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ABSTRACT 

Early field experiences (EFEs) are connnon in teacher 

education; yet, there is conflicting evidence regarding their 

value as educative experiences. As the need for preparing 

prospective teachers for diversity becomes more urgent, 

research that attends to the context, content, and 

experiences of preservice teachers in EFEs in diverse schools 

is necessary. In this study, qualitative case study 

methodology was used to understand the experiences of 

preservice teachers, and the meanings they constructed of 

these experiences, in a reconceptualized EFE in teacher 

education. The EFE consisted of a team-taught, integrated 

combination of a general methods course (with a classroom, 

school, and community-focused field experience), and a 

foundations of education course, situated in the context of 

an urban middle/elementary school with a diverse student 

population. The sample consisted of four preservice 

teachers: a Mexican-American woman, an American Indian man, 

and two White women. Data were collected over a period of 

five months using participant observation, document analysis, 

interviews, and focus groups. Constant comparison and 

analytic induction were used to analyze data. 

Cases of the experiences of the participants revealed 

three major themes: (a) participation in varied communities; 
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(b) use of multiple literacies to make sense of experience; 

and, (c) transformations in practices, understandings, and 

voice. Implications for teacher education from these cases 

address curriculum and pedagogy in EFEs, experiences that 

follow EFEs, admissions criteria, and recruitment of under-

represented groups into teaching. 
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CHAPTER ONE 

INTRODUCTION 

The belief that all genuine education comes about through 

experience does not mean that all experiences are genuinely 

or equally educative. Experience and education cannot be 

directly equated to each other. ( Dewey, 1938, p, 25) 

Experience never simply speaks for itself. The language that 

we bring to it determines its meaning. (Giroux, 1993, p. 17) 

Teacher education faces many challenges as the twenty-

first century dawns; and, one of the most significant of 

these challenges is the task of preparing preservice teachers 

for the culturally diverse student body found in America's 

classrooms (Zeichner, 1993, 1996b). In the years to come, 

school-age children in the United States will continue to 

represent even greater differences. According to recent 

estimates, approximately thirty to forty percent of school 

age children in the United States are children of color 

(National Center for Educational Statistics, 1992); 

furthermore, in many major urban areas students of color are 

in the majority. Often, these children of color are also 

poor, as the proportion of students of color who live in 

poverty is greater than that of White children (Children's 
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Defense Fund, 1991; U.S. Department of Commerce, Bureau of 

the Census, 1992). In addition, the number of children in 

this country with primary languages other than English is 

also rapidly increasing (Pallas, Natriello, & McDill, 1989; 

P6rez & De La Rosa Salazar, 1997). 

In contrast to the school children in the United States, 

preservice teachers in this country are a largely homogeneous 

group. The majority are white, female, monolingual, and from 

middle-class backgrounds (Howey & Zimpher, 1996; Zimpher, 

1989). Moreover, most travel one hundred miles or less in 

order to attend teacher preparation institutions and have had 

limited experience with people different from themselves 

(Zimpher, 1989). Preservice teachers largely approach 

difference with a "color-blind" and individualistic 

orientation, and have limited experience in talking about 

diversity in meaningful ways (Paine, 1989). In addition, 

most are interested in teaching in suburban or rural settings 

similar to the places where they grew up (Zimpher, 1989). 

Typically, preservice teachers prefer to teach average 

students in traditional classrooms, which reflects a 

predominant orientation towards schooling and learning based 

on the notion of "teaching as telling" (Buchmann, 1987) 

gleaned from years of experience or "apprenticeships of 

observation" (Lortie, 1975) as students in traditional 

schools. These factors lend credibility to the use of the 
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descriptions "culturally insular" (Zimpher, 1989) and 

"parochial" (Zimpher & Ashburn, 1992) to collectively 

describe this group. 

Although efforts to address this discontinuity are few 

(Grant & Secada, 1990; Ladson-Billings, 1995), reports of 

emerging "best practices" (Grant, 1994; Zeichner, 1996b) in 

teacher education are beginning to surface in the research 

literature. It is no surprise that field experiences 

frequently show up in these recoiranendations; for, learning 

from experience is often considered the best way to learn 

anything, including learning to teach. The nearly universal 

acceptance of this folk wisdom of experience is reflected in 

the history of teacher education programs (Adler, 1984; 

Guyton & Mclntyre, 1990), in current program structures in 

which the prominence of "practice teaching" is rarely 

questioned, and in the beliefs of teachers who consistently 

report that field experiences were the most valuable parts of 

their teacher preparation programs (Guyton & Mclntyre, 1990; 

Kennedy, 1996). As a result of this faith in experience, 99% 

of teacher education programs now require preservice teachers 

to spend considerable amounts of time in early field 

experience (EFE) programs before they student teach (Guyton & 

Mclntyre, 1990; Webb, 1981). 

EFEs represent a significant change in context, 

curriculum, and pedagogy for preservice teachers as they move 
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away from university or college campuses to learn and 

interact in school settings. In these contexts, the 

experienced curriculum shifts into the "swampy lowlands of 

practice" (Schon, 1987), providing both promising sites for 

inquiry into the nature of teaching practice and potential 

"pitfalls" (Feiman-Nemser & Buchmann, 1985, 1986) for the 

development of teacher knowledge. Although field experiences 

at the preservice level are increasingly promoted as a useful 

vehicle for challenging the parochial perspectives of 

preservice teachers and preparing them to work in schools 

with children different than themselves (Gordon, 1994; Grant; 

1994; Ladson-Billings, 1991; Zeichner, 1993, 1996a, 1996b; 

Zimpher & Ashburn, 1992), in some cases, early field 

experiences might actually do more harm than good in 

challenging beliefs about diverse groups (Haberman & Post, 

1992; Gomez, 1996), particularly when preservice teachers are 

placed in isolated classrooms with cooperating teachers ill-

prepared for the experience (Goodlad, 1990) and receive 

limited guidance from university faculty in making sense of 

these experiences. 

For EFES to function as a "best practice" for diversity, 

Gomez (1996) suggests that field experiences must be 

reconceptualized so that all prospective teachers develop 

meaningful relationships with people different than 

themselves in "carefully placed and carefully supervised" 
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practicums (p. 126). Zeichner (1996a) further advises that 

all field experiences, including EFES, must become "educative 

practicums" that: (a) move beyond individual classroom 

placements to focus on the the full scope of teachers' roles 

within schools and communities, (b) stress that all students 

from all backgrounds can learn, and (c) prepare teacher 

candidates for the process of lifelong learning and 

professional development (p. 218). 

Moving away from a single classroom approach in early 

field experiences enlarges the context of experience and 

could potentially provide important experiences for 

preservice teachers that are typically lacking in teacher 

education programs. For example, parent involvement is 

largely ignored in preservice teacher education (de Acosta, 

1996); yet, such involvement may be a beneficial component of 

early field experiences for confronting beliefs about 

diversity and challenging limited, middle-class assumptions 

regarding what parent involvement in schools should "look 

like" (Foster & Loven, 1992). Opportunities to develop 

relationships with parents and community members from diverse 

groups may also provide preservice teachers with important 

lessons regarding "parental efficacy for schooling" (Hoover-

Dempsey & Sandler, 1995) and the intersection of race, class, 

gender, and structural and material realities that impede 

family involvement in schools. Further, extending field 
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experiences into communities might assist preservice teachers 

in developing the notion of looking at families and 

communities as "zones of possibility" (Moll & Greenberg, 

1990), or in^ortant resources for extending classroom 

learning, rather than as deficits that create problems for 

classroom learning. Providing opportunities for preservice 

teachers to develop the notion that all students can learn is 

also critically important, for Goodlad (1990), Paine (1989) 

and others found that many preservice teachers believe 

otherwise. Finally, in order to promote lifelong learning, 

Knowles and Cole (1996) suggest that field experiences be 

structured around inquiry into self and into external 

contexts. They argue that this dual approach serves to 

provide beginning teachers with tools that will serve them 

well for continuing to learn beyond formal education. 

Since it is difficult to sort out the effects of early 

field experiences on preservice teachers within the larger 

framework of a preservice teacher's life experiences and 

experiences in teacher education as a whole. Carter and 

Anders (1996) point out that "perhaps outcome [of field 

experiences] is not the most critical issue" (p. 575) for 

further research in this area. Rather, they explain that "it 

may well be more pivotal to understand the pedagogical 

process itself, what happens as the pedagogies are being 

carried out" (p. 575). To begin to understand these 

"pedagogical processes," research on preservice teachers' 
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experiences in EFEs needs to extend beyond questions of 

program effectiveness and "horse races" of specific 

interventions measured in post-and pre-test fashion or in 

large scale surveys. Studies that describe EFEs as 

preservice teachers actually experience them, rather than as 

a package of provisions that are applied to them, may provide 

the field with a larger, richer picture of the "ecology of 

field experiences" (Zeichner, 1987), including the contexts, 

participants, curriculum, and pedagogy of field experiences 

that Zeichner (1987) pointed out is missing from the 

literature. Further, understanding the meanings preservice 

teachers construct from these experiences is necessary. 

Since the perspectives of preservice teachers of color are 

largely missing from literature on preservice teachers' 

experiences in teacher education programs (Pailliotet, 1997), 

it is also imperative for research to highlight their 

experiences, particularly as efforts are made in schools and 

colleges of education to admit, retain, and successfully 

graduate members of under-represented groups so they might 

teach in the nation's increasingly diverse schools. 

In this study, the experiences of preservice teachers 

engaged in an EFE, and the meanings they construct of those 

experiences, are central. In the reconceptualized EFE under 

investigation, a foundations of education course and a 

general methods course were combined, along with a classroom. 
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school, and community-focused field experience, in addition, 

Zeichner's (1996a) notion of an "educative practicum" was 

translated into practice with curriculum and pedagogy guided 

by theories of constructivism (Fosnot, 1996; Vygotsky, 1978) 

reflective practice (Dewey, 1933; Liston & Zeichner, 1991; 

Schon, 1987), and education that is multicultural and social 

reconstructionist (Sleeter, 1996). The EFE (including the 

foundations and methods courses) took place in an urban 

elementary school and middle school complex in a diverse, 

lower socioeconomic neighborhood of a large southwestern city 

in the midst of significant growth and change. 

Purpose 

The purpose of this study was to understand both the 

experiences of preservice teachers, and the meanings they 

construct of these experiences, in a reconceptualized early 

field experience (EFE) in teacher education. 

This EFE consisted of a team-taught, integrated 

combination of an introductory general methods course (with a 

classroom, school, and community focused field experience); 

and, a foundations of education course, situated in the 

context of an urban middle/elementary school. Significant 

features of this reconceptualized experience include: the 

field setting in a low socioeconomic area of a large 
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southwestern city; the integrated content of general methods 

and foundations courses; an emphasis on "education that is 

multicultural and reconstructionist" (Sleeter, 1996); 

constructivist pedagogy; portfolio assessment; and a 

community-based field experience, which included involvement 

with parents, students, and community members in service 

learning and grassroots projects. 

Also of interest in this study were the experiences of 

preservice teachers in a college of education that recently 

restructured its admissions requirements to target the need 

for teachers for the diversity of students in the Southwest. 

In addition, the voices and experiences of preservice 

teachers of color were present in this study. 

Research Questions 

This study addressed two major questions: (a) What is 

the nature of the experiences of preservice teachers in a 

reconceptualized early field experience (EFE) in teacher 

education?; and, (b) what sense do preservice teachers make 

of their experiences in this EFE? 
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Significance of the Study 

Given the mismatch between preservice teachers and the 

diverse students in America's schools, studies that 

illuminate efforts to prepare preservice teachers for 

diversity are sorely needed. Since it is likely that the 

demographics of this situation will remain stable for quite 

some time, detailed cases of such efforts may provide the 

field with important insights into both emerging best 

practices—like early field experiences in diverse contexts— 

and continuing dilemmas and possible solutions that these 

best practices raise. 

Case studies of reconceptualized early field experiences 

in teacher education are also important because of their 

potential to address some of the major gaps in existing 

research on EFEs. Although 99% of teacher education programs 

now require early field experiences (Guyton & Mclntyre, 

1990), research on course-specific models in which EFEs are 

associated with specific teacher education courses (as is the 

case in this study) is also scarce. There is also limited 

knowledge about specific content and structures of EFEs 

(Guyton & Mclntyre, 1990). As Zeichner (1987) argued, rather 

than relying on general programmatic descriptions about 

requirements and EFE activities, studies of EFEs must attend 

to the "ecology" of the experiences and include information 
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on: the content, the contexts, and the experiences of those 

who participate in EFEs. Systematic studies of the 

experiences of preservice teachers, and the meanings they 

construct of their experiences from phenomenological (Schutz, 

1967) and constructivist-interpretive perspectives (Denzin & 

Lincoln, 1994; Schwandt, 1994), may provide the field with 

greater insight into the pedagogical processes and 

transformations preservice teachers experience in EFEs. with 

greater knowledge of program content, contexts, pedagogies, 

experiences, and meanings, more informed decisions about the 

place and role of EFEs in teacher education for diversity may 

be made. 

Although awareness of the critical mismatch between 

preservice teachers and students is growing, research on 

preparing teachers for diversity remains limited at best 

(Gomez, 1994, 1996; Grant; 1994; Grant and Secada, 1990; 

Ladson-Billings, 1995; Zeichner, 1996b). As efforts to 

address this discontinuity are carried out in teacher 

education programs, the field has a moral and ethical 

obligation to seek to understand more about the preparation 

of teachers for multicultural classrooms in order to educate 

all children. Moreover, research on efforts to teach a 

"culturally insular" (Zimpher, 1989) population from a social 

reconstructionist, inquiry-driven approach is needed if the 

field ever hopes to successfully challenge and right the 
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injustices of schooling in the United States. Finally, to 

in^rove the recruitment and retention of members of diverse 

groups, it is important for the voices of preservice teachers 

of color to be heard in teacher education research (Hood & 

Parker, 1994). 

I anticipate that the results of this study will be of 

interest to teacher educators involved in field-based, 

school-university partnerships in diverse, urban settings. 

Further, this research may serve to inform researchers and 

teacher educators interested in considering the possibility 

of establishing stricter criteria for entrance to initial 

teacher preparation programs based on either experiences with 

people of other backgrounds and cultures or dispositions for 

diversity. Finally, this research may be useful to those 

interested in the experiences of preservice teachers of color 

in EFEs and in teacher education in general. 

Definitions 

Several terms will be used repeatedly throughout this 

study. These terms are defined below. 

Diversity; Although it is widely recognized that there are 

many types of diversity that intersect in complex ways, for 

the purposes of this study, diversity will be used to refer 
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to racial, socioeconomic, cultural, linguistic, and gender 

differences. While it is true that there are other forms of 

diversity that impact the experiences of students in schools, 

such as disability-related, religious, and sexual orientation 

differences, the EFE in this study dealt largely with 

notions of race, class, cultural, linguistic, and gender 

differences and their implications for teaching. 

Early Field Experiences (EFEs); In this document, the term 

will be used to refer to early field experience courses in 

initial teacher preparation programs, excluding student 

teaching. 

Education that is Multicultural and Social Reconstructionist; 

As Sleeter (1996) points out "critics as well as advocates of 

multicultural education often assume that it is a fairly 

homogeneous set of practices and that all advocates subscribe 

to the same ends and the same models of social change" (p. 

4). However, there is considerable variety in approaches to 

multicultural education. In the experiences under 

investigation in this study, the "Education that is 

Multicultural and Social Reconstructionist" (Sleeter, 1996; 

p. 7) approach to multicultural education was used. In this 

approach, issues of "political and economic oppression and 

discrimination" (Sleeter, 1996; p. 7) are directly taught, 

along with the skills of social action necessary to effect 
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Change. 

Preservice teachers; Novice teacher education students 

enrolled in either a Bachelor of Arts or Science program, or 

a post-bachelor's program of teacher certification, beginning 

their initial teacher preparation sequence of courses. 

Students or people of color; It is increasingly difficult to 

find language that is representative of diverse groups while 

remaining accurate and most descriptive of the populations 

under consideration. For guidance, I adhered to the 

rationale used by Nieto (1996). This framework considers two 

criteria when making determinations about the appropriate 

descriptors to use for various ethnic and racial groups: (a) 

"What do the people themselves want to be called?" and, (b) 

"What is the most precise term?" (Nieto, 1996; p. 24). Based 

on her recommendation, the participants in this research 

chose the term they were most comfortable using to describe 

themselves. Regarding precision, I also followed Nieto's 

lead in using the terms "students of color" or "people of 

color" (even though these terms are not perfect), rather than 

"minority" or "non-White" whenever large groups of people who 

are not White are discussed as members of a larger category. 

The use of these terms is not intended to mean that White 

people are colorless or to diminish the significant 

differences between and among these groups and their members. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

To situate this study, this review of literature will 

address four areas of research. These include: (a) general 

characteristics of the preservice teacher population; (b) the 

process of learning to teach; (c) early field experiences in 

teacher education; and (d) field experiences in teacher 

education in diverse contexts. 

Characteristics of Preservice Teachers 

Findings from research on general characteristics of 

preservice teachers can largely be categorized into two, 

overlapping areas: (a) the overall demographic picture of the 

preservice teacher population; and (b) the beliefs and 

orientations of preservice teachers towards learning, 

teaching, and diversity. 

Demographics 

Brookhart and Freeman (1992) recently reviewed forty-

four studies of "entering teacher candidates" (ETCs), or 

"students enrolled in their first teacher preparation course" 

(p. 37), in order to provide a general overview of the 

characteristics of preservice teachers at the beginning of 
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their teacher preparation. Because forty-one of these 

studies were conducted at single institutions and none of the 

studies were from a representative sample of universities, 

Brookhart and Freeman (1992) made cautious "tentative 

generalizations" using the principle of "thematic consistency 

with empirical variability" (p. 39) as a guide. That is, if 

findings or themes across studies were similar, yet there 

were differences across institutions, they considered the 

generalizations tentative. Their findings, although 

tentative, revealed several important demographic features of 

this population. 

Across all studies in their review, the preponderance of 

ETCs were White and female, ranging from 8 0% to 96% White, 

and 52% to 78% female, with the percentage of females and 

males varying depending on the teaching major of the 

candidates. Across all studies, there were more male ETCs in 

secondary programs than in elementary programs. Although the 

samples were largely White, there was some variation in 

race/ethnicity across institutions. In one study by Frusher 

and Newton (1987), for instance, 20% of the sample was non-

White. In addition, Brookhart and Freeman found that most 

ETCs were typically of lower socioeconomic status than other 

college students. 
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For a closer look at preservice teacher characteristics 

across institutions, the Research About Teacher Education 

(RATE) study provided another lens. This study is a 

national, longitudinal study sponsored by the American 

Association of Colleges for Teacher Education-(1987, 1988, 

1989, 1990), and reported on by Zimpher (1989) and Howey and 

Zimpher (1996). In each of the four years, information was 

gathered for specific groups of preservice teachers: in 1987, 

for secondary education students; in 1988, for foundations of 

education students; in 1989, for elementary education 

students; and in 1990, for preservice teachers engaged in 

student teaching. The RATE studies used layered random 

sampling to sample five preservice teachers in the classrooms 

of up to five faculty members in seventy-five institutions 

that were stratified by mission. Across the four years 

studied, there were 4,027 student responses. 

In these samples, women accounted for 75 percent of the 

total sample for the RATE I, RATE II, and RATE IV data. 

For the RATE III data, where the sample was drawn from 

only elementary education students, the percentage of women 

students increased to 93 percent. White was the predominant 

racial/ethnic group represented in the RATE study, 

with percentages ranging from 89 percent in the RATE I group 

to 93 percent in the RATE III group. African-American 

students ranged from 3.7 percent to five percent of the 
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sample, while Hispanic students ranged from 2 to 3 percent. 

According to the RATE data, preservice teachers were 

slightly older than the norm for college students. For 

instance, in the RATE III data, the average age of the 

respondents was almost 25. Nearly one third of the largely 

female cohort in RATE III was married. 

The places of residence of preservice teachers was also 

uncovered in this research. The RATE study categorized home 

communities of preservice teachers into four groups: major 

urban areas (over 500,000 residents), urban areas (500,000 

residents or less), suburban, or rural. In the RATE III 

sample, the suburban category was further broken down into 

small towns and suburbs. In the RATE III sample, over one 

half (50.2%) of the preservice teachers were from rural areas 

or small towns. Across all RATE samples, very few 

respondents came from major urban areas. 

To attend college, most preservice teachers in these 

samples did not travel very far. For example, in the RATE 

III data, three-fourths of the respondents came from 

communities less than one hundred miles away from their 

colleges or universities. Preservice teachers reported that 

they made choices to attend colleges or universities based on 

proximity to their homes, accessibility, and affordability. 
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instead of academic or programmatic reasons. In addition, 

the majority of preservice teachers had limited travel 

experience beyond the typical 100 mile radius between school 

and home. 

Related to their limited travel horizons, most 

preservice teachers were monolingual in English. For 

example, in the RATE III sample, over three-fifths of the 

respondents spoke only English. Further, less than 15% of 

the one third of the RATE III respondents who reported 

familiarity with another language, considered themselves 

fluent in that language. 

when asked where they would eventually like to teach, 

the majority of the RATE respondents reported that they would 

like to teach in suburban areas (from 42& to 57%). In 

addition, approximately one-fourth would like to teach in 

rural areas. In the RATE III sample, only 15 percent stated 

a preference for teaching in an urban area. Related to 

location, when asked what kind of school settings and 

students they would like to teach in the future, the majority 

reported that they would like to teach "in traditional 

classrooms, with middle income children, of average (not 

handicapped or gifted) ability" (Zimpher, 1989, p. 30). in 

addition, approximately 79% wanted to stay close to home to 

teach. 
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To suiinmarize the RATE study data, Zimpher (1989) created 

a con^osite portrait of a typical preservice teacher. She is 

"white and female, from a rural (small town) or suburban 

home community ... [and] has selected an institution not for 

its reputation but for its proximity to home and because it 

is accessible and affordable" (p. 29). Zimpher added, "she 

is ... monolingual in English ... with limited geographic 

aspirations ... and would like to teach in suburbia" (p. 29.) 

In addition, Zimpher describes this composite as "culturally 

insular" with "limited career horizons" (p. 27); and 

interested in teaching average, middle income children in a 

traditional classroom setting. Both the RATE data and 

Brookhart and Freeman's review (1992) also suggest that the 

general characteristics of the preservice teacher population 

have been relatively stable for quite some time, and will 

likely continue on this path. 

There are several limitations of the data reported in 

this section. First, there is an overemphasis on survey 

methodology in this work, which limits the types and kinds of 

information likely to be gathered. In particular, it is 

difficult to assess the complexity of preservice teachers' 

beliefs through this methodology. In addition, much of this 

work was done by institutions for their own purposes, thus 

limiting its generalizability. Further, much of the research 

was conducted by two institutions: Michigan State University 
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and Bowling Green State University. In fact, out of the 

studies reviewed by Brookhart and Freeman (1992), 40% of the 

findings came from these two institutions. Also limiting is 

the way in which distinctions between significant sub

categories of the population are infreguently made in these 

studies; therefore, the flavor of the particular is missing 

from the picture. Finally, Brookhart and Freeman (1992) 

argued that the bulk of this research is "ahistorical and 

atheoretical" and is guided more by methodological 

convenience than theory. They suggested that further 

research on the characteristic beliefs of preservice teachers 

about learning and teaching needs to consider theories about 

learning, especially since attention to social constructivist 

and cognitive theories has increased in education. Since 

learning is considered a process of conceptual change that 

builds on prior understandings in the construction of new 

concepts, it is important for research to identify the 

misconceptions preservice teachers have about learning, 

teaching, and diversity in order to lead the way towards 

developing appropriate pedagogies and curriculum needed to 

alter them. 

Beliefs about Learning. Teaching, and Diversity 

In the last two decades, cognitive psychology and 

sociocultural, constructivist views on learning have focused 
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greater attention on research on the nature of beliefs and 

the connection of beliefs to the practice of teaching (Fang, 

1996; Richardson, in press). Research about preservice 

teacher beliefs about learning, teaching, and diversity, 

therefore, add another important dimension to knowledge about 

the characteristics of preservice teachers. 

Learning and teaching. Although not specifically 

related to preservice teachers, the work of Belenky, 

Goldberger, Clinchy, and Tarule (1986) on "women's ways of 

knowing" provides an interesting lens with which to view the 

perspectives women bring to learning and knowing. This work 

is relevant to teacher education because of the large 

percentages of women enrolled in teacher education programs. 

Belenky and her colleagues became interested in the 

intellectual development of women because of their work as 

teachers of women enrolled in college in the late 1970s. 

They noticed that many of their women students expressed 

doubts about their academic competence and learned that their 

students' important lessons came less often from academic 

settings and more often from outside relationships. Over a 

period of five years, they interviewed 135 women from a 

variety of backgrounds (e.g. race, ethnicity, socioeconomic 

status, education) and across a range of ages. They noticed 

that women used the metaphor of voice and silence repeatedly 

in regards to knowing. For example, they often used words 
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like "being silenced," "speaking up," or "feeling deaf and 

dumb" to describe their relationships to knowledge. Belenky 

and her colleagues came to understand that education for 

women is a decidedly different experience than it typically 

is for men. They also developed a scheme of five main 

categories of knowing for women based on their interview 

data. The five women's ways of knowing are: (a) silence, in 

which women experience themselves as mindless, voiceless, and 

subject to external authority; (b.) received knowledge, in 

which women see themselves as capable of receiving knowledge 

from all-knowing outside authorities, but are not capable of 

creating knowledge on their own; (c) subjective knowledge, in 

which truth and knowledge are conceived of as personal, 

private, intuitive, and subjective; (d) procedural knowledge, 

in which women are invested in learning and applying 

objective procedures for getting and communicating knowledge 

with a voice of reason; and (e) constructed knowledge, in 

which women view knowledge as contextual and experience 

themselves as creators of knowledge. Although these 

categories were not developed to represent a hierarchy or 

specific progression, analysis of the interviews suggests 

movement between categories. Attention to this framework of 

knowledge for women provides another view into 

characteristics of preservice teachers. 
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Findings from Goodlad's (1990) con^rehensive study of 

teacher education in the United States also provide 

information on the perspectives of preservice teachers 

towards teaching and learning. In this study, Goodlad and 

his associates conducted extensive investigations, from 1987 

to 1988, of teacher education programs at twenty-nine 

institutions in the United States, chosen to provide a 

representative sample of the wide range of programs in the 

country. Interviews, site visits, classroom observations, 

programmatic documentation, and surveys were used to gather 

information on these schools, their students, and faculty. 

Goodlad and his associates relied on slightly less than 3000 

surveys and over 650 interviews of preservice teachers to 

gain information from this population. Of interest in this 

section are the views of preservice teachers towards teaching 

and learning. According to Goodlad (1990): 

The idea of moral imperatives for teachers was virtually 

foreign in concept and strange in language for most of 

the future teachers we interviewed. Many were less than 

convinced that all students can learn; they voiced the 

view that they should be kind and considerate to all, 

but they accepted as fact the theory that some simply 

cannot learn (p. 264). 

In addition, Goodlad found that "many students simply assumed 
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... that present differences in achievement were largely the 

result of innate differences in ability and that the best 

school could do was to sort pupils into groups and teach to 

the level at hand" (p. 252). Further, he found that 

"students in teacher education programs did not see teaching 

as 'deliberate action'; they did not think in terms of the 

ability to use knowledge to inform their actions" (p. 265). 

Instead, they were more interested in "what works" and in 

filling up "large handbags with discrete bits and pieces of 

know-how" to become "pedagogical bag ladies and bag men, 

forever seeking more and more attractively packaged items to 

stash away" (p. 225). 

Diversity. To examine preservice teachers' orientations 

towards diversity, Paine (1989) drew on a portion of the 

baseline data from the Teacher Education and Learning to 

Teach (TELT) study: a longitudinal study of teacher education 

in eleven institutions that focused on how teachers learn to 

teach math and writing to diverse learners. This study was 

sponsored by the National Center for Research on Teacher 

Education at Michigan State University. Paine used data from 

surveys and open-ended interviews with 233 preservice 

teachers at the beginning of their teacher education programs 

at five institutions. The sample included 174 surveys of 

elementary education majors and 59 of English and mathematics 

majors who intended to teach at the secondary level. In 
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addition to the surveys, 62 students were randomly selected 

for participation in open-ended interviews about diversity 

and teaching. In the surveys, students were asked to agree 

or disagree with statements about specific aspects of 

diversity; whereas, in the interviews, students were asked to 

begin by naming aspects of diversity that teachers need to 

consider. Later in the interviews, the interviewer asked 

more specific questions about categories of diversity. 

Interviews were transcribed and analyzed for patterns and 

themes. 

Paine applied a framework of four distinct orientations 

towards diversity—gleaned from both the data and from other 

sources on diversity—to the data from the surveys and the 

interviews. These orientations included: (a) an individual 

difference orientation, which draws on individual 

psychological and biological explanations of diversity; (b) a 

categorical difference, which explains diversity in terms of 

repeated patterns of difference, such as gender, race, and 

class, without paying attention to the socially constructed 

nature of the categories; (c) contextual difference, which 

builds on the first two approaches and explains that 

differences are socially constructed, subject to change, and 

are connected to a larger context; and, (d) pedagogical 

perspective, which looks at both cause of diversity and their 

implications for teaching and learning. 
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Paine found that most preservice teachers believed 

strongly in the concept of "fairness" and felt that all 

students should have equal opportunities, even if certain 

differences needed to be ignored in order to treat students 

"equally." For the most part, their orientations to 

diversity centered on individual categories of difference, 

particularly those of; motivation, which was "portrayed as a 

result of out of school factors" (Paine, 1989, p. 7). In 

addition, they viewed student diversity as either a neutral 

idea or as a problem or a barrier when talking about 

categorical differences. Further, the preservice teachers 

exhibited a hierarchical view of diversity, which indicated 

that students who are "different from the norm" (p. 8), will 

have problems in school. When they considered what it would 

mean to teach diverse learners, the preservice teachers 

generally considered teaching to be individually oriented, 

and they would address individual students' needs. 

Preservice teachers in this study had difficulty talking 

about differences (beyond individual ones) in meaningful ways 

and also had problems thinking specifically about the 

implications of diversity for teaching. They were confused 

about practices, such as tracking and grouping, and the kinds 

of expectations they should have for students. Some 

preservice teachers used research as a justification of 

lowering expectations for students of lower socioeconomic 

groups and students of color. 
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In 1990, Larke used Henry's (1985), 28-item Cultural 

Diversity Awareness Inventory, a self-administered 

questionnaire, to find out about the cultural sensitivity of 

preservice teachers enrolled in an elementary teacher 

education program. The sample included 46 Anglo American 

females and 5 Mexican-American females from middle to upper 

socioeconomic class backgrounds, who had completed three 

years of undergraduate courses and had taken one 

multicultural education course. Larke found that preservice 

teachers were more culturally sensitive in some areas than 

others. Although the majority of preservice teachers 

believed that they would have students different than 

themselves in their future classrooms, only one-fifth of the 

sample expressed a preference for working with students from 

other cultures. They would not accept non-standard uses of 

English in their classrooms, but would not object to ethnic 

jokes, and would likely ignore racist comments made in their 

classrooms. In terms of assessment of children of other 

cultures, they expressed a desire for parental participation 

in the process; yet, they believed that parents would know 

very little about assessing their own children. In addition, 

although they recognized the significance of language and 

culture in assessments, they did not think that standardized 

assessment measures should be altered due to concern over 

reliability and validity. Larke expressed concern over the 

findings due to the high level of discomfort that preservice 
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teachers reported about working with both culturally diverse 

students and parents. 

In a more recent study, Goodwin (1997) examined 

preservice teachers' conceptions of diversity through 

analyzing their written responses to critical incidents about 

multicultural issues and dilemmas that occurred in their 

student teaching experiences in New York City schools. In 

this study, 83 graduate students, seeking either elementary 

or middle school certification at Columbia university, 

participated. In this group, 27% of the preservice teachers 

were "visible racial/ethnic group members" (p. 119); either 

African-American or Asian-American. Of the 83 students, 75 

completed one page critical incident reports of firsthand 

experiences from student teaching that raised multicultural 

issues. Analysis of the papers answered questions about: the 

issues that concerned preservice teachers, the questions 

multicultural issues raised for preservice teachers, and the 

solutions preservice teachers recommended for these dilemmas. 

Findings relevant to the first question indicated that 

preservice teachers were largely concerned about the issue of 

race, as approximately 50% of the vignettes dealt with this 

issue. Class and language differences each accounted for 

approximately 9% of the stories, and the rest of the 

variables (sexuality, gender, religion, curriculum. 
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exceptionality, and equity) were each present in the range of 

2.5% to 7.5% of the papers. When the vignettes of preservice 

teachers of color were compared to those written by European-

American students, several differences were apparent. The 

variable of sexuality, religion, and exceptionality did not 

appear in any vignettes written by students of color; 

however, vignettes about sexuality and exceptionality only 

appeared in 3% of the total vignettes, indicating that they 

did not occur frequently in the total vignettes. However, 

the issue of religion played a more prominent role in the 

vignettes of European-American students, as 7% of the 

vignettes they wrote identified this as the multicultural 

issue of concern. In a second level of analysis, Goodwin 

sorted the vignettes according to the responses that either 

the preservice teachers or children in the classrooms had to 

the incidents. Responses of "rejection, internalization, 

suspicion/attack, disregard, derision, ambivalence, and 

discomfort" (p. 123) were found in the data, and suggest that 

children of color repeatedly "bear the brunt of negative and 

inappropriate responses to who they are" (p. 133) in their 

everyday school experiences. 

Regarding the second question, the incidents raised 

several questions for preservice teachers. First, the 

preservice teachers were generally surprised to find 

incidents of racist and inequitable behavior in their student 



46 

teaching experiences. They also had questions or ambivalent 

feelings about naming the incidents, wondering if what they 

observed was indeed "racist" or just typical behavior for 

children. In addition, they repeatedly raised issues of 

concern for the "victims" in the situations they observed and 

expressed concern over their ability to properly handle the 

incidents. Together, their questions revealed a sense of 

helplessness regarding multicultural conflicts, an emphasis 

on classroom level concerns within a "model of individual 

solutions to individual problems" (p. 136), and an underlying 

assimilationist ideology. 

Finally, the vignettes revealed that talking through 

problems, making changes to curriculum, and giving special 

attention to children who are victims of negative incidents 

were the solutions preservice teachers recommended. These 

recommendations reinforced their concern with multicultural 

issues as classroom concerns and an emphasis on reactive 

approaches rather than proactive ones. In addition, their 

responses focused on "a basic belief that dealing with 

individual children is the best way to remedy multicultural 

problems" (p. 139), a finding also noted in Paine's (1990) 

study. A belief in equal treatment was also supported, and 

there was no evidence that the preservice teachers understood 

or could connect classroom incidents to the larger 

sociopolitical context. 
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In light of these findings about the "culturally 

insular" (Zin^her, 1989) and "parochial" (Zimpher & Ashburn, 

1992) preservice teacher population, and their limited 

beliefs about learning, teaching, and diversity, it is 

important to understand more about the process of learning to 

teach if teacher education is to be successful in educating 

future teachers for diversity. Therefore, the next questions 

that need to be asked and answered include: How do we change 

beliefs that are clearly limiting to the future education of 

diverse learners? and. How do preservice teachers actually 

"learn to teach"? 

Learning to Teach 

In recent years, as the search for discrete teacher 

behaviors that influence student achievement has lessened, 

more attention in educational research has been devoted to 

understanding the complexity of teaching and the process of 

learning to teach. Greater acceptance of sociocultural, 

constructivist views of learning (Duckworth, 1987; Fosnot, 

1996; Vygotsky, 1978), which point out that learning is an 

active process of constructing understandings and changing 

prior conceptions in specific sociocultural contexts, has 

also changed prior understandings of what it means to learn 

to teach. Learning to teach is increasingly seen as a 

"complex, socio-psychological process, that occurs over time 
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in different contexts" (Feiman-Nemser, 1996, p. 64) and 

intimately connected to the subjectivity, beliefs, and 

personal histories of teachers (Pajares, 1992, 1993). 

According to Carter (1990), knowledge about teaching is 

"experiential, procedural, situational, and particularistic" 

(p. 307); and, as Beyer (1988) noted, "teaching is much 

closer to political, deliberative/interpretive, moral, and 

aesthetic acts" (p. 182) than it is to a unitary, technical 

process. 

One of the many challenges involved in learning to 

teach, as Lortie's classic study suggested, is overcoming the 

significant "apprenticeship of observation" (Lortie, 1975) 

that preservice teachers have experienced over the course of 

their many years of prior schooling. From the early sixties 

to early seventies, Lortie (1975) studied historical 

documents, results of national and local surveys, findings 

from observational studies done by other researchers, along 

with intensive interviews, to examine the ethos of teaching 

as an occupation (p. 24). Lortie interviewed teachers from 

two geographical areas: Boston and Miami. In Boston, he 

conducted 94 interviews with teachers randomly selected from 

thirteen schools in five districts, chosen to represent the 

range of household incomes in the Boston area. Through 

analysis of these interviews, Lortie posited that the 

apprenticeship of observation functions as a unique form of 
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socialization into the profession of teaching. 

Unlike many other professional fields, teaching involves 

a substantial period of continuous observation that begins in 

childhood and continues for approximately 13,000 hours over 

the course of many years in school. The "student-oriented 

perspective" and empathetic nature of this apprenticeship, 

Lortie concluded, presents problems when students "move to 

the other side of the desk" to become teachers. Lessons 

learned while in this student role are "intuitive and 

imitative rather than explicit and analytical ... based on 

individual personalities rather than pedagogical principles" 

(p. 62) and have a profound impact on future teachers. 

Lortie's interview data lend support to the significance of 

childhood teachers on teaching practices, as he reported, 

"42% of the respondents went out of their way to connect 

their own teaching practices" with those of a former 

"outstanding teacher" (p. 63). Overcoming the 

individualistic and simplistic notions of teaching that the 

apprenticeship of observation cements remains a significant 

and vexing challenge for teacher education. 

Since Lortie's work in the sixties and seventies, the 

emphasis on research in teaching has shifted. Process-

product research, dominant in the seventies and eighties, has 

lessened in importance as studies of teacher cognition. 
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teacher knowledge, teachers' beliefs, and personal narrative 

have come to shed light on the complex processes of learning 

to teach and teacher change (Carter, 1990; Elbaz, 1983; Fang, 

1996; Pajares, 1992, 1993; Richardson, 1994, in press). As 

Pajares (1992) pointed out, the construct of beliefs is a 

"messy" one in teacher education research, due to poor 

definitions, competing conceptualizations, and conflicting 

understandings, especially regarding the relationship between 

beliefs and knowledge. In Pajares (1992) synthesis of 

research on teachers' beliefs, he explained that beliefs and 

knowledge "are inextricably intertwined, but the potent 

affective, evaluative, and episodic nature of beliefs make 

them a filter through which new phenomena are interpreted" 

(p.325). According to Richardson (1994): 

Beliefs are an individual's understandings of the world 

and the way it works or should work, may be consciously 

or unconsciously held, and guide one's actions, the 

teacher or teacher educator is responsible for helping 

students explicate and examine their beliefs and belief 

sets, alter and/or add to them" (p. 91). 

Particularly troubling to teacher education, especially in 

light of the beliefs of preseirvice teachers about diversity, 

is the tenacity of long-held beliefs, which have a tendency 

to persevere even after contradictory evidence to refute 
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these beliefs is presented (Pajares, 1992). 

Understanding the intersection of teachers' beliefs and 

practices has recently been the focus of several researchers 

in the study of reading and literacy and the process of 

teacher change and staff development (Anders & Richardson, 

1994; Harste & Burke, 1977; Richardson, 1994). Although 

largely focused on staff development efforts at the inservice 

level, this research has made significant contributions to 

growing understandings of teachers' beliefs, the relationship 

between teachers' beliefs and practices, and the process of 

change, which are relevant to preservice teacher education. 

Three conceptions of the change process are indicated in this 

literature: (a) changes in beliefs leads to changes in 

practices (Richardson, Anders, Tidwell, & Lloyd, 1991); (b) 

changes in practice lead to change in beliefs (Guskey, 1986); 

and, (c) change in practices and beliefs is an interactive 

process and may begin with either change in beliefs or 

changes in practices (Richardson, 1994). As Richardson 

(1994) commented, "it may not be important to determine which 

comes first in the change process" (p. 102); rather, an 

understanding of the fluid nature of the process is important 

for considering how change happens. 

Finally, attention to the role of personal history and 

narrative in teaching has recently surfaced in research about 
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learning to teach and contributed to the growing 

understanding of what it means to learn to teach. As Carter 

and Doyle (1996) explained, learning to teach is a deeply 

personal, profoundly systematic and theoretical, socially 

negotiated process in which a sense of mastery takes a long 

time to achieve (p. 134). 

In light of these findings, several implications for 

teacher education can be drawn. First, learning to teach— 

unlike the more abrupt initiation into learning in other 

professional fields, such as medicine and law—occurs over a 

long period of time and in several contexts. The process 

begins with a lengthy apprenticeship from "the other side of 

the desk" and moves to teacher preparation programs and 

continues into inservice learning. It is also closely 

associated with the personal histories and lives of those 

learning to teach. Learning to teach also involves the messy 

and difficult process of changing beliefs, which is made even 

more challenging by the length of time unexamined beliefs are 

held. The synthesis of research on beliefs outlined by 

Pajares (1992) and the research in literacy and the staff 

development process (Richardson, 1994; Richardson & Anders, 

1994) have significance for efforts in teacher education to 

change preservice teachers' beliefs about teaching in 

culturally diverse settings. 
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Early Field Experiences 

One of the long-held beliefs in teacher education 

involves the place of experience in learning to teach. 

According to the "folkways of teaching" (Buchmann, 1987) and 

the history of field experience in teacher education (Adler, 

1984), first-hand experience is often cited as the key 

ingredient. Field experiences have a long and relatively 

unchallenged position in teacher education (Adler, 1984; 

Guyton & Mclntyre, 1990). Since the early history of teacher 

education in this country, learning to teach has often taken 

place in the field. However, as Guyton and Mclntyre (1990) 

pointed out, this long history of experience was established 

long before theories about teaching and learning were 

developed; therefore, field experience seems to be more about 

tradition without theory than it is about theory informing 

practice in teacher education. 

Although there is a lack of well-developed and 

empirically tested theories to explain field experiences, the 

theories of John Dewey, one of the most well-known figures in 

American education, are central to the notion of "experience 

as education" (1904/1964). According to Dewey, there is a 

distinction between two types of field experience: the 

"apprenticeship" model and the "laboratory" model. In the 

apprenticeship model, beginning teachers learn by doing at 
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the side of other experienced teachers in school settings; 

and, an emphasis is placed on the learning of specific skills 

and techniques to apply in practice. This focus on learning 

what works, Dewey explained, can actually have the effect of 

further halting intellectual growth and the development of 

reflective practice. Laboratory experiences, on the other 

hand, contribute to the development of reflection and 

understanding, and have the effect of leading to further 

opportunities for learning. Most EFEs traditionally have 

fallen into the apprenticeship category. As Dewey (1938) 

explained, experience in this category can be considered 

"miseducative" for: 

The belief that all genuine education comes about 

through experience does not mean that all experiences 

are genuinely or equally educative. Experience and 

education cannot be directly equated to each other. For 

some experiences are mis-educative. Any experience is 

mis-educative that has the effect of arresting or 

distorting the growth of further experience" (Dewey, 

1938, p. 25). 

Feiman-Nemser and Buchmann (1985, 1986) studied field 

experiences and identified three common miseducative 

"pitfalls of experience" in early field experiences as they 

are often enacted in schools and colleges of education. In 
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the "familiarity pitfall," preservice teachers rely on 

unquestioned familiarity with schooling based on years of 

experience as students in classrooms. This knowledge about 

teaching, they argued is biased and incomplete, and may serve 

to arrest further development. The "two-worlds pitfall" 

addressed ways in which university learning and the world of 

classroom teaching are worlds apart. Making the connections 

necessary in order to join these disparate worlds, they 

noted, is often left to chance in both worlds. The "cross 

purposes pitfall" illustrates the fact that classrooms where 

field experiences take place are not set up for teacher 

education; instead, they operate for the purpose of a 

classroom already functioning for other legitimate reasons. 

Feiman-Nemser and Buchmann (1985, 1986) argued that these 

pitfalls are often stumbled into and can serve to mislead 

preservice teachers into believing that they have already 

mastered or understood significant ideas about teaching 

because they have been rewarded by university and school 

personnel and the setting of the classroom. Once entered, 

they explained, these pitfalls can be particularly hard to 

escape. 

Considering the dangers of experience, it is interesting 

to note that the requirements for more and more field 

experience prior to student teaching has increased 

substantially over the last half of the century. When the 
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School and Coinmunitv Laboratory Experiences in Teacher 

Education (Flowers, Paterson, Stratemeyer, & Lindsey, 1948) 

report was published by the American Association of Teacher 

Colleges in 1948, early field experiences were uncommon in 

teacher education programs. In recent years, requirements 

for early field experience has expanded so that it is now 

required in 99% of the 270 institutions sampled in a survey 

of AACTE institutions in 1981 (Webb et al, 1981). 

Research about early field experiences conducted from 

the 1960s to the middle of the 1980s provided conflicting 

evidence about early field experiences (See Waxman & Walberg, 

1986; Zeichner, 1980 for comprehensive reviews of literature 

on early field experiences). Waxman and Walberg (1986) 

organized their review according to three categories; the 

effects of EFEs on student attainment; the effects of EFEs on 

subsequent performance; and the effects of EFEs on student 

judgments. Much of this research centered on examining 

preservice teachers' perceptions of early field experiences 

through questionnaires, interviews, or personal writings 

about the experiences (Applegate, 1986) or isolating 

particular variables and testing their effects on others. 

For example, in the latter category, Denton (1982) examined 

the effect of an EFE on academic attainment by comparing the 

academic achievement of two groups of preservice teachers 

enrolled in methods courses. One group (N=61) participated 
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in a 30 hour EFE in the previous semester, while the control 

group (N=78) did not. He found a significant difference in 

achievement of cognitive objectives in the courses between 

the two groups, with the students with a prior EFE achieving 

at higher levels. Regression analysis considered their level 

of achievement at the beginning of the courses and indicated 

that EFEs positively influenced cognitive attainment. 

Zeichner (1980, 1987) critiqued this body of research 

and the attempts to synthesize the literature because of 

significant methodological and conceptual limitations. He 

explained that much of the work took either too narrow or too 

broad a view of field experiences; and, he also noted that 

there was very little detail presented about the EFEs under 

investigation beyond programmatic descriptions that often 

disguised the nature of the experiences. For example, in a 

study that compared tutoring and observation options in EFEs, 

Ross, Raines, Cervetti, and Dellow (1980) found that there 

were no significant differences in the activities performed 

by each group, due to the lack of control over field 

experiences typically found in the field. Many studies, 

Zeichner argued, are too restricted and ignore the 

unanticipated outcomes and the "complex, dynamic, and 

multidimensional nature of settings and people, individually, 

and in interaction ('the ecology of field experiences')" 

(Zeichner, 1987; p. 95). As Zeichner concluded, very few 
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studies attend to related factors of content, context and 

experiences of participants in EFEs. 

Field Experiences In Diverse Contexts 

With its stronghold in teacher education, it is not 

surprising that field experiences have been suggested as 

sites for challenging preservice teachers beliefs about 

diversity and preparing them to teach diverse groups of 

students. For example, Larkin (1995) suggested that field 

experiences may be well-suited for helping preservice 

teachers develop the "multicultural mindsets" (Polites, 1993, 

p. 54, as cited in Larkin, 1995) necessary for teaching in 

today's schools. In addition, he argued that field 

experience may also contribute to gains in broader knowledge 

about both the cultural foundations of education and 

schooling and specific cultural groups. Early field 

experiences take place in a variety of contexts, including 

individual classrooms, schools, and in larger community 

contexts. 

Classrooms and Schools 

Just as EFEs in general present opportunities for 

"pitfalls" of experience (Feinam-Nemser & Buchmann, 1985; 

1986) EFEs in diverse schools might also provide similarly 
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miseducative experiences. For exsunple, in a study conducted 

in Milwaukee, Wisconsin, the perspectives towards diversity 

held by preseirvice teachers were examined before and after 

their participation in an EFE in a city school. This EFE 

took place during the summer and as a part of the preservice 

teachers' experience, they provided remedial academic 

assistance to low-income children of color in an urban school 

(Haberman & Post, 1992). In this program, the entering 

parochial perspectives of the twenty-three White, female 

sophomores colored the interpretation the participants made 

of their experiences. Instead of changing their beliefs 

about poor children of color, their limited beliefs were 

reinforced over the course of their participation in the EFE. 

This study suggested that simply requiring hours of 

experience in diverse classrooms may, in fact, result in 

miseducative experiences for preservice teachers. 

Armaline (1995) found that in order for early field 

experiences in urban schools to be educative, attention to 

reflection must be included as a critical component of the 

experience. At the University of Toledo in Ohio, he studied 

two groups of preservice teachers engaged in an early field 

experience: a control group and an experimental group. Each 

group had 28 preservice teachers matched for age, gender, 

racial composition, and academic ability. Both were enrolled 

in "a typical early field experience" consisting of two-and-
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a-half hours per week (one hundred minutes) of time spent in 

classrooms in urban schools (p. 166). In these settings, the 

preservice teachers "worked with regular classroom teachers 

in whatever ways the teacher deemed appropriate" (p. 166). 

In addition to the classroom time, the experimental group 

also participated in a fifty minute seminar immediately 

following the observations. At the beginning of the 

experience, participants in both groups took a test of logic 

and reasoning; and throughout the experience, they were 

required to keep reflective journals. In addition, the 

experimental group seminars were videotaped. The journal 

entries of all participants were coded according to three 

factors: the number and type of problems generated 

(categorized as personal, teacher, or student problems); the 

degree to which the writer engaged in reflective thinking 

(based on six phases of reflective thinking drawn from Dewey, 

1933); and the level of reflectivity (based on three levels: 

technical application, practical action, and critical 

reflectivity). 

Analysis of the journals indicated that the treatment 

group wrote much more, in greater detail and in more depth. 

In addition, they generated more problems and showed evidence 

of many more hypothesis-generating phases of reflection in 

their journals when compared to the control group. For 

example, the treatment group generated 124 hypotheses while 
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the control group generated only thirteen. The treatment 

group also had more entries at the second level of practical 

application than the control group. However, "neither group 

showed any evidence of critical reflectivity, in which 

questions of justice, equity, and personal fulfillment" (p. 

170) were raised in their entries. Armaline argued that the 

reflective sessions following the observations were the 

source of "the most significant insights" (p. 174). In this 

setting, "the students showed a great deal of willingness to 

engage in discussion of issues of cultural clash in nearly 

all its forms ... [and] the students developed a sense of 

connectedness to one another that provided some support when 

discussions focused on highly personal and sometimes 

threatening issues and incidents" (p. 174). He also noted, 

"less competent students seemed to benefit from the comments 

and insights of their more competent peers" (p. 174). 

Armaline concluded that the "opportunity to reflect on 

practice can increase the likelihood that preservice teachers 

will recognize and attempt to process more of the complexity 

that marks teaching and learning especially as it unfolds in 

culturally diverse settings" (p. 175); and, he noticed none 

of the jaded effects of early field experience reported in 

other studies of early field experience. However, he was 

puzzled over the lack of critical reflectivity in the 

preservice teachers' journals and suggested that greater 

attention to reflective sessions associated with EFEs is 
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needed. 

Olmedo (1997) studied the views of preservice teachers 

enrolled in their first early field experience in elementary 

education in a large urban university in the Midwest. The 

purpose of her study was to determine the effects of the 

fieldwork and related readings on the preservice teachers' 

views on teaching in an inner city school with a culturally 

diverse student population. Data in the form of journals and 

essays written by sixteen White students (out of a class of 

29 students) were used. Journals from the beginning of the 

experience indicated that preservice teachers believed that 

it is important to; "discipline the unmotivated" students of 

color in inner city schools; "pity the victim," and "be 

colorblind" (p. 250). In addition, they also believed that 

the "system is the problem" when inner city schools are 

compared to suburban schools. Many were also fearful of 

teaching in inner city schools and expressed concern about 

their ability to teach in such environments. As the semester 

continued, other themes emerged including; "children want to 

learn;" "good teaching can take place in inner city schools;" 

there is "diversity within diversity;" and, "being colorblind 

is not good pedagogy" (p. 251). The preservice teachers 

generally expressed surprise at the things they found in 

their urban school placements and developed greater awareness 

of the importance of multicultural education. Olmedo 
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concluded that the field of teacher education needs to raise 

its expectations for what is possible in early field 

experiences in urban schools; however, she acknowledged the 

limitation of the study in its short term view of preservice 

teachers' attitudinal changes. It remained to be seen 

whether these teachers would act on their challenged 

assumptions in practice as teachers. 

Communities 

Perhaps the most significant lessons for the field can 

be found in studies of teacher education programs that 

require preservice teachers to spend time in contact with 

people different than themselves in field experiences beyond 

individual classrooms. There are several approaches to 

community field experiences reported in the literature, 

including: infusing a field experience component into 

multicultural education course work, completing 

anthropological community studies within teacher education 

courses, and providing cultural immersion opportunities for 

preservice teachers either in their home communities or in 

field settings in other, more culturally diverse geographical 

locations. 

Ladson-Billings (1991) added a community based component 

to her required course in multicultural education for 
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elementary pre-teaching majors at Santa Clara University in 

California, "a predominantly white, upper middle-class, 

Jesuit university" (p. 1). Moving from a human relations to 

a social reconstructionist approach over a period of six 

years, Ladson-Billings used videos and documentary films, 

discussions, varied readings from a critical perspective, and 

a required community service learning experience to challenge 

the perspectives of the preservice teachers enrolled in the 

course. They were required to spend at least ten hours 

engaged in community service in social service agencies, such 

as soup kitchens, child care centers for low income families, 

senior citizens centers, and shelters for the homeless. They 

were also required to keep reflective journals of their 

experiences, and "see how much they could learn from the 

people they served and to suggest ways they could incorporate 

that learning into elementary and/or secondary classrooms" 

(p. 10). 

Ladson-Billings (1991) explained, "Moving my students 

from the 'feel good' human relations approach to a social 

advocacy approach was not without some difficulty" (p. 10). 

Through analysis of student journals, she identified 

significant themes in her students' experiences and 

understandings. Themes that emerged included: (a) 

miseducation, in which they explained their frustrations with 

their limited prior education about such historical events 
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such as the civil rights movement; (b) self-discovery, in 

which students were confronted with their personal need to 

change and see the world through new lenses; and, (c) a sense 

of greater ethnic and cultural identity for some students of 

color in the course. Reflecting on the impact of the course 

and the community experiences, Ladson-Billings noted that it 

is difficult to measure change in preservice teachers as a 

result of a single course experience and the course was not 

"a magic bullet" (p. 20). She also reported results of a 

preliminary investigation of students who took her course and 

those who did not and she did not find much difference in 

their conceptions of multicultural education issues. 

In Houston, Texas, teacher educators at the University 

of Houston have also experimented with community-based field 

experiences (Tellez, Hlebowitsch, Cohen, & Norwood, 1995). 

Interested in preparing teachers to work in urban schools and 

in providing their students with "something meaningful to 

reflect on" (p. 66), they initially restructured an 

introductory education course to reguire field experience in 

urban schools. However, as they struggled with finding 

culturally sensitive placements, they decided they needed to 

broaden their students' experiences to include a community 

ethnography. As they reported, "the results were 

disappointing ... many students wrote passages that showed 

little insight into the conditions of those they saw and 
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often observed from the distance of their car windows" (p. 

67). Although they had access to unique ethnic neighborhoods 

in the immediate vicinity of the university, the students had 

difficulty with the assignment. Tellez, et al. (1995) 

surmised that the students' "wariness" of the neighborhoods 

combined with what "might be considered pedagogical 

arrogance" on the part of the instructors in assuming that 

they could teach anthropological techniques in an 

introductory course, may have contributed to their dismal 

success with this method. From there, they decided to 

include a minimum of twenty hours of community-based field 

experiences in order to provide preservice teachers with the 

opportunity to interact with Houston's children and their 

families. Preservice teachers volunteered in agencies such 

as urban after-school prograjns at various youth agencies, 

homeless shelters, health centers for low-income people, and 

schools for children of battered women. Written reports of 

the preservice teachers' involvement and interviews conducted 

by the instructors revealed increased dedication to teaching 

in urban schools and greater understandings of self and of 

race, class, and ethnicity. 

In Portland, Oregon, Narode, Rennie-Hill, and Peterson 

(1994) reported on the experiences of twenty-six graduate 

students engaged in a community study of an urban area while 

enrolled in a cohort teacher education program in a major 
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public university. In this experience, the graduate students 

received training in ethnographic methods before spending 

thirty hours in field experiences in community settings. 

While in their community settings, they asked two questions: 

" 'What is good education?' and 'What does the urban community 

expect teachers to do in their classrooms?"' (p. 10). Narode 

and colleagues argued that this narrower focus on useful 

questions was valuable for going to the heart of the 

immediate concerns of preservice teachers. The findings of 

the community study revolved around five themes, including 

(a) the identification of the value of community study; (b) 

identification of differences between communities well-served 

and poorly-served by schools; (c) operations of effective 

community and school groups; (d) expectations of urban 

educators that were held by community members; and, (e) 

changes in the graduate students' views of inner-city 

communities (p. 12). Of interest in this review is the 

reported changes by the preservice teachers in their views 

about urban teaching. Many held prior fears, misconceptions 

and stereotypes about people of color that were dispelled 

during their interactions with the urban community groups. 

In addition, they observed racism in the community and became 

more committed to combating racism as teachers, and also 

expressed a commitment to healing divisions that exist 

between parents and schools. 
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Larke and her colleagues (Larke, 1990; Larke, Wiseman & 

Bradley, 1990) at Texas A & M University developed a 

Minority Mentorship program in which preservice teachers in 

elementary education develop extended relationships with 

African-American or Mexican-American children over the course 

of three years. Beginning in 1987, Larke, Wiseman, and 

Bradley (1990) studied the changing attitudes and perceptions 

of a group of 24 preservice teachers towards culturally 

diverse students as they participated in the mentorship 

program. Weekly journals written by the preservice teachers 

and results of a pre-assessment and a post-asssessment called 

the Perceived Personality Characteristic Inventory were used 

as data sources to measure attitude change. At the beginning 

of the mentorship experience (before the mentors met the 

minority students) the preservice teachers were asked, "What 

are six personality characteristics or personality qualities 

do you feel your mentee will possess?" A year later, they 

were asked, "What are the personality characteristics or 

personality qualities you feel your mentee possesses?" 

Analysis of their responses indicated that before the 

preservice teachers met their mentees, 81 percent of their 

responses to the first question listed negative qualities 

they thought their mentees would possess. For example, the 

ten most frequently mentioned characteristics included; "lack 

of confidence, low self-esteem, peer pressure, academic 

problems, not trusting, feel like a failure, lower income. 
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easily influenced, underachievement and unmotivated" (p. 7). 

A year later, after closely interacting with their mentees in 

a variety of settings, the responses to the second question 

were 84 percent positive, listing qualities such as 

"friendly, shy, humorous, quiet, honest, willing, 

responsible, mature, polite, and creative" (p. 8). Journal 

entries indicated that the mentors initially felt a sense of 

apprehension and excitement about participating in the 

project; and over time, they developed positive one-on-one 

relationships with minority students in school, home, and 

community settings. Larke and her colleagues (1990) 

concluded that preservice teachers need to develop: more 

positive attitudes about other cultural groups, a knowledge 

base about cultural diversity, and personal interactions 

between members of other cultures (p. 10); and, they 

suggested that a combination of multicultural education and 

and cross-cultural mentoring can change the attitudes of 

preservice teachers towards working with diverse students. 

Farther afield, for over two decades, Mahan (1982) and 

his colleagues (Mahan & Rains, 1990) at Indiana University 

have conducted field experience programs in American Indian 

communities in Arizona and New Mexico, in Mexican-American 

communities on the border of Mexico and Texas, and in 

African-American communities in Indiana. In this program, 

preservice teachers (usually White females) were immersed in 
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American Indian communities to live and student teach. 

Extensive preparation preceded the preservice teachers' 

departure, and portions of this training was provided by 

members of the American Indian communities. In addition, 

once the preservice teachers went to their communities, they 

were required to spend time with families and community 

members and to live in dormitories at the Bureau of Indian 

Affairs (BIA) schools. 

Zeichner and Melnick (1996) recently described part of a 

five year study sponsored by the U.S. Department of 

Education's Office of Educational research and Improvement 

and the National Center for Research on Teacher Learning 

(NCRTL) at Michigan State University, which examined the 

American Indian Reservation Project (AIRP) at Indiana 

University. NCRTL researchers utilized site visits, 

interviews, and analysis of documents to understand this 

community field experience. Melnick and Zeichner (1996) 

concluded that this experience helped some preservice 

teachers see cultural practices that they might have 

otherwise negatively judged in a new, culturally sensitive 

light. In addition, they saw evidence of student teachers 

using "funds of knowledge" (Moll & Greenberg, 1990) to make 

their teaching more culturally relevant. For many, 

the experience of being a minority for a change was 

important. They also found that some graduates of the 
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program took teaching positions in schools with greater 

percentages of minority students and used more multicultural 

materials and curriculum in teaching. Zeichner and Melnick 

(1996) also explained that there were some personal changes 

for participants as well, as the experience "made them better 

people—more patient, less selfish, more understanding and 

open-minded, and more aware of their privileged position in 

the world" (p. 189). However, they also found that the 

cooperating teachers at the BIA schools made a difference in 

the use of culturally relevant practices by the preservice 

teachers. In some instances, when the cooperating teachers 

did not integrate the students' cultures into the classroom, 

the preservice teachers did not either. For others, 

placements with teachers like this strengthened the 

preservice teachers' resolve to teach in more culturally 

appropriate ways. Zeichner and Melnick (1996) concluded that 

the community experiences the preservice teachers had in 

these settings were a critical factor in their development of 

approaches in the classroom that were culturally influenced. 

They also cited the significance of the extensive involvement 

of community members in the education of the preservice 

teachers, both in the preparation and the immersion phase of 

the experience. 

Cooper, Beare, and Thorman (1990) reported on a 

comparison between student teaching experiences in a cross-
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cultural setting in a Latino community in South Texas and in 

Minnesota. They utilized a questionnaire called the self-

assessment in Multicultural Education (SAME), which consisted 

of twenty Likert-type statements to determine beliefs in six 

categories of personal/professional development, awareness 

and sensitivity, instruction, curriculum-content, curriculum-

resources, and parent/community relations. In the suirvey, 

the participants were asked to consider each item from two 

perspectives: what is and what should be. In their work, 

they found that preservice teachers placed in Texas developed 

greater understandings of the significance of race and 

culture in student learning and achievement. They also 

suggested that the power of the immersion program may have 

been in the way in which preservice teachers became "others" 

in the Texas setting and also had the opportunity within the 

program to discuss their experiences with others in the 

process. 

Several conclusions regarding early field experiences 

can be made from examining these studies. First, isolated 

experiences within classrooms and schools with diverse 

student populations, without attention to reflection and 

discussion, have the potential to be miseducative 

experiences. Extending field experiences into communities 

can take place in several ways; however, in each of these 

programs, extended involvement with "Others" and seminars or 



73 

conversations about the experiences were beneficial in 

assisting preservice teachers in constructing understanding 

of diversity. In addition, as Zeichner and Melnick (1996) 

pointed out, extending field experiences into communities is 

needed in order to develop more opportunities for preservice 

teachers, largely White middle class females, to become 

"Others" themselves and begin to understand the extent of 

their privilege. 

Significance of the Literature to the Study 

The literature about the preservice teacher population 

clearly reveals several important and disturbing trends, 

particularly when these characteristics of "culturally 

insular" (Zimpher, 1989) White women are contrasted to the 

increasingly diverse student populations in the nation's 

schools. When the complex process of learning to teach is 

added to this picture, one of the greatest challenges of 

teacher education—preparing teachers for diversity— 

becomes even more apparent. Although some of the studies 

reviewed in the preceding section revealed promising 

directions in teacher education to meet this challenge, 

preservice teacher education for diversity remains 

limited by a lack of research attention to such efforts 

(Grant & Secada 1990; Grant & Tate, 1995), which is 

indicative of a seemingly low priority in teacher education 
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reform. Therefore, research that attends these issues is 

needed. 

Although the number of required hours of contact with 

students before student teaching has grown substantially in 

recent years (Guyton & Mclntyre, 1990; Waxman & Walberg, 

1986), very little is known about the the nature and impact 

of these experiences on preservice teachers (Carter & Anders, 

1996; Guyton & Mclntyre, 1990), particularly the ability of 

these experiences to prepare preservice teachers to challenge 

their beliefs and reconsider the complexities of the social, 

economic and political contexts in which early field 

experiences take place. Recent research revealed the 

potential of early field experiences in diverse settings to 

challenge the parochial perspectives of preservice teachers. 

As Zeichner (1996a) recommended, some of these EFEs move 

beyond individual classroom placements to focus on the the 

full scope of teachers' roles within schools and communities, 

stress that all students from all backgrounds can learn, and 

prepare teacher candidates for the process of lifelong 

learning and professional development (p. 218). Yet, more 

research on the content, contexts, and experiences of 

participants in such practicums are necessary. 

Since it is difficult to sort out the particular effects 

of field experience on preservice teachers within the larger 
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framework of a preservice teacher's experience. Carter and 

Anders (1996) point out that "perhaps outcome [of field 

experiences] is not the most critical issue" (p. 575) for 

further research on early field experiences. Rather, they 

explain that "it may well be more pivotal to understand the 

pedagogical process itself, what happens as the pedagogies 

are being carried out" (p. 575). To understand these 

"pedagogical processes," research on preservice teachers' 

experiences in field experience progreuns needs to include 

studies that richly describe them from the perspectives of 

the participants, as well as the meanings they construct 

regarding these experiences and how the experiences connect 

to their lives. In this study, the experiences of preservice 

teachers engaged in an integrated combination of a 

foundations and a methods course, along with a 

reconceptualized and restructured "educative practicum" 

(Zeichner, 1996a), were studied. 

Additional features of the local context, the EFE, and 

the participants make this study significant. The study took 

place in a diverse, lower socioeconomic neighborhood of a 

major southwestern city, in a growing school district with an 

increasing percentage of poor children, students of color, 

and linguistically diverse children. Within the integrated 

courses, the theories of social constructivism, reflective 

practice, and education that is multicultural and social 
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reconstructionist, guided the pedagogy and curriculum. The 

content of the general methods and foundations of education 

courses was integrated with an overall focus on learning 

through a process of reflection, inquiry, and action, within 

a studio-like community of workers, and assessed through the 

use of portfolios. Service projects, which included 

involvement with parents, middle and elementary school 

students and community members in grassroots projects, were a 

part of the EFE. These projects included: publishing a 

community oral history newsletter with a group of sixth grade 

students, hosting parent coffees at the elementary school, 

providing child care for English as a Second language classes 

for parents, developing a "book and breakfast" club for 

student readers at the elementary school, and assisting with 

other school events. Further, the participants in this study 

are an interesting group because of the College of 

Education's admission requirements that highlight: previous 

experience with diverse groups, dispositions towards teaching 

in a multicultural society, knowledge of target languages 

significant in the Southwest, and academic achievement. 

Since the literature is generally missing the voices of 

preservice teachers on their experiences in reconceptualized 

EFEs in diverse contexts, this study sought to bring 

preservice teachers' voices and the meanings of their 

experiences to the forefront, while also attending to the way 
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in which the experiences connected to the lives of the 

participants. This study also highlighted the experiences 

of preservice teachers of color, and of preservice teachers 

admitted into a teacher education program with admissions 

requirements centered on diversity. 
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CHAPTER THREE 

METHODOLOGY 

The purpose of this study was to understand both the 

experiences of preservice teachers, and the meanings they 

construct of these experiences, in a reconceptualized early 

field experience (EFE) in teacher education. This EFE 

consisted of a team-taught, integrated combination of an 

introductory general methods course (with a classroom, school 

and community-focused field experience) and a foundations of 

education course, situated in the context of an urban 

middle/elementary school. 

Multiple data sources were used including: participant 

observation, document analysis, focus groups, and individual 

interviews. In this chapter, the design of the study— 

including descriptions of the participants, the setting, the 

methods of data collection, and the analysis of data—will be 

described. Limitations of the study will also be addressed. 

Design of Study 

To study these experiences and meanings, I used a 

naturalistic, qualitative approach. Because I sought to 

understand the nature of the experiences of preservice 

teachers within a "bounded system" of a particular 
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combination of courses in a unique urban setting, 

case study methodology (Merriam, 1988; 1998; Stake, 1994) was 

an appropriate choice. In addition to highlighting the 

diversity of individual perspectives and multiple meanings in 

each case, a qualitative case study design was appropriate 

for this work because it allowed for deeper understanding of 

the range of experiences available to the preservice teachers 

in this EFE. Since the preservice teachers in this EFE had a 

variety of choices regarding their involvement in the 

community, the schools, their classroom observation 

placements, day-to-day course activities, and course 

projects, the curriculum of this EFE could have been 

experienced in many ways. These varied experiences, in turn, 

could have multiple meanings for each participant. To 

highlight this diversity, the experiences and meanings of 

each participant was the unit of analysis. 

Features of Qualitative Research 

As Eisner (1991) explains, qualitative study has six 

major features. These include: (a) a field-focused nature; 

(b) dependence on the researcher as an instrument of 

research; (c) an interpretive stance; (d) the use of 

expressive language in reporting; (e) attention to 

particulars; and, (f) dependence on "coherence, insight, and 

instrumental utility" (p. 39) for making judgments about 



80 

quality of the research. Each of these features are 

significant in this study-

Field-focused 

Research that is field-focused, by definition, seeks to 

illustrate intact situations or cultural scenes, rather than 

create or manipulate events to study effects. In order to 

portray a situation, the researcher spends extended time in 

the field or scene to establish the critical sense of having 

"been there" in the lives and experiences of the 

participants. Although there are no hard and fast rules that 

indicate how long and in what manner a researcher needs to be 

in the field, an extended and involved participation can only 

serve to enhance the understanding of the phenomenon under 

examination. In this study, I was in the field (either in 

the classroom, school, or community) with the participants 

for ten hours per week in an eighteen week semester (from 

August 1997 to December 1997). Since I was both a teacher 

and a researcher in this context, I was in the field as a 

"participant-observer" (Spradley, 1980). 

Researcher as Instrument 

In this participant-observer role, my perceptivity and 

sensibility were critical. Instead of manipulating data so 
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that I did not, in effect, matter to the research, the "self" 

is considered the primary research instrument in a 

qualitative approach. In other words, all data were mediated 

or filtered through my unique lenses. As a 

teacher/researcher in this study, I occupied a specific 

vantage point from which to view the particulars of this 

research. This vision changed with the flow of classroom 

events, my variable place on the continuums of 

teacher/researcher and participant/observer, and the changing 

relationships I had with the participants over the course of 

the study. 

My history and location in the world (Roman & Apple, 

1990) also played a role in the interpretations I made in 

this work. Raised in a Great Lakes industrial city, I am the 

daughter of working-class parents and attended public schools 

in both a working-class, urban neighborhood and in an 

adjacent suburb. I am also a former teacher in both 

traditional and non-traditional secondary high schools in 

urban areas in the Southwest. I taught life and physical 

sciences (including bilingual and sheltered science), 

English, foods, and learning disabilities; and coached cross

country and swimming. The intersections of these experiences 

with my commitment to education that is multicultural and 

reconstructionist; and my critical, feminist, and "hopeful 

postmodern" (Gore, 1993) viewpoint, contributed to the 
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research. Far from being a liability, subjectivity is 

valuable in qualitative research; for, as a researcher, I 

bring to light aspects of the research that speak to me. For 

example, while making decisions as to who might be included 

as participants in the study, I was especially tuned into the 

difficulty of oral expression that some of the women 

participants experienced at this time. After transcribing 

tapes from midterm interviews, I wrote an analytic memo 

(Strauss, 1987) in which I discussed the emerging and thorny 

issue of "shaky-voiced women" as a factor in both the 

selection of participants and in my teaching in the courses. 

Rather than immediately eliminating these women from 

consideration because they might have difficulty providing me 

with the good quotes needed for "my" work, I paid even closer 

attention to their participation and discourse before I made 

any further selection decisions. Committed to research that 

is also "for women" (Weiler, 1988), I also thought about the 

ways in which further participation in the research might 

make the lives of some of the women in the course less 

oppressive; yet, I was also acutely aware of the possibility 

of imposition of my feminist agenda on these women. As a 

teacher, I also made adjustments to the curriculum at this 

point by spending more time than I had originally anticipated 

on the research on women's voices, "women's' ways of knowing" 

(see Belenky, Clinchy, Goldberger, & Tarule, 1986; Brown, 

1991; Gilligan; 1991, 1993; Hancock, 1989; Pipher, 1994; 
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Rogers, 1993), and gender issues in schools (Sadker & Sadker; 

1994). 

Interpretive Nature 

The notion of the "researcher as instrument" in 

qualitative research is closely related to its interpretive 

nature. According to Eisner (1991), the interpretive nature 

of qualitative research is reflected in two ways. In one 

sense, interpretation refers to positing reasons why things 

are happening in a setting. Researchers must "try to account 

for what they have given an account of" (italics in original) 

in qualitative research (Eisner, 1991, p. 35). In this 

interpretation of interpretation, the perspective of the 

researcher filters the experiences of the participants in 

order to make sense of the data and inform the readers of the 

research. For me, much of this filtering or speculation 

occurred within the confines of my researcher's notebook, as 

I took Bogdan & Biklen's (1992) advice to "jot down ideas in 

the margins of your field notes" (p. 165) to heart, while I 

regularly talked back and forth to myself and made 

conjectures about the experiences of the participants, which 

I later confirmed or disconfirmed in subsequent rounds of 

data collection. In addition to wondering why events happen, 

I also interpreted the meanings that participants attached to 

their experiences (Eisner, 1991, p. 35). This is not an easy 
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task because meanings are varied and elusive; neither 

directly observable or quantifiable. Therefore, in order to 

develop this kind of interpretation, I tried to render "thick 

descriptions" (Geertz, 1973) of both the experiences of the 

participants and the context in which these experiences took 

place. 

Expressive Language 

To make "thick descriptions" come to life, a qualitative 

study uses expressive language in reporting of the data. 

Contributing to the expressive quality of the language are 

the voices and language of the participants, which are used 

to create the categories of analysis and the resulting 

report. To express the meanings essential to this research, 

I tried to create a form that directly presents the quality 

of the experience (rather than one that solely delivers 

information about an experience); thus, the writing of a 

qualitative study is more of "an artistic task" (Eisner, 

1991, p. 31). In qualitative research, the "voice" of the 

researcher is not something to hide or make invisible. 

Instead, the "signature makes it clear that a person, not a 

machine, was behind the words" (Eisner, 1991, p. 36). As 

Eisner (1991) suggests, I attempted to "leave my heart in" 

(p. 37) this study, as well as my voice. I also strived to 

honor the voices and hearts of the participants in this 
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study. 

Attention to Particulars 

In an artistic manner, qualitative research pays 

attention to the particulars of a situation, instead of 

aggregating experiences and presenting them as averages or 

percentages. Generalizations are not the goal of qualitative 

research. As Eisner (1991) explains, "qualitative studies 

tend to provide [the] flavor" (p. 38) of experiences by 

making subtle distinctions through awareness of the 

distinctive features of a case. Yet, even as particulars are 

attended to and described, a qualitative study seeks to 

locate significant general themes that are illustrated within 

the fine fabric of the specific. Through the use of case 

studies, I hope that I have described the particulars of the 

experiences of the participants so that the uniqueness of the 

cases and the themes within and across them, may serve to 

provide insight to readers of the study. 

Judgment of Quality 

Finally, qualitative research depends on its "coherence, 

insight, and instrumental utility" (p. 39) for judgment of 

its quality. Coherence hints at the notion of 

"triangulation" or cross-checking data for accuracy (LeCompte 
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& Preissle, 1993), in that multiple sources of data are used 

to support findings and to illustrate the over-arching themes 

and relationships uncovered in the study. The emphasis on 

insight and utility suggest that qualitative research should 

be evaluated for its contribution towards understanding of a 

particular situation that can then be used to shed light on 

other circumstances. 

In addition to the significance of these features to the 

design of this study, it is important to note that theory 

actually emerges from the data in a qualitative study; 

therefore, design, by necessity, is a fluid and evolving 

process. It was not possible to completely map the research 

process in advance. Instead, guideposts and rough plans 

grounded in a conceptual and theoretical base served to 

anchor the work in its initial stages. As interesting events 

unfolded and as the insights of particular participants rose 

to the surface, changes were made in the original research 

design in a naturalistic and inductive manner. 

Assumptions 

Related to aforementioned features of qualitative 

research, there are several assumptions that are significant 

to this study. These assumptions about the nature of 

reality, the relationship between the knower and the known. 
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and the way to gain knowledge of the world, are grounded in 

the constructivist interpretive paradigm (Denzin & Lincoln, 

1994; Schwandt, 1994). This paradigm "assumes a relativist 

ontology (there are multiple realities), a subjective 

epistemology (knower and subject create understandings), and 

a naturalistic (in the natural world) set of methodological 

procedures" (Denzin & Lincoln, 1994; pp. 13-14). Within this 

larger constructivist paradigm, the traditions of 

anthropology , symbolic interactionism (Blumer, 1969) and 

phenomenology (Holstein & Gubrium, 1994; Schutz, 1967), as 

well as the complexities of postmodernism, contributed to the 

assumptions underlying this research. 

In anthropological work, the notion of culture and an 

emphasis on meaning in local contexts is important. In the 

symbolic interactionism (Blumer, 1969) tradition, meaning is 

socially constructed as human beings engage with one another 

and their worlds to create continuously changing meanings. 

Phenomenology seeks to understand the "taken for granted" 

world experienced by members, and values the subjective 

(Holstein & Gubrium, 1994). Finally, the nature of 

knowledge, and consequently the nature of research, has 

recently taken a postmodern turn. Principles that have 

traditionally guided research practice—objectivity, 

generalizability, and the search for "truth"—have been 

called into question. Research in the increasingly complex 
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arena of the social sciences, including education, is 

gradually turning its attention to factors of meaning, 

context, and social action, previously ignored in studies 

that focused largely on observable behavior and the testing 

of hypotheses. Since "grand theory" is no longer the goal, 

educational research that generates action-oriented 

"local knowledge" (Denzin & Lincoln, 1994) and informs 

practice (Richardson, 1996) is important. 

Context 

This research took place in a unique section of a large 

southwestern city within the boundaries of a rapidly changing 

urban public school district. Within this boundary, the 

field setting was an elementary and middle school complex in 

which a team-taught combination of undergraduate education 

courses were taught on site. The material context of this 

southwestern city—the local district, the neighboring 

community, the school site, and the particular classroom 

setting of the EFE—as well as the related social conditions, 

the school and community members within this context, and the 

intellectual context of the reconceptualized EFE, contributed 

to the significance of the investigation of the experiences 

of preservice teachers within this system. 
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City/district 

A growing southwestern city of nearly 700,000 residents 

was the site of this research. In this city, there is a 

significant Hispanic population, an increasing population of 

other people of color, and a growing population of the 

working poor (Moll & Greenberg, 1990). Within the city 

limits and surrounding suburban areas, there are several 

public school districts. The district where the study took 

place occupies a long and narrow band from the edge of the 

central part of the city, extending into the far reaches of a 

rapidly expanding suburban area. Growth is a significant 

issue of concern for the district as officials and the public 

grapple with the conflicting needs for both expansion of 

existing facilities and construction of new schools and for 

preservation of vanishing native desert areas. 

Neighborhood 

The attendance area of the middle and elementary school 

complex where this EFE was housed has also experienced 

significant change and growth in recent years. Portions of 

the area used to be nearly rural until a few years ago; and, 

horses and chickens are still kept in small ranches that line 

a major riverbed near the suburban end of the attendance area 

of both schools. The river signifies a definite 
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socioeconomic class boundary; for immediately on the far side 

of the river, lot sizes are large, homes are luxurious, and 

property values climb as steeply as the abrupt foothills that 

frame the mountains. Closer to the schools, which are 

located near the center of the city, locally-owned small 

businesses that have been in the area for thirty to forty 

years (i.e. a car repair shop, a music store, and a drive-in 

restaurant) compete with national and multinational 

businesses along a nearby major thoroughfare leading to the 

largest shopping mall in the city, in the immediate vicinity 

of the schools, burned and abandoned buildings with boarded-

up windows stand next to new apartment complexes. Older 

middle and working class homes—some with statues of the 

virgin of Guadalupe in neat and orderly yards—contrast with 

clusters of trailer homes situated among vacant fields of 

desert scrub, trash, discarded couches, and shopping carts. 

There are few places for children to play in the 

neighborhood, with the exception of the school grounds.i 

Along with the physical and economic changes in the 

area, the neighborhood served by the schools is impacted by 

social problems that adversely affect families and children. 

Although "this was a poor area forty years ago," according to 

the principal of the middle school (a long-time resident of 

1 The neighborhood and school descriptions presented in this section 
were gleaned from anthropological "shaggin' around" reports written by 
the research participants while engaged in the EFE, smd from field notes 
and observations I made both as a prior resident of the area and a 
teacher/researcher in this study. 



91 

the area), at present approximately 29% of the individuals 

and 22% of the families in the immediate area live below the 

poverty level, with this number expected to rise due to 

recent changes in welfare regulations in the state (Wabnik, 

1997). The difficulties families encounter when they deal 

with economic struggles on a daily basis has been sharply 

illuminated in recent years. According to the local police 

statistics from the last eight years, this area is known by 

the last two digits of its postal zip code as "one of the 

greatest areas of family stress and crisis in the city ... 

based on reports such as domestic violence, child abuse, 

neglect, and drug and alcohol violations" (Wabnik, 1997, p. 

A14). Observations in the neighborhood on several school 

days both suggest and mask these statistics. At nine o'clock 

one morning, a woman in a trailer across the street from the 

school opened her door and threw a beer can into an existing 

pile, while on the school playground, a crowd of parents 

(some with with young children in strollers) lingered in 

conversation after walking their older children to school. 

The changes in this neighborhood are reflected in the 

changing nature of the population of students in attendance. 

There are increasing percentages of poor children, 

linguistically diverse students, and children of color 

attending both schools. According to the principal of the 

middle school (personal interview, 1996), of the 
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approximately 1600 students attending these two schools the 

percentage of Hispanic students (44%) is rapidly increasing 

and the percentage of other members of diverse groups (Native 

American, African-American, and Asian-American) is 

approximately 10%. The number of students who speak 

languages other than English as their first language are also 

rapidly increasing. Further, 80-95% of the elementary 

students and 66% of the middle school students are eligible 

for free or reduced lunches. 

Schools 

In this dynamic context, the campus where this research 

took place stands as a symbol of stability as it was the site 

of the original high school in the district. The middle and 

elementary schools currently co-exist on a large tract of 

land on a busy six-lane street and are surrounded by a 

several apartment complexes, a row of small businesses, a 

hotel with weekly rates posted, a social service agency, a 

small trailer park, and quiet residential streets. The 

elementary school sits on one end of the property and 

consists of a three-winged building, a separate office 

building, a multipurpose gymnasium, and several rows of 

portable classrooms sprawling onto a field next to the 

playground. In the middle of the campus lies a common 

cafeteria and a newly remodeled library shared with the 
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middle school. Behind the cafeteria, a clothing bank 

provides necessary clothes for families of children enrolled 

in the schools. Adjacent to the elementary school, the 

middle school occupies a sprawling ceunpus with its own 

office, gymnasium, and athletic field. The middle school is 

organized around separate, single-story buildings designed to 

house teams of students and teachers with a landscaped 

courtyard in the center. Classrooms in these buildings are 

generally without windows and the outside doors leading to 

the classrooms are typically locked. In addition to these 

buildings, rows of portable classrooms sit on the perimeter 

of the middle school campus on two sides. 

Both schools have struggled in recent years to adapt 

their curriculum and practices to meet the needs of their 

changing student populations; however, the district as a 

whole remains committed to using an English as a Second 

Language approach rather than adopting bilingual education in 

order to serve the increasing numbers of students for whom 

English is not a primary language. Efforts at the middle 

school include: the addition of an at-risk program, a student 

advisory period, and an extended "activity" curriculum; an 

expansion of the role of the school in serving families; and 

the use of the site for English as Second language classes 

for parents of students at both schools. At the elementary 

school, the principal's vision to create a "community school" 
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is evidenced by; (a) the employment of two family advocates 

and a bilingual (Spanish/English) interpreter; (b) greater 

attention to more inclusive language practices at the school; 

increased efforts to develop a strong Parent Teacher 

Organization; more multicultural activities, such as a ballet 

folklorico; and greater accessibility of the staff and 

principal to parents and families. In addition, the 

elementary school targeted the literacy needs of the students 

as a priority and instituted the use of a popular reading 

program for urban schools in need of improvement in reading. 

The complex was chosen to be a "Saturday school" site several 

years ago, and this progreim continues to serve students from 

both schools. 

EFE Classroom 

A portable classroom building located near the back 

entrance of the middle school housed the EFE. The portable 

is surrounded by; an athletic field, other portable 

classrooms housing special education and physical education 

programs, a dirt parking lot, and a district-wide facility 

for students with severe physical and/or cognitive 

disabilities. Immediately inside the entrance, a large table 

served as a snack area with bagels or donuts, coffee, hot 

chocolate and tea on the regular, yet flexible menu. The 

walls of the portable provided one continuous bulletin board 
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to display all forms of group and individual work (with the 

exception of a large chalkboard in the front of the room). 

Along the back wall, a large table and a filing cart on 

wheels was used as an informal classroom library to hold 

books, periodicals, and and other materials for check-out. 

In the middle of the room, six large tables were arranged in 

a semi-circle, allowing for small group and whole class 

activities. During the duration of the study, the portable 

was used exclusively for this EFE. 

Reconceptualized EFE 

Since the fall of 1992, two sections per year of a 

required undergraduate introductory methods course (Content 

and Processes of Classroom Instruction), with an accompanying 

laboratory and early field experience component, were taught 

in the portable classroom at this site either by Dr. Daniel 

Kirby (a professor in the teaching and teacher education 

department) or one of his graduate students. In the fall of 

1997, Dan and I piloted this team-taught integrated section 

of the methods course and a social foundations course 

(Schooling in America) at the site (see Appendix A for the 

original and revised course syllabi). According to the 

university catalog. Content and Processes of Classroom 

Instruction is described as a four credit course that: 



96 

provides an introduction to the processes associated 
with teaching in classrooms. Content is organized 
around five major strands: (a) observing in classrooms; 
(b) classroom management; (c) instruction; (d) planning 
and clinical reasoning; and (e) working in schools. 
Infused elements of the course include: applications of 
findings from research on teaching, understanding 
culture and language differences, working with special 
students, and dealing with substance abuse. A 
laboratory component including case methods and 
simulations is integrated into the course. In addition, 
directed field experience is required. 

Schooling in America is described as a three credit course 

that addresses; 

the nature and functions of schools in society; school 
reform proposals; moral dimensions of schooling; 
equality of educational opportunity; alternatives in 
schooling; and the nature of the teaching profession. 
This course is identified as a writing-emphasis course 
for all preservice teacher education students. 
Successful completion of the course satisfies the upper-
division writing-proficiency requirement of the 
university. 

Although these courses are not commonly team-taught or 

integrated in this teacher education program, they were 

occasionally combined by other university instructors and 

taught in a field-based setting at another school in the same 

school district in recent years. 

Using the context of this immediate environment as a 

catalyst for authentic "laboratory experiences" (Dewey, 

1904/1964) has been central to the EFEs that Daniel Kirby 

established at this site. However, in this particular 
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integrated section, the experiences in both courses were 

reconceptualized around Zeichner's (1996a) notion of an 

"educative practicum" highlighting: extended requirements and 

opportunities for involvement in the school and surrounding 

community; an emphasis on the belief that all children of all 

backgrounds can learn; and, a focus on lifelong learning and 

inquiry. Curriculum and pedagogy in the EFE was guided by 

theories of constructivism (Fosnot, 1996; Vygotsky, 1978) 

reflective practice (Dewey, 1933/1964; Liston & Zeichner, 

1991; & Schon, 1987), and education that is multicultural and 

social reconstructionist (Sleeter, 1996). The intersection 

of these theories led to pedagogy that emphasized the 

dialogic process of building on prior knowledge and personal 

histories to construct meanings within a community of 

learners, while both questioning and critiquing accepted 

practices that perpetuate inequitable schools in an unjust 

society, and promoting action. 

The curriculum of the general methods and foundations of 

education courses—and the pedagogy associated with it—was 

integrated with the field experiences and unfolded, in five 

thematic strands in a chronological, yet recursive order (See 

Appendix B for a list of the five curriculum/pedagogy 

strands). In the beginning of the EFE, the first strand 

emphasized the notion of "finding a place" or situating the 

self as a beginning teacher in this context through: (a) 
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examining beliefs about teaching, schooling, and learning; 

(b) exploring cultural and educational histories of self and 

others; (c) studying the history of schooling in America; and 

(d) building relationships within the classroom community and 

school. In the next strand, attention shifted from the self 

and immediate others to the larger arena of classroom 

processes, such as classroom climate, motivation, ecology, 

academic tasks; and varied theories of classroom management. 

In the third strand, issues of school funding, equity, 

diversity, parent involvement, and community "funds of 

knowledge" (Moll & Greenberg, 1990; Moll, Amanti, Neff & 

Gonzalez, 1992) were highlighted, along with the development 

of inquiry practices needed for participating in 

anthropological studies in the community, in addition, 

extending the field experience into the community began 

during this strand as preservice teachers participated in 

both mini-anthropological studies of the neighborhood and in 

community service learning projects. This work was supported 

by a grant proposal for preparing teachers for diversity with 

aims of: (a) preparing undergraduate teacher education 

students to teach in culturally diverse schools; (b) 

identifying strengths, challenges, resources, and needs in 

the neighborhood surrounding these schools and sharing these 

findings (c) providing a means to connect the schools with 

the neighborhood residents and families of students. Service 

projects were developed in concert with the schools' 
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principals and faculty, and included: (a) publishing a 

community oral history newsletter with sixth graders; (b) 

hosting parent coffees at the elementary schools; (c) 

providing child care for English as a Second language classes 

for parents and for Parent Teacher Organization (PTO) 

meetings; (d) developing a "book and breakfast" club for 

student readers at the elementary school; and (e) assisting 

with other school events, such as a turkey race for 

Thanksgiving and the packaging and delivery of holiday 

baskets to families. In the fourth strand, issues of 

curriculum planning, assessment, and instruction were woven 

into individual inquiries around critical issues in 

education, such as charter schools, bilingual education, 

decision-making and power, service learning, and inclusion. 

Finally, the last strand in the experience focused on 

celebrating the work of the preservice teachers and honoring 

the multiple communities that developed in this context. 

Pedagogy focused on learning through a dialogic process 

of reflection, inquiry, and action within a studio-like 

community of workers with knowledge demonstrated through 

studio-based portfolios (D. Kirby & D. Latta, personal 

communication, August 1997). Portfolios served two 

complementary functions: to present a picture of both the 

work and (products) and the worker's processes of learning. 

Preservice teachers were provided with a portfolio framework 
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or "scaffold" (Bruner, 1986) consisting of three major 

sections—reflections, inquiries, and actions—with each 

section requiring specific forms of evidence. (See Table 1 

for portfolio requirements and Appendix C for the portfolio 

assessment guide) 

The reflection section contained two forms of writing: 

weekly reflections and a cultural or educational 

autobiography, centered around values, beliefs, and 

reflective thought. Weekly reflections or "R's" were modeled 

after dialogue journals (Roe & Stallman, 1994; Staton, 1987) 

or "think pieces" (Fox, 1996) and served as a form of 

extended written conversation between the instructors and 

preservice teachers. Unlike dialogue journals, however, in 

this case the preservice teachers were asked to use their 

"R's" to respond to specific questions related to the content 

of the course in these informal pieces. Reflecting the 

greater emphasis in unpacking preservice teachers' 

biographies and stories in the process of learning to teach 

(see Bullough & Gitlin, 1995; Connelly & Clandinin, 1990; 

Carter, 1993; Carter & Doyle, 1996; Graham, 1991; Grant, 

1992), cultural and/or educational autobiographies were 

required as a more extended reflection in this section of the 

portfolio. In the inquiry section, evidence of thoughtful 

inquiry into: the course texts and other documents, planning 

curriculum, and researching a critical issue in education was 
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TABLE 1 
Portfolio Requirements 

A. Reflection Section 

1. Reflections 

2. Autobiography 

B. Inquiry Section 

1. Logs 

2. Curriculum Plan 

Writings which consider values, 
beliefs, and reflective thought 
processes. 

An extended reflection about one's 
cultural and/or educational history. 

Written responses to course readings 

A 3-week plan for curriculum, 
instruction, and assessment for a 
chosen grade level/subject, with one 
week in greater detail. 

3. Critical Issues Paper A 6-10 page paper that addresses a 
timely and critical issue in 
education; demonstrates 
understanding; and uses multiple 
resources to critically examine the 
issue. 

C. Action Section 

1. Observations Field notes from classroom 
observations. 

2. Actions Records and notes documenting 
community research and involvement, 
as well as investigations into local 
issues. 

3. Community Work Actual action taken in this school 
and community as demonstrated in a 
list of hours spent (target #=10), 
artifacts of involvement, and the 
product produced (i.e. the 
newsletter) as applicable. 
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required. This evidence took three general forms: reading 

logs or "L's" for each required reading, a three-week 

curriculum unit plan, and a critical issues paper. In the 

action section, evidence of action in classrooms and the 

community was required. This evidence included: records of 

classroom observations (called observations or "O's"), in 

which suggested lens to view experiences were addressed? 

records of action in the community and school (called actions 

or "A's"), which included field notes, interview notes, and 

other related artifacts such as photographs, maps, collected 

materials from community resources; and products associated 

with the involvement in the school and community, such as the 

community newsletter. 

In transforming the content of this EFE into curriculum, 

two graduate students, John and Hillary, provided invaluable 

assistance. John is a doctoral student in Teaching and 

Teacher Education who en^hasizes moral education in his work. 

He is also the pastor of a small church in the immediate 

neighborhood and brought strong local knowledge of the 

nuances of the area to the EFE. Hillary is a self-described 

"raised in a hippee culture" world traveler, with a thirst 

for understanding multiple languages, cultures, and people. 

She is a student in the Masters program in Language, Reading 

and Culture, seeking secondary endorsement in bilingual 

education and social studies. They were both instrumental in 
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managing the field placements in classrooms, networking in 

the schools, and providing guidance and leadership in the 

anthropological work and community service learning 

activities. 

Participants 

In this study, the participants were preservice teachers 

enrolled in their first early field experience after 

admittance into the college of education at a major research 

university in the Southwest. There were twenty-six 

preservice teachers enrolled in this EFE at the beginning of 

the semester (August, 1997). Of this twenty-six, twenty-four 

were females and two were males. Broken down by race, 

ethnicity, and gender, the class consisted of; one African-

American female; one Native-American (Hopi) male; seven 

Hispanic females (one Mexican citizen, five Mexican-American, 

and one Peruvian-American); fourteen White females; and one 

White male. They ranged in age from nineteen to forty-six, 

with three major distinctions in age and life experiences: 

seven women were returning to school after 10-20 years of 

prior career or family experiences; six were in their mid to 

late twenties, with three of them having young children at 

home; and the rest were younger than 23 years old. Six were 

secondary education majors, two were music education majors 

(K-12 certification), and eighteen were elementary education 
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majors, (see Table 2) 

Another interesting characteristic of this population is 

the fact that preservice teachers in this particular college 

of education do not necessarily reflect the homogeneous and 

"culturally insular" profile of preservice teachers described 

in studies in Chapter Two. In this college, requirements for 

admittance highlight: (a) previous experience with diverse 

groups in a multicultural society, (b) proficiency in English 

and other target languages significant in the Southwest (e.g. 

Spanish; Native-American languages), (c) commitment to the 

teaching profession as demonstrated by prior experience with 

children in institutional settings, and (d) academic 

achievement. In the college, approximately 36% of the 

students admitted to the initial teacher preparation program 

are people of color. 

Sampling 

As LeCompte and Preissle (1993) explain, 

"conceptualizing the boundaries of whatever it is a 

researcher wants to study is the ethnographer's first task" 

(p. 59). This task involves both practical and conceptual 

sampling considerations. 
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TABLE 2 

Participant Summary 

26 preseirvice teachers were enrolled in the EFE: 

Gender Race/Ethnicity Ages Manors 

24 female 1 African-American 19-46 6 secondary 
2 male 1 Native-American 18 elementary 

7 Hispanic 2 music education 
17 White (K-12) 
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Practical 

Sampling decisions in this study were based on the 

practical concerns of convenience, attendance, and 

participation. Convenience was a factor because I designed 

the research with the intent of carrying it out within the 

context of the EFE I planned to teach. Therefore, only the 

people enrolled in this EFE during this particular semester 

had the opportunity to participate in the study. 

In the beginning of the semester, I explained the intent 

of the research and sought written permission from the 

preservice teachers enrolled in the EFE to carry out this 

study. All twenty-six preservice teachers initially 

consented to participate. Near the end of the semester, I 

asked all participants to reconsider their involvement in the 

study, explaining that it would require some additional time 

for interviews in the following semester. At that time, 

three participants chose to end their participation due to 

personal concerns. Two additional members of the course 

withdrew from school and were not considered for further 

involvement. 

Two additional sampling factors were important for 

practical reasons: regular attendance, and participation in 

the course activities. These factors were significant 
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because it is difficult to consider the experiences of 

preservice teachers if they are not consistently attending or 

participating in their teacher education program in 

meaningful ways. (Even though the perspectives of non-

attending and non-participating preservice teachers is 

interesting and worthy of study, this was not the focus of 

this investigation). In addition to the two aforementioned 

preservice teachers who withdrew from the courses, one 

preservice teacher was not considered because she missed 

approximately 40% of the course meetings. 

Conceptual 

In addition to practicality, conceptual factors play a 

role in making sampling decisions. In studying the 

experiences of preservice teachers in an EFE, these decisions 

are most challenging because each member holds a unique 

perspective on the experience and it takes time for the 

perspectives of particular students to clearly emerge. To 

make these decisions, "criterion-based sampling" (LeCompte & 

Preissle, 1993) or "purposive sampling" (Merriam, 1988) was 

utilized. Conceptual selection of participants was based on 

the following criteria; (a) engagement in the course 

experiences; (b) transformations within the time frame of the 

courses; and, (c) diversity or uniqueness of perspectives. 
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Engagement. Engagement in the EFE is defined in 

complementary ways: (a) the preservice teachers' "getting 

into" and becoming involved in the experiences in interesting 

ways, and, (b) my engagement with them and their work. This 

was considered from several angles. Initially, I used the 

weekly reflections and cultural and learning autobiographies 

to get a feel for who was "digging in" and getting ahold of 

ideas. In responding to these writings, I paid careful 

attention to pieces that caused me to pause, think, and 

richly respond in writing. In my daily field notes, I 

noticed who appeared "with-it" and involved, and how these 

patterns varied over time and specific contexts. 

As the community inquiry studies in the local 

neighborhood began, approximately six weeks into the semester 

(early October, 1997), I noted engagement in the two focused 

"shaggin' around" or mini-anthropological studies that were 

completed in groups during class time. Participation in an 

optional field trip on the school buses in the district, 

which involved a very early morning departure, provided an 

unusual and authentic perspective on engagement that caused 

me to reflect on the participants who made the choice to "get 

on the bus." As the community service learning projects 

continued, I observed the preservice teachers as they 

participated and read their weekly "Action" reports on these 

experiences. 
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Later, as the the preservice teachers completed two 

major inquiry projects: a critical issues in education paper 

and a curriculum unit, I continued to take note of those who 

appeared to be "getting into" these projects. 

Transformations. I also paid attention to significant 

transformations that occurred for individuals within the time 

frame of the courses, such as; changes in major field (i.e. 

from secondary to elementary); shifts in voice, style, or 

practices; development of expertise or status in the 

classroom community; and changes in quality of work from the 

midterm portfolio conference to the end of the course. 

Diversity. I chose to consider the factors of race, 

ethnicity, gender, age, and major (elementary or secondary 

education) in selection due to the fact that preservice 

teachers of color are so poorly represented in teacher 

education programs (Howey & Zimpher, 1996). Paying 

attention to diversity is significant for several reasons. 

First, little research into field experiences has been 

reported that includes the perspectives of preservice 

teachers of color, especially in courses that address 

multicultural education issues (Grant & Secada, 1990; 

Pailliottet, 1997); therefore, their perspectives remain 

generally missing from the educational literature. Also, 

since women are in the majority in teacher education 
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progreuns, the perspectives of the two male students in the 

class of twenty-seven students were carefully considered. 

Gaining representation from the range of ages and majors in 

the courses was also used as a factor in selection. 

Selection Process 

The selection of participants was a fluid, intuitive 

process. As Bogdan and Biklen (1992) explained, it is useful 

to visualize a funnel when selecting participants, using a 

wide funnel initially in order to allow for broad 

consideration of the participants. Eliminating participants 

from the sample too early may have resulted in losing sight 

of significant transformations for particular individuals; 

therefore, with the exception of a few students who did not 

meet the first two criteria (attendance and participation), 

approximately two-thirds of the preservice teachers were 

included in the sample until the middle of the semester long 

(18 week) EFE. 

Preliminary selection was made in the end of October, 

1997, after nine weeks in the EFE. At this time, Dan and I 

conducted midterm portfolio interviews with the participants 

in order to "tour" their work in the EFE. After the 

interviews, I selected one half of the twenty-six members of 

the class as participants. At the end of the course, I 
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selected ten participants. By the end of December, 1998, I 

carefully examined the data and in January of 1998, I 

scheduled interviews with six participants. From these six 

interviews, four participants were chosen for extensive in-

depth cases. 

Sample Summary 

The four participants in this study were: 

a. Monica Cruz: a thirty-five year old, Mexican-

American woman, a native of this community, with an 

Associates degree in business, an elementary education 

major, married with two children; 

b. Cindy Williamson: a twenty year old White woman, a 

junior in elementary education, from the Midwestern 

United States; 

c. Nate Chino: a twenty-one year old Hopi man from 

this southwestern state, with an Associates degree, and 

a major in secondary earth science education; 

d. Jennifer Rhoades: a forty-one year old White woman, 

born in this community, an elementary education major; 

married with two children. 
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Data Collection 

In qualitative research the researcher functions as a 

"bricoleaur" (Denzin & Lincoln, 1994), assembling whatever 

tools are needed in order to create understanding; therefore, 

data is collected in a reflexive manner, often guided by 

hunches and speculations and based on the data already 

collected. Using Bogdan and Biklen's (1992) guiding metaphor 

of data collection as a funneling process, I collected data 

widely at the beginning of the study (from late August until 

the middle of October, 1997) and tried to force myself to 

make decisions that narrowed down the study as early as 

possible. In this manner, several forms of data were 

collected. These included observations, documents, focus 

groups and interviews (see Figure 1). 

Observations 

In order to establish a deep grounding in the 

experiences of the preservice teachers in these courses, 

participant observation (Spradley, 1980) was utilized. As 

the name implies, there are dual purposes to participant 

observation: to both participate in and carefully observe a 

particular scene (Spradley, 1980). In this role, a 

participant-observer pays close attention to aspects of a 

situation that might normally be tuned out; uses a wide-angle 
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lens in order to see clearly all facets of a particular 

scene; alternates between the role of insider and outsider 

(and does both simultaneously); engages in introspection; 

and, keeps careful records of what is seen and experienced 

(Spradley, 1980). As Spradley suggests, participant 

observation may be best thought of as existing on a 

continuum. I was a full observer—positioned in a corner of 

the room taking field notes—when my teaching partner was 

guiding a class discussion or when a guest speaker was 

present. At other times, I was a full participant. This was 

particularly true when I worked side-by-side with members of 

the class on community service projects, such as providing 

child care for the PTO meetings or the English as a Second 

Language classes for parents, or assisting the newsletter 

publishing group as they worked with their sixth grade 

students. 

The preservice teachers in this study were observed in 

the portable classroom of the middle and elementary school 

complex from October through December of 1997 for two days 

per week (Tuesdays and Wednesdays). Each class session 

lasted approximately three hours: from 7:30 AM to 10:30 AM. 

In addition, the participants were observed before and after 

their classroom observations, which took place one day per 

week (Thursdays) from 8:15 AM to 10:30 AM. Occasionally, I 

was able to observe preservice teachers in their classroom 
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observation settings, usually by peeking in classrooms or 

stopping in for a quick visit; however, this was especially 

difficult at the middle school due to the lack of windows and 

the locked doors. During the school/community portion of the 

field experiences, I periodically observed the participants 

in their school and community settings. 

Documents 

A number of documents were collected and analyzed in 

this study. I saved all course documents (hand-outs, course 

readings, lesson plans, and communications from preservice 

teachers) throughout the duration of the course. In 

addition, I spent time with each of the participants' 

portfolios and made copies of extended segments for more 

detailed analysis. 

Focus Groups 

Since all of the preservice teachers in the study 

participated in a course experience together, focus groups 

were an appropriate choice for gathering information on their 

experiences. According to Vaughn, Schumm, and Sinagub 

(1996), focus groups are a particularly valuable tool to use 

in exploratory research when a group has a common, concrete 

experience to talk about and the researcher is interested in 
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the subjective experience of the participants. Participants 

in focus groups met in December, 1997 (at the end of the 

semester) to engage in conversation about the contents of 

their portfolios, their experiences in the courses, and the 

meanings of their experiences. These conversations were 

audiotaped and transcribed. (See Appendix D for Focus Group 

Moderator Guide) 

Interviews 

Two forms of interviews were used in this study at 

different times. Near the end of October, I conducted fairly 

structured interviews with each individual in the course. 

These interviews functioned as both portfolio audits of the 

preservice teachers' work in the course up to that point and 

as sources of data regarding the nature of the preservice 

teachers' experiences. I conducted these with my teaching 

partner in either his office or in the portable classroom 

where the courses were located. I audiotaped and transcribed 

the interviews of most members of the course. (See Appendix E 

for midterm interview guide) 

In late January and early February of 1998, the final 

six participants were individually interviewed in ninety-

minute sessions. (See Appendix F for final interview guide) 

Both Spradley's (1979) ethnographic interview guidelines and 
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Seidman's (1991) phenomenological interview guidelines were 

utilized as guiding freuneworks; however, the questions were 

developed in a more organic, recursive process of listening 

to the tapes of the midterm interviews and reading field 

notes and portfolios. I distributed the questions and 

interview guidelines to each participant prior to the 

interview in order to give each the opportunity to think 

about the questions. The night before each interview, I re

read the participant's reflections, autobiographies, action 

reports, and observations, and made note of additional 

questions and speculations. While scheduling the interviews 

(either via telephone or email), some of the participants' 

comments prompted me to develop further questions. During 

the interviews, I was also guided by the participants ' 

responses in asking follow-up questions. 

The final interviews took place in a range of locations, 

depending on the schedule and preferences of the 

participants. For the majority, my university office 

(stocked with Diet and regular Coke, ice, pretzels, hard 

candy, and oranges) made for a comfortable interview setting. 

For one participant, the interview took place in a noisy 

Mexican restaurant over cheese enchiladas on a Friday 

afternoon. For another, the outdoor patio of a coffeeshop 

provided a casual place to talk about the EFE experiences and 

meanings. I audiotaped and transcribed each interview. 
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Summary of Data Collec-tion 

These four data sources—observations, documents, focus 

groups, and interviews—were the primary means through which 

I explored the preservice teachers' lived experiences (and 

the mecinings they constructed of these experiences) in this 

study. 

Data Analysis 

To analyze the data, I selected the overreaching 

analytic frame of constant comparison (Glazer & Strauss, 

1967) to create meaningful categories of analysis for each of 

the four data sources. In this process, data is continually 

compared and grouped. Since data analysis begins almost 

synonymously with the beginning of data collection in a 

qualitative study (Bogdan & Biklen, 1992), several distinct 

phases of data analysis emerged over the course of this 

research. These phases included: (a) early analysis, (b) 

midway analysis, (c) immersion analysis, (d) traveling 

analysis, and (e) grounded analysis (see Figure 1). 

Early Analysis 

As Denzin and Lincoln (1994) explain, data analysis 

begins immediately after the first pieces of data are 

collected in a qualitative study. In this early work, I 
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focused on the selection of specific participants and the 

evolving need for adjustments in data collection. I used the 

image of a slow-moving cunoeba—moving forward with pseudopods 

("false feet")—as a visual of the boundedness of the study 

participants in this EFE and the ways in which they took 

various unexpected directions over time. Often, when I 

thought a participant's experience had a certain steady or 

recognizable character, I would suddenly be surprised by that 

participant's choices, actions, or writing. These early 

changing directions were considered in lengthy analytic memos 

(Strauss, 1987). 

Midway Analysis 

At the middle of the semester, when I was in the midst 

of the overlapping processes of interviewing, transcribing, 

and analyzing the audiotapes of midterm interviews, I was 

struck by the tentative quality of the voices of several of 

the women; subsequently, I approached analysis with a 

decidedly feminist lens at this time. I paid particular 

attention to DeVault's (1990) feminist perspective on 

research methodology by carefully listening to the 

respondents both while interviewing and in the process of 

transcribing and editing the interview tapes. In listening 

to women respondents in interviews, DeVault (1990) argues 

that "women interviewing women bring to their interactions a 
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tradition of 'women talk' [that] help[s] each other develop 

ideas" and women interviewers are also "typically better 

prepared than men to use the interview as a search procedure" 

(p. 101) to gather information. By "listening from a women's 

standpoint" and paying careful attention to instances when 

the participants found it difficult to effectively use 

existing language to express their views, I kept several 

participants in the study who might typically be overlooked 

because of their difficulty in communicating their ideas. In 

editing the transcripts, I also took DeVault cautions to 

heart as I tried to avoid losing important talk and used 

restraint when tempted to quickly substitute standard 

language for the voices of women. 

Immersion Analysis 

In the middle of the study (from roughly the middle of 

October to the beginning of December), there were many events 

going on in the EFE. From the beginning of the 

anthropological studies in the local neighborhood to the 

development of the community service learning projects, the 

varied nature of the participants experiences began to 

emerge. In this phase, the focus of my data collection and 

analysis shifted from writing daily intensive field notes 

about more common experiences to immersing myself more fully 

in the varied experiences of the participants. For example. 
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I participated in a "shaggin' around" group with Jennifer and 

Monica; worked with the elementary school reading program 

with Jennifer; attended the parent coffee and worked on the 

sixth grade newsletter project with Monica; helped with the 

"turkey trot" at the elementary school with Cindy and Nate; 

went to community speakers with Nate and Jennifer; and did 

child care at the parent ESL classes with Hillary. As a full 

participant in these experiences, I completed action reports 

about my participation, noting my reactions to the 

experiences and suggesting possible interpretations of the 

events. In addition to this immersed participation, I 

submerged in analysis while responding to a heavy load of the 

participants' course writings at this time. These pieces 

included: weekly reflections; weekly action reports about 

community service learning activities and critical issues 

inquiries in the community; and multiple drafts of 

autobiographies and critical issues papers. Through the 

process of intensively responding in the margins of the 

participants' work, their constructed texts became an 

extension of my research notebook. This form of written 

analysis also provided me with another way to develop 

stronger relationships with the participants. 

For many years, I' ve been a moving thinker, that is, I 

consistently engage in either running, swimming, or cycling 

while I think. While immersed in this phase of analysis. 
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this pattern proved helpful. I quite regularly swam on both 

Monday mornings (as a way to move between the weekend space 

of working through previous data and the week of new data to 

consider), and on Friday mornings (to reflect on the new data 

and experiences of the concluding week). I also ran on the 

weekends (usually through the neighborhood surrounding the 

EFE site) and found that the experiences of key participants 

surfaced in my mind during these trips. For example, after I 

read Jennifer's drafts of her autobiography, in which she 

described at length her experience as a member of the "Up 

with People" show, I sang the popular theme song of this 

organization on several of my runs, all the while imagining 

Jennifer's experiences and wondering how they intersected 

with her experiences in this EFE. The tracks of these moving 

immersion analysis sessions were recorded either in my main 

research notebook or in a small notebook I carried with me 

while I ran. 

During final exam week at the end of the semester, the 

immersion phase of analysis took another significant turn. 

No longer engaged in the day to day world of the portable 

classroom, my teaching partner and I returned to the 

university to conduct the focus groups and read portfolios. 

After the focus groups were completed, I took all of the 

portfolios and lined them up on three shelves in my office 

according to whether or not I was compelled to immerse myself 
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deeper in their contents. In this informal "portfolio sort" 

activity, I categorized the portfolios in the following 

manner. If I had specific questions for the portfolio's 

creator—based on either the conversations in the focus 

group or the student's work in the course—I placed the 

portfolio on the top shelf, indicating that I would 

definitely read it carefully. Then, I sorted for a "could be 

something interesting in there" category and the portfolios 

in this group were placed on the middle shelf. Finally, the 

remaining portfolios were placed on the bottom shelf. When I 

stood back and looked at the three shelves, each with a 

collection of three ring binders or folders of various sizes 

and colors, I noticed that the top shelf portfolios were, for 

the most part, definitely "top shelf" in terms of their 

appeal—from bright blue, bulging notebooks with elaborate 

covers to organized binders with decorative dividers, 

photographs, and personal mementos—they collectively made a 

visual impression on me and guided my immersion into their 

contents in a deeper way. At this point, I chose ten 

portfolios to immerse myself in for a period of two weeks. 

Traveling Analysis 

After studying portfolios, I embarked on two, three-day 

passenger train trips at the end of December, 1997 and in 

early January, 1998, in order to analyze and consider the 
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data while in isolated motion. During the first session, I 

re-read all field notes and lesson plans to develop a 

thorough grounding in the overall course experience. This 

data was coded in a four-step process. First, I went through 

all notes and assigned "meaning units" (Ely, 1991), that is, 

I simply wrote summaries in the margins of my notes to 

identify the content. Then, I went back and assigned 

meaningful codes to these units. From there, I re-read each 

meaning unit along with the text it described to see if they 

still fit. I also "chunked" the codes into larger, more 

meaningful categories (See Appendix G). in addition to 

coding, I took notes of further questions I had for the 

participants, based on the field notes and the portfolios of 

the participants. 

On my return trip, I listened carefully to the midterm 

interview and focus group tapes, while carefully rereading 

selected documents from portfolios. Generally, I read all of 

the reflections ("R's"), cultural autobiographies, action 

reports ("A's"), and critical issues papers, and read 

selected observations ("O's") and reading logs ("L's") from 

the portfolios of ten participants. During this analysis, I 

wrote more questions and speculations about the experiences 

of each participant. When I had a complete list of questions 

for each participant, I looked across these questions and 

considered which of the ten participants held the most 
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interest for me based on previously mentioned criteria. 

While listening to tapes, I also paid attention to; 

transformations in voice from the midterm interview to the 

focus group, perspectives that surprised me in the focus 

groups, and affective qualities that made me want to spend 

more time in the company of specific people in order to 

understand their experiences. By the time I landed at the 

train station on my return trip, I chose six preservice 

teachers to interview and consider in depth in the next 

phase. 

Grounded Analysis 

In the final phase of analysis, I selected four 

participants, and alternated between considering both 

individual cases and the larger themes emerging from these 

cases. I combined the transcription of interviews with the 

recursive practice of looking back over field notes for 

representations of each participant's experiences. I also 

continued to re-read the portfolios and developed visual 

representations or maps of the experiences and meanings of 

experiences for each participant. I examined emerging themes 

across and against the experiences and meanings. 

Once themes were solidly identified, I re-searched all 

sources for common and discrepant themes (Bogdan & Biklin, 



126 

1992). Near the end of this analysis, I checked with the 

with the preservice teachers to confirm and clarify 

experiences and meanings. From these conversations, I made 

revisions to the final analysis. 

Limitations 

This study presents several limitations. During the 

majority of the study (from August to December 1997), I was 

both a researcher and one of the teachers of the preservice 

teachers enrolled in this EFE. Since relationships between 

teachers and students in university settings have a long 

tradition of hierarchy associated with them, this may have 

hampered the development of genuine relationships between the 

participants and myself. Early in the study, some of the 

participants may have felt as if they needed to participate 

in the research (and may have actively sought participation) 

due to a misconception that participation might enhance their 

course grades. Later, as I established more genuine teacher-

student relationships with key participants, I sometimes 

wondered if some of them told me things they thought I wanted 

to hear because they liked me and wanted to help me with my 

research. 

Balancing the dual role of teacher/researcher also 

proved challenging for me in this study. In fact, this was 
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far more difficult than I imagined it would be. In the 

beginning of the study, I found it hard at times to remember 

that I was engaged in the research as I was so used to being 

a teacher, while the role of researcher was relatively new to 

me. Later, there were times when particularly engaging 

discussions erupted and I found myself wishing I would have 

either audiotaped the class or taken better notes. 

Further, as Lareau (1996) pointed out, the life of a 

researcher infects the research process: 

Researchers are human—we get sick; we have an extra 
glass of wine; we get into fights with our spouses; we 
have papers to grade, due the next day; or we simply 
don't feel like writing up field notes immediately after 
an interview or a participant-observation session (p. 
217). 

Like Lareau, there were a few points during the duration of 

the study when I felt totally overwhelmed by data and did not 

find the time amidst other responsibilities to write field 

notes until more than a day or two passed. Especially in the 

latter part of the semester (from the end of October until 

the middle of December), I had difficulty maintaining a 

stable balance between the complementary demands of teaching 

and research. Since one of the courses in this combination 

was a writing intensive course (with a university requirement 

that writing account for at least fifty percent of assessment 

in the course), there was a significant amount of student 
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writing to respond to as the semester progressed. This 

heightened teaching demand was reflected in my data 

collection and analysis, as I consciously made the choice at 

that time to collect and analyze my data differently than I 

had at the beginning of the study. 

The short duration of this study is also a limitation. 

Since the participants were enrolled in the courses for only 

one semester, there is certainly the likelihood that this was 

not enough time for clear patterns to emerge regarding their 

experiences and the meanings they constructed of these 

experiences. As Featherstone (1993) described, there may be 

a delayed reaction to, and consideration of, course 

experiences as beginning teachers continue to consider the 

meanings of their emerging practices, it would be useful to 

continue to study the experiences of this group of 

participants as they progress through the remainder of their 

teacher education program and into their beginning years of 

teaching. However, for the purposes and time line of this 

particular study, this option was not possible. 
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CHAPTER FOUR 

PARTICIPANTS AND EXPERIENCES 

The purpose of this study was to understand both the 

experiences of preservice teachers, and the meanings they 

constructed of their experiences, in an extended and 

reconceptualized early field experience (EFE) in teacher 

education. To begin to address this purpose, the 

participants—Monica, Cindy, Nate and Jennifer—will be 

introduced in a comprehensive way in this chapter using 

excerpts from both their educational/cultural autobiographies 

and reflective writings. These introductions will be 

followed by a brief description of the three main themes that 

emerged from studying the participants' experiences in this 

EFE. 

Participants 

Monica 

Monica Cruz is a thirty-five year old, Mexican-American 

woman with a deep-rooted sense of belonging in this 

community. She currently attends the university full-time, 

after spending the last seventeen years working and raising 

two children with her husband. In addition to her schooling 

and family responsibilities, Monica works part-time for a 
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non-profit organization and is active on several governing 

boards of local youth agencies. She is seeking a degree in 

elementary education to fulfill a dream she has had for a 

long time. 

Monica proudly states that her "heritage dates back to 

Mexico and I am part of the sixth generation in my family to 

live in this town ... I think of myself as a Mexican-

American." In her cultural and educational autobiography, 

she explains that her family strongly contributes to both her 

work ethic and cultural pride, "especially my father, who 

worked very hard at an automotive parts shop [and] believed 

that it was important to work hard and honestly for a living, 

especially if you were Hispanic..." Monica's cultural 

identity, however, was also affected by the the far-reaching 

effects of racism and discrimination in this community; 

My parents grew up when it was forbidden for them to 
speak Spanish in school . .. this resulted in English 
speaking only in our home ... This presents me with an 
obstacle in my life. I find it very frustrating that I 
am not fluent in Spanish; and, the language has been 
difficult for me to master as an adult. I remember 
being a young girl and telling the other children that I 
was only half Mexican. I was ashamed of my heritage. 
Looking back, I attribute this to my father who tried 
very hard to 'Americanize' us. 

Yet, in the midst of this cultural conflict, she 

remembers her years in elementary school and junior high with 

fondness. In sixth grade, Monica volunteered in a 
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kindergarten classroom and dreamed about becoming a teacher. 

She also "won an essay contest titled 'Why I like my school' 

and was the valedictorian of the sixth grade class." In 

junior high, her life was "full of activities like 

cheerleading, student council and clubs [in] a very diverse 

school [where she] learned to integrate with many different 

kinds of students." 

However, when her family moved as she began eighth 

grade, she says "it was the end of the world." Monica 

"hated the new school where I had one new friend, an African-

American girl named Colette ... there were kids who called me 

a 'nigger lover' and I was so confused and hurt that my mom 

allowed me to go back to my old school." Looking back, she 

says that she "learned to appreciate the caring network of 

teachers led by a great principal" that she had at her first 

junior high school. 

As a freshman, Monica's parents decided that it was time 

for her to get over the move, so she was sent to the 

neighborhood high school where she knew no one except her 

older brother. Monica says; 

I was on my own and it was a very intimidating 
experience. This period of my life was definitely a 
turning point as my teen years became some of the most 
trying and difficult times I have known. In addition to 
being on an emotional roller coaster I was also feeling 
insecure and ugly. As if things couldn't get worse, my 
parents were having marital problems and filing for 
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divorce... we should have seen it coming; the silk 
shirts, the gold jewelry, the fake sideburns ... the new 
car, and a much younger girlfriend. 

With her parents' attention largely focused elsewhere, Monica 

occupied herself with finding a niche in high school. Trying 

to "fit in" with the crowd, Monica aligned herself with a 

group of popular girls who: 

knew how to party, where to party, and how to create a 
party .. . along with these new fun girls came the guys. 
In fact, this is when I met my first boyfriend, not the 
kind of boy you bring home to mom and dad ... this guy 
was always in trouble, drove a new truck, had money ... 
someone my parents would hate ... [he was] perfect. 

Monica graduated from high school as quickly as she 

could and immediately married "that crazy guy my parents 

hated." She says, "Our marriage was difficult at first 

[because] we were only nineteen and raising our son was a 

challenge. We both worked at entry level jobs and despite 

our parents' objections and their assurance that it would 

never work, we actually did quite well." 

With the support of her immediate family, Monica 

periodically attended the local community college to upgrade 

the clerical skills she used in her positions in marketing. 

Although she was content with her career, Monica decided to 

return to school full-time over a year ago in order to become 

a teacher. She returned to the community college and 

completed general requirements before transferring to the 
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state university. She hopes to complete her Bachelor's 

degree in spring of 1999 and looks forward to fulfilling her 

dream. 

Monica has the benefit of her mothers' s example in this 

endeavor, as she watched her mom "sacrifice everything to go 

back to college and pursue a degree in elementary education 

after the divorce." Now, her mother teaches in a local 

bilingual school and helps to keep Monica informed of local 

issues in education. Her husband and children also provide 

inspiration, and even her sixteen year old son's friends, who 

"always hang out at [her] house," encourage Monica to reach 

her goal. 

Monica believes that her background and experiences in 

life will serve her well both in the classroom and in this 

diverse community where she hopes to teach. She explains: 

My family background has allowed me the opportunity to 
build relationships with diverse groups of people and to 
have an open mind regarding cultural differences, and my 
work experience has given me the professional skills and 
confidence needed to communicate effectively as an 
educator." 

Although she realizes that there is still a lot to learn 

about teaching, she said, "at thirty-five, I am ready for the 

challenge." 



134 

Cindy 

Cindy Williamson is, in her words, a "clone' of her two 

older sisters: "all tall blondes with almond shaped blue 

eyes, Kodak smiles, and the same voice." At twenty years 

old, she exudes both the enthusiasm of a summer camp 

counselor and a sense of calm and order, made possible she 

said, "because of the detailed and color-coded daily planner" 

that guides her precisely through each day of her junior year 

as an elementary education major. 

The beginning of her cultural autobiography reflected a 

family background that strongly influenced her and was nearly 

as perfect as the schedule she currently keeps: 

Both my parents made such strong impressions on me. My 
dad was the business man, successful and happy in his 
career, who whistled when he came home from work and 
watched The Cosby Show with his family ... [ and ] he 
still considers himself 'the luckiest man alive.' My 
mom was the energetic fitness instructor who ran 
marathons, drove the light blue minivan on family trips 
across the country and on endless carpools back 
and forth from the athletic club ... and spoiled me as 
the youngest child with homemade placemats at breakfast 
every morning. She even trained me to wake up in the 
morning, sit at the edge of my bed, clap three times, 
and exclaim, 'Today is going to be a great day I' 

Cindy "idolized" her older sisters and they "meant the world" 

to her. Although "it wasn't always easy being the youngest" 

and living with the expectation to follow in her sisters' 
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footsteps, she stated that her parents "taught each one of us 

to be strong, independent and assertive women." 

Cindy grew up in an affluent suburb of a large 

industrial city in the Midwest. The street she grew up on 

was "lined with large brick and stone homes, each one with 

perfectly trimmed hedges, edged lawns, and manicured flower 

beds [with] large green trees lining the boulevard all the 

way to the end of the street." She remembered it well from 

years of walking the same route to and from school: 

I'd walk past the Barkers, the pink house with the old 
lady, the Mitchell's, and finally the Richardson's, with 
the pool and trampoline in the yard. Humming and 
singing, 'don't step on a crack or you'll break your 
mother's back' ... I hopped over all the cracks, the 
same cracks that have been there forever .. . the same 
cracks every morning, the same at noon, every week, 
every year ... still the same today as they were 
fifteen years ago. 

Commenting on the stability of her upbringing and 

neighborhood, Cindy added: 

I come from a very tight knit community, which through 
schools, athletic and country clubs, churches, and other 
organizations, gave each individual an extreme sense of 
belonging. My hometown had a major influence on shaping 
who I am today, giving me a binding culture, strong 
schooling, long roots, and a dynamic sense of 
connection. [It's] not ideal for everyone; for some it 
is so strong they have trouble breaking away from the 
suburb's limitations, like a prisoner bound to a stake, 
even when they need to do so. 
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In her autobiography, she recounted an incident when she 

realized the privilege of her childhood for the first time. 

A family friend asked her what kind of house she lived in and 

she simply replied, "a normal one ... we live just like 

everyone else, you know, normal." She recalled that the 

friend made "no comment, but turned to my parents, raised his 

eyebrows, and said, 'Normal ...very interesting.' My parents 

were immediately slapped in the face when they realized that 

our naive minds had failed to recognize the gold mine we 

lived in." She explained that "from that day on ... my 

parents made an effort to change that, so we adopted families 

from the inner city whose fathers were in jail and we'd buy 

them presents for holidays." Since then, Cindy has come to 

"realize what a superficial place [this town] was to grow up 

in, [and] I hang my head when people ask me where I am from." 

She believes that it is "wrong to feel ashamed," but she 

"feels guilty about it and scared to be classified as a 

snob." 

Cindy remembered wanting to be a teacher since she was 

in the first grade. She was "overall an ideal student" but 

she also had "an adventurous itch," which she explained, 

"often got [her] into trouble." Cindy was the "first girl to 

climb the monkey bars" in her elementary school, and "had to 

miss recess" because she "couldn't do long division." When 

she was in middle school, she "was on student council; swam; 
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played tennis, basketball, and volleyball; and ran track." 

In high school, Cindy "continued student council and was 

captain of the league champion girls swim team." Summing up 

her active years of high school, she explained, "Peers at my 

high school always told me I would be the type of person who 

would come back to our high school reunions and be remembered 

for always brightening people's days and being nice to 

everyone." 

When Cindy was a senior in high school, however, her 

family and life dramatically changed. As she described: 

I woke up and realized that there was more to worry 
about than missing recess, losing a swim meet or having 
a teacher call home ... for the past seventeen years I 
had been a part of the perfect, wonderful, loving 
Williamson family. I guess we were too flawless. After 
twenty-five years of marriage, my parents were getting a 
divorce. My whole childhood ... everything that we 
stood for crumbled ... suddenly Dad wasn't perfect, and 
Daddy's girl wasn't going to be living with Daddy 
anymore. Mom wept uncontrollably while she curled up 
on the cold tile floor of the shower, behind the locked 
bathroom door, with her sobs echoing through the house, 
my sisters and I cried and cranked up the song 'Our 
house is a very, very, very fine house.' 

Yet, through this difficult experience, Cindy wrote, I 

learned to consider myself a victim of blessing and miracles, 

not a victim of tragedy." Her strong family ties continue to 

hold: 

To this day my family is the number one thing in my 
life. I've seen my mom struggle and through her I have 
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learned the importance of independence and self support. 
She is now a top saleswoman in her company. My dad got 
remarried and has found complete happiness. And through 
this all, my sisters and I have become closer than ever. 

Now, nearing the end of her junior year at a big 

university thousands of miles from home, she explains, "I 

think I came her to escape all that madness . .. but what I 

found here has been more than I ever could have imagined." 

From the excitement of her freshman year when she "met the 

greatest group of friends, pledged a sorority, had the 

wildest parties, had a million college crushes, lived in the 

craziest room, with the craziest neighbors, on the craziest 

floor, in the craziest dorm," she has matured into "one of 

those people who tells others how fast it all goes by." She 

currently lives in a large sorority house, holds a leadership 

position on the governing board of the Ccimpus Greek system as 

a coordinator of a community service in schools program, and 

works as many as three part time jobs at a time. By this 

time next year, she hopes to be living with her best friend 

Amy in another large city in this state, while they both 

student teach. This upcoming period of student teaching is 

something Cindy is clearly excited about as she exclaims, 

"Amy and I can talk about education for hours I" She intends 

to stay in the Southwest after she graduates and see where 

her teaching career eventually takes her. 
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Nate 

Nate Chino is a twenty one year old senior, majoring in 

earth science education. Although his father is a Hopi 

American Indian and his mother is of German and English 

descent, Nate said, "up until college, I had never given much 

thought to my background and heritage. In my mind, I was a 

typical kid growing up in a small town. Now as I recall my 

past, I am able to see how unique and blessed my life has 

been." 

Nate was born in the same large southwestern city where 

he currently attends the university. He lived here for the 

first seven years of his life, in an area that has 

traditionally been a poorer area of the community. He 

explained, "the area was in much the same condition as it is 

today ... I remember hearing fights in the night and seeing 

the police patrol and arrest people. But as a kid, I was 

somewhat oblivious as my family provided the security and 

protection I needed." Although his father did not attend 

college, he worked hard as a mechanic and was "able to 

adequately support our family. My mother never held a job 

outside the home and was always there whenever my brother or 

I needed her." He remembered that his mother: 

would walk me to and from school everyday ... I am sure 
she gave me plenty of motherly advice during those walks 
but the only thing I remember was that I was not 
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supposed to accept rides from strangers and she even 
taught me how to decline in Spanish." 

Nate described his friends from his first neighborhood as: 

just about as racially mixed as you could get ... in 
that tiny radius of perhaps two blocks I had friends 
that were Black, Hispanic, Italian, and even White. My 
brother and I were thrown into this mixture with our 
Hopi/German background and no one seemed to mind. At 
that age, none of us cared about racial issues or social 
problems ... we simply wanted to have fun. 

At seven years old, Nate moved to a "small town of about 

10,000 people" in the same state. He explained that this "is 

the type of town where families raise generations of children 

in the same neighborhoods ... [and] people try to leave for 

bigger and better things but eventually always return." Nate 

said, "When my family moved there, I ended up living a block 

away from where my dad grew up and attended the same 

elementary, junior and senior high schools that he did." 

During the summers, Nate visited his grandparents farm in 

Oklahoma, and on the trips between his home and theirs, he 

said, "my eyes were opened to the world that lay beyond the 

tiny town where i lived." Although he said, "I probably 

wasn't as appreciative of these moments as I should have been 

at the time, I feel that they led to my interest in the earth 

sciences." Nate spent his time at the farm "fishing, 

exploring the land, digging fossils out of the hills, mowing 

the fields, getting eaten by chiggers (nasty little flea
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like bugs) and listening to my great-grandmother tell stories 

of a time I knew about only through textbooks." He added, 

"The things I experienced there were probably more valuable 

than school." 

When Nate started ninth grade, his family moved sixty 

miles away to the Hopi reservation. He said, "Although we 

occasionally visited relatives there, I experienced a type of 

culture shock with the change ... I was now surrounded by 

kids I was related to, but whom I knew nothing about." There 

were "areas with no running water and electricity, there was 

a lack of employment, [and] a sense of oppression seemed to 

hang over many people's lives" on the reservation. He 

observed that "many of the Hopi people dealt with these 

conditions by clinging tightly to their traditional practices 

and religion." Living on the reservation with his family, 

Nate wrote, "I came to more fully understand and appreciate 

this part of my heritage." 

Along with the cultural shift, Nate experienced change 

in his education. Coming from the "upper track and AP 

classes" in his small town school, the government school on 

the reservation, which was not yet accredited, was "quite a 

shock." In some of his classes, there simply were no 

teachers because teachers were not yet hired. Although he 

said that "there was a handful of teachers who wanted the 
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students to succeed, they were vastly outnumbered by the ones 

who did not care... they were like the leftovers no other 

schools wanted." He spent many of his "afternoons playing 

basketball in the gym singly by having the coach write an 

excuse." Memories of this experience deeply saddened Nate 

because he believed that "many of the students became 

casualties before they had a chance to realize it." 

Reflecting on the experience he said, "I learned a lot about 

my cultural background and became aware of the many 

injustices our country still possesses." His family moved 

back to town after a year on the reservation, mainly because 

of the oppressive conditions in the school. 

According to Nate, his "remaining years of high school 

in town followed the typical script of a high school student 

... I was involved with sports and clubs, [and] as far as 

academics, I expected myself to achieve more than the typical 

student, but did so with the the least amount of effort 

possible." He thought that his teachers were good; but, he 

believed that "they got caught up in the monotony of a small 

town ... new ideas were rarely tried because the old styles 

seem adequate." Reflecting on the impact of his educational 

experiences in his town, Nate said: 

The larger problems of a city and society did not 
directly influence the town, but the town itself has a 
suffocating effect on people. I've seen many people 
settle for what they have there, rather than seek the 
many experiences that await them beyond the area. I 
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think that the experience of seeing so many talented 
people singly settle for the convenient option has 
created in me as sense of wanting to experience as much 
as I can. If possible, I want to convey this to my 
students through teaching. 

Nate was offered a variety of scholarships for colleges; 

yet, his family reminded him that he needed to be "realistic" 

financially in making his choices and he "did not want to be 

a burden" because of his college goals. His original plan 

was to enter the engineering program at the state university 

he currently attends. As a high school senior, however, he 

received scholarship offers from other colleges for cross

country and track and he eventually accepted an offer to run 

at the local community college. Looking back, he wrote: 

This decision was really not as simple as it sounds, but 
ultimately it became a crucial one ... because it 
allowed me some freedom and time to determine my 
interests ... if I had attended the university right 
away, I would probably be finishing a degree right now 
in something I did not enjoy." 

Now in his senior year at the university, he wrote, "my 

journey through college has seen many changes along the way. 

Among them ... two schools, three majors (mechanical 

engineering, environmental geology, and earth science 

education), eight different roommates, and numerous other 

twists and turns." His decision to become a teacher is a 

recent one—made within the last ten months—and he sums it 

up by saying, "I truly feel I have been called to teach." 
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Jennifer 

Jennifer Rhoades is a forty-one year old woman who was 

born in this southwestern community and currently lives, 

along with her husband and two children, in the same 

neighborhood where she was raised. She is a senior majoring 

in elementary education and is closing in on her goal of 

becoming a teacher—a profession that has long been 

significant in her family, as three of her four grandparents 

were educators. 

According to one of Jennifer's early reflective pieces, 

her "family roots originate in Scotland, Ireland, England, 

and Germany" but she most identifies with her Scottish 

heritage. She wrote, "bagpipes have always given me goose 

bumps and make my blood surge in my veins, filling me with 

pride." Although her parents were born in other parts of the 

United States, they both moved to this community at fairly 

young ages and met through their church (the same social 

activist-oriented church where, coincidentally, Jennifer met 

her husband years later). 

In her cultural and educational autobiography, Jennifer 

captured the close-knit flavor of her early elementary school 

life and her immediate neighborhood: 
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... we lived very close to school and my older brother 
and I walked or rode our bikes. Often our beagle would 
follow us [and] waddle down the halls peeking into the 
classrooms until the janitor placed him in solitary 
confinement (a fenced area in the parking lot) and 
they'd call my mom to 'Come and get your dogl ' 

She recalled that "the classrooms were always set up the 

same, with desks in neat rows and a flag we pledged 

allegiance to." In those classrooms, her favorite subject 

was history, although she also "loved music [and] going to 

the library and the bookmobile." She remembered "Dick and 

Jane" books and "the reading program with the different 

levels" which she did not like because she "wasn't at the top 

level." Although generally happy at school, Jennifer had 

"stomach aches on a regular basis, especially when it came 

time to go to school" because she "did not want to leave 

mom." She also said that she "spent plenty of time in the 

nurse's office" once she arrived at school. 

From the comforts of elementary school, the transition 

to junior high was "torturous" for Jennifer. She was "hit 

with a huge desire to fit in," but she wasn't yet ready for 

the changes to come. She recalled, "Boys and girls were 

starting to be interested in each other, some even started 

'going together' ... not me ... at a dance, a friend of mine 

asked her boyfriend to dance with me to 'Born to be Wild' ... 

hardly I" In the midst of this social pressure, Jennifer was 

chosen to be a part of an eighth grade experimental program 

in which she was given tremendous freedom to study whatever 
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she wanted. However, she said, "I wasted the year." 

When it was time to move on to high school, Jennifer 

felt the effects of time wasted as she struggled to catch up 

in math and eventually gave up on it after taking the two 

required courses: algebra and geometry. She wrote, "I was 

developing a very strong aversion to failure and often took 

the easy road academically to achieve success. I thrived on 

good grades ... always looking for everyone's approval." A 

source of this approval came through her participation in 

choir, drama, and dance, which she explained, "gave me a 

connection to my school." Although she was a good student, 

Jennifer wrote: 

I wish my parents had taken a more active role in my 
curriculum. I grew up in a time when it was not 
uncommon for parents to send their kids off to school, 
assured (in their own minds) that their children were 
receiving a good education. They did not question the 
decisions being made ... even though I am sure I would 
have protested loudly if they intruded ... I received no 
counseling in high school regarding college, job path, 
or anything for that matter. The counselors were for 
kids in trouble. 

When Jennifer graduated, she chose to attend the major 

university in this city, along with most of her friends. She 

lived in a dorm, even though she lived close to campus, 

hoping that this would make her "feel more a part of this 

huge institution." Although she had "carefully chosen a 

major with no math requirement: sociology," she "never felt 
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connected." Consequently, she auditioned for the "Up with 

People" show and left home to tour with the group. 

In "Up with People," Jennifer traveled throughout the 

United States and Mexico with over one hundred 18-24 year 

olds" for nearly a year. She "stayed in people's homes and 

had an opportunity to know people of other cultures, 

socioeconomic groups, and backgrounds." She explained: 

Our cast was very diverse, with students from at least 
ten different countries and from all over the United 
States ... we all learned to work together for a common 
goal — to produce our show. In Mexico, we visited 
three cities ... Saltillo, a small working class town; 
Mexico City; and Acapulco. In Acapulco, I stayed with a 
family in a very modest home, with no glass windows and 
a barrel outside for cooking. I saw a people who were 
most generous, proud, and very hard-working ... and had 
totally new views of a country I thought I knew from 
trips across the border when I was a child. 

When she returned home, she went back to the university, 

but her "heart was not into it." At the urging of a friend, 

Jennifer left home again, this time for her "first real 

career" as a flight attendant on international routes out of 

San Francisco, a position she kept for seven years. She 

recalled the educational value of her work; 

We had passengers and crew members from all cultures and 
beliefs which led to many an interesting (sometimes 
boring) conversation. Because of my friendships with 
experienced crew members in some of the foreign cities 
we flew to, I got to see a native's view of tourist 
towns. In Hong Kong, I went to markets and restaurants 
that I am sure the average tourist never saw. On 
layovers in Japan, I remember being in the train 
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Station with four or five other tall American blondes; 
we stuck out like sore thumbs. My trips to India were 
eye-opening regarding the unimaginable living conditions 
of the poor ... even when I came ' home' to San 
Francisco, I was touched by the huge inequalities in 
different pockets all over the Bay area. 

After several years of labor turmoil with the airline, 

Jennifer departed with an early retirement package and moved 

back to her hometown. She found work as the day manager at a 

restaurant, but lived with a pervasive urge to complete her 

education and make a difference in an unjust world. She 

explained, "my self-esteem was solidly locked up in the fact 

that I had no degree and that made me somewhat less of a 

person ... [and] my desire to teach came from wanting to have 

a career that gave something back." With these related 

desires, Jennifer applied to the College of Education and was 

turned down for admission. 

After nine years of working on the prerequisites for the 

college—along with working, getting married, and having 

children—Jennifer learned two things; "first ... its a lot 

easier to do the school thing when you are young with less 

responsibilities on your plate, and second, I am a much 

better student now, more focused and determined." She was 

accepted into the teacher education program for the fall of 

1997 and began classes as a "full-time student, forty years 

old, married, with two children under the age of six!" 
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When she was accepted into the college, Jennifer thought 

she was getting into education to "fix" public education in 

time for her own children. However, she now understands that 

"things need to be better for my children and all children" 

and she also realizes that this is no single, clearcut task. 

She worries because she "sees a lot of parents taking their 

children out of public education because they think our 

schools are not good enough, safe enough." Yet, she 

explained, "if this trend continues, we will once again be 

almost totally segregated ... [and] I want to work to reverse 

this trend. I want to work within the system to make things 

better." 

Themes in Experience 

The experiences of Monica, Cindy, Nate, and Jennifer, 

and their subsequent meanings in this EFE centered around 

three major themes that emerged from the data during the 

grounded analysis phase. These themes included; (a) 

participation in communities for varied purposes in the EFE; 

(b) use of multiple literacies to construct understandings in 

the EFE; and (c) transformations or shifts in understandings, 

practices or voice over the course of the experience (See 

Table 3). 
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TABLE 3 
Themes in Experience 

1. Communities: 

Communities are groups of people engaged in purposeful, 

necessary activity with evidence of shared practices, 

memory, affection, and resources, grounded in a 

particular place and time. These communities included 

various groups within the EFE and in the larger 

school and neighborhood. 

2. Multiple Literacies: 

Multiple literacies are defined in this study as the 

semiotic tools used to make sense of experience in this 

specific socio-cultural context. 

3. Trans formations: 

Shifts in understandings, practices or voice over the 

course of the experience. 
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Participation in Communities 

The experiences of the preservice teachers in this EFE 

centered on participation in the varied forms of community 

possible in this context. Weaving the notions of democratic 

communities constructed by Dewey (1997/1916); Bellah, Madsen, 

Sullivan, Swidler, and Tipton (1985; 1991); and Woods (1992) 

with ecological, "intradependent" perspectives on community 

(Theobald, 1997), I defined community in a broad sense. In 

this study, a community represented: people engaged in 

purposeful, necessary activity with evidence of shared 

practices, resources, memory, and affection, grounded in a 

particular place and time. In a Deweyan sense, there were 

many long-term communities in this study that depended on 

"many interests consciously communicated and shared ... and 

varied and free points of contact with other modes of 

association" (Dewey, 1997/1916, p. 83) outside of the 

particular community. Although not all communities in this 

EFE lasted .long enough to meet these two criteria, the 

short-term communities in this context involved both 

purposeful engagement in "shared practices" that "defined and 

nurtured" the community; and a shared sense of "memory" or 

history (Bellah, et al., 1985; p. 333) in this particular 

place. Also critical to the definition of communities in 

this context was an "ethic of care" (Noddings,1992) 

and encounters among members in which "affection" and 
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"intelligent sympathy" (Dewey, 1997/1916) were present. 

Communities Within the Classroom 

within the community housed in the portable classroom, 

there were a number of varied communities of long, medium, 

and short term duration. Long term communities lasted for 

the entire semester and included: the classroom community as 

a whole; groups at each of the six tables in the classroom; 

writing response groups; and the friendships or networks that 

preservice teachers either entered the experience with or 

developed through their experiences together in the EFE. 

Medium duration communities, which typically lasted anywhere 

from one to ten weeks, included: groups engaged in 

observations in the same classrooms in the schools; community 

service learning groups; "shaggin' around" or community 

mini-anthropological study groups; and curriculum planning 

groups. In addition, short term communities were 

established around discussion in class on particular issues 

such as classroom management theories, curriculum theories, 

classroom processes research, issues of diversity, and course 

readings. 

Finally, "underground" communities emerged midway 

through the experience, and these existed apart from the more 

visible communities in the class. In these groups. 
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discussions about the controversial issues of bilingual 

education, diversity, and requirements in the college for 

experiences with multicultural communities, were carried on 

either after class or during breaks, often in the parking lot 

or restrooms. 

Communities Beyond the Classroom 

In addition to the communities within the classroom, the 

preservice teachers were also a part of communities in the 

larger school and community contexts, depending on their 

choices for involvement in the EFE. These communities 

developed in the contexts of: classroom observation settings, 

with both peer, teachers, and students; the mini-

anthropological ("shaggin' around") expeditions; the "on the 

bus" field trip; community service activities in the school; 

and in the wider community through inquiry into critical 

issues. 

Multiple Literacies 

There were multiple ways in which literacies were used 

to construct understandings of the varied experiences in this 

EFE. Building on: Eisner's notion of multiple "forms of 

representation" (Eisner, 1994), sociocultural theories of 

learning (Vygotsky, 1978), and the recent recognition that 
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the unitary term "literacy" cannot accurately encompass the 

wide range of complex, semiotic practices used in making 

meaning (Harste & Mikulecky, 1984, Hollingsworth & Gallego, 

1996), I chose to use the term "multiple literacies" in this 

study. Multiple literacies are defined in this study as the 

semiotic tools used to make sense of experience in this 

specific socio-cultural context. Many ways of constructing, 

reading, knowing, and reproducing texts were reflected in 

both the community participation and portfolios of each 

participant (See Table 4). 

Trans formations 

Within the communities in the EFE, and through the use 

of multiple literacies to make meaning of curriculum, the 

participants in this study transformed or shifted 

understandings, practices, or voices over the course of the 

EFE. Transformations in understandings centered on: 

understandings of self; others; classroom and school-related 

issues; and political, social, and community issues related 

to education. Transformations in practices included shifts 

in inquiry, teaching, and language practices. To explain 

shifts in voices, I relied on Fox's (1996) description of 

voice as, "the actual speaking or writing of personal 

thoughts, feelings, beliefs, questions, and experience" (p. 

2 8 6 ) .  
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TABLE 4 
Portfolio Overview 

Reflections 

1. R's (weekly "think pieces") 
2. Autobiographies (cultural and/or educational) 

Inquiries 

1. Logs (reading journals) 
2. Curriculum units (a comprehensive unit of instruction) 
3. Critical issues paper (an inquiry paper on a significant 

educational issue) 

Actions 

1. Observations or O's (records of classroom observations) 
2. Actions or A's (records of community and cultural 

studies work) 
3. Community cultural studies projects (evidence of 

participation) 
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Framing the Cases 

In the following two chapters, the themes of 

participation in communities; use of multiple literacies; and 

shifts in understandings, practices, and voices; frame the 

individual case studies of Monica, Cindy, Nate, and Jennifer. 

These themes also illustrate their experiences in this EFE 

and the sense they make of these experiences. 
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CHAPTER FIVE 

THE CASES OF MONICA AND CINDY: 

A "COOL MOM" AND A "SORORITY SISTER" 

In this chapter, I present the experiences of Monica and 

Cindy in this EFE. From the first day of class when they 

simultaneously judged one another from across the room, their 

experiences in this EFE intersected and connected in 

interesting ways. 

Monica's Experience; "I Would've Been in the 

'Maid at Ramada Inn' Track" 

As a self-described "strong-willed and sometimes 

intimidating" person, Monica made her way into a wide variety 

of the communities this EFE had to offer, with her large 

print handwriting and "I question everything" stance, she 

also used varied literacies to make sense of her experiences 

in unique ways. Through this combination of communities and 

literacies, Monica made transformations in understandings, 

practices, and voice that largely reflected her growing 

commitment to teach all students, especially students of 

color in her hometown. (See Table 5) 
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TABLE 5 
Monica's Experience 

MONICA 
"I would've been in the 'maid at Ramada Inn' track" 

EXPERIENCES 

Communities 
Within the classroom 

a. a tight, long term friendship with Carmen 
b. table group 
c. writing response group 

d. newsletter group 

e. classroom as a whole 

Within the school 
f. classroom observations/community newsletter 
g. parent coffees 

Within the larger rnmmiinin 
h. "shaggin' around" group 

i. "on the bus" 
j. Hispanic studies curriculum involvement 

Multiple Literacies 
a. reflection pf^rs (an "underground literacy") 
b. autobiography 

c. logs 

d. critical issues investigation of Hispanic 
studies cuniculimi 

T ransformations 
a. developing a workable theory of 
classroom management based on 
democracy and high expectations 
b. inquiry and action for justice 

c. going underground about diversity 

MEANINGS 

Communities 
Within the classroom 

a. "connanza"/becoming teachers together 
b Struggling through ideas 
c. "I thought they were sorority snobs; they 
are real people ... we're joined at the hip!" 
d. getting to know kids: the highlight; "when it was 
a race to get it done, I kind of lost interest" 
e. active participant to "I don't want to gel into it 
with these people" 

Within the school 
f. comfort to frustration 
g. "the principal created an atmosphere where parents 
can come and not feel intimidated ... 1 want to teach 
in a place like this" 

Within the larger cnmmiinirv. 
h. "evidence of hard lives was everywhere ... I had no 
idea that life was so hard here .. to work here requires 
a special kind of teacher" 
i. seeing the students point of view 
j. uncertainty to activism 

Multiple Literacies 
a. "You know me better than I know myself ..." 
b. "I wanted to know how my life impacts my 
teaching" 
c. responding to political pieces with exclamation 
points, smiling faces, and "Yes!" 
d. "I read all this stuff about the drop-out rate for 
Hispanic students being so high and I want to know 
why. Is it the cunriculum?" 

T ransformations 
a. "kids can't leam if their backs are turned" 

b. "I want to be educated to make a difference" "I like 
the politics" 
c. "these people just don't get it" 
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Coimnunities 

Monica's fast-paced presence was felt in a wide-ranging 

network of communities associated with this EFE. From the 

parking lot to the restroom, from the portable to classrooms 

across the school, and spanning several settings in the 

larger community, Monica actively sought to "get the dirt" on 

teaching and schooling by making connections with others. 

Within the Classroom 

"Confianza" with Carmen. Monica's experiences in the 

communities within the EFE were tightly woven into the 

strong, mutually beneficial relationship she had with her 

close friend and confidante Carmen, who was also enrolled in 

this EFE. They met a few years ago at the community college 

and had a number of other "Hispanic woman teacher friends" in 

common. They lived within a mile of one another in a largely 

working-class, Mexican-American neighborhood. Monica was the 

older of the pair, while Carmen was just beginning her 

married life and getting used to the responsibilities of 

taking care of her two year old son, living with her extended 

family, and attending classes full-time. Monica was somewhat 

protective of Carmen, and willing to go to bat for her 

friend. For exan^)le, in the first week of the semester, 

Carmen was "ticked off" about a perceived racist slight from 
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two young. White women who suddenly stopped sitting with 

Monica and Carmen and moved to another table. Monica "did 

not like it that Carmen was hurt," so she confronted the 

women during a break and asked, "Why did you move? Don't you 

like us?" She felt that it was important to "let those women 

know that we noticed they moved." However, Carmen also took 

care of and assisted Monica, especially by helping her 

understand Spanish, the language Monica "lost" and eventually 

hoped to find. 

Although Monica and Carmen both made connections with 

other members of the classroom community, their tight bond 

with one another continued to hold as the semester 

progressed. They arrived and left together, sat at the same 

table everyday, participated in some of the same community 

service activities—like the parent coffees—and typically 

spent time together on the weekends doing their inquiry work 

on their related topics of the Hispanic studies curriculum 

and bilingual education or their jointly constructed unit 

plan on ecology. 

As I observed their interactions and the level of care 

they provided for one another on a daily basis, and began as 

well to experience their care for me and mine for them, I was 

reminded of the "confianza" or mutual trust that Moll (1990) 

and his colleagues identified as a prominent feature in the 
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working class Hispanic communities in this particular town. 

Moll explains how these mutually beneficial networks serve as 

flexible systems in which necessary "funds of knowledge" are 

exchanged as members of these systems navigate their daily 

lives. This sharing of resources and knowledge with Carmen 

was a most significant feature of Monica's involvement in the 

EFE. 

Small groups. In addition to her relationship with 

Carmen, Monica developed strong connections within a number 

of sub-groups, and with individuals within these groups, in 

the EFE. These groups included: the people at her table, her 

writing response group, and the sixth grade community 

newsletter group. Although Monica stated that one of the 

women at her table was "pretty different because she watched 

ten to twelve hours of television every day and wanted life 

to be like it was back in the fifties," Monica appreciated 

the times when their group of four (Carmen included) 

struggled to make sense of course readings and ideas 

together. Monica was also a member of a writing response 

group of six women of varying ages and backgrounds who came 

together initially because they chose to read texts about the 

experiences of girls in schools. From their early 

conversations about the books they were reading (Monica read 

Pipher's Reviving Ophelia), they developed a tight bond which 

held as they began to share their writings with one another. 
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For exanple, during one of their meetings, I described the 

group in my field notes: "As each one took her turn to read 

her autobiography, the other members pulled their chairs in 

closer euad focused their complete attention on the reader." 

In this group, Monica developed an affection and connection 

over time with Cindy (one of two members of sororities in the 

course) which eventually led to a strong relationship with 

the other sorority member Amy as well. Monica admits, "when 

those two walked in on the first day, I was like 'Oh my God!' 

They wore their little sweatshirts with their little sorority 

emblems on them and I thought they were such snobs." This 

shifted for Monica: 

The first time I talked to Cindy, it was in my writing 
group and the way she read her autobiography and the way 
she wrote I thought, 'she is a real person.' She was 
almost in tears when she read through parts of it. 
Afterwards I thought she was really sincere. Although 
her Mom didn't smoke crack or anything, she had 
these catastrophes she went through and she struggled 
in her life ... she became 'real' to me in that group. 

Through this writing group experience, Monica: 

got to know her and as I got to know one [Cindy] I got 
to know the other [Amy]... and I found that they were 
really open-minded. Now I have classes with them again 
and I have every class with Amy and we are joined at the 
hipl I even go with them to their sorority houses 
sometimes. 

Monica laughed as she described herself—"a thirty-five year 

old short Hispanic woman"—surrounded by two young 
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tall blondes running from class to class on the crowded 

university campus. 

Monica also developed relationships with the four other 

women who worked on the sixth grade community newsletter 

project. In the beginning of October, they went together to 

the sixth grade inquiry program and drummed up interest for 

the project by giving a brief talk to the class, with a core 

group of twenty-one sixth graders, they brainstormed ideas, 

worked on interviewing skills, interviewed community members, 

wrote articles, took pictures, and assembled a nine page 

publication, which was distributed to all of the students in 

the middle school on the last day of the semester. 

When the project took off in the middle of the semester, 

the group of five often met outside of class to plan their 

newsletter activities, and four of the five members usually 

stayed beyond the classroom observation times on Thursdays to 

talk about their experiences with the sixth graders and the 

project, and share their experiences with me. Their efforts 

as a group "to get a newsletter published no matter what" 

made for some trying and stressful times; and, from my 

perspective, it seemed as if the group bowed to both the 

personal needs and the expertise of an older, more 

experienced journalist in the group in order to "do it 

right." Further, the project in some ways evolved into 
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something that Monica "wasn't looking for" as she expected to 

"to really know the kids" on a more informal level. 

Eventually, Monica "kind of lost interest in the project when 

it became a race to get it done." However, she stuck with it 

and appeared proud of the fact that the group actually did 

get it done. 

Classroom community as a whole. Monica began the 

semester as a fairly vocal student who raised questions about 

a host of issues in the classroom community. For example, in 

the first week of class, she brought in and shared a 

newspaper article about a proposal for alternative teacher 

certification and asked, "what everyone thought about this." 

Keen on knowing the "dirt" on local educational politics, 

Monica typically spoke up when controversial local issues— 

such as bilingual education—were on the floor, often with a 

casual, leading question like, "Isn't there a history there?" 

or comments such as, "I've heard that there are some problems 

with that." However, about halfway through the course, 

Monica's experiences in the midst of several conflicts about 

linguistic diversity appreared to turn her thoughts decidedly 

underground. She explained the first of those conflicts: 

Dan [the other teacher in the course] was talking about 
the requirement in the college for learning another 
language and the fact that Spanish is a target language 
because of where we are located geographically. At the 
break, a couple people left class and they said that 
they did not understand why Spanish was so important. 
They did not understand the whole diversity issue and 
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they were complaining because we were constantly talking 
about diversity in the class. They thought that Dan 
had badgered them when he said, 'Hello look where we 
live, we live in the Southwest, we're here and not in 
France.' They took great offense to that and thought he 
was racist against White people. So, I reiterated what 
Dan said, but then I just kind of walked off after 
awhile and thought 'I don't want to get into it with 
these people because they just don't get it. ' 

After several similar instances, Monica kept her thoughts 

either to herself or shared them only with those she thought 

would "understand," like Carmen, Jennifer, Hillary (the 

graduate student assistant), or me. 

Although her voice turned underground when issues of 

diversity were discussed, Monica remained a solid leader in 

the classroom community. She was the first person to bring 

bagels and cream cheese for the snack table (from the "best" 

bagel place in town) , and she continued to make these 

contributions throughout the semester. In addition, with her 

offer to bring "chorizo and eggs" to the final faculty and 

staff appreciation breakfast at the schools, the class 

followed her lead and transformed what could have been 

standard breakfast fare of donuts and juice into a more 

festive meal of Southwestern substance and style, with enough 

breakfast burritos, fried potatoes, enchiladas, and fresh 

salsa to feed the faculty, as well as the mechanics and bus 

drivers who showed up from the district garage across the 

street. 
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Communities Within the School 

Classroom observations. Monica engaged in two very 

different observation placements over the course of the EFE. 

She initially and quite reluctantly observed in a fifth grade 

classroom; for, she wanted to see the sixth grade inquiry 

program she had heard about from one of her "teacher friends" 

in the district. After one visit to the fifth grade, 

however, she warmed up to the teacher Ms. Ramon, a young 

Hispanic woman who was willing to take time to sit and talk 

with the university students who observed in her class. 

During one observation, Monica helped out in the "fifth grade 

store, where the kids cash in the incentives they've earned 

over time" and through this experience, Monica came to 

believe that rewards "are essential" and "need to be tied to 

group goals." In addition, Monica praised Ms. Ramon's 

"friendly" relationships with her students and the structure 

in the class, which she believed had more to do with "Ms. 

Ramon's personality than with any skills or practices." 

Later, when Monica volunteered to take part in the 

community newsletter project, her placement changed to the 

sixth grade, team-taught, inquiry program where the 

newsletter project took place. After her first visit, Monica 

(and the rest of the newsletter group) was visibly upset. My 

field notes document this frustration; 
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The newsletter group came back to class all flipped out 
about their first observation in the sixth grade inquiry 
program. They talked about the 'lack of structure' in 
the class, about observing kids 'cheating on a test' and 
'talking when the teachers were giving directions.' 
Monica was agitated and said, 'Maybe I'm just too tired 
and stressed but its hard for me to imagine spending 
more time there." 

Over time, Monica's frustrations in this setting grew: 

The newsletter gave us the opportunity to get first hand 
action with the kids and see what kids were truly like, 
but I had so much frustration with [the teachers'] 
classroom. I felt that the kids that were already 
motivated succeeded in the classroom and those that 
lacked motivation for whatever reason were left behind. 
I think that as a teacher you have to make sure your 
kids are with you, and you can't do that if their backs 
are turned and they are talking constantly. 

Clearly, Monica did not feel a strong connection with the 

teachers in the program and she did not see the underlying 

goals of their inquiry approach come to fruition. Several 

times, I spoke with Monica and the rest of her group about 

their frustrations with the circumstances of trying to work 

on a project with students on a part-time basis in this non-

traditional setting. I often found myself saying things like 

"Try to look at it another way," or "Its probably difficult 

to understand the program when you aren't there to see it in 

action over time" in these extended conversations; however, 

Monica came out of this experience with the sense that "the 

lack of structure" as she observed it would not work for all 

students. 
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Parent and principal coffees. Beyond the classroom 

observations, Monica participated in one of the morning 

coffees for parents at the elementary school. Through her 

participation in this event, Monica saw the value of 

extending invitations to parents in different ways: 

It was inspiring to see just how many parents really 
care about their children. Those in attendance were 
sincere and genuinely interested in becoming a part of 
their child's school. Many of the parents spoke only 
Spanish and a faculty interpreter was present ... the 
principal created an atmosphere where parents can come 
and visit the school and not be intimidated. This is 
vital given the fact that many parents do not have the 
educational background and also may have a language 
barrier. Traditionally, parents like this would tend to 
'shy away from the school giving the impression that 
they don't care. 

Monica left the coffee feeling as if the "principal and the 

teachers in attendance cared about us as future teachers and 

about parents" and she exclaimed, "I want to teach in a 

school like this!" 

Beyond The Schools 

Monica was involved in three communities beyond the 

schools: her "shaggin' around" group for the mini-

anthropological study, the "on the bus" group that rode the 

district school buses on an early morning run, and a city-

wide effort to investigate the addition of an Hispanic 

studies curriculum in an adjoining district. 
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"Hard lives everywhere." During the first excursion 

into the neighborhood, Monica and her "shaggin' around" 

partner chose to "become anthropologists in the area directly 

behind the school parking lot: the trailer park and the 

section 8 apartments." Although she was "a bit intimidated 

in the trailer park," Monica gained an appreciation for "the 

hard lives everywhere" and she believes that this experience, 

"put things into perspective" as she "imagined the daily 

lives that students who lived in this immediate area might be 

experiencing." She was startled by the way in which the 

difficult economic conditions in this area remain hidden to a 

degree even to long-term residents of the city like herself. 

She said, "you always hear a lot about the south side, all 

the press about high crime rates, the low test scores, the 

drop-out rates, etc... but to hear about and see the 

situation here was eye-opening to me." She added, "teaching 

in an area like this takes a special kind of teacher ... and 

these areas are where good teachers are needed. Personally, 

I look forward to teaching in a place like this." 

"Oldies radio on the bus." On her early morning school 

bus trip, Monica continued to gain a wider view of the local 

area, this time in the far reaches of the suburbcui corners of 

the district. She also gained a bus driver's perspectives on 

the high school students in the district—the ones he tried 

to "keep in line on his bus while the radio was tuned to 
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oldies station." In her report on this venture, Monica 

pointed out the differences between her beliefs about 

teenagers and those of the bus driver Fred: 

Fred shook his head in disgust and said, 'There's our 
future' as he pointed out a group of kids smoking 
outside. I told him, 'There was a group of kids like 
that in my high school, and even back when my mom was in 
school, there were kids who listened to rock and roll, 
wore blue jeans, and smoked and most of them turned out 
okay. 

Monica's belief that teenagers sometimes need to "be 

different and get attention," and the overwhelming faith she 

has in teens—a faith built on her experiences with her son's 

friends and her work with youth groups in which she has seen 

teens "set their minds to a task and accomplish great 

things"—made Monica bristle when she heard these "negative 

things about these kids." 

"Let's shake up the high school curriculumi" Monica 

went beyond this school district in order to understand the 

efforts of a group of people to establish an Hispanic studies 

curriculum in the largest district in the city. She 

contacted the coordinator of the team charged with studying 

the proposal and interviewed him. Monica says, "He helped me 

to understand the complexity of implementing the new 

curriculum and the underlying issues both politically and 

racially motivated." She also attended a heated community 

forum on the issue to "hear the voices of the people." Monica 
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shared her emerging expertise in her critical issues paper 

and presentation on the issue-

Multiple Literacies 

Evidence of Monica's use of multiple literacies in the 

EFE were captured in her portfolio; a thick, purple three-

ring binder, with a cartoon character called "the Cool K-9 

Pochacco, the hip pup with a cool attitude" dancing on the 

front, back and sides. Although Monica thought the portfolio 

idea was "a little bit weird at first, because you weren't 

telling me how to set it up and I am so used to teachers 

telling me exactly how they want stuff," her final 

compilation of work was well-organized and thorough, within 

her portfolio, her reflection pieces, her autobiography, her 

logs, and her critical issues investigation stand out as 

evidence of varied literacies she used to make meaning in the 

EFE. 

Reflections 

Monica's weekly reflections or "R's" were handwritten in 

large block style letters in an assortment of vibrant colors 

on looseleaf pieces of paper. She explained that she often 

wrote them in bed at night with the thought in mind that she 

was "writing a letter to Terry." These pieces became one of 
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the most significant of Monica's literacies in the EFE; 

however, it took her a few weeks to settle into a level of 

comfort with this more informal type of writing. Her first 

reflective piece or "R," which addressed the reasons why she 

wanted to be a teacher, was stilted and impersonal: 

In today's society it is vital that we graduate 
compassionate, dedicated teachers into the profession. 
Why? Because today's teacher not only communicates 
knowledge but is a child's counselor, mentor and friend. 
Equally important is a teacher that embraces diversity 
and appreciates each child's differences. 

Dan responded to her first piece by writing, "So what about 

you Monica? Use the 'R' to relax, open up, be personal, and 

use your own voice." With this invitation, Monica began her 

second piece with the caution, "All right you asked for it! 

I will try to relax and write what I feel about the 'R' 

topics. You may be sorry." Still, in this piece she 

continued to hide any uncertainties and presented herself in 

a "together" light as she described the details of her busy 

life as a working mom, full-time student, and community 

volunteer. After the course was over, Monica explained the 

difficulty she had in writing the initial reflections: 

At the beginning, not knowing you and Dan, I was 
hesitant to like pour out my soul because I thought you 
would think that I was weird. I thought you'd say 'What 
a freak 1' As I got to know you, your comments were 
so encouraging to me. It meant something to me that you 
would write back ... so I could relax and let my hair 
down. 
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By the fourth week of reflective writing, Monica wrote longer 

and more conversational pieces, and we often engaged in both 

extended dialogue about educational issues and personal 

stories. For instance, when Monica wrote at length about the 

"advantage of [her experience] raising teenagers" in 

relationship to classroom management and understanding teens, 

I responded in kind from my perspective as a former high 

school teacher and non-parent, who felt as if the teenagers 

in my classes were the "only kids I wanted and had the time 

and energy for" in my life. Through this evolving exchange, 

our relationship developed as colleagues and friends, leading 

Monica to joke, "Because of the 'R's', you know me better 

than I know myself." 

"The Teacher in Me" 

During the focus group, I asked Monica what she was most 

proud of in her work from the semester. She replied, "It 

would have to be my autobiography," and added, "it was 

important to me because I wanted to see what happened in my 

life that will impact my teaching." Through writing, she 

explained, "I discovered that I come from a family of women 

trying to change the world ... my Mom was so dependent on my 

Dad but then she paved the way towards her goal." She also 

learned how much she was impacted by her father's cultural 

pride, something that was "even more surprising" to her. She 
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said, "He had this thing about our self-esteem and he'd 

always tell us 'Don't ever let people say you are a dumb 

Mexican' and this makes me more motivated to work for 

change." She also explained, "I was so touched by your 

comments on the paper, all the way through to the end," and 

"your comments make me feel good about my work." 

Logs 

Monica's written responses to the course readings were 

written in the same large and colorful print. She alternated 

between using a two column format, with notes from the text 

on the left side and reactions to the text on the right, and 

lists of comments or notes. Monica reacted strongly to 

particular course readings, such as Savage Inequalities 

(Kozol, 1991) and Funding for Justice (Rethinking Schools, 

1997), with comments full of exclamation points and big 

smiling faces drawn in the margins. For example, in response 

to an editorial in Funding for Justice that called for a new 

vision of schooling and a critical, anti-racist curriculum, 

Monica wrote, "Oh my God . . . someone finally recognized this 

and put it in printI AwesomeI Curriculum should be a 

rainbow of resistance, reflecting the diversity of people! 

Yes I" In addition, she seemed to write longer responses when 

articles involved political issues, as evidenced by her 

reaction to an article comparing the building of prisons and 
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schools: 

I think this article reflects the general feeling of our 
country, state, and even city. Less importance is 
placed on education and rehabilitation and more on, 
'Lock them up,' 'Try them as adults 1, ' and, 'Three 
strikes you're outl' When less money is being placed 
into education and more into construction of jails, we 
are all bound to lose, in our city, we have a big 
problem with space at the juvenile facility. If our 
kids had more to do they might not be in so much 
trouble. Politics, politics ... crime makes people 
nervous and voters want to hear that something is being 
done, especially those conservatives who have no 
children and just want those whippersnappers locked up! 
And geel Guess what? Those conservatives vote! 

For readings from the Arends (1994) Learning to Teach text, 

Monica typically wrote more detailed notes, without 

editorializing comments. For example, on the classroom 

management and planning chapters, she wrote over ten pages of 

lists and notes for each chapter. 

"Hispanic Studies; A Reflection of Culture, A Time for 

Change" 

Along with Monica's use of literacies to reflect, to 

consider her past, and to respond to texts, she used other 

literacies to understand the critical issue of her choice: 

the politicized process of making decisions about an Hispanic 

studies curriculum proposed in another local district. She 

described her deep-rooted motivation for this choice: 
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One of my favorite subjects is history. My son had a 
really good teacher for Chicano history and I took a 
good class at the community college on Mexican history. 
I keep all kinds of newspaper clippings, and have years 
and years of articles on education, Chicano English, and 
bilingual ed... so I had a lot to build on. 

This historical interest and her collected archives fueled 

her desire "to figure out in my mind why the minority drop

out rate is so high ... where we are we lacking ... why kids 

are not interested." Monica observed some of this 

disengagement in her own son, who was "reading Greek and 

Roman and 'Much Ado About Nothing" in high school and he 

could care less about it." She wrote, "students need some 

classics" but added, "they need to incorporate some Chicano 

and Native American stuff into all of that curriculum so kids 

can find out where their place is in history." 

As her investigation of this inflammatory issue 

progressed, Monica explained, "I wanted to go to a debate 

about this issue anyway, so when I chose this issue for my 

paper, it gave me an excuse to go see for myself." At the 

meeting, Monica took detailed notes on the comments of 

thirteen speakers, which she typed and included in an 

appendix to her final paper. The list included entries like: 

Mr. Franklin: a 60 to 65 year old Anglo man was very 
much against the program! He said, 'It's a big mistake 
to implement any kind of program ... African-American, 
Native-American, or Hispanic He said that 'MECHA clubs 
were a joke' and he told people who wanted the 
curriculum to 'go back to Mexico I' 
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A male M.D., Hispanic, about 45 years old. He was 
placed in shop classes in the big high school in this 
city and ended up in Vietnam. He "had to go out of 
state to learn about his culture." There is a lack of 
bilingual health care professionals and he feels that 
children in this city must learn about their culture in 
school in order to build their self-esteem. 

At the public forum, Monica "heard all the different 

views," which instigated a more serious search on her part to 

understand more about bilingual education. As she explained, 

"I didn't understand so many parts of bilingual education. I 

realized I needed to be educated about this and maybe then I 

can educate someone else because there are so many 

misconceptions." Monica interviewed the coordinator of the 

district's efforts to study the Hispanic studies proposal and 

said, "he helped me figure out all the different types of 

bilingual education." Carmen, who was seeking a bilingual 

endorsement, also gave Monica her input into the complexities 

of the issue. Monica reflected on the importance of this 

investigation for herself and her family: 

I think the more you know, the more educated you are, so 
I plan to stay involved in this issue. Ever since I 
wrote that paper, my son has become more interested too. 
He said, 'I want a list of Chicano literature so I can 
take it to my principal and tell him that I don't 
understand why we can't study this kind of stuff.' 

After she told this story, Monica smiled and said, "I'm 

creating a radical in my family1" 
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Monica wrote a five page paper about the proposed 

curriculum titled, "Hispanic Studies: A Reflection of 

Culture, A Time for Change," which began with a cover page 

collage of the faces of Hispanic people and a poem by Lucila 

Rios, written in Spanish and English, about the struggle for 

the future of Chicano children. In the paper, Monica 

carefully laid out the complex issue of the Hispanic studies 

curriculum debate in the district and community through 

comparisons of: money spent on Native American, African 

American and bilingual programs; test scores; drop-out rates; 

and the number and type of services provided to students at 

different schools, like the disparity between the number of 

counselors at a college prep school in the district and the 

much lower number per student at a school with a largely 

Hispanic student population. She also described the 

political climate of the school board and the legal action 

taken by a parent against the district because of the lack of 

a Hispanic studies curriculum. She concluded her paper by 

writing: 

When I began this paper, I was unsure of many aspects 
surrounding the debate. I was even unsure as to what 
stand I would take on the issue. Now, I see the 
complexity and I think it is time to elect a more 
educated, sensitive, and politically correct school 
board and time to educate the community. Let's shake up 
the high school curriculuml 
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Trans formations 

Monica's most salient transformations over the course of 

the EFE centered on shifts in her understanding of classroom 

management, her practice of inquiry into creating a more just 

society in schools, and the turn of her voice to more 

underground spaces. 

"A Classroom of Unity" 

Over the course of the EFE, Monica developed a sense of 

confidence and an emerging plan of action regarding the type 

of environment she would like to create with the students in 

her future classrooms. This gradual transformation occurred 

through the intersection of classroom experiences and 

discussions about management, course readings, writing about 

issues in her "R's," experiences with the newsletter group, 

and her classroom observations in both a more loosely 

structured inquiry program centered on the principles of 

Glasser and in a fifth grade classroom in which a more 

structured reward system for behavior was in place. Monica 

hoped to develop a classroom with a strong reliance on group 

goals and democracy, with students actively participating in 

the development of rules. Through this process, Monica 

believes, "a class must learn to function as a team ... with 

students involved in the process." She created a poster for 
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her classroom that centered on the word: 

Unity, which stands for: 'understanding' of content and 
one another; 'negotiation' through questioning, 
compromising and democracy; 'integration' or joining 
people and ideas together and celebrating diversity; 
'teamwork' or working together almost like a family, and 
'you,' for you can do it, an emphasis on success. 

In addition to these broad ideals, Monica came to believe 

that the lack of structure she observed in one of her 

observation placements was "not fair to many of the minority 

students" as she believed that these students were simply 

left to flounder. In her classroom, she says, "I would 

simply not let students talk while I was talking and have 

their backs turned." 

"I Want to be Educated" 

Monica came into the experience with a strong curiosity 

about educational issues and in the process, she fluctuated 

between wanting to hear from experts to trusting her own 

inner judgment. For example, in the second week of the 

semester, she attached the following list of questions to her 

"R": "How do you see charter schools affecting our community? 

What is the story with standardized tests? Are they of any 

use?" In a conversation at the end of the course, she 

laughed about this list and explained, "I wrote all those 

questions because I thought you had all the answers 1" 
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Discussing ideas in small groups, whether at her own table or 

in short-term groups in the class, provided a venue where 

Monica seemed to understand the tentative nature of 

understanding. This transformation was further enhanced by 

her investigation of the Hispanic studies curriculum issue 

and her emerging expertise. 

Monica's motivation for wanting to be "educated" stemmed 

from both her belief in advocacy and activism to her interest 

in, "getting the inside stuff, finding out what's going on in 

the different districts, their curriculums and 

philosophies because I think its important when you go 

out in the world and look for a job." She further explained, 

"I won't want to just settle for a teaching job." She 

doesn't want to "work for a principal who hates bilingual 

education or doesn't promote diversity." Instead, Monica 

said, "I want to go to a place where I can feel comfortable 

and where I can do some good." 

"These People Just Don't Get It" 

As previously described, Monica's voice in the classroom 

clearly took an underground turn after she experienced 

conflicts over issues of diversity in the EFE. At this 

critical point, Monica's questions, ideas, and beliefs left 

the classroom floor and found their way into her weekly 
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reflections shared with me, and into her conversations with 

those "who get it" instead of those who don't. I noted this 

trend in my research journal: 

In some ways, I suspect that the level of discourse 
about these issues in our 'underground literacy'—along 
with nqr efforts to keep more 'radical views' in 
balance with the voices of the strong conservative 
Christian group in our class so as not to 'offend' 
anyone—contributed to turning Monica into an 
underground writer like me. This makes me wonder if 
this pedagogy (i.e. dialogue journals) is necessarily 
the 'best answer' for bringing difficult issues to light 
in this class. 

Monica's lack of patience for those she perceived would 

turn out to be the kind of teachers who "would've put me in 

the maid at Ramada Inn track" seemed to fuel her fire to be a 

teacher-activist. However, in shutting out conversations 

with those who don't share her views, Monica occupied 

unsettled terrain in the arena of education that is 

multicultural and social reconstructionist. 
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Cindy's Experience: "I Wanted To Be A 'High Peaks' Teacher" 

Cindy's experiences in this EFE echo Monica's in some 

interesting ways; however, Cindy experienced communities, 

used multiple literacies, and experienced transformations in 

her own fashion (see Table 6). As an "outgoing, friendly" 

person with nearly endless energy, Cindy easily broke through 

some boundaries with her trademark smile. Yet, at others, 

she encountered frustration, fatigue, and detours. Cindy's 

transformations in this EFE reflect both borders crossed and 

borders yet to reach. 

Communities 

Beginning with an existing connection to a "sister" of 

sorts, Cindy gradually came to "light up" when she saw other 

preservice teachers from the EFE. She also learned to 

"treasure the atmosphere" in the schools and "feel an 

attachment" to the neighborhood, as she constructed meanings 

from these experiences. 

Within the Classroom 

"A widening circle of "sisters." With her wide smile 

and swim-team captain hair, Cindy is difficult not to notice 

when she "bounds" into a room. Looking back on the first day 
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TABLE 6 
Cindy's Experience 

CINDY 
"I thought I wanted to be a 'High Peaks' teacher" 

EXPERIENCES 

Communities 
Within the classroom 
a. a widening circle of sisters; Amy, roommate 
from freshman year; and Rosemary, their parmer in 
curriculum planning 
b. table group 

c. writing response group 

d. classroom as a whole 

Within the school 
e. varied classroom observations 

f. kindergarten observations with .Amy, Linda 

g. parent ESL classes childcare 

N^'ithin the larger cnmTnllnir^^ 
h. "shaggin' around" group 

Multiple Literacies 
a. overall portfolio 
b. visual constructions 
c. reading and writing 
d. conversations 

Transformations 
a. busy, scattered, yet organized college student 
practices into those of an emerging and reflective 
teacher 
b. developing a theory of classroom management 
c. from wanting to teach in a "High Peaks" 
suburban school to a place with greater need 

MEANINGS 

Communities 
Within the classroom 
a. "I wish I would've broken away from her more" 
"we were like 'Why does she want to work with 
us? 
b. I was proud when Hillary (graduate smdent) 
sat with us... I really learned a lot from her" 
c. "everyone has a story and I guess even mine is 
interesting to some jjeople" getting to know .Monica 
d. "I light up when I see people from there" 

Within the school 
e. "my fears and anxieties have died downed, mainl\ 
from watching other yoimg teachers and seeing them 
be successful" 
f. "some of the smdents did not speak much English 
and I was really happy that I could help them 
understand a little better" "Ms. Hatfield pulled 
knowledge out of kids" 
g. 'T ve never felt so appreciated in my life" 

Within the larger communit\ 
h. "I did not know a thing about this area. I only 
knew the university area and the suburbs. There is so 
much hope here" 

Multiple Literacies 
a. "I really like this portfolio thing" 
b. "I made my sign to look like this..." 
c. "I hate reading and reflecting!" 
d. 'T m good at finding people to talk to me" 

Transformations 
a. "I kicked myself in the bun"/"this pxjrtfolio is such 
an awesome thing!" 

b. "I'm a Cantor/Glasser hybrid" 
c. "suddenly it hit me that the point was to make a 
difference" 
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of class, she remembered, "When my best friend Any and I 

walked in with our sorority sweatshirts, I felt right away 

like people were looking at us and judging us." She staked 

out a seat with Amy on the far side of the room and remained 

at that table for the duration of the semester. During class 

discussions, Cindy often whispered with Amy or scribbled 

notes to her friend in the margins of her notebook. Cindy's 

involvement in other communities in the EFE paralleled that 

of her "sorority sister" Amy- They observed in the same 

classroom for most of the semester; cared for children at the 

parent ESL classes together; and worked on a curriculum unit 

as a team along with Rosemary — "one of the older people in 

the class," who Cindy explained, "sat behind us and 

gravitated to Amy and me." 

About halfway through the semester, Rosemary, a striking 

white-haired woman, approached Amy and Cindy and asked them 

if they wanted to work as a team on the curriculum unit 

project. At first, Cindy remembered, "we were like 'Why does 

she want to work with us?" But, Cindy went on to say; 

We found out that she was eimazing! She had done all 
this preschool work and she knew so much stuff I And she 
thought, 'you two are young and you have these fun 
ideas,'so Rosemary thought it was so awesome to work 
with us. 

After her successful experience working with Rosemary, Cindy 

regretted "not getting to know a lot more people earlier, 
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like some of the other older ladies," and she "wished we were 

forced to to engage more with the people at other tables." 

By the end of the semester, Cindy said, "Sometime it was good 

to have Amy there but we were sort of stuck to each other. I 

wish I would have broken away from her sooner." 

Table group; "I was proud that Hillary sat with us." 

In addition to Amy, Cindy's table group generally consisted 

of Nate; Rebecca (a Native American/Hispanic student who 

eventually dropped the course); and Hillary (the graduate 

assistant). During the second week of class, the group 

shared artifacts from their backgrounds and cultures at their 

table and this group seemed especially "into it" according to 

my field notes: 

Cindy exhibited a framed photograph of herself and her 
famous sisters (it was hard to tell them apart), while 
Nate showed a bolo tie from his grandfather and he 
spoke at length about it. Each member of the group 
appeared genuinely interested in the others' artifacts 
and stories. 

Cindy "liked the people" at her table, "especially Nate and 

Hillary, and of course. Amy!" When the semester was over, 

Cindy stated, "I was secretly proud, after a few weeks of 

class, when Hillary made a more permanent place for herself 

at our table. At the time, I thought to myself, "This is so 

awesome! She is sitting at our tablel'" When asked why she 

has this reaction to Hillary's presence, Cindy said: 
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She was an inspiration to me because she wasn't afraid 
to just live life and to tell you about it. I also 
remember a comment that Hillary made about wanting to 
make a difference with minority students and teach 
bilingual classes, and somehow that stuck with me. 

"Your autobiography group is kind of special." Hillary 

was also member of Cindy's writing response group, a group of 

women who assembled initially to read books about girls' 

experiences, especially in schools. Cindy described girls as 

"a swarm of secrets," and this "kind of special" group 

literally looked like a swarm when they huddled close to one 

another, buzzing in conversation. Through "the autobiography 

group," as Cindy called it, she discovered "that my story 

would be interesting to other people," and she realized that 

"all people have stories that are important to share." Cindy 

also developed a relationship with Monica through this group. 

On the last day of class, Cindy and Monica discussed their 

early misconceptions and stereotypes, and have since grown to 

become constant companions at the university. Cindy referred 

to Monica as "a close friend" and "one of those cool moms." 

The classroom community. At the end of the semester, 

Cindy exclaimed, "I loved this class right from the beginning 

and now I light up when I see people from there." However, 

in the large group, Cindy was often a silent member because 

she felt "as if other people were more insightful and had 

better things to say." She also had a sporadic habit of 

closing her eyes for a quick doze and jerking back to life, 
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providing evidence of both a frantic, college lifestyle and 

her moments of "just checking out for awhile," during 

discussions. Although she was always a strong contributor 

when engaged in small group activities, when the arena of 

discussion widened, she said, "I was often overwhelmed by 

all the ways to do things and all the theories." 

Within the School 

Classroom observations. Cindy observed four different 

classroom settings over the course of the EFE and developed a 

strong sense of community in her final setting. In her first 

classroom—the sixth grade inquiry program—she was most 

absorbed in observing the girls who reminded her so much of 

her "kids from camp!" Her written observations reflected her 

"just got back from summer camp" state, as each one addressed 

"missing her girls" and made connections from the classroom 

meetings used in this setting to her recent camp counselor 

techniques. From this setting, she moved on to spend one day 

in a classroom with a teacher "so grouchy she made my skin 

crawl" before going to a second grade classroom. In this 

class, she was with a teacher who had been a student in the 

same program just a couple years ago. Many of Cindy's fears 

about "out of control" classrooms were calmed in this setting 

as "this was a mellow, young teacher who had a successful 

classroom where kids were learning and it wasn't all out of 
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control." Finally, Cindy settled in to spend the remainder 

of the semester in a kindergarten classroom with Ms. 

Hatfield. 

When Cindy first walked into the room, she said, "I 

thought I was going to die." She elaborated: 

YOU see, I am a very, highly organized, everything-has-
a-place kind of girl. So, when I first saw Ms. 
Hatfield's room, I thought a tornado had blown through 
about four times 1 There are papers on top of papers on 
top of papers and everything is literally thrown 
everywhere. Ugh...its an absolute nightmare! 

However, she quickly grew to adore Ms. Hatfield, a teacher 

who "pulls knowledge from kids, she doesn't stow knowledge 

away in them." She described Ms. Hatfield as a teacher who, 

"has a great tone with the kids, makes them laugh, is 

reasonable, and the kids really just love her." In this 

classroom, Cindy was most impressed with the "family members 

who help in the class and some of them aren't even Moms, they 

are Grandmas and aunts!" Cindy felt that "this was just 

great to see family members get to come in and see their 

child and his/her peers learning." She thought it must also 

be "special for them to develop a relationship with Ms. 

Hatfield." 

Cindy worked in this setting with Amy and another young 

woman Carla, and as a threesome, they "fell in love with the 

class" and volunteered to come on extra days to help with 
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special events, like a Halloween party. Cindy, Amy, and 

Carla radiated with joy and excitement when they came back 

from the Thursday morning observation times. Cindy 

remembered, "We were always busy in the classroom and the 

three of us would often get so excited over a kid's work that 

we would talk about it all the way back to the portable!" 

This talk about the classrooms was critical for Cindy, as she 

explained, "I benefited the most from talking about what I 

was seeing with peers." 

One of the things they struggled with in Ms. Hatfield's 

classroom was trying to help the Spanish-speaking students 

with the curriculum in the class. Cindy was "amazed by the 

fact that Ms. Hatfield does not know Spanish, yet she has at 

least three kids in her class who did not speak English!" 

According to Cindy, "This just doesn't seem fair to the kids 

because they just stare at Ms. Hatfield rambling on in 

English and they just don't understand at all." At times, 

Cindy was able to help the kids because of her Spanish from 

high school, but "it still wasn't enough." In this 

environment, Cindy also began to struggle with some of the 

other things she was seeing. She "noticed that some kids 

were a bit 'ungroomed' and looked less cared for than 

others," and she was saddened to learn that "around 90% of 

the school fell below some level for assistance with meals." 

However, even with these rough edges exposed through her 
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observations, Cindy said, "This is a wonderful school, with 

teachers who seem to love their jobs and care about the 

children here." 

ESL childcare: "Overwhelmed by friendliness." With Amy 

and Carla for partners, Cindy volunteered to provide child 

care at the ESL classes for parents at the school. This 

experience is one that Cindy, "wouldn't trade for the world." 

After the semester was over, she exclaimed, "I never felt so 

appreciated in my life! I was overwhelmed by friendliness!" 

Cindy's eyes lit up when she talked about the meaning of this 

service to her: 

It was my favorite thing in class because people 
became real. I am not used to having ESL for adults at 
any school I've ever been to, and the parents were so 
nice and the kids were so cute! When I went back to 
my classroom on observation days, I'd think, 'those 
were some of my kids' parents out there' and 'I bet 
those parents are probably so proud of their kids. ' It 
made the kids more like a three dimensional person, 
knowing where they are coming from. 

She also valued the sense of purpose and community this 

experience provided because "you feel like you are in a whole 

network." She added, "Making something like this happen is 

something to look forward to as a teacher." 

"Chills" at the turkey trot. Cindy also volunteered 

with Amy and me to help at a combination fitness event and 

charitable drive at the elementary school around 
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Thanksgiving. During the annual "turkey trot," elementary 

students ran or walked laps on the playground in order to 

have their names dravm for turkey dinners for their families. 

At the event, Cindy "marked kids hands when they completed 

their laps" and "stood near the last stretch and cheered the 

kids on." She wrote, "This was so fun to see how you could 

motivate them to put in that extra effort on the last stretch 

of the lapl" In between groups, she either talked with Ms. 

Hatfield, Amy, or me, and excitedly pointed out all of her 

"special kindergartners" to me. Working at the event gave 

Cindy "the chills" when she learned "that the teachers and 

school nurse rigged the drawing for the turkey dinners so 

that students with the greatest need were sure to have their 

names drawn." She thought, "This is so special for a school 

to do that," and said, "You could just see the excitement on 

each child' s face when they won!" 

Into the wider Community 

Cindy investigated one area beyond the boundaries of 

schools. This happened during the required "shaggin' around" 

activities the class engaged in on two weekday mornings in 

October. 

"I had no idea what to expect in this area." Thinking 

back to the beginning of the semester, Cindy recalled: 
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I honestly had no idea what to expect in this area. I 
asked Amy what she thought of [this school] and she had 
no idea either I Considering that it was close to the 
"U" I may have thought it was a little on the 'ghetto' 
side ... I am only familiar with the "U" area and the 
homes up in the suburban hills, so when I first saw the 
trailer across the street from the school, I am sure I 
assumed the community was a poor and uncaring place, 
kind of like its surroundings, rundown. But, if someone 
had told me it was the best school in the city and I 
would have believed them! 

For her first "shaggin' around" venture beyond the 

immediate neighborhood, Cindy teamed up with Amy, John (the 

doctoral student) and a few other students, and walked around 

one section of the attendance area that was near another 

elementary school. She began her investigation at the 

school, which Cindy described as, "nestled off a busy road, 

[with] a small silver lining embrac[ing] it." Cindy 

reported, "the red brick building was a very clean, well-kept 

and manicured school ... the lawn was nicely mowed and 

trimmed ... and no trash was lying around." However, she 

added, "I did notice that it was surrounded by a chain link 

fence, but I think that most schools out here seem to be, and 

it is something that I have just not gotten used to yet." 

Since the school secretary was expecting the group, 

Cindy and her colleagues were invited to tour the school, 

starting with the school cafeteria. In her action report, 

Cindy wrote, "In the cafeteria, I was immediately surrounded 

by kids eating sugared cereal and blueberry muffins!" She 
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continued, "I am still shocked by the number of children who 

need financial assistance with meals, although it is not as 

great here as it is in the other schools in the district." 

After listening to " a plentiful amount of announcements—the 

Pledge of Allegiance, a moment of silence, a lot of riddles, 

the peace pledge, birthdays, you name it—by a jolly sounding 

guy who probably was the principal," Cindy and her group left 

the school to explore the surrounding area. 

On her walk, she saw; 

... homes set back on large lots off of a dirt road ... 
many with chain link fences and average cars ... a strip 
mall, a bank, some home improvement type stores, a 
day care, apartments, a sketchy pizza place, a run down 
thrift store, some medical businesses with lovely 
landscaping ... and across a busy street, there was a 
nice looking, adobe style, gated community. 

On her return trip to the area the following week, Cindy 

stopped in two businesses to "get a feel for the community." 

She went into a "rundown fast food place, not as nice as the 

newer ones," and got into a conversation with Alfredo, an 

employee who was mopping outside. "He was so friendly!," 

Cindy wrote, "And he said that the area around here used to 

be a lot quieter, but now people kick back and party a lot." 

From there, Cindy and Amy went into "a smelly and gross" day 

care across the street, where she found out from the manager 

"that most of the children who attended this day care were on 

some kind of public assistance and only 25% paid cash." 
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At the end of the semester, Cindy had this to say about her 

experiences in the neighborhood: 

After getting out in the community, I was so surprised-
I was surprised to see some of the upkeep of the homes, 
they were like treasures tucked off the busy street . I 
was also surprised because everyone was so friendly 
everywhere we went. Going out into the area it was 
reinforced to us several times that this was definitely 
a poorer area and many people were on financial 
assistance. 

She also came to "feel an attachment and much more of an 

appreciation for the area" and commented on the value of 

getting out into the community: 

I have learned so much from this experience. It is so 
important to reach out and 'see' where the students are 
coming from. It just makes it that much easier to learn 
to understand them and appreciate their values and 
desires. I will do a sjLmilar thing when I get a job in 
a district. I think it would be cool to get a head 
start on studying the district's neighborhood before 
the teaching year begins and then continue studying 
throughout the year and in years to come. I also 
realize how fortunate it would be to live right in the 
district that my teaching is being done in. If we are 
not aware of where our students are coming from, how can 
we begin to understand and respect them? 

Multiple Literacies 

Cindy's use of multiple literacies in this experience 

showed great variability. From her complete, orderly 

portfolio, which contained some shaky and some thoughtful. 
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expressive writing, to her extended networks of people from 

whom she gathered ideas, Cindy alternately stretched, hid, 

and strongly used her "distinctive voice." 

"1 Like This Portfolio Thing" 

Cindy struggled for the first half of the semester in 

putting together a portfolio. Not "getting to it sooner" was 

one of her "big regrets." In the beginning, she completed 

her reflections in large batches, so that on certain days, a 

pile of three or four pieces of writing from Cindy appeared 

in the basket of work to be read. However, by the end of the 

course, her portfolio reflected pride and dedication to 

organized, quality work. 

Cindy's portfolio was a thick, bulging, black three ring 

binder with colorfully decorated dividers (in primary 

colors). Inside, the majority of her writing, whether it was 

reflections, action reports, classroom observation notes, or 

logs, was word-processed. In her action section, she also 

included carefully captioned photographs to document her 

experiences working in the kindergarten class and 

volunteering with the child care in the parent ESL classes. 

She also included a chronological, detailed section for all 

of her class notes and handouts. Through the experience of 

constructing a portfolio, Cindy came to "like this portfolio 
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thing." She explained how she would like to try portfolios 

when she is a teacher: 

I really like the idea of having a portfolio in the 
elementary classes. I think that if teachers assist in 
collecting the students work and organizing it, the 
students will have ownership and pride when reflecting 
over their work. It will be a nice keep-sake and helpful 
for parents and conferences. 

Visual Constructions of Meaning 

In addition to creating a beautifully organized, 

colorful portfolio, Cindy used color and artwork to make 

sense of ideas. For example, Cindy's poster of rules or 

codes of conduct for her future classroom centered on a 

carefully constructed circle of children. She described 

"what [her] sign looked like" in an "R"; 

the center of the sign was a big yellow circle reading, 
'Learning ... students and teachers collaborating to 
achieve common goals through courtesy, communication, 
laughter, and reasonable rules.' Around the 
circumference of the yellow circle were cutouts of 
twelve different colored people each containing one of 
these words: prepared, try our best, teamwork, cooperate 
with classmates, creative, interest, meaning, choices, 
helpful, fun, trust, and respect. The people cutouts 
were all different colors representing individuality, 
yet they are all holding hands showing that this goal of 
continuity and this environment can only be achieved 
together. If all of those different aspects are 
achieved, then the middle of the circle, learning, will 
be achieved. 
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Cindy talked about her poster at her table and "showed it 

off" during the large group discussion that followed, using 

the text she had written cibout it to support her ideas. 

"I Don't Like To Read And Reflect" 

Logs. At the midterm portfolio interview, Cindy seemed 

hesitant as she hurriedly flipped through her portfolio, 

trying, it appeared, to hide the gaps in her reading logs 

from Dan and me. She explained that the "reading and writing 

in this course was difficult" for her as she portrayed a 

picture of herself, "sitting late at night at my computer 

trying to keep my eyes open, while thinking through all the 

writing at once." In her midterm reflection, she wrote, "I 

find the logs or "L's'" frustrating and I hate doing them. I 

don't like reading and reflecting. I think I need to come up 

with a different system for logging my readings." 

Using a "different system" of handwriting responses to 

the readings, rather than trying to summarize them in an 

"academic" style at the computer, Cindy completed all of the 

required logs by the end of the semester. Yet, she did not 

use her logs as pron^ts to share ideas in class discussion 

about the readings. When I asked her about the things she 

read in the course, she also had difficulty speaking about 

the texts, except to say, "that one one article [Ladson-
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Billings' Dreainkeepers 1 stuck out in my mind where they 

compared different teachers ... the one was all organized and 

she came in nicely dressed ... I liked that article." 

Interestingly, at the end of this semester, Cindy reported, 

"I bought all the optional books and someday I will have to 

sit down and read them." 

"A great amount of growth." Cindy's written reflections 

or "R's" grew in both length and detail over the course of 

the semester; and, she explained that writing "R's" was the 

area where she saw the "most growth." Her first reflection 

was simply a list of general reasons why she wanted to be a 

teacher—a format chosen, she explained, "because I was 

having trouble organizing my thoughts." Some of her reasons 

for teaching included: 

I love working with youth. 
I like expanding peoples [sic] thoughts and ideas. 
I like the lifestyle of a teacher. 
I like have [sic] a lasting impression, intact, and 
effect of [sic] people. 
Teaching and learning are always changing and growing. 

Dan responded to Cindy's first "R" with the questions: "What 

do you imagine the lifestyle of a teacher to look like?" and, 

"What strengths and talents do you bring to teaching?" In 

her second "R" Cindy qualified her entry into the "R" topic— 

the broad question "Who are you?" across a range of 

categories—by writing, "I feel this is an overwhelming 
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question, which is not easily answered, but I will try my 

bestl" About midway through the piece, she addressed the 

intact of gender on her life by writing, "As for gender, I am 

female, which plays an enormous role in shaping who I am, 

ladedadeda." Cindy continued using phrases like, "Blah, 

blah, blah, blah, blah ..." or "Hvim ..." throughout her "R's" 

when it seemed as if she either did not exactly know what to 

say or was writing things that did not sound genuine. 

In the fourth week, Cindy wrote an "R" that came to life 

with specific details as she thoughtfully considered the 

place of rewards in creating a positive classroom climate: 

When thinking about rewards, it is difficult to come to 
a conclusion ... everybody wants rewards, but when 
rewards become comparisons and win-lose relationships 
among students, the focus of the goal is lost ... I 
don't think that a reward should be a physical 
possession, but simply individual recognition. Maybe, 
just a simple 'Three cheers for ! Hip, hip, 
hooray!' or other 'grouch-busters." I think that 
rewards should be given to a class as a whole as they 
strive to work cooperatively for a common goal. 

With more of Cindy present in the "R" I had much more fun 

responding. At the end of this fourth "R", Cindy's extended 

description of how she would try to create a sense of 

belonging in her classroom made me smile; and, I wrote, "You 

are a grouch-buster, CindyI" in the margin. From this point 

on, Cindy seemed to ease into the "R's" and appeared to 

actually "like" reflecting in writing. 
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"I was kind of frustrated." Although she relaxed with 

her "R's," Cindy continued to struggle with reading and 

writing as she investigated and wrote about her critical 

issue of choice. She began her research by "looking into 

funding and trying to figure out some of the funding 

inequalities in [her home state]" after she studied a table 

representing these disparities in Funding for Justice 

(Rethinking Schools, 1997). From there, she collected a big 

stack of files on school funding from the internet; but, she 

had trouble getting a handle on the issue and turning her 

multiple resources into a paper. In frustration, she tried 

writing on another topic: a state legislative proposal to 

reward teachers with money if and when academic achievement 

on standardized tests in schools improved; however, she 

explained, "I wrote two or three pages on that and realized 

that I did not know what I was talking about before I gave it 

up." Consequently, she did not have a clear idea in mind for 

her investigation until the last weekend of the semester. 

During Thanksgiving break, Cindy flew back home and had 

a conversation with a cousin about teaching and curriculum at 

a family gathering. This stimulated her interest in the 

historical roots of curriculum issues and she returned after 

break with a brand new paper called "Educational Psychology 

on the Curriculum. " It was an historical overview of the key 

players in the roots of curriculum in the U.S., inspired both 
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by her cousin's idea and by remembering some of the 

conversations in class regarding Kliebard's (1986) article 

about the "struggle for the American curriculum." However, 

like many papers written the weekend before they are due, 

Cindy's paper was rough to read. Neither Dan or I were aware 

of the changes in ideas she made along the way; conseguently, 

I was surprised to find out after the symposium was held that 

her presentation was not about school funding. 

"I Can Usually Find People To Talk To Me" 

By observing Cindy as she interacted with others during 

breaks and before and after class, I saw her as a warm, 

engaging person; so, it seemed natural for her to have found 

her critical issues topic through conversing at a party with 

a family member. Cindy seemed most at ease when she was 

gathered around a group of people engaged in laughter and 

conversation. She said, "Getting to know people should be 

paid more attention to in classes ... maybe teachers think it 

is more elementary to do that and you shouldn't do it in 

college, but you should walk into your class and know 

someone." She added, "I love getting to know people ... and 

this class is up on pedestal for me because of that." She 

also explained: 

I have always been the kind of student to get to know my 
teachers ... and its strange later on when you see them 
on campus and this person was your teacher and they 
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don't even have any idea of who you are ... I mean maybe 
you might look familiar to them. What would it be like 
if we never talked to you and Dan again? It would be 
so weird. Just today, I saw Monica and she asked me, 
'How is Terry? Have you seen her?' 

Reflecting on the importance of conversation and "knowing 

people" in learning in this EFE, she said, "This is 

definitely an experience we will all want to bring into our 

classrooms." 

Transformations 

Cindy's transformations in this EFE were remarkably 

dramatic. At the beginning of her final reflection, she 

wrote, "Geez ... I have learned so much from this class alone 

about teaching and started a good foundation to a challenging 

and forever growing career." Her construction of this 

foundation seemed most evident in her shifts: in practice 

from student to emerging teacher, with an accompanying shift 

in voice; in understanding herself as a classroom manager; 

and, in understanding the significance of teaching in places 

with "greater need." 

"A Kick In The Butt" 

From the beginning of the course until shortly after the 

midterm, Cindy approached the work in the course almost as if 

it were a typical, on-campus, university course. She often 
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completed work in marathon batches, stayed up late to "crank 

out" reading logs, and arrived at exactly 7:30 AM in a 

somewhat sleepy state from "working three jobs and running 

around like a chicken with its head cut off." In an 

interview at the end of the semester, Cindy seemed a little 

reluctant to look back on these more scattered days. She 

admitted, "I had a hard time with it before the midterm 

because I would just take one night and do this stuff for 

hours on end and then I just would get tired of it." Closer 

to the end of the course, Cindy changed this pattern: 

... when I realized that this portfolio is just such an 
awesome thing I I am a very organized person and I was 
mad at myself so I gave myself a kick in the butt and 
decided I had to work on it more than one night a week, 
if I wanted this to be thoughtful writing. 

She added, "This is one of those classes that to get the most 

benefit out of it, you should sit down with a good amount of 

time to do your reading, and to think about stuff from the 

last week, and write your 'R' or 'L' from there." 

Besides altering her work habits and developing an 

impressive portfolio, Cindy began to see "sharper ways to 

look at things" over the course of the semester. For 

example, she said, "Instead of just saying in my mind things 

like 'Wow, this class is quiet,' I can now see that there is 

a lot more to teaching and a lot more going on." She 

explained that she now sees "teaching as an ever growing 
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career ... you are constantly building your repertoire and 

challenging yourself as well as your students." She does 

not, however, expect that teaching will be easy, as she said, 

"I had this flash into the future when we did our curriculum 

unit: NO LIFEl" 

"I Don't Wanna Be A Canter" 

Cindy began the semester with the fear of "getting so 

wrapped up in survival" that she was "nervous and anxious at 

the thought of ever maintaining a controlled, productive 

learning environment." By the fourth week, her reflective 

writings and classroom observation reports nearly doubled in 

length as she spent considerable time writing into the 

unknown about her concerns. For example, in her seventh "R," 

she carefully compared various classroom management theories 

and how they fit with her as a person: 

Initially, I feel myself not wanting to be a Canter ... 
I'm not sure why ... I think it is because ideally I 
would like to be a teacher who could understand why 
students were acting the way they did. I do see myself 
being a Canter with the respects that I am a very 
orderly, organized, mechanical person, who as a result 
is laid-back. So, I can see how a Canter routine would 
work for me because it is organized, although I must say 
I hate it when teachers write names on the boardI 

From there, she went on to develop ideas about other 

management theories, and concluded with her thoughts on 

Glasser's classroom meeting. She wrote, "I love Glasser's 
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en^hasis on coinmunicating in groups, so I think that if 

meetings could be successfully conducted in the classroom, it 

would be wonderful." At the end of the semester, she 

reconsidered her classroom management ideas: 

I am now seeing myself as a Canter/Glasser hybrid. For 
some reason, I don't wanna be a Canter—but I seem to 
keep on coming back to it. Maybe because it just seems 
to be the easiest and doesn't really deal with moral 
aspects, its just cut and dry. But back to 'camp 
moments,' we used to have weekly meetings with our 
campers and it was really cool because it definitely 
built community and taught kids a lot about 
communication. 

Over the course of the semester, Cindy's observations in 

varied classrooms and her talk about classroom management 

theories also contributed to her transformed sense of calm 

about managing a classroom for learning. She explained, "I 

felt more secure and less anxiety-ridden when I saw teachers 

who were also new and young who had classes under control, 

where kids were learning in positive atmospheres." Talking 

about these concerns was also a part of the process for 

Cindy, as she added, " It was a relief to know we shared 

common fears." After the course was over, she said: 

I have overcome my phobia of being the first year 
teacher ... I realize that I have never been afraid to 
talk to someone, to get advice, to find someone to tell 
me how can I get back on top of it when I fall, and if I 
get in trouble, I will ask questions and find a way to 
get some help. 
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"I Thought I Wanted To Teach At 'High Peaks'" 

The easing of Cindy's fears about classroom management 

may have contributed to Cindy's final transformation: 

understanding that she did not necessarily need or want to 

work as a teacher in a classroom like the ones she grew up in 

as a child in a more affluent, suburban area. As a result of 

her experiences in this school and community turkey trot, 

Cindy saw the needs in the community and the way in which the 

school worked to meet those needs. She explained her 

trans formation: 

One big realization I have come to is that as a teacher 
you have to want every kid in America to receive an 
excellent and equal education. I think that coming 
into this class I wanted to get off easy and be the 
teacher at ' High Peaks'—the place where everybody 
succeeds ... if you want to make the most of your 
teaching degree it will not be challenged as much at 
High Peaks as it would at another district. 

She added: 

One day I realized that the point was to make a 
difference and that it is not going to be accomplished 
in a place where everything is already perfect, where 
there is a controlled group and everything is already 
plugged in, where test scores are high and schools are 
too concerned with their image. The good stuff is in 
the schools like [this one] where there are 
progressions, imperfections, and things get turned 
around. 

Cindy grew to "treasure the atmosphere" and "love the kids" 

in this context, and she hoped that she might find a "place 
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like this to work." However, she also understood that her 

decision to teach in an urban school would require the 

strength to meet many challenges. She wrote, "I must realize 

the kind of challenge I am willing to take on, which 

definitely scares me." 
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CHAPTER SIX 

STEADY TRAVELERS: THE CASES OF NATE AND JENNIFER 

In this chapter, I present the experiences of Nate and 

Jennifer in this EFE. Although they rarely crossed paths 

over the course of this EFE, their experiences—particularly 

with multiple literacies—intersected in interesting ways. 

In addition, their transformations appeared both subtle and 

profound. 

Nate's Experience: "It All Fell Into Place so Perfectly" 

Nate experienced this EFE in ways that were often 

solitary, yet also solidly grounded and connected. His 

community memberships, multiple literacies, and 

transformations had a steady, even quality to them; and, they 

revolved largely around his shifting identity as an emerging 

secondary science teacher with a "slant no one else can 

give." (See Table 7) 

Communities 

Although Nate was a well-respected member of the EFE, 

his connections in the confines of the portable were not the 

most significant feature of his community experiences. 

Instead, his strongest connections occurred: in the science 
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TABLE 7 
Nate's Experience 

NATE 
"It all fell into place so perfectly..." 

EXPERIENCES 

Communities 
Within the classroom 
a. classroom community as a whole 

b. table group 
c. writing response group 

Within the school 
d classroom observ ations in science 

e. the "turkey trot" 

Within the larger cnmmunirv 
f. "shaggin' around" group 

g. at-risk speaker 
h. Native .American Resource Center 
i. outside science content community 

Multiple Literacies 
a. portfolio as a whole 

b. writing into understanding ("R's" and "O's") 
c. the "struggle of working through information 
(L's") 
d. critical issues inquiry into Native American 
issues in urban education 

T ransformations 
a. struggling for meaning: classroom management. 

b. developing beginning science teacher practices 

c. putting language around his "unique slant" 
as a Hopi student 

MEANINGS 

Communities 
Within the classroom 
a. "I felt really comfortable... getting into the mix. 
but 1 did not come out there with real close 
relationships"/ "I had a slant no one else could give" 
b. "I liked my table" 
c. "the lady with the white hair was really interested 
in me and I learned a lot from her" 

Within the school 
d. "1 became someone the kids asked questions of, 
kind of like a teacher s aide" "the teacher gave me 
greatideas" 
e. "there was a lot of enthusiasm for kids" 

Within the larger cnmmnnirv 
f. "I foimd some resources that were a key guide for 
my inquiry " "when people think of lower SES areas, 
they usually think of hopeless places ... this was not 
the case here." 
g. "they go to the source" 
h. "1 just bumped into it and it was so perfect" 
i. "I had too many ideas from this group for m\ unit 
plan" 

Multiple Literacies 
a. "My first thought was confusion and anxiety... 
now it is a resource to gtiide my learning" 
b. "I had these vague ideas" 
c. it was a typical love/hate relationship" 

d. "1 had these ideas and they weren't superformed 
ideas"/ "I want to go back to the Hopi reservation and 
teach" 

Transformations 
a. "I have stronger ideas about classroom 
management" 
b. "seeing my curriculimi take shape and putting it 
into practice was exciting" 
c." I have a unique slant no one else can give" 
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classroom where he engaged in observations, in the larger 

community where he "bumped into" his critical issues 

investigation, and in his peer group of secondary science 

preservice teachers associated with his science methods 

practicum course. 

Within the Classroom 

"Getting into the mix." Within the classroom community 

of this EFE, Nate was a both a belonging and a somewhat 

disconnected member. He usually arrived each morning smiling 

and relaxed, wearing a baseball cap and athletic sweatshirts 

or t-shirts, with a cup of coffee in hand. He easily engaged 

in casual conversations while gathered around the food table; 

for as a runner in the midst of the rigorous training of the 

cross-country season, he was always interested in the baked 

goods of the day. During an interview after the course was 

over, Nate illustrated his overall comfort in the EFE by 

telling a story from the context of another class he is 

currently enrolled in: 

In my [content area literacy class], we are talking 
about our favorite experiences in classes and I talked 
about ours from last semester. It was like open and 
everybody was always giving their opinion and it wasn't 
like you had to think this or that. 

He also highlighted the value of the total class experience 

for him as he was able to get a "viewpoint from different 
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backgrounds and that was kind of neat, just getting into the 

mix of people in there." Nate typically engaged in this mix 

when conversations took place in small groups; but, he 

remained a quiet attentive listener for most large group 

discussions. 

"A slant that other people haven't heard." When asked 

about his unique position in the course as the only Native 

American student, the only science major, one of only two 

males, and one of only six secondary education majors, Nate 

mused, "I never really realized that I was all those 

different things ... like well, I guess I just never thought 

of them all as together and so when I read the interview 

question about it, I was kind of like 'Hmmm ... I guess I 

was.'" Yet, as he continued to speak, he zeroed in on his 

distinction as a Native American: 

I mean typically ... I guess you do realize [your Native 
American culture] sometimes and you almost expect 
[people to ask for your views] just because its a 
slant that other people haven't heard, a view that no 
one else can give usually. So I mean, its something you 
kind of get used to ... yeah, you just kind of know 
that, oh well, they are going to ask for your view 
because its going to be different. I don't really 
realize it much anymore when it happens but I guess it 
does. You kind of, I guess, you get comfortable with 
it, I don't know. Its good. You get to share stuff 
rather than ... [pauses] I kind of like it because it 
kind of, you can put more into it sometimes rather than 
just having the same things every day and you get lost 
in the pool. You kind of stand out. 
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Although Nate appeared rather comfortable sharing this 

slant in the classroom on occasion, he said that he was 

frustrated because, "sometimes it feels like people want you 

to be the representative for your whole tribe and all Native 

Americans. You can give them a view and you have to say that 

its just ny view. I can't speak for everybody." Nate 

largely shared this slant in the small groups in the 

classroom and in his presentation on Native American issues 

in education. 

Table group. Everyday, Nate sat a table on one end of 

the semi-circle of tables, with Cindy and her roommate Amy, 

with a Native American/Hispanic woman who eventually dropped 

the course, and with Hillary, one of the graduate student 

assistants. When asked about relationships with members of 

the course, Nate said, "I was probably closest to the people 

at my table." Generally, his table group functioned as a 

place for casual conversations while eating bagels and donuts 

at the beginning of class sessions, during breaks, or at the 

end of the day. They also shared their developing 

portfolios, their ideas, and their works in progress at the 

table. 

writing response group. In his writing response group— 

a long-term group consisting of five people—Nate shared his 

book of choice (Mike Rose's Lives on the Boundajry), multiple 
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drafts of his autobiography, and the progress he made in his 

critical issues investigation of Native American issues in 

this district. In the focus group at the end of the course, 

Nate talked about sharing his autobiography with his response 

group and remembered: 

the lady with the white hair was really interested in me 
... she was neat. She was real [and] her experience 
was totally different than mine. She talked about 
growing up in the South and stuff. She was interested 
in me and [the South] was something I never had 
been around and it gave me an idea of what it was like. 
That was the same with a lot of people in there. We all 
have different stories and experiences. 

In the observer's comments of my field notes, I noted Nate's 

significance in his response group on a day when he shared 

excerpts from his interviews with the Native American 

counselor for the district. I wrote, "Nate's group was 

clearly interested in what he had to say. There were many 

questions for him and he carefully explained what he was 

finding out in his interviews." 

However, in describing his table and response groups in 

an interview two months after the course was over, Nate 

struggled to remember the names of most of the members. He 

said, "I don't think I came out of there with real close 

relationships, like I am going to call them up or see how 

their classes are doing ... not too much came out of it for 

me." 
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Community Within the School 

"I was like a teacher's aide." Nate's communities 

extended outside of the class as he developed relationships 

with the teachers and students in his classroom observation 

placement. Nate spent the entire semester observing in the 

same eighth grade earth science classroom; in fact, he was 

one of only a handful of preservice teachers in the EFE who 

stayed in the same place throughout the duration of the 

experience. Often, as I observed Nate come and go on the 

Thursday observation days, I wished he had a peer in the 

class to share this experience with him. He was the only 

member of the course to work in a classroom by himself after 

his initial partner moved on to a new setting after the first 

few weeks of the semester. However, Nate did not seem to 

mind being "on his own" and he always attended class on 

observation days. When he returned from his observations, 

either John, the doctoral student who helped organize the 

observations, or I checked in with him to find out what he 

was doing in the science classroom. 

In this setting, Nate developed "a good relationship 

with Ms. Jones," a young earth science teacher. Nate said: 

I enjoyed working with her. It was more like I worked 
along side of her. Towards the end of the semester she 
would tell me what we were going to do next week and I 
started knowing the kids. She let the kids know that if 
they had questions, they could ask either one of us. In 
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the last month and a half or whatever, I was like a 
teachers aide and it was good. 

One of the issues Ms. Jones and Nate talked about was the 

difficulty she had in providing services for the students in 

her class who did not speak English: 

She would share a lot with me about the different kids 
she would teach. Some of the Spanish kids in there were 
immersed in the class with only periodic support from 
their ESL teachers ... and they had difficulties 
understanding stuff. She just had to go along 
sometimes, even though they did not understand. She had 
to go on and she was telling me how hard it was for her 
to do that. 

Along with pointing out the dilemmas she faced in 

teaching second language learners in her class without 

appropriate resources, Ms. Jones also contributed to Nate"s 

understanding of curriculum development in science: 

She gave me a lot of different experiment stuff she 
used and she showed me her resources. She had a lot of 
other materials, she was always giving me ideas, and 
she gave me tons of experiments. She would say that, 
like for chemical bonding, she liked this or that. I 
started to realize that there is a lot out there and she 
runs the gamut and she put together her own curriculum. 
She had a lot of flexibility to put together what 
she wanted. 

This relationship was also important to Nate in his 

construction of his curriculum unit for this course, as he 

used practices, like webbing of concepts, which he saw in 

action in her classroom. 
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The turkey trot. Along with his involvement in the 

middle school science classroom, Nate participated in one 

event at the elementary school: the turkey trot on a warm day 

in November. Nate reported, "Although I had fun and enjoyed 

helping out, all that I did was cheer the first graders as 

they ran a lap around the playground ... I thought I would be 

able to do more." He also noted, "1 was impressed by the 

positive attitude and the cheering and encouragement for the 

kids." However, he said, "Because of all the structure and 

instructions needed with these kids, I again affirmed my 

conviction that I would probably not be a good elementary 

teacher." 

Communities Beyond the School 

"Bumping into things." Beyond the school, Nate engaged 

in two community "shaggin' around" activities with others 

from the class. In the first walk, Nate visited a 

neighborhood surrounding another nearby elementary school 

during the beginning of a school day. with a group of six, 

Nate observed, "a vast spectrum of students ... Native 

American, African-American, Hispanic, and Anglo ... who 

looked like typical elementary students without a care in the 

world." He was surprised to see that "there was almost an 

equal amount of fathers bringing kids to school as mothers" 

and he added, "it did not seem like a high SES crowd." He 
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saw "one BMW drive by" during this outing and he suspected 

the driver "probably was lost." 

Next to the school, Nate stumbled onto several community 

and school resources; a Head Start; another preschool 

program; and a Native American Resource center for the 

district; a place Nate "did not know existed." Before this 

initial encounter with the resource center, Nate was 

considering doing his inquiry on "some issue related to the 

experiences of minority students in schools, like maybe 

Hispanic students in some south side schools." However, 

after "bumping into this place," he decided to focus on 

services for Native American students in this district and 

"follow up with the director, a key guide to know." 

On his second venture into the community, Nate traveled 

in the opposite direction towards the natural dividing line 

of the river, which generally separated the lower and higher 

SES areas of the immediate neighborhood. At this line, Nate 

and his group hung out at a busy strip mall area and went 

into various businesses to talk to people—mostly employees— 

about school and the community. He was surprised to find, 

"none of the employees grew up in this area," and he also 

found connections to the ideas discussed in class; 

I talked to the manager who actually lives on the 
southside but she works at this store because it is 
closer to the school her daughter goes to on this end of 
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town. I thought it was rather ironic that we were 
studying this kind of thing in class ... different 
districts, unequal funding, and resources ... and I 
bumped into these issues at Wal-Mart. 

Connecting with the Native American Resource Center. By 

"bunding into" the Native American Resource Center for 

students in this district, Nate developed relationships over 

time with the office staff—the resource counselor and his 

administrative assistant—who encouraged Nate's emerging 

interest in conducting his critical issue investigation into 

Native American educational issues in urban areas. After his 

first telephone conversation with the counselor, Nate wrote, 

"I am confident that [the counselor's] work with the students 

will provide insight into the problems faced and the 

solutions taken so I can use these in my paper." After 

talking with the administrative assistant over the phone and 

interviewing the counselor in person, Nate said, "Even though 

I am Native American, I understand that the situations and 

problems these students face are different from my 

experiences at the reservation school and I need to learn all 

I can because I want to teach Native American students." In 

these initial contacts, he also learned that "the family 

seems to be a key area" in working successfully with Native 

American students in this urban district. He added, "I was 

surprised to find that the counselor moved beyond the typical 

school programs by becoming more of an interventionist on the 

students' behalf ... the one who voices the students 

situation in the school and works to interact with the 
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students' families too." 

"Getting to the source." Building on his growing 

interest in the situation of Native American students in this 

area, Nate attended a presentation on the at-risk programs 

the district offers, which was presented by the at-risk 

program coordinator in the district. Nate was surprised to 

find out about the "total approach" the district takes to 

help students, by expanding beyond the services typically 

provided at schools. He learned that the district also 

employs family advocates to "deal with the parents and home 

situations of students to see what can be done about the 

source of problems," a perspective Nate said, "seemed 

critical." 

Near the end of the course, Nate wrote about his 

experiences in the community in one of his reflections: 

At the beginning of the semester, I really had no idea 
of what type of school or community this was. From 
driving by, I perceived it as a lower income area and 
this held true as we explored the community and the 
other elementary schools in the district. When people 
usually think of lower SES areas, they think of hopeless 
communities of people that can't help themselves. But 
from our interaction with the community and the people 
inside the school system, this attitude has not been 
seen. 

Nate summed up his experiences in the community with the 

comment, "You can't judge a book by it's cover." 
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Extended communities of scientists. Nate expanded his 

circle of colleagues in science through his concurrent 

enrollment in an additional forty hour science education 

methods practicum. For this practicum, he spent at least 

four hours each week with a partner in a science classroom at 

a high school in a nearby district. In addition, he was also 

enrolled in an accompanying science methods course. This 

science cohort provided Nate with a community of like-minded 

colleagues and he appreciated their impact on his learning. 

He explained, "In my science classes, we are going into 

student teaching at the same time and we are going to be 

teaching the same stuff. In those classes, I have a lot more 

in common. I can glean more ideas from them." He added, "I 

think it worked out well that I had [the methods] class and I 

was almost getting overloaded with ideas in doing my unit 

plans ... it was more like I had to push away ideas that did 

not fit." 

For the culminating experience in his methods practicum, 

he prepared and taught a three-day series of lessons on 

volcanoes with his partner, which he included as a part of 

the curriculum unit plan he prepared for this course. This 

experience was a pivotal one for Nate's learning to teach, as 

he described it in contrast to the observations he did in 

earth science at the middle school: 

My high school experience was a little more intense. We 
taught two sections of three day lesson. The first 
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lesson was like a really good class and it was pretty 
simple but I think I didn't really learn as much... my 
partner and I did not really set up a solid plan and it 
went fine so we tried something different in the next 
period ... I had gone into this class before and they 
were just wild and I saw the teacher yell at the kids. 
They were a rambunctious class, it was the last class of 
the day and it was a bigger class. We did this learning 
cycle type of hands-on stuff and it was just insane! 

The value of this lesson in experience was, according to 

Nate, "in learning to adapt stuff by trying to pick it back 

up again for the next lesson." He also added, "You teach 

with a partner and its good because you get a lot of good 

ideas." In enacting this lesson, Nate said, "I had to video 

the lesson and analyze it and that was even better ... I 

learned a lot from the analyzing." 

When Nate reflected on the combination of these two 

overlapping field experiences, he realized that taking them 

together may have been problematic for him. He said, "Maybe 

it would've been better if I did this the way you are 

supposed to by taking this general methods class first, 

because I really did not know what I was doing when I had to 

teach those science lessons. " 

Multiple Literacies 

Nate's portfolio was a plain black three ring binder, 

which looked as if it had been used before for other 

purposes; yet, it was neatly divided into the three major 
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sections and each section was complete and up-to-date at both 

of the major checkpoints in the course. However, Nate began 

the course with a sense of confusion over his portfolio and 

the suggested guidelines for constructing the "separate 

parts." He wondered, "How is this really all going to fit 

together in the portfolio?" Later, he explained, "My 

portfolio beccune a valuable resource that I used to 

continually re-examine and direct my ideas and to keep me on 

track and motivated." At the end of the course, he added, 

"It will ultimately become a guide in my teaching career, and 

in using it as a whole, I gained new insight into how to use 

such a format when I teach." 

"They Weren't Super-formed Ideas" 

In his portfolio, Nate's reflections or "R's" began in a 

brief, sketchy way. For example, in his first piece, he 

explained his reasons for wanting to teach in one paragraph, 

with little elaboration of ideas: 

I want to teach so that I can make a difference in 
people's lives. Through my commitment and my lifestyle 
I feel I can benefit the lives of the people I teach. I 
feel that eventually I will end up teaching on the Hopi 
reservation where positive role models and change is 
desperately needed. Through my role as an educator, I 
feel I can become a positive example for the reservation 
community. The fact that I personally find science 
(especially earth science) enjoyable makes wanting to 
teach more exciting. 

Nate explained that he usually "did not like writing" 
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even though he worked hard to "be clear and honest" when he 

did. Later, his "R's" were longer (two or more pages of 

handwritten text) and more tentative as he questioned his 

emerging beliefs. He seemed at ease in writing about 

uncertainties, and he explained that in writing into his 

confusion, "I was just trying to be truthful because I really 

had no idea." Nate was not hesitant to wrote from the "not 

knowing" that Murray (1995) describes, in order to find 

knowledge through writing about his "ideas that were vague 

and without form." In an interview at the end of the course, 

he remembered writing: 

"one of my R's about coming to realize that you hold 
your own ideas, and they are not super-formed ideas ... 
they are like viewpoints or experiences ... then you 
kind of brought all those different things like that 
into one when writing about them ... 

Nate's writing into not knowing was also clearly 

represented in Nate's observation section of his portfolio. 

After each observation in the eighth grade earth science 

classroom, he explained at length the things he was observing 

and how he filtered these experiences through his beginning 

science teacher eyes. 

"The Struggle is What I Like About Learning" 

Struggling to make sense as a solo venture was also a 

part of Nate's experiences with literacies in this course. 
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In one of his "R's," he commented on the meaning of this 

struggle for him: 

I like to teach myself to some degree. Lots of times 
I've recognized my hatit of reworking the information to 
make it more clear to myself. At times, I think I that 
I should have sought out help when struggling with 
concepts, but the struggle is part of what I like about 
learning. Overcoming the struggle is in itself a kind 
of reward for me. 

At the midterm interview, Nate explained that the 

struggle of responding to readings in the course was 

sometimes "a form of drudgery," especially "when the 

information did not seem relevant." However, even with that 

characterization, Nate was quick to point out that usually by 

the time he had made the effort to log his reading, he "felt 

good" about the effort he made towards understanding. Often, 

Nate used a linear, outline format to log the methods 

textbook readings; however, for other texts such as Funding 

for Justice, he responded with personal reactions like, "This 

is unbelievable. I can't even begin to comprehend or 

understand this. Where are our priorities as a nation?" He 

summed up his fluctuating, logging experience by saying that 

it was "a typical love-hate relationship." 

Inguirv Into "A Life in Two Worlds" 

Sparked by the connection he made at the Native American 

resource center, Nate worked towards understanding what it is 
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like for Native American students to "live in two worlds" and 

travel uncertain and complex terrain in both traditional 

cultures and mainstream educational institutions. Nate's 

evolving interest in this issue was documented in his 

reflection and action reports. In his second report on this 

work, Nate explained that he would likely "focus on 

preventative measures for Native American students" because 

"Native American students face similar problems but their 

views and options regarding these problems seem to be 

different." He added that the "mainstream types of 

preventative measures (counselors, tutoring, etc...) are used 

in this program in the district, but they also seem to go 

beyond them to families and communities." Nate wanted to 

"understand why these services are needed beyond the typical 

measures taken." In subsequent action reports, he described 

the interview he conducted with the people at the resource 

center and used these reports to guide his further inquiries. 

In the middle of the semester, I "bumped into" a 

relevant resource for Nate's inquiry while browsing the 1997 

American Educational Research Association's Review of 

Research in Education. In this volume, I found an article by 

Deyhle and Swisher (1997), which reviewed relevant research 

in American Indian and Alaska Native education, and copied 

the lengthy piece and gave it to Nate. After the course was 

over, I asked him about his response to this thick piece of 

research and his voice rose in excitement: 
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It was the best thing I got ahold of for the critical 
issue paper 1 I will use it again and again because 
there are so many references in it, some of them for 
teaching science in cultural settings. I also used some 
of it for that rationale paper I did on why I wanted to 
teach science [for a science methods practicum course]. 

Commenting on the process of working through this article, 

Nate explained, "This was a good article because it made me 

realize that some of the viewpoints I had were in contrast to 

the research ... there were things that I thought that was 

the way it was, and then I found them to not be true in the 

research." 

Nate presented his findings on "living in two worlds" 

during the critical issues symposium in the class. Five 

people attended his session at the symposium (including "the 

lady with the white hair" and several of the other "older" 

women in the class) and he developed a summary handout on the 

issue which was distributed to all members. 

Transformations 

Over the course of Nate's sometimes solo and sometimes 

connected struggle for meaning in this EFE, his ideas about 

classroom management theories and science teaching practices 

were transformed. Nate's understanding of his "unique slant" 

as a Native American man interested in teaching Native 

American students on the Hopi reservation also shifted. 



228 

StruqQlina for Meaning; Classroom Management 

Nate vrorked through uncertainties to transform his 

understandings of himself as a classroom manager. From his 

early "vague and unformed" writings about respect, Nate 

continued to write at length over a series of "R's" and "O's" 

about classroom management. He carefully considered the 

scenarios enacted in class, their relationship to the course 

readings, and the observations he was making in both of his 

science classroom settings to come up with a "no-frills 

approach based on respect, with a few simple and 

straightforward rules." Nate believed that all students have 

the right to be heard in a classroom and realized that he 

would need to work with his students to build a climate in 

which students would listen and respect him and one another. 

He was most "drawn to the with-it-ness ideas of Kounin and 

the classroom meeting ideas of Glasser and hoped to combine 

the two in practice." He understood that he would need to 

have some "system of control in order to create a learning 

environment," although he was "not going to give out stickers 

or anything to do so." 

Struggling for Meaning: Science Teaching 

Nate also focused on the struggle to make meaning of 

himself as a science teacher. He made sense of science 
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teaching by putting language around practices he observed and 

by using the resources around him in both of his observation 

settings in order to glean ideas. For example, in planning 

his curriculum unit on volcanoes, Nate explained how he 

relied on the guidance provided by the teachers: 

Like I would talk to Ms. Jones and she had a calendar 
she planned from. She gave me ideas and she had 
different topics she was going to cover on certain days. 
So, I picked a goal to work towards. Then the high 
school guy [teacher] helped a lot because he sat down 
with us and he showed us how he planned. He had his 
units in big blocks and I realized there are a lot of 
ways to do it. 

Through these experiences, Nate began to plan for the kind of 

learning he would like to have happen in the classes he will 

teach in the future. He commented that, "most of the labs I 

observed are really structured and narrowly focused" and he 

expressed his desire to make more "exploratory, open-ended 

labs" in his classroom. He felt that the "classrooms are too 

ordered and do not allow for enough personalization by the 

students in their work." He wanted his students to "not be 

so standardized" and he wanted to institute portfolios to 

guide his students emerging ideas. 

Nate also used learning principles like schema theory to 

explain the practices he hoped to enact in his classroom; 

I need to assess prior knowledge first. One way to do 
this that I like and plan on using is concept maps. 
These are diagrams that 'map' out relationships between 
various terms and concepts. Having students compose 
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these before the lesson helps the teacher understand 
where the students stand and also sparks the students' 
prior knowledge about the subject. 

In his writings, Nate continually wrote at length about the 

kind of earth science teacher he hoped to be. 

Understanding a "Slant Only I Can Give" 

Although Nate entered this experience with the desire 

"to teach on the Hopi reservation ... [and] become a positive 

example for the reservation community," he engaged in a 

process of coming to a greater understanding of what this 

might mean for him as he experienced this EFE. As a fairly 

recent education major, Nate seemed to be soaking in and 

struggling with as much information as possible to help guide 

him in this chosen direction or "calling" as he described it. 

He used the reflection-inquiry-action cycle to more fully 

investigate his own cultural background, his practices as a 

science teacher which would impact Native American students, 

and his growing interest in the issues that many urban Native 

American students deal with in high schools. 

In addition to his inquiry, Nate also began taking Hopi 

language classes at the university during the same semester. 

Nate explained, "I don't have much background and even now 

with the Hopi language classes, people act like 'that should 

be easy for you' and I say 'I don't know anymore about it 
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than you do I have a lot to learn." One of the joys of 

learning Hopi for Nate is sharing his language with his 

grandparents on the reservation. In an interview after the 

course was over, Nate explained what this meant to him: 

My grandparents [speak Hopi] and like the last time I 
went to the reservation over the break, they got a kick 
out of it that I was learning. Me and my cousin were 
taking Hopi and they were kind of cute with us. I was 
reading stuff and they are kind of amazed too because 
they always spoken it and they've never seen it written, 
except in Hopi hymnals because it is not a written 
language and they are liking it too ... I am learning a 
lot from it. 

When I asked Nate how learning the Hopi language might 

eventually impact his teaching, he explained his perspective 

on the differences between the two languages: 

I know that going from English to Hopi, when I write 
something in Hopi, if I think about it in English I 
would probably be too specific, real specific because 
that's just kind of how English is. In English there 
might be a whole big sentence and in Hopi to get a point 
across it would be like two or three words. We don't 
need all those words because meaning is implied a lot of 
the time. 

Learning this language, Nate added, "will help me understand 

some of the kids," who, according to his critical issues 

paper, "live a life in 'two worlds' that requires 

contradicting attitudes, practices and realities ... an 

impractical situation for anyone." Nate has come to more 

more fully understand the complexities of teaching students 

at the instersection of these worlds. 
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Jennifer's Experience: "Public Education is a Big Part 

of Who I Am" 

Jennifer was a warm and friendly member of this EFE. As 

a non-traditional full-time student, a mother of two school-

age children, and an active member of several community 

organizations, Jennifer experienced this EFE and made sense 

of her experiences in unique ways. She was highly involved 

in the classroom, school, and larger community. In addition, 

her comprehensive portfolio provided evidence of extensive 

use of multiple literacies. Through these varied experiences 

and the literacies she used to make sense of them, Jennifer 

experienced a subtle, yet significant transformation, (see 

Table 8) 

Communities 

Jennifer blazed a wide trail through the communities in 

this setting. She was a contributing and congenial member of 

several overlapping communities within the classroom, the 

school, and the larger community over the course of the EFE. 
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TABLE 8 
Jennifer's Experience 

JENNIFER 
"Public education is a big part of who 1 am" 

EXPERIENCES 

Communities 
Within the classroom 
a. whole class community 
b. table group 
c. writing response group 
d. curriculum planning team 

Within the school 
e. classroom obser\ations 
f. book and breakfast club 

Within the larger cnmmiinifv 
g. "Shaggin' around" group 

h. "on the bus" 

i. making contacts in another district 

Multiple Literacies 
a. Portfolio as a whole 

b. Reflection section 
reflections ("R's") 

autobiography 

c. Inquiry section 
logs 

critical issues paper 

curriculum unit 
d. Action section 

classroom observations 
action reports 
interviews 

T ransformations 
a. from parent/community activist and a "friend of 
teachers" to a teacher 

MEANINGS 

Communities 
Within the classroom 
a. "I just felt so comfortable in there" 
b. "We were like a table of mothers for Jake!" 
c. "They were too nice" 
d. "They sought me out and it was a good experience 
for me to work with other people" 

a. "1 ran the gamut" 
b. "those kids love to read!"' "I'm not too sure 
about the reading program though" 

g. "I just loved this"/ "there are so many 
possibilities in this neighborhood" 
h. seeing racial lines in the district "I have a new 
appreciation for aides and bus drivers" "seeing kids in 
multiple settings is important" 
i. "teachers need to understand the politics" 

Multiple Literacies 
a. a variety of approaches to making sense "a useful 
resource" 
b. "this is where I see growth and change" 

"I felt like I was having a conversation with 
my teachers." 
"I think everyone should do this" "I saw how 
important public education is to me" 

c. "1 want to be prepared." 
talking back to texty making connections to 
experience 
"I felt rushed"/ "I fully intend to continue 
myresearchof teachers" 
"this was a good reality check" 

d. "I just love getting out into the community" 
"I want to keep learning from teachers" 
"this was my favorite thing" 
"I did 7 interviews and could have done a lot 
more" 

T ransformations 
a. "I want to work within the system to make things 
better for all kids." 
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Within the Classroom 

"I just felt so good in that class." Jennifer was the 

first student to publicly comment on the "education that is 

multicultural and reconstructionist" (Sleeter, 1996) 

orientation of the EFE as it was discussed during the 

syllabus overview on the first day of class. She reacted 

with genuine enthusiasm to the idea of extending the course 

into the school and community; and, she emphatically 

responded to a call for questions or reactions with an 

impassioned plea: "We need to be opening our eyes to 

diversity as teachers and we need to pay attention to serving 

all kids in our classrooms." After the course was over, 

Jennifer explained how the course "fit" right in with her 

life, her values, and her current community activities from 

the start: 

I'm very involved in a social justice oriented church 
(one I went to as a child) ... our preacher even marched 
with Martin Luther King ... and lately, I've been more 
involved in a city-wide interfaith council for social 
justice. So when I walked into this class and that's 
what you guys were talking about, I thought 'This is 
great 1' and I immediately felt right at home. 

In my field notes from the first week, I noted her importance 

in my attempt to teach from a multicultural and social 

reconstructionist frame: "Whenever Jennifer raises a question 

or point, I notice that I respond to her by telling extended 

stories from the 'best' of my prior multicultural teaching 
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experience. I'm really glad she is here." Jennifer quickly 

eased into a visible role as somewhat of an adjunct member of 

the teaching team, due to the way in which she consistently 

brought up social justice issues. At the end of the 

semester, Jennifer explained her awareness of the position 

she held in the class: 

I knew that you did not necessarily want to offend and I 
wasn't in the position where I had to worry about that 
so I could say what I wanted to say ... at least we got 
people to think about this stuff and explore what else 
is out there. 

with this "fit," Jennifer said, "I was able to speak my 

mind." Consequently, she brought a consistent, confident, 

and challenging voice to nearly all of the class discussions. 

For example, when the difference between constructivist and 

transmission models of teaching was discussed, Jennifer 

poignantly asked, "Why is it that the constructivist teaching 

seems to be the kind that shows up most often in gifted 

classes, while 'regular' classes often appear to be aligned 

more with the transmission model?" Although not everyone 

agreed with her point of view, Jennifer was a well-respected 

member of the classroom community. 

"A table of mothers for Jakel" At her table, Jennifer 

sat with two other "non-traditional" students—both mothers 

of teenage children—and a twenty-one year old music major 

named Jake. At their table, the women joked that they "were 
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like a table of mothers for Jake" because they teased him 

every morning about his steady diet of candy bars and strong 

coffee, and the late hours he kept as a jazz musician. 

Jennifer appreciated the company of other women who were also 

struggling in their own ways with the daily compromises 

involved in returning to school and balancing family and work 

responsibilities. Many times, this group stuck together and 

"set the standard" by wholeheartedly completing minor class 

activities, like classroom management posters, or 

thoughtfully approaching larger endeavors, like their 

portfolios. In particular, Jennifer was closely associated 

with Madeline, a writer, who gave freely of her help and 

advice as Jennifer worked tirelessly on her autobiography. 

Writing response group. Jennifer was the oldest student 

in her writing response group of three women. They came 

together originally because each was reading autobiographical 

pieces by African-American writers (Jennifer read Double 

Stitch; Black Women Write About Mothers and Daughters, a 

collection of pieces about African-American women and their 

relationships with their mothers). Although Jennifer enjoyed 

the relationships and the process of writing and sharing 

stories with this group, she believed that the "two young, 

sweet girls" in her group were "too nice" and did not offer 

her much critical feedback in terms of her writing. However, 

they shared a common history as natives of the community and 
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found that they had old teachers and boyfriends in common, 

which made for many a good laugh when they met. 

Curriculum planning team. Jennifer's curriculum unit 

project was a joint effort between three women: one from her 

writing response group and the other from a nearby table. At 

the start of the project, Jennifer shared her chosen topic 

(the rain forest) during a group discussion and she was 

quickly approached during break by these women who suggested 

that they form a group. After the course was over, Jennifer 

reflected on their group work and, "If I had done it alone, I 

probably would've done it differently." However, she added, 

"We all meshed well and had way more information than we 

could ever possibly teach." 

Within the Elementary School 

Jennifer was a visible member of several classroom 

communities, as well as a critical contributor to the "book 

and breakfast" reading club at the elementary school. 

"I ran the gamut of classroom observations." Jennifer 

carefully plotted her classroom observations in order to see 

a wide variety of grade levels, teaching philosophies, and 

programs during the course of the experience. She spent all 

of her time in the elementary school rotating through three 
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very different teachers. First, she spent time with a young 

teacher who taught second grade. In this class, Jennifer 

teamed with her table mate Madeline, and they observed the 

ninety minute, school-wide reading program. In this setting, 

Jennifer was completely "impressed with the way this young 

teacher respectfully handled the class of very low readers." 

She also observed the teacher's careful, sensitive handling 

of a student returning to the class after a long absence for 

chemotherapy. From there, she spent tjjne in a fifth grade 

classroom with a teacher who, according to Jennifer, "did not 

teach much, she usually showed movies when I was there." 

Jennifer explained, "She always had time to talk to us about 

the 'O' topic of the week, which was helpful." Finally, she 

finished up the semester in a fourth grade class with a 

"frenetic. Cantor-like teacher." 

"These kids love to readl" From the initial 

introduction to the community service learning projects, 

Jennifer was an enthusiastic participant. She chose to focus 

on establishing a "book and breakfast club" as a way to give 

students a chance to read in the mornings after breakfast. 

This service learning activity was suggested by the 

elementary principal and the reading program coordinator 

because it fit into one of the school's main goals for the 

year: to improve achievement in reading. Jennifer attended 

an organizational meeting with the school's reading program 
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coordinator in order to set up the project. In one of her 

action reports, she described how she publicized the 

activity, "To spark interest in our reading club, I helped 

organize a promotion 'tour' of ten to twelve classrooms of 

first and second graders. The response was amazingI" After 

the first day of the progreim, Jennifer wrote: 

We set up the stage area of the cafeteria and waited for 
the kids to finish breakfast and come up to read. They 
trickled in at first, then all of a sudden we had a 
waiting line and even had to send some kids away. These 
kids were dying to readi Maybe this club is a novelty 
to some and it may taper off in popularity. However, I 
see a huge interest and lots of energy around reading 
and an even greater need to have the one-on-one with 
someone who cares ... what a great opportunity for us to 
fulfill this need. 

Usually, the reading coordinator gathered the books in the 

mornings and helped the preservice teachers set up for the 

club. One morning she was absent, so Jennifer quite 

naturally took charge and found someone to let them in to get 

the books so the club could continue. 

After several weeks in the program, Jennifer turned her 

attention from the "enthusiasm of the children" to the use of 

a school-wide reading program: 

I am trying very hard to deal with the [popular reading 
program]. On the one hand, it seems so limiting and 
structured—it doesn't leave much room for creativity 
for the classroom teacher. However, how do you argue 
with success? I'd be interested to see if there are 
students and teachers who do not like it. I imagine it 
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would be hard to work here if you were not in agreement 
with the program. 

Although Jennifer came to believe that she "would have a hard 

time teaching this canned reading program," she continued to 

actively participate in the morning "book and breakfast club" 

until the end of the semester, and even attended the final 

meeting for the semester after the university semester had 

ended. 

Within the Larger Community 

Jennifer took advantage of the opportunities in the EFE 

to experience the community at large through the mini-

anthropological, "shaggin' around" events; the optional bus 

trip; and her series of community interviews to gather 

information for her critical issues paper on decision-making 

and political power in urban school districts. 

"There is so much potential in this neighborhood." In 

the initial expedition into the community, Jennifer teamed up 

with Carmen and me to take a close look at the immediate 

neighborhood. In her final reflection, Jennifer described 

her prior knowledge of the area: 

I knew a bit about this neighborhood because of my 
involvement with the interfaith church group and the 
affiliation of [a church in this area] with the group. 
I know that the residents have some ongoing problems 
with gangs and poverty. I have driven through this 
neighborhood most of my life, but have never stopped and 
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known the residents and their issues on a more personal 
basis. 

As a "shaggin' around" team, Jennifer, Carmen, and I 

turned off the busy thoroughfare across the street from the 

schools and moved into the adjoining residential areas, 

making conjectures about the things we were observing, and 

slowly and carefully noticing every last detail. Everywhere 

we turned, she saw; 

... lots of opportunities for the school kids to get 
involved in the neighborhood by cleaning the empty lots 
or visiting the senior care homes—maybe a 
'grandparent' program ... since the principal seems 
interested in gardening, what about a community garden 
that the kids and the neighborhood could tend? The 
businesses have been around a long time . .. maybe they 
would be willing to sponsor some before or after school 
programs. Has the PTO considered voter registration 
around the fall election? Its a great way to get out 
and meet school neighbors. I see so much potential in 
this neighborhood. 

"On the bus." Jennifer moved beyond the immediate 

neighborhood when she rode on a school bus on a two-part, 

early morning run to pick up both elementary special 

education students near the elementary school and high school 

students who live in the far suburban end of the district. 

Jennifer spoke at length with the special education aide, who 

"had a lot of experience with special needs kids," with the 

bus driver, and with a high school student—"a nice boy with 

a "huge backpack, who was reading Tolkein." She saw the 

"modern and well-kept high school in this part of town" and 
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noticed, "Not one student of color was on this bus . .. nor 

was there much evidence of other races or cultures in the 

crowd of high school students hanging out in front of the 

school." She also noticed: 

The "special needs kids seemed 'normal' until we got 
within five minutes of the school ... then their energy 
level went dramatically up and some behavior problems 
started occurring (throwing stuff, falling out of seats, 
not listening to the aide). 

After the trip, she remarked, "I have a new appreciation for 

aides and bus drivers." 

Critical issue contacts. Building on community 

connections largely made through her church—a place where 

"many educators attend"—Jennifer made the rounds to gather 

first-hand information for her critical issues investigation. 

She decided to focus on decision-making and political power 

in a large urban school district. Her in^etus for this 

research came from a discussion she had with a teacher in her 

first observation classroom. This teacher complained to 

Jennifer about the "four foot computer cords purchased by the 

district for the new computers in her classroom." According 

to Jennifer's observation report, "these short cords put the 

computers right next to the sink, not a very safe place for a 

computer." This simple situation made Jennifer wonder "how 

decisions are made in school districts, an important question 

because to be an effective and informed teacher, you need to 
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know how the system works and how to 'work the system. She 

set her mind to finding her answers in the largest district 

in the city. 

Her initial inquiry question was "Who has the power in 

schools?" From there, she narrowed her focus to: "What types 

of decisions are made by classroom teachers?" and "What 

decisions are made for them at what levels?" With these 

questions, Jennifer scheduled seven interviews with, "some 

personal resources: teacher friends, former board members, 

current board members, principals, and a former teacher and 

current curriculum specialist in the district office." 

Each interview provided Jennifer with an unusual slant 

on the issue. She began with a close friend from her church 

who was employed as a curriculum specialist in this larger 

district's central office. This interview was "more like a 

conversation than an interview" and Jennifer learned about 

the "district as a political beast on every level." From 

there, she spoke with an old friend who she explained, 

"learned to work within the system for the benefit of his 

students, despite what policy might say to the contrary, 

which reminded me of the teachers I read about in 

Dreamkeepers." She also interviewed an "extremely 

disillusioned" parent and former teacher who "sat in front of 

her fireplace while she sipped a martini and said that this 
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was a therapeutic experience to talk." Later, she had more 

formal telephone interviews with both a current and a former 

board member. Finally, she spoke with two principals: both 

women of color, one retired. Jennifer wrote: 

The thing that struck me about both of their stories was 
the degree they both felt the staff needed to be a part 
of the successful running of a school. One said, 
'Leadership encompasses voices of all" and the other 
said, 'Be a visionary, but let your staff be visionaries 
too.' They also said that you need to quietly go about 
the business of education and you will be left alone. 

Multiple Literacies 

Jennifer's portfolio was a three inch thick, sky blue, 

three-ring binder. Inside was a word-processed table of 

contents; separate sections for each required area, along 

with additional section for class notes and extra materials; 

and two separate notebooks in the inside pocket for her 

reading logs and classroom observations. At the middle of 

the semester, Jennifer explained, "My portfolio had been a 

positive experience for me so far ... it forces me to be 

organized and timely in my work." At the end of the 

semester, she explained, "I see so many changes and so much 

thought in my portfolio." 
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Reflections 

"Having a conversation." From the start, Jennifer eased 

right into the process of writing reflections. Each piece 

was typically two or more word-processed pages. In the 

middle of the semester, Jennifer wrote, "The area that has 

become quite comfortable for me is the weekly reflection. I 

think of it as a journal and enjoy the feeling of 

conversation between my thoughts and my teacher/mentors." 

She reacted to the prompts in careful detail, either through 

referring to texts, class notes, and reading logs, or weaving 

together her experiences in classrooms, the school, and the 

community with the pieces she wrote about these experiences. 

She also used the reflections to provide feedback about the 

class activities. For instance, at the midpoint in the 

semester, she wrote about the neighborhood "shaggin' around" 

experience—one of the highlights of the class for her: 

There is something about getting out among the people, 
students, teachers; wandering the streets, the 
neighborhood; riding busses. This gives me such a 
better feeling for what is out there. This is an area 
where you have to stretch a little bit and go beyond the 
comfort zone. You might hear something you don't want 
to hear or see more truth than you're ready for—a 
wonderful growing experience. 

"Public education is a big part of who I am." Although 

Jennifer complained that she "spent too much time on her 

autobiography, she joked that she did this because "I'm old. 
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so I have more to write about!" Her portfolio contained 

three long drafts of this piece (each with extensive comments 

from me), which eventually she revised into a twelve-page 

paper. Jennifer appreciated this extended writing and found 

that "it was a healthy growing experience." She explained: 

I don't know many people who have really stopped and 
thought about their lifetime of learning experiences. 
I certainly hadn't, and I learned a lot about myself. I 
hadn't connected my past experiences with why I feel so 
strongly about education, particularly public education. 
Now it makes more sense. 

Inquiries 

Logs. Jennifer's logs were consistently done in a small 

university notebook in an organized system of using one page 

for text notes and the facing page for personal reactions. 

For example, when she logged Kliebard's (1986) article, "The 

Struggle for the American Curriculum, 1893-1958," she wrote 

back to her linear outline with the comment; "Thank goodness 

for some of the early reformers, like the 'social meliorists' 

Kliebard describes, for recognizing the schools' ability to 

be a major force for social change—something we need to be 

constantly reminded of today!" 

Jennifer completed all of the required readings and 

logs, and noted, "All of the books and articles we read were 

extremely relevant and interesting, especially Dreamkeepers 



247 

and Savage Inequalities." She added, "reading the chapters 

was easy, the logging was tougher because I had to make 

myself sit down and do it and then reflect on what I had 

logged": a self-in^osed system of logging. 

Using the classroom library. Jennifer also took 

advantage of extra texts through checking out items from the 

class library. Early in the course, she was curious about 

the "structured reading progrcim used by the elementary 

school," so she checked out a reference article about it from 

the class collection. Later, while stuck in the midst of a 

broad search for information on her critical issues topic, 

Jennifer came to me often for suggestions and resources. She 

borrowed Hollingsworth's Teacher Research and Urban Literacy 

Education; Lessons and Conversations in a Feminist Key (1994) 

from my personal collection, along with other texts on 

teacher research and articles on teacher decision-making and 

planning research. 

Critical issues inquiry. Jennifer's critical issues 

inquiry was a social process. From the conversations she had 

with a variety of informants, Jennifer put her findings into 

writing at the very end of the semester. She lamented the 

time pressure in her final portfolio reflection, "I wished I 

would've spent more time on the paper. I really enjoyed 

interviewing all my resources but I felt a bit rushed in 



248 

actually putting it together." She also explained, "I did 

not get ny draft in quickly enough to get feedback, so I 

don't think my final draft was as polished as I would've 

liked." After she completed her paper, Jennifer said, "I 

fully intend to continue my 'research' of teachers: how and 

why they make the decisions they do." She also presented her 

findings to nine other preservice teachers during the 

critical issues symposium held near the end of the semester. 

Actions 

Classroom observation notes. Jennifer took extensive 

notes in a stenographers pad during her varied classroom 

observations. Interspersed with brief notations and 

drawings, her notebook contained speculations and questions 

about the things she saw. In some entries, it appeared as if 

she went back later to comment on the events she observed, 

because different colored pens were used in the section of 

text that corresponded to a specific day. 

"Just that you all thought to do this was great." 

According to Jennifer, the actions in the community was her 

"favorite part of class." This sentiment was reflected in 

this section of the portfolio, which contained extensive 

documentation of her community experiences. For example, 

after the first venture into the community, Jennifer turned 
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her field notes (from a tiny notebook she scrawled in along 

the way) into a three page report, detailing both the 

evidence she collected and the predictions she tentatively 

suggested from that evidence. For example, Jennifer wrote: 

This neighborhood has a lot of apartments and duplexes, 
which may indicate that very few of the people own their 
own homes or make an income to support home ownership 
... or it may also indicate that residents move often 
... we also saw a home that was burned with a 'for sale' 
sign on it, some senior homes, and a group of buildings 
with boarded-up windows that appeared to be currently 
lived in ... it would be interesting to see how much 
outreach the two churches and the [social service] 
agency have into the neighborhood ... to see how they 
serve this area. 

Jennifer also used action reports to document her 

critical issues inquiry into decision-making and power. She 

typed records of seven interviews, summarized findings, and 

made suggestions for her paper in these reports. 

Transformation; From Community Activist to Activist Teacher 

Jennifer entered this EFE with a strong, yet gentle 

voice. As a university student, community activist, parent, 

and long-time resident of this city, she was interested in 

"getting her degree ... guiding my own children through 

school, and giving something back to the community." Her 

transformation in this EFE was a subtle one; in fact, she was 

in some ways, the "negative case" because she came to this 

experience so ready to engage in all that it had to offer. 
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However, after careful reading and revisiting the data 

collected for Jennifer's case, a barely perceptible shift 

surfaced. By the end of the course, Jennifer's 

understandings and practices were no longer limited to the 

complex role of a "teacher's friend" and someone who was very 

interested in the intersection of educational and community 

issues. Instead, Jennifer began to sound more like a 

teacher, as she commented, "I am almost ready to get out 

there and do it." 

This shift was accompanied by Jennifer's fully 

integrated approach to the experiences in this course. She 

wove together her experiences in communities with a variety 

of literacies, such as course readings, writings, and 

conversations. Near the end of the course, Jennifer summed 

up her experiences in the school and community and presented 

a glimpse of the teacher she is soon to be: 

This experience with this school and neighborhood has 
taught me that getting to know the students, where they 
come from, the issues and problems facing them is 
essential ... I would like to find a job at a school 
with a principal like this one, who is interested in 
community outreach and interested in cultivating 
relationships with parents. I am also very interested 
in home visits and feel that this would be another way 
for me to really get to know the students and their 
families to help make learning more meaningful. 
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CHAPTER SEVEN 

DISCUSSION 

This study of early field experience initially arose 

from my broad questions about: the growing mismatch between 

preservice teachers and the schoolchildren in the United 

States, the complex process of learning to teach, and the 

place of early field experiences in addressing the need to 

prepare preservice teachers for teaching in a diverse 

society. Using these larger concerns as a catalyst, I 

narrowed my focus in order to learn how preservice teachers 

experienced and made sense of an early field experience in a 

specific middle/elementary school in an urban area in the 

Southwest. In this chapter, I summarize the study, discuss 

the findings, reflect on methodological concerns, suggest 

future research directions, and elaborate on implications of 

the findings for teacher education. 

Summary 

In this study, I investigated the experiences of 

preservice teachers, and the meanings they constructed of 

their experiences, in a reconceptualized early field 

experience (EFE) in an undergraduate teacher education 

program in the Southwest. The EFE consisted of a team-

taught, integrated combination of an introductory general 
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methods course (with a classroom, school, and community-

focused field experience), and a foundations of education 

course, situated in the context of an urban middle/elementary 

school with a diverse student population. Significant 

features of this reconceptualized experience included: the 

field setting in a lower socioeconomic area of a large 

southwestern city; the integrated content of general methods 

and foundations courses; an emphasis on "education that is 

multicultural and reconstructionist" (Sleeter, 1996); 

constructivist pedagogy; portfolio assessment; community, 

school, and classroom-based field experiences; and 

involvement with parents, students, and community members in 

grassroots service projects. 

Also of interest in this setting were the experiences of 

preservice teachers in a college of education that recently 

restructured its admissions requirements to target the need 

for teachers for the diversity of students in the Southwest. 

In addition, the voices and experiences of preservice 

teachers of color were represented in this study. 

Within the constructivist-interpretive paradigm (Denzin 

& Lincoln, 1994), I used qualitative case study methodology 

to understand the experiences and meanings of preservice 

teachers enrolled in the EFE in the fall of 1997. Twenty-six 

participants were a part of the original sample. From this 
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group, I utilized criterion-based sampling to select 

participants for case studies. The final four participants 

included: a thirty-five year old Mexican-American woman 

majoring in elementary education; a twenty year old White 

woman majoring in elementary education; a twenty-one year old 

Hopi man majoring in secondary earth science education; and a 

forty-one year old White woman majoring in elementary 

education. 

To understand their experiences, I used four data 

sources: participant observation, document analysis, midterm 

and final inteirviews, and focus groups. Data were collected 

over a period of five months. Constant comparison and 

analytic induction were used to analyze data in five phases. 

The first phase, early analysis, began simultaneously with 

initial data collection and served to guide selection. 

During the second phase of midway analysis, I concentrated on 

listening to midterm interviews with a feminist ear as I 

continued to consider selection of participants. In the 

third phase of immersion analysis, I "lived" the data by; 

participating in many of the same experiences with the 

preservice teachers in the community and school; engaging in 

extended dialogue journaling with participants; and immersing 

myself in thinking about the data while running and swimming. 

During the fourth phase of traveling analysis, I took the 

data on a train trip for nearly six days in order to analyze 
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interview and focus group tapes, course writings, field 

notes, and lesson plans. I also created codes for field 

notes on this journey. Finally, in the grounded analysis 

phase, I developed questions for final interviews, listened 

again to tapes of all interviews, re-read field notes, wrote 

analytic memos, wrote cases of the final four participants, 

and continually searched for themes across cases by moving 

from broad vantage points to the specific experiences of 

individual participants. 

Three major themes regarding the experiences and 

meanings of preservice teachers emerged in this study. 

First, the preservice teachers' participation in a range 

communities associated with the EFE was a significant 

finding. Communities referred to groups of people engaged in 

purposeful, necessary activity with evidence of shared 

practices, resources, memory, and affection, grounded in a 

particular place and time. These included various 

communities within the EFE and in the larger school, 

neighborhood, and city. Second, the use of multiple 

literacies to make sense of experience was also a salient 

feature of this early field experience. Multiple literacies 

were defined as the semiotic tools used by the preservice 

teachers to make sense of experience in this specific socio-

cultural context. These were evident in the preservice 

teachers' portfolios and in their participation in class 

activities. Third, I found transformations or shifts in 
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practices, understandings, and voice of the preservice 

teachers over the course of the experience. 

Understanding the ecology of this particular 

reconceptualized EFE revealed methodological concerns, future 

research directions, and implications for teacher education 

in the areas of: curriculum and pedagogy in EFEs, admissions 

criteria for teacher education programs, and recruitment of 

members of under-represented groups into teacher education 

programs. 

Discussion 

Engaging in this study of preservice teachers' 

experiences in a reconceptualized EFE has left me, first of 

all, with a more comprehensive definition of a "course." 

Although I examined the experiences of preservice teachers 

within the boundaries of a specific combination of two 

teacher education courses, I learned that a course is far 

from an isolated set of orchestrated experiences or 

provisions that can be neatly described in curricular 

objectives or a university catalog. Rather, a course is, 

more accurately, a continuation of the lives of participants 

as they continue on their own journeys, accommodating new 

information into the larger frame of their own life courses 

as learners, when this expanded definition is applied to 

teacher education, the messy nature of the process of 
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learning to teach becomes even clearer. As Schon (1987) 

pointed out, the practice of teaching, similar to other 

professions of practice, exists in a "swampy lowland," a 

place where theoretical applications of "technical 

rationality" simply do not make sense. One of the 

central lessons of this research is to deny the false 

security of technical solutions to the predicaments of 

learning to teach and to embrace teaching as a reflective 

practice: a truly human, political, cultural, and social act, 

connected in very powerful ways to the lives of those who are 

learning to practice it. Although each preservice teacher in 

this EFE was subject to the same syllabus, the same 

instructors, the same colleagues, the same curriculum and 

pedagogy, and the same context—three hours a day, three days 

a week, for sixteen weeks—the variation in their experiences 

in the course—in communities, their use of multiple 

literacies, and their transformations—reflected the unique 

nature of the course of each participant's life. 

Within communities, the experience served to teach 

several common lessons. The fact that hope, joy, and care 

for children are present in lower socioeconomic areas and in 

communities of color; the notion that indeed, all children 

can learn; and the importance of inquiring into the larger 

communities in which schools are situated, using varied lens 

to vigorously and continuously challenge accepted practices. 
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were shared by the participants. These understandings were 

created within the context of multiple, overlapping 

communities, and the establishment and nourishment of such 

communities seems to be at the heart of learning to teach. 

If field experiences are fashioned in more anonymous ways, 

without attention to communities for "critical reflection" 

that Armaline (1995) and others advocate, the experiences 

may, in fact, be miseducative. 

In an increasingly diverse society, it appears more 

important than ever to build communities of difference and 

care from which common understandings can be constructed 

within teacher education "courses." Evident in the language 

and voices of the participants in this study, as Paine (1989) 

found as well, was the difficulty preservice teachers 

experienced in wrapping language around the complexities of 

categories of difference and their implications for teaching, 

learning, and schooling in America. As the underground turn 

of Monica's voice (and in some ways my own voice) 

illustrated, it can be very difficult to create spaces in 

classrooms in which the promise of a more just and democratic 

society can be realized. Through my struggle to teach from a 

multicultural and social reconstructionist perspective in a 

class with a critical mass of self-identified conservative 

Christian women of diverse faiths (i.e. Mormon, Catholic, 

Baptist)—most who seemed reluctant to accept differences and 
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change—responding to claims of political correctness and 

demonstrations of faith in the context of classroom 

discussions was sometimes difficult for me, especially when 

middle class values of self-determination and the denial of 

the pervasive effects of institutional racism were raised. 

In this EFE, I often asked Dan, "Did we go far enough in 

pursuing understandings of diversity?" In some ways, I do 

not think we did; yet, I wonder what would have happened if 

we pushed multicultural and social reconstructionist theories 

with more vigor. 

In such shifting, uncertain terrain, as the experiences 

of these preservice teachers illustrated, multiple literacies 

functioned to turn "unformed ideas" into more complex 

understandings and illustrated commitments to justice in 

teaching, even as some of these understandings could not, it 

seemed, be comfortably shared on the classroom floor. In 

addition to their utility in providing a venue for developing 

understandings of diversity, multiple literacies were 

important for the participants' constructions of knowledge 

about teaching, learning, and schooling. 

One of the most personally compelling findings in this 

research was the way in which subtle shifts took place in the 

voices of each participant over the course of the EFE, both 

in speech and in writing. Of the four participants in this 
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Study, only Jennifer was truly comfortable speaking in the 

large group from the start because "we were on the same 

wavelength and clicking." Through studying field notes and 

reflecting on the talk within this community, I learned that 

the large group discussions were dominated by a small, core 

group of which Jennifer was, in some regards, the lone 

student voice for education that is multicultural and social 

reconstructionist. Three middle class White women, self-

identified as "gifted," were the most frequent contributors, 

and they were also a part of the significant cadre of 

conservative Christian students in the course. Another 

woman—the one Monica described as someone who "wants life to 

be like it was in the fifties"—also was a consistent voice 

in raising objections to changes in standard practice, such 

as the transmission model of teaching, and in questioning the 

incessant emphasis on diversity in the class. Cindy felt 

"not as insightful as others" so she did not typically 

respond to ideas or initiate discussion. Monica eventually 

opted out of the discussions altogether due to her 

experiences with people in the group who "didn't get it" when 

the discussions centered on diversity. Nate, although he was 

comfortable in the group, did not often feel compelled to 

give his "view that no one else can give." From my 

observations and participation in this community, I 

wonder if it might be necessary to have the stronger voices 

of some (like Jennifer) speak for the benefit of others for 
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awhile as a form of scaffolding (Bruner, 1986) when complex, 

political, and ideological concepts are raised and under 

construction in the public spaces of classrooms. While 

community understandings are in their infancy—existing as 

"everyday concepts" (Vygotsky, 1978) before they become the 

"superformed ideas" Nate referred to, or the scientific 

concepts Vygotsky described—perhaps shifting voices and 

"zones of possibility" (Moll, 1990) that exist in underground 

spaces might be needed in order to create understandings. 

As a teacher in this EFE, I was conscious of the way in 

which I appropriated and relied on Jennifer's and Dan's 

voices to raise concepts that seemed difficult to broach 

within the overwhelmingly conservative group of students in 

the class. Jennifer concurred with this hunch, when she 

said, "Since you did not want to offend, and I wasn't in that 

position where I had to worry about it, I could say what i 

wanted to." Because I felt a sense of responsibility for 

trying to make even the staunchest conservatives comfortable 

in the class so that they did not turn off to multicultural 

education, as the ones in Ahlquist's (1992) course did, I 

often stepped back. Dan, not I, was the one who took the 

brunt of the controversy over the multicultural requirements 

for admission into the college. He was called "racist 

against White people," while I stood back and watched the 

conflicting underground communities develop. 
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I also wonder about the particular dilemmas of voice 

present in a classroom community predominantly made up of 

women. In such contexts, as in this EFE, perhaps it is even 

more necessary to provide spaces for small group 

negotiations of meaning. The significance of these small 

group struggles for understanding was echoed several times. 

Interestingly, when issues of gender and their relationship 

to classroom and school practices was addressed in the large 

space of classroom discussion, it was, as Paine (1989) noted, 

very difficult for the group to see how the social 

construction of gender might be important to consider in 

teaching. 

Through the process of nurturing and listening to the 

voices of the preservice teachers in this study, I came to 

understand how critical it is for the field of teacher 

education to engage in research that highlights the voices of 

the small number of students of color enrolled in teacher 

education programs. For example, from my extended 

conversations with Nate, I began to see the need for colleges 

of education to assist in creating places where other 

students like Nate could "bump into things" in their hometown 

areas, which, in turn, might nudge them into considering 

becoming teachers. From Monica, I came to understand the 

significance of "confianza" (Moll & Greenberg, 1990), or the 

particular form of mutual trust and sharing of resources 
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found in working class Hispanic communities, to her journey 

towards becoming a teacher. There are more answers in the 

voices and experiences of preservice teachers of color that 

the field needs to hear if it ever hopes to recruit, retain, 

and graduate more teachers of color for the nation's diverse 

schools. 

Methodological Considerations 

Reflecting on this research journey, I remain troubled 

by several aspects of the research process. First, I 

continue to agonize over the selection of participants. I 

wanted to include at least one of the "shaky-voiced" women 

who emerged at the midpoint of the work; yet, as I made my 

final selection decisions, i became concerned with two 

related issues. One of the "shaky-voiced" women arguably 

experienced one of the mor® visible transformations in the 

course, to the extent that her physical appearance, demeanor 

and voice seemed radically different at the beginning of the 

semester than they appeareci at the end. Yet, I was so 

confused by her writing that I decided not to include her as 

a final participant. I simply did not want to spend 

the time and energy to try to make sense of her disjointed, 

fragmented writing in order to hear her voice, even though I 

was curious about her experiences. In addition, after I 

interviewed another one of the "shaky-voiced" women near the 
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end of the study, I found that her cultural insularity seemed 

so severe to me that I felt as if the conversation we had was 

potentially damaging to her in some way. I was uncomfortable 

with the extent of her parochialism; consequently, I decided 

not to include her case in this work. I realized, of course, 

that the final four participants in this study did not 

represent the demographics of the preservice teacher 

population that the literature described and I continue to 

imagine what might have been uncovered had I tried harder to 

move past these problematic issues in selecting participants. 

I was also startled to find out (through conversations 

with several participants) that some of the other members of 

the course who were not chosen as final participants in the 

research were hurt by their exclusion. This left me feeling 

ugly. I thought I was being the ethical researcher. I tried 

to be very considerate of feelings and had carefully written 

to all members of the course thanking them for their 

contributions to the work; however, these steps were 

evidently not enough to satisfy some of the members of the 

course. I did not set out on this journey to make people 

feel bad; yet, through this research process, I evidently did 

just that. 

Looking back on the grounded analysis phase, I wish I 

would have made time to share more of my observations with 
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the participants. I wanted to be a more reflexive researcher 

and had envisioned myself working back and forth with the 

participants, reviewing transcripts together and jointly 

constructing the text of their experiences. However, my time 

constraints (and theirs, in the midst of a busy semester), 

along with my messy process of writing, made this goal 

impossible to meet. I believe that the final work would have 

been better with more attention to the involvement of the 

participants throughout the entire process of writing. 

Related to this concern, is the constant dilemma about 

speaking for others that is present in interpretations of 

experiences. Although I discussed and verified my 

interpretations with the participants, I always did so with 

considerable trepidation, wondering if I was really capturing 

the flavor of their experiences. At times, I was startled to 

see just how much of a filter my experiences were in making 

sense of the experiences of the participants. For example, 

had I not been a prolific underground writer myself, I doubt 

I would have seen the patterns of underground literacy in the 

relationship between Monica and me. 

On a personal level, I was alarmed by what this process 

of research did to me. Granted, I am certain that all 

doctoral students experience a variety of physical symptoms 

when writing a dissertation and I was no exception (my aching 
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cheekbones were the most unusual of my physical ailments); 

however, I was also disturbed by the changes in my 

relationships with others. I left all aspects of my 

extensive kinwork behind and rarely communicated for a period 

of several months with friends and family. I did not 

necessarily like the new selfish me, and I wonder still if I 

will return to more connected way of life now that I am 

nearing the end of this journey. 

Finally, I would like to note my amazement at the way in 

which the participants have become such an important part of 

my life. Each one now occupies a special place in my heart. 

This represents the beauty (and magic) of a phenomenological 

approach to research; for, I leave this research feeling 

connected to Monica, Cindy, Nate, and Jennifer and concerned 

for their emerging careers and the course of their lives from 

here. Having the opportunity to try to understand the 

meaning of the experiences of others is no small thing; I am 

grateful for having had the chance. 

Future Research 

Rather than charting a grand course for research, I am 

most intrigued with the things I still want to learn from 

each participant in this study. Collectively and 

individually, the next round of questions I have for Monica, 
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Cindy, Nate, and Jennifer suggest other possible avenues 

for teacher education research that warrant attention as the 

the next century dawns. 

Returning to Monica, I don't need to ask if Carmen is 

still a part of her daily life, for I know their strong 

"confianza" v/ill hold. I also know that Monica, Cindy, and 

Amy are "still joined at the hip" and will likely continue to 

be as they navigate the remainder of their teacher education 

program. However, I am curious about the long-term view of 

Monica's journey from here. I wonder most of all whether her 

radical voice will return to the classroom floor, or if she 

will continue to save her voice only for those who listen. 

Since we no longer share weekly written reflections, I would 

like to know if she still uses the power of her colorful pens 

to write about political issues that disturb her. Next year 

will be a pivotal year for Monica, as she is enrolled in an 

intensive elementary block program in the fall and will 

student teach and graduate in the spring. From there, I 

wonder how Monica will search for a "principal who doesn't 

hate bilingual education" (especially in the current anti-

bilingual education climate in the Southwest), in a school 

where "parents are not intimidated" and she can "shake up the 

curriculum" with a like-minded team of teachers. Finally, I 

wonder if Monica will learn the first voice she lost, the 

language of her family to become the bilingual teacher she 
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wants to be. 

Cindy just turned twenty-one years old, and by spring of 

next year, she will be finished with student teaching in 

another nearby city where she plans to move (with Amy, of 

course). I wonder if Cindy will continue to find the people 

(besides Amy) she "needs to talk to" when she needs guidance. 

If she gets tired of having the "no life" she predicts will 

come in student teaching (and in her first few years as a 

teacher), will she find support so that she does not give up 

on her dream? I also wonder what will happen if Cindy does 

teach in a school that is not a "High Peaks" kind of place, 

will she be supported as a new teacher as she faces the 

challenges that might "make her teaching degree mean 

something" to her? I also wonder if Cindy will build on her 

Spanish from high school and eventually become a bilingual 

teacher as well. 

I saw Nate just a few evenings ago, while he was taking 

a coffee break before an evening of research at the library. 

We talked about his plans for the immediate future: taking 

his first graduate courses in an American Indian language 

program at the university, followed by student teaching in a 

diverse school district where he once attended elementary 

school. In these new settings, I would like to know how Nate 

will continue his inquiry into the issues Native American 
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students face in urban secondary schools. I am curious if he 

will eventually develop fluency in the Hopi language as he 

continues to study and practice. Nate plans to begin 

teaching in the city in order to get his "feet wet" before 

returning to the reservation; and, as he makes these upcoming 

transitions over the next few years, I would like to know how 

he navigates his course. Now enrolled in an eighteen credit 

semester of geology courses, I am also curious about his 

viewpoints on science and the teaching of science. After 

getting a glimpse into his beginning understandings of 

learning to teach a discipline he clearly loves, I never took 

the time to ask Nate what he believes about science. I am 

curious about the inquiries he might do with his students and 

I wonder how his emerging awareness of his "slant that no one 

else can give" will color his teaching of science. 

Regarding Jennifer, I am interested in her upcoming 

student teaching experience (next semester) and her 

transition into teaching in public schools, will she 

continue her research into power and decision-making in urban 

schools? How will she balance the competing demands of small 

children, a new career, and her increasing commitment to 

interfaith community work? Will she brush off her rusty 

Spanish and eventually teach in a bilingual setting in this 

city? I am also interested in her recent transition back to 

"studenting" behavior in order to "make it through" her 
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education program. How does the process of learning to teach 

intersect with the demands to clearly remain a student in 

some teacher education courses? 

For each person in this study, I was most struck by the 

way in which their individual histories and current life 

experiences shaped (and will likely continue to shape) their 

paths. We need more cases of how this works for beginning 

teachers for many reasons, not the least of which is 

political, so teachers as cultural workers and 

"transformative intellectuals" (Giroux, 1993) are not 

continually subjected to formulaic and artificial 

prescriptions of teaching. 

This research on a reconceptualized early field 

experience points to other lines of inquiry that need 

attention in teacher education. Given the exalted place of 

field experiences in teacher education, it is imperative that 

more is known about the ways in which the pedagogical 

processes of such experiences are carried out and the actual 

experiences of the preservice teachers in EFEs, especially as 

EFEs are used to challenge preservice teachers ideas and 

notions about diversity. Since teacher education courses 

that dispense tricks of the trade and provide places for 

preservice teachers to randomly fill their "pedagogical 

shopping bags" (Goodlad, 1990) will not suffice in rapidly 
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changing schools, accounts of communities of practice in 

preservice teacher education are needed in order to 

understand the ways in which preservice teachers begin the 

life-long process of constructing their own understandings of 

the practice of teaching. Additionally, as recruitment 

efforts targeting under-represented groups increase, the 

experiences of students of color in teacher education 

programs must be illuminated if the field ever hopes to right 

the growing imbalance in teacher and student populations. 

Finally, as calls for more and more partnerships are heard 

and as the evolution of professional development schools 

continues, research that documents the trials, successes, and 

challenges of such efforts from the perspectives of those 

most closely involved in them are important. 

Implications for Teacher Education 

There are several implications for teacher education for 

diversity that can be drawn from findings of this study. 

Specifically, implications for: curriculum and pedagogy in 

EFEs, admissions procedures for teacher education programs, 

and recruitment efforts for under-represented groups in 

teacher education are discussed. 



271 

Curriculum and Pedagogy in Early Field Experiences 

As a teacher and researcher in the context of this 

research, my practices in both regards have been undeniably 

challenged, questioned, and transformed as a result. Yet, 

this study exists not only for me. This journey also 

uncovered several promising directions and 

possible pitfalls for curriculum and pedagogy in EFEs, 

particularly those designed to confront the complexities of 

preparing future teachers to teach all children in a diverse 

society. 

Promising Directions 

Promising directions in curriculum and pedagogy that can 

be drawn from this research include: (a) creating 

"communities of memory and hope" (Wood, 1992) in teacher 

education programs and individual course experiences; (b) 

integrating foundations courses, methods courses, and EFEs in 

teacher education; (c) expanding the context of EFEs into 

schools and communities; and, (d) incorporating service into 

the curriculum of EFEs. 

"Communities of memory and hope." The significance of 

the varied forms of community that existed in this EFE was a 

major finding in this research. Although each preservice 
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teacher in the study experienced communities in multiple 

ways, the common social ground shared on a daily basis 

provided the most fruitful space for constructing 

understandings of concepts and building relationships of 

"affection" and "intelligent sympathy" (Dewey, 1916/1997). 

From the overall comfort in the classroom that both Jennifer 

and Nate experienced, to the involvement in joint purposeful 

activities in the school community, such as the "book and 

breakfast" club reading program or the sixth grade community 

newsletter experienced by Jennifer and Monica respectively, 

community was the most salient feature of the experience. 

Reflecting on my interactions with the participants, I am 

reminded of the phrase "communities of memory and hope" that 

Wood (1992) used to characterize the climate he found in his 

description of democratic "schools that work." Together, as 

a community of prospective teachers of all kinds, the members 

of this community created memories and built hope. Although 

there were struggles, words left unsaid, and members who 

occupied the fringes, by the time the experience was over, 

there was as Cindy stated, "a definite bond." When the group 

gathered on the last morning in the portable classroom, 

nearly everyone present in the room seemed to feel a sense of 

having participated in "something greater than themselves" 

(Wood, 1992, p. 118). The significance of this shared bond 

continues. Soon after the spring semester began, I heard a 

story from Cindy and Monica about the first day of class in a 
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large lecture hall where nearly a dozen members of this EFE 

found themselves together again. Cindy exclaimed, "You 

should have seen us ... we were hugging and screaming like 

long lost relatives 1" 

Perhaps this sounds too sentimental and simple for 

teacher education research. However, if teachers are to 

function as a force in creating a more just society, then 

building communities in preservice teacher education may be 

the best hope we have of ensuring that similar communities— 

in classrooms, public schools, and public life in general— 

are created for the benefit of children, and ultimately for 

the survival of our democratic society. 

Integration of foundations, methods, and EFEs . In this 

research, the integrated nature of the courses—foundations, 

methods and early field experience—was a feature of the 

program that made sense to the preservice teachers. 

Reflecting on the integrated nature of this reconceptualized 

EFE, Jennifer stated, "I can't imagine doing these courses 

separately. I don't know where they would disconnect." 

Extending the EFE into the larger community played a role in 

making the foundations content come to life for students. 

For example, in the mini-anthropological expeditions, over 

half of the preservice teachers in the course made personal 

connections with issues and subsequently found resources they 



274 

used to complete their critical issues investigations. Even 

in the least likely of places—as Nate discovered in the 

local Wal-Mart store—issues that might typically be 

addressed in a foundations course came to life in experience. 

Since survey research in teacher education illustrated that 

teachers generally report learning the most from field 

experiences (followed by methods courses) and the least 

from foundations courses, (Kennedy, 1996), it is important 

for schools and colleges of education to consider the 

efficacy of integrating the content of foundations and 

methods courses into field experiences, if indeed 

foundational studies are valuable for preservice teachers. 

Related to integration, the team-teaching relationship was 

also important for bringing difficult content to light and 

creating richer understandings from multiple perspectives. 

Expanding context. The value of moving the EFE from the 

isolation of individual classrooms to a continually widening 

circle of classroom, school, and community experiences was 

apparent in this research. From engagement in wider issues 

through literally "bumping into things" as Nate did, to 

having experiences that enable preservice teachers to get a 

more full view of students, like Cindy did in the 

kindergarten and the ESL childcare, a wider context, along 

with reflection on the experiences, moved early field 

experiences into a more expansive educative role. In 
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addition, the real struggles evident in these schools 

provided opportunities for foundational lessons to be 

learned. 

Service. Of all the features of the course, the time 

spent in service that directly involved students and their 

families seemed to clearly highlight the critical notion that 

all students can learn. As Jennifer remen±)ered from her 

experiences in the "book and breakfast" reading program, and 

Cindy reiterated from her time spent in the kindergarten and 

in providing childcare to the parents who were taking ESL 

classes, these experiences were powerful indicators of the 

potential of all children- As Cindy stated, "I've never felt 

so appreciated and so convinced that kids want to learn." 

Pitfalls in Curriculum and Pedagogy 

The curriculum and pedagogy implemented in this program 

also illuminated problems for teacher education. The 

pitfalls inherent in this EFE included: cost, time, the 

potential for miseducative experiences, and the isolation of 

an individual effort. 

Cost. The establishment and maintenance of an off-

campus field site can be cost intensive for universities. 

Although costs to maintain a separate facility were incurred 



276 

by the school district in this partnership, the financial 

issues associated with such partnerships need to be 

addressed. In addition, in this course, two instructors team 

taught without the benefits of a reward structure in teacher 

education that honored the extra time it took for each person 

to teach both courses. Further, to complete the cultural 

studies and service projects, additional personnel was needed 

in order to make certain that the preservice teachers were 

comfortable in engaging in neighborhood ethnography work in 

unfamiliar (and possibly dangerous) areas. In order to 

engage in some of the service activities, grant money was 

used to provide resources for the school. Finally, for the 

preservice teachers, the costs associated with travel to off-

campus sites is often overlooked and can cause hardship to 

those struggling to survive on limited funds. 

Time. The development of school-university partnerships 

where this type of EFE can occur takes tremendous amounts of 

time. In my field notes from this study, the category of 

"school business," which included meetings with teachers and 

administrators, was the second largest content category in 

the notes. This indicated that a great deal of time was 

spent in organizing placements in classrooms, finding out 

ways in which the needs of the preservice teachers and the 

needs of the schools could coincide, and simply in 

maintaining collegial and friendly relationships with faculty 
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and staff at the school site. 

Miseducative experience. Clearly, in early field 

experiences of any kind, there is the potential for 

experience to be miseducative, to halt the process of 

learning from further experience. At tdLmes, both during the 

course of this EFE and in the process of studying the 

experiences of participants after the EFE was over, I was 

aware of the way in which the experience may have been 

miseducative for some members of the course. For example, 

many fruitful opportunities for discussion of classroom 

observations were lost due to the ways in which we fell into 

an unconscious habit of concentrating on the wider service 

activities, such as the book and breakfast club and the 

community newsletter, on the Thursday field days. The 

variety in classroom placements and service activities caused 

the preservice teachers to return to the portable classroom 

in waves, making it difficult for everyone to gather together 

to debrief the events of the day. By the next class meetings 

(on the following Tuesdays), the contexts of the classroom 

observations and the service activities faded into the 

background and a new week of activities and discussions took 

priority. A balance between community work, school and 

classroom observations, and seminars to discuss experiences, 

is necessary in order to make experience educative. 
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Isolated efforts. Unfortunately, this reconceptualized 

EFE was an isolated effort in this teacher preparation 

program and in the overall multicultural education focus of 

the college. The preservice teachers in this EFE scattered 

throughout isolated courses in the program once the EFE was 

over without the benefit of a continuing, coordinated effort 

to build on this experience. 

Admissions Process 

Although not a focus in this research, several 

implications for admission of preservice teachers from under-

represented groups or those who have had prior multicultural 

experiences were evident in this research. These include 

identifying and measuring dispositions and highlighting 

earlier experiences in service before admission to teacher 

education programs. 

As Haberman (1987) argued, perhaps the field of teacher 

education needs to work on defining and measuring 

dispositions that appear to be necessary in order to teach in 

increasingly complex classrooms with culturally diverse 

students. Dewey (1904/1964) pointed out that: an open mind 

(one that is accepting and flexible), wholeheartedness (being 

genuinely interested and committed to learning), and 

intellectual responsibility (being aware of the impact that a 
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teacher's decisions make on students) are significant 

attributes of those who engage in reflective thinking. The 

dispositions that Dewey suggested, interestingly, were also 

illustrated by participants in this study. For example, 

Monica was adamant in her belief that "It takes a special 

person with an open mind to understand diversity." She also 

believed that her "open mind" helped her appreciate cultural 

differences and her "tendencies to always be nosy" will 

continue to serve her well as she strives to understand the 

cultures of the student in her classrooms in the future. 

Several other dispositions emerged in this study. Each 

participant exhibited a sense, as Jennifer described it, "of 

wanting to get out there and see what is happening in the 

world." Monica's excursions into the trailer park; Cindy's 

travels, including moving across the country to attend this 

university; and Nate's "living in two worlds" experiences 

suggest an orientation to new and different experiences, 

which may be important for teachers to have in order to teach 

in the increasingly diverse classrooms of the nation's 

schools. The participants in this study could also be 

described as border crossers. Jennifer's travels with "Up 

with People" and her world travels as a flight attendant on 

an international route; Nate's experiences on the reservation 

and in the city; and Monica's consistent ties to the Hispanic 

community in this city suggest a characteristic that is also 
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important in diverse schools. The appreciation for struggle, 

as exhibited by Nate in his learning process, and by Cindy's 

realization that "teaching in a school like this will 

obviously be more challenging," point to another disposition 

that would be fruitful for the field to structure into 

admissions procedures. Finally, after spending time with 

each of the participants, I was struck with the quality that 

each one exhibited of feeling blessed by their path in life 

or of being "called" to teach. Perhaps their stories might 

lead to greater consideration of the moral aspects of 

teaching and lead the way to consideration of these factors 

in admissions. 

Finally, highlighting early experiences in service and 

with "Others" could also be important in admission to teacher 

education. Each participant in this study revealed early 

involvement in service. Jennifer engaged in early activist 

activities in her church, Monica worked as a sixth grade 

teachers aide (and continues to do extensive volunteer work 

in the community), Cindy volunteered many hours in schools, 

and Nate worked in several camps as a youth counselor at 

critical points in his life. These early experiences seemed 

to have a connection to the participants' emerging 

commitments to teach all children. 
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Recruitment of Under-represented Groups into Teacher 

Education 

This study also points to several implications for 

recruitment efforts for under-represented groups into the 

field of teaching. For exan^le, the strength of the 

"confianza" between Monica and Carmen, which began at the 

community college and seemed to exist in their other networks 

with Hispanic women in the community as well, point to the 

need for teacher education institutions to build stronger 

relationships with community colleges in order to tap into 

these networks and recruit members of under-represented 

groups. In addition, establishing early career recruitment 

plans—particularly at the middle school level—which are 

tied to service in diverse school and communities, providing 

academic guidance and scholarships to participants in such 

programs, and strengthening school-university partnerships to 

make these efforts possible seem important. The potential of 

partnerships as a vehicle for recruitment was evident in the 

sixth grade newsletter project in this EFE. Over the course 

of the six-week project, several of the sixth graders who 

were members of under-represented groups expressed strong 

interest in teaching after spending time with the preservice 

teachers in this context. In addition, during the elementary 

school reading program, older students in the elementary 

school began to participate in the book and breakfast club as 
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volunteers along with the preservice teachers. Further, 

Nate's experiences of "bumping into things" when he was 

younger (through his coaches and his father), suggest the 

need for similar opportunities for students who either do not 

have the financial and cultural capital to engage in 

organized, middle class youth activities, or the desire to 

participate in such activities. Teacher education 

institutions would do well to consider establishing more 

partnerships with the joint, complementary goals of 

recruitment of children from under-represented groups into 

teaching and the education of preservice teachers for 

teaching in culturally diverse schools and communities. 

Conclusion 

As a result of this journey towards understanding the 

experiences of Monica, Cindy, Nate, and Jennifer in this 

particular EFE, I am both hopeful for the future and more 

fully cognizant of the monumental task ahead in preparing 

future teachers for diversity, particularly through early 

field experiences. Most of all, I have altered my notion of 

a course through walking side by side with these preservice 

teachers on a portion of their individual (and connected) 

courses towards becoming the teachers they want to be. 
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APPENDIX A 

Course syllabi and schedule 

(Note: Names and details that would compromise 

confidentiality were removed) 

"I could tell right away that this was going to be a class for growth." 

P. J., former student spring '97 

Schooling in America/Content and Processes of Classroom Instruction 
Fall 1997 

7:30-10:30 AM 
7:30-10:30 AM 
8:00-10:30 AM *field day (tentative) 

Instructors: 
DanKirby 
Terry Burant 

Time: Tuesday 
Wednesday 
Thursday 

Co-instructors: 
Hillary 
John 
Jose (a teacher from the middle school) 

Course Descriptions: 
r i b  3 ( X ) :  ( 4  credits) This course provides an introduction to the processes 
associated with teaching in classrooms. Content is organized around five 
major strands: (a) observing in classrooms; (b) classroom management; (c) 
instruction; (d) planning and *clinical reasoning; and (e) working in schools. 
Infused elements of the course include: applications of findings from research 
on teaching, understanding culture and language differences, working with 
special students, and dealing with substance abuse. A laboratory component 
including case methods and simulations is integrated into the course. In 
addition, directed field experience is required. 

EDUC350: (3 credits) This course addresses; the nature and functions of 
schools in society; school reform proposals; moral dimensions of schooling; 
equality of educational opportunity; alternatives in schooling; and the nature 
of the teaching profession. This is a Writing-emphasis course* for all TTE 
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students (satisfaction of the upper-division u^riting-proficiency requirement). 
*The following is an excerpt from the general acadenuc requirements 
regarding writing proficiency from the university web page: 

Writing-Emphasis Courses 
Every undergraduate degree program includes at least one required 
writing-emphasis course. Writing-emphasis courses are regular junior 
or senior level courses in an academic discipline in which at least 

half the grade awarded is determined by written work appropriate to 
the academic discipline. Such courses are identified with the phrase 
"writing-emphasis course" at the end of the course description. 
Prerequisite to a writing-emphasis course is satisfactory performance 
on the Upper-Division Writing-Proficiency Examination or, in the case 
of students whose papers are evaluated as unsatisfactory on the 
examination, further developmental work in writing, as prescribed by 
an academic advisor. 

In this integrated section of TTE 300/EDUC 350, you will submerge into this 
school and surrounding community in order to emerge with a greater 
understanding of: children, classrooms, this school, the local community, 
significant issues in schooling, and yourself as a begirming teacher. 

Required Texts: 

1.) Arends, R. I. (1994). Learning to teach (3rd ed.). New York; 
McGraw Hill. 

2.) Freire, P. (1997). Pedagogy of the oppressed (rev. ed.). New York: 
Continuum. 

3.) Kozol, J. (1991). Savage inequalities: Children in America's schools. 
New York: Crown Publishers, Inc. 

4.) Rethinking Schools (1997). Funding for justice: Money, equity, and the 
future of public education. Milwaukee, WI: Rethinking Schools. 

5.) A book of your choice that examines the point of view and experiences 
of a member (or members) of a culture different from those that you are 
familiar with. A list of possible choices will be given to you. You are 
welcome to make other suggestions to this list. 
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Optional Texts: 
Several copies of each of the following tests are available at the University 
Bookstore. We will be reading portions of most of these texts at times 
throughout the semester. 

1.) McLaren, P. (1994). Life in schools (2nd ed.). New York: Longman. 

2.) Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of 
African-American children. San Francisco: Jossey-Bass. 

3.) Barbieri, M. (1995). Sounds from the heart. Portsmouth, NH: 
Heinemann. 

4.) Hollins, E. R. (1996) Culture in school learning: Revealing the deep 
meaning. Mahwah, NJ: Lawrence Erlbaum Associates. 

5.) Ely, M. (1991). Doing qualitative research: Circles within circles. New 
York: Palmer Press. 

6.) Charles, C. M. (1996). Building classroom discipline (5th ed.). White 
Plains, NY: Longman. 

7.) Hoover, R. L. & Kindsvatter, R. (1997) Democratic discipline: 
Foundations and Practice. Upper Saddle River, NJ: Merrill. 
In addition to the optional texts, it is recommended that you frequently 
peruse the library for books and articles on education. Also, it will be helpful 
for you to read the newspaper and other periodicals for current views on and 
issues in education. 

Why are we doing this? 
The emphasis [in teacher education] should go beyond focusing exclusively 
on excellence and on strengthening intellectual competence ... It should also 
include a passionate commitment to educational equity and to the 
elimination of the conditions of poverty in the United States. Unless we can 
achieve as a people a society where everyone's children can be guaranteed 
their basic human rights to adequate shelter, food, health care, and the 
promise of high-quality education and a meaningful job, all our talk about 
excellence in education will accomplish very little. Teacher education has an 
important role to play in the movement toward a more just and humane 
society. 

Liston, D, and Zeichner, K. (Teacher 
Education and the Social Conditions of Schooling ) 
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How this course works: 
The studio master says to the begimiing architecture students, I can tell you 
that there is something you need to know, and with my help you may be able 
to learn it. But I cannot tell you what it is in a way you can now imderstand. 
I can only arrange for you to have the right sorts of experiences for yourself. 
You must be willing therefore, to have these experiences. Then you will be 
able to make informed choices about whether you wish to continue. If you 
are unwilling to step into this new experience without knowing ahead of 
time what it will be like, I cannot help you. You must trust me. 

D. Schon (Educating the Reflective Practitioner) 

The work of this course: 

Students in this duo of courses will be expected to complete specified written 
and oral assignments for the integrated laboratory, lecture, and field 
components of the course. All written work will be kept in a portfolio, which 
will be reviewed several times throughout the semester. There will be: two 
informal, in-class portfolio reviews with peers; one mid-term portfolio 
conference held individually; and one final portfolio conference held as a 
group. Specifications for your portfolio will be provided. Attendance and 
participation in this course is essential. Excessive absences will be cause for a 
reduction in your course grade. It is expected that you will conduct your 
academic work with integrity. 

Other unique features of this course: 
1.) You will be participating in a grant project funded by the Diversity Action 
Council of the University to prepare future teachers for the diverse students 
in today's classrooms. A brief overview of the project proposal is described 
below: 
The central aims of the project include: (1) preparing undergraduate teacher 
education students to teach diverse student populations; (2) identifying the 
strengths and knowledge that exist in the neighborhood surrounding these 
Middle and Elementary schools and sharing this knowledge with the 
school community; and (3) providing a means to connect the schools with the 
neighborhood residents and families. The project will take place within the 
context of two sections of a pilot team-taught combination of education 
courses ( Content and Processes of Classroom Instruction and Schooling in 
America) offered in the fall of 1997 at the Middle and Elementary schools. In 
these courses, preservice teacher education students will participate in group 
inquiry projects centered on particular neighborhoods within the school 
boundaries. Through this collaborative work, they will learn to know the 
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local community: its strengths, challenges, resources, and needs. The 
students may visit student homes, accompanied by teachers from the school, 
in order to broaden their understandings of the diversity and complexity of 
the student population. The results of the inquiry projects will be shared 
Vkith other teasers at these schools in order to fiirther die teachers' 
understandings of the knowledge available in their "own 
backyards" as well as the knowledge that many of their students bring to 
school, which might not be ordinarily tapped in the classroom. Students in a 
sixth grade class at the middle school will work as partners with the students 
to publish a community newsletter each semester. Finally, a schoolwide 
event may be held at the end of the semester at the schools. This community 
celebration will showcase the cultural studies work, connect the families and 
residents of the neighborhood with the schools, and provide a place for the 
families in the area to access community resources based on the needs 
identified through the inquiry projects and home visits. 

* *More information about this project will be distributed as we get rolling. 
You will play an important role in all aspects of the project and we look 
forward to working with you as co-researchers in this community. 

2.) Related to the grant project described above, Terry Burant will be 
conducting research for her dissertation in teacher education based on the 
experiences of preservice teachers in the project who are interested in 
participating in this research (and also interested in a few follow-up meetings 
in the spring semester). 

3.) We are in the process of building a class library (We love books and we 
love sharing them with students!) Please add to our collection of resources 
and feel free to check out items for your use; however, be advised that an 
incomplete grade may result if you do not return materials at the end of the 
semester. 
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Tentative Reading and Course schedule for the courses 
It is helpful to think of this course roughly in three interrelated chunks: 

(1) Beginnings: looking in and looking out (ie Who are you? Why teaching? 
Building a community.Understanding the point of view of others via 
autobiography or fiction, getting into classrooms and issues of schooling) 
(2) Cultural studies project: issues of diversity, equity, community, etc... 
(3) Curriculum: planning, teaching, assessment, and classroom management 

It is also helpful to think of the following as weekly assignments: 
1.) One reflection or ''R" (topics will be suggested each week) 
2.) One observation or "O" (topics will be suggested each week) 
3.) Reading Log or "L" (keep a record of your reading and thinking) 

**During the second chunk, there will also be a weekly action report or "A" 
(topics will be suggested each week) 

In addition to the topics and activities listed, there may be guest speakers and 
field trips scheduled as available. 

*********************************************** *********** 

Aug. 26 - Sept. 18: Beginnings 
Required Readings in this chunk: 
Arends Ch 1, Ch 14 & 15 (school as workplace and career development), Ch 4 (learning 
environments) 
Fiction or autobiography of choice 
^Thinking Like an Anthropologist (ICirby) 
* The Struggle for the American Curriculum (Kliebard) 
Begin Savage Inequalities (Kozol) 

* readings with an asterisk will be given to you 

Optional Readings in this chunk: 
McLaren 

Week 1 8/26 Tuesday Introductions/Overview/Getting acquainted 
**For Thurs 8/28 R #1 Why do you want to teach? 
** For Wed 8/27 What do you want to know about 
this school? 
Discuss portfolio specifications 

8/27 Wednesday Interview with Jose (our "key informant") 
Book talk: Consider choices; Remembered teachers 
activity 

8/28 Thursday Discuss R#l; Beliefs and doubts about teaching; 
Choose book and organize book groups 

Read for next week: Get your book and start reading; Kirby chapter 
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Week 2 9/2 Tuesday 

9/3 

9/4 

Wednesday 

Thursday 

Revisit portfolio sp^ifications; Shagging around the 
school; talk about Kirby chapter 
** For Wed 9/3 R #2 Where do I come from? What 
is my cultural, linguistic, ethnic, heritage? Bring 
artifacts! 
Share artifacts. Talk about R #2; Prepare for first 
O!, check in with your book group 
First day of classroom observations (O #1) 

Read for next week: Kliebard;ArendsCh 1; get about 1/2 way through your book 

1st peer portfolio review (how are you logging 
readings?) 
** For Wed 9/10 R #3 What is the purpose of 
school? 
Discussion: What is school for? (Kliebard, Arends, 
your book, your life), meet with book group, 
prepare for Ch 4 jigsaw 
classroom obser\'ations (O #2) 

Week 3 9/9 Tuesday 

9/10 Wednesday 

9/11 Thursday 

Read for next week: Finish your book, Arends Ch 4, 14, 15 

Week 4 9/16 Tuesday 

9/17 Wednesday 

9/18 Thursday 
Read for next week: Start Savage Inequalities 

Ch 4 jigsaw; talk about professional development 
section of portfolio in relationship to Ch 14-15 
For Wed 9117 R #4 The Work of teachers 
Turn in first draft of your cultural and or 
learning autobiography 
Discuss autobiography in book groups; book group 
highlights: present to class 
classroom observations (O #3) 

Sept. 23 - Oct. 30 (Diversity Grant work) 
••NOTE: In this chunk, add an "A" or action report each week!!!! 
Required Readings in this chunk: 

Arends Ch. 5 (multicultural and mainstreamed) 
Finish Savage Inequalities (Kozol) 
Funding for Justice 
Pedagogy of the Oppressed (Freire) 
*Ladson-Billings 

Optional Readings in this chunk: 
Barbieri 
Ely 
McLaren 
Hollins 
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Weeks 9/23 Tuesday 2nd peer portfolio review (How is your 
portfolio changing?); talk about critical issues paper 
Shagging around the neighborhood; make 
preliminary categories 
For Wed 9/24 R #5 

9/24 Wednesday Talk about Savage Inequalities; Choose a category of 
interest to focus on; form research groups; plan event 

9/25 Thursday classroom observations (O #4) 

Read for next week: Finish Savage Inequalities; Read Funding for Justice 
*********** 

Week 6 9/30 Tuesday Socioeconomic class issues; Family activity. Discuss 
readings 
For Wed 10/1 R #6 

10/1 Wednesday Interviewing; Research your category' 
Hand in 2nd draft of autobiography 

10/2 Thursday classroom observations (O #5) 

Read for next week: Read Ladson-Billings; Start Pedagogv of the Oppressed 
************************************************************************ 

Week 7 10/7 Tuesday Race, ethnicity, and education; For Wed 10/8 R #7 
10/8 Wednesday Research your category 
10/9 Thursday classroom observations (O #6) 

Read for next week: Keep reading Pedagogy of the Oppressed 

Weeks 10/14 Tuesday Gender issues; discuss reading 
For Wed 10/15 R #8 Hand in final draft 
autobiography 

10/15 Wednesday Research your category 
10/16 Thursday classroom observations (0#7) 

Read for next week: Finish Pedagogy of the Oppressed; Read Arends Ch 5 

Week 9 10/21 Tuesday Disability issues; Discuss reading; For Wed 10/22 R 
#9 

10/22 Wednesday Research your category 
10/23 Thursday classroom observations (O #8) 

Hand in first draft of critical issues paper 
•••Midterm Portfolio conferences this week 

Week 10 10/28 Tuesday Sharing of Cultural studies work 
For Wed 10/29 R #10 

10/29 Wednesday Sharing of Cultural studies work; introduce 
curriculum plan 

10/30 Thursday classroom observations (0#9) 
Read for next week: Arends Ch 6 management 
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Nov. 4 - Dec. 10; Curriculum; Management. Planning. Assessment 
Required Readings in this chunk: 
Arends Ch 2 (Planning), Ch 6 (management), Ch. 7 (assessment), Ch 8-13 (teaching) 
Optional Readings in this chunk: 
Charles 
Kindvatter 

Week 11 11/4 Tuesday For Wed 11/4 R #11, Classrcx)m Mgmt. 
11/5 Wednesday Classrcx)m Mgmt. 
11/6 Thursday classroom observations (O# 10) 

Read for next week: Ch 2 (Planning) 

Week 12 11/11 Tuesday NO CLASS: Veteran's Day Holiday 
11/12 Wednesday For Wed 11/12 R #12; Discuss planning 

Hand in 2nd draft of critical issues paper 
11/13 Thursday classroom observations (O #11) 

Read for next week: Ch 7 (assessment) 

* Week 13 11/18 Tuesday For Wed 11/19 R #13; Discuss assessment 
11/19 Wednesday Discuss assessment 
11/20 Thursday classroom observations (O #12) 

Read for next week: Ch 8-13 (your choice) 

Week 14 11/25 Tuesday Teaching methods For Wed 11/26 R #14 
11/26 Wednesday Teaching methods Hand in final draft of 

critical issues paper 
11/27 Thursday NO CLASS: Thanksgiving Holiday 

Read for next week: Ch 8-13 (your choice) 

Week 15 12/2 Tuesday Teaching methods For Wed 12/2 R #15 
12/3 Wednesday Curriculum Fair 
12/4 Thursday classroom observations (O# 13) 

Week 16 12/9 Tuesday Teacher Appreciation Breakfast 
12/10 Wednesday LAST DAY OF CLASS 

Week 17 Final Portfolio Conferences 
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**REVISED SCHEDULE 
In addition to the topics and activities listed, there may be guest speakers and 
field trips scheduled as available. 

October 7- October 30 
••NOTE: Complete an "A" or action report each week that you do 
community work! 
Required Readings in this chunk; 
Arends Ch. 5 (multicultural and mainstreamed); Arends Ch 6 (management) 
Hollins (learning about diverse students) 

Optional Readings in this chunk; 
Hy 
McLaren 

Week 7 10/7 Tuesday Classroom mgmt. scenarios; R #7 
Discuss findings from neighborhood inquirv" discuss 
choices for community action; make a commitment 

10/8 Wednesday Option 1) "Bussin" it around the neighborhood 
Option 2) ?? 
Discuss critical issues paper requirements 
'*'*Please meet in the parking lot at 6:20AM 
to catch the school buses! 

10/9 Thursday classroom observations (0#5) 

Read for next week: Continue with Arends Ch 5 and Hollins 

Weeks  10/14 Tuesday Discuss Arends Ch 5; (the psychologist visit ?) 
Discuss Hollins; interviewing R #8 

10/15 Wednesday Response Groups: Bring either your 
autobiography or your first draft of your 
critical issues paper 
Peer portfolio review (How is your portfolio 
changing? How are you logging, reflecting, 
observing, "actioning," etc...?) 

10/16 Thursday classroom observations (0#6) 

Prepare for midterm portfolio conferences next week! 

Week 9 10/21 Tuesday R # 9 Reflect on your portfolio (Bring to your 
conference) 
Midterm Portfolio conferences 

10/22 Wednesday Midterm Portfolio conferences 
10/23 Thursday classroom observations (O #7) 

Read for next week: Ch 2 (Planning) 
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Week 10 10/28 Tuesday Reconnecting; intrcxiuce curriculum plan 
specifications; talk about curriculum and planning 
R#10  

10/29 Wednesday Response Groups: Critical issues paper 
Discuss Gender issues in teaching, planning 

10/30 Thursday classroom observations (0#8) 

Read for next week: Ch 2 (planning) 

Nov. 4 - Dec. 10: Curriculum. Planning. Assessment 
Required Readings in this chunk: 
Arends Ch. 7 (assessment); Ch 8-13 (teaching); Ch 14 (work of teaching) 
Ladson-Billings 

Week 11 11/4 Tuesday R #11 Hand in final draft autobiography 
Discuss planning 

11/5 Wednesday A day for interviews; field work on your own for 
your critical issues paper 

11/6 Thursday classroom observations (0#9) 

Read for next week: Ch 7 (assessment) 

Week 12 11/11 Tuesday NO CLASS: Veteran's Day Holiday 
11/12 Wednesday R #12 Response groups: Hand in draft of 

critical issues paper; Discuss curriculum unit 
11/13 Thursday classroom observations (O #10) 

Read for next week: Ch 7 (assessment) 

Week 13 11/18 Tuesday R #13; Discuss assessment 
11/19 Wednesday Discuss assessment 
11/20 Thursday classroom obser\ations (O #11) 

Read for next week: Read Ladson-Billings Ch 8-13 (your choice) 

Week 14 11/25 Tuesday Teaching methods R #14 
Discuss culturally relevant pedagogy 

11/26 Wednesday Teaching methods Hand in final draft of 
critical issues paper; Share critical issues 
papers 

11/27 Thursday NO CLASS: Thanksgiving Holiday 

Read for next week: Ch 8-13 (your choice); Ch 14 
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Week 15 12/2 Tuesday Teaching methods R #15 
12/3 Wednesday Curriculum Fair 
12/4 Thursday classroom observations (O #12) 

Prepare for portfolio conferences (Hand in your portfolio next week!) 

Week 16 12/9 Tuesday Teacher Appreciation Breakfast LAST DAY OF 
CLASS 

12/10 Wednesday Final Portfolio Conferences 
12/12 Friday Final Portfolio Conferences 

Happy Holidays! 
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APPENDIX B Thematic Strands 

Strand One ; Finding a Place 

Beliefs about teaching, schooling, and learning 

Cultural and educational histories of self and others 

History and purposes of schooling in America 

Building relationships within the classroom community and 

school 

Strand Two; Classrooms as Ecological Systems 

Classroom processes 

Classroom climate 

Motivation 

Ecology 

Academic tasks 

Theories of classroom management 

Strand Three; Inquiry into Diversity, Community, Equity 

School funding 

Equity 

Education that is multicultural and reconstructionist 

Parent involvement 

Community "funds of knowledge" 

Strand Four; Instruction and Inquiry 

Curriculum planning 

Assessment 

Instruction 

Critical issues inquiries 

Strand Five; Celebrations 

Celebrating work 

Celebrating workers 

Honoring multiple communities 
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APPENDIX C 

FINAL PORTFOLIO ASSESSMENT 

REFLECTIONS-
Reflectlons (R'S) are writings which ask you to consider your own values, beliefs, 
and thought processes. 

1 2 3 4 5 X3 
Autobiography (Cultural or Educational) is an extended reflection about either 
your cultural or educational history that focuses on the unique ways in which your life 
experiences have shaped who you are and what you bring to teaching. 

1 2 3 4 5 X3 

I N O U I R I E S - ( I ' S )  
Critical Issues Paper is a 6-10 page paper that: (a) addresses a timely and critical 

issue in education; (b) demonstrates your understanding of the issue; and (c) uses 
multiple resources to critically examine the issue. 

1 2 3 4 5 X3 

Logs are written responses to your reading of the text and other documents you are 
asked to read for this class. Consider the big ideas; agree with, qualify, or argue with 
the texts as you read. 

1 2 3 4 5 X2 

Curriculum Plan is a 3 week plan for curriculum, instruction, and assessment, of a 
chosen grade level/subject, with one week in greater detail. Includes considerations for 
students with special needs, parent involvement, levels of cognition, etc... (see curr. 
handout) 

1 2 3 4 5 X2 

ACTIONS 
( O ' S )  are the field notes and jottings you write as you observe classrooms, work with 
students, and interview teachers. These writings may take many forms and may prove to 
act as triggers for reflections and more formal writings. 

1 2 3 4 5 X4 
A ' s  are records and notes documenting community research and involvement, as well as 
investigations into specific issues surrounding teaching and schooling that may lead to an 
Issues paper. 

1 2 3 4 5 XI 
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Cultural Studies/Community Work is the actual action you took in this school and 
community as demonstrated in your list of hours spent (target #=10), and the product 
you produced (ie the newsletter) as applicable. 

1 2 3 4 5 XI 
OVERALL IMPRESSION OF PORTFOLIO- document is well-organized and provides a 
picture of a teacher candidate who Is committed to becoming a professional teacher. 

1 2 3 4 5 X2 TOTAL 

APPENDIX D 
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APPENDIX D 

Focus Group Moderator Guide 

December 10 and 12, 1997 

1. Do a travel brief on the stroll you took through your 
portfolio (your R #14). What were the brightspots, the star 
attractions, the places where you lingered and stayed awhile 
on your tour? Where were the "under construction" zones, the 
dangerous curves, the dead ends? 

2. Tell us about the conununities you were a part of in this 
semester's class ... what kind of network did you have? 

3. Research suggests that extending field experiences in 
teacher education into the larger school and surrounding 
community is a good idea. You've done that. What do you 
think? 

4. Talk about the writing you did this semester ... 
critical issues paper/autobiography/R's ... 

5. We didn' t always have the chance to talk about your 
observations this semester as a group. What did we miss? 
Who did you talk to about your classroom experiences? 

6. What is your next critical issue investigation going to 
be about? 

7. What makes sense to you about how this course unfolded? 
What should be changed about the way things worked in the 
course? 

8. What quote belongs on a syllabus for a course like this? 
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APPENDIX E 

Midterm Interview Guide 

Midterm Portfolio Interview Questions 
Week of October 20-23, 1997 

1. Tell us about your R #9. What have you seen In terms of growth that is 
documented in your portfolio? 

2. Walk us through your portfolio; 

How are you reflecting? What stands out for you in the Rs? 

Tell us about the process of writing your autobiography. What did you discover 
through this process? 

How did your choice book group contribute to the development of your paper? 

How did your response group contribute to the development of your paper? 

What are you considering for your critical issues paper? 

Tell us how you log. How do you read in this class? 

How do the discussions you have with others in the class contribute to your 
learning? Examples? 

Tell us about the observations. What are you seeing that helps you understand 
the things we discuss in class? 

What were the field days like for you? What did you get out of them? 

3. What are you considering for your curriculum unit? 

4. How can we help? 
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APPENDIX F 

Final Interview Guide 

Questions for Interviews of Participants 
January/February 1998 
A note to participants: These questions were developed by: (a) listening to tapes of 
portfolio conferences; (b) reading my notes on the course; and (c) spending time with your 
portfolios. Please feel free to think about things you would want me to know that reflect 
your course experiences and are not addressed in the following questions. When we get 
together to talk about these questions, I am most interested in your honest and thou^tful 
perspectives. I know that each one of you is a "nice" person aind you might feel as if you 
should tell me things that you think I "want" to hear. I hope instead that you will represent 
your experiences honestly without undue regard for my feelings. Finally, this will not in 
any way be a "test" of your knowledge of course content! (I won't tell Dan things like 
'That Susie, she couldn't even remember what 'with-it-ness' was!) I look fonvard to 
spending time with you. Thanks again. 

Questions to ask all participants; 

1. Take me on a grand tour of your experiences in this course, starting from the beginning. 
Highlights? Detours? Struggles? Regrets? Memories you will cany with you? 
Significant learning experiences? 

2. Take me on a tour of your portfolio. Tell me about the process of constructing the 
portfolio (your ease or unease, any struggles?). Was this the first time you constructed a 
portfolio? What did you learn from creating it? What are you most proud of in your 
portfolio? What do you still want to know more about? 

3. Often we asked you to share contents of your portfolio with others in the class. How 
did this feel for you? Who were the people in the class with whom you developed the 
strongest relationships? How did this happen? What about the relationships you still have 
with members of the course? 

4. Did you have a favorite activity or day in the course? If so, which one? Why? 

5. (Possible follow-up)Talk to me about the day we discussed gender. Which researcher 
did you choose? Why? Any reactions to this activity? Talk to me about the day we 
discussed Kliebard's chapter on the roots of American education. Which group did you 
align yourself with? Has that changed? 

6. What is your perspective on teaching the diverse students found in the schools in this 
country ? What do you want to know more about in relationship to issues of diversity ? 

7. Tell me more about your classroom obser\'ations. Who did you observe? Who did you 
talk to about your observations? 

8. Tell me about the reading of your choice book. Why did you choose this book? Any 
connections to your life or autobiography? 
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9. Comment again on your involvement in the cultural studies work - from the initial 

shaggin' around to your work in the school community and the emphasis on family and 
community involvement in schools that was a part of our class. What value is there in 
teaching and thinking like an anthropologist? 

10. What kind of school do you hope to teach in someday? Could you see yourself at a 
place like these schools? What was special about that place to you? 

11. Help me to picture the kind of teacher you are on the road to becoming. 
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APPENDIX G 
Data Analysis Codes; Field Notes 

Codes Used in Analysis Of Field Notes 
A. Curriculum and Pedagogy in Action 

1. Talk 
a. Teacher Talk 

1. TB Talk 
2. DK Talk 
3. HW Talk 
4. Team Talk 
5. Research Assistant Talk 

b. Student Talk 

1. Table Talk 
2. Individual Talk 
3. Small Group Talk 
4. Large Group Talk 

c. Guest Talk 
1. Principals 
2. Teachers 
3. Psychologist 
4. Affirmative Action 

d. Social Interaction 
1. Before Class 
2. Breaks 
3. After Class 

2. Responding to Student Writing 
a. Reflections 
b. Actions 
c. Observations 
d. Critical Issues 
e. Autobiographies 

3. Library 

4. Service Learning 
a. Newsletter 
b. Childcare 

1. PTO 
2. ESL Classes for parents 

c. Book and Breakfast Club 
d. Parent Coffees 
e. Turkey trot 
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5. Trips 
a. School tour 
b. Shaggin' around 
c. Bus trip 
d. Research Day 

6. Classroom Observations 

B. Planning/Teaming 

C. Administration 
1. Morning Routines 
2. School Business 

D- Context 
1. Community 
2. School 
3. Classrooms 
4. Portable 

E. Participant Descriptions 

F. Researcher Notes 
1. Observer's comments 
2. Researcher Musings 
3. Reflective Memos 



304 

REFERENCES 

Adler, S. A. (1984, April). An historical analysis of 
early field experiences. Paper presented at the annual 
meeting of the American Educational Research Association New 
Orleans, LA. 

Ahlquist, R. (1992). Manifestations of inequality: 
Overcoming resistance in a multicultural foundations course. 
In C. A. Grant (Ed.), Research and multicultural education; 
From the margins to the mainstream, (pp. 89-105). London: 
Falmer Press. 

American Association of Colleges for Teacher Education. 
(1987). Teaching teachers: Facts and figures. Washington, DC: 
Author. 

American Association of Colleges for Teacher Education. 
(1988). Teaching teachers: Facts and figures. Washington, DC: 
Author. 

American Association of Colleges for Teacher Education. 
(1989). Teaching teachers: Facts and figures. Washington, DC: 
Author. 

American Association of Colleges for Teacher Education. 
(1990). Teaching teachers; Facts and figures. Washington, DC: 
Author. 

Applegate, J. H. (1986). Undergraduate students' 
perceptions of field experiences: Toward a framework for 
study. In J. Raths & L. Katz (Eds.), Advances in teacher 
education Vol. 2 (pp. 21-37). Norwood, NJ: Ablex. 

Arends, R. I. (1994). Learning to teach (3rd ed.). New 
York: McGraw Hill. 

Armaline, W. D. (1995). Reflecting on cultural diversity 
through early field experiences: Pitfalls, hesitations, and 
promise. In R. J. Martin (Ed.), Practicing what we teach: 
Confronting diversity in teacher education, (pp. 163-180.) 



305 

Albany, NY: State University of New York Press. 

Belenky, M. F., Clinchy, B. M., Goldberger, N. R., & 
Tarule, J. M. (1986). Women's ways of knowing; The 
development of self, voice# and mind. New York: Basic Books. 

Bellah, R. N., Madsen, R., Sullivan, W. M., Swidler, A., 
& Tipton, S. M. (1985). Habits of the heart: Individualism 
and commitment in American life. New York; Perennial Library. 

Bellah, R. N., Madsen, R., Sullivan, W. M., Swidler, A, 
& Tipton, S. M. (1991). The good society. New York: Alfred A. 
Knopf. 

Beyer, L. E. (1988). Knowing and acting: Inquiry, 
ideology, and educational studies. Philadelphia, PA; The 
Falmer Press. 

Blumer, H. (1969). Symbolic interactionism. Berkeley, 
CA: University of California Press. 

Bogdan, R. C. & Biklen, S. K. (1992). Qualitative 
research for education: An introduction to theory and methods 
(2nd ed). Boston; Allyn & Bacon. 

Brookhart, S. M. & Freeman, D. J. (1992). 
Characteristics of entering teacher candidates. Review of 
Education Research. 62(1). 37-60. 

Brown,L. M. (1991). A problem of vision: The development 
of voice and relational knowledge in girls ages seven to 
sixteen- Women's Studies Quarterly, 19(1 & 2), 52-71. 

Bruner, J. (1986). Actual minds, possible worlds. 
Cambridge, MA: Harvard University Press. 

Buchmann, M. (1987). Teaching knowledge: The lights that 
teachers live by. Occasional Paper No. 126. East Lansing, MI: 
Institute for Research on Teaching. (ERIC Document 
Reproduction Service No. ED 276 723) 



306 

Bullough R. v., Jr., & Gitlin, A. (1995). BecominQ a 
studen-t of teaching; Methodologies for exploring self and 
school context. New York: Garland Publishing. 

Carter, K. (1990). Teachers' knowledge and learning to 
teach. In W. R. Houston (Ed.), Handbook of research on 
teacher education (pp. 291-310). New York: Macmillan-

Carter, K. (1993). The place of story in research on 
teaching and teacher education. Educational Researcher, 
22(1), 5-12. 

Carter, K. & Anders, D. (1996). Program pedagogy. In F. 
B. Murray (Ed.), The teacher educator's handbook: Building a 
knowledge base for the preparation of teachers (pp. 557-592). 
San Francisco: Jossey-Bass. 

Carter, K. & Doyle, W. (1996). Personal narrative and 
life history in learning to teach. In J. Sikula (Ed.), 
Handbook of research on teacher education (2nd ed. ) (pp. 120-
142). New York: Macmillan. 

Children's Defense Fund. (1991). The state of America's 
children: 1991. Washington, DC: Children's Defense Fund. 

Connelly, F. M. & Clandinin, D. J. (1990). Stories of 
experience and narrative inquiry. Educational Researcher, 
19(5), 2-14. 

Cooper, A., Beare, P., & Thorman, J. (1990). Preparing 
teachers for diversity: A comparison of student teaching 
experiences in Minnesota and South Texas. Action in Teacher 
Education. 12 f 3 K 1-4. 

de Acosta, M. (1996). A foundational approach to 
preparing teachers for family and community involvement in 
children's education. Journal of Teacher Education, 47(1), 9-
15. 

Denton, J.J, (1982). Early field experience influence on 
performance in subsequent coursework. Journal of Teacher 



307 

Education, 33(2), 19-23. 

Denzin, N. K. & Lincoln,Y. S. (1994). Introduction; 
Entering the field of qualitative reseeirch. In N. L. Denzin & 
Y. S. Lincoln (Eds.), Handbook of qualitative research (pp. 
500-515). Thousand Oaks, CA: Sage. 

Devault, M. J. (1990). Talking and listening from 
women's standpoint: Feminist strategies for interviewing and 
analysis. Social problems. 37(1). 96-116. 

Dewey, J. (1904/1964). The relation of theory to 
practice in education. In R. D. Archambault (Ed.), John Dewey 
on education (pp. 313-338). Chicago: University of Chicago 
Press. 

Dewey, J. (1916/1997). Democracy and education: An 
introduction to the philosophy of education. New York; The 
Free Press. 

Dewey, J. (1933/1964). Why reflective thinking must be 
an educational aim. In R. D. Archambault (Ed.), John Dewey on 
education (pp. 212-223). Chicago: University of Chicago 
Press. 

Dewey, J. (1938). Experience and education. New York; 
Collier Books. 

Deyhle, D. & Swisher, K. (1997). Research in American 
Indian and Alaska Native education: From assimilation to 
self-determination. In M. W. Apple (Ed.), Review of research 
in education (pp. 113-195). Washington DC; American 
Educational Research Association. 

Duckworth, (1987). The having of wonderful ideas and 
other essays on teaching and learning. New York: Teachers 
College Press. 

Eisner, E. W. (1991). The enlightened eve: Qualitative 
inquiry and the enhancement of educational practice. New 
York: Macmillan. 



308 

Eisner, E. w. (1994). Cognition and curriculum 
reconsidered (2nd ed.)* New York: Teachers College Press. 

Elbaz, F. (1983). Teacher thinking; A study of practical 
knowledge. New York: Nichols Publishing Company. 

Ely, M. (1991). Doing qualitative research; Circles 
within circles. London; The Palmer Press. 

Fang, Z. (1996). A review of research on teacher beliefs 
and practices. Educational Research, 38 (1), 47-65. 

Featherstone, H. (1993). Learning from the first years 
of classroom teaching; The journey in, the journey out. 
Teachers College Record, 95fl), 93-112. 

Feiman-Nemser, S. & Buchmann, M. (1985). Pitfalls of 
experience in teacher preparation. Teachers College Record, 
87(1), 53-65. 

Feiman-Nemser, S. & Buchmann, M. (1986). Pitfalls of 
experience in teacher preparation. In J. D. Raths & L. G. 
Katz (Eds.), Advances in teacher education Vol. 2 (pp. 61-
73). Norwood, NJ: Ablex. 

Feiman-Nemser, S. & Remillard, J. (1996). Perspectives 
on learning to teach. In F. B. Murray (Ed.), The teacher 
educator's handbook: Building a knowledge base for the 
preparation of teachers (pp. 63-91). San Francisco; Jossey-
Bass. 

Flowers, J. G., Patterson, A. D., Stratemeyer, F. B., & 
Lindsey, M. (1948). School and community laboratory 
experiences in teacher education. New York; American 
Association of Teachers Colleges. 

Foster, J. & Loven, R. (1992). The need and directions 
for parent involvement in the 90s: Undergraduate perspectives 
and expectations. Action in Teacher Education, 14, 13-18. 



309 

Fosnot, C. T. (Ed.). (1996). Constructivisni; Theory, 
perspectives and prac-tices. NY; Teachers College Press. 

Fox, D. L. (1996). The struggle for voice in learning to 
teach; Lessons from one preservice teacher's portfolio. In K. 
F. Whitmore & Y. H. Goodman (Eds.), Whole language voices in 
teacher education (pp. 285-296). York, ME; Stenhouse 
Publishers. 

Frusher, S. S. & Newton, T. (1987). Characteristics of 
students entering the teaching profession. Paper presented at 
the Educational Research Symposium, Alva, OK. (ERIC Document 
Reproduction Service No. ED 308 170) 

Geertz, C. (1973). The interpretation of cultures; 
Selected essays. New York; Basic Books. 

Gilligan, C. (1991). Teaching Shakespeare's sister: 
Notes from the underground of female adolescence. Women's 
Studies Quarterly, 19fl & 2), 31-51. 

Gilligan, C. (1993). In a different voice: Psychological 
theory and women's development (2nd ed.). Cambridge, MA: 
Harvard University Press. 

Giroux, H. A. (1993). Border crossings; Cultural workers 
and the politics of education. New York; Rout ledge. 

Glaser, B. & Strauss, A. (1967). The discovery of 
grounded theory. New York: Aldine. 

Gomez, M- L. (1994). Teacher education reform and 
prospective teachers' perspectives on teaching "other 
people's" children. Teaching and Teacher Education, 10(3), 
319-334. 

Gomez, M. L. (1996). Prospective teachers' perspectives 
on teaching "other people's children." In K. Zeichner, S. 
Melnick, & M. L. Gomez (Eds.), Currents of reform in 
preservice teacher education (pp. 109-132). New York; 
Teachers College Press. 



310 

Goodlad, J. (1990). Teachers for our nation's schools. 
San Francisco: Jossey-Bass. 

Goodwin, A. L. (1997). Multicultural stories: Preservice 
teachers' conceptions and responses to issues of diversity. 
Urban Education, 32(1). 117-145. 

Gordon, J. A. (1994). Preparing future teachers for 
diversity. The Urban Review, 26(1). 25-34. 

Gore, J. M. (1993). The struggle for pedagogies; 
Critical and feminist discourses as regimes of truth. New 
York: Routledge. 

Graham, R. J. (1991). Reading and writing the self: 
Autobiography in education and the curriculum. New York: 
Teachers College Press. 

Grant, C. A. (Ed.). (1992). Research and multicultural 
education; From the margins to the mainstream. London; Palmer 
Press. 

Grant, C. A. (1994). Best practices in teacher 
preparation for urban schools: Lessons from the multicultural 
teacher education literature. Action in Teacher Education. 
16(3), 1-18. 

Grant, C. A. & Secada, w. G. (1990). Preparing teachers 
for diversity. In w. R. Houston (Ed.), Handbook of research 
on teacher education (pp. 403-422). New York; Macmillan. 

Grant, C. A. & Tate, W. F. (1995). Multicultural 
education through the lens of the multicultural education 
research literature. In J. A. Banks & C. A. M. Banks (Eds.), 
Handbook of research on multicultural education (pp. 145-
165). New York: Macmillan. 

Guskey, T. R. (1986). Staff development and the process 
of teacher change. Educational Researcher. 15, 5-12. 



311 

Guyton, E. & Mclntyre, D. J. (1990). Student teaching 
and school experiences. In W. R. Houston (Ed.), Handbook of 
research on teacher education (pp. 514-534). New York: 
Macmillaii. 

Habennan, M. (1987). Recruiting and selecting teachers 
for urban schools. ERIC/CUE Urban Diversity Series, Number 
95. New York: ERIC Clearinghouse on Urban Education. 

Haberman, M. & Post, (1992). Does direct experience 
change education students' perceptions of low-income minority 
children? Midwestern Educational Researcher, 5(2), 29-31. 

Hancock, E. (1989). The girl within. New York: Fawcett 
Columbine. 

Harste, J. & Burke, C. (1977). A new hypothesis for 
reading teacher research: Both the teaching and learning of 
reading are theoretically based. In P. D. Pearson (Ed.), 
Reading: theory, research, and practice (Twenty-Sixth 
Yearbook of the National Reading Conference) (pp. 32-40). 
Clemson, SC: National Reading Conference, Inc. 

Harste, J. C. & Mikulecky, L. J. (1984). The context of 
literacy in our society. In A. C. Purves & O. Niles (Eds.), 
Becoming readers in a complex society: Eighty-third yearbook 
of the National Society for the Study of Education, 
pp. 47-78. Chicago: University of Chicago Press. 

Hollingsworth, S. (1994). Teacher research and urban 
literacy education: Lessons and conversations in a feminist 
key. New York: Teachers College Press. 

Hollingsworth, S. & Gallego, M. (1996). Toward a 
collaborative praxis of multiple literacies. Curriculum 
Inguiry, 26(3). 265-292. 

Holstein, J. A. & Gubrium, J. F. (1994). Phenomenology, 
ethnomethodology, and interpretive practice. In N. K. Denzin 
& Y. S. Lincoln (Eds.), Handbook of gualitative research (pp. 
262-272). Thousand Oaks, CA: Sage. 



312 

Hood, S. & Parker, L. (1994). Minority students 
informing the faculty: Implications for racial diversity and 
the future of teacher education. Journal of Teacher 
Education, 45f3), 164-171. 

Hoover-Dempsey, K. V. & Sandler, H. M. (1995). Parental 
involvement in children's education: Why does it make a 
difference? Teachers College Record, 91(2), 310-331. 

Howey, K. R. & Zimpher, N. L. (1996). Patterns in 
prospective teachers: Guides for designing preservice 
programs. In F. B. Murray (Ed.), The teacher educator's 
handbook: Building a knowledge base for the preparation of 
teachers (pp. 465-505). San Francisco: Jossey-Bass. 

Kennedy, M. (1996). Research genres in learning to 
teach. In F. B. Murray (Ed.), The teacher educator's 
handbook: Building a knowledge base for the preparation of 
teachers (pp. 120-152). San Francisco: Jossey-Bass. 

Kliebard, H. M. (1986). The struggle for the American 
curriculum; 1893-1958. Boston: Routledge & Kegan Paul. 

Knowles, J. G. & Cole, A. L. (1996). Developing practice 
through field experiences. In F. B. Murray (Ed.), The 
teacher educator's handbook: Building a knowledge base for 
the preparation of teachers (pp. 648-688). San Francisco: 
Jossey-Bass. 

Kozol, J. (1991). Savage inegualities: Children in 
America's schools. New York: Crown Publishers, Inc. 

Ladson-Billings, G. (1991, April). When difference means 
disaster: Reflections on a teacher education strategy for 
countering student resistance to diversity. Paper presented 
at the annual meeting of the American Educational Research 
Association, Chicago, IL. (ERIC Document Reproduction Service 
No. ED 333 002) 

Ladson-Billings, G. (1994). The dreamkeepers: Successful 
teachers of African-American children. San Francisco: Jossey-
Bass . 



313 

Ladson-Billings, G. (1995). Multicultural teacher 
education: Research, practice, and policy. In J. A. Banks, & 
C. A. M. Banks (Eds.), Handbook of research on multicultural 
education. (pp. 747-759). New York: Macmillan. 

Lcureau, A. (1996). Common problems in field work: A 
personal essay. In A. Lareau and J. Shultz (Eds.), Journey 
through ethnography; Realistic accounts of fieldwork (pp. 
236). Boulder, CO: Westview Press. 

Larke, P. J. (1990). Cultural diversity awareness 
inventory: Assessing the sensitivity of preservice teachers. 
Action in Teacher Education, 12f3), 23-30. 

Larke, P. J., Wiseman, D., & Bradley, C. (1990). The 
minority mentorship project: Changing attitudes of preservice 
teachers for diverse classrooms. Action in Teacher Education, 
12(3), 5-11. 

Larkin, J. M. (1995). Curriculum themes and issues in 
multicultural teacher education programs. In J. M. Larkin & 
C. E. Sleeter (Eds.), Developing multicultural teacher 
education curricula (pp. 1-16). Albany, NY: State University 
of New York Press. 

LeCompte. M. D. & Preissle, J. (1993). Ethnography and 
Qualitative design in educational research (2nd ed). San 
Diego: Academic Press. 

Liston, D. & Zeichner, K. (1991). Teacher education and 
the social conditions of schooling. New York: Routledge. 

Lortie, D. C. (1975). Schoolteacher: A sociological 
study. Chicago: University of Chicago Press. 

Mahan, J. W. (1982). Native Americans as teacher 
trainers: Anatomy and outcomes of a cultural immersion 
project. Journal of Educational Equity and Leadership, 2(2). 
100-110.  



314 

Mahan, J. W. & Rains, F. V. (1990). Inservice teachers 
expand their cultural knowledge and approaches through 
practica in American Indian communities. Journal of American 
Indian Education, 11-24. 

Merriam, S. B. (1988). Case study research in education; 
A qualitative approach. San Francisco; Jossey-Bass. 

Merriam, S- B. (1998). Case study research in 
education; A Qualitative approach (Rev. and expanded ed.). 
San Francisco: Jossey-Bass. 

Moll, L. C., Amanti, C., Neff, D., & Gonzalez, N. 
(1992). Funds of knowledge for teaching: Using a qualitative 
approach to connect homes and classrooms. Theory into 
Practice. 31(2). 132-141. 

Moll, L. C. & Greenberg, J. B. (1990). Creating zones of 
possibilities; Combining social contexts for instruction. In 
L. C. Moll (Ed.). Vyqotsky and education; Instructional 
implications and applications of sociohistorical psychology. 
New York; Cambridge University Press. 

Murray, D. M. (1994). Knowing not knowing. In L. Tobin & 
T. Newkirk (Eds. ), Taking stock; The writing process movement 
in the '90's (pp. 57-65). Portsmouth, NH; Boynton/Cook. 

Narode, R., Rennie-Hill, L. & Peterson, K. D. (1994). 
Urban community study by preservice teachers. Urban 
Education, 29(1), 5-21. 

National Center for Education Statistics. (1992). 
American education at a glance. Washington DC: Office of 
Education Research and Improvement. 

Nieto, S. ( 1 9 9 6 ) .  Affirming diversity; The 
sociopolitical context of multicultural education (2nd ed. ). 
White Plains, NY: Longman. 

Olmedo, I. M. (1997). Challenging old assumptions; 



315 

Preparing teachers for inner city schools. Teaching and 
Teacher Education, 13 f 3 ). 245-258. 

Paine, L. (1989). Orientations towards diversity; What 
do prospective teachers bring? (Research Report 89-9). East 
Lansing, MI: National Center for Research on Teacher 
Education. 

Pajares, F. (1992). Teachers' beliefs and educational 
research: Cleaning up a messy construct. Review of 
Educational Research, 62(3), 307-332. 

Pajares, F. (1993). Preservice teachers' beliefs: A 
focus for teacher education. Action in Teacher Education, 
15(2), 45-53. 

Pallas, A., Natriello, G., & McDill, E. (1989). The 
changing nature of the disadvantaged population. Educational 
Researcher, 18(5), 16-22. 

Pailliotet, A. W. (1997). "I'm really quiet"; A Case 
study of an Asian, language minority preservice teachers's 
experiences. Teaching and Teacher Education, 13(7). 675-690. 

Pipher, M. (1994). Reviving Ophelia; Saving the selves 
of adolescent girls. New York: Ballantine Books. 

Richardson, V. (1994). The consideration of teachers' 
beliefs. In V. Richardson (Ed.), Teacher change and the staff 
development process; A case in reading instruction (pp.90-
108). New York; Teachers College Press. 

Richardson, V. (1996). The case for formal research and 
practical inquiry in teacher education. In F. B. Murray 
(Ed.), The teacher educator's handbook; Building a knowledge 
base for the preparation of teachers (pp.715-737). San 
Francisco: Jossey-Bass. 

Richardson, V. (in press). Teacher education and the 
construction of meaning. In G. Griffin (Ed.), Teacher 
education for a new century: Emerging perspectives, promising 



316 

practices, and future possibilities (NSSE Yearbook). Chicago: 
University of Chicago Press. 

Richardson, V., Anders, P., Tidwell, D., & Lloyd, C. 
(1991). The relationship between teachers' beliefs and 
practices in reading comprehension instruction. American 
Educational Research Journal, 28(3), 559-586. 

Roe, M. F. & Stallman, A. C. (1994). A comparative study 
of dialogue and response journals. Teaching and Teacher 
Education, 10(6), 579-588. 

Rogers, A.G. (1993). Voice, play, and a practice of 
ordinary courage in girls' and women's lives. Harvard 
Educational Review, 63 (3), p. 265-295. 

Roman, L. G. & Apple, M. W. (1990). Is naturalism a move 
away from positivism? Materialist and feminist approaches to 
subjectivity in ethnographic research. In E. W. Eisner & A. 
Peshkin (Eds.), Qualitative inquirv in education; The 
continuing debate (pp. 38-73). New York: Teachers College 
Press. 

Ross, S. M., Raines, F. B., Cervetti, M. J., & Dellow, 
D. A. (1980). Field experience for teacher candidates: A 
comparison between tutorial and apprenticeship programs on 
student activities and attitudes. Journal of Teacher 
Education, 31(6), 57-61. 

Sadker, M. & Sadker, D. (1994). Failing at fairness: 
How our schools cheat girls. New York: Touchstone. 

Schon, D. A. (1987). Educating the reflective 
practitioner: Toward a new design for teaching and learning 
in the professions. San Francisco: Jossey-Bass. 

Schutz, A. (1967). The phenomenology of the social 
world. Evanston, IL: Northwestern University Press. 

Schwandt, T. A. (1994). Constructivist, interpretivist 
approaches to human inquiry. In N. K. Denzin & Y. S. Lincoln 



317 

(Eds.)/ Handbook of qualitative research (pp. 118-137). 
Thousand Oaks, CA: Sage. 

Seidman, I. E. (1991). Interviewing as qualitative 
research. New York: Teachers College Press. 

Sleeter, C. E. (1996). Multicultural education as social 
activism. Albany, NY: State University of New York Press. 

Spradley, J. (1979). The ethnographic interview. New 
York: Holt, Rinehart, & Winston. 

Spradley, J. P. (1980). Participant observation. New 
York: Holt, Rinehart, & Winston. 

Stake, R. E. (1994). Case studies. In N. K. Denzin & Y. 
S. Lincoln (Eds.), Handbook of qualitative research (pp. 236-
247). Thousand Oaks, CA: Sage. 

Staton, J. (1987). The power of responding in dialogue 
journals. In T. Fulwiler (Ed.), The journal book (pp 47-63). 
Upper Montclair, NJ: Boynton/Cook. 

Strauss, A. L. (1987). Qualitative analysis for social 
scientists. New York: Cambridge University Press. 

Tellez, K., Hlebowitsh, P. S., Cohen, M. & Norwood, P. 
(1995). Social service field experiences and teacher 
education. In R. J. Martin (Ed.), Practicing what we teach: 
Confronting diversity in teacher education (pp. 65-78). 
Albany, NY: State University of New York Press. 

Theobald, P. (1997). Teaching the commons: Place, pride, 
and the renewal of community. Boulder, CO: Westview Press. 

U.S. Department of Commerce, Bureau of the Census 
(1992). Poverty in the U.S.: 1991. (Current Population 
Reports, Series P-60, No. 181) Washington, DC: U.S. 
Government Printing Office. 



318 

Vaughn, S., Schumm, J. S., & Sinagub, J. (1996). Focus 
group interviews in education and psychology. Thousand Oaks, 
CA: Sage. 

Vygotsky, L. S. (1978). Mind and society; The 
development of higher psychological processes. Cambridge, MA: 
Harvard University Press. 

Wabnik, A. (1997, November 2). Life in [zipcode removed 
for confidentiality] is going to be different. The Arizona 
Daily Star, pp. Al, A14. 

Waxman,H. & Walberg, H. (1986). Effects of early 
experiences. In J. Raths & L. Katz (Eds.) Advances in teacher 
education Vol. 2. (pp. 165-184 Norwood, NJ: Ablex. 

Webb, C. (1981). Theoretical and empirical bases for 
early field experiences in teacher education. In C. Webb, N. 
Gehrke, p. Ishler, & A. Mendoza, (Eds.), Exploratory field 
experiences in teacher education. Provo, UT; Utah State 
University. 

Webb, C., Gehrke, N., ishler. P., & Mendoza, A. (Eds.) 
(1981). Exploratory field experiences in teacher education. 
Provo, UT; Utah State University. 

Weiler, K. (1988). Women teaching for change; Gender, 
class, and power. New York: Bergin and Garvey Publishers. 

Wood, G. (1992). Schools that work; America's most 
innovative public education programs. New York; Penguin. 

Zeichner, K. (1980). Myths and realities: Field-based 
experiences in pre-service teacher education. Journal of 
Teacher Education, 31(6), 46-55. 

Zeichner, K- (1987). The ecology of field experience; 
Toward an understanding of the role of field experiences in 
teacher development. In M. Haberman & J. Backus (Eds.), 
Advances in teacher education Vol. 3 (pp. 94-117). Norwood, 



319 

N.J.: Ablex. 

Zeichner, K. (1993). Educating teachers for cultural 
diversity: Special report. East Lansing, MI: Michigan State 
University, National Center for Research on Teacher Learning-

Zeichner, K. (1996a). Designing educative practiciim 
experiences for prospective teachers. In K. Zeichner, S. 
Melnick, & M. L. Gomez (Eds.), Currents of reform in 
preservice teacher education (pp. 215-234). New York: 
Teachers College Press. 

Zeichner, K. (1996b). Educating teachers for cultural 
diversity. In K. Zeichner, S. Melnick, & M. L. Gomez (Eds.), 
Currents of reform in preservice teacher education (pp. 133-
175). New York: Teachers College Press. 

Zeichner, K. & Melnick, S. (1996). The role of community 
field experiences in preparing teachers for cultural 
diversity. In K. Zeichner, S. Melnick, & M. L. Gomez (Eds.), 
Currents of reform in preservice teacher education (pp. 176-
196). New York: Teachers College Press. 

Zimpher, N. (1989). The RATE Project; A profile of 
teacher education students. Journal of Teacher Education, 
40(6), 27-30. 

Zimpher, N. L. & Ashburn, E. A. (1992). Countering 
parochialism in teacher candidates. In M. E. Dilworth (Ed.), 
Diversity in teacher education: New expectations (pp. 40-62). 
San Francisco: Jossey-Bass. 



IMAGE EVALUATION 
TEST TARGET (QA-3) 

1.0 

LI 

1.25 

12.8 

Li 1^ 
m  
2.2 

1.4 

I 2.0 

1.8 

1.6 

1 OUltllll 

6 

V 

V 

V // 

O / 

A 

APPLIED A IIWIGE . Inc 
1653 East Main Street 

-='• Rochester, NY 14609 USA 
Phone: 716/482-0300 
Fax: 716/288-5989 

O 1993. Applied image. Inc.. All Rights Reserved 

4^ 


