-stud>'. In m>' stud>-, I found 

seven different types of thoughts during a "bumpy moment" in my teaching. 

The}' were: Previous experience and the abilit>- to anticipate a problem in 

practice; Thoughts of frustration; Asking myself, "What should I do?;" 

Thoughts about m>- teaching; My attitude; Consideration of students; and 

Modif>ing the plan. Some of the thoughts of the teachers or preservice 

teachers fit into these categories, and additional categories were developed. 

Once I categorized the t> pes of thoughts, I again conducted a comparison 

between the teachers' and preservice teachers' thoughts when faced with a 

"bumpy moment." 

The third question. What kinds of knowledge or beliefs do teachers and 

preservice teachers bring to the "bumpy moments," and where did the\' come 

from; how do they differ and how are they similar?, was addressed in the 

similar manner by using the data collected directly from that interview 

question. In my study, I found that I often referred to my knowledge or 

beliefs, yet I never developed categories or further looked into where the>' 

came from. It was presumed that their knowledge may come from different 

places, depending on their e.xperiences. Further, people gather behefs from 

man>- aspects of their life and it was interesting to see how the\' were enacted 

in a teaching situation. 

To answer the fourth question, How does the teacher resolve the 

difficult task of making decisions instantaneously within the classroom 
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context: and what did the preservice teacher observe the teacher doing?, I 

examined the actions and whether the "bumpy moment" was resolved. A 

comparison of what the teacher recalled doing and what the preservice 

teacher observed was then conducted. In my study I chose to attempt as manv-

as ten actions to resolve one "bumpy moment," but on other occasions chose 

to do nothing. A person observing in my classroom might perceive that I was 

ignoring or did not notice a particular situation when instead I was delaying 

my reaction or choosing to handle it in an unobservable manner. It was 

presumed that the teacher may be handling the situation in an intentional 

wav' and that the preservice teacher might not have realized what was 

happening. It was also interesting to compare whether each person thought 

that the "bumpy moment" was resolved. 

The last question. What are the implications of each "bumpy moment" 

on a teacher's or preservice teacher's thinking about future decisions and 

teaching practice; how do they differ and how are they similar? was 

addressed by examining the final two interview questions about whether the 

teacher or preservice teacher would do anything differently the next time or 

if faced with the moment in practice, and how the "bumpv- moment" in 

general will affect their future teaching practice. A teacher ma> be able to 

say what they would do differently tomorrow, but a preservice teacher would 

have to make predictions for the imknown future. At any rate, it was hoped 

that this analysis might provide some insight into how "bumpy moments" 

might possibly have an impact on a teacher or preservice teacher's future 

experiences, thoughts, and beliefs. 
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ANALYSIS OF "BUMPY MOMENTS" BY CLASSROOM AND PERSON 

The following chapter is an analj sis of the "bump>' moments" that 

occurred in each classroom during the six observ ation da>'s in the stud\-. The 

classrooms are presented in order b>' grade le\ el, beginning with the first 

grade and ending with the sixth. The dates of the study are listed, along with 

whether Earl>- Release da> s figured into the data collection. The moments that 

occurred in each classroom are presented in the form of a Table. The teacher 

in that particular classroom is then introduced, and I attempted :o share her 

background as well as an>' personalit>' traits or tendencies I noticed while 

completing the interviews. Next, the tvpes of moments this teacher 

experienced is discussed, followed by how these moments occurred o\ er time. 

The teacher's thoughts, knowledge and beliefs, actions and possible future 

implications are then anal>'zed further. Following the teacher's anah sis, the 

preservlce teacher in that same classroom is then presented, and his or her 

analysis follows in a similar manner. The final section in each classroom 

analysis is a comparison of how the "bumpy moments" identified b\' the 

teacher compared to the moments identified by the preservice teacher. 
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"Bumpy Moments" in Ms. Porter's First Grade Classroom 

Ms. Porter, a first grade teacher, was paired uith Jeanne, a TTE 300 

preser\ice teacher. Of the six observation days for "bump>' moments," four of 

these da> s were Earh Release Days for the school. This meant that the 

students were dismissed from school at 12:20, and their afternoon specialist 

was held in the morning instead. The Early Release schedule impacted Ms. 

Poner's class in that she normally- had centers in the morning on am- given 

school da>'. On the Earh* Release days howe\ er, she altered her schedule to 

complete whole-group type of activities during the morning. This change 

was considered effecti\ e on the first of the four Earl>- Release days, as neither 

participant reported a "bumpy moment." As time went on, the amount of 

"bumpv moments" on Early Release days varied. In one respect, Ms. Porter 

seemed to think there were less "bumpy moments" during some of the Earh-

Release da\ s because she did not encounter the persistent problems related to 

conducting dual segments with her first graders. Jeanne, howes er, began to 

note several "bumpy moments" related to the change of schedule on Earl\' 

Release da\'s. Thus, it is difficult to assess whether having Earh- Release da\-s 

great impacted the "bumpy moments" for this classroom. 

The six data collection dates for the study are now- listed and the Earh 

Release da\ s are noted: September 22; October 6 (Early Release); October 20 

(Early Release); November 3 (Early Release); November 17; December 1 (Earh-

Release). On these six days, Ms. Porter and Jeanne identified the "bump\-

moments" illustrated in Table 1. An arrow indicates that there was a match 

between the "bump>- moments" or da>'s without "bump>- moments" that both 

Ms. Porter and Jeanne identified. 
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Table 1. 

"Bumnv Moments" in Nfs. Porter's First grade 

Ms. Porter Jeanne 
1 Student interrupted directions to 

ask off-topic question 
1 Students being disruptive 

during Pledge of Allegiance 

i 
2 Problems with tape recorder 2 Two students called out 

i interrupted students at reading during directions 

3 Problems at a center interrupted 
students at reading 

3 Student called out after a 
game/activit>' had ended 

1 
0 M • 0 

1 Students entered late due to parent 1 Student not following 
conference- set tone for day directions during Pledge of 

Allegiance 

2 Interruptions during directions 
and reading 

T 1 Students rambunctious and 1 Students rambunctious and 

i asked lots of questions ^ ' asked lots of questions 

ir, 

i 
0 

^ • 
0 

i 
0 1 Overall "bumpy" morning 
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Ms. Porter 

At the time of the study, Ms. Poner was completing her nineteenth 

>'ear of teaching. She was a Lower Qjiartile teacher for ten \ ears, helping 

students with remedial work, and then taught Kindergarten for sesen \ ears. 

She was now completing her second year since she moved to first grade. Ms. 

Porter is a friend of mine, and was overly helpful during the stud>-. She 

admitted to her TTE 300 student that she would tell me ever>thing that was 

possibh- "bumpy" in a da>- and allow me to sort through what was "bump>'" or 

not. Because this was not part of the stud>', and because she never talked to 

me about this directl\-, I chose to include ever>- one of the moments she told 

me as a "bumpv- moment." Possibly again because of our relationship, Ms. 

Porter was the onl>' teacher in the study who did not attempt to define or 

redefine the "bumpy moment" term so that I may better understand what was 

"bumpy" to her. Again, this was not asked of her, and she simply did what 

was asked of her. 

Ms. Porter was easy-going during the interview, again most likeh-

because 1 was a friend and colleague, and often joked about what she was 

experiencing in the classroom. Comments like, when asked how the moment 

would affect her future teaching practice, "I'm not coming in to school 

tomorrow" (October 20) were fairly typical. She also talked about certain 

moments as 'par for the course' or 'to be expected' yet she labeled them as 

"bump> " for the purposes of the study. Perhaps she knew that I too, as a first 

grade teacher, was experiencing similar moments. All through the study, and 

in anal>-sis of the t>pes of "bumpy moments" she was experiencing, 1 was 

beginning to realize that her t>pes of moments might be strongly 

managerial, as mine had been in my self-study of first grade teaching. In 

general, Ms. Porter didn't seem to talk much about how the moments were 
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going to affect her future teaching practice. Instead of talking about 

changes that she might make tomorrow to impro\ e the situation, as other 

teachers did, she tended to Hnd the question amusing and made jokes about 

whether she could continue teaching tomorrow. 

Ms. Porter identified a total of six "Bumpy Moments" with half of these 

moments occurring on the first day of the stud>-. Da>- two, the first Earl\-

Release da>- of the stud>', had no "bumpN- moments." This was followed bv- the 

second highest amount of moments on the second Earl>- Release Day of the 

stud\-, Da\' 3, The amount of moments decreased from there, eventuall>-

becoming zero for the last two da\'s of the study. 

Ms. Porter's Tvnes of Moments 

On the first day of data collection, Ms. Porter identified three "bump\ 

moments." The first moment occurred when a student interrupted directions 

to ask an off-task question. This student asked if she could get something out 

of her backpack in the middle of Ms. Poner's explanation of a seatwork page. 

This moment was classified as a Management problem which was defined as a 

problem with a student or students who interrupt or threaten to interrupt 

instruction. This interruption occurred during whole group directions. The 

second moment on day 1 occurred when students had persistent problems 

with a tape recorder during center time. This was a problem because the>-

interrupted students during their reading time with Ms. Porter. This moment 

was classifled as a Spontaneous Problem or interruption, in this case during 

the management of dual segments in the classroom. Another group of 

students, this time at a math center, also interrupted students at reading 

because they were loud and off-task. This third "bump\' moment" was also 

considered to be a management problem because the students' behavior was 
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disrupting instruction, yet this occurred during the management of dual 

segments rather than whole group instruction. 

The second da\- of data collection was the first Iiarl\' Release da\- of the 

stud>-. On this da>-, Ms. Porter explained that there were no "bumpy 

moments," most likely due to the fact that her students enjoyed the change in 

their normal routine. The third da\- of data collection was also an Earl\-

Release, but it differed in that Ms. Porter held centers during that morning 

because it was Parent Conference week. Her first moment was a Time 

Management problem that occurred during unusual circumstances. This was 

due to the fact that one of her morning parent conferences ran late and the 

students became rambunctious as they waited outside. Ms. Porter belie\ ed this 

set the tone for the morning. The second "bumpy moment" on this da>' was a 

Management Problem during dual segments. On this day, there were several 

interruptions which disrupted Ms. Porter's directions for center work and 

reading groups. The fourth day of data collection >'ielded one "bump>-

moment" for Ms. Porter, again a Management problem with particular 

students who interrupted the activit>- during whole-group activities. In 

general, Ms. Porter said that many of her students were rambunctious, and 

asked a lot of questions after explicit instructions had been given. 

Ms. Porter felt that there were no "bumpy moments" on both the fifth 

and sLVth da> s of data collection. The fifth da\' was a normal center da\- that 

was affected b\- having a new student in the room. The students responded 

positiveh', and the day went smoothly. Da>- six was an Early Release day in 

which Ms, Poner reporter there was some student chatter, but it wasn't 

interfering with their work. This was the only da>- of the study that I 

interviewed Ms. Porter on the day following the actual day in which she was 

to watch for "bump>' moments." It was also the only day that she did not 
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record the "bump\- moments" that were occurring during the act of teaching. 

It is difficult, if not impossible, to determine if this impacted her feeling about 

the "bumpj- moments" on that final day. However, there remains a possibilit\-

that it may have. 

In total. Ms. Porter experienced four Management moments, t\vo during 

whole group activities or instruction and the other two during the 

management of dual segments. She also reported one Time Management 

problem during unusual circumstances. Finally, there was one Spontaneous 

Problem that interrupted the dual segments in her classroom. An analysis of 

how these moments occurred over time now follows. 

Ms. Porter over time 

Many of Ms. Porter's "bumpy moments" were caused b>' student 

interruptions. The first moment she spoke of involved a student who asked an 

off-task question during whole group directions time. We see a similar t> pe of 

moment occurring on day 3, although the students' interruptions were less 

off-task. Instead the\- were continuing to call out their questions and 

interrupt the teacher as she explained the work for the day. Student 

interruptions took a different form during the management of dual segments, 

when her students at reading were interrupted b>' problems with a tape 

recorder at another center (on day 1), problems v^ith a group that was loud 

and disruptive (also on day 1) and many questions on the work for the day (on 

day 3). These tjpes of problems seemed to persist during first three of the six 

data collection days, which spanned six weeks of actual teaching. 

The absence of such moments in the later days is unexplained however. 

Ms. Porter did not discuss anj- changes in her teaching and/or management 

techniques as a result of these moments, yet she failed to mention these types 
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of moments in the latter days of the studv*. Some possible explanations would 

be that: 1) She tired of discussing such moments and they continued to be 

"bump> " but not worth discussing again and again; 2) Such moments 

persisted but Ms. Porter changed her expectations and began to accept this 

student beha\ ior as more acceptable than she had originalh- thought; 3) A 

different set of circumstances (overall student rambunctiousness and 

management problems on da\' 4, haNing a new student on da\- 5 and 

completing the da\- 6 interv iew a da>' late without an\' notes from the da>' 

before) o\ ershadowed these t> pes of moments. 

Ms. Porter's thoughts 

When Ms. Porter was asked to share what she was thinking during the 

"bumpy moments," she shared eleven different thoughts. Four of these 

included thoughts about particular students or groups of students in her 

classroom. On these occasions, Ms. Porter sought to make predictions for her 

students' future behavior and anticipate what the>* might need during a 

panicular lesson. Three thoughts concerned developing a plan of action for 

handling the "bumpy moment" in her teaching. These thoughts consisted of 

deciding what she might have to do to get things back on track (on day 1) and 

trying to decide if and when she should step in and handle the situation. 

Two of Ms. Porter's thoughts dealt with her concerns about time 

constraints and how she was going to accomplish what needed to be done in a 

certain time period. These occasions presented themselves frequently when 

she was conducting reading groups that were being interrupted by students 

outside of the group. Finally, Ms. Porter discussed two thoughts in which she 

was considering how she might balance her priorities. For example on days 

three and four, she felt it was important to accommodate the parents of her 
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students, but felt it was interfering with the students in her classroom 

because the>- needed her too. In these cases, she had to decide which was 

more important at the moment, and make a decision about how she might 

handle the situation accordingK'. 

Ms. Porter's knowledge or beliefs 

In the discussion of her "bump\- moments" in teaching, Ms. Poner 

expressed that she tends to rel>- on her knowledge of students based on her 

previous experiences. In the discussion of four out of six of her "bumpy 

moments," she explained that these experiences help her to determine how-

students might react in the present situation. For example on da>- three, she 

shared that when she opens the door late after the school bell has rung, she 

tends to have more behavior problems than when she lets the students in 

promptly. Thus, she alwa> s tr>- to open the door on time and prevent an>-

further problems. She also explained how her previous experience with 

students who ask off-topic questions, and students who ask to go to the nurse 

helped her determine how to handle these situations during the "bump\-

moments." 

Ms. Porter also expressed three beliefs about teaching, two of which fit 

into the categor>' that some things in teaching just happen, and are out of a 

teacher's control. Although a situation or "bumpy moment" maj- not be ideal, 

it does not necessaril\' mean that it is all that unusual because of the man>-

factors in\ oK ed in teaching. She also discussed a separate belief concerning 

her expectations for adults who are working with students in her classroom. 

During this "bimip\- moment," she had to interrupt her reading group twice 

to take care of a problem that she felt the adult in the room should have 

handled. Thus, Ms. Poner believes that the adults should take responsibilitv-
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for dealing with students so that the other students can also get their work 

done. 

Ms. Porter's actions 

Ms. Porter identified se\ en actions that she took in an attempt to 

resolve her six "bumpy moments" during the study. Two of these actions fell 

into the same categor>-, which was giving verbal redirections to individual 

students or the whole group of students. In the first incident, Ms. Porter had 

to remind a student, who had asked to get something from her backpack 

during directions, that this was an inappropriate time to take care of such 

matters. In the second situation, she chose to give a verbal reminder to 

students misbehaving at another center, rather than leave her reading group 

to take care of the problem. Yet on another day when the center with the 

tape recorder wasn't working, Ms. Porter was forced to take a different action. 

In this case she had to leave her reading group to help the students with the 

recorder. She discussed that she was forced to take this action because the 

students could not solve the problem themselves. 

Another action that Ms. Porter took during a "bumpv- moment" 

included continuing a lesson despite an interruption. On this day a student 

called out and asked an off-topic question. After this interruption, Ms. Porter 

says that she had to take about five seconds to get her train of thought back, 

and then persisted with her lesson. During a "bumpy moment" in which the 

entire class seemed to be having difficulty settling into their routine, Ms. 

Porter reinforced some students' positive behavior to shape the entire 

group's behavior. During the compound moment on day four in which the 

students were rambunctious and were asking many questions during 

directions for a phonics page, Ms. Porter dealt with some students indi\idualh-
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and then refused to answer further questions that acted as an interruption to 

her directions. In this case she said, "I'm only going to give directions once, 

so if} ou're not listening you're going to have to ask someone else" 

(November 3). 

Ms. Porter'.s future imnlirations 

After ever\' "bumpx* moment" discussion, Ms. Porter was asked to share 

if there would be an>- future implications, or if the "bump>' moment" help her 

to reflect on issues or take further action. Iler six responses fell into three 

different categories. First of all, three times she told me that there were no 

future implications for this moment, mostly because the events were t>pical 

problems that arise during teaching. She adds that a teacher just needs to be 

flexible, sa\1ng "These things occur and you just roll with it" (September 22). 

The other two times that she said there were no "bumpy moments," she either 

offered a sarcastic remark or said that she found that question amusing. 

During two other discussions of "bumpy moments," Ms. Poner shared 

that she ma>' change a procedure or reexplain something if it becomes 

necessar>' in the future. She considered going over how to work the tape 

recorder if this problem persists. On the other day, she said that she ma>-

have to change which children go to a certain center if there continues to be 

a problem with their behavior together. The final moment led Ms. Porter to 

take immediate action. When we were discussing how some of her students 

frequently ask to go to the nurse, she suggested that it was an inconvenience 

to have the nurse's pass so far awa>' from her reading group. When 1 asked 

what she might do in the future, she got up from our interview and moved the 

pass closer to her reading center. 
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fganng 

At the time of the stud\', Jeanne was a senior at the Universit>' after 

transferring to the college in her junior year. She had just been accepted 

into the College of Education prior to this semester. Before her experiences at 

this school, she worked in a daj' care for four years with children who were 

six months to t^velve jears old. She also volunteered in classrooms at man>' 

grade lex els. During the study, Jeanne always wrote notes to herself so that 

she might be able to recall the "bumpv- moments" and talk to me about them. 

We alwa\'s completed the interview immediately following her observ ation, so 

it is presumed that she had a ver>' fresh memor>' of the events. 

I noticed over the course of the interviews with Jeanne that she was 

disenchanted with the program in this classroom, and perhaps with the 

school in general. She often compared the children in Arizona to the 

children where she went to school in Illinois. I got the impression she was 

not satisfied with either the way the teacher handled the students, or with 

hov\' the students in Arizona behaved in general. She even suggested that 

Arizona's warmer climate allowed the teachers and students to dress more 

casuallv-, thus creating a more 'laid back' attitude and environment. Yet, 

when I asked her what she would do differently, she usuall\- did not ha\ e a 

solution to the problems she posed. 

I often wondered if Jeanne might be viewing the classroom through a 

student's e> es and was unable to look at it from a teacher's perspective yet. 

For example, on day 6, she told me that all the desks were facing forward in 

her classrooms in Illinois. She then consented that maybe this was changing 

everv-where, however. She also was ver>' excited when the teacher gave her a 

"red pen" and asked me to put that in quotes when 1 was transcribing the 

interview. She said she felt like the pen gave her teacher privileges. 
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Jeanne identified a total of six "bump>' moments," the same number as 

Ms. Porter, \ et some of them fell on different da\ s. She began with three 

moments (the most of any day) on the first day of data collection. The 

remaining three moments occurred on three separate da>s: Days three, four 

and sL\ of the stud\'. Da> s two and five had no "bumpy moments" moments 

according to Jeanne. 

leanne's Tvnes of Moment.s 

On the first da>' of data collection, Jeanne identified three "bump)-

moments." The first of these moments occurred when a student was being 

disruptive during the Pledge of Allegiance. This moment, like all of the 

moments that Jeanne identiiied during the study, was classiRed as a 

Management problem because a particular student was interrupting the 

activity or instruction. The second moment involved two separate students 

who called out questions or comments and interrupted directions for center 

time. Again, this was a management problem during whole group 

instruction. An additional student yelled out after a clapping game had ended, 

presenting another whole group management "bumpy moment." 

Jeanne reported that there were no "bump\- moments" on the second 

da>- of data collection, primarily because the schedule had been changed to 

compensate for the Early Release. She felt that the students enjoyed the 

change and there were no problems. Another management problem during 

the Pledge of Allegiance followed on daj' three, when more than one student 

was not follo\\ing the teacher's directions. This was the only problem she 

noted during this Earl>' Release da>'. Although Day four was also an Earl>' 

Release da>', Jeanne discussed that many of the students were rambunctious 

and there were lots of questions on a Phonics page. This was a different son 
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of activiU", but still a management t\pe of "bumpy moment." Jeanne felt that 

there were no "bumpy moments" on da\' five, but felt that the Earl>' Release 

da\ on da>' six was an oxerall "bumpy" morning with several management 

issues. 

reannp over time 

When categorizing Jeanne's "bumpy moments," all of them fell into 

the categor>' of management moments within a whole group activity or 

instruction. Jeanne seemed to key in to specific students who continued to be 

a "problem" on several occasions. When I asked her how she knew these 

children were "problem students," she said that their desks were spread out in 

the comers of the room, away from all the other students' desks. The first 

three days of data collection Jeanne referred to specific students and how 

they were either interrupting or not following directions. She also seemed to 

have some reoccurring themes, like during the Pledge of Allegiance (twice) 

or situations like calling out (at least two times). The second half of the stud\-

she began to more globally describe the students in the class, and in these 

cases she described many of the students as being rambunctious or disruptive 

and no longer named individual students. It is possible that on these da\-s 

more of the other students were participating in the creation of "bumpv-

moments" for the teacher, or that Jeanne either broadened her scope or 

began to generalize the behavior of the entire class. At any rate, she seemed 

to remained preoccupied with issues of whole group management throughout 

the stud>'. 

leannp's thoughts 

Jeanne discussed a total of eight thoughts during the discussion of the 
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"bump\- moments" that she obsen'ed. Most of these thoughts were different, 

there were onl>- two thoughts that could be put into the same categor>-. These 

two thoughts consisted of evaluating the teacher's decisions in the classroom 

and how Jeanne thought it might be impacting the students. In these 

instances, she suggested that the teacher's expectation for her students to sit 

and listen to directions was too high, and on another occasion said that the 

teacher was unrealistic when she expected her students to sit and wait for 

others to finish a particular task. The separate thoughts included thinking 

about a particular student and determining what might motivate his behavior 

during the Pledge of Allegiance, watching to see if student behavior during a 

"bump> moment" was going to improve, and being aware that her behavior 

might impact the student and thus she was trying not to give them an\-

attention for their negative behavior. She also admitted that on one da>- she 

was "totally in my own world" and this affected her abilit>' to concentrate on 

what was happening in the classroom. 

Jeanne also expressed a thought about what she might do herself if she 

was faced with the same situation in her teaching practice. In this instance, 

she was discussing a moment in which the students were rambunctious as 

the> began doing a phonics activity*. This led Jeanne to contemplate how she 

might be able to compensate for having students on different levels when she 

herself is teaching. In our discussion, she discussed how she might create a 

different activity- that would allow the students to go at their own pace and 

have another task to complete when they were Hnished. Jeanne was also the 

onlv- preservice teacher to admit that a particular student's behavior had 

astonished her. In this situation, the student called out to continue a game 

that the teacher had ended. It seemed to surprise Jeanne that the student had 

been so rude. 
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Jeanne's knowledge or beliefs 

Jeanne discussed se\ en t>pes of knowledge or beliefs for the six 

"bump\- moments" that she identified. On one day, she expressed that she 

brought no knowledge or beliefs to the moment. Of the seven times in which 

she did share her knowledge or beliefs, three fell into knowledge categories, 

two of them in the same categor>-. The two concerned her previous 

experiences with students. In one of these instances she explained how she 

had pla\ ed a simileir game that the teacher was using in the study in another 

classroom. She suggested that she would have altered the game to make it 

more effective. On another day, she discussed how she had previous 

experiences with the students in her observation classroom and had seen how 

thev' had behaved before. The other knowledge that she brought to these 

events consisted of her personal experiences as a student. Several times 

during the study she proposed that Arizona schools were different from those 

that she attended in Illinois. When she offered a comparison, she was 

convinced that Illinois offered a better educational program based on her 

experiences as a student. 

Jeanne also expressed two beliefs about teaching, two of which fit into 

the same categorj-. On two separate occasions she expressed the belief that 

students should be expected to behave in certain ways. Although the>- were 

on two separate days, both moments involved how students should behave 

during the Pledge of Allegiance. She said, "There is a very set rule of what 

you should be doing during the flag" (September 22). Another belief was that 

directions for work should be presented in smaller portions for first grade 

students. This belief was expressed when she thought the teacher was trying 

to hold her students' attention for too long and had set an unrealistic 

e.\pectation for how much they could handle. The final belief that Jeanne 
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expressed was that children need structure, and in this case she felt that an 

Darh Release da>' failed to offer this to students. 

Teanne's nerrention of the teacher's actions 

During the discussion of the six "bumpy moments" that Jeanne 

witnessed during the stud>-, she identified eleven actions that the teacher took 

in an attempt to remedy the problematic situation. Three of these actions fell 

into the same categor>'. On three different occasions during the study, Jeanne 

obser\ ed the teacher using non-verbal cues to remind the students about 

what the\ should be doing or what was appropriate. One of these instances 

was when a child called out after the teacher ended a game and acted as if she 

was continuing the game with the other students. Jeanne reports that the 

teacher just gave the student a glance and the student stopped immediatel>-. 

The other two times that the teacher used non-verbal reminders were during 

the Pledge of Allegiance. On one da>', the teacher simpl>' gave eye contact to a 

student who was misbeha\ing. A few weeks later the teacher had to give a 

hand signal and eye contact to a student who was also being siU\' during this 

time. Jeanne presumed that the teacher chose to give non-verbal reminders 

because she could not stop the Pledge of Allegiance to take care of the 

problem. 

Twice during the "bumpy moments," Jeanne observed that the teacher 

would call on individual students to make sure they were pa>ing attention to 

the teacher. In one instance a student was talking about something while the 

teacher was discussing a different subject. The teacher simpl} said the 

student's name and incorporated it into what the teacher was discussing. On 

another day, the students in general were rambunctious, so the teacher would 

call on some students and ask them a question to make sure they were paying 
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attention. Jeanne observed that this technique helped keep the students alen 

and in\ ol\ ed with the lesson. 

The other actions that Jeanne observ ed fell into six different 

categories. One action was to gi\ e a verbal redirection to a student who asked 

an off-topic question while the teacher was giving the morning directions. 

When the student continued to mumble to herself, the teacher ignored her 

behaN ior and continued with giving directions. While one of the students was 

misbehaving during the Pledge of Allegiance, as discussed above, the teacher 

stepped closer to the student so that he might stop his behavior. On one day 

there were so manv- questions during instruction time that the teacher felt 

that the students weren't really listening to what she was sa>ing. In this 

instance, she refused to answer any more questions so that she might 

minimize the interruptions. When the students had difficulty getting settled 

into the routine on one occasion, the teacher made sure everyone was in their 

seats and ready to begin. Finally, on the Early Release day which was filled 

with whole group activities rather than centers, Jeanne felt that the teacher 

chose not to deal with the noise level and accepted that it would be that wav-. 

leanne's future imnliratlons 

In the discussion of the six "bumpy moments'* that Jeanne witnessed, 

she discussed that four of the moments had future implications for her own 

teaching. These moments fell into two categories: 1) thinking about what she 

would do in that situation, and 2) making her more aware of issues in 

teaching. According to Jeanne, the other two moments had no implications 

for her future teaching or thinking about teaching. Ironicallv-, both of these 

moments concerned students' behavior during the Pledge of Allegiance. Even 

though she brought this tvpe of moment up twice, she said that she didn't 
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think it would affect her thinking about teaching. When I probed e\en 

further, she said that she could consider doing the flag salute in the 

afternoon when the students are more calm. 

The two moments which helped make Jeanne more aware of certain 

issues in teaching involved what she called 'reminders' about students. For 

example, I asked her the implications for the moment in which a student 

called out a question during directions. She said, "It is just a reminder that 

students ma>- sa\- an\ thing and you need to be on top of it, and you have to 

know how to bring them back to activit>' and realize it is important to listen" 

(September 22). Jeanne commented that she was also reminded that all 

students will not be on the same level and you need to accommodate for their 

indi\ idual needs and differences. The two moments that allowed Jeanne to 

think about what she would do in a similar situation led her to believe that she 

would have done a different game with the students, and that she should 

"Look out for those half days. You think you're getting a break, but \'ou're 

probably not" (December 1). 

Comnarison of the moments identified hv Ms. Porter and leanne 

Ms. Porter and Jeanne more frequently matched up when there were 

no "bumpy moments," according to both of them. On days two and six, both 

Ms. Porter and Jeanne said that there were no moments. Both Ms. Porter and 

Jeanne identified six "bumpy moments" during the course of the stud\-. 

However, there were only two instances on which they agreed upon the same 

"bumpy moment." The first was in one of the three moments the>- each 

identified on the tirst da\- of the study. On this day, they agreed that the 

student or students who interrupted directions to ask questions presented a 

"bump>- moment" for the teacher. On that same day, the>- each identified two 
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other moments, neither of which matched the others. The other instance in 

which the moments matched was on da\- four. On this da\', both teacher and 

TTE 300 student agreed that the students were rambunctious and that there 

were lots of questions on one particular phonics page. That was the onl\' 

moment each of them identified on that day. 

looking at the "bumov moments" that tnatrhcd un 

Moment: Student interrupted directions to ask an off-tonic Question 

Although both Ms. Porter and Jeanne thought this to be a "bump>' 

moment," the>- differed on wh>' thej- though it was problematic. Jeanne felt 

that this moment was caused b>' another student who called out previousI>-. 

She thought that an example had been set, and now other students thought it 

was acceptable to do so in the future. Ms. Porter did not consider the two 

calling out incidents to be related because one of them, in her opinion, was on 

the topic of what they were discussing at the time. Instead, she discussed that 

first graders ty pically share the first thought that crosses their mind, 

whether it is on the topic or not. Ms. Porter considered it to be a "bumpj-

moment" because the student who interrupted asked something that was 

indeed off-topic. Despite the disagreement about why the moment was 

"bumpy," both teacher and preservice teacher agree that such a moment 

illustrates how spontaneous first graders might be, and how a teacher needs 

to be prepared for such instances. 

Moment: Students rambunctious and lots of questions on phonics naye 

Both Ms. Porter and Jeanne agreed on the faaors that might have 

contributed to this moment, including Halloween previously and the Earl\-

Release dav-. However, Jeanne mentioned a factor that the teacher neglected. 
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She explained that the students are asked to do the phonics pages at the same 

pace, regardless of their different abilit}- levels. Jeanne thought that tr> ing 

to keep ever>'bod> on the same page ma>' have contributed to the problem. 

Thus, this moment had a greater impact on Jeanne because she was led to 

contemplate how she might account for these differences in her own 

classroom someday, while Ms. Porter said that this moment won't lead her to 

make an\- major changes. 

looking at the davs without "humnv moTnents" that matched un 

Both Ms. Porter and Jeanne felt that day two held no "bumpy moments" 

because the students had a different kind of morning due to the Early Release. 

They felt that the change of pace and the fact that the two adults in the room 

could quickly respond to student questions helped the morning go smoothly. 

Jeanne also mentioned one consideration that Ms. Porter did not. She 

suggested that the students ma>- have had to be more alen and pa>- closer 

attention because they were not yet familiar with the new schedule, and this 

helped them stav- on-task. Da>- 5 was a normal center day, but both Ms. Porter 

and Jearme agreed there were no "bumpy moments." However, they differed 

on what they thought ma>- have been the cause. Ms. Porter thought the new-

student in the classroom impacted the other students' behavior, while Jeanne 

thought that the students enjoyed getting back into the routine of centers. 

looking at the davs and «humnv moments" that didn't match ut^ 

What did the teacher see that the nreservice teacher didn't, or the 

nreservice teacher didn't think was "bumt^v"? 

In this classroom, the preservice teacher didn't see or was not aware 

that the teacher was experiencing problematic moments involving the 
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was part of the cause for the center disturbing the teacher's reading group. 

In that moment, the preservice teacher was the supervisor of the math center 

that held the boys who were being disruptive and loud. Although the teacher 

admits that the group of boys have had previous problems together and 

should ma\ be ha\ e been moved, she believes that the problem stemmed more 

from the preservice teacher not being aware of her surroundings and/or the 

impact of her center on the rest of the classroom. On two other occasions 

during center time, Jeanne did not notice or mention the problems with the 

tape recorder or other times when students were interrupting the teacher's 

reading groups. Also, the teacher tended to mention things that she believed 

"set the tone" for the kind of day they would have. She discussed things such 

as students entering the classroom late, not letting the students in the 

classroom on time, and having to cut parent conversations shorter that caused 

a rough start for the morning. For whatever reason, Jeanne failed to mention 

such problematic issues. 

What did the preservice teacher see that the teacher didn't, or the 

teacher didn't think was "humnv?" 

Ms. Poner failed to mention, or possibl>- see the pattern of, the 

reoccurring student behavior instances during the Pledge of Allegiance. 

Although it seemed that she did notice the problem as it was occurring and 

took measures in an attempt to stop it, Ms. Porter never mentioned it to be a 

"bumpy moment." Jeanne, however, was ver>' bothered by this problem 

because she said there were very specific expectations for behavior during 

this time, and she felt the teacher's hands were tied because she couldn't stop 

the Pledge to take care of the problem. Another moment that the teacher 
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didn't mention was when the student called out after the clapping game had 

ended. Jeanne was taken b>' this moment because she thought the student's 

beha\ ior was \ er>- rude. Ms. Porter perhaps did not consider this moment to 

be "bumpy" because there is a history of this student calling out in other 

situations, and because the behavior ended immediatel> with only a glance 

from the teacher. 

The other da>- seemed a complete mismatch because Ms. Porter thought 

there were no "bumpy moments," while Jeanne thought the whole morning 

was "bump}-." This might be due to the fact that their expectations for student 

behav ior differed and Jeanne thought the Early Release days didn't hold 

enough structure. Also, this was the only time that I interviewed Ms. Porter 

on the day following her observation, and she had not taken an>' notes as she 

had in the past. Having to recall the previous day's events ma>- have affected 

how she interpreted the events. 

"Bumpy Moments in Mrs. Anderson's Third Grade Classroom 

Mrs. Anderson, a third grade teacher, was paired with Beth, a TTE 300 

preservice teacher. Of the six observation days for "bumpv- moments," none 

of these were school Early Release days. The only da>' that stood out as being 

an>- different than the others was November 10 (day five) which was the dav 

before the Veteran's Da>' holidav-. The dates for the study were: September 15; 

September 29; October 13; October 27; November 10; and November 24. On 

these six dav s of data collection, Mrs. Anderson and Beth identified the 

"bumpy moments" illustrated in Table 2. An arrow indicates that there was a 

match between the "bumpy moments" or days without "bumpy moments" that 

both Mrs. Anderson and Beth identified. 
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Table 2. 

"Rumnv Moments" in Mrs. Anderson's Third grade 

Mrs. Anderson Beth 

i 

1 Time Management problem 1 Student laughed at another 
during a lesson and follow-up student asking a question 

2 Student snickered at another 2 Students having difficulty 
student asking a question with worksheet directions 

fN 

k 
1 Starting new math groups- student 0 

schedules were messed up 

rri 

i 

0 1 Parent couldn't come in to 
help with centers 

t 

i 
0 1 Students had difficulty vvith 

a math worksheet 

D
ay

 5
 

1 Pictures on worksheet caused 1 Pictures on worksheet caused 
confusion for students ^ • confusion for students 

2 Students asked questions about 2 Students asked many 
new math procedure ^ • questions during directions 

vS 

0 ^ • 0 
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Mrs. Anderson 

At the time of the study, Mrs. Anderson was completing her fourteenth 

year of teaching. She has taught third grade for her entire career. From the 

beginning of the stud>-, Mrs. Anderson was extremely interested in the 

"bump>- moment" research, and treated her participation in the stud>- as a 

learning experience. She was constantly reflecting on her "bumpy 

moments" and sought to redefine the term so that it best described what she 

was experiencing in the classroom. On a couple of different occasions, Mrs. 

Anderson would speak to me about what she had been thinking about since 

our last inter\ iew. In those cases, I tried to remember every word she said 

and recorded it along with her interviews. 

Mrs. Anderson seemed ver>- willing to talk about the events in her 

classroom and was not shy to tell me when she felt she had made a mistake or 

her teaching was less than perfect. She also explained her philosoph>- on 

how hcmdles "bump>- moments" in general; 

You rescue it because > ou have no choice. You're in this room 

teaching these kids so you can't let the whole morning just dissolve 

because you had this one little ten minute block that got tight or got 

confused. You just bring everybody back and hopefull>- > ou've 

planned well enough and know well enough about what you are doing 

next so that you can go on (September 15). 

She was also ver>- proficient at explaining her thoughts by comparing it to a 

situation outside of teaching, sometimes in the form of a stor>'. For example, 

when explaining how teachers have to be ready to deal with a number of 

possible situations, she offered the following analog>-: 

It's all those odd things that happen... like if you're a policeman and 

you pull someone over for a red light and you see that they've got open 
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bottles of beer or drugs in their car. You pull someone over for a red 

light and > ou expect to give them a ticket for a red light. Now v ou walk 

up to the car and >'ou're dealing with a different situation. It's part of 

the job even though it may not be the routine part of it. So v ou plan 

for certain activities to go this wa>' in your room, but because the\-

don't go that wa>' doesn't mean that it's so out of the ordinary . It just 

happens. It happens with enough regularity that it's just something 

> ou better leam to deal with. And you better know your class well 

enough to know how man>' changes and what the>' can expect (October 

13). 

She was also ver>- interested in the outcome of the study. On several 

occasions, she would say, "I can't wait to hear what my TTE 300 student 

thought of this." She knew that I could not tell her what I had talked to her 

TTE 300 student about, but she told me that she would love to talk about it again 

after the study ended. 

Mrs. Anderson identified a total of five "bumpy moments" during the 

six da>'s of data collection. On the first day of the study she identified two 

moments. On the second day she only identified one. On the third da>- of the 

stud>-, she identified no "bumpy moments," yet she discussed how two things 

happened that she considered more 'par for the course.' Using this 

description, these two events were things that were to be expected, and did not 

necessarilx' call for reflection and/or had further analysis. On the fourth day 

of the stud\', Mrs. Anderson announced to me that she had redefined "bumpy 

moments" to be teaching flubs, not managerial or interruptions. She had no 

"bumpy moments" using her new definition on Day four. On Day five, the da>-

before Veteran's Day, Mrs. Anderson identified two "bumpy moments." On the 

last da>' of the study she said there were no "bumpy moments." 
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Mrs, Andengn'g Tvpsi? fif Mftmgnu 

On the first da>- of data collection, Mrs. Anderson identified two "bump\-

moments." The first moment was a Time Management problem that occurred 

because her students were expanding their thinking and doing well on the 

first pan of a lesson. She allowed them to continue working in this area, 

which left little time for the follow-up activitj'. Additional problems were 

caused when she couldn't work through recess because she had to super\'ise 

the students on the playground. The second issue occurred later that same da\-

when a student snickered at another student who was asking a question 

during whole group instruction. This was classified as a Sensitive Student 

Issue because Mrs. Anderson had to consider the feelings of both students 

when attempting to handle the situation. On the second day of data collection, 

Mrs. Anderson reported a "bumpy moment" that occurred because she was not 

prepared for the beginning of new math groups, and some of the student's 

had problems with their schedules. 

On the third da>-, Mrs. Anderson began discussing problematic issues 

that she considered more 'par for the course,' rather than "bump\' moments." 

This marked the beginning of her redefinition of "bumpy moments" that will 

be discussed in the analysis of her "bumpy moments" over time. According to 

her new definition, days three and four had no "bumpv- moments." Day five 

held two "bumpy moments" according to Mrs. Anderson. The first occurred 

when pictures on a Phonics page caused confusion for the students. This was 

classified as a Not Prepared moment because she admits that she had not taken 

the time to figure out what the pictures were ahead of time. The second 

moment was a Management issue during whole group instruction when 

students repeatedly asked questions about their new math procedure. There 

were no "bump>' moments" on the final da>' of data collection. 
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In total, Mrs. Anderson experienced t\vo moments in whicli she was not 

prepared. The other three "bumpy moments" fell into three separate 

categories. She reported one Management problem during whole group 

instruction, one Time Management problem, and one Sensitive Student Issue. 

j\n anah sis of how these moments occurred over time now follows. 

Mrs. Anderson over time 

Mrs. Anderson seemed to experience verj- different moments over time. 

Her first moment was a Time Management problem, and she never identified 

another of these tvpe of moments. On the same da>', she identified a Sensitive 

Student Issue. Again, this t>'pe of moment did not come up again. On Da\- two, 

the moment identified could be classified as a Not Prepared moment, the onls* 

t>pe of moment which showed up again (on day five). Also on da>- five, Mrs. 

Anderson identified the only Management problem that arose during the 

course of the study. 

Mrs. Anderson's process of redefining "bumpy moments" according to 

her own understanding seemed to have a ver\' strong impact on how and what 

she reported "bumpy moments" throughout the study. On the ver>- first da> 

of the stud\', Mrs. Anderson classified her "bumpy moments" into academic or 

managerial moments, even though I had not asked her to do so. On the third 

day of data collection, she began to call some moments in teaching 'par for 

the course' rather than classi^' them as "bumpy moments." Two school da> s 

after that interview, she met me in the cop\' room and told me that she had 

redefined "bumpj- moments" to be something that goes wrong with her 

teaching, rather than a scheduling or management problem, as she had 

discussed before. 

She gave me an example of a worksheet that she gave her third graders 
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with the phonetic -gh sound that sounds like an 'f.' However, on the 

worksheet were a few words like 'dough' and 'though' that don't follow that 

rule. She said that when she realized it again this >-ear, she was looking at 

her ESL students and remembering how difficult it is for them when the 

English language doesn't follow the rules. She also remembered that last year 

when she did this particular worksheet she was frustrated, and meant to 

change it so that it didn't happen again or get rid of the worksheet altogether. 

But now she was in the same situation this year. And she knew about it but 

didn't do any thing about it, which could have prevented problems on this day. 

Mrs. Anderson went into the fourth day of data collection with that 

definition in mind, and thus she did not identify any such "bumpy moments." 

She began the interview on the fifth day of data collection b>- explaining that 

she had indeed experienced a 'teaching Hub' when she was not adequately 

prepared to help students with the tricky pictures on a phonics page. She 

went on to tell me about a second moment on that day, that occurred when she 

tried a new procedure for some of her math students. This was the onl>-

Management issue that she discussed during the whole study. On the final da\' 

of the study, Mrs. Anderson explained that there were no "bumpy- moments" 

because she couldn't think of anything that had happened besides what she 

called "managerial kind of stuff" (November 24). 

When asked to describe her thoughts during a "bumpy moment," Mrs. 

Anderson expressed a total of ten different thoughts. Half of these thoughts 

concerned individual students or the group of students in general. When she 

was making a decision during teaching, she explicitly stated that she was 

considering: "How am I going to fix it and what is the effect on the kids?" 
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(September 15). She also demonstrated the ability to look beyond what 

appeared to be happening and consider the underMng reasons for the 

behavior, such as the d>Tiamic working bet^veen the students. At other times, 

Mrs. Anderson was evaluating whether her students should be able to handle 

certain tasks in the classroom and making decisions based on what she knew 

about the particular students. 

Three of Mrs. Anderson's thoughts concerned developing a plan of 

action and considering alternatives for handling the situation. When 

deciding how to handle a situation, she relied on some of the techniques she 

had used in the past and often discussed her reasons for why she chose to 

handle situations in a certain way rather than in an alternate manner. When 

making these decisions she evaluated the appropriateness of her actions, 

whether she had time to handle certain situations later, and what was 

important at that time. The final two thoughts that Mrs. Anderson expressed 

were feeling "fizzled." On these days she admitted to having too man>-

things happening in a given morning, or said that she simpl>' should have 

known better or been more adequately prepared for the da>'s events. 

Mrs. Anderson's knowledge or beliefs 

When discussing Mrs. Anderson's knowledge and beliefs about her 

"bump>- moments" in teaching, she tended to express more beliefs than 

knowledge about certain events. The two times she described her knowledge 

were when she discussed an education experiment about learning and when 

she commented on how some moments are less problematic as compared to her 

other experiences. All other times, Mrs. Anderson expressed her beliefs about 

teaching and students. She described eight beliefs in all, two of them fit into 

the same categor>'. 
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The two beliefs that were similar involved how students should behave 

or what students should be able to do in the classroom. The first time she 

expressed this belief was when a student was ridiculed b>' another student for 

asking a clarification question. Mrs. Anderson suggested that the behavior 

was rude, and that students should be more tolerant of another student's 

needs. The belief surfaced again when Mrs. Anderson was talking about 

tr>ing something new with her math students. In this instance, she felt that 

her students should ha\ e been able to figure out the new procedure because 

the>- were in a gifted program and the procedure was not that different from 

anjthing they had done before. 

There were six other separate beliefs that Mrs. Anderson expressed 

throughout the study. During the discussion of some of the "bump>' 

moments," Mrs. Anderson expressed more than one belief. When the first 

moment on daj- one occurred, which involved a Time Management issue, Mrs. 

Anderson described three different beliefs in connection with this moment. 

First of all, she discussed that a lesson should not be stopped due to time 

constraints, especiall>- if the students are doing well and expanding their 

thinking. In this case the worksheet takes secondary importance. Another 

separate belief also emerged during this discussion. This belief stated that 

whether she stops a lesson or not depends on the content or concept of the 

lesson. She explains, "If it is a crucial concept, we stop evei^ thing and I 

might collect the papers but we'll come back to it. This one we're not going to 

go back because I know the>' got it." She also discussed her belief that things 

like this happen instantaneously, and on a regular basis in the classroom. 

Mrs. Anderson expressed three other beliefs when discussing the 

second moment on day one. She e.\plained that students are supposed to ask 

clarification questions when they don't understand directions for a task. She 
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also explained that she doesn't believe in getting into power struggles with 

the students because, "You end up in a no-win situation where all you have 

done is either b\' the force of your own authorit>' imposed y ourself on them, 

or lose, which is not a really good thing to do in front of the class." Along 

those same lines, Mrs. Anderson discussed that she believes in treating the 

kids with respect, and unless she has tried other things and they didn't work, 

no student deserves to be humiliated in public. Instead, she tries to deal wth 

most issues privateh- after the incident occurs. 

Mrs. Anderson's actions 

Mrs. Anderson described seven actions that she took in an attempt to 

resolve the "bumpy moments" in teaching. Two of these actions included 

ignoring inappropriate student behavior. The first time she ignored such 

behavior was when the student was snickering at another student as he asked 

a clarification question. Mrs. Anderson explained that she ignored the 

snickering so that she might talk to the student in pri\'ate and she didn't feel 

he was deserving of her "full public wrath" (September 15). The other 

situation included a few students who kept asking the teacher about their 

special worksheet, even though she had repeatedly asked them not to. She 

also ignored these students and took care of the issue at a later time. 

The five other actions that Mrs. Anderson took fell into separate 

categories. In one instance she chose to continue her lesson and work 

through break time because she felt the lesson was important enough to 

continue. When this action failed because she had to go out to do recess dut>', 

she took a second action and coUeaed their work to finish at another time. In 

the issue discussed before about the child snickering, Mrs. Anderson followed 

through by talking to the student in private and encouraging him to be more 



105 

understanding of other students' needs. Another action that Mrs. Anderson 

took was to make an immediate decision about which alternative was most 

desirable when her students' schedules were messed up. In this case, she 

made an immediate decision and followed through with it despite the 

consequences. Finalh-, when her students were confused about how to do a 

worksheet properl\-, Mrs. Anderson offered additional assistance until she felt 

that thev- all understood. 

Mrs. Anderson's future imnliration.s 

When discussing the future implications for Mrs. Anderson's five 

"bump\- moments," she suggested that most of them would not lead to an>' 

deeper reflection or further action. On these three days, she said that either 

there was no wa>' to prevent such problems because they were typical of 

teaching, or said that she didn't care enough about the problem to take any 

further action. During the discussion of one of these moments she said that 

ever>' time you introduce a new concept to a group of children, it is 

impossible to anticipate how they might handle it. She says. 

When you introduce something you don't know if thej 're going to take 

it and run with it. So you can't anticipate always, even if you have a 

good feeling for the class, I don't know every class, ever>' lesson, ev er>' 

day (September 15). 

She also shares her belief that some things in teaching will alwaj s happen 

and cannot be prevented. She explains that a teacher is forced to make a 

split-second decision and live with it whether it is right or wrong. 

The other time that Mrs. Anderson thought that the moment would not 

affect her future teaching practice was when she was faced with the fact that 

a particular worksheet had been difficult for her third grade students. When 
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asked if she would do something differenth- in the future, she responded that 

she doesn't care enough about worksheets to put the effort into improving 

her skill. She admits that when she has the time to go through it herself it 

makes the process easier on ever>'one involved but still maintains that it's not 

that imponant. Finall\', there was one moment in which Mrs. Anderson was 

happ\- with the results. In this case, she sav s that she would probabl>' do the 

same thing if faced with a similar moment in the future. 

B e t h  

At the time of the stud\-, Beth was a Junior at the University and had 

just been accepted into the College of Education. Her previous experiences 

working with children included being employed b>' three different da>' cares 

during the summer time. She also worked with children up to age nine in an 

after school program. Beth had also volunteered in a Kindergarten and 

fourth grade classroom prior to coming into this third grade classroom. 

Beth was ver>' interested in participating in the stud>', although the 

reason for her moti\'ation remains unclear. When I was discussing the stud>-

with the TTE 300 class at the University and was passing around a sign-up 

sheet, she said, "Please pick me." I chose her partlv- for her eagerness, but 

also because her grade level preference was ver>' flexible and could 

accommodate most teachers interested in the stud\-. It occurred to me that 

possibh- Beth was interested in participating so that she could waive the other 

course assignment, which was keeping a log book or doing a communit>' 

serN ice project. However, when 1 met with her for the interxiews, I noticed 

that she was indeed keeping a log of her experiences, including work samples 

and a written record. It is possible that she just was anxious to have the 

experience of talking about what she had seen in the classroom. In the final 
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interview, she said that participating in the study helped her to be more 

aware when she was observing in the classroom. 

When Beth came to the interview she was prepared with notes that she 

had taken during her observation. Sometimes she had recorded complete 

quotes from the teacher. It was evident that she had been thinking about how 

she would explain things to me because she often brought samples of what the 

students were doing, specifically the worksheets that had been given to them. 

On several occasions, Beth was confused by the things that had happened in 

the classroom. She would explain that she knew something was going on, but 

couldn't tell exactly what it was. She said that she was trying to watch closely, 

but was often perplexed by what was happening and why. She discussed some 

"bumpy moments" with me that she was unsure about, and thus could not tell 

me exactly how she felt about them. It was apparent that she really desired to 

understand all the classroom events, but seldom talked to the teacher about 

these events. Instead, she discussed them with me but often left without truly 

understanding the event or circumstances. She also often talked about things 

from her own studenting experiences and discussed how she had felt about 

these particular issues as a student. 

Beth identified six moments during the course of the study. She talked 

about two "bumpy moments'* on the first day, followed by zero on the second 

day. Days three and four each had one "bumpy moment." According to Beth, 

day five had two "bumpy moments," followed by zero moments on the last day 

of data collection. 

On the first day of data collection, Beth identified two "bumpy 

moments." The first moment occurred when a student laughed at another 
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student who was asking a question during the whole group instruction. This 

was considered to be a Sensitive Student Issue because the teacher had to be 

ver>- careful about how she handled the situation with both students. The 

second moment Beth identified was a Student Understanding issue, in which 

students were having difficulty understanding the directions on a worksheet. 

Beth suggested that there were no "bumpy moments" on the second da\- of 

data collection. 

The onh "bump\- moment" that Beth mentioned on the third day of data 

collection was when a parent wasn't able to come in to help with centers. 

This was a Spontaneous Problem because the teacher did not find out until 

school had alread\- begun. On day four, Beth identified one "bump>' moment," 

again a Student Understanding problem as she felt students were having 

difficult>- completing a math worksheet. The fifth day of data collection held 

two "bumpy moments," according to Beth. The first one identified was 

another Student Understanding issue, this time picttires on a Phonics page 

caused confusion. The second moment occurred when students were asking 

man>' questions during the teacher's directions. Although Beth did not full>-

understand what was happening during this moment, she knew that the 

teacher was ha\-ing difficulty with whole group management. Beth shared 

that there were no "bumpy moments" on the final day of data collection. 

Of the si\ moments Beth identified, half of these concerned Student 

Understanding. The other three "bumpy moments" fell into three separate 

categories. There was one Sensitive Student Issue, and one Spontaneous 

Problem or Interruption. The final moment was classified as a Management 

moment. An analysis of how Beth identified these moments over time now 

follows. 
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Beth over time 

Beth was concerned with issues involving students throughout the 

duration of the stud\-. On the first da\, she mentioned both a Sensitive Student 

Issue and a moment involving Student Understanding. Issues involving 

Student Understanding resurfaced on days four and five. The whole group 

Management moment on da>' six does not, in m>' opinion, represent a shift in 

her thinking from individual students to whole group situations. Instead, the 

fact that she did not understand what was happening and her comments 

concerning students such as, "Whv- is the teacher yelling at them?" indicate 

that students were her foremost concern in this moment as well. This final 

moment may ha\ e been classified as a Student Understanding moment if she 

was more aware of what was happening. Mrs. Anderson reported that the 

students were asking clarification questions about a worksheet that the 

teacher fully e.xpected they could figure out on their own. 

Even the Spontaneous Problem or Interruption moment on da>' three 

could also be viewed through Beth's concern for students. In this case, a 

parent helper called to sa\- that she could not come in to help with centers 

because she had faUen and possibly broken her arm. Although the fact that 

she could not help today may have been problematic for the teacher, Beth 

tended to focus on how tricky and sensitive the situation was because the 

teacher had to explain to the student that his mother had been injured. Thus, 

realizing Beth's inclination to put students at the forefront of her thinking 

sheds a different light on all the other moments. 

Beth's thoughts 

Beth described eight thoughts during the discussion of "bumpy 

moments." Three of these thoughts consisted of thinking about particular 
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students or the group of students as a whole and making judgments about 

what the\' were feeling or what they needed. When she discussed how a 

student asked a question during directions, she also added her interpretation 

that, "[The student) didn't understand anything the teacher was saying. I 

mean, he was completely lost" (September 15). In some of these thoughts she 

suggested that the third graders as a whole were confused when directions 

were too difficult for them to understand. Beth explained that if she herself 

didn't comprehend what the worksheet was asking them to do, then the 

students probably* didn't understand it either. In one instance, she was 

concerned that a particular student might be worried when he found out that 

his mom had an accident and thus couldn't help in the class that day. 

The many "bumpy moments" that Beth mentioned concerning the 

worksheets that the students were given also led to her evaluation of the 

teacher. In these cases, she felt that Mrs. Anderson had given them work that 

was either too difficult or confusing. Beth also expressed her frustration 

when she didn't know how to help the students. This led to a thought about 

her impact on the students in which she said, "It's embarrassing for me when 

I can't answer their questions but I don't know what the teacher wants... I 

don't want to tell them the wrong way or confuse them more." (No\ember 

10). Two of the thoughts she discussed consisted of watching the teacher to 

find out how she would handle a particular situation. Finally, on one occasion 

she admitted that she had been involved in grading papers and wasn't able to 

catch what was happening during a "bumpy moment." 

Bfith's Knowlsdgg or beliefs 

Beth described one knowledge or belief for each of the six "bumpy 

moments" she observed. Four of these coiild be classified as a type of 
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knowledge and put into t\vo different categories. On two separate occasions, 

Beth discussed how she relied on her personal experiences as a student when 

thinking about a classroom situation. In one of these instances, she suggested 

that the teacher was (in her opinion) yelling at the students but she couldn't 

tell what the students had done. This led her to say. 

Sometimes I felt like I was yelled at for nothing. I think sometimes 

students and teachers just aren't on the same wave-length and the>' 

were unclear and she was frustrated with them for not following 

along (November 10). 

Two other times, Beth discussed the knowledge that she had learned from her 

universit\- class, specificalh- with readings in the text. She used the text book 

to explain the difficulty of the task when the students in third grade were 

having difficulty with a challenging assignment. On another day, Beth 

discussed how the text encouraged teachers to go though a process of 

rehearsal to anticipate any problems the students may have with an 

assignment. She was the only preservice teacher in the stud>- to discuss her 

university readings in the context of her classroom observations. 

Beth also expressed two separate beliefs about the teaching situations. 

After experiencing several moments in which she thought that worksheets 

were either too difficult or not explained well before they were given to the 

third graders, Beth commented that a teacher should read a worksheet 

carefully and anticipate possible problems before giving it to students. She 

explains what she might do to avoid this problem in her teaching: 

If 1 were giving a worksheet I would have read it beforehand and make 

sure the\- understand what they're going to do. And after at least three 

students came up to me 1 would have stopped everyone and explained it 

so that they all get the same idea" (September 15). 
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A separate belief was discussed when she was discussing how the parent 

called to sa\- she couldn't help in class because she fell and had an accident. 

When the teacher announced this to the class, Beth proposed that this son of 

sensitive situation should have been handled privately with the individual 

student so that he might not be worried about his mother's accident. 

Reth's oerrentions of the teacher's actions 

When discussing how the teacher handled the six "bumpy moments" 

that she obser\ ed, Beth identified nine actions that the teacher took in an 

attempt to remedy the problematic situation. Each of these actions fell into a 

separate categor>-, although Beth thought that the teacher took more than one 

aaion for some of the "bumpy moments." For example, during the moment in 

which the student was snickering at another student asking a question, the 

teacher acted in two different ways. First, she ignored the student's 

inappropriate behavior. After the lesson transpired, she went up to that 

student and dealt with the student in private. 

When the parent called to say that she couldn't come in to help with 

centers, Beth observed that the teacher didn't decide immediateh' what she 

would do. She thought that the teacher was taking some time to balance her 

altemativ es and decide how she might handle the particular situation. The 

teacher later decided to modify the activity that the students were asked to do 

during the parent helper center. The other day in which the teacher took 

two actions in an attempt to resolve the moment was when some students were 

asking questions during directions about their special math sheet. After the 

teacher refused to answer anj- more questions on this subject, she also had to 

verbally redirect two of the students who had begun a discussion of the 

worksheet when they should have been listening to the teacher's directions. 
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For the other three "bumpN' moments" she observed, Beth noted onlv" 

one action that the teacher took to remed\' the situation. On one da>-, the 

teacher reexplained a problematic worksheet to students and actually worked 

through the assignment with them. On another day, students were also 

having difficultv- with a particular task. This time, the teacher asked the 

students who understood how to do it to help the students at their table that did 

not. Finalh', Beth thought that the teacher was inconsistent when the 

students had yet another problem with their worksheet. The teacher read the 

directions and admitted that they were terrible. She then crossed out an 

entire sections and told some students not to do it. According to Beth, the 

teacher explained the concept to some students and simply told others not to 

complete entire sections. 

Beth's future imnlications 

When discussing the six "bumpy moments" that Beth witnessed during 

the study, she suggested that four of them held future implications for her 

teaching or further thinking about teaching. Three of these moments helped 

Beth to think about what she might possibly do in a similar situation while 

teaching. The fourth helped her to see how she might organize her 

classroom, as demonstrated by the teacher. Beth said that two of the "bumpN-

moments" had no affect on her future teaching practice. These moments had 

no affect because in one situation a parent had an accident, which Beth 

maintains that you can't plan for that kind of occurrence, and she didn't full>-

understand what was going on in the other moment. 

The three moments that helped Beth think about what she would do in a 

particular situation all had to do with worksheets. When she first 

encountered the students having difficulty on a worksheet, she said it made 
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her realize that a teacher should alwaj s be prepared to explain and reexplain 

a worksheet if students are having difficult>-. On da>- four, another problem 

with a worksheet occurred and Beth again emphasized that she vvill examine 

worksheets carefulh-, also adding that she will tr>' to anticipate any problems 

students ma\- have with the assignment. When the problem arose yet a third 

time, Beth said that this experience helped her to realize that not all 

worksheets are appropriate for your students. She says: 

I probabh' wouldn't have ever noticed this until I was here. I would 

have said if this worksheet is in the book it should be adequate for what 

I'm teaching. But now I see the consequences of it. I'm just going to 

make sure that when 1 hand out worksheets that they do make sense. 

And I'm going to tr>- to anticipate [the students'] behavior and what 

they will do with the worksheet (November 10). 

Comnarison of the moments identified hv Mrs. Anderson and Beth 

Mrs. Anderson and Beth matched up a total of four times, and one of 

these times was day six, in which the>' both agreed there were no "bump>-

moments." The three "bumpy moments" that matched included the student 

who snickered at another student on the first day of the stud>'. The moments 

did not match up again until Day five. On this day, both Mrs. Anderson and 

Beth identified the same two "bumpy moments." 

looking at the "huitinv moments" that matched un 

Moment: Student snickered at another student asking a question 

In this moment, Beth and Mrs. Anderson differed on why they thought 

this moment came to be. Beth thought that the student asking the question 

was "completeh- lost," while Mrs. Anderson considered it to only be a 



115 

clarification question. Mrs. Anderson was also aware that the student who 

snickered was a real sharp student who was most likeh' ready to start the 

assignment. Also, the teacher knew that the student asking the question 

often disrupted the class even when it was not necessar>', and that there 

might be a d>'namic working between the two students. Beth had no previous 

experience with these students to understand the motivations because this was 

her first da\- with the class. 

There was also an interesting difference in the two people's notions of 

wh>' Mrs. Anderson ignored the behavior and dealt with it privatel>'. Mrs. 

Anderson says she ignored the snickering at the time because she said she 

wanted to treat the student who had snickered with respect and not subject 

him to her public discipline. On the other hand, Beth thought she was 

ignoring it not to embarrass the student who asked the question any more 

than he had alread\' been embarrassed. 

Moment: Pictures on phonics worksheet caused confusion for students 

Both Mrs. Anderson and Beth agreed that the confusion was caused not 

b\- the students' lack of understanding of the phonics rules, but rather b\ the 

pictures on the worksheet themselves. They also agreed that the teacher 

wasn't prepared to handle the questions that arose, most likely because she 

hadn't spent time looking over the worksheet before it was handed out. 

Although Beth was embarrassed when she couldn't help the students and 

made a commitment to alwav s look at the worksheet ahead of time, Mrs. 

Anderson admits that this moment held little importance to her because she 

has no desire to be "the perfect worksheet teacher." Thus, this moment did 

not lead her to take further action. 
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Nloment: Tried something new with the math kids' worksheet 

Although Beth and Mrs. Anderson were describing the same event and 

thus there was a match, their accounts are \ er\' different because Beth wasn't 

sure what was going on. While Beth's account of the event was mostl\' tr>'ing 

to make sense of the events, Mrs. Anderson described how she was trying 

something new with the math students and how she felt they were more than 

capable of figuring it out on their own. Thus, what looked like unfair 

treatment of students' questions to Beth, was actually intentionally done by 

Mrs. Anderson. Beth thought that the students were confused, while Mrs. 

Anderson thought that they were pointing out to the other students that they 

were doing different work. Due to Beth's confusion, and the fact that Mrs. 

Anderson talked about this moment in conjunction with another moment, it is 

impossible to match up their understandings of this particular event. 

looking at the davs without "humnv moments" that matched UP 

There was only one day that both Mrs. Anderson and Beth agreed had 

no "bumpy moments." On this da>', Mrs. Anderson had changed plans because 

her voice was strained and she was beginning to get sick. Beth was unaware 

of the reasons, but she also noticed that there was a change from their t\'pical 

Tuesda\- routine. Beth felt that this change and the fact that the\' were doing 

special acti\ities for Thanksgiving were the main factors contributing to the 

"non-bumpN " da\-. Mrs. Anderson maintained that even though toda>- was 

different, she didn't think the students knew it was different from what she 

had planned. Instead, she credits having the stuff ready to go, knowing what 

she wanted to do today, having Beth there to help, and the fact that the 

students were prepared because they had done similar activities before, as all 

being factors that contributed to a good day. 
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looking at the davs and "humnv moments" that didn't matrh un 

What did the teacher see that the oreservlce teacher didn't, or the 

nreser\ice teacher didn't think was "bumm "? 

On the first da\' of the study, Mrs. Anderson discussed a time 

management moment that Beth did not. In this moment, the whole group 

lesson extended beyond the allotted time because the students were doing 

realK- well and expanding on their thinking. This caused Mrs, Anderson to 

rush the students through the next task and send the students out to break 

before the\ had finished their worksheets. Beth did not discuss this moment, 

although she did talk about a moment that was caused by student confusion 

over a worksheet. As much as I tried to determine if these two events are 

related, I remain unsure. Instead, it is possible that Beth was simply unaware 

that the teacher was rushed through the morning and had mismanaged her 

time, mostl>' because she had never been in the classroom before. On Da>- t^vo, 

Mrs. Anderson discussed that some of the students' schedules were messed up 

because they were starting new math groups today. Again, Beth ma\' not have 

seen that this was problematic for the teacher because she was either 

unaware of the confusion entirely, or was not aware of the problem because 

the teacher handled it quickly and effectively. 

What did the nreser\ice teacher see that the teacher didn't, or the 

teacher didn't think was "bumnv?" 

On the first da>- of the study, Beth discussed a moment that involved 

student understanding on a particular worksheet. This moment held personal 

significance because she herself did not understand the directions, and thus 

could not help the students. In later discussions with Mrs. Anderson, it 

became evident that ha\-ing perfea worksheets was not a priorit>' in her 
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teaching. Therefore this moment may not have been as problematic for her, 

especialh" when she decided to just cross out the section that was causing 

confusion. A similar moment occurred on da\' four, when Beth reported thai 

some students were having difficulty with a math worksheet. Again, Mrs, 

Anderson did not mention this moment. This time, Mrs. Anderson worked 

with some of them and then had the students help each other. It is possible 

that this situation was not problematic to Mrs. Anderson because she could use 

this technique to help students through the assignment. 

On da>' three of the stud>', Beth discussed a "bump>' moment" created b\' 

a parent helper calling at the last minute to say she couldn't come in to help 

with centers. Mrs. Anderson did in fact mention this moment to me, but 

explained that she considers this t\pe of moment to be 'par for the course,' or 

something that teachers must always be prepared for. Therefore, she ma>-

ha\ e considered the situation less than perfect, but she had the tools to create 

an alternative arrangement for center time. 

"Bumpy Moments in Mrs. Wayne's Fourth Grade Classroom 

Mrs. Wayne, a fourth grade teacher, was paired with Ste\'en, a TTE 300 

preserN ice teacher. Mrs. Wayne and Steven were added to the study after one 

of the preser\'ice teachers left the course altogether. Because the>' were 

picked up late, I had to start them when the first pairing was completing their 

second da>- of interv iews. This also meant that 1 had to make up the final da>-

in the end, thus two study days were back to back instead of the normal week 

off in between. There were 6 days in study, one of them (the final one) was 

an Earl\- Release Day and da>- four was the day before Veteran's Da>'. The dates 

for the stud\' were: September 29; CXrtober 13; October 27; No\ ember 10; 
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November 24; and December 1. On these six days of data collection, Mrs. 

Wa>ne and Steven identified the "bumpy moments" illustrated in Table 3. An 

arrow indicates that there was a match between the "bumpy moments" or 

days without "bumpy moments" that both Mrs. Wayne and Steven identified. 

Table 3. 

"Bumnv Moments" in Mrs. Wavne's fourth grade 

Mrs. Wayne Steven 
1 Student told inappropriate 1 Student told teacher she 

stor>' during class discussion would be absent tomorrow 
due to family problems 

2 Student told inappropriate 
story during class discussion 

D
ay

 2
 

0 ^ ^ 0 

1 
0 ^ ^ 0 

D
ay

 4
 

0 ^ ^ 0 

D
ay

 5
 

n ^ ^ n 

o 1 Whole day was on the verge of 1 Student energy level was 
any minute "it could blow" ^ ^ high, students were restless 
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Mrs. Wavne 

At the time of the studj-, Mrs. WaNTie was completing her third > ear of 

teaching fourth grade. Before she began her elementarx- teaching career, 

she owned a Modeling and Talent Agency which held classes for children ages 

four to adults up to eight\ -four years of age. When talking to Mrs. WaN-ne, 

one gets a sense of confidence and commitment to her teaching that might be 

expected of more experienced teachers. She entered the teaching profession 

at an older age, although she looks young, fit and energetic. In fact, she is a 

grandmother and attributes some of her expertise as a teacher to her 

experiences raising children and grandchildren. Mrs. Wa>'ne is currently 

attending school to recei\'e her Master's degree and thus was reluctant to 

commit to doing the stud>'. When I came to her in a bind because I had lost 

one of m>' participants, we agreed that she would participate in the stud>- if we 

conducted our interv iews on Wednesday', instead of Tuesda>- when she had 

class. Thus, we had to wait an entire other day until we could sit down and 

talk. Despite the time in between, Mrs. Wa>'ne seemed able to recall the 

Tuesda\- morning events with accurac\'. 

During the six days of the stud>', Mrs. Wayne identified onl>' t\vo 

"bump\- moments," one on the first day of data collection and the other on the 

last day. She was reluctant to label the second incident as a "bump>' moment," 

instead she said the whole morning day was "on the verge of any minute it 

could blow." I asked her all the questions as if she had identified a "bump\-

moment," and she was willing to talk about the day's incidents. During the 

stud>' 1 became concerned because Mrs. Way-ne didn't seem to be experiencing 

an>- "bump\- moments," and 1 thought it might be due to her inexperience as a 

classroom teacher. However, her TTE 330 student agreed that she didn't seem 

to be experiencing these t>pes of moments. He explained: 
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Since I have been here there haven't been reall\- any problems. There 

are still some things- > ou know the kids who are al\va\ s going to be 

doing something. But for the most part, the teacher knows where to 

keep her ejes and stuff" (Steven, November 24). 

He also suggested that Mrs. Waxiie held students accountable for their 

beha\ ior by using a table point reward s> stem, and he felt that all students 

knew her expectations. 

On the third data collection da>-, Mrs. Wa>'ne herself told me that she 

felt bad that she wasn't having an>' "bumpy moments" to talk to me about. 

She said, "I realh feel bad because I'm really looking for them." She 

explained that she really doesn't expect to have many "bumpy moments" in 

her teaching because she teaches fourth grade, and presumes that teachers 

experience less moments as they go higher in grades. It is also possible that 

Mrs. Wayne strived to avoid "bump>' moments" in her teaching. She discussed 

with me how she uses preventative strategies to avoid problematic situations 

before the>' even have a chance to occur. Perhaps after the first "bump\' 

moment" she was more careful and tried to prevent future moments. 

Additionall\', these moments ma>' have come on different days or at different 

times. For example, Steven told me on day five that I had missed a "bumpy 

moment" the week before when we were not scheduled to interview. 

Mrs. WajTie herself also brought up a possible other factor which was 

the TTE 330 student himself: "I think sometimes the other person you have in 

your room has a lot to do with the activity in the classroom" (Mrs. Wayne, 

November 24). She went on to sa>' that Steven had earned the students' 

respect, and held the same expectations as she did teaching her class. Finall>-, 

and perhaps most likel>', Mrs. Wa>'ne's definition of a "bumpy moment" might 

have had the greatest effect on why she only identified a few moments. 
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According to her No\ember 24 interview, she feels that a "bump>- moment" 

must stop all learning. To her a "bumpy moment" is: 

An\- slop where you go, 'Whoa!' It stops >'ou sometimes because \ ou 

ha\ e to rethink and ma> be restructure...or it stops learning where 

the>- are all off-track because of somebod>' else and it takes a minute or 

so to get them back. 

Thus, her criterion for identif\'ing "bumpj- moments" in her classroom may 

have restricted her discussing some of the types of moments that the other 

teachers expressed during the studx'. 

Mrs. Wa>-ne onl\- identified two "bumpy moments" across the six days of 

the stud>'. These moments fell on the first and last days of data collection. On 

the first day, a student told an inappropriate stor>' during a class discussion. 

Mrs. Wa}Tie considered this moment to be "bumpy" because she felt it could 

ha\ e been prevented had she not called on this particular student. The e\ ent 

could be classiHed as a whole group Management problem because a student 

interrupted the class discussion by offering inappropriate comments. The 

other "bumpy moment" was also a whole group Management issue in which 

the students were very excited and rambunctious because they had an Early 

Release and double Physical Education time. Mrs. Wav-ne preferred not to call 

this a "bump>- moment," rather she said that at "any minute it could blow." 

It would be impossible to make generalizations about whether Mrs. 

Wav-ne's thinking or experiences changed over time. 1 do know that after the 

first "bumpy moment" there tended to be no others. Finally, on the last day 
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Mrs, WaNTie discussed with me a "bumpy" time, and I classified it as if she had 

mentioned another "bumpy moment." It is difficult to say if she learned from 

her first experience and was able to control future moments from happening, 

or if "bumpy moments" are just a rare occurrence in her classroom, 

Mrs. Wayne's thoughts 

When discussing the two "bump\' moments'* in her teaching, Mrs. 

WaNTie expressed four different t>'pes of thoughts during these moments. 

First, she described her thoughts about the particular student (on da>' one) 

and how she felt that she gave him too much credit too soon. In this situation, 

she also shared the feeling that she should have known better, by explaining: 

You almost want to konk yourself in the head going, 'Why did I get 

skunked on this one? All I had to do was just not call on him. It would 

have been so simple.*" 

She also expressed that she was thinking about a plan of action for handling 

this situation and what she was going to have to sa>' to the student. During the 

second "bump>' moment" on the last day of the stud>-, the only thought that 

she told me was that she was trying to maintain learning in her classroom, 

and that was her main priority. 

Mrs. Wa\-ne discussed one t>pe of knowledge and one belief when faced 

Nxith the two "bumpy moments" in this stud>'. In the first moment, she 

brought her previous experiences with students to the moment, and realized 

that she could have "made the waters a little smoother" (September 29) if she 

hadn't called on that particular student. In the second moment, she presented 

her belief that some things in teaching just happen, and are out of the 
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teacher's control. She commented that having an Earl>' Release and an hour 

and a half of P.O. created a da\' that was going to possibly be ver>- hectic if she 

didn't take measures to prevent potential problems. 

Mrs. Wayne's actions 

Mrs. Wayne took t\vo different actions to resolve her two "bump\-

moments" in teaching. When the student began his stor>- on the first da\-, 

Mrs. Wa\-ne stepped in and verball>- redirected him to be more appropriate in 

the stories he would share with the group. On day six, when Mrs. Wavue had 

an Early Release and an hour and a half of P.E time, she took preventative 

measures in anticipation of further problems. These measures included 

cutting short the getting read>- time, sharing her expectations for the da\-

with her students, and minimizing any transition time. She sa> s, "I think 

letting [the students] know in advance what's going to happen and making 

sure all of them understood, that helped." 

Mrs. Wavne's future implications 

During the discussion of the two "bumpy moments" that Mrs. Wa> ne 

identified, she offered the same response when asked about the future 

implications of such moments. They both included making plans for this 

particular type of student or this t>pe of day. When the student told the 

inappropriate storj', Mrs. Wa\Tie said that it reminded her to pay more 

attention to this t\ pe of student in the future and not give him too much 

credit too soon. On the Early Release Da\' with extended P.E time, Mrs. Wa>'ne 

said that she would love to forget the curriculum on these days and just do fun 

activities. She said she would wait until towards the end of the year though, so 

that her students wouldn't miss any essential fourth grade curriculum. 
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Steven 

At the time of the stud\-, Stev en had just been admitted to the College of 

Education. He was twent\ -se\ en years old, which is older than the typical TTE 

300 student. He is also married and has a young son. Before returning to 

school lo get his leaching degree, Steven was in the Militar>-. He explained 

that he has alway s wanted to be a teacher in some capacitv', and ultimately 

he'd like to be a college Professor. He said that he really enjoved working 

with children and had been a coach and volunteered in two Kindergarten 

classes. When discussing wh>' he wants to become a teacher he said: 

Whenever I get a chance to work with the little kids I like to help them 

leam new things and that's what it is mostly that makes me want to do 

this, is to help kids leam new knowledge (September 29). 

When I asked Steven to participate in the study after I had lost one of 

my participants, he was very willing and accommodating. It was clear, 

however, that he felt that he was letting me down when he didn't have an\' 

"bumpy moments" to report on most of the days. Like Mrs. Waj-ne, he onl\' 

identified "bumpy moments" on the first and last days of the study, although 

he identified two separate moments on the first day. He also shared Mrs. 

Wayne's reluctance to call the events of the final day "bump}'," but I asked 

him questions as if it was identified as such. 

When Steven entered my room for the interview, following his 

classroom observation, he usually expressed to me that he was tired. He would 

then sit down and tr>' to recall what had happened during his two and a half 

hour classroom visit- He did not keep any form of notes to remind him about 

what had transpired while he was in Mrs. Wayne's room. Often he would get 

confused about what actually happened on that day because Mrs. Wayne would 

talk with him things that had taken place on other days. It seemed that thev-
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had several opportunities to talk during his visits, and she often talked about 

particular students and their backgrounds. 

Steven's Tvnes of Moments 

Steven identiHed a total of three "bumpy moments" across the six days 

of the stud\'. Two of these moments occurred on the first day of data 

collection, and the third moment on the final day of the study. The first 

"bumpv- moment" he discussed was a Sensitive Student Issue in which a 

student told the teacher that she would not be in school tomorrow due to 

famih- problems. Steven realized that the issue was problematic when Mrs. 

Wa> ne pulled him aside to explain the child's family situation. The second 

moment on this first day was a whole group Management issue that occurred 

when a student told an inappropriate story during a class discussion. Like 

Mrs. Wayne, Steven was reluctant to call the final moment on day six a 

"bumpv- moment." Instead, he proposed that the student energy- level was 

high and the>- seemed restless. This was classified as another whole group 

Management issue. 

Stevgn QY^r time 

Like Mrs. Wayne, it is difficult to say if there was any- change in 

Steven's thinking over time. On the first day- of the study he identified two 

moments, one of which was a Sensitive Student Issue. It is unclear whether 

there were no following moments of this nature, or if he simply failed to 

notice or discuss them. Because his identification matched Mrs. Wayne's on 

all counts except for the student issue, it might be that there were no other 

"bumpy moments'* during the data collection days. 
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Steven's thoughts 

Although Steven onl\- identified three "bumpy moments" during the 

studv', he described five different thoughts about these moments. Two of these 

thoughts consisted of thinking about particular students or the group of 

students in general. In one instance, he was contemplating a student's 

motivation, and wh>' he chose to act in a certain manner. At the other time, 

Steven thought about what the students might expect on an Earl\' Release Da>', 

thus was anticipating how the\ might behave. In two of his other thoughts, 

he was evaluating whether a particular situation could be considered 

problematic to the teacher, and also admitted to being preoccupied with all the 

things happening in the classroom that he couldn't focus on the "bumpy 

moment" that was occurring. Ste\'en's final thought consisted of watching 

and wondering what would happen next, although he was more anticipating a 

problem than watching the aftermath of the event. He had listened to the 

teacher's stor>' about having to kill her pet to make soup and said: 

I was thinking, actually before he raised his hand, that somebod\- was 

going to start telling something... It kind of eased me that it's alright to 

tell more stories, but an the same time, what impact is is going to ha\ e 

on students telling stories?" (September 29). 

Steven's knowledge or beliefs 

Of the three "bump>' moments" Steven discussed, he expressed onlj' one 

t>pe of knowledge that he brought to the moment. There were two instances 

in which he explained that his previous experiences with students helped 

him think about the classroom event. First of all, he discussed how the 

teacher had set an example in the classroom about the nils for acceptable 

storv'telling. Steven used his experiences with relatives or other young 
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children to sa>' that he needs to be aware of his actions and examples because 

he often sees it mirrored in the children's behavior. This causes him to be 

more conscious of the examples he is setting. In the other instance, Steven 

relied on his experiences volunteering in a Kindergarten class as a way of 

explaining that sometimes teachers need to be more flexible and adjust their 

expectations because the students are overly excited or have particularly 

high energ>- levels. EXiring the discussion of the third moment, Steven said 

that he had no knowledge or beliefs about the situation. He also did not 

explicitl>- express an>- beliefs when asked this question during the discussion 

of "bumpy moments." 

Steven's nerrention of the teacher's actions 

Steven felt that the teacher took four actions in an attempt to resolve 

the three "bumpy moments" that he observed during the study. Two of these 

actions were the same, and the remaining two fell into separate categories. 

The similar actions involved giving verbal redirections or reminders to 

individual students or the entire group of students. In the first incident the 

teacher expressed to one student that the story he told was inappropriate for 

sharing in the classroom. On another occasion, the teacher offered the whole 

class several reminders to stop talking and quiet down. On this day she had to 

remind them about what they should be doing and review her expectations 

for their behavior. The separate actions included talking to a student in 

private about her family issue, «md moving around the room and making her 

presence known when students were off-task during instruction time. 

Steven's future imnlirations 

The three "bumpy moments" that Steven witnessed either helped him 
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to think about what he might do in a similar situation or made him more 

aware of certain issues in teaching. In two of these moments, Steven admitted 

that his e> es were more open to some of the things that can happen when 

teaching a group of students. He admits that his views on teaching students 

were more narrow than what he witnessed in this classroom. On September 

29, he described this change in his thinking: 

From m>' background when you come into teaching you think about 

kids that are prett>' much the same. But there's so man>- different 

things, there's so much diversitj- and so man> different backgrounds 

from the children. And [burap>' moments] like this are probably rare, 

but it opens my e> es to it. 

In the discussion of another moment, he expressed that a teacher needs to be 

aware of the wa>- that he or she sets up discussions because the students may 

offer certain comments that lead to an undesirable outcome. Finall>-, Steven 

discussed how one moment helped him think about what he might do in the 

Earlv Release situations with an hour and a half of P.E He sav s that he may 

need to fluctuate what is acceptable and possibly lower his expectations for 

the students' behavior. 

Mrs. Wa\-ne and Steven matched up the most consistently of an\- other 

participant pairs in the study. In fact, the only segment that didn't match up 

was when Steven identifted two moments on day one and Mrs. Wayne only 

discussed one. Thus, two out of three "bumpy moments'* matched up exactly. 

Mrs. Wayne and Steven also were in complete agreement about the four days 

without "bumpy moments." 
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looking at the "humnv moments" that matched un 

Moment: Student told inaDnropriate ston- during class discussion 

Mrs. Wa\Tie discussed that the student was new to the school and had a 

little bit of an anger problem. She explained the histor\- of having him in 

class, which included experiences with him not being cooperative, and 

offering racial comments from time to time. She says the moment occurred 

because the student had a good da\- yesterday and she gave him too much 

credit too soon. Steven did not mention anything that specific about the 

panicular student, except to sa>- that he liked to be heard and get a lot of 

attention. Mrs. Wa\ ne faults herself for calling on the student and sa> s that 

the moment could ha\ e been avoided entirely if she had ignored him when he 

raised his hand. 

Instead of focusing on the student, Steven believed that the teacher's 

stor>- and the i>pe of emlronment she had created contributed to the e\ ent. 

The teacher had told a story about how she had to kill the chickens on her 

farm to make soup, and Steven believes this set her expectations for what t> pe 

of stor>' was acceptable: "I think possibly she might have put herself in that 

situation." He also explained that the free environment in the classroom ma\ 

ha\ e contributed to this student feeling that he could share such a stor>-. 

Witnessing this moment helped Steven become more aware of how teachers 

need to be careful in the way that they begin a discussion or set an example 

for an acti\it\-. Sta>Tng with her focus on the student, Mrs. Wa>'ne offered 

that she will need to be more careful with this particular kind of student. She 

however, is not be willing to change her lesson or the open forum 

envirotiment that she created to allow students the opportunity to share their 

thoughts. 
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Moment: CKerall "bumpv morning" 

Both Mrs. Wa\ ne and Steven agree that the Earl>' Release da>', P.E class 

that was twice as long as usual, and an overall high energy level in the 

classroom contributed to this "bump> " morning. Steven mentioned that it 

was one student's birthda>', and that the students would often gather in the 

back of the room to look at their plant projects. Mrs. WaNTie added additional 

factors that Steven did not mention. She talked about how the weather was 

unusual, the students were just returning from Thanksgi\ing vacation, and 

the morning schedule was completeK- different toda>'. 

Mrs. Wa\-ne stated that her priorities were to keep control and hold 

tight reins so that she might encourage a learning environment. She was 

also well aware with all the various elements this day had the potential to fall 

apart: "You were mixing a lot of powder here, and it could blow." Steven 

himself was ov erwhelmed, saying that he couldn't focus on any one thing due 

to the many different things happening in the classroom. He too drew on his 

experiences with children and knew that the teacher might have to change 

her expectations given the high energy level of the students. 

During their discussions of what the teacher did to resolve this 

"bump\ " period of time, Mrs. Wayne discussed what she did in anticipation of 

the da\ 's events, such as cutting short the preparation time, setting the 

expectations for the da>', and cutting down transition times. Ste\ en instead 

focused on what Mrs. Wayne did during the day which included verbal 

reminders, re\•ie^\•ing expectations, and moving around the room more. Both 

participants explained that you might have to be more flexible and fluctuate 

v our expectations on such days. Mrs. Wavue discussed how she would like to 

change the entire plan for days like these, and focus less on completing 

academic tasks. 
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looking at the davs without "humnv moments" that matched un 

There were four da\s without "bump\' moments" according to both 

Steven and Mrs. WaxTie. The\- were days two, three, four, and five of the 

stud\-. Each of these da> s are discussed below. 

October 13 

Mrs. Wa\ ne thought that this da\' was a fairl>' tv pical da\-. She said that 

there "wasn't ans thing unmanageable or dysfunctional as a normal day 

goes." Because the> were actuallv- ahead of where the>' needed to be in the 

curriculum, Mrs. Wayne was able to change gears and have a whole group 

discussion on a Weekly Reader. The topic was baseball and highlighted the 

issues of character and attitude to illustrate how Mark McGwire and Samm\-

Sosa had been so successful. Students got to express themselves through the 

classroom dialogue. Mrs. Wa>'ne explains, "1 felt like it was a good da>- because 

it wasn't a day where you sat down and filled in a worksheet. It was discussion 

and higher-level thinking." She also allowed Steven to lead the class at one 

point which allowed her the time to work with a few students independenth, 

which is something that she doesn't often have a chance to do. 

Although Steven admitted that he was tired and not as obser\ ant during 

his visit, he agreed that the students were ver>- interested in the Weekl> 

Reader discussion. He observed that this activit>' was "Something different 

from what the>' usually do in their reading and English time." The students 

were focused on the activitj', and he feels the topics of baseball, character, 

and sportsmanship contributed to a calm environment. He also observed that 

there was a lot of sneezing and coughing, and wondered if some of the 

students were on the verge of getting ill. 
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Oaober 27 

On this day, Mrs. Wa\ne talked more about how she didn't expect to 

have man>- "bump>- moments" in fourth grade. She also discussed how she 

attempts to prevent these moments from happening by thinking about the 

potential problems and taking strides to a\ oid these situations. The onlv- thing 

she said specificallv- about this da>' in particular was that the students were 

reading in the whole group setting rather than reading in circle groups 

because the book had a lot of Spanish vocabular>'. Again, she changed her 

plan so that she might avoid the students getting frustrated. She knew that 

the\' would need extra help, and used the whole group setting to check for 

understanding and help the students through the book. 

Steven failed to notice this change however, and instead commented on 

the teacher's quick transitions which allowed "Less time for [the students] to 

tr>' and act up. They did their lesson... and then moved real quick to the next 

one." He also discussed how the teacher had moved desks sometime in the last 

week and it appeared to help, although he was not sure. Finally, he discussed 

Mrs. Waj ne's teaching style in general, to help explain wh>- there were no 

"bumpy moments." He said that the students understand and compl> with her 

high expectations for them. 

November 10 (the dav before Veteran's Dav) 

Before school began on this day, Mrs. Wayne expressed to me that she 

might ha\'e a "bump}- moment" because they were going to make Chorizo and 

Eggs in class this morning. Although there was a lot of activitv- in the 

classroom, she says that the energ>' level was fvmctional. She also attributes 

the "non-bumpy" morning to being able to anticipate and plan for the 

activity- based on her experience: 
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I think it went well because 1 gave [the students] something to do that 

the\- were interested in doing... However, if the>- aren't doing 

something that the>- are interested in, the\- waste a lot of time checking 

out what you're doing too much. Really it's unproductive. That's wh>' I 

am \ er>- pick> about having it organized and them working on 

something and knowing the rules. 

Steven also talked about cooking the Chorizo and Eggs. He sa> s that Mrs. 

WavTie didn't expect the students to be absoluteK' quiet, and this created a 

more relaxed environment. He also agreed that the students were involved in 

and excited about the other activit>- that they were completing. 

Nov^mb?r 24 

Mrs. WavTie felt that several things contributed to this good da>-. First 

of all, she allowed Steven to take over some activities, and fell that it was a 

smooth transition because he was prepared. She believes that having Steven 

in the room positively impacts the students. Also, she thought that the 

students were really interested in a Thanksgiving activitv- that they also did 

this morning. Because they were doing different kinds of activities rather 

than the normal curriculum, Mrs. Wayne felt that the students were allowed 

some flexibilitv-: "We didn't do hard based curriculimi where you need to have 

direct instruction and complete quiet. It was more of a hands-on activity kind 

of day." 

Although Mrs. Wajne discussed the da>- as being different from the 

normal curriculum, Steven felt that it was the same as most days he had seen 

in her classroom. He did notice, however, that the students were really 

interested in the Thanksgiving activit>* and were disappointed when the\' had 

to stop. This led him into a discussion of how Mrs. Wavue managed transitions 
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in her room and talked about the table point sv stem that she uses to keep 

students accountable during transition times. He says that this s> stem 

motivates the students to be calm during the transitions which he feels "are 

usualh- the roughest parts." He says that the students now take the initiative 

to get themseh es read>- as well as to encourage the other table members to do 

what is expected of them. 

tiffoKing at thg days and "bumpy mqments" that didn't match UP 
There was onlj- day during the stud>' that didn't match up completel>-

for Ste\ en and Mrs. Wa>'ne. On the first day of data collection, Steven told of a 

second moment that Mrs. Wav ne failed to mention. 

What did the preservice teacher see that the teacher didn't, or the 

teacher didn't think was "t?vmp>?" 

Steven discussed a moment that occurred first thing when the students 

were arriving. One student came up to Mrs. Wayne and told her that she 

would be absent tomorrow due to family problems. At first Steven thought 

that the moment didn't seem "bumpy" but he reconsidered when Mrs. Wa\ ne 

took him aside and explained the student's background and famil>- situation. 

This led him to believe that this issue was problematic for Mrs. Waj-ne. It was 

also salient to him because he was faced with the realization that all students 

will not come from backgrounds similar to his, and that there is so much 

diversity- among the students. In talking to him it seemed that this was one of 

the Hrst times he had realized that. 

Although Mrs. Wa\Tie seemed to think that this situation was 

problematic, it is possible that she didn't label it as a "bumpy moment" 

because it didn't fit her description. Using her definition, the moment would 
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have had to stopped learning. But in this case, the students were just entering 

the classroom and it appears that she had the time to talk to the student 

pri\ atel>' and deal with the problem. It ma>- be that Mrs. Wa>Tie did not 

consider this sensitive student issue to be a "bumpy moment" because the two 

moments she mentioned were both whole group Management issues. Another 

possibilit}. is that Mrs. Wayne forgot to tell me about this moment because it 

happened first thing on Tuesda>' and 1 did not conduct her interview until 

Wednesda\- afternoon. Whatever the reason, Mrs. Wa>Tie felt that the issue 

was important enough to discuss it with Steven, but did not discuss it with me. 

"Bumpy Moments" in Dr. Owen's Sixth Grade Classroom 

Dr. Owen, a sixth grade teacher, was paired with Renee, a TTE 300 

preservice teacher. On one scheduled data collection da>-, Dr. Owen was ill and 

not at school. We decided to make up for this day on the following Tuesda\', 

rather than another da>- in the week. Because of this, there was a time that I 

met with Dr. Owen and Renee two weeks in a row. Given the consistency of 

keeping them on a Tuesda>- and the fact that no other factors seemingl>' came 

into pla\', this seemed to have little impact on the data or the outcome of the 

"bump> moments" recorded in this classroom. The dates for the stud\- are now 

listed and the Earh* Release da> s are noted: September 22; October 6 (Earlv-

Release); October 20 (Early Release); November 10 (Day before Veteran's Day 

and also the da>- made up because Dr. Owen was ill the Tuesda>' prior); 

November 17; December 1 (Early Release). On these six days of data collection. 

Dr. Owen and Renee identiHed the "bumpy moments" illustrated in Table 4. 

An arrow indicates that there was a match between the ''bump\- moments" or 

days without "bump> moments" that both Dr. Owen and Renee identified. 
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Table 4. 

"Rumnv Ntoments" in Dr. Owen's sixth grade 

Dr. Owen Renee 
1 Stopping a lesson to tr>' to get the 

announcements on e-mail 

1 Noise-level started rising 
and students were off-task 

i 2 Own "bumpy moment"-
student refused to take a test 

rg 

i 
1 Students couldn't find worksheet 

needed for the lesson today 
1 Overall "bumpy morning" 

i 
1 Went to hand out report cards 

and some grades were not done 
0 for teacher/ 1 for herself: 

Own "bumpy moment"- Gave 
spelling test for first time 

t 

1 Students not paying attention 
during the lesson 

1 Student brought to school an 
inappropriate magazine 

i 2 Student said or ty-ped an 
inappropriate word 

IT, 

1 

1 Principal walks in and 
disturbs students during an 

1 Principal walks in and 
disturbs students during a 
formal lesson 

0 

1 

1 Teacher's mind on other things 
this morning 

1 Teacher made computational 
error while reNdewing math 
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Of the six observation da>s for "bumpy moments," three of these da\ s 

were Earh- Release da\ s for the school. This meant that the sixth graders had 

to alter their morning schedule. During the Earl\' Release days, Dr. Owen 

made se\ eral comments about how her students were more excitable and 

found it difficult to concentrate on their school work. She often listed the 

Earl>' Release as one of the factors for the "bump>' moment" she experienced 

on those da\s. However, she consistentl>' identified one "bumpy moment" 

each da\-, whether it was an Earh* Release da>' or not. Thus, it is difficult to 

determine if these da> s trul\- had an impact on whether she experienced 

"bumpy moments" with her sixth graders. 

PFI Qwen 

At the time of the study. Dr. Owen was completing her twenty-eighth 

year of teaching experience. She had previously taught first grade, and 

grades three through twelve, including high school band and gifted 

education. She had worked on Staff Development in four states. She 

previously- was a Principal at an elementar>' school. In addition to her work 

in the public schools, she has also been an instructor at the Universit} le\ el 

for o\ er twelve years, teaching math and methods classes. Dr. Owen currenth-

holds the title of Facultv- Curriculum Coordinator for the post-baccalaureate 

program at an accredited University and was personally' responsible for 

writing fi\ e of the courses for the program. She was also instrumental in 

obtaining cenification for that program. She is additionallv* the Area 

Department Chair for this program in Southern Arizona At the time of the 

stud\', she was teaching sixth grade and also serving as the Assistant Principal 

for the school. She completed her doctoral program the semester before this 

stud\' began. 
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Cfi\ en her background, Dr. Owen was b>' far the most educated member 

of the stud\- and remained ver>' closely tied with Teacher Education programs. 

She demonstrated an abilitj- to easil>' translate what is happening in her 

classroom to the education of future teachers and often told me what she 

thought her TTE 300 student might be thinking or experiencing at this stage 

in her career. She was quick to support what was happening in her 

classroom with the current research in education or her experiences 

working with preservice teachers. Dr. Owen often referred to her strong 

educational background and man\' teaching experiences as a reason for wh>' 

she had so much confidence and was willing to take risks while teaching: "1 

thought to myself, 'Oh, I can get myself out of this one. Even if it dies, I'll get 

mv self out" (September 22). Often this attitude led to a sort of frustration 

because she knew she was attempting to do too many things at once: 

1 wish that sometimes I didn't have as much e.xperience so that I 

wouldn't even attempt to do two or three things at once. Because 

sometimes you pull it off and that gives you confidence to tr>- it again. 

If I had been a new teacher, 1 never would have even thought about 

the science class. I would probably only be thinking about the class in 

front of me (December 1). 

Dr. Owen also felt reall)- strongly that the teacher is responsible for an> thing 

that happens in the classroom including any discipline problem. She 

maintains, "an> thing that goes wrong is reall>- the teacher's fault because 

you plan for it all" (October 6). 

Dr. Owen did not record the dax 's events so that we may go back and 

talk about them. Instead, she would sit back with me and reflect on the day's 

events, even on the one day that we didn't meet until the following day. She 

seemed realh' willing to be reflective about what had happened and was ver>-
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open when talking about the particular events and how the\- impacted her 

teaching. She was ver>- honest when talking about the "bumpv- moments" 

and frequentl> laughed about them. Even when she admitted to being tired 

after a particularly difficult day, she would maintain a sense of humor: "No 

sense in getting upset- a lot of smiling, a lot of wait time... It's Early Release. 

Let's just enjo>' them because they're off the wall toda> !" (October 6). Dr. 

Owen identified a total of six "bumpy moments" for the SL\ data collection 

da\ s, exacth- one on each da>'. 

nr. Owen's Tvnes of Moments 

On the first da>' of data collection, Dr. Owen made a decision to stop a 

lesson to tr>- to get the school announcements from the e-mail, even though 

they had been having difficulty with the computer. This moment was 

"bumpy" to her because she knew she was taking a risk and might have 

difficulty getting the students involved in the lesson again. It was considered 

to be a Spontaneous Problem or Interruption because the urgency- of the 

students needing to see the announcements right away prompted Dr. 0\ven to 

interrupt her instruction to take care of it. On the second da>- Dr. Owen 

interrupted her lesson again, but this time out of necessity. She had begun a 

lesson using the worksheet Prom the day before, onl>' to find that most of her 

students could not find the particular sheet in their desks. Because she could 

not go on with the lesson until they had the paper, she had to allow them the 

time to look for it, and clean out their desks in the process. Because this 

moment differed from the first in that the students themselves caused the 

instruaion to stop, I considered it a whole group Management "bump\-

moment." 

On the third day, Dr. Owen was in the process of handing out the 
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students' report cards when she discovered that all of them were not 

complete. She found that the error had been made after the students were 

already in the room, and she did not have an>- other time in the day to finish 

them. Thus, she was Not Prepared for the events of the day and hadn't 

disco\ered that until it was too late. The fourth "bump>- moment," which 

occurred on the fourth day of data collection, was a whole group Management 

problem because Dr. Owen's students were not pa>ing attention to the lesson. 

Dr. Oven had to tr>' sex eral techniques to gain their participation. 

The fifth moment on da>- five was also an interruption of a lesson, this 

time caused b\- the Principal walking into the classroom. Dr. Owen was in the 

middle of a complex lesson and she felt that the students were just about to 

grasp the concept. As she made every attempt to keep the students with her 

and participating, the Principal happened to walk in the back door and begin 

to talk to some of the students. Despite her non-verbal and verbal cues to him, 

it took him a few minutes until he realized he was interrupting and left. This 

was considered to be a Spontaneous Problem or Interruption that threatened 

to disrupt the teacher's instruction. Finally, the last moment on day sL\ was a 

moming-long "bumpy moment" that occurred because the teacher admitted 

that her mind was on different things. Thus, she was not full>- prepared to 

teach her sixth graders today. 

Dr. Owen's six "bumpy moments" fell evenly into three separate 

categories. Two of the moments could be classlHed as whole group 

Management problems, as a particular student or students interrupted the 

activity or instruction. Two of the moments were instances in which the 

teacher was Not Prepared. The final two moments were both Spontaneous 

Interruptions that threatened to disrupt an activity or instruction. An 

analN sis of how these moments occurred over time now follows. 
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Dr. Owen over time 

Dr. Owen's three t\pes of "bump>' moments" were interspersed 

throughout the data collection days. No moments of the same kind followed 

another. Thus, Dr. Owen seemed to be concerned with these three types of 

moments throughout the stud>'. On the overall, Dr. Owen tended to identify 

moments that occurred during her whole group instruction time. In fact, five 

of the six moments identified had a direct impact on a particular lesson that 

was taking place in the classroom. The si.\th moment, when Dr. Owen 

explained how her mind was on other things, affected the lesson and then 

continued to have an impact on the rest of her morning as well. 

The fact that the moments occurred during whole group time seems to 

be reasonable because this is the dominant activity structure that composes 

her morning. Following this whole group time, students go out to recess and 

then to computers. After computer class, the students are divided and go to 

different rooms for math instruction. Although her TTE 300 student was 

present for aU these different segments. Dr. Owen identified no moments that 

occurred during recess, computers, or math class (the one exception is her 

last moment, which carried on through computer time). Her TTE 300 student 

did, however. 

It might be assumed that this whole group time first thing in the 

morning was the most important instructional time for Dr. Owen. Thus, 

"bumpy moments'* occurring during this time period were more salient and 

thus worth further reflection. It is however also possible that when Dr. Owen 

sat down to discuss her moments with me that she began b>' reflecting about 

the beginning of the da>- which happened to be this whole group instruction 

time. In this case she might have identiHed what came first to her mind. 

Although we have no other sixth grade teachers to compare this to, it may be 
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possible that the beginning of the day with sixth grade or whole group 

instruction time with slvth grade is the most "bumpy" time with this grade 

level. 

Dr. Owen also failed to have an>' days without "bumpy moments." This 

suggests that there was always something going on in her room that caused 

her to stop and reflect. I was often struck b>' the similarities in what was 

happening in sixth grade and what was happening in m>' first grade 

classroom. One might think that we would be dealing with ver>' different 

types of moments, \ et I found that Dr. Owen dealt with the kind of 

Management moments that I deal with on a consistent basis as well. Although 

the children are much older in sixth grade, it often sounded as if Dr. Owen 

were talking about first graders when she described her students' behavior 

and excitement levels. 

nr. Owen's thoughts 

Dr. Owen described a total of thirteen thoughts with me during the 

"bumpy moment" interviews. Of these thirteen thoughts, the greatest amount 

dealt with considerations and predictions about students or groups of students. 

In these thoughts, she often considered what she knew about sixth grade 

students and used this knowledge to make a decision. For example on data 

collection day one, she discussed that the sixth graders have a strong sense of 

urgency', in this case needing to know if there was going to be a Student 

Council meeting after school. Thus she says, "Even though the lesson had 

started, it needed to be done." She also made academic evaluations, such as 

discussing how certain students needed extra opportunities to leam new-

skills, and expressing that she didn't want any of her students to miss 

valuable teaching time. There were an equal amount of thoughts concerning 



1-W 

developing a plan of action and considering alternativ es when handling a 

"bumpy moment." 

There were three categories of thoughts that held two thoughts apiece: 

feeling frazzled, evaluating whether she was doing the right thing, and 

thinking that she should have been able to predict what was going to happen 

or prevent it from happening altogether. When she expressed feelings of 

being frazzled, it either consisted of feeling that she was never going to be 

able to get her lesson and students back on track, or having other things on 

her mind that interfered with her thinking about the present situation in her 

classroom. She CN aluated whether she was doing the right thing by asking 

herself questions such as, "Should you have taken the time to really stop and 

answer their question and go to the computer knowing full well this would be 

a problem?" (September 22). Dr. Owen also expressed thoughts of feeling 

responsible for the problems that had occurred in her classroom because she 

felt that ever>'thing that happens in the classroom is the responsibilit> of the 

teacher. 

Finally, during the moment in which the Principal interrupted her 

lesson, Dr. Owen expressed her only thought about balancing priorities. She 

told me that prior to this day she typically engaged the Principal the moment 

he walked through the door. She was also fully aware that he ma>' hav e been 

there for a purpose, for example he may need to talk to one of the students. 

However, she had to balance her priorities and decide whether she would 

engage him or continue with the lesson that she knew was important. In this 

instance she explained, "I have [the students'] attention, I'm not going to 

allow this to disrupt it" (November 17). 
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Dr. Owen's knowledge and beliefs 

When discussing the six "bump\' moments" that were identified, Dr. 

Owen expressed nine beliefs or knowledge about teaching that she brought to 

these moments. Five times she described her knowledge, which fell into in 

four different categories. First of all, she discussed that her previous 

experiences with students allowed her to make judgments on what they 

needed from her teaching. For example, she talked about how the Learning 

Disabled students in her class often needed extra practice before the>' 

understood a concept. She also described knowledge derived from classes that 

she herself had taken, particularly explaining adolescents' sense of urgency 

which was discussed in an Adolescent Development Class. A third t> pe of 

knowledge referred to scholars in the field and their interpretation of a 

panicular situation. For example, she eplained how Harrv- Wong talks about a 

teacher's need to practice routines and procedures, and also discussed 

Madeline Hunter's Essential Elements of Instruction when she was 

interrupted during a lesson. Finally, she brought her experience of being an 

Administrator to the moment in which she was interrupted bv- the Principal 

entering the room during an important lesson. 

Dr. Owen also expressed four different beliefs about teaching and 

learning. She discussed that some times things in teaching happen which 

create an en\ironment less conducive to learning. On the Earl>- Release da\-

she said, "Yes, we know these days are nuts" (October 20). Another belief that 

Dr. Owen expressed involved belie\1ng that a certain lesson is important 

enough to persist, e\ en if the students are having difficulty paving attention. 

In her explanation of this event, she also offered the belief that at least one-

third of the class must demonstrate that they know the concept before she 

considers it to be learned. Thus, she believes it is essential to check for 
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understanding during a lesson. The final belief she presented was that \ ou 

should onl\- tr>- to do one thing at a time. On this da\', Dr. Owen was so 

preoccupied with worrving about her science class that she couldn't give her 

full attention to the group of students in front of her. She says this made it 

almost impossible to be the best teacher she could possiblv- be. 

When faced with a "bumpy moment" in her teaching, Dr. Owen tried a 

varietN- of actions in an attempt to remedy- the situation. She identified a total 

of fourteen actions that she took to resolve the six "bumpy moments" she 

experienced. Nine of these actions fell into the following four categories: 

1) Stopping a lesson (3 moments); 2) Reinforcing positive behavior to shape 

group behavior (2 moments); 3) Seeking the aid of the TTE 300 student in the 

classroom (2 moments); and 4) Checking for understanding (2 moments). Her 

other actions included continuing a lesson despite interruptions, giving 

\ erbal redirections or whole group reminders, controlling environmental 

factors, attempting to motivate students, and trv ing an alternative. 

Three times Dr. Owen stopped a lesson to pursue something else that she 

felt was important or necessar>' for her students to be able to pay attention to 

the lesson. In one instance, she knew that her sixth graders would not be 

able to attend to the lesson at hand imtil they were able to find out if there 

was a Student Council meeting after school. When Dr. Owen tried to find out 

through the written announcements and failed, she stopped her lesson to 

retrieve the armouncements on e-mail. On another day. Dr. Owen had begun a 

lesson only to find that most of her students didn't have the worksheet that 

was necessarv' for them to continue. So, she stopped the lesson and had the 

students clean out their desks and folders in an attempt to organize and tind 
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their paper. She also took the opportunit> to re\ ie\v the procedure for 

putting things a\va>- and storing them in their folders. The third time she 

stopped a lesson was when she wanted to encourage students to do well on a 

difficult upcoming test. To show that their grade was important, she stopped 

the spelling lesson to have students average their grades in spelling thus far. 

She then went back to the lesson after the students were convinced that the\-

needed to get a good grade and should pa>- attention to the lesson. 

Twice Dr. Owen reinforced positive behavior to shape the entire 

group's beha\ior. In one of these instances, she provide positive 

encouragement to the group so that the>- would stick with her through a 

difficult lesson. On the other day, the Principal came into the room and 

threatened to disrupt an important lesson. Dr. Owen positivel>- reinforced the 

group and told them they only had a little more to go so that they would focus 

their attention back to her. During a lesson, Dr. Owen also checked for 

understanding. Two actions she used for checking for understanding were 

calling on individual students to see if the>' understood the concept and 

gi% ing an impromptu test to the class. 

When faced with certain "bumpy moments," Dr. Owen twice called on 

her TTE 300 preser\ ice teacher to offer her assistance. When she discov ered 

that not all the grades were done and she had no breaks during the da> in 

which to finish them. Dr. Owen asked Renee to give the students their spelling 

test. She then used this time to complete the report cards. On another da\'. Dr. 

Owen was ver>' distressed because she couldn't find some science papers. 

Instead of interrupting her lesson any further, she called on Renee to look 

through her things in an attempt to find the papers. 

Dr. Owen also identified five different actions that she used once to help 

remed}' a problematic sittiation. On one occasion, she attempted to motivate 
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students to continue with a lesson by engaging them in a chat about vvh>-

spelling is important. On the dav' that the Principal came in, Dr. Owen chose 

to pursue her lesson despite the interruption. During that same time, she 

gave a \ erbal redirection to one of her students, reminding him that his 

attention should be focused on the lesson. On a different da\', Dr. Owen 

attempted to control the en\ironmental factors b>- adjusting the air 

conditioning so that the room wasn't too warm and the students would be able 

to pa\' attention to the lesson. Finall\', on the da>- that she chose to get the 

announcements on e-mail, she had alread> tried the alternative of getting the 

written announcements from the office. 

Dr. Owen's future imnliratinns 

Discussion of the future implications for Dr. Owen's six "bumpy 

moments" produced five different responses, and on one da>' there was no 

response to the question. The five different responses fell into four different 

categories. Two times Dr. Owen said that she may change a procedure if it 

presents additional problems in the future. She is going to practice using the 

computer with her students in case things go wrong again, and she might 

take the time to check over report cards before she hands them out next time. 

One "bump\- moment" led her to immediate action, as she was going to go talk 

to the Principal about how he interrupted her formal lesson. 

Dr. Ouen also discussed that she is making future plans for how she 

handles her particular group of students. She sa> s, "I'm going to watch this 

group real closely because it is an inamature, fast-moving group and in that 

the\- don't think about the next moment" (Oaober 6). She also indicated that 

she would like to re\iew some procedures and routines with them. Finall>-, 

when Dr. Owen's admitted that her mind was on other things during the 
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"bump\ " events on the final da\- of data collection, this led her to reflect on 

her future career plans. She sa> s that she will have to engage in further 

reflection to decide if she will continue to teach at the elementarj- level or 

exclusi\ el\- teach at the University. However, the decision is not an eas>' one 

for her to make because she maintains that she loves them both. 

£L&iL££i 

At the time of the study, Renee had just begun her fourth year at the 

Uni\ ersit>-, and had just been accepted into the College of Education. Before 

this semester, she had se\ eral experiences working with children including 

working as a volunteer teacher's aide in a second grade classroom. She had 

been doing this for four v ears, and had opportunities to do small units with 

the whole class and work with small groups at reading and centers. She also 

volunteered in a fifth grade class and participated in a College Bound program 

in a fourth grade class to promote higher education. 

Renee seemed to be a naturall>' reflective TTE 300 student who was \'er> 

excited about the possibilit>- of being able to talk about and leam from 

"bumpy moments." When 1 thanked her for participating in the stud>-, she 

told me that she learned a lot from the process and enjoyed talking and 

reflecting with me. She would leave our school at noon and attend a class at 

the Universit>' ever>' afternoon. Then she would tutor a sixth grade student, 

from the class at school, at his home until around 5:00 PM. Then she would 

come back to school and sit down for our interview. Although Renee did not 

bring an\- notes or a recording of the day's events, she always entered my 

room read\- to talk. It is possible that the time away from our school allowed 

her time to think and reflect about what had happened and what she wanted 

to discuss. 
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Renee started off the semester in an interesting wa\-. On the first da>', 

the sixth grade students were sure that one answer was correct during a 

lesson. When the teacher began to explain why the answer was incorrect, 

Renee stepped in and told the teacher that she agreed with the students and 

also thought their answer was correct. The teacher then went on to explain 

the fault in their reasoning. A second incident occurred when a math student 

was refusing to take a test and Renee inter\'ened and attempted to reason with 

him. After talking with the student and not having much success, the teacher 

finall>' gave her a non-verbal cue to stop. These incidents seemed to greatl>-

affect Renee. On one hand, she wanted to remain involved. But on the other 

hand, she was more cautious about her involvement and how much she was 

expected to participate in these situations. 

Renee identified a total of eight "bumpy moments." Two occurred on 

the first day of data collection. One of these moments was her own personal 

"bumpy moment," experienced when she attempted to get the student to take 

his math test. She was the onl>- preservice teacher to identify her own 

"bumpy moment." Although the other preservice teachers had opportunities 

to work with either small groups or in a whole group situation, it is presumed 

that they did not discuss their own "bumpy moments" because I only asked 

them to identify moments the teacher was experiencing. Renee identified the 

second of these moments on another day of the data collection. On the second 

day 1 interviewed her, Renee discussed one "bumpy moment" for the teacher. 

The third day, Renee didn't identify* any "bumpy moments" for the teacher, 

but described her second own "bumpy moment" that occurred when she gave 

a spelling test to the sixth graders. On the fourth day Renee identified two 

"bump>' moments," followed by one each day for the last two days of data 

collection. 



151 

Renee's Types of Moments 

On the first day of data collection, Renee witnessed a whole group 

management "bump>' moment" that occurred when the noise-level during a 

lesson began to rise and the students e?diibited off-task behavior. Although 

the teacher seemed to be able to get the situation under control fairly quickl>, 

Renee still thought it was important enough to discuss with me. On that same 

da>-, Renee herself experienced her own "bumpy moment." This moment was 

personal to her because she engaged in a process of attempting to get a 

student to take a test after he had refused. She expressed to me her thoughts, 

frustrations, and feelings that she wasn't sure how to handle the situation. 

This incident prompted her to want to leam more about this particular 

student and how she might deal with him in the future. 

On day two, Renee thought that the entire morning was "bumpy." She 

felt Uke the problematic events of the day were primaril>' caused by whole 

group Management issues. On the third day of data collection, Renee did not 

witness any "bumpy moments" for the teacher, but again had a "bumpy 

moment" herself. The teacher had asked her to give a spelling test for the 

first time. Overall, Renee thought that the experience was \ aluable and felt 

that she had learned a lot in the process. Renee identified two "bumpy 

moments" on the fourth day of data collection, both she considered to be 

Sensitive Student Issues. In one case a student brought an inappropriate 

magazine to school. Following this incident, another student either said or 

typed an inappropriate word while the>' were in computer class. 

On the fifth da>' of the stud>', Renee identified a Spontaneous Problem 

or Interruption "bumpy moment" when the Principal walked in the 

classroom and threatened to disrupt a formal lesson. Finally, Renee noted a 

teacher mistake while re\'iewing math on the board before a test. She 
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considered this to be a minor "bumpy moment" for the teacher. 

The eight "bump>' moments" that Renee identified fell into five 

separate categories. Two of these moments were considered to be whole group 

Management issues. Two others were Sensitive Student Issues. Another 

"bump\- moment" was the Spontaneous Interruption when the Principal 

entered during an imponant lesson. The final three moments fell into 

categories that were unique to Renee. No other preservice teacher identified 

their own "bump>' moments." Renee discussed two. Also, Renee was the onl>* 

preservice teacher to classif>' a teacher mistake as a "bumpy moment." 

Renee over time 

On the first daj' of data collection, Renee identified both a whole group 

Management issue and her first of two personal "bumpy moments." After she 

identified a Management moment on the second da>', she never again 

mentioned this type of moment. However, Renee seemed to be the most 

affected b>' her own "bumpy moment" which was also could be considered a 

Sensitive Student Issues. Sensitive Student Issues resurfaced again for both 

moments on day four. When she talked about these moments, she seemed to be 

ver>- concerned and also contemplated her role in these situations. 

On two of these moments, Renee was directly involved. During the first 

moment in which a student refused to take a math test, Renee had spent a 

considerable amount of time and energv' trying to convince the student to at 

least tr>' the test. After reasoning with him and attempting to appeal to his 

interests and abilities, she was called away from the situation by the teacher. 

Renee was ver>' concerned that maybe she had done something uTong, and 

she wanted to leam more about how she might be able to reach this particular 

student. She explained, "I'm the kind of person who likes to fix things" 
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(September 22). The other Sensitive Student Issue that Renee was involved in 

concerned the inappropriate magazine. In this case, the student was talking 

with Renee and showing the magazine to her while the>- were sharing a 

common interest in wrestling. Although Renee knew that the pictures in the 

magazine might be inappropriate, she was hesitant to take it away because the 

student was so excited to talk with her about it. A discussion of these incidents 

showed that Renee was eager to make connections with the sL\th graders, and 

was uncomfortable when she was either unable to reach them, or had to draw 

the line between student and teacher. 

After her second own "bump>- moment" on day three, the other two 

da> s in the stud>' presented two totally different moments. On Da>- five there 

was a Spontaneous Problem or Interruption, and on Day six the teacher made 

a computational mistake on the board. Thus, Renee seemed to identif>- several 

different moments over the course of the study and there wasn't much 

repetition across time. 

Renee's thoughts 

Renee discussed a total of thirteen different thoughts during our 

discussion of the "bumpy moments" she witnessed. Rve of these thoughts 

concerned her awareness of how her behavior and presence in the classroom 

was impacting the "bump>- moment" itself. All of these thoughts consisted of 

wondering what she should do in the situation. She sums it up b\- saving, "I 

want to help... but at the same time I don't know which way to go with this" 

(September 22). She also explained that she often wanted to talk to the 

teacher about how the situation should be handled and whether she was 

making a mistake herself in how she had been involved. 

Renee expressed two thoughts each that fell into the three separate 
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categories: 1) watching and wondering what will happen; 2) thoughts about 

particular student(s) or groups of students; and 3) evaluating whether the 

teacher was experiencing a "bumpy moment." When she described thoughts 

about panicular students she tended to focus on what she alread\- knew^ about 

that student, based on her past experiences with him or her. In her 

evaluations of whether the teacher was experiencing a "bumpy moment," she 

tended to look for signs of frustration on the teacher's face, or determined 

that it was "bump> " when the teacher took extra time and effort to resolve the 

situation. Renee also discussed one thought admitting that she was 

preoccupied with other things, in her case grading papers, and was not able 

to full>- witness what was happening in the classroom. Finally, on one 

occasion she also expressed that she had questions about wh>' certain things 

happen in classrooms. In this instance she was wondering why the Principal 

came through the classroom on a regular basis. She wished to find out why-

he comes in, how he chooses the time, and what the reason for his visits could 

possiblv- be. 

Renee's knowledi?e or beliefs 

During the discussion of the eight "bumpy moments" that Renee 

observed, she identiiied a total of ten beliefs or knowledge that she brought to 

these moments. Her knowledge consisted of four instances in which she 

relied on her previous experiences with students. She discussed how her 

experiences prior to working in this classroom helped her understand how-

difficult it is to entertain individual questions while maintaining all the 

students' participation. She also described her experience working with 

students who are stubborn or not in a good mood to help her decide how to 

handle the one she encountered during the study. She questioned why the 



155 

Principal came to \isit so often, because she hardl>- ever saw a Principal in 

her three > ears of volunteer work in other classrooms. Finally, when the 

teacher made a computational mistake on the board, Renee was cautious to tell 

her because she had corrected this teacher before and ended up being wrong 

in her correction. 

Renee expressed five beliefs that fell into four different categories. 

Twice she indicated the belief that teachers often take more extreme measures 

to make an impact on students. In one of these instances, the teacher took an 

inappropriate magazine awa\- from the child and Renee thought this would 

make more of an impact rather than just asking him to put it in his backpack. 

In the other situation, Renee felt it was important that the teacher follow 

through on school consequences when a student said a bad word. In Renee's 

words, "It wasn't that big of a deal but it was important that the teacher take 

care of it" (November 10). 

All four of Renee's other beliefs fell into separate categories. First of 

all, she felt that keeping the students in past their recess time was a good 

natural consequence because they had wasted some of the teacher's lesson 

time. She also proposed that the students should assume responsibility and not 

bring certain things, such as inappropriate magazines, to school. Renee also 

discussed her expectations for students to be respectful, and how it is 

important to handle the issue seriously. Finally, she expressed her belief that 

it's okay to make mistakes. When the teacher made a computational error on 

the board, Renee realized that she too might make mistakes in teaching, and it 

shows the students that no one is perfect. 

In the discussion of the eight "bumpy moments" Renee identified 
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during the stud\', she perceived that the teacher took a total of ten actions to 

help remed\- the problematic situation. Three of these actions included 

calling on individual students to make sure the\' were pa>'ing attention to the 

lesson, and two inv olved enforcing and following through with school rules. 

The other fi\ e actions fell into separate categories. These categories included: 

picking up the pace of the lesson, moving around the room, ignoring 

inappropriate student behavior, reexplaining a certain concept, and 

continuing a lesson despite time constraints. 

Three times Renee noticed that the teacher called on individual 

students to make sure thev- were pa>ing attention to the lesson. She 

commented that she used to hate when teachers did that when she was a 

student. Now she says that she understands why teachers do, and realizes that 

they are just tr>1ng to rope students back into the lesson. On two separate 

occasions, although they did happen on the same day, Renee witnessed the 

teacher enforcing and following through with school rules. In the first 

incident the teacher removed an inappropriate magazine from the student 

and showed him the rule in the Student Handbook when he protested. Later 

that same day, a student said or t>'ped a word that was inappropriate. The 

teacher sent the child to a lunchtime detention program and referred to the 

Student Code of Honor to explain why his language was unacceptable. 

Renee also discussed five separate actions that the teacher took to 

remedy other problematic situations. When it seemed that the students were 

getting off-task and began talking during a spelling lesson, the teacher 

moved around the room and made her presence known. During this same 

lesson, the teacher also began to pick up the pace and move through the 

lesson at a faster rate. On another day, the students had wasted some 

instructional time and the teacher wasn't able to complete what she wanted to 
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accomplish. She chose to continue the lesson, even though it had become 

time for the students to go out to recess. When the teacher made a 

computational error during a math re\ iew, she decided that she should 

ree.vplain the concept because "She realized that they were more focused on 

her math mistake than on what she was saving" (December 1). Finall>-, when 

a student refused to take a math test, the teacher ignored his behavior so that 

it would not interrupt the rest of the class. 

Renee's future imnlications 

In the discussion of the eight "bumpy moments" that she identified, 

Renee thought that each moment had a future implications for her teaching 

or thinking about her future teaching practice. Six of these implications fell 

into three different categories. Twice Renee commented that watching the 

"bumpy moment" allowed her to think about what she might do if faced with a 

similar situation in her teaching. On one occasion she realized that it is oka\-

to make mistakes and she will bring this belief into her own teaching 

practice. On two other occasions, Renee discussed that she might tr> a certain 

technique that she witnessed the teacher doing. She says that she doesn't 

know if she would have thought to pick up the pace of the lesson, for e.xample, 

but might tr\- that when she herself is teaching. She also liked the wa>- the 

teacher handled a sensitive student issue and this allowed her to see how she 

might deal with these type of issues. 

Two "bumpy moments" made Renee realize that she would like to leam 

more about certain things in teaching. First of all, she discussed that would 

like to be better prepared to handle students such as the one that she tried to 

reason with. She had tried every technique she could think of, but none of 

them were working. She hopes to talk with the teacher to see if there are 



158 

other techniques she ma\- tr>' or things that she should or shouldn't do when 

working with this t>'pe of student. On the second occasion, Renee expressed 

that she would like to know wh>- the Principal visits the classrooms on a 

regular basis. She sa>'s that she might ask him herself if she can find a 

tactful wa\- to approach the issue with him. 

Finall>-, Renee thought that the two remaining "bump>' moments" held 

different future implications than the others. The same moment with the 

difficult student helped her realize that it is important for teachers to know 

the students that the>- are teaching. The other moment helped her look at 

things from a teacher's perspective, rather than a student's. In this moment, 

the teacher called on students who were not paying attention to the lesson. 

Renee sa>'s that she hated when teachers did this to her, but now she 

understands why it is important for teachers to make sure that their students 

are following along with the lessons. 

romnarisnn of the moments identified hv Dr. Owen and Renee 

Of all the moments identified by both Dr. Owen and Renee, onl>' one 

moment matched exactly. There were also no days without "bump>- moments" 

that matched. Two of the other moments were related in that a moment 

identified by Dr. Owen might have led to a moment identified by Renee on that 

same da>'. For example, the teacher was not prepared with report cards on da\-

four, which led Renee to give the spelling test so that Dr. Owen could have 

time to finish. The spelling test itself was the only "bump>' moment" Renee 

identified on that da\'. The other closely related moments occurred on day sLx. 

On this day, Dr. Owen admitted that her mind was on other things this 

morning, which may have had an impact on her making the computational 

mistake that Renee identified. However, Dr. Owen did not mention this 
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specific event when recalling how her da>' was affected by her thoughts of 

other things. 

The onl\- "bump\' moment" that matched up exactl\' was the 

Spontaneous Problem or Interruption caused b\- the Principal entering the 

classroom during an imponant lesson. It is possible that this moment 

matched up because it had such a great impact on both Dr. Owen and Renee. 

On one hand. Dr. Owen thought that the Principal should recognize an 

imponant lesson and make e\ er>' attempt not to interrupt. On the other hand, 

Renee had noticed that all of the Principal's visits usually caused a distraction 

and realh" wished to know the purpose of his visits. Dr. Owen also mentioned 

to me that it was important that Renee witness this t>pe of moment and see 

how to handle it. This moment will now be discussed. 

looking at the "bumnv moments" that matched un 

Moment: Principal walked in and disturbs an imnortant lesson 

Both Dr. Owen and Renee recognize that this particular incident was 

"bumpy" because the students were paying attention to an imponant lesson 

with a difficult concept. Renee describes how the student were 'on the \ erge' 

of understanding the concept completely: "They were so close to all this 

clicking, and (the teacher) knew it too." Both Dr. Owen and Renee recognized 

that the Principal came in and immediatel>' staned talking to one panicular 

student. The teacher barel>- mentioned this student, only indicating once that 

the student was an EngUsh as a Second Language (ESL) student. Renee 

however emphasized this point because the student had just come back from 

his ESL class and Renee had just spent the last few minutes catching him up 

with the lesson. She was afraid she might have to do it again because the 

Principal was now interfering with his participation in the lesson. 
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Dr. Owen and Renee differed the most on the knowledge and beliefs that 

the%- each brought to this experience. Dr. Chven has personal experience 

being a Principal and has a specific wa\- of dealing with informal 

observ ations. She explained that she always felt as if she was interrupting, 

and was ver>' careful to sneak in a classroom rather than "bolting in the 

room." She also talked about how she tried to be sensitiv e to what was going 

on inside the classroom and how she feels she could recognize a formal lesson. 

She believ es verv stronglv' that a formal lesson should not be interrupted and 

that she would have just sat down and tried not to interfere if she was caught 

in that situation. On the other hand, Renee was unsure wh>- the Principal 

came into the room and was not familiar with informal observ ations. She 

wanted to know wh>- this Principal had come in so many times, when other 

schools barely saw their Administrator. 

Renee believed that the teacher only had to make one comment to the 

student being interrupted by the Principal, and that was sufficient for the 

Principal to get the idea and leave. However, Dr. Owen felt that it was much 

more complicated. She sa> s that she called to the student once, asking him to 

keep his undivided attention on the lesson, she reminded him a second time, 

and also used non-verbal cues to alert the Principal. After he left. Dr. Owen 

reports that she had to redirect the entire class and encourage them to keep 

with the lesson, bi her estimate, all the students on one side of the classroom 

were affected by his presence. Renee only mentioned that the one student, 

who he came and talked to directl>', was ai^ected. Experiencing this moment 

led both Dr. Owen and Renee to contemplate further action. Dr. Owen plans to 

talk to the Principal and tell him how she would rather he did not disturb 

formal lessons. Renee also would like to speak to the Principal, but onl>- to ask 

whv he comes into the classrooms. 
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looking at the davs without "humnv moments" that matched ur» 

There were no days without "bumpy moments" identified b\- either Dr. 

Chven or Renee. Although on some da>'s they discussed ver>' different 

moments, there was never a da\' when one of them said that there wasn't an\' 

"bump}- moments." 

l-ooking at the davs and "humnv moment58'' that didn't match un 

What did the teacher see that the nreser\ice teacher didn't, or the 

nreservice teacher didn't think was "humn\ "? 

There were SCN eral times throughout the study that Dr. Owen stopped a 

lesson to take care of a particular problem or situation. Renee either didn't 

notice these moments, or perhaps thought that Dr. Owen had planned to do it 

that wa>'. For example on day one. Dr. Owen identified a moment in which she 

stopped a lesson to allow the students to get the announcements on e-mail. In 

this instance, she felt that she was not going to be able to teach effecti\ el\- if 

the students did not have the announcements from e-mail. For whatev er 

reason, Renee did not mention this incident. 

The second incident in which Dr. Owen stopped a lesson to take care of 

a problem came on day two. In this situation, she attempted to begin a lesson 

and the students couldn't find the worksheet they needed for that lesson. She 

stopped the lesson and had the students clean out their folders and throw-

things away so that they might be able to find the worksheet. Renee noticed 

that the students were doing a lot of moving around and out of their seats, but 

she claims she was too involved in the grading of papers to notice exactlj-

what was happening. The third time Dr. Owen stopped a lesson was when the 

students weren't pa>ing attention to an important spelling lesson. In addition 

to gixing a "little chat about why spelling is important," Dr. Owen stopped and 
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had the students a\ erage their spelling grades to see if the>' needed a good 

grade on the upcoming test. She then used this as motivation for continuing 

with the lesson. Renee failed to mention the situation completeh*. 

Renee noticed the other two incidents that didn't match up, but she 

failed to classify them as "bumpy moments" during our discussion. The first 

of these moments was the fact that the report cards were not done on da\-

three. Renee was aware that Dr. Owen was flustered because she had so much 

to do, but she didn't talk about it as a "bumpy moment" in and of itself. 

Instead, Renee only mentioned her difficulty giving the spelling test on that 

da\'. For the second moment on da\- sLx, Dr. Owen reported that the morning 

was "bump\" because her mind was on other things. Renee may or may not 

ha\ e picked up on this, but she did notice that the teacher made a simple 

computational mistake on the board that day. Renee might not have been 

aware of everything on the teacher's mind, but she did notice that the 

teacher seemed to be in a hurr\' when she made her mistake. 

What did the preser\ice teacher see that the teacher didn't, or the 

teacher didn't think was "bumov?" 

Renee tended to talk about moments involving individual students, or 

sensitive student issues, and Dr. Owen did not. On day one, Renee was greatly-

disturbed b\ the student who refused to take the math test. She was most 

likely affected b\- this moment because she was personally involved. She had 

made several attempts to reason with the student before Dr. Owen stepped in 

and asked her to leave the student alone. It is very probable that Dr. Owen has 

dealt with this same student in this same situation before, and thus it is less 

"bumpN " to the teacher than if she had been dealing with this for the first 

time. 
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The other t>vo Sensith e Student Issues were both on daj- four. These 

two incidents seemed to have an impact on Renee because she was watching 

carefulK- to see how the teacher handled the situations and all the steps she 

took while handling the problem. Dr. Owen did not mention either of these 

situations however. It is possible to suggest that dealing uith these t>'pes of 

issues is fairl\- routine for Dr. Owen, especially given her background as an 

Administrator. Therefore, Renee was struck by seeing them for the first time 

while Dr. 0>ven possibl>' considered them to be more routine. 

There were two moments that Renee identified that dealt with the 

o\ erall beha\'ior of the class and how Dr. Owen handled it. When Renee was 

describing the events of Day one, in which the students began to get rowd>-

and were talking, she discussed how Dr. Owen stood up, picked up the pace and 

called on students individually. Although Renee identified this as a "bumpj-

moment" it is possible that Dr. Owen didn't consider it as "bumpv " because she 

had the proper techniques to handle it. When the entire class was restless on 

da}- t\vo, Dr. Owen kept the students in for part of their recess to finish their 

lesson. Again Dr. Owen did not identify this as a "bumpy moment," possibh* 

because she knew how to take care of the situation. 

The other two moments that Renee identified and Dr. Owen didn't were 

Renee's own "bumpy moment" on Day three and the computational mistake 

on da>- six. Dr. Owen did not discuss Renee's "bumpy moment" because it was 

not asked of her, although she knew that it had been a great learning 

experience for her. On day six however, Dr. Owen did not mention at all the 

computational mistake on the board. It is difficult to say whether Dr. Owen 

simply forgot about the mistake, or didn't deem it "bumpy" enough to discuss 

with me. Perhaps this moment was just not as memorable for the teacher as it 

was for the observer in the classroom. 
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ANALYSIS OF PRACTICING AND PRESERVICE TEACHERS 

The following chapter is an analysis of the group of practicing 

teachers and the group of preser\ ice teachers in general. This anal> sis is 

diN'ided into three sections. The first section discusses the practicing teachers 

and what types of moments they experienced, their thoughts, knowledge and 

beliefs that they brought to these moments, the actions taken during a 

"bump> moment," and their thinking about the future implications of such 

moments. The second section is a similar analysis of the preservice teachers' 

understandings of the "bump>- moments" that they witnessed. Following 

these analyses, a final section is presented discussing the findings gained 

from this stud> that contribute to the existing knowledge about "bumpx-

moments," teacher reflection, and teaching e.\perience. 

Analysis of the Group of Teachers in General 

Teachers' Tvnes of "Bumnv Vfoments" 

The four teachers in this study differed greatly on whether the\' 

accepted my definition of a "bumpy moment" or sought to define the term 

through their own experiences. On one hand, Ms. Porter accepted m>' 

definition of a "bumpy moment" and never offered any alternative 

definition. On the other extreme, Mrs. Anderson began a process of re

defining the ''bump>- moment" term that continued throughout the stud\' and 

affected what moments she identified. She would often tell me that she had 

not experienced an>' "bump>' moments" on a given day, because she onl>' had 

management moments and not 'teaching flubs,' as she described them. 

In between were Mrs. Wa>'ne and Dr. Owen who each began the study 

with a personal definition of a "bumpy moment" that eventually was 

explained to me during the interviews. Mrs. Wa>*ne suggested that a "bumpy 
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momeni," in her opinion, completely stops learning while she attempts to 

take care of the problem (November 24). This might be wh)- she identified so 

few "bump>- moments" during the course of the stud\'. Dr. 0\ven discussed that 

she considered "bumpy moments" to include moments in lesson, delivery' and 

organization (October 20). She did not, however, label each moment so that 1 

might see which t\pe she was experiencing on a given day. 

Despite these differences, the teachers collectively- identified 19 

"bumpy moments." SLx of these moments were identified by both Dr. Owen in 

sixth grade and Ms. Porter in first grade. Mrs. Anderson, in third grade, 

identified five. Mrs. Wayne identified only two in her fourth grade class. The 

nineteen moments fell into six separate categories: Management, Not 

Prepared, Problems with Dual Segments, Spontaneous Problem or 

Interruption, Time Management, and Sensitive Student Issues. These 

categories are described below: 

Management- Whole group Problem with particular siudent(s) that 

interrupts or threatens to interrupt the whole group acti\ity or 

instruction; 

adequately ready for a particular activity and/or moment in his 

or her teaching; 

Problems during Dual Segments- Problems that occur during or as a 

result of running two or more different activities in the 

classroom at one time; 

Snontaneous Problem or Interruption- Something unexperted that 

occurred in the classroom and interrupted or threatened to 

interrupt the activity or instruction; 

A moment that is caused by the teacher not being 
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Time Management- Difficulty stag ing on the planned schedule or a 

problem that results from allowing one activit>' to run too long 

or short, thus interfering with the other scheduled activities; 

Sensitive Student Issues- A problem with an individual student that 

does not threaten to interrupt the activity or instruction. 

Table 5 lists each categor\- with the amount of moments the teachers as a 

group identified in each categor>-. Following that number, the teachers are 

identified with how man\- moments they personalh- discussed in this 

category'. 

Table 5. 

Teacher "Rumnv Moments" 

Anderson Owen Porter Wa>'ne 

Management: 7 1 2 2 2 

Not Prepared: 4 2 2 0 0 

Dual Segments: 3 0 0 3 0 

Problem or Interruption: 2 0 2 0 0 

Time Management: 2 1 0 1 0 

SensitiN e Student Issue: 1 1 0 0 0 

19 5 6 6 2 

Teachers' Thoughts 

Teachers' thoughts, compiled from the interviews about the "bumpv-

moments" in their teaching fell into seven different categories. The amount 

of teachers who offered each thought varied. Thus, the thoughts are listed 
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and described below, beginning with the categories that were described b\-

the most amount of teachers in the stud>': 

Thoughts shared hv every teacher in the .study fat least onre): 

• thoughts about particular student(s) or groups of students- making 

predictions about how student(s) may feel or behave based on 

prior experience and anticipating future actions, including 

what the students need or will need in the future; 

• de\ eloping a plan of action- deciding how to handle the particular 

situation, considering alternatives and contemplating what her 

level of involvement will be; 

Thought shared hv three out of four teachers in the studv: 

• balancing priorities- thoughts about what is considered valuable 

to the individual teacher when making decisions about the 

particular moment; 

Thoughts shared by half of the teachers in the studv: 

• "1 should have known better"- thoughts about how the panicular 

situation, or parts of the situation, may have been avoided had it 

not been for teacher error or lack of anticipation of a problem; 

• thoughts about time constraints- assessing a situation given the 

time allotted and what needs to be accomplished in this amount 

of time; 

• feeling "frazzled"- teacher frustration during a moment sometimes 

caused by thinking about other things that were occurring 

during the teaching segment; 

Thought shared hv only one teacher in the studv: 

• "Am 1 doing the right thing?"- a teacher's evaluation of her 
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performance and/or actions and its effect on the students. 

(Dr. Owen was the onl>' teacher to explicit!)- ev aluate her 

decisions by telling me that she was thinking about whether she 

was doing the right thing.) 

Teachgrs' Kngwledgg and Belisfs 

When looking at the knowledge and beliefs mentioned by the teachers 

in this stud>-, four different categories of knowledge emerged as well as ten 

different belief categories. There was onl>- one categor>- of knowledge that 

was expressed b\- e\ er> teacher in the stud>'. The four knowledge categories 

included: 

Kngwledefi shared bv eveiT teafher in the study (at Igast oncg); 

• previous experiences working with students; 

Knowledge shared bv half of the teachers in the studv: 

• knowledge derived from reading about teaching or scholars in the 

field; 

Knowledge shared hv onlv one tearher in the studv: 

• knowledge derived from taking courses in teaching; 

• previous experience with another responsibility in the schools 

(Dr. Owen was the only teacher to identify- both of these two t\pes of 

knowledge) 

Teachers' beliefs, which came about in the discussion of "bump\' 

moments" while teaching, were also diverse. Of the ten different beliefs 

expressed, there was only one belief that was mentioned b\' all four teachers. 

This belief, that some things in teaching just happen and are out of the 
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teacher's control is discussed at length below. Besides that common belief, 

there was onl>- one other categor>- that two teachers discussed and all other 

beliefs were expressed b}- a single teacher. The ten different beliefs are listed 

below, beginning with the most common belief: 

Belief shared hv every tearher in the study fat least onreK-

• Some things just happen and are out of the teacher's control; 

Belief shared hv half of the teachers in the studv: 

• Determining how to handle a situation depends on the importance of 

a particular lesson; 

Beliefs shared bv only one tearher in the studv: 

• Students should behave in a certain manner and should be able to do 

what is expected of them; 

• A worksheet takes secondar>' importance and a lesson should not be 

stopped when students are working well and expanding their 

thinking; 

• Students are supposed to ask claritication questions; 

• Students should be treated with respect; 

• A teacher shouldn't get into power struggles with students; 

• Adults working in the classroom should meet the teacher's 

expectations; 

• At least one-third of your students should demonstrate they know a 

concept before you decide the whole group has learned it; 

• Teachers shouldn't tr>- to deal with more than one thing at a time. 

In the wide varietj- of beliefs, some teachers were more represented 

than others. For example Mrs. Anderson is represented in eight of the 
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different belief categories. Dr. Owen is represented in four and Ms. Porter in 

two. Mrs. Wa>ne was the onI\' teacher to share just one belief, which was the 

common belief suggested by all four teachers. A more specific description of 

each teacher's knowledge and beliefs is presented in their individual analysis 

section. Howe\ er, a discussion of the one belief identified by all four teachers 

now follows. 

Some things are t\-nical. to be expected 

When discussing the daily events with practicing teachers, it became 

clear that theN- believe some things that happen in classrooms are just 

expected, but do not necessarily constitute a "bumpy moment" in teaching. 

Howe\ er, these events do require that a teacher is flexible and able to handle 

the given situation. As Ms. Porter says, "These things occur and you just roll 

with it (September 22). Mrs. Anderson suggested that deviations from what 

you had planned for the da>' happen so regularly that she explains, "You're 

in the wrong business if >'ou think you can control and have eveo'thing go 

just as planned" (September 29). Coping methods include calling back on 

\ our preN ious experiences and repertoire of techniques for dealing with such 

situations, and knowing your students well enough to know what the>' can 

handle. 

At the school where the study took place, once a month (and for an 

entire week during conferences in October) there was an Birly Release da>-. 

The students were dismissed at 12:20, rather than 2:15. These days were all on 

Tuesday s, which happened to be the da>' for my study. Three of the four 

teachers in the stud}- experienced at least one Early Release day during their 

data collection da> s. All three of these teachers were in agreement that these 

t>-pes of da> s created an atmosphere that was less conducive to learning than 
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other da> s. On one da\', Dr. Owen offered this example: 

It was an Earl\' Release da\- and [the students] minds were on what 

the\' were going to do after school, not on what the>' were doing |in the 

classroom]. The>' were ready for, 'Let's play football after school. 

Who's coming to my house?' (October 6). 

Dr. Owen explained that on these da\'s she tries to maintain a good sense of 

humor and enjoy the higher energ>- level and excitement in the classroom. 

For two of the four grade le\ els, the Early Release time change affected 

when the students would go to their Specialist (Music, Physical Education, and 

An) classes. On these days, Ms. Poner's first grade class attended their 

Specialist class in the morning rather than the afternoon. This caused her to 

completely rearrange the schedule of events on these mornings. She 

describes her reasoning for creating this change: 

I've seen them at Early Release just be totally VNigged out of their head 

because it's different... and I think it reallj' threw them off because 

they're used to having their specialist after lunch, and for Earlv 

Release it's in the middle of the day. It's that frenzied, you know, 

tr> ing to get all of > our centers done before you go to lunch. So this 

[change in our schedule] created a little calmer atmosphere for them 

(October 6). 

On the last da\- of her data collection, Mrs. Wa>-ne talked about how she had an 

Early Release da>- with a full hour and a half of Physical Education. Because 

of the wa>' the fourth grade teachers arranged their Specialist time on such 

days, this happened once ever>- three months. Mrs. Wa>'ne describes how 

these days have an impact on the teachers: 

I would describe the da>- as 'on the verge' of anj' minute it could blow, 

which made me verv- tired. But I did not let my guard down all daj-. It 
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was one of those days where m>- energ>' had to be up with theirs and I 

was exhausted even though it was a half day (December 1). 

Teachers' Actions During a "Bumpv Moment" 

When faced with a "bump>- moment" in teaching, teachers acted in a 

\ ariet>- of different wa> s. The teachers in this stud>' reported sixteen 

different actions that the>' took in an attempt to remedy a "bump>- moment" in 

their teaching. Most of these actions were discussed b\- onl>* one teacher in 

the studj-. There were two action categories that were identified by three 

teachers and two more that were offered by two teachers in this stud\-. All 

other tweh e categories were only mentioned by one teacher, although she 

ma\- have acted in this way more than once during the stud>'. Although the 

actions are quite diverse, it is important to list all of the actions here so that 

one might gain an insight into all the many ways a teacher ma\- take action to 

handle a problematic situation in teaching: 

Actions shared hv three out of four teachers in the studv: 

• Verbal redirection or reminder to an individual student or the whole 

group of students; 

• Continuing a lesson despite problems, interruptions, or time 

constraints; 

Aftifins shared fry half of the teachers in the study; 

• Reinforcing positive behavior to shape group behavior; 

• Dealing with individual students in private; 

Actions shared hv onlv one teacher in the studv: 

• Refusing to answer questions during whole group instruction; 

• Ignoring inappropriate student behavior; 
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• Offering additional help or assistance to students; 

• Slopping one segment to attend to another; 

• Stopping an entire lesson to take care of another issue; 

• Taking preventative actions in anticipation of a later problem; 

• Collecting work to complete at a later time; 

• Checking for understanding; 

• Trying an alternative method; 

• Controlling environmental factors; 

• Attempting to motivate students; 

• Seeking the aid of the TTE 300 student in the classroom. 

Teachers' Future fmnliratinns 

Following the discussion of each "bumpy moment," the individual 

teachers were asked about the future implications of experiencing this 

moment in teaching. More speciHcally, they were asked if each moment 

helped them to reflect and possibly would lead them to further action. There 

were six different categories of responses to this question. No category held 

the same response from all four teachers. Rather, four categories 

represented half of the teachers in the study while the other two categories 

were only mentioned by one teacher. The categories are listed below. 

Future imnlicatinns shared hv half of the tearhers in the studv: 

• No- These things will always happen in teaching or the teacher 

doesn't care enough about it to make a change; 

• The teacher mav change a procedure or reexplain a procedure; 

• Immediate action will be or was taken; 

• Future plans were made for this of student or this type of day; 
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Future imnlications shared bv onlv one teacher in the studv: 

• Teacher was happy with the results and ma\ do the same thing again; 

• Future decisions need to be made regarding this teacher's career. 

Dr. Owen was represented the most across the categories, as her 

discussion of implications included four of the six responses. Ms. Porter was 

represented in three of the six categories while Mrs. Anderson discussed 

thoughts included in two of the categories. Mrs. Wajne offered two responses 

which fit into the same categor>'. A discussion of each teacher's personal 

implications can be found in the individual analysis sections. 

Analysis of the Group of Preservice Teachers in General 

Preservire Tearhers' Tvnes of "Bumnv Moments" 

The preservice teachers collectively observed and identified 23 "bump\' 

moments." Renee, in the sixth grade classroom discussed eight of the twent\-

three total moments. Six of the moments were identified bj- both Beth in third 

grade and Jeanne in first grade. Steven, in fourth grade, reported onl\- three. 

The twenty-three moments fell into six separate categories: Management, 

Sensiti\ e Student Issues, Student Understanding, Spontaneous Problems or 

Interruptions, Teacher Mistakes, and a preservice teacher's own Personal 

"bump>' moment." Each category' is described below. 

Management- Whole group Problem with particular student(s) that 

interrupts or threatens to interrupt the whole group activit>' or 

instruction; 

Sensitive Student Issues- A problem with an individual student that 

does not threaten to interrupt the acti%ity or instruction; 
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Student Understanding- When se\ eral students have difficult)' or are 

perceived to have difficult) understanding and completing an 

assigned activit>- or task; 

Spontaneous Problem or Interruption- Something unexpected that 

occurred in the classroom and interrupted or threatened to 

interrupt the acti\ ity or instruction; 

Teacher Mistake- A problematic situation caused by a teacher error; 

Preservire Teacher's Own "Rumnv Ntoment"- A "bumpj' moment" that 

is not experienced b>- the teacher, but rather by the preservice 

teacher him/herself. 

Table 6 lists each categor>- with the amount of moments the preservice 

teachers as a group identified in each category. Following that number, the 

preser\ice teachers are identified with how many moments they personally 

reported in this categor>': 

Table 6. 

Preservire Teacher "Rumnv Moments" 

Beth Renee Jeanne Steven 

Management: 11 1 2 6 2 

Sensitive Student Issue: 4 1 2 0 1 

Student Understanding: 3 3 0 0 0 

Problem or Interruption: 2 1 1 0 0 

Teacher Mistake: 1 0 1 0 0 

Own "Bumpy Moment"; 2 0 2 0 0 

23 6 8 6 3 
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Preservice Tearhers' Thoughts 

Preservice teachers' thoughts, compiled from the interv iews about the 

"bumpN- moments" in their teaching, fell into nine different categories. Four 

of the nine categories were suggested at least once b>- ever>- presen ice 

teacher in the stud\-. Two thoughts were expressed b>- half of the preserv ice 

teachers, while the last three categories were mentioned b>' onl>- one. The 

categories are described as follows: 

Thoughts shared hv every nreservire tearhcr in the studv: 

• watching and wondering what will hanoen- observing the students 

and the teacher to see what might occur during the "bumpy-

moment." These thoughts often included trying to figure out 

what the teacher or students might do next; 

• thoughts about narticular studentfs) or groups of students- thoughts 

about what the student(s) might be thinking and what motiv ates 

their behavior. This categor>' is similar to the teachers' 

thoughts category, although preservice teachers tended to put 

themselves in the students' shoes as an attempt to decide what 

the student might be thinking or might need in a particular 

situation; 

• awareness of his or her imnact on the classroom events- knowing 

that his or her presence in the classroom might impact the 

outcome of the "bumpy moment" and often having thoughts 

about what the right thing to do in this situation might be; 

• preoccupation ^vith other things outside the "bumnv moment"- in 

these instances, the preservice teacher admitted that he or she 

was not completely observant when the teacher was 
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experiencing a "bumpy moment." Either the presenice 

teacher said that there were too many things happening in the 

classroom or he or she was thinking about something else. 

Thoughts shared hv half of the nreservire teachers in the studv: 

• evaluation of teacher's actions- thoughts about whether the 

preservice teacher approved or disapproved with how the 

teacher was handling a situation in the classroom; 

• evaluating whether the\- were witnessing a "bumpy moment"-

obser\ing what was happening in the classroom and thinking 

about whether what the>' were witnessing could be classified as 

problematic to the teacher; 

Thoughts shared hv onlv one nreservire teacher in the studv: 

• Questions about whv certain things hannen- this single thought 

dealt with trying to figure out an unfamiliar situation and wh\- it 

happens in classrooms; 

• disbelief at student behavior- this single thought was expressed b\- a 

preservice teacher who simply couldn't believe that a student 

was acting in a particular manner. 

• thinking about what she might have done herself- this single 

thought consisted of exploring what the presen ice teacher 

might do herself if she had been faced with this exact moment in 

teaching; 

Jeanne was also the only presenice teacher to offer a thought about what she 

might have done herself to remedy a similar situation in her own teaching. 

Although other presen ice teachers contemplated such issues during the 

discussion of "bump>- moments" in teaching, Jeanne was the only one to 

identifv' them when asked directly about her thoughts while she was 
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witnessing the particular moment. 

Preservice Teachers' Knowledge and Beliefs 

During the discussion of the "bumpy moments" that the preser\ ice 

teachers observed, three different categories of knowledge emerged, as well 

as nine separate kinds of beliefs. Of the three knowledge categories 

mentioned, there was no category- that represented all the preserv ice 

teachers in the stud)-. One category- was identified by three of the four. The 

second categor>- was discussed b\- two preservice teachers. It is interesting to 

note that the third category, knowledge derived from taking courses in 

teaching, was only mentioned b>- one preservice teacher. Beth was the onl>-

preservice teacher to discuss the readings from the University, and bring 

that knowledge to the events in the classroom. All three other preservice 

teachers failed to share any connection between the universitv- course and 

their simultaneous experiences in the schools when the>' were asked about 

their knowledge and beliefs. The three knowledge categories included: 

Knowledge shared hv three of four nreservire tcarhers in study; 

• previous experiences working with students; 

• personal experiences as a student; 

Knowledge shared hv only one nreservire teacher in the study; 

• knowledge derived from taking courses in teaching. 

Preservice teachers' beliefs that were mentioned during the discussion 

of "bumpy moments" comprised nine different categories. There was only 

one belief that was offered by two preservice teachers. All other categories 
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were expressed b\- a single preserv ice teacher. The nine beUefs are listed 

below, beginning with the belief that was suggested by two preser\ ice 

teachers: 

Relief shared bv half of the nreservire teachers in the studv: 

• Students are expected to behave in a certain manner, 

Relief .shared bv only one nreservire teacher in the studv: 

• Natural consequences are effective in the classroom; 

• Students shouldn't bring certain things to school; 

• Teachers often need to take more extreme measures to make an 

impact on a student; 

• It's oka>- to make mistakes; 

• Teachers should read worksheets before they give them out and stop 

to reexplain if the students are having difficulty; 

• Sensitive student issues should be handled privately; 

• Students need structure; 

• Directions for work should be presented in smaller portions to first 

grade students. 

Across these nine belief categories, some preservice teachers were 

more represented than others. Renee expressed the first five beliefs, 

although she also identified the most amount of "bump>' moments." Jeanne 

discussed three beliefs and Beth offered onl}- two. Steven did not indicate a 

single belief. When discussing his three "bumpy moments" he either said he 

had no knowledge or beliefs, or relied on his previous experiences with 

students. A more specific discussion of each preservice teachers' knowledge 

and beliefs is presented in their individual analysis section. 



180 

Preservire Tearhers' Perrentions of the Teachers' Actions 

Purine a "Bumpy Mqment" 

Preser\ice teachers noticed and identified seventeen different kinds of 

actions that the\- thought the teacher took in an attempt to resolve a "bump>' 

moment" in their teaching. Three categories were mentioned by three of the 

four preservice teachers in the study. Four action categories were identified 

b>' half of the preservice teachers. All other ten categories were mentioned 

b>- onh' one preservice teacher, although the\' may have witnessed the 

teacher do this action more than once during the study. 

Actions identified hv three of four nreservice teachers in studv: 

• Verbal redirection or reminder to a student or whole group of 

students; 

• Mo\ing around the room or moving closer to certain students; 

• Ignoring inappropriate student behavior; 

Actions identified hv half of the nreservire teachers in the studv: 

• Calling on individual students to make sure they're with the 

teacher; 

• Reexplaining a certain concept; 

• Dealing with individual students in private; 

• Refusing to answer questions during whole group instruction; 

• Continuing a lesson despite time constraints; 

• Picking up the pace of the lesson; 

• Enforcing and following through with school rules; 

• Modifing an activitv-; 

• Using non-verbal cues; 
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• Ha\ ing students help other students to help them understand a 

task; 

• Taking some time to decide how to handle a particular situation; 

• Making sure e\'er>one was in their seats and reads- to begin; 

• Choosing not to deal with the noise level in the classroom; 

• Ha\ ing some students do one thing and other students do another. 

Preservice Teachers' Future Implications 

Following the discussion of each "bumpv' moment" that they obserxed 

during the course of the stud>-, the preservice teachers were asked to reflect 

about whether each moment might have any future implications for their 

own teaching practice or mav- have helped them think about certain issues in 

teaching. There were six different categories of responses to this question. 

One categor>-, helping them think about what they would do in this situation, 

was mentioned at least once by all four preservice teachers. Another 

categor>*, helping them be more aware of issues in teaching, was discussed b>' 

three of the four. Two other categories were reported b>' half of the 

preservice teachers, while the last two were mentioned b>' only one 

preservice teacher. The categories of responses are: 

Future imnliratinn shared hv everv nreservire teacher: 

• Helped them think about what they would do in that situation; 

• Made them more aware of issues in teaching; 

Future imnlications shared hv half of the nreservire teachers: 

• Might tr>' a technique demonstrated by the teacher; 

• No affect on their future teaching or thinking about teaching; 
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Future imnliratinns shared hv only one nreservice teacher: 

• Gained the teacher's perspective; 

• Made them want to learn more about a particular issue. 

Renee was represented the most across the categories, as she offered a 

response in every category except the 'No' category. She also was the only 

preservice teacher to discuss the final two implications discussed above. 

Jeanne and Beth were both represented in three of the six categories. Steven 

offered three responses that fit into two different categories. A discussion of 

each preservice teacher's future implications can be found in the individual 

analysis sections. 

Discussion of "Bumpy Moments," 

Teacher Reflection, and Teaching Experience 

From the analysis of the "bxunpy moments" experienced and discussed 

by practicing and preservice teachers, insights can be gained about "bumpy 

moments," teacher reflection, and teaching experience. A discussion of these 

findings now follows with suggestions about how these insights might 

contribute to the existing knowledge base in each of these areas. 

"BumpY Moments" 

Interest in the notion of "biunpy moments" began with a self-study of 

one teacher's "bumpy moments" in her own teaching practice (see Romano, 

1995). The present study became an extension of the earlier study to illicit the 

"bumpy moments" of other practicing teachers. Further, an additional 

component offered insight into what types of moments preservice teachers 

are observing while working in these classrooms. Through the identification 
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and analx sis of the "bumpy moments" of both practicing and preservice 

teachers, se\ era! interesting findings emerged about the term itself, and the 

potential for ha\ing teachers identify "bumpy moments" both in their 

teaching practice and in teacher education. 

From the discussions with the practicing teachers, it became apparent 

that these four teachers all e.xperienced several "bumpy moments" in their 

own teaching, even if their definition of such moments differed slightly from 

mine. In fact, it became unnecessary' that the practicing teachers accept a set 

definition for the term, rather that the>- were able to use the notion of a 

"bump\- moment" to discuss the teaching events that they were personall>-

e.xperiencing. Identification and reflection on "bumpy moments" in their 

own teaching not only created a common language to discuss teaching events, 

but it also allowed teachers the opportunity to examine problematic teaching 

instances. Many of the "bumpj- moments" led the teachers to further reflect 

on deeper issues in teaching, or led them to make a change in their future 

teaching practice. 

The preservice teachers in this stud>' were also able to discuss the act of 

teaching using the "bumpy moments" as a springboard for further discussion 

and reflection. Although ever>' one of the preservice teachers accepted mj 

definition and did not attempt to redefine the term as the practicing teachers 

had, the moments that they identified were unique to the individual 

preser\1ce teacher. In fact, preserN-ice teachers were inclined to be more 

consistent on the txpes of moments the>' were observing over time, thus 

presuming that their observations are being driven by their preconceived 

notions of teaching. All four of the preservice teachers in the study 

expressed that identify ing and discussing "bumpy moments" in the classroom 

helped them to think about how they might prepare themselves for teaching, 
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and also allowed them to be more aware of various issues in teaching. 

Identification and discussion of "bump>' moments" in teaching does 

seem to hold promise for examining the reflective processes involved with 

the act of teaching. Not only does experience with a "bumpy moment" 

require reflection, but the discussion encourages further thoughts and 

considerations about the implications for future teaching practice. 

Comparing the "bumpy moments" that the practicing and preservice teacher 

pair described in the same classroom supports the notion that two people 

experiencing the same e\ ent might interpret the event in very different 

wa>s. What might be "bump> " to a preservice teacher is not necessarily 

"bumpv " to a practicing teacher and vice-versa. 

However, when the moments matched up, there was a strong match 

between the practicing teacher's report of the events, and what the 

preservice teacher observed. A possible improvement, however, might be to 

ask the preser\ice teacher to propose what he or she thought the teacher 

might be thinking or considering at the time. It might be helpful to examine 

how preser\ice teachers interpret the practicing teacher's reflections 

during the moment in teaching. Insights could be gained into whether 

preservice teachers are able to recognize the teacher's priorities, what 

altemati\ es she might be considering, and what her proposed plan of action 

might be. If the presen ice teacher is encouraged to analj-ze these reflections 

and how the teacher is making immediate decisions during the teaching act, 

he or she might be able to gain awareness of the complexities of teaching and 

begin to contemplate such issues in their own teaching practice. 

Through the identification and discussion of the many "bumpy 
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moments" presented in this study, it is apparent that both practicing and 

preservice teachers are engaged in a process of reflection in both their 

teaching and observation of teaching. Analysis of the practicing teachers' 

"bumpy moments" offers insights into the many things that teachers are 

considering when handling one particular moment in teaching. Not onl> is 

reflection encouraged b\' the identification and discussion of "bump\-

moments," but it is also an inherent component of the process. Qjiite simpl>', 

the teacher cannot act upon a "bumpy moment" without engaging in some 

process of reflection. "Bump\' moments" offer one wa\' to get at these 

reflections and begin to understand how and when they occur, and what they 

look like while happening instantaneously during the act of teaching. 

Analysis of the practicing and preservice teachers' reflections in this 

stud>- revealed that many reflections about teaching consist of beliefs about 

the teaching and learning process, rather than consideration of existing 

knowledge. While both practicing and preservice teachers relied on their 

previous experiences with students or as a student themselves, verv' few 

participants shared anv- other type of knowledge derived from education 

studies or teacher education. Instead, each participant expressed several 

different beliefs that guided their decisions or thoughts about teaching. The 

overwhelming amount of beliefs compared to knowledge identified suggests 

that a teacher's belief system guides his or her decision-making process and 

has the greatest impact on his or her teaching practice. 

Onl}' one practicing teacher, Mrs. Anderson, discussed an educational 

experiment to explain a phenomenon in her teaching. Dr. Owen, who is ver>' 

involved in higher education and preservice teacher education, was the onl>' 

practicing teacher to discuss any knowledge derived from scholars in the 

field or from taking classes at the University level. Similarly, Beth was the 
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onh" preservice teacher to make any connection between what she was 

learning in her lJni\ersit\' class and appl\- it to what she was experiencing in 

the classroom. It seems that the experience in schools continues to be \ iewed 

separatel>- from the experiences in teacher education. Thus, the work of 

teacher education and the work in schools comprise separate "situated 

learning experiences" and few participants made the connection between the 

t^vo. 

Most surprisingl}', the preservice teachers were observing in the 

classroom as a requirement for their teacher education course and still failed 

to discuss an\- connections during the study. These findings are consistent 

with Winitzky and Kauchak (1995) who found that preservice teachers tended 

to deemphasize the work in teacher education, yet stressed the importance of 

work in the field with children. Teacher educators are then challenged to 

find ways to assist preservice teachers in making connections between the 

Universitv- learning and the elementar>' school classroom experiences. 

Teacher Expgrign^e 

Results of this study indicate that there were definite differences in 

both the kinds of moments that practicing and preservice teachers identified, 

and how the>' interpreted these events. Analysis of the "bumpy moments" 

described b>- both groups suggest that preservice teachers are either not 

aware or not concerned about problematic issues stemming from the 

management of dual segments, time management issues, and not being 

prepared for teaching. On the other hand, practicing teachers did not 

identify student understanding issues or teacher mistakes as contributing to 

"bumpN- moments" in their teaching practice. It is possible that if both 

groups were asked, the\- might be aware of the other group's concerns, and 



187 

just failed to mention these issues. It is also feasible, however, that practicing 

and preser\ ice teachers differ in the t\ pes of concerns that dominate their 

thinking about the practice of teaching. 

For example, some of the preservice teachers were consistently keyed 

into particular features of classrooms and tended to interpret the events in a 

similar manner no matter what the>' might be experiencing. For e.\ample, 

e\er> one of Beth's "bump>- moments" was in some wa\- related to student 

issues, whether it be a sensitive student issue or a matter of student 

understanding. This suggests that she was viewing the moments in the 

classroom through the e>'es of herself as a student. Further, Jeanne began 

the stud\- with preconceived notions about how students should behave in 

classrooms and again compared them to her own experiences as a student. 

Analysis of the "bumpy moments" identified and discussed by these two 

preservice teachers supports the notion that preservice students' entering 

beliefs remain central in their interpretations of teaching (Anderson and 

Bird, 1995). 

Preservice and practicing teachers also tended to \lew the same 

situations using ver>' different frames. Both groups explained that ihe> take 

students into consideration when making a decision during practice. 

However, the practicing teachers tended to recall their experiences working 

with either the students in their present classroom or in years past. The 

preservice teachers tended to put themselves in the students' shoes and 

examine the event from the perspective of what it might be like for the 

student. Thus, the two interpretations of what is best in these situations often 

differed depending on which experiences with students were being 

considered. 

Teacher experience also seemed to have an impact in that the 
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practicing teachers each discussed at least one moment that they thought was 

out of their control. From their experiences as a teacher, they have realized 

that some things just happen and the teacher has to be flexible in her 

expectations during that time. They commented that it isn't beneficial to get 

upset when these things occur, rather it is the teacher's responsibility to 

make adjustments and not expect things to always go smoothly while 

teaching. The preservice teachers did not express this belief, although it is 

impossible to determine if they were aware of such events. It is possible that 

they have not realized that such events occur, or that these instances seem as 

problematic as meiny other things are when one is being introduced to the 

complexities of the teaching practice (Ducharme and Ducharme, 1996). Such 

a view of teaching might only be gained through experience. 

There were instances during the study in which the preservice 

teachers all admitted that they were not observant while events were 

occurring or were preoccupied with other things, indicating that they were 

in a state of non-concern (Fuller, 1969). In fact, the teaching events that took 

place during the study, with the exception of Renee's own "bumpy moments," 

were the responsibility of the practicing teacher, and not the preservice 

teacher. When a preservice teacher is placed in a classroom for observation, 

it seems only reasonable that he or she will not be as concerned or aware of 

the teaching issues as the practicing teacher must be. With increased 

experience with the complexity of the classroom teaching-learning process, 

the preservice teachers will most likely become more concerned about some 

of the issues that they observe the practicing teachers experiencing (Pigge 

and Marso, 1997). It would be interesting to follow these preservice teachers 

as they gradually assume more teaching responsibilities and see if and how 

their concerns and "bumpy moments" change with experience. 
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CONCLUSIONS AND IMPLICATIONS 

This stud\- was an attempt to locate reflection in the practice of 

teaching, as seen through the eyes of both practicing and preser\ ice 

teachers. Several intriguing Findings about these reflections resulted from 

addressing the five research questions designed to examine practicing and 

preser\ice teachers' perceptions and reflections on "bump>' moments" in 

teaching and determine the similarities and differences between the two. I 

begin this section b\- discussing the results of the stud\- in terms of the five 

research questions. Following this section, further implications for the use of 

"bump\- moments" in teaching and teacher education will be discussed. 

Addressing the Five Research (Questions: 

What do teachers and nreservire teachers consider to he 

"bumpv moments" in their teaching or observation of teaching; 

how do thev differ and how are thev similar? 

Three of the four practicing teachers in the stud>' either redefined the 

"bumpv' moment" term or had their own definition for what the term meant. 

Ms. Porter was the only teacher who accepted my deHnition and did not make 

an>- attempt to share what the term meant to her. On the other hand, every

one of the four preservice teachers accepted my definition and not one of 

them made an attempt to share what the term meant to them. This is to be 

expected, however, because the preservice teachers were simpl>' doing what 

was asked of them. The practicing teachers, however, were colleagues who 

sought to create a better understanding of the moments that presumabK- all 

teachers must face. The differences in how the practicing and preservice 

teachers defined the "bumpy moment" term may have impacted whether thev-
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identified the same moments in each classroom. 

Each practicing and presen ice teacher pair varied in the amount of 

times that their identification of "bump>' moments" matched. Mrs. Wax-ne and 

Ste\en matched the most frequently, although man>' of their da> s were days 

without "bump>- moments." Steven identified a total of three "bumpy 

moments," and Mrs. WavTie also discussed t>vo of these three. Ms. Porter and 

Jeanne matched a total of four times, two of these were days without "bump>-

moments." Mrs. Anderson and Beth also matched four times, one of these was 

a non-bump\- da>'. Dr. Chven and Renee tended to identify ver>' different 

moments, and onh- one of the "bumpy moments" matched exactly. 

Despite the differences in the "bumpy moments" identified in each 

classroom, it is interesting to note what kinds of moments were identified b\' 

the practicing teachers in general compared to the preservice teachers in 

general. There were a total of nine categories of "bumpy moments" identified 

by a combination of the practicing and preservice teachers: 1) Management 

issues in a whole group setting; 2) Spontaneous Problem or Inten-uption; 

3) Sensitive Student Issues; 4) Not Prepared; 5) Problems during Dual 

Segments; 6) Time Management Problems; 7) Sensitive Student Issues; 8) 

Teacher Mistakes; and 9) Preservice Teacher's Own "Bumpy moment." Of the 

nine categories identified, only three of these categories were identified b>-

both practicing and preservice teachers. Of the six remaining categories, 

both practicing and preservice teachers identified three categories of 

moments that the other did not. 

Categories of "bumov moments" shared bv both practicing and nreservire 

teachers 

The first categorv' that was shared by both teachers and preservice 
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teachers is Management Issues during whole group instruction. Each 

practicing teacher in the stud\- identified at least one of these moments, and 

three of them identified two during their teaching. Each of the preser\'ice 

teachers also identified at least one of these moments. Two of the preser\ ice 

teachers identified two, while one preser\ ice teacher identified six. 

Management moments comprised almost half of the preser\ice teacher 

"bump\' moments" identified, and a third of the teacher moments shared. 

Because it was also the only categor>- that had at least one "bump>' moment" 

from ever>' practicing and preserNice teacher in the study, it was also the 

most representati\ e categor>' in this stud>'. Thus, there is an agreement that 

Management issues constitute "bump\' moments" in the opinion of ever>-

participant in this study. 

The second category shared by both practicing and preser\ice teachers 

was Spontaneous Problems or Interruptions. One practicing teacher 

identified two of these moments. Another teacher identified an Interruption, 

but it was during the Management of Dual Segments, and thus classified in 

that categor>'. Two of the four preser\ice teachers each said that the\- had 

witnessed one Spontaneous Problem or Interruption during their 

obser\ ations. Of all the categories, this t>pe of moment seemed to match the 

most times because a Spontaneous Problem or Interruption is fairly eas> to 

detect during the classroom activity. In one case it was obvious that the 

Principal walked in while the teacher was tr>ing to keep the students focused 

on an important lesson. Another time the phone rang during the teacher's 

directions and she had to stop her instruction to answer it. It seems 

reasonable that both practicing and preservice teachers would notice when 

these t>-pes of moments occurred. 

Sensitive Student Issues was the only other categor>' shared b\' both 
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practicing and preservice teachers, and it only o\ erlapped slightl>-. While 

three out of four preservice teachers identified at least one of these moments, 

onh- one practicing teacher shared one Sensitive Student Issue. Although 

there was a match between the moment that this teacher identified and the 

one her preser\ ice teacher identified, it seemed that preser\ ice teachers in 

general were more apt to share such issues as being problematic. In these 

cases, the preser\ ice teachers often referred to their own e.xperiences as a 

student in explaining how they felt about these issues. 

Categories of "bumpy moments" identified only bv practicing teachers 

Two of the practicing teachers shared that they had experienced 

moments in which the>' were Not Prepared. It is possible that the preservice 

teachers were not aware that the teacher wasn't prepared for a particular 

situation because either she handled it well despite the error, or it looked to 

the preservice teacher like it was planned to go that way. Two of the 

practicing teachers also shared a Time Management Problem. Again, the 

preservice teachers might not have been aware that the teacher did not plan 

the lesson as it turned out diuing that day. Preservice teachers, on the 

o\ erall, seemed to accept that things were expected to go as thej- did in the 

classrooms. 

The final practicing teacher categor>' of "bumpy moments" that 

preser\ice teachers failed to identify was Problems during the Management 

of Dual Segments. Although only one practicing teacher shared such a 

moment, she did so twice during the study. The presen ice teacher that was 

paired with her failed to notice or mention these difficulties. If a presen ice 

teacher didn't notice the problems and the dual segments seemed to run fairly 

smoothly, it is possible that she will face such problems for the first time if 
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she decides to run dual segments in her future classroom. If she had noticed 

such problems, she ma\- have been able to make a judgment about the 

effecti\ eness or problematic issues that surround conducting dual segments 

in a classroom. 

Qatgeorigs of "bumpy momem^" identifigd by only tg^ghgrs 

The three categories that were identiiied b>' preservice teachers, but 

not practicing teachers, were each identified b>- onl>- one preservice teacher 

in the stud\'. For example, Beth was the onl>' preservice teacher to identify 

problems associated with Student Understanding, yet she identified three of 

these moments. In this case, it seems that the teacher in this classroom did 

not classify the moments as Student Understanding issues because she felt 

that the problems stemmed from the worksheets, rather than a lack of 

understanding on the student's part. Beth would judge that the students were 

"completely lost," while Mrs. Anderson would sa>' that the directions were 

terrible, but the students had the understanding to do the work. 1 also 

presume that Beth was more likely to discuss such issues because she was 

confused herself. 

Renee was the only preservice teacher to identif>- the other two 

categories of moments that were not discussed by the practicing teachers. 

She discussed a teacher mistake that happened while the teacher was 

reviewing for a math test on the board. The teacher did not discuss this 

moment at all, most likely because she had shared how her mind was on man>' 

other things that day. Renee also was the only preservice teacher to discuss 

her own personal "bumpv- moments." The teacher did not talk about these 

issues because it was not in the scope of this study. I had asked the teachers to 

only share what was "bumpy" to them in their teaching experiences. 



What do teachers and nre.servire teachers think about 

when faced with a "bumnv moment" in teaching: 

how do thev differ and how are thev similar? 

Practicing and preser\ice teachers shared ver>' different thoughts 

when faced with a "bumpy moment" in teaching. The teachers, in general, 

tended to share thoughts concerning how they were feeling at the lime, what 

kinds of things the>' were taking into consideration, and what the>' might do 

to remed>' the "bumpj- moment." The preservice teachers tended to use their 

thoughts during a "bump\' moment' to gain a better understanding of the 

moment. At times, the>- shared that the\- were simply watching to see what 

might happen next, and making evaluations of how the moment might impact 

the students. 

Thoughts shared bv both nracticing and nreservice teachers 

Of all the thoughts identified by both practicing and preser\ ice 

teachers, there was only one that was similar. Both groups shared thoughts 

concerning a particular student or groups of students. Ever>' participant in 

the study identified at least one of these thoughts when discussing the 

"bump\' moments" in teaching. However, the teachers usuall>' called upon 

their previous experiences with students to make judgments about what the 

students might do or might need. The preservice teachers, on the other hand, 

tended to put themselves in the students' shoes to determine what the>- might 

be thinking or what they might need. Thus, the preservice teachers were 

thinking about these moments more from a student's perspecti\ e, and would 

t> pically share how a student might be feeling or why they might have done 

something. This suggests that the preservice and practicing teacher were 

looking at the same moment through very different lenses. 
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Thoughts shared bv only the practicing teachers 

All four of the practicing teachers shared at least one thought which 

consisted of thinking about and developing a plan of action. During this time, 

the teachers were attempting to make decisions based on the alternatives the>' 

were considering. It is most likel>- that the preser\1ce teachers failed to 

mention such thoughts because thev- were asked what the>' themselves were 

thinking, not what the teacher was thinking. It is impossible to determine if 

the\' knew that the teacher was indeed engaged in an instantaneous decision

making process while being faced with a "bumpy moment" in teaching. 

Similarlv-, three teachers shared that the>' were balancing priorities and two 

teachers felt the pressure of time constraints during these moments. Again, 

the presen ice teacher might not be aware that the teacher is engaged in 

these reflections because their teaching did not stop while they were 

contemplating these issues. 

The group of practicing teachers also shared three thoughts that were 

related to how they were feeling or an evaluation of their teaching. Two 

teachers admitted to feeling 'frazzled' because they had too many things 

going on and were not able to concentrate on just one thing while teaching. 

Again, it is impossible to determine if the preservice teachers were aware that 

the teachers were experiencing this emotion. Perhaps it looked as if the 

teacher had ever>thing under control and was handling things smoothl}'. 

Two teachers shared thoughts that the>' should have known better, or should 

have been able to anticipate a problem before it occurred. Another teacher 

shared a different kind of evaluation. She contemplated if she was doing the 

right thing and handling the situation in the proper manner. It might be 

comforting for the preser\1ce teachers to know that teachers are indeed 

e\ aluating their teaching and learning from their experiences. 
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Thoughts shared bv only preservire teachers 

All four preser\ ice teachers shared that one or more times their 

thoughts consisted of watching an event occur and wondering what will 

happen next. Some of these thoughts concerned the teacher and waiting to 

see how she would handle a problematic situation. The>- also had their eyes on 

students, and waited to see how the>' might react. It was interesting to note, 

however, that the four preser\ice teachers also admitted that the>' also were 

at one time or another preoccupied with other things and missed what was 

happening during a "bumpy moment." At times the>' were grading papers or 

completing a task given to them b>' the teacher. Other times they simply-

admitted that there mind was somewhere else and it was difficult to 

concentrate full>' on the classroom events. Perhaps this signified their 

remo\ al from a situation that didn't directly concern them. 

On the other hand, they each also shared thoughts concerning the 

awareness of the impact that they themselves might have on the outcome of 

the classroom event. In these cases, they were careful not to interfere or give 

signals to the students that might disrupt what the teacher was trving to do. 

For example in one instance, Jeanne was afraid that she might give positive 

reinforcement for inappropriate behavior if she watched the student 

misbehav ing during the Pledge of Allegiance and gave him attention. Beth 

too was aware of her impact, but she was concerned that she wasn't handling 

problems in the correct manner. She was afraid to help the students because 

she didn't know what the teacher expected from them. 

The other five thoughts were shared by only one or two preservice 

teachers. Two teachers offered an evaluation of the teacher's actions that she 

took in an attempt to remedy the "bumpy moment." Another two shared 

thoughts that they were attempting to determine whether the teacher was 
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experiencing a "bump>- moment" or not. It is interesting to note that it might 

not be eas>- to tell if a particular moment is problematic to a teacher or not. 

Renee was the only preservice teacher to share that she was thinking about 

wh\- certain things happen in classrooms during a "bump\- moment." Jeanne 

was the onl>' one to admit that her thoughts included disbelief that a student 

had been so rude. Also, Jeanne was the only preservice teacher to share that 

she was thinking about what she might have done if she herself was faced 

with the "bumpy moment." Although the other preservice teachers discussed 

this thought during the discussion of "bumpv- moments," Jeanne was the onl>' 

one to list it when 1 asked her directh- about her thoughts. 

and nreservire teachers bring to the "humnv ftioments " 

how do thev differ and how are thev similar? 

Both the preservice and practicing teachers were more likeh- to share 

a greater amount of beliefs than knowledge when discussing the "bump> 

moments" in teaching. The practicing teachers shared a total of four 

different kinds of knowledge, but shared ten different beliefs. Similarlv, the 

presen ice teachers shared three different kinds of knowledge, compared to 

nine different beliefs. The overwhelming amount of beliefs underscores the 

notion that teachers in general have a set of beliefs that determine how the\-

interpret events in teaching. On the other hand, the lack of knowledge 

communicated by both preservice and practicing teachers has serious 

impacts for the education of teachers. Qjiestions arise concerning whether 

teachers in general are retaining any knowledge from coursework in teacher 

education and whether it is applied in anv- waj- to the practice of teaching. 
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Kinds of Knowledge 

Knowledge shared b\- both practicing and Dreser\ice teachers 

All four practicing teachers and three of the four preservice teachers 

shared knowledge derived from their previous experiences working with 

students. While the practicing teachers most often referred to their 

experiences with the unique individual students in their classroom at the 

present time, the>- also shared how the>- have developed certain beliefs after 

working with groups of students over the years of their teaching. Preservice 

teachers, on the other hand, only shared experiences working with students 

prior to coming into this particular classroom. When sharing their 

knowledge, the\ t>picallj- compared the students at other schools or da>- care 

centers to the behaviors of the students they observed in this classroom. 

Knowledge derived from taking courses in teaching, was the onl\- other 

kind of knowledge shared, although it was only mentioned b>' one teacher and 

one preservice teacher. Dr. Owen was the only teacher to discuss what she 

had learned in teacher education courses. Beth was the oni>' preserv ice 

teacher to discuss what she had learned in an\' of her courses. This is 

particularlv' interesting because all four preservice teachers were 

completing their observations as a part of the Teaching and Teacher 

Education 300 course. Because I was a Teaching Assistant in this course the 

prev ious semester, I was aware when the preservice teacher was reading a 

part in the text or discussing something in the TTE 300 course that could 

directlv' be applied to their observations of "bumpy moments." However, thev-

either were not making the connection from the Universitv' to the classroom, 

or slmplv- failed to share this t>'pe of knowledge with me. It is possible that it 

never occurred to them that thev- should talk about the connection they were 

making, although it was certainly something I expected them to do more. 
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Knowledge shared hv onl\- nracticing teachers 

Two teachers brought to a "bump>" moment" a t\'pe of knowledge that 

was derived from reading or learning about teaching or scholars in the field. 

Dr. Owen once quoted a scholar who is well-known to most practicing 

teachers. Mrs. Anderson discussed an education experiment that she read 

about to stress a point when sharing why certain things happen during her 

teaching. The onl>- other tjpe of knowledge was also shared b>' Dr. Owen. She 

brought to one "bumpy moment" her previous experiences with another 

responsibilit\- in the schools, specifically being a Principal. In this moment, 

Dr. Ouen was able to understand the moment through an Administrator's 

point of \ iew. Understandabl>', no other teacher or preservice teacher was 

able to call on such knowledge. 

Knowledge shared bv onlv nreservice teachers 

The only knowledge that was shared by preservice teachers, and not 

practicing teachers, was their personal experiences as a student. Two 

preservice teachers recalled their past experiences, and used them in the 

discussion of their understandings of "bumpy moments." Beth shared that 

her experiences as a student helped her to realize that the teacher and 

students are often on different wave-lengths and don't understand each 

other. Renee shared that she didn't like when teachers called on her when 

she wasn't pa>ing attention to a lesson. After her experiences with this 

teacher, she now understands how it can be a useful technique to draw 

students back into a lesson. 

T\pes of Reliefs 

The overwhelming amount of beliefs shared by both preser\ ice and 
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practicing teachers and the lack of similarity between the two suggests that 

the beliefs are personal to the obserx er, and might depend on the t>pe of 

classroom event or "bump>' moment" the>' are experiencing. At any rate, it 

can be presumed that both preser\nce and practicing teachers have several 

beliefs about teaching, and these several of these beliefs surfaced in the 

discussion of the "bump\- moments" in teaching. 

Beliefs shared bv both practicing and nreser\ice teachers 

The practicing and preserN'ice teachers only shared one common belief 

when discussing "bumpy moments" in teaching. This belief is that students 

should behave in a certain manner and should do what is e.xpected of them. 

Although two preservice teachers shared this belief with me, onl\ one 

practicing teacher discussed this belief in relation to her "bumpy moments." 

Thus, although at least one practicing and preservice teacher shared this 

belief, it did not seem to be a prevalent belief that was shared b>- all 

panicipants in the study. 

Reliefs shared bv only practicing teachers 

The practicing teachers shared nine beliefs that the preserv ice 

teachers did not. The only belief that was shared by all four teachers was that 

some things in teaching just happen and are out of the teacher's control. Not 

one of the preser\1ce teachers mentioned this belief. It is possible that the> 

were able to identify extraneous circumstances in teaching, such as the effect 

of Birly Release days on the students, but have not formed beliefs about what 

impact such days might have on the teacher. On the other hand, the 

preser\'ice teachers might not be able to take into consideration factors that 

the practicing teachers had not planned for or expected. 
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Two teachers shared the belief that determining how to handle a 

situation depends on the importance of a particular lesson. In both cases, the 

teacher was making a decision about whether they should allow a lesson to be 

interrupted, or persist despite these t>'pes of restraints. All seven other 

beliefs were shared b\- a single teacher in the stud>-. Mrs. Anderson shared 

that a lesson should not be stopped when students are working well and 

expanding their thinking, students are supposed to ask clarification 

questions, and teachers shouldn't get into power struggles with their 

students. Dr. Owen shared her beliefs that at least one-third of your class 

should demonstrate they know a concept before you decide the whole group 

has learned it, and teachers shouldn't try to deal with more than one thing at 

a time. Finall>-, Ms. Poner shared that the adults working in a classroom 

should meet the teacher's expectations. 

Beliefs shared bv only nreservMce teachers 

The preservice teachers in this study shared eight beliefs that the 

practicing teachers did not. All of these eight beliefs were shared b> a single 

preserv ice teacher. Renee shared four of these beliefs which included: 1) 

students shouldn't bring certain things to school; 2) teachers often need to 

take more extreme measures to make an impact on students; 3) it's oka>- to 

make mistakes while teaching; and 4) the use of natural consequences is often 

effective in teaching. Beth shared that teachers should read worksheets 

before they give them out to their students and stop to reexplain if the 

students are having difficult>'. She also shared her belief that sensitive 

student issues should be handled in private. Finally, Jeanne shared that 

students need structure, and that directions for work should be presented in 

smaller segments for first grade. 
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How does the teacher resolve the difficult task of 

making decisions instantaneouslv within the classroom context: 

what did the nreservice teacher observe the teacher doing? 

According to both the practicing and preser\ ice teachers, there was a 

wide range of actions the teachers took in an attempt to remedv- the "bump\' 

moments" in teaching. The actions depended greatl>- on the kind of "bumpy 

moment" the teacher was experiencing, and how quickly the moment could 

be resolved. Therefore, some moments called for more than one teacher 

action. The practicing teachers identified sixteen different actions that the>' 

took in an attempt to resolve the nineteen "bumpy moments" in their 

teaching. The preser\ice teachers identified eighteen different actions that 

the teachers took during the twenty-three "bumpy moments" that they 

witnessed. 

Actions identified bv both practicing and t^reservice teachers 

There were six actions that both the practicing and preservice teachers 

identified that were taken in an attempt to remed>- the "bump\' moments" in 

teaching. Three out of four participants in each group shared that the 

teacher gave a verbal redirection or reminder to an individual student or 

group of students. This redirection was usually emploj ed as a wa>- of gaining 

further pcirticipation or taking care of a management issue during 

instruction. In other situations, half of the participants in each group 

discussed how a teacher chose to deal with an individual student in private. 

In these cases, the teacher did not want to handle the issue in public, but felt 

it was more appropriate to discuss it with the student alone. 

Three of the practicing teachers discussed how they continued a lesson 

despite problems, interruptions or time constraints, >'et only one preservice 
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teacher identified such a moment. It is possible again, that the preser\'ice 

teacher was unaware of the problems that threatened to interrupt 

instruction. It is also a possibilit\- that the preservice teacher thought that a 

teacher was expected to continue the lesson despite any problems that might 

arise. Thus, this notion was ob\'ious to the preser\ ice teachers and the>- failed 

to mention it. On the other hand, three preservice teachers noticed that the 

teacher was ignoring inappropriate behavior during instruction, and only 

one teacher admitted to using this technique. It could be that there was a 

discrepanc>- because the "bump>- moments" discussed were different, but 

there is also a possibilit>- that teachers use this technique more often than 

was mentioned. 

The final two actions matched almost exactly for the practicing and 

preservice teacher in the same classroom. In one instance, both Mrs. 

Anderson and Beth recognized that the teacher had offered additional help or 

assistance to students having difficult>' on an assignment. On another 

occasion, Mrs. Anderson shared that she had refused to answer questions 

during whole group instruction because it was continual and interrupting 

the directions. Two preservice teachers, including Mrs. Anderson's 

preservice teacher, also identified this action. Another practicing teacher 

also ignored questions, but she classified her action as continuing a lesson 

despite interruptions. Thus, there was a ver>- strong match between the 

practicing and preser\ice teachers who identified the action of refusing to 

answer questions during instruction. 

Actions shared bv onlv the practicing teachers 

Ten different actions were identified by the practicing teachers but not 

the preserv ice teachers. This might be that the practicing teachers were 
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taking measures that the preservice teachers failed to notice, or it could 

simpl>' be that they were discussing different "bumpy moments" in teaching. 

The amount of different actions, makes it seem obvious that different "bump> 

moments" call for different teacher actions. Also, most of these eleven 

actions were shared b\- an individual teacher in the study. There was onl>-

one action, reinforcing positive behavior to shape group behavior, that two 

practicing teachers mentioned. Thus, some teachers ma>' take or identif>' 

more actions than others. 

Dr. Owen shared six of the nine different actions that were mentioned 

during the discussion of her "bumpy moments." She shared that on one 

occasion she stopped an entire whole group lesson to take care of another 

issue. In this case, the preservice teacher in her room thought that she had 

planned to do things this way. Dr. Owen also discussed her methods for 

checking for understanding. Her preservice teacher discussed how she 

checked individual students for understanding, but didn't notice how Dr. 

Owen was assessing the whole group of students at the same time. Dr. Owen 

also shared how she attempted to motivate students b>- doing an impromptu 

lesson on figuring out their grades for the semester. Again, Renee saw the 

activ it>- but didn't identify it as an action taken to motivate students. 

Dr. Owen also discussed how she tried an alternative method for getting 

the announcements when her e-mail failed. Renee didn't mention this issue 

at all in our discussions. When Dr. Owen feared that she might be losing the 

students attention during a lesson, she checked the Air Conditioning to make 

sure the room was not too warm. It is presumed that Renee might have seen 

Dr. Owen walk to the Air Conditioning controls, but did not recognize it as an 

action taken to keep students comfortable so that the>- might concentrate 

more full>-. Finally, Dr. Owen was the only teacher in the study to share that 
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she had sought the aid of her preserv ice teacher when she was faced with a 

"bumpy moment." When she found that her report cards were not done and 

she had no time to finish them, she asked Renee to give the students their 

spelling test. Renee knew that the teacher had a lot to do, but also presumed 

that she was gi\ en this responsibilit>' because the teacher was gradualK' 

getting her to do things in the classroom. 

The final three actions were shared b\' three different practicing 

teachers. Mrs. Porter shared how she stopped working with her reading 

group to attend to another group that was having problems. This action was 

not identified by her preserv ice teacher because she did not note any "bump>' 

moments" during the management of dual segments. Mrs. Anderson discussed 

how she collected work from her students to complete at another time. Her 

preserv ice teacher didn't notice that Mrs. Anderson was short on time, and 

thus did not mention this action. Finally, Mrs. Wajne discussed several 

preventative actions that she took in anticipation of future problems. Her 

preservice teacher might have noticed some of the things she did, but he 

failed to discuss them as actions taken to prevent further problems. 

Actions shared bv only nreservice teachers 

There were twelve different actions identified by the presen ice 

teachers that were not mentioned by the practicing teachers. Most of these 

actions were shared b> a single preservice teacher, yet there were three 

actions that were identified by more than one preservice teacher. Three 

preservice teachers noted that the teacher was moving around the room or 

moving closer to cenain students as a means of gaining their participation or 

to keep them on task. The three practicing teachers failed to mention it 

completelv-. In two of these cases the teacher did not discuss the "bump>' 
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moment" identified. In the other case, the teacher discussed some actions that 

she took but failed to identify this particular one. 

Two preserv ice teachers shared that the teachers called on indi\ idual 

student to make sure he or she was with the teacher. One teacher didn't 

mention this technique because she didn't share the "bumpy moment" that 

the preser\'ice teacher was discussing. The other teacher did not mention 

that she used this technique at all. In her case, she used a student's name 

during directions as a means of calling her back into the lesson. It is possible 

that she failed to mention this because it actually occurred after the "bumpy 

moment" had transpired. Two preservice teachers mentioned that the teacher 

reexplained a certain concept when it seemed to be difficult for the students 

to understand. Neither of the practicing teachers said that the>- had done so. 

It could be that they consider reexplaining a concept to be a natural part of 

teaching, or the>' didn't discuss the same "bumpy moment" as their 

presenice teacher. 

Beth shared four actions that she observed that others did not. First of 

all, Beth shared that the teacher was taking some time to decide how to handle 

a particular situation. When the parent called to say she couldn't help with 

centers, Beth noticed that the teacher didn't decide what to do immediatel>-. 

Instead, she took the time to balance her options while she continued 

teaching. The teacher did not mention this because she did not consider this 

particular moment to be "bumpy." Mrs. Anderson said that this moment was 

more 'par for the course,' and perhaps she had the tools to deal with such an 

occurrence. 

Beth also discussed how Mrs. Anderson had modified an activity- because 

the students were haNing difficult>' with the assignment. On another 

occasion, Beth says the teacher had students who understood the task explain 
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it to those who did not. Another technique that Beth witnessed Mrs. Anderson 

using was to cross out part of the work, but for only some of the students. 

Beth thought that it was inconsistent how she had some students do one thing 

and other students do another. All three of these actions Beth mentioned 

when she discussed her Student Understanding issues. Although Mrs. 

Anderson admitted that the worksheets were often tricky, she admitted that 

she didn't care enough about the worksheets to put more time into preventing 

these problems. 

Jeanne shared three actions that the teacher did not. Two of these 

actions might be effective tools that Ms. Porter used, but failed to mentioned 

because she does them naturallj- while teaching. The first is making sure that 

all the students were in their seats, not at the pencil sharpener or roaming 

around the room, and ready to listen before she began a lesson. The other 

action was using non-verbal cues to demonstrate appropriate behavior. Ms. 

Porter tended to use non-verbal cues to redirect students during the Pledge of 

Allegiance, but did not consider these events to be "bumpy moments" in her 

teaching. Jeaime also noted that on one da}', Ms. Porter seemed to accept the 

noise level in her classroom and chose not to deal with it. On this da>-, Ms. 

Porter didn't feel that there were any "bumpy moments" because she said 

there was some student chatter, but the students were also getting their work 

done. Thus, it seems that Jeanne was accurate in her perception that the 

teacher had accepted the noise level. 

Renee was the only preser\ice teacher to share the final two actions. 

On one day, she noticed that Dr. Owen was losing the students' attention, and 

that the noise level was rising. To remedy- the situation, Dr. Owen started to 

pick up the pace of the lesson so that the students had to concentrate more to 

staj' with her. Dr. Owen didn't mention this technique because she did not 
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consider the moment to be "bumpy." Perhaps she considered this to be a 

preventative technique to avoid larger "bumpy moments" in teaching. 

Finalh', Renee noted two instances in which Dr. Owen was enforcing and 

following through with the school rules. In these cases, Dr. Owen referred to 

the student handbook or Code of Honor to explain wh>' the student behaN ior 

was inappropriate. Perhaps because Dr. Owen had extensive experience 

dealing with such issues as an Administrator, she failed to mention both of 

these incidents as "bumpy moments." 

What are the imnlirations of each "humnv moment" on a 

teacher's or nreservice teacher's thinking about 

future derisions and teaching nrartire; 

how do thev diffpr and how are thev similar? 

When asked whether the "bumpy moments" that they experienced 

might have any affect on their thinking about future decisions and teaching 

practice, the practicing and preservice teachers offered six different 

responses to this question. Only one response was the same for both groups. 

It was presumed that this might be the case when the question was asked, 

because these two groups of teachers are in ver>' different points along their 

teaching career. While practicing teachers can take immediate action or 

make immediate plans for the following days, preservice teachers could onl>' 

ponder certain issues further, or gain new perspectives on issues that they 

might not ha\ e considered earlier. Thus, the responses to the question were 

naturall\- more different than the>- were similar. 

Future Implications shared hv both practicing and preservice teachers 

The onl>' response that was the same for both the practicing and 
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presenice teachers was to sa>' that the "bump>' moment" had no affect on 

their future teaching practice or thinking about future decisions in teaching. 

Two practicing teachers and two preservice teachers offered this response. 

When the practicing teachers said the moment had no affect, it was usually 

because the> said that those things will always happen in teaching, or they 

don't care about the particular issue enough to make a change. When the 

preser\ice teachers said the moment had no future implications, it was either 

because the> didn't fulh- understand the event, or the>- weren't sure that this 

tN-pe of event would ever present a problem to them in their future teaching 

practice. 

Future Implications shared bv onlv practicing teachers 

There were five practicing teacher responses that were not shared bv-

the preservice teachers. Two of the practicing teachers shared that they ma>-

change or reexplain a procedure if it continued to be a problem. This was a 

conditional answer depending on the future events with their students. On 

the other hand, two teachers said that experiencing and reflecting on the 

"bumpy moment" in teaching led them to take immediate action. One teacher 

moved the nurse's pass so that she wouldn't have to keep leaving her reading 

group to retrieve it, and Dr. Owen was going directly to talk to the Principal 

about not disturbing formal lessons in her classroom. 

Two teachers shared that after experiencing a "bumpy moment," they 

were making future plans for particular students or particular types of days. 

Mrs. Wa>*ne shared that she will have to watch the student who told the 

inappropriate stor>', and be cautious not to allow him too much freedom in the 

future. She also shared how she would like to change the activities of the day 

when faced with an Birly Release and an hour and a half of Physical 
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Education. Dr. Owen shared that she was going to have to watch her whole 

group of students carefulh', because she was learning that the>- were an 

immature group who needed lots of reinforcement and guidance. 

The final two implications were shared bj- a single teacher in the stud\'. 

In one instance, a teacher discussed that she was happy with the results of 

her "bump\- moment," and would do the same thing again if she was faced 

with a similar moment. Dr. Owen discussed how she was frazzled by the events 

on the last da\- of data collection because she had too many things, personall\-

and professional^, that were interfering with her teaching. This led her to 

contemplate the man\- responsibilities of her dual careers in the elementar>-

school and at the Universit>-. She shared that she needs to make a decision 

about which wa>- her career should go in the future because she didn't think 

she could keep up her bus\- schedule much longer. 

Future Implications shared bv onlv preservice teachers 

There were five preservice teacher responses that were not shared bv-

the practicing teachers. Every preservice teacher in the studv- shared at least 

once that witnessing and reflecting on the "bumpy moments" in teaching 

helped them to think about what they might do in that particular situation. 

Three preserv ice teachers said that their experience made them more aware 

of the issues in teaching. Two said that they might tr>- a technique 

demonstrated bv- the practicing teacher when they have their own classroom 

in the future. One preservice teacher said the "bumpy moment" helped her to 

gain a teacher's perspective, while another moment made her want to leam 

more about a particular issue in teaching. These responses lead to a 

discussion of the implications for the use of "bumpy moments" in teaching 

and teacher education. 
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Implications for the use of "bumpy moments" 

in teaching and teacher education 

Results of this stud>' offer insight into how "bumpy moments" might be 

used as a tool for identif> ing and encouraging reflection in both practicing 

and preser\ice teachers. Practicing teachers identification of the nineteen 

"bumpN" moments" in their teaching suggests that teaching is a highlj' 

complex acti\'it> that requires reflection and responses that do not always 

come instantaneouslv'. The analysis of what teachers think about and how 

the>- make decisions and take action when faced with "bumpy moments" in 

teaching offers a description of their personal reflections during teaching. 

Analysis of the future implications of such events describes how teachers 

might leam from their experiences and use this knowledge in future 

teaching situations. 

Simply looking at the "bumpy moments" described b>' the practicing 

teachers might allow novices to understand how reflective practice is 

essential to the practice of teaching. Novice teachers mav- begin to see the 

man>' factors taken into account, along with developing an understanding of 

what teachers know and how this knowledge is used in soKing classroom 

dilemmas or problems (Carter, 1988). The practicing teachers' stories of the 

"bump>' moments" in their own teaching might be incorporated into teacher 

education programs that encourage teacher reflection. Preser\'ice teachers 

might be able to gain further insight into the many issues of teaching and 

begin to reflect on these problematic issues. 

Analysis of the twenty-three "bumpy moments" that the preser\'ice 

teachers witnessed during their observations give further insight into the 

diversit>- of preservice teachers and how they come to understand classroom 

processes. Looking at each individual preservice teacher's "bumpy moments" 
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suppons the notion that novice teachers bring to the teaching profession a 

set of preconcei\'ed notions based on their experiences as a student (Carter, 

1994; Lonie, 1975; Holt-Re>'nolds, 1992). For example, Beth was concerned 

throughout the stud\' about issues of Student Understanding. She stated that 

teachers and students are often on different wavelengths, and one gets the 

impression several times during the study that this is how she felt as a 

student. Jeanne brought to the study a bias for the schools in Illinois, where 

she attended elementan* school. To her, the schools in Arizona were too laid-

back and the students didn't behave as well. This led her to identif>' only 

Management problems throughout the study. Teacher educators need to 

recognize the power and importance of preconceptions and search for wa\'s 

to nunure and support the negotiation of their meaning (Caner & Doyle, 

1995). Preservice teachers should be guided through their biographical 

histories, before they are expected to reflect on the moral or ethical dilemmas 

in teaching (Kagan, 1992). 

Practicing teachers also demonstrated that the}' have a set of 

preconceived notions, but they are most likely to have been derived from 

their experiences working with students in their classrooms. The stories of 

their experiences reflect the fact that "teachers' knowledge is broadh- based 

on their experiences in classrooms and is directed toward the handling of 

problems that arise in their work" (Qbaz, 1981). This stresses the importance 

of making sense of teachers' lives as narratives of experience (Clandinin, 

1992) and illustrates how reflection-in-action contributes to the development 

of professional expertise (Russell, 1993). 

The comparison of the "bumpy moments" identified by both preser\ice 

and practicing teachers suggest that there are several issues that might need 

to be addressed in teacher education programs. Hrst of all, management 
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moments were the most representative and the most frequently experienced 

"bumpy moments" during the course of the study. Management moments 

comprised half of the total "bump>- moments" that the preservice teachers 

identified and a third of the "bumpy moments" that the practicing teachers 

shared. These results suggest that teacher education programs should place a 

stronger emphasis on reflection concerning these issues in teaching. 

Although the management moments will differ depending on a particular 

group of students and a \ ariet>' of circumstances, the "bump>' moment" 

stories of such moments might be used as a springboard for identification and 

discussion of the provisions and procedures necessary- to establish and 

maintain an environment in which instruction and learning can occur 

(Doyle, 1986). 

Further, no\ice teachers might be exposed to the categories of "bumpy 

moment" stories that only the practicing teachers discussed, such as Not 

Prepared moments, issues of Time Management, and problems associated with 

conducting Dual Segments. The fact that the practicing teachers seemed to be 

facing moments that the preservice teachers failed to identify suggests that 

these no\*ices might be missing some issues and ma>' benefit from reflecting 

on these situations. Similarly, practicing teachers might be offered the 

chance to see the events of their classroom through the preservice teachers' 

e> es. The>' might be able to take into consideration the Sensitive Student 

Issues and instances of Student Understanding that the>' failed to notice or 

mention during the studv-. 

Anah sis of the different thoughts shared by practicing and preservice 

teachers suggests that both groups are considering particular students or 

groups of students when the\' are faced with "bumpy moments." However, 

the practicing teacher usually discussed the students in her own classroom, 
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while the preservice teachers had to rel\' on their previous experiences in 

different situations. Practicing teachers' thoughts revealed that the>- were 

considering alternatives, balancing priorities, and developing a plan of 

action to deal with "bunip>- moments" in their teaching. Preservice teachers 

offered ver>- different thoughts because the\' were tning to understand the 

event, rather than ha\ing to sohe the problem in practice. The>- also each 

admitted that, on at least one occasion, the>' were not aware of what was 

happening because their mind was on something else. This signifies a 

removal from a situation that apparentl>' didn't concern them because it was 

not their personal problem in practice. Perhaps it might have been more 

insightful to ask the preservice teachers what they thought the teacher was 

thinking and considering during these moments. This may have provided 

more insight into the preservice teachers' ability to assess what was 

happening and what the teacher might be considering during these events. 

Discovering that both preservice and practicing teachers are more 

likely to bring to a moment more beliefs than knowledge about an e\'ent 

suggests that teachers bring their personal biases to teaching. It is presumed 

that these beliefs have been developed and refined during their experiences 

both as a student and a teacher. Practicing teachers also have several events 

occur during their teaching that they feel 'just happen' and are out of their 

control. Thus, teaching cannot be considered prescribed practice when 

external circumstances come into play. The preservice teachers in the stud>-

often identified these circumstances, and were given the opponunity to 

contemplate the issues and what impact they might have on their future 

teaching practice. 

Discussion of the future implications of each "bumpy moment" on the 

practicing and preservice teachers' thinking about future decisions and 
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teaching practice indicates that both groups were able to leam from the 

experience of reflecting on such moments. The practicing teachers shared 

that the\ were able to take immediate action or make immediate decisions in 

their teaching. Preservice teachers shared that witnessing and discussing 

the "bump\- moments' helped them to think about and become more aware of 

the issues in teaching. Further, they were able to leam new techniques and 

consider what the\ might do themselves when faced with such dilemmas. 

As the preser\ ice and practicing teachers continue their teaching 

careers, the>- can also be encouraged to identif>' and reflect on the "bumpy 

moments" the>- face along the wa\-. These "bumpy moments" will be more 

meaningful to the indixidual that identified them, because the>' are derived 

from their personal experiences, rather than being asked to reflect on issues 

that they did not experience and might not concern them (Oberg & Artz, 

1992). Further, these events can be understood in the context of the unique 

and complex environment in which they teach (Connelh-, Clandinin & He, 

1997). 

Although this stud\- is limited because it offers an examination of onh' 

four practicing and four preservice teachers in one particular school, the 

findings suggest that "bumpy moments" might be a promising tool for 

identify ing and describing reflections during the act of teaching. Future 

studies are needed to examine the "bumpy moments" of other teachers in 

other settings. "Bumpy moments" might also be assessed over time, to 

determine if a practicing or preser\ice teachers' perceptions of these t>pes 

of moments and their related reflections will change as thej- gain more 

teaching experiences. Finally, additional studies might address the 

effectiveness of using "bumpy moment" stories as a means of encouraging 

reflection and exposing preservice teachers to the many issues of teaching. 
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APPENDIX A 

Different Types of "Bumpy Moment' Stories for use in 

creating a common language about "Bumpy Moments" 

The First Assignment in First grade... 

On the first da>- of First grade, I asked the students to complete an 

assignment called, "School is just beginning." 1 handed out a piece of paper 

and asked m\- students to write or draw pictures of the things that they would 

like to do or leam about in first grade. When I asked them to begin, 1 was 

alarmed b> the range of student behaviors and attitudes about the assignment. 

Some kids didn't want to do it (and told me so), and some kids told me they 

didn't know what to do. Some kids wanted to know how to spell things, and 

some kids wanted to know where a certain word was on the board. Some were 

doing something on the paper but not doing the assignment. Some kids 

w orked for a half an hour straight, and some kids were done in one minute 

and had one tiny thing on their page. Some students used the time to be silh-

with the people at their table, and some kids are completel\ quiet and working 

diligently. Some kids had blank papers, and several students want to: a) 

sharpen their pencils, b) go to the bathroom, c) get a drink, or d) do 

something else when they should be working on the assignment. 

No Parent helner today... 

Even- day I have a different parent helper scheduled to work with a 

group of students during center time. I then choose an acti\ ity for the parent 

to do with the students, and it is usually an activity that the students could not 

do alone without the parent's help. On this particular day, I had set up the 

parent helper center and it was all read>' to go when the students walked in 
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the classroom. As they got ready and seated in their desks, one of m>' students 

announced, "Mv- mom is not coming in for centers toda>'" and she handed me 

a note from her mother. 

I had to think quickly about how to compensate for this change. I was 

disturbed b\- the fact that I was not notified sooner, because there wasn't 

much time to make changes once all m>' students were in the room. It was also 

too late to call another parent, > et I knew I could have gotten someone in if I 

had known before school. I quickly went back to orange dot to see what I had 

planned for the helper to do at orange dot. I had to assess whether the 

assignment could be done without a parent helper. 1 tried to think of another 

acti\ it>' that would be better, but lacked the time to go check m>' unit 

materials. 

Leaking roof... 

On the first day of school, my students and I came back from a morning 

assembl>' and the kids noticed that the roof had leaked onto some kids' desks. I 

was waiting for kids to enter the classroom, so I couldn't assess the situation 

immediatel>'. B>' this time, everyone in the classroom was gathered around 

the leak or watching it. This scared me because I didn't know what was 

leaking, and it could be poisonous. 1 went over to find that one child's desk 

was complete^' covered in a yellow liquid. The liquid was bouncing off his 

desk with such force that it was spra>ing onto the three desks around him. 

The liquid was beginning to ruin the papers on the desks, and was spra>ing 

on the brand new name tags 1 had just made for the first da>- of school. 

Management problems during center time... 

We had an overall biunpy morning today. I had difficulty gaining and 
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keeping m\- students' attention during directions, and had to give constant 

reminders for appropriate behavior. We also had ver>- loud centers, almost 

too loud for me to concentrate on my reading group. I sometimes feel when I 

am in the midst of this t\'pe of a morning that it is typical for first grade. I 

know from m>' e.xperience that first graders need directions and reminders to 

complete their assignments, work quietl>', etc. However, there are times like 

toda>' when it is just too much for me. I was overwhelmed bv- the dependence 

(ie. the kids lining up at reading to ask me what a picture was on the 

worksheet), the noise (no parent at orange dot certainly didn't help), and the 

need for me to be on top of ever\lhing and everyone (ie. having to tell 

students to sit down and keep bus>-, reminding the students to stay at their 

center and not disturb the workers at another center). 

There is simpl>' too much for me to attend to. For example, my orange 

dot is arguing and when I look o\er, I see ver>' few students working. 

Someone from orange dot is also waiting in line at reading to tell on someone 

for saying something mean. The seatworkers are out of their chairs and 

talking to the green dot workers. A student at green dot has pulled his traced 

bod\- right in between the seatwork tables, and is carrying on a con\ ersation 

with another student. The seatworkers are literally talking to each other 

across the room, holding up their papers for others to see, or waiting for me 

to answer their questions. One of my students is using the electrical pencil 

sharpener and holding it in the sharpener so that it roars loudly 

for almost 30 seconds. That isn't even mentioning my reading group, that 

need (and deser\ e) m\- undi\ided attention. Honestly, the first thought that 

comes to my mind during times like these is: "Why do 1 teach first grade?", 

followed by, "1 can't handle this..." 
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Not Prenared... 

Right after lunch, we were watching a Reading Rainbow. The \ideo 

lasted until 12:30 and I had planned to read them a stor>' until 12:45, and then 

do sharing. What I forgot is that we don't get read>' to go home before recess 

time ioda\-, and this left an entire half hour for sharing (which was way too 

much time). As my students were returning to their desk from the Reading 

Rainbow, I also realized that reading a stor>- on the rug, and then ha\ ing 

sharing on the rug would be too long for the kids to sit in one place. I don't 

know wh\ none of this occurred to me earlier. But for some reason, right 

before I was about to call them to the rug, I reconsidered my plan. I needed a 

quick substitute activit>'. Fortunately, the e.xtra worksheet activities that 

hadn't fit into the week yet were sitting on my desk. I had to find an acti\it\-

that would Rt the amount of time I had left, and I had to find it quickly, 

because my students were now in their seats and waiting for me. 

Checking for head lice... 

Approximateh- fort>' minutes after school had begun, I was giving 

seatwork directions to my students on the rug. I was in the middle of showing 

m>- students how to make an upper case and lower case H in D'Nealian 

handwriting when the school health aide and a District nurse walked in the 

room. The>- had prongs and gloves and 1 knew immediately that the>' were 

checking for head lice. The District nurse asked me if she could go around 

and check all the students' heads. I had to quickly choose the least disruptive 

method and still complete my handwriting and seatwork directions for the 

day. 
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APPENDIX B 

"Bumpy Moment" Stories from the Study 

"Bumnv Moments" Identified hv Roth Partirinants in the Pair 

"Bumnv Moment" Stories for both Ms. Porter and leanne- First grade 

Sgptgmbgr 22 

Earh' in the morning after attendance and discussing the agenda for 

the da>-, the teacher was explaining centers. She was going over the work for 

the last center, which was seatwork. The students were sitting in their desks 

with the seatwork pages in front of them, and it seemed that everyone was 

paving attention to the directions. In the middle of explaining one of the 

seatwork pages, a student yelled out and asked if she could get something from 

her backpack. After that, another student also blurted out a question during 

the seatwork pages explanation. While discussing an addition math page, she 

called out, "Oh good, at least it is not subtraction." 

It was a few days after Halloween and also an Early Release da>-. 

Because it was an Early Release day, the students were doing whole group 

acti\1ties rather than centers. During the phonics book acti\1t>', man>' of the 

students were asking clarification questions about the directions and saying, 

"1 don't know what to do." The\- continued to ask questions even after the 

teacher repeatedly explained the directions for the pages. 
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"RumPN- Nfoment" Stories for both Mrs. Anderson and Beth- Third grade 

September 1S 

The students were sitting in their seats and had their work for center 

time in front of them. The teacher was explaining directions for the last page 

before the>- could start centers. One child raised his hand and asked a 

question about the final page. Another child, who was two seats awa>- from 

him, began to snicker and laugh at the student asking the question. 

November 10 (First Moment^ 

The teacher ga\e her students a worksheet with pictures. The students 

were asked to cut out the pictures and place them in the spaces provided for 

words having the 'ph' sound at the beginning, 'ph' sound in the middle, or 

'ph' sound at the end of the word. The pictures were not identified by name. 

The worksheet allowed for onl\- a certain amount of pictures to fit in each 

categor>'. A few of the pictures were confusing because the>- could be two 

different things. For example one picture could either be called a 'phone', 

which would have a 'ph' sound a the beginning, or a 'telephone' which had 

the sound in the middle. Other pictures were also confusing. One picture 

looked like it could be either a 'phonograph' or a 'telegraph.' Another could 

have been an 'autograph' or a 'photograph.' When the students began to 

complete the worksheet during seatwork time, several of them had difficult>' 

because thev- didn't know what the pictures were. It became apparent that 

the students knew how to classif>' the 'ph' sounds, but they were unable to do 

so until the>- were told what the word the pictures represented. Some of them 

sought help from the teacher who was conducting reading groups, and others 

went to the presenice teacher for assistance. However, neither of these 

adults knew what each of the pictures were suppossed to be either. 
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November 10 (Second Nloment) 

During whole group directions time, one student raised his hand and 

asked about a worksheet that he had, but man>' others did not ha\ e. The 

teacher told him that she was not going to answer his question and that he 

could figure it out himself. A few seconds after her response, the teacher 

called out to him and another student and told them to stop their rude 

beha\ior. The teacher then refused to answer a third student who was also 

asking a question about the worksheet. 

"Bumpy Moment" Stories for both Mrs. Wa\Tie and Steven- Founh grade 

September 29 

The class was reading Sarah Plain and Tall. In the book, Sarah is \ er\ 

sensitive to the animals and wants to protect them. However, some of the 

animals are raised on her farm only to be eaten. After reading a chapter in 

the book, the teacher asked the class how they would feel about living on a 

farm and having to eat animals instead of keeping them as pets. To begin the 

discussion, the teacher told a stor>' about how she had chickens when she was 

a child. One day, her mother took one of the chickens and killed him to make 

dinner. Then the students began sharing stories and talking about the issue. 

In the middle of the discussion, one student raised his hand and the teacher 

called on him. He shared how his dad took his BB-gun out one day and shot a 

bird in the wing. He said that the bird survived the incident and the>- took 

him home to nurse it. Then he added, 'But then my dog ate it.' 

Derember 1 

It was Early Release Day at the school and the fourth graders in this 

class had a double Physical Education time, which amounted to about an hour 
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and a half. The students came into the room and did the normal acti\-ities such 

as lunch count, attendance, announcements and the expectations for the day. 

Follomng a language lesson the\' went to P.E. When they returned their 

energy level was much higher than normal and it remained this way until 

the end of the school day. 

"Rumm- Moment" Stories for both Dr. Owen and Renee- Sixth grade 

No\ ember 17 

The class was in the middle of an English lesson concerning direct 

objects and preparing for an upcoming test. Both teacher and preservice 

teacher agree that the concept was quite complex, and that the students were 

on the verge of completel>' grasping it. The students seemed to be completeh-

in\ olved in the lesson and were giving the teacher one-hundred percent 

participation. One student had come in late because he attends an English as a 

Second Language class, and the preservice teacher had just finished bringing 

him up to speed. The teacher was up at the board with a marker in her hand 

and all students were facing her. Right at that moment, the principal of the 

school walked through the back door and happened to enter directl\- behind 

the ESL student's desk. The principal leaned down and started talking to the 

student. He then proceeded to another student and began to talk with her. 

Prartiring Teacher "Rumnv Moment" Storips 

M?, Pomr'^ gtQri??- Pint gradg 

Sentember 22 (Second moment) 

"Morning centers had begun and I was conducting a reading group. I 

could see that this one listening center was having a difficult time with the 
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tape recorder. The first time the\' fiddled around and there were fi\e students 

talking to each other while I'm tr\ ing to do this reading group. Finall>-, the\' 

j ell at me because the>' have the headsets on and of course they can't hear 

how loud they are. The\- said that the lid won't go down on the tape recorder. 

It isn't but three minutes later, and the> 're yelling about the fact that it won't 

pla>'. Someone had accidently knocked the plug out of the outlet about half 

wa\-. And again it was about two minutes later and the> 're yelling that the 

group leader says that the\- have to hold the button down in order for it to 

pla\'. To me, that was something that interrupted m\" group and you have to 

take care of." 

Sentember 22 (Third moment) 

"There was trouble at math center during center time toda>'. It 

happened to be at a time when I have a math group with some kind of 

challenging children in it, and I think thej 're all boys if 1 am remembering 

correctly. They were doing a game toda>- where the>' were helping a bird get 

to his nest with this path with number words on it. So thev were to read the 

number word and then move that many spaces. There were three of them and 

I think all three of them were playing together because there was an odd 

number in the group. They got to arguing real loudly even though there was 

an adult there. This person had never been in to help before, but I full>-

expected the person who is there to handle it. The math kids were so loud that 

I couldn't hear the students in my reading group." 

October 20 (First moment) 

"We have Earl>- Release days and parent conferences this week. I had a 

conference this morning at 7:40. The mother came on time, the father was 
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probabh' fi\ e minutes late. So we're tr>ing to crank something out in 17 

minutes [before the bell rang to begin school]. We were talking and I wasn't 

watching the clock that well and I happened to hear the school bell ring. The 

kids were all outside kind of yelling around vvith their backpacks and that 

t\pe of thing." 

October 20 (Second moment) 

"We were late getting our morning started [because of the first 

moment] and 1 was explaining the seatwork and the centers for the morning. 

In the middle of directions, 1 was being interrupted while I was explaining a 

certain center. Some of the students were calling out and asking, 'Do we have 

to do this?,' 'Well, can we use markers on these?' You know the things that, 

had the> waited, 1 would have given them. Along the same lines as 

interruptions there were two people, each within probably two minutes of 

one another that while we had already started centers and I'm already- doing 

m>' reading center, there were two health issues- one person with a neck 

issue. As soon as that person goes (to the nurse) then someone else comes up 

to tell me the>- don't feel well. And these two students happen to be friends. 

So the second one comes up and has a nose issue. You know, and this 

happened to be the reading group that needs a lot of help from me. And I'm 

looking at the clock and thinking we've got a lot of things to do with this 

group, and I've got these people coming up to me with these issues." 

Mrs. Anderson's Stories- Third grade 

September 1 S 

"We were doing a math lesson this morning and we had a whole group 

lesson that e.\tended beyond my allotted time because [the students] were 
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doing realh- well with it and expanding on finding patterns in numbers. I got 

carried awaj- with the fact that the\- were doing so well finding and 

explaining patterns, and they were doing so well and getting so intricate with 

their thinking that I let that time for that introduction to the lesson overflow. 

So when it came time for them to do their worksheet, 1 rushed them through 

it, not realizing that the directions were more confusing than the concept. 

The\' understood what to do but the>- couldn't understand the directions. So 

what happens is, 1 figure 'Okay, I can work through break.' Except the 

teacher on dut>' calls, she needs to go the bathroom. I need to go out and 

relieve her. Well I can't because I've got eleven kids in the room, so I left 

the poor teacher out there- and then it all snowballed from there. I shooed 

the kids out without really explaining to the ones who were confused, helping 

them through it, colleaed their work, went out [to do recess duty], then of 

course I wasn't set up because 1 was also planning to use that time to set up for 

the next lesson." 

29 

"We were starting a new math group, an enrichment group that was 

for all three third grades, so we had to coordinate it. I was in charge of 

organizing it because it was my TTE 300 student who was doing it. So I had to 

sit down with her and then double check with the other teachers and make 

sure we're all in order. Then some of the kids that were pulled out into the 

math group in the hall, the rest of their morning schedule got messed up and 

I didn't realize it until it was too late. I didn't double check their center 

schedule and their reading schedule to make sure that nothing conflicted. So 

[the students! got all worried because I had assigned them to simultaneousl>-

be in two different places at the same time." 



227 

Mrs. Wayne's Stories- Fourth grade 

Each of the moments that Mrs. WajTie identified were also identified b\-

Ste\ en. Thus, her stories can onl>' be found in the joint stor>' section. 

Dr. Owen's Stories- Sixth grade 

Sgp^^mbgr 22 

"This week the kids were h\ per for some reason. Toda>- we were in the 

middle of a spelling lesson during the first few minutes of the day. We have 

been ha\-ing difficulty getting the e-mail and we couldn't figure out what the 

problem was. [But we needed to use e-mail] to get the announcements because 

of the Student Council and the kids kept asking when we were going to go to 

the meeting. And the kids needed to call their parents because if the meeting 

was that day after school, they would have to have somebody pick them up. So 

that was the problem and that's what the sense of urgency was. There was 

one particular kid who was ver> urgent because he said, 'M>' father goes to 

work in about ten minutes.' 

I had sent one student down to get the announcements in written form 

from the office. But he came back empty-handed and said we had to get it 

from the computer. So, the kids wanted to try and I had trained them how to 

do that and they remembered, and they wanted to know. So we stopped the 

lesson and we did a "bumpy moment." When the>' went over to the computer 

to do it, of course the computer wouldn't retrieve it. So it was time lost and I 

was thinking, 'Oh my gosh, I'm never going to get them re-focused." And so 

that's w hat goes through your mind: Should you have taken that time to 

really stop and answer their question and go to the computer knowing full 

well that this would be a problem? I don't know if this was such a hot 

decision." 
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October 6 

"It was about 8:15, right away in the morning. The students come in at 

8:05 and we were doing attendance and then I said, 'First thing, we're going to 

hit that reading thing from yesterda>'. Get out that reading worksheet we 

started yesterdaj- with Robert Louis Stevenson.' After I took the attendance. I 

realized the students didn't have [the workseet] out. About half of them didn't 

have it. Not onl\- did I realize that, but the\ 've got too much in their desks. So 

that's a "bump)' moment" because it does stop you dead. We had started about 

inference, that was the whole lesson. Well, you just about get your hook out 

there and then you realize, nobod>- is with you." 

October 20 

"We had a late parent conference last night and didn't get out of here 

until 7:00 PM, and had to be back here at 7:00 AM. And I have a cold. I 

thought I was ready with the report cards, and 1 handed out the report cards 

today to the kids. Everything is really organized, ever> thing is going along... 

[and I find out] three repon cards aren't finished. Aaaah! So the kids sa\-, 

'But, this isn't quite done.' And look at me. So, we have no breaks toda>- and 

more conferences this afternoon. And there's no time to finish their report 

cards before I have those conferences with their parents" 

Noxember 11 

"The kids were hjper todaj'. Thej- were very h>per toda\'. Tomorrow is 

a day off of school and their 'Serf to King' projects were due toda>' and I think 

they were tired because they stayed up too late working on them. We also 

have no specialists today and no specialists yesterday, and no recess 

yesterday. So they didn't get a chance to talk to anybody. We never have 
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recess. We onl\' have lunch recess, and it just isn't enough ma\'be for these 

adolescents. Holidays are coming and they 're hyper, and soccer is coming to 

an end. Or ma> be it did just end and so the>- have no way to release their 

energy. So, I got them calmed down, did the attendance, the whole bit. Then, I 

started into spelling and they weren't pa>ing one bit of attention to anything. 

That's a 'bumpy moment." 

December 1 

"The da\' started out realK' nice. It reall>- did. It was an Early Out da>'. 

It alwa\ s seems to be an Earl>- Out da>'. We started out reaUy well. The kids 

were reall>- h\ per the da>- before and I needed to calm them down. So I had 

this little lesson about grade point average because I had given out progress 

reports and [the students) were a little bit more sedate than normal. So I 

talked to them about the grade point average and we actually calculated their 

grade point averages. So they were reall\' prett>' good. 

Then I had to give them a little lecture about completing assignments 

before they are due, not during the time I am collecting them (laughs). So 

two of them were hot and heav>' about that. And I said, 'What is your 

problem?' One student (kind of whined) to me and said, 'You haven't gotten to 

my name yet, I'm P-' and I said, 'Sweetheart, this is not going to work in 

Junior High.' And then another student was still writing it. I said, 'No dear, 

you'll finish it tonight and turn it in tomorrow and you'll lose ten points.' So 

that was a 'bump\' moment.' Got over that one and moved on to another 

subject. 

So we were onto Spelling and it was going prettv* well but then it all fell 

apart and I don't even know why it all fell apan. I think I was disorganized. I 

was worried about m>' Science class while I was toing to teach my Spelling 
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class. I couldn't find the stuff that I had run off for m>- Science class which 

was how to make a weather instrument. It was on this desk somewhere and 

I'm flipping through papers and I can't find them. And I wasn't going to 

meet with the Science kids and I was nerv ous about that and the>' were going 

to leave in a little bit and if I couldn't Fmd these papers then I couldn't give it 

to them. Then the\' wouldn't have time to work on it, and it was due the next 

da>'. And 1 reall>' wanted to do that. That was a 'bumpy moment.' My mind 

wasn't on the lesson. Although the lesson was going okay, well it really 

wasn't. And 1 reall> wanted- what 1 really wanted was for them to be quiet for 

ten minutes so 1 could go find those papers. But of course you can't do that. So 

that was a 'bumpy moment.' 

Oh, and I had a personal big important teleconference call going to go 

off at 4:00 and 1 didn't know how to do a tele-conference call. And 1 was going 

to be talking, this is outside of school, but I was going to be talking with 

people, representatives at the University level from Hawaii, Puerto Rico, 

Colorado- and I don't know how to do a teleconference. And I'm thinking, 'Oh 

mv- gosh,' and in the middle of the lesson, the phone rings and it's m>- access 

code for the teleconference. And that of course pre-occupied me, '1 wonder 

what an access code is? (laughs) What do I do with an access code? Who can I 

find out about an access code from?* 

So then we went off to computer lab when I realize that there are two 

Science kids that were going to do a videotape (laughs) and they didn't have 

their critters because the critters were in my car. Uhhhh.... So this Science 

class was m\- "bumpy moment" all day long. It just never ended." 
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P|-eservire Teacher "Rumnv Moment" Stories 

Jeanne's Stories- obser\ ing in a first grade classroom 

Septemher 22 (First moment) 

"Right off in the morning, the teacher stands in the back of the 

classroom with the flag leader and thev- do the Pledge of Allegiance. The kids 

were being disruptive, turning around and jumping around. There were two 

of them in the comer goofing around. They seemed to be preoccupied with 

talking to each other. 1 noticed it from the comer of mv- eye and the teacher 

also called attention to it." 

Septemher 22 (Third moment) 

"Right before lunch the teacher does a clapping game where she goes, 

'I'm going to clap to four' and then she claps four times and the kids clap with 

her. Then, 'I'm going to clap to si.x,' and the kids clap with her. I think that's 

the thing that they do before lunch so that they realize we're clapped, it's 

lunch time, the faster > ou sit down and be quiet the better off you are. It's 

alread>- when they are in their seats but they're still rumbling around. And 

when the teacher stopped it was really quiet except one little girl she's like, 

'I'm going to clap to zero and you can clap with me.' And she said it reall>-

loud." 

October 20 

"One of the little boys during the Pledge of Allegiance was plaving with 

his pencil. Then [the teacher] noticed him when he was leaning back on his 

desk, and then sitting on his desk. She was kind of giving him a hand gesture 

to move awa>' from his desk and stand up, and he was kind of ignoring her." 
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December 1 

"It was kind of hectic today. I don't know if it was because there was a 

holida>' this past weekend and then of course it is like a shorter da\'. We did 

fall the classroom activities] together. We did, what is it, the phonics book? 

We did that toda>-. So it was kind of "bump> " with that because ever> bod>' 

wasn't together doing the pages. And one little bo\- was doing bunny ears 

behind his friend because he finished the page. So he was around walking 

and stuff and ever> body is like, '(Student's name) is doing bunny ears.' The 

students were kind of goofing around and talking. A lot of kids must have 

their birthda\- coming up this month, so everybody is like, 'It's going to 

be my birthda\- soon. It's going to be my birthday.' They just weren't paying 

attention too much because they were so busy chit-chatting and worried 

about what ever>'bod>' else was doing. They were still getting their stuff done 

but it was taking more time and energy." 

Reth's Stories- observing in a third grade classroom 

Sentember 1S 

"There was a math worksheet [in which the students] had to do tens and 

ones to decipher which was which. Say the number was 43. The\' had to draw 

four lines in the tens column and three dots for the ones column. But the 

directions would ask for hundreds, and there were no hundreds. The 

directions just were not ver>' well written. I didn't understand them. [The 

students] would come up and ask me and I was afraid 1 was telling them the 

uTong thing because I didn't know what the teacher was having them do. 

When [the students] finished centers, they were working more on their 

assignment and I noticed a bunch of them went up to [the teacher] and asked 

her for help as well." 
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October 13 

"[The teacher] was at the board explaining phonics and how the -gh 

sounds like 'tough' sounds like the T sound. And all of the sudden the phone 

rang and [the teacher] just kind of sighed because she was in the middle of 

this huge explanation. She went over and answered it and the kids, it was 

funny because the\- all just listened instead of down-time and bickering. 

The>' just listened to the conversation. Dead silence. And she was like, 'Oh no, 

are \ou serious?' and 'Oh, we'll figure it out. Oka>-, Okay...' and she said 'oka> ' 

like ten times and then she hung up. And one of the boys asked her wh>' she 

kept saving 'oka>-.' She told him that one of the parents had broken her wrist 

who was supposed to come in toda\' to do the centers. So she had to somehow 

tell the kid without getting him upset. He's going to wonder why in ten 

minutes his mom is not there." 

October 27 

" [The teacher] handed out a worksheet. They do a bunch of worksheets 

in there, individual centers, and one of the worksheets was math. It had a 

diagram and there were two circles at the top and three down venicall>-, and 

what the>- had to do was add. They had the numbers one to seven on the 

bottom and the>' had to cut each ntmiber out and switch the numbers around 

and tr>- and see which numbers added up to eleven on each side and at the 

bottom. And the\- had probably five other worksheets to do, that weren't just 

math. But that was a ver>- time-consuming worksheet. And the>- had to do it 

twice. The>- had to do it to add up to eleven, on one that was just drawn and 

s\%itch numbers and cut and paste them for twelve. Atleast ten out of the 

twenty-six students came up to me and asked me how to do it. But this time the 

directions were clear, I think it was just kind of above their level. The 
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teacher was also helping another group of students on the other side of the 

room." 

Ste\en's Stories- ohserxing in a fourth grade classroom 

There was onl>' one "bumpy moment" that Steven identified and Mrs. 

Wa\ ne did not. This moment occurred on the first da\' of data collection for 

this pair. 

"The first fbumpy moment] I witnessed but didn't realize until later on 

that it was a "bump\ moment." One of the students came up and told the 

teacher that she was not going to be there tomorrow, didn't want to be in 

school. 1 heard the teacher [talking to the student] but I didn't realize what it 

was. But then later on when we had a few minutes and the students were 

doing some individual work, the teacher pulled me aside and told me a little bit 

of the background of what was going on. The child's mother was not around. 

She kind of left her with her grandmother and then took off and hasn't been 

seen. So the grandmother now doesn't have someone to watch the child for a 

couple of da>'S. This student is a bright student and has a lot of potential, and 

when she came up and said, 'I need to not be here because there's not going to 

be anyone to watch me,' the teacher felt that there was no wa>' for her to 

get here or for an> body to watch her or bring her- something like that. The 

teacher felt that it was important that the she be there because she is a good 

student and she needs to continue to be involved in school and not be pulled 

from school. She's been to a couple different schools now, apparently. So it 

sort of affected the teacher at that time because she knows the student's 

background." 
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Renee's Stories- obsening in a sixth grade classroom 

September 22 

"Toda\' I noticed that [the teacherj had almost a 'bumpy moment.' We 

had just finished a whole group activ it\' on another topic and the teacher was 

sitting in the front of the class. She asked the students to get out their 

spelling books. When the students had their workbook out for spelling, we 

were going over the new spelling words that the>' have and the definitions. 

Then we started doing the workbook together. It was kind of like a crossword 

that the\- had to put the words in. So we were reading off the definitions and 

what each word meant. We were defining them together as a group, and [the 

students] just started going off on their own tangent. They staned to get 

rowd> and talking. She almost lost them, it seemed like it was on the verge. 

There was side talking, chatting, loud- and she was losing the control." 

October 6 

"The morning was a little restless. [The students] were just chit-chatty. 

Some of the kids were like goofing off and talking, not reall>' on-task this 

morning. And [the teacher] would call on someone who wasn't paying 

attention or something like that. The student wouldn't be able to answer 

because he/she was not paying attention, so the teacher would go on to 

someone else. There was also a lot of movement going on in the classroom 

toda>- because they were done with one book any they all had to turn it in. 

Everyone had to get up out of their desk. 

Nonnall\- they are just all at their desk and you know, here's math and 

we switch over to the next subject. But today everybod>' was getting out of 

their seats and mo\ing the books, and it was kind of after that that things 

kind of got noisier. 1 don't know, because it was so continual, I don't know if I 
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would call it 'bump>'.' I guess it was just a 'rocky'morning overall. When it 

was snack time the\- weren't done with English, so they got out late. Because 

the schedule was off, some students didn't know it was time to go to computers, 

and they were still outside." 

No\emher 1 (First moment) 

"In computer class toda>', the students were typing their spelling words 

and I was talking to the teacher about grading. During the first ten minutes 

of class, the students are suppossed to practice their t>'ping skills, and 

afterw ards the\- can pla>' games. But toda\' the typing time was longer than 

normal because the\- had a slow start. Every body wasn't typing. So it was 

probably the first twenty minutes of class that they had to type. In the middle 

of this typing time, I didn't see the actual moment, but one of the students 

either typed or said the word 'suck.' 

November 1 (Second moment) 

"One of the boys had a magazine and it was a wrestling magazine. We 

were walking to computers as a class and the child actually brought the 

magazine to me and said, 'Hey, look what I have' because we share an interest 

in wrestling. It's not unusual for him to share something with me. Well, the 

problem with the magazine is that there were also women that accompany the 

wrestlers and they are in very revealing outfits. They're covered, but 

inappropriate for school. They had women in there that are wearing sports 

bras and short-shorts." 

Pe<:gmt>gr 1 

"I would say we had a minor 'bumpy moment' today. Math class started 



237 

a little late toda\' because there were so many things going on this morning. 

There was a math test scheduled, so the teacher was having a kind of a quick 

review two minutes before the test. She was sa>ing, 'Okay guys, remember 

this is on the test,' and psyching them up for it. Right before the test we went 

ov er what the sv-mbols mean, you know like congruent, similar, and a 

different wa\ to do averages of mean, median and mode. The teacher was 

doing an example of the board and she did the math wrong on the board. She 

just kept talking and the kids were calling out her name. And she was like, 

'Just let me get through this.' But the students weren't listening to the point 

that she was trv ing to make, the>- were all concerned with her doing the math 

wrong." 

Preservire Teacher's Own Personal "Rumnv Moments" Stories 

Renee, who was observing in the sixth grade classroom, was the onl>-

preservice teacher to share her own ''bump>' moments." The two moments 

that follow are her stories. 

gmemb^r 22 

"It was math time and the class had corrected their homework, did a 

quick review, and then they had a test. It was a geometry test with congruent 

angles, bisecting angles, pol> gons... And they passed out all the materials and 

stuff. A bo>- in the class didn't appear happy and he was just kind of upset and 

obviouslv not paving attention to the teacher. I had never had an encounter 

with him or ev en noticed him before. 

So, I went ov er and kind of stood over his shoulder. [The teacher] was 

going step b>' step through the items on the test to make sure everA'bodv-

understood what each item was. He was just off in space and wasn't paying 
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attention. So I went over there and said, 'Okaj-, what number are we looking 

at?' You know, trjing to get him back on task. He seemed like he wasn't e\ en 

hearing me and I said, 'Are you oka>?' And he looked at me and with a scowl, 

(says negatively) 'Yeah, why?' And I said, 'Well, you just didn't look to 

happy.' He's like, '[The teacher] didn't tell us about the test.' So I was like, 

'You did the homework and you did well on it' because 1 had taken his paper 

last and 1 know he did well on the homework. So I said, 'That helped you stud\' 

somewhat so I think \ ou know it.' 

At this point he was not listening to [the teacher] whatsoever. So I 

started to go o\ er the beginning part to make sure he understood the 

directions and you had to chose whether the angle was obtuse, acute or a right 

angle. So 1 said, 'Do you know what obtuse, acute and right angles are?' and 

he rattled it off right awa>-. I said, 'See, you can do the test.' And he turned to 

me and said, 'I don't need to. I know what I want to do in my future and math 

has nothing to do with m>' future.' So I was like, 'Oh boy...' So, he was ver>-

angr>' and 1 asked, 'What do you want to do?' He said, 'I want to be a snake 

holder and that has absoluteh- nothing to do with math.' And 1 said, 'Well 

\ eah, it does.' And he got very angr>' with me and he said, 'No it doesn't.' 1 

said, 'Do you ever have pens for them?' and he said, 'Yeah, 1 make them all 

the time.' 1 said, 'You can use angles and everything to create pens' and 1 

was tr>ing to show him that it was useful. I didn't know whether I could get 

through or not. 

At this point the teacher comes over and sees that I'm talking to him. 

And I Stan going into that you can measure angles for the cages so they don't 

get out and she sees what I'm doing and she starts going, 'Cut it out' you know, 

with hand motions behind him. And I'm like okay, 'I think you should tr\-.' I 

left it at that." 
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October 20 

"Well right now is the grading period and teacher conferences and 

ever> thing and so teachers are going crazy. My teacher was passing out 

papers and doing things and trying to get everyone through report cards and 

get ev er> bod\- organized, and she was flustered because she had so much left 

to do. Well, [the students) had to take a spelling test. And last week I took over 

the spelling test. She did the first three sentences, and I did the last two. So 

she's slowl>- getting me to do things in the classroom. So she had me take over 

toda\' and give the spelling test. 

So I gave the test and I went wav- too fast the first time. For their 

spelling test the\' don't just do the spelling words. They have to do the whole 

sentence and the spelling words are within the sentence. They know what 

their spelling words are, but like one of them was I think, 'Jack ponrays an 

attorney in the school play.' And so 'ponrays' and 'attorney ' are their 

spelling words, but they have to get the whole sentence correct. Normalh-

thej' say the sentence twice. 1 said the sentence the first time and [the 

teacher] motioned to me to slow down, telling me 1 was going wa> too fast. So I 

repeated in a third time and she announced to the class that 1 didn't know the 

rules and the kids got that as a freebie because the\- got to hear it three times. 

She said that ne.\t time I would only say it two times. 

I knew that the>' did it only two times but I figured I had to do it a third 

time because I went so fast (laughs). And the rest of it, 1 think 1 slowed down 

may be too much. And now because they were also passing papers out and 

stuff, they were kind of restless to begin with. They were kind of fidgety- and 

stuff, and I was trying to gauge when they were done. And 1 really don't 

know their speeds yet. I don't know when to go on to the next word. And I'd 

break the sentence up in two or three parts depending on how long it was. 
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Well I was walking around the classroom a lot and 1 didn't really even 

notice how much 1 was reall>' walking. The teacher told me later because I 

asked her how I did and what I could do better, she goes, 'You made them too 

ner\ ous.' And I guess I walked around the class so much and that created 

them to be nerv ous. And what I was doing is, I was walking around to see 

where the>- were at. Oka\-, who's writing. Okay, this one is a little faster and 

this one's reall\' slow. So, I was reall>- nervous too and 1 think that was 

another reason wh>' I was walking around. So a couple of times there would 

be a point where I knew not e\er>'bod>' was done, but there would start 

to be noise. And 1 was like, 'Shoot, what do I do?' I've got to wait for this 

person to finish. So I was like, 'Okay, I'm going to state this one more time.' 

And I'm tr> ing not to read the sentence and just say what I'm going to do to 

like give that student extra time to tinish. And I'm thinking, 'What can I do?' 

So I finalh do it, and then when we grade them. We onI>- had four 

sentences this time and for some reason when I read the fourth sentence the 

second time, because it was so short, they thought I was reading the fifth 

sentence. 1 read number four and I only read it once, and \ ou're supposed to 

read it twice. And then when 1 went to read it again 1 said, 'Oka\-, this is the 

last one.' You know, 'I'm going to read this last one the last time.' And the\-

said the> thought I was going on to number five. So a bunch of them started 

writing again. And there started to be a bunch of noise. So 1 was like, 'Oka\-, 

calm down. Let me e.xplain. I'm just repeating number four again.' So it was 

kind of like I wasn't clear and somehow I lost them. 1 don't know what I did 

reall>-. 

But when \ ou grade it, usually the kids will then call out the sentence 

and spell each word. Well, I called on one of the kids to do this because I knew 

that was how the teacher did that. So let's do it the wa>- she does this so that 
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vva\- the>- won't get lost. Well he was all mumbling and putting his head on 

the desk and \ ou couldn't hear him, and the whole class is just getting nois\-

and I'm like, 'Oh shoot, I'm going to lose them" (laughs). So I read the 

sentence out loud and I did the first one. And so they were still kind of nois>'. 

I kept getting, 'Spell that one again. Spell that one again.' 

So instead of calling on another student to do number two, what I did 

was to keep them settled because it just kept going, I onl> let them spell out 

the spelling word. So I spelled the rest of the sentence and when we got to the 

spelling word in the sentence I would sa>', 'Oka>', how do you spell portraj ' 

and thev- would spell it and then we'd correct it. So that's what I did to modify 

it from normalh'. So that worked actually. 

I also tried to bring up, they're working on their handwriting right 

now because for some reason the sixth grade class has atrocious handwriting, 

so they're going back to the basics and redoing handwriting. And one of the 

problems is the letter 'x,' So when we had words with an x in it, I had 

ever>'one check to make sure the>- did a good job with their x's. I was try ing 

really hard to anunciate properly. Also, my Canadian accent came out and I 

didn't know if the kids would notice or tease me. 1 was a little worried about 

that. So I didn't personally bring it up I just thought if they don't bring it up 

I'll just let it go. 

But, I think I did prettv- good. I was ner\ous and I guess it showed 

because I was pacing. But 1 don't think I let them see it as much as how much 

I felt it inside. 1 think I kept a prettj- straight voice. The teacher made a 

comment about m>- voice. She said what she does to keep them quiet is she has 

a ver\' calm voice. So 1 don't know if my voice changed because she said that. 

If m\' voice changed when 1 realized, 'Oh shoot, I better do something.' 

I thought it was a great experience. I really did, because one I didn't 
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make a terrible big mistake and it didn't turn out awful, but at the same time I 

learned a lot from it. You know, how to keep control kind of thing and just 

the whole aspect of being in front of the class. That doesn't bother me. I'm 

reall>' surprised about that. I just got up in front of them, no problem. I was 

more concerned that I would do it correcil\' so that the>' could perform well 

was m>' concern." 
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