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ABSTRACT 

Two preservice English teachers' theories of the content regarding English and its 

teaching were elicited through several interactive interview tasks. Belief exploration tasks 

(concept mapping, text and topic sorting sentence completions, lesson plans, and writing 

the personal theory of the content) encouraged the participants to express and share their 

personal theories about English teaching. Pedagogical inierpretation tasks (analyses of 

their own teaching experiences, reflections on cases of other English teachers, responses to 

pictures of teachers, and hypothetical situations) encouraged the participants to contemplate 

and rationalize their own and others' teaching decisions. The completed written tasks, 

additional lesson plans, and interview transcripts of task discussions were compiled in each 

participant's personal content belief archive. Both participants' archives were analyzed to 

compare the content and the manner of their responses to each task. The participants 

related personal experiences, lessoa ideas, comments about students, and beliefs about 

Engh'sh and teaching. The participants hesitated or requested clarifications during some 

tasks but confidently completed others. Besides content and confidence, differences in rate 

of speech and tone indicated the very personal nature of these beliefs. Each participant also 

reviewed and analyzed her own archive at various points, supporting, clarifying, and 

exemplifying the conclusions reached by the researcher. Each participant's archive was 

further analyzed to identify trends in personal theories. A comparison between participants 

suggested both held personal theories about the role of the teacher, the specific &iglish 

content and skills students should be taught, the usefulness of these skills, and the means 

each used to continue learning about Qiglish and its teaching. Ultimately, the participants 

referenced their theories of the content and their attempts to enact them as they discussed 

their student teaching. Implications included the increased reflection by the participants 
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after completing the tasks and analyzing their archives, and the depth and variety of 

information about preservice teachers' practical knowledge gathered through the study 

tasks. Thus, the study added to what is currently known about preservice teachers' 

knowledge and their ability to articulate and reflect on their knowledge as they teach and 

learn. 
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The Construction and Use of Two Preservice English Teachers' 

Personal Content Belief Archives 

INTRODUCTION 

Statement of the Problem 

At the time this study originated, the importance of preservice teachers' personal 

beliefs and experiences in their development as teachers had become strongly 

acknowledged in recent reviews of the literature in the field of teacher education (Carter, 

1990b; Carter & Doyle, 1996; Shulman, 1987; Zeichner, 1990). In light of this 

acknowledgment, many pedagogical practices had been identified for teacher educators' use 

in encouraging their students to reflect on their personal experiences and discuss the impact 

of these experiences on their beliefs and practices as teachers (Carter, 1994; Connelly & 

Clandinin, 1987; Fox, 1993b; Holt-Reynolds, 1992; Knowles & Holt-Reynolds, 1994; 

Zeichner, 1963). Yet several educational researchers had noted that, for a variety of 

reasons, preservice teachers often did not teach their content as they would have liked to; 

they still had difficulties in bridging the theory-to-practice gap in enacting their beliefs while 

teaching their subject matter (see, for example. Fox, 1993b; John, 1991; Ritchie & Wilson, 

1993). Preservice teachers seemed to struggle to form a solid conception of how to teach 

what they wanted, in ways they wanted to teach it, in order for students to get out of it 

what the preservice teachers were intending. 

In a 1991 study, John explained this dilenmia as faced by a student teacher named 

Amelia, who fell back on the teaching methods she had experienced as a student: 

"Interactive group approaches and other preferred methods were left behind as she 

struggled with her ideals in the face of classroom realities...By April these problems had 

become magnified with Amelia preparing mundane lessons and simple tasks" (pp. 363-4). 
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Similarly, Grossman (1969a) described a student teacher who was caught between teaching 

as she had been instructed in her teacher education class, and teaching in ways she 

personally had felt were meaningful as a student. Other researchers had also identified and 

discussed the difficulty many preservice and beginning teachers have in providing 

instruction in ways they feel are relevant and effective for the goals they have set (e.g. 

Bullough, 1987; Knowles & Holt-Reynolds, 1991; Lidstone & Hollingsworth, 1992). 

A growing cadre of teacher educators had been trying to identify why preservice 

teachers had this difficulty in enacting their beliefs of how their subjects should be taught. 

Knowles and Holt-Reynolds (1991,1994), among others, suggested that teacher education 

programs may not have fully taken into account the influence of preservice teachers' 

personal histories as subject matter students. More specifically, research by Grossman and 

Stoldosky (1995) suggested that preservice teachers were not fully introduced to specific 

subject-matter subcultures, which encompass not only particular teaching methods but also 

guidmg beliefs about the purposes of teaching the specific subject matter. And, in a more 

general sense, student teachers observed by Lidstone and Hollingsworth (1992) would 

have benefitted from "someone to help [them] sort out all of the thoughts and ideas [they] 

had about teaching and learning [and help them] remain true to [their] ideals without getting 

overwhebned with them" (p. 55). Some even feared pressure to become clones of their 

cooperating teachers (Fox, 1993c). 

It seems that, despite the recent acceptance of teachers' beliefs and personal 

preferences as sound bases for making educational decisions, the preservice teachers 

themselves were not explicitly acknowledging nor formulating their personal theories of 

what content should be taught, why, and how. They were serving as sources of 

information which researchers tapped, but the data were analyzed largely by the researchers 
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and coded into categories and examples related through the "outsider's perspective" (Carter 

& Doyie, 1996, p. 62). The problem, it seemed, lay in the fact that preservice teachers 

were not explicitly acknowledging and reflecting upon their personal beliefs and goals as 

teachers. Preservice teachers needed to articulate and analyze their personal experiences 

with their content areas, developing their pedagogical content beliefs as well as pedagogical 

content knowledge and practices that would allow them to enact those beliefs. 

Purpose of the Study 

This study was an exploration of an attempt to encourage two preservice English 

teachers to explicitly identify their personal theories about the content they were teaching, 

and to critically reflect on their thinking and teaching, in order to explore the enactment of 

these theories. To this end, the two preservice English teachers participating in this study 

were involved in a series of connected, deliberate belief exploration tasks and pedagogical 

interpretation tasks which required them to: 

1. explore personally signiflcant experiences in their content area; 

2. suggest and respond to beliefs and practices of other English teachers; 

3. reflect on the personal beliefs about their content area that arose from these 

experiences; 

4. articulate diese personal beliefs as explicit personal theories d* the content; and 

5. examine pedagogical practices in their teaching in light of their personal 

theories of the content.^ 

^These are based on suggestions for teacher educators made by Fox (1993c), as a result 
of her own study and those of others: "1. [Tlhrough the recursive processes of inquiry and 
reflection, teacher educators must allow future teachers to have opportunities to idratify, 
examine, and perhaps even overcome their 'mental images' of teachers and teaching...2. 
Enable novices to grapple with their beliefs about teaclung and learning, to explore their 
knowledge and conceptions of subject matter, to provide an occasion for transition to 
pe^gogical thinking, and to engender a reflective attitude toward teaching..^. [H]elp 
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The purpose of this study, then, was to examine the content and context of two individual 

preservice English teachers' understandings and enactments of their personal theories of the 

content when they were encouraged to explore and explicitly recognize and articulate these 

theories and reflect on their enactment. 

Background and Significance of the Study 

Background 

My interest in what I had recognized as personal theory of the content and its 

enactment originated in my own personal history as a preservice and beginning teacher of 

English. During my teacher education program I found it easy to plan lessons and even 

units that were creative, that incorporated the many facets of "language aits," and that 

would excite my students with the wonders of the English language. As a student teacher, 

however, I began to wonder how I was supposed to connect these individual lessons and 

units into a truly meaningful curriculum. I knew how to write course and year-long 

objectives and connect individual lessons to these; I knew how to follow the district's 

curriculum guide in selecting content and outcome goals. But I had the uneasy feeling that 

those objectives and goals formed a fragile framework providing litde solid substance. I 

feared that knowing how to plan was not going to be enough to give an entire course 

cohesive meaning or meaningful cohesion. 

This concern followed me into my teaching. As a first-year teacher charged with 

instructing high school seniors in the study of the classics of world literature, I clung to one 

thought from my preservice &iglish education courses: tie the words and images from the 

past into their modem lives. My students kindly held on as I compared poems about 

prospective teachers when their ideas about the best procedures and practices for teaching 
^glish 'clash' with what they experience in school contexts during the initial phases of 
learning to teach" (pp. 35-36). 
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mummification to newspaper articles on ciyonics, enthusiastically asked them to rewrite 

The Odyssey in terms of their own lives, and spouted African folk tales throughout a 

prolonged viewing of Out of Africa. I infused their world into the textbook's "classics" in 

every way I could think of - and I was desperately unhappy. I felt as though I were in a 

small boat named "Relevance" on a large sea of English, casting out lines in every direction 

to hook pieces of literature and tie them fast to my boat; but the lines and the boat did not 

provide enough support for my students to be able to grasp and understand and use 

literature on their own - nor to particulariy want to. I spent two more years searching for 

the cohesion and direction that would give the course purposeful meaning to my students, 

and made some progress. But it still was not quite right. 

Several years later, as a graduate student, I took another course in the teaching of 

literature, and suddenly it all made a little more sense. The primary text and some of the 

course activities led me to really think about English as a discipline and what it was good 

for. Perhaps it just gave me the time to focus on Hlling in the details of what it meant to tie 

the words and images from the past into their modem lives - time to identify what about 

this phrase was appealing to me, as well as what about it I disliked. In short, I began to 

develop a personal theory of the content. Then I was able to search for teaching methods, 

materials, and content that would allow me to enact that dieoty, consistently and 

coherently, in the classroom with students. I had now developed a much larger and more 

detailed picture of what it meant for me to teach English, and how I wanted to do it 

So it was from this perspective of experience that I read with empathy cases of 

frustrated preservice and beginning teachers such as those cited in the introduction to this 

study. It was also as a teacher of preservice teachers that I found myself again pinning 

down my theories of teaching tMs content, flUing out the picture with details, and again in 
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this new-to-me content area finding ways to tie the words and images from their pasts into 

their current lives. At this point in my journey I hoped to engage preservice teachers in 

explicitly identifying and analyzing their own theories of the content, thereby potentially 

arming themselves with personally meaningful rationales to give backbone to what they had 

chosen to do in their classrooms. 

This desire led me to studies in the teaching of English in an attempt to find out 

what had been done to facilitate preservice English teachers' development of personal 

theories of the content. Many studies had revealed preservice and beginning teachers' 

beliefs about the discipline of Biglish and methods they used in teaching (e.g., Elbaz, 

1981; Fox, 1994; Grossman, 1989b, 1991; Stodolsky & Grossman, 1995). These studies 

produced case studies of individuals' classroom activities, analyzed data for trends in 

personal influences on teaching decisions, provided descriptions of preservice teachers' 

beliefs about their content areas, and revealed successes as well as struggles. 

A sample of the research findings suggested that English as a discipline might be a 

particulariy confusing subject about which to develop and practice a clear, consistent 

personal theory because of its potential interdisciplinary nature, wide curricular scope, and 

malleable curricular sequence (Grossman & Stodolsl^, I99S): 

Even though Jenny saw English as a somewhat eclectic subject, she did settle on 

certain aspects of English as being of primary importance. (Fox, 1993c, p. 8) 

She had always worked to balance two potentially conflicting aspects of the subject 

matten she had tried to give students an appreciation of the literary work being 

studied (as an aesthetic object with its own intrinsic value), but had been even 

more concerned to make the text relevant to students' own concerns. (Elbaz, 1961, 

p. 56) 
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Nancy characterized her treatment of literature in terms of a general theoretical 

model that she employed. (Shulman, 1987, p. 2) 

Kate wavered between her explicit goals for teaching English and her implicit model 

for teaching English acquired through her experiences as a student...Thus while her 

ideas allied her with the graduates of teacher education, her classroom practice did 

not. (Grossman, 1989a, p. 26) 

Few studies in the field of the teaching of Biglish, however, studied what 

happened in the minds of preservice teachers as they explicitly attempted to identify and 

solidify their personal theories about this complex subject area, or as they analyzed the 

teachings and beliefs of other teachers of English. In his 1989 "agenda" for research in 

teacher education, O'Loughlin suggested that preservice teachers be "given the opportunity 

to develop the capacity to recognize and articulate their own beliefs...and engage in a 

critical examination of their own beliefs" (p. 14; see also Carter & Doyle, 1996; Griffiths & 

Tann, 1992; Richardson, 1996; Ritchie & Wilson, 1993). The next logical step in 

preservice English teacher education research, therefore, seemed to be the study of 

individual preservice teachers' reflections on and attempts to make sense of English and its 

teaching as they worked through this struggle (cf. Fox, 1996). 

Significance 

In a review of studies on learning to teach. Carter (1990b) noted, "Taken together, 

these studies suggest that differences in teachers' disciplinary knowledge, background, 

experiences, and orientations have a significant impact on how teachers organize instruction 

and represent the substance of their curriculum to students" (p. 306). The significance of 

the present study was its attempt to record two preservice Qiglish teachers' thoughts as 

they accessd and utilized their knowledge and beliefs about the teaching of BigUsh, 



particularly while they were responding to new experiences. The need for such an addition 

to the understandings of preservice Biglish teachers had been noted throughout the recent 

studies in the field of teacher education. Carter and Doyle (1996) noted that "the basic 

ideas novice and experienced teachers have about teaching are remarkably coherent and 

serve a powerful organizing and explanatory function in their thinking and decision 

making" (p. 51). Similarly, Grossman (1991) emphatically wrote, "English education can 

and must help prospective teachers construct these [personal] pedagogical understandings 

of subject matter" (p. 52). 

This study acknowledged preservice &iglish teachers' personal experiences and 

beliefs. In articulating their personal theories of the content, the participants were 

encouraged to examine their preferences as students as well as teachers, and the reasons 

behind those preferences. Knowles and Holt-Reynolds (1994) wrote that "preservice 

teachers used the stories of their lives as students to make sense out of theory-laden, 

premise-driven ideas they encountered in teacher education coursework. They referenced 

themselves" (p. 9). This study attempted to focus these two preservice English teachers on 

referencing themselves. 

Also, this study encouraged the participants to explicitly identify and analyze their 

personal theories of the content. This was a potentially major step in their professional 

development; as Holt-Reynolds (1992) asserted, "It is altogether possible that these 

personal history-based lay theories could indeed act as helpful schemata that preservice 

teachers can expand as they pursue their formal studies of teaching" (p. 327). Indeed, in 

their 1996 analysis of biographical studies in teacher education. Carter and Doyle 

commented on "the fimctional value of strong and durable conceptualizations in helping 

teachers meet the harsh demands of both acting in complex settings and constructing an 
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understanding of that action" (p. 54). Even more specifically, it has been suggested that a 

solid conception of their beliefs about the subject may give preservice teachers "the 

confidence to teach while fulfilling [their] philosophical and practical needs'* as teachers 

(John, 1991, p. 369). As Clandinin (1992) explained, "We want [preservice] teachers to 

team to live their stories in practical situations and to see new possibilities for living out 

different stories than those they experienced as students" (p. 12). Reflecting on various 

beliefs and practices of the subject, in addition to their own, might help preservice English 

teachers become aware of the possibilities before them and the limitations within which 

they might be working. 

Research Questions 

This study provided an answer to one particular question; that was. What happened 

when a preservice English teacher was encouraged to analyze and reflect on representations 

of personal dieories of the content - both those held by other teachers and those which she 

herself held? 

The broad research question was fueled by several others noted as implications of 

recent studies in teacher education. Knowles and Holt-Reynolds (1994) asked, "How do 

personal histories shed light on the process of becoming and being a teacher? How do 

personal histories fit into pictures of teacher education and ongoing professional 

development?" (p. 7). And Grossman (1991), following her study of preservice English 

teachers' personal theories of the content, contemplated: "It is a teacher's own knowledge 

and beliefs concerning the teaching of Biglish that continues to exert a major influence on 

the particular version of English appearing in any given classroom [and includes] their 

purposes for teaching English, their curricular knowledge of language and literature, and 

their knowledge and beliefs about students' abilities and interests...Yet how do beginning 
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teachers...develop this knowledge? And what role does professional preparation play in 

the construction of pedagogical content knowledge?" (p. 39). The current study examined a 

particular slice of professional preparation - particulariy, the personal content and 

pedagogical content knowledge that was explored and tested out by two preservice English 

teachers as they engaged in reflective tasks. The specific research questions, then, were: 

1. What was the nature of these preservice English teachers' personal theories of the 

content, when they were prompted to explore their beliefs in a varieQr of ways? 

2. What was the nature of their responses to beliefs and practices of the subject that were 

congruous with their own? 

3. What was the nature of their responses to beliefs and practices of the subject that were 

incongruous with their own? 

4. What was the nature of their responses to the researcher's presentation of their personal 

theories of the content? 

5. What was the nature of their own explicit articulation of and reflection on their personal 

dieories of the content, prior to and during student teaching? 

Terms 

The particular methods of this study (focusing on interactive data collection 

techniques) and bodies of data collected were identified throughout the study by the 

following general terms: 

Belief exploration task: any of a varieQr of tasks that encouraged the participant to recall 

and reflect upon studenting and teaching experiences that may have been significant 

in forming or influencing her personal beliefs about the importance and means of 

the teaching of English. These beliefs were explored through tasks including 

reflections on teaching experiences, concept maps, planning tasks, sentence 
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completions, text sotting tasks, and reflection on the individual participant's 

personal content belief archive (including the proposed theory of the content', see 

Appendices J and K for the two participants' complete personal content belief 

archives). 

Interactive interview: any interview which centered discussion on or was prompted by 

material items. These interviews engaged each participant in reflecdons on the 

concept map, planning tasks, sentence completion, text sorting tasks, picture tasks, 

case analyses, and the individual's personal content belief archive. 

Pedagogical interpretation task: any of a variety of experiences that encouraged the 

participant to reflect upon and analyze articulations and enactments of personal 

theories of the content. These included reflections on accounts of the participant's 

own beliefs and teachings as well as instances of other teachers' beliefs and 

teachings, particularly during the reflections on teaching, sorting tasks, picture task, 

and case analyses. 

Personal content belief archive: the collection of narrative and observational documents and 

records that were gathered about the individual's responses and experiences during 

this study. These documents included lesson plans, concept maps, written sentence 

completion exercises, the anonymous case description, records of text sotting 

tasks, interview transcripts, videotapes taken during data collection, and the 

researcher's field notes from observations of teaching (see Appendices J and K for 

the two participants' complete personal content belief archives). 

Personal theory of the content: each participant's written articulation and discussion of her 

personal beliefs about what to teach, why to teach it, and how she planned to teach 

it In writing this item, the participant was encouraged to review, discuss, and refer 
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to the contents of her personal content belief archive-, see Appendices J and K, items 

9, for each participant's personal theory of the content 

Proposed theory of the content: the researcher's written description of the individual 

participant's personal theory of the content, based upon the data collected from the 

participant during the study and presented to the participant for conunent and 

reflection prior to the final observations of student teaching; see Appendices J and 

K, items 8, for each participant's proposed theory of the content. 

Procedures 

The exploration of two preservice English teachers' personal theories of the content 

were recorded as they revealed and examined their implicit beliefs about the subject and 

their enactment of these beliefs, and reflected upon the content-area beliefs and practices of 

other English teachers. The records of this exploration formed, in part, each individual's 

personal content belief archive (Appendices J and K). 

The two participants were chosen from among four potential participants based on a 

varieQr of factors. First and foremost, in a preliminary interview, each selected participant 

demonstrated a willingness to talk about her life and thoughts and an ability to "think" 

aloud. Additionally, the two selected preservice teachers were scheduled to teach the same 

or similar content during their student teaching experiences and were working toward 

receiving die same English licensure. Finally, both understood and accepted die time and 

thought commitments required for completion of the study. Thus Gina^ and Vicki^, two 

preservice teachers who were willing and able to share their thoughts for the duration of the 

2Not her real name. 

3Not her real name. 
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study, began their participation at the start of the semester prior to their student teaching and 

concluded their participation nine months later. 

Specific data for the study were collected during a series of individual interviews 

and observations of teaching. First, each of the two participants was interviewed regarding 

personal experiences as a student of English and about the teaching of English. During this 

interactive interview, the participant was led duough a structured series of belief 

exploration tasks designed to encourage her to recall and reflect on studenting and teaching 

experiences that may have been significant in forming or influencing her personal beliefs 

about English and its teaching. These tasks included creation and explanation of a concept 

map of the subject, discussion of a prior teaching episode, explanation of a self-created 

lesson plan, and performance of a sentence-completion task regarding the discipline and 

teaching of English. Each participant was also observed while teaching a lesson to a class 

of secondary students, for which lesson plans and materials were requested. All of these 

items were placed in a folder labeled as the participant's personal content belief archive (see 

Appendices J and K, items 1 - 4). The interview transcripts and related documents were 

then analyzed by the researcher, and a brief case description of the participant was 

constructed (see Appendices J and K, items 7). 

Next, each participant was individually involved in a longer series of interactive 

interviews designed to elicit and record her reflections as she engaged in a collection of 

tasks and analyses of documents. This second set of belief exploration tasks was 

accompanied by several pedagogical interpretation tasks, which were designed to engage 

the participant in responding to and analyzing the beliefs and practices of other English 

teachers. To this end, each participant was asked to talk aloud while considering several 

potential EngUsh topics, sotting an array of literary pieces, planning a lesson. 
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hypothesizing the events and purposes behind pictures of teachers while teaching, and 

interacting with cases of four English teachers' teaching of and statements about English. 

In addition, the brief case study of the participant (which was constructed by the researcher 

from the previous interactive interviews) was included anonymously for the participant to 

orally respond to and analyze. Again, all documents and interview transcripts were added 

to the participant's personal content belief archive (see Appendices J and K, items 5-7). 

At this point, all data were again analyzed by the researcher, and a description of the 

participant's responses and beliefs was written. Additionally, the researcher composed an 

informal proposed personal theory of the content for each participant (Appendices J and K, 

items 8). 

A third interactive interview engaged the participant in responding to her proposed 

personal theory of the content (Appendices J and K, items 8). In addition to responding to 

the proposed personal theory of the content, die participant was encouraged to review and 

discuss with the researcher the documents collected in her personal content belief archive. 

Following this reflection and discussion, the participant was asked to write a personal 

theory of the content stating her beliefs about what she would teach, why, and how. This 

statement was then added to her personal content belief archive (see Appendices J and K, 

items 9). 

Finally, each participant was observed four times while student teaching (see 

Appendices J and K, items 10, for lesson plans and materials for final observations). The 

researcher's narrative notes from these observations dien served as prompts for discussions 

about teaching English and enacting the personal theory of the content, and any revisions to 

that written document the participant wished to make at that time. These discussions 

inmiediately followed each observation. Ultimately all items in the personal content belief 
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archive, along with records of interviews and observations, were analyzed and a Hnal 

description of the construction and use of the personal content belief archive of each 

participant was written. In addition, comparisons between the researcher's and 

participant's findings were discussed, as well as the responses of the two participants to the 

various belief exploration and pedagogical interpretation tasks. 

Limitations 

As in many qualitative studies, the limitations of this study were significant for 

those interested in generalizing the findings to preservice teachers. This study had only 

two participants. However, the purpose of the study was only to present the process and 

the understandings of these two individuals; no pretense toward generalization had been 

made, other than to suggest that most preservice teachers go through some evolution of 

their personal and professional knowledge of teaching. 

Summary 

This study recorded the reactions and reasonings of two preservice English teachers 

as they were asked to reflect and re-reflect on their beliefs and practices about the teaching 

of English. As the participants were involved in a range of belief exploration tasks and 

pedagogical interpretation tasks, the evolutions of their understandings and thoughts about 

teaching fiiglish were revealed. Ultimately, their personal content belief archives and 

personal theories of the content illustrated the developing minds of these young teachers-to-

be as they worked through what they hoped to do as teachers. 
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REVIEW OF LITERATURE 

Introduction 

Teacher knowledge was a focal point in educational research over the last two 

decades. Teachers' knowledge of subject matter, instructional methods and strategies, 

students, and themselves as teachers and learners had been explored in various ways and 

revealed as highly personal stories, narratives, and understandings of their work (cf. 

Carter, 1990b; Carter & Doyle, 1996; Qandinin, 1992; Gandinin & Connelly, 1996; 

Connelly & Clandim'n, 1987, 1994; Bbaz, 1981, 1991b; Grossman, 1990; 

Gudmundsdottir, 1991; Knowles & Holt-Reynolds, 1994; Richert, 1992; Wilson, Ritchie, 

& Gulyas, 1993; Wilson & Ball, 1991). The present study sought to explore a specific 

dimension of preservice English teachers' knowledge - that was, the theories of the content 

reflected on and constructed by die participants. Therefore, this review of the literature 

briefly discusses several relevant types of teacher knowledge; outlines research regarding 

the development and nature of preservice teachers' knowledge; and presents the findings of 

studies about content area beliefs - particularly those in English. 

Types of Teacher Knowledge 

meachers' knowledge as shown in their woric with children and texts is a 

multifaceted expression of personal values and conunitments, history and tradition, 

practical constraints, and opportunities. (Elbaz, 1991b, p. 300) 

Elbaz's eloquent phrasings almost deemphasized the current notions that book and 

theoretical knowledge of teaching represented the form and content of just one slice of 

teacher knowledge. The broader aspects of teacher knowledge concentrated on this work 

with children and its expressive nature, including teachers' personal theories, beliefs, 

thoughts, and decisions (Hewson & Hewson, 1969) as well as experiences gained in the 
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roles of both student and teacher (Knowles & Holt-Reynolds, 1991; Lortie, 1975). These 

various aspects of teacher knowledge were identified, studied, and discussed in many 

articles. Those deemed most relevant to the cuiient study included teachers' content 

knowledge, pedagogical knowledge, pedagogical content knowledge, and personal 

practical knowledge. A brief description of each of these is outlined below. 

Content Knowledge 

Undeniably, teachers should have knowledge of the specific skills and information 

they foster in their students. This was commonly referred to as "content knowledge" (c J. 

Shuhnan, 1966) - literally, teachers' own knowledge of the content they teach. Research 

into this aspect of teachers' knowledge identified three closely related yet distinct 

dimensions; these included teachers' substantive knowledge, syntactic knowledge, and 

beliefs about subject matter (Grossman, Wilson, & Shulman, 1989; Grossman, 1990). 

These dimensions focused less on the facts and skills of the subject and more on the 

personal frameworks teachers had for organizing and valuing the specific content 

knowledge they passed on to their students - or shared with their colleagues (cf. Gehrke, 

1991). Content knowledge was of course gained through teachers' own experiences as 

students and learners, and technically could be the same for every individual who was 

exposed to the same content But beliefs about and substantive and syntactic knowledge of 

that content would more likely be formed and held individually; they might be personal 

reactions to answering questions such as "Is this *fit to be taught'?" (Shulman, 1987, p. 

16). 

Therefore, the impact of teachers' content knowledge on students' learning should 

not have been overlooked as simple knowledge of the content As Grossman-and 

Stodolslgr (1994) suggested, "[subject matter] serves as a filter through which teachers 
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plan work, create associations...and, of course, interact with students" (p. 181). This 

interaction of content knowledge with students became apparent as teachers applied their 

pedagogical knowledge, which will be discussed next 

Pedagogical Knowledge 

Knowledge of such elements of teaching as instructional methods and learning 

theories, typically identified as "pedagogical knowledge" (Shulman, 1986), definitely 

helped teachers to facilitate their students' learning. Traditionally, this was the type of 

knowledge teachers would be expected to gain through their professional coursework; and 

traditionally, this Qrpe of knowledge (along with content knowledge) was considered the 

extent of teachers' needed professional instructional understandings. But as the term 

"teacher knowledge" was further analyzed, pedagogical knowledge came to be seen as a 

large, almost tangible umbrella of textbook-knowledge - as Grossman (1990) described it, 

"a body of general knowledge, beliefs, and skills related to teaching" (p. 6). This was not 

to suggest that it was unimportant, but it was a type of teacher knowledge that was put 

there, more than evolving from within the teacher herself (Carter, 1990b). 

Lidstone and Hollingsworth (1992) studied teachers' pedagogical knowledge and 

further explored the role of experience in helping teachers incorporate this infonnation that 

had been put there by teacher education courses into their own understandings. The 

researchers described beginning teachers' pedagogical knowledge as being "rote 

understanding": 

Rote understanding of a pedagogical concept means that teachers either a) talk 

about the importance of a concept but actually don't apply it; b) talk about a concept 

but apply it pooriy; or c) can use the pedagogical concept but have a superficial 

understanding of why they are applying it (p. 45). 
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At the beginning of the teaching career, it seemed, pedagogical knowledge was still in the 

domain of teacher educators' understandings; it had not yet become the teacher's own. But 

as a teacher gained experience in applying pedagogical knowledge in real teaching 

situations, she moved to the "routine level," in which she was able to "talk about the 

rationale behind the teaching technique and apply it, but only with much effort and thought, 

and only in a specific context" (p. 45). It seemed the need to apply the knowledge on her 

own and to see it play out in the classroom allowed the teacher to begin to assimilate the 

concept into her own understanding of teaching. Eventually pedagogical knowledge 

became "comprehensive knowledge"; at this level the teacher could discuss the technique 

from her own understanding and was able to apply it in various situations (p. 46). Thus, 

according to the researchers, was the evolution of the teacher's pedagogical knowledge. 

Pedagogical knowledge seemed to begin in teacher education courses. It provided 

teachers with the names and theoretical reasonings behind some of the specific instructional 

activities conducted by teachers. And although it would appear to take some time - and 

experience - for this teacher education knowledge to become teacher knowledge, it 

remained an integral and umque type of teacher knowledge. 

Pedagogical Content Knowledge 

Teachers' pedagogical content knowledge quickly came to be studied as a particular 

type of teacher knowledge in its own right Shulman (1987) suggested its natural 

emergence out of the juncture between content knowledge and pedagogical knowledge as 

he explained, "particular kinds of content knowledge and pedagogical strategies necessarily 

interacted in the minds of teachers" (p. 5). Thus, pedagogical content knowledge involved 

teachers' knowledge of particular instnicrional techniques and learning theories that were 

specific to subject matter. 
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Explanations of pedagogical content knowledge abounded in recent literature. In 

studying English teachers, Elbaz (1981) discussed it in terms of teachers' curricular subject 

matter knowledge. Hewson and Hewson's 1989 work with science teachers led them to 

the notion of "[a] range of different representations or transformations of the content" 

allowing teachers to "focus on different themes in the content, or adapt the content to 

different students" (p. 196). Similarly, in a study involving several beginning teachers, 

Lidstone and Hollingsworth (1992) discussed the subject/pedagogy facet of teacher 

cognition, "which includes the subject matter one chooses to teach and how one chooses to 

teach it" (p. 41). And Grossman (1989a) quite thoroughly defined the scope of 

pedagogical content knowledge as 

...conceptions of what it means to teach a particular subject, knowledge of 

curricular materials and curriculum in a particular field, knowledge of students' 

understanding and potential misunderstanding of a subject area, and knowledge of 

instructional strategies and representations for teaching particular topics (p. 25). 

This required teachers to organize their content knowledge into a curricular scope and 

sequence, identify appropriate instructional materials and strategies, consider relevant 

learning theories, and thereby transform the content into something she could meaningfully 

and effectively present to students. Pedagogical content knowledge was gained in the same 

situations as both content and pedagogical knowledge - that was, in classrooms and 

through teacher education courses and other learning experiences. But Uiroughout these 

definitions was the definite understanding that teachers were mentally manipulating and 

molding their knowledge into tangible representations for their leamers - they were not just 

being infused with knowledge of solid practices and prescriptive fiow-charts as to when to 

use them. This personal aspect of teacher knowledge is more thoroughly discussed in the 
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next section. 

Personal Practical Knowledge 

As described in the literature, personal practical knowledge was the teacher 

knowledge that came through experience in transforming content knowledge through the 

application of appropriate pedagogical and pedagogical content knowledge, carrying it out 

with students, and then evaluating it afterwards. It was a reflective, analytical, and 

adaptive type of teacher knowledge, evolving as teachers responded to acts of teaching and 

learning. Hbaz (1961) explained that it was "knowledge o/practice as well as knowledge 

mediated by practice" (p. 4S). While it might have had its roots in subject matter and 

teacher education classrooms, personal practical knowledge was part of the process 

through which "the effects of training on classroom performance are mediated by cognitive 

processes and contexts" (Carter, 1990b, p. 191). 

More recently, Carter and Doyle (1996) defined personal practical knowledge as 

"how individual teachers come to understand local, everyday events and decisions in their 

classrooms as part of their life narratives" (p. 16). Understanding teachers' personal 

practical knowledge in this manner emphasized the very personal nature of it; it was 

knowledge held by the individual of her own specific teaching situation. It also underiined 

the practical nature of it; as Richardson (1996) reiterated, "Practical knowledge is gained 

through experience, is often tacit, and is contextual" (p. 5). This tacit quality of personal 

practical knowledge led to researchers' explorations of teachers' images of what teachers 

wanted their teaching to be (ci. Calderhead, 1969). 

Several sub-categories of teachers' personal practical knowledge helped to further 

nil out the concept. For example, Gudmundsdottir (1991) explored the manner in which 

narratives preserved and transmitted teachers' practical craft knowledge. Practical craft 
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knowledge was implicit knowledge of teaching; while it is discussed more thoroughly 

below, suffice it to say here that it was pedagogical knowledge that was learned through 

practice in, observation of, and collegia! conversations about the classroom, rather than 

learned through theory in teacher education courses. Grossman (1990) also discussed 

teachers' knowledge of the context in which they taught; that is, specific knowledge of the 

particular students, community, district, and school within which a teacher worked. This 

was perhaps all encompassed by what Shulman (1967) referred to as the "wisdom of 

practice," explaining that "practitioners simply know a great deal that they have never even 

tried to articulate" (p. 12). Personal practical knowledge was knowledge just held by 

teachers - again, perhaps more in images than in words or other more explicit terms 

(Calderhead, 1989). 

Preservice Teachers' Knowledge 

The types of knowledge held by preservice teachers as discussed in the literature 

were similar to those of inservice teachers - except, of course, that preservice teachers had 

not had the opportunity to develop the practical, applied aspects of pedagogical knowledge. 

Still, their inexperience with teaching as teachers did not mean that preservice teachers had 

not had the opportunity to gain knowledge about their subject matter and about teaching, 

nor did it mean they had not begun to organize and mold that knowledge into their own 

unique understandings. The findings of educational researchers and theorists indicated just 

the opposite. 

For example. Stake's (1978) definition of tacit knowledge could definitely apply to 

preservice teachers: 

Tacit knowledge is all that is remembered somehow...[it] includes a multitude of 

unexpressible associations which give rise to new meanings, new ideas, and new 
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applications of the old...each person, expert or novice, has great stores of tacit 

knowledge with which to build new understandings (p. 6). 

It followed logically that preservice teachers had thoughts, experiences, and associations 

about their content and about teaching and learning. These stores of knowledge allowed 

them to build new understandings when faced with teacher education coursework and 

practical experiences with teaching. In this section several stores of preservice teachers' 

knowledge will be discussed, along with the particular types of teacher knowledge 

preservice teachers were developing. These included personal history, preservice teachers' 

beliefs, and preservice teachers' pedagogical knowledge. 

Personal History 

In their study of preservice elementary teachers, Wilson and Readence (1993) 

asserted that "the methods course and the cooperating teacher are not the only components 

to be considered in the development of the preservice elementary social studies teacher," 

concluding that preservice teachers' personal background and prior educational experiences 

played a large role in the development of their teaching knowledge (p. 222). Personal 

background and prior educational experience was the stuff of personal history, which 

Knowles and Holt-Reynolds (1991) defined as "those experiences diat mold the 

educational thinking of preservice teachers" (p. 89). 

Knowles and Holt-Reynolds were the parents of the notion of personal history in 

studies of preservice teachers; several of their studies and findings will be referred to 

throughout this section. These two researchers used personal histories as learning activities 

in their teacher preparation courses, as well as compiling them as documents of individual 

preservice teachers* personal evolutions as teachers (e.g. Holt-Reynolds, 1992; Knowles, 

1992; Knowles & Holt-Reynolds, 1991, 1994). Throughout their studies of personal 
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history, Knowles and Holt-Reynolds had found them to reveal as well as record a large 

part of what made preservice teachers who they were. In their own words, "...[personal 

histories] interact potently with preservice teachers' efforts to frame classroom events, to 

identify social and political factors that affect students, classrooms, and policies, and to 

adopt more principled ways of thinking about practice in general'* (Knowles & Holt-

Reynolds, 1991, p. 87). Viewed in this manner, a preservice teacher's personal history 

was his or her personal practical knowledge. In short, '*What they lived and leamed in the 

past and what they live and leam today becomes a history they reference for their living and 

learning tomorrow" (Knowles & Holt-Reynolds, 1994, p. 6). Several research studies 

explored various components of preservice teachers' knowledge gained through personal 

history. These included life experiences, folkways of teaching, and the apprenticeship of 

observation (cf. Richardson, 1996). 

Life Experiences. 

Our life experiences help mold who we are, what we think, and how we respond to 

new experiences. Connelly and Qandinin (1987) stated that "[fjor a person to understand 

adequately his/her present situation...the person needs to bring forward prior, related, 

experience" (p. 132). For teachers, prior related experience included not only what they 

had leamed in classrooms (that will be discussed later), but also what they had leamed 

from life. These non-teacher life experiences included those involving family members and 

events, role models, reading, and other significant relationships and events (Knowles & 

Holt-Reynolds, 1991). 

In a study of two teachers, Bbaz (1991b) noted that "both of diem know from 

experience what the struggle to obtain education is like.. Jt is perhaps not surprising, then, 

that both tend to focus in their explicit comments on skills..." (p. 316). For these teachers. 
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their experiences as children had influenced the content and methods they used in teaching. 

They leamed about reading difficulties and the disadvantages resulting from lacking the 

skills held by others. This was not a lesson learned through a third grade social studies 

assignment or in a teacher education classroom or even as teachers of educationally 

disadvantaged students; this was learned through first-hand experience, and it affected what 

the teachers did in their classrooms. 

This impact of life experiences on teaching was also noted by BuUough (1967), 

who was working with a student teacher named Kerrie. "Kerrie drew upon her experience 

as a mother, even though her children were younger" and therefore described her seventh-

graders as '"naive, shy, know-it-all brats'" (p. 235). Kerrie developed this image of 

seventh-graders based on her life experiences as a mother; she applied this knowledge to 

her teaching situation and responded to her students as a teacher on the basis of that mother 
\ 

knowledge. Her life experiences were affecting her teaching practices and thoughts about 

students. 

Other studies noted the influences that new life experiences could have on student 

and beginning teachers. Speciflcally, these studies looked at the process of enculturation 

into the profession. Fox (1993a) noted that two student teachers "found themselves 

situated among a number of cultures: the academic communiQr, the Biglish education 

community (including the student teaching seminar), cooperating teachers and other local 

school colleagues, and the adolescent communis" (p. 349). While becoming a member of 

the profession and a member of a specific community were not teaching acts in and of 

themselves, they were new experiences that might have affected the way teachers viewed 

themselves and the act of teaching. For example. Fox (1993a) described the "conflicting 

views of Biglish, of teaching, and of schooling** these two student teachers were faced 
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with as a result of their enculturation, as well as state and curricular mandates (p. 349). 

Similarly, Grossman and Stodolsl^ (1994) studied the disciplinary socialization of 

pre service English teachers that took place in undergraduate and teacher education courses. 

These teachers were faced with new "norms and expectations" that undoubtedly affected 

their future teaching (Grossman & Stodolsky, 1994, p. 205). 

Enrollment in a teacher education program and student teaching assignments did 

provide new life experiences for preservice teachers to meld into their personal histories. 

But researchers of personal histories focused most on life experiences as a child and young 

adult, and as a person rather than as a teacher, when revealing what made a preservice 

teacher think and know what they did. "In effect, later contemporary experiences do not 

appear to carry the weight of earlier experiences'* (Knowles & Hoit-Reynolds, 1991, p. 

100). This fact would seem to be magnified in the knowledge of preservice teachers, as 

they did not have the personal practical knowledge of teaching that experienced teachers 

had. Definitely, the knowledge of preservice teachers was influenced by all that they had 

learned and experienced, not just that related to teaching and classroom life. 

Folkways of Teaching. 

Preservice teachers' knowledge also contained information about and experiences 

with the folkways of teaching. In an article detailing the folkways of teaching, Buchmann 

(1987) described them as '"teaching as usual'" (p. 1). The author went on to explain that 

folkways of teaching were those conmionly accepted and expected practices of teachers - so 

common, in fact, that they were a type of tacit knowledge that was most likely understood 

by all but rarely captured in explicit words. \\^th a phrase that might have raised the 

hackles of teacher educators, Buchmann (1967) explained, "[0]rdinary people under 

ordinary circumstances can get things rolling without any clear sense of them" (p. 3). 
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Neophytes could, in a sense, do teaching without fonnal education in teaching or even the 

theoretical underpinnings as to why certain teaching acts were done when or how they were 

done. 

But the folkways of teaching might have provided more than just the knowledge 

that was necessary for young children to play school. In a study of preservice English 

teachers, Wilson, Ritchie, and Gulyas (1993) realized: 

As we listened to the stories students composed in response to our prompts, we 

learned that what students come to understand and practice as teachers is largely 

shaped by the murmured stories they've heard over their years of experience as 

students in schools and as members of our culture, (p. 2) 

These murmured stories might have been the rumblings of Buchmann's folkways. 

Knowles and Holt-Reynolds (1991) described how these murmured stories and folkways 

might have becomed assumed by students, reminding that "only the surface features of 

teachers' presentations are readily observable. Teachers' rationales are hidden, not easily 

extrapolated from observable events" (Knowles & Holt-Reynolds, 1991, p. 104). It was 

in this way that the folkways of teaching were perhaps a form of hidden curriculum, quietly 

conveying images and values that future teachers saw but did not truly understand (John, 

1991; Portelli, 1993). Folkways of teaching might have become a part of the preservice 

teacher's personal history through a combination of osmosis and presumption. As 

Buchmann (1987) warned, "Students cannot know the 'inner nature' of teaching by 

acquaintance" (p. 19). 

This was again exemplified in the words of Bullough's (1967) student teacher, 

Kerrie, who said, '"It's like, teachers have the students do the same things over and over 

again because the students know how to do them'" (p. 241). In explaining why teachers 
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used the methods they did, Kerrie could only find a superficial explanation. Of course, 

these were methods that Kerrie herself did not agree with and did not use - perhaps because 

she didn't understand them; so she chalked them off as 'teaching as usual', as folkways. 

And periiaps more than one teacher found him or herself perpetuating a folkway by, for 

example, asking questions to see if students knew the answer, rather than because the 

teacher really wanted to know the answer (Buchmann, 1987). 

Buchmann (1967) declared diat "folkways are not the product of 'purpose and wit'; 

rather, they develop 'unconsciously'. People learn folkways by tradition and imitation" 

(p. 8). As an unconsciously developed and imitated tradition, folkways seemed to be a 

source of teacher knowledge readily acquired by preservice teachers. And research of 

preservice teachers' knowledge suggested that folkways were indeed noticed by preservice 

teachers. These folkways were most likely acquired during preservice teachers' 

apprenticeship of observation, which is discussed below. 

Apprenticeship of Observation. 

Lortie (1975) coined the phrase "apprenticeship of observation" to describe the 

knowledge preservice teachers gained by being students and experiencing teachers teach. 

This was a logical source of information about teaching; by the time they themselves 

became teachers, preservice teachers had witnessed several classroom events and 

experienced the results of teachers' actions (Richert, 1992). Several researchers studied 

this powerful source of preservice teachers' knowledge, describing how it affected both 

their knowledge of teaching and their preferred practices. 

Knowles and Holt-Reynolds (1991) asserted that "[p]reservice teachers use their 

own experiences as reliable data for generating beliefs about 'good' teaching" (p. 93). In 

their 1991 article, Knowles and Holt-Reynolds explained that for particularly good or 
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particulariy bad studenting experiences students immediately (and periiaps unconsciously) 

noted what the teacher had done to 'cause* that experience. The authors pointed out that 

students' receptors were out at all times, gathering information on and judging teachers, 

assignments, and classroom events. And a study by Fox (1993c) indicated that teachers 

were influenced not only by their experiences as public schoolchildren, but also from 

college and teacher education courses, other preservice teachers, and teachers they worked 

with in schools. Thus, the apprenticeship of observation provided a great deal of potential 

information for preservice teachers to add to their knowledge stores and to influence what 

they took in. 

Research studies and articles also explained how this information influenced the 

teaching preferences of preservice teachers. Preservice teachers evaluated information 

provided in teacher education courses and modeled their own teaching based on their 

personal evaluation of good and bad studenting experiences (Girter & Doyle, 1996; 

Knowles & Holt-Reynolds, 1991). 

Many studies seemed to And that preservice teachers rejected the methods under 

which they had been taught as students. Bullough (1987) woriced with a student teacher 

who organized her lessons into learning centers and explained,'"[ think I did that because I 

got a lot of lecturing (as a student)"' (p. 235). For this preservice teacher, lecturing had not 

provided good experiences; somewhere along the line she had leamed about centers and 

chose to use them instead. Similarly, Fox (1993c) discussed the teaching preferences of 

Jenny: "Although she reported that 'it's not at all' what she participated in during her own 

high school English classes, Jenny told me that she would want to uncover 'the underiying 

aspects, the controversial issues...within a book'" (p. 8). Again, Jenny knew what she 

disapproved of and found an alternative that was more appealing. 
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Unfortunately, preservice teachers did not always easily find an acceptable 

alternative; as Anderson and Holt-Reynolds (1995) related, "Kayla was discouraged with 

her experiences as a learner of mathematics and came with vague notions of what she did 

not want to do as a teacher...However, she did not have a well-developed image of what 

might be possible instead" (pp. 13-14). Although Kayla's apprenticeship of observation 

provided her with knowledge of what she wanted to avoid, research suggested that without 

a clear focus of what she'd rather do, Kayla would most likely wind up teaching as she had 

been taught (cf. Grossman & Stodolsky, 1994; O'Loughlin, 1989). 

But sometimes preservice teachers chose to teach the way they had been taught. In 

one 1989 study, Grossman found that "while [Kate's] ideas allied her with the graduates of 

teacher education, her classroom practice did not" (Grossman, 1969a, p. 26). In her 

teaching, Kate gave in to the pull of her apprenticeship of observation, set aside her teacher 

preparation experiences, and taught as she had been taught This was not necessarily an 

example of falling back on the folkways; John (1991) presented the preferences of 

Elizabeth, who gladly taught math using the techniques she had experienced as a student. 

In fact, Elizabeth had been so strongly influenced by her math teacher that she resisted 

pressure from her colleagues to vary her instructional methods. In Elizabeth's own words, 

'"that's how I think maths should be taught...I don't really want to change because that's 

how I want to teach and I'm happy with it'" (John, 1991, p. 369). Apparently Elizabeth's 

apprenticeship of observation had provided her with techniques she deemed to be 

successful; her own experience was too strong of an assurance for her to deny. 

Preservice teachers' personal histories, then, served very much the same purposes 

as teachers' practical knowledge. They witnessed teaching acts and experienced the results 

of the teachers' decisions; they weighed the acts and outcomes against their own 
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conceptions of what teachers were supposed to do; and evaluated the acts in relation to their 

own life experiences and preferences. Although these were vicarious acts of teaching, the 

preservice teachers were nonetheless actively reflecting on their teaching knowledge. In 

short, preservice teachers' personal histories ''comprise an essential foundation for 

preservice teachers' knowledge of classrooms, teachers, students, and instruction, which 

they then use to think about the potential value of ideas they encounter in course work as 

they develop knowledge about teaching" (Knowles & Holt-Reynolds, 1991, p. 91); and 

preservice teachers did seem to use their personal histories to refine their personal practical 

knowledge. 

Beliefa 

Preservice teachers' personal histories were structured around events and 

experiences, whereas preservice teachers' beliefs were structured around understandings or 

premises held by the individuals as truths (Richardson, 1996). For example, many 

preservice teachers believed that their students would be interested and involved because 

they would be exciting teachers with fantastic lessons (cf. Bullough, 1967; Weinstein, 

1990). And Knowles and Holt-Reynolds (1991) contended that preservice teachers' beliefs 

influenced every teacher behavior they chose. Similariy, Gudmundsdottir (1990) wrote, 

"(Tleacher educators need to help prospective teachers understand the influence that values 

have on the development of pedagogical content knowledge as well as the impact of dieir 

own values on their teaching practice" (p. 44). But the purpose of this section was not to 

describe the content of preservice teachers' beliefs (beliefs about relevant content will be 

discussed later in the chapter); rather, this section briefly discusses the formation of 

preservice teachers' beliefs as they are part of their knowledge of teaching. 

Fox (1994, 1995) indicated that preservice teachers formed their beliefs about 
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teaching and learning prior to entering their teacher education programs. Indeed, 

Richardson (1996) proffered that "[sjtudies of the origins of teachers' beliefs indicate that 

many different life experiences contribute to the formation of strong and enduring beliefs 

about teaching and learning" (p. 11, emphases added). Again the influence of personal 

history became apparent; strong personal beliefs were of course formed in response to 

significant experiences. Thus, beliefs about teaching and learning were a second form of 

preservice teachers' knowledge discussed in the literature. 

Lidstone and Hollingsworth (1992) delineated the role of teachers' awareness of 

their beliefs on their understanding and enactment of their knowledge of teaching. At the 

level of rote understanding, for example, "teachers are often unaware of their belief system 

or have a mismatch between their beliefs and teaching performance" (p. 45). Preservice 

and beginning teachers often operated at this rote level of pedagogical understanding; the 

ramifications of unawareness and mismatch ranged from confusion to frustration about 

why teaching practices didn't seem 'right'. Unless preservice teachers were encouraged to 

acknowledge their beliefs and understand them in relation to pedagogical practices, they 

tended to hold on to those beliefs without resolving the mismatch (McDiarmid, 1990; 

O'Loughlin, 1989). 

However, when teachers were encouraged to move on to the level of routine 

understanding, "they usually have not integrated their pedagogical routines with their belief 

systems" but were aware of their beliefs and the mismatch, and were beginning to resolve 

the confusion and frustration by either adjusting their practices to suit their beliefs or their 

belirfs to suit their practices (Lidstone & Hollingsworth, 1992, p. 4^. Current practices in 

teacher education sought to assist students in obtaining a match between their beliefs and 

practices. The evolution and nature of these practices is discussed in the following section. 
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Pedagogical Knowledge 

Pleservice teachers received most of their formal and explicit knowledge about 

teaching in their teacher education courses. This pedagogical knowledge was similar in 

content to that previously discussed of inservice teachers. However, an awareness of the 

knowledge held by preservice teachers, and the ways by which that knowledge could be 

affected by teacher education, was an important area of current educational research that 

was related to the present study. 

Current thought about the content, process, and purpose of pedagogical knowledge 

for preservice teachers was somewhat different than it had been in the recent past. 

Traditionally, teacher training in pedagogical theory "has been focused on what teachers 

need to know and how they can be trained" (Carter, 1990b, p. 291). This traditional view 

led to what was often referred to as the prescriptive approach to teacher education - an 

approach that held that teacher education should indoctrinate preservice teachers with 

theories and prescriptive ways of thinking about and conducting teacher activities (Doyle, 

1964). An example of this was seen in Wasserman's (1976) article, in which lesson and 

curricular planning were delineated into steps such as "Specify the learning outcomes" and 

"Identify the classroom practices required to do the job" (pp. 244-5). This prescriptive 

orientation fostered the rote understanding of pedagogical concepts that Udstone and 

Hollingsworth (1992) described. The result was one that Gandinin (1992) lamented, 

writing, "We do not create spaces to acknowledge either the ways they have already written 

their lives prior to teacher education or to the ways they continue to live their stories in the 

context of teacher education" (p. 194). 

In light of research into teacher and preservice teacher knowledge, however, teacher 

education had altered its orientation to one emphasizing the development of teachers' 
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personal knowledge (Carter, 1990b; Carter & Doyle, 1996; Fox, 1995; Richardson, 1994). 

In the words of Darling-Hammond and Cobb (1996), "[W]e have some evidence that 

powerful and innovative teacher preparation can affect the way teachers think about 

teaching and learning, students, and subject matter" (p. 65). This evidence seemed to come 

from research on reflection and an acceptance of the value of preservice teachers' prior 

knowledge, which in turn informed and transformed the instructional methods used to 

develop preservice teachers' pedagogical knowledge. Each of these major developments 

will be discussed in the following sections. 

Reflection. 

The need for preservice teachers to develop and use their skills of reflection was not 

a new concept; Cochran-Smith and Lytle (1990) pointed out that Dewey had suggested it 

years ago as a means of "integrating [preservice teachers'] observations into their emerging 

theories of teaching and learning" (p. 4). The assumption was that by engaging in 

reflection preservice teachers could put theoretical concepts into meaningful and appropriate 

frameworks for action (Grimmet et al, 1968; Perkins, Sinmions, & Tishman, 1990). This 

transformation and personalization of theoretical concepts moved preservice teachers 

toward Lidstone and Hollingsworth's (1992) level of routine understanding; this was 

explained further in the words of 2^ichner (1990): "Uleachers must play active roles in 

formulating the purposes of their work as well as the means" (p. 70). Reflection stood to 

aid preservice teachers in understanding and developing the reasons behind pedagogical 

theories, thereby making them personally meaningful. 

Prior Knowledge. 

The influence of preservice teachers' personal histories on dieir knowledge of 

teaching has already been discussed; but it must be mentioned here that the prior knowledge 
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of preservice teachers was currently being acknowledged as a legitimate resource for the 

development of preservice teachers' pedagogical knowledge (Carter & Doyle, 1995; 

Clandinin, 1992; Holt-Reynolds, 1992; 2^ichner, 1983). As Wilson and Ball (1991) 

explained, "[I]ndividuals create their own 'patchworks' of practice as they merge prior 

knowledge and experience with the new ideas presented to them as leamers and teachers" 

(p. I). Lidstone and Hollingsworth (1992) concurred, emphasizing that "prior beliefs, past 

experiences, 'worid views,' and varied classroom contexts" caused teachers to "pay 

attention to different areas in their learning to teach" (p. 47). Perhaps with this in mind, 

Girter and Doyle (1995) suggested that teacher educators "recognize the power and 

importance of preconceptions in learning to teach and to search for ways to nurture and 

support the negotiation of meaning in teaching practice, meaning that is grounded in diese 

preconceptions and evolving images" (pp. 190-1). The value of the prior knowledge, 

experiences, and resultant beliefs of preservice teachers was not being ignored. 

Holt-Reynolds (1992) agreed that preservice teachers' prior knowledge needed to 

be nurtured, emphasizing that according to theories of schemata development, "good 

teachers should work hard to help students access relevant prior knowledge and/or build it" 

(p. 326). Similarly, Hewson and Hewson (1969) refeited to the tenets of constructivism, 

stating that "humans are knowing, active, purposive, adaptive, self-aware beings" who 

"must construct their own knowledge, using their existing knowledge in order to do so" (p. 

192). 

It seemed that these teacher educators were encouraging dieir colleagues to once 

again practice what they were preaching. The rise reflection and prior knowledge had 

definitely made an impact on the pedagogical practices of teacher education. Developments 

in these practices will be discussed next. 
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Teacher Education Pedagogy. 

The shift from prescriptive to reflective and personally constructed orientations of 

teacher education affected the pedagogical practices used in teacher preparation. As 

BuUough charged in 1967, "|T]here is much that could be done to make this period more of 

an opportunity to team and to develop professional understandings and relations and less a 

trial of one's courage and endurance" (p. 249). In response, teacher educators studied a 

myriad of methods for connecting preservice teachers' personal knowledge with more 

traditional pedagogical knowledge in meaningful and purposeful ways. 

Narrative was one well-explored method for helping preservice teachers access and 

understand the relationship between their existing knowledge and the more fonnal 

pedagogical knowledge being introduced through teacher education courseworic. Some of 

these narratives were short, focused pieces such as Girter's (1994) well-remembered 

events (see also (Zarter & Doyle, 1995), constructing metaphors of teaching (cf. Carter & 

Doyle, 1996; Richards et al, 1992), and brief writings in which they described themselves 

as future teachers, including descriptions of their practices and beliefs (Richards et al, 

1992). These shorter narratives encouraged preservice teachers to reflect on their 

observations of teachers, as students, and personal experiences in classrooms in light of the 

theoretical knowledge they were discussing in their teacher education courses. Their 

beliefs and preconceptions might have been revealed explicitly and could have been 

reflected on in conjunction with coursework. 

Other narratives were more expansive, such as composing personal life stories 

highlighting their major influences on and reasons for becoming a teacher (Carter & Doyle, 

199S; Knowles & Holt-Reynolds, 1994) or personal autobiographies (Fox, 1993a; 

Connelly & Gandinin, 1994; Knowles & Holt-Reynolds, 1991). In this manner 
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concrete form, a "mode of knowing" (Carter, 1993, p. 5), which could then be analyzed. 

Knowles & Holt-Reynolds (1994), for example, studied the personal histories of 

preservice teachers to identify "the ways in which their personal histories influenced their 

thinking and played out in their practice" (p. 8). Regardless of length or specific topic, all 

narrative methods had one conunon element: they were autobiographical, focusing the 

preservice teachers on themselves. This way, personal knowledge and pedagogical 

knowledge were compared and assimilated. 

Other written pieces were less autobiographical and based more in research. For 

example. Fox (1993a) mentioned the development of classroom ethnographies and action 

research projects, which could be used to encourage preservice teachers to notice and 

reflect on theory in action. Holt-Reynolds (1992) required preservice teachers to explore 

arguments and alternatives to classroom situations, rather than to merely make suggestions 

of what they would do; this again encouraged them to consider the reasonings behind the 

practices instead of just the desired outcomes. And Fox (1993b) discussed the use of 

"thinl^* pieces - short, speculative writings designed to help preservice teachers connect 

theory to practice, again by focusing on understanding rather than rote action. 

Reflective and personally oriented pedagogical practices were, of course, not just 

written. Several uses of discussion were mentioned in the literature, again with the 

purposes of encouraging preservice teachers to explicitly articulate their knowledge and 

beliefs as well as to develop their understandings of pedagogical theory and practice. For 

example, Anderson and Holt-Reynolds (199S) described the use of "a 'fishbowl' 

discussion in which class members role-played student and teacher perspectives" about 

educational decisions, designed to elicit several understandings of the topic (p. 9). Besides 
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teachers with new experiences to respond to in their discussions. Similarly, Fox (1993b) 

suggested engaging preservice teachers in "reflective dialogue with others" (p. 16), which 

again stood to increase their awareness and considerations of their own, as well as others', 

understandings and beliefs of their practices. Wilson and colleagues (1993) presented die 

success story of Carol, who learned about her own beliefs, desires, and practices primarily 

through her involvement in interviews and conversations during her education coursework. 

So preservice teachers could, and did, develop their personal pedagogical knowledge by 

exploring it in spoken, as well as written, words. 

Cases of teachers and teaching were often used as stimuli for written and oral 

reflection and analysis in teacher education courses (see, for example, Bullough, 1993; 

Carter, 1990a; Carter & Richardson, 1989; Carter & Unkiesbay, 1989; Levin, 1995; and 

Merseth, 1991; Silberstein & Tamir, 1991). Fox (1992), for example, illustrated and 

discussed the value of studying the cases of other beginning teachers. Because they 

described events in the professional real world, cases allowed students to "get a close-up 

look" at "context-specific scenes and situations" which they otherwise would only have 

seen in practice (Carter & Unkiesbay, 1989, p. 528). In this sense, reading cases allowed 

students to develop an idea of what life and work in their chosen profession was like. But 

cases did not merely provide vicarious experiences for students; the study and analysis of 

cases allowed students to apply the theories they leamed to practical situations (Carter & 

Unkiesbay, 1989). In this sense, the stories told by cases in teacher education "serve as 

precedents to illustrate teaching practices and how those practices are used, providing new 

teachers with opportunities for active analysis and problem solving" (Carter & Richardson, 

1989, p. 415). Thus, the study of cases in teacher education provided a practically oriented 
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experience for students to make theory and personal knowledge applicable to real life 

teaching situations. Carter and Richardson (1969) quoted Doyle as explaining, "Cases are 

essential to develop generator sets which enable teachers to recognize novel events, 

understand them, and devise sensible and educative ways of acting" (p. 415). And as 

Cochran-Smith and Lytle explained, "teacher educators can use teachers' cases to study 

how practitioners learn from the documented experiences of others...[and can] contribute to 

the critique and revision of existing theories by describing discrepant and^paradignutic 

cases" (Cochran-Smith & Lytle, 1990, p. 8). It seemed that teacher educators could 

encourage the development of preservice teachers' pedagogical knowledge by writing, as 

well as assigning, cases for students to analyze. 

In their personal attempts to restructure teacher education, Knowles and Holt-

Reynolds (1991) explained that in part, "we have developed strategies for our teaching that 

tend to invite preservice teachers to make explicit and external those ideas, theories, and 

beliefs they have developed and internalized as premises, as ways of thinking about 

teaching" (p. 102). They and other teacher educators and researchers appeared to be 

succeeding in identifying alternate methods of instructing preservice teachers in pedagogical 

theories and practices, making pedagogy more of a personal knowledge than a book-

knowledge. As Perkins and colleagues (1990) asserted, teachers and students could make 

their knowledge and understanding "mote overt, lasting, and salient by externalizing them" 

(p. 291). If nothing else, these changes in teacher education pedagogy allowed preservice 

teachers to "make clear on paper" and "reveal the extent of their learning" (Knowles & 

Holt-Reynolds, 1991, p. 106). 

The results of research on teacher knowledge and preservice teacher knowledge had 

definitely expanded the scope and significance of what teachers did and how they came to 
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understand it As Zeichner (1990) explained, "[T]hc process of understanding and 

improving one's work must start from reflecting on one's own experience...the sort of 

wisdom derived entirely from the experience of others...is inadequate and sometimes even 

illusory" (p. 71). Knowles and Holt-Reynolds (1991) reminded teacher educators that 

"[sjtudents cannot be talked out of what they know and believe about schools" (p. 103, 

emphases in original) - a notion that Carter and Doyle (1996) appeared to agree with as they 

asserted, "Learning to teach, in other words, is driven by the candidates' personal 

dispositions rather than the curriculum of teacher education" (p. 7). Given the tenacity and 

pervasiveness of preservice teachers' knowledge about teaching, studies and practices in 

teacher education focused on encouraging preservice teachers to examine their knowledge 

and beliefs and to consider pedagogical theories and practices in relation to their personal 

knowledge. It is in this way that preservice teachers became "ciafters of their pedagogies" 

(Knowles & Holt-Reynolds, 1994, p. 9), leading them into pedagogical thinking (Fox, 

1993b). Thus, teacher education had acknowledged and accepted preservice teachers' 

knowledge and developed means to assist students in accessing and utilizing that 

knowledge. This review of the literature now turns to research on preservice teachers' 

theories of the content, as it is the specific area of preservice teachers' knowledge examined 

by the present study. 

Theories of the Content 

Preservice teachers' content knowledge was, of course, developed as students of 

the subject and as users of that knowledge. But their knowledge of the content was not 

limited to information and skills; opinions had also been formed along the way and, as 

Grossman and Stodolsky (1995) stated, "[Tieachers of different subjects bring differing 

frames of reference to their teaching; these subject-matter frames, which inform teachers' 
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thought and actions, must be better understood" (p. 8). This section explores the research 

on these subject-matter frames, beginning with a general definition and related terms, then 

explaining their formation and use, and finally providing examples of theories of the 

content in various subject areas, and specifically in English. 

Definition 

As Carter (1990b) explained in a review of teacher education studies, "[DJiiferences 

in teachers' disciplinary knowledge, background, experiences, and orientations have a 

significant impact on how teachers organize instruction and represent the substance of their 

curriculum to students" (p. 306). This personal organization and means of representation of 

the substance of a content area was what was being referred to in the present study as the 

preservice teacher's theory of the content. It was perhaps more general than Doyle's 

(1990) notion of "classroom knowledge," as a preservice teacher's theory of the content 

had relatively little teaching experience to inform it It could, however, be described in 

Grossman's terms as "knowledge and beliefs about the purposes for teaching a subject at 

different grade levels" and "preferred ways of teaching the content" (1990, p. 6) and "their 

conceptions of the purposes for teaching English, their ideas about what to teach in 

secondary English, and their knowledge of student understanding" of the subject (1989, p. 

25). Additionally, Richardson and colleagues (1991) referred to "theoretical orientations" 

and "individual belief statements" teachers apparently held about subject matter, and Elbaz 

(1981) explained that the teacher in her study had "a general orientation b> theory [of 

subject matter] which pervaded her knowledge and conditioned its uses" (p. 49). 

McDiarmid and colleagues (1988) contended that acts of teaching were '̂ framed by 

teachers' own understandings and beliefs about [subject matter and pupils] and shaped 

further by their ideas about learning and their role in promoting learning, as well as their 
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understandings and assumptions about the content" (pp. 2-3). Finally, Gudmundsdottir 

(1991) contended that subject matter imowledge was orgam'zed into narrative frameworks -

personally formed and personally meaningful. In short, the theory of the content held by 

an individual teacher was a personally unique conceptual framework indicating what 

knowledge was of importance, why it was important, and how it was best taught to 

students. 

Formation 

As beliefs, theories of the content were formed throughout preservice teachers' 

lives and experiences not only as students and future teachers but also as human beings (cf. 

Fox, 1993c, 1994; Knowles & Holt-Reynolds, 1991; Richardson, 1996). Hbaz (1961) 

suggested that teachers held and followed their theories of the content because "they woric 

toward personally meaningful goals in their teaching" (p. 41). It was here that personal 

history as well as practical knowledge played a part in die development of a teacher's 

theory of the content This was evidenced by recall the teachers studied by Hbaz (1991b) 

who focused on developing students' skills because they themselves had struggled to learn 

and succeed. Holt-Reynolds (1992) described how "theories are beliefs developed 

naturally over time without the influence of instruction" (p. 326). For preservice teachers, 

these were developed through Lortie's (1975) apprenticeship of observation "and 

teaching/learning incidents occurring in schools, homes or the larger community;" they 

were, in sum, "based on untutored interpretations of personal, lived experiences" (Holt-

Reynolds, 1992, p. 326). 

Use 

Several research articles and studies attested to the significant role theories of the 

content had in the work of teachers. Theories of the content affected the selection (and 
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discard) of content and skills to be taught, of educational goals to be pursued, and of the 

learning experiences to be used. 

The ultimate content selected for teaching was bounded in part by the teacher's 

theory of the content. Shulman (1987) described this relationship, writing, "[0]ne 

scrutinizes the teaching material in light of one's own comprehension and asks whether it is 

'fit to be taught*" (Shulman, 1987, p. 16). If the topic or skill was personally deemed 

beneficial, it would be taught - and probably in some detail. Teachers also organized the 

content according to their theories of it, making decisions about scope and sequence of 

content to be covered (Grossman & Stodolsky, 1995). Again, teachers' theories of the 

content in part determined what was taught - and what was not. "Beliefs about the goals 

for teaching a subject function as an organizing frameworic, or conceptual map, for 

instructional decision-making, serving as the basis for judgments about textbooks and 

curriculum materials, classroom objectives, appropriate assignments, and evaluations of 

student learning" (Grossman, 1989a, p. 26). 

Theories of the content helped teachers identify the goals that they strove for in 

subject matter education (cf. Elbaz, 1989; Grossman, 1969a, 1989b) - a major step in 

curriculum construction that ultimately "determines the nature and organization of the 

curriculum to which learners will be exposed" (Zais, 1976, p. 44). To illustrate the range 

of goals teachers might have incorporated into their theories of die content, Liebennan and 

Nfiller (1992) posed the following possibilities: 

Are we out to impart basic skills or to enrich lives? Do we concentrate on the 

individual or concern ourselves with the developments of the group? Are we 

teaching to minimal levels of competence, or are we working to develop a wide 

range of talents and possibilities? Do we most value discipline or learning, order 
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and control or intellectual curiosiQ'? Are we socializing students, or are we 

educating them? (p. IS) 

A teacher's personally meaningful response to any one of these questions, influencing his 

or her theory of the content, could have dramatically affected the topics and skills addressed 

in his or her classroom. Clearly, as Grossman (1991) asserted, "it is a teacher's own 

knowledge and beliefs concerning the teaching of [the subject] that continues to exert a 

major influence on the particular version of [the subject] appearing in any given classroom" 

(p. 39; see also Carson, 1984). 

Theories of the content also affected the instructional methods and materials 

teachers used in teaching selected skills and content to reach meaningful educational goals. 

In a survey of practicing teachers regarding factors most frequently influencing their 

instructional planning decisions, personal beliefs were listed first (Sardo-Brown, 1990). 

This finding was supported in studies of preservice and student teachers conducted by 

Grossman (1989a), Grossman and Stodolsky (1994), Hewson and Hewson (1989), John 

(1991) and Lidstone and Hollingsworth (1992), just to name a few. For example, John's 

(1991) student teacher Elizabeth planned her instruction "from her conception of 

mathematics as a subject" (p. 369); John (1991) concluded, after studying the planning of 

several student teachers, "(They] learned to plan for what they saw as the important 

considerations for their lessons" (p. 370). Beliefs about the subject matter which formed 

the theory of the content clearly influenced teachers' daily lessons - and students' daily 

learning. An examination of research studies illustrated how these beliefs and theories 

were being uncovered and what they might have looked like. 

Research Findings 

Teachers' theories of the content had been revealed in several elementary subject 
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Lawrenz, 1984; McDiarmid, 1990; Richardson et ai, 1991; Wilson & Readence, 1993; Yon 

Sc Passe, 1990) as well as in secondary subjects (cf. Bentley & Garrison, 1991; 

Brickhouse, 1990; BuUough, 1967; Connelly & Qandinin, 1986; Copes, 1996; Cronin-

Jones, 1991; Dagher & D'Ambrosio, 1996; Elbaz, 1981; Fox, 1993a, 1993b, 1993c, 

1994; Grossman, 1989a, 1989b, 1990, 1991; Hewson & Hewson, 1989; Holt-Reynolds 

& McDiarmid, 1994; Malenka & Smith, 1994; McDiarmid & Vintanen-Johansen, 1993; 

National Academy of Sciences, 1996; Simmons & Shafer, 1994; Stodolsky Sc Grossman, 

1995; Wilson, Konopak, & Readence, 1994; Wilson & Ball, 1991; Wilson & McDiarmid, 

1996; Wilson & Wineburg, 1993). A very general summary of these studies provided 

insight into the methods used for revealing theories of the content as well as the types of 

conclusions which had been drawn from such studies. 

The methods used to collect data in studies that revealed teachers' theories of the 

content were many of those typically used in educational research. Most often, classroom 

observation, interviews, written documents, and journal writings were used (cf. 

Brickhouse, 1990; Lidstone & Hollingsworth, 1992; Wilson & Readence, 1993) -

particularly when student or inservice teachers were the subjects of study. Similarly, 

various knowledge and belief survey instruments had been used with those who had 

teaching experience (cf. Lawrenz, 1984; Simmons & Shafer, 1994; Wilson & Readence, 

1993). Often, after comparative analysis, case study descriptions were written, which 

were sometimes shared with participants for their response and reflection (cf. Anders & 

Richardson, 1991; Brickhouse, 1990). 

Several reflective data collection methods had been used to elicit subject matter 

beliefs from preservice teachers as well. For example, Knowles and Holt-Reynolds (1991) 
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had preservice teachers articulate these beliefs through their personal history "chats" (p. 

89). Hewson and Hewson (1969) utilized a planning task "which would be sensitive to 

significant distinctions in previously identified conceptions of teaching science" with their 

preservice teachers - a basic technique used by others as well (p. 192; cf. Grossman, 

1989b; Holt-Reynolds & McDiannid, 1994). And McDiarmid (1990) provided just one 

example of using teacher education coursework and experience to get preservice teachers to 

reflect on their beliefs about their subjects (cf. Fox, 1993b, 1996). Again, comparative 

analyses of participants' reactions and responses were typically written into case studies or 

presented through thematic categories. 

Studies of teachers' beliefs about the subject matter provided conclusions that 

revealed various dimensions of theories of the content. Hrst, as had already been 

discussed, a teacher's theory of the content definitely affected what happened in her 

classroom. Simply put, "[T]eachers' conceptions of the nature of science bias their 

pedagogical decisions" (Bentley & Garrison, 1991, p. 67; cf. Brickhouse, 1990). 

Scardamalia and Bereiter (1969) labeled what they identified as four separate conceptions 

of teaching: "teaching as cultural transmission," "teaching as the training of skills," 

"teaching as the fostering of natural development," and "teaching as producing conceptual 

change." A brief sampling of descriptions of theories of the content from various subject 

matters explained the nature of each of these conceptions. 

Teaching as cultural transmission emphasized the value specific information had 

had over time (Scardamalia & Bereiter, 1969). A clear example of this came from the 

words of a math teacher studied by Wilson and Ball (1991). As the researchers explained, 

"Mathematics to Ms. Leland was a set of rules, ^certain rules that have been developed. 

And we try to develop the rules and learn them'" (p. 9). Ms. Leland stated her motto as. 
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"Know your stuff, know whom you're stuffing, and stuff 'em" (Wilson & Ball, 1991, p. 

12). In social studies, this might have been seen as teaching history as "facts and events" 

(Wilson & Wineburg, 1993, p. 747) or as simple "information transfer" (Anderson & 

Holt-Reynolds, 1995, p. 16; see also Wilson & McDiarmid, 1996). The teacher was 

transferring his or her knowledge of content - the type that he or she felt everyone should 

know - to the student. 

Teaching as the training of skills focused on those skills related to the subject matter 

which the teacher personally felt students needed to have in order to be successful in their 

futures (Scardamalia & Bereiter, 1969). Again, this was the most important goal of 

Qbaz's (1991b) two teacher participants. Mlson and Ball (1991) also described a math 

teacher who wanted students to "master computation skills" (p. 17). Connelly and 

Qandinin (1986) pointed out that theories of the content lay within the teacher's mind more 

than in actions when they related the hopes of a science teacher who "wants his students to 

develop language and science skills they will need in order to succeed, even though on the 

surface his teaching would seem to focus on transmitting knowledge" (p. 306). Here it 

was the skills and larger concepts of the content, rather than detailed information, which the 

teachers found most significant for their students to leam. 

Teaching as the fostering of natural development was closely related; the difference 

was that the focus was on skills and knowledges the students already had the beginnings of 

through personal experiences (Scardamalia & Bereiter, 1969). One of John's (1991) 

student teachers felt from the outset that '"geography was about understanding how people 

lived in the real worid'" (p. 362). Another math teacher wanted to make math meaningful 

and sought to give her students "opportunities to problem solve, to do 'things'" (Wilson & 

Ball, 1991, p. 17). Similariy, a student teacher "wanted to 'make math fun'" (John, 1991, 
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p. 366). And Wilson and Wineburg (1993) described a teacher who "repeatedly 

emphasized the building of connections between history and students' lives, and the need 

to create situations that help students see the relevance of past to present" (p. 748). Again, 

these theories of the content focused on the larger subject and its functional value; but they 

also sought to make it personally meaningful to the students. 

Teaching as producing conceptual change was an orientation that sought to bring 

students to new, revised understandings of the content and skills they were learning and of 

their own understandings (Scardamalia & Bereiter, 1989). It addressed students' 

misconceptions (cf. Perkins, Simmons, & Tishman, 1990) as well as taught them new 

information and skills. For example, a student teacher believed that "the subject should be 

full of 'problem solving issues and investigations'" (John, 1991, p. 362). These types of 

instructional activities would have been used to help students realize new ways of thinking 

about the subject Another example was the result of Lawrenz's (1984) study of an 

elementary science teachers' workshop, in which he found inservice teachers becoming 

more enthusiastic about activity-oriented science after participating in it themselves (see also 

Fox, 1993b). The teachers in these cases wanted their students to see new opportunity in 

and hold new beliefs about the subject while they examined their own developing 

knowledge in relation to their prior beliefs. 

The selection of Scardamalia and Bereiter's (1969) conceptions of theories of the 

content was relatively arbitrary and not necessarily accurate nor comprehensive. But they 

did serve to organize and exemplify the possibilities of theories of the content evident from 

the research studies identified here. They also helped to convey the point that any subject 

could hold as many theories of the content as there were teachers to teach it (Grossman & 

Stodolsky, 1994). The research studies indicated that that myriad of possibilities might 
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have made teaching just that much more difficult for student and beginning teachers. 

Lidstone and Hollingsworth (1992) described the plight of Lisa; "She needed someone to 

help her sort out all of the thoughts and ideas she had about teaching and learning [and] 

help her remain true to her ideals without getting overwhelmed with them" (p. 55). And 

McDiarmid (1990), among others, indicated that even if Lisa were to have sorted out and 

remained true to her ideals, many preservice teachers found newly-found beliefs to be 

"superficial and short-lived" (p. 1). 

On the one hand, when theories of the content were viewed as organizing and 

guiding conceptualizations of subject matter, they appeared to have been harmless and 

rather helpful, as they allowed teachers to focus the scope of subject matter and center it on 

meaningful purposes. On the other hand, they could have been viewed as confining and 

restrictive, narrowing the curriculum and instructional methods in an almost stifling 

manner. The difficulty was in enabling teachers to hold strong theories of the content that 

were helpful guides and not choking wardens. This difficulty was exacerbated by the fact 

that these theories developed early on and were tacitly, nearly unconsciously formed and 

held (Holt-Reynolds, 1992). And for preservice teachers, theories of the content appeared 

to be slippery entities indeed. McDiarmid (as quoted in Richardson, 1996, p. 10) found 

that "elementary and high school teachers frequently lack connected, conceptual 

understandings of the subject matters they are expected to teach." This would have made it 

difficult to plan lessons that are logical and purposeful, as Carter and Doyle (1995) 

asserted: 

Gven the exceptional demands of teaching, one needs to have well-formed 

conceptions and strong commitments - that is, personal 'truths' - in order to step in 

front of a classroom..Preconceptions and evolving images of teaching that are 
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strong and tenacious make it possible for novices to act in classrooms and woric 

through the challenging task of coming to understand teaching, (p. 190) 

To this end, preservice teachers needed to be engaged in identification of and reflection on 

their theories of the content (cf. Fox, 1993a). 

In short, the research involving theories of the content supported the suggestion that 

the key to moving through the routine level of understanding of pedagogical theory and 

practice was "integrat[ing] their conceptual schemata for what to teach, their strategic 

schemata for how and when to teach, and their philosophical schemata for why it is 

important to teach and leam speciflc information as planned" (Lidstone & Hollingswoith, 

1992, p. 46, emphases in original). In other words, encouragement to articulate and reflect 

on their personal beliefs about the content might have helped preservice teachers in 

developing, understanding, and enacting dieir theories. A more thorough review of the 

literature mvolving English teachers' theories of the content helped to establish how this 

was being done and what had been noted thus far. 

Related Studies in English 

Elbaz, 1981. 

Hbaz (1961) followed the change in placement of a teacher named Sarah from an 

assignment as an English teacher to a "Learning course" teacher. Using discussions of the 

situation as her primary method of data collection, Elbaz traced Sarah's feelings about the 

change in placement and her goals for her new students' learning. In her previous 

placement as a literature teacher, Elbaz explained, "[Sarah] had tried to give students an 

appreciation of the literary work being studied (as an aesthetic object with its own intrinsic 

value), but had been even more concerned to make the text relevant to students' own 

concerns" (p. 5S). Sarah's desires conflicted with her colleagues in the English 
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department, who were more focused on textual analysis and formal granunar and 

composition. Although Sarah herself enjoyed reading literature, she wanted her students to 

develop their communications skills through her class. 

After five years as an &iglish teacher, Sarah was given the task of arranging and 

teaching the school's new Learning course. She easily organized the content, which 

focused on specific reading, writing, organizational and study skills. But Sarah pained 

over how to teach the course so that students would be aware of what they were learning 

and the importance of it. As she worked through this new course, Sarah's literature classes 

took on a more humanistic air. At one point in the discussion of her findings, Bbaz stated: 

'Thus, the orientation to theory is significant in determining how the teacher makes use of 

theoretical knowledge, how she seeks to extend her understanding, what theories she is 

willing to accept, and how she construes her knowledge in its relationship to theory" (p. 

60). In this case, Sarah was rather aware of her theory of the content, and managed to find 

ways of enacting it - though it was not easy. 

Grossman, 1989a, 1991. 

Grossman's (1969a) study described the development of six student teachers' 

pedagogical content knowledge as related to their Biglish education coursework. Three of 

the student teachers had had no English education coursework, while the other three had 

participated in English methods and instraction courses. Grossman conducted interviews, 

including hypothetical plaiuing tasks, prior to and during their student teaching 

assignments. In comparing the case studies Grossman found that in this case, "subject 

specific coursework did make a difference in these beginning teachers' pedagogical content 

knowledge of English...[they] differed in their conceptions of the purposes for teaching 

English, their ideas about what to teach in secondary Qiglish, and their knowledge of 
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student understanding" (Grossman, 1989a, p. 25). While this answered Grossman's 

primary question for the study, she also discussed the differences among the student 

teachers - a discussion that focused on their beliefs about the purposes for teaching 

English, about what to teach, and why. 

For example, Grossman (1989a) found that Jake attributed his beliefs and practices 

to his college English courses; he had not taken the teacher education courses and instead 

focused on his knowledge of literature. But all three of the participants who had taken the 

courses felt "the need to bridge between student experience and literary texts to their 

Curriculum and Instruction courses" (p. 26). In other words, they were basing their 

practice on those theoretical orientations, such as knowledge of students' interests. Kate, 

another participant who had not taken the teacher education courses, "wavered between her 

explicit goals for teaching Biglish" which were in line with the participants who had taken 

the courses "and her implicit model for teaching &iglish acquired through her experiences 

as a student" to which she turned her practice (p. 26). Grossman (1991) later drew the 

conclusion from this set of data that "[s]ubject-specific methods courses allow prospective 

teachers to break with their own experiences in English classrooms" (p. 51). It seemed 

clear that the theories of the content Grossman related with these students' preferences were 

based in their most recent relevant prior knowledge. 

Fox, 1993a. 

Fox (1993a) similariy related a study of two student teachers of English, seeking to 

describe their definitions of Biglish as a school subject and their success in enacting these 

defmitions as teachers throughout their student teaching and during their first year of 

teaching. To this end Fox conducted interviews, observed their teaching, analyzed written 

artifacts, and was a participant-observer in seminars centering on the discussion ci cases 
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and observations of the teaching of experienced teachers. The findings were presented as 

two case descriptions, followed by a discussion comparing the results. 

One of the student teachers, Daniel, "sees the connection between literature and life 

as the main purpose for Biglish" - an orientation with its roots in his own experiences as a 

student (Fox, 1993a, p. 346). However, this definition was dissimilar to that conveyed by 

his cooperating teacher, who in Daniel's words used a '"trivial pursuit, jeopardy, spit-out-

the-answer' approach" (p. 348). Daniel did enact his theory by creating a packet of poems 

and activities he felt his students would respond to, but Fox described his enactment as 

"blocked" because his success was limited to this brief unit The other student teacher, 

Rob, might have felt quite comfortable with this cooperating teacher, as his own definition 

of English was based on his experiences in college English courses; he preferred "formal 

analysis," viewed "literature as history," and emphasized the importance of analyzing 

literature "'correctly'" (p. 347). Rob's cooperating teacher held a similar definition and 

used a teacher-centered instructional style. "[Rob's] transmission model of teaching 

literature (quizzing students about the plot and 'rushing' to cover the chapters) failed to 

engage his students, but he persisted because 'it's one of my favorite books'" (Fox, 

1993a, p. 348). Fox described Rob's theory as being "blocked" - while he was able to put 

it into action, his students did not respond to it as he had hoped, so the desired result was 

not achieved. 

In this study. Fox (1993a) also discussed the role of culture in Daniel and Rob's 

attempts to develop and successfully enact their theories aC the content: 

Rob and Daniel found themselves situated among a number of cultures: the 

academic immunity, the Biglish education community (including the student 

teaching seminar), cooperating teachers and other local school colleagues, and the 
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adolescent community. Often, these sources—as well as other pressures such as 

prescribed curricula and state-mandated achievement tests-provided them with 

conflicting views of English, of teaching, and of schooling, (p. 349) 

Fox stated that preservice teachers needed formal opportunities during their teacher 

education coursework "to articulate and to develop their conceptions of teaching and 

learning as well as their visions of English as a discipline and a subject for study in school" 

(p. 349). To this end she suggested experiences such as autobiographical writing, studies 

of cases, ethnographic studies of classrooms, and action research projects. 

Fox, 1993c. 

Fox's (1993c) study of student teachers of English continued to explore the 

participants' emerging theories of the content as they enacted them. Specifically, the study 

looked at their evolving definitions of Biglish, sources of knowledge for teaching, and 

enactment of their definitions throughout dieir student teaching experience. In collecting 

the data for this study Fox conducted semi-structured interviews of the participants as well 

as their cooperating teachers, principals, and students; observed their student teaching and 

participation in student teaching seminars; and collected written documents. In particular. 

Fox asked the participants to explain how they would organize the curriculum of a 

hypothetical course, and to define English in terms of what they were observing of their 

cooperating teachers' instruction. The findings were presented in individual case 

descriptions of the participants and discussion of themes across the cases. 

Fox (1993c) described the influential sources of teaching knowledge reported by 

the participants. Jenny referred to two of her own high school Biglish teachers who "made 

English ^really fun and interesting"' by having students involved in class activities (p. S). 

Jenny also indicated that she would alter her college English course experiences for 
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secondary students, and that she used a lot of what she learned from her English education 

courses. Similarly, Maureen liked her high school Biglish courses because of the personal 

interest her teachers had taken in her learning; she also felt that "[m]y English education 

classes helped me lot in deciding the ways that I can convey what 1 know" (p. 32). These 

findings confirmed the roles of personal history and teacher education courses in shaping 

theories of the content and suggesting ways to enact them. 

Fox (1993c) also gave her impressions of the participants' beliefs about the subject 

matter in relation to their hypothetical curriculum planning and reactions to their cooperating 

teachers. Fox noted that Jenny's beliefs and practices about the subject conflicted and 

changed during the semester. For example, "Although Jenny advocated a process 

approach to teaching writing, her classroom procedures sometimes seem to place a 

premature emphasis on the finished product" and "Although she reported that 'it's not at 

air what she participated in during her own high school Biglish classes, Jenny told me that 

she would want to uncover 'the underlying aspects, the controversial issues...within a 

book'" (pp. 13,8). Jeimy began to feel that "reading or literature study involves a survey 

of 'important authors,' literary periods, literary genres, and literary elements or terms'* (p. 

8), which was more in line with the practices of her cooperating teacher; but she feared 

becoming a "clone" of her (p. 34). Jenny also felt that her cooperating teacher was 

focused on preparing students for the next year, rather than developing their current skills 

and knowledge. She was successful, however, in conducting writing workshops and 

other response-based activities with her students. 

Maureen felt that her cooperating teacher's practices and goals were different from 

her own; in her own words, "Til probably spend a little bit more time kind of having fun 

and...not pushing the content [as] much'" as she felt her cooperating teacher did (p. 33). 
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Maureen wanted her students to interact and wanted to teach in a less structured manner 

than she had been taught Her hypothetical course included group work and expressive 

writing tasks, and even though she was required to stick with the school district's 

curriculum in her student teaching assignment, she worked some of these types of activities 

into her sophomores' literature class. With the seventh graders, however, she adopted a 

"teaching as telling" mode in her attempts to teach these younger students what she felt they 

needed to know (p. 28). 

As Fox (1993c) concluded: 

The stories of Jenny and Maureen suggest that beginning teachers' beliefs about 

English and their instructional practices are interwoven in complicated ways. As 

novices begin to teach, they may initially draw upon their prior beliefs; however, 

[their experience as teachers] may help them to articulate, examine, and even rethink 

or reconsider their assumptions about the role of their subject matter in the school 

curriculum, (p. 35) 

Indeed, both Jenny and Maureen appeared to become clearer in explicitly revealing their 

content-related desires and intentions and found ways to enact those beliefs. 

Fox, 1993b. 

Fox's (1993b) next study involving preservice English teachers' theories of the 

content recorded her endeavors to involve the students in identifying and analyzing their 

content beliefs through activities in a teacher education course. She described several new 

instructional experiences as "exploring, extending, and even transforming future secondary 

English teachers' beliefs about writing instruction and assessment" (p. 2). In particular, 

students wrote several speculative "think" pieces in which students were to connect theory 

to practice. Most important, the students were given the opportunity to write in their own 
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voices and to share their thoughts with others, explicitly articulating and reflecting on their 

thoughts and beliefs. Fox explained the progress of one student: "Through the processes 

of observation, action, and reflection, Anne began building her own theory of writing 

instruction" (p. 14). In her own voice, Anne wrote, "I flght my urge to cling to that which 

is familiar and safe. What is this loyalty I feel to a grading system that has been my enemy 

for so many years?" (p. 9). Anne was clearly identifying and questioning her own beliefs 

and practices. As Fox explained, "[Anne] took the first important steps toward the 

articulation of a personal theory of teaching, learning, and assessment in writing 

classrooms" (p. 17). With this study Fox began having preservice English teachers more 

flrmly establish their beliefs about writing as a component of the subject. In addition. Fox 

captured their thoughts and feelings during the process of establishing those beliefs and 

what it might have meant to teach in those ways. 

Fox, 1994. 

In the next study. Fox (1994) similariy presented her students' responses to 

experiencing and reflecting on a response-centered literature based course in the teaching of 

English literature. In this study she sought to identify their prior attitudes and beliefs about 

the teaching of literature and the influence of the course experience on those beliefs. As 

part of their work in the course students wrote an autobiographical reading history, a 

learning logue, a mini-ethnographic study, and a case study of a student; and read and 

discussed case studies of beginning teachers, the course text, novels, and articles by 

practicing teachers. Fox also examined their midterm and flnal self-evaluation statements. 

Some of the questions students considered were: "What is literature? Why are we studying 

literature in the flrst place? Why bother reading stories, poems, and plays?" (p. 403). In 

presenting the flndings Fox wrote case descriptions of individual students. 
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phrases and excerpts from the students' reflective writings. Many of these indicated their 

attempts to find their theories of the content For example. Fox (1994) quoted from 

Larry's writing that he wanted '"recipes for teaching'" and "direct..'right answers'" (p. 

397). Fox herself wrote that "[e]ven though [Larry] said he did not want to play 'teacher-

peiformer', he had trouble envisioning teaching beyond that of 'imparting knowledge' or 

'giving information'" (p. 397). Toward the end of the course, Larry wrote, "'I am no 

longer convinced teaching literature has value for school-age students today'" (p. 399). 

Fox attributed this to his firm beliefs in a text-centered curriculum as he had experienced in 

college English courses rather than the response-centered literature curriculum of the 

present course. 

A second preservice teacher, Mario, preferred the response-centered experiences he 

had in the course: "Sometimes students feel intimidated by the teacher because they feel 

that the teacher is always correct I know this is how I felt when I was in high school. 1 

believe that students will enjoy sharing their opinions on what they have read with other 

students" (Fox, 1994, p. 399). Fox pointed out that Mario had experienced canonical, 

text-centered English courses in high school and college, just as Larry had; at the beginning 

of the course Mario too saw literature as a subject for textual analysis. But she wrote of 

Mario, "[H]e left the class saying that he would use relevant texts with his own students" 

(Fox, 1994, p. 401). His personal beliefs and preferences had been acknowledged and 

affirmed, and he now had ideas of how they could be enacted. 

As a result of students' responses *o this study. Fox (1994) concluded that teacher 

educators needed to practice the methods they preached. And like Mario, the majoriQr of 

the teacher candidates in this course reported that the course offered them a concrete model. 
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One student stated: "Now I feel a lot mote stable and secure with my beliefs...and most of 

all organized with my beliefs" (p. 403, emphasis in original). Again, Fox created learning 

experiences for her students and conveyed their developing awareness of their theories of 

the content - this time in relation to a specific theory of the litetature slice of English. 

Fox, 1995. 

In 1995, Fox conducted another study which focused on the stories told by 

preservice teachers as they reflected on their studenting and teaching experiences. The 

stories were gathered through interviews and support group meetings and supplemented by 

information gathered through written tasks. Their stories were sprinkled throughout the 

case descriptions of each of die participants. 

One participant, Susan, "entered her student teaching experience with definite ideas 

about what English should not be, but she had only a vague notion of what English should 

be" (p. 18, emphases in original). Fox explained that her conceptions might have stemmed 

from recollections, such as a teacher who used "a lot of grammar dittos" and an English 

professor who looked for "regurgitation]" through essay tests (p. 18, emphases in 

original). As Susan moved into her first teaching position, however, she tumed to 

professional publications for ideas and support that "there are people trying new ideas" 

which "helped her eventually break from being 'stuck'" in less comfortable ways of 

teaching (p. 20). Susan was influenced by her experiences and worked at finding ways to 

break from what she had experienced and instead to teach as she wanted to teach. 

As Fox concluded from this study, these case stories "provide us with insights 

concerning the experiences of novices, allowing us to become more thoughtful about our 

woric and to become better at preparing and mentoring our new colleagues" (p.-18). 

Specifically, Fox gathered together the concerns of other educational researchers and, with 
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the results of this study, pointed to the need to "enable novices to deal effectively with their 

'well-worn and commonsensical images' of teachers and teachers' work;" to "provide 

opportunities for beginning teachers *to identify and examine the beliefs that they have 

about the content they teach;"' to "provide ongoing, collegial support for our new 

colleagues;" to "reconsider the importance of context in learning to teach;" and to remember 

the "importance of professional publications and their influence on beginning teachers" (pp. 

22-24). This study emphasized the restricting hold previous experience could have had on 

preservice teachers, and the beneficial results of reflection and support in enabling them to 

act on their personal beliefs about teaching. 

Holt-Reynolds & McDiarmid, 1994. 

In 1994, Holt-Reynolds and McDiarmid also conducted a study focusing on 

preservice teachers' "emerging definitions of literature as well as their sense of what 

readers and teachers might do with that literature" (p. 1). Participants were asked to 

complete two tasks in a think-aloud manner. The first task required them to look at a 

variety of texts and select and explain which ones they considered literature; for the second 

task they explained which texts should be studied by all high school students. The 

researchers reported that "[w]hen asked in general about how they would select texts to 

teach, most mentioned the accessibility of the text - that is, whether or not students could 

relate to the characters and plot " (p. 18). These beliefs were easily stated by the 

participants, but as the researchers pressed them to explain the beliefs in relation to 

literature, the participants revealed tacit beliefs and rationales and "appeared to be 

synthesizing across complex, competing and sometimes conflicting beliefs'* (p. 3). After 

examining the responses of the participants, Holt-Reynolds and McDiarmid concluded that 

"prospective English teachers apparently do indeed have at their disposal a set of beliefs 
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about literature that guides their thinking about the literary qualities of texts" and that "they 

appear to have been, prior to our interview with them, unaware on a conscious level of 

these guiding beliefs or to have organized them into any coherent theory of literature" (p. 

2). This study again demonstrated that theories of the content were often implicitly held, 

but could be explicitly brought to the attention of preservice teachers and analyzed by them. 

Malenka & Smith, 1994. 

Finally, Malenka and Smith (1994) presented the results of a similar study with a 

preservice English teacher in which they explored "prior experiences with 

literature...conceptions of literature...[and] ideas of teaching literature" (p. 2). This study 

sought to identify beliefs of what literature was and why and how it was taught and 

learned. The participant, Julie, was presented with several written texts and asked to 

describe and explain whether or not she would teach each and, if she would teach it, the 

methods she would use. The researchers found that "[Julie's] ideas reflect the conflicts 

present in the opportunities she has encountered to leam about literature: the timeless, 

universal values thought to be expressed in the canon versus the individuality and 

diversity" (p. 2). Julie seemed to settle on the notion that it was the reader's job to discover 

personal meaning from the text and, in line with this belief, that literature was "'anything 

written'" (p. 3). At least for the duration of this interview task, Julie seemed to find and 

hold on to a uniform theory of the content 

These previous research studies provided several insights into the understanding of 

theories of the content in English. First, the need for preservice teachers to articulate and 

examine their personal theories of the content was established. Second, several means of 

eliciting theories of the content had been tested and illustrated that beliefs about theories of 

the content could be revealed and reflected on by preservice teachers. Third, various 
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influences impacted the development of pieservice teachers' theories of the content - both 

prior to and during teaching and learning experiences. Fourth, the fact that personally 

identifying and enacting theories of the content were difficult feats could not be dem'ed. 

And finally, it was apparent that there were several recurring theories of the content in 

English. The final section of this chapter discusses four theories of the content of English, 

providing examples from these research studies. 

Theories of the Content in Biglish 

The four theories of the content detailed in this section seemed to encompass many 

of the philosophies of English and descriptions of Biglish teachers' beliefs that were 

present in the literature. They were taken from Language and Reflection: An Integrated 

Approach to Teaching English, a text written by Ruggles-Gere, Fairbanks, Howes, Roop, 

and Schaafsma (1992). Each theory was outlined as presented by the authors, then 

compared to similar theories proposed by other researchers and exemplified by descriptions 

of preservice English teachers from research studies. 

Language as Artifact 

In conceptualizing language as artifact, Ruggles-Gere and colleagues (1992) 

explained that "the study of [language] will focus on its qualities and characteristics" (p. 

91). According to this theoretical orientation, the traditional literary canon was the 

acceptable content; students received a standard, accepted body of knowledge. Analysis of 

the text according to a prescribed formula was the primary focus of instruction; "[i]t teaches 

close reading [and] imposes intellecbial discipline...'Right' answers [are] prized" 

(Ruggles-Cjere et al, 1992, p. 97). Writing assignments were also analytical in nature, 

rising from the studied texts and providing students practice in applying the formula. In the 

terms of Applebee's (1974) history of Engli^ education, this was the classical tradition. 
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stressing mental discipline and instruction in grammar. It was an authoritarian, teacher-

centered orientation (Richards et al, 1992) in which the teacher "presented information to 

mostly passive students" (Anderson & Holt-Reynolds, 1995, p. 13). Truly, this was 

Scardamalia and Brown's (1969) "transmission" orientation. 

The artifact theory of the content was clearly demonstrated in the research literature 

on preservice English teachers' beliefs and practices. It was well illustrated by Grossman's 

(1989a) student teacher, Jake: 

During the seven weeks Jake spent on the play, he led the students through the play 

word by word, focusing particularly on the theme of linguistic reflexivity. His 

goals for the students were to have them see the interconnections among the themes 

of the play, to learn the skills involved in textual analysis - or as Jake puts it, 

'explication du text,' and to understand the 'power and beauty' of the play's 

language. His assignments included an in-class analysis of one soliloquy, 

memorization and recitation of a soliloquy, a five-page report on any theme in 

Hamlet, and a final exam. One of the final exam questions asked students to write a 

well developed paragraph on the importance of language in Hamlet." (p. 24) 

Jake demonstrated belief in identifying the right answers through textual analysis; written 

assignments focused on this analysis of the text; memorization and recitation required 

students to obtain a common piece of knowledge; and language was studied in its own right 

(cf. Anderson & Holt-Reynolds, 1995; Fox, 1993a; Fox, 1994). Jake seemed to hold the 

language as artifact theory of the content 

The findings of Ritchie and \7iillson (1993) reiterated the teacher-centered 

instructional activities, which they described as traditional classrooms involving lecture, 

rules, and information given by the teacher and absorbed by the students. As Fox (1994) 
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explained, "|F]or Larry, literature is a body of work to be analyzed, critiqued, and judged." 

(Fox, 1994, p. 396). This theory of the content was a typical one for preservice English 

teachers; Holt-Reynolds (1992) related that preservice teachers generally believed that 

"[l]ecturing is necessary given specific subject matter," that it "motivates students' interest 

in literature" and "demonstrates subject-matter expertise" (pp. 333, 335, 336). The 

students indicated that it was their prior experience as students that led them to these 

conclusions (Holt-Reynolds, 1992). Metaphorically speaking, the teacher with the 

language as artifact orientation was saying, "'I am the cook'" (Richards et al, 1992, p. 3); 

and this seemed to be a potent old family recipe. 

Language as Development 

The theory behind language as development was that "all students can leam" and 

that the study of English allowed students to work on developing their natural skills and 

interests (Ruggles-Gere et al, 1992). These skills included, for example, the abilities to 

read and to follow directions; and mistakes were seen as opportunities to refine and leam 

(Elbaz 1991b). In the study of literature, literal interpretation based on students' prior 

experiences was established before figurative interpretation and analysis were attempted. 

This theory was behind curricula that strove to prepare good workers and emphasized 

personal progress (Applebee, 1974). Or as Scardamalia and Bereiter (1969) broke down 

theoretical conceptions of education, language as development corresponded to the training 

of skills. 

Several preservice English teachers described in the literature held this theory of the 

content For example, one of Fox's (1993c) student teachers "first pointed to the 

discipline's 'service' orientation...: 'We require [fiiglish] because literacy is something that 

is very much valued and required in our society'" (Fox, 1993c, p. 20). More experienced 
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teachers seemed to have conceptualized the developmental aspect of this orientation; 

Shulman (1987) described Nancy, who followed her own model of literature study with 

her students: literal meaning, connotative meaning, interpretation, and application and 

evaluation of the text in relation to students' own lives. Bbaz (1991b) noted this as well, 

describing one teacher's lesson as having three stages; '"getting the message', 'working', 

and 'acquiring tools for reading'" (p. 311). Again, this seemed to be a conunon theory of 

the content for preservice English teachers as they saw their students learning and using 

communications skills (cf. Fox, 1993c). 

Language as Expression 

if language as artifact was teacher and text centered, and language as development 

was skill centered, language as expression was best described as student centered 

(Ruggles-Gere et al, 1992). Literature and composition were viewed as means of 

promoting individuality, independence, creativity, and personal feelings. Often, student 

texts were selected for study; it was "time intensive" and "loosely structured" (Ruggles 

Gere et al, 1992, p. 161). This view correlated to the time when the study of letters was 

seen as a pastime of the elite, an opportunity for personal refinement and moral and ethical 

growth (Applebee, 1974). It also correlated most closely with the notion of teaching as 

fostering of natural development (Scardamalia &. Bereiter, 1969). 

Again, preservice teachers often demonstrated this theory of the content - perhaps in 

response to current emphasis on student response methods in English education courses 

(Applebee, 1974). (jrossman (1969a) provided a perfect example; 

Steven spent two and a half weeks on the play. His goals for his students were to 

help them see the connection between Hamlet's dilemmas and some of the 

dilemmas they might face in their own lives...Steven began his unit on Hamlet 
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without mentioning the play by name. Instead, he asked students how they might 

feel if their parents divorced and their mother suddenly started dating another man. 

After asking students to write about their responses to this situation, Steven asked 

students to write about how they might feel if they discovered that their mother's 

new boyfriend had taken over their father's job and 'there's some talk that he had 

something to do with the ousting of your dad, and you can't quite prove it, but you 

sort of get that sense.' After this im'tial introduction, Steven asked his students to 

write about the point at which they could imagine themselves killing another human 

being. In informing the students that they would be reading the play, he tried to 

connect the two scenarios of divorce and murder to introduce the plot of the 

play...After this introduction, Steve showed parts of the videotape of the play, 

providing students with summaries that they read prior to watching. In 

discussions, Steven asked students to write an essay about a characteristic of 

Hamlet's that exists in people today; Steven asked students to find evidence from 

the text that would support their arguments. The class spent about a week working 

on these papers, using class time to brainstorm and share ideas, organize, and 

revise their first drafts, (pp. 24-25). 

Steven focused on his students; he tried to make Shakespeare's ideas tangible to their own 

experiences. A great deal of student writing was termed "response," and the unit was a 

lengthy one - with minimal emphasis placed on the actual reading of the play. Similariy, 

Fox (1993a, c) noted that both Maureen and Daniel focused on connecting students to 

literature through writing. Going even one step further, Qbaz (1961) explained that Sarah 

used the subject matter to connect with her students on an interpersonal and intrinsic 

manner. Language as expression was a powerful and accessible theory of the content. 
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perhaps because of its nontraditionai focus on the learner. 

Language as Social Construct 

Even less traditional was the theory of language as social construct. Ruggles-Gere 

and colleagues (1992) differentiated this student centered orientation from language as 

expression by emphasizing the social rather than the personal. Meaning was constructed 

through group activities; critical thinking was driven; and a focus was on what Amsler and 

Stotko (1996) referred to as "literacy education": "Literacy education is about using and 

understanding discourse. By discourse, we mean language use appropriate to different 

social contexts and communicative goals" (pp. 194-5). Communication skills were 

important, but constructing and conmiunicating socially relevant meaning was the key. Its 

purpose was to offset social inequity by preparing students to think critically and work 

socially (Ruggles-Gere et al, 1992). It was demonstrated in the use of non-canonical texts 

that made sometimes unpleasant or disconcerting social commentary; and it brought critical 

theory, feminist theory, cultural theory, and study of linguistic power to college English 

classrooms (Amsler & Stotko, 1996). This was, of course, Scardamalia and Bereiter's 

(1969) orientation of teaching as conceptual change; at the time of the present study, it did 

not seem at all common among preservice English teachers as presented in the literature 

reviewed. 

These four theories of the content embodied four distinct theoretical orientations to 

the teaching of English. They nught not have contained all possible beliefs about the 

subject; there might also have been no one teacher who exactly fit one theory. But they did 

provide convenient and, as demonstrated by their applicability to the literature, fairly useful 

parameters for discussing the beliefs of preservice teachers. More important, they provided 

explicit, concrete examples of four potential conceptions of the subject. Preservice teachers 
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might have seen bits of themselves in these descriptions, and that might have gotten them 

started on articulating and analyzing their own beliefs. 

Summary 

Preservice teachers' theories of the content were, in a sense, powerful facets of 

their personal practical knowledge. This knowledge had its roots in their personal 

experiences well prior to teacher education courses or student teaching placements. 

Because of this it had bad a long time to form; but since preservice teachers had had little 

opportunity to put their theories into practice, theories of the content remained largely tacit 

and unacknowledged by the people who held them. Teacher education courses and related 

experiences helped preservice teachers realize and analyze their theories of the content, but 

it was unclear as to whether this personal awareness aided them in their practice as 

teachers. What was clear was that theories of the content were held by teachers, did affect 

the work of teachers, and did not remain completely static; yet they were strong. Studies of 

preservice teachers' subject matter beliefs indicated that "the act of teaching, teachers' 

experiences and the choices they make, and the process of learning to teach are deeply 

personal matters persistently blended with a teacher's identity and, thus, his or her life 

story" (Carter & Doyle, 1996, p. 16S). Teacher education research continued to explore 

this particular facet of preservice teachers' knowledge that appeared to have such a 

potentially lasting impact on their pedagogical practice as teachers. 
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PROCEDURES FOR COLLECTION AND ANALYSIS OF DATA 

Introduction 

Collection and analysis of data for this study took sixteen months. Once participants 

were selected for involvement in the study in September 1997, a series of three individual 

interactive interviews were conducted to reveal and explore the personal theories of the 

content held by each participant All interviews were audio-recorded and were conducted at 

a time and place chosen by the participant. The first interactive interviews were held over 

two days in late September and lasted between four and five hours for each participant. 

Observations of teaching were held in October 1997, and preliminary data analysis was 

conducted in that month. The second interactive interviews were held over two days in 

November 1997 and lasted between six and seven hours. Additional data analysis 

followed. The third interactive interviews were held in early December 1997 and lasted 

between three and four hours. Finally, observations of student teaching episodes were 

conducted during February and March 1996, with final data analysis completed in January 

1999. 

This data collection and analysis culminated in written descriptions of each 

participant's personal theory of the content, as well as the accompanying personal content 

belief archive (see Appendices J and K for archive materials). These descriptions consisted 

of incidents of understanding, dem'al, sudden revelation, accommodation, rejection, 

acceptance, or inconsistencies that were revealed as the participants were encouraged to 

make sense of new and past experiences, examples of personal theories of the content, and 

samples of teaching episodes. Due to the verbal nature of the presentation of the data and 

discussion of findings and the individualized focus of the data as it was gathered, 

qualitative research methods provided the primary techniques for data collection and 
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analysis. 

The remainder of this chapter presents a detailed account of the methods of 

participant selection, data collection, and data analysis used in this study. 

Selection of Participants 

Two preservice English teachers were chosen for the study. The decision to study 

preservice English teachers was made based on the researcher's interest in English and in 

preservice teachers, as well as the usefulness of English as an academic subject with strong 

theories of the content (see Grossman, 1989a, 1991; Grossman & Stodolsky, 1994; 

Ruggles-Gere et al., 1992; and Stodolsky & Grossman, 1995, for elaboration of this 

point). 

The two participants used in the study were chosen primarily based on their 

willingness to talk about their lives as students and soon-to-be teachers, as well as their 

abik'ties to think aloud. To this end four potential participants were engaged in pre-study 

interviews and two were identified who seemed most able to reveal their thoughts and 

beliefs in an interview-like setting. These preliminary interviews were conducted in mid-

September, lasted thirty to forty-five minutes, and were audio-taped. The interviewees 

were asked to select a location for the interview and each chose the researcher's small, 

private office as it was a quiet, centrally located area that they were familiar with and could 

locate easily. The beginning of this preliminary interview followed this basic format (see 

Appendix B for the full interview protocol): 

'*! want to thank you for being willing to meet with me today. How are you?" 

Today I just wanted to get to know you a little bit, as a person, your background, 

your interests. I'm talking with several people so I can decide who will be involved 

in the study. Do you mind if I use a tape recorder, just so I can focus on talking to 
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you instead of taking notes?" 

"So, tell me about yourself...where did you grow up?" 

In general, for these brief interviews, the researcher stayed away from the topics of 

English, teaching, and school, and any pointed questions. One response was followed, 

then questions were asked to encourage the individual to elaborate on and explain his or her 

thinking about that topic. The goal was for the person to feel comfortable with the 

researcher, to talk about what interested him or her, and not to feel like the researcher was 

looking for particular answers or content. An additional goal was to identify people who 

were comfortable talking about themselves and explaining their opinions and reasonings. 

In this way, two participants were selected who talked most readily and the informal, 

exploratory tone of the relationship had been set 

The second important selection criteria was that the selected participants also had 

similar student teaching placements in the following semester, beginning with nine-week 

placements in grades seven and eight followed by nine-week placements in grade twelve. 

Also, both would be teaching similar content, including literature-based units of their own 

creation. Selecting two participants with similar student teaching placements and 

opportimities was a significant consideration, as final observations of student teaching took 

place at the end of the study. 

Finally, each participant had to volunteer as a willing member of the study after 

ascertaining dieir conmiitment to participating for the duration of the study and their 

awareness of all that would entail. For this reason, each potential participant was mailed an 

informational letter of invitation prior to the pre-study interview. Additionally, the 

expectations were further outlined at die conclusion of the pre-study interview. 



85 

Thus, the two study participants, Gina^ and Vicki^, were ultimately selected based 

on their abilities to think and reflect aloud; on the similarity of their student teaching 

placements; and on their informed consent to the requirements of the study. Once the two 

participants were identified and understood the conunitments desired for the study, formal 

data collection began in mid-September. 

Procedures for Collection of Data 

In an attempt to provide the "thickness" of the description desired in the products of 

qualitative studies, several data collection methods were employed. Some of the specific 

strategies were culled from those successfully used in related studies, and others were 

designed for the unique purposes of the desired data for this study. Most of the data were 

collected in an informal, interactive interview format The interviews were informal in that 

there was only a loose schedule of interview questions (see Appendix B for full interview 

protocols). The hope of the informaliQr was that the participants would feel free to express 

and explain their thoughts (as per Bogdan & Biklen, 1992). Except where otherwise 

noted, all interviews were conducted in the researcher's private office. This was only done 

at the suggestion of the participants; they indicated separately that it was a comfortable, 

familiar, and convenient place to meet The interviews were interactive in that the 

participants were asked to reveal and explain their thoughts as they were presented with 

tasks to perform and items to consider (as in Clandinin, 1965; Connelly and Gandinin, 

1994; Grossman, 1969a; Fox, 1993b, 1996; and others). All interviews were audio-

recorded to facilitate later analysis. The following descriptions, then, explain each task and 

iNot her real name. 

2Not her real name. 
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provide related questions that resulted in the informal, interactive interviews. 

First Interactive Interviews 

The first interviews were conducted with the primary intent of revealing the two 

participants' personal beliefs and experiences involving the teaching and learning of 

English. These interviews lasted between four and four and one-half hours for each 

participant and were conducted separately on two days in late September and eariy October, 

as selected by each participant. By conducting the first interviews over two days, the 

individual participant provided data on similar tasks on different days, thereby allowing 

day-to-day consistencies and fluctuations to be revealed. These interviews were conducted 

individually, and each participant was assured that there were no "right" answers, but that 

the researcher wanted to understand her thoughts. This was done to encourage each 

participant to speak freely during the interviews. During the first day of the interview, the 

participant was prompted to reveal some personal history, create a concept map, and 

explain a lesson she had developed (see Appendices J and K, Items 1 and 2, for the two 

participants' concept maps and lesson plans). In the second day, the participant was 

encouraged to reflect on previous teaching experiences and to engage in a sentence-

completion task (Appendix D). 

Focused Personal History. 

Knowles and Holt-Reynolds (1991) suggested that images of the self as teacher 

were influenced by particular elements of personal history, including "family, school, 

classroom and teacher models, previous teaching experiences, and reading** (p. 92). 

Obviously an entire personal history could not be conducted based on one brief interview. 

However, this first interview began with a conversation focused on the participant's 

personal life and experiences as a student of Biglish and of teaching. This conversation 
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was the fust of several belief exploration tasks, designed to reveal pertinent influences and 

thoughts about this slice of the participant's life history by having her recall the possible 

sources of these beliefs. The conversation began as follows (see Appendix B for the full 

interview protocol): 

"Thank you for agreeing to let me talk with you and learn about your work. I really 

enjoyed our last conversation. Do you mind if I record this one so we can really 

talk again, instead of me having to take notes?" 

"Last time we talked you mentioned that..Could you tell me more about that?" 

'Tell me about what you were like as a student..." 

"Did you like school?" ("What about it? Did you enjoy any particular classes? Any 

particular teachers?" Or, "Why not?') 

"Is there any particular reason why you want to be a teacher?' (O, "Why/how did 

you dedde on teaching as a career?*) 

"So what made you decide you wanted to teach English?" 

"Why English?' 

This beginning conversation about the participant's personal experiences lasted thirty to 

forty-five minutes and led into the first interactive task, which was the concept map. 

Concept Map? 

At this point in the interactive interview the participant had been discussing her 

reasons for wanting to teach English. She was then asked. 

3This task was first conducted with a group of 30 undergraduate teaching majors in May 
1997. They were first given a brief explanation of concept mapping, then askied to create 
concept maps for dieir content areas and write ex^anations to written prompts. These 
maps and explanations were considered when mot^ying the task for use in the present 
study. 
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"Are you familiar with the idea of concept mapping?' (As both participants 

indicated familiarity with concept mapping, I continued without further 

explanation.) 

"Could you create a concept map about English, as a subject?" 

This engaged the participant in the second belief exploration task, which was designed to 

assist the participant in revealing her framework of what and bow to teach in the disdpline 

of English. The participant's concept map was videotaped while it was being drawn, 

which each participant completed in about ten minutes (see Appendices J and K, Items 1, 

for each participant's concept map as drawn). 

Once the map was completed, the participant was asked to explain the map, 

prompted as necessary with questions such as (see Appendix B for the full interview 

protocol): 

"Now how is this related...?" 

"Are all of these components equal?" 

"What do you mean by (x) - can you give me an example?" 

"Would you teach all of these components?" ("Which ones/why? How?' or "Why 

not?') 

"So is it important for students to leam all of this?" ("Why?" or "Why not?') 

At this point the map was put m the participant's personal content belief archive (see 

Appendices J and K, Items 1). This concept map drawing and explanation lasted 

approximately thirty-five to forty minutes for each participant and concluded the first day's 

interactive interview. Before the participant left the interview site, the date and time of the 

second day's interactive interview were confirmed, and the participant was reminded to 

bring the Hrst planning task to that interview. The second day's interactive interview began 
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as the participant was asked to explain the first planning task. 

Planning Task I. 

Upon selection for participation in the study, each preservice teacher was given a 

copy of a handout directing her to prepare a lesson of her choice (see Appendix C for 

complete task instructions). This lesson plan was to include (a) the name of the course and 

grade level(s) of students chosen; (b) a statement as to what type of um't, as defined by the 

preservice teacher, the lesson would fit into; (c) statements of objectives for the lesson; (d) 

a list of materials needed for the lesson; (e) descriptions of activities and tasks to be 

performed by the students and teacher during the lesson, including instructions; (f) a 

description of how, and by what means, student achievement of the objectives would be 

ascertained; and (g) a description of what would constitute "successful" student woric. 

These seven areas were included in the task directions to encourage the participant to plan a 

thorough lesson in order to provide several topics of discussion regarding the lesson. The 

participants were instructed to bring their completed lessons with them for the interactive 

interviews. 

The second session of the first interactive interview began as the participant was 

asked to bring forward the lesson plan, with the suggestion, "You prepared a lesson plan 

for today; can you tell me about it?" This planned lesson and ensuing discussion served as 

the third belief exploration task, designed to encourage the participant to consider why she 

made certain instructional decisions. This discussion was audio-recorded and lasted about 

one hour for each participant. As the participant talked about the lesson plan, she was 

prompted with questions similar to the following (see Appendix B for the full interview 

protocol): 

"Why did you choose this objective?" 
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"Why did you choose this activity?" 

"Why did you choose diis (story/poem/topic)?" 

"What do you want your students to get out of the lesson?' 

"What is this lesson good for?" 

"Can you show me how it might fit into your concept map?" 

"Is there anything that you most/least like about the lesson plan?" 

"Would you really teach this? Why/not?" 

"Have you taught a similar lesson before?" 

At this point in the interview, the participant was guided to discuss her personal 

experiences with teaching English. The lesson plan or a copy of it was later placed in the 

participant's personal content belief archive (see Appendices J and K, Items 2). 

Reflection on Teaching.̂  

Following the participant's explanation of the lesson plan, the conversation was 

easily turned to a forty-five minute to one hour audio-recorded discussion of her teaching 

experiences. In particular, the researcher wanted the participant to recall an English 

teaching experience that she personally deemed "good" or "successful"; in a sense, she was 

asked to rely on event-structured knowledge that was well-remembered (as in Carter, 

1994). As the fourth belief exploration task, this reflection asked the participant to identify 

specific teaching decisions and practices that she felt were successful or unsuccessful. To 

this end she was asked (see Appendix B for the full interview protocol): 

"Have you had many opportunities to teach lessons or English lessons - either to 

4This task was first conducted with a group of 10 practicing teachers taking a masters' 
program course in instruction in September 1997. Their needs for clarification were taken 
into consideration when modifying the task for the present study. 
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your peers, or to students in classrooms?" 

"Are there any that you were particularly pleased with? Can you tell me about your 

favorite?" or "Qm you tell me about one you really learned from?" 

"What went well? What did you like about it?" or "What about it would you 

change? Why?" 

"Why did you decide to do that?" 

"What made it good/successful?' 

At this point the participant was asked to perform the sentence-completion task. 

Sentence-Completion.̂  

As the final task of this first interactive interview, the participant was asked to use 

her own words to complete statements about the subject matter and teaching of English 

(Appendix D). In particular, this belief exploration task asked the participant to verbalize 

her attitudes and beliefs toward, and to construct metaphors about, English and its 

teaching. These statements were modifications of statements developed by researchers 

studying the teaching of Biglish and other subjects (viz., Holt-Reynolds & McDiarmid, 

1994; Lawrenz, 1987; Moore & Sutman, 1970; Richards, Gipe & Duffy, 1992; Simmons 

& Shafer, 1994; Wilson, Konopak & Readence, 1994). Whereas the statements used in the 

previous studies often asked participants to respond via a Likert-type scale, the participants 

in this study were instructed to complete the sentence with an explanation (e.g., "The 

formal extended research paper should/should not (circle one) be taught in Biglish classes 

because...) to encourage a thoughtful, thorough response that would push the participant to 

Waiiations of this task were given to a group of 10 practicing teachers in a masters' course 
in instruction in September 1997 and to a group (k 50 undergr»faiate teaching majors in 
Ck:tober 1997. The groups' responses to and questions about written prompts were taken 
into consideration when modifying this task for use in the present study. 
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articulate her beliefs. The participant was asked to find a comfortable spot in which to 

complete the task. It was also suggested that she give a brief initial written response to 

each of the prompts and assured that she would have the opportunity to explain and discuss 

each response further. Completing the task took each participant approximately one-half 

hour. 

When the participant had completed die written task, clarification and further 

explanation for each response was requested; for example: 

"What do you mean by...?" 

"Can you give me an example of...?' 

This discussion went on for an additional thirty to forty-five minutes and was audio-

recorded. The sentence completion sheet or a copy of it was then placed in the participant's 

personal content belief archive (see Appendices J and K, Items 3). 

First Observations 

Each participant was then observed while teaching a lesson to an existing class of 

high school seniors. The students' teacher volunteered to allow each participant to prepare 

a lesson of her choice and have one forQr-flve minute class period in which to teach it. The 

participants taught consecutive classes on the same day in mid-October and were instructed 

not to share their lessons with each other nor to observe each others' lesson. Field notes 

were taken during the lessons and copies of plans and all materials were collected. In 

addition, an informal discussion was held with each participant following the lesson. 

Questions included (see Appendix B for the full interview protocol): 

"How do you think the lesson went today? What did you like about it? Would you 

change anything? What? Why?" 

"Why did you...?" 
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"What do you think the students took with them from the lesson?" 

"Could you explain what you mean by this part of your lesson plan?" 

Lesson plans and materials were then added to each participant's personal content belief 

archive (see Appendices J and K, Items 4). 

Second Interactive Interviews 

Following the first interviews and observations, each participant was involved in a 

second set of individual interactive interviews. These second interviews involved 

explanations of more in-depth tasks and were conducted in early November over two 

consecutive days for each participant. 

Sorting Task A. 

The first task of the second interactive interview required the paiticipant to 

categorize and classify several topics (see Appendix E for a list of the topics considered; 

based on studies of literature conducted by Holt-Reynolds & McDiarmid, 1994; Malenka & 

Smith, 1994). The participant was asked to identify which topics she would teach, as an 

English teacher, and which topics she would not teach, as an English teacher. The aim of 

this belief exploration task was for the participant to explain her conceptualizations of 

English by discussing what she felt was and wasn't pertinent content to be taughL Filling 

out the form in Appendix E took each participant approximately five minutes. The 

participant was then asked to explain her classifications with the following questions (see 

Appendix B for the full interview protocol): 

"Can you begin by explaining to me what makes something you 'would teach' 

versus 'would not teach,' in your opinion?" 

"Are there other topics you would teach, that aren't included on this list?" K" so, 

"What ate they?" 
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Pointing to an item mariced 'would teach,' the researcher asked, "So this is 

something you would teach because...?' and "What do you think a student could 

team by studying this?' (This line of questions was followed for three or four 

different types of items identified as 'would teach'.) 

"So you would define something 'worth teaching,' then, as...?* 

Pointing to an item marked 'would not teach,' the researcher asked, "And why isn't 

this something you would teach?' and "Can you think of why a teacher would teach 

this?' (This line of questions was followed for three or four different types of items 

identified as 'would not teach'.) 

"So, in your mind, 'English class' includes...?" 

The discussion of Sorting Task A lasted between forty and fifty minutes for each 

participant The participant's marked sheet was later placed in the personal content belief 

archive (see Appendices J and K, Items 5). Sorting Task B inunediately followed. 

Sorting Task B. 

The participant was then handed, one at a time, each of the items listed on the form 

for Sorting Task B (see Appendix F for a list of the items presented in Part B). So that the 

participant could handle each text and hopefully talk more freely about it, the researcher 

recorded the participant's responses on the form to indicate which items she would or 

would not teach. The researcher began by telling the participant, "Pretend you are selecting 

items to be used in your English classroom. Please say aloud whatever comes to your 

mind as you look at each item" (Holt-Reynolds & McDiarmid, 1994). Throughout the 

participant's discussion of each item she was prompted as needed with questions such as 

(see Appendix B for the full interview protocol): 

"Do you know this work/author? What are your feelings about it?' 
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"Have you ever studied it before?" 

"Would it be good for students to study? Who? Why/not?" 

"How might you use it?" or "Why wouldn't you teach with it?" 

Once the participant had discussed each item, the researcher referred to several examples 

and asked (see Appendix B for full interview protocol): 

"Can you begin by explaining to me what makes something you 'would teach' 

versus 'would not teach,' in your opinion?" 

"So this is something you would/would not teach because...?" 

"What do you think students would learn by studying this?" 

"Can you think of why a teacher might teach this?" 

This second sorting task and discussion was audiotaped and lasted just under an hour and a 

half for each partidpant The completed Task B form was later put in each participant's 

personal content belief archive (Appendices J and K, Items 6). Each partidpant was 

offered and accepted a brief break following this task. 

Planning Task II. 

The second plamung task was another type of belief exploration and naturally 

followed the sorting task. The purpose of this task was to encourage the participant to talk 

aloud while thinking about teaching particular pieces of literature - in particular, a piece of 

literature she felt uncertain about teaching. For this, the partidpant was asked to read 

copies of four short pieces of literature (see Appendix G for a list of literary selections). 

&ich piece was selected based on its compatibility with differing theories of the content 

previously proposed by other researchers (c.f. Ruggles-Gere et al, 1992; Wilson et al, 

1994). Specifically, "The Road Not Taken" by Robert Frost was selected because it has 

traditionally been studied for its poetic form, use of language, and widely agreed-to 
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meaning; "Driving Toward the Lac Qui Parte Rivei^ by Robert Bly was chosen because it 

was written by a regional author and therefore might call forth personal experiences and 

responses; "A Modest Proposal" by Jonathan Swift was chosen because it contained both 

literal and figurative interpretations; and the opening of 77ie Bluest Eye by Toni Morrison 

was chosen because of its unusual use of familiar content and the need to make sense of the 

author's work. Additionally, each of these pieces might be used to exploit any of die 

distinct theories of the content discussed in Chapter 2; therefore, these pieces of literature 

were seen as very different from one another, yet full of teaching possibilities. 

Each participant was encouraged to write or speak any comments while reading 

each selection, if desired. The researcher took short notes during the readings and audio-

recorded any longer reflections. After the participant read all four pieces, she was asked, 

"What do you think of these?" 

"Do you have a 'favorite'7' If so, "Why do you like it?" If not, "Why don't you 

like these? What would you prefer, and why?" 

"Would you teach your students using this piece of literature?" If so, "Why - what 

do you think they would learn from it? How would you use/teach it?* If not, "Even 

though you like it yourself...?" 

"Do you have a 'least favorite'?' If so, "What don't you like about it? Would you 

teach your students using this piece of literature?" If so, "Why - what do you think 

they would leam from it? How would you use/teach it?' If not, "Suppose you had 

just taken your first teaching job and found out you bad to teach this piece. Can 

you plan the lesson about this piece of literature?' 

At this point, the researcher asked the participant questions that followed the lesson 

planmng guide used for the first planning task (see Appendix C) to talk through a rough 
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plan for the lesson. These questions included (see Appendix B for full interview protocol): 

"What would be the course/grade level?' 

"What would the objective(s) be?' 

"How would you know your students had met the objective?' 

"What made you think of this idea for the lesson?" 

If the participant explained that she felt comfortable teaching all four pieces, the 

researcher retumed to the sorting task items from Task A and the participant was asked to 

plan a lesson for one of the items marked 'not literature'. For each participant, final 

questions focused on the value of the lesson, including: 

"So how do you think you would feel after teaching this lesson?* 

"What would your students think about this lesson?' 

"What do you think your students would have gotten out of this lesson?' 

This portion of the second interview lasted between forQr-five and sixty minutes and was 

audiorecorded. This completed the first day of the second interactive interviews. 

Picture Task. 

In die first task of the second day of the interview, the participant was asked to 

reflect on six still pictures of teachers in the act of teaching (see Appendix I for detailed 

descriptions of each picture). Again, for the sake of variety, the pictures potentially 

depicted varying instructional settings and methods, including the teacher with a student at 

the chalkboard, speaking with one hand outstretched and a paper in the other, sitting in 

front of a semi-circle of students, discussing an item with an individual student, standing 

next to a large table lined with students, and sitting with two students at a table. The 

purpose of this pedagogical interpretation task was to allow the participant to discuss 

thoughts and feelings about a potential range of instructional situations and interactions. 



98 

The participant was shown each picture individually and asked questions along the lines of 

(see Appendix B for full interview protocol): 

"What might this class be studying? How are they studying it?" 

"Would you do this, as a teacher? Why/not?" 

This task was completed when the participant finished hypothesizing and commenting 

about each of the six photographs, which lasted approximately twenty audiorecorded 

minutes for each participant. 

Case Analysis. 

Following the photograph task, as the second pedagogical interpretation task each 

participant was asked to read four cases of teachers' thinking about Biglish and teaching 

English (Appendix I). These four cases were summaries of descriptions of the four 

theories of the content proposed by Ruggles-Gere and colleagues (1992) and were again 

chosen for the breadth of beliefs, goals, and teaching practices presented in each case. The 

purpose of the task was to encourage the participant to talk about teaching in relation to the 

practices of other teachers and respond to that personally (as suggested in Carter, 1990a). 

The participant was asked to read one case at a time. Prompt questions included (see 

Appendix B for full interview protocol): 

"What can you tell me about this teacher?" 

"What do you think this teacher feels is important?' 

"What do you think this teacher wants her students to do/leam in English class?" 

"Do you agree/disagree with this teacher? What do you agree/disagree with? 

Whyr 

Once the participant had finished conunenting on each of the four cases, she was asked: 

"So are you at all like any of these teachers? Which one(s)? [n whatway(s)?" Or, 
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"Why not? How are you unique?' 

At this point the researcher began to go on, then (as the researcher flipped through her 

papers) said, "Oh, wait - I forgot to show you this one. Could you read this and tell me 

about this teacher?' The participant was then handed a fifth case, which the researcher had 

constructed based on a preliminary analysis of the participant's personal content belief 

archive (see Appendices J and K, Items 7). The participant was not told about the origin of 

this case, but was asked the same questions as of the previous four cases. The purpose of 

this task was to record the participant's comments about the researcher's analysis thus far. 

When the participant seemed to have run out of reactions and responses to the five 

cases, the researcher brought out the four pieces of literature from the second planning task 

and asked the participant: 

"Do you think any of these teachers would teach these pieces? Why/not?" 

"Do you have any ideas of how she might teach this piece? Why?' 

"Can you suggest anything that she might teach?" 

Similarly, the photographs were also shown again to the participant with the questions, 

"If you can ignore the sex of the teachers, for the sake of argument, do you think 

any of these pictures could be of their teaching? Which ones? Why do you think 

that?' or "What might her teaching look like?' 

This final task of the second interactive interviews was audio-recorded and lasted between 

sevenQr and eighQr-five minutes for each participant. 

Third Interactive Interviews 

The third and final interactive interview for each participant was held in early 

December and required the participant to reflect on the documents of the personal content 

belief archive. This was an explicit belief exploration task, because the participant was 
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being asked to identify her own beliefs. It began with a brief discussion of the proposed 

theory of the content (see Appendices J and K, Items 8, for each participant's proposed 

theory of the content), and each participant ultimately wrote her own personal theory of the 

content (Appendices J and K, Items 9). This was a pedagogical interpretation task as well, 

as the participant was encouraged to review the contents of the personal content belief 

archive and interview transcripts. 

Proposed Theory of the Content. 

The final interview for each participant began with a discussion of the proposed 

theory of the content (Appendices J and K, Items 8). This was a document the researcher 

wrote as a result of analyzing the items in the participant's personal content belief archive -

that is, the materials and records obtained during the first and second interactive interviews 

and classroom observations. This brief document attempted to state a few of the "whats," 

"hows," and "whys" of teaching English that were conveyed to the researcher through the 

participant's personal content belief archives and subsequent discussions. The proposed 

theory of the content was prefaced by the following written paragraph: 

"In going over the tasks you have completed for me and the tapes of our 

conversations I've noticed some notions that you seem to fall back on more often 

than others. I may be wrong in this; I may be misinterpreting your words or they 

may not really be as important to you as they seemed to me. So please let me know 

if there are any that you agree with, disagree with, don't understand..." 

This preface was written to be nonthreatening, hopefully requesting information and 

reactions from the participant, rather than suggesting that the researcher's conclusions were 

infallible or that she would be distraught if the participant disagreed. It was followed-by a 

brief listing of the beliefs apparently held by the participant about the teaching and learning 
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of English (ie, "Most writing in English classes should be in response to literature or 

personal interests, rather than teacher-chosen") and a paragraph summarizing general 

beliefs (see Appendices J and K, Items 8, for each participant's complete proposed theory 

of the content). After having the participant read the proposed theory of the content, the 

researcher asked (see Appendix B for full interview protocol): 

"Are these accurate? What about it is accurate? What isn't?' 

"Would you modify any of these?" 

"Do you have any questions for me about what I mean?" 

£)uring this brief conversation the participant's personal content belief archive was available 

for mutual reference in discussing the participant's beliefs. This discussion was 

audiorecorded and lasted approximately fifteen minutes with each participant The 

participant was then asked to compose her own, more thorough personal dieory of the 

content. 

Personal Theory of the Content. 

Once the participant finished discussing the proposed theory of the content, she was 

asked to write a statement and explanation of her personal theory of the content The 

participant was given the following directions: 

"Please correct me and expand upon and add to my understandings of how you 

view this subject - what you want to teach, how you want to teach it and why 

students should learn it." 

The participant was also given the personal content belief archive and interview transcripts 

and encouraged to look through them, make references to them, or ask questions about 

them while composing the personal content philosophy. The researcher also asked the 

participant to make a small mark and comment on anything in the personal content belief 
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archive that she found particularly interesting. Each participant took between two and three 

hours to look through the personal content belief archive and compose the personal theory 

of the content (see Appendices J and K, Items 9, for each participant's personal theory of 

the content) 

Final Observations 

Finally, in February and March each participant was observed teaching four lessons 

in the student teaching placement For each observation, a written narrative record was 

kept during the lesson and an informal conversation was recorded with Held notes 

inunediately following the lesson. The purpose of these observations was to note the 

content and methods of the taught lesson and to discuss any new feelings the participant 

had about teaching English now that more direct experience had been gained. The lessons 

were chosen by the participants as lessons they felt particularly "good" about Specific 

questions following these observations included (see Appendix B for full interview 

protocol); 

"How did the lesson goT 

"How did you come up with this lesson idea? Do you like it? Would you do it 

again? Any modifications? Why/not?' 

"What did your students get out of the lesson?" 

These lessons lasted a full instructional hour. Fbllow-up conversations for the first two 

observations lasted between seven and thirty minutes, dependmg on the participant's 

schedule. For the third lesson, the researcher asked each participant to select a lesson she 

felt demonstrated her personal dieory of the content During this final discussion, the 

participant was asked, 

"So, in what ways do you feel this lesson enacts your theory?" 
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"Are you thinking of any modifications that may enhance this lesson?" 

"Do you have any additional thoughts about your personal theory of the 

content at this time?" 

This discussion lasted approximately forty-five minutes and concluded interactions for the 

purposes of this study. Lesson plans are included in Appendices J and K, Items 10. 

Procedures for Analysis of Data 

The data collected throughout the study were analyzed as they were collected (see 

Merriam, 1988) for two basic purposes. Hrst, the data were analyzed for the responses of 

the participants to the tasks as tasks. This included rejection and acceptance of their own 

and others' beliefs and practices and any resistance to or misunderstanding about the tasks, 

as well as an identification of tasks and questions that elicited responses that were 

particulariy revealing or helpful in expressing the personal theory of the content. Second, 

the data were analyzed for beliefs and practices held by each individual participant, which 

were presented as the "anonymous" fifth descriptive case study of teaching during the 

second interactive interview and also in the proposed theory of the content presented during 

the third interactive interview. Hnally, at the conclusion of the study the data were 

analyzed for consistencies and inconsistencies in the dialogue of each participant as she 

responded to the belief exploration tasks and pedagogical interpretation tasks from a 

personal viewpoint, which resulted in the lengthier written descriptions of the two 

participants presented in Qiapter 4. This multifaceted analysis of the data collected 

throughout the study is further detailed below. 

First Interactive Interviews and Observation Data 

The data collected in these situations (ie, the focused personal history, concept 

mapping, first planning task, reflection oa teaching, sentence completion, initial teaching 
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observation and their accompanying transcribed discussions) were analyzed in late October 

using the constant comparative method for a general impression of the beliefs held by the 

individual. In particular, beliefs and practices that were consistently and often referred to 

by the individual provided the written case description of the participant used during the 

case analysis task in the second interactive interview. These cases were written separately 

for each participant and no comparison between participants was made at that time. 

The data were also analyzed to identify similarities and differences in the two 

participants' responses to each task. This included the nature of the participants' responses 

to the tasks, such as misunderstandings and requests for clarification as well as reactions to 

teaching practices and items presented which were congruous and incongruous with their 

own previously articulated ideas. This analysis also included the content of the participants' 

responses, such as unsolicited offerings of personal experiences and teaching ideas; 

consistencies and inconsistencies with ideas expressed during other tasks; and new 

preferences raised. For this analysis the two participants' responses were compared with 

one another. 

Second Interactive Interviews Data 

As with the previous data, the data collected from the tasks of the second interactive 

interviews (ie, the sotting tasks, second planning task, picture task, and case analysis) 

were analyzed to identify similarities and differences in the two participants' responses to 

each task. Again, this included the nature of the participants' responses to the tasks, such 

as misunderstandings and requests for clarification as well as reactions to teaching practices 

and items presented which were congruous and incongruous with their own previous 

ideas. This analysis also included the content of the participants' responses, such as 

unsolicited offerings of personal experiences and teaching ideas; consistencies and 
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inconsistencies with ideas expressed during other tasks; and new preferences raised. For 

this analysis the two participants' responses to each task were again compared with one 

another. 

In addition, the data were analyzed in late November for the individual participant's 

reactions to beliefs and practices that were discrepant to, consistent with, different from, 

and similar to the general beliefs about teaching English as identified from the data collected 

during the first interactive interviews and first observation. Those beliefs and practices 

accepted and rejected by the participant in this second set of interviews, along with her 

reasons for acceptance and rejection, were compared to those compiled from the first set of 

interviews, and apparent consistencies for each participant were noted. This second 

analysis of the data provided statements and summaries of apparent beliefs which were 

used to compose the proposed personal theory of the content, which was then used in the 

third interactive interviews held in eariy December. For this purpose the data were 

analyzed separately for each participant and no comparisons between participants were 

made. 

JTurd Interactive Interviews Data and Final Observations 

The participants' responses to the tasks of the third interactive interviews (namely, 

the discussion of the proposed theory of the content and creation and discussion of the 

personal theory of the content) and their responses to the queries posed during the final 

observations as well as related lesson plans and materials were analyzed again to identify 

similarities and differences in the nature of the responses between the two participants. 

Once again this included the nature of the participants' responses, such as requests for 

clarification; willingness to accept or reject the proposed theory of the content; and 

reflection on the lessons taught This analysis also included the content of the participants' 
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responses, such as suggested revisions to the personal theory of the content. For this 

analysis the participants' responses were compared with one another. 

Also, for each individual participant, the oral and written statements regarding the 

personal theory of die content and reaction to die proposed personal theory of the content 

were analyzed in January to, once again, identify beliefs indicated by the individual. 

Finally, the observed lessons and discussions were analyzed for apparent and articulated 

beliefs and practices. These beliefs and practices were compared to those compiled from the 

first two sets of interviews, and apparent consistencies as well as inconsistencies for each 

participant were noted. This analysis contributed to the development of the summary of 

trends in responses for each individual participant and did not compare the two participants' 

responses. 

Finally, all data collected were analyzed for trends in the content of the responses 

for each individual participant, describing the individual's expressed theories and 

preferences for the teaching of English as well as responses that were consistent and 

inconsistent with these theories. The task-by-task analysis and summaries of trends in the 

participants' responses are presented in Chapter 4. 

Conclusion 

The methods for collection and analysis d* the data for this study attempted to 

provide answers to the research questions, seeking descriptions of the nature of two 

preservice English teachers' responses to their own theories of the content as well as other 

teachers' theories of the content Specifically, interactive interviews and teaching 

observations were used to collect data regarding each participant's theory of the content, 

including her responses to her anonymous case description and proposed theory of the 

content. Data were also collected regarding the articulation of these thoughts as a written 
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personal theory of the content. The results of these data are presented as summaries of the 

responses of each participant and discussions of the participants' reactions to the speciHc 

tasks used during the study. 
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HNDINGS 

Introductioii 

The interview transcripts and documents formed during this study were analyzed as 

they were collected for trends in each participant's statements, using the constant 

comparative method. In this chapter those trends are discussed in detail. Hrst, each 

participant's personal background was briefly introduced. Then, the two participants' 

archives were discussed regarding similarities and differences in the nature of their 

responses to each task of the study. Finally, each individual's archive was used to briefly 

describe the participant and illustrate a case description of her theory of the content, as 

suggested by the trends in the archive. In this manner, the contents, construction and use 

of the personal content belief archives are discussed. 

Participants 

This background information was provided about each participant as an 

introduction to the individual. The information came primarily from the preliminary 

interviews conducted for the selection of participants, but also included pertinent 

information about the individuals' lives gained through the interactions over the course of 

the study. 

Gina 

The first participant, Gina^ was a full-time student in a secondary teacher 

certification program in the upper Midwest. She lived at home with her parents and 

younger sister surrounded by a "close family" of aunts, uncles, and cousins. At the start of 

the study, Gina expressed the need to "budget every hour"; between 17 college credits and 

iNot her real name. 
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30 hours a week at a waitressing job, she felt that she was constantly "playing catch-up." 

Yet she did have some free time to spend going to movies or "upshore" with her friends, 

hiking, watching football and attending her sister's basketball games. Gina entered college 

after graduating from high school with the initial intent of becoming an occupational 

therapist but explained,"! kept visiting all these places [for occupational therapy courses] 

and by the end I was getting depressed." She knew she liked working with older students 

and combined her "love of public speaking" with her "love for Biglish" and decided to 

pursue Biglish certification. Gina felt her home community was very supportive of its 

residents and would have liked to remain there when she began teaching. 

Vicki 

The second participant, Vicki^, was a full-time post-baccalaureate student in a 

secondary teacher certification program in the upper Midwest She was also the single 

mother of three boys. Together they would go to the beach, do a lot of camping, and visit 

relatives near by on the Iron Range. On her own, Vicki spent time with her friends, 

gardening and putting up the vegetables, going to movies, and "spending as much time 

outdoors as possible." Initially Vicki went to college for a degree in business but 

eventually received a bachelor's degree in French and English because "I loved [the 

subjects] and wound up majoring in [them] just because I enjoyed it and it was something 

that I liked to do." Upon graduating she spent several years in retail-related positions, but 

this "lost its appeal once the kids were bom." Vicki explained. 

When you start thinking about things, [retail was] not the kind of environment I 

wanted to be working in. And since I had the BA in French and English it's like, 

2Not her real name. 
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making more than I did then...but you're learning; you don't ever reach a point 

where you say "Now I can just sit back and do nothing." 

For Vicki, the decision to major in English was "because I wanted to teach eventually"; her 

return to college once her children were attending school was the conclusion to what she 

had started then. 

Responses to Tasks 

This first section discusses the nature of the two participants' responses to the tasks 

of the study as revealed by the documents of their personal content belief archives. The 

discussion focused on similarities and differences revealed in the participants' thoughts 

about English as elicited by each task, both in the manner as well as content with which 

they responded. In particular these included stories and explanations, requests for 

clarification of the tasks, sources of influence mentioned on their thoughts about English 

and its teaching, reflections on congruous and incongruous thoughts about the teaching of 

English, and instances of consistency and discrepancy of the thoughts discussed by the 

participants. 

First Interactive Interviews 

The tasks used in the first interactive interviews were primarily belief exploration 

tasks and, as such, were intended to encourage the participants to recall studenting and 

teaching experiences that might have been significant in forming or influencing their 

personal thoughts about the importance and means of the teaching of English, and to reflect 

upon those experiences and thoughts. In this section the nature of the participants' 

responses to each task is discussed. 

Focused Personal History. 

Not surprisingly, in this first task both participants identified and discussed a 
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variety of personal experiences and acquaintances which had influenced their thoughts 

about English and its teaching. In a general sense, both participants used story as well as 

explanation to communicate their thoughts and experiences. More specifically, these 

responses focused on their career decisions, recollections of enjoyable studenting 

experiences, and memories of influential individuals. 

During the interview, both participants related specific stories in response to the 

interview questions. It must be noted that the mode of stoiy was chosen by the participants 

without prompting. They were not asked to "tell me the story of anything (see Appendix 

B for interview protocol). Rather, they were asked several "what made you..." and "why 

did you..." questions, or at times they were asked to "tell me more about.." But without 

specific prompting, both participants selected story as a mode for communicating their 

ideas and experiences. 

Several of dieir stories were short and general, illustrating their explanations and 

beginning with the word "like": "Like this one science teacher, I remember...," "I guess 

when I was real young, like at a mother-daughter tea...," "like, somehow I made it to a 

baccalaureate meeting...," "like, I had a class...," "like when they're out there pulling at the 

trees...," "some of the snobbier friends were like...," and "like I took Intro to Business..." 

These brief stories punctuated their explanations with examples from their lives and tended 

to be accumulations of instances rather than specific accounts of events. For example, 

Gina used the setting of a mother-daughter tea to explain her passion for public speaking: 

"I'd go up there to read a speech or a poem. My mom does not public speak, so she would 

always immediately after the thing say *0h, you did so well' and it was almost like a 

confidence builder that I could do it and so, hence when things would come up I would 

volunteer [to speak]." In this case it seemed there were several mother-daughter tea 
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speaking engagements; Gina related them as one telling to exemplify her point. Similariy, 

Vicki told about one of her classes to explain how she became interested in studying 

literature: "[L]ike I had one professor who - actually she was in French - and she would get 

up there and she would bring in all this philosophy and psychology and history into the 

novels we were reading and I'd just be like, 'Wow, does she know all that?"' In this 

situation Vicki put several class sessions into one conglomerate to illustrate her idea. These 

brief snippets were woven into their explanations and provided specific examples which 

grounded their thoughts. 

Some of their stories were longer, more detailed, and related one or more specific 

situations. In beginning these stories they identified a particular place or time, instead of 

using the more general "like": "I remember the moment when [the teacher]...," "Just last 

week we had to give a lesson...," "I worked one summer in the district office...," "I was 

disappointed when I came here and...," "I had a conversation with a friend...," "At a 

reunion a few of us went and talked to a chemistry teacher...," and "years later my dad 

said..." For example, Gina related the story of a methods course mini-lesson she taught 

with a parmer to illustrate her ability to think on her feet while teaching: 

Just last week we had to give a lesson - we were team teaching - and I hadn't really 

reviewed too much but I was going to do the opener and the opening activity and 

the other person was going to do some text reading and then some questioning. 

Well even though she went up there with like four pages of notes - I'm the kind 

diat, I like to go up there with nothing - and she interrupted my part and then all of a 

sudden she just blanked out, and she couldn't save herself. She just couldn't do it 

And I was just like, "Okay, this is both of our lesson" - and I had to pull it through 

and I saved it, and it was a really great feeling to me to know that I could save it 
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It's just like, okay, this needed to be done and I could do it 

This was clearly a story of one specific event and again was used to provide an example 

from Gina's life of the point she was making. Vicki also told a few specific, detailed 

stories, such as this one about visiting with a former teacher 

At a reunion a few of us went to talk with a chemistry teacher to tell him what an 

impact he made on our lives and just to tell him that he was one of the most 

memorable teachers that we had had, and I could tell he kind of liked hearing 

that.And he goes "Huh" - he had this weird funny laugh, like a snort - because I 

told him I was gonna be an English teacher and he said "Oh, you're gonna teach 

English; but science is so easy to teach..." 

Vicki related this story as she was explaining that as a student, she enjoyed the act of 

learning rather than any specific content. These longer stories seemed to involve more 

recent experiences than the shorter versions, but still served to illustrate the point the 

participant was making. 

During the interview both participants explained their decisions to teach English in 

part by explaining why and how they cast off previous career choices. Gina began her 

college career as an occupational therapy major. But as she explained, "I was there for a 

year and a quarter and I kept visiting all these places and by the end I was getting 

depressed." Not only the working but also the small job market in occupational therapy 

depressed her, she mentioned that "[t]here are only six ota's in the entire school district of 

the nearest large city. It seemed that occupational therapy did not live up to Gina's hopes. 

And Vicki changed from her initial major in business because "I took Intro to Business, 

and we actually did group work, but it was the most stupid class Td ever sat through and I 

thought to myself, I'm not going to spend four years studying this." She ended up working 
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in retail business anyway because "I needed a job" but ultimately decided that "it's not the 

kind of environment I want to be working in" because of the focus on profits and 

bookkeeping. Vicki, as well as Gina, abandoned her original major eariy in her college 

career and, through practical on-site experience in the field, determined that the field did not 

meet her expectations. Both participants apparently felt - without prompting - that these 

were significant experiences to relate when explaining why they chose to become EngUsh 

teachers. 

While discussing their previous careers they also identified the aspects of those 

fields that interested them and directed them toward the teaching of EngUsh. For example, 

through her occupational therapy courses Gina first worked with children and "decided I 

wanted to go into schools" as an occupational therapist When occupational therapy 

depressed her, Gina held on to the desire to woric in schools and "my love for English - it's 

like they kind of combine together. And I love the older kids, I knew that from ota, that I 

didn't want the younger kids.. All of a sudden I was like, I want to be an English teacher -

and it just clicked." Working in schools and with older children were experiences Gina 

attributed to her occupational therapy experiences that in part influenced her to become an 

English teacher. Similarly, Vicki's woric in retail industry put her in contact with "people 

from all around the worid" and she found herself spending a lot of time "read[ingJ...so I 

was learning in my own little way." Again, the woric with people and her love for literature 

combined "and since I had the BA in French and English it's like, it's time to cash in on my 

educational investment" In fact Vicki described her current career choice as almost 

inevitable, as she recalled, "When I did finally decide BigUsh as my major, it's because I 

wanted to teach eventually." Based on their responses during this focused personal history 

interview, it seemed that both Vicki and Gina had to merely find their paths to English 
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teaching by eliminating other career choices and narrowing in on the type of woric they 

enjoyed. 

Both Vicki and Gina revealed experiences as students that they enjoyed, but the 

extent of their revelations differed greatly. Gina recalled several high school classes and 

activities when asked to describe herself as a student and to discuss the aspects of school 

she particularly liked. The classes she mentioned included interpersonal communications, 

mass media, American literature, and college writing. She wanted to take public speaking 

but "I had to take interpersonal communications because public speaking wouldn't fit into 

my schedule." And she enjoyed "elevator music reading" in her English classes. 

Otherwise Gina identified more general types of activities that interested her. She said, "I 

loved writing reports," "[b]ig projects were always exciting for me," and "just to be able to 

be creative." As far as classes and activities were concemed, Vicki was more specific in 

revealing what she enjoyed. In high school, she said, "physics and chemistry -1 loved that 

stuff, I loved science" and "we only had German and I wasn't going to leam German, I 

didn't want to leam German." Vicki also said, "[L]ooking back at high school, it's like, 

yeah, I was in sports, in the office, in yearbook, art classes - we had two excellent art 

teachers, we got to do ceramics, lapidary, oil painting..." Even though it had been a longer 

amount of time since she was in high school, Vicki related more detail about the courses 

she enjoyed than Gina did. Similarly, Vicki was a bit more specific in discussing activities 

she enjoyed in high school. Throughout the interview she commented, "I liked working on 

the labs," "[I liked] those long problems and you worked in groups," "discovering the 

answer on your own in math and science" and "I liked art because you can talk while 

you're working." In responding to the questions of the focused personal history both 

participants recalled high school classes and activities they enjoyed, but Vicki did so with a 
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bit more elaboration and specificity. 

A more obvious difference appeared in the scope and content of the participants' 

recollections of college classes. Gina made only two references to college courses during 

the focused personal history interview; one was the recent team-teaching episode related 

above, and the second was mentioned only in passing; "I got to college and I thought, oh, 

I'd like to take a literature course. And you just couldn't get into them - they were all full. 

And then I went into occupational therapy..." Other than that, Gina related her frustration 

with finding a teachable minor. But Vicki referred frequently to specific activities related to 

her college coursework. Vicki explained that in college, "you take your general ed courses 

and I took a couple literature courses and I loved them; reading and discussing literature; 

and I took foreign language for the first time." When asked to explain what she meant by 

"existentialism" in the previous interview, Vicki responded, "that 212 class -1 talked about 

that in one of my essays, that [he] was one of the poets that I strongly identified with..." At 

another point when discussing censorship she mentioned, "I did [research] for a paper for 

TED 200 on values clarification, so that I would be familiar with tha '̂ and later, "and of 

course in library science we talk about censorship." Another time she referred to "a book in 

multicultural [education] class" that allowed students to role-play to develop human 

relations skills. And she also recalled that in a "college literary criticism course, we didn't 

just write about novels or plays; like, we got to choose a painting and write about it, 

criticize it; and the same with music." While this difference was probably one of individual 

preference, it was still a notable difference in the nature of their responses. Vicki 

frequently referred to college experiences when asked to talk about being a student and 

learning, whereas Gina referred more exclusively to her high school years. 

Likewise, there were general similarities and subtle yet intriguing differences in the 
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stories and descriptions they related about teachers and other individuals who had 

influenced their decisions about the teaching of English. First, both participants offered 

these tellings of their own accord; neither participant was asked to "describe a teacher you 

particulariy liked" or to "identify people who influenced you to become an English 

teacher." Rather, the descriptions were brought up by the participants during the interviews 

as they described their memories of school. Second, both participants talked about the 

influential teachers throughout the interview. For example, Gina began describing her self-

named "so-called high school Biglish mentor" when describing teachers she didn't like. 

Later she brought him back into the conversation and explained what she didn't like about 

him, then a third time explained what she did like about him. Similariy, Vicki mentioned 

talking to a teacher at a reunion, then a little later explained why she liked him as a teacher, 

and retumed once more to relate a conversation and describe what she enjoyed about the 

class activities. So the manner in which the participants chose to describe teachers they had 

had and the manner in which they wove their descriptions throughout the interview were 

two distinct similarities in their responses to the questions of the focused personal history 

interview. 

A third similarity in the two participants' discussions of influential people was that 

they chose to describe the teachers they enjoyed first by personality, and second by 

teaching sQrle. Gina enjoyed another former high school English teacher's personality 

because "I think he was very laid back, very easy to approach, his class was kind of laid 

back. You just went to the washroom without asking, very free-moving." Later she added, 

"[H]e was a positive criticizer, so to speak." She also mentioned that "he just really seemed 

like he was m tune with the students" and recalled that "he was always laughing and 

enjoying the time." Similarly, Vicki began describing her high school chemistry teacher as 



118 

"one of those teachers who was very strict, a disciplinarian; 'This is serious stuff and 

you're going to learn it'" But she also recalled, "[H]e had a good sense of humor. He 

could relate to kids. He was a real approachable individual, and at the same time being, you 

know, tough." Although the two participants admired some different characteristics of their 

teachers' personalities, both used that as starting points in describmg what they liked about 

those teachers. They then both continued to describe aspects of the teachers' teaching that 

they enjoyed. Gina recalled, "[In h]is college writing course, you'd write a draft and you'd 

always have a chance to re-write. So you'd always have a chance to improve. I think he 

really encouraged you in that way." As a student Gina apparently appreciated the 

oppoituniQr to revise her writing and felt that that was a teaching dedsion specifically made 

by the teacher. And Vicki recalled that in science "I liked working on the labs, those long 

problems. And he always gave us points for our work, for our process, even if you didn't 

get the right answer in the end. And you had such a sense of accomplishment You 

worked through that problem. You got that answer." Vicki noted the fact that the teacher 

chose to give them points for process, also identifying this as a teaching decision that she 

appreciated as a student. Furthermore, the participants respectively felt that these teaching 

decisions provided students with "encouragetment]" and "accomplishment" - feelings that 

sounded quite positive. Thus each participant selected one teacher whom she liked and 

identified both personality characteristics and aspects of instructional sQrle as reasons why 

she liked that teacher. 

A fourth similari^ in the two participants' responses involved the identification of 

individuals who influenced their thoughts about the teaching of English after they graduated 

from high school. Toward the end of the interview Gina offered, "One other person I 

should mention just because he's key to my educational goal is 1 worked one summer in the 
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district office and I worked with the superintendent there and he really influenced me." 

Gina explained that she "worked with him one on one on referendums and I really got a lot 

of the business aspect' of school operations. But she also explained that his influence 

extended beyond what she learned there; Gina recalled his recognition of her future career 

"He went, 'One day you're going to be an educational administrator'...and then one day he 

came and picked me up for lunch and I said 'Guess what - I'm going into education' and he 

said 'You're going to be an English major, aren't you?"' And at another point she 

commented that "he knew I was destined to do this." She also seemed to respect his 

opinion, as she pondered, "I don't know what it was, but he saw it." Perhaps part of her 

willingness to accept his identification of her as a future Eaglish teacher came from the fact 

that he began his career as an Biglish teacher. Gina seemed to feel a bond with him 

because of that; she said, "[I]t's just interesting that we have the same [path] - he has this 

way now that he knows that 1 can understand as an English major." Besides seeming to 

predict Gina's career path, she felt that "he has been just key all the way through my 

courses" and explained, "like he's bought me books" and "he's introduced me to a lot of 

the area superintendents and principals." Gina related her interactions with this person as 

encouraging and supportive of her career decision, and suggested a conmion bond they 

shared through the career of English teacher. 

Similariy, Vicki described a teacher friend and "a friend who is a coordinator for a 

program for disadvantaged kids" and the influence they had had on her thoughts about the 

teaching of English. She and the teacher met frequently and shared "all that we're learning" 

about teaching and by teaching. More directly, she explained how the program coordinator 

served as an example and a sounding board for some of her ideas about teaching. As one 

example of their similarity Vicki explained, "[W]e both have this strong personal 
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understanding that in nature, it's just a mirror of what we are, and when you exhale the 

trees inhale and they make oxygen and so, you know, it's a very basic thing." Later she 

exemplified that she had incorporated this "strong personal understanding" into her role of 

teacher with a story of how "I teach [respect for nature] to my [sons] as well." By relating 

this example Vicki emphasized that she did put the same personal conviction into her 

teaching that her friend put into his. She also discussed the possibility of students or 

parents being offended by thinking she was "teaching spiritualiQr" and pointed out that she 

talked with her friend about how he responded to such concerns. She also felt they were 

similar in that "he's very successful in reaching the children, and that for me is what it's all 

about." Whereas Gina identified one person who affirmed her decision to become an 

English teacher, Vicki offered two individuals as sounding boards for her thoughts about 

teaching. Both participants related feelings of coUegiality with these individuals who had 

selected the same career path. 

One clear difference in the two participants' responses during the interview 

concerned the identification and description of individuals who had influenced them in 

terms of how not to teach. Vicki only mentioned people whose ideas and practices she 

admired; but Gina also offered descriptions of teacher actions and characteristics she 

disagreed with. As Gina explained, "I think in high school I was more quick to point out 

the teachers I didn't like." Later she elaborated, "I noticed it even [in high school] that there 

were things that we knew were bad teaching." Throughout the interview Gina provided 

examples of what she considered "bad teaching." Early in the interview she recalled, "I 

finally wrote a note to the first guy I liked and the teacher took it and read it right in front of 

me. He didn't read it out loud," but she was still "horrified and embarrassed that he did 

that" She also described a science teacher who 
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...was very much all we'd do is discuss boy stuff like sports - and he'd be one up 

there just gabbing with the students about sports and the girls would be in the back 

talking and then he'd call the conversation to an end only we wouldn't know this 

and he'd just get so ticked with us and slam his ruler down and yell "I called for 

attention." 

Gtna clearly did not appreciate his teaching style; she summarized that "he would just really 

worry about being buddies with everyone, and that was just something I had no use for." 

Overall she felt that "he wasn't really that legitimate of a teacher." During the interview 

Gina also described one aspect of her former &iglish teacher's "personality as a teacher" 

that she disliked. As she observed him in the classroom, she noted. "He's the same 

person. He hasn't changed at all. Now my sister has him." But she doubted his ability to 

really relate to people because "it's almost like he doesn't know how to talk to me on my 

level now." Gina seemed disturbed by the lack of encouragement and rapport she once felt 

from this teacher as she related: 

I talked to him [about student teaching under his supervision] and he's like, "Well 

in the Spring I have the seniors for a couple college classes and that might be a little 

difficult for you." And I was like, "Well maybe it would and maybe it wouldn't 

be." And I just felt like he wasn't that excited to have me. 

As Gina related this experience and other post-high school interactions with this teacher she 

seemed to have lost respect for him for not displaying his previous supportive and friendly 

mannerisms. Whereas she recalled "he was in tune with the students," she explained that 

"[n]ow when I go back and see him I feel like it's false." Although she did not say it in so 

many words, this seemed to be a teacher behavior Gina would try to avoid, preferring 

sincerity instead. These examples of "bad teaching" related by Gina stood out in strong 
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contrast to the purely positive examples Vicki offered during her interview. 

There were many similarities and a few striking differences in the nature of the two 

participants' responses during the focused personal history interview. Both participants 

spoke freely with little prompting and both participants offered many brief examples and 

some longer stories to illustrate their ideas. The content of both interviews was similar, 

with the two participants discussing teaching in contrast with notions of previous careers, 

sharing what they enjoyed about school, describing the personalities and instructional 

preferences of teachers they admired, and relating information about other individuals who 

influenced their thoughts about teaching. There were some differences in that one 

participant recalled several detailed experiences from college as well as high school, and the 

other participant identified instances of undesirable teacher characteristics as well as 

admirable ones. Thus, the focused personal history interview provided information on 

common topics while allowing for individual experiences and preferences to be revealed as 

the participants saw fit. 

Concept Map. 

This second belief exploration task of the first interactive interview provided each 

participant with the opportuniQr to identify and explain what she felt were the appropriate 

content and skills to be taught through the subject of English (see Appendices J and K, 

Items 1). In responding to this task both participants quickly drew their concept maps, 

then added to them as they explained what they had drawn. Both participants also used 

personal experiences to illustrate their explanations. But the two participants differed in the 

representativeness of their concept maps in relation to the thoughts they had previously 

revealed about English. They also differed in their overall reactions to the task. The 

following section further discusses these similarities and differences in the nature of the 
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two participants' responses to the concept map task. 

The first similarity appeared as the two participants were asked to draw their maps. 

There were no requests for clarification during this portion of the task. Both participants 

stated that they knew what a concept map was. Both participants began drawing 

immediately and continued without pause. Each participant completed her map in about 

two minutes. Gina began her concept map by writing the word "English" in the center of 

the page, then drew a line toward the upper right comer and wrote the words "mass media" 

in a rectangle. She added the word "technology" in a rectangle next to it, then continued 

working in a clockwise fashion around the page, adding six more spokes labeled 

"literature," "journalism," "creative wrfiting]," "joumal," "grammar," and "report writing." 

She added between one and four words near each of these rectangles, except for "report 

writing" which stood alone. VIcki also began her concept map by pladng the word 

"Biglish" in a rectangle in the center of the page, then added four diagonal lines off of each 

comer and, beginning in the upper right comer, worked in a clockwise fashion to add the 

words "listening," "writing," "speaking," and "reading," each in its own rectangle. She 

then returned to the upper right comer and, again in a clockwise manner, added between 

two and six spokes and words to each of the four rectangles. While Gina selected topics 

such as "grammar^ and "literature" in addition to "report writing" and Vicki selected only 

verbs such as "listem'ng" and "writing," overall the two concept maps were visually 

similar, with some items boxed or drcled and other items branching out Therefore the two 

participants responded with relative confidence in drawing dieir concept maps, and the end 

result of each of their efforts could be considered a concept map in form. 

There were also conmionalities in the nature of the responses of the two participants 

as they explained their concept maps. For one, both participants worked methodically 
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through the main topics they had identified, beginning with brief descriptions of each. 

Gina began in the upper right comer of her map and discussed "mass media" as "one of the 

subjects that surrounds English." She then moved on to "literature.. American literature, 

and Shakespeare can kind of hold a category of his own." Next "journalism to a certain 

extent is tied into mass media" which included "things like journal writing." She continued 

by describing "[e]veryday grammar class" adding "and some histoiy of the language, the 

dialects." Bnally she explained that "report writing 1 just kind of -1 didn't know where -

that wasn't really covered in any of these, you know, how to do reports and how they 

should be stmctured, different ways of doing them." While Gina explained some 

relationships among die topics, at this point she mainly read the words off of her map. 

Similariy, Vicki began her explanation in the upper left comer of her map, touching each 

main topic with her pencil as she commented briefly, "language skills [pointing to 

"listening"], including communication skills [pointing to "speaking"] as well as literature 

[pointing to "reading"] and compoation [pointing to "writing"]." In her explanation Vicki 

used nouns as synonyms for the verbs she had written; she did not exactly read her map, 

but she did in effect communicate the same information in only slightly different words. 

When asked to "explain your concept map," then, each participant initially provided a brief 

reiteration of what was written on the page. 

For further detail, both participants required additional prompting later in their 

interviews as they were asked questions like "So would you teach all of these in every 

class?" and "Are all of these categories equal?" In responding to these questions they also 

both added to their concept maps. At one point Gina selected "journal" to elaboiate on: "I 

feel sometimes they can be more successful if you have them write once a week but maybe 

they only tum in one once a month that they want you to read." As she explained the Q'pes 
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of journal assignments she would give to her students, she added the words "interviews" 

and "experiences" under the word "diary." These additions and details revealed her ideas of 

how she would use joumaling as well as the types of writing for which she felt it would be 

useful. Similarly, Vicki added the words "forensics" and "theater" when describing how 

speaking skills could be taught outside the classroom. In this way the participants used the 

opportunity to talk about their maps as a chance to further refine what they had placed on 

the paper. 

Not only did the participants add words as they detailed their concept maps, but 

they also added visual depictions. When outlining how she would structure her own 

English class around these topics, Gina drew a timeline on the bottom of the map and 

explained, 

[I]f I was to do a year I would probably do like the first third of the year on 

grammar, and then somewhere in the middle here Td start, probably start with the 

actual writing aspects and do that for another third, and then the last third I'd 

probably start analyzing and reading other peoples' texts and start comparing. So I 

think to a certain extent those [points to "grammar," "report writing," and 

"literature"] would probably be the three main categories with some of these [points 

to the others] added in. 

This explanation clarified the distinction she held between "report writing," which would 

be taught as a focus during the year, and the other types of writing, which she had 

suggested she would carry on throughout the year as tangential assignments. Gina also 

revealed that her students would study literature through analysis and comparison. But the 

additional drawing indicated just how she would order the topics. Similarly, as Vicki 

explained how the topics related she drew a vertical line through the map, discussing the 
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"receptive skills" of listening and reading, and added the word "expressive" above writing 

and speaking. She also drew arrows while explaining the "oral" similarities between 

listening and speaking, as well as the "written" similarities between writing and reading. 

The lines she added to her map further explained how the topics she had chosen "all relate 

to one another." At another point Vicki drew an additional diagram at the bottom of her map 

to illustrate how she would incorporate written and oral responses to literature with the 

actual reading. Again, both participants made visual additions when given the opportunity 

to clarify their concept maps. 

It must also be noted that both participants used their concept maps as visual aids 

during the discussion portion of the task. Gina frequendy pointed to her written words as 

she discussed the topics, as in the above example. And Vicki's map was ultimately dotted 

with pencil marks by the time she was done. She also circled written words as she 

discussed them. For example, when discussing which topics she would most likely teach, 

Vicki explained, "I suppose ideally when you look at all the subject areas everyone is doing 

this [pointed to "listening" and "speaking"] too, so you know English is per se this 

[pointed to "reading" and "writing"] and grammar [circled] and spelling [circled] too but 

everybody is involved in all the rest of it" In this manner both participants made extensive 

physical use of their concept maps, helping to illustrate and emphasize their discussion. 

While explaining their mental organizations of the subject of English, the two 

participants often referred to personal studenting experiences which had influenced their 

thoughts. "Mass media" was the Hrst topic Gina wrote when constructing her map, and 

several times during the mterview Gina recalled the course in mass media she had had in 

high school. She explained that "[w]e were trained in how [film] technology worked" and 

remembered "really learning a lot in that class" about "print" in "newspaper form, tv. 
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magazines." But as she discussed which topics she would teach, she admitted, "1 don't 

know if I'd count on mass media to the extent that he did. I mean, I would bring some of 

that in if I felt - but it would probably be left out." For Gina, the course was influential 

enough to make the map, even though it would not be a main focus of her teaching. She 

also explained that even though "I've never even had a course in creative writing," she felt 

it was an essential part of the English curriculum. And later she related how her high 

school experiences gave her the desire to offer a variety of English experiences to her 

students: 

[L]ike with our school, in ninth grade we had English and French, and the other 

quarter was Greek. It wasn't very exciting but we didn't have any choice. By 

tenth grade if you'd gotten an A in English or French you could go up to the 

elevendi grade level and you bad a choice between mass media and something else. 

And then I think it was finally in eleventh grade or twelfth grade that we got to 

choose our English classes but there weren't very many like creative writing or 

anything. So I think if you catch a lot of these [topics] in like the ninth or tenth 

grades where they're old enough to understand it, get some exposure, and maybe 

they could choose for themselves what they're interested in the most as they get 

older. 

These high school experiences Gina related help to explain why she had organized her 

concept map as she had. 

Similariy, Vicki related experiences from high school and college that suggested the 

origins of some of her concept map. When discussing the importance of developing 

listening and speaking skills, she recalled that in high school "we never got up in front of 

the class and said anything"; rather, "we just sat in our desks, and took tests, and did the 
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question-answer thing." She also remembered her first experience with public speaking in 

college and explained, "[M]aybe if I'd had more exposure to these [skills], I would Ve been 

more used to that sort of thing." These experiences had encouraged Vicki to emphasize 

listening and speaking skills in her concept of Biglish content And later she related a 

college experience when discussing the importance of being able to read, write, and speak: 

"In that adolescent literature class, we ail read our books, and then we had to present on the 

book. And that was great, because sure you've got it written on the paper, but can you tell 

us about it?' The participants referred to previous studenting experiences which explained 

and at times justified the topics and organization of their concept maps. 

Both participants also relied on previous experiences to illustrate how they would 

teach in accordance with their concept maps. Again Gina recalled activities from her high 

school mass media course that she would incorporate into her teaching. Early in the 

interview she explained, "[Tin [the mass media] class we actually had to create our own 

movie. And we actually had to write a script for a movie to a certain extent." Later, when 

discussing how she would teach creative writing she suggested, "like writing their own 

script" and immediately remembers, "[Dhat was a great project. It was really fun. So 

that's probably what I would do." At another point Gina explained that students needed 

literature in small doses and refers to the short story 'The Lottery," recalling, "I read that 

for the first time last year and just fell in love with what it can do" including "predicting" 

and "what a lottery is." She concluded by referring to her own reaction upon reading the 

story in her college course; 'This one you put down and you're like, 'Whoa! Where did 

that come from?' So I really enjoyed it." Gina offered recollections from her own student 

experiences to exemplify how she would teach. Vicki also related a few activities, such as 

the previously mentioned lesson from her college adolescent literature course, which would 
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"combine reading, writing, speaking, and listening, too." She also recalled "a few lab 

simulations" she read about for an education course that would allow students to "work in 

groups on communication skills." Thus both Vicki and Gina offered experiences they bad 

had as students that confirmed the practicality of their conceptual organizations of English. 

There were also topics of personal importance the participants discussed in the 

focused personal history interviews that did not appear on their respective concept maps. 

Gina had not included "public speaking," and Vicki made no reference to "the humanities." 

Yet when the apparent discrepancy was pointed out, both participants provided lengthy 

responses. Gina admitted that "I sure would enjoy teaching [public speaking]" but 

inunediately explained, "I know that for my English classes it's not appropriate." To Gina, 

that was a set of separate skills needing to be taught in a separate class - as she experienced: 

"IDn ninth grade, everybody had to have a public speaking class." Still, she would 

incorporate it by "hav[ingj students come up to present reports" and said, "I know I'll put 

some kind of group or oral report in a class." In this way she planned to expose her 

students to public speaking situations and still "get my satisfaction out of seeing what they 

can do with it, not teaching it that way but in some way." Gina acknowledged die 

discrepancy by explaining that the subject she loved was, in her mind, not a part of Biglish 

class. Vicki also was able to explain the apparent incongruence in her thoughts, as "the 

humanities" were not represented on her concept map. she pointed out that "theater" 

and "plays" were included on the map, and that her students would read aloud and view 

plays as class activities. When asked why psychology, history, music or human relations 

did not appear on her map, she hesitated for a moment and then explained, "(Yjou could 

teach all of it in parts." She went on to exemplify that psychology would come into play as 

students "interpret [a literary character's] motives"; history was part of a "lecture on the 
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background of an author"; and "human relations, that's the whole communications skills 

thing." Neither participant included topics referred to extensively in the focused personal 

history interview, and both responded with lesson activities that would incorporate these 

ideas into their English classrooms. The participants responded that the topics of personal 

interest could be taught through the topics on their concept maps and through the study of 

English to some extent as they each conceptualized it The discussion of the concept map 

and the reference to the apparent incongruence led to these responses of logical 

explanations. 

One major difference arose in the degree of ownership of the concept map 

suggested through each participant's responses. In particular diis difference appeared as 

the participants were asked to "explain what you would teach to a ninth (or twelfth) grade 

English class, if you could make all the decisions." Gina was quite straightforward in her 

explanations, expressing confidence in her ideas with comments such as "So that's 

probably what I would do," "Of course we're going to have to touch on...," "I feel that 

sometimes [students]...," "[0]f course they can understand it because it's written in a veiy 

easy-going genre...," and "literature, of course..." Gina also began several explanations 

with the phfase "I think" with the contextual meaning of "I feel" or "I believe." Consider 

the following examples: 

"I think you have to fine tooth what you would be introducing to them." 

"I think there's a lot of things you can do with the younger kids..." 

"I think to a certain extent those would probably be the three main categories..." 

"I think I would do a year progressive..." 

" I think [seniors are] going to concentrate specifically on more technical writing..." 

"I think if you catch a lot of [students]..." 
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"I think that it's good to have students come up..." 

"I think a lot of the best reading..." and 

"I know that it's a lot of pressure on you..." 

Throughout the concept map interview Gina stated her opinions and thoughts with self-

confidence, acknowledging ownership of her ideas. Vicki, however, seemed at times to 

forget that she was being asked to reflect her thoughts, her desires, and her personal 

understandings of what should be taught in English classes. Twice she referred to her 

college professor while explaining her inclusion of plays as appropriate for a freshman 

English course: "[0]ne of the professors was saying they teach plays in tenth grade" and 

again later, "[Olne of my professors was saying, they teach plays in this level." Vicki also 

commented, "[A]t certain grade levels you're going to emphasize [the] thing are you 

weakest on in a particular level, and it's different from each school - that's what I don't 

have a clue about." Similarly, at another point in her explanation she said, "I have no idea 

of what they expect kids to know at what level." When reminded to try and explain "what 

you feel is important, what you would ideally teach," Vicki did continue discussing her 

own thoughts and offered several suggestions of what she would teach and why. Overall, 

though, she ended the discussion of her concept map with the seeming disclaimer, "[T|hese 

aren't my ideas, either, by any stretch, but it's something to go on." In general Vicki 

seemed to accept less ownership for her concept map and thoughts about what she would 

teach than Gina did. 

The two participants offered conmion types of responses to the concept map task. 

The drawn maps were visually similar, and the words they each chose to use reflected their 

individual preferences. Both participants required prompting to explain their maps in 

detail, and both chose to add content to their concept maps as they explained what they had 



132 

drawn. And both participants used their maps as visual aids during the explanation, 

pointing to and highlighting topics as they discussed them. They also both referred to their 

own past experiences in explaining what they would teach and why. The main difference 

in responses occurred when the participants were asked to explain the content they would 

select for hypothetical courses; one participant did so with litde additional prompting, while 

the other seemed concerned with identifying topics others would find inappropriate. Also, 

one participant seemed to claim more ownership of the concept map than the other. Overall 

the participants did draw and explain their concept maps and elaborated on what they would 

teach and why. 

Planning Task /. 

For the third belief exploration task, each participant was asked to prepare and bring 

a lesson plan oudim'ng an acdvity she would like to teach (see Appendix C for the written 

instructions given to each participant). During this part of the interactive interviews, the 

participant explained her decisions of what to teach and how, as indicated by the prepared 

lesson (see Appendices J and K, Items 2, for lesson plans and materials). Both 

participants prepared lessons that were consistent with their previously mentioned personal 

preferences for activities and content. Both participants also revealed common sources for 

their lesson ideas. Also, both participants identified the same concerns with their written 

plans. However, one participant made many requests for clarification of the task, while the 

other participant requested no further direction than the written instructions. These 

similarities and differences are further explained and exemplified with excerpts from the 

two participanis' personal content belief archives, as detailed below. 

The prepared lesson plan provided by each participant was consistent with her 

previously mentioned personal preferences. For example, Gina's lesson plan (see 
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Appendix J, Item 2) had students working as a class to identify revisions made by an 

author and then working individually to make similar revisions to their own writings. Gina 

titled the lesson 'To Draft or Not to Draft?" and her one objective stated, "Students will be 

able to analyze and revise writing using the four-step process given in class." This "4-step 

list" was a major component of the lesson; ultimately the students would have "a set of 

rules they could maybe put in their notes, just to double-check if there's anything [they] 

would like to change before [they] hand in [their] papers." Although literature was used as 

an example of revision, Gina explained. The overall idea of the lesson is I want kids to 

understand the importance of rewriting and drafting." Both her lesson plan and her 

discussion of it emphasized the development of students' writing skills. The fact that 

Gina's lesson focused on writing was in accordance with the preferences she indicated 

through the previous study tasks. During the focused personal history interview Gina 

often mentioned an affinity for writing, recalling that in high school "I loved writing 

reports" and later reiterating, "I love writing." And at another point she said, "Writing's 

awesome, all forms of it - essay [and] reports [and] creative writing." In contrast, she made 

only brief mentions of literature. More specifically, Gina demonstrated a stronger 

emphasis on writing than the study of literature as she explained her concept map. Her 

map itself had four main sections devoted to different types of writing, but only one for 

literature (see Appendix J, Item 1). And she hypothesized that her freshmen would study 

"short stories, literature, probably not too much;" instead she would focus on "more simple 

stuff for them; writing for them." This writing would involve "the more personal as well 

as the more technical, the more organized." And for seniors she explained, "I think we're 

going to concentrate specifically on more technical writing," and in particular "more report 

writing, you know, diings that are going to prepare them to do research and stuff like that 
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and then kind of end it by doing some literature." Thus, Gina's prepared lesson plan was 

consistent with the emphasis she placed on writing, rather than the study of literature, 

during both the focused personal history and concept map tasks. 

Similariy, Vicki developed a lesson that was in accordance with her own personal 

preferences as indicated during the previous tasks. Vicki's lesson plan (Appendix K, Item 

2) involved her students working in groups to analyze Romeo and Juliet for literary 

elements and presenting their findings to the class. Her objectives specified that students 

would be identifying and explaining "ploC "characters," "time," "place," "mood," "puns," 

"repetition," and "oxymorons" within the play. During the interview she suggested that her 

students would get "an appreciation for Shakespeare, his writing." These objectives 

focused on the study of literature. She also wrote that "[sjtudents will prepare both a 

written and oral report to share with the rest of the class on their topic" as one of her 

objectives. In discussing her lesson she added that students would be "reading closely," 

thereby "developing reading skills," and would also be working in groups "[b]ecause of 

the developments in other areas" such as speaking and listening that were possible in that 

setting. Vicki's focus on literature and skill development were consistent with her 

responses during the focused personal history interview and the concept map task. During 

the focused personal history interview she described herself as a student: "I was a reader." 

And in college, she recalled, "I took a couple literature courses and I loved them; reading 

and discussing literature." Later she emphasized, "literature, ahh...that's the stuff that 

really turns me on." In addition to reading and discussing literature, Vicki mentioned 

enjoying group work "because you can talk" and that &iglish class was important because 

"it's your language, it's how you express yourself." She also explained that she enjoyed 

"sharing" ideas with others and "hearing their stories." Thus Vicki highlighted reading, 
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discussing, and expressing ideas as activities she found particularly rewarding and valuable 

as a learner. Her concept map further clarified these aspects of English as what she hoped 

to teach her students. Her "four domains" of English cleariy indicated that she intended to 

work on students' "communication skills." Vicld concluded her discussion of her concept 

map by pointing out, "[A]s English people we could get more into the literature aspect of it 

but as it stands now you don't do that undl you get to college and by then you're expected 

to be able to [speak and listen]." Vicki emphasized "the literature aspecf as being 

appropriate for &iglish class, but also felt that students needed to develop speaking and 

listening skills before they got to college. Her planned lesson allowed students to read and 

analyze a piece of literature while practicing their conmiunication skills. In this manner 

Vicki's planned lesson was consistent with her personal preferences as indicated by her 

responses to the previous tasks. 

Both participants recognized this congruency with their previous dioughts when 

asked, "Does this lesson fit into your concept map?' Gina immediately focused on the fact 

that it was a writing activity, and therefore tied into several areas of her map: 

I think to try to incorporate this lesson, it's pretty general about writing. I mean, 

you could use it for creative writing, you could use it for essay writing, you could 

use it for research writing. So I mean look at it this way. I think even towards the 

literature area, this could be a reading literature, maybe even you're going to write 

about literature, in Uiat type of way. Creative writing or journal writing, report 

writing, I mean really - granunatical, you could be checking for that I mean, it 

could fit into a lot of those areas. 

Here Gina was also able to explain how die lesson tapped into "literature" and "gramma^* 

as well as each of the writing categories she had placed on her map; "mass media" was the 
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only topic she did not relate it to. Similarly, Vicki translated her literature-based lesson into 

the language of the skills she had used for her concept map, explaining. 

Well, we're reading [and] there would be something written to report...and then 

we'll be presenting their work to us in class so they will have a chance to speak in 

each group and then in dieir group work they'll be working on their listening skills, 

listening to what each other is saying and contributing and also in class, getting 

instructions and presenting. 

Each participant was able to see and explain a relationship between her lesson plan and her 

concept map. 

The two participants also revealed conunon sources for their lesson ideas as they 

explained what they had planned. In particular, both participants had selected materials 

they were currently using in their courses. Gina began discussing her lesson plan by 

commenting, "This was actually a lesson for us in our advanced expository class and I 

know it was really effective for me." From this course she borrowed the essays and idea 

of revision; she explained that in the class "[t]he lesson we were doing was the importance 

of rough drafts" - a phrase that she echoed frequently when discussing the main purpose of 

her own lesson. Gina also mentioned preparing "grammar rule packets" for her Biglish 

methods course and **thought I could do die same thing with drafting rules" in this lesson. 

Gina's identification of her lesson sources were unsolicited; in the same manner Vicki 

identified current courseworic that had influenced her lesson plan. She too did so 

immediately; she began discussing her lesson plan by commenting, "[WJe had just read 

[Romeo and Juliet\ in [methods class], so it was fresh in my mind and we were working 

on things that we would do with it in the classroom." She also explained that "for 

everyone's lesson [in class], we worked in groups, and had a specific passage to read 
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looking for specific word choices, and then how that affected your understanding of the 

characters and the action." Yield also seemed to have borrowed heavily from her current 

class experience and work in preparing her lesson plan. Both participants responded to the 

first planning task by modifying lesson content and activities they had recently used and 

experienced in their college courses. Also, the participants offered this information without 

solicitation. 

As the participants further discussed their lesson plans, echoes of studenting 

experiences mentioned during the previous interviews could be heard. In teaching her 

lesson, Gina suggested she would tell her students, "Well, I want to show you the 

importance of rewriting." After the lesson she would "let them work on their paper and see 

if they can apply these skills." While Gina acknowledged that she had had a similar 

experience in a current course, this emphasis on revising and encouraging students to 

rework their papers was similar to something she mentioned about her English teacher 

during the focused personal history interview; "His college writing course, you'd write a 

draft and you'd always have a chance to re-write so you'd always have a chance to 

improve, and I think he really encouraged you in that way." Perhaps this earlier experience 

as a student had influenced her lesson as well as the current experience. When discussing 

her lesson, Vicki also used phrases that harieened back to the focused personal history 

interview. Vicki described herself as "too shy for theater" and recalled her discomfort with 

giving speeches in college. In discussing her lesson plan, she said, "If you're kind of a 

shy person, maybe you'll be the third person in your group to [present to the class], and 

you've got your whole group supporting you." Vicki's group work decision was, in this 

aspect, in line with her own feelings she recalled as a student And as the teacher of the 

lesson, Vicki described the activity as "really a student kind of thing, where I just sit back 
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and say, 'Thanks, great job.'" This comment again echoed the words of her former science 

teacher, as during the focused personal history interview she recalled him telling hen '"You 

just set it up and the kids do the work. They're doing the discovering; you're just sitting 

there monitoring the work.'" Again, her personal experiences as a high school student 

might have influenced her lesson plan. It was particularly interesting to note that although 

both participants used activities and even phrases that closely mirrored what they had 

previously shared in their focused personal history interviews, neither acknowledged the 

similarities - even though they both freely acknowledged the influence more recent courses 

had had on their lesson ideas. 

The two participants also offered similar responses as to their concerns about their 

planned lessons. One concern had to do with time and padng. Gina commented that "I 

didn't really analyze it too closely for timing, and exactly how long - would this be two 

days, would this be one day -1 didn't really analyze it that closely." Vicki mentioned the 

same uncertain^: "I don't know if two days' time is enough or if we need three days." 

Both participants did respond with ideas of which activities might have been more variable 

in the lengdi of time required. Gina considered the time allotted for in-class reading, 

diinking, "it's pretty small prinr and that Tor them to understand [the reading]" they may 

need more dme than she thought And Vicki wondered, "[I]t depends I suppose on how 

well they read outside of class and how well they work together in groups, so it might take 

a little longer." For both participants this concem seemed to extend to lesson planning and 

teaching in general, and not just these particular lessons. Gina said, "I guess, one thing I 

have a problem with is understanding dme constraints. It's like, okay, 'Will this intro 

exercise take five minutes, or will it take ten minutes? Maybe we'll never be able to fit all 

that in in one day.' Or 'Maybe that's more important'" Similariy, Vicki commented, "I 
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don't know how much time Til spend talking about [a topic], introducing it and setting it 

up." Both participants responded with uncertainty as to how long a planned lesson would 

take in actualiQr, and how much time their students would need to learn satisfactorily from 

the tasks. 

A second concern mentioned by both participants related to their objectives. 

Neither had difficulty identifying "what the students will learn" or "what they will get out 

of the lesson" when discussing her lesson plan, but both participants raised questions about 

their written objectives. Gina was concerned that she only had one written objective; at one 

point she said, "[S]ince it is only a draft maybe there aren't a lot of objectives. I don't 

know if I'm missing something." Later she commented again, "I just summarized it in one 

objective. But I just felt like maybe I need something else." Perhaps Gina was unsettled 

because of guidelines she had been given in her methods courses, as she offered, 

"Basically we are told you should never want to have at least more than a couple of 

objectives and of course it should be something demonstrable." Or perhaps Gina sensed 

that her objectives were more complex but was having difficulty putting it into words; at 

one point she explained, "This is one of those lessons where I think the objectives are kind 

of vague in a sense." Her additional responses suggested that it was most likely a 

combination of trying to apply the theoretical to a real situation. At one point she 

mentioned using "objective form" and explained, "[W]e've been trying to do the 

TSWBAT." It is the format of the objectives that concerned Vicki as well; she explained, "I 

started out trying to do 'by the end of the lesson the students will be able to...' but it didn't 

work. So I just wrote what I wanted them to be working on in the lesson." Later Vicki 

commented, "I don't know if my objectives are really right Some of them seem just like 

the activities." In discussing their lesson plans both participants responded with uncertainQr 
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about the theoretical appropriateness of their written objectives - even though their written 

directions instructed them to "write your lesson plan in any format you wish" and to simply 

include "statement(s) of objective(s)." 

One major difference in responses to this task was seen in requests for clarification 

of the directions for the lesson plan. Vicki took the written instructions and, asking only if 

"this can be on anything, right?" returned for the interview with a completed lesson plan. 

However, Gina requested clarification of the task several times prior to and during the task. 

When given the written instructions, Gina immediately asked, "What kind of lesson are 

you looking for? Because I can do any topic, depending on which way you want it." A 

quick reassurance to plan "anything you would like to teach" seemed to satisfy her at that 

time. But the day before the scheduled interview to discuss the lesson plan, Gina asked if 

she could "just run through the idea." She had a handwritten lesson plan outline and several 

materials with her, including a copy of the essays. She talked through the activities and 

concluded, "So it's really a general lesson. I don't know if you want anything more 

specific than that" She was told to "go with it, if it's something you think you'd like to 

teach." Gina again seemed to test the water by saying, "Because I can just do this [lesson] 

on my own sometime - it depends on what you want" Even when she returned the next 

day for the interview with a fleshed-out and typed lesson plan, she explained it and asked, 

"Do you think this is what you're looking for?" With these responses Gina seemed to not 

only be looking for clarification of the task, but an indication that her lesson plan was 

"right" for the purposes of the study. Although she bad been told several times that "there 

are no right answers" to the interview questions or tasks and that "I just want to know what 

you think," Gina still seemed hesitant at this time. While Vicki requested virtually no 

clarification for the written portion of the task, Gina responded with several attempts to 
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clarify the appropriateness of her lesson. 

Overall the two participants responded quite similariy to this belief exploration task. 

Both participants planned lessons that utilized the skills and content they particulariy 

emphasized in earlier interviews. Both participants were also able to recognize the conunon 

aspects of their lessons to their respective concept maps. Also, without solicitation both 

participants revealed sources of their lesson ideas from their current college coursework. 

And neither participant pointed out the similarities between her planned lesson and the 

activities she remembered enjoying from their favorite high school teachers. Both 

participants discussed concerns with their abilities to plan with accurate timing and to 

construct objectives in the format encouraged by their mediods instructors. And one 

participant requested clarification of the directions and approval of her work both prior to 

and during the discussion of the lesson plan. 

Reflection on Teaching. 

The fourth belief exploration task required the participants to relate prior teaching 

experiences, along with their explanations of why they did what they did, what they liked, 

or what they learned from the episodes. Both participants recalled lessons taught to peers, 

and both participants referred to opportunities they had had to observe other teachers. Both 

participants also identified students' positive reactions as a common marker forjudging the 

success of a lesson. However, there were differences in the nature of their responses to 

this task. One participant provided generalized descriptions of "fun" lessons, while the 

other responded with detailed accounts of the lessons she has taught. And one participant 

relied on experiences from her college courses, while the other chose to refer to experiences 

with secondary students. Finally, both participants were quite critical of observed teachers' 

teaching practices that they found incongruous with their own sensibilities. 



142 

When asked, "Have you had many opportunities to teach lessons you have 

planned?" both participants responded readily that they had had opportunities to teach 

lessons to peers, and immediately related examples of lessons they bad taught. Gina said, 

'Tm really surprised at how much [teaching] has happened this year." She listed a string of 

topics she had taught to her peers in her methods courses, such as "interpretation of 

literature," "grammar," "combined adolescent literature with composition," "a lecture, a 

discussion, and then team teaching" in a general instructional methods course, and "just 

one big unit" in her health methods course. Vicki was less extensive but also explained that 

in her methods courses she had developed and taught lessons on Romeo and Juliet and 

"grammar, writing." What was most significant to note about these responses was that the 

participants were asked if they had "had many q>portunities to teach;" both chose to 

respond with peer lessons, or as Gina called it "practice teaching," rather than considering 

if they had or hadn't taught secondary students. 

When asked more specifically, "Elave you had many opportunities to teach students 

other than your peers?" both participants initially responded in the negative, but then a 

major difference appeared. Gina said, 'The thing is, is that I have not taught students...it 

is all for peers...it's kind of like, when 1 begin student teaching that's my 100% first time 

that I teach." All of the teaching experiences Gina related happened with her peers. Vicki 

also answered with an immediate "No," but then qualified it by recalling, "During 

observation 1 taught one lesson - the teacher offered if I had something I could do that" 

Vicki went on to relate that teaching experience in some detail. Gina also referred to her 

required classroom observatiims but explained, "[M]y teacher that I observed didn't really 

pull us in too much. I mean, working with groups, walking around, helping students with 

homework. Really no teaching, no not at all." Although Gina mentioned her observation 
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setting, she did not view the kinds of duties she performed - "working with groups, 

walking around, helping students with homework" - to be teaching; and this experience 

was quite different from Vicki's, in which she was asked to plan and teach a lesson. 

However, during this task Vicki also recalled a powerful tutoring experience in which she 

helped a student understand a poem he was supposed to memorize. Actually, Vicki was 

helping the student with homework - one of Gina's observation duties; yet Vicki recalled it 

as a teaching experience, while Gina described it as "[r]eally no teaching, no not at all." 

The qualitative difference in their required classroom observations caused them to respond 

quite differently to this question, but also perhaps their definitions of teaching influenced 

their responses as well. 

Another notable difference arose regarding the question, "Have you had any 

teaching experiences that are particularly memorable?" Gina immediately responded, "I just 

remember ones that actually really went well." In fact, when trying to relate teaching 

experiences, Gina often struggled to remember the actual lesson. For example, she 

recalled, "I remember though when I was in [one professor]'s class. It was Composition 

for Teachers and that was the final project, was you had to go up there and give a 

lesson...and I remember I did something on like nouns, or something like that." In another 

class she taught a lesson "on creating sentences with m&ms and I know I did it, I 

remember giving them little slips of paper, but I can't remember the lesson." Even though 

she remembered this being a "fun" lesson, she couldn't recall the details, explaining, "I 

blanked it I still have no clue." Gina did clearly recall one lesson, which she described in 

one sentence: "I just had them read '(The] Tell-Tale Heart,' which was a really simple great 

story but then I turned it into a lesson on imagery and they had to, I gave them all colored 

maricers in groups and they had to draw what it represented to them." Vicki, on the other 
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hand, never needed the prompt to "recall a memorable teaching experience"; she related 

two, referring to them throughout the interview and providing detailed descriptions of the 

lessons. For example, she described the poetry lesson she was invited to teach as having 

the students create "a real structured step-by-step poem" while "woridng with metaphors 

and similes." She went on to explain, "You had to pick something of your own choice and 

then compare it to a color, and then a thing, and continue in this format and compare your 

two things throughout the poem." Vicki also recalled having the students share their poems 

at the end of the lesson. Another memorable lesson Vicki related involved the tutoring 

situation in which she helped a student understand a poem he was to memorize. Vicki took 

several minutes to relate the full story (here abridged): "[Tlhe assignment was to memorize 

a poem...So we picked the one poem to memorize and we were going through it and I'm 

like, 'Do you understand what the poem is saying?' 'Nah-ah.' And so we went line by line 

and talked about the poem..." In this situation one participant responded with a struggle to 

recall the specific content and activities of the lessons she had taught, and the other 

participant freely related detailed retellings of the lessons she had taught. 

Both participants responded with a common attribute of their memorable lessons: 

the students enjoyed them. Even though Gina was fuzzy about the details of many of her 

lessons, she did recall, for example, that "I remember they had fun with it but that's about 

all." Of another lesson, Gina said, "it was really, really good" and explained, "I mean, 

they really had a good time. And it's nice to know that even at that level, you know, 

college, they really enjoyed it." She also recalled a compliment from her peers: "And people 

came to me and said, 'Oh, I want to do that.'" And it was successful student performance 

that she specifically recalled from her lesson on The Tell-Tale HearT: "Patrick was the 

artist for one of the groups and they did awesome. I mean really awesome." Similarly, 
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Vicki recalled the results of her lessons in terms of the students: 

[LJike I remember one kid was comparing the Green Bay Packers - he was like the 

first one, and the other kids were saying, "No, you can't write a poem about that" 

and I was like, '*No, no, don't say that. He wants to and let's just see what he 

comes up with when he starts going with it" And it was a great poem. It was a 

really great poem, and he really got into it. 

She also remembered, "In this class I had no problem getting them to read - almost half the 

class volunteered to do it" Vicki also recalled the moment when her tutee "got the idea and 

understood" what the poem was about; as she described it, "(Tlo have that moment of 'Oh! 

It's like a puzzle!' I was like,'Wow, this is beautiful.' I just smiled. That was great" In 

this manner both participants responded with recollections of students' enjoyment of and 

appreciation for their "memorable'* lessons. 

Both participants responded with specific modifications they would make when 

teaching their lessons again. Actually, the lesson Gina taught to her general instructional 

methods course was a modification of a lesson she had previously taught: "I did it one 

other time and I did [the drawing] on an individual basis and people felt more self 

conscious drawing [by] themselves." This time, she had the students woric in "a group 

with a designated drawer" and "it seemed like ideas really poured in." Gina seemed to value 

the modification she had made; she read her students' reactions and worked to get them 

more involved in the lesson. Vicki also identified changes she would make if she were to 

teach her poetry lesson again. In particular, she "wouldn't give them the example. Maybe 

I would read a poem..." And, she said, "I would definitely write one myself." Vicki 

suggested she would make these changes to limit students' tendency to copy the poem and 

to model writing for them. Both participants suggested modifications to lessons they felt 
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were successful, and both participants offered their reasonings behind the changes. 

During this task both participants responded at times by describing and explaining 

teaching practices they had observed that they disagreed with. Gina's came from 

observations of one of her methods instructors. At one point she explained, "[H]e had no 

format for [his own] lesson plans, because he didn't need anything. He just wanted to sit 

back and be a part of the class and see what kind of warm fuzzy he could create. And so I 

really didn't leam that much." Later she elaborated on his role in the class and the creation 

of "warm fuzzies" during practice teaching: "I could've put the lesson together an hour 

before, sit down and the instructor would be like, 'Oh, that was very good. What do you 

think? Was that good?' 'Oh yeah, that was good.' And that was all you got" Gina 

characterized this instructor as relying on the other students to provide feedback on the 

lessons and withholding his own; as she said, "And that was ail you got." Clearly she 

would have appreciated more from the instructor. And this did contrast with the structure 

and support Gina recalled having enjoyed from her high school teacher during previous 

interviews. Also, Gina disagreed with the overall decision made by her observation teacher 

and her methods instructors to not arrange practice in teaching secondary students. At one 

point Gina said, "I think that's one thing that I have a problem with, is it's all for 

peers.. And I think that that's kind of, that's something that's not right" She explained this 

with concerns that "[a]ll of my lessons so far have gone well with my peers, but.." and 

also that "that's one reason I wanted to do this with you - is for the chance to teach high 

school students." Qearly Gina would have liked to have had more secondary teaching 

experiences available. Similarly, as Vicki discussed the assignment given to the student she 

tutored, she offered and explained what she disagreed with: 

If you memorized two [poems] completely you got an A, sevenQr-five percent was 
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a B, and if you memorized one poem you got a C...If I were a teacher I would 

never ask a kid to memorize a poem like that...Why should everyone have to 

memorize the same two poems? And it's like, she didn't go over any of it..Why 

would you memorize something that had no meaning or significance for you 

whatsoever?..And one poem is a C, a poem and a half is a B - like, why? Why? 

What are they learning? I'm thinking, "What are the kids learning?" Not much. 

In contrast, Vicki suggested that she would "read it together as a group in class and talk 

about the poem, so [they] understood'* - much as she did with the student as she worked 

with him. So again, although neither participant was asked to describe a student or 

teaching experience she disagreed with, both participants responded with recollections of 

teacher actions and decisions they found incongruous with their personal preferences about 

teaching. 

Ultimately, both participants did recall and explain memorable moments of their 

own teaching. And both participants took the opportunity to recall and explain examples of 

other teachers' teaching that diey disagreed with. But there were differences in their 

responses. While both had been in the same English education program and had taken 

many of the same courses at the same time, the types of teaching recollections each 

paiticipant chose to relate were in differing situations. Both had been required to teach their 

peers and to observe in secondary classrooms; one participant considered the peer teaching 

to be her only actual teaching experience, while the other chose to relate instances of 

working with secondary , students. Also, one participant responded with little detail about 

the lessons, and the other provided lengthy recollections. Qeariy their responses were 

influenced by the type of opportunities they had had, but also by personal opinions about 

the value of those experiences and preferences in how to relate them. 
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Sentence Completion. 

The final belief exploration task of the first interviews required the participants to 

complete written statements about English and the teaching of English (see Appendices J 

and K, Items 3). The participants were then asked to elaborate orally on what they had 

written. Both participants quickly completed most of the written statements, both 

participants left some written statements incomplete, both participants explained their 

inabilities to write responses to some of the written prompts, and both participants 

ultimately answered the incomplete items during their interviews. In addition, the two 

participants provided responses about concepts of &iglish teaching that they had not 

address during previous tasks. And both provided lesson ideas or conveyed student-

teacher interactions to illustrate their explanations. However, one participant also chose to 

provide personal experiences to further explain her preferences. In this manner the nature 

of the participants' responses to both the written and discussion portions of this task are 

discussed in this section. 

While both participants determined they were finished with the writing portion in 

about thirty minutes, both left some of the items blank. In particular, both participants left 

the final two items blank, in which they were asked to complete the metaphorical statements 

"I see myself, as an English teacher, to students as is to_______ " and "In my 

opinion, the study of English should be to students as is to ." Gina also 

left three other items blank: "If my students took one thing from my class, I would want it 

to be...," "Young adult fiction should/should not (circle one) be taught in English classes 

because...," and "English classes should/should not (circle one) include considerable 

emphasis on critical thinking skills because..." In addition, Gina completed the statement 

"A typical lesson activity I would use in teaching writing would be 
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because..." with a question mark. As these examples illustrate, both participants 

responded to some of the written items with no response. 

Both participants provided reasons for leaving the items blank, particularly when 

they were asked to "tell me about number Of the metaphorical statements, Gina 

commented immediately after writing and without prompting that "the metaphor was hard 

to - it was very specific and it was hard to think about, to put something down. I don't 

think that way at all." Later when discussing the specific items, she again said, "Oh, Tm so 

bad with metaphors. Oh, I don't think in metaphor -1 just, I can't think of anything." She 

understood what type of response the statement was seeking, but was unable to provide a 

written response she felt was suitable. Alternately, Vicki responded to the metaphorical 

statements with, "I don't get it. I mean, what are you looking for?" Vicki simply did not 

understand the statements as they were written and therefore left them unanswered. As 

Gina explained why she left the other items blank, it seemed that she too did not understand 

some of the statements as they were written. She responded that the statement "If my 

students took one thing from my class, I would want it to be..." was "[mjaybe too specific, 

I guess." Altemativeiy, she found the statement "A typical lesson activity I would use in 

teaching writing would be because..." to be "maybe too broad. 

And so I'm having a hard time thinking, well is that creative writing class or is that a 

research class?" And Gina required clarification of the statement "English classes 

should/should not (circle one) include considerable emphasis on critical thinking skills 

because..." In seeking clarification of this statement Gina offered her own definition of 

"critical thinking skills" saying, "See, I don't know if I cleariy understood...Is that what 

you mean by critical thinking skills?' Finally, Gina did not write a response for the itrai 

"Young adult fiction should/should not (circle one) be taught in English classes because..." 
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and explained, "I guess I didn't know how to answer that I've had very little exposure to 

particularly young adult fiction." For this statement, as for the metaphors, Gina simply did 

not have an answer as she completed the written portion of the task. The two participants 

left items blank because the statements were unclear, the participants wanted to respond 

with suitable answers but were unsure of what they would be, and because they felt a lack 

of experience with the concept 

Ultimately, however, both participants were able to complete all of the items for the 

task orally, if not actually in writing. Once Gina explained that certain written statements 

were "too broad," "too specific," or otherwise unclear, she did provide answers to 

complete the statements. She answered item number three by tying it in to the answer she 

provided for a similar statement: "It kind of goes back to number one" and further 

explained that response. In this way Gina not only provided an answer for the blank item, 

but also elaborated on another written answer. Two other items she clarified on her own, 

and then provided a response. For example, after explaining that she did not know what 

type of writing she should provide a lesson activity for, she developed her own 

hypothetical that allowed her to complete the item: "So if I were teaching a research 

report..." Similarly, she defined "critical thinking skills" in her own terms, and was then 

able to complete the written item, as the following exchange illustrated: 

G: I guess when I think of critical thinking I think of something diat's not just 

right there but something that they're going to find and search for an answer 

and reasons behind it and support it that that might be in writing. Is that 

what you mean by critical thinking skills? 

R: Is that what you think they should leam? 

G: Oh, definitely. 
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Gina then elaborated on why she felt students should develop critical thinking skills and 

how she might do that Finally, even though she explained haven't read that much 

young adult literature" and "I've never had any exposure to young adult fiction, really. 

Except for like in [one professor]'s class," Gina responded to the item based on the 

experience she did have, saying, "I guess, young adult fiction from what I can see is 

almost like..." For these blank items Gina suggested a need for clarification and was able to 

provide it for herself as she talked. The metaphor items required more direct explanation 

and rewording of the prompt before either participant provided an answer. When Vicki 

was told, "It's asking for a metaphor, or maybe a description" she said, "Oh, okay," 

picked up her pen, and wrote responses to the two items. Gina recognized that the items 

were asking for metaphors but couldn't think of any at the time; when asked to "describe 

your role as teacher" for the first metaphorical item, though, she did describe what she saw 

as "my position in the classroom" in relation to her students. Most interesting was the 

indirect manner in which Gina provided a metaphor for the final item; after initially 

completing the written task she commented, "I don't think [metaphorically] at all," then 

immediately explained her first answer by saying, "I just feel like English is a building 

block to the future." Gina did not notice this metaphor in her spoken explanation, yet she 

did provide a metaphorical answer for the item she left blank. In general, the participants 

were able to complete their blank items during the interview portion. Either additional time 

to think, or talking aloud, or thinking about the item from another angle allowed both 

participants to answer their remaining items, whether they realized it or not. 

In responding to the items of the task, additional aspects of each participants' 

notions about teaching and Biglish were revealed that had not been previously noted. 

Many of the sentence completion items asked the participants to respond regarding general 



152 

English topics, such as grammar, writing, and literature; and also to respond to particular 

instructional methods, such as memorization, research, and interpretation of literature. 

Because of this variety in items, each participant responded with ideas about Qiglish and 

teaching that had not been discussed in previous tasks. For example, thus far Gina had 

explained more of her thoughts about writing and grammar than literature. But her 

responses to several of the items in this task indicated that she bad strong ideas about 

literature as well. For example, she wrote that "We can learn a lot from literature" such as 

"forms of expression" and "history." She indicated that her students would study "classics" 

and traditional interpretations in addition to responding personally to literature. And she 

also specifically mentioned "Shakespeare" and "characterization" as key topics of literary 

study. Similaily, Vicki's responses revealed more about Eiglish topics, adding to the 

information she bad already given about skills students can develop in iBiglish class. Vicki 

discussed "research writing," "the study of language," and "the culture, values, [and] 

history" that were revealed through studying literature. She also felt students should be 

taught traditional interpretations and grammar. As these examples suggested, both 

participants provided responses to Biglish topics and instructional practices that they had 

previously not mentioned or elaborated on. 

And while both participants' responses expanded the scope of their ideas about 

English, it must be noted that both participants indicated topics or activities they felt were 

inappropriate when given the "should/should not (circle one)" items. While Gina would 

have had students memorize granmiar rules because "you need to recall these rules any time 

you write," she would not have had them memorize poems because "[I]t's hard to make 

students memorize something." Vicki also felt students should not be required to memorize 

literary worics because "memorization has little to do with anything except peiforming in a 
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play." Gina also explained that literature selections should not be set in stone because 'It 

might be too limiting to teacher and student" to have mandatory reading lists. Similariy, 

Vicki would not have had mandatory reading lists because "[lliniiting which ones are read 

means ignoring others." Although the participants responded in the same way to several of 

the ''should/should not (circle one)" portion of the items, both took the opportunity to 

explain their different reasons, both in writing and during the interview portion of the task. 

Both participants also took the opportunity to respond "should and should no^ to an item. 

Gina felt that students should be allowed some choice in what they did in class, but that the 

teacher "cannot let them get off task" because "[y]ou might miss too many key issues in the 

work." And Vicki indicated that she ought use spelling tests in the younger grades, but not 

with older students. Neither participant felt pressured to respond only with "should'* or 

"should not" to these items. The participants' responses indicated the value of these items 

in encouraging them to explain their personal reasons for what and how they would not 

teach, and allowed them to provide conditional responses if they so chose. 

Both participants suggested lesson ideas that illustrated and elaborated on their 

written responses. Most of these lesson suggestions were single sentences punctuating 

their explanations. For example, Gina suggested at various points that "[t]here are some 

things that they could see to write a paper on, in comparison to their life," "[y]ou could 

give them two choices on what to write a paper about," "you could give them a newspaper 

article, 'Here look at this,'" and "you can look at all these works together and say 'Well 

look at the role of women in this time.'" Additional ideas Gina offered included teaching 

about "Shakespeare's language," "grammar," "spelling," "reading [a]loud," "analyz[ing] 

characters," or writing "something dramatic, or poetry," "a full essay," "a 

characterization," and "journals," or going on "field trips" to "plays" or "the library." 
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These lesson ideas seemed to be created on the spot as Gina explained her written 

responses to the sentence completion task. Vicki also offered lesson ideas during die 

interview portion of the task when elaborating on several of her written answers. She 

mentioned "sharing personal responses to literature" and "allowing them to express 

themselves;" "bibliographies," "rewriting," "joumal[ing]," and "research[ing];" "read[ing]" 

and '*study[ingr literature for "historical perspective," "intentions of the author, characters, 

narrator;" and "point[ing] out passages, word choice, [and] mood." Vicki often listed 

several lesson ideas to exemplify a single idea about teaching or the teaching of English. 

Both participants responded spontaneously with lesson ideas throughout the interview 

portion of this task - more frequently and extensively in numbers than in any of the 

previous tasks. 

The two participants also sprinkled hypothedcal examples of their interactions with 

students as they explained their written responses. For example, Gina exemplified how 

she would explain the importance of research skills to students: 

Say an older relative of yours comes down with Alzheimer's and you really want to 

know about it. Well now, at least I've supplied you with an idea of how to check a 

book out of the library so that you can figure it out. Because answers just aren't 

always going to be available. You might have to do some research yourself. 

Later Gina illustrated how she would rationalize teaching critical thinking skills to her 

students: 

[T]here's many times in your life where maybe past experiences are on your mind 

and you might be presented with a problem. Well maybe you can pull back past 

experiences and look at it, relate to it. You might need to pull ideas together. 

Maybe you're working on something, and you can pull ideas from different places. 
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And again Gina demonstrated how she would explain the importance to her students of 

memorizing grammatical rules: "If you have it memorized you're never questioning, you 

know, does the comma go here, does it not go here. You have it memorized." Gina 

responded with additional mock interactions with students when discussing joumaling; "A 

joumal can be so many things. It gives you the power of your words...A journal can be 

for your own use, creative writing, or more personal. For yourself." In these examples 

Gina assumed the position of teacher and related what she would tell her students to 

impress her objectives upon them. Similarly, Vicki spoke as she would to her students 

about developing their communication skills for "not just expressing what your point is, 

but defending it, and understanding why you feel the way you do. Where your values are 

coming from, and that they're not, diat someone else put them there - that they're your own 

things you believe." At another point Vicki exemplified how she would question her 

students to respond personally to what they had read: "[H]ow did those decisions affect 

you? Is the author, maybe, criticizing society? Can you relate to the character? Why, or 

why not?' It must be noted that at no point did either participant preclude these comments 

with phrases such as "I would tell my students..." or "I would say to them...," nor was 

either participant prompted in any such way. Rather, the two participants chose to 

intertwine statements addressed to "you" when discussing what or how they would teach. 

Both participants used this strategy in explaining some of their written responses to the 

sentence completion task, illustrating their explanations with these sample interactions. 

One participant also inteqected several personal experiences from high school and 

college into her explanations of her written comments. Gina's recollections not only 

provided additional elaboration on what she had written, but also explained why she felt 

these were important skills to develop or activities for a teacher to use. For example, when 
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explaining why she would use spelling tests, she illustrated her opinion by recalling, "So 

many people are bad spellers...! was bad at spelling. I hated spelling tests. I don't argue 

that at all. But - you have to." Similarly, she referred to her high school English teacher to 

explain why and how she would allow students to choose their own writing topics: "[H]e 

gave us like eight essay choices and we had to choose five...So 1 really enjoyed that That 

was nice that we got to choose to a certain extent." She also responded with high school 

experiences to emphasize why she would not teach in a certain way; when explaining why 

she would not have students memorize poems, she clarified her point by relating, "We had 

to memorize a poem in French class..And I remember we struggled...! just can't imagine 

making a student memorize if they don't have interest in it" And she referred to her high 

school days at various times when discussing "writing a paper," "studying grammar," 

"journals," and "Shakespeare." Gina also referred to a lesson she taught in a college course 

as an example of why she would have students memorize grammar: "[F]or an activity for 

advanced comp here 1 had to actually teach granmiatical rules." She continued, explaining 

how it had worked for her and her students in this situation, so she would do it again. In 

contrast, Vicki only made one reference to personal experience when explaining what she 

had written: "[I]n college when I'm writing about something that interests me, I know I 

enjoy it more." Vicki provided her explanations based on her own opinions; apparently she 

felt no need to offer personal experiences to explain or support her personal preferences. 

Whereas one participant seemed to feel it was sufficient to state her preferences, the other 

chose to respond with bits of personal experiences that explained, exemplified, and 

provided reasons for her thoughts about English and teaching. 

By the end of the task both participants had given written or oral responses to each 

of the items of the sentence completion task. Both participants struggled with some items. 
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needing further clarifications before providing responses. Both participants chose to use 

lesson ideas and hypothetical student interactions to illustrate their teaching notions and 

practices. And one participant also chose to relate personal experiences to explain her 

comments. For both participants, completing the written portion of the task was not 

enough for them to complete the task; the opportunity to ask questions and explain their 

thoughts allowed them to provide full and detailed answers to the items. 

First Observations 

At this point in the study each participant prepared a lesson to teach to a class of 

students at a nearby senior high school. The students were studying The Canterbury Tales 

and the teacher allowed each participant to create any lesson on the topic of characterization. 

The two participants initially responded by seeking varying degrees of clarification before 

the task. Both participants responded to this task by developing lessons that demonstrated 

their previously mentioned teaching preferences, teaching in accordance with their previous 

discussions, and identifying changes they would make once the lesson had been taught 

Both participants also had previously mentioned teaching preferences that were not 

demonstrated through the task. And the two participants reported different feelings of 

satisfaction after their teaching episodes. These similarities and differences are discussed 

below. 

Both participants sought clarification of the task prior to the actual teaching 

episodes, but found their answers in different ways. Gina came in to the researcher's 

office several times in the weeks before the lesson, wanting to know the grade level of the 

students, whose class the lesson would be in, and what the students would be studying. 

When that information was shared with her several weeks before the actual lesson date, she 

asked, "What does A. want [me] to teach?" Even though she was assured many times 
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that the teacher would let her teach anything she felt comfortable with related to 

characterization, Gina still commented, "I just don't want to have to teach something I 

don't know anything about" She also asked several times about the format of the lesson 

plan; she was told to follow the same format as for the first planning task and was given a 

second copy of those instructions. A striking response in this regard was that Gina never 

provided a written lesson plan. Later Gina reported that "I talked to Mr. A. and be said 

they would be working towards writing their own character sketch. So I found this idea in 

my methods book; the teacher had already said it worked well for leading into writing a 

character sketch. They had already read the original." Gina sought extensive clarification 

about the logistics of the task. Vicki, however, sought little clarification from the researcher 

regarding the placement or format of the lesson. But she did indicate after the lesson that "I 

talked with Mr. A. a lot - he was really helpful" and "Mr. A. said they had already d<nie 

several activities with Chaucei^ and "I really liked the idea of the character sketch project 

he's having them do, so I asked if I could tap into that and he said, 'Sure! Why not?"' 

Vicki also consulted her methods materials when planning her lesson, explaining 

afterwards that "[I]t was in our methods text - the teacher in the text said it had worked well 

with her students." While Gina sought out information from the researcher about the 

details of the task for the study, Vicki directed her questions to the classroom teacher, 

focusing on content and appropriateness for the students. These responses indicated that 

both needed clarification and assurance for this task, but one participant had concerns about 

the task as well as the lesson, and each chose a different source of clarification. 

Both participants responded to the task by using lesson activities that demonstrated 

their previously mentioned ideas about the teaching (rf' English. Hrst, Gina began the 

lesson with an introductory activity requiring whole-class participation. In discussing her 
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lesson for the first planning task, Gina mentioned that she started out with "a brainstorming 

activity, just something to get their ideas going." She followed the same format with this 

lesson, beginning the lesson by asking the students, "[W]hat kinds of questions do you 

need to ask me to get details about my friend that would allow you to write a detailed 

character sketch?" Gina began the lesson with a general activity to focus the students on the 

topic. Second, Gina frequently mentioned the usefulness of providing students with 

organizational and infomiational handouts. During the sentence completion task Gina 

mentioned, "I made the best worksheets, the most helpful ones for the students, and they 

had all the conmia rules listed." Also, for her first planning task Gina developed a handout 

on which students could record "four steps [for revising] I wanted to go over and show 

them how it would improve their writing by using these four things." She also commented 

in both situations that students would have these written rules and guidelines in their 

folders for future reference. Gina repeated this idea once more in her lesson on The 

Canterbury Tales-, she gave the students a handout and explained, "|T]his sheet will just 

help you organize the information and the details you take from the passage. Then you can 

refer to it if you need to when writing." Once again Gina provided her students with a 

written reference sheet that was the result of the lesson activity; yet another one of those 

"things that are going to prepare them to do research." Third, Gina focused the lesson on 

literary analysis. During one interview Gina explained what she liked about studying 

literature: "[W]hat I love is a lot of self-interpretation and your answer, looking for 

characteristics, and someone else might have a right answer but it might be totally 

different." For this lesson Gina did have her students look for characteristics and share 

their answers, encouraging the students to "look for details...from the passage" and to 

"write down the details presented by other groups." Fourth, Gina incorporated public 
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speaking into the lesson. She had often mentioned her love for public speaking and 

explained at one point, "I know Til put some kind of group or oral report in a class." For 

this lesson the students did indeed prepare and give group oral reports: "Now we'll divide 

you into five groups and you can complete the worksheet for each character. Then each 

group will report on their character to the class." Hfth, the overall intent of Gina's lesson 

gave students practice in analyzing character sketches for pertinent information which they 

could use in the future. As she taught the lesson, she told the students, "You know 

organizing your information before you write is helpful. This will help you for your future 

assignments as a way to organize the infonnation for your character sketch." She also 

reminded them several times that Mr. A. "might have you write about a character on a test" 

The fact that Gina saw the lesson as useful for future needs and communicated that 

frequently to the students was in line with several previous comments. She had indicated 

that studying literature was relevant to students "if you're giving them something 

constructive to do with it" She also mentioned several times during the sentence 

completion task that 'That's what English class is all about to learn the skills that will help 

them in the future." Gina did intend this lesson to be practical and usrful to her students, 

and she let them know that it would be. Gina's lesson included a whole-class introductory 

brainstonning session, an organized handout for the students to record information for 

future reference, literary analysis, group reporting, and an emphasis on the future 

usefulness of the lesson commuu'cated to the students. By including these topics, Gina 

responded to the task with a lesson that was in accordance with many of her previously 

mentioned teaching preferences. 

Similarly, Vicki created a lesson (Appendix K, Item 4) that demonstrated lesson 

activities that she had previously mentioned as personally desirable. Hrst the lesson had 
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some striking parallels to her lesson on Romeo and Juliet. In both lessons, the students 

were working in groups - something Vicki recalled earlier from her high school 

experiences, saying, "[YJou worked in groups, and that was fun." Also, each group was 

instructed to focus on identifying examples of specific concepts within the text For 

Romeo and Juliet, this included literary elements; for this lesson, the groups were focusing 

on aspects of characterization: "physical appearance, actions, and personality," and 

identifying examples in the text. In both lessons the groups shared their findings with the 

rest of the class. And as a culminating activity to studying the play, Vicki suggested 

students might develop modernizations; similarly, the culminating activity for this lesson 

had the students modernize Chaucer, in a sense, by writing a character sketch of a 

contemporary person, such as a pizza delivery person or a radio disc jockey. Second, the 

lesson had the students working in all four domains of Vicki's concept map as they read the 

text, wrote their findings, spoke in their groups and to the class, and listened to one 

another. After the lesson Vicki commented on how the lesson developed communication 

skills: "I'm always working on how to get them to [do] more - to improve their skills, to 

get fluent, to value and feel good about what they're doing, so their [expression] makes 

more sense." During one interview she also commented, "I want my students to realize 

that they have a choice, they choose the words they use, and the syntax...they need to 

realize the power of words, and to practice using that." She saw this lesson as an 

opportunity to practice their communication skills, referring to it in her lesson plan as a 

"preliminary activity to [the] character sketch assignment* and concluding the lesson by 

telling the students, "I hope this practice was useful for your assignment" Vicki definitely 

intended for this lesson to allow the students to practice their skills. Third, Vicki had 

mentioned the importance of "understanding the time period" of a piece of literature 
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"because that is when it was set." Even though this lesson focused on the elements of a 

character sketch, Vicki took the opportunity to emphasize this point. In her lesson plan she 

wrote as part of her introduction, "Giaucer wrote of his time, vivid descriptions of what 

people were like 500 yrs. ago/different era." As she taught the lesson she actually said. 

The introduction in your text says it's a good description of what life was like back then, 

what people were like then; today is different, but you can still get a first impression of 

what life was like then." Later in the lesson, she made a more direct connection between the 

fact that literature exemplified the time in which it was written and the elements of the 

character sketch, as she challenged the students to "[bje like Chaucer, try and show people 

500 years from now what people today are like." Thus she included what she had 

previously called "the historical perspective" into this lesson on characterization. Fourth, 

Vicki presented the lesson as an opportunity for students to use literature as a model for 

their own writing. She had done this before with success; of the formula poem lesson she 

taught in her observation classroom she said, "[It's l]ike 'Here, read this poem; now you 

write one. Write out your own version of this or make up whatever you want' And I've 

read several descriptions of people doing that and the kids love it." Similariy, during this 

lesson Vicki had the students not only look at Chaucer, but also read other examples to 

them: 

Now Chaucer writes in poetry. I want to read a few selections - these come right 

out of your textbook - and these are more character sketches, but they're written in 

prose, like essay form, in paragraphs and sentences, not rhyming like Chaucer did. 

And this is the same form you will use for your character sketches. 

Vicki did suggest to the students that literature could serve as a model for their own 

writing. Thus, Vicki's lesson activities demonstrated her previously mentioned preferences 
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to have students work in groups, closely analyze the text, practice their communication 

skills, recognize the historical aspect of literature, and use literature as a model for their 

own writing. As with Gina, Vicki's response to the task was to create a lesson that was 

congruous with many of her personal thoughts about Biglish teaching that she had 

discussed up to this point in the study. 

In teaching their lessons, the two participants also exhibited characteristics they 

earlier recalled noting in their own teachers. Gina had described the types of student 

interactions of two of her teachers • one she liked, and one she disliked. She said her 

English teacher "wasn't really - he was a positive criticizer, so to speak. In the same way 

he just really seemed like he was in tune with students," but her science teacher "would just 

really worry about being buddies with everyone, and that was just something I had no use 

for." As Gina taught this lesson, she seemed to strike a balance between being overly 

friendly with students and distancing herself completely from them. For example, she had 

them make desktop name tags at the start of the lesson and used their names frequently 

when talking to them. She also joined each group by pulling a chair into their circle as she 

monitored their work and added to their discussions with "So what have you come up 

with?' and "Great - wonderful examples. Keep going." With these actions and interactions 

Gina extended herself to the students while keeping the focus on the lesson, perhaps 

"relating to the students" without "being buddies." Vicld also taught with behaviors that 

reflected back on the science teacher she mentioned during the focused personal history 

interview. She described him as "very strict, a disciplinarian; '(T]his is serious stuff and 

you're going to learn it;' but he had a good sense of humor, he could relate to kids, he was 

a real approachable individual..." During the lesson Vicki often was "serious" and "strkt" 

in that she kept to business; while the students were working in their groups she did not 
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chat but stayed up front preparing board with headings for the discussion that would 

follow. And she kept the students focused on the intent of the lesson, reminding them 

frequently that the activities were to prepare them for their upcoming assignment Yet she 

displayed her "sense of humor" and periiaps made herself "approachable" to the students 

by beginning the lesson with a description of herself. She also demonstrated that she could 

"relate" to them by asking questions about the sample readings such as "Do you know 

anyone who is like this?" and "Now does this sound like a schoolteacher you would want 

to take a class from?" This seemed to work, as the students giggled, smiled, and nodded 

their heads. And she allowed the students to choose whether or not they wanted to read 

their writing aloud - perhaps another way of showing she could relate to their personal 

preferences. Vicki also recalled that her science teacher described teaching as "the kids do 

the work, they're doing the discovering; you're just sitting there monitoring." She seemed 

to do this during the lesson, letting the groups work on their own but answering questions 

they had. And as the students were writing individually, she circulated and asked them 

questions to prompt their writing, such as "What does this person usually wear?" and 

"What kind of environment does he work in?" As the students shared their writing, she 

asked questions of the class to point out which details were most helpful and descriptive. 

Vicki let her students work, not interfering with their conversations as they analyzed but 

facilitating their learning with open-ended yet specific questions. In performing this task, 

both participants did take die opportunity to exhibit teaching behaviors they previously 

attributed to teachers they admired. 

Both participants also taught in accordance with teaching qualities they had 

discussed as personal preferences or notions about teaching. Gina had mentioned that 

when she taught "I like to go up there with nothing" by way of notes or lesson plans, and 
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that **1 feel that same adrenaline that I do with public speaking when I get up in front of a 

class" caused by "getting up there, kind of giving the delivery." Gina was quite energetic 

and radiated enthusiasm as she taught this lesson; and she did not use any notes nor 

produce a written lesson plan. She had also discussed that students needed "almost a kind 

of itinerary at the beginning of that day" which she did provide during this lesson, telling 

the students after her introduction that "Now, we're going to look at the details of how 

Giaucer described his characters. This sheet will just help you organize the information 

and the details you take from the passage." This brief explanation of what they would be 

doing let the students know they would be looking at the text and using the worksheet to 

record information - an "itinerary" of sorts. Gina had also explained previously that she 

felt the teacher needed "to say 'This is why we're doing this"' and "'This is going to 

benefit you because...'" In her introduction to this lesson, Gina did provide a clear 

rationale to her students: "What we're going to do today will help you know or get an idea 

of how to collect details, organize, and order them before you begin writing your character 

sketch." She reiterated the benefits of the lesson throughout the activity, suggesting that 

"More practice will help you, like if Mr. A. asked you to write a character sketch on an 

exam. That might be a good exam question" and "If Mr. A. asked you to write a brief 

sketch of one of these characters, you would have this sheet for reference, to organize your 

thoughts." Gina frequently and emphatically expressed the usefulness of the lesson to her 

students. Gina also explained during one interview, "[Y]ou have to get students involved. 

You can't sit up in front of the class, on literature, and say, 'Okay, this is imagery...' You 

have to somehow get them to [do it]." During this lesson Gina did not lecture any 

information; she described a friend by providing answers to students' questions, then 

asked them, "What do you need to know to write a character sketeh?' And as she began the 
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group reporting, she made sure the students did the talking; she asked, "Can you give me 

some examples of details Chaucer gives about his appearance?' As the students read their 

details, she asked them to read phrases from the text to illustrate their findings and to 

simimarize their conclusions. Her questioning, as well as the activities themselves, got die 

students involved in fmding, providing and explaining the information. Finally, Gina 

seemed to fulfill her self-described role of teacher. During the interview portion of the 

sentence completion task, Gina explained, "I know that my main role in the classroom isn't 

going to be so much where's my lesson, did it work or whatever, but are my students 

responding to what I'm teaching." She elaborated that she would do this by "making sure 

I'm being the teacher and they're not lost way back there from the first sentence I said 

because they didn't understand the word I used." As she taught this lesson Gina stayed 

closely involved with the students' woric. She listened to and commented on the small 

group discussions, and during the group reports she stood near the speaking group and 

reiterated the details of the report, and was sure to give the class "time to catch up on 

writing down what [the group] found," checking with the students by asking "Ready?" 

before having the next group report. She also gave directions to the groups on an 

individual basis, ensuring each group understood what they were to be doing. In these 

ways Gina taught with the strategies and characteristics she revealed as being helpful and 

important. 

Similarly, as Vicki taught her lesson she behaved in ways she had suggested were 

desirable during her previous tasks. Throughout her discussions Vicki described teacher 

actions that she planned to carry out One was "validating their opinion," which she did 

during this lesson by encouraging them to share what they had discovered in their groups 

and what they had written individually. She acknowledged their effort and suggested 
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respect for their ideas with comments such as "Good," "Okay," and "So you see how these 

details help to flU out the character." She definitely gave her students opportunities to form 

and share their opinions, which she validated with supportive comments. A second 

characteristic Vicki mentioned was "allowing them to express themselves." Again, she 

encouraged this during the lesson by providing the opportunity for students to share their 

ideas with each other. She also encouraged expression with comments such as "Don't 

worry if you haven't written a lot; just read to us what you have, and we'll see if we can 

guess" and "Good, I'm glad to see you all at least have stuff written down." Vicki further 

explained her intent to get students to practice writing their ideas as she discussed her 

lesson, explaining, "I wanted them to spend more time on their descriptions, to put more 

into their own writing" than the analysis portion. Vicki had also mentioned that she wanted 

to "[put] things in front of them to read and study without saying that they need to have a 

specific outcome other than that they have to be able to express what it is they're getting 

from that" In this lesson she had her students study and read her oral description of 

herself, the excerpts from Chaucer, the selections of other character sketches she read 

aloud, and their classmates' own writing. The specific outcomes she mentioned were that 

'Today we'll work on something to help you write your character sketch," "look at one 

character, and list traits about that individual," and to "take ten minutes to describe [a] 

person." These outcomes suggested to the students what they would be doing, and they 

knew diey would be sharing their results; but the specific content was up to them. As these 

examples suggested, Vicki also demonstrated many of her previously mentioned teaching 

preferences during this lesson. 

There are some obvious departures in these lessons from each participant's 

preferences for the teaching of English, and only one participant acknowledged these 
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discrepancies as she discussed her lesson. Gina had admitted earlier that "my focus is 

writing;" her concept map illustrated this fact. Yet the lesson was more of a literary 

analysis, with the students recording their findings rather than writing. This focus was the 

major change Gina would make in revising her lesson, as she suggested, "I would give a 

minimal focus on Qiaucer, maybe just have them look at one character more in depth, and 

then actually have them write on one." Gina recognized that her lesson did not include 

writing to any extent and offered thoughts of how she could remedy that. Gina had also 

mentioned at one time that 'i think it's important to put some of those things on the board, 

some of their responses" or that she would "use the overhead to fill [a worksheet] out as 

we discuss it." Yet she did nothing to visually record the students' findings during this 

lesson. Again she addressed this omission without prompting as she discussed her lesson, 

saying, "I wanted to use the board, but [Mr. A.] had it all filled" and later explaining, 

"Even if [Mr. A.] had an overhead [projector] in here -1 would have liked to do something 

with their ideas. But it worked." Without prompting, Gina identified two discrepancies 

between her lesson and her previously mentioned preferences for teaching, and explained 

them after her lesson. Similarly, Vicki did not use this lesson as an opportunity to practice 

one particular behavior she mentioned earlier. In reflecting on the poetry lesson she taught 

in her observation classroom, Vicki had indicated she felt it would be helpful to write along 

with her students: "So I thought maybe I would share mine first or maybe even force 

myself to write one right then and there. If I ever get to that level, where I can teach 

something and do it myself. But yeah, I would definitely write one myself." Although 

Vicki had her students write during the lesson on The Canterbury Tales, Vicki did not use 

this opportunity to write her own character sketch. She did not note this during the 

discussion of the lesson; perhaps she simply had not gotten "u that level" yet While Gina 



169 

responded to the task by acknowledging and explaining previously mentioned teaching 

preferences that would have been appropriate for this lesson but were omitted, Vicki did 

not note any such omissions. 

The two participants also had different responses to the task overall. Several of 

Gina's responses indicated that the lesson did not go as she had hoped. In fact, the lesson 

seemed to begin on the wrong foot, as her initial exchange with the students suggested: 

G: What I want you to do is create a character sketch on each. 

S: We already did that. 

G; Yes; so I know you know how to do it and what to do. I want you to really 

focus on giving details on the characters. More practice will help you. 

While at the time Gina seemed to be unshaken by the students' response that they had 

already done the activity she had planned, it later became clear that she was very bothered 

by it. For example, as she monitored the groups during the lesson, she stopped to tell Mr. 

A. in an almost accusatory tone, "You said they haven't done this before." He responded 

with, "No, they haven't. Not this exactly." Yet when she was prompted immediately after 

the lesson to discuss "How did it go?', she explained, "Well, I sort of had to regroup once 

I started. I guess they already did this activity -1 didn't know they already did it" Later 

she returned to this topic, saying, "I wish I had known they had already done this." Even 

though she indicated in the days before the lesson that she had shared her ideas with Mr. 

A., and even though Mr. A. assured her and the researcher that the students had not done 

this specific activity, Gina was affected by the students' response and seemed disappointed 

in the lessra overall. Gina weighed this one student reaction more heavily than the fact that 

the students paitidpated in the lesson and completed the activity, and more heavily dian Mr. 

A.'s assurances that they had not analyzed the characters in this way. On the other hand. 
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Vicki responded immediately after her lesson, Tm pretQr happy with how it went 1 

wouldn't really change the activities or anything" She, too, seemed to base this 

determination in a large part on the students' reactions. She indicated that she felt the 

students learned from the activities, saying that "they could see [the importance of 

providing detail] as they wrote their own." She also explained that "[tjhey liked the 

guessing part" and that "they did a good job." When prompted to consider any changes, 

Vicki responded, "Giving the instructions more cleaiiy." Vicki also indicated that her 

previous conversations with Mr. A. were helpful in planning her lesson: "Mr. A. said they 

had already done activities with Qiaucer; this was more review and preparation for the big 

[character sketch] assignment." Vicki seemed pleased with the lesson, enthused by the 

students' reactions to the lesson, and acknowledged Mr. A.'s helpfulness in planning the 

lesson. In contrast, Gina seemed dissatisfied with the lesson, discouraged by the students' 

reactions, and displeased with Mr. A.'s involvement. 

The two participants provided several responses that might indicate differences in 

the planning of their lessons. First, while both revealed that they had discussed their 

lessons with Mr. A., Gina's responses suggested that either he did not fully understand 

what she planned to teach, or she did not fully understand the activities he had already 

conducted with his students. Vicki's responses suggested that she understood what he had 

done, where he was going, and how her lesson fit into that picture. In fact, as she began 

her lesson she told the students, "Mr. A. tells me you're studying The Canterbury Tales 

and getting ready for an assignment about character sketches." Perhaps Vicki developed a 

clearer idea of her lesson as she talked with Nfr. A. than Gina did. Second, while both 

participants identified last-minute modifications to their lessons, Gina's change was mueh 

more spontaneous than Vicki's. In the discussion following the lesson, Gina said, "Using 
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my friend as an example - that just came off the top of my head as I was teaching. I hadn't 

planned to do that; I bad meant for diem to write about a friend, then have them share and 

ask each other for more details. But I was worried about the time." Gina literally changed 

her lesson plan on the spot. In contrast, in discussing her lesson Vicki said, "I had 

originally planned for them to just do the writing activity. But then I wanted to do more 

than one activity, to get them working on it So the groups on the prioress were added at 

the last minute." As Vicki's lesson plan revealed, this change was made prior to teaching 

the lesson; the group analysis of the prioress was clearly written in her lesson plan. With 

this example Gina's lesson plan seemed less (Irmly set - or she seemed less conmiitted to it 

- than Vicki demonstrated. Third, Gina never did produce an actual written lesson plan. 

She had prepared handouts for the students, and her teaching was seamless; she seemed 

ready for the lesson and able to execute it without stumbling. Yet while Vicki provided a 

cleariy written lesson plan, Gina did not, even though it was requested before and after the 

lesson takes place. These three implied contrasts in the two participants' lesson planning 

suggested that perhaps Gina had not planned her lesson as thoroughly as Vicki had. 

There were several similarities and differences in the two participants' responses to 

this task. Both participants sought clarification of different degrees and from different 

sources prior to the actual teaching episodes. Both participants demonstrated noticms about 

teaching and teaching English that they mentioned during earlier tasks, both in the content 

of the lessons and in their teaching behaviors. Each participant omitted nodons about 

teaching and teaching English that she mentioned during previous tasks, both in the content 

of the lesson and in her teaching behaviors; but only one participant acknowledged and 

explained these omissions. And the two participants responded very differently regarding 

their satisfaction with their lessons after they had taught Their responses suggested 
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potential differences in the degree of planning each participant undertook before teaching 

the lesson. 

Development of Anonymous Cases 

At this point in the study the researcher had a task to complete: analyzing each 

participant's personal content belief archive to this point in order to create a brief case 

description of each participant The format of each case description was modeled after 

those which would be used during the case analysis task of the second interactive 

interviews (see Appendix I.) Therefore, these case descriptions included general summaries 

of each participant's expressed notions about the teaching of English. In this sense, each 

participant's case description provided a snapshot of the participant at this point in the 

study, describing what she felt she would teach, how, and why students should leam it 

Gina. 

Gina is a teacher who takes a center position in her classes' activities. While she 

encourages her students to explore their own responses to works of literature, she 

structures dieir experiences carefully so that contextual information about authors and time 

periods are cleariy presented to students. In addition, the "classic" interpretations of major 

works are presented to students as one possible perspective on the piece. Gina feels it is 

important for her students to be informed about the traditional authors, historical facts, and 

interpretations so they are aware of these understandings of the culture and can, for 

example, recognize allusions and references as well as the literary roots of common 

sayings. Similarly, Gina's students do a great deal of exploratory writing - joumaling and 

drafting their own ideas. The main import of writing activities to Gina is to ger students 

writing; once they are writing, their skills and techniques can be honed through class 

instruction in grammar and form. Gina also provides opportunities for her students to 
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present their ideas both formally and informally, again to become familiar with and 

experienced in this mode oi expression. In this manner, Gina views English as an 

opportunity to teach students "life sldUs" in literature and communication. 

Vicki. 

Vicki is a teacher who relies strongly on group work. She encourages her students 

to read a wide variety of literature, from short classical novels to modem poetry, and while 

she feels a need to expose them to the "big" authors and literary works, she wants them to 

develop and express their own opinions of and feelings about what they read. While she 

relies strongly on the school's traditional curriculum and recommendations of others in 

selecting literature for her students, she makes sure they are exposed to texts diey can relate 

to. Vicki believes that understanding die context in which a text was written helps students 

to appreciate it as a work of literature, and she also believes that hearing each others' 

responses helps students to team to listen and be understanding of others. Vicki has her 

shidents write as well as speak their opinions of what they read and views writing as 

something you get better at by doing. In short, Vicki's Biglish class is informal and 

student-centered, but focused on preparing students to be literate and expressive. 

These case descriptions were based on the documents collected during the first 

interactive interviews and first observation which comprised each participant's personal 

content belief archive to this point The case descriptions summarized each participant's 

views on what should be taught and how it should be taught in the English classroom, as 

well as why students should leam it. The participants were not aware that the case 

descriptions were being developed and would read them anonymously along widi four 

others as a part of the case analysis task during the second interactive interviews. These 

interviews are discussed in detail in the following section. 
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Second Interactive Interviews 

There wete two Qrpes of tasks for the second interactive interviews. Hrst, there 

were additional belief exploration tasks. However, rather than asking the participant to 

provide answers to open-ended prompts regarding her thoughts about the teaching of 

English, these tasks required the participant to consider items she was presented with and 

to comment on what she liked and disliked about them. Second, there were several 

pedagogical interpretation tasks which required die participant to give a personal response 

to the teaching practices and behaviors of other teachers. In this section die nature of the 

two participants' responses to these tasks is discussed. 

Sorting Task A. 

For this belief exploration task, the participant was presented with a list that was 

described for her as "topics commonly connected to the English curriculum" (see Appendix 

E for sample task sheet). The participant was asked to imagine herself in her ideal 

classroom in which she could teach exactly what she wanted to teach, and to indicate with a 

checkmark which of the topics she would teach and which she would not teach. This 

portion of the task was followed by an interview component during which the participant 

was asked to explain and elaborate upon her selections. Both participants requested 

clarificaticn of the task, though to widely differing degrees, and both participants made 

additional markings on the task sheet during the interview portion. Both participants 

provided responses which were consistent with their responses during previous tasks, and 

both participants gave consistent responses when asked to discuss what considerations they 

took into account when deciding whether a topic was something they would or wouldn't 

teach. There was also a pedagogical interpretation task embedded within the interview 

portion, as the participant was asked, "Can you think of why a teacher might teach** an item 
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she personally had indicated she would not teach. Both participants responded with 

possible explanations or situations in which they could see a teacher, but not necessarily 

themselves, teaching these items. Additionally, each participant provided examples of 

teaching she had experienced which were incongruous with her own preferences, and both 

participants explained how they would teach with specific lesson activities and ideas. 

These similarities and differences in the nature of the two participants' responses to this 

first component of the second interactive interviews are discussed in the following section. 

Both participants requested at least some clarification of the task prior to maridng 

their selections on the task sheet (see Appendices J and K, Items 5, for each participant's 

completed sheet). Gina listened to the instructions to "check which topics you would 

teach, and which you wouldn't teach, in your ideal classroom." She then asked, 'This is 

assuming I have a choice, right?" Receiving an affirmative response, Gina said "Okay" and 

began marking her responses. At one point she stopped and asked, "What is figurative 

language? Uke literary elements?" Again following an affirmative response, she completed 

her checklist within a couple minutes and said, "Okay. Well all these things here I think 

make up what English is." This was in stark contrast to Vicki's negotiations for 

clarification of the task. Vicki glanced over the task sheet while the directions were being 

given, then involved the researcher in the following conversation before picking up her 

pen; 

V: They're all things you would teach, but depending on die curriculum some 

would be emphasized more. Sometimes they put the writing in a separate -

you know, teaching creative writing in a separate class. (Pause) 

R: If you were the teacher, would you? 

V: Well that's really hard to say, because you can't teach everything in a year. 
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At first Vicki was unwilling to commit to the task and the researcher continued prodding 

her to think of her ideal situation and to think of what she would want to teach if given free 

reign. Vicki continued to fight this hypothetical situation, still not marking on the sheet 

and negotiating for further parameters: 

V: I know that by the time they hit junior and senior high, once they fulfill the 

requirements, the credits for graduation, they have some choices, and I 

don't even know what other kinds of classes they offer in the Etiglish 

department What else is offered? 

R: What would your choice be? 

V; Drama, speech could be kind of combined, a forensics sort of thing - if they 

have, I mean, I don't know. Do they offer special classes, or is it an after 

school club that you can participate in if you're interested? 

R: Would you offer it as a class, or as a club? 

At this point Vicki finally began making her own decisions about the hypothetical situation 

and discussed what she would and would not teach with few prompts or comments from 

the researcher. Still, she did not mark on the task sheet until she was asked to indicate 

what she felt should be required of all students in English class. Vicki required several 

clarifications of the task to express her own opinions, whereas Gina proceeded after two 

quick checks for understanding and responded accordingly. 

While the written instructions at the U)p of the task sheet asked the participant to 

"Place a check mark in the blank to the right of each topic to indicate whether you would or 

would not teach that topic in your English classroom," both participants responded with 

various additional markings throughout both portions of the task. For one, both 

participants added words to the lists as they worked. Gina added the words "metaphor. 
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simile" under the topic '*flgurative language" after she asked for clarification about the topic 

when initially maridng her sheet And Vicki changed the headings "would teach" and 

"would not teach" to "required" and "would not require," again after extensive negotiation 

about the task itself; only after making this change did Vicki actually mark her responses. 

These additional words further suggested the types of clarifications that could be made on 

the task sheet itself. The participants' willingness to mark on the sheets also suggested 

feelings of ownership for the piece of paper. Neither participant asked permission to write 

on the sheet beyond the instructions that were given, but they both chose to do so. This 

was further emphasized as both participants continued to write on their task sheets during 

the interview portion of the task, highlighting their thoughts. Gina boldly circled the 

number of the topic "grammar^ as she commented, "Grammar is huge." Similarly, she 

circled the number of the topic "speeches" as she explained, "I think that's really big." Gina 

also circled the "x"s for "drama" and "film" as she discussed why these two items were 

marked in between the two answer choices. And she drew a bracket around the items 

"fiction," "non-fiction," "poetry," and "drama," sepaiadng these topics she referred to as 

"literature" from "speeches," "film," and topics related to writing and die study of 

literature. Vicki also emphasized her discussion by drawing and writing on her task sheet 

At one point she changed her mind about one topic, scribbled out her original checkmark 

and made a new one. While she talked she drew an arrow between "fiction" and "drama" 

to highlight their connectedness, drew a line between "drama" and "speeches" as she 

discussed the possibility of a separate class, added the phrase "historical background" in 

the general vicinity of the literature topics, made a box around "poetry" and added "music 

& lyric" underneath, and added "tv. commercials" and the phrase "making videos 

production" next to "film" while describing related lesson ideas. By the time the task was 
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complete, pen dots indicated some of the topics Vicki had discussed in greater detail, in 

particular the different writing topics and those for literary interpretation. As with the 

concept map, both participants used the task sheets as visual aids during their discussions 

of what they had completed, and both participants added to the sheet and their responses as 

they completed the written and interview portions of the task. 

The two participants had marked most items as "would teach." Their completed 

sheets were consistent with their responses to previous tasks. Gina had mariced every item 

as topics she "would teach," except for drama and film, which she placed in the middle. 

One apparenUy inconsistent response was that she indicated she "would teach" the topic 

"speeches." Previously Gina had indicated a personal passion for public speaking but had 

said she would not teach it because it was "inappropriate for my class." However, during 

the interview portion of this task Gina addressed this apparent discrepancy by explaining, 

"I think you could easily incorporate it into some general purposes in class. Without them 

saying, 'Oh, this is speech,' because a lot of them already have that as a class." Gina then 

elaborated on how she would "incorporate" it into the class: giving "reports and 

presentations," possibly "studying famous speeches" as works of literature, or having 

students "write their own speeches." Again, Gina expressed the personal appeal the topic 

held for her, explaining, "For me, because I enjoy speeches, I think that's really big." She 

might have considered the topic to be "really big," but her description of how she would 

teach it did suggest it would fit into "general purposes" rather than be a main focus of her 

class, which again was consistent with her responses during previous tasks. Similarly, 

once Vicki conceded to complete the task sheet, she quickly moved down the list marking 

the "would teach" column for every topic (after changing the headings to read "would 

require" and "would not require"), commenting as she did so: "Check them all, at least 
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some[what]." As she discussed the items, however, she decided that "creative writing" 

was a subject for "advanced students" or those who were "interested;" she then obliterated 

her original checkmaric and placed one in the "would not" column. Initially it seemed 

incongruous with her previous responses that Vicki had indicated "traditional interpretation 

of literature" as something she "would teach;" previously she had emphasized the need for 

students to express personal responses to literature. But as she discussed the topic, it 

became clear that she included the "historical background" of a piece of literature as part of 

"traditional interpretation," and she had referred to her desire to discuss this context with 

her students in previous interviews. Also, Vicki suggested that she would present 

traditional interpretations as representing many perspectives when discussing literary 

works, explaining that she would encourage students to share their own responses, 

consider the traditional interpretation, and "maybe I've even given [them] my interpretation 

because it varies slightly from the traditional." In this sense Vicki saw the traditional 

interpretation as an additional response to the classroom discussion that students should be 

aware of because of its lasting support. As these examples illustrated, both participants 

responded by accepting most of the items and dispelling any apparent discrepancies with 

their previous responses by elaborating on their selections. 

Both participants used the response "would not teach" or marked items somewhere 

in between the two columns, but it was during the interview portions that both participants 

clearly identified which topics they would be less likely to teach. Gina marked "drama" 

and "film" in between the two colunus, explaining that "I don't think I'd ever put a lot of 

emphasis on it" She suggested that she might "incorporate Shakespeare's use of drama 

and then I might touch on how that's a different form of writing" and refer to film by 

"show[ing] how it can benefit your use of English and how in the same way it can take 
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away the effect of your reading " Other than that, Gina said, drama should be taught as a 

separate class, '*[k]ind of in the theater section" and explained, "I think that's more of a 

creative art" She concluded by summarizing, "So where I wouldn't not teach [these 

topics], but I probably wouldn't put much emphasis on [them]. So that's why those two 

were kind of in the middle...! would be less likely to teach [those] in depth. I think it's 

important to touch on." Gina explained the placement of these "x"s as indicating the smaller 

emphasis she would place on these topics in her teaching of English while acknowledging 

that she would still "touch on" them. One of the most intriguing aspects of these responses 

about drama and film was the similarity to her comments about "speech," which she said 

she would "easily incorporate into some general purposes in class" such as oral 

presentations or analysis of speeches, but that the teaching of public speaking belonged in 

"a separate class." The fact that she marked "speeches" as a definite "would teach" while 

"drama" and "film" were marked in the middle was probably explained by her comment, 

"You probably want to teach things that either you feel the most comfortable with." 

Previously Gina had admitted to a "love" for speaking, while she had had "less exposure" 

personally to drama and film; she may dierefore have been less "comfortable" with die idea 

of teaching those topics. Though she marked the three topics differently, her discussion of 

them was quite similar; "drama," "film," and "speeches" were all topics on tl^s list that 

would be addressed in smaller ways as she taught English. Similarly, although Vicki 

initially marked all items as topics she "would teach," during the interview portion of the 

task she identified three that she would "expose [students] to" in her class, but that 

otherwise should be taught in specific courses. That was the reasoning Vicki gave for 

changing "creative writing" from the "would" to the "would nof* column; as she explained, 

"That's the one thing that I would say is not a requirement It's so special." Later she 



181 

suggested "if they wanted to woric more on [writing], that they could have a class and do 

that for credit" Vicki made the same suggestion as she identified "Drama, speech class; that 

kind of thing for the more advanced students would be good. Because they're more 

interested in taking something specific." As she discussed the topics Vicki pointed out 

which ones she would place less emphasis on in Biglish class, explaining that they were 

more appropriate as elective courses or extracurricular activities. These responses 

suggested that the interview portion of this task provided a more accurate representation 

than the written portion of which topics each participant would address in an English class. 

Both participants responded willingly to the offer to "add any topics that you feel 

should be included, but that aren't on the list." Gina took the opportunity to ensure that 

"expository informational writing includ[es] report writings" and explained that "that's 

something that I think students need to understand, is actually using the library and using 

the resources in the library including how to use the different computers, computer 

programs so they can gather information." Gina had previously mentioned the importance 

she placed on developing students' researching and technical writing skills; she wanted to 

make sure this had not been left out. Vicki responded by adding "tv commercials" to the 

"film" topic, explaining that "[i]t can be fun" but also that "it's a creative - develop a 

storyline, and put music back there and that affects the mood and stuff like that." While 

Gina responded with a topic of major importance to her and Vicki responded with a specific 

"fun" subtopic, both participants indicated that they recognized possible topics for English 

class beyond those on die list 

Both participants provided consistent responses to interview questions aimed at 

prompting them to discuss the bases on which they determined where to place the 

checkmark for each topic. These prompts were variations on the request to explain "what 
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makes a topic something you would (or wouldn't) teach." Gina explained that she would 

"touch on" all English-related topics that would help students in the future. She had 

discussed this preparatory function of Biglish during previous tasks, explaining that there 

were "big skills" such as "gnunmatical, critical thinking, being able to understand writing, 

being able to write a complete train of thoughts or ideas, just those key aspects that you 

need." During the interview portion of this task she repeatedly emphasized, "I think 

everything should have the opportunity to be touched on;" "I just think that if you want 

your students to understand English, this is what makes it Biglish. Every topic;" and "If 

you're gonna touch on anything you should touch on a little of everything." She 

exemplified this perspective as she discussed the different topics on the list Of literature, 

she said, "You can't just concentrate on literature or, you know, the classics only." 

Writing, Gina explained, was "just one of those things that you might need at any time." 

And granmiar, she said, "is just a necessiQr...It's a tough thing, and I think students need 

to be keep learning granunar. Because it always changes, and I think they should have 

grammar almost every year incorporated into their class somehow." Throughout the 

interview Gina also explained several times why she felt every topic must be addressed in 

Biglish class. At one point she said, "Otherwise you're not really exposing them to 

everything." Later she explained, "And so everything's a component together. And I think 

that's why it makes it hard to say I wouldn't teach anything." Finally Gina suggested, "I 

think what I want to do is try to incorporate a lot of content skills, like learning the 

grammar and learning exactly what a lot of these things are. But I'd like to tie that along as 

much as possible with things they can use later." Her responses throughout the interview 

portion indicated that Gina would use all topics in some way and that &iglish class should 

provide exposure to skills that would be useful in the future. 
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Vicki provided two consistent responses to the interview prompts designed to 

reveal the considerations she took into account when deciding what she "would" and 

"wouldn't" teach. The first response recalled throughout the interview that Vicki felt the 

pressure to identify someone else's concept of what the "right" topics were; at one point 

she answered the question "What makes a topic something you would teach?" with a 

noncommittal yet honest "What is required or expected of you as a teacher" At another 

point Vicki again acknowledged that the curriculum and objectives of a particular school 

would influence what she would teach: "So what are we doing in the school? Are we 

saying they have to read and know [certain literary works]? Is that why they're reading it? 

Or do you want it to be more the aesthetic appreciation and encourage them to do more 

reading?" The answers to these questions would affect not only what Vicki would teach, 

but how she would teach it. Vicki didn't always defer to the boundaries placed on her by 

the school in which she would teach when addressing these prompts; she did answer with 

her own preferences at times during the interview. With these responses Vicki suggested 

she would teach topics that allowed development of useful skills and that complemented 

one another. At one point she explained that the decision to teach one topic suggested 

another "So much of the writing, you're just not teaching that separate from the literary 

interpretation;" as she had indicated earlier, the topics and skills of English class were 

interdependent. She would also place a lot of emphasis on "writing" because "I think kids 

need so much work on that. I think that's the hardest thing for people to do well, and to 

even just have the basics to write a little two page essay." The two participants' responses 

to these prompts suggested that they were aware of their personal preferences and would 

use them as guidelines in selecting what they would teach. 

Additional questions during the interview portion were designed to be pedagogical 
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interpretatioii tasks, requiring the participant to reflect on the teaching decisions of other 

teachers. In this case, each participant responded with a clear explanation when asked, 

"Can you think of why a teacher might teach" one of the topics she had identified she 

would not teach in her English class. Gina indicated that she would not teach drama, 

explaining, "I don't think I'd be putting on a play or having them act out like five scenes 

each or anything." However, when asked why a teacher might do that, Gina was able to 

suggest a logical reason: "Well I think it's beneficial for the students to see another side that 

writing can come to life, almost." As she talked she elaborated on the idea of bringing 

writing to life, offering that "if you go so far as to involve actors and maybe you have 

someone who wants to be a director, and if you go into costumes and all that, the students 

can see how you can create something out of words." Gina also provided a reason for why 

a teacher might teach film in English class; she explained, "I think you could tie film almost 

into interpretation. Because I think a lot of times directors have their own interpretations 

which they can even twist to create a film." Finally Gina explained that her tendency to 

avoid the topics of drama and film was not because she couldn't see how to incorporate 

them into her concept of English, but because she had not experienced them herself: 

"Probably the reason I don't feel comfortable with it is that I've never been involved with 

it...rve never had to work with drama, I've never had to work with anything like that...I 

just don't think that I really have the background." And although Vicki related her personal 

experiences with traditional interpretations of literature as some of her least favorite aspects 

of English classes, she also could rationalize why a teacher would teach the traditional 

interpretation. In doing so, Vicki emphasized the aspects of organization and historical 

context that she did intend to use in her teaching. She said, "I think [presenting traditional 

interpretations] structures your lesson somehow. It gives you focus to how you're going 
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to piesent the material." She also explained, "You're not just going to leave it open to • 

you've got to have somewhere where you're taking it" and that "if it's going to be required 

to read some book from the canon of English literature, then there is some value in them 

knowing why it's so highly thought of." As these examples suggested, both participants 

were able to provide clear answers as to why a teacher might teach those topics the 

participants indicated were not a part of English class. In addition, the responses of both 

participants indicated that they based their decisions of what to teach and what not to teach 

on personal preferences and experiences, rather than an inability to understand a topic as 

related to English. The thought of teaching these topics was incongruous with their own 

preferences, not their concepts of English. 

However, each participant provided unsolicited examples of teaching practices she 

disagreed with when explaining her responses to the task. These examples seemed to be 

quite incongruous with the participant's understandings of English and its teaching and 

often stemmed from personal experiences as students. For example, Gina described how 

she wouldn't teach drama, explaining that "some teachers go into elaborate detail doing 

whole units on specifically drama" and have their students "learning the theatrical aspects" 

such as "directors' roles and stuff like that." She concluded this example with die assertion 

Uiat "I wouldn't teach it that way...[because] I feel [that] is almost a separate category of its 

own." In Gina's opinion this study of drama was "too in-depth" into realms that did not 

belong in a general English class. Gina also recalled, "The only time I ever had film in 

high school was in a class I had called mass media. And then it was appropriate" because 

they studied the technical aspects of filmmaking and the role of the director. She suggested 

that the only portion of this that would be appropriate in her class would be comparing film 

and written versions of literature. And Gina recalled taking specific courses in "language 



186 

skills" and "mythology" that were too focused on one topic for her liking. The language 

skills class, she remembered, "that's all it was, was grammar." And of the mythology 

class, she said, "One whole semester with a teacher I didn't like...was too long" and 

remembered that "the kids [got] so sick of having stories after stories." Similarly, Gina 

desciibed a current course in expository writing as "a class where all we're doing is we 

take everyday topics and write on them.. J don't think, like we have a semester class of 

that. I don't think it's worth that long of a time." Finally, Gina felt that the courses would 

have been better "if they would've organized it, like that mass media class, just work a 

couple things together." These experiences had influenced Gina's preference for 

"touch[ing] on a little of everything" in the classes she would teach; she recognized this 

influence of her past experiences as she said, "And I think that's why I like a lot of 

variety." Similariy, Vicki recalled having a '*focus on grammar" and "very little 

reading...and I don't like that." While throughout the tasks of the study Vicki indicated that 

she would teach grammar, her personal emphasis was on literature and using literature 

while developing other skills. Vicki also acknowledged the influence this experience had 

had on her decisions of what and how to teach as she concluded, "I didn't like it when I 

went through it so I don't want to teach it that way." For this task, personal experiences 

seemed to have provided the participants with memorable examples of what not to teach 

under the guise of Biglish class. The participants also offered their own responses as 

pedagogical interpretation tasks, attempting to offer explanations for these teaching 

practices which were incongruous with their own preferences. 

Both participants were most vociferous about explaining how literary interpretation 

should not be taught Again, the participants recalled unsolicited personal experiences and 

explained why they saw little value in the teaching method employed by the teachers. In 
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particular, both participants referred to a recent college course in which the instructor 

emphasized one traditional interpretation over the personal responses offered by the 

students. Gina related the situation: 

There's actually, I've found that there are some professors that are 'This is the way 

it is, this is the way it's not." And if you speak your voice, it's "Well 1 don't think 

so." You almost feel like you don't want to say anything. It's actually been 

frustrating. When her way is right and our way is wrong...Her personal 

interpretation forced on us. Today we had people speaking flre...She wouldn't 

listen to them. So they just were at odds. 

Gina acknowledged the possibility that the instructor was relating an accurate interpretation, 

considering, "Maybe she was right totally in her interpretation. Maybe that's what's 

proven, that that's what he meant." However, Gina also suggested that she felt the 

instructor was wrong, as she explained, "But in the same way you're overstepping the 

boundaries on what other students have read. And I think you can have approval of that." 

For Gina, the instructor's insistence on the traditional interpretation to the exclusion of the 

students' personal responses was inappropriate and not in line with her own way of 

thinking. Vicki had a similar reaction to this professor's reliance on traditional 

interpretation over students' personal responses. As she related the same situation, Vicki 

recalled. 

There was one student who was like, "Dang it, this is what I think this book is 

about and you can't tell me that this book didn't make me feel like this." And the 

professor is going, "But, that's not what it's about" The student was real upset the 

whole day. She was like, "That makes me so angry." 

For Vicki, the instructor's denial of the student's interpretation was, in her own words. 
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"almost a sin, you know? Because at least they're getting interested and excited about it 

and have an opinion on it" As with Gina, the fact that Vicki related this incident and 

indicated such strong disagreement with the instructor's approach to literary interpretation 

suggested that this was a teaching practice that was incongruous with her own concept of 

English class. In Vicki's opinion the instructor "shut diat kid down" and in doing so did 

indeed commit "a sin." For both participants, then, the task was an opportunity to respond 

with examples of teaching they had experienced which were incongruous with their own 

ideas of what should be taught in English class. 

In conjunction with these explanations of what and how they would not teach, both 

participants offered suggestions of how they would teach to avoid the negative 

ramifications they felt this instructor was developing. Gina suggested she would require 

her students to form and express their own interpretations: "I think that one way you can 

get your students to work on personal stuff like this is leading questions" such as '"How 

did you feel?' or 'Why did the author come to this?'" Later she offered, "Maybe you 

could say, ask your students, 'How did you feel about it?' and listen to them and say, 

'Maybe that is a possibility' instead of saying 'I don't think so.'" Gina clearly had ideas of 

how she would handle a literary discussion differendy than this instructor. Similarly, Vicki 

indicated that she would present the traditional interpretation to her students but still 

encourage them to articulate their own ideas about what they had read: "You can say, 'This 

is the traditional interpretation of it but, in your paper, tell me what you think.'" In this 

manner both participants responded with suggestions of how they would teach traditional 

literary interpretations without negating or ignoring their students' personal responses. 

One participant did recall school experiences to illustrate her explanations of what 

she would teach in Biglish class. At one point when discussing film Vicki mentioned, "In 
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high school, I saw some of the videos of the kids that did, they did clay animation stuff 

for a film class. Although she was not a part of that class, Vicki recalled, "[A]nd the kids 

bad so much fun with it" This vicarious yet positive experience led Vicki to indicate that 

she would use a similar activity: "[l]n the school, for an assignment, film a performance -1 

thinic that would be great." Vicki emphasized that this activity would be appropriate "[nor 

drama and stuff, or for speech" or "an elective class" and concluded, "Studying film -

making video productions and stuff, I don't know where else they it could teach it, but they 

could call it English." Vicki responded with a positive high school experience during this 

task, and even though she would not use it in a required English class, she did indicate that 

she would try to incorporate it into the English curriculum in some way. Perhaps this 

experience was memorable to Vicki and was an activity she would use with her own 

students because she did participate in a similar activity herself as a college student 

Towards the end of the interview portion Vicki related, "For library science I had to make a 

video and I took the video thing home for the weekend and played with it" She explained 

that she "had a blast" and that "it was so much fun." In particular Vicki recalled that "it was 

just a whole different view of the world when you have a movie camera, being able to 

review your performance and presentation and change it" In this case Vicki responded to 

the task with an activity that she witnessed high school students enjoying and that she 

enjoyed herself in college - an activity that she would address in her &iglish classes even 

though the topic was one she would not emphasize. The material was incongruous, but 

she could make it fit into her curriculum. 

Throughout the interview portion of this task, both participants provided examples 

of how and what they would teach. These lesson activities were congruous with their ideas 

about the teaching of Biglish and illustrated their discussions. Gina mentioned "creating a 



190 

big report'* and "including different things they feel could be used such as pamphlets...is 

something I'd really like to touch on." She also would have her students "giv[e] a 

presentation of some sort" on what they had written. And she suggested she would 'find 

out what the history class was studying that these students are in, find some [literature] in 

the time period" for her students to study. And Vicki offered that her students might "film 

each other and watch it, and not save it or anything but for die experience" and that when 

writing she would tell them, '"Because we're reading this book I want you to write on 

that.'" Again, these responses were unsolicited; both participants indicated the types of 

lessons they would use when explaining what they would teach and why. 

The nature of the two participants' responses during this first task of the second 

interactive interview were quite similar, although they differ at times in degree. Both 

participants requested clarification of the immediate task, one requiring consistent 

prompting to discuss her hypothetical "ideal" situation. Both participants marked die task 

sheet as they discussed their im'tial resprases, undeiiining and circling items as well as 

indicating changes in their written responses. And both participants responded in 

accordance with their responses to previous tasks, as well as remaining consistent in their 

explanadons of how they decided what they would teach. In addition, each participant 

provided an explanation of why another teacher might teach a topic she preferred not to, 

and each participant provided unsolicited examples of teaching practices she could not 

condone. Finally, both participants provided examples of how they would teach the topics 

they had indicated. In general the participants responded with clear, consistent ideas and 

used examples from their own thoughts and experiences to clarify their thinking as they 

discussed the items of the task. 

Sorting Task B. 
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This second task of the second interactive interviews was also a belief exploration 

task with a pedagogical interpretation task embedded in the interview portion. Each 

participant was first asked to discuss her thoughts about specific pieces of literature when 

presented with a copy of the item (see Appendix F for a listing of the items). The 

participant was instructed to indicate which pieces she had studied; which she would use 

with students, why, and bow; and which she would not use with students and why (see 

Appendices J and K, Items 6, for completed task sheets). Finally the participant was asked 

to explain why a teacher might teach one of the items she personally would not teach, and 

to explain how it might be taught in an English classroom. In responding to this task each 

participant paged through several of the items, commenting on features that influenced her 

decisions as to whether or not she would use the text when teaching. The participants 

related personal experiences with the texts and offered lesson ideas they might use when 

teaching the text. Both participants also offered lesson ideas another teacher might use 

when teaching a text, and each participant had at least one text she personally would not use 

and could not explain when, why, or how she would use it. Each of these responses is 

discussed in further detail below. 

Both participants responded that they were familiar with or had studied some of the 

items, and neither participant indicated that she had read nor was otherwise familiar with all 

of the items. Gina had read and studied The Riverside Shakespeare, On Walden Pond, and 

"The Short Happy Life of Francis MacComber." In addition she had studied poems by e e 

cummings, although not the one used for this task, and poems by Emily Dickinson, as well 

as the local newspaper. And she had also read The Client and The New Yorker anH owned 

The Authoritative Calvin and Hobbes. Vicki had read and studied The Riverside 

Shakespeare, On Walden Pond, poems by cummings and Dickinson, The New Yorker, 
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and the local newspaper. In addition she read The Outsukrs on her own while in high 

school. Otherwise the participants were relatively unfamiliar with the items presented 

during the task and were seeing and considering the items for the first time. 

In addition, both participants responded with enthusiasm for the works they had 

previously read and studied. Gina referred to Shakespeare as "a definite" and commented, 

'There's so many different [Shakespearean plays] that I'd love to teach. I love King Lear -

that's one of my favorites. And Aiacbeth - kids can have so much fun with that" And 

when she picked up On Walden Pond, she said, "I love it. 1 love it, and I hated reading it, 

but I love the discussions you could have off of it. We got to pull out our favorite lines, 

what lines did you - just, oh, I just love it" Vicki also said, "Oh, I love WaUkn" because 

of "ail that romantic stuff." Although Gina said cummings' poetry "boggles my mind," she 

described it as 'Yabulous" and felt diat "the students would get excited about interfneting it 

and really get involved." Similarly, Vicki referred to cunmiings as "one of my favorites" 

and said that "I would definitely look at some of his poetry" because "it's like, here, let's 

have some fun with this." She also said, "Oh, I love Bnily" and described her poetry as 

"avant garde." Gina recalled The New Yorker as "cool" and "neato" and Calvin and 

Hobbes as "awesome." Of The Outsiders, Vicki commented, "Oh, yep. I read this in high 

school. Yep, I would definitely [teach it]." And as she remembered a professor using 

Calvin and Hobbes strips during class, she explained, "I thought it was interesting. I 

thought it was fun. To use that to get that idea across, to illustrate an idea." These 

comments exemplified the increased interest with which the participants responded to the 

items they were familiar with. 

While the participants responded with recollections of how and when they had 

studied these items, their responses suggested that just because they studied a text did not 
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mean they would study it with their students. Both participants responded that they would 

teach Shakespeare, but in paperback version rather than with The Riverside. And both 

participants indicated they would teach Thoreau, though perhaps only a portion of On 

Walden Pond and perhaps using other pieces of his writing. They both would expose their 

students to the poetry of cummings and Dickinson, not in the lengthy manner they had 

studied them, but "[t]o show different types of poetry" or to have students "model 

something after that'' as one lesson in a poetry unit And both participants suggested a 

varieQr of lesson activities using the local newspaper and The New Yorker. But Gina was 

hesitant to use "The Short Happy Life of Francis MacComber'* because "[yjou'd have to be 

careful about some of the content because of the violence and the idea of trophy-hunting." 

And although she enjoyed reading The Client and appreciates the fact that the main 

character is a young boy, she stated, "I don't think it has much classroom use" and 

suggested that students might read it on their own. As these responses indicated, neither 

participant planned to teach an item just because nor just as she was taught it herself. 

Throughout the task the participants explained personal preferences which influenced their 

decisions of which texts they would and would not teach. 

Size of the text was one aspect both participants referred to when identifying texts 

they would and would not use. Gina picked up The Riverside Shakespeare and noted 

"how tiny the print is" and that a student would have to "lug this thing around - ugh." Later 

she commented that as a student, "carrying a lot of heavy books and large books and bulky 

books is just so annoying." Gina insisted she would not subject her students to carrying 

around such a large text and instead noted, "[Ylou know, you can buy those plays in small 

little books. And to read that is so much more refreshing." Later in the interview Gina 

hefted the grammar text in her hand and commented, "Well 1 like the size of the book...this 
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makes it like^ well maybe gnumnar isn't that bad - it's only this big." And Gina indicated 

that she would not teach The Client because "[i]t's really big" and "it would waste a lot of 

class time to use it as a class text" Vicki made the same point even more strongly by 

picking up The Riverside Shakespeare, dropping it on the desk, and asking, "You really 

expect kids to be carrying this around, huh?" When asked if she would expect students to 

do so, Vicki responded, "We just did Romeo and Juliet and it was in a small paperback 

version. It was nice." Later she also conmiented on the "nice size" of a young adult novel, 

explaining that "a student would read this; it's easy to carry around." The participants 

seized the opportunity to hold the actual items, and both participants responded negatively 

to the large heavy items and expressed a preference for the shorter, lighter, and smaller 

texts based on their own experiences as students. 

The participants also noted the visual appearance of a text as they discussed whether 

or not they would use it with their students. Gina flipped through the pages of one novel 

and said, "It looks like it would be easy reading" and concluded that she would use it in a 

classroom library for students to read on their own. She also pointed out in The New 

Yorker that "here's a profile, there was the architecture thing, there are pictures, there was 

an article about, just like an essay" and explained, "I think I like the idea that there's a 

pretty good variety" and suggested several ways she might have students use the magazine. 

Vicki also pointed to the wide range of selections in The New Yorker and commented, "It's 

interesting reading" on "different issues" and that using it in the classroom would allow her 

"to expose [students] to a variety of written work." Gina mentioned the difficulty she had 

as a student with the small print in both The Riverside Shakespeare and the grammar text; 

of The Scope of Grammar she commented, "it seems like it's a small print because for me 

my eyes are really wandering." Vicki noted that The Scope of Grammar "looks a little 
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more current than most books" with the graphics, and pointed out the copyright date. As 

these examples illustrate, the participants noted the visual appearance of the items, 

explaining their personal preferences as to which features they liked and disliked about the 

texts. 

Both participants took the back covers of the texts into account as they handled 

unfamiliar items. Gina picked up one young adult novel and commented, "I've heard of it, 

but I haven't read it." After she read the back summary aloud, she noted, "Wow. Sounds 

really good. Um, sounds like it's a really emotionally charged book." Vicki also turned the 

plays of Luis Valdez over as she said, "I'm not familiar with him at all." She then read 

aloud from the back, "Important and critically acclaimed" and noted, "So at least someone 

thinks he's good." And of a young adult novel, Vicki initially indicated that she was 

unfamiliar with the author, but after reading the back she concluded, "But yeah, we can use 

some more young adult books. Perhaps something by her, because she's published 

several things and she's been recommended a few times." And from the back of another 

book, Vicki read, "critically acclaimed." For both paitidpants the back cover provided 

information on which they evaluated unfamiliar texts. 

The participants also commented on the content of the texts as they decided whether 

or not they would use them with their students and frequently read passages aloud to 

explain their decisions. For example, Gina liked the fact that the grammar text "looks like it 

has a bunch of exercises" but after looking through the book explained, "For a grammar 

book, this has a lot of paragraphs, explaining in here. I mean look at how much explaining 

there is...I think it needs more examples than explanation. And it needs a better index, so 

you can find the rule you're looking for." Ultimately Gina decided that she while she 

would like her students to use a grammar text, she would not choose this one for a class 
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text. Similarly, while discussing one of the plays by Luis Valdez she noted that it would be 

easy for students to act out because "there is lots of direction given in the text" and read 

several examples of the stage directions. Suddenly, though, she said, "Woah, the 

language" and finally concluded, "Maybe there would be too much editing to use this 

particular play. It looks easy to read, but there's a big need for editing with this one." 

Vicki also initially said of the plays, 'This looks interesting" and appreciated the stage 

directions and setting descriptions as "a good example of a play" as well as the fact that it 

would be "good for multiculturalism." After inspecting A Time to Love, a Time to Moum, 

Vicki explained, "|T]o me, this looks like one of those books that's like, I don't know...is 

this good? I don't think so." She read several passages aloud and concluded, "This is too 

simple; the kids would be bored with this." On the other hand, as she glanced through TTie 

Outsiders she read parts aloud and commented, "Even a lot of the slang in it isn't that old 

yef and ultimately explained that she would teach it "Because it's just..it's a good story." 

As these examples suggested, the participants took the time during the task to read portions 

of the texts and consider the content when explaining their dedsions of what they would 

and wouldn't use with their students. 

In all, the participants inspected the texts carefully and indicated that most of the 

items were congruous with their ideas and preferences for the teaching of English. Not 

only did they point out what they liked about each text, but they also provided many lesson 

ideas and other explanations of how they would use the works with their students. For 

example, both participants suggested using movies or videos of Shakespeare's plays and 

remakes "to supplement the study of the work; Gina further offered that students "could 

compare the entertainment from back then to now, if you saw what the drama was like and 

what the movie was like." Gina also suggested that perhaps On Walden Pond "is the first 
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difficult novel that they'll read" because "it has such key concepts that are so easy to pull 

out" Sinailariy, Vicki would use On Walden Pond "just to read a chapter or 

something...just to get an idea of what he's about" and specifically "to look at the 

descriptions of nature" by having students "describe a scene or something that you feel 

struck by. How it made you feel." Vicki also recalled a novel she described as "a female 

version of Walden" and suggested, "[S]o maybe I'd have them read that too, and we could 

compare" the two works. Both participants would have students study cummings' poetry 

by '*throw[ing] something like this out in the middle of a lesson and say, 'We're going to 

have some fun today'" and by "getting them in groups and you can have them figure out 

what their interpretation is." Vicki would also have the students "come up with [their] own 

version[s]" as a way of "looking at the different traditions, how structure can be less and 

less - really playing with words and taking them apart" Along the same lines, Gina 

suggested of Dickinson's poetry: "[Y]ou can look at the structure; she has a lot of dashes, 

and why is she using the length of the lines and things like that" Vicki might "just say you 

have to read three poems and tell me why you like them" and also suggested that "the 

students again could model [poems] after that." Both participants would have the students 

give persoiud responses to The Outsiders, looking at "^cal problems," "character 

analysis," making "predictions about what they think will happen" and "identify[ing] with a 

character." Vicki also saw her students studying this novel as part of a sequence in the 

curriculum, suggesting, "[Ylou could start with some of the short stories and essay kind of 

things and then work into this; this would be more of a first novel, first full novel that 

they'd have to read and work with." Similaily, although she did not recall having read "The 

Short Happy Life of Francis MacComber," Vicki suggested, "[Y]ou could compile a group 

of short stories that have similar themes and read them back to back." Gina had read the 
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story and felt, This would be good for giving a personal response to - the underlying 

reasons behind the characters' actions" and also that '*[i]t would be good for studying point 

of view " Both participants indicated they would most likely get classroom subscriptions to 

local newspapers because, as Gina explained, "You can look at it as a particular type of 

writing" that is "good for getting students' reactions and for writing powerful lines." More 

specifically, Vicki said that she would "ask them maybe each to write an editorial in 

response to what they think, and then maybe have them choose an idea that they think is 

best and write it collaboratively, or decide if they want to do it as a whole class or 

individually." Similarly, both participants indicated they would use The New Yorker in 

their classrooms because of the "variety of essays and topics," most likely allowing 

students to choose pieces to summarize or respond to. Both participants also pointed out 

the value of having students study multicultural literature such as Valdez's works and 

suggested that students would "act out" or "perform the play" or part of it. And both 

participants commented on the potential of using comic strips such as Calvin and Hobbes to 

"get an idea across" or "to illustrate an idea," as well as using them for examples of another 

type of literature that students could attempt writing as well. And finally, Gina commented 

that A Time to Love, a Time to Mourn "would be a great book to read in my health class. 

When you want to discuss death, you want to discuss mourning or something like that," 

periiaps by getting "everyone's reaction to him dying." These lesson ideas indicated that 

both participants immediately identined several ways in which they could incorporate 

certain texts into their class curricula. 

However, as they explained their thoughts about each of the items, both participants 

made a clear differentiation between texts they would use as class sets and items they 

would instead use for reference or in a class library. In particular, the two participants 
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qualifled how they would use the anthologies of short stories and poems. Gina explained, 

"I would never use [the short story anthology] for a full text, but it sure could be a great 

supplemental text for them" and that she would have a few copies "in die back of the room 

for an extra assignment, or maybe an extra credit assignment" Similariy, Vicki explained 

diat she would have anthologies the students could go to "for further reading or for extra 

credit or something like that" Gina explained that she would not use anthologies 

"[b]ecause I don't think I'd spend that much time on [one author]" and the participants 

explained respectively that "the anthology isn't to me, something that you'd use in 

schools" and that "it's kind of unrealistic that they would have [anthologies] in a high 

school." Instead, Gina suggested she "would more likely just give them copies of the 

poems I want them to study" and Vicki said that she would "get the copyright and just 

make copies" because "then they don't have to carry around the whole book, and the 

school doesn't have to buy multiple copies of the anthology just because there's one short 

story in there that you wanted to use." Rather than devoting the time, space, and arm 

strength to anthologies, then, the participants explained they would make photocopies of 

select items and have a few intact anthologies for additional use. Similarly, both 

participants felt The Scope of Grammar was a relatively helpful text, but not as a class 

textbook. Gina felt that "[a] class grammar text is not really necessary" and explained that 

she would create handouts for her students to use, but suggested that "[t]hey might need 

access to [the text] for reference." Vicki also indicated she would create her own grammar 

lessons but felt that the teacher had "got to have some manual, though. You've got to have 

some reference" and that she might have the text on hand for that purpose. And both 

participants concluded that Readings in World Civiiizations would only be used as a 

reference or supplemental text Gina felt that "[t]he text itself has no clear goal" although 
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"it may be a good teacher reference." She "would teach perhaps a selection from this text" 

but only if "you could tie the selection to other things you were reading." Vicki also felt that 

the text was "very specialized" but that it provided "some reference material" and suggested 

she might refer students to it "to do a little background researching" perhaps "to look up 

references in literature." Gina described The Client as "a recreational book" and explained, 

"I don't think it has much classroom use." Similarly, Vicki suggested, "They can read it on 

their own for credit, if they wanted to." Gina would keep Catvin and Hobbes, along with 

puzzles and creative writing assignments, "in the back of the room" for students to choose 

from in their free time because "I think it's more productive for them to be reading this, 

than sitting there just gabbing." Vicki made a similar suggestion when discussing A Time 

to Love, a Time to Mourn, conunenting, "You know, some of these books, maybe if 

they're not taught, you can become famih'ar with them to fecommend to someone that's 

looking for something to read." Throughout the interview portion of the task Gina referred 

to her "classroom library" and Vicki spoke of "collection development;" the various 

anthologies and other texts the participants describe as "reference," "supplementary," or for 

"extra credit" work for students to read on their own would make up these classroom 

collections. In this sense the texts were incongruous to the participants' ideas of whole-

class teaching of English, but still have a place in the English classroom. 

In an attempt to present each participant with an incongruous teaching practice, each 

participant was asked to consider how and why a teacher might use one of these "reference 

only" texts as a required class text. In responding to this pedagogical interpretation task, 

the participants did provide suggestions as to why other teachers might choose to do so, 

but were emphatic in insisting that these were matters of personal preference to which the 

individuals would not subscribe. Gina was asked to consider why a teacher might use The 
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Scope of Grammar as a class text. She responded that "[tjhere's not a lot you can do with 

grammar that is out of the ordinary besides practice" so that "assuming you picked it out 

well," a teacher could use a grammar text effectively for practicing rules because "[ujsually 

grammar books do provide pretty decent exercises." Gina then went on to explain that 

grammar texts were useful "primarily, as I said, for a reference for students" and elaborated 

by recounting a procedure for grammar lessons she personally had developed and used: 

"What I did was I made out a sheet that said like 'Three Rules For Comma Splices' and a 

few sentences or whatever...and they had to write in the rules themselves and an example if 

they wanted to." She felt that this "was such a great way to have them summarize [grammar 

rules]. Instead of having them go through a big book, diey could go to page three and see 

the three rules for comma splices and check it over." To Gina, these handouts served as a 

"quick reference" that made grammar rules more accessible and understandable than a text: 

"I think if you have a couple sheets where you wrote down the rules yourself so you could 

understand them, with sentences you created yourself so you can understand them, that 

students are probably more likely to use it." While Gina provided a reason for which a 

teacher might use a grammar text as a class textbook, she was sure to reemphasize her 

personal preference for not using a class grammar text. 

Vicki gave a similar response when she was asked to Qo\x̂ dtt Readings in World 

Civilizations as a text a teacher might use for a required class text. She began by 

mentioning some possibilities, such as the "multicultural aspect" of the text and that it might 

be good for studying "world literature," "world traditions," or providing "exposure to the 

ways of life" in other cultures. She felt that the text was "specialized" in subject matter and 

therefore might be useful in an elective course, explaining that "the book overall, yeah, it's 

like, 'Yep, that's another class' - like comparative cultures or something." And, as Gina 
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did, Vicki concluded by reiterating how she would use the text in her English class: 

"[Algain, I would just copy small things out of a book like this to use in the 

course...selections related to what we were studying." Finally she repeated, "It's a good 

reference" for the students as well as the teacher. Again, Vicki responded with an 

explanation as to why and how a teacher might use the text as a class text, but also 

underlined her personal opinion on bow and when she herself would use the text. 

Overall the participants' responses during this task were similar. Both participants 

had read some of the texts and were unfamiliar with others. And while each participant had 

texts that were personal favorites, she still considered the teaching aspects of the text and 

delegated some as texts students could read on their own or use for reference, rather than 

studying them as class texts. Both participants' responses further indicated that it was 

important for the participants to have the actual texts to look at and hold; size, print, 

content, and summaries and reconunendations were all taken into account as the 

participants handled the items. While personal experience and personal preferences for 

subject matter had some mfluence on which texts the participants would consider having in 

their classrooms, they seemed much more important factors in the participants' attempts to 

explain why and how teachers might teach texts they found incongruous with their personal 

ideas about the teaching of Bigiish. In general, the participants saw some learning 

potential from each of the items, but were unable or unwilling to provide explanations of 

how they might teach items that were not in line with their own conceptions of Biglish and 

its teaching. 

Planning Taskll. 

The second planning task required the participants to read four literary pieces (see 

Appendix G for a listing) and discuss their reactions in terms of personal likes and dislikes 
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as well as how and why they would (or wouldn't) teach the pieces. This belief exploration 

task was followed by a pedagogical interpretation task, in which each participant was asked 

to explain how she would teach a piece she originally designated as one she personally 

would not choose to teach. In responding to this task both participants expressed clear and 

consistent preferences for which they personally would be most (and least) likely to teach, 

and why. 

The two participants responded with familiarity to some of the pieces and were 

unfamiliar with others. Both participants had studied 'The Road Not Taken;" Gina had 

even selected the poem for a lesson she taught to her peers. Gina recalled studying it as "a 

story about real life...decision making" and Vicki remembered "explicating it" as "a good 

example of poetry techniques." Both had also studied at least an excerpt from "A Modest 

Proposal" and had discussed the "irony" as well as the "responses evoked." Gina had 

never read The Bluest Eye and did not particulariy recall having read any works by 

Morrison, whereas Vicki had read the novel and several of the author's writing, referring 

several times to Morrison's "impact" and "messages" as a writer. And neither had seen 

"Driving Toward the Lac Parle River," although Vicki had read other poems by the 

author and noted the fact that be was "a current Midwestern writer." 

The two participants had differing responses when asked to select personal 

favorites from the four works. Gina quickly said "Oh, the Frost, definitely," explaining 

that "it's clear, easy to understand" and also that "[f]or me, it has a strong personal 

meaning, so I'm kind of pulled to it; it was given to me by my mentor." Vicki, however, 

had a difficult time selecting one piece as her favorite, initially responding by saying, "I like 

them all for different reasons. Each has something special to offer." Finally she decided, "I 

really like poetry [because] it stimulates thought and feeling" and even went off the board to 
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select "cuimnings - it's like a puzzle, a game; it's fun to read." Not only did Vicki introduce 

an additional author to the selections when discussing her 'iavorite," but she also took the 

opportunity to explain why each piece was her favorite in some way. The Frost was "a 

classic, traditional poem" that "tells a story everyone can relate to" while the Bly poem is 

"clever with its imagery" and "really shows the author's background." She added that she 

liked the Swift because "it's meant to evoke a response; no one could read this without 

feeling something about it" and that the selection by Morrison was "really fun - like a 

puzzle " As these examples illustrated, Gina provided a direct answer to the question while 

Vicki's response was more complex; but both participants discussed their personal 

preferences for the literary selections. 

On the other hand, when asked to identify which piece was a personal "least 

favorite," Gina discussed two selections while Vicki was quite clear and direct with her 

opinion. Gina initially selected the excerpt from T7te Bluest Eye and explained, "|1]t's so 

simple" and later elaborated, "I don't know how I would teach it" She also mentioned the 

excerpt from "A Modest Proposal" and pointed out, "It's gruesome." Again, she reflected 

on the possibiliQr of teaching it and wondered whether students would be "turned off or 

offended" or possibly get "caught up in the details and miss the irony." Vicki immediately 

selected the excerpt from The Bluest Eye as her personal least favorite; her familiarity with 

the entire novel as well as the author's other works provided some of her rationale as she 

explained, "It's taken out of context of the novel" and "doesn't stand on its own" as she felt 

the other selections did. Vicki also mentioned, "I'm not sure how I would use it with 

students, or why I would use it with students." In this manner both participants identified 

pieces they personally preferred less than the others. Also, although the participants were 

asked only to respond with their personal preferences of what they least liked to read, their 
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responses indicated that they were considering and were influenced by the teaching 

possibilities of the selections as they read them. 

When asked to discuss the teaching possibilities of each piece, the two participants 

responded in congruence with their previously discussed preferences for the teaching of 

English. Thus far in the study Gina had expressed a desire to have students write, and in 

particular to develop their writing in relation to the literature they read. In discussing how 

she would teach, she suggested the various pieces could help students leam "the 

importance of the title" of a written work, "the use of white space," or "how the layout 

changes literally how things are read." In addition, Gina would provide students with the 

selections "as a model for writing their own poems" or "as an example of bow you can use 

a clear format for different levels." Gina had also previously discussed that she would have 

her students study literature to leam literary conventions and genres; she reinforced that 

objective during this task as she suggested students could leam about "imagery," "the 

significance of rhyme," "meter," and "irony" from the selections. And Gina had discussed 

what she saw as the appropriate progression of the curriculum during the concept map and 

sorting tasks; this idea was repeated as she suggested she would "probably decide class-by-

class once I get to know them, how mature they are" if they would understand the 

subtleties of some of the works. Vicki also corresponded to her preferences as related 

earlier in the study, particularly as she offered possible lesson objectives and activities for 

the literary selections. The importance she placed on personal enjoyment of and response 

to literature was reiterated during this task as she suggested students could read the 

selections and "share the responses it evokes," write "journal response[s]," or "have fun 

trying to figure out the puzzle" of the various pieces. In addition, Vicki made references-to 

the traditional elements of literature the students could study in the works, such as "h'terary 
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techniques " "style," "imagery," and "irony;" that the students could practice "explicat[ing] 

the poem;" and that the "impact" and "background" of Frost and Morrison could be 

presented to the students as they studied the authors' works. All of these teaching ideas 

were congruent with Vicki's previously discussed preferences for the content and activities 

she hoped to teach in her English classroom. Both participants, then, discussed the four 

literary pieces in ways that coincided with their ideas about the teaching of English as 

expressed through the earlier tasks of the study. 

For each participant, the lesson ideas flowed easily when asked to identify which 

piece she would be "most likely" to teach and how. Gina immediately selected 'The Road 

Not Taken" and explained that students could leam about rtiyme and meter as well as "an 

appreciation of poetry" by studying the poem "[a]s part of a poetiy unit To understand 

that there are different types of poetry, with some Sandburg, maybe looking at nature as a 

topic of poetry. Because they can relate to that." More specifically, she suggested, "They 

could use it as a model for writing their own poems, maybe on a decision they made and 

how it turned out." Again, Gina emphasized the ideas of studying a literary genre and 

developing writing skills. Vicki also selected "The Road Not Taken" because students 

could leam about a "classic author*' and a "traditional style" of poetry. In particular she 

would have students "explicate it" and "look at the literary techniques" in the poem. She 

would also have them "write a journal response" to the poem. For Vicki, these lesson 

ideas also reemphasized the importance she placed on studying "big authors" and "literary 

elements" while still encouraging students to explore their personal responses to literature. 

The participants' explanations of why and how to teach these pieces most directly 

supported their previous expressions of what and how they wanted to teach in their Biglish 

classes. 
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Although each paitidpant identified a selection that she would be "least likely" to 

teach, both participants imagined situations in which they might be asked to teach those 

selections and provided lesson objectives and activities that were personally acceptable. As 

Gina discussed the excerpt from The Bluest Eye, it became clear that although she initially 

stated "How I would use it, I do not know," she could think of ways to incorporate it into 

her ideal Biglish classroom, suggesting that "^]ou could look at the use of white space" 

and that "[i]t would give them a psychological boost to get through reading it." As a lesson 

activity Gina offered that students "could look at the use of white space on the page, how 

the layout changes literally how things are read and the response the students have to the 

changes" - much as she had her students discuss the effect of the changes in content 

between the drafts of the essay studied in her first planning task. Finally, she suggested, 

"Maybe as a punctuation exercise - for younger students - you could give diem the third 

paragraph and have them punctuate it." Overall, though, she felt die selection did not make 

sense on its own and that "students aren't going to [work with] a paragraph they don't 

understand. They're just not" and that she would be most likely to use it "as an example" 

of changes in fonnat, rather than studying the content of the piece. Vicki, pertiaps because 

of her familiarity with the author and the novel, selected the same excerpt from 7%e Bluest 

Eye as the one she would be least likely to teach, but eventually suggested a lesson that 

looked closely at the content of the piece. Vicki felt, first of all, the students could "benefit 

from familiarity with the author" because Morrison was "big on cultural relativism," 

"explores the American Myth," "shows that it's okay to take a stand," and "describes what 

it's like to be an adult - it's not all rosy" - messages Vicki took from her knowledge of the 

author and her works and brought to this short passage. As she related a specific focus 

for a lesson activity studying diis passage, Vicki suggested she would "provide an 
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explanation of Morrison" and use the piece "in a discussion of the *Dick and Jane' idea, the 

American Dream" and would ask her students, '"Why did she do that? What is the 

effect?'" In this manner Vicki responded with lesson objectives and ideas that reflect her 

previous foci on personal response and knowledge of authors. In responding to this 

portion of the task, both participants identified selections that provoked the initial reactions 

"I don't know how I would teach it" and "I'm not sure how I would use it with students, 

or why I would use it with students," but went on to offer potential lesson activities which 

they would use with students and which were congruous with their previously stated 

preferences for the teaching of English. 

Because the participants responded that each of the four selections was congruent in 

some way with their conceptions of the teaching of English, each participant was asked to 

reconsider a text she selected and discussed as one she "would not teach" during Sorting 

Task B. While neither participant had articulated how nor why she would teach the item 

during Sorting Task B, each participant provided a weak but congruent explanation of how 

she might use the item during the current task. At first both participants responded that 

they would request direction from other people. When Gina was asked to reconsider 

Readings in World Civilizations as a text for her English classes, she responded, "I guess 

first I would ask for the curriculum [guide] to see where it would fit" Similariy, when 

asked which of her objectives she might try to fulfill with the text, she replied, "Again, I'd 

have to ask for the curriculum." Vicki was asked to reconsider The Client and responded, 

"I'd have to ask the principal for reasons to teach it. You know, just ask, 'Why do I have 

to teach this, anyways?' It must have been chosen for a reason." As they talked and were 

further encouraged to consider using the texts, the participants did identify ways in which 

they could have students study the texts. Gina mentioned, "Well I suppose it's good for 
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bringing in resources, to provide some history to go with the pieces we were studying" and 

that "It would give them exposure to a variety of types of writings and authors." She would 

have students "study and present individual selections in groups," then write journal 

responses expressing "their reaction, their response to what they had read and learned." 

She felt they might leam "[a]n appreciation for other countries. To see how the different 

subjects tie together, maybe to understand history, or values; worid differences." Vicki 

suggested of The Client, "Maybe it would tie into the theme we were studying with other 

literature" and that students could then select it "for extra credit, to write a book report" 

This would provide them with "an opportunity to read, to choose, to respond" and 

"practice writing skills." This second time around both participants were more willing to 

discuss the texts and did offer lesson ideas that were congruous with their own teaching 

preferences. 

Although both participants eventually provided explanations of how they would use 

these texts in their classrooms if they were required to do so, their responses to the 

questions "How would you feel after teaching the lesson" and "How do you think your 

students would feel about the text" suggested that they still would not choose to use these 

texts if the decision were up to them. About the lesson, Gina explained that she would feel 

"Nervous, about meeting the requirements, or overstepping the rules" and was concerned 

that she might not "understand why we had to read it" Vicki explained, "I don't object to 

reading anything, but it needs to be something I'm familiar with in some way - something 

I'vebeentrainedto work with" in order for her to want to teach it While Gina felt that her 

students would feel "frustrated with English" and that "they'd be negative to that tex^ 

because "it gets away from English," Vicki felt that her students would "like to have the 

choice" and acknowledged that "[s]ome may be interested in it" Gina offered a lesson that 
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she felt unsure about and thought her students would dislike; Vicki ofifered a lesson that 

allowed her students to choose or refuse the book and was therefore more accepting of the 

possibiliQr. In this sense Vicki shifted the sense-making of this incongruous text to her 

students; for Gina, it remained incongraous and unsettling. 

It was also worth noting one response that was absent from this task of the study. 

Neither participant offered stories of personal experience during this interview. 

Throughout previous tasks, whether solicited or unsolicited, both participants had related 

instances of lessons they had participated in or teachers whom they had observed teaching 

related items. Other than Gina mentiomng in passing that "I have actually taught [the Frost 

poem] before" with no additional elaboration and Vicki commenting that she had read The 

Bluest Eye in its entirety, all responses given by the participants during this task focused on 

the literary selections. The participants discussed what they liked and disliked about each 

piece and suggested how they might use them in their classes, but made no references to 

how they had studied them. Discussion clearly centered on the individuals' perceptions of 

the literary and educational merit of the works. 

In responding to this task, both participants identified literary selections that they 

were familiar and unfamiliar with. Of the four selections presented, both participants had 

some that they would be more willing to teach than others, but both participants found all 

four selections congruous with their teaching in some manner. Hnally, both participants 

reconsidered texts they had refused to teach during the previous task; one still had difficulty 

discussing the text in ways that were congruous with her hopes for teaching Biglish, and 

the other provided a congruous lesson in which students were responsible for selecting the 

text. Throughout this task the participants were in accordance with their previously 

expressed preferences for the teaching of English as they explained their thoughts and 



211 

decisions about each of the selections. 

Picture Task. 

During this pedagogical interpretation task, each participant was asked to look at six 

pictures of individual teachers and describe what she thought the teachers were doing (see 

Appendix H for a description of the pictures). The participant was also asked to explain 

whether or not she would do the described act and why or why not. In responding to this 

task, both participants described teacher actions and instructional activities as they looked at 

the pictures. One participant also responded to the physical classroom environment 

depicted in some of the pictures. Both participants indicated they would use teacher actions 

and instructional activities that were congruous with their previously related preferences. 

The two participants also responded in accordance to their previous responses when 

discussing those actions they would not use in their teaching. Fmally, neither participant 

provided metaphors for the pictures as requested, but both related personal experiences 

during the task. These responses will now be discussed in detail. 

The two participants responded differently when asked to "describe what you think 

the teacher is doing" when first given each picture. Gina responded immediately by 

identifying an instructional method: "It looks like a debate;" "Now this is a definite 

discussion;" "It looks like this guy is lecturing;" "This could represent any of a whole 

bunch of class activities - the students doing an assignment or an activity; they're taking 

turns; maybe die teacher is even lecturing;" "This looks like independent studying;" and 

'This looks like a teacher versus student conference. It looks like an evaluation session." 

Gina provided these summaries immediately after glancing at each picture. Vicki, 

however, began by describing each picture, and only later made a comment as to the 

purpose cf the sights depicted, as these examples illustrated: 'The teacher's reading or 
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something, and the students are in groups... it looks like some of the students are 

maybeingroups with something in front of them so maybe she's giving directions to the 

class on what she wants them to do;" "Here we have the students sitting at a table and the 

teacher is standing there and he's frowning or he's just being very serious - seriously 

listening to this one woman, it looks like she's answering a question or something;" and 

'This guy I like [gesturing with his hand]. Anything to liven it up. He seems to have a 

nice face...Well, maybe he's reading oft a student paper and giving some good examples 

of student writing or maybe just reading a passage or just going through some notes for a 

test." In fact, some of Vicki's suggestions as to the activity depicted came only as she was 

prompted again to "describe what you think he's doing" or further to suggest "why do you 

think they're doing that?" While the pictures triggered one participant to respond with a 

statement of an instructional activi^, the other participant focused on die teaching activity 

conveyed after describing the scene. However, both participants did choose to explain 

what the teacher was doing in terms of learning activities or teacher-like duties. 

One participant also took the opportunity to comment on the physical aspects of the 

"classroom" visible in two of the pictures. Vicki described one classroom as "kind of 

weird - it's in this closed little room" and noted that "the door is shut" She felt that "it 

might be more of a meeting" with "[t]he calendar on the walls and tha^ and commented, 

"These days, with classrooms being in closets, if it's the only room they have" the teacher 

had no choice; later she described her ideal classroom as being "open" with "lots of light 

and windows." These ideals were reinforced further as she focused on the appearance of 

one of the other pictured classrooms: "This room is a little bit nicer because there's 

windows, but nothing on the walls again...they have folding chairs. This room is so 

sterile." While Vicki did discuss the activities taking place in the picnires, the visual 
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environment also captured her attention and she responded with her reactions to these 

physical aspects as well. 

Both participants made judgments about the depicted teachers and offered details 

from the pictures to explain their conclusions. Gina said of one teacher, "He's trying for 

enthusiasm, using his hands" and concluded, "He seems like he's on top of his 

information." She noted that another teacher was "casually dressed" and said, "He looks 

really laid back." Vicki felt that another teacher was "looking down" at the students 

because "he's frowning, and has his arms crossed in front." Of another teacher she noted, 

"He seems to have a nice face." And of a third teacher Vicki said, "Now this is 

interesting, because he's got his hand on her shoulder too. That's good" and went on to 

explain that this made him "approachable" and "it makes the students feel good." Although 

unsolicited, the two participants expressed their conclusions about the teachers as 

individuals, explaining the teachers' emotional intents or other personal characteristics 

based on the pictures in addition to suggesting the teachers' instructional intentions. 

Even though both participants shared their perceptions of the teachers' personal 

characteristics, when asked "Would you do this?' both participants' responses typically 

focused on instructional activities rather than personal attributes. For example, Gina 

suggested the specific content with which she would use each of the instructional methods 

she had identified. For a debate, she would have students "present [characters'] 

characteristics with textual support." She would use discussion "maybe for giving 

ideas...like with paper topics." She noted that "[t]here are sometimes when lecture is 

easiest. Like with grammar rules." And she would have students present from the front of 

the classroom "if it was something preplanned, that they had written out" She would 

"[dlefinitely" allow for independent study time, suggesting, "Maybe if they were doing 
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practice woricsheets on grammar rules, 1 would look for verification that they understood." 

And she would conference individually with students perhaps "to check up on their writing 

Journals. Let them know about missed assignments. Just little feedback sessions." Vicki 

also related mosdy with the learning activities she had idendfied for each picture and 

provided examples of how she might do the same when asked if she would do what the 

depicted teacher was doing. Of one picture she said, "Giving instrucdons - you want to do 

that." She would also have students work problems on the board; "In English class, some 

punctuation in a sentence, yeah." And she would monitor students working independendy 

in class, explaining, "Walking around and - you almost have to, I guess [have in-class 

writing]. The work has to be done...They could even work on rewriting or something like 

that. Perhaps with direct instruction, immediate feedback type of stuff." Vicki would also 

hold conferences with her students: "Maybe if you're doing some advising or something. 

With all your homeroom kids." Finally, Vicki explained several ways she would have her 

students work in groups, such as "maybe if they're brainstorming or getting ideas," or 

"discussions about literature," or "perhaps like in jigsaw where each group or whatever is 

die expert on something so the teacher would make sure they had their facts straight before 

they went up and were sharing with the rest of the class." In general the two participants 

offered several suggestions of how and when they personally would use each of the teacher 

actions or activities they had identified from the pictures. 

Bich parti'cipant did respond in the negative regarding what she saw in at least one 

of the pictures. Gina spoke cautiously about having individual students working at the 

chalkboard in front of the rest of the class, explaining, "It really puts students on the spot" 

if they were called up to work out a problem in front of their peers. She also suggested that 

"[s]he might be missing his lecture." Gina emphasized that while she would not call on 
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individuals to perfoim in this way« she felt that "[i]t can be productive if you're not singling 

them out." She suggested that instead, she would have "groups reporting information" 

rather than individuals, especially "if they came up with the information" themselves and 

were prepared to present. Gina indicated that she would not teach using the method she felt 

was depicted by the picture, but modified the situation to a group presentation activiQr - a 

lesson idea she had reiterated several times during previous tasks. Vicki also disagreed 

with the activity she felt was represented by one of the pictures; as she described the scene, 

she noted, 'This looks kind of awkward, sitting around the table and it looks so closed in 

and the door's shut like they're...are they being punished?" She did suggest that she would 

use "small group discussions" in her classroom, but disliked the one shown in the picture. 

Overall, it was the expression on the teacher's face ("He's frowning") and the students' 

faces ("They're, everybody looks so serious") that she used to explain her final conclusion 

about the situation: "No, it isn't my tune. Not this one." Although she too described a 

situation in which she would use a similar lesson activity, Vicki's response suggested that 

it was the atmosphere and the apparent feelings of the participants in this particular small-

group discussion that she disliked; the activity had not resulted in fun, enthusiastic 

engagement that she desired. As these examples illustrated, both participants described 

situations depicted that they would not use as teachers. They described these as 

incongruent with their preferences for the teaching of English, and suggested alternative 

situations in which they would use similar instructional activities that were more congruent 

with their personal preferences as expressed thus far in the study. 

Once again the participants responded with negotiations when asked to "provide a 

metaphor'* for the teaching and learning they saw in the scenes before them. Gina merely 

responded as she had earlier in the study: "Metaphors don't woric for me." Instead she was 



216 

asked to provide a title or caption for each picture, which she did in a flat unenthusiastic 

voice for the first picture, saying. The teacher plays mediator for one day as students 

discuss the pros and cons in a story." Gina provided a caption for the next picture as well, 

but not for the rest, conunenting, "It seems sort of artificial." Vicki responded to the 

metaphor prompt with confusion, saying at first "What do you mean?" and after further 

clarification, saying, "A metaphor. 1 suppose there's like two groups of students, but I 

don't know what she's having them do." When she was asked to instead provide a title or 

caption for each picture, Vicki used a stiff, deep voice to say, 'The teacher is telling the 

students tiien began to laugh and said, "Oh, I don't know." She provided similar stilted 

captions for the next three pictures as well, but for the last two responded, "No, not for this 

one." Neither participant viewed the pictures as being well described through metaphor, 

and while suggestions to provide titles or captions elidted some response, both participants 

clearly found Uiis type of summarized description to be unfounded. 

Botii participants did respond with personal experiences as they discussed the 

pictures. For Gina, one brief negative experience as a student helped to explain why she 

would not call on her students to work at Uie chalkboard in front of the class. She related, 

"I had a bad personal experience in calculus when I had to put a problem on Uie board" and 

although she did not elaborate on the experience, she did suggest tiiat students would be 

"nervous" in this situation and that "it really puts students on the spot." Gina recalled this 

negative experience while viewing the picture and ultimately responded that she would only 

have students come to the front of the classroom for very different purposes - giving group 

presentations. Vicki also related several personal experiences as she discussed the pictures, 

but almost in a stream-of-consciousness associative manner. As she gave one picture the 

caption "Teacher of the Year award goes to..." she mentioned that "they do that in the [local 



217 

oewspaper] now" and delved into a long description about a teacher friend who was 

featured in the section. Vicki mentioned this teacher friend again as she focused on the 

physical aspects of one of the classrooms and related a conversation they had about 

classroom decor; she concluded her discussion of this picture by comparing it to the 

classroom of a teacher she had observed and finally describing what she would like her 

own classroom to look like. And in a third picture Vicki noted that the teacher "has his 

hand on [the student's] shoulder" and then recalled, "We were just talking about that in 

Human Relations, about the importance of human touch." Vicki then explained what she 

saw as the importance of human touch and illustrated her explanation with two experiences 

she had had as a tutor - one describing how she boosted a student's self-confidence and 

another in which a Cambodian refugee told her about his journey through shark-infested 

waters. She concluded this discussion by referring to the personal traits of the teacher in 

the movie "Stand and Deliver" and explaining how she would like to teach with the same 

"human compassion element." Vicki related several personal experiences to help explain 

her opinions and preferences about the ideas she noted in these pictures. Both participants 

responded to this task with more than just descriptions or explanations of what they saw in 

the pictures; personal experiences and related thoughts were also expressed as they 

explained where their initial responses came from. 

There were several similarities in the participants' responses to this task. Both 

participants chose to describe the pictures in terms of teacher actions and instructional 

activities, and also provided judgments about the teachers' personalities based on the 

teachers' visual appearances. One participant also discussed classroom atmosphere and 

environment as she responded to some of the pictures. Both participants identified learning 

situations they would use in their own teaching and elaborated with specific ideas about 
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activities and content that were congruous with their responses during previous tasks. 

Similarly, both participants identified learning situations they would not use in their own 

teaching and suggested modifications they would use that were in accordance with their 

previously stated teaching preferences. Also, neither participant responded with metaphors 

for the pictures, but both provided some titles or captions. And both participants related 

personal experiences related to their ideas about the pictures. In all, the participants' 

responses during this pedagogical interpretation task reinforced their previous responses as 

they reflected on other teachers' actions and practices. 

Case Analysis. 

During this pedagogical interpretation task the participant was asked to read brief 

descriptions of four teachers, including their practices and beliefs about the teaching of 

English (see Appendix !)• In addition, each partidpant read a fifth case, titled under a 

pseudonym, which was a summary of the information collected by and about her during 

the first interactive interviews of the study (see Appendices J and K, Items 7, or the above 

section entitled Development of Anonymous Cases for the participants' case descriptions 

used for this task). The participants were asked to react to each of the five cases based on 

what they thought the teacher felt was important, what they personally agreed and 

disagreed with and why, and how closely they identified with each teacher. The 

participants were also asked to identify which of the four literary selections from Flanm'ng 

Task IT (see Appendix G for a listing), if any, each teacher would be most likely to teach. 

Finally, the participants were asked to identify which the pictures from the Picture Task 

(see Appendix H for written descriptions) might depict each of the teachers' classrooms. In 

responding to this task, both participants attributed similar teaching preferences to each of 

the four teachers presented. The two participants also identified several teaching practices 
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they agreed and disagreed with; these responses were in accordance with their previously 

expressed preferences for the teaching of English. Both participants explained their 

thoughts with lesson ideas and personal experiences. Finally, each participant responded 

that she identified most strongly with the teacher presented in her own anonymous case 

study. These responses are discussed in detail in the paragraphs below. 

After reading each of the four cases both participants responded with similar 

descriptions of the teachers. Gina described "Beth" as "an expert on the text" while Vicki 

explained that "she's disseminating the information and telling students how they should be 

reading this book." Gina further noted that "Beth" is "very concrete" and "likes themes and 

artifacts" as well as "facts, formulas, and reviews;" similariy, Vicki felt that "she's looking 

for that concrete detail [and] facts." "Kim," Gina explained, "encourages students to use 

their prior knowledge" and "wants make connections to their lives" and "ties to real life;" 

Vicki also noted that "Kim" tries to "make some connections" and "make it relevant" Gina 

further felt that "Kim" focused on "application of what they know and are learning;" Vicki 

described "Kim" as "get[ting] the kids actively involved in discovering and learning." And 

Gina felt that "Kim" was "there to help them leam" while Vicki explained that "[Kim] 

believes that she has the ability...to help them leam something." Gina described "Amy" as 

focusing on "personal interpretation" of literature while Vicki noted that "Amy" "let[s] the 

students know that she values their opinion." Gina also felt that "Amy" was "less into 

formal instruction and content than the others;" Vicki described "Amy" as "really a touchy-

feely type." And both participants described "Sarah" as unconventional; Gina called 

"Sarah" a "tree-hugger" and explained that "she's not interested in the classics," and Vicki 

referred to "Sarah's" "freeform curriculum." These responses indicated that the two 

participants noted similar characteristics of each of the teachers presented. 
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The two participants' similarities in responses continued as they were asked to 

articulate their opinions of "what does this teacher think is important." Both participants 

responded that "Beth" wanted her students to gain common knowledge; Gina explained that 

"Beth" felt that "there are classics that you are supposed to know, to better yourself," and 

Vicki felt that "[s]he's concerned that everyone comes out of it with the same information." 

The participants also both indicated that "Kim" focused on the development of practical 

skills; Gina said "Kim" "wants diem to get useful skills for other things," and Vicki noted 

that "[s]he wants them to have the tools" to learn and express themselves. Gina saw 

"Amy" as encouraging "students relating literature to their lives;" similarly, Vicki felt that 

"[s]he's really more interested in the individual experience" of her students. And Gina 

explained that "Sarah" sought to "empow[er] the students" while Vicki commented that she 

wanted the students to "feel like what they are doing has value outside of school." The two 

participants responded again with similar descriptions of the intent they attributed to each of 

the teachers. 

The two participants also responded similarly to three of the four cases when asked 

to select a picture from the Picture Task (see Appendix H for written descriptions of each 

picture) that might depict each teacher. For "Beth," both participants chose the picture of 

the man talking with a paper in one hand and gesturing with the other. Gina explained that 

she chose this picture because "[tjhere is no student involvement shown; the teacher is just 

absorbed in the facts being presented." Vicki merely suggested that the teacher was saying, 

"Now get this" in a commanding voice. The picture and the participants' explanations 

emphasized a teacher-centered teaching style presenting concrete information. For "Kim," 

both participants chose the picture of the teacher half-sitting against the desk surrounded by 

students while the students were watching and leaning forward in their desks. Gina 
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explained that this teacher had a "relaxed" posture and that "the students seem comfortable 

with hen" Vicki also noted that "[Qt looks very friendly" and that "the students look like 

she's telling them something valuable." These responses underiined the supportive 

classroom atmosphere the participants described eariier of "Kim." For "Amy," both 

participants chose the picture of the teacher standing next to die student widi one hand on 

the student's shoulder and papers in the other hand, smiling at each other. Gina explained 

that this would depict "Amy's" students having "independent learning opportunities" and 

periiaps "writing in their joumals." Gina also noted that "[Amy] is also the kind of teacher 

who would touch her students." Vicki similariy explained, "Like I said, she's the touchy-

feely type" and also commented on the "individual learning" taking place. These 

explanations reiterated the participants' descriptions of "Amy" as a caring teacher who was 

interested in her students as individuals and provided independent learning acdvities. The 

two participants selected different pictures to illustrate the case of "Sarah," but their 

explanations were similar. Gina chose the picture of the teacher sitting at a table with two 

students, glasses off, and talking, and explained that "they're learning by themselves; she's 

just checking with the group." Vicki selected the picture of the teacher standing next to a 

large table of students and explained, "He's asking if they've decided what they are doing" 

and also noted, "(T]hey have no books - just whatever materials they want." The two 

participants chose pictures that they felt show the students working on their own as the 

teacher checked in on what they had chosen to do, again supporting their descriptions of a 

free-form, student selected curriculum. En this case the two participants not only most 

often selected the same pictures but also provided similar explanaticms for their selections. 

One difference in the two participants' responses was evident as they identified 

pictures to illustrate each case. Gina selected one picture for each teacher and explained 



222 

how she felt it depicted that teacher, as outlined above. But Vicki tended to identify two 

pictures for each case. While the first was often the same as that chosen by Gina, Vicki 

provided only a brief explanation for selecting that picture and provided a lengthier 

explanation after choosing a second picture. For example, after pointing to the first picture 

she felt depicted "Beth," Vicki merely jabbed with her finger and said, "Now get this." She 

then said, "Or this one" and picked up the picture of the teacher standing next to the student 

at the chalkboard. Here she explained, "See, the student is working on the formula" for 

theme, as discussed in the written case. Vicki added, "It is written, like, almost in stone." 

Vicki's selection of and response to the second picture further emphasized her description 

of the teacher. For the case of "Kim," Vicki selected a second picture showing the teacher 

sitting at a table talking with two students and said, "She's sitting with them, at their level" 

and noted, "She's taken her glasses off, getting comfortable" and further suggested that 

"[s]he's explaining something to them, or the three of them are brainstorming together." 

Again, the additional response reiterated Vicki's description of "Kim" as a helpful and 

supportive teacher. Hnally, Vicki selected the picture of the teacher at the chalkboard with 

the student as her second picture for "Amy" and explained, "He's touching the student, 

too. And maybe this student is explaining her personal interpretation of something to the 

rest of the class. He's accepting and caring." While both participants were asked "EX> any 

of these pictures look like what you think these teachers might be like," Gina chose to 

select one different picture for each case, while Vicki selected two pictures for three of the 

cases and sometimes selected the same picture to illustrate qualities of dififerent teachers. In 

each instance Vicki elaborated more with her explanation of the second picture while 

remaining in accordance with her earlier descriptions of the teachers. 

The two participants further clarified their descriptions of each of the teachers as 
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they selected pieces of literature from Planning Task II (see Appendix G for a listing) they 

felt each of the teachers might teach. Gina suggested that "Beth" would teach "the Swift" 

because "she's not very sensitive and would focus on the facts" and "do a lesson on irony; 

she would go through it and point it all out." Gina also selected the Frost poem for "Beth" 

because "she could lecture on what they are supposed to know." Similarly, Vicki selected 

the poem by Frost for "Beth" because "she could tell the students about the literary 

techniques" and "explicate it" as "a good example of rhyme and meter." These responses 

emphasized the participants' view of "Beth" as a transmitter of factual knowledge. Gina 

suggested that "Kim" would teach "the Frost, too, but because of the strong personal 

connection, and look at meaning and theme that way" and pointed out that "[Kim] could 

find out more about her students" by having them "journal on a personal experience when 

they made a decision." Vicki used similar reasoning as she selected the excerpt from The 

Bluest Eye for "Kim:" "In the case [Kim] has them read an article on a current 

issue...[Kim] might have them study Morrison as an author dealing with current societal 

issues" and suggested that "[Kim] might have them discuss their dreams and any obstacles 

to them" and "maybe express their ideas in a written form as well as through their [spoken] 

words." In projecting a lesson for "Kim" both participants focused on the perception that 

"Kim" wanted to make literature meaningful to her students* lives and use writing for their 

personal responses. Gina suggested that "Amy" would "give them all of these and let them 

choose which one they wanted to read" and then "have them journal why they chose it, 

how they felt when they read it" Vicki responded that "Amy" might choose the Morrison 

excerpt because "[Amy] might have [the novel] in her classroom library" and would 

"introduce it to them as a sample; if they were interested they could read more." Vicki also 

pointed out that "it would depend on which theme [Amy] was teaching" and "might have a 
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theme sometime in the year that would fit each [literature selection]." With these responses 

Gina underiined what she referred to as "Amy's" "freesQrle" approach to the curriculum; 

Vicki exemplified "Amy's" use of "student choice" and "independent learning." Finally, 

Gina felt that "Sarah" would teach "the Swift, definitely" because of the "strong social 

content" and social "problem." Gina suggested that "Sarah" would "have students write 

their own letter" after looking at the text as an "example of the power of words." Vicki also 

felt that "Sarah" would most likely teach the excerpts from A Modest Proposal or The 

Bluest Eye, again because "the authors are making social commentary" and might "motivate 

the students to act against some ill of society." With these final suggestions the participants 

elaborated on "Sarah's" focus on societal issues. As these examples illustrated, both 

participants selected literary pieces and suggested lesson ideas that further detailed their 

descriptions of the teachers. 

Each participant identified at least one teaching preference and practice from each 

case that she personally agreed with and was congruent with her previously expressed 

preferences for the teaching of English. Even though Gina initially said of "Beth," "I really 

don't agree with anything she's doing here," she did relate to the general fact that they were 

"discussing literature" - an activiQr that Gina had planned in previous tasks to use with her 

students. Vicki was more generous, noting that she appreciated that "[Beth]'s tried to 

organize the information" in a logical way and that "she's got her definitions" for the 

students. Vicki also agreed with the lesson's "content...you know, the theme." With these 

conunents Vicki emphasized her previously expressed interest in having students learn 

factual information such as literary elements. Gina noted that "Kim" was "caring" towards 

her students and particularly liked the "informal chats" she used to relate to her students -

qualities that Gina described in memorable teachers during initial tasks. Gina also pointed 
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out that "Kim" was interested in "brid[ging] the distance between literature and their lives" 

through writing and "using writing for a purpose," much as Gina had focused on 

developing students' writing skills around literature earlier in the study. Vicki emphasized 

"Kim's" use of "discovery" because her students were "learning how to leara, learning 

how to do this learning" and explained, "[Tlhey're doing an activity that's educating them 

because they're getting involved" It was this element of "discovery" that Vicki had 

elaborated on as she related her prior experiences working with students and her preference 

for poems and other works of literature that were "like a puzzle," challenging students to 

make sense of technique and meaning. Gina liked "Amy's" lesson because she asked 

"good questions" that got "students joumaling about their reactions to quotes" in what they 

read. Gina had previously discussed joumaling and eliciting personal responses to texts 

not only in recalling her own studenting experiences with literature such as On Walden 

Pond, but also as she offered lesson ideas, particularly during Sorting Task B. Vicki was 

most excited about "Amy's" method of using a "reading lisf' to encourage students to select 

and read literature on their own. Vicki also liked "the journals," not only because they 

required students to "think about what they read" but also because they afforded the teacher 

a means to "familiarize [herjself with what they're reading" so she could "know their 

individual interests" and "build the reading list" Vicki had many times reiterated her desire 

to have students respond personally to texts and had explained her plan to have a classroom 

library for independent reading. And while both participants were hesitant when 

discussing "Sarah," again each discussed some element of the case which was personally 

acceptable. Gina pointed to the fact that "Sarah" was "empowering her students," both by 

"teaching them to use their skills for a purpose" and also by "getting their input in what 

they study, to make it meaningful, and so it's not all Tm the teacher.'" Gina suggested that 
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she herself might have "one creative unit with student control." Gina had previously 

elaborated on her desire to teach students practical sidlls and how to apply them; to a lesser 

extent she had discussed the need to have a cooperative, informal atmosphere in which the 

students had some ownership for what they were learning. Vicki pointed out that "Sarah" 

wanted to "get them involved in writing that is more than just for [her], for the teacher" and 

recalled herself, "like I said before, about having students write editorials to the 

newspaper." Vicki also agreed that, "to a certain extent, yeah, it's nice to give them some 

independent projects" to allow for choice, as another example of acconmiodating individual 

interests as Vicki had expressed in earlier tasks. In analyzing the four cases each 

participant found some practice of each teacher which she personally agreed with and 

which was in keeping with her prior articulations about the teaching of English. 

Both participants also identified teaching practices of the teachers that they 

disagreed with, and in discussing these practices explained how they would be modified to 

be more acceptable and in accordance with their previously expressed personal preferences. 

Gina explained of "Beth," "[I]t's not a whole-hearted discussion; it's mostly teacher talk." 

Instead, Gina suggested, "She should ask the students what they think theme is," "give 

more questions to the students to support them in discussing theme," and "guide them 

rather than tell them what theme or the theme is." Here Gina pointed to the overemphasis of 

the teacher's right answer which she had lamented previously about in her own studenting 

experiences. Also, in explaining what she thought the teacher should do instead, Gina 

reiterated her preference for student involvement and sharing of personal thoughts. Vicki 

discussed the same element and explained, "|T]o me, when you look at the theme and the 

meaning kind of thing, that's where you can get the students working and thinking and on 

their own...to allow some of that, creating their own meaning." Again this nodcm of 
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students expressing their personal responses and interpretations, rather than the teacher 

interpreting literature for them, was strongly evident as Vicki discussed her experiences as 

a student in previous tasks. Instead, Vicki recalled her desire to provide students with 

contextual, factual information as she suggested, "What they need to know in advance is 

some of the historical period." Vicki also reintroduced the possibility of challenging 

students to discover the meaning as they read, as she explained, "I don't like the idea of 

setting them up with 'This is what you are going to know or think about this book' before 

you even get into it," preferring instead to notice "how it changes from chapter to chapter'* 

because "if you tell them too much then they are they're just really passive and they're just 

sitting there taking notes" rather than being involved in the learning, as Vicki had expressed 

as her preference several times during the study. While discussing the case of "Kim" Gina 

was silent for a moment, then answered, "There's nothing I disagree with. I agree with 

everything she's doing" but eventually commented, "[Kim's] not enough into literature for 

me" and explained, "I want my students to read the classics, as well as things like this 

article it mentions." Vicki also disagreed with a practice of "Kim's" as she quoted from the 

case, "'Snippets of conversations, anecdotes, and subject matter from these informal talks 

[pepper the formal lessons]'" and commented, "I don't know where people draw the line 

about personal/private." Vicki then explained, "I don't want anyone to feel uncomfortable" 

or "share something private" with the whole class. Yet she referred to the practice as 

"debatable" and "a matter of degree," emphasizing the same interest in "human relations" 

that she discussed during her reflections on teaching. Ultimately Vicki decided, "[Y]ou 

could say, 'Are you okay sharing this with people? Is this really private?' Or if people 

start getting really personal-private just say, 'Well, do you want this to be in conficfence?'" 

Vicki remained concerned with her students' comfort level as she strived to know them as 
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individuals. In discussing the case of "Amy" Gina explained that, although she agreed 

with allowing for student response to literature, "Amy is too freestyle, too experienced-

based" in her study of literature and had "taken the easy way out" because "she relied solely 

on the students' impressions. There is no content." Gina concluded by saying, "I 

couldn't teach that way. I would need more structure, more content, more purpose to what 

they're doing." Again Gina emphasized skill development and a focus on English content, 

as demonstrated by her concept map and examples throughout the study. Vicki also noted 

that "Amy's" classroom had "a lack of direction" because "you could sit here and argue and 

discuss and argue and discuss and it doesn't get anywhere and no one changes their mind" 

and "it's all sharing...there doesn't have to be a 'right' answer, but there should be some 

conunon conclusions you can make, at least" Vicki further explained that "there has to be a 

balance" between "direct teaching" and "personal response." Vicki reiterated the need for 

students to receive specific knowledge about English, such as literaiy techniques, that she 

had discussed previously. Gina discussed the same difficulty she had with the case of 

"Sarah": "This is sociology; she's not teaching much English content" Later Gina asserted, 

"I believe in teaching the classics" and concluded, "This is way too much discovery. I 

could not teach this way." In discussing the case of "Sarah" Gina once more underlined her 

personal preference for teaching specific literary content and skills in her English classes in 

addition to developing students' skills. Vicki also felt the need to cover appropriate content 

as she suggested that "Sarah" should explain to her students, "'I know you want to spend 

more time on this but we have to move on and we have other things that we have to do.'" 

Vicki's response here recalled her concem with following the written curriculum and 

meeting the expected requirements, as well as teaching the content she saw as part of 

&iglish class. For each case, then, the participants discussed teaching practices they 
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disagreed with and, although they were not asked to do so, revised them to be congruous 

with their previously expressed personal preferences. 

Vicki related several unsolicited personal experiences as she discussed each case. 

Twice she referred to the student versus professor argument about literary interpretation in 

her college class in response to the case of "Beth" which she described more fully during 

Sorting Task A. Vicki also pointed out the student passiviQr she saw in "Beth's" mode of 

teaching and commented, "I've sat through many many many many many literature lecture 

kinds of things and it's like, I don't know about that." And she brought in another personal 

experience to support her preference for student involvement in literary analysis and 

interpretation: "I've actually read things like that where the teachers are like, sometimes 

really surprised that kids can come up with some really profound stuff." Vicki elaborated 

on two personal experiences as she discussed the privacy issue she noted in the case of 

"Kim" and explained, "[A] lot of times I will have conversations with people and I don't 

think it's gossipy to repeat the information but some people have problems with that. And 

I've had more than one conflict with friends. I'm thinking of this one girifriend in 

particular..." And later she mentioned, "[E]ven those ESL students, they're talking about 

this stuff, this really heavy stuff, and I'm like, 'I don't know if that's something that you 

should really share.'" As she read the case of "Amy" Vicki commented, "I read about 

[reading lists] in a tex '̂ and concluded that "it's a good idea." Vicki also pointed out that 

"Amy's" personal response discussions may get lengthy and illustrated her concem by 

explaining, "[W]e spent a whole week on Great Gatsby and at least two extra class 

periods just because there was disagreement. And when the teacher finally said 'Let's 

move on' I was like, 'Thank you.'" And as she discussed the case of "Sarah" Vicki 

mentioned that a teacher she observed "did something...that was going to be handed to an 
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organizadon" as an example of the type of lesson "Sarah" might have. In this manner 

Yield's personal experiences illustrated her conclusions and comments about each of the 

cases. Again, these responses were unsolicited; Gina did not mendon any personal 

experiences during this task. 

The two participants responded in accordance with their previously expressed 

preferences for teaching as they were twice asked, "So is there one teacher you are most 

like?' The question was Hrst asked after the participants have read the cases of "Beth," 

"Kim," "Amy," and "Sarah." At this point both participants selected Uie case of "Kim" to 

discuss. As Gina did so she said, "Definitely I'm most like Kim. She seems to use a lot of 

writing and using strategies to read Uie articles." Vicki actually identified herself with 

"Kim" immediately after reading the case, and well before the question was asked, 

beginning by saying, "Okay. She's kind of more on the wavelength that I'm thinking of 

going." When Vicki was asked the question directiy, she again selected "Kim, mosdy, 

because she puts the students first, but still gets the content taught." After reading these 

four cases, then, both participants selected "Kim" as the teacher they were most like; 

Vicki's final conmient pointed to a possible explanation as she said, "What she does is 

what I'm learning." 

At this point in Uie task, however, each participant was shown her own case 

description made anonymous by the use of a pseudonym; after being told "Oops, I forgot 

this one" each participant responded with immediate identification with this teacher, though 

without expressing recognition as to the origins of the description. After reading her own 

case (see Appendix J, Item 7) Gina immediately said, "Oh, she's totally me. Totally" - a 

phrase she repeated throughout her discussion of the case. In particular Gina pointed to the 

"classic versus own interpretation;" the "study [of] major works of literature and authors;" 
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the "use of history, culture;" the "joumaling and getting students writing;" and the fact that 

"[s]he draws in life skills - I could easily incorporate other written texts besides just 

literature." Gina felt that this teacher was depicted by "the teacher sitting in the center of the 

students, facilitating a discussion, maybe tying personal experiences and interpretations 

with the history and culture behind a piece of literature" and agreed that "I would do that" 

And although Gina suggested this teacher would have students study the Bly poem (rather 

than the Frost poem she selected for herself), she explained her selection in words similar 

to those she used during Planning Task II. She suggested the teacher "would see lots of 

opportuniQr in this poem to teach the structure of the poem, the theme as well as the 

content," perhaps "drawing on personal experience" - just as Gina suggested she would do 

herself with the Frost poem. In this manner Gina not only identified with her case 

description but attributed additional practices to this teacher that were congruous with her 

previously expressed personal preferences. Vicki responded in a similar manner to her 

own case description, asking "Oh, maybe she's the one that Tm most like. Can I change 

my mind?' immediately after reading it Vicki discussed the "curriculum and 

recommendation thing" and later elaborated, "[Slhe follows the curriculum, but is also 

more modem, includes more modem readings and ideas. Like getting students to write 

more than a page at the beginning - I think they can rely on what's there, until they feel 

more confident." Vicki also commented, "I like that she is making them do the work, to 

connect, and leam" and pointed out that was "[l]ike in the Romeo and Juliet lesson" she 

prepared for Planning Task I, in which Vicki had her students woriung in groups to help 

each other identify examples from the text Vicki particularly agreed with this teacher's 

practices of "selecting material the students can relate to" and "encouraging the students to 

express their opinions, rather than feeding it to them" - both teaching practices which Vicki 
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had discussed thoroughly in previous tasks. Vicki commented that there is "[n]ot really" 

anything she disagreed with in this case. She suggested that this teacher could be depicted 

by "any of these" pictures from the Picture Task because "she'd use a variety of teaching 

methods, depending on the lesson," which was another of Vicki's previous comments 

about her own teaching preferences. Similarly, Vicki felt that the teacher would teach "any 

of them, all of them" when asked about the literary selections from Planning Task II and 

explained, "They're all good pieces of literature" - again a comment very similar to one she 

made herself during that task. In all, both participants responded with strong agreement to 

their own anonymous cases and discussed the congruence of their personal preferences 

with those depicted in the cases. 

Throughout this task the participants provided very consistent responses. Neither 

expressed hesitation about the task nor requested any clarification during the task. Each 

participant provided a detailed description of each teacher that held consistent through the 

discussion of lesson plans and pictoral depictions as well as the case itself. And both 

partidpants responded in accordance with their previously expressed personal preferences 

when asked to discuss the practices they agreed and disagreed with. Both participants 

provided unsolicited suggestions of how they would revise the teaching practices they 

disagreed with, and one participant related unsolicited personal experiences as she 

explained her dioughts. Finally, both participants idratifled most strongly with their own 

anonymous cases and again discussed the congruity between the written practices and their 

own previously articulated preferences for the teaching of English. In all, the participants 

responded with cohesive and consistent responses during this task. 

Third Interactive Interviews 

There were actually three tasks related to the third interactive interviews. First, a 
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brief letter was constructed which presented and stated major trends apparent in each 

participant's personal content belief archive (see Appendices J and K, Items 8), which was 

referred to as the proposed theory of the content Second, each participant was presented 

with her letter and asked to comment on its accuracy and comprehensiveness. Finally, each 

participant was asked to take her personal content belief archive (Appendices J and K, 

Items 1-7, and interview transcripts) and compose her own written personal theory of the 

content. The participants' responses to the last two tasks are discussed in this section. 

Proposed Theory of the Content. 

This task served not only as another method of collecting data but also as a direct 

member check. Each participant was given a brief letter (see Appendices J and K, Items 8) 

stating major trends identified in her personal content belief archive to this point (from 

Appendices J and K, Items 1-7). The participant was first asked to read the letter and **161 

me know if there are any that you agree with, disagree with, don't understand..." During 

the resultant conversation, both participants initially required prompting to make specific 

conunents on their proposed theories of the content, but soon did respond in detail. These 

responses included agreement with and elaboration on at least one of the statements; 

disagreement with and clarification of at least one of the statements; and overall agreement 

with the contents of the letter. In addition, both participants related personal experiences as 

they discussed English and its teaching. Each of these responses is discussed in detail 

below. 

After im'tially reading their letters, both participants responded with vague 

agreement and required additional prompting to make specific comments in response to the 

statements. Gina needed quite a bit of prompting, as the following conversation illustrated; 

R; I don't know if these describe you or not; I'd like you to read them and talk 
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about them. 

G: (reads) Interesting, (pause) [ guess it's neat to have someone summarize my 

thoughts. (Long pause) 

R: But I don't know how on they are or not I tried to be pretty straightforward 

with what I thought so you could either say yes, no, or with these 

qualifications. 

G: (rereads) Mmmhmm. (Long pause; quietly) It's very good. I don't think that I 

have a problem with any of these at all. (Long pause) 

R: I'm not sure if these are that black-and-white, clear-cut, in your thinking. 

At this point Gina reread and began to comment on the statements presented in the letter, no 

longer used phrases such as "I guess" and "I don't think" to begin her statements, and 

eventually was discussing her thoughts with no additional prompting. Vicki did not require 

as much prompting but began by commenting on the upcoming writing task, rather than 

responding to the proposed statements, laughing and saying, "You don't ask for much!" 

after reading the letter. When she was then prompted to explain, "Do you agree or disagree 

with any of these?" Vicki reread the statements and commented, "Yeah, this seems Hne. 

Except..." After clarifying one point, Vicki said, "So that's the (mly thing." She was then 

encouraged to consider the other statements and also began to discuss her thoughts with 

little prompting. As these examples illustrated, both participants required some 

encouragement to respond to the statements made in their letters. 

In responding to their letters, both participants identified statements that they agreed 

with and then chose to elaborate on their thinking. Gina began her discussim by 

commenting, "I think that number one (reads aloud) and two are kind of closely tied 

together. Those are referring about two things that they can take out of [&iglish class]." 
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She then further explained her desire to teach grammar, writing, and personal response to 

literature by explaining, "That's what an education is, is bettering yourself for the future, 

rather than just shoveling knowledge." Gina also read the third statement aloud and said, "I 

agree" that she received a solid English education. She continued, explaining, "Just from 

all the information I've told you, and I can look back on my education and I can say that I 

feel it was complete." Gina also commented on her expressed weaknesses in preparation, 

explaining, "I think that the areas I felt I was lacking for English was maybe because I had 

a choice maybe to choose to take forms of fiction versus creative writing." In this manner 

Gina identified statements she agreed with and provided examples and explanations to 

further communicate her thoughts on the issues. Vicki chose to do the same as she 

discussed, "[A]s far as the 'right' skills and content would be concemed...What I'm 

talking about is [teaching] other people's kids and [preparing diem for] a community 

greater than your school system. And I want to do what's right for those kids." Later Vicki 

mentioned teachers who "are just interested in going out there and doing their own thing 

and just disregarding any studies and theories and people" - a tendency that she found "just 

appalling" as opposed to identifying the "right" skills and content Both participants 

responded to statements they agreed with by further explaining and exemplifying their 

thoughts in ways that were congruous with the written statements. 

Both participants also identified statements they disagreed with and provided 

qualifications to clarify diem. As Gina said, "[G]rammar and writing, I guess I don't 

know if it should necessarily have more emphasis than literature, but I think there should 

be more emphasis on it." She then explained that "I don't think that high schools now, like 

even in the middle school years give enough emphasis" to grammar and commented that^ it 

wasn't until "a college class in high school and I [was] finally getting corrected on how to 
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use graininar." She also explained that she felt grammar "should be taught in relation to 

literature, along with writing." In this manner Gina clarified her thoughts about the 

importance of grammar in relation to literature. Vicki similariy clarified her thoughts about 

using the school curriculum: "Well, the number two (reads aloud), um, you know that's to 

a certain extent but then I guess you do have some flexibility, you do have some choice in 

the matter" She then discussed some of the areas in which she felt she would have 

"personal input," such as building a classroom library and allowing students to read and 

write about their own interests. Vicki concluded, "I would hope. I don't want to be an 

automaton. I don't want to just do what everybody else says you have to do. Cuz that's 

one of the reasons why people think they want to do this kind of a job." Both participants 

responded to the statements by qualifying at least one statement with additional 

explanations and examples to clarify the proposed written expression of their thoughts. 

Each of the two participants provided lengthier unsolicited personal experiences 

during this task than direct discussions of the proposed statements. These experiences 

further illustrated their thinking or gave insight to the experiences influencing their 

thinking. Gina did this extensively as she clarified her views on gmmmar; she recalled, "I 

had a granmiar class" and elaborated on the "boring" and "repetitive" nature of the course. 

She then referred to conversations with her future cooperating teacher, explaining, "I think 

in order for kids to really leam [grammar], I think you have to combine it [with literature], 

like B. is doing." These conversations had clearly affected her views on the teaching of 

&iglisb, as she concluded, "One thing that I thought was just wonderful when I was 

talking to Mr. B.; I was really impressed by his whole philosophy" of "using literature to 

leam about grammar and writing" and "making students leam this early." Gina also 

recalled her high school and college classes as she discussed teaching methods. As she 
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saw it, "[s]oinetimes ail classes are is, 'Here, take this; I don't know what you're going to 

do with it, but take this infonnation.'" But she recalled, "I think that a lot of my English 

classes that I look back on from as early as sixth grade and up.. J agree with what my 

teachers did" and later noted, "Even now as I prepare to student teach there are ideas from 

maybe a [former] seventh grade teacher that I'm pulling out that I want to use with my 

classes." Gina also referred to her college courses as she related, "[E]ven as I've been 

taking my class on teaching different parts of literature, you know, novels versus short 

stories and, it's interesting because it seems like a level of understanding can be developed 

per grade." Gina explained what she thought and what she had learned about teaching from 

these personal experiences. Vicki also shared personal experiences as she discussed the 

proposed statements. She related a conversation with a friend to explain her own views on 

what should be taught, explaining, "If you want to home school, that's Hne, go right 

ahead. Have your own twelve kids and do it, do what you think is right" but that she 

herself felt an obligation to "give these kids what it has been determined they need." Later 

Vicki said, "I even say that to my own kids...that you have to listen to what other people 

know." Vicki also referred to college courses she had taken, like "that position paper...in 

library science" about the use of curriculum guides, or "sitting in one class, it was French" 

when she was impressed by the professor's knowledge. And she concluded, "I see the 

same thing in my class right now with [one professor], she's like, 'If you're gonna argue 

this with me you better have your facts straight'" Vicki's recollections of these people and 

situations exemplified her feelings about the need to teach the "righ '̂ skills and content As 

these examples illustrated, both participants related personal experiences as they further 

explained their thoughts about English and its teaching during this task. 

In general, the two participants indicated that they agreed with the statements of 
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their proposed theories of the content. After discussing her letter, Gina concluded, "CXher 

than [the grammar/writing emphasis], that pretty much summarizes how I feel as far as 

anything." And Vicid reiterated, "Yeah, this is fine. This is cool." Although they had 

expressed needed clarifications, both participants responded with overall acceptance of their 

proposed theories of the content 

The two participants responded to this task in a similar manner. Both initially 

accepted their proposed theories of the content without much comment. With additional 

prompting to comment on the letter, each participant selected statements she agreed with 

and took the opportunity to elaborate on her thinking. The two participants also selected 

statements they disagreed with and offered clarifications. As they elaborated and explained 

their ideas, both participants chose to relate examples and experiences from their personal 

lives. Ultimately, both participants again expressed agreement with their proposed theories 

of the content once their qualifications and clarifications had been added. 

Personal Theory of the Content. 

After this opportunity for discussion and clarification of the proposed theory of the 

content, each participant was asked to take her complete personal content belief archive 

(Appendices J and K, Items 1 through 7, and interview transcripts for all tasks) and, using 

it as desired, write her personal theory of the content. In doing so the participant was 

asked to "correct me and expand upon and add to my understandings of how you view this 

subject - what should be taught, how it should be taught, and why students should learn 

it." The participant was also asked to make a small mark on any page of the archive that she 

read or took ideas from. The participant was then asked to take the archive and return 

when finished. The two participants responded similarly in that they both requested further 

clarification of the task, began working and completed the task immediately, and wrote in 
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congruence with their previously articulated ideas about English and its teaching. The two 

participants differed in the manner in which they chose to work, the format of their writing, 

and their requests for further clarification as they wrote. These similarities and dififeiences 

are discussed below. 

After discussing the proposed theory of the content, both participants responded 

with requests for clarification of the writing task ahead of them. The last paragraph of the 

letter stated, "How am I doing? Please conect me and expand upon and add to my 

understandings of how you view this subject - what should be taught, how it should be 

taught, and why students should learn it." This served as the initial impetus for the 

discussion of the proposed theory of the content, but also as preliminary instructions when 

the participants were asked to write their own personal theories of the content. When Gina 

was asked to take her archive and begin writing, the following conversation took place; 

G: So you'd like me to do that, give you a specific idea as far as that something 

should be taught for sure at a certain level? Is that what - are you looking 

for information from me, or - ? (pause) 

R: You could maybe provide some examples, if that helps to explain your thoughts. 

You could use these statements [in the letter] as examples if you want, or 

use your own format (pause) 

G: Other than that I don't know what kind of information you're looking for. 

(Rereads the last lines) Surrounding Biglish. English as English education. 

R: Yes. (Pause) Maybe you would start with why, or what's important -

G: I think it would be easier to organize my thoughts if I was writing it than to try 

and verbalize it 

At this point Gina took her archive and left Vicki also asked for clarification of the task. 
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but not to the extent that Gina did. After the initial instructions Vicki commented, "Yeah, 

sounds easy...So now I have to write something." She read the directions aloud and asked 

about the archive, "So you want me to look through that folder?" She was told she could if 

it helped or interested her and she responded, "Yeah. So I can just go do it?* She received 

a nod and said, "Okay. Well, thank you" as she left Gina requested clarifications of the 

directions themselves, wanting to "know wbat...you're looking for." Vicki checked on the 

use of the archive and perhaps waited to see if there would be further direction, but seemed 

to understand the basic task. Both participants did take advantage of the opportunity to 

clarify their understanding of the writing task before they began. 

The two participants conducted the actual task in very different manneis. Gina 

immediately walked to a computer in the lab, opened a new word processing file, and 

began Qrping. She looked at the proposed theory of the content several times as she 

initially typed; after about thirty-five minutes she asked whether she should produce a 

printout or merely a disc. After receiving clarification on that point, Gina returned to the 

computer and picked up the archive. She paged through it, flipping through larger chunks 

at times, then stopping briefly to read a passage. Sometimes she smiled or even visibly 

laughed as she read. After approximately twelve minutes, Gina closed the archive and 

reviewed what she had typed on the computer screen. She made some changes in what she 

had written, again looked at the proposed theory of the content, and continued typing. 

Gina worked for just over two hours, then returned with her archive and a printed copy of 

her personal theory of the content She commented, "It was fun to look at the archive. I 

didn't realize I had talked so much" then apologized for the poor quality of the printout As 

she presented the copy she said, "I hope this is what you wanted. If it's not I can rewrite 

it" She was assured that whatever she had written was fine, as this was a perscmal theory 
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of the content and should express her ideas as she could best articulate them. After Gina 

left it was noted that she had not marked any of the pages of the archive, even though she 

was observed looking through it and reading passages. As she wrote her personal theory 

of the content, then, Gina chose to begin immediately, type directly and revise as she 

worked, and reference the proposed theory of die content as well as the personal content 

belief archive. 

Vicki proceeded through the task in a very different manner. She took her 

proposed theory of the content and her personal content belief archive, walked over to a 

table occupied by one female, talked briefly, left her materials there, and retumed a few 

minutes later with a can of pop and a bag of pretzels. Vicki then sat down and paged 

slowly through the archive, talking to her friend and snacking as she did so. At times she 

laughed out loud, often turning the archive for the other person to read. Vicki also called 

the researcher over several times and commented, "This is great to read," "Do I really talk 

like this? Like, you know, like, like?" and "Wow. I can't believe I bored you with all 

this." After a little over an hour, Vicki's friend left and Vicki began writing by hand. She 

did ask one time if '*you want the rough draft, or a neat copy?" As she wrote Vicki paged at 

times through the archive. At one point she left to "grab some lunch" and retumed later to 

continue writing. Vicki spent almost three hours total looking at her archive and writing 

her personal theory of the content. As she turned in the paper she conmiented, "That was 

really interesting. Thanks a lot" While completing the task Vicki chatted with a friend, 

commented on the contents of the archive, and referred to the archive materials as she 

wrote. 

The two participants' personal theories of the content contained similar information 

in differing formats. En general both participants followed the written request at the end of 
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the letter asking them to articulate 'Vhat should be taught, how it should be taught, and 

why students should learn it." Gina began with a paragraph explaining the "why," starting 

with "Everybody asks me why I want to be an &iglish teacher." Her final reasons indicated 

her thoughts on why students should study Biglish; namely, to help them "work efficiently 

in our world." Gina then addressed the content of what should be taught in a paragraph 

explaining what she would teach "As a potential middle school teacher," followed by a 

paragraph addressing the high school level, stating what she would teach "As a teacher at 

this level," which continued into an additional paragraph which begins with the statement, 

"As far as subject matter, there are many alleys that can be taught at a high school level." 

Throughout these paragraphs Gina also mentioned some of the instructional methods she 

would use in teaching English. Finally, she concluded with a paragraph emphasizing the 

"whys," both for students learning it and for her, personally, to teach it. In this manner 

Gina responded to the task with a sequence of paragraphs that broadly but directly 

addressed the "why" issue, discussed the "what" in detail, and incorporated the "how" less 

directly as examples of the "what" Vicki chose to organize her personal theory of the 

content into three sections, each prominently labeled with the headings "What should be 

taught," "How it should be taught," and "Why students should leam it." Each section was 

quite focused on the particular heading, with examples and explanations of her thoughts. 

While the two participants selected different formats in which to present their personal 

theories of the content, both discussed the elements suggested by the task instructions. 

The two participants took the opportunity to relate some type of personal experience 

in their personal theories of the content. Gina did so in her introductory and concluding 

paragraphs, mentioning that when "[ejverybody asks me why I want to be an English 

teacher...most [people] even scrunch up their noses as they remember their [Biglish] 
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classes." Vicid related an even more speciiic personal experience, bracketing it off from the 

rest of her writing: "[an aside: I watched a news program...]." Vicld also referred to her 

own schooling experiences when she conunented, "I wasn't instructed in this way..." And 

Vicki referred to her teacher education experiences in general as she explained, "'One thing I 

have learned is that no matter what level someone is at in their language development, there 

is always room for improvement." Although Gina's was perhaps more stilted and less 

unique of an experience than those Vicki related, both participants did respond to the task 

by including pieces of their personal lives. 

Both participants articulated ideas about Biglish and its teaching that were 

congruous with their personal preferences as expressed throughout the study. Gina did 

focus on grammar, suggesting that in the middle school grades students should study 

"grammar basics" and that high school English should include "short overviews of the 

rules as reminders." Of grammar, she concluded, "It is the teacher's responsibility to make 

sure that the students know the information." But she also warned, "I feel that when you 

try teaching 8th graders a whole semester of grammar, somewhere along the way they are 

sure to develop a 'hatred* for Biglish without learning about all the other options out 

there." Gina did indeed discuss other concepts besides grammar. In fact, early on she 

wrote, "There are so many different areas of English that students can be exposed to" and 

later reiterated, "I think every high school should offer a number of different English 

options for students to explore." This included studying "adolescent novels," "poetry and 

short stories," "creative writing, journalism, literature, media and language, or even 

grammar." These different tqncs had been seen in Gina's concept map, sentence 

completion, and Sorting Task A, as well as through the lesson ideas she discussed 

throughout the tasks of the study. As Gina wrote why she would teach these subjects in 
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the present task, she reiterated several times her belief that "fiaglish is essential for life,** 

describing Qiglish as "a building block to the future" and concluding. That's what &iglish 

class is all about, to leam the skills that will help them in the future." Again, this focus on 

preparing students with basic skills was clear eariy (m as Gina discussed her concept map 

and sentence completi(m items, and continued during the remainder of the study tasks. 

Throughout her personal theory of the content Gina specified some of these basic skills she 

wanted her students to leam, including "DMting] the students leam the simple pleasure in 

reading," "organizEing] information to present to a group of people," and "learning to speak 

right and write papers." Gina also echoed the overall perspective she had of the &iglish 

curriculum which she eariier mentioned during the concept map discussion and sorting 

tasks as she wrote, "I think 1 would do a year progressive, where you keep adding building 

blocks." And Gina honed in on skill development as she provided her final defense for 

requesting students' personal interpretations of literature, writing, "Yes, the traditional 

interpretation should be acknowledged..3ut as a teacher, I want to allow my students to 

diink and analyze independently without me at the board telling them what the answer is." 

Gina also emfdiasized her personal opinion that "English can be fun!** (as she has also 

written during the sentence completion ta^) and suggested in her personal theory of the 

content that "it is the teacher's responsibility to create interesting and even fun lessons for 

students." She did not offer much detail but did suggest she will try to "incorporate current 

issues in their life with literature," make use of "journals," and have students "present book 

reports" in addition to reading, writing, and discussing. Again, these were instructional 

ideas Gina had offered throughout the course the stu^. Overall, Gina wrote about the 

importance she ^aced on developing students* basic skills in grammar, writing, speaking 

and literary analy^ throu^ teacher-invdved, student-centered activities - elements she 
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had discussed repeatedly while completing the study tasks. 

Similariy, Vicki wrote about topics and methods she had relied upon throughout the 

study as she completed her written personal theory of the content She began by stating the 

''different forms" of language use and study, including "reading, writing, speaking, and 

listening skills" and later repeated these forms by suggesting that ''[sltudents should be 

given opportunities to read, write, listen, and speak about a variety of materials." These 

were the same major "domains" Vicki related through her concept map and detailed further 

during the sentence completion task. Vicki also clarified that these were not separate skills 

or realms of study, but that "all areas fall into place naturally and flow together^ - a belief 

she had articulated as she discussed her concept map and her lesson plans. In writing her 

personal theory of the content Vicki once again explained that these skills were important in 

developing students' "comprehension and expression" so they would be "able to clearly 

express one's thoughts and feelings;" these were abilities that were further emphasized as 

she concluded by writing, "Communication is everything." Vicki also wrote that there was 

an "inherited body of knowledge" that provided students with "the tools and terms needed 

to describe what it is they have read and written." In illustrating this idea, Vicki harkened 

back to her responses to Sotting Task A as she wrote, "The entire Fjiglish curricula 

revolves around the idea of communications and should include all forms of 

communicating - including T.V., radio, film, and now computers, too," as well as that 

"[s]tudents need to be aware (rf* traditional forms of literature and literary tTi*ici«m based on 

the historical perspective," but should also be encouraged to "express themselves." And 

she neatly summed up her literary preferences articulated during Sotting Task B and 

exemplified through Planning Task II as well as her lessm plans by *>»piaitnn£ that 

students should stucty "some classics of English literature along with a variety of 
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authofsVickies written personal theory of the content, then, focused on using a time-

honmed though varied body of knowledge to develop students' skills so they could 

communicate and express their own ideas. Definitely Vicki related these personal beliefs 

and preferences throughout the tasks of the study. 

While both participants responded with careful summaries of many of their repeated 

thoughts about the teaching of English as they wrote their perscmal theories of the content, 

Gina also took the opportunity to emphasize two points on which until now she had been 

rather silent As she wrote, she stated, "[S]tudents need to learo how to study." She went 

on to suggest that ''[a] teacher can give two minute study skills at the beginning of each 

lecture." While Gina had emphasized the development of students' skills during previous 

tasks, she had not mentioned study skills but rather "just anything that's useable, you 

know, to your writing. And I just, grammatical, critical thinking, being able to understand 

writing, being able to write a complete train of thoughts or ideas, just those key aspects that 

you need" (as expressed during the sentence completion task), maintaining an overall focus 

on writing, grammar, and literary analysis. This new idea was mentioned only in the 

writing of the personal theory of the content Gina also wrote about the importance she saw 

in providing students with "prereading and prewriting activities." While she may have, in 

her mind, included such activities in her planned and taught lessons, Gina had never used 

these terms to convey the idea of setting students to learn with these types of activities. As 

these examples illustrate, Gina responded by introducing ideas during this task in addition 

to elaborating on those ideas she expressed throughout the study. 

In articulating the personal theory of the content, both participants wrote with 

conviction, utilizing the first person and making broad statements about Oldish, students, 

teachers, and leaning. Gina's writing was pqopered with statements that began with 
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phrases such as "I feel...," "I strongly believe...," and "I would..." In particular, Gina 

wrote, "I believe that students can find pleasure in writing on topics diat interest them, and 

it doesn't always have to be graded" and **1 also believe that students have the right to 

interpret different things differently." Vicki also used the first person in her writing, often 

explaining "l believe in...," "I know...," "I think...," and "I see..." In this manner the 

participants' writing suggests they felt stron^y about what they had articulated. 

For both participants, however, additi<niai statements of 'Yact" were made which 

were not prefaced by these acknowledgments of personal opinion. For example, at one 

point Gina wrote, "Many students are making it through high school without even 

understanding proper grammar usage." Gina also declared in her writing, "From the day 

we are bom our parents are setting goals for us to learn our AfiCs," "We are already 

surrounded by language," "This will also allow [students] to...," "It is the teacher's 

responsibility to...," "This is just a teacher's responsibility," and "By having these 

specialized classes available you are proving that.." While these statements sui^)orted the 

ideas she expressed using the first person, they nonedieless were posed as statements of 

immutable fact Vicki similariy stated several of her <^inions as broad factual statements. 

She declared, "Limited vocabulary limits ideas," "The entire Engh'sh curricula revolves 

around die idea of communications," "[A]rticulating oneself in an understandable 

manner...is a skill that can be taught and improved with practice," "Whereas other subject 

areas are more ^>ecialized, Englidi is needed to express jii of human knowledge," and 

"Conununication is eveiything." Again, in this manner both participants responded to the 

task by writing documents with strong tones of personal conviction. 

&i completing this task the participants res^nnded similariy yet cleariy were guided 

by their uni<^ needs and desires. Both participants requested further clartfication of the 
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task, one to a greater degree than the other. Both participants also chose to take their 

personal content belief archives and proposed theories of the content and write their 

personal theories of the content on the spot, although no suggestion was made that they do 

so. Both participants were observed looking through their personal content belief archives 

as they wrote, although one also paged through it extensively before writing. And both 

participants wrote in congruence with their preferences for English and its teaching as 

expressed throughout the previous tasks of the study, neither seeming to neglect ideas 

which were strongly expressed during the tasks. In writing their personal theories of the 

content, however, the two participants selected different formats and degrees of overall 

formality. The task was completed by each participant as directed, resulting in written 

statements which reflected each participants' thoughts about EngUsh and its teaching and in 

general confirmed the conclusions put forward in the proposed thewies of the content. 

Final Observations 

As the final task of the study each participant was observed four times during her 

student teaching experience. Each observation consisted of one class period planned and 

taught by the participant and was followed by a discussion of the lesson and its relation to 

the items in the personal content belief archive, in particular the personal theory of the 

content Each participant also added a copy of the lesson plan to the personal content belief 

archive following each lesson (see Appendices J and K, Items 10). In responding to this 

task both participants selected lessons they felt were particulariy valuable. Both 

participants also provided written lesson plans involving their own format and structure. In 

discussing the lessons, each participant discussed concepts identified as personally 

desirable through the tasks of the stu^, as well as indicating some difficulties acting on her 

themes. Both participants also deferred to their cooperating teachers on some issues, and 
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both participants identified congruencies and explained incongmencies between their 

lessons and the materials of their personal content belief archives. And finally, both 

participants suggested revisions U) their personal themes of the content as they gained 

experience in planning and teaching. 

For this portion of the study, each participant was asked to "choose lessons you 

would like observed, which you feel will demonstrate some of your best teaching.** For her 

first observed lesson, Gina engaged her students in their reading of Alas, Babylon by 

having them write silently on the topic, "Place yourself in Alas, Babylon. Do you have 

what it takes to survive?" She then led the students through a discussion of the crossword 

puzzle they completed as homeworic, utilizing vocabulary, events, and information about 

characters from the story. Finally, th^ had the remainder d the lesson to complete the 

study guide on the next chapter of the novel. Afterwards, Gina said she chose this lesson 

because "I am really proud of this crossword puzzle - I created it on a computer 

program...! thought it would be a fun way for the students to work with the novel; a break 

from the question-answer study guides." In her second lesson, Gina introduced the play 

Mierit the Wind to her class, displayed an overhead naming and identifying the characters 

in the first scene, assigned roles to the students, and had die class read the first scene aloud 

as she read the stage directi(»s. She then had them individually write sununaries of the 

first scene, which she collected at the end of class. Gina explained that she chose this 

lesson because "It's di£ferent..they don't often read aloud at this age, but they need 

practice dmng that" f«r the third lesson, the class corrected spelling worksheets, then 

Gina called them in groups ci four and five to gp to the back of the room and lode at items 

she had dis{riayed - a birthday card, a birthday balloon, a red sweater, a band-aid tin fiiU (rf* 

pennies, an onion with a candle stuck in it After all studoits had seen the dis{4ay, Gina 
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told them the items had to do with a stoiy they would be reading and asked for predictions 

of the stocy. Gina then handed out copies of the story "Beven" and read it aloud to the 

students. Afterwards they discussed the story and the symbolism of the objects, then were 

introduced to the next day's group activity in which they would create a small mural 

Ulus^ng the character through symbols. Gina selected this lesson because "I've been 

trying to find ways to get their interest, make them want to read, sort of surprise them. 

They have to think, they have decisions to make. I thought this was a good example of 

that." Finally, Gina's fourth lesson began with a brief review prior to a matching format 

vocabulary quiz based on the story Old YeUer. Gina then led the class in correcting the quiz 

and discussing their written answers to the study guide they completed on the novel on the 

previous day. Hnally, Gina gave her students a multiple choice exam on a portion of the 

novel, which they again corrected in class. Afterwards Gina explained that she chose this 

lesson because "It involves a lot of discussion," "talking through it" and "verif^g their] 

understanding." For these final observations, then, Gina selected literature-based lessons 

which she hoped would engage her students in the readings in fun, innovative, and 

informative ways. 

Vicki also provided specific reasons for each lesson she selected for final 

observation. In the first lesson, Vicki introduced "the last topic in the study skills unit: Test 

Taking" and began with a short video depicting several students studying in various ways 

for a test and receiving their scores. Vicki led the class in discussion about the video, in 

particular asking them how they themselves studied and their methods were effective, 

then reviewed the five main test-studying skills espoused by the video. She asked them 

how they felt they did on their most recent test, then returned the tests to them. 

Specifically, she discussed the results of the vocabulary and essay sections. She reviewed 
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the essay diiectioiis on an overhead, then provided two sample student responses. As a 

class, she asked them to review the elements of essay writing they had been working on, 

and identified those elements in the sample essays. She then directed them to re-read their 

own essays and noted strengths and weaknesses. She collected the tests, then gave them 

the rest of the hour to complete a questionnaire-style worksheet on their own study habits. 

Afterwards, Vicki explained that she chose this lesson because "[I]t's a topic that's hard to 

teach. Study skills, it's so individual. But they need to know this stuff. They need to be 

able to, you know, perform their best when they take a test." For the second lesson, Vicki 

gave a mini-lecture on lyric poetry, then provided students with a handout of terms for 

literary devices used in poems. She asked volunteers to read each term and its deflnition 

from the sheet, then to give examples. Vicki then handed out c<^ies of two poems, read 

each one aloud and, following the prompts displayed on an overiiead, led the class through 

an explication of each poem (including rhyme scheme and literary techniques used). She 

then told the students that the next day they would be placed in pairs and given poems to 

explicate, following a woricsheet providing the same prompts, and would then share their 

poem and explication with the class, as well as hand in a written explication of the poem. 

Of this lesson, Vicki said. They've studied some poetry already this year, so it's review 

and then mostly application of what they know. It's taking it one step farther, actually 

doing an explication." She also pointed out, **1 want them to see that it is difGcult, but that it 

can be done if they take it a step at a time." Vicki's third lesson also focused on poetry. 

Vicki began by telling the students about the poet they would be working with and his two-

voice poems. Then Vicki and her cooperating teacher handed out copies ci one poem to the 

students and read it aloud for them twice following their parts. The first time they read it 

with enthusiasm, and Vicki told the students they would be preparing poems with a partner 
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to read aloud to the class. The second reading was done in monotone and at a rapid pace, 

which Vicki then explained was an example cf how not to read their poems. The students 

then chose partners and were given poems; the remainder of the class was spent practicing. 

Although Vicki initially conunented that "this is a lesson Ms. C. always does," she 

explained that she chose it for observation because "it gets the kids actively involved" and 

"emphasizes the oral nature of poetiy." The.fourth lesscm Vicki chose was based on the 

novel Animal Farm. She began by reading a passage from a published essay commenting 

on the novel. Then Vicki provided a short lecture on the Russian Revolution and Marxism, 

illustrating with overheads to explain the influence these events had on the author and 

novel. She then encouraged her students to "use the remainder of your time wisely for 

reading and writing," reminding them which chapter study guides were due that day and 

the next. The students then worked on their own or made plans for an upcoming group 

video book report, while Vicki circulated to return and comment on prior work. Vicki 

explained that she chose this lesson because "I thought the lecture was really important. 

They need to know that literature is always written because cS something. I don't lecture 

much but this was a good example." Vicki chose lessons that illustrated the variety of skills 

and knowledges she wanted her students to gain - study skills, writing skills, oral 

performance, literary techniques, and historical background. Qeariy, both participants had 

^eciflc reasons, related to content as well as the types ct activities, for choosing these 

particular lessons for the final observations. 

Although both participants were again given the same guidelines provided for 

Planning Task I and later used for Planning Task D (see Appendix Q when asked to 

provide written lesson plans for the final observations, the actual lesscm j^ans submitted by 

each participant fdlowed her own format and included additions unique to each individual. 
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Gina band-wrote her pkins on a typed foim that included headings for "Qass/Subject," 

"Date," "SWBAT," "Materials Needed,** "Order aS Activities,** Time Est,** and 

"Assessment Strategy." Gina did not use more space than the one-page form for any of the 

four final lesson plans. She wrote her objectives out in full, but often used abbreviations in 

the "Order of Activities'* section, such as "Hand out cw puzzle to s,** 'T read aloud 

'Eleven* S follow,** and "S correct/exchange." Some of the time estimates were more 

precise - ten, two, twelve, or five minutes, for example - particulariy during teacher-led 

portions of the lesson. When students were to be heavily involved in an activity (such as 

discussion or correcting work) or otherwise working individually, ranges such as "10 - 15 

min.** or "10+ min.** were given. In all, Gina*s four lesson plans were concise and rather 

consistent over the four months and two placements during which they were written. 

Vicki, on die other hand, varied more in the form and content of her written lesson 

plans. They were hand-written on notebodc paper, ranging from one to five pages in 

length. In all four plans Vicki included sections she identified as "Objectives,** 

"Anticipatory Set," and "IVocedures** or "Learning Activities.** In three of the lessons she 

also included "Materials;" in two, she identified "Qosure;** one had a section marked 

"Assessment;" and three included "Transitions" marked throughout the plan. One striking 

feature of Vicki*s lesson plans was the use of scripting; throughout the lesson plans, 

although more so for the first two, Vicki used full sentences and often quotation marks to 

indicate direct comments to the class, such as "Today you*ll get your test back, after we go 

through the last ti^ic in the study skills unit: Test Taking;" "How many of you like to 

listen to music?" "Let's review the temis that are most commonly used that you will need to 

know in otder to complete your assignment;" "Any questions?" "See how it works!?* "If 

you have any questions ASK! For HELP!" "Now that you are doiw writing poems of your 
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own - we will be doing more reading & listening to poems to finish our unit on poetry;" 

Tomorrow you can have 5 min. at beginning to warm up!" and **1 want to read you a 

passage from 'Politics and the English Language/ an essay by George Orwell, that helps 

explain the importance cf what you've been doing." In addition to the scripting. Yield also 

provided detailed notes to herself for her mini-lectures on study skills, the origin of poetiy, 

and the Russian Revolution. Hnally, each of Yield's lesson plans was written in at least 

two colors (tf ink and/or pencil, including comments part way through the plans such as 

"Bid here!!" "Wait for groups until tomorrow," and ''Assign groups first" Although 

Yicki's four lesson plans decreased in length as dme passes, the scripting, lecture notes, 

and added comments continued throughout Yicki presented lesson plans for these final 

observations that seemed to be true working documents. Both she and Gina provided 

written plans that contained similar elements but appeared to be tailored to individual 

preferences and needs. 

The two participants' lesson plans demonstrated some of the concepts and teaching 

practices diey had identified as desirable through tiie tasks of tiie study. Gina, for example, 

placed great emphasis on "[bluilding skills" as she completed the tasks of the study. At 

different times she explained her desire for her students to leam "literary analysis," "literary 

interpretation," "how to pull information...together," "granunar," and "[how to] 

communicate in writing," just to name a few. The objectives she wrote for her final lesson 

plans most clearly showed her ccmtinued focus on skill development as she planned her 

lessons, intending for students to "[i]dentify characters and actions," "discuss chapters," 

"[i]dentify the starting characters," "[s]ummatize...in own words," "correct and discuss 

errors," "understand [the events] of [the] novel," "predict [and] extrapolat[e]," and "write 

a...play," as well as working on "spelling" and "vocab." These goals undeniably 
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represented Gina's desire for students to learn and work with the basic English skills she 

had previously identified. Gina had also suggested several times during the interactive 

tasks that she believed in providing students with "an organizational tool" such as "[a] 

worksheet* or '*study guide.** All four of her observed lessons involved such organizational 

tools. In the first, students individually worked on a crossword puzzle, then discussed and 

elaborated on the reading in whole-class discussion structured around the crossword 

puzzle. In the second, even though the majori^ of class time was spent reading the play 

aloud, Gina's lesson plan indicated she would begin by showing a "List cf P&rts in Act 1 

Scene 1 - overhead." During the third lesson, students "corTect[ed] and discuss[ed] 

spelling worksheets," and in the fourth lesson Gina provided an "Adventure Reading 

Qieck" consisting of questions about the story they were reading. Finally, Gina had 

mentioned a concern about the timing of lessons during some of the interview tasks, 

wondering aloud at times, "at this point I think a two-day lesson would be a little better 

[than one]," and "like today already I think maybe this should be saved til the next day," 

and conunenting that "you never really know what their rate of reading will be," "I was 

worried about the time," and "one thing I have a problem with is understanding time 

constraints." This concern was most visually addressed in Gina's lesson plans, as to the 

right of her listed "Order of Activities" Gina had a column labeled "Time Est," in which 

she had recorded the amount of time she expected each portion of the lesson to take. 

Gina's written lesson plans, then, easily demonstrated the concepts of basic skill 

development, organizational tools, and time management which she repeatedly discussed 

during the prior study tasks. 

Vicki*s four final observation lesson plans also demonstrated many of the elements 

she emphasized during the interactive interview tasks. Rv one, Vicki reiterated her desire 
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to have students learn "communication skills.** As Vicld discussed this during her archive, 

she referred to "the ability to express your ideas,** both "^fcen and written.** and "learning 

from what others have to say;** "learning a reading skiU;" and "motivating them to express 

themselves.** This focus on developing and using commnnication skills was evident in the 

objectives of her final lesson plans, as she indicated her students would be "[learning] 

essay-writing skills,** "discuss[ing],** "readOngypeiformDn^ poems out loud in class,** 

''read[ing]...out loud, in front of the class, using animation, expression, and gestures to 

illustrate the words,** "woTk[ing] with a partner,** "tak[ing] notes,** "evaluatjing their] own 

[essay-writing] habits,** and "using complete paragraph form.** Qeariy, Vicki intended to 

engage her students in learning and practicing their communication skills in these lessons. 

Vicki also frequently repeated the desire to teach her future students "literary elements and 

techniques'* as she completed the tasks d the study, mentioning elements such as 

"imagery** and "characterization,** "(riot,** "mood,** and "using terms'* as she hypothesized 

about teaching. Again, the objectives she created for her final lesson plans involved the 

study of such literary elements, as she intended for her students to "distinguish between 

narrative & lyric poetry,** "identify components of...poetiy,** "evaluat[e] poems,** learn 

about "essay...structure,** and "discuss the use of figurative language.** bi this manner 

Vicki incorporated die study dt literary elements into her final lesson plans. Throughout 

her archive Vicki also reiterated the personal importance she placed on studying the 

"historical background** of a work of literature, ex^aining that students needed "to 

understand die time period** in order "to understand what die author is writing, and why.** 

And as she offered lesson ideas during the study tasks, Vicki suggested how she would 

include "information on the author^ and establish "historical context,** periups by having 

students read "the introductory paragraph** or telling diem what she knew about an author's 
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woiks. Indeed^ Vicld contiiiued historical context in her final lesson plans 

when appropriate; the first lesson on test-taking skills did not contain any historical 

perspective, but in the second Vicki included notes to herself regarding the "origin ci 

poetry** and "poetry - histoiy - concepts** such as "oral story telling traditions 

chants/singing rhythm; r^tition ci phrases (refrain),** "easier to memorize,** "handed 

down from goteration to generation,** "preserve histoiy & culture,** and "lyric - name 

comes from Greek lura 'lyre* musical instrument & words/poetiy went w/it" Similariy, in 

her third lesson plan >^cki wrote, "Introduce Paul Fleischman's poems & explain concept 

of 'Poems for Two*,** and the fourth lesson plan focuses on providing information about 

"the relati(»iship between Animal Farm & die Russian Revdution.** Qeariy Vicld intended 

to create a historical, informational setting for her students as they studied literature. 

Additionally, throughout her archive Vicki emphasized her desire to use group work. As 

she did so, she expluned that group work was "fun** for her as a student, and that she 

believed students "learn from each other^ and "have the support of the group** when they 

woriced in this manner. Many of her suggested lessons involved students working in 

groups on such tasks as identifying literary elements, preparing presentations, and 

analyzing and discussing written works. There was no exception to this in her four final 

lesson plans; during the first, the whole class was to discuss "examples of 2 [student 

written] essays.** More specifically, in her second lesson plan Vicki intended that "groups 

of 2 students will work together/read poem aloud/read answers to questions** and that "2 

people in group write up paper together in class;" in the diird lesson plan she wrote, 

"students choose a paitner/pair up in twos'* and then "students rehearse in pairs;** and a 

portion of the fourth lesson plan reminded students to work on their "typed script 

due/group/iall members one for everyone** and that the project would be graded in part on 
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"peisonal contributioo/evaluatioa of others." Vicki did develop lessons which allowed 

students to learn from one another. Hnally, >^cki returned (rften to die topic of poetry as 

she discussed teaching Qiglish for the study tasks. She recalled woridng with a student to 

understand and memorize a poem; a successfiii poetry lesson to a middle level 

class; and referred to "reading about different [poetry] units'* as she prepared for student 

teaching. This aSHnity fw teaching poetry was clear in two of her final lesson (dans, as she 

had her students learn about the origin of poetry, analyze poems, listen to po^, present 

poems to the class, and write their own poems. Also, Vicki's first lesson jdan mentioned 

that the students might work on ''extra credit acrostics'* during die study and test taking 

unit Thus Vicki's written lesson plans for the final observations demonstrated her 

previously established personal commitments to developing communication skills, studying 

literary elements, establishing a historical context, group work, and the study and writing 

of poetry. 

For each participant there were some elements frequently discussed during the 

archive tasks that were not demonstrated in the observed lessons. Throughout the study, 

Gina returned several times to the idea of having students present information orally in 

class. During the focused personal history interview she commented, **1 love die structure 

that our teacher had in ninth grade; everybody had to have a public speaking class." 

Although she felt diat 'Yor my English classes it's not appropriate," she explained that she 

would incorporate die skill development by ''havpn^ students come up to present reports 

and for whatever reasons." In another interview she reiterated, "I know I'll put some kind 

ci group or oral report in a class" and at one point indicated the possibility^ of having a 

"group presentation in every lesson." But only two of Gina's four observed lesson (dans 

required her students to speak in front ci the class; in one, the students were assigned roles 
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and read aloud from a ^ay script, and in die other the students were working in groups to 

create a representation of die story which they would then ocplain to the rest of the class on 

another day. While Gina did conduct whole-class discussions in her other lessons, these 

were the only two lesson plans that provided students with an organized opportunity to 

orally present to the class. Gina also indicated an emphasis on writing during the 

interactive interviews, but her lesson (rians centered on reading and analyzing literature. As 

a student Gina said she "loved writing,** especially "essay tests," and in response to 

different tasks suggested that as a teacher she would use ''journal writing," "joumaling," 

"creative writing," "writing to express yourself," and "report writing," and even responded 

that "m senior English I would concentrate specifically on more technical writing and 

maybe tie that in with literature." And several Q£ the lesson ideas she ofTered during the 

ta^ were writing activities, whether "drafting," "modeling [writing] after written texts," 

"research writing," "writing their own scripts," or "in response to something tiiey've read." 

Yet her {danned lessons involved "in class reading time," "discussQng] chapters," "reading 

through [the] play," "show[ing] students symbols/metaphors," "ask[ing] for predictions 

about [the] story," "read[ing] aloud," and "discussing the] novel." Gina did include some 

writing activities in die first two lessons, both related to die literature and brief in lengdi, 

such as: "S[ilent] D[aily] W[riting]: Place yourself in Mas, Babylon. Do you have what it 

takes to survive?" and "SDW: Describe die Scopes monkey trial," each designated to last 

about 10 minutes. The second two lessons involved no writing; in fact, Gina had 

scheduled time to "discuss [die] weekend (keep bu^ last couple <4* minutes)" - time diat 

could have been used for writing -at the end of the fourth lesson. Joumaling and other 

daily writing, let alone report or creative writing, were very limited in Gina's written lesson 

plans. Finally, Gina fiequendy mentioned her desire to "develop guideline reference 
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sheets" for students, suggesting during the stwfy tasks that she would create and provide 

them for '̂ granunar rules" such as "commas" and "a four-step plan" for drafting; these were 

handouts students could "refer to when they're writing" as "easy, quick references." Even 

as she taught her lesson for the initial observation, she {novided a handout and emphaazed 

to the students that "this sheet will just help you organize the informati<m and die detaik 

you take from the passage. Then you can refer to it if you need to when writing your 

character sketch." Other than providing her students with sttufy guides and reading checks, 

however, Gina's final lesson plans involved no such "guideline reference sheets;" in fact, 

the lesson plans suggested that the students' written responses would be used for assessing 

their ability to "identify characters and actions" and to study for quizzes and tests. The 

sense of providing students with references to use in the future, beyond the particular stoiy 

being studied, was absent from these lessons. Gina's written plans provided for little 

public speaking practice, development or use writing skills, or provision of guideline 

sheets for future reference - all elements she emphasized during the previous tasks ci the 

study. 

Similariy, there were ideas Vicki returned to several times during the study tasks 

that were not addressed in her final lessons. For one, Vicki discussed the "connections" 

she saw possible between the study of literature and other disciplines, particularly history, 

philosophy, art, and psychology - connections she referred to as she recalled her own 

learning experiences. She also mentioned potential ways of including diese areas as she 

taught, such as "discussing why this book was banned," "dmwing their interpretatiois," 

"critiquOng] music, art," "seeing how poetry is like muac," and "discussing the characters' 

intent" as well as "understanding the author's message." But other than briefly establishing 

historical context in her final lessons and pointing out the similarities between music and 
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lyric poetry. Vicki did not make any of these "connections." Her students studied works of 

literature in and of themselves, to "identify" literary elements, "compare" the form of 

poems, and "understand the analogy between Anunal Farm and Marxism;" diey wrote 

essays and book reviews about what they had read, and wrote their own poems in the 

format they had studied. In this, Vicki's final lessons engaged students in studying the 

works of literature, but not in "connecting" them to other disciplines. Throughout her 

archive Vicki also emphasized her preference for students forming and expressing their 

personal interpretations of what they had read. During one interview she described a 

discussion in which students shared their reactions to a work, and explained, "|T]hey're 

getting interested and excited about it and have an opinion on it" Another time she 

suggested she might ask students to consider, "[H]ow did [the author's] decisions affect 

you?" and during another interview explained that she wanted her students "not to be 

ridiculed for having a response that is off the wall" but to explain to the others, "'[W]hat 

makes you feel that?'" However, as Vicki's students worked with literature during the final 

three lessons, they were directed to locate factual answers and explore traditional 

interpretations. For example, at the beginning of the second lesson she asked, "Why do 

you suppose early songs rhymed and used repetition?" and then, after two or three student 

responses (such as "It's more interesting" and "It's fun"), said, "Right - they didn't have 

printing presses, and this made them easy to remember." In that lesson Vicki proceeded to 

walk the class through the explication of a poem by answering questions provided on an 

overhead. She then gave students handouts of the overhead and told them, "Now you will 

all do die same with randomly selected poems." After the third lesson, in which students 

practiced with partners for oral presentations of poems, Vicki explained, "We're not going 

to grade on their creativi^...instead, they'll be graded on following the format, the 
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difccdoiis** for reading in pairs. Yield emphasized correct responses during the fourth 

lesson as well, providing study guides for "students [to] answer questions pertaining to 

their reading of chapters 5 ScCT and, after a mini-lecture on Miarxism, her lesson plan 

directed her to explain, "These ideas will be useful for you while woridng on the last 3 

chapters (reading & questions).** And when discussing her objectives after that lesson, 

Vicld explained she wanted them "to write the ideas in logical, coherent form.** As these 

examples illustrated. Yield's students discussed and studied literature not in terms of 

personal responses and interpretations, but for the sake of learning the material and 

understanding the works. In fact, Yicki provided students with many handouts as well as 

items she rrfeired to as "pamphlets'* and "booklets'* which provided detailed directions for 

students regarding the content and structure of their written and oral wmk with literature. 

In these final four lessons, Yicki seemed to ignore the "connecti<xis'' and personal 

interpretations she espoused during previous tasks. 

The partidpants' teaching practices also demonstrated concepts they had identified 

as desirable through the previous tasks of the study. Gina often mentioned her personal 

dislike for putting students "on die spo^ to peifonn individually in front of the class. She 

recalled, "I don't think I was the type who would jump up and volunteer answers" and 

describes herself as "pretty self-conscious." Therefore, she indicated that as a teacher she 

would "use group woric...so the person who wants to can do the [class presentation].** The 

lesson ideas she provided in response to the study tasks had students working in small 

groups or with partners; volunteers shared their ideas with the class during discussion. 

Gina continued these ideas during the final observations. Students were given time to 

complete written reflections, but the Silent Daily Writing was not shared; it was kept 

private. Students raised their hands during class discussion if they wished to offer 
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something. After a lesson in which Gina called on a student who had not raised his hand« 

she explained, "We were just discussing that in his group. And I knew he had the answer. 

He's the kind of kid who needs to have success; I knew he could answer it And he did. 

He did a good job.** And when discussing the second lesson, in which students were 

assigned roles to read aloud from the play, Gina explained that "I chose strong readers for 

the big parts...some people won*t even read until tomonow, so they have time to prepare 

their part** Gina created and conducted her lessons with her students* potential "self-

consciousness** in mind; they were not put "on the spot** to share their ideas with or speak 

in front of the entire class. Gina also referred often to a teacher she admired who "was in 

tune with students'* and would "talk about how they felt** These were traits Gina revealed 

as she taught by quickly learning and often using students* names; reprimanding quietly 

and privately with conunents such as "I want you to woric on this now, guys;** 

understanding their lives by allowing them time to read in class "because there may be 

reasons they or I can't control, that keep them from getting their reading done** and 

acknowledging that "it's hard to get those involved who are planning on quitting;" 

providing "opportunities to get points to build up graides;** noting if the students needed 

more time or needed a pencil; and remembering and mentioning events in their private lives 

in moments before or after class, such as "We missed you yesterday! Did it go alright?* 

Gina even related that one day, "we met with the students in small groups, just to discuss 

things like smoking and what was going on in their lives.** In these ways Gina 

demonstrated how she was trying to be in tune with her students. And throughout her 

archive Gina continually emphasized the desire to show students the importance of what 

they were learning. During different tasks she conamented, "I would probably start with 

reminding them that they have papers coming due in a week and a half...and this will help 
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them;" mentioned the need for a teacher in every lesson "[tjo point that out right away, that 

this is going to bendit you;** and explained diafColne thing I want them to take out of [my 

class] is that understanding of English, why it is important to them." Gina definitely 

reminded her students of the importance of the activities throughout the observed lessons. 

In one lesson she told them, "Remember, this is a useful study guide for the test** Another 

time she asked them, "Did you remember you can use your worksheets to complete this 

[assignment]?* Still another time she told them, "I think [reviewing] this will raise your 

scores.** And during one lesson she informed them, "I am going to read aloud the note 

from the author. Listen carefully, because this will help you to understand some of the 

ideas of the story as we go on.** With these comments Gina was encouraging her students 

to realize the impact the activities have on their learning. Hnally, several times in the 

archive Gina related her personal difficulty with "tyOng] all the characters together,** 

"understanding all the characters' names,** and "keeping track oi what was going on** as a 

student of literature. To this end, the use of study guides, overheads of the characters* 

names and identities, and reading aloud during her final lessons served to, as Gina 

explained after one lesson, "solidify the characters, the plot They need to understand that 

if they're going to understand the story at all.** Gina had evidently made special efforts to 

be understanding of her students and to demonstrate her interest in their lives and their 

success. 

Similarly, Vicki utilized teaching practices during her final lesscms which she had 

previously indicated as desirable. For example, she reiterated throughout her archive the 

need to impress upon her students the relevance and usefulness of lesson activities to their 

futures. During the interviews she questioned the point of teaching activities and content 

that she felt had no useful purpose, wondering aloud, "Why? What are they learning?** 
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"Why [would] I have to teach this, anyways?" and again later, Tm not sure...why I 

would use this with students." And as she taught her lesson for the initial study 

observation, Vicld was sure to explain the relevance of the lesson, telling her students 

several times that "[t]oday we'll work on something to help you write your character 

sketch." Vicki continued this practice of communicating the specific practical purpose of 

her lessons in these four final observations, telling her students, This will help you to all 

do your best on future tests," "(These are terms] that you will need to know in order to 

complete your assignment," "Keep [this] list of terms to use for handy reference while 

woridng on your explication of a poem," This will help you as you study for Thursday's 

quiz," "We'll demonstrate [what you're going to do] for you, so everyone understands 

how it works," and Take good notes, because this is information that you can use and that 

will help you answer your reading questions and prepare for the exam." Not only did Vicki 

have a clear purpose in her mind of how the lesson content and activities would benefit the 

students, but she was also careful to conununicate it to them. A second desirable teaching 

practice Vicki referred to several times during the study tasks involved the teacher's 

personal relationship with students. She referred to a teacher she admired because he "was 

very strict" but "had a good sense of humor," "could relate to kids," and "was a real 

approachable individual." She also noted that one of the teachers in the Picture Task had 

"his hand on [the student's] shoulder^ and commented, "That's good" while she 

disapproved of another teacher because he is "looking down at [the students]." Vicki also 

related several instances of her own prior experience working with individual students, 

helfnng one to understand the assignment, reassuring another that she could do the task, 

and listening to another's personal experiences • all contacts with students she related as 

being successful. Vicki definitely continued to demonstrate the desire and ability to work 
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with and relate to her students as individuals during the four final observations. She 

constantly monitored as they woric individually or in groups, asking for questions and 

encouraging them to share their work with her. She used their names constantly and had 

learned how to discipline, then work individually with one student with special behavioral 

needs. She worked as partner for one student in an odd-numbered class, provided an extra 

credit assignment for another, and negotiated with one group who wanted to alter the 

assignment slightly. The students approached her as easily as she approached them, and 

before and after class they chatted about personal events. She did make physical contact 

with students and, although she was old enough to be their mother, referred to and 

acknowledged topics and events that they seemed interested in. Vicki clearly woriced with 

students on an individual and personal level as she taught. Finally, although Vicki 

expressed concerns during study tasks about her ability to plan the timing of a lesson, she 

demonstrated the ability to pick up her students' pace and work through her lesson plans at 

a rate that accommodated the actualities of teaching. During interviews Vicki hinted at this 

potential flexibility, commenting that "[the length of time needed] depends...on how well 

they read outside of class and how well they work" and that she would "allow a little fudge 

room" to rework the schedule as needed. This liexibility was most noted by the written 

comments she added to her final lesson plans as she taught, such as "wait til tomorrow to 

band out their samples," "End here," "If time permits - assign groups & pick poems from 

hat," and "just tell about how we'll proceed tomorrow/work in class." Vicki also discussed 

the time alterations after the lessons, and did not seem nervous about having done so; 

rather, she explained that it was best for the students and the learning. After one lesson she 

commented, "Well, we got through less than I had planned. I would have liked more time 

for them to work in class. But they got restless." At another point she reflected, "The 
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other classes are done, but [fourth hour] will need more time to work; Til have to write that 

down." And finally, she commented, Tm still woridng on the time element I need to wait 

until they're all there, paying attention, following along. Otherwise it's all wasted time." 

With these reflections Vicki indicated she was working to keep pace with her students, and 

would adjust lesson plans as necessary. Flexilrility in timing, along with emphasizing the 

practical use of learning activities and maintaining personal relationships with students, 

were all teaching practices Vicki had stressed from the beginning of the study, and 

continued to carry out during the final observations. 

Both participants also utilized teaching practices identified as personally undesirable 

during the prior study tasks. For one, Gina often mentioned her personal preference for 

writing activities and assessments as a student and as a future teacher. During one 

interview she commented, **1 think I like being able to express myself in essay form versus 

a multiple choice test;" another time she mentioned the value she saw in "writing 

assignments to go with a lot of things and even prewriting assignments...to get them 

started, focused;" and yet again discussed several writing assignments she would use in 

connection with the texts presented during the two sorting tasks. The categories of Gina's 

concept map and explanations of hypothetical curricula further illustrated this slant toward 

writing, as well as the content of the lessons she planned during the interview tasks. 

However, in the classroom Gina gave her students multiple-choice quizzes and exams, 

along with study guides that asked students to provide short factual responses. Other than 

the silent daily writing (which did not occur on a daily basis), Gina was not observed to 

have her students involved in lengthy reflective writing assignments nor to be working on 

writing skills; neither did she discuss plans for doing so. She provided them with brief 

written work and opportunities to present their ideas orally and visually, but otherwise used 
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objective tests and measures. Gina was also not observed to woric with literature in the 

ways she suggested during the previous interview tasks. Initially Gina has commented that 

"a lot of plot is just timeline. Here's the facts, here's the plot" and suggested that students 

needed to get beyond that to see the story as a whole. As she discussed the need she felt to 

have students understand the characters and plot, she then explained that they needed this 

base knowledge to understand the larger meaning of the work, "because you're going to tie 

all of the characters together into a relationship...you can understand plot, but you have to 

understand the meanings behind the characters." And later she explained that, ultimately, 

readers should be encouraged to understand the whole story in relation to dieir lives and 

feelings: TTibat's your personal response and that's what's great about reading it" 

However, Gina's observed lessons did focus on plot and understanding the basic facts of 

the story and characters. After one lesson she commented, "My objectives are pretty basic 

-just get through actually reading the book, understand the characters, and talk about some 

elements of fiction." She was not observed to encourage her students to consider the 

author's intent or to give personal reactions to what they had read, and her discussion, quiz 

and exam questions also focused on basic understanding of the events of the literature, 

such as "summarizOng] what we have read so fai^ and considering "how might [one 

character] react when she discovers..." Finally, Gina was observed to treat students 

differentially by gender - a habit of "this one science teacher" she had had who "was very 

much all we'd do is discuss boy stuff like sports - and he'd be one up there just gabbing 

with the students about sports and the girls would be in the back talking [among 

themselves]...and I really had no use for that." Despite this personal experience she 

recalled with apparent disgust, Gina was observed to frequently reprimand boys who were 

off-task, telling them "I want you to work on this now, guys" or pointedly telling another 
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small group of boys to "draw the picture," but was rarely observed to redirect female 

students who were off task. Thus the final observations revealed Gina participating in 

behaviors and focusing on types of activities for which she had previously expressed a 

dislike. 

Vicki also used teacher behaviors and practices in her final observations which she 

discussed as undesirable during the study tasks. For one, Vicki had mentioned a distaste 

for "singling students out" or "put[ting] the focus on them in front of the class.** She 

further discussed this as she related two personal experiences in which people - one a 

friend who "doesn't like anyone to know about any of her business," the other a tutee - had 

shared personal information with her and she conunented, "Just because you're the teacher 

you're not the one to decide [what gets shared with others].** She imagined that a student 

might think, "I didn't want everybody to know." Although Vicki did not share any 

students' personal experiences with the class, she did on one occasion mention the name of 

a student who got a perfect score on a recent test, telling the class, "..^md he said he 

studied and studied for that" Another time she used two students' essays as good 

examples for the class to discuss. She did not give their names, but commented in the 

discussion following the lesson, "Maybe I should have asked their permission before doing 

that" Vicki acted against her own stated preferences by identifying a student and putting 

two other students' woric on display without first checking to see if the students perhaps 

"didn't want everybody to know;" she was the teacher, so she made the decision to share. 

A second teaching practice Vicki had expressed dislike for was that of "disseminating 

information" to students. Early on she stated, "I don't feel any personal mission in life to 

illununate anyone else;" later she conunented, "I didn't want to have to be standing up in 

front saying, 'Okay, now this is what the play is about and this is how [ think he's a great 



270 

author."' Another time she commented, "You can't go in there and say, 'Now you're 

gonna get an appreciation of you know, whatever;" and during the Case Analysis task she 

criticized one teacher for "telling the students how they should be reading this book. 

Talking them through with the specific questions she's asking, to get the responses she 

wants." As has already been mentioned, Vicki did disseminate information as she taught 

her final lessons, and with more than her mini-lectures for historical context; she also 

demonstrated for the students "how to read" and "how not to read" a poem aloud; she 

focused their learning on factual content; and she explained after one lesson that she had 

written terms such as "lyra," "lyre," and "explicate" on the board "to expand their 

vocabulary." As student volunteers read a term and its definition off of a handout, Vicki 

paused between each to provide students with examples. Another task was graded based 

on how well they "follow[ed] format directions." With these practices and comments, Vicki 

kept a tight rein on her students, providing information and direction and working to ensure 

her students ended up with the response or outcome she had defined as correct. In these 

final lessons, Vicki breached students' privacy and confidendality, and acted as provider 

and determiner of proper knowledge - both behaviors she had previously condemned. 

Each participant deferred to her cooperating teachers to some degree during the 

student teaching experience. For example, in the discussion following the first observed 

lesson, Gina explained that "Ms. D. wanted me to continue with the silent daily writing 

dme, which she actually only has them do three days a week" and after the second 

observed lesson she explained that "Ms. D. has them read plays aloud, so she thought I 

should do that." In discussing her third lesson Gina explained that "Mr. B. gave me folders 

of materials to select from" for her lesson activities and also mentioned that he was the one 

who suggested she use the computer program for writing fairy tales. Obviously, Gina's 
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lesson materials and activities were influenced by the desires of her cooperating teachers. 

Vicki made many more comments indicating the influence of her cooperating 

teachers on her lesson plans and teaching practices. During the first observation Vicki 

reminded students of an assignment that was coming due and warned, '*Ms. C. wants those 

neat" and then ran through the list of requirements "[Ms. C] said you needed for full 

credit," yet when a student asked if Ms. C. will be grading it, Vicki answers, "No, I'm 

grading these." Another time after asking the class a question and getting no response, 

Vicki said, '*Ms. C. says you know this." As she reviewed the week's plans for the class, 

she used phrases such as "We will be having you..." and "We want you to have a chance 

to..." even though Ms. C. was not in the room at the time. Vicki's deference to her 

cooperating teachers was more apparent during the discussions following the lessons. 

After the flrst lesson, Vicki explained that "Ms. C. always uses that video" and that "Ms. 

C. made a lot of changes to the test before I gave it to them." After the second lesson Vicki 

apologized for the noise level at the end of the hour and explained, "Nk. C. always gives 

them five minutes at the end of the hour to talk." When discussing the lesson content she 

said, "Ms. C. said [oral presentations] would be good preparation for the [state graduation 

rule] standards" and also that "I didn't really want to use 'Casey at the Bat' because I don't 

like baseball and didn't know if all the kids would like the poem either. But Ms. C. said 

she always uses that poem, and I guess it went all right." After the third lesson, Vicki said, 

"Nfe. C. has them do this every year. She says they need a break, some fun" and "We 

wanted something to take up a couple days." Vicki also explained the poetry booklet the 

students were working on and commented, "I was thinking of having it less structured, but 

[Ms. C.] said they wouldn't do a good job. So it makes sense." And after the fourth 

lesson, Vicki explained, "The final project for Animal Farm is something Ms. E. has them 
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do every year." To a greater extent than Gina's cooperating teachers, Yield's cooperating 

teachers were involved in her lesson plans and offered their ideas and advice. Like Gina, 

Vicki took these suggestions, often in place of her own ideas. 

Both participants discussed congruencies they saw between their teaching and the 

items in their personal content belief archives. When asked what she was focusing her 

own development on, Gina laughed and said, "I'm still figuring out what's important, what 

you want them to know. There's so much out there, so much you can do." Another time 

she echoed a previous lament; during Planning Task I she commented that "I think the 

objectives are kind of vague," and in a discussion following one of her observed lessons 

she said, '*My objectives are still not specific." Gina also reiterated her struggle with 

planning and timing, explaining, "I have such a hard time yet with timeframes. You 

subtract out the ten minutes for the silent daily writing - the other two days they use that 

time for reading on their own for points - and give them ten to fifteen minutes to read...and 

still try to get in an effective lesson, it's really hard," especially when "I have no idea how 

long it will take some of them to read." These were concerns that Gina expressed 

throughout her archive, and acknowledged that they were still with her during her teaching. 

Gina did note one consistency she saw in a more positive light, and that was that "I do tiy 

to touch on a lot of life stuff. We've been reading from Chicken Soup for the Soul and 

discussing life decisions - like in the Frost poem we talked about before." When asked to 

discuss her lessons in light of her archive, then, Gina noted consistencies in her focus on 

objectives, timing, and relating classwork to students' personal lives. 

Vicki also discussed consistencies she saw between her final lessons and her 

personal content belief archive. In particular, Vicki commented, "I think I get along well 

with the students. They are willing to volunteer in class, and they talk to me about 
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whatever." She went on to explain, "I've worked on that. The people are what's 

important, making a difference in their lives, not just their learning. I think I'm doing 

that" Another time she mentioned, "Well I do do a lot of group work!" Vicki also 

mentioned that she had her students "talk, present; and read, and write, and of course 

they're listening to each other, and they read and read. So they're working on the 

conomunication thing." Another time she mentioned, "I read many, many poems to select 

the ones for them to use. And they're not all necessarily big authors; just good poems that 

I thought they'd like, relate to." She also laughed once and said, "Being concerned with 

what's expected - with the new graduation role, 1 am learning to keep the standards and 

performances in mind ail the time." Vicki and Gina both noted ways in which their final 

lesson plans continued their ideas and concerns expressed in their archives. 

Both participants noted and explained incongroencies between their teaching 

practices and the preferences they expressed during the previous tasks of the study. For 

one, Gina noted that she was teaching with less emphasis on writing than she would like. 

Again she referred to the "elevator music reading" she participated in "every Friday" as a 

student as she explained. 

Ideally I'd like to do that with writing. I would give them a creative writing topic, 

not tied to the book like the silent daily writings are. If I had time, I'd do it every 

Friday. And even for the silent daily writing - 10 minutes is not enough, but 

already that compromises the rest of the lesson. There just isn't enough time to do 

all the writing I'd like. 

Gina cleariy realized the fact that she was not involving her students in the writing activities 

she previously espoused. Gina also noted that she "broke [her] own rule" by requiring 

students to read aloud in class, rather than just using volunteers. But, she explained. 
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'That's why I chose strong readers for the larger parts" and also that "They are required to 

read aloud in tenth grade." And Gina commented that "I've fallen into using some of those 

old tactics - the teacher threatening them to stay on task - copying from the dictionary 

works; I hated it when my teachers did that, but sometimes it's the only thing that works." 

Gina also related that her expectations had to be modified; for example, that "[h]aving them 

discuss indepth questions in groups on their own is not as successful as talking through the 

story as a whole class." She also explained that she now felt, "we're trying to pump 

conjunctions down their throat while they're just trying to survive." Gina did note several 

inconsistencies and provides reasons for them. 

Vicki also identified and discussed inconsistencies between her lessons and her 

archive materials. One discrepancy she commented on after the three literature lessons had 

to do with the small amount of personal interpretation, expression, and choice she allowed 

her students. After the second lesson, Vicki said, "I wish I could've found a way to let 

them choose poems to explicate" because "many said they didn't like the poems I picked 

because they didn't rhyme" and "some said the ones I chose were stupid, boring, didn't 

make sense." Later she added, "If diey chose their own - poems that they liked, that meant 

something to them • they may have enjoyed it more, gotten more out of it, and might be 

more likely to [explicate] on their own" but explained that "[i]t would have taken so much 

time. I can't figure out how to make it woric." After the third lesson Vicki suggested how 

she might make it work in the future: "Since they chose their own poems [for their poetry 

booklets], next time I can look at those to choose the ones I want to use, based on their 

choices." Vicki saw this element of choice as a means of personal expression, as she 

explained, "So they got to choose their own, to have something more to say their own-." 

She also said she planned to give them an opportunity for personal expression regarding 
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their chosen poems; if there was time* she would allow them to "volunteer to read their 

own [chosen poems] on the last day." After the fourth lesson, Vicki explained another 

attempt she was making to encourage students to express their personal ideas about the 

literature they had read: "I've decided to do the video [book review] assignment to let them 

express themselves in a way other than writing." Overall, though, Vicki commented, 'it's 

just hard to balance - you have things you have to teach them, that they have to leam. And 

then to find time to let them express their own ideas - it's hard. Sometimes discussions, or 

short writings - I'm sure as I teach I will get more efficient and find ways to make the 

time." Vicki mentioned a second inconsistency she noted: "I always want to be clear with 

my expectations and directions. I want them to know what I want, what I expect." This 

barkened back to an earlier interview in which Vicki expressed a personal preference as a 

student to have "clear directions" and "written directions." As she discussed the first 

lesson, though, Vicki reflected, "I've looked at their paragraphs and some of them weren't 

very good, so I'll have to think about what to do about that. Now I see would need to 

write more in the directions of what to include." After the second lesson Vicki made a 

similar comment: "Not many punctuated the title right, and I should have done that I 

realized that I hadn't made that clear." For Vicki, the inconsistencies became most apparent 

through the students' responses and work; she felt they could have benefitted from more 

choice and opportunities for personal expression, and they confirmed that as their desire; 

their work pointed Vicki to die fact Uiat her directions were not clear enough. Vicki 

explained these inconsistencies and also her plans for eradicating them. 

Hnally, both participants suggested minor reviaons to their personal theories of the 

content in discussions following the fourth observed lessons. Gina noted that she had 

"fallen into boring routines" for her lessons and explained that "I've been trying to add 
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some interest and change." She related that in beginning one class session she read a nature 

poem aloud while having a student stand on a chair holding a leaf; that her students had 

been going outside to read; and that she tried to "teach a little, then take a break, maybe do 

some drawing " She also explained that this was her intent in begirming the third observed 

lesson by having students examine the collection of unusual items prior to reading the short 

story and discussing the symbolism of the items to the story. Gina explained she would 

add the need to "captivate students, intrigue them, to motivate their interest and prod them 

into analyzing and thinking about what they read" to her personal theory of the content 

Vicki also suggested an addition to her personal theory of the content after reflecting 

on her lessons. She stated, "I guess I would somehow add the need for constant review of 

skills and knowledge." In explaining this, Vicki said, "I think I kind of said that when I 

wrote 'they need the tools and terms' - but by review, I mean, they seem to need to have it 

again and again. I don't know why, but it doesn't seem to stick." Later she added, "I 

guess I was surprised by how much they didn't know, that I thought they should know -

espedally when the teachers said they had had it before." Vicki concluded, "I guess if we 

want them to know it, then we just need to keep giving it to them in different ways until it 

sticks." Thus, Vicki added the notion of review to both what should be taught and how. 

This final task of the study elicited a variety of responses from the two participants. 

First, both responded by selecting lessons and constructing lesson plans that they felt 

clarified as well as typified what they were trying to do as teachers. Additionally, each 

participant's lessons demonstrated elements of the study and teaching of English previously 

discussed as desirable, but there were elements that were not carried out in the final 

lessons. Similariy, both participants used teaching practices personally identified as 

desirable during these lessons, and both used personally undesirable teaching behaviors 
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and practices as they taught Both participants responded with nods to their cooperating 

teachers regarding the decisions made about the lesson activities. Also, each participant 

identified and explained congruencies as well as inconsistencies between the final lessons 

and her prior plans and expectations for teaching, particularly as outlined in the items of her 

archive. Finally, the participants each suggested revisions and additions to their personal 

theories of the content as written previously. In these ways, the two participants provided 

and discussed lessons which demonstrated as well as refined their personal theories of the 

content 

Summary of Trends in Responses 

For this section each participant's case description provided a summary of trends 

found in her personal content belief archive. For each participant several major themes 

were identified and described. The descriptions included the origins of these tenets as 

identified by the participants and many examples of the trends as revealed throughout the 

items contained in the personal content belief archive, as well as interview transcripts. 

Gina 

In analyzing Gina's personal content belief archive, several trends in the content of 

her archive became apparent A general summary of some of Gina's most common 

responses throughout the study was helpful in understanding her perspective on English 

and its teaching. Therefore, the following is a thorough discussion of Hve of Gina's 

thoughts about English as frequently expressed during the tasks of the study. These trends 

can be generally stated as follows: 

1. Teaching is a peiformance art 

2. &iglish content and skills should be taught in small sequential steps. 

3. The role of the English teacher is to help students improve their futures. 
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4. Students have basic needs which must be met in order for them to learn. 

5. Much can be learned by watching other teachers with a critical eye. 

For the following sections each of these four statements was elaborated upon with 

explanations and examples from Gina's personal content belief archive. 

Teaching is a Performance Art. 

Throughout her archive Gina referred to the general act of teaching with 

descriptions and allusions that related it to a type of performance. As she talked she 

recalled experiences she associated with teaching, expressed her feelings about teaching, 

and demonstrated teaching practices which suggested she viewed teaching as an exhibition 

or presentation. In particular, Gina described teaching as a "role" and pointed out as well 

as demonstrated the similarities between teaching and public speaking. These trends were 

discussed below with illustrations from her archive. 

Gina often talked about teaching as though it was an acting role one assumed. She 

mentioned several memories of "playing teacher'' as a student, explaining at one point, "I 

was always a student who was kind of switching roles and playing teacher." She explained 

that she accomplished this by "[l]ooking at what [my teachers] were doing," at times 

thinking, "'Wow, the teacher's pretty creative to come up with this idea'" and "recognizing 

the neat things teachers did and thinking, 'Oh, that was a neat idea.'" While Gina related 

these grade-school habits of noticing and analyzing the work that teachers do, she also 

recalled "playing teacher" in more active ways, remembering, "I was always volunteering -

coming in and giving up my noontime to grade papers or whatever." And in her sophomore 

year of college she was "a teacher assistant' for one of her professors, relishing the 

opportunity to "give their demos...because I liked it so much." Finally, Gina commented, 

"I enjoy practice teaching now. I mean it's really getting to where it's getting so much 
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more natural." In her recollections of being a student, then, Gina related her mental 

tendency to reflect on acts of teaching as well as the opportunities she availed herself of to 

do teacher-like work. In this sense, Gina referred to teaching as a role one takes on, 

literally "playing teacher." 

Gina also drew connections between teaching and a personal love of hers: public 

speaking. As she explained what led her to decide on teaching as a career, she said in part, 

"I love public speaking...So that part of it fit." Gina mentioned public speaking several 

times throughout her archive. She explained, "[E]ven since I was little people always had 

me going up and giving speeches and public speaking." Not only at mother-daughter teas 

would she "go up there to read a speech or a poem," but also in her senior year of high 

school she recalled, "I somehow made it to a graduation meeting and I spoke at our 

graduation." Later, in college, she worked with a public speaking professor and "I was up 

there giving their demo speeches for [the class]." At one point she said, "I was so 

disappointed my senior year, I had to take interpersonal communications because public 

speaking wouldn't flt into my schedule." Gina connected this passion for public speaking 

to her teaching career at several points later in her archive. When asked to discuss her ideal 

curriculum, Gina began by responding, "I sure would enjoy teaching [public speaking]." 

Later, she explained that, "I wanted to have [public speaking] for a minor, but they don't 

offer it here." Instead, she suggested she would have her students give group reports and 

the like "[s]o at least then I get my satisfaction out of seeing what they can do with it," and 

she did create lessons requiring her students to speak in front of the class. The connection 

Gina made between the act of teaching and public speaking, however, was most clearly 

explained as she said, "I feel that same adrenaline that I do with public speaking when I get 

up in front of a class. You know, kind of getting up there, kind of giving the delivery." 
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And as she taught, Gina positioned herself largely in the front of the room, and used 

phrases such as "Ladies and gentlemen, let's begin;" "Listen up," and "Eyes up front" as 

she conducted her lessons. She referred to the notion of "the deliveiy" again as she 

expressed the desire to create lessons that would "capture the audience" - words that might 

have been used by any hopeful public speaker, and words she alluded to during the final 

observations as she described some "fun" and "interesting" opening activities she had used 

"to motivate them to want to do the lesson." These examples illustrated not only Gina's 

personal enjoyment of public speaking and her desire to teach the skills to her students, but 

also more directly the fact that she viewed teaching as similar to public speaking - audience, 

peiformance, and on-stage excitement. As she conunented on her career choice, Gina 

emphasized this connection: "[W]ell my love for English - it's like [Biglish and public 

speaking] kind of combine together." To Gina, teaching was, in part, a public speaking 

engagement. 

Furthering the idea of teaching as performance, Gina mentioned several instances 

when she had taught a lesson on an almost impromptu basis. She recalled a team-taught 

lesson in a methods class for which "I hadn't really reviewed too much" but when her 

partner "blank[ed] out," Gina realized "I had to pull it through and I saved it" Afterwards 

she said, "[I]t was a great feeling to know that even though it wasn't as organized as our 

lesson was, that I was able to come up with some questions to end the lesson." Gina 

explained another example of her impromptu teaching after her lesson on The Canterbury 

Tales: "Well, I sort of had to regroup once I started. I guess they already did this activity -

I didn't know they already did it," so "[u]sing my friend as an example - that just came off 

the top of my head as I was teaching. I hadn't planned to do that..But I was worried 

about the time." It was important that she explained this fact, as she never did provide a 
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written plan for this lesson. At one point she admitted, and "Fm the kind that, I like to go 

up there with nothing [by way of notes]." She exemplified this in all five teaching 

observations of the study; though she may have had a paper in hand, it was typically a 

blank copy of the students' assignment. Even the answers she hoped to get from her 

students were roughly in her head rather than written down; after one lesson she 

commented, "If I had had more time 1 would have completed the chart myself before" and 

then quickly explained, "But I knew where we were going, where we wanted to end up. It 

was just a matter of getting them there." Gina alluded to this tendency to act on the spot 

early on in the study, as she commented, "I think I'm getting better at this, but I'm a very 

impulsive person. Veiy impulsive. I make up my mind in a moment and I just go with it." 

Again Gina tied this impromptu quality of her teaching to her public speaking experience, 

recalling several times the comment, "everyone was just like, you can do it - you don't get 

nervous." As Gina demonstrated in her teaching, she had the tendency to make few notes, 

use those sparingly if at all, embellish her teaching on the spur of the moment - and do so 

successfully in her own eyes and those of her "audience." Again, these attitudes and 

practices suggested Gina carried the impromptu aspect of public speaking into her teaching 

performances. 

Gina further demonstrated the impromptu nature of her thinking about traching as 

she offered lesson ideas during the study tasks. The list of examples was quite lengthy, as 

she created rather detailed lesson ideas as she talked: 

I think maybe another thing would be to, when we're doing these, to have maybe 

pros and cons to each one up on the board and come up with a set of rules and what 

this author did to revise. Maybe even brainstorming their ideas of how to make it 

better on the board and then summarizing from there into the four steps or 



something. 

I guess I never thought of it but that would be an excellent way to [study public 

speaking]; if you could find out what the history class was studying that these 

students are in, find something in the time period and pull out a speech and have 

them analyze maybe, or word choice, diction, something like that Maybe have 

them write their own speeches. 

...maybe even getting them in groups and you can have them figure out what their 

mterpretation is. 

I think what I'd do, is Td go through it myself and read them all and I would 

choose, go through the articles and...make a listing of what articles I find 

acceptable, tell the class what pages diey're on and have them read one of those 

articles and do maybe a summary of it if we're practicing summarization or maybe 

just a comment to me, just a personal response. 

[T]his would be a great book to read in my health class. When you want to discuss 

death, you want to discuss mourning, or something like that 

As the above examples suggested, Gina's creativity flowed as she got an idea for a lesson. 

This tendency to diink aloud on the spot was apparent as she discussed changes she would 

make after her lessons, commenting "So I already see where things can be fine tuned" and 

suggesting she would "make a sample chart to show them where they can go with it" or 

"have them do [the task] individually next time, on themselves instead of on [the 

character]..." Gina referred to her blossoming ideas during the study as "my free 

thinking;" clearly this tendency to open her mind and act in the moment resulted in "free 

thinking" that she applied to her teaching ideas. Finally, Gina illustrated the impromptu 

quality of her teaching ideas as responding to the given teaching situation: "I'd probably 
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decide class-by-ciass once I get to know them, how mature they are and if they'd be 

interested..." Clearly Gina saw teaching as a profession requiring decisions and actions to 

be made in the moment, as teaching was taking place. In this sense again Gina 

extemporaneously suited her teaching peiformance to her audience and content. 

Several times during the study Gina admitted that performing was somewhat 

against her nature, but that she had been successful thus far, boosting her self-confidence 

in her ability to perform well as a teacher. At one point, Gina demonstrated that she 

blushed easily when she was the focus of attention, reddening as she described herself as a 

student: 

I was pretty quiet I don't think I was the type who would jump up and volunteer 

answers; I was pretty self-conscious about everything...like I used to go through 

phases where I'd blush. Like even now. For some reason I go through phases 

where just to answer a question, to draw that attention, I'll blush. 

She explained that, as a student, "I would rather listen and learn than be pulled into the 

conversation." Gina attributed her success at public speaking with helping her overcome 

her self-consciousness: "People would say 'Oh you did so well'" and support her with 

comments like '"You can do it'" and "'You're so good;'" Gina explained that this support 

"was almost like a confidence builder that I could do it." This repeated appraisal of her 

public speaking had affected her personality and willingness to speak in front of others, as 

she explained, "Now, though, it seems I get involved in the conversation in almost any 

circumstance. So it's kind of weird that in the same way I'm still self-conscious but in the 

same way I can overcome that and be a leader if I need to." As noted above, Gina 

recounted how she took the lead during her team-taught lesson, commenting that "I had to 

pull it dirough and I saved it" At other points in her archive Gina emphasized the success 
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she had had thus far as a teacher, explaining that "I just remember [lessons] that actually 

really went well" and relating the comments of her "audience," such as "people came to me 

and said, 'Oh, I want to do that [lesson]"' and "'That was so good."' Gina admitted that 

her self-consciousness and self-confidence when speaking in front of others were "almost 

like two ends of the spectrum, and I don't know why," but later provided a possible 

explanation as she noted, "As the teacher, I am the one with the knowledge and I am the 

one who knows what's going on. And that's of course very different than being the 

student." Perhaps it was this view of the teacher as leader that led Gina to state about 

teaching, as she had about public speaking, "and I know I can do it. I believe I can do it." 

As Gina described her self-conscious, quiet student self in contrast to her in-charge 

confident teacher self, it became even more apparent that she viewed teaching as a 

performance role she stepped into. 

Many of Gina's comments about teaching and the teaching of Qiglish suggested 

that she did indeed have confidence in her ability to successfully peiform as a teacher. In 

fact, many times she sounded like a seasoned teacher, speaking with conviction about 

teaching practices, materials, and student needs, even though she admitted she had had little 

actual experience. Sometimes Gina offered her ideas of how she will teach and why. 

When she described a possible curriculum for freshmen English, she seemed to know 

pretty clearly how she would lay it out: "If I was to do a year I would probably do like the 

first third of the year on grammar, and then somewhere in the middle here I'd start, 

probably start with the actual writing aspects and do that for another third, and then the last 

third I'd probably start analyzing and reading other peoples' texts and start comparing." As 

Gina warmed up during this interview, she spoke with even more conviction: "I think 

[seniors are] going to concentrate specifically on more technical writing and maybe tie that 
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in with literature. It can be mote advanced. Of course we're going to have to touch on^ 

maybe not so much the basics, but just some overviews on lots of things." And during a 

later interview, it almost sounded as if Gina were cunently teaching as she summed up her 

Biglish objectives by explaining, "when it comes right down to it, there are the big skills I 

want them to leam." Gina also had clear plans for developing enrichment activities for her 

classroom, as she discussed periodically "I'm gonna start bringing in like huge puzzles in 

the back of the room," "If I have a couple of these [anthologies] in the back of the 

room...," and "[I'll] have creative writing assignments in the back." As she gave these 

ideas it almost sounded as if she already had a classroom to work with. Similariy, Gina 

spoke in a casual, almost off-handed manner as she explained how she found information 

for a handout: "I read a couple things that I had talking about drafting and a lot of chapters 

had these kind of ideas in them. This is how you find out your ideas" - she had teacher-

like materials and knew how teachers used them. And as she discussed her preferences for 

teaching, Gina made several comments that sounded as though she had experience in the 

classroom, as the following examples suggested: 

[W]hat I like to do, if you're studying an author, I like to concentrate on them as a 

person, give them credit, talk about their history...and then pull into [their work] 

and then from there discuss the aspects that you want to touch on, the more 

mechanical things. 

I'm the type though that likes to have ideas for kids who, if students would finish 

their assignments early, I don't like them just to sit there and do nothing. 

I'm always trying to bring my two fields [Biglish and health] together...what a 

great way to incorporate the two. I'm always trying to blend the two together. 

As these examples illustrated, Gina spoke with detail, in the present tense, and with an 
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absolute certainty as she expressed her beliefs and explained her actions regarding the 

teaching of Knglish. Gina also discussed teaching practices with a confidence that 

suggested she undeniably knew the work of teachers; sometimes she indicated what 

English teachers simply could and could not do, such as "[Ylou can't just start with 

literature before you know what they know about i '̂ and "[Y]ou can't teach [a Shakespeare 

play] as just a regular piece of written work as much as you need to teach it that it was 

drama and that it was written like that for a reason." Other times Gina related examples that 

belied her inexperience as a classroom teacher, discussing textbook selection and teaching 

methods in a way that suggested she had insiders' knowledge: "A lot of screening is 

needed for selecting modem novels for the classroom;" "Usually grammar books do 

provide pretty decent exercises... they're usually pretty geared to the right age level;" 

"Students can leam from each other as well, if not better, than with the teacher;" and "There 

are some times when lecture is easiest Like with grammar rules." Gina also spoke with 

confidence regarding her students' needs, interests, and abilities. For example, as she 

discussed age-appropriate curriculum she seemed to have a lot of knowledge about what 

students were capable of, explaining, "When you're talking about freshmen you're talking 

about someone who's just getting into the literature. So they can handle some of it, but I 

think you have to fine tooth what you would be introducing to them." Similarly, she 

seemed to have a good understanding of her students' interests and preferences, as she 

suggested, "[W]e have boys that are concentrating on the football game and the giris across 

the room, they're not gonna be concentrating on memorizing a scene from Act I of Romeo 

and Juliet or whatever." And she appears to have experiences with students' attention span, 

as she explained prior to teaching anyone other than her peers; "Obviously sometimes you 

need breathers so what I kind of wanted in my classroom was opportunities for students to 
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do stuff." She also suggested she had developed a teacher's practiced eye, as well as 

knowledge of her students, as she commented on a book, '*rd have to read through it but 

I'd say from the size it looks like about ninth grade maybe. It looks pretty long; I don't 

know if - eighth graders might take a while to get through this whole thing." At times 

sprinkled throughout her archive Gina spoke with a knowledgeable air about teaching, 

English, and her students. And even when Gina commented on her lack of experience with 

or preparation for teaching certain topics, such as "I don't really know what makes 

something a classic," "I don't know much about young adult fiction," "I've never had to 

work with drama," and "I've never been involved with it, creative writing," she still 

expressed willingness and desire to do so. Her confidence shone through as she 

explained, "I have a good understanding of &iglish, or I feel I do, in comparison to a lot of 

college students...," "Young adult literature is great for personal responses," and "I would 

never want to take out creative writing [from the curriculum] just because I was 

uncomfortable with it." Although Gina had "never taught students before," she again 

appeared confident and able to discuss and describe the acts teachers perform - both mental 

and physical - with self-assurance. In doing so she seemed quite capable of stepping into 

and performing the role of teacher. 

In looking through Gina's archive, then, the concepts of teaching being similar to 

public speaking, as well as Gina's self-confidence both in public speaking and in her 

knowledge of what English teachers should know and do, were clearly repeated time and 

again. Gina explained that she had "play[ed] teach[ing]" from an early age, that she viewed 

teaching as an opportunity to "capture the audience" and bask in the thrill of "giving the 

delivery," that she was willing and able to develop and carry out her teaching on the spot as 

her audience and the content demanded, and that she had self-confidence in expressing her 
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personal preferences regarding the teaching of Biglish. In all of this, Gina described 

teaching as a role, a performance, and illustrated her abili^ and willingness to assume a 

clear teacher persona when she was in front of the class. Perhaps this developed idea of 

what teaching entailed was what made her say of teaching, "I guess it's just a thing that 

comes natural for me." Gina was ready, willing, and able to step into the teaching role and 

perform it as she saw fit. 

English Content and Skills should be Taught in Small Sequential Steps. 

During the very first interview of the study, Gina described herself as "very 

organized," explaining that she "budget[ed] every hour'' of her busy schedule and "ke[pt] 

many lists, charts, and calendars" of her activities and obligations. This penchant for 

organization and scheduling may have been behind the structure Gina related about the 

content and skills she hoped to teach in her English classroom. In this sense Gina 

described the teaching of English as a progressive science; many times she gave examples 

of the developmental order in which she felt students needed to work on the subject, such 

as working with writing skills before tackling literary analysis; examining sample writings 

before creating their own; reading short stories before progressing to longer works; and 

utilizing orgam'zational guides such as worksheets or prewriting and prereading activities. 

In part, these ideas were entwined within the proposed theory of the content statements 

"Grammar and writing should receive more emphasis in the high school grades than 

literature" and "While drama, film, and speech are fun and exciting parts of 'language arts,' 

they are not big topics for the general English education of all students." Gina's 

developmental and sequential view of the content and skills she believed should be taught 

in English classes is detailed below with examples and explanations from her personal 

content belief archive. 
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As Gina identified the basic skills and concepts she wanted her students to learn, 

she laid the groundwork for the sequential order by describing the curriculum in discrete 

segments. Gina's concept map (Appendix J, Item 1) illustrated the distinct categories of 

content she saw in the field of English, as she wrote, "mass media," "technology," 

"literanire," "journalism," "creative wrfitingj," "journal," "grammar," and "report writing." 

As she discussed each of these categories both in this task and at other times throughout the 

study the separation she held between the categorizations became clear. Mass media, for 

example, "deal[t] with all the different ways that print is given to you. You know, whether 

it's newspaper form, tv, magazines, different things." Later she commented that although 

"[J]oumalism to a certain extent is tied into mass media," she wrote it as a separate topic 

because it involved "actually writing print," creating it rather than just reading it. Creative 

writing was yet another distinct category because its many forms were "a little bit out of the 

ordinary" including "stuff like poetry," and it was "a really difficult type of writing to do 

well." Journal writing was different again, because "you're writing that for yourself," not 

for others to read; and although "joumaling can be used for so many things" such as 

"diaries" or "thoughts, reactions," in essence Gina viewed this personal type of writing as 

"kind of writing about ideas that just inspire you." Of the final type of writing she 

indicated, Gina said, "And report writing I just kind of -1 didn't know where - that wasn't 

really covered in any of these, you know, how to do reports and how they should be 

structured, different ways of doing them." At other times she commented that this would 

include "lots of draftwork" and "expository informational writing." Technology, Gina felt, 

"is so important, because it's all around us" and explains that she would have her students 

"maybe study film techniques" and would definitely have them leam "how to use 

computers for researching" and "word processing, at least." Gina explained that grammar 
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niigbt be conducted "every day" involving study of the "structure of the language" as well 

as "some history of the language" in addition to "the dialects" and "grammar rules." 

Grammar, she felt, was "huge," "just a necessity " And Gina described literature as "a 

form of expression" that "carries a lot of history" and is "already surrounding us," focusing 

throughout the study on "American literature" and "Shakespeare" but also writing at one 

point, "Literature is historical writing, literature is poetry." Throughout the study Gina also 

mentioned topics such as film, speech, and dramatic production that were "fun" but "have 

no place in my English class" and were "separate, different" concepts that she "can't 

imagine why a[n Biglish] teacher would teach that" because they "belong in other areas" 

and were "not appropriate for my English class, other than as a short activity." As she 

discussed the content she saw as appropriate for her English class, then, Gina provided 

descriptions of several distinct, separate categories. The categories were each important, as 

she emphasized, "[E]vetything should have the opportuniQr to be touched on" and later 

elaborated, "[You c]an't just concentrate on literature or, you know, the classics only. If 

you're gonna touch on anything you should touch on a little of everything. Otherwise 

you're not really exposing them to everything." Finally, in her personal theory of the 

content, Gina wrote, "[A]s far as subject matter, there are many alleys that can be taught at 

a high school level...creative writing, journalism, literature, media and language, or even 

granunar." Gina wanted to expose her students to each of the categories she identified as 

she discussed the English curriculum. 

As Gina continued discussing what she would teach, it became apparent that 

content didn't matter as much as skill development As she related her lesson activiQr for 

Planning Task I to her concept map, for example, she explained, "It could fit into a lot of 

those areas...it could go any way" because it was about "the importance of revision;" to 
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Gina, the topic of the writing wasn't as important as the practice of revising. This focus on 

skill over content was again emphasized as she suggested "you could do this [lesson] with 

any paper," and during later interviews Gina returned to this same lesson and reiterated, "It 

could be used at any time of the year" and '*you could use it at the beginning, or the end" of 

a course. Later, when discussing writing, she suggested students should write about 

"[ajnything and everything that they feel is important;" again, content was not the major 

factor. Gina's focus on helping students develop their writing skills was evident as she 

said, "I think there should be more emphasis on [grammar and writing]" than there 

currently was in schools. This did not mean that Gina didn't feel literature was important; 

she explained, "you can leara so much from literature." But while Gina acknowledged that 

there was "factual information that you can leam" about authors or literary form, her main 

interest in having students study literature was that "you're just constantly leanung" 

because "maybe you're gonna all of a sudden read something in literature that is more in 

terms with the way you feel and that might just open up a whole window to your writing or 

your knowledge." Again, Gina suggested that the value in studying literature went beyond 

gaining knowledge of the specific work. Cultural knowledge and the ability to converse 

about literature seemed more important to Gina, as she explained, "If year after year every 

year your tenth graders are reading Romeo andJuliet, well they're never going to get any 

experience with Walden...\S it's a statewide thing you're actually building a generation of 

people who are only going to know about Romeo and Juliet in the tenth grade. And you're 

not having any variety and you can't leam off of each other." Similariy, when discussing 

well-known writings Gina commented, "I don't think you can say that these worics are the 

classics, [that] they need to be taught." Again, rather than specific content, Gina wanted her 

students to study literature to develop "a lot of self-interpretation and your answer, looking 
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but it might be totally different." Gina's focus on skill development was further indicated as 

she explained, "I think what I want to do is try to incorporate a lot of content skills, like 

learning the grammar and learning exactly what a lot of these things are. But I'd like to tie 

that along as much as possible with things they can use later." At several points during the 

study Gina provided examples of tying the study of content "with things they can use 

later." For example, at one time she explained "[W]riting a research paper is more than just 

going to the library and seeing what you can do...You might have to do some research 

yourself' to, as she suggested, fmd out more about Alzheimer's or "whatever interests 

[you]." Similarly, Gina wrote, "[A]s a teacher, I want to allow my students to think and 

analyze independently without me at the board telling them what the tight answer is." And 

finally, Gina suggested, "[S]tudents need to learn how to study." Clearly, then, Gina 

wanted to use the content of English to teach her students skills in researching, writing, 

analyzing, and developing and sharing personal responses, at the very least. This was 

once again attempted in her lesson plans; she had a heavy focus on content and 

information, but also included "revision," "discussion," "study guides," 

"[s]ummariz[ing]...in their own words," "correcting and discussing [spelling] errors," 

"group work," and "study time" in her lesson activities and objectives, and conomented on 

the desire to do more in terms of "personal response" and "presentation." For Gina, 

content was a vehicle for learning skills. 

Not only did Gina express cleariy the content and skills she wanted her students to 

learn, but she also emphatically expressed the view that this knowledge must be taught in 

specific, sequential steps to facilitate students' development Several times Gina suggested 

how the curriculum should be organized, always with the students' capabilities and 



293 

learning needs in mind. At one point she commented, "I think a good way to start is to 

check what the students know." She also suggested that literature would be introduced 

gradually, as she explained, "[W]ith the writings, I would like to incorporate novels in 

there." In general, Gina expressed the view that first grammar, and then writing skills 

should be addressed before literary study: "With younger students, I would work more on 

their grammar...[then] start with journal writing...[and] maybe move into some creative 

writing" She reiterated this developmental sequence during another interview, as she 

reflected, "[Ilt's fun how you can gradually move kids into literature, maybe even away 

from the grammar, so they should, by middle, end of high school, beginning of high 

school they should have their grammar down, so it's more just reviewing; and then they 

can start analyzing literature and writing on it and using the skills they learned earlier." This 

was a repeat of the sequence Gina suggested during the concept map interview when she 

was asked to outline a curriculum for freshman English: 

If I had the whole year I would probably structure it in some way to start with the 

basics, definitely - you can't just start with literature before you know what they 

know about it. Do lots of draftworic and stuff like that in this class. 1 probably 

then would move into, I would do some kind of like short stories -1 think I would 

do a year progressive, where you keep adding building blocks - so short stories, 

literature, probably not too much, more simple stuff for them; writing for them. 

Again, in this example Gina's "basics" included writing; the "building blocks" included 

moving into "simple stuff' like "short stories." Gina reiterated this sequence for her 

younger students as she wrote her personal theory of the content: 

I would hope that when my [middle school] students come to my class they already 

have the reading and grammar basics down.. At this point we need to develop and 
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encourage reading...Fn>m there have them present book reports, woridng on their 

understanding of what they read. This will also allow them to organize information 

to present to a group of people. 

Here again Gina emphasized sequential development from grammar into reading and 

forming and presenting their ideas. And Gina carried these ideas out during her final 

observations at the middle level; she was pleased with her cooperating teacher's focus on 

grammar and his ability to "somehow incorporate reading and writing" into his grammar 

lessons; she herself taught weekly grammar, spelling, and vocabulary to these students; 

and used short works of literature in her lessons. As she continued writing in her personal 

theory of the content, Gina explained how the developmental sequence continued into the 

higher grades: 

Once students enter the high school Biglish classes, I feel that they should have a 

decent understanding of the grammar rules...! should only have to do short 

overviews of the rules as reminders...If at the high school level my students do not 

have a full grasp on grammar, I feel there is no point jumping into a difRcult novel 

and expecting them to respond appropriately. 

And during the concept map interview Gina suggested high school seniors would study 

"technical writing and maybe tie that in with literature" and work with "more report 

writing...and then kind of end it by doing some literature." Grammar and writing were 

again basic chunks of content students must have in order for them to understand what they 

had read and be able to express their ideas about what they had read. Perhaps this was 

why her final lessons at the senior high level focused primarily on literature and less on 

writing, although she indicated she "wish[ed] there were time for more personal writing." 

Time and again, then, Gina provided an outline of the basic progression she saw students 
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moving through as they woriced to master the skills and content of English: grammar* 

writing, and then literature. 

Gina referred to her first building block, grammar, as "key" and "really big" 

throughout her archive; it was a "necessity" that students must "continually woric on." 

While she did not go into much detail on the teaching of grammar, she did suggest that it 

should be done in small steps. At one point she suggested students study grammar in 

"weekly doses" rather than "a whole year of grammar rules" so they would be more likely 

to retain it. She also indicated that providing students with handouts would facilitate their 

acquisition of grammar rules. She referred to one lesson she taught her peers and 

explained, "I made the best worksheets, the most helpful ones for the students, and they 

had all the comma rules listed.. And what I did was I made out a sheet that said 'Three 

Rules for Comma Splices' and a few sentences...and they had to write in the rules 

themselves and an example if they wanted to." In this instance Gina felt that providing a 

written reference for students which summarized three grammar rules and encouraging 

them to write their own examples was beneficial to her students. During another interview 

she again mentioned the possibility of providing students with "quick reference sheets" that 

would aid students in the final goal of "hav[ing] grammatical rules memorized." She 

suggested that "you don't have to memorize it if you just work with it in your class enough 

in a nondirect way. You might just, in their papers just make comments, to make sure 

they're always on top of it So if they practice they'll probably get it memorized without 

even thinking they're memorizing it" In teaching students grammar in a developmentally 

appropriate manner, then, Gina suggested providing brief integrated lessons, including a 

focused reference sheet (and perhaps "a small binder for them [so] that they could have all 

their rules" together), and encouraging students to use proper grammar throughout the 
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class, until eventually they would know the rules and use them. 

Similarly, Gina related her sequential view of writing instruction through comments 

and examples throughout the study. As described above, Gina's comments regarding 

appropriate curriculum moved, in general, '*for younger students" from "journal writing" to 

"creative writing," "organiz[ing] information to present to a group of people" in the middle 

grades, "draftwork" for freshmen, and "technical writing" and "report writing" in the 

senior year. During a later interview she explained, "Every year as you get older you're 

able to write in different ways and understand how you can get better." In particular, Gina 

suggested that an eariy step would be to have students examine another person's writing 

before tackling their own. Many of these comments occurred as she discussed her lesson 

for Planning Task I, in which she had her students discuss the revisions made by an author 

in two drafts of an essay before applying four steps of revision to their own writing. As a 

preliminary activity Gina suggested, "I could give them some sort of writing that I know 

has some error but then let them change content or grammar or sentence structure and right 

away see inmiediately how they can do it" This would allow students to "have another 

experience with [revision]" and look for ways to improve a piece "before they jump into 

their own writing." Also, she explained, "If at that point I give them another exercise with 

just a paragraph, and that allows them to get a better feel for it, they can ask me questions 

before they start butchering their own work." Later Gina provided an additional rationale 

for having them revise someone else's writing before their own: "I think that with these 

words they might be like, 'Okay, well I'm going to change that' And with their own they 

would be, 'But I like that word.'" After this preliminary activity, Gina would have them 

examine the two drafts by Manning to "see if they can pinpoint how our four-step method 

worked with this author." As they discussed the two drafts, Gina and her students would 
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"come up with a set of rules and what this author did to revise," eventually arriving at die 

"four step process" Gina wanted them to follow for revision: '"Number one, looking at 

paragraphs, their order. Number two, does the essay have a thesis statement. Number 

three..."' and in this fashion students would "come up with a set of rules they could maybe 

put in their notes." Gina would then encourage her students to use these notes to "go on 

and apply it towards their [own writing];" she explained she would suggest this as a final 

step to completing a paper, telling her students it was "|j]ust to double-check if there's 

anything you'd like to change before you hand in your paper." As Gina summarized this 

lesson, she emphasized, "I'm just saying that I want them to work on their own work, but 

this lesson I feel would come before that" In this situation Gina wanted her students to 

leam about and work objectively with the process of revision before moving on to the 

revision of their own writing. During her lesson on Une Canterbury Tales, Gina 

demonstrated how she would have students look at existing writing before woridng on 

their own. As she previewed the lesson with the students she told them, "What we're 

going to do today will help you know or get an idea of how to collect details, organize, and 

order them before you begin writing your character sketch." Gina then provided the 

students with a worksheet with marked spaces for the character's name and the headings 

"appearance," "actions," and "personality." As she handed out the worksheet she 

explained, "This sheet will just help you organize the information and the details you take 

from the passage. Then you can refer to it if you need to when writing your character 

sketch." Toward the end of the lesson Gina pointed out to the students the value in 

conducting this step of prewriting: "You know organizing your infomiation before you 

write is helpful." Again, Gina had structured the lesson to engage students with an existing 

piece of writing, note particular characteristics, and then apply what they had leamed to 
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their own writing. After the lesson Gina suggested if she were to teach the lesson again, 

she would have students do their own writing during class, as she explained, "I would give 

a minimal focus on Chaucer, maybe just have them look at one character more in depth, 

and then actually have them write on one." And Gina discussed how she would use the 

Frost poem for Planning Task II in a similar manner, offering, They could use it as a 

model for writing their own poems, maybe on a decision they made and how it turned out." 

While Gina had few writing activities during her final observations, she did use reflective 

"Silent Daily Writing" as a prereading activity; more important, Gina noted the paucity of 

writing lessons and commented, 'There just isn't enough time to do all the writing I'd 

like." At one point Gina said, "I want my class to be a writing lab." Through her other 

ideas and explanations Gina described this "writing lab" as encouraging students to 

carefully examine the writing of others in a focused manner, then using what they had 

learned to structure and strengthen their own writing as they moved from more personal 

writing on to more technical types of writing. Qeariy Gina had a developmental process in 

mind as she thought of structuring her students' writing experiences. 

Throughout her archive Gina also expressed the sequential view she held of the 

study of literature. Actually, the Hist use of literature may have been that discussed above, 

as Gina encouraged her students to use written work to model and improve their own 

writing. But when Gina typically discussed literature she referred to fiction and more 

traditional types of literary analysis. In describing this type of literary study, one factor 

Gina emphasized was that students should begin studying shorter works and then gradually 

move onto longer pieces. During one interview she referred to a seven-line poem by e e 

cummings and commented, "This can be taught at a young age - whenever you're 

introducing poetry." As she discussed middle school curriculum she indicated these 
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younger students would study "short stories, literature, probably not too much, more 

simple stufT for them." She reiterated this focus on shorter works in her personal theory of 

the content, as she wrote of her middle school students, "1 would include poetry and short 

stories throughout the year so that they are not overwhelmed by one subject" and went on 

to mention "adolescent novels." Indeed, for her final observations Gina's middle school 

students looked at a short story and, at the end of the year, worked through Old Yeller, 

after which Gina commented, 'Talking through it was the main goal" and that "indepth 

questions in groups on their own is not as successful" at this age. She also suggested this 

might be a good age to introduce young adult literature, surmising, "1 guess, young adult 

fiction from what I can see is ahnost like a stepping stone from children's books to adult 

literature. I think maybe this is a middle ground." To Gina, this "stepping stone" was a 

critical one, because "[o]therwise if they're jumi»ng from children's h'terature into adult 

literature they might get lost" During one interview she suggested that "at tenth grade you 

can expect them to understand [Walden]. Or maybe working into it; maybe this is the first 

difficult novel that they'll read." With this conunent Gina suggested that after the middle 

school years students were ready to head into longer, more "difficult novels]" - but 

gradually. This comment also illustrated Gina's notion that in the "beginning of high 

school...they can start analyzing literature and writing on it and using the skills they learned 

eariier." And as she discussed the curriculum for high school seniors, Gina indicated that 

she would "end [the year] by doing some literature" - spending the majoriQr of their time 

honing writing skills, and still just tapping into literary analysis. Finally, at one point Gina 

explained that even within a genre literary study must be approached gradually: "You 

know, if you throw Shakespeare at them at too young an age they're gonna be really lost 

And they might miss everything." Throughout the archive Gina made additional comments 
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that suggested the gradual approach she would take with literary analysis. She indicated 

she would begin with a focus on plot, because "it just seems to me that plot is more 

straightforward." Eventually, Gina felt students reached a point where "then maybe they 

can piece together the plot on their own." This focus on plot was apparent in Gina's final 

lessons, as she had students complete factually-oriented study guides as they read, discuss 

"What happened when...," make predictions about "What do you think will happen?' and 

write "summar[ies] of what they read." Gina did not plan to stop with plot, however. At 

one point she commented, "I think you can analyze characters more in depth than the plot" 

and later wrote, "understanding characters and their role is key to understanding a piece." 

As she had her seventh graders select and identify symbols to represent the character of the 

short story, they were analyzing the character; and Gina's lesson on The Canterbury Tales 

had a definite focus on character analysis for these high school students. Gina also 

commented on the "histoiy" to be learned from literature, as well as "Qpes of writings and 

authors" and perhaps "[a]n appreciation for other countries." And when discussing 

Shakespeare she suggested students could analyze the language by "see[ing] how it has 

changed over time." Finally, Gina expressed the belief that when students were guided 

through carefully reading a woric, "then if you give them another one, then maybe they 

have a better understanding of how to read it and maybe they can go through it better." 

Gina's comments suggested that she herself had a clear "understanding of how to read i '̂ 

that she wanted to teach to her students by beginning with shorter works and progressing 

into more detailed literary analysis, from plot and character to symbolism, metaphor, genre 

and language. One conunent suggested that this was an idea espoused in her teacher 

preparation: "And even as I've been taking my class on teaching different parts of literature, 

you know, novels versus short stories and, it's interesting because it seems like a level of 
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understanding that can be developed per grade." Regardless of the source, Gina seemed to 

believe in a sequential process for exposure to and study of literature. 

Gina's "quick reference sheets" and other handouts for students to fill in as they 

woriced further illustrated how she taught with the idea of order and sequence in mind. 

First, when she described her lesson on conuia splices, Gina emphasized the efficiency of 

a clear orderly worksheet and instructions: "[I]nstead of having them go through a big 

book, they could go to page three and see the three rules for comma splices and check it 

over." This orderliness was taken one step further in her lesson on drafting and revision; 

students could use their handouts as a checklist, as she explained, "So I was thinking I 

would have that as a worksheet or have that be the cover page of their papers with their 

initials saying 'I did check this. I did give it to a friend and have them autograph,' sign that 

they had read it for them." Here students would complete each part of "an actual four-step 

process of what I'd like for you to do before you consider your work complete" and were 

given a method for checking off each step. Similarly, the chart for the Chaucer lesson 

"was to give them an organizational tool, with the worksheet," on which students could 

note their findings into specified categorizations before writing on their own. And the 

study guides Gina provided her students during the final observation functioned in much 

the same way, as she told her students, "Remember, this is a useful study guide for your 

quiz" and even provides an overhead outlining information on the characters as they read. 

Gina created and provided materials that encouraged her students to break the task down 

into smaller pieces, organize the information into logical and useful components, and 

provide a fast and focused reference as they used the information in the future. Again, 

small sequential steps were the key as Gina gave her students these materials. 

Overall, then, as Gina discussed the skills and content she wanted her students to 
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leam, a sense of ordeiiy organizadon and developmental sequence was apparent. Gina 

shared her views about appropriate curriculum by listing and describing distinctly separate 

chunks of skills and content in which she would engage her students. More emphatically, 

she stressed her attempts to organize her classes and lessons into "building blocks" by 

"trying to decide on order and effectiveness of order'" as she planned her lessons. In doing 

so, she related the importance she saw in studying granunar before refining writing, 

examining the worics of others before analyzing one's own, and working with shorter 

pieces of literature and increasing the length of the readings as the depth of analysis along 

with student age and abiliQr increased. Gina demonstrated her views as she taught her 

lessons, providing efficient and focused worksheets for her students as well as taking the 

learning one step at a time. In these ways Gina illustrated her view of English as a subject 

with specific skills and content that was best learned in an organized and sequential 

manner. 

The Role of the English Teacher is to Help Students Improve Their Futures. 

Gina not only identified the knowledge she wanted her students to gain and how 

she wanted to teach it, but she also discussed why her students needed to leam it and how 

she would impress that upon them. Again Gina's focus was on skills over specific 

content, as she emphatically stated, "[Tlliat's what an education is, is bettering yourself for 

the future, rather than just shoveling knowledge" and reiterated as she wrote that she 

wanted her students to "[b]e more knowledgeable about the areas in English to improve 

their everyday lives." Throughout her archive Gina expounded on how English could 

improve her students' lives. Three statements from the proposed theory of the content 

addressed this concept of improvement: "Students should receive useful life skills -in 

communication from their &iglish education;" "Gnunmar and writing should receive more 
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emphasis in the high school grades than literature;" and "Brief pieces of literature that ate 

well-written, relatively easy to understand, and that students can personally relate to should 

be read for enjoyment, personal reflection and response, and as stimuli for writing." Mote 

specifically, Gina expressed her beliefs that the skills of writing, proper grammar, reading, 

and research were vital to a full life. Each of these areas is thoroughly discussed below 

with illustrations from Gina's personal content belief archive. 

Throughout her archive Gina made several statements describing the general 

benefits she felt students could gain through the study of English. During one interview, 

Gina explained, keep going back to that future thing..." that she suggested during the 

sentence completion task: 'The better a person understands English, the easier and more 

interesting life can be for them." At another time, Gina expressed the hope that "[m]aybe I 

can make a difference in the world of my students." On several occasions she related 

potential "differences" that she felt needed to be made, as she mentioned: 

A student writes out a paper and boom, [thinks] it's great. Maybe they don't 

realize "Hey, if 1 check for these things I can make it better." 

(T]hey might think, "Well, Tm really good at grammar and all my words are right;" 

it's like, "Well maybe not your granunar, but maybe your content could be 

better...or maybe your content is great, but maybe just some rewording or changing 

your paragraphs around." 

[Sltudents need to understand that just because it is in print doesn't make it true or 

real. 

We need to be able to figure out spellings without relying on something mechanical. 

(M]aybe catching them before they get into bad habits. 

[Pjeople don't expect people to know grammar anymore...it needs to be taught 
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young. 

We can never assume that a student knows how to effectively read a novel or write 

a paper. 

Many students are making it through high school without even understanding 

proper grammar usage. That is a trend I would like to reverse. 

It seemed that, for Gina, all of the above "trends" were situations she would like to change. 

During one interview she recalled seeing a filled-out job application and lamented, "[H]e's 

in his thirties and he's trying to get a job at [a discount department store] and he can't even 

write a complete sentence." This seemed to be the kind of future Gina wanted to keep her 

students from, as she voiced concern about English education: "[S]tudents are learning 

less and less of the English knowledge they need to work efficiently in our world." In 

Gina's eyes, students needed to know how to write well, spell correctly, use proper 

grammar, and read "effectively" - skills they could develop in their English classes. The 

following paragraphs relate Gina's comments about the beneficial nature of these key 

English skills. 

Gina clearly felt students could improve their writing skills in many ways. She 

provided a hint to the components she viewed as aiding effective writing, as she herself 

wrote that students could work on "just anything that's usable, you know, to your 

writing...grammatical, critical thinking, being able to understand writing, being abb to 

write a complete train of thoughts or ideas, just those key aspects that you need." Several 

times Gina stressed the importance of good writing skills; most obviously was as she 

discussed her lesson for Planning Task I on the importance of revision, explaining she 

would tell her students, "[W]e're going to see how improvements can be made in even the 

best paper" and encouraging them to revise every paper before handing it in. But Gina 
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expressed the desire to improve writing skills not just while her students were in her class^ 

but for their future work as well. That future point in time might have been close at hand, 

as she told her students during her first observation, "More practice will help you, like if 

Mr. A. asked you to write a character sketch on an exam." Gina also suggested the practice 

would help them further down the road, as these examples indicated: "[I want them to 

leam] a way of organizing information for their future writing;" "Hopefully they realize 

they can chart anything to orgam'ze it and to make it clear to themselves;" and "[Y]ou have 

to [know how to spell.] Computers aren't always going to be around...you're handwriting 

a letter, you're writing an assignment, you're writing out questions like this, the computer 

isn't going to help you...you'Fe not always going to have a dictionary around either..." 

Gina also pointed out the value of keeping a journal, not just for school classes but to 

"record significant events," as "a diary, keeping track of experiences or field trips or just 

the things you do, or just a daily journal," or to "keep track of what you've done on a trip " 

And finally, good writing skills would have helped the person filling out the job 

application; in her opinion, "I could never as an employer hire someone who could not 

write a complete sentence." These were just a few of the situations in which Gina felt good 

writing skills would benefit her students. She also explained at one point that writing 

"gives you the power of your words." Gina cleariy felt her students needed to be able to 

express their ideas in clear, organized, and correct writing for the sake of their school 

performance and future lives. In her words, 'They're gonna hate it but they've got to do 

it" Gina viewed acquiring writing skills as something "they've got to do," and offered 

many examples as to how and when these skills would benefit her students. 

Gina also expressed the conviction that knowledge and use of proper grammar was 

important to the quali^ of her students' futures. At one point she said, "[Formal English 
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grammar] mil improve their future. It is a basic to education." Later, she perhaps 

explained in part how grammar was "basic," as she wrote, "I would teach a lot of grammar 

in the middle school years, preparing them for their future high school and beyond." Gina 

definitely saw proper grammar as something students would call upon not only during their 

education, but in their personal and professional lives as well. As she indicated above, 

Gina realized that her students would be writing in many situations, whether in the 

classroom, writing a letter, filling out a job application, or keeping a diary. During one 

interview, she commented that "you will need to recall these [grammatical] rules anytime 

you write in your future." Gina tied grammar in closely with writing; no doubt good 

writing could only be enhanced by the use of good gnumnar, and Gina made several 

references to the benefit of grammar knowledge to her students' futures. 

Similarly, Gina suggested several benefits to students as they used and developed 

their reading skills. First, she again addressed their future lives by explaining how reading 

was a life skill. For example, if a student were to pick up "a newspaper article...it's like, 

they have to understand it to know how it can affect them." Gina mentioned again later that 

reading the newspaper was "a good way to keep informed of what's going on." In general, 

she explained, being able to read "giv[es] them an opportunity to see how many things are 

out there, to further their knowledge with." When a person knew how to read it equipped 

them with a skill "[s]o you're just constantly learning. That's, that's awesome." The 

abiliQr to read, then, would keep her students informed, knowledgeable, and able to leam -

qualities that would last throughout their lives. Gina also expressed the value of reading, 

particularly literature, for personal enjoyment and growth. At one point she suggested 

reading literature could expand a student's knowledge b^: "[M]aybe you're gonna all of a 

sudden read something in literature that is more in terms with the way you feel, and that 
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might just open up a whole window to your writing or your knowledge." During a later 

interview she elaborated on the knowledge that could be gained through reading literature, 

explaining diat "we leam a lot just because it's historical writing" such as "you can see 

what happened" and "everybody lived so different;" literature describes for the reader "the 

way it was" or "what their surroundings were." At another point Gina suggested reading 

literature provided insight into "the role of women in this time," and at yet another point 

explained students might gain "[a]n appreciation for other countries" by reading selections 

from worid literature. Not only could literature provide readers with factual information, 

but it could also provide "exposure to a variety of Qrpes d writings and authors" - basic 

literary knowledge students would need as members of and for participation in their 

inmiediate culture. This included information about writing style and form, as Gina 

explained, "[Tlhey get to see that there are more types of writing that are possible that they 

might want to focus on in their lives." Similariy, she suggested students might gain "An 

appreciation of poetry; rhyme, meter." Gina explained how students benefitted from 

knowledge of long held and commonly recognized literary interpretations: "Or maybe their 

feelings are wrong and they need to be enlightened with a different ending that they didn't 

think of. And dien by seeing the traditional idea they're like, 'Oh, I understand now.'" 

And she also suggested they could "be enlightened" by forming and sharing personal 

interpretations with others; for example, she said, "Poetry is not just dead words. One 

person's poem can have meaning to others." Gina also suggested that the reading of 

literature provided students with basic conunonly held knowledge. One specific example 

she gave was that "[Shakespeare] was a critical, he was just simply a person in our history. 

I think it's important that they get [that]." Similariy she referred to Dickinson as "one of 

the greatest; people remember her poetry." And as Gina discussed Walden, she discussed 
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her belief that knowledgeable people shared common literary information, as she offered, 

"[H]ow many times in your life does a reference to Walden come up? I mean, you can 

make reference to Wakknjvst about someone that likes to be by themselves; or, how many 

sayings does he have that have become famous. I think for students to know that, it's 

something that they won't [forget]." Clearly, Gina felt that die ability to read, appreciate, 

and hold certain knowledge about literary works was important for being an informed 

member of socieQr. Finally, Gina indicated that reading a difficult work of literature could 

provide a sense of personal satisfaction; at one point she said, "I think that's a big 

accomplishment that students can try and overcome, by reading [Shakespeare]." Later Gina 

made a similar conmient about the excerpt from The Bluest Eye by Morrison: "It would 

give them a psychological boost to get through reading it" The sense of achievement that 

students could gain from reading complex pieces was one personal benefit; Gina also 

explained they could leam about themselves by knowing how to reflect on what they had 

read. When discussing what students could leam from reading Walden, Gina explained 

"[t]hat it's okay if you don't fit in with everybody else." During another interview Gina 

discussed personal reflection on literature in general, stating, "I think it's good to bring 

students out from emotional things. I think it's easy for students to hide a lot of things, 

and I think when it's written in print..they have to face emotions that they're having about 

it and personal responses." As these comments suggested, Gina felt students could explore 

and perhaps come to a clearer understanding of their own minds and lives as they read 

literature. They could also acquire knowledge about specific authors, literary works, 

cultures, history, and literary forms that she deemed "important' and suggested other 

"people remember." And the possession of reading skills would aid students in keeping 

informed about current events or to inform themselves about personally relevant topics. 
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Qeariy Gina viewed reading as a skill that allowed students to leam information during 

English class and throughout their lives. 

The final English skill Gina suggested students must leam to improve their future 

lives was researching. During one interview she suggested learning research skills in 

English class would help her students because "at least I've supplied you with an idea of 

how to check a book out of the library so you can figure [a problem] out. Because answers 

just aren't always going to be available; you might have to do some research yourself." At 

another point she elaborated on the same concept: "(T]hat's something that I think students 

need to understand, is actually using the library and using the resources in the library 

including how to use the different computers, computer programs so they can gather 

information." And yet a third time she emphasized, "They need to know how to pull 

information from different areas and make it into one piece." Gina obviously wanted her 

students to know how to search in order to find information. And again she emphasized 

the value this skill would have in her students' future lives, explaining, "Well that's 

something where, if you're researching, that's just one of those things that you might need 

at any time." To this end, Gina suggested she would teach her students how to research 

with future "application" in mind: "I would make sure that one of my lessons would be 

reading materials, where do you get them, application kind of stuff." At another point she 

suggested, "Not just for English purposes, but [they] have to be able to understand how 

to...[write or] talk about a controversy. And you want to use support; well, you have to 

look that up." Later Gina was even more specific about another beyond-the-classroom 

"purpose" for using research skills; "Even in die job market, someone says 'Well, why 

don't you do a presentation for me.' Well if you need support you need to know how to 

do that, and how to write it up effectively." Again, Gina suggested a learning activity that 
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would encourage students to develop skills in identifying logical support, as she indicated 

she would give her students an assignment for which "[they] need to explain ten reasons 

why, with textual support. That makes them really organize and bring facts together and 

make sure they work together." Gina also explained how the fact-finding and support-

giving skills of research aided students in the more general skill of "[c]ritical thinking" 

which she described as "just reasoning, being able to solve things" and as "think[ing] of 

something that's not just right there but something that they're going to find and search for 

an answer and reasons behind it and support it" As she discussed researching skills 

throughout the study tasks, Gina emphasized her belief that these skills would help 

students not only in their schoolwork but in their jobs and personal lives as well, as they 

would be able to find information, develop answers, and provide logical support for their 

conclusions. Definitely Gina felt these were skills that would benefit the students in 

whatever they did. 

Gina did not miss opportunities during the interviews to explain how she would 

impress upon her students the far-reaching benefits of the English skills they were learning. 

As she explained, "I feel like you have to tie it [to their lives]. Otherwise they're not gonna 

understand why they need to know it...I just feel like if they felt it would help them in their 

life, maybe then it would be more benefidal." Later she elaborated on her desire "[t]o point 

that out right away, that 'This is going to benefit you, the lesson today, because you have 

that big paper due.' Because students at this age are always looking for...why we're doing 

this." And several times again she reiterated this point, emphasizing, "And them 

understanding, this is what you've got to do the lesson for," that "you're giving them 

something constructive to do with if beyond the lesson itself, because "[t]hat's what 

English class is all about, to leam the skills that will help them in the future." Gina referred 
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to this statement of future benefit as "almost a kind of itinerary at the beginning of that day" 

to help students understand the value of the skill they were learning. Again, Gina made 

this point several times as she explained her lesson for the first planning task, suggesting 

she would tell her students early on "This is going to benefit you because, even though 

we're reading someone else's work, this is exactly what Til have you do with your work 

later" and would remind them to revise every paper they write. At one point she offered a 

lesson idea and made the futuristic emphasis of the activity quite clean "It's easy with 

students to teach them to underline nouns; but to get a job application and then have them 

underline the nouns." During her teaching, Gina often ran through the day's activities and 

at least provided a short-term goal as encouragement to students to participate in the 

activities. In the lesson on Chaucer Gina frequently reminded her students that the activity 

would help them record organized information "if Mr. A. asked you to write a brief sketch 

of one of these characters..." During her other literature lessons Gina reminded her 

students that their worksheets were "useful study guides" and provided them time in class 

to study from them. And Gina elaborated on die future benefits of the learning activities in 

her students' lives as she discussed the lessons afterwards. After the lesson on The 

Canterbury Tales she emphasized, "It might help them with their future assignments on 

character sketches" and "This way maybe they could understand better what they'd need to 

write in their own character sketch." Also as she reflected on this lesson, Gina noted and 

appreciated the far-reaching possibilities of the teacher's upcoming assignment: "[I]t wasn't 

just figuring out how he did that, how Chaucer did that, but at the same time they got 

interviewing skills out of it They got to figure out how to ask good questions to get 

answers that were in more depth than yes or no, and they got to organize it into a paper." 

After the third final observation, Gina also focused on explaining the bigger skills her 
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students developed during the lesson, such as "havting] to think," "interpretation," and 

"having decisions to make," rather than the more lesson-specific objectives of 

"[ejvaluating" the story and "correcting spelling errors" she had written on her lesson 

plans. Although during her teaching Gina seemed to fall short of emphasizing the later-life 

value of the skills they were learning, she cleariy had these future benefits in mind and 

valued the teaching practice of communicating this to her students as she reflected on her 

lessons and lesson ideas. 

As Gina discussed the skills and content she wanted her students to leam, her view 

that English skills could benefit and improve her students' lives was evident. As she said, 

"I just feel like &iglish is a building block to the future." The key components of this 

building block seemed to be the skills of writing, proper granunar, reading for knowledge, 

and researching for information. Gina gave several examples to illustrate her statement that 

"Everything we do in life is around reading and writing" in some way, and she made 

attempts to communicate that fact to her students. The ultimate value with which Gina 

attributed her teaching subject was most evident as she concluded her personal theory of the 

content with the conmient, "English is essential for life. What better reasons could there be 

to teach it?* 

Students Have Basic Needs Which Must be Met in Order for Them to Leam. 

Although Gina expressed clear opinions about what students should leam and why, 

she also shared knowledge she held about her students that she believed aided her in 

teaching effectively. In previous sections of this analysis two student needs had already 

been addressed: first, the need for sequential skill development offered in small stages in 

accordance with students' capabilities; and second, the need for explicit understanding of 

the future benefit of the learning activities. Gina's expression and illustration of these two 
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needs have been dioioughly discussed; this section of the analysis focuses on three 

additional learning needs addressed throughout Gina's archive. These additional needs as 

well as the teaching methods Gina espoused to meet them were in part identified in the 

statement "Brief pieces of literature that are well-written, relatively easy to understand, and 

that students can personally relate to should be read for enjoyment, personal reflection and 

response, and as stimuli for writing" from Gina's proposed theory of the content. In 

particular, Gina expressed that her knowledge of students' needs for choice, pursuit of 

interests, and involvement in learning experiences would help her in her role as teacher to 

gm'de them in their learm'ng. These topics are explored in the paragraphs below. 

Throughout her archive Gina mentioned the need she saw for students to have 

choice in the learning activities they participated in. As she wrote for die sentence 

completion task, Gina felt that "Students leam differendy and are excited about different 

aspects of life." Later she suggested that, as a teacher, "if they're really excited about 

[something]," she would "just let them do that" At anodier point Gina provided a specific 

example that perhaps explained her rationale behind allowing students to choose activities 

that excited them: "If you limit it to saying 'Okay, you need to answer forty multiple choice 

questions on The Scarlet Letter or something' - maybe [a student] understood it but [he] 

just didn't enjoy it really" - suggesting that the student might not leam or perform as well as 

possible. Gina provided many means she would use as a teacher to ward against this 

situation. When writing, Gina felt "they should be presented with many topic choices" and 

later explained that students should write about "any aspect of the literature they would like 

to write abou '̂ and also wrote that they should write about "Anything and everything that 

they feel is important" She offered several specific examples of writing assignments that 

allowed for choice, such as telling a student '"[Qf you don't like what a character is, if you 
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could talk about this controversy' - it's like, 'Go for it.'" She also suggested, "[Y]ou could 

give them two choices on what to write a paper about" At another point Gina offered, 

students could create "maybe group reports where they could bring in...what they thought 

was important about the country, the history." Gina's final lessons did not involve much 

writing, let alone choice in it; what there was consisted of filling in worksheets, multiple 

choice tests, and responses to open-ended but focused questions, such as "Place yourself 

in Alas, Babylon. Do you have what it takes to survive?" However, she did explain after 

the lessons that time was limited and that she "would [like to] give them a creative writing 

topic, not tied to the book." She also made reference to fairy tale and script writing projects 

that focused more on form than specific content; students could choose what these projects 

would be about Gina made one comment that explained her reasons for giving them 

choice in writing topics, as she said, "It's not that one topic is better than the other but if 

they could learn more doing it one way, then that's what I feel they need to be encouraged 

to do." Clearly Gina wanted them to "learn more;" as she was focusing on writing skills, 

content had less relevance. She reiterated this idea as she suggested a student's journal was 

"kind of an expression of themselves" and that "maybe they can have two entries a week 

that I don't read." Gina planned to give her students choice over what they wrote and, at 

times, what they would do with it 

Similarly, Gina wanted to give her students choice in the literature they would read 

and how they would study it She suggested that perhaps "they could choose between two 

books;" she commented, "I think it would be interesting to let the students choose an article 

out of here that they would enjoy reading." Again, Gina offered a possible explanation for 

the benefit she saw in allowing students choice in the works they studied: "I think if you 

catch a lot of these in like the ninth or tenth grades where like, they're old enough to 
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understand it, get some exposure and maybe then could choose for themselves what they're 

interested in the most as they get older." Here again she suggested the importance of 

developing personal preferences in text selection. So Gina would allow students some 

choice in selecting what they were to read; again this was not apparent in her planned or 

taught lessons, but she clearly had the notion of doing so. Gina did suggest that she would 

allow students freedom of response to the literature that they read, as she explained, "[I]f 

they happen to have an opinion or a side angle about a story diat they want to voice, you 

know, that's why the literature is there, to conunent on. So I think that's appropriate for a 

classroom." As an example she offered, "Someone might read 'The Raven' by Edgar 

Allan Pbe and think it's brilliant and think it's happy and you can't argue with them 

because they have that reaction." As she taught Gina did encourage open discussions about 

the literature; for her lesson on revision she planned to begin by asking students "what they 

notice about the two drafts;" in her lesson on The Canterbury Tales she asked, "What kinds 

of questions do you need to ask me to get details about my friend?" and later as they 

discussed the readings she accepted students' findings, asking them to point out "what in 

the passage suggests that" and then affirming their responses with elaboration and positive 

comments; and during her final observations she asked questions such as "What do you 

think the story will be about?" and "What do you think of the story so far?" again 

encouraging students to share if they so chose. For one task she wrote, "I also believe that 

students have the right to interpret different things differently." Thus Gina discussed the 

value she saw in allowing students to at times choose the literature they studied and to have 

die freedom to respond to the literature as they wished. 

As the above examples illustrated, Gina suggested that her students needed to have 

choices as they participated in the learning activities in her class. At one point she 
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explained, "It's like, I really don't like to limit [them]." She did feel that "that might not 

always be the case where you can give them that freedom. But in some cases where you 

could it's probably just as well." Ultimately, Gina expressed students' choice not so much 

as a need but as a right, explaining, "[T]hey have a right to their own opinions and ideas." 

Throughout her archive Gina made several references to how and why she would allow 

students to exercise their own opinions and pursue their own ideas in relation to the 

learning activities she offered in her classroom. 

Gina also referred several times to the need to acknowledge and address students' 

interests in planning and conducting her teaching. As she discussed lesson ideas she 

indicated she had considered students' potential interests when selecting texts; for her 

lesson for Planning Task 1 she had chosen an essay that "I think the students would be 

interested in reading it and I think that it would really interest them in [terms of revision]." 

Similarly, as she looked through The New Yorker she commented, "any of these articles is 

going to fit into your modem day students' interest" She also considered anthologies of 

short stories and poems and suggested, "[studying genres] might open up different areas of 

interest." At another point she questioned, "Whether they'd be interested in reading 

something like [Wakleri\, I'm not sure." And of another text she definitively stated, "You 

are going to lose them before you have them." Finally, she offered a reason for selecting 

texts with students' interest in mind - to "keep their interest moving upwards into levels of 

reading." After her third final observation Gina mentioned that she did indeed select that 

particular short story "because I thought they'd like it." Gina also discussed ways she 

would follow students' interests as she taught, explaining that she would "[I]et students 

voice interests" during lessons and that, in particular, "if they find something really 

interesting you might kind of slip some of that in, if you've gotten through your lesson 
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plan." Again, as she taught she asked open-ended questions that allowed students to 

express personal interests, such as "What do you think of these [items]?' and "How do 

you like Old Teller so far?" Once again Gina offered an explanation as to why she would 

allow students to express their interests and follow them when possible: "Otherwise you 

are going to lose them. They're just not going to have an interest in it at all." Gina also 

acknowledged diat not all students would be interested in what she had to offer. At one 

point she commented, "I feel like so may people dislike writing" and even wrote in her 

personal theory of the content, "I love English and realize that many students do not feel the 

same way. Many do not even enjoy one single aspect of English." Still, Gina took on the 

challenge of attempting to address students' interests as she wrote, 'This is just a teacher's 

responsibility - to create interesting and even fun lessons for students of all ages." 

Perhaps it was due to this realization that not all students would be interested in 

English class that caused Gina to place great emphasis on students' need to be offered 

learning experiences that engaged them in some way. Expressing die relevance of the 

lesson to their lives, offering them choice when possible, and attempting to tap into 

students' interests were all methods Gina expressed as desirable that might facilitate 

students' engagement in a lesson. These methods had also been discussed previously; here 

the focus was on Gina's desire to create lessons that involved the students with the learning 

experiences. In particular, Gina indicated she would choose readings which her students 

could "relate to," as the following comments illustrated: 

I thought students really could relate to it at all levels which, emotionally even it's a 

great piece, really. 

I just feel like it's got enough emotional content that I feel like even a lot of the 

younger students can relate to it at that family relationship. 
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[I]t seems like maybe [young adult novels] have more situations that that age group 

can relate to. 

We could study this - maybe looking at nature as a topic of poetry. Because they 

can relate to that 

Specifically, [we could discuss] how it relates to real life, decision making. 

[T]hey can relate to it..because they can see the images and relate to it easily. 

And they probably can relate it to themselves in a lot of - this person and what he 

was struggling against, and they can relate to that and it pulls them through it 

V^th this you could do a lot of personal interpretations. There are a lot of typical 

problems that maybe they could relate to. 

Guys would like this, I diink - be able to relate to it Hunting and all. 

Gina's repeated acceptance of texts she felt students could "relate to" suggested that she 

wanted them to become involved on a personal level with the reading - particularly from 

having a similar life experience as one or more of the characters in the reading. Perhaps 

Gina's desire for students to be personally involved with a text was clarified by her similar 

comments regarding texts which elicited "reactions;" at one time she conunented, "If 

something has a strong reaction I think you should bring it to them." Then, as she 

explained her choice of readings for the lesson on revision, she indicated an anticipated 

shared enthusiasm for a text she had had a strong personal reaction to: "I think it's just so 

cool when you can give this so students and they'll probably have a similar reaction of 

some sort So I think it's the excitement of bringing something new and interesting to them 

to read." Finally, she explicitly stated the relationship she saw between reaction and 

engagement as she explained, "I think the more emotionally charged it is, the more chance 

that your readers are going to get involved in it they're gonna be able to have some kind of 
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personal reaction to what's happening. I think if you have a stronger personal reaction that 

gets you more involved in the book." Qeariy Gina felt certain texts were more likely to 

draw students in; later she commented, "[I]f you just read a book that they don't have an 

emotional involvement with you never really get through it." 

Gina also suggested that form as well as content could affect students' engagement 

with a reading selection. Of a granmiar text she said, "[T]his text is "QJust not user-

friendly" because, in part, it had "too much explanation;" yet it did benefit from its small 

size because, as Gina spoke in a potential student's voice, "this makes it like, 'Well maybe 

granunar isn't that bad - it's only this big.'" And another text was 'frustrating" because 

"you open it up and look how tiny the print is, you've got notes all over the place," and she 

imagined a student complaining, "'Oh, I've got this much to read.'" On the other hand, 

Gina commented, "I think that [cummings] is something that should be taught because this 

is just a form that is so different and I think the students would get excited about 

interpreting it and really get involved." Similarly, she indicated that Dickinson's poetry was 

also in a form that had potential for engaging students: "She definitely had a very poetic 

style and she's not too difficult to understand for them...you can look at the structure, she 

has a lot of dashes, and why is she using the length of the lines and things like that." As 

these comments suggested, Gina considered what her students would think of a text, even 

based on appearance, and opted to use those the students might find more appealing 

because they might "really get involved." 

Similariy, Gina commented on the form and content of the handouts she provided, 

explaining that she created them to entice her students. Of one handout she recalled, "And I 

had a neat border around the outside...There was enough space, it was in big print, it had a 

cool picture" - suggesting all of these as features her students might find appealing. 
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Similaily, she commented of another, "I tried to come up with a catchy tide for it." And she 

sounded quite proud of the crossword puzzle she created for her first final observation as 

she explained, 'i did this last night on a computer program...It's a fun. different way for 

them to review the reading and practice vocab." Gina described her handouts as '̂ cool," 

"catchy," and 'Tun" - personal opinions, yes; but as she discussed the content of her 

handouts it became ever more apparent that she was hoping her students would view them 

as positively as she did. With one handout her goal was to get students involved in the 

lesson, as she explained, "And they can write down exactly what I write or in their own 

words, and I can get their ideas down too...see if we can get it from their terms...so 

probably get their view of what this is before, without just lecturing straight at them. So 

they are thinking about it, too." She wanted her students to be thinking about the 

information and sharing their views, and described how the handout was designed to 

facilitate that. Gina also explained that she structured her handouts to be simple for 

students to use in working with their own ideas. Of one, she said, "[Ilf you have a couple 

sheets where you wrote down the rules yourself so you could understand them, with 

sentences you created yourself so you can understand them, [then] students are probably 

more likely to use it" And later she commented, "Well, for a student, if you give them a 

list of eight things to do they're not going to do it. So I felt like if I made it three plus give 

it to someone else to read, that it's not too much." As she discussed the handouts she 

created for her students, then, Gina expressed a desire to make them visually engaging, 

encouraging students to write in their own words, and simple to use. In these ways Gina 

indicated her handouts were designed to get her students involved in the leaming activities. 

Gina also structured and conducted the learning activities themselves to encourage 

student involvement with the lesson. As Gina described her activities, eliciting students' 
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"responses" and "reactions" were common endeavors here as well. Outlining various 

activities, Gina said, "I want to ask for reactions," "kind of an overall effect," "kind of an 

emotional response," "And that's where they can come up with their own personal 

[reaction]." Gina also provided specific directions and questions she would "concentrate 

on" in order to receive these responses, such as, "[L]ook at the use of white space on the 

page, how the layout changes literally how things are read;" "Did you like it?" "'[W]hy'd 

they do this?' or *How do you feel about this?' 'How does it affect this?"' or "'[W]ould 

[you] change anything about his writing?'" Gina also suggested she would offer students a 

traditional interpretation of a work of literature and tell them, "'This is what is felt - do you 

agree with this?'" At one point she used the term "leading questions" for these Qrpes of 

open-ended queries and explained that they were "one way you can get your students to 

work on personal stuff like this...Maybe at the end of the chapter there are questions like 

'How did you feel?' or 'Why did the author come to this?"' As she elaborated on this type 

of class discussion, Gina revealed her goal in asking these questions: "[S]o maybe they 

have to think about it, they have to actually write down maybe with some definition, or 

some way to back themselves up, what they think." Gina seemed to want her students to 

participate in class discussion by sharing their responses and reactions to the works they 

had read; the questions she asked requested them to form and express their opinions. And 

as Gina asked these types of questions during her teaching her students were indeed 

involved in the lesson. Her seventh graders were particularly eager to provide recounts of 

what they did and didn't like about Old Yeller, such as "I wish he didn't get bit That ruins 

their whole relationship." And even Gina seemed surprised with the hones^ of their initial 

response after her reading of the short story "Eleven"; "Mr. F. just read that to us a while 

ago in his class. Cool story;" after the lesson Gina said, "I didn't know they'd heard it 
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before. But that's good - I'm giad they at least recognized it. And they knew the details 

really well then " With this response Gina illustrated that her main goal truly was to have 

them involved in discussion and furthering their skills as they worked with the story. In 

fact Gina provided supportive responses to her students' input, suggesting as she 

discussed an activity that "I think it's important to put some of those things on the board, 

some of their responses," and actually doing so on an overhead transparency during her 

first final observation. She was even sure to redirect a student's inappropriate response to 

one question when the proper question came up later on: "Right - Andy, now can you 

explain to us what you were saying before?" Gina worked to create class discussions that 

included students' personal responses and reactions to their readings and encouraged them 

as they shared their thoughts. 

Gina used activities in addition to class discussion to try to engage and involve her 

students in learning. As she related her lesson for Planning Task I, Gina began by 

explaining, "I did a brainstorming activity, just something to get their ideas going about 

writing in general." Once she had them talking and thinking about writing she bad them 

move on to Manning's first draft Similariy, after the second lesson of her final 

observations, Gina explained her decision to post the characters' names and vital 

information on the overhead as they began reading the play out loud: "If you can establish 

for students just by going through the characters what their role is...there's a good chance 

that all of the pieces are going to fall into place." Again, Gina explained how the initial 

activiQr, however brief, helped her students to focus on the lesson. In fact, the opening 

moments of some of her lessons were what she shared as she discussed her final observed 

lessons, describing a student standing on a chair and drof^ing a leaf as she read a poem out 

loud, and referring to her display of symbols for "Eleven" as "just a little something to get 
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them hooked." Gina also noted her students' need for variety as she commented at one 

point, "maybe a couple day activity that's different from reading all the time." She returned 

to this idea of a "breather" off and on in her archive, explaining, "[SJtudents kind of need a 

goal and to say 'Well you know, what if you guys do really well this week, Friday we're 

going to do something a little different' or 'We'll have a free day for you.'" She planned to 

entice her students to remain involved with this type of goal, but also saw it as beneficial in 

and of itself "just to give them something different, to get their minds off of it, to keep 

getting them less stressed out" And one more time Gina returned to the idea of a "free 

day," but explained she would make sure they were still involved in a learning experience: 

"If I feel like, you know what, these kids have been working really hard. And I kind of 

want to give them a day off...instead of just giving them a free day just to read a magazine, 

making it something useful so they get credit for doing, for reading the article instead of 

sitting there." And Gina did have variety as well as free time in the lessons she taught; for 

her final observations, one lesson had students complete and review a crossword puzzle 

study guide; the next had them read part of a play aloud; for the next, she read a story aloud 

for discussion; and the fourth lesson involved review, testing, and discussion of a longer 

work. Her students were very involved as she had them move around the room, work in 

groups, and correct and review their tests and quizzes during class. Gina also indicated in 

one lesson plan that the end of the hour was to be used to "discuss [the] weekend;" another 

time she told her students to "use the remaining time to finish your summaries or talk 

quiedy." Not only did Gina attempt to provide activities that would engage her students, 

she also rewarded them for their concentration with focused free time. Gina's students 

definitely were involved in the lessons. 

Finally, Gina encouraged her students to participate in class activities and classroom 
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life by modeling involvement herself. Hrst, Gina was responsive to her students; she 

noted their behaviors and adjusted accordingly. This was apparent as she recalled a change 

she had made in a peer lesson; the second time she taught the lesson the students completed 

the activity "as a group...because I felt like, a lot of people -1 did it one other time and I did 

it on an individual basis and people felt more self-conscious drawing [by] themselves." In 

this example Gina noticed her students' apparent discomfort and changed her lesson plans; 

she was an engaged member of the class and made accommodations to enhance her 

students' engagement Gina also suggested she planned to pay attention to her students' 

responses as she taught because she wanted to "mak[e] sure I'm being the teacher and 

they're not lost way back there from the first sentence I said because they didn't understand 

the word I used." And Gina did check with her students frequently before moving on in a 

lesson, asking, "Is everybody ready?" "Any questions about that?" and noting, "I'll give 

you all some time to write that down and catch up." Gina demonstrated similar awareness 

during her final observations, as she commented to a student who had been absent, "Good 

to see you. How did it go?' She also slowed the planned pace of a lesson so the class did 

not move on until a student who had been called out returned; when she returned, Gina 

gave her a quick smile and said to the class, "Great Now let's go ahead and take a look 

at.." Comments and behaviors like these suggested Gina was acting as a member of the 

class and implied to the students that they were all equal members in the learning adventure. 

Gina involved herself in the learning activities themselves, as well. During her lesson on 

The Canterbury Tales Gina asked the students to begin by making quick nametags for their 

desks "so I know who you are," and she called the students by their names as the lesson 

progressed. She also pulled up a chair to join each group, listening to their conversations 

with smiles, nods, and words of encouragement such as "Great ideas" and "Keep going." 
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During her final observation lessons Gina also took part in the lesson, reading a part from 

the play and indicating that she would be creating the same project on symbolism as the 

students would be doing in groups. At one point Gina recalled her peer-students' positive 

recognition of her participation in the learning activity: "And I remember that they 

commented on it, they said 'We really liked it that you could bring yourself down to our 

level by showing us that you were an artist at the very end and show and explain what 

[you] did."' Their appreciation was not lost on Gina; perhaps it was one reason why she 

continued making herself an active part of her lessons. Gina also emphasized several times 

the value of one-on-one time between teacher and students. She described one of the 

photos in the Picture Task as ''the student is talking to the teacher" and explained that was 

something she "[would do] - not in a heated situation - but maybe for getting ideas." This 

response suggested again that she saw herself as a member of the class, receiving valuable 

information from her students as individuals. Gina further suggested, "They need 

individual learning time in class. Their homework does not get done at home sometimes; 

they need information from the teacher while they work." And she illustrated this type of 

individual involvement she would have as a teacher as she emphasized the importance for 

students to "get feedback from the teachers...! think that's very important;" Gina would 

provide feedback "if they're writing journals, they need feedback;" she would "P]et them 

know about missed assignments" as she did with her absent student; she explained that she 

planned to hold "[j]ust little feedback sessions," brief "two-minute conversations" with 

each student. As she taught she seemed to do this before and after class, as well as briefly 

during in-class work times. Overall, Gina modeled the involvement she wanted her 

students to have in the lesson activities and the learning process. She quietly yet pointedly 

noted when a student was not quite with the class and was sure to get the student on track 
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quickly and unobtrusively. She herself participated in the learning activities, and also 

demonstrated her concern for and awareness of her students as individuals by finding 

opportunities to work with them individually. In these ways Gina embodied the involved, 

engaged dedication to the class and the learning process that she desired from her students. 

As Gina explained her reasons for selecting and creating her lesson materials and 

planning and carrying out the activities she did, it became clear she wanted to make sure her 

students were engaged in their learning. At one point she simply stated, "I guess I just feel 

like, you have to get students involved;" later she elaborated by explaining that she felt her 

students should be given "the opportunity to stay interested, to stay focused and involved." 

Gina suggested she could provide this opportunity by allowing students choice in materials 

and tasks, considering their interests as she planned and created her lessons, and working 

through her planning and teaching to provide engaging learning activities in an 

involvement-oriented classroom. Ultimately Gina's focus was on her students and meeting 

their learning needs, as she stated, "[M]y main role in the classroom isn't going to be so 

much 'Where's my lesson,' 'Did it work?' or whatever, but 'Are my students responding 

to what I'm teaching?"' For Gina, the students' learning needs cleariy affected her 

teaching. 

Much Can be Learned by Watching Other Teachers with a Critical Eye. 

This final trend in Gina's archive was embodied in collections of recollections she 

related about her life as a student, and strongly related to the first trend discussed because it 

detailed Gina's analyses of and reflections on teachers she had come in contact with. 

However, in this section Gina reflected on what she had learned from studying these 

teachers and how that knowledge shaped her own thoughts and practices regarding the 

teaching of English. In part this trend was suggested by the statement, "Your own 
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experiences as a student - what your teachers did, the courses and activities you took, the 

concepts that you studied - are basically experiences that you 'agree with' as providing a 

solid English education" from the proposed theory of the content In fact, though, Gina 

also discussed a great deal she disagreed with about these teachers' mannerisms, learning 

activities, and views about the content. Gina's positive and negative remarks about these 

teachers are discussed below. 

During one of her initial interviews Gina commented, "I think you like different 

teachers for different reasons." She recalled, "Even in elementary school I was really 

attached to my teachers. And every year when I'd go to leave I'd get really sad." As Gina 

talked about the teachers she "liked," she tended to begin by describing their personal 

mannerisms. One teacher Gina referred to several times in her archive was a favorite 

former Eaglish teacher. She described him as "very laid back, very easy to approach." She 

recalled he was "very free-moving" about the classroom and that "be was always laughing 

and enjoying the time" and was "friendly" toward all his students. Gina used similar 

concepts in identifying characteristics of other teachers whose mannerisms she approved 

of, such as her "favorite professor" who "is so funny" and seemed to enjoy the class 

because "[s]he even makes a game out of some of their activities. And one teacher 

portrayed in the Picture Task had a similar sense of informality as her former Biglish 

teacher, as she noted, "He looks really laid back; he's casually dressed" and indicated her 

approval of him by stating that dressing casually was "[d]efinitely [something I would 

do]." A second teacher portrayed in the Picture Task, Gina pointed out, was "sitting with 

the students" in a circle and conmiented, "That's very comfortable for everyone." And Gina 

used similar terms again when describing characteristics of the teacher "Kim" from the 

Case Analysis task, noting that she had a "relaxed" posture, that "the students seem 
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comfortable with her," that she was "caring" toward her students, and that she used 

"informal chats" to relate to her students. As she summed it up, "Kim is there to help them 

learn." Also from the Gise Analysis task, Gina commented that "[Amy] is also the kind of 

teacher who would touch her students." As Gina talked about these teachers, approval was 

in her voice; but her appreciation for their mannerisms was most apparent as she utilized 

them in her own teaching. Gina dressed neatly yet casually, often in pants and an ironed 

shirt or sweater. She seemed to talk easily with her students before and after class, a 

cluster of them continually hovering around her until she would say, "All right. Til see 

you tomorrow. Get to class." Gina was most often smiling, and appeared calm and 

comfortable in front of her students as she instructed the whole class and as she 

maneuvered from student to student talking quietly during work time. During her 

interviews Gina described herself as "positive," "ambitious," "willing to try, to do better," 

and as "a help[er]." At one time she stressed, "I'm a very compassionate person. Tm a 

people person; I care about my students." The fact that Gina was a "people person" and that 

she "cares about [her] students" was not only evident as she talked about herself, and not 

only as she taught, but also as she identified similar qualities in other teachers she admired. 

At one point Gina conmiented, "I agree with a lot of the teaching methods that my 

high school teachers used." And she did recall several specific learning activities from her 

own junior and senior high school years, as well as her college experiences and the study 

tasks, which had striking similarities to Gina's own practices as a teacher. For example, 

she remembered that her favorite Biglish teacher "gave us like eight essay choices and we 

had to choose five. So he was still giving us enough of a selection that if we just felt we 

couldn't do anything with this one topic, instead of letting it hurt your grade, then you 

wouldn't have to do it" Gina further explained, "I really enjoyed that That was nice that 
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we got to choose to a certain extent." And later she recalled a project from his class that she 

"loved writing " mainly because she was able to choose a topic she felt strongly about: "I 

had to write a paper about an author. And this, what it was is a newspaper article about 

someone else who was in love with the idea of Walden and Thoreau..." As she explained 

why she enjoyed it, it became apparent that she was thoroughly interested and engaged in 

the topic she had chosen, as she said, "It was so neat to find someone else who was excited 

about it" As has already been discussed, Gina hoped to provide her students with choices 

in their learning activities, in part because she wanted her students to follow their own 

interests and enjoy what they were doing. Gina also agreed with many of the practices of 

the teacher "Kim" from the Case Analysis task. For example, "Kim," Gina explained, 

"wants to make connections to their lives" and "ties to real life;" she focused on 

"application of what they know and are learning" and "wants them to get useful skills for 

other things;" and she was interested in "using writing for a purpose" - much as Gina noted 

Mr. A. had done with his character sketch assignment. Again, Gina's personal focus on 

skill development and practical future application of English skills had been thoroughly 

discussed; the commonalities she pointed out in "Kim's" and Nh*. A.'s teaching merely 

emphasized further the value she held in these practices. Further, Gina described "Amy" as 

focusing on "personal interpretation" of literature and encouraging "students relating 

literature to their lives;" again these were practices Gina espoused and demonstrated in her 

own teaching, asking her students to "[p]lace [themselves] in Alas, Babylon" and asking 

them how they felt about Old Yeller. Hnally, Gina enthusiastically described her 

cooperating teacher's method for teaching gramman "I haven't figured out yet how he does 

it, but he blends weekly doses...he somehow incorporated readings and writings, such as 

short stories, and he got this into one big old unit. He mixed it really great..somehow he 
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ties mythology with grammar rules...! think that's a really great way to do it." This stood 

in strong contrast to her own grammar experiences, as she described having a "year long 

course" in which "[T]bat's all it was, was grammar." As his student teacher, Gina most 

assuredly did teach gnunmar in small weekly doses tied into the literature they were 

reading. As these examples indicated, Gina identiHed many teaching practices she agreed 

with, and used herself, as she studied the work of other teachers. 

But Gina looked with a critical eye; the mannerisms and teaching practices she 

disagreed with were much higher in number than those she agreed with. Gma hinted at a 

tendency toward negativiQr as she conmiented, "I think in high school I was mote quick to 

point out the teachers I didn't like" and later, "[S]ometimes it's easier to remember the not 

so good things about teachers." Again, as Gina discussed qualities she disliked about 

certain teachers, she often described mannerisms. She gave examples of two teachers who 

perhaps took the "laid back" approach too far for her liking; one was a college professor 

who "just wanted to sit back and be a part of the class and see what kid of warm fuzzy he 

could create" and the other was one of her former science teachers who "just cared about 

being buddies" with the male students in particular. These were mannerisms, Gina said, "I 

have no use for" and commented once on the fact that "[w]e were talking about that once, 

about how young teachers often want to be the students' friends. And you can't do that; 

there's a balance." Gina's relationships with students suggested that she was working on 

finding the balance that these two teachers, in her opinion, missed completely; she kept her 

students on task with a down-to-business air, yet chatted with them briefly about personal 

matters as she checked on their work. Gina also identified teacher mannerisms that 

bordered on the cold; as she discussed the case of "Beth" Gina referred to her as "not very 

sensitive" and described her as "just absorbed in the facts being presented;" and although 
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"Sarah" sought to "einpow[er] the students," Gina felt she was not veiy involved with her 

students, explaining, "they're learning by themselves; she's just checking with the group " 

Again, Gina's expressed desire for and demonstrated characteristic of interacting on a 

personal level with her students stood in stark contrast to her descriptions of these two 

teachers. Finally, Gina related an incident involving two of her preservice peers that she 

felt would "mess [students] up for life:" 

[Hie actually spelled three or four words wrong on the board, and another giri 

spelled one or two words wrong. And this was on the board, this was a lesson that 

they're supposed to be helping us and I'm sitting over here going - and to me, I 

was like, okay, this isn't in front of the classroom, but you write that on the board, 

maybe the student before was like, "Well, that's the way the teacher wrote it" 

Then they're gonna be messed up for life. 

Qearly Gina found this behavior inexcusable; and in general, she did not hesitate to point 

out examples of what she viewed as undesirable teacher behaviors in the teachers around 

her. This was true even where her favorite English teacher was concerned; after going 

back to visit with him Gina felt that "it's false - it's almost like he doesn't know how to talk 

to me on my level now" and that he "wasn't excited" to see her. This "false" behavior was 

just as disconcerting to Gina as the improper spelling, the lack of concern for students, and 

the over-friendliness of the behaviors she had pointed out as inappropriate teacher 

characteristics. 

Gina also discussed teaching methods and instructional practices she disagreed with 

as she discussed teachers she knew. Some of these practices she put an end to on the spot, 

often with harsh and rather unforgiving words; for example, she explained, "fTIhere were 

things that we knew were bad teaching but now I can look and validate it and say, you 
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know, he wasn't really that legitimate of a teacher." Gina applied this tone of finality to 

what she referred to as "teacher talk;" for example, she insisted, "You can't sit up in front 

of the class, on literature, and say, 'Okay, this is imagery...this is a point where imagery 

takes place.'" Gina similarly expressed disapproval of the "facts, formulas, and reviews" 

contained in "Beth's" lecture to the students. She also personally disagreed with the social 

constructivist approach described in the case of "Sarah," commenting, "This is way too 

much discovery. I could not teach this way." And although she approved of "Amy's" 

"touch" with students, Gina described "Amy's" teaching as "too freestyle" and concluded, 

"There is no content. I couldn't teach that way." Similarly, even though she felt she was 

very like "Kim," Gina looked closely and pointed to the fact that "[Kimj's not enough into 

literature for me." Gina studied her fellow teachers with close scrutiny and uncovered 

teaching practices that she simply disagreed with. 

Gina took an interesting route as she discussed several other teaching practices she 

disagreed with; rather than disagreeing to the end, she offered her own suggestions of how 

they could be improved. For example, she recalled, "We had to memorize a really long 

French poem...and I remember we struggled...it was hard to do." Gina later expressed her 

concem that "[memorizing literature] might frustrate students and turn them off to literary 

works." Instead, she suggested "having them go over worics and reading them out loud," 

as she did with the short story "Eleven." Gina also disagreed with the practice of calling 

students to the front to demonstrate their learning. As she explained, "It really puts the 

students on the spot" and pointed out, "(The student] might be missing [the teacher's] 

lecture, because she's not listening because she's nervous." Gina also recalled, "I had a 

bad personal experience in calculus when I had to put a problem on the board." However, 

she suggested, "It can be productive if you're not singling them ouf' or "[m]aybe if they 
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came up with the informatioii" and concluded, "If it was something preplanned, that they 

had written out - like groups reporting information" then she would agree with having 

students step up to the front of the room to show what they had learned. Gina 

demonstrated this as she taught, by allowing the students time to prepare group 

presentations on symbolism and by calling on a student whom had provided a good answer 

in his group discussion. Gina also pointed to the fact that "[S]ome teachers go into 

elaborate detail doing whole units on specifically drama;" at another time she commented, 

"I don't think I'd be putting on a play or having them act out like five scenes each or 

anything." However, she suggested she might read portions of plays aloud - as she later 

did during her student teaching assignment - because "I think it's beneficial for the students 

to see another side that writing can come to life, almost" And although Gina initially said, 

"I can't imagine" using cartoons in her teaching because "there's nothing there," she later 

suggested, "I think it's really cute how you could start a class talking about anything like 

that That maybe you could tie it in some way;" and a little later she suggested, "You might 

be able to use it for dialog;" and finally she returned to the idea one more time and 

supposed it would be good for "creative writing. Have them write a comic strip." In this 

situation Gina eventually offered several ways she might use comic strips in her teaching. 

Gina also disagreed with the methods used in her expository writing course because they 

were "monotonous;" she explained, "[WJe're writing five papers in the semester and every 

other day all we do is read four [essays]...get into four groups, and answer a couple 

questions and tell the class about the essay." The variety in the instructional methods and 

activities Gina selected for her final observed lessons showed how she avoided monotony. 

Gina also expressed concem about the paper assignments in her expository writing course 

because they were "on everyday topics;" she wrote her last paper "in one night To me that 
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didn't mean anything" because "I didn't leam anything from it really." While Gina valued 

reading and discussing essays for improving writing, she felt that they should be 

"incorporating sources" in their papers and '̂ vriting on topics with meaning;" Gina's own 

emphasis on writing skills, "technical and report writing," and "using textual support" had 

already been well documented, so it was logical that these were the suggestions she should 

make for this situation. Finally, Gina recalled the approach her college professors used for 

discussing literature: 

[A] lot of professors don't ask for personal response. I mean usually they'll say 

"Well how'd you like it?" But other than that there's not too much; there's actually 

- I've found some professors that are, "This is the way it is, this is the way it's 

not" And if you speak your voice it's "Well I don't think so." You almost feel like 

you don't want to say anything. It's actually been frustrating. When her way is 

right and our way is wrong. 

Gina described this as "[h]er personal interpretation forced on us;" definitely she disagreed 

with this as she mentioned the "frustrati[on]" and the sense of feeling "wrong." Gina did 

comment that "[Your interpretation] is hard not to teach, I think," and as she offered her 

suggestion of how to conduct discussions on literature, she suggested how a teacher could 

share her interpretation without overpowering the students: "I think you can express [your 

interpretation]. And I guess in some way maybe you could say, ask your students, 'How 

did you feel about it?' and listen to them and say 'Maybe that is a possibility' instead of 

saying 'I don't think so.'" Gina continued with this idea later, explaining, "I think it's 

better if you hear the students' voices before your own. Because they think you're the 

teacher, they think you're right So they're gonna think your interpretation's tight" In this 

way, Gina felt she could share her knowledge with the students without "overstepping the 



335 

boundaries on what other students have read " These concerns and suggestions were 

similar to Gina's discussion of the case of "Beth;" she described "Beth's" literary 

discussion as "not a whole-hearted discussion; it's mostly teacher talk" and suggested, 

"She should ask the students what they think theme is," "give more questions to the 

students to support them in discussing theme," and "guide them rather than tell them what 

theme or the theme is " And as has been previously discussed, Gina did conduct her 

literature discussions as response-sharing sessions, moderating the discussion while 

participating as a member with her students. Gina even conmiented on the fact that, until 

her student teaching, her practice teaching opportunities had been "all for peers. I think 

that's one thing I have a problem with." Later she commented, "[T]he thing is, is that I 

have not taught students...! feel like, wow, I mean, all these lessons are going great with 

people my age, but...when I begin student teaching that's my 100% first time that I teach. 

And I think diat that's kind of, that's something that's not right." Instead, she "wish[ed] it 

was more like the elementary program. They work with students all the time; they're ready 

when they get to their student teaching." Given Gina's personal focus on practical 

application of skills, her dissatisfaction with this leaning experience was not surprising. 

Through these examples Gina demonstrated her ability to not only identify practices she 

disagreed with, but also to reflect on the situations and modify the practices to be more 

compatible with her own views about the teaching and learning of English. 

At times Gina offered her suggestions to improve the curricular set up of classes 

she had had as a student For example, she recalled a mythology course that was "one 

whole semester" which "was too long" because "the kids get so sick of having, you know, 

stories after stories." Instead, Gina suggested, "[I]t would've been so great if they 

would've organized it, just woric[ed] a couple [topics] together." She also commented 
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about the impact of that experience on her own teaching, explaining, "And I think that's 

why I like a lot of variety." This was an additional concern Gina voiced about her college 

expository writing class: "[WJe have a semester class of that I don't think it's worth that 

long of a time " Instead, she felt "{Tit could be incorporated into one of our other courses." 

Similarly, she recalled having "a language skills class and that's all it was, was grammar;" 

she explained, "and I hated it. Every single day for a whole semester was pure grammar." 

Worst of all, she thought, "I probably didn't absorb any of it." This was most likely the 

experience that led her to write in her personal theory of the content, "1 feel that when you 

try teaching eighth graders a whole semester of granmiar, somewhere along the way they 

are sure to develop a 'hatred' for English without learning about all the other options out 

there. I want to open their minds to English, not close diem." And, she emphasized, the 

answer was not to do what "a lot of English teachers are gonna [do]; grammar rock you. 

And assume that a video is going to summarize grammar rules." Gina offered her solution 

to this problematic course as well: "I think they should have grammar ahnost every year 

incorporated into their class somehow" and continued, "I think in order for kids to really 

leara it, I think you have to combine it though, like N/b-. B. is doing." In discussing these 

experiences Gina suggested that topics should not be taught separately, but "incorporated;" 

perhaps this orientation was further explained by Gina's focus on skill development In 

any case, Gina again noted what she disagreed with and offered suggestions for change -

changes that would have seemed to bring the classes more in line with the views she herself 

held. 

Throughout her archive, then, Gina conmiented on teachers she had been exposed 

to and reflected on their mannerisms and teaching practices. She related some that she 

agreed with, which did appear in her own teaching; and she noted many that she disagreed 
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with. Often as she discussed something she disagreed with, Gina offered a change that 

brought the learning situation more in line with her own stated preferences and 

demonstrated practices. Gina clearly recognized at least some of the influence other 

teachers had had on her teaching preferences, as she explained, "I think a lot of my Biglish 

classes that I look back on from as early as sixth grade and up, I can remember them that 

even now as I prepare to student teach there are ideas from maybe a seventh grade teacher 

that I'm pulling out that I want to use with my classes." She also noted, "I guess there are a 

lot of teaching methods that college professors have that I disagree with." But with few 

exceptions, Gina rarely identified die affect other teachers' teaching might have had on her 

own practices. Instead, it seemed that Gina's habit of "playing teacher" and "watching 

what they're doing" bad become one of her own teaching practices; she took opportunities 

to reflect on what she saw and made her own judgements, such as "I think that's just great" 

or "I couldn't teach that way." In this way, Gina demonstrated how she learned about 

teaching by watching other teachers and critiquing their performances. 

Summary. 

The above description of Gina's thoughts about English, teaching, and the teaching 

of English was illustrated and detailed by the contents of her personal content beliefs 

archive. The five major concepts that seemed to run through Gina's archive were that 

teaching was a performance ait; English content and skills should be taught in small, 

sequential steps; the role of die English teacher was to help students improve dieir futures; 

students had basic needs which had to be met in order for them to leam; and that much 

could be leamed by watching other teachers with a critical eye. These five concepts 

supported one another, creating a solid foundation from which Gina expressed and carried 

out her thoughts and ideas about the teaching of Biglish. 
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Vicki 

In analyzing Yield's personal content belief archive, several trends in the content of 

her archive became apparent A general summary of some of Vicki's most common 

responses throughout the study was helpful in understanding her perspective on English 

and its teaching. Therefore, the following is a thorough discussion of four of Yield's 

thoughts about English as frequently expressed during the tasks of the study. These trends 

can be generally stated as follows: 

1. English is a complex subject 

2. Students leam practical and useful skills and content in English classes. 

3. The role of the English teacher is to encourage students as well as to educate 

them. 

4. There is sdll a lot to leam about Eagh'sh and its teaching. 

In the following sections each of these four statements is elaborated upon with explanations 

and examples from Yicki's personal content belief archive. 

English is a Complex Subject. 

Yicki's concept map (Appendix K, Item 1) provided a deceptively simple and clear-

cut representation of her view of English. Specifically, it oudined what she referred to as 

the "four domains" of the subject - speaking, listening, reading, and writing - and the four 

or five subtopics she related to each. But in explaining her map and throughout her 

archive, Yicki revealed a much more dynamic and expansive conception of the subject she 

would teach which she referred to as, alternately, "English,** "language arts," and "the 

humanities." This notion was suggested in the proposed theory of the content by the 

statement "There are important authors and important works of literature that should be 

studied so students can share in our culture and literary/linguistic history." Not only did 
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Vicki explain the interdependence of her four domains of Baglish, but also how English 

connected with other subject areas. 

In explaining her concept map, Vicki named and discussed the skills and content 

she related to each of the "four domains." One domain was "listening," which in Vicki's 

view happened during lecture and groupwork and involved "all the things you take in." A 

second domain was "speaking." Vicki explained that oral presentations, reading plays out 

loud and presenting skits were all ways "speaking" was used in the field of English. A 

third domain was "writing." Vicki included reports, essay tests, journals, note taking, 

grammar and spelling in the "writing" category and explained that these were skills for 

"personal expression." And the fourth domain Vicki identified was "reading." Vicki broke 

"reading" down mainly by genre and included vocabulary development in this area as well. 

Although Vicki's map of English involved four separate areas, she felt that "English 

is per se these [points to literature and writing] and gnunmar and spelling too" and that "as 

BigUsh people we could get more into the literature aspect of it." Throughout her archive, 

although many tasks allowed her to bring in any aspect of the language arts, Vicki tended to 

speak primarily in terms of reading, discussing, and writing about literary works. All but 

one of the lessons she selected for inclusion in the study centered on a work of literature, 

including Romeo and Juliet, "Casey at the Bat," Animal Farm, The Canterbury Tales, and 

an array of poems for students to select from. When presented a listing of potential topics 

for inclusion in her Biglish class she hesitated about creative writing, speech, drama, and 

film; yet she indicated she would require her students to study ail other literary genres and 

ways of studjdng and writing about literature listed and even added some of her own (such 

as music, lyric poetry, and historical background of authors and worics). The lesson ideas 

she offered and personal experiences she shared most often involved the study of literature. 



340 

such as ways to engage students in English tasks, stories of students she had tutored in 

poetry, and arguments over interpretations in her courses. Vicki did not exclude speaking, 

listening, or writing when she talked about teaching Qiglish, but she often used literature 

as the hub around which the other three were taught. This could be seen in each of her 

lesson plans; she had her students discuss, analyze, and write about portions of Romeo and 

Juliet (idendfying and presenting literary elements in groups). The Canterbury Tales 

(discussing characterizations in groups, then writing and sharing characterizations 

individually), poems (preparing written and oral explications and readings in pairs), and 

Animal Farm (completing study guides individually and preparing video book reports in 

groups). 

IDespite her focus on the study of literature, Vicki herself acknowledged that she 

saw four distinct areas that were nonetheless intricately intertwined; as she explained her 

concept map, "I divided it into four domains that are involved in English...! kind of split it 

off, but it's a whole." The first hint of the complexity of Vicki's views of English came as 

she explained her concept map. At one point Vicki drew an arrow diagonally from 

"listening" to "speaking" and explained that these were "communication skills." In Vicki's 

mind these commum'cation skills included expressing one's ideas cleariy to others and 

understanding the ideas others had to offer. She went on to explain that "reading and 

writing are communication too, but [are more] literary." In this sense Vicki explained that 

ideas needed to be "conununicated and received" in written form as well. Once this rather 

logical set of connections had been established, Vicki drew a perpendicular line down the 

middle of the page and said of "writing" and "speaking": "These are the expressive 

communication skills...like you may use a particular spelling, like spelling color 'c-o-l-o-u-

r*, that says something about you as an individual, or even a certain dialect" "Listening" 
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and "reading," on the other half of the map, were "comprehension communication skills." 

As Vicki drew these lines connecting and dividing the "four domains of English," the 

simplicity of the map quickly faded. 

And Vicki further demonstrated the interdependence of the four domains at other 

points in her archive. When discussing students' writing topics, Vicki said, "So much of 

the writing, you're not just teaching that separate from the literary interpretation; so if you 

have [literature] to write on, instead of having them come up with topics - it kind of kills 

two birds with one stone." Later her words gave a potential explanation of why: 

"[B]ecause you have the [literature] there, it's something to focus on and to generate the 

ideas and structure, because it's so hard for students because they don't have a lot of 

background experiences to write on so it's hard for them to generate ideas. So they have 

something to focus on. And that helps them to develop that, the writing, and to focus the 

writing to have this as a topic." In this way the "reading" domain and the "writing" domain 

supported one another for lesson activities and for students' teaming. She reiterated this 

while discussing a successful lesson in which students wrote a poem following a formula 

model and example: "[I]t wasn't intimidating coming up with ideas. They could be 

successful." At another point Vicki tied in grammar with the study of literature as well, 

suggesting, "[I]t should be taught in conjunction with written work, with the writing so 

they practice seeing how that's used. And that sort of ties it in with the literature stuff." 

Similarly, she explained, "I can't see [teaching spelling lists] unless it's related to what 

they're reading and speaking as well, so you leam the pronunciation." The interdependence 

of Vicki's four domains of English was apparent in her lesson plans and teaching as well. 

Every lesson she chose for observation involved students communicating their ideas in 

small or large groups; each lesson involved students orally sharing their thoughts as 
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spurred by a piece of literature, save one lesson on test-taking skills in which they reacted 

to a piece of student writing; and most lessons gave students the opportunity to write 

individually as well, whether by completing a study guide or preparing notes for a 

presentation. When explaining her concept map Vicki expressed the desire for "every 

lesson [to] touch on all four domains, at least in some way." In her teaching she seemed to 

be able to do so. 

Throughout her archive Vicki also discussed the "connectedness" of the topics of 

the English curriculum with those of related disciplines, particularly with the study of 

literature. Indeed, Vicki often suggested that English was a subject that was connected to 

many other subjects, in particular the social and psychological sciences and fine arts. As 

she first explained her choice to teach English, Vicki revealed an expansive definition of the 

subject, as she said, "literature, aaah; art, aaah; that's die stuff diat really turns me 

on...people who are interested in the humanities are going to concerts, seeing plays, 

they're playing music themselves, they're reading books; it's your lifestyle." Vicki 

explained her reference to EngUsh as "the humanities" by recalling her first college 

experience: "I just remember walking out of classes and my head would just be teeming 

with ideas, you know, all the connections." When encouraged to explain what she meant 

by connections, Vicki elaborated that several of her Biglish and French courses in 

particular tied literature with "philosophy, history, [and] psychology." As an example, she 

recalled a French professor who selected a piece of literature that had been banned in 

France and, in Vicki's words, told the class "so now we're going to read it and historically 

look back and go, why...why did it create this scandal? Why was everyone so upset?" 

These personal experiences had cleariy influenced Vicki's view of EngUsh and how it 

should be taught in relation to other subjects. At one point in her archive Vicki explained 
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that when teaching literature she would teach "the historical stuff' because "whenever 

you're reading something it comes in there...you're looking at the times, looking at how it 

relates. You end up teaching a little social studies. Because I think you always have to, 

when you're reading things, you always have to look in context" At another point Vicki 

also brought in the psychological aspect of studying literature, as she explained, "|T]o me 

that's what a lot of this is about, because it's human expression and the human condition. 

What you're studying is people and the way they are." Again, Vicki had had personal 

experiences as a student that helped her see this connection between literature and 

psychology. During one interview she mentioned both a business course and also a more 

recent course in multiculturalism as using literature to study "human relations, you can 

leara that through the humanities and studying literature and you can leam about human 

beings, as they are...these are real people, so you're learning those [human relations] 

skills." And Vicki mentioned "connections" again when referring to a college literary 

criticism course in which "we didn't just write about novels and plays," but also critiqued 

paintings and musical works with the task of explaining, "[H]ow would you describe the 

culture portrayed by this? So it's like, you leam about other things through [interpretive 

criticism]." As had been discussed previously, Vicki's lesson plans and observed lessons 

showed her providing historical background on authors and literary works (including a 

brief introduction to Marxist philosophy) and in one lesson making references to music. 

Although these connections lacked the depth she recalled experiencing as a student and 

suggested as lesson ideas, Vicki did make attempts at connecting other disciplines to 

English - particulariy history. 

Perhaps Vicki's view of her teaching subject was most cleariy expressed as she 

explained: 
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Teaching [English] seems like it is kind of a center; there's a pivotal point to that -

there are things you can do relating to all the other [humanities] - because BigUsh, 

that's your language, number one; it's what you speak; it's how you express 

yourself, and then the different forms of the arts kind of take off from that...if you 

have that much to start with, an understanding of your whole human being-ness, 

then that sort of encourages it. 

Throughout her archive Vicki exemplified the relations she saw, both among the 'Your 

domains" of English and in conjunction with other disciplines, that tied the humanities and 

the arts into what her students were studying in English class. And her planned and taught 

lessons showed preliminary moves toward doing so. As she began her personal theory of 

the content, Vicki wrote, "English education extends beyond the study of literature..." For 

Vicki it was indeed a "whole human being-ness" that came with the study of English - quite 

a complex conception of a subjea she initially represented with four simple words. 

Students Lecan Practical and Usefid Skills and Content in English Classes. 

Vicki's archive was full of direct and indirect indications of her objectives for her 

students. Overall she seemed to feel that the study of English could intrigue students and 

benefit them at the personal level. First, she felt that students needed to respond in a 

personal manner to literature, both in discussion and in writing. Second, she felt that 

students needed to leam to express their ideas clearly and logically, particularly in writing. 

Third, she felt students should leam specific information related to the study of English. 

These aspects of Biglish were suggested by the statements, "Most writing in English 

classes should be in response to literature or personal interests," "A proper English 

education allows students to gain life skills in expressing themselves, exploring their 

interests, and enjoying reading,'* and 'There are important authors and important works of 
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literature that should be studied so students can share in our culture and literary/linguistic 

history" from the proposed theory of the content. The following discussion explained why 

and how Vicki believed "you have to encourage these kids to think and feel and express." 

Having the students form and share their personal reactions to literature was one 

concern that ran throughout Vicki's archive. To achieve this, Vicki emphasized that she 

would primarily select texts which she felt her students would be able to understand and 

respond to in a personal manner. For example, she liked Thoreau because "He's probably 

easier to read and to understand. He writes real simply." Similarly, she selected The 

Road Not Taken" by Frost as a piece she would teach in part because it "tells a story." In 

this case students could possibly recall "any decision you made in your life and how things 

might be different if you'd made a different decision. And especially if you've, like, taken 

a risk." And because we had all taken risks in our lives, Vicki felt the poem is "[vjery easy 

to relate to." Vicki also indicated she would use a lot of short stories "just because they are 

so concise and powerful; they would provoke passion." This passion provoked by these 

powerful works would presumably make it easier for students to respond in a personal 

manner. Vicki also wanted her students to read young adult fiction because "[ilt has much 

appeal to its audience." This "appeal" would again evoke personal reactions to the text. 

Vicki only briefly discussed her selection of texts after her taught lessons, but the students' 

interests were cleariy in her mind as she explained she selected items for "familiari^* to the 

students; about ideas "they could relate to," such as a strict schoolteacher; and "tried to find 

easier vocabulary" and "shorter" pieces for them to woric with. Vicki also seemed to 

question her cooperating teacher's text suggestion for one lesson because "I don't like 

baseball and didn't know if all the kids would like the poem either.** And after another 

lesson, Vicki lamented that students referred to the poems she chose as "stupid" and 
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"boring;" in the future she would select poems from a collection of student-selected works. 

In this way, Vicki demonstrated the importance she believed the "appeal" of a text had to 

students, and was aware of their personal reactions as she taught 

Throughout her archive Vicki further emphasized that students should not just be 

given texts that evoke personal responses, but that they should be encouraged to express 

those responses. Several times Vicki suggested the kinds of questions she would ask her 

students in order to focus on their personal responses. Some lesson ideas were quite 

simple; Vicki suggested she might "just say *You have to read three poems and tell me why 

you like them, etc., etc. That's your assignment.'" Or she might ask, "'What about that 

book did you like, didn't you like, and why? Why do you feel that way?*" Vicki 

explained that a typical activity she would use when teaching with a piece of literature 

would be "discussion" because "through sharing of ideas students learn both from what is 

said and how ideas agree and disagree from their own interpretations." When reading "the 

classics," for example, Vicki would lead a discussion that "go[es] beyond the plot itself' 

and would encourage students to share their personal ideas about the reading. To do this, 

Vicki suggested, "You can look at, 'Why did the author choose x?*..And then you ask, 

'How did those decisions affect you?'...[and] 'Can you relate to the character?'" Vicki also 

indicated that students should be encouraged to write "personal responses to what they've 

read." She suggested that she would have her students write about "how the book made 

them feel and why." As an example she felt that in Thoreau's writing "the descriptions are 

really good. So you could have them read something in [On Walden Pond] and then say, 

'Now describe a scene or something that you feel struck by. How it made you feel.'" And 

the primary writing activity she would use would be an "individual journal response" 

because it is "very personal." Vicki also referred to journals as "a written medium for 
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communicating more personal thoughts." And in her personal theory of the content, Vicki 

wrote, "One idea that is exciting to me is allowing students a choice in expressing 

themselves - through art, music, verbal, or written communication" and went on to explain, 

"I think by exposing students to all ways of expression, they can better choose which ones 

they are more comfortable with, and feel less uncomfortable trying one they don't do as 

well in." Again Vicki fell a bit short in this area with her taught lessons; during the lesson 

on The Canterbury Tales she did ask students to share their personal thoughts about 

various characters, and during a poetry lesson she asked them, "How many of you like to 

listen to music?' and "What do you like about the songs?" She also offered extra credit for 

students who wrote their own poems. Otherwise Vicki's lessons seemed very content-

oriented as students completed study guides and followed specific formats, taking several 

objective tests and being graded on "following format, direction" rather than "creativity." 

However, Vicld was aware of this paucity of requests for personal expression during her 

taught lesson plans and affirmed its importance to her, explaining that it was a difficulty 

with "time" and that when her lessons became more "efficient," she would find ways to 

work more of these ideas into her lessons. This focus on personal response indicated that 

Vicki wanted her students to explore and examine their own reactions to what they had read 

and discussed. 

Vicki stressed that she wanted to give her students "freedom to discover and 

communicate their own ideas and interpretations" about the literature they read and "to 

allow some of that, creating their own meaning." She felt that as an &iglish teacher she 

might share her point of view with her students, but would mainly encourage them to share 

their own interpretations. Part of this orientation toward personal response apparently 

came from what she had been taught in her education courses, as she explained, "You learn 
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more and more that when you teach literature you should not teach your view of it, that it 

should come more and more from the readers." But this pedagogical suggestion was 

underscored by Vicki's personal experiences and feelings about students' personal 

interpretations of literature. Vicld used one of her own recent experiences as a student to 

illustrate the negative impact of forcing a traditional interpretation: 

mhere was one student who was like, "Dang it, this is what I think this book is 

about and you can't tell me that this book didn't make me feel like this." And the 

professor is going, "But that's not what it's about." The student was real upset the 

whole day. She was like, "That makes me so angry." And here she is, she's a 

college student, an Biglish major, she's read and studied all kinds of literature, and 

she's getting this upset about it. And I was listening to her talking and I thought, 

"Okay, so now how do you deal with this student in the school?" They read that, 

and they're, they have a strong feeling about it one way or another. Are you going 

to shut that kid down and say that they can't have - it's like, that's almost a sin, you 

know? Because at least they're getting interested and excited about it and have an 

opinion on it. 

Later she said, "(T|he most profound literature is generally about people that have strong 

feelings one way or another. So if you're, in teaching that, cutting it down in your own 

students - ." This personal experience definitely affected Vicki's consideration of her 

smdents' responses to literature. Vicki's own inclination to focus on the student's 

interpretation was apparent as she explained how she helped a student understand a poem. 

First she asked him, "Do you understand what the poem is saying?" When he said he 

didn't, "we went line by line and talked about the poem." And when the student asked 

Vicki, "Why did [the author] write like that?" Vicki turned the question back to him, asking 
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"Why do you think she wrote like that?" Throughout this brief teaching episode Vicki 

expressed the need to have the student explore and express his own ideas about the poem. 

Ultimately Vicki explained, "It's my job, really," to encourage students to acknowledge 

their own responses to literature. She went on to explain this "job": 

Tm validating their opinion, I'm allowing them to express themselves, I'm putting 

things in front of them to read and study without saying that they need to have a 

specific outcome other than that they have to be able to express what it is that 

they're getting from it. 

Finally she said, "I guess, you know, you can't tell someone what they're going to get out 

of a piece of literature. You can't go in there and say, 'Now you're gonna get an 

appreciation of you know, whatever." At another point she said, "My position as a 

teacher is not to convince anyone to my point of view" and went on to explain, "I don't feel 

any personal mission in life to illuminate anyone else; I feel that's personal, spiritual, 

religious, very personal and individual." Vicki wanted to make sure her students would 

feel confident in having and revealing their own responses. Again, Vicki's taught lessons 

fell short of this goal, but she indicated it was still one she was working toward. 

Part of the reason Vicki emphasized personal responses and interpretation of 

literature was that "I think that's the reason why you read...You enjoy it because it's done 

something for you. It's elicited a response from you." And throughout her archive Vicki 

made it clear that she wanted her students to read. At one point she explained that "at [the 

pre-college] level we want them just to be reading." She used a popular modem novel to 

elaborate on this point: "If people are buying this stuff and reading it, you know, then 

that's good, because at least they're reading, reading books. That's got to be much better 

for their minds rhan watching tv or something like that." Vicki really wanted her students 
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to read; as a teacher she would allow her students to "read [books] on their own for credit, 

if they wanted to." But Vicki also wanted her students to "want to do more reading on their 

own" because "they can get so much enjoyment out of it" Enjoying reading was important 

to Vicki; as she said, "[SJometimes you have to read things just because you enjoy them 

and are interested in something." To facilitate reading for enjoyment Vicki planned to keep 

a classroom library^and said, "You know, some of these books, maybe if they're not 

taught, you can become familiar with them to reconunend to someone that's looking for 

something to read." She also suggested, "[I]f there's something that someone has really 

enjoyed, then add those to your list" - as she later suggested she would do with the poems 

diey had chosen for their poetry booklets. Vicki truly seemed to want to emphasize the 

enjoyment of reading to her students. As she said at one point, she would explain to her 

students that "*the objective is that we're studying literature and language and part of it is 

the reason why people do this, is because it's fun. You know - this person didn't write 

this book because someone had a gun to his head. He did it because it was enjoyable to 

him.'" And Vicki felt her students should be encouraged to enjoy reading what had been 

written. Two of her lessons clearly indicated this; first, Vicki created a game during The 

Canterbury Tales lesson, encouraging the students to "be descriptive" and "don't tell us 

straight out; make us guess" as diey wrote their own character descriptions for the class to 

guess what occupation they were describing. And the students did seem to enjoy sharing, 

listening to, and guessing about what they and their classmates had written. Vicki also 

focused on enjoying literature during the second poetry lesson, in which students prepared 

oral readings of "Poems for Two Voices." The students laughed aloud as Vicki and her 

cooperating teacher presented a sample poem with enthusiasm and then without, and were 

very animated as they prepared their own presentations. After the lesson, Vicki explained 
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that the purpose of the lesson was not only "to teach them how to read and perform and 

read aloud better," but also to "keep it lighter'' and have "more fun." Vicki also explained 

that her students "should enjoy" the group video book review on Animal Farm because "at 

least it's different - not just 'Write a summary of this book.'" Vicki stressed the need for 

students to get enjoyment out of their reading, and to view working with literature as fun. 

Vicki did not ignore the importance of reading as a skill; during one interview she 

explained that reading was "the only way to develop their skill" and wrote that different 

literary genres "each involve different techniques for reading and comprehension." Vicki 

also identified another "reading skill": "to skim. You don't have to be able to spit back this 

passage when all you're looking for is one or two things that are important" This skill 

would allow students "to be able to realize what one sentence in a paragraph is the key 

thing and to be able to rephrase it and reword it and restructure and take that information 

and look it up and reassemble it and make sense of it yourself." Vicki believed that her 

students would come to think while they read, "I know that this is an important thing that 

has been written here and this is something [I] might want to refer to in a paper or 

something." And she also wrote that "in life we need to be able to read critically in order to 

evaluate information and make informed decisions." It seemed that, to Vicki, reading was 

a skill that allowed students to think for themselves and reach their own conclusions. As 

they hunted for details in The Canterbury Tales, explicated poems, and "answer[ed] 

questions pertaining to their reading," Vicki cleariy had them working in part on their 

reading comprehension skills. 

Vicki also wanted her students to be able to conununicate their ideas in a clear, 

logical, and convincing manner. She explained that students "need to realize the power of 

words, and to practice using that" and that "you get people's respect, you get people's 
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understanding, for the language that you speak." In the classroom, students could practice 

these skills in large and small group discussion - those "speaking" and "listening" 

situations Vicki planned to have in her class. She suggested that "you can learn 

communication skills in groupwork and simulations, where you can practice [them]." And 

Vicki was clear in emphasizing that she wanted her students to do more than just practice 

speaking, but to practice doing it well. For example, she said that "in the classroom you 

can explain the reason we're doing this is to make you aware of eye contact, stuff like 

that." And at one point she commented, "People need to develop a sense of who they are, 

and that they have an opinion. And part of that is not just expressing what your point is, 

but defending it" Later she provided an example of students clearly defending their ideas in 

discussion: "Students need to find the parts in a book that affect them and be able to 

describe how certain parts made them feel one way or another." In part it was Vicki's 

personal experiences as a student that made her feel students needed to learn and practice 

oral communication skills: "[In high school] we never got up in front of the class and said 

anything; we just sat in our desks; so when I went to college I took a speech class and that 

was the first time I had to do that." Vicki went on to explain how nervous she was and that 

she was surprised that it was so hard to do. But Vicki also saw oral communication skills 

as beneficial to the students' lives after school; she mentioned a talk show in which 

members of the business community emphasized "that they want people who can speak 

well, who can conmiunicate orally. And it's like, well where are you going to teach that, if 

it's not in English class?' Vicki did not see this as teaching the students public speaking; 

rather, in her classroom they would "share their thoughts a little every day." In her lesson 

plans she incorporated this speaking into group presentations; in the Romeo and Juliet 

lesson students would take turns reporting their group findings; in The Canterbury Tales 
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lesson they had the opportunity to read their character sketches aloud; and in the poetry 

lessons they would read and explain their poems with a partner to the class, working on 

"speaking orally to a group." As Vicki recalled one mini-lesson she taught in which 

students wrote and shared their own poems, she explained what she thought the students 

learned from the lesson: "How to express and be accepted for your ideas." 

Vicki also wanted her students to leam to express themselves in clear and logical 

writing. At one point she explained, "[T]o get the kids to write, you know, express their 

opinions..it's practical application of the things that you're learning - developing an 

opim'on, backing it up, and then writing in a clear manner to convince someone else of your 

ideas and see that people read these things." She also felt that the formal research paper 

"helps teach a process, organize ideas, express those ideas in a coherent fashion so that 

others can understand." Later she elaborated on this point; "It's one of those things where 

you go step by step by step; you can't take any shortcuts. You start at one place and you 

work through it" In addition to teaching students a process of writing in an organized 

fashion, Vicki would teach them to write with "clarity" and provide lessons in "rewriting," 

"rephrasing," and "correcting mechanical errors." Vicki cleariy demonstrated this emphasis 

in one lesson in which she had students examine sample essays, and then their own, for 

"proper elements and structure." Overall, though, Vicki suggested that the writing skill she 

would most emphasize was providing support for opinions. She first explained the 

importance of this by saying, "You have a right to your opinion, one way or another, as 

long as you can present it in a fashion and aren't just saying things out of the blue. If you 

have, *Yeah, this passage made me feel like this.'" In the classroom, Vicki's students 

would be required to use literary and informational text to support their ideas; these written 

resources were "material they have to go through to find the quotes and the supporting 
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infonnadon that they need to." Later Vicki explained the importance of having this skill as a 

way of convincing others of your ideas: "|T]hen you have the proof there because they've 

given you the details." In all, Vicki's students would learn writing skills so they would be 

"able to express whatever their idea is in a clear and coherent manner and provide backup." 

Vicki emphasized this expectation to her students as she taught When giving the 

groups their instructions during the lesson on The Canterbury Tales, she reminded them to 

use the text to come to and support their conclusions: "If it says, 'she says with a laugh', 

that might give you a clue to her personality." As she walked around and moderated their 

discussion, she often asked them "What made you say that?' and "Where is that in the 

text?' She allocated a full ten minutes to the individual writing - the longest segment in the 

lesson - because she wanted to give them "time to develop more details" and to "let them 

know it's a valuable task." This individual writing assignment was the students' chance to 

express themselves in the manner they had been studying. After the lesson Vicki indicated 

that she was pleased with the students' writing: 'They really got into it, came up with some 

good descriptions. I think some of them have a really good star '̂ at writing their character 

sketches. And this was not the first time Vicki had her students practice writing their own 

ideas in someone else's form. She had had her students create their own poems following 

the content of another poem during a mini-lesson she had taught for a methods course. In 

reflecting on that lesson Vicki again emphasized the importance of students expressing their 

own ideas as she said, "I wouldn't give them [an] example [poem]...Because I think if you 

have one then you use it too much, they just copy it but change a few things.. And I would 

want the kids to come up with their own stuff." And Vicki's responses suggested that 

these kids had come up with their own stuff, as she recalled, 

I remember one kid was comparing the Green Bay Packers - he was like the first 
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one [to read] - and the other kids were saying, "No, you can't write a poem about 

that" and I was like, "No, no, don't say that. He wants to and let's just see what he 

comes up with when he starts going with it." And it was a great poem. It was a 

really great poem, and he really got into it. I was like, "See, you can write a poem 

about football teams - why not?" Another girl had her emotional poem, you know, 

and it was like, whatever. 

These students definitely expressed their own ideas in this writing assignment. In one of 

her Hnal lessons, Vicki used sample essays to point out the effect of using good support to 

her students as they discussed the "clarity" and "logic" of the sample essays, including 

"making references to what we've read in class," and then again searched for them in their 

own writing. These teaching episodes indicated that Vicki expected her students to express 

themselves clearly and logically in writing and to support their ideas as they were derived 

from die text. 

Vicki also identified a lot of specific content she felt her students needed to leam in 

her classes. She placed a great deal of importance on this content; she said that as a teacher 

"you gain recognition and respect from peopie...because you know something and can 

share that with people." Part of this "something" she knew that she would share was the 

value of studying traditional pieces of literature. Along this line Vicki often referred to 

students' need to know "big" authors and works. Shakespeare was one; Vicki said she 

would definitely teach Shakespeare because "[h]e's a biggie - they gotta know some of 

this." Dickinson was another; Vicki suggested she would "tell them a little bit about her 

background and life as part of it, because she's a major person." Similarly, Vicki explained 

that she would teach On Walden Pond because "this is something you pick op, just to read 

a chapter or something...just to get an idea of what he's about - maybe not this particular 



356 

volume, just something of his. He's got essays and things too." Later she gave a clearer 

explanation of what made a "big" author, as she said, "|Y]ou have all of the biggie writers 

and then you have all of the ones who, maybe, who haven't quite made it into the canon 

but might some day." And later she suggested there was a "difference between authors that 

you remember and admire and respect...and then there are authors that are writing to sell 

books." On the one hand, studying traditional authors and works could allow students to 

become informed of common literary culture. Vicki illustrated this as she demonstrated a 

mock conversation with a student whom she imagined asking, "'Why do we have to read 

that book?'" As the teacher Vicki responded "'You are having to read, say, Moby Dick 

because Melville is considered one of the great American authors for this reason, for that 

reason, and this book is a good illustration of his style. And for that reason you're reading 

this book and not some lesser known thing.'" At another point Vicki explained, "Because 

you're studying these characters in fiction and they've been talked about for centuries." 

Vicki clearly emphasized the cultural importance of Qiaucer in The Canterbury Tales 

lesson, beginning by telling the students, "He gives us an idea of what life was like 500 

years ago" and also pointing out diat "his characters are written with such detail; they are 

great examples of character sketches." As she taught, Vicki also emphasized the 

importance and value of lesser-known writers and works; she began one poetry lesson by 

telling the students, "These poems are all from a book called Joyful Noise. The author, 

Paul Fleischman, went out into nature and observed bugs and wrote these poems..." and 

after the lesson explained, "I had never seen these poems before, or this format...it's a 

good partner thing, and they get the oral sound of it" Vicki seemed to want her students to 

possess certain knowledge about the authors and works they studied. 

In part, Vicki intended to present factual historical information about authors and 
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their writings to her students to help students understand the origins of language and die 

influence various authors had had on language. When discussing an author, Vicki 

explained she would provide "some history about the man, and the language, that fits right 

in there, because you look at other languages and they don't have the vocabulary that 

English does. And part of the reason we have our vocabulary is because of this person." 

Of Shakespeare, Vicki said, "I can see just all die sayings, all the well-turned phrases diat 

come out of it that sdll exist in our language today. And it's like, to know where those 

come from, to me that is really important." She also would present biographical 

information on authors such as e e cummings, explaining that '*[f|irst they could leam a 

litUe about cummings because he's kind of a revolutionary" with die form and content of 

poetry. Toni Morrison, she explained, "explor[es] die American Myth" and "is big on 

cultural relativism;" she felt that students would need to understand diis in order to 

understand her writing. Vicki wanted her students to be knowledgeable about the authors 

as historical people and as contributors to the language arts; as she explained it, "[W]e're 

not just testing you on [the author], when he was bom and died and names of famous 

[works] that he wrote, but what he did." 

Vicki also suggested that studying certain authors and works made students aware 

of history through literature. She wrote that literature was "a mirror that reflects 

humankind - its culture, values and history" and said that in discussing literature, "you can 

compare the story as a historical perspective" on life. At one point she said a student could 

study a piece of literature "to see that someone wrote that, that somebody chose to do diat 

and why, why did they even want you to think about" what was happening at the dme they 

wrote it. For this reason Vicki would provide her students with an idea of the historical 

setdng of a piece of literature, saying, "understanding the time period is important because 
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that is when it was set, it is just so much a pait of it." At another point she said, "[I]n the 

beginning, personally I like to give more background information about the author, [and] 

maybe a brief plot description. Just so they have kind of an idea of what they're getting 

into." Vicki returned to this idea again later, explaining, "What they need to know in 

advance is some of the historical period. Every novel is set in a time frame. And a little 

about the author." In discussing A Modest Proposed, for example, Vicki pointed out that 

"[t]hey need some information, some background on what was going on in Ireland at the 

time. Otherwise they might think he was serious or something." Similariy, she wrote in 

her personal theory of the content, "Students need to be aware of traditional forms of 

literature and literary criticism based on the historical perspective, the inherited body of 

knowledge before they can branch out or begin to form their own response to literature." 

And an emphasis on historical and traditional information was apparent in her 

lessons. As she discussed her lesson plan on Romeo and Juliet for the first planning task, 

Vicki suggested, "Maybe it's [during a unit] on Shakespeare so we've had a little 

background on Shakespearean theater." Vicki again addressed the value in knowing 

historical fact as she discussed her objectives for the lesson, stating first her desire for 

students to have "an appreciation of Shakespeare, his writings, and his time." Vicki 

connected this objective to another, in which students could "learn about human fear and 

motivation" as timeless concerns. When teaching The Canterbury Tales, for example, 

Vicki emphasized the historical context of the piece, telling the students, "The introduction 

ia your text says it's a good description of what life was like back then, what people were 

like then; today is different, but you can still get a first impression of what life was like 

then." Similarly, Vicki pointed out to her students how Antmal Farm was "a model of and 

conmient on Marxist philosophy." She did this in part through a lecture, providing her 
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students with "some information about how the novel Animal Farm relates to the ideas of 

communism [and] the Russian Revolution," and finally stressed that "[tjhese ideas will be 

useful for you while working on the last three chapters." And again, Vicki explained to her 

students how and why Fleischman wrote his poems as he did, in addition to 

acknowledging the addition he made to the "format" of poetry. In these ways Vicki wanted 

her students to understand the significance of historical context to a piece of literature. 

While Vicki referred to historical context as important in framing and introducing an 

author or literary piece to her students, she focused a large part of her instruction on 

technical knowledge of literary elements and techniques. At one point Vicki suggested, 

"[Y]ou can of course look at the intentions of the author, characters, narrator - try to 

interpret that. For that you can point out passages, word choice, mood..." She also 

suggested students should learn about "liteiaiy terminology" such as "plot," "setting," and 

"theme." Vicki explained that perhaps shorter works were more to the point for use in 

teaching literary elements and techniques: "So it's just ten pages in a condensed version but 

it goes through a lot of things you would be discussing - setting, characters." Throughout 

her archive Vicki suggested that poems provided clear and simple examples of "imagery" 

and "rhyme and meter." And she also pointed out that although some poets used an 

unconventional form, the poems still provided examples of standard literary techniques: 

"They're using rhyme, they're using alliteration, they're using all the same stuff that goes 

in - all valuable." To Vicki, studying this type of information was valuable to students 

because "[y]ou kind of give the facts, which are the terms, so that they can then speak 

about something." She also referred to this information as "the tools...that will get them 

there." 

The importance Vicki placed on gathering and using these "tools" of technical 
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2) Vicki had her students studying the play in sections. Within each section, the students 

would be concentrating on one "literaiy element" at a time: "plot/characters/action/location," 

"[language] we still use today or are familiar [with]," "time/place/mood," and "puns, 

repetition, and oxymorons." Vicki explained this in her objectives by saying, "Identifying 

the plot, the characters - a lot of this is at the knowledge level." She had her students focus 

on one element at a time to assist their learning: "If they have something specific they're 

looking for, so they're reading it and they're looking in there and pulling out things that 

illustrate - applications - so they're using the terms." Vicki also emphasized, "I'm not so 

much trying to decide what this play is about, but using language and structuring by 

reading through it" for examples. To this end, Vicki explained, "It's learning a reading 

skill, too - scanning" and later added as an objective, "[It] develops their reading skills. 

They have to read closely and look at things closely and look at more than just the words 

on the page." With diis specific lesson, Vicki was hoping to develop her students' technical 

knowledge and skills. This was also apparent in her lesson on The Canterbury Tales 

(Appendix K, Item 4); she had her students working in groups to brainstorm, as her lesson 

plan indicated, "what kinds of things writers use to describe a character." In this case she 

had her students re-read the text to find examples of "physical appearance, actions, and 

personality traits" the author provided for characterization. She explained after the lesson 

that she chose The Prioress" with this in mind, because it was "longer" with "more things 

to look for" and had "the most details of the six." The students then wrote their own 

character sketches focusing on those elements. And when teaching poetry, Vicki had her 

students leam about explication, providing them with a handout (Appendix K, Item 10) of 

related terms such as "personification," "onomatopoeia," "simile," "metaphor," and 
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''iinagery," and explicating a poem with the class as an example before they explicated their 

own poems. Clearly, Vicki taught with a focus on technical literary content. 

Throughout the documents and transcripts of her archive Vicki discussed the 

specific skills and content she wanted her students to leam. And not only did she want 

them to leam to feel personal responses to what they read, to express themselves clearly 

when speaking and writing, and to possess a base of knowledge about specific authors, 

works, and literary conventions; Vicki also wanted her students to appreciate how these 

skills and knowledges could benefit them. Ultimately, in writing why students should take 

English classes, Vicki responded, to "leam more about themselves and be better able to 

express their ideas and to understand the ideas of other people." Vicki's responses 

indicated that they could leam this through reading any genre, "the classics," or young 

adult novels; and through writing and sharing and discussing and defending and supporting 

their ideas. Personal response, if nothing else, allowed them to enjoy reading and perhaps 

understand themselves; clear communication allowed others to understand them and could 

help them in the job market; and literary knowledge allowed them to partidpate in the 

literary culture and practice analytical skills. Vicki's metaphor perhaps best captured the 

beneficial nature she saw of English for students: "In my opinion, the study of English 

should be to students as air is to breathing," to which she added the explanation, "Basic to 

life;" it was also an ongoing need, as she suggested by writing in her personal theory of the 

content, "no matter what level someone is at in their language development, there is room 

for improvement" Most important, Vicki seemed to have at least preliminary ideas of how 

she could help her students leam these skills and knowledges and carried those ideas out in 

her lessons. 

The Role of the Teacher is to Encourage as well as Educate. 
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Through the materials in her archive Vicki provided many examples and 

explanations of what she would do not necessarily as a teacher of English, but just as a 

teacher. These examples and explanations made it clear that Vicki viewed the teacher as a 

source of encouragement to students, supporting them in their task of learning. Vicki 

described this encouraging role of the teacher as providing organization and structure to the 

lesson, fostering student involvement in the lesson, and supporting students as individuals 

during the lesson. 

One way in which Vicki indicated a teacher could encourage students' learning was 

by providing structure to the lesson. Several times Vicki mentioned the "structure" and 

"order" of the content and at one time elaborated, "There's always a structure, there's 

always an organization to things." In particular Vicki would provide her students with an 

overview to the lesson: "1 think it structures your lesson somehow. It gives you a focus to 

how you're going to present the material. You're not just going to leave it open; you've 

got to have somewhere where you're taking it." And Vicki did share her plans for the 

lesson with her students. She began her lesson on The Canterbury Tales by telling the 

students, "So you've been working with The Canterbury Tales, and now you've read six 

of them. Today we'll work on something to help you write your character sketch. I have 

some exercises to help you look at what Qiaucer is doing." Later she explained to them, 

"So, as a group, you'll look at one character, and list traits about that individual. And then 

we're going to do a little game individually." Within the first few minutes of the lesson 

Vicki's students had an idea of the day's activities. And Vicki provided a similar overview 

to the lessons of her final observations, telling her students, 'Today you'll get your test 

back, after we...," 'Today we're going to work on explicating poems...we'll do one first 

as a class, then you will work on one with a partner," "Hrst Ms. C. and I wiU do one, then 
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you can have today to practice with your partner," and 'Today I want to share some 

information I found...and then you'll have the rest of the hour to work on your own." 

Vicki also kept a schedule of the week's activities and assignment due dates on the 

chalkboard, something she later explained in part: "So if you follow, you're using some 

notes and visual aids and some of the other things to go along and have some organization 

and structure [then] the students are with you." Vicki often taught with her lesson plan in 

hand as "notes" for herself. She also provided her students with "visual aids." For 

example, during the lesson on The Canterbury Tales, she prepared the board with the 

headings "personality traits," "actions," and "physical appearance" while her students were 

analyzing the text in their books. She then encouraged them to take notes following the 

same headings as they discussed their findings. Similarly she provided her students with 

handouts of the lesson content during the lessons on test skills and poetry explication, and 

used overheads when reviewing the components of an essay and when providing 

information on Marxist philosophy. In these ways Vicki focused her students and herself 

on the organizational structure of both the lesson and the content they were studying. 

Vicki also used directions to structure her lessons. At one point she indicated that 

she valued clear directions as a student: "[J]ust being in classes myself I expect to see 

instructions that are not complicated" and appredated teachers who "provide [directions on] 

handouts and write [them] on the board." Peiiiaps it was because of this preference as a 

student that Vicki focused on the directions she provided her own students. For 

assignments she intended to provide "something written" including "some criteria" so 

students would know what was expected. For her lesson on Romeo and Juliet she wrote, 

"One lesson will need to be devoted to setting up groups - introducing the play - and 

explaining the procedure." This was to assure "students will know the procedure [for the 
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next several days] before we even start." Throughout her lesson plans Vicki wrote out the 

directions she wanted to give her students and was sure to provide and discuss examples of 

what the students were to produce, frequently walking through an example as a class - as 

with the analysis of test essays, explication task, and oral partner poetry readings. During 

the lesson on poetry explication, Vicki emphasized to the students, "This is the same 

worksheet you'll use in writing your explication" and later, "All you have to do is write the 

answers to the questions on this sheet, then organize it into logical paragraphs." After 

giving instructions to her students she was sure to ask "Okay?* and "Are there any 

questions?" before having them begin working. And while students were working Vicki 

circulated among them to check their work and answer additional questions. It was 

apparent that Vicki felt clear directions aided students in successfully completing learning 

activities. In relating why she thought one lesson "woriced" in which students were to 

create a formula poem, Vicki explained, "jilt was structured. There were directions to 

follow." These directions were spoken but in the future she would write them as well for 

students to follow: "I would write down the directions 'On this line, compare your thing to 

a color' and on the next line 'Why does it make you think of that color.'" Similarly, even 

after a self-described "successful" lesson on The Canterbury Tales, Vicki's first comment 

of what she would change when teaching the lesson in the future was to "giv[e] 

instructions more clearly." And Vicki realized after grading one of her students' 

assignments, "I've looked at their paragraphs and some of them weren't very good, so I'll 

have to think about what to do about that..now I see would need to write more in the 

directions of what to include" and "not many punctuated the title right, and I should have 

done that" Vicki valued clear directions, attempted to provide them for her students, and 

saw potential in being even more explicit in her instructions in the future. 
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Vicki also felt the teacher had a responsibility to maintain appropriate pacing during 

the lesson. At one point she expressed concern with discussion activities and sharing 

personal responses because "you could sit here and argue and discuss and argue and 

discuss and it doesn't get anywhere and no one changes their mind." In this situation she 

saw the teacher's role as "to be able to take charge and say 'We have to move on to 

something else now.'" In part Vicki felt this need for the teacher to control the pace so that 

students would learn the required curriculum. She returned to this idea later as she 

discussed the teacher's need to keep students moving through the content: "It's like, 'I 

know you want to spend more time on this but we have to move on and we have other 

things that we have to do.'" By controlling the pace of the lesson, the teacher could assure 

that the students learned what they needed to learn. Vicki's lessons did illustrate this 

concern; some of her lesson plans indicated the amount of time she planned to spend on 

each activity, notes to herself on where to stop, and emphasis on the word "transition" 

throughout her written plans. As she taught Vicki moved her students through the lesson 

with comments such as "You'll have five minutes to do this" and "Now we're moving on 

to..." Vicki maintained her planned structure and organization for time and communicated 

her pacing intentions to her students. 

While Vicki seemed to feel a need to plan her lesson and stick to it in order to 

facilitate students' learning, a second way she suggested that the teacher could enhance 

learning was by fostering student involvement in the lessons. To this end, Vicki illustrated 

throughout her archive that her lessons were planned with her students in mind. In 

particular, she wanted to take students' interests and needs into account to help them see 

their lessons as personally meaningful and relevant. She also wanted them to have an 

active part in the learning. Her explanations and examples of how she would foster student 



366 

involvement are discussed below. 

Vicki planned to select her teaching materials with students in mind, with hopes that 

appealing and interesting materials would engage students in learning. For one, she felt 

that paperback texts and those with more recent copyright dates offered aesthetic appeal to 

students. When looking over an anthology of nonfiction works, she said, 'This looks 

interesting. It looks a little more current than most books." Later she continued, 

[E]very once in a while I'll pick out an older copyright book and then you look at it 

and the quality of the art isn't there, the drawings are real simplistic and there's not 

the variety, and stylistically and all that, the stories are much more simple and cut 

and dry, black and white, good and bad characters, and now there's more 

ambiguity and all. 

In additional conversations Vicki projected this personal preference for more recent 

publications onto her students. She suggested students would "get just as much enjoyment 

and understanding out of reading [Chaucer] in the modem translation" rather than in the 

Old English. And she had the agreement of others in thinking modem texts would increase 

students' interest in reading: "I was talking to the librarian over at senior high and she said 

that kids were actually checking out Shakespeare in the paperback versions...the ^pe is 

different, they put illustrations in, things like that It's great...The kids will carry around a 

paperback where they won't carry a hardcover." Vicki further rationalized purchasing 

shorter-lasting paperbacks rather than longer-lasting hardcovers as she said, "And the 

words are what's important, not the format of the text, right? So if it makes a difference to 

the kids, who are you to say if you read it out of this version it's not as good as if you read 

it out of this version?' Vicki cleariy felt that the students needed to be reading the books for 

them to be worth buying. 
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But visual appeal to students was not all that Vicki would consider when selecting 

literature that would engage her students. She also suggested that form and content should 

be appropriate to students' abilities and interests. Length of the text was one characteristic 

Vicki would fit to her students; of a young adult novel she said, "[l]f you could choose 

how you were going to work with material you could start with some of the short stories 

and essay kind of things and then work into - this would be more of a first novel, first full 

novel that they'd have to read and work with." Vicki also suggested she would use short 

stories "that relate to a longer work, too, to do comparisons, comparisons between authors 

and different themes." And Vicki intended to select readings that would interest her 

students in content as well. In this case Vicki saw particular value in short stories because 

"1 think that's where teachers have a lot of flexibility" since "they could pick and choose, 

so they could pick topics that would interest the students, something that they're going to 

identify with, that they're going to probably enjoy." During one task she pointed out the 

likelihood of students identifying with the poem by Robert Bly "especially here in the 

Midwest. The turkey farms - the kids would know these things, would have experienced 

this themselves, and would be able to appreciate what he's talking about" The importance 

Vicki placed on students (and perhaps the teacher) getting personally interested in the text 

was further emphasized as she discussed a modem novel that she herself was unfamiliar 

with: "1 guess students could use it for, maybe, extra credit. Choose it as their own outside 

reading and write a book report on it or something. If they really wanted to read it" And 

again, after her final observations Vicki made plans for selecting texts students would find 

interesting and for finding ways to allow them to select their own readings. Vicki wanted 

her students to be engaged in their reading. 

Vicki often mentioned the desire to motivate her students by appealing to their 
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interests when teaching. In fact, that was one aspect that made her unsure of her abilities to 

teach grammar; at one point she said of grammar, "And to malce kids even give a hoot? 

Yep, that's a challenge." In discussing her English objectives, Vicki mentioned her desire 

to "get them talking and discussing and writing; to motivate them to express themselves." 

Not only did she want to allow them to form and express their own ideas, but also to find 

the tasks and materials relevant to their lives and sensibilities. As she suggested, "[F]irst, 

make it relevant, mak[e] it something that they can do and be successful at, but yet has 

some content to it, has a function." Throughout her archive Vicki suggested lesson 

activities that indicated she wanted to engage her students in what they were studying. For 

example, students could locate their own written material when doing research in order to 

"leam about something in-depth that hopefully is of interest to them personally." In this 

situation, Vicki felt "[tjhey're reading and seeing where that has some value." Part of this 

assumption came from her own preferences; as she explained at one point, "When I'm 

writing about something that I'm interested in, it's a good feeling, like you can get 

something out of it." Similarly, Vicki saw poetry as potentially interesting for students 

because of its relation to music. She explained how she would use this interest to help her 

students see the relevance of studying poetry by telling them, "'You know, you have a 

favorite [song]. And it's not your favorite just because of the music; you like it because of 

the lyrics and what they're saying to you and even how it's put together, how it's 

constructed; well, that's poetry.'" In fact, she used this idea - and almost the exact wording 

- when she introduced lyric poetry to her students, asking them, "What is your favorite 

song title?' "What is your favorite refrain?" and "Have you ever just read the lyrics to a 

song?" During the interviews Vicki also suggested students could create their own 

modernizations of the works they read and "think about what decisions they would make; 
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how and why they would do certain things." Vicld suggested having the students create 

modernizations as she discussed her Romeo and Juliet lesson, and had the students write 

characterizations of modem people following their analysis of Uie Canterbury Tales. Also, 

the video book report she had her students put together was in a sense a modernization of a 

traditional activity. Or, perhaps Vicki would try to intrigue her students with her 

introduction to an author or work. For example, she suggested that "historically you'd 

want to give some background" on Dickinson; it might increase students' interest because 

"[yjou kids are always trying to be so different. It's like, she was so different." Of e e 

cummings she said she would ask, '"What is he writing about?' It's fun, a challenge." 

With this example she hoped her students would "see the fun of playing with words. 

Poetry isn't all serious." Again, Vicki used this idea as she had her students explore the 

"oral nature" of poems by reading them aloud with a partner. At another point Vicld 

offered a potential lesson idea to help students feel a connection to Romeo and Juliet: 

"Have them think about being bom into a family and how that feels, how much control a 

parent should have over the children's life." Also Vicki hoped her literature lessons would 

focus on personal interpretation, as she explained, "[I]t just seems to me that if you're 

going to force a traditional interpretation, then you're going to lose a lot of the students' 

interest And frankly I think that's really bad." As has been discussed, in her final 

observations Vicki made some attempts at this, and hoped to do more in the future. 

Vicki seemed to take the students' responses to the lesson as an indication of their 

engagement, and therefore their learning. In fact, when she discussed a poetry-writing 

lesson she had taught to middle level students, she started with their reaction before she 

even described the lesson: "It went well; in fact, some of the kids really got mto it" The 

extent of the students' engagement in the lesson appeared to serve as an indicator to her of 
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the lesson's success, as she said, "some of the students even wrote two or three extra 

verses and some of them wanted to read it out loud." In fact, she recalled that "even this 

one student who was a problem or whatever...he even got into it. His poem was all off the 

wall, but he wanted to read it." Similarly, Vicki related the reaction of a student she had 

tutored: 

So we went line by line and talked about the poem...and be goes, "I get it - it's like 

a puzzle!" and I said "Yeah, it is" and he started getting into it...and once he got the 

idea and understood then he was like - to have that moment of "Oh! It's like a 

puzzle!" I was like, wow, this is beautiful. I just smiled. That was great...I think 

he actually enjoyed it then. And he recited his poem. 

Vicki referred to this student's reaction to her teaching again later in the study; it seemed to 

have meant a great deal to her. She focused on student reaction again after her lesson on 

The Canterbury Tales as she stated that "[i]t went well. Some of them really got into it -

came up with good details." And during her final observations Vicki indicated for various 

lessons that "I think only a couple didn't do iC "It went all right It's a fun lesson," and "I 

think they really enjoyed it" In relating these teaching experiences, Vicki focused on the 

students' response as one important measure of the effectiveness of the lesson. The quality 

of the results seemed less important to her than the enthusiasm of her students for the work 

they were doing. 

Vicki's responses while reflecting on her teaching experiences indicated that not 

only was it important to her to have students enjoy the lesson, but it was also important for 

the lesson itself to be student-centered. Straight out Vicki explained, "I want the students 

to be more involved in their learning, so it's not a lecture for them." Vicki also suggested, 

"CQt just seems like if you tell them too much then they are just really passive and they're 
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just sitting there taking notes." One way Vicki would keep the lesson student-centered was 

to allow students choices whenever possible because "choice is a great motivator." She 

also wrote that "[students] should be able to choose what they like." Vicki's teaching ideas 

allowed the students to have some choice within the teacher's parameters. In discussing 

writing assignments, she suggested, "And you could still give choices. You could give 

three topics to choose from. They don't all have to write on the same one." During one 

interview, Vicki gave the example of choice in relation to research writing: "Maybe 

something they wrote in a journal, they would like to look at; or a certain genre of literature 

they would like to write about. They could do their research on it - a certain poet or - I 

would give them their choice about their topic." Overall, Vicki suggested, "if you could get 

them involved in writing that more than just for you, for the teacher" perhaps "to write 

editorials and be involved in the community and things like that," then students would be 

more engaged in writing tasks. As another example, Vicki's poetry-writing lesson required 

the students to follow the structure of a sample poem, a fact that made Vicki comment, 

"rnhere wasn't a lot of room for them to do their own thing; they had to follow these 

steps." Still, Vicki explained, "You had to pick something of your own choice and then 

compare it to a color, and then a thing, and continue in this format and compare your two 

things throughout the poem." In this way the students did have a lot of choice about the 

content of the poem. Part of the reason for allowing students choice in what they wrote 

about was that it helped them in expressing themselves, as Vicki explained, "I want my 

students to realize that they have a choice, they choose the words they use, and the syntax." 

But Vicki also indicated that choice helped students become involved in the lesson. When 

asked why she thought the poetry-writing lesson went well, she inmiediately responded, 

'They had some choice in the matter...it wasn't intimidating coming up widi ideas. They 
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could be successful." 

Yield's archive did indicate that she would allow students choice in more than just 

writing. For example, she realized that not all students would feel comfortable speaking in 

front of the class, even though she wanted them to develop this skill. Because of this, 

Vicki often used groupworic since it allowed for "students to take turns being the one to 

speak." This way, she explained, "if you're kind of a shy person maybe you'll be the third 

person in your group to go up, and then you've got your whole group supporting you." In 

other situations Vicki allowed her students to volunteer to speak for the group. In her 

teaching Vicki called only on volunteers to speak; she did not put students on the spot to 

speak unless they had raised their hands. Vicki's willingness to let students choose 

whether or not to speak and share was evident in her lesson on The Canterbury Tales. 

Students volunteered to be their group's reporter; and when it came time for the class to 

hear individuals' character descriptions, Vicki asked the class how they would like to 

proceed: "Does anyone want to volunteer to read theirs? Or if you want I can collect them 

from you and just read them out loud myself, if you want to do it anonymously. How do 

you want to do it?" At this point Vicki scanned the classroom and students began to 

volunteer to share. When there were no more volunteers, Vicki collected the papers and 

read several to the class, keeping the authors anonymous. In this way she allowed her 

students to choose whether or not they want to speak in front of the class, while still 

making sure their ideas and writing got shared. Vicki also planned to accommodate student 

choice in what they would read. Several times she suggested that she would use reading 

lists and provide students the opportuniQr to "choose [books] that interest them. For 

credit" In this case she encouraged her students to exercise choice in what they read. And 

in one interview she outlined an activi^ idea that allowed students to not only choose topics 
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of personal interest but also select the method of demonstrating their knowledge: 

[I]t's nice to give them some independent projects and maybe you can structure 

your class so that at the end of the year or something when they're losing interest, 

maybe you can make the last two or three weeks kind of like, "Okay, this is for 

your final grade. It's worth a hundred points. Anything you want to do. You 

want to write something, you want to perform something, you want to read 

something and do a report on it It's like, "Okay, all the things that you've ever 

done in English class, it's totally up to you and you have this much time to work on 

it." 

In this situation student choice cleariy related to student interest and learning; students could 

choose from all they had "ever done in English class" to earn their "final grade." During 

her student teaching assignment Vicki also allowed her students to choose the poems they 

would explicate and the poems they would perform, as well as die option of an extra-credit 

assignment in which they selected a poem to respond to. In these ways Vicki used student 

choice to foster her students' engagement in student-centered lessons. 

Vicki also planned to use groupwork as a way of encouraging her students to be 

involved in class activities. As she first explained having her students work in groups, 

Vicki emphasized, "I didn't want to have to be standing up in front saying, 'Okay, now 

this is what the play is about and this is how I think he's a great author.'" Instead, by 

working in groups students became more involved in the learning since "[t]hey'll be 

learning from watching their classmates doing it, and learning from doing it" rather than 

just being told what to learn by the teacher. Vicki felt that when working in groups, "each 

person is going to notice something different so they can come and say 'Well, I noticed 

this' and 'Well, I didn't see that, but now I do.'" In this way Vicki's students were 
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responsible for identifying and sharing pertinent content with one another. She also wrote 

that "[l]istening to other groups helps reinforce the learning; groups can model off of each 

other," suggesting that the students were learning directly from each other, not the teacher. 

Vicki further suggested that students working in groups could work "like in jigsaw, where 

each group or whatever is the expert on something." By using the jigsaw methods, she 

explained, students actually taught each other the content they had teamed. Through these 

responses Vicki illustrated an expectation for students to share with and learo from one 

another as they worked in groups. 

Vicki's lesson ideas and lesson plans indicated exactly what she felt students could 

learn in a group setting. Throughout her archive she identified lesson ideas that had 

students explore and make sense of the material, coming to conclusions on their own and 

"working and thinking on their own" in groups. For example, her objectives for her 

Romeo and Juliet lesson included for students to "work cooperatively in groups, sharing 

and alternating roles like reporter and recorder" as they read one act of Romeo and Juliet 

and "analyze it for one of...six topics of inquiry." After their inquiry and analysis, the 

groups were to "share with the rest of the class on their topic." In this lesson the students 

were to develop a clear understanding of their topic by locating examples in the text and 

discussing them in their groups. They were then to share their knowledge with the class. 

Vicki used this groupwork method throughout her lesson ideas. In the lesson on The 

Canterbury Tales the groups analyzed the text and shared information on characterization; 

in a poetry lesson the groups analyzed poems and shared information on explication; in a 

lesson on Animal Farm the groups analyzed the text and shared their results with the class 

via video. Vicki also suggested how this analysis and sharing of found information could 

be used in a whole-class setting in which students developed an understanding of a novel's 
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theme: "I like going through it chapter by chapter and looking at what new information has 

come in and how it changes, you know, because things change." These lesson ideas were 

all ways Yield felt students could leam to "think critically" while they read. 

Throughout her archive Vicki explained the beneficial results of having student-

centered lessons; whether students were working individually, in small groups, or as a 

whole class Vicki suggested the students would be more involved and would learn more if 

they were encouraged to "discover the information for themselves." Vicki had confidence 

in this method because "in a class of like twenty-some idds, you know, somebody is going 

to get it" Therefore, die "it" that they were learning did not need to come from the teacher, 

but could come from the students themselves. Perhaps more important, Vicki felt that 

when students were discovering information and ideas for themselves, that "it's not so 

much that they're learning facts, but they're learning how to learo" and that the teacher 

could provide "the right setting for leaming to occur. So that they are learning how to 

leam, leaming how to do this leaming." As Vicki encouraged her students to "leam how to 

leara" and to share what they were leaming with their classmates, the students were 

involved in the lesson and actively engaged in leaming. Vicki described this as: 

You're not just saying, "Okay, memorize these facts, and you will be smart all of a 

sudden." No, no; that's not what it's about. It's about being able to see the 

connections and to read, just to read something and to be able to understand what 

you're reading and to be able to pull out facts. 

Once Vicki's students had learned to read with learning in mind, they could indeed 

"discover information for themselves." Vicki wanted her students to be engaged in lessons 

that allowed them to discover information and apply it; then, "that's where they're creating 

the knowledge. By using it." Vicki tried to get her students to locate and use knowledge in 
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her first observed lesson, as she explained she "wanted to go beyond The Canterbury 

Tales, to connect it to something bigger" for the students. This "something bigger" turned 

out to be a major assignment on which the students were working. In her lesson plan she 

wrote to remind students to "keep ideas in mind for character sketch." As she taught the 

lesson this notation became explained more fully; in fact, she began the lesson by saying, 

"Mr. A. tells me you're studying The Canterbury Tales and getting ready for an assignment 

about character sketches." She concluded the lesson by commenting, "I hope this will help 

you write your character sketch." Similarly, Vicki had her students practice explicating a 

poem as a class "so you can do a good job on your presentations and written assignment," 

and she encouraged them to "take notes" on the historical information she provided about 

Animal Farm because "it will be useful to you while you are working on the last three 

chapters" and "may help you with your book reviews." Widi more long-term application in 

mind, Vicki had her students examine their studying and essay writing because "you'll be 

doing this all through your years in school, not just this class." Vicki created lessons that 

guided her students through learning new skills and information, and that encouraged them 

to apply their new knowledge and abilities. 

Overall, Vicki suggested that she would make her instructional decisions with 

consideration of both her students' interests and her desire to engage them in learning. As 

she explained it, "I think you want to do a variety [of lessons]. It's more interesting. It's 

not like, 'Oh, we do group work all the time.' They can become complacent in that way, 

too. So I think that a variety - 'I don't know what to expect, but oh, that Miss V, she 

makes us woric so hard. We're always doing different things. You never know what to 

expect from her.'" Vicki even more concisely suggested this varieQr in her personal theory 

of the content, writing, "Students should be given opportunities to read, write, listen, and 
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speak about a variety of materials." In Yield's opinion, students needed to "be interested in 

and feel good about what they're studying" and stated, "The more applicable to real life, the 

better." And she had many ideas of how she as teacher could encourage that, through 

selecting materials and activities that the students would find engaging, allowing students 

choice in what and how they learned when possible, and keeping the lessons student-

rather than teacher-centered. By doing this Vicki felt she could make her lessons "useful to 

the students, beyond just what happens here." In Vicki's opinion, getting the students 

actively involved "[i]s almost like tricking them in a way, that they don't really realize that 

they're doing an activity that's educating them because they're getting involved." Vicki did 

create lessons that engaged students in a variety of ways - whether they were to take notes 

on a mini-lecture, prepare oral or video presentations, analyze writings as a class or in 

pairs, or read and write individually, Vicki designed the lessons with their interests in mind 

and provided them with "fun" and "different" ways to perform their leaming tasks. 

Vicki also indicated that she would encourage her students' leaming through her 

individual interactions with them. It was clear that Vicki saw her role as teacher as more 

than instructional, but also as supportive, helpful, and displaying confidence in her 

students' efforts to leam. Part of this would come through her general attitude toward the 

students; as she described it, "I don't want to be the kind of teacher that's cold, hardened, 

just 'The rotten kids don't know anything.'" Indeed, Vicki seemed to have a high opinion 

of her students and their capabilities, as would continue to be illustrated by examples of her 

interaction with them. But Vicki had more than attitude; she also suggested helping and 

supportive actions and words which would communicate that attitude to her students and 

encourage them to leam. 

Throughout her archive Vicki described herself as a helper, facilitating her students' 



378 

learning. In one interview Vicki said she intended to let her students know explicitly that 

this was her role in the classroom by telling them, "I'm here to help you and advise you." 

During most instructional time, Vicki explained that she would be "[w]alking around" in 

order to "provide immediate feedback" while her students woriced individually or in 

groups. This "immediate feedback" would allow her to "guide their learning without taking 

over" and included "pointing out what they've got right, and helping them to see where to 

go next" Vicki's actions and intents of this monitoring were apparent in one of her lesson 

plans as she wrote, "The teacher will work separately with the groups as needed to help 

with projects, offer ideas and suggestions, aud to observe." Vicki attributed her decision to 

act as helper in part to the movie Stand and Deliver. 

Because that's what he did. He said 'This is tough. But I'm gonna help you. 

That's what I'm here for." And I thought, you know, that's all it is. It's that 

simple. It's like, "I'm going to help you. This is hard. My job is to help you, and 

you can do it If you've got any questions, if we have to go over this a hundred 

times, that's what we're gonna do, until you know how to do this." 

Gearly Vicki hoped to help her students learn. While Vicki imagined that part of this 

assistance would be answering questions, she related several examples of how she would 

encourage students' learning by affirming their work and acknowledging their efforts. For 

example, Vicki wanted her students to "understand that if they have questions, feel free to 

ask them, not to feel ridiculous to ask something that sounds off the wall." Throughout her 

archive she illustrated how she would create this openly supportive classroom atmosphere. 

When grading papers, Vicki emphasized that "when you get a paper back, even if you get 

an 'A' on it, if it's full of all the bad things you did, you still feel kind of horrible. But all 

you need to do is write 'good transition sentence' or 'good example' in a couple of places" 
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and students wouldn't feel so bad. But Vicki would clearly make much more than one or 

two '*good" conunents in writing to students; Vicki suggested that she would communicate 

encouragement and support to her students in all contacts with them. At one point Vicki 

suggested she would encourage her students to share what they were thinking by "just 

go[ing], 'Wow, you really said that well. I just couldn't. You really put that in words 

really well and I think you just hit it right on the head and I think that's great.'" Vicki 

imagined the students' enthusiastic reaction to her words: "And the kids are like, Teah!"' 

Vicki definitely viewed her interactions with students as having a strong influence on their 

attitudes about learning and themselves, as she said, "It's like, God help me that I never 

make someone feel like they're stupid. Just because I'm having a bad day or something." 

Vicki cleariy emphasized her desire to support her students as she taught and to help them 

with their learning. 

Perhaps Vicki believed in the power of support and encouragement to aid students' 

learning because of the results of her previous interactions with students. One situation she 

related involved a group of students she tutored in math and study skills: 

So they ask me to help with a problem and they're like, "Well, you're the teacher. 

You should know this." And I'm like, 'This is hard - you have to really 

concentrate. You know, this takes a lot of thought. This isn't easy for me, because 

I haven't used these skills either." And they're just kind of going, "A teacher that 

doesn't know something? Geez, I thought all teachers knew about everything - or 

they wouldn't admit it" 

In this situation Vicki encouraged her students by acknowledging the effort required to 

learn the material. Similariy, Vicki related a situation in which she encouraged a student to 

ask questions about what he was reading so she could assist him in understanding it: 
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[W]e picked the one poem to memorize and we were going through it and I'm like, 

"Do you understand what the poem is saying?" '̂ Nah-ah. I don't even know, what 

does this word mean?" And I said, "Well that word means "Oh, okay" and so 

we went line by line and talked about the poem...I said, "Yeah, great way to look at 

it!" I think be actually enjoyed it then. 

Vicki referred to this student several times in her archive; it was definitely a memorable 

teaching moment for her. She explained that "it was fun working with him one on one" 

because "be got the idea and understood." Vicki's attention and guidance supported the 

student's learning as he made sense of the poem. Experiences such as these illustrated 

Vicki's belief that "just because it's difHcult material doesn't mean kids can't understand 

it." Later in her archive Vicki related another situation in which she worked individually 

with a student and was successful in encouraging her to leam: 

There was this one girl, she was really bummed out that day and she was getting 

down on herself, saying "I can't do this, this is too hard, I'm really useless" and 

stuff like that and I just went [over and] I touched her on the shoulder and I said, 

"No, you're not. Look at how much you've done already. It's like, you've been 

working really hard and some days are worse than others and you can do it." And it 

was so cool because she just kinda, she was like "Yeah, I guess." But when she 

came in the next day she was like, "I'm feeling much better today." And when she 

got homework done and stuff like that she said, "See how much I did?" And I was 

like, "Yeah, I knew you could." 

Vicki suggested the student had intemalized the recognition and appreciation for her effort 

that Vicki acknowledged the previous day. As Vicki discussed this experience she said, "I 

guess at the time I wasn't even thinking consciously like, 'I'm here to be a good teacher.'" 
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Later Vicki discussed "the importance of human touch" and "the human compassion 

eiemenr that she felt good teachers needed to exliibit. Ultimately she said, "We're not here 

to judge one another, but to help. Helping is listening and understanding; it's not telling 

other people." Qearly Vicki valued the impact she could have on her students through 

providing individual support and encouragement by listening to their ideas and 

understanding their efforts. 

Vicki did continue to express support and encouragement of her students' learning 

efforts during her teaching. In one lesson when students had been writing individually, 

Vicki acknowledged their work with comments such as "Good, I'm glad to see you all at 

least have stuff written down" and "Don't worry if you haven't written a lot; just read to us 

what you have." During another lesson she returned a test the students had taken and said, 

"Nice job on this" and "I think a lot of you will see your scores have improved." Mainly, 

though, Vicki's desire to encourage her students' efforts and support them in their work 

was evident as she circulated and worked with individual students, offering "Good. Keep 

going with this," "Neat idea! That's a really creative way to do it," and "Way to go!" And 

during her lessons, Vicki included a good deal of student work time during which she 

could walk around and offer assistance as needed, making conmients such as, "I'm not 

suggesting that it's easy, but it can be done," "Any questions over here?" "Let's 

see...wow, great job so far," "So where are you guys at?" "Here, let me make a suggestion 

that might help you settle this..." and "Excellent, excellent ideas. Be sure to share those 

with the class later." She offered her help and suggestions, making sure students weren't 

floundering but also providing direction and support Vicki's classroom was indeed full of 

support and encouragement for learning. 

Vicki's metaphcn^ most clearly described the encouraging role she would play as 
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teacher. Vicid wrote, "I see myself, as an English teacher, to students as sunshine is to 

plants " She explained that "the teacher provides students with the impetus to grow." Her 

archive suggested that this "impetus" included providing an orgam'zed, student-centered, 

supportive environment which would encourage students in "growing, learning, soaking it 

up." In this way, students would be involved and engaged in the lessons Vicki had 

designed to educate them. 

There Is Still a Lot To Leam Mout English and Its Teaching. 

Vicki reiterated throughout her archive that she felt there was much about teaching 

that she still had to leara. On the one hand she mentioned pedagogical practices and teacher 

decisions that she had recently discovered. In regard to learning these elements Vicki said, 

'That's one thing, when I got into education I didn't realize that it's -1 guess I should've 

known that, but that it's always trying to improve" and elaborated, "I didn't realize that 

education, the whole field of education is so dynamic, and that a lot of these ideas aren't 

that old; they're new; and you're learning them." In addition Vicki revealed what she felt 

were her own weaknesses in her knowledge of English and stressed her desire to improve 

in these areas. On the other hand Vicki identified several questions she had about the work 

of teachers of English that she needed answered. In general, these questions were 

indicated in the proposed theory of the content by the statements "'What is taught' must be 

based on the school curriculum, reading lists, and reconmiendations of experienced English 

teachers'* and 'There are 'right' skills and content for each grade level, but you are still 

somewhat unsure as to what those are." Vicki seemed to be at once excited about the 

learning she had before her and concemed about her ability to teach well with the 

knowledge she did have. In this section Vicki's hopes and fears about the learning she saw 

ahead are explained and illustrated. These hopes and fears included her excitement about 
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learning, her desire to strengthen her English knowledge, her desire to improve her 

teaching, and her concerns about knowing and meeting curricular requirements. 

Hrst and foremost, it must be understood that Vicki was generally enthusiastic 

about the fact that she felt she still had more to learn. During one interview Vicki 

commented that she saw teaching as "the only career choice that would involve the life-long 

learning thing." Not only did Vicki feel she would continue to leam throughout her 

teaching career, but she believed that "all the people you are working with are like you that 

way." In her previous retail work she disliked the fact that "that's the focus of your life, 

the books, the money - whatever your gross profits were." Still, she stayed in the field for 

several years, primarily because of what she was learning. And she was learning more 

than just how to keep the books or run a business. In fact, Vicki confided that the most 

enjoyable aspect of her retail work was that "I met people from all around the world in retail 

and it was just fascinating to hear their stories...! was learning in my own little way." 

Talking to people and learning by sharing life stories and ideas was something Vicki did in 

her personal life as well. At one point she explained, "like this girifriend I have who's a 

teacher, we just love to sit and talk about all we're learning and your life is just enriched for 

that reason." The attitude that learning enriched your life was something that Vicki tried to 

pass on to her children: "t even say that to my own kids...rm like, the more you start 

looking into and the more you leam the more you're gonna figure out that there's more to 

learn about this. Whatever it is." Learning was, in Vicki's own words, "what life's about 

life's a journey; it's learning academics and it's learning about personal life stuff and it's 

learning beliefs." When asked to describe herself as a student, Vicki's immediate response 

was "I loved it - learning - every subject." This passion for learning seemed to have been 

with her throughout her life, and was a prospect that excited her about her future as a 
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teacher. 

Vicki's archive was full of her identificatioii of Bigiish content she wanted to learn 

mote about. For one, Vicki indicated that her knowledge of grammar was weak. She 

related the following event; "I was using all these old grammar books that were going to be 

thrown out, for information in my classes, and my teacher said there were some of these 

rules that had changed and I was like, 'Really? They actually change grammar rales?"' 

This event raised a concern for Vicki, as she explained, "It's probably not my strong area 

right now. It's been fifteen years since I've studied it, and in fifteen years [a lot can 

change]." During two tasks Vicki identified grammar and a grammar text as elements she 

would be unlikely to teach. Again she explained, "Grammar's not my strong point So I 

haven't looked at gnunmar too much, to tell you the truth." But Vicki had not eradicated 

grammar from her teaching repertoire; her lesson plans did indicate that she would look at 

"sentence structure" and "punctuation" when accepting and evaluating student woric for 

"completeness and correctness," and her requirements and directions for assignments 

reminded students to "use complete sentences" and "watch usage as well as spelling." And 

during one interview she suggested that "correcting sentences on the board" might be a 

useful whole-class activity. Vicki also intended to "brush up on it" and suggested that as a 

teacher she would "use [a grammar text] as a reference tool, for the teacher." So although 

Vicki was concerned about her knowledge of grammar, she felt she could continue learning 

about it and teach it to her students, and did relate the expectation for proper granmiar to her 

students. 

Vicki also felt she needed to read more to prepare herself for teaching &iglish. 

When discussing Shakespeare, she said, "I haven't even read all of the plays, either." 

Similarly, of Hemingway she said, "You know, I -1 don't know if I've read him...But I 
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am, Tm thinking that short stories might be a good thing to build my repertoire of and use 

more." At another point she said, "I haven't read a lot of short stories. I was looking over 

there at your anthology too, American Short Stories, and I'm like, oh boy, I don't 

recognize any of these people" and added, "I'll have to start doing more reading on my 

own." For the lessons she taught, Vicki bad read The Canterbury Tales as well as Animal 

Farm, but commented that she had never read "Casey at the Bat" nor the poems of Paul 

Fleischman, which she used in her lesson activities. For another lesson she conunented, 

"It was fun for me to read so many poems. And I read so many to pick the poems to use 

for the lesson." Vicki did not hesitate to read more, and enjoyed doing so; but she was 

concerned about reading more literature because "there's only, what, a half a million things 

available. So how and why you're gonna choose - ?" Perhaps Vicki's concern was 

magnified by information learned for her library science minor "After I took that one 

course in reference librarian and learned about exactly how many thousands and millions of 

publications are coming out new every second of every day, you know, how many 

newspapers in the world are in print and how many journals are in print, I'm like, you 

know nothing." But Vicki again had a plan for building up her repertoire of literature. 

During one interview she indicated she would spend her summer "on the beach, catching 

up on all this reading." Also, she would "read book reviews and see what other people are 

reconunending." This way Vicki would have knowledge of the literature she wanted to use 

in capturing students' interest, preparing reading lists, developing a classroom library and 

"studying works that relate by, say, theme." After one of her lessons she also mentioned 

that she would keep reading lists of the poems her students choose to study, to aid in future 

selection of poetry. While she realized there was more available in print than she could 

possibly read, Vicki would continue to read and avail herself of information on what might 
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be good literature for teaching. 

In discussing her teaching and studenting experiences, Vicki suggested that she had 

more to leam and develop about general and content-specific pedagogical practices. For 

example, when discussing her lesson on Romeo and Juliet, she commented that "I don't 

know if two days' time is enough or if we need three days" and later said, "I still have to 

leam about timing." She also felt that "I'm sure it would take me four or five years to 

perfect this lesson" - suggesting that she would modify and adjust the lesson over a period 

of time before being completely satisfied with it Vicki identified the need to work on 

"timing" during her student teaching; not only did she work at preparing a realistic one-day 

lesson (as was evidenced by the decrease in both length of lesson plans and frequency of 

notes to herself to "[e]nd here" or to go on "if time permits" as she got closer to the end of 

her student teaching assignment), but she also felt that she needed to take the time to ensure 

all students were "paying attention" before moving on just for time's sake. The overall 

desire to improve the content and activities of her lessons was evident in her conversations 

after teaching. Even though Vicki was pleased with the outcome of the lesson on The 

Canterbury Tales, she bad many comments to make when asked if she would change the 

lesson before teaching it again. In particular, Vicki explained that she was "always 

working on how to get them to write more - to improve their skills, to get fluent, to value 

and feel good about what they're doing, so their writing makes more sense." At another 

point she mentioned that she wanted to "leam how to give constructive criticism on their 

written work, so they can leam from what they've done and improve." And after another 

lesson she said she needed to think of "how to catch up those who weren't here." After 

one lesson she explained a positive change she had made in teaching the lesson: "This time 

I had them get into their groups after the demonstration. That woriced better. The first 
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hour was too busy with their partners to pay attention." Although Vicki did not name 

specific pedagogical practices she wanted to leam about, she did identify elements of her 

teaching that she would strive to improve. In this way her teaching episodes were learning 

experiences; she considered the results of her initial plans and learned from what happened 

after she put them into effect. 

Vicki also struggled at times whether to teach literature with a focus on traditional or 

personal interpretation. Although she valued having students come to and discuss their own 

conclusions, she said, "I think that that's maybe sometimes a hard thing to do. Because 

you're afraid that they're not going to say what you, they're not gonna say anything, 

they're not gonna say it, or that they're gonna say the wrong thing." Vicki did want to 

make sure her students left her class with certain information and factual knowledge. But 

Vicki didn't want to impose interpretations on her students or overwhelm personal 

responses with factual information, as she pondered, 'i don't know that it's so important 

that they understand even some of the historical background. I mean, you want to include 

it because it's important, but I don't know how much you want to say about that." Later 

she explained, "It just seems like the books that are picked are picked for reasons. So if 

it's going to be required to read some book from the canon of English literature, then there 

is some value in them knowing why." On the other hand, she wondered, "Or do you want 

it to be more the aesthetic appreciation and encourage them to do more reading?* At one 

point Vicki seemed to have come to a partial conclusion about her dilemma: "iJlhere has to 

be a balance. That's what I'm trying to work out in my own mind, is how you're gonna 

balance that, how you're gonna encourage expression and thought but yet keep it within the 

limits of your subject content." So Vicki needed to leam how to achieve a balance she was 

comfortable with. An experience in her methods class might have provided her with a 
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means for reaching some balance; 

We had a big argument about that the other day. The traditional interpretation thing 

and the personal - how do you deal with that. Fm still trying to decide that because 

if you have an objective that you want someone to get something specific out of a 

particular work, then yeah, there's a right and a wrong answer. But if you have as 

an objective the appreciation of literature, that's not so important. 

Vicid's lessons and written plans suggested that she was leaning more towards formal, 

traditional content; her lessons focused more on developing skills of analysis, presentation, 

and writing than on personal expression or interpretation. Still, Vtcki indicated during the 

Hnal observations that "[i]t's just hard to balance - you have things you have to teach them, 

that they have to leam. And then to fmd time to let them express their own ideas - it's 

hard." Vtcki continued to try to find a happy medium between traditional and expressive 

content in her English classes. 

Whereas Vicki had found ways to experience and leam more in terms of Biglish 

content and pedagogical practices, she seemed at a relative loss for how to leam about one 

of her most frequently mentioned concerns: making sure her teaching would meet school 

and state curricular requirements. In fact, Vicki commented again and again that she did 

not know what was "supposed to be taught." At one point she said, "1 don't know what 

kids know, are supposed to know at certain grade levels." During another interview she 

explained, "At certain grade levels you're going to emphasize - what thing are you weakest 

at at a particular level, and it's different from school to school - that's what I don't have a 

clue about." One time she pondered, "I don't know how much time or how much they do 

[outside reading lists] in schools." At one point she said of creative writing, "I don't know 

how much emphasis is put on that in graduation requirements." During one of the final 
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interviews, Vicki expressed shock at her fellow students of teaching who gave little 

concern to curriculum guides, explaining that 'it was a really big eyeopener that..they 

were just interested in going out there and doing their own thing and just disregarding any 

studies and theories and people." At another point Vicki debated with herself whether 

yearbook and newspaper "would be offered for credit" and wondered, "I don't know about 

the schools -1 think they do more and more, don't they? Consider it, like work experience 

or something?' Vicki didn't feel she could rely on her own experiences as a student to 

inform her in this case, as she related a conversation with her methods course instructor. 

[My professor] said "What did you study in high school?' And I don't remember. 

I know we studied Shakespeare in high school but I don't remember which play it 

was. And I know we read novels, but I don't remember which ones...I don't even 

know if it's the same thing [that is taught now]. 

Later, as she responded to the proposed theory of the content, Vicki said, 'i guess you do 

have some flexibility, you do have some choice in the matter [of what to teach]" but then 

explained, "but, for a beginning teacher, I would probably rely on [other sources]." 

During her student teaching, Vicki deferred to her cooperating teachers and used the 

literature they suggested. Through these responses Vicki discussed potential doubts about 

her own knowledge of the teaching of Biglish, particularly what content was appropriate or 

expected at a certain grade levels. 

At one point Vicki took this frustration to the extreme, explaining that she felt like 

"I don't know anything in my four years to say, 'Okay, I feel like doing this.'" Perhaps 

this self-doubt was what allowed Vicki to defer to her cooperating teachers for lesson 

activities, reading selection, and general content Vicki had already benefitted from, the 

experienced suggestion of a practicing teacher; in discussing a previous teaching experience 
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Vicki explained that she followed the practicing teacher and asked the students to write 

poems, even though she initially thought it would not be appropriate at that level. As Vicki 

further explained her reasons for questioning the appropriateness of the lesson, she pointed 

to the fact that it "was to teach the idea of simile. But diey knew that, though, in seventh 

grade. They had no problem with that idea. So that was a learning experience for me." 

And although she was supposed to develop her own lessons as part of her student teaching 

experience, when asked where her lesson ideas came from Vicki usually conunented, "Ms. 

C. always does this'* or "I got this idea from Mr. A." or "The final project idea was from 

Ms. E. - she does it every year." And twice she mentioned what she had learned about the 

"state graduation standards" and "grade level requirements" for her students through her 

student teaching appointments, and had used diis knowledge to determine they needed 

"opportunities to practice speaking in front of groups" and "to form structured paragraphs." 

As she indicated in one interview, she would have to "ask the principal why" something 

should be taught; it seemed Vicki had decided the only way she could learn about curricular 

requirements was to ask and follow the advice of other teaching professionals and 

guidelines. 

Vicki viewed herself as "a beginning teacher" in the field of &iglish teaching and 

saw her teaching career as an opportunity to engage in "life-long learning." She explained 

her experiences so far by exclaiming, "It's like, the more I know the more I realize I don't 

know." As she described herself in contrast to the experienced teaching professionals she 

had come in contact with, "It's like, these people who are specialists, they get into dieir 

stuff so deep and you're just skimming the surface. You're just barely tapping the wealth 

of knowledge." Her responses throughout her archive suggested that she was "tapping the 

wealth of knowledge" in the areas of BigUsh content, pedagogical practices and dedsions. 
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and curriculum requirements. She also indicated that she would continue to broaden and 

deepen her knowledge both on her own and with the advice of other teachers and 

specialists in education. Even though Vicki at times seemed overwhehned by the scope or 

importance of what she felt she had yet to leam, she seemed to face the challenge eagerly. 

Summary. 

The above description of Yield's thoughts about English, teaching, and the teaching 

of English was illustrated and detailed by the contents of her personal content beliefs 

archive. The four major concepts that seemed to run through Yield's archive were that 

English was a complex subject, students learned practical and useful skills and content in 

English classes, the role of the Biglish teacher was to encourage students as well as to 

educate them, and that there was still a lot to leam about English and its teaching. These 

' four concepts supported and embellished one another to provide an intricate structure with 

which Yicki expressed her thoughts and ideas about the teaching of English. 

Conclusions 

The analysis of the two participants' personal content belief archives and interview 

transcripts leads to a varied and complex collection of trends and responses. In particular, 

the nature of the content and context of the participants' responses to the tasks of the study 

and the detailed descriptions of the trends in thought expressed by die participants are 

illustrated through the reflection and repetition noted in the data collected. In this section 

the analyzed data are used to specifically address each research question posed in this 

study. 

What Was the Nature of These Preservice English Teachers' Personal Theories of the 

Content, When They Were Prompted to Explore Their Beliefs In a Variety of 

Ways? 
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The answer to this first research question was held within the statements of trends 

identified for each participant. Similarly to the statements provided in the proposed theory 

of the content (see Appendices J and K, Items 8), which were identified by the researcher 

as summaries of each participants' theories of the teaching of English as suggested through 

the tasks from the first two interactive interviews, these sunmiary statements were further 

informed by the tasks of the third interactive interview and the final observations - which 

included each participants' own written theory of the content, direct reflection by each 

participant upon the statements from the proposed theory of the content, and 

demonstrations and explanations based on the participants' actual teaching (see Appendices 

J and K, Items 9 and 10). These statements were: 

Teaching is a peiformance art. 

Biglish content and skills should be taught in small sequential steps. 

The role of the English teacher is to help students improve their futures. 

Students have basic needs which must be met in order for them to leam. 

Much can be learned by watching other teachers with a critical eye. 

English is a complex subject 

Students leam practical and useful skills and content in English classes. 

The role of the &iglish teacher is to encourage students as well as to educate them. 

There is still a lot to leam about English and its teaching. 

Hrst it must be noted that these were general trends found in the participants' materials; 

they were by no means completely thorough nor comprehensive, but they were supported 

by frequent repetition and examples made by each participant throughout her archive. 

Second it must be noted that these were of course summaries stated by the teseaTcher.and 

therefore were still assumptions about the participants' beliefs, even though they were 
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supported by the participants' own words and actions. With those two points aside, it was 

possible to look at the nature of these theories elicited by the tasks of the study and make 

some further generalizations. For example, there was a statement of "the role of the 

English teacher'' for each participant; here, information regarding appropriate teacher 

behavior and goals was suggested for each participant. Also, there was a statement about 

the "skills and content" expressed by each participant. And there was a statement regarding 

learning; in these sections each participant revealed what she was currently working on in 

terms of her own knowledge as well as how she was doing so. Thus, the nature of their 

personal theories of the content, as elicited by the tasks of the study, included notions about 

the role of the English teacher, the skills and content students were to learn, and the 

learning being engaged in by each participant 

What Was the Nature of Their Responses to Beliefa and Practices of the Subject That Were 

Congruous With Their Own? 

The information needed to answer this question was held in the participants' 

responses primarily to the pedagogical interpretation tasks, in particular the Hctuie Task 

(see Appendix H) and the Case Analysis task (see Appendix I). In general both 

participants identified teaching behaviors, practices, and thoughts presented or suggested 

by the depicted teachers which they personally agreed with, and Qrpically both participants 

explained how or why they agreed with these teachers, as the following examples 

illustrated: 

[H]e's got his hand on his shoulder too. That's good. He's approachable. And it 

makes the students feel good. 

Giving instructions - you want to do that Make sure they understand. 

She's empowering her students, teaching them to use their skills for a purpose. 
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getting their input in what they study, to make it meaningful, and so it's not all Tm 

the teacher." 

Definitely I'm most like Kim. She seems to use a lot of writing and using strategies 

to read the articles. 

What she does is what I'm learning. 

Perhaps the strongest identification of congruous teaching practices during these two tasks 

came as the participants read their own anonymous case descriptions (see Appendices J and 

K, Items 7). Comments such as "Oh, she's totally me. Totally;" "I would do that;" "Oh, 

maybe she's the one I'm most like. Can I change my mind?' and "Like getting students to 

write more than a page at the beginning -1 think they can rely on what's there, until they 

feel more confident" exemplify their recognition of this congruiQr. In their responses to 

these two tasks the participants identified congruous teaching practices and beliefs and 

explained the congruity to their own preferences. 

The two participants also identified and discussed congruous teaching practices as 

they reflected on their own teaching. As they were asked to place each of their planned 

lessons on their concept maps, they did so, offering explanations such as "It can go 

anywhere, really, where you're writing;" "Well, it's literature. Right there;" "they did 

some joumaling, and the play;" and "writing skills, definitely." Here they made 

connections between their stated ideas about the content and the lessons they taught their 

students (see Appendices J and K, Items 10, for each participants' written lesson plans). 

The participants also acknowledged the methods they used as being congruous with those 

stated in their theories of the content (Appendices J and K, Items 9), such as "I do try to 

touch on a lot (rf* life stuff," "discussing life decisions," "Well I do do a lot of group woric," 

and "Being concerned with what's expected." The participants analyzed their own 
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teaching and discussed what they saw as congruous. 

Additional information that aided in answering this question came from an 

unanticipated source; unsolicited references each participant made during various study 

tasks. Comments such as "What a great idea," "[I]n his college writing course, you'd 

write a draft and you'd always have a chance to re-write...that I really agree with," "[W]e 

both have this strong personal understanding..." "I got this lesson from our methods text, 

and I love it," "I borrowed this lesson from Mr. B.'s files," and "I saw this great lesson the 

other day..." were sprinkled throughout both archives. These examples were offered by 

the participants as they considered the different tasks of the study and provided additional 

examples of teacher behaviors and beliefs the participants agreed with. These reflections 

on congruous practices were unintentionally provoked by the tasks of the study but again 

indicated that the participants were identifying and expressing personal agreement with the 

teaching practices of other teachers. 

In short, then, the nature of their responses to congruous beliefs and practices 

consisted of identification, explanation of the reasons behind the practice, and introduction 

of their own examples to illustrate their discussions. 

What Was the Nature of Their Responses to Beliefi and Practices of the Subject That Were 

Incongruous With Their Chm? 

The information needed to answer this question was held in the participants' 

responses primarily to the pedagogical interpretation tasks, in particular the Picture Task 

(Appendix H), the Case Analysis task (Appendix I), and specific questions asked during 

both sorting tasks (Appendices E and F). In general both participants identtfied teaching 

behaviors, practices, and thoughts presented or suggested by the depicted teachers which 

they personally disagreed with; both participants explained how or why they disagreed with 
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these teachers; and both participants were able to suggest when or why a teacher might 

engage in the practice even though they didn't personally agree with it, as the following 

examples illustrated: 

I don't think I'd be putting on a play or having them act out like five scenes each or 

anything...[But] I think it's beneficial for the students to see another side that 

writing can come to life, almost. 

I wouldn't teach it that way ...[because] I feel [that] is almost a separate category of 

its own. 

The only time 1 ever had film in high school was in a class I had called mass media. 

And then it was appropriate. 

I didn't like it when I went through it so I don't want to teach it that way. 

You can say, 'This is the traditional interpretation of it but, in your paper, tell me 

what you think." 

Studying film - making video productions and stuff, I don't know where else they 

could teach it, but they could call it English. 

[My lesson] was such a great way to have them summarize it Instead of having 

them go through a big book... 

[T]hat's another class - like comparative cultures or something. 

She should ask the students what they think the theme is. 

Well I suppose it's good for bringing in resources... 

It really puts students on the spot...[but] it can be productive if you're not singling 

them out 

The participants cleariy identified teaching practices which were incongruous with their 

own. Sometimes they offered explanations as to why they wouldn't teach that way; 



Z91 

sometimes they suggested ways to alter the situation or behavior to be more acceptable. 

But they did select and discuss teacher behaviors and beliefs that they disagreed with. 

Again, both participants identified incongnient practices from their own teaching. 

In the discussions that follow the final observations, each participant mentioned elements 

about the lesson plan (see Appendices J and K, Items 10) or the actual teaching that she 

would change, often following with explanations as to why she didn't like it or why she 

would change it as she suggested: "I would give them a creative writing topic, not tied to 

the book...There Just isn't enough time to do all the writing Td like;" "If they chose their 

own - poems that they liked, that meant something to them - they may have enjoyed it 

more...;" and "Now I see I would need to write more in the directions of what to include." 

In these cases, their suggestions brought the incongruous practices more in line with their 

expressed personal theories. But incongruity was not always viewed by the participants as 

negative or requiring change; each participant also mentioned inconsistencies between her 

teaching and her archive and provided explanations as to why the practice was best in this 

particular situation: "Having them discuss indepth questions in groups on their own is not 

as successful as talking through the story as a whole class" and "It's just hard to balance -

you have things that you have to teach them, that they have to leam...rm sure as I teach I 

will get more efficient." Thus, in noting incongruencies in their own teaching, the two 

participants offered changes to the lessons as well as rationales for their inconsistencies. 

Finally, both participants responded throughout the study tasks with unsolicited 

examples of teaching practices that they disagreed with. At times they provided great detail 

about a specific event, as when they both ended up describing their college professor who 

denied a student her personal interpretation, or when Vicki recounted helping a student 

understand a poem that his teacher had merely wanted memorized, or when Gina recounted 
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the change in personality of her favorite English teacher. In many other instances the 

participants mentioned brief examples almost in passing, commenting as they do so, "I 

can't believe a teacher would do that," "I really don't think that's right," and "Those poor 

students." The participants sometimes offered alternate practices, as when they both 

suggested how their professor could more positively acknowledge die student's 

interpretation, but mainly these unsolicited examples seemed to punctuate the discussion, 

helping the participants explain their views by presenting the antitheses. These examples of 

incongruous teaching practices were brought out by each participant from her past 

experience, usually briefly discussed, and helped her in explaining her own preferences. 

In summary, the nature of their responses to incongruous teaching practices 

consisted of identification of incongruencies, explanation of the disagreement, suggestions 

of what they would do differently and why, and once again provision of examples from 

personal experience to illustrate their discussions. 

What Was the Nature of Their Responses to the Researcher's Presentation of Their 

Personal Theories of the Content? 

There were two points in the study when die participants were presented with the 

researcher's summary of their theories: during the Case Analysis task and during the third 

interactive interviews. As has been partly discussed above, each participant responded 

with immediate affiliation with her anonymous case description (see Appendices J and K, 

Items 7) and discussed the similarities in practices and beliefs that she and the presented 

"teacher" shared. Comments such as "Oh she's totally me. Totally," and "Oh, maybe 

she's the one I'm most like. Because it says she..." illustrated this affiliation, and both 

participants pointed to quotes from the case description when discussing the similarities. 

Even with this strong identification with the beliefs and practices, neither participant offered 
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the suggestion that this was indeed a description of her. And neither participant pointed out 

any incongroencies, even though they were asked to discuss anything they disagreed with 

in each case. However, during the third interviews, both participants suggested changes, 

clarifications, or qualifications when presented with the proposed theory of the content (see 

Appendices J and K, Items 8). They made remarks such as "I don't know if it should 

necessarily have more emphasis than literature, but I think there should be more emphasis 

on it" and "to a certain extent but then I guess you do have to have some flexibilityBoth 

participants elaborated on statements they agreed with as well; as they said "That's what an 

education is, is bettering yourself for the future, rather than just shoveling knowledge" and 

"As far as the 'right' skills and content...What I'm talking about is...," they accepted the 

statements and restated them for additional clarification. The nature of their responses to 

the researcher's summaries of their theories, then, was largely acceptance with a 

willingness to clarify and add conmient. 

Whca Was the Nature of Their Own Explicit Articulation of and Reflection on Their 

Personal Theories of the Content, Prior to and During Student Teaching? 

The most direct answer to the "articulation of...their personal theories" was 

provided by each participant's written personal theory of the content (Appendices J and K, 

Items 9), wherein she was asked to write what she believed about English and its teaching. 

It was the "reflection" part of this research question that required greater explanation; both 

the nature of the reflection and the articulation the participants' reflections added to their 

written statements. In the discussions following each of the final observations, each 

participant was asked to consider her lesson in terms of her archive, and to reconsider her 

personal theory of the content in relation to her lesson. Both participants pointed out 

consistencies and inconsistencies between their lessons and their archives, as had been 
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discussed above. In reflecting on their personal theories of the content, the participants 

seemed to note the consistencies and inconsistencies almost in passing, conmienting, "Well 

I did that...," "I guess that's this part," and 'This lesson wasn't really about that." 

However, both participants did take the opportuni^ to make additions to their personal 

theories of the content. One wanted to add the need to "captivate students, intrigue them, to 

motivate their interest and prod them into analyzing and thinking about what they read;" the 

other wanted to add "review; I mean, diey seem to need to have it again and again." These 

additions seemed to come from the additional experience of teaching actual students, as one 

commented, "I was surprised by how much they didn't know." It was also worth noting 

that neither participant suggested deleting nor changing what she had written before, but 

would add to it. The nature of their personal theories of the content and reflections on them 

included identification of consistencies and inconsistencies and addition of teaching 

practices and beliefs. 

The "Nature" OfTheirResponses 

An interesting consideration arose from the use of the word "nature" in the research 

questions. The (»imary focus in the above discussions of each question was on the 

teaching-related content of the participants' responses to the specific notion offered in the 

question - "theories," "belirfs and practices," "congruous,'* "incongruous," "explicit 

articulation and reflection." However, the "nature" of the participants' responses 

throughout the study also included the quality of their responses - hesitations, 

misunderstandings, questions, willingness to go off track; moments of understanding, 

denial, sudden revelation, accommodation, rejection, acceptance; and resistance to tasks. 

In this sense the "nature" of their responses had been thoroughly detailed in the first section 

of this chapter; when this dimension of their responses was also considered, the realm 
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these two preservice English teachers' knowledge and experience about English and its 

teaching was magnified. Throughout the study the participants asked questions as well as 

answering them, seeking clarification of specific terms such as "critical thinking skills" and 

"opportunities to teach" and of more general notions such as "a lesson plan" or "objective." 

Their definitions of these terms as they worked with them during the tasks illustrated subtle 

differences in their understandings; Gina's lesson plans were brief outlines and included 

time estimates (see Appendix J, Item 10), while Vicki's were quite lengthy with scripting 

and lecture notes (see Appendix K, Item 10); Vicki viewed her observation and tutoring 

experiences with students as teaching while Gina only considered lessons she had planned 

and taught to peers. These differences in the manner in which they addressed lesson plans 

and practice teaching opportum'ties revealed personal differences in their concepts. The 

participants also took the oppoituni^ in their own hands to relate extended stories from 

their experiences as students and as teachers, as well as provided brief recollections, to aid 

in their explanations. These came from middle school, high school, college, and even 

elementary school experiences, and several of their recollections were only tangentially 

related to schooling and teaching. Yet the fact that the participants chose to offer these 

examples as explanations of their thinking indicated the wide source of influences on their 

thinking - beyond teacher education courses, beyond even school experiences, and into 

their bosses, family members, and social experiences. 

The participants' responses also illustrated the very personal nature of what they 

had to share about English and its teaching. Their individual personalities came through in 

their rates of speaking and inflective enthusiasm as each got caught up in personally 

meaningful ideas. For example, although Gina's interviews were ^pically shorter in 

duration than Vicki's for each task, Gina's transcripts were the same length or longer than 
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Vickies. Gina spoke quickly, and even more so when she got involved in a particular task 

or conversation (as she notes herself during the Sentence Completion task, "I think as I got 

more excited I got longer. Like on this page I wrote a lot more")- Vicki's audiotapes were 

full of "ums," "aahs," "likes," and silent pauses as she stopped to think, and the overall 

rate of her speech was slower than Gina's; when Vicki got impassioned about what she 

was discussing her volume increased. These differences in the manner in which they 

responded were most likely personal qualities of their speech, but still existed in trends for 

each participant that helped to identify when they were carefully choosing their words and 

when they were in a flow of thinking aloud. The participants also had overall differences 

in tone as they discussed the tasks and related concepts. Gina, for example, tended to be 

more negative; she tended to relate personal experiences that she disagreed with at least as 

frequently as the positive experiences, and definitely more often than Vicki did; as was 

discussed above, Gina tended to note things with a critical eye, and her tone matched that. 

Vicki did offer some negative experiences, but even these she put into a more positive light 

by acknowledging possible positive outcomes or suggesting of a teacher, "[B]ut 1 guess 

that's her decision." Again, this might be a personal quality of the individuals that was 

revealed as they discussed personal thoughts and memories. Gina's self-confidence had 

also been noted previously; she often spoke as though she was an experienced teacher and 

willingly offered ideas on the spot for hypothetical situations. Vicki, on the other hand, 

was recognized to take little ownership for her concept map and to resist offering her 

suggestions for the hypothetical situations, insisting that "It depends on what the school 

wants" and offering that "These aren't my ideas, by any means" even though she was 

asked several times to simply explain what she would do or what she thought. Vicki did 

express confidence in herself as she related her teaching experiences, commenting on minor 
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changes she would make in lessons and reveling in her students' positive responses, while 

Gina expressed more concerns with some of her lesson plans such as with the timing and 

objectives and offered greater changes, such as "having them write one on their own," after 

some of her lessons. As they discussed the tasks, then, they shared personal strengths and 

weaknesses, both direcdy related to teaching (such as success in public speaking or being 

unsure of requirements and having limited opportunities to teach students) and less related 

(such as self-confidence and beneficial previous life experiences or uncertainty of the 

future). And both participants took the opportum'ty to handle materials - texts, papers, 

archives - during the tasks and as they shared their thoughts, marking and circling on their 

task sheets, suggesting ownership and acceptance of what they had shared not only with 

their words, but with their actions. They each selected items to point to, to underline, and 

to emphasize by picking them up and showing them to the researcher. Through their rate, 

tone, and actions, the nature of the participants' responses - how they expressed 

themselves and their theories - demonstrated the very personal factor of their theories. 

In a sense this dimension of the "nature" of their responses revealed potential 

sources of and influences on their theories of the content, and perhaps the strength of their 

conviction about particular beliefs and practices, and as such was a key component in 

analyzing their thoughts. This discussion of the "nature" of their responses, then, had to 

be taken in combination with the specific details above in order to fully describe the 

construction and use of these two preservice English teachers' personal content belief 

archives. 

Summary 

This chapter presented the analysis of the interview transcripts and documents 

formed from the participants' responses to the tasks of the study. These tasks included 
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those designed to engage them in reflection on their own experiences with and beliefs about 

the teaching of Biglish, presented them with teacher-like tasks to perform and explain their 

decisions, and involved them in analyzing their own teaching beb'efs and practices as well 

as those of other teachers. First, the nature of the two participants' responses to each of the 

study tasks revealed the participants asking questions for clarification; providing stories 

about their teaching, learning, teachers, and personal lives to help explain their discussions; 

sharing concerns they had about their knowledge and practices, as well as those they felt 

confident about; discussing teacher characteristics, actions, and beliefs they agreed and 

disagreed with in their own as well as others' teaching; and identifying and explaining 

consistendes and discrepandes in their own thoughts and practices. Then, several main 

trends about the teaching of Biglish that were apparent in each participant's archive were 

discussed. Although this analysis was presented separately for each participant, there were 

commonalities in the trends identified; both partidpants made several references to the skills 

and content they felt students should learn, both partidpants provided explanations of the 

roles they wanted to fulfill as teachers, and both participants demonstrated what and how 

they would continue learning as teachers. As the nature of the partidpants' responses was 

discussed, then, the research questions of the study were answered, and the construction 

and use of these two preservice teachers' personal content belief archives were described in 

detail. 
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DISCUSSION 

Summary 

This study had its roots in the experiences of the researcher as a first year English 

teacher. As the researcher and others had found, preservice and beginning teachers had 

difficulties in bridging the theory-to-practice gap in enacting their beliefs while teaching 

their subject matter (see, for example. Fox, 1993b; John, 1991; Ritchie & Wilson, 1993). 

Preservice teachers seemed to struggle to form solid conceptions of how to teach what diey 

wanted, in ways they wanted to teach it, in order for students to get out of it what the 

preservice teachers were intending. This study was an exploration of an attempt to 

encourage two preservice Engli^ teachers to explicitly identify their personal theories 

about the content they were teaching, and to critically reflect on their thinking and teaching, 

in order to explore their use of their theories while teaching. 

Therefore, a series of tasks was constructed to engage the participants in exploring 

their own experiences and beliefs about the teaching of English. More specifically, the 

participants were engaged in several belief exploration tasks, including oral recollections of 

teaching, concept maps, planning tasks, sentence completions, and text sorting tasks. The 

intent of the belief exploration tasks was to encourage the participant to recall and reflect 

upon studenting and teaching experiences that might have been significant in forming or 

influendng her personal beliefs about the importance and means of the teaching of Biglish, 

as well as to relate and describe some of those beliefs. The participants also engaged in 

several pedagogical interpretation tasks, including reflections on the participants' own 

beliefs and practices, analyses of cases of other teachers' teaching beliefs and practices, and 

discussions of photographs defricting teachers in various potential teaching situations. The 

intent of the pedagogical interpretation tasks was to encourage each participant to note and 
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discuss teaching beliefs and practices of other teachers that she agreed and disagreed with, 

and to identify and explain potential similarities and differences with her own beliefs and 

preferred practices. The two participants' written lesson plans and other documents 

completed for the tasks of the study, along with transcripts of die interactive interviews 

during which the participants discussed their writings and thoughts, were placed in a 

personal content belief archive for each participant (Appendices J and K). Each participant 

was asked to use her archive as desired and write a statement of her personal theory of the 

content; this personal theory of the content was further reflected on by the participant 

during final lesson observations while student teaching. Thus, the construction of the 

personal content belief archives involved completion of the study tasks; its use for the 

preservice teacher was as a source of reflection and collection of thoughts about the 

teaching of English. 

The use of the personal content belief archive for the researcher centered on the 

constant comparative method of analysis and resulted in two types of written descriptions. 

For the first, the participants' responses were compared for each task, and similarities and 

differences in die content and structure of their responses were discussed for each task. 

The analysis of content for the various tasks consisted of beliefs and concerns about 

Biglish and its teaching articulated by the participants; the analysis of structure revealed 

queries and stories as well. Second, each participant's archive was analyzed individually, 

and major trends evident in the beliefs about the teaching and learning of Biglish for each 

participant were summarized, explained, and illustrated with examples from the 

individual's archive. Thus, the contents of the personal content belief archives were 

analyzed together to reveal the nature of their responses to each task, and analyzed 

separately to reveal the nature of each participant's responses regarding the teaching of 
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English. 

In general, the analyses showed that the participants discussed English and its 

teaching through both belief exploration and pedagogical interpretation tasks. Their 

discussions revealed information about their personal theories of the content and their 

teaching, as well as information about what types of responses were elicited by each of the 

tasks of the study. These two preservice English teachers did explicitly identify their 

personal theories about the content they taught and reflected on their thinking and teaching, 

and did explore their use of their theories while teaching. In this manner the construction 

and use of the personal content belief archives provided the participants with a collection of 

their thoughts about the teaching of &iglish which they reflected on as it was being 

developed, as well as after it was complete. 

Discussion 

The flndings of the present study were perhaps best understood as they were placed 

into the current related research in the fleld of education. At times the flndings supported 

the existing research; at times they added to it Because many of the tasks used during the 

study were created with the guidance of previous research it seemed logical to discuss the 

flndings of each task in relation to the flndings of the research on which it was based. 

Additionally, the flndings were looked at in comparison to the flndings of related studies on 

preservice teachers' knowledge in the fleld of English. 

Focused Personal History 

The questions asked during the focused personal history interview were based on 

the idea of the personal history interviews used extensively in the research of Knowles and 

Holt-Reynolds (e.g. Holt-Reynolds, 1992; Knowles, 1992; Knowles & Holt-Reynolds, 

1991, 1994). These researchers used personal history interviews and reflections as a 
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methodology to draw out "those experiences that mold the educational thinking of 

preservice teachers" (Knowles & Holt-Reynolds, 1991, p. 89). In particular the 

researchers sought to encourage their subjects to recall and reflect on personal interests, 

significant life events, and influential people and happenings, as well as experiences as 

students and with former teachers. In the present study, the interview was referred to as a 

focused personal history, because the interview protocol centered on recollections of 

experiences, events, and people directly related to their school life and learning. This focus 

was chosen to elicit comments, experiences, thoughts, and preferences specifically related 

to teaching beliefs and practices. As a result, the partidpants told stories of high school 

and college classes and teachers, including specific learning activities. They also offered 

some detail about the characteristics of teachers they liked and disliked. In addition, both 

participants explained the influence non-teachers bad had on their thoughts about teaching. 

And bodi participants related rather lengthy accounts of how they came to the teaching of 

&iglish as career choices, explaining how they eventually cast off other pursuits and settled 

on becoming Biglish teachers, and explaining the similarities and differences between the 

two careers that helped them make their decisions. In this manner, the focus of the 

personal history interview provided information similar to that found by the studies of 

Holt-Reynolds and Knowles, but that more specifically helped describe the origin ci these 

two preservice teachers' preferences about the teaching of English. 

Concept Map 

The decision to have the participants create and explain concept maps of their ideas 

of the tqncs that make up the general subject of "English" was merely an attempt to have 

the participants provide a black and white representation at one point in the study. This 

visual summary of the skills and content each participant believed make up the subject she 
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would teach was then useful in several ways. First, the labels on the map indicated the 

chosen vocabulary the participant used for the different topics of the subject. Second, the 

structure of the map revealed categorization and organization of these topics, allowing for 

identification of "bigger" chunks and their related sub-components. Third, as the 

participant was then asked to explain her map, additional elaboration and reasonings behind 

the labels and structure became evident; the map itself served as a structure around which 

the explanation was centered. The map also provided the participant with reference points, 

as was evidenced by the two participants' frequent pointings to and drclings of items on 

their maps while they discussed their thoughts about English. Fourth, the participant was 

asked to refer back to her map several times during the study, particularly to explain where 

various lessons would fit. These discussions allowed the participant to add to the map, 

explain omissions, and illustrate how the representation would come to life m the 

classroom. Hnally, as the participant was asked to identify the content and skills she felt 

were important in other ways during other tasks, such as the sentence completion and 

sorting tasks, the participant's stronger beliefs became more evident through repetition, and 

changes, omissions, and additions could be noted at more than one point in time. An 

added bonus to the task was that the participants chose to again offer personal experiences 

and stories as they explained what they had drawn, adding to the information gained during 

the focused personal history interview. The actual drawing of the map, then, was merely 

an initial opportuniQr in the study to express visually what the participant felt were the 

appropriate content and skills to be taught through the subject of Biglish. 

Planning Task I 

The notion for Planning Task I arose from several studies (cf. Qandioin, 19SS; 

Grossman, 1969a; Hewson & Hewson, 1989; Scardamalia & Bereiter, 1969) in which 
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participants were asked to discuss their lesson ideas as they were presented with possible 

content to teach. These studies noted the instructional preferences preservice teachers 

selected and the explanations they offered for their choices. In the present study, asking 

the participants to plan a lesson on any topic of their choice and bring it to the interview 

provided the participant with the opportuniQr to reveal a personally meaningful chunk of the 

content as well as a teaching method she preferred: each participant indicated that she would 

teach the lesson she plarmed and that she enjoyed the lesson itself, and both participants 

drew clear connections between their planned lessons and the information displayed on 

their concept maps. As the participants discussed their lesson plans they clearly explained 

the choices they had made for what and how to teach. They also suggested what their 

students might have thought or done during the lesson as they rationalized their decisions, 

relating mock conversations between themselves and their students, and thereby also 

suggesting some of their beliefs about students. This was a particularly informative part of 

the conversation as neither partidpant completed part "g" of the written plans, which asked 

them to provide a "description of successful student work." By talking about their teacher-

student conversations, some of this was clarified. Additionally, both participants revealed 

the sources of their lessons - in this case, diey chose activities they had revised from 

methods courses they were currently taking. They also discussed the portions of the 

lessons they were not completely settled with. And again, the participants explained further 

who and what had influenced their thoughts about teaching as they recalled more stories of 

personal experiences related to their lessons and thoughts. It also stimulated the 

participants to further discuss their personal experiences as students and reveal additional 

influences in that realm. In this study, the use of Planning Task I did focus the majority of 

the interview on instructional methods, encouraging the participants to walk through their 
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lessons and think aloud to explain their decisions in action, but also provided examples of 

their content selection, beliefs about students, and notions of the value of the lesson. In 

this manner it was not just a lesson plan, but a Qrpe of teaching experience. 

Reflection on Teaching 

The portion of the interview during which the participants were asked to recall prior 

teaching engagements stemmed directly from Carter's (1994) Well-Remembered Event 

activity, in which preservice teachers were encouraged to reflect on personally significant 

teaching episodes they had witnessed. This was event-structured knowledge, inviting the 

subject to relate the story of what happened as well as make a critical analysis c£ what 

happened. Because they were asked to select a well-remembered event, it was probable 

that there was something to that event that was connected to personal beliefs and 

preferences about teaching. In the present study, each participant was asked to relate well-

remembered events from her own instances of teaching. The participants at first 

commented that their teaching experience was quite limited, but then offered teaching 

episodes based on lessons taught to peers and one-on-one tutoring situations. As the two 

participants differed in what they considered a "teaching experience," their beliefs about 

what teaching was and what it was not became apparent Also, the events the participants 

chose to relate were ones in which they felt particulariy successful in their endeavors to 

teach their students. As they discussed their success, personal beliefs about what made a 

successful lesson were also evident; one participant gauged her success based on the 

students' expressed enjoyment of the lesson, and the other gauged it based on the student's 

own expressed feelings of success. But even though the participants indicated these 

lessons were successful, they still offered suggestions and explanations for how and why 

they would change the lessons before teaching a second time. Again, the participants 



412 

discussed skills, content, and teaching practices they preferred to use. And they also took 

the opportunity to share additional personal stories of other teachers, particularly illustrating 

teaching practices they disdained. The reflection on teaching, then, expanded beyond the 

retelling of events, moved into the analysis and reflection on teaching Carter (1994) 

espoused, and still allowed for tangentially related stories to be told. All the while the 

participants' beliefs and preferences about Biglish and its teaching continued to be 

expressed. 

Sentence Completion 

The statements used in the sentence completion task were borrowed from interview 

protocol and written items suggested in the research of several others (viz., Holt-Reynolds 

& McDiarmid, 1994; Lawrenz, 1967; Richards, Gipe, 8t Duffy, 1992; Simmons & Shafer, 

1994; Wilson, Konopak & Readence, 1994). The previous researchers often used a 

Likert-type scale in asking subjects to respond to the written statements, and were then able 

to quantify responses or create profiles of subject preferences based on the relative nature 

of the responses. While these researchers obtained clear and direct answers to the 

questions asked, in the present study the open-ended form of sentence completion was 

used to encourage the participants to express their own beliefs rather than select from those 

provided to them. Difficulties did arise with this change in format; both participants left 

items unanswered, and both participants had questions as to what information certain items 

were referring to; however, the discussion following the written completion of the task 

enabled questions to be answered and answers to be given. Because the prompts were 

constructed prior to the study with the intent of touching on many topics within the subject 

of English, both participants engaged in discussion of skills and content they had not 

previously mentioned. Although they were not asked to do so, both participants provided 
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lesson ideas to exemplify their statements as they discussed them, and one participant again 

brought in stories from her past The sentence completion task directed the participants to 

consider and discuss a range of English topics, state their thoughts in their own words, and 

elaborate on their statements in ways they chose. This task seemed to obtain more personal 

results, though perhaps less comparable, than the Likert-sQrle format on which it was 

based. 

First Observations 

It was desirable to allow the participants to demonstrate their teaching preferences 

and have a real-life opportunity to reflect on their teaching during a study that was 

encouraging them to look at their beliefs and practices. Therefore arrangements were made 

for the participants to work with a classroom teacher to plan and teach a lesson to his 

students. As they carried out this task, new concerns arose regarding appropriateness of 

the content and activities of their lessons. The participants sought clarification from the 

classroom teacher and the researcher as they prepared their lessons. Despite the voicing of 

concerns and seeking of assistance, the participants did plan lessons that illustrated their 

previously discussed preferences in content, objectives, and learning activities. This task 

added an opportunity for the researcher to see the participants while teaching, noting 

interactions with students and teaching mannerisms. The task also allowed the participants 

to reflect on teaching an entire class of high school students - something neither had done 

before - and both discussed the realities of time and student reactions that became apparent 

as the lessons were actually taught As they reflected on their taught lessons the 

participants also noted what they felt went well, and discussed and explained changes they 

would make. One participant even noted the discrepancies between her lesson and her 

beliefs as stated during previous study tasks. These observations provided the participants 
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the chance to plan a lesson; try out their theories of the content, teaching, and learning; and 

reflect on those theories as they were brought into a live classroom. 

Sorting Task A 

The idea for this first sorting task was based on similar ones used in studies 

conducted by Holt-Reynolds and McDiarmid (1994) and Malenka and Smith (1994). In 

these studies the researchers presented their subjects with literary texts and asked them to 

sort them into those they would and those they would not teach. Their subjects were asked 

to explain their sortings, and their reasonings were recorded and trends in responses such 

as those regarding content and format were realized. For the present study this task was 

modified to address topics associated with the English curriculum. In this task the 

participant was given a list of topics and asked to check whether the topic was one she 

would teach, or one she would not teach. In completing this portion of the task one 

participant required a great deal of prompting and encouragement to complete the task based 

on her personal preferences and ideals; she initially insisted it would depend on the state or 

district curricular requirements. Ultimately both participants placed a check for each item. 

In the discussion following completion of the sheet the participants explained their 

reasonings, and both remained consistent with preferences expressed during previous 

tasks. During this discussion the participants referred visually and physically to the task 

sheet, again using it as a reference as they discussed each topic. Both participants also 

added topics to the task lists. When each participant was asked to consider why and when 

a teacher might teach a topic she had personally marked as one she would not teach, the 

participant offered hypothetical situations in which another teacher might include that topic 

in her Biglish curriculum. The partidpants again offered stories from personal experience, 

in particular of teaching practices they disagreed with. And this task also elicited many 
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specific lesson ideas from each participant, although they were not asked to provide any; it 

seems they chose this as a logical way to explain their reasonings. This task, then, allowed 

the participants to consider the topics of the &iglish curriculum in the same personalized 

manner as the task on which it was based; the content of the task was shifted from works 

of literature to the broader subject of English. 

Sorting Task B 

This second sorting task was the same literature-focused task explained above that 

Holt-Reynolds and McDiarmid (1994) and Malenka and Smith (1994) used in their work, 

although the actual literary works presented differ slightly based on what the researcher had 

available. The findings from the present study were similar to those of its predecessors; the 

participants handled the items as they talked; read portions aloud; and discussed content, 

format, orgam'zation, length, and weight as contributing factors to the decision of whether 

they would or would not teach using those texts. The participants explained what they felt 

their students would prefer, as in shorter and lighter weight texts, those containing clear 

explanations and examples, more current copyrights, and variety. Neither participant was 

more likely to teach using a text just because she had studied it; student preferences and 

lesson ideas might have led her to set that text aside, and those same factors might have led 

her to teach using a text she herself had not studied. The participants both brought up the 

notion of the classics or the canon, explaining their beliefs about the worth of these works; 

both participants also considered less traditional types of literature such as newspapers and 

popular fiction as possible content for study. Again, personal experiences with the texts 

and lesson ideas were frequently offered by both participants, adding to those already 

gathered during previous tasks. Each participant had at least one text that she could not 

fathom personally teaching in any way, shape, or form, although she could suggest why 
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another teacher might do so; it just did not fit her beliefs or preferences, and the participants 

explained the misfits vehemently. Thus, the present study found the participants focusing 

on content and format of the texts, and also considering size, lesson potential, student 

preference, and overall fit with personal beliefs and experiences as they sorted the texts. 

Planning Task 11 

The idea for Planning Task II arose from a study by Hewson and Hewson (1989) 

in which the researchers asked preservice science teachers to develop and explain a lesson 

when handed several possibilities. Those researchers found trends in the participants' 

responses that based their decision making and lesson planning on their conceptions of 

science teaching. In the present study, the participants were given four brief pieces of 

literature to discuss as they saw fit, then asked to discuss which they would and wouldn't 

teach, why, and how. In completing this task, the participants reiterated beliefs and 

preferences previously stated; their conceptions and theories became further fleshed out and 

seemed more solidly held through the added repetition of reference to them. Ultimately 

both participants suggested that they would teach all four pieces, although each provided 

clear and consistent explanations as to which she would be most and least likely to teach. 

Content and form were again the prime considerations; appropriate and understandable 

content were most important to both participants, and familiarity with the author and 

historical context were also discussed as contributing factors. And again, student 

preferences were considered, although more in passing than during the previous tasks. 

Brief personal experiences with the works were offered, and lesson ideas were suggested 

for each piece. With this task, then, the participants' notions about teaching and learning 

were expressed as they talked through how and why they would teach each piece, just as 

the previous researchers found. 
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Picture Task 

This task was designed to provide the participants with a way to consider and 

reflect on the teaching practices of other teachers. Thus far they had done so as they 

offered stories from their own experiences, and as they had been asked to consider why 

other teachers might have chosen to teach some content they themselves preferred not to 

teach. In this task the participants were given six pictures of "teachers" in various 

situations; sometimes students were in the picture as well, sometimes the teacher was 

sitting, sometimes the teacher's mouth was closed; the teachers had a variety of facial 

expressions, as did the students in each picture; and male as well as female teachers and 

students were depicted. The participant was asked to hypothesize what might have been 

going on in each picture. The participants suggested learning activities, teacher talk, and 

student responses as they discussed the pictures. They also provided characteristics, 

behaviors, and intentions for each teacher. Each participant pointed out several teacher 

qualities for each picture. At times they personally agreed with what they felt was 

happening, indicating they would use those methods and mannerisms; at other times they 

disagreed, even when discussing the same picture. Some personal stories were related 

during their discussions. And neither participant offered metaphors to describe the pictures 

as asked, although one was willing to provide newspaper captions as an alternate means of 

sunmiarizing her thoughts about some of the pictures. With this task, many previously 

expressed beliefs were further discussed, such as acceptable teaching techniques, student 

preferences, lesson ideas and possible content of the lessons. Personal characteristics, 

such as teacher talk, dress, physical contact with students, facial expression and even tone 

of voice were more thoroughly discussed during this task than previous tasks; what was 

offered during this task provided more detail and elaboration to teacher characteristics the 
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participants had previously discussed as diey shared recollections of teachers from their 

own experiences. Also, the participants seemed willing and able to try and get into the 

heads of the depicted teachers, suggesting why they might have been doing what they were 

doing and what they might have hoped to come of it The participants' more detailed 

discussion of teacher qualities and intentions was helpful to the study as they again shared 

their personal beliefs and preferences related to these aspects of teaching. 

Case Analysis 

The decision to have the participants respond to case descriptions of teachers was 

based on the growing practice of using case analysis as a learning method in teacher 

education classrooms (see, for example, BuUough, 1993; Carter, 1990a: Girter & 

Richardson, 1989; Carter & Unklesbay, 1989; Fox, 1993a; Levin, 1995; and Silberstein & 

Tamir, 1991). For this task four case descriptions of English teachers were developed, 

each representing one of the four theories of the content as presented by Ruggles-Gere and 

colleagues (1992). The purpose of the task was to encourage the participants to talk about 

the teaching of English in relation to the practices and beliefs of other teachers and respond 

personally to those practices and beliefs. In responding to these case descriptions, both 

participants discussed the teachers' talk, choice of lesson activities, choice of content, and 

degree and quality of interactions with students. Once again the participants were 

consistent with their personal theories and preferences in identifying and explaining 

teaching practices they agreed and disagreed with. To facilitate discussion the participants 

were asked to consider which piece of literature from the second planning task each teacher 

might have been most likely to teach, how, and why; and to select a picture from the 

previous task diat might have depicted that teacher and why. Few personal experiences 

were offered by the participants, but both suggested how they would change the lesson or 
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teacher behaviors if they were to be teaching. Although both participants mentioned 

teaching beliefs and practices of each teacher that they personally disagreed with, each 

participant readily identified one teacher when asked if she was most like any of them and 

explains what she viewed as the similarities. Hnally, each participant was presented with a 

'forgotten" fifth case, which was actually a case description of the participant written by the 

researcher based on the findings of the previous study tasks. In this situation both 

partidpants immediately identified with the beliefs and practices and selected this teacher as 

the one they were most like, again explaining the similarities they saw. Reiteration of 

beliefs was emphasized throughout this task. And again, the participants seemed willing 

and able to think like the described teachers, suggesting what the teacher would do in 

certain situations and why. Additionally, this task served to triangulate the data analysis 

through a member check, as each participant responded to her own anonymous case 

description (cf. Sevigny, I96I). Analyzing these cases, then, encouraged the participants 

to respond to various teaching beliefs and practices, identify those they agreed and 

disagreed with, and hypothesize the intentions of other teachers. 

Proposed Theory of the Content 

The idea for this task came from the personal letters Gandinin (1984) presented to 

her participants as summaries of her findings from interviews and tasks, which became the 

stimuli for an additional interview. That researcher found the letters to indeed stimulate 

discussion, serving as member checks and facilitating discussion of what the partidpants 

agreed and disagreed with. Because the current study sought to identify the personal 

theories held by each partidpant, such a member check was quite logical; it also allowed the 

partidpants the opportunity to consider how their explanations and ideas and stories 

sounded in summary to another person. Therefore the researcher presented each partidpant 
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with a letter listing several rather black-and-white statements summarizing major beliefs 

repeatedly suggested by the participant during the study tasks. The participants read the 

letters carefully, then responded first by elaborating on statements they agreed with, 

offering brief examples or clarifying which situations the statements pertained to. Each 

participant then took issue with one statement, qualifying it by providing situations in 

which it did and did not apply, or modifying an absolute term used in the statement to offer 

the flexibility she felt about the topic. It must be noted that these absolute terms and black-

and-white tone of the statements were intentional, to provoke discussion from the 

participants, and again served as member checks of the data analyses. These were brief 

discussions; the participants did not offer many personal examples nor specific lesson ideas 

beyond their clarifications of the proposed statements. Overall the participants indicated 

their agreement with what was written and offered explanations and qualifications that 

explained their theories in further detail, much as the prior researcher had found. 

Personal Theory of the Content 

Because it was desired in this study to engage the participants in reflection on their 

own theories of the content and to encourage explicit articulation of those theories, each 

participant was asked to take her personal content belief archive and refer to it or not while 

writing her theory of the content This followed the ideas of Fox (1996) and others who 

engaged preservice teachers in reflecting on and making sense of their own documents. 

The participants were asked to focus on what they felt should be taught in their &iglish 

classes, how they would like to teach it, and why they would teach that specific content in 

those ways. Each participant requested some additional clarification of the task, then 

proceeded to work. Each participant was observed looking through her archive, although 

one much more in depth than the other. Ultimately the participants' written theories of the 
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content expressed beliefs conveyed throughout the study tasks, although the examples and 

explanations they offered in writing were new. Again, brief mentions of personal 

experiences and some specific lesson ideas were provided as examples in their writing. 

And one participant brought up two additional aspects of the teaching of English - one skill, 

one type of learning activity - that she had not mentioned before, but explained in relation to 

her other beliefs. The opportunity for the participants to reflect on and analyze the materials 

in their personal content belief archives was rather briefly taken by the two participants, 

given the amount of material included. However, references to the archive were suggested 

by word choice at times, and neither participant neglected ideas which were strongly and 

repeatedly expressed during the tasks. They did write with strong voices of ownership as 

they took the opportunity to articulate their thoughts in their own words, and as they looked 

through their archives and reflect on their work, they were "referencing themselves" 

(Knowles & Holt-Reynolds, 1994, p. 9). 

Final Observations 

The flnal tasks of the study involved the researcher's observations of four lessons 

chosen by the participants during their student teaching placements. The participants were 

only asked to choose lessons that they felt strongly about. The content and lesson activities 

did not go against those suggested in their archives, although the participants did not 

necessarily enact all of their strongest beliefs. They noted these apparent inconsistencies, 

explaining that the realities of time, curriculum, and student abilities necessitated less 

emphasis on content or less use of instructional activities they had previously hoped to 

emphasize. These explanations suggested that the participants had moved beyond Lidstone 

and Hollingsworth's (1992) "rote" level of understanding and were in the ''routine" level of 

understanding because they "talk about the rationale behind the teaching technique and 
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apply it, but only with much effort and thought, and only in a specific context" and "have 

not integrated their pedagogical routines with their belief systems" but were aware of their 

beliefs and the inconsistencies, and suggested resolutions; that is, these two participants 

seemed to enact their personal theories of the content when the situation was perfect, yet 

when time, curriculum, or students stood in the way of their theories, they noted and 

explained the discrepancy and still held true to their preferences, at least in thought (p. 45). 

It was also possible that, since the lessons occurred during student teaching - in another 

teacher's classroom, with another teacher's students, curriculum, and goals - the 

participants were not or did not feel as able to put their own theories into practice as they 

would have desired (see also Fox, 1999c, and Wilson & Readence, 1993, for elaboration 

on this point). Although neither participant stated this outright, it was suggested by the 

numerous comments both participants had regarding the suggestions their cooperating 

teachers made about their lesson activities and content However, the participants had 

developed their own lesson plan formats, handouts, and assessments, which in and of 

themselves highlighted some of the aspects of English and its teaching that the participants 

felt were important; in this way they had "fashion[ed] representations from their own 

understandings, knowledge, experience and imagination" (M^lliamson et al., 1988, p. 

196). In addition to revealing representations of their theories of the content, the 

observations made it apparent that both participants used many of the teacher characteristics 

they had espoused. Again, time, curriculum, student abilities and perhaps the influence 

and demands of their cooperating teachers affected the degree to which the participants 

enacted their theories of the content, and they both acknowledged these possibilities. These 

findings were consistent with the findings of other studies collecting data from the student 

teaching experience. 
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Related Studies in English 

Several studies conducted by other researchers with preservice and beginning 

teachers of English were summarized in the second chapter of this study. A retum to those 

findings in relation to the findings of the present study, however, allowed supporting and 

contributing conclusions to be expressed. For example, Elbaz (1991b) found that her two 

English teacher participants' theories of the content focused on teaching students the skills 

related to the subject matter that the teachers felt would aid the students in their future 

endeavors. Both participants in the present study took this approach to the skills and 

content of English, identified as "teaching as the training of skills" by Scardamalia and 

Bereiter (1969). However, one participant in the present study also seemed to particularly 

value "teaching as cultural transmission" as she emphasized the need for students to 

understand the context, cultural meaning, and author of literary works; many of the 

subjects in other studies seemed to categorically fall into just one main conception of 

teaching. Grossman (1989a) found that the English courses taken by student teachers in 

Biglish influenced their "conceptions of the purposes for teaching English, their ideas 

about what to teach in secondary English, and their knowledge of student understanding" 

(p. 25). Similarly, the participants in the present study referred to their own experiences 

not only in English but also in methods courses and explained the influence these 

experiences had on their own beliefs about teaching. In her study of student teachers in 

English Fox (1993c) found, "As novices begin to teach, they may initially draw upon their 

prior beliefs; however, [their experience as teachers] may help them to articulate, examine, 

and even rethink or reconsider their assumptions" (p. 35). While in this study Fox 

collected more thorough data during the student teaching experience than in the present 

study, the current study still suggested that the participants analyzed their teaching by 
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reflecting on their theories in relation to their lessons, and they made additions to their 

theories as they taught, thereby "articulating], examin[ing], and even rethink[ing]" their 

theories. In another study. Fox (1994) found one participant holding on to personal beliefs 

about the content such that "he [has] trouble envisioning teaching beyond that" of his own 

experience and beUefs - much as the two participants in this study insisted there were pieces 

of literature and textbooks they could never understand using in an English classroom, 

even though they were works of fiction and essays, genres which the participants did use 

extensively in their responses to the tasks of the study (p. 397). And in another study. Fox 

(1995) described the strong influence negative personal experiences had on the teaching 

decisions and practices of one student teacher of English; similariy, one of the participants 

in the current study emphasized many practices she disagreed with as she explained her 

own beliefs of how English should be taught. Holt-Reynolds and McDiarmid (1994) 

found that preservice English teachers based their text selection on "the accessibility of the 

text - that is, whether or not students could relate to character and plot" (p. 18). As was 

discussed, content as well as student preferences were mentioned as important 

considerations by the participants in the current study - although Holt-Reynolds and 

McDiannid (1994) made no mention of the influence of length and weight of the materials, 

as the current participants did. And finally, Malenka and Smith (1994) found that their 

preservice Biglish teacher seemed to find and hold on to a uniform theory of the content 

throughout a task reflecting on literary selections; in the current study, the participants 

seemed to find and hoid on to uniform theories of the content throughout the study tasks. 

As this brief review suggested, the findings of the current study generally supported those 

of related studies in English, both in the content of the participants' responses to tasks and 

in the conclusions that could be drawn about the nature of preservice and beginning English 
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teachers' theories of the content. 

Implications Of This Study 

The specific implications of this study had to do with the nature of preservice 

teachers' knowledge about teaching and the content they would soon teach, and with the 

impact that information could have had on how preservice teachers were taught during their 

education programs. In this section, then, the contributions of this study to research 

methods in teacher education, to what we know about preservice teachers' personal 

practical knowledge and pedagogical content knowledge, and to current teacher education 

pedagogy is discussed. 

Research Methodology in Teacher Education 

The research methods used in the field of teacher education had changed in form 

and focus during the past twenty years, orienting mote and more on the unique strategies 

and rationales individual teachers used and the various outcomes of those decisions in order 

to illustrate the deep, complicated nature of the work of teaching (cf. Connelly & 

Clandinin, 1967; Doyle, 1964; Qbaz, 1991a; Lortie, 1975; Shulman, 1967; Stake, 1978; 

Zeichner, 1993). Additionally, the teachers themselves had become more directly involved 

not only in expressing and explaining their work, but in studying and analyzing it as well 

(Anders 8l Richardson, 1991; Carter, 1993; Carter & Doyle, 1995; Cochran-Smith & 

Lytle, 1990; Duckworth, 1986; Hopkins, 1993; Richardson, 1994; Richert, 1992; 

Zeichner, 1990). As was discussed, the present study utilized belief exploration tasks and 

pedagogical interpretation tasks as data collection methods, some bonowed and modified 

from those used in previous studies, and some created specifically for this study. These 

data collection methods were chosen to encourage the participants to reflect on and discuss 

their thoughts and preferences regarding English and its teaching, and as such provided 
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additional means for gathering such information. In addition, the methods used for data 

analysis engaged the participants not only in responding to the researcher's analyses, but 

also in conducting their own analyses and presenting their own interpretations and 

conclusions based on the data collected. Therefore, the methodology used in this study 

illustrated the benefits length, variety, and the interactive interview format had on the depth 

of information gathered and triangulation of conclusions drawn. 

First, the present study demonstrated the value in collecting informadon about 

preservice teachers' beliefs and knowledge over a period of eight months. This length of 

time allowed for data on similar concepts to be collected on different days, allowing day-to

day fluctuations to be noted, enabling the participants to add or revise information as they 

continued reflecting and learning, and for consistencies to be noted. For example, neither 

participant included topics on their concept maps which she had emphasized during die 

personal history interview; yet these topics were discussed again after the concept map and 

during subsequent tasks, allowing each participant to explain the apparent inconsistencies. 

Also, both participants added elements to the concept map and verbally added to the 

personal theory of the content as time progressed, indicating items they bad previously 

forgotten or subsequentiy come to value. And each participant conveyed certain beliefs and 

preferences rather consistently over the eight months, indicating those theories that were 

more firmly held; this allowed the main trends in each parti'cipant's responses to be clearly 

identified, explained, and exemplified many times. Carter (1993) wrote, "[B]y recording 

what events are stored by novices, especially over time, it should be possible to gain 

insights into what they know, how their knowledge is organized, and how their knowledge 

changes with additional experiences of watching and doing teaching" (p. 7, emphases 

added). As the current study demonstrated, these insights into tiieir knowledge were 
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gained not only about events, but also in response to tasks and queries; the length of time 

did indeed allow the complex organization of the participants' beliefs to be expressed and 

detailed, and also revealed their growth as they gained experience in reflecting and in 

teaching. An additional benefit to the length of time over which the study was conducted 

was revealed as the participants demonstrated ownership of their archives and materials as 

the study progresses. Although one participant remarked early on, "These aren't my ideas, 

by any means," it did not take long before comments such as "Ob, my lovely drawing" and 

"What happened to my topic list?' were made as the interviews continued. The participants 

most clearly demonstrated their willingness to own the materials as they added items and 

changed words to the task sheets; ignored or altered directions; circled, drew, and pointed; 

and referred to previous tasks in their archives during interviews - all without the invitation 

to do so. They took it upon themselves to use the items as they saw fit The length of the 

study, then, allowed the participants to act as truly involved members of the project and 

owners of the data collected; most likely, then, they were putting forth effort to be honest 

and thorough as they completed the tasks and reflected on their ideas. In this way length of 

time perhaps further increased the accuracy of conclusions drawn from the data collected. 

The variety of the combined tasks also contributed to the research methodology 

used in studies of teachers. Even though many of the tasks were modified from those used 

in related studies, the combination of interrelated tasks and creation of the archive aUowed 

for a thorough and wide-reaching collection of information on each participant. Again, data 

was gathered on similar concepts in different ways. The participants were asked directly to 

recall their previous studenting and teaching experiences, but they also offered additional 

recollections on their own as they explained their ideas during different tasks. As they 

drew their concept maps they were explicitly asked to indicate what they felt made up the 
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subject of English, and the sentence completion and first sorting task presented them with 

additional topics to consider that they might not have previously thought of - such as 

grammar, memorization, and film. The second sorting task and second planning task 

encouraged them to consider the content in a different form, but provide the same kinds of 

responses as they explained what they would and would not teach and why. And the 

participants were given several opportunities to suggest lesson activities, both during the 

formal planning tasks and observations, and as they were asked to give examples 

throughout the study or respond to the teaching of others. In this manner they discussed 

objectives, instructional methodology, and betiefs about smdents several times, both in 

theoretical and in real-life situations. Hnally, the concept map, second sorting task, and 

picture tasks allowed visual representations to be generated and used to stimulate the 

participants' thoughts, engaging them in different manners with the tasks of teaching. 

Similarly, the opportunities to draw, write, teach, and discuss allowed the participants 

several means through which to express their ideas. By gathering information on various 

beliefs in several ways throughout the study, consistencies and inconsistencies again 

became cleariy noted. 

The variety in tasks also lessened the impact of two noted difficulties in data 

collection. Hrst, at various times each participant indicated the desire to provide the right 

answer to the researcher - even though they were told that their own ideas were the goal. 

Gina did so repeatedly as she prepared her lessons for the first planning task and the initial 

observation, literally asking variations on "Is this what you're looking for?" Vicki also 

hesitated during some tasks, seeking clarification of directions or terms. But the varieQr in 

tasks assured that the participants' thoughts would be revealed at some time during the 

study, if not during any particular task. Second, each participant refused at times to 
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complete tasks or portions of tasks. Gina did not submit a lesson plan for the initial 

observation, and she left several items blank on her sentence completion sheet Vicki 

fought for clarification several times when she was asked to place herself in hypodietical 

situations, such as selecting whatever content she chose or suggesting a decision she would 

make. And neither participant provided metaphors during the picture task, nor would they 

explain bow nor why a teacher might have taught with a particular text However, the 

variety of tasks used during the study ensured that Gina ultimately provided five of six 

requested lesson plans, that Vicki explained what content she felt was of most worth, and 

that statements of judgment were gained about various teaching practices from each 

participant Without the variety of tasks used in the current study, then, the participants' 

refusals to cooperate with certain portions of the task would have left holes in the data 

collected. 

Finally, the study used the interactive interview format in which the participants 

were asked to reveal and explain their thoughts as they were presented with tasks to 

perform and items to consider, as previous researchers had done (e.g. Clandtnin, 196S; 

Connelly & Qandinin, 1994; Grossman, 1969a; Hewson & Hewson, 1969; Scardamalia 

& Bereiter, 1969). The interactive interview format provided instances of thinking-in

action as well as focusing the interview on specific aspects of teaching (Qandinin, 1965). 

But the interactive interview format not only encouraged the participants to become engaged 

members of the study and to be thorough in expressing their thoughts, as was explained 

above. The interactive interview format as utilized in this study, also allowed them 

opportunities to participate in the analysis of data. This participation in part assisted the 

researcher through indirect member checks, such as when the participants were 

unknowingly presented with descriptions of themselves derived by the researcher during 
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the case analysis task, and more directly as they were asked to respond to the proposed 

theories of the content. For the researcher, the participants' acceptance and clarification of 

these analyses aided in arriving at accurate conclusions. More importantly, though, the 

interactive interview format made the archive itself a subject of conversation and reflection 

throughout the study; and each participant was directly asked to look through her archive 

and use it, if desired, in writing her personal theory of the content. At this point the 

participants had the opportunity to act as researchers, looking over the data and drawing 

conclusions. Additionally, the participants had their musings in front of them and 

hopefully reflected further after reading them; Perkins and colleagues (1990) suggested that 

a person can "[m]ake cognitions more overt, lasting, and salient by externalizing them" (p. 

291). As the two participants commented, "Did I really say that?" and "It's neat to see all 

my thoughts here," they were clearly continuing to reflect and learn as they were given the 

opportunity to view the collected data. Finally, the participants referred on their own to the 

archive as well as their written personal theories of the content as they discussed their 

lessons while student teaching, pointing out consistencies and explaining inconsistencies as 

they did so. So it seemed that by allowing the participants to share in the analysis of data 

they made sense of their own theories; as Fox (199S) suggested, "By attending to new 

teachers' voices and reflecting with them on their experiences, we may leam how to help 

them make their way more smoothly through this multifarious process" of becoming 

teachers (p. 17). These two participants did take the opportunities given to reflect on the 

knowledge and thoughts they had shared, and seemed to feel comfortable talking about 

their attempts to put their theories to use as they taught. In this sense, the interactive 

interview format was affirmed as a means of engaging the participants in the production 

and analysis of data, strengthening conclusions for the researcher and introducing the 
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participants to another realm of the reflective work of teachers. 

The methods of data collection and analysis used for this study, then, not only 

bonx)wed from the previous research studies in the field of teacher education, but also 

continued the trends to elicit complex information from participants and engage them in 

reflecting on the work being done. The current study shared "the control of how data are 

interpreted and used" with the participants (Carter & Doyle, 1996, p. 162). It also 

followed "the current view of the teacher as producer or mediator of knowledge" 

(Richardson, 1994, p. 5). In doing so, it allowed "students [to learn] about teaching and 

leaming...by working out for themselves what they think" (Duckworth, 1986, p. 487). 

These participants were deeply engaged in relating and reflecting on their teaching thoughts 

and practices, not only through the length and variety of the study and its tasks but also as 

they were asked directly to review and respond to the data collected. As diis study 

illustrated, these developments in the methodology of teacher education were informative to 

the researcher gathering information on preservice teachers' knowledge, and seemed to be 

benefldal to the participants in making sense of their theories and acts of the teaching of 

English. 

Personal Practical &iowledge 

It was argued in the second chapter of this study that preservice teachers' personal 

experiences served very much the same purpose as practicing teachers' personal practical 

knowledge. Through their apprenticeship of observation (Lortie, 1975) they witnessed 

teaching acts and experienced the results of the teachers' decision; they weighed those acts 

and outcomes against their own conceptions of what teachers were supposed to do; and 

evaluated the acts in relation to their own life experiences and preferences. But preservice 

teachers' personal practical knowledge appeared to be informed by and consist of much 
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more than simply the apprenticeship observation; all life experiences, not just those in 

the classroom, affected the content and development of this personal practical experiences. 

As Knowles and Holt-Reynolds (1991) explained it, these life experiences "comprise an 

essential foundation for preservice teachers' knowledge of classrooms, teachers, students, 

and instruction, which they then use to think about the potential value of ideas they 

encounter in course work as they develop knowledge about teaching" (p. 91). Based on 

the results of the current study, however, preservice teachers' personal practical knowledge 

interacted with and influenced their views of education and learning beyond the classroom. 

The participants' responses during the current study, then, not only supported the claims 

regarding knowledge that bad been discussed by previous researchers, but also 

demonstrated the breadth and pervasiveness of the their experiences and resultant thoughts 

about teaching. 

First, in support of the previous research into preservice teachers' knowledge, 

throughout the study both participants provided frequent short and several longer 

recollections of experiences as students and expressed how these experiences had 

influenced their current thinking. In particular, the negative recollections seemed to have a 

strong effect. Gina, for example, recalled being "so embarrassed" when a teacher took a 

note she was passing to a friend; "a bad experience" she had being called to do a problem 

on the board; a teacher who "just wanted to be buddies" with the students; a peer who 

misspelled words on the board while microteaching; courses with little varied in content 

and learning activities; a college professor who "just wanted to sit back and see what kind 

of warm fuzzies he could create;" and another cdlege professor who 'Torced [her personal 

interpretation] on us." Vicki also shared negative recollections about the college teacher 

who "cut the student down;" a teacher who had students memorize poems with no regard to 
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understanding them: and classes that were "all lecture." The strong negative personal 

reactions were obvious in the comments immediately following the recollections, such as 1 

didn't like it when 1 went through it so I don't want to teach it that way," 1 wouldn't teach 

it that way;" "It was so monotonous;" "How boring;" and 'That's so wrong." But the 

influence of the negative experiences on the participants' personal beliefs was even more 

apparent as they discussed their lesson ideas; offered short hypothetical conversations with 

students; and as they taught, they largely avoided these practices, and repeatedly enforced 

the ideas of working compassionately with students, creating interesting lessons, and 

fostering students' self-expression. Qearly these negative student experiences had greatly 

informed their chosen teaching practices and goals. 

The positive experiences also influenced their thinking. Gina recalled appreciating 

the fact that a teacher "let us choose" writing topics; that in her methods courses "we get to 

apply what we're learning;" and that a writing instructor "made us use proper granunar -

that's when I finally learned it" Similarly, Vicki recalled a teacher who was "real 

approachable;" enjoying "group work;" being amazed at "all the connections" one of her 

college professors made; admiring another professor who "just knew so much;" and 

appreciating a teacher who "let us find the answers." Again, the participants not only 

glowed with enthusiasm as they related these experiences, but they also indicated the 

influence they had had on their thoughts about teaching. Sometimes this influence was 

recogmzed and directly stated, such as "that's why I like variety," "I want to do diat," and 

"you want to do that" Also, these preferred practices were evident as the participants used 

them in creating, explaining, and teaching their own lessons. 

Gina perhaps most cleariy expressed the influence studenting and other in-school 

experiences in particular had on the personal practical knowledge fomied and held by 
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preservice teachers as she recalled "playing teachen" 

I was always a student who was kind of switching roles...Looking at what [the 

teachers] were doing...thinking of little ideas, things that [ knew I enjoyed...rd 

almost think, '*Wow, the teacher's pretQr creative to come up with this 

idea"...everybody in the class would sit there and complain but by the end 

everybody loved it And I just remember recognizing the neat things teachers did 

and thinking, "Oh, that was a neat idea." Even from fifth grade on. 

With this explanation Gina described the reflective practice of teachers, considering the 

effect of lesson activities on students and making a mental note to remember the best 

activities. She was taking her learning experiences as a student and reflecting on them, 

making the knowledge of those practices a part of her own collection of teaching ideas. As 

this example illustrated, preservice teachers make mental notes on both personally preferred 

and undesirable teaching practices, helping to create the body of personal practical 

knowledge they hold before they had ever actually taught. 

But it was not just the experiences as students that helped to inform preservice 

teachers' beliefs. In their personal history studies, Knowles and Holt-Reynolds (cf. 1991, 

1994) explained that many life experiences influenced developing thoughts of future 

teachers. In the present study both-Gina and Vicki mentioned influential people other than 

their teachers who helped to shape their beliefs. For Gina, both her mother and friends 

encouraged her in her public speaking ventures outside of the school setting, and 

conversations with the school superintendent during one of her college summer jobs in the 

secretarial pool reflected her decision to become an Bigh'sh teacher. Similarly, Vicki 

related incidents with her sons, with teacher friends, and with people she met in the 

business world which demonstrated traits she desired and reinforced her thoughts about 
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teaching. And both participants discussed positive and negative aspects of their previous 

career tracks that led them to pursue teaching as a profession. Gina appreciated the contact 

with students but was discouraged by the lack of jobs and the depressing conditions; Vicki 

grew tired of the pursuit of money and desired to be in a job where "you're constantly 

learning." Simple life experiences - as Vicki recalled telling her sons not to harm the bugs 

in the garden, or as Gina related her mother-daughter tea engagements - shaped and 

demonstrated the attitudes these future teachers were developing about teaching and 

learning relationships. While it was the theories themselves more than the roots that were 

the focus of the present study, it was nonetheless clear that many different life experiences, 

not just those related to school, helped shape the beliefs and practices preservice teachers 

held. The importance of these experiences was evidenced by die fact that both Gina and 

Vicki found them related enough to the tasks to recall them; the weight of their impact on 

dietr teaching was apparent as they held to the dieories in dieir lives inside and outside of 

the classroom. 

The present study revealed the participants' personal practical knowledge as they 

engaged in and reflected on their own acts of teaching. Planning and discussing lesson 

ideas, as well as teaching their own lessons, provided the participants with opportunities to 

experience teaching and reconsider their preferences and practices once they had put them 

into play. This developing personal practical knowledge was particularly evident as the 

participants commented on the impact the real life teaching elements of dme, students, and 

curriculum had on their teaching. Both participants mentioned student reactions and on-

the-spot alterations in lesson plans as they discussed their taught lessons, explaining the 

reasons behind their instructional dedsions and determinations of success. Also, as the 

partidpants identified and explained both congruent and incongruent practices in their own 
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teaching, they demonstrated personal practical knowledge of specific situations and special 

considerations that needed to be taken into account as they put their theories into practice. 

The personal practical knowledge the participants held based on their studenting and life 

experiences expanded, altered, and was affirmed as they engaged in their own teaching 

acts. 

The strength of their personal practical knowledge, however, as well as the practical 

nature of this knowledge was further revealed in the present study as they discussed not 

only teaching, but also living and learning. First, the participants' personal practical 

knowledge formed consistent and persistent theories of die content The participants held 

on to their theories - not haphazardly nor out of unreasoned fear as if they provided a 

lifeboat as they taught, but with carefully and logically reasoned explanations. When a 

taught lesson did not pan out as planned, the participants used their personal practical 

knowledge to explain the difficulties incurred and to reconmiend alterations that reinforced 

the theories they held. This was evidenced when, for example, the participants mentioned 

"I had to change my plan" while teaching based on the students' reactions, or explained 

"Next time I would..." as they reflected on a lesson; they presented well-reined 

modifications that altered the lesson, but not their goals. They were able to remain true to 

their theories and explain how to improve their enactment of them as they continued to gain 

personal practice; their previous personal practical knowledge had helped them to form 

worthwhile theories that were reafHrmed by their newly gained personal practical 

knowledge. Second, the participants' theories of teaching and learning as informed by 

their personal practical knowledge were applied outside of the classroom as well. Again, 

Vicki related conversations with her sons and friends about the nature of learning in life 

contexts, such as the garden or during informal chats, and Gina discussed the impact 
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English skills and knowledge had when applying for a job or reading a newspaper. These 

theories of the content were practical knowledge - used in and reinforced by life, not just 

the classroom. 

The current study, then, provided additional evidence to the contention that life 

experiences not only influenced die beliefs of preservice teachers, but helped to inform 

them. These experiences provided situations for observing practices, or perhaps noting the 

effects of one's own behavior worth reflecting on and considering when teaching would 

come into play. And as the participants shared and talked aloud about their own 

experiences, the events they related did seem to help them "frame classroom events" (for 

example, as things they themselves would or would not have done, even though another 

teacher might have), "identify social and political factors" (such as a teacher's desire to get 

along with students at any cost), "and adopt more principled ways of thinking about 

practice in general" (as was evidenced by their consistency in holding to their theories of 

the content) (Knowles & Holt-Reynolds, 1991, p. 87). But this was not passively learned, 

as was suggested by the notion of apprenticeship of observation; it was active, 

autobiographical work, relying on the same reflection used by experienced teachers and 

requiring the experiences and reflections to be transformed into consistent and logical 

theories. These theories were then checked out in the classroom when the opportunities to 

teach were made available, but were enacted and reflected on in other life venues as well, 

thereby being more practical than theoretical in nature even before actual teaching took 

place. In a sense, sharing and discussing these personal experiences during the study 

provided additional opportunities for "novice teachers [to] engage in the phenomenon of 

teaching, and then explain what they are doing, as well as how and why" thereby 'learning 

about teaching while they are learning to teach. They are constructing their own personal 
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knowledge of teaching" (Richert, 1991, p. 188). But the theories held by the preservice 

teachers began development well before they entered their teacher education programs. The 

information preservice teachers gained from the experiences they chose to hold in their 

memories definitely served as personal practical knowledge that merely continued to be 

developed as they taught 

Pedagogical Content Knowledge 

It was of course hoped that preservice teachers were developing their pedagogical 

content knowledge as they progressed through their teacher education courses and entered 

into their student teaching. But what was clarified by the present study were the 

differences and similarities in that knowledge held by two preservice English teachers who 

had completed identical courses in their &iglish education programs. Of even greater 

potential benefit was the example provided by the current study of how these two 

participants expressed their pedagogical content knowledge. These aspects of pedagogical 

content knowledge as clarified by the current study are discussed below. 

First, it must be noted that the two participants in this study attended the same 

English education program at the same institution at the same time and, in fact, were 

classmates in their general instructional methods, English methods, classroom 

management, and educational psychology courses. Nevertheless, the pedagogical content 

knowledge each selected to include in her own personal arsenal contained some 

differences. For example, Gina wanted to teach her students Eoglish skills so they could 

function in the real worid - understand the events in the newspaper, complete job 

applications, prepare presentations, even research personal questions or write letters. 

Vicki, on the other hand, wanted to teach her students English skills so they could express 

themselves effectively but also so they could enjoy the worid of literature and experience 
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the pleasures of writtng. Gina saw the skills and content of &iglish as best taught in rather 

separate entities; Vicki stressed the interrelationship of writing, speaking, reading and 

writing and tossed literary genres and forms of writing in more as examples of how the 

skills could be taught in an interconnected manner. Gina saw the teacher as responsible for 

creating fun and interesting lessons and as an aid to students as they learned; Vicki saw the 

teacher as someone who supported and encouraged students on an individual, more 

personal basis. All of these notions of how English should be taught and learned were 

influenced by two identical education program experiences; cleariy it was the personal 

practical knowledge and other life experiences that the participants brought with them to the 

point of entering the program - and the experiences they had outside of those classroom 

walls - that influenced their personal decisions regarding pedagogical content knowledge. 

There were perhaps more similarities than differences in the two participants' 

preferred pedagogical content knowledge. Both participants expressed the desire to engage 

and involve their students in learning, rather than transmitting knowledge to them in solely 

teacher-directed means. Both participants wanted their students to have some input into the 

selection of content and learning activities. Both saw their students as teaching and 

learning from one another and not just the teacher; to this end both participants planned to 

have their students share their thoughts and knowledge. Both participants planned to teach 

writing in connection with literature, as well as in separate research projects. Both 

participants believed that classic literature and traditional interpretations were valuable 

cultural content and needed to be taught, but that they were not necessarily the most 

important components of literary study. Both participants wanted to select literature their 

students could relate to on a personal level, and to create learning activities that allowed 

students to explore their personal responses. There were many more similarities in the 
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pedagogical content knowledge these two prcservice teachers professed. Most likely that 

was due in part to their education courses, but undeniably personal experiences must also 

have come into play. 

The two participants expressed their pedagogical content knowledge throughout die 

study tasks. First, they expressed it as they suggested lessons they would teach and 

explained their choices. Again it must be remembered that the two participants offered 

lesson ideas throughout the study, not just when they were asked to prepare or suggest a 

lesson. Second, their preferences in use of pedagogical content knowledge were apparent 

as they related stories from dieir own experiences of teacher practices. Third, they clearly 

expressed their pedagogical content knowledge as they indicated approval and disapproval 

of teachers' beliefs and practices. And finally, the participants revealed their selected 

pedagogical content knowledge as they explicitly wrote and discussed their own 

preferences for the teaching of English in their personal theories of the content These 

multiple means of expressing their favored pedagogical content knowledge stressed the 

personal nature of what knowledge was actually chosen to be used by an individual 

teacher. 

In short, there were similarities in the pedagogical content knowledge expressed by 

the participants, but there were also many differences. These preservice teachers did not 

merely recite the pedagogical content knowledge they had been taught in their preservice 

education courses; rather, they shared the personally meaningful and personally acceptable 

teaching beliefs and practices they had individually extracted from their courses and 

experiences. These were their personal theories of the content - what of English should be 

taught and how it should be taught. And for these participants, the theories of the content 

they held did affect the content, skills, goals, and learning experiences they selected and 
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created for their students. This personally held pedagogical content knowledge was 

powerful indeed. 

Teacher Education Pedagogy 

The discussion of preservice teachers' personal practical knowledge and 

pedagogical content knowledge as suggested by the present study logically led into 

implications on teacher education pedagogy suggested by the study. Teacher education 

programs had been good at developing the content knowledge, pedagogical knowledge, 

and pedagogical content knowledge of preservice teachers, and now began to look at 

assisting preservice teachers in identifying their personal content beliefs so they could 

congruendy develop their personal pedagogical content knowledge. Ideally the information 

that had been gained about the sources and nature of preservice teachers' knowledge was 

put to use as we continued working with and helping them prepare themselves for their 

future work as teachers. This study emphasized four points related to the development of 

preservice teachers' personal practical knowledge and theories of the content: that 

preservice teachers needed to articulate and examine their personal theories of the content; 

that theories of the content could be revealed and reflected on; that theories of the content 

were heavily influenced by personal life experiences; and that it was difficult for preservice 

teachers to identify and enact their theories of the content. It was therefore suggested that 

the research methods used in the present study could be used as learning activities in 

education courses to engage students in reflecting on their personal theories of the content 

Many of the study tasks used in this study were created based on individual tasks 

developed for previous studies. While those studies clearly provided valuable information 

to the field of teacher education, and while many of those tasks had been used as activities 

in teacher education courses, the use of several related tasks in the current study allowed 
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for a complex and multidimensional view of the thoughts of the participants. Several of 

Fox's studies (1993a, 1993b, 1994, 1996) used a method similar to the present study in 

that portfolios, archives, or other collections of the participants' thoughts and practices 

about teaching English were created in education classes, and the participants were often 

asked to reflect on these collections as they discussed their understandings of and beliefs 

about English and its teaching. In her conclusions to one study. Fox (1993a) stated that 

preservice teachers needed formal opportunities during their teacher education coursework 

"to articulate and to develop their conceptions of teaching and leanung as well as their 

visions of English as a discipline and a subject for study in school" (p. 13). The tasks used 

in the present study provided such formal opportunities on a very individual basis. 

As was discussed previously, it was the individual orientation of the present study 

as well as die collective, summative nature of the study tasks that allowed for the depth, 

breadth, and content of the participants' responses. The structure of the participants' 

engagement m the current study allowed them to criss-cross their thoughts from one task to 

the next; a notion they touched on in one situation was further explicated at other times. 

The individual focus of each task and conversation allowed them to recognize themselves in 

what they had done, reflecting on their theories and their acts. Their initial surprise at 

noting die elaborate framework of theories they had expressed quickly turned to 

identification with and increased ownership over their theories - they had completed the 

study tasks themselves, their archives consisted of their own words and work, and as they 

taught they were able to fill in and fluff out their teacher knowledge and its enactment 

While the current study was not intended to be a "treatment" for the participants, it did 

allow them to articulate and examine their theories prior to and during their teaching. 

The benefits of the construction and use of personal content belief archives were 
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perhaps most strongly expressed by the comments made by the two participants during the 

study: 

That's why I decided to do this study - to have the chance to talk about some of this 

with someone. 

When I saw we were going to teach a lesson - I was nervous, but then I thought -

great. Til finally get to teach students. 

That's one reason I wanted to do this with you - is for the chance to teach high 

school students. 

It's neat to have someone summarize my thoughts. 

It was fun to look at the archive. 

1 can't believe I bored you with all this. 

That was really interesting. Thanks a lot 

I think it would be easier to organize my thoughts if I was writing it than to try and 

verbalize it 

This really captures what I - wow. 

It was really harder than I thought to write this. It sounds so simple, but to put it 

into words -

Thanks so much. I don't think I've ever really sat and talked with someone about 

English, about what I'll be teaching, and how. And that's a shame. This is what 

it's all about 

These participants expressed their appreciation for the involvement in the study tasks. One 

asked if she could keep a copy of her archive, **10 help, to look at for ideas and stuff, when 

I'm out there teaching." They valued the woric they had done - as one said, "Wow, I didn't 

realize I knew so much." Finally, one actually asked if the study tasks would be 
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incorporated into a course and says, "Because it should. Even earlier in the program [than 

now]. It really helps." Based on their recommendations and the multidimensional 

description of their views about the teaching of English provided in die archives, these 

tasks - not as individual activities, but as a set held in a collection for the participants to 

reflect on - made sense. 

Therefore, the tasks of the study and creation of a personal content belief archive 

could assist more preservice teachers in identifying their theories of the content. As Portelli 

(1993) cautioned, "Students are not always aware or fully aware of what they have learned 

although their beliefs and actions may be gready influenced by what they have 

{eamed...teachers have a moral and educational responsibiliQr to do their best to eliminate 

this kind of hidden curriculum by publicly expressing their intentions..." (p. 353). 

Personal analysis of and reflection on tasks designed to elicit their theories of the content 

helped them become more aware of the influences their personal histories and preferences 

had on their teaching, and reinforced the teaching they chose to do. 

Suggestions For Further Research 

One issue that remained to be clarifled regarding the present study was the influence 

of the cooperating teachers and their theories of die content on the actual teaching of the 

participants. Perhaps interviews with the cooperating teachers, such as those conducted by 

Fox (1993c) would have helped indicate their personal theories of the content, and matches 

and mismatches between their beliefs and their student teachers' beliefs could have been 

known. Also, preservice teachers - even the two participants in the current study - could 

have been followed into their initi'al years of teaching to see how their preservice theories 

played out as they gain teachers' personal practical knowledge. 

A second area for additional research was implied in the above suggestion for the 
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constniction and use of the personal content belief archive to be used as teacher education 

pedagogy. What would be the results (and logistics) if it were used with an entire class? 

Throughout a teacher preparation program? V^th student teachers in a seminar format? 

With experienced teachers? As part of a first-years-of-teaching induction program? These 

possibilities should be considered as efforts are made to apply the results in a manner that 

will be most beneficial to teachers, as well as to continue learning about the content and 

nature of teachers' knowledge. 

General Conunents 

As with any study involving such a small number of participants, generalizations 

for the applications of the findings were difficult to make. However, the present study 

supported the conclusions reached by similar studies, and supported the findings of the 

studies which were the bases for the individual tasks. In addition, it added to the findings 

because of the exponential nature of the participants' responses as their beliefs were 

engaged and re-engaged through the different tasks. Finally, the present study 

acknowledged the benefit of allowing the preservice teachers to participate in the analyses 

of their own documents, and added to the small but growing body of research on 

preservice teachers that had done so. While neither the participants exclaimed with joy, 

1 see! I understand! Now I know my beliefs and can make them happen when I teach," 

these two participants clearly felt they benefitted from the interactive reflections and explicit 

representations of their personal theories of the content. As the participants shared their 

thoughts, reflected on their beliefs and practices, and explained their consistencies and 

inconsistencies, it became clear that "the more a teacher is aware of the origins and 

consequences of his or her actions and of the realities that constrain these actions, the 

greater is the likelihood that he or she can control and change both the actions and the 
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constraints" (2teiclmer, 1963, p. 6). While the constraints that the two participants noted -

time, students, and curriculum - were only partially in their control to change since they 

were teaching in other teachers' classrooms, they did note them and indicated they were 

thinking about how to deal with them in line with their personally held theories. Thus the 

construction and use of these two preservice teachers' personal content belief archive aided 

the researcher in understanding their knowledge and beliefs about English and its teaching, 

and also seemed to have aided the participants in reflecting on their theories as they 

attempted to use them in the classroom. The breadth and strength of preservice teachers' 

experiences as students, as people, and as teachers provided them with personal practical 

knowledge which they actively reflected about in and out of the classroom. These teachers-

to-be were constructing and examining their teaching knowledge and practices, not simply 

during their teacher education programs nor as they taught, but throughout their lives. This 

was powerful and pervasive knowledge indeed. 
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September 1997 

September - October 1997 

October-November 1997 

December 1997 

Appendix A 

Data Collection Schedule 

Preliminary interviews and selection of 

participants 

First interactive interviews, observations, and 

written case descriptions 

Second interactive interviews and written 

proposed theories of the content 

Third interactive interviews and written 

theories of the content 

February-March 1996 Final observations 
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Appendix B 

Interview Protocols 

Pre-Studv Tnterview 

1. Where did you grow up? 

2. Do you have a large family? 

3. Do you have any strong childhood memories? Why do you think you remember that? 

4. Do you have any strong memories of school? 

5. What is a typical day like for you now? 

6. What do you do in your free time? 

7. Is there anything you have never done, but would really like to do? 

8. Do you have a favorite; 

color? 

movie? 

song? 

food? 

person? 

9. Is there any one issue you feel very strongly about? 

10. What are three words you would use to describe yourself? 

Focused Personal History 

1. Last time we talked you mentioned that 

Could you tell me more about that? 

2. Tell me about what you were like as a student... 

3. Did you like school? 

What about it? 



Did you enjoy any particular classes? 

Any particular teachers? 

Why not? 

4. Is there any particular reason why you want to be a teacher? 

5. Why/how/when did you decide on teaching as a career? 

6. So what made you decide you wanted to teach English? 

7. English? Why your minor? 

Concept Mapping 

1. Are you familiar with the idea of concept mapping? 

2. Could you create a concept map about English, as a subject? 

3. Can you explain your map to me? 

4. Now how is this related... 

5. Are all of these components equal? 

6. What do you mean by (x) - can you give me an example? 

7. Would you teach all of these components? 

Which ones/why? 

Why not? 

8. So is it important for students to learn all of this?" 

PlanninyTaskI 

1. Why did you choose this objective? 

2. Why did you choose this activity? 

3. Why did you choose this (story/poem/topic)? 

4. What do you want your students to get out of the lesson? 

5. What is this lesson good for? 
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6. What do you most like about the lesson plan? 

7. What do you least like about the lesson plan? 

8. Would you really teach this? 

Why/not? 

9. Have you taught this lesson before? 

10. Does this fit into your concept map? How? Or Why not? 

Reflecrion on Teaching 

1. Have ycu had any opportunities to teach English lessons to students - either through 

your education courses, or through other avenues? 

2. Are there any that you were particularly pleased with? 

Can you tell me about your favorite? 

3. Can you tell me about one you really learned from? 

What went well? What did you like about it? 

What about it would you change? Why?" 

4. Why did you decide to do that? 

5. What made it good/successful? 

Sentence romplerion 

1. What do you mean by... 

2. Can you give me an example of... 

First Observation 

1. Why/how did you choose (this content/topic)? 

2. Why/how did you choose (these activities)? 

3. Why/how did you choose (these objectives)? 

4. How did the lesson go? 



5. What did you like most about the lesson? Why? 

6. Was there anything you didn't like/would change? What? Why? 

1. What did you want the students to get out of this lesson? 

What did they get out of it? 

How do you know? 

8. Does this fit into your concept map? How? Or Why not? 

Sorting Task A 

1. Can you begin by explaining to me what makes something you "would teach" 

"would not teach", in your opinion? 

2. Are there topics you would teach, that aren't included on this list? What/why? 

3. (Pbint to "would teach") So this is something you "would teach" because...? 

What do you think students would leam by studying it? 

4. (Point to "would teach") So this is something you "would teach" because...? 

What do you think students would leam by studying it? 

5. (Point to "would teach") So this is something you "would teach" because...? 

What do you think students would leam by studying it? 

6. (Point to "would teach") So this is something you "would teach" because...? 

What do you think students would leam by studying it? 

7. So you would define something "worth teaching", then, as...? 

8. (Point to "would not teach") And why isn't this something you would teach? 

Can you think of why a teacher might teach this? 

9. (Pbint to "would not teach") And why isn't this something you would teach? 

Can you think of why a teacher might teach this? 

10. (Point to "would not teach") And why isn't this something you would teach? 
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Can you think of why a teacher might teach this? 

11. (Point to 'Vouid not teach") And why isn't this something you would teach? 

Can you think of why a teacher might teach this? 

12. So, in your mind, English class involves...? 

Sorting Task B 

1. Can you begin by explaining to me what makes something you "would teach" versus 

"would not teach", in your opinion? 

2. (For each item) So this is something you "would/would not teach" because...? 

What do you think students would leam by studying it? 

Can you think of why a teacher might teach this? 

3. So, in your mind, English class involves...? 

Planninf Task H 

1. What do you think of these? Do you like/dislike them? Why? 

2. Do you have a "favorite"? 

Why do you like it? 

Or Why don't you like these? What would you prefer, and why? 

Would you teach your students using this/that piece of literature? 

Why - what do you think they would leam from it? 

How would you use it? 

Or Even though you like it yourself...? 

3. Do you have a "least favorite"? 

What don't you like about it? 

Would you teach your students using this piece of literature? 

Yes: Why-what do you think they would leam from it? 
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How would you use it? 

Which one would you be most likely to teach? Why? How? 

Which one would you be least likely to teach? Why? Well, (continue 

below) 

If comfortable teaching all four, return to Sorting Task B - Not Literature or Sorting 
Task A - would not teach; continue below 

No; Suppose you had just taken your first teaching job and found out you had to 
teach this piece. Can you plan the lesson about this piece of literature? 

In what course? Grade level? 

Would it fit into any particular unit? 

What would the objective(s) be? 

How would you know your students at met the objective(s)? 

So how do you think you would feel after teaching this lesson? Why? 

What do you think your students would think of this lesson? Why? 

What do you think your students would have gotten out of this lesson? 

Picture Task 

1. What might they be studying, and how? 

2. Why might the teacher be doing that? What makes you think that? 

3. Would you do this as a teacher? Why/not? 

4. If you had to give this picture a metaphor - "English as" or "English teacher/students as" 
- what would it be? Why? 

rase Analvias 

L (For each) What is going on here? 

2. What do you diink these teachers feel is important? 

3. What do you think these teachers want their students to do in Biglish class? 

To learn? 
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4. Do you agree with any of these? 

What do you agree with? Why? 

Or, What do you disagree with? Why? 

Bring out Planning Task 11 literary pieces 

5. [>0 you think any of these teachers would teach these pieces? 

Why do you think she would teach this? 

Do you have any ideas of how she might teach it? 

Why do you think she would teach it that way? 

Or, Why not? 

Can you suggest anything she might teach? 

Bring out Pictures 

6. If you can ignore the sex of the teachers, for the sake of argument, do you think any of 

these pictures could be of their teaching? 

Which ones? 

Why? 

Or, Why not? What might her teaching look like? 

7. So are you at all like any of these teachers? 

Which one(s)? In what way(s)? 

Or, Why not? How are you unique? 

Reaction to Proposed Theory of the Content 

L Do you agree/disagree with any of these points? 

2. Do you have any questions about my thoughts? 

3. Can you elaborate on any of these? 

Ptost-Qbservation Tnterviews 
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1. How did the lesson go? 

2. How did you come up with this lesson idea? 

Do you like it? 

Would you do it again? Any modifications? Why/not? 

3. Why did you choose these objectives? 

4. Why did you choose these activities/procedures? 

5. What did your students get out of the lesson? 

How do you know? 

6. What will you do tomorrow? Why? 

7. Does this fit into your concept map? How? Or Why not? 

8. Does this demonstrate your theory of the content? How? Or Why not? 

9. Do you have any additions or changes you'd like to make to your personal theory of the 
content at th's time? 
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Appendix C 

Planning Task I 

Instroctions: Please choose any topic or content that you would some day like to teach 
and write out your lesson plan. Your lesson plan may follow any format but mast 
include: 

(a) the name of the course and grade level(s) of students in the course 

(b) a statement as to what type of unit the lesson fits into 

(c) statement(s) of objective(s) for the lesson 

(d) a list of materials needed for the lesson 

(e) thorough descriptions of activities and tasks to be peiformed by you and by 
your students during the lesson, including instructions 

(f) a description of how you will ascertain student fulfillment of the objective(s) 

(g) a description or sample of the type of student "work" you are hoping for. 

Please bring this completed lesson plan with yon to our next meeting. We 
will discuss it at that time. 
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Appendix O 

Sentence Completion Task 

Instractions: Use your own words to complete the following sentences. If you need to 
write additional sentences to make your opinions clear, please do so. We will talk further 
about your responses when you are finished. 

I. After taking my class, I hope my students will... 

2. In English classes, students should be encouraged to write about... 

3. If my students took one thing from my class, I would want it to be... 

4. The formal extended research paper should/should not (circle one) be taught in English 

classes because... 

5. I feel students should take English classes because. 

6. In my opinion, "literature" is... 

7. The "classics" (Great Books) and works of the "traditional" authors should/should not 

(circle one) be taught in English classes because... 

8. The planning task I completed for this study was difficult/easy (circle one) because. 

9. Young adult fiction should/should not (circle one) be taught in Biglish classes 

because... 
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10. Students should/should not (circle one) be encouraged to qu^tion what they read and 

leam because... 

11. The writing tasks assigned to students as responses to the works of literature they 

study should be focused on... 

12. All students should/should not (circle one) be required to study formal English 

grammar before they graduate from high school because... 

13. The major literary genres should/should not (circle one) be taught in English classes 

because... 

14. English classes should/should not (circle one) include considerable emphasis on 

critical thinking skills because... 

15. There are/are not (circle one) certain literary works which should be studied by all 

students before they graduate from high school because... 

16. Memorization of gnunmatical rules should/should not (circle one) be included in 

Biglish classes because... 

17. Students should/should not (circle one) have a great deal to say about the topics and 

assignments in their English classes because... 



459 

18. Drills on spelling lists of frequently used words should/should not (circle one) be a 

staple of all English curricula because... 

19. Students should/should not (circle one) be required to memorize certain literary works 

because... 

20. In teaching literature, the one thing I would be sure to teach is _______________ 

because... 

21. In teaching writing, the one thing I would be sure to teach is ______________ 

because... 

22. A typical lesson activity I would use in teaching a piece of literature is _________ 

because... 

23. A typical lesson activity I would use in teaching writing would be 

because... 

24. I see myself, as an English teacher, to students as 

is to 

25. In my opinion, the study of English should be to students as ______________ 

is to . 



Appendix E 

Sorting Task A 
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Instructions: Place a check mark in the blank to the right of each topic to indicate 

whether you would or would not teach that topic in your English classroom. 

would teach would not teach 

1. English Grammar 

2. Creative Writing 

3. Expository/Informational Writing _______ 

4. Fiction 

5. Non-fiction ..i—__ 

6. Poetry . 

7. Drama ______ 

8. Speeches 

9. Film 

10. Critical Analysis of Literature _____ 

11. Traditional Interpretations of Literature 

12. Personal Interpretation of Literature _____ 

13. Personal Responses to Literature ____ 

14. Figurative Language ______ ______ 

15. Journal Writing _____ 
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Appendix F 

Sorting Task B 

would teach woold not tcach 

1. The Riverside Shakespeare 

2. OnWaldenPond 

3. "R-P-O-P-H-E-S-S-A-G-R" (e e cununings) 

4. The Best American Short Stories, 1995 

(Jane Smiley, Ed.) 

5. The Complete Poems of Emily Dickinson —_ 

6. IJie Scope o/Grammar by Stsailty J. _____ _______ 

Cook and Richard W. Suter 

7. The Outsiders by S. E. Hinton 

8. Readings in World Civilizations _______ 

(Robert Garfield, Ed.) 

9. The Short Happy Ufe of Francis 

MacComber by E. Hemingway 

10. The Client by John Grisham _______ 

11. Local Newspaper 

12. Zbor 5u//by Luis Valdez ______ 

13. The New Yorker (Home Issue) 

14. The Authoritative Ccdvin and Hobbes _____ ______ 

by Bill Watterson 

15. A Time to Love, A Time to Mourn ________ 

by Paige Dixon 
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Appendix G 

Literary Pieces for Planning Task 11 

Instructions: Please read each of the following pieces of literature. As you read, think 

about whether you would teach this to your students and how it might be taught. You may 

talk aloud or write as you read, if you want. Please circle tiie title of pieces yon 

have studied. 

The participant was then given a typed copy of each of the following four literary pieces to 

consider during this task: 

"The Road Not Taken" by Robert Frost 

'Driving Toward the Lac Qui Parle River" by Robert Bly 

From "A Modest Proposal" by Jonathan Swift 

The opening two pages of The Bluest Eye, by Toni Morrison 
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Appendix H 

Pictures 

The paiticipant was given six pictures of teachers in the act of teaching, one at a time, to 
consider for the Picture Task. The six pictures are described below; 

''The picture shows a wide view of a classroom. The teacher is standing to the right of a 
student who is writing on the chalkboard. The teacher has a hand on the student's shoulder 
and his mouth open. The rest of the students are sitting in folding chairs looking towards 
the chalkboard. 

*The picture is a head-and-shoulders shot. The teacher is speaking with one hand 
outstretched and a paper in the other. 

*The picture shows a wide view of a classroom. The teacher is sitting in front of a semi
circle of students; the teacher and students have notecards in their hands; the teacher's 
mouth is open and the students are looking towards the teacher. 

*The picture shows a teacher standing next to a seated student with his hand on the 
student's shoulder and a smile on his face. The student is holding a paper in his hand. 

*The picnire shows several students seated at a large, long table. The teacher is standing 
behind one student looking downwards towards the group. The students have stacks of 
books in front of them and are facing the teacher. 

*The picture shows the teacher sitting with two students at a table covered with papers. 
The teacher has her glasses extended in one hand and her mouth is open. The two students 
are looldng at the teacher. 
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Appendix I 

Cases of Teaching (based on Ruggles-Gere, et al, 1992) 

Case 1 

Beth's class is discussing The Scarlet Letter. She begins by deHning "theme" and 

reviewing the themes they have discussed from previous literary works. She reminds her 

students of a loose formula to determine the theme of a writer's work: the nature of the 

characters + the nature of the conflict + the outcome of the novel = the theme. Then she 

focuses her smdents on the theme of The Scarlet Letter by explaining, "It is a story of 

human sorrow; Hawthorne believes we are all weak. Pity is in order." Beth guides her 

students through a discussion of by asking specific questions, and elaborating on students' 

answers in order to inte '̂ect the "meaning" she wants them to receive from the text. Beth 

concentrates on the text, whether the specific activity is reading, writing, or speaking, and 

keeps herself, as an expert on the text, at the center of the classroom. The text is regarded 

as an artifact to be looked at closely; the class, under the teacher's guidance, reaches a 

common understanding of it 

Case! 

An experienced teacher with a master's degree in reading, Kim believes that when she 

shows interest in her students' lives, she can use such personal connections to motivate 

them. Snippets of conversations, anecdotes, and subject matter from these informal talks 

pepper the formal lessons, bridging the distance between students' prior knowledge and the 

new skills they are acquiring. "Let's get out paper and pencils. We're going to read an 

article about the way parents and their children talk to each other. Before you read, let's 

guess what kinds of information you might get from this article. Look and the title and flip 



465 

through the text. Write about your ideas, them compare them with what we find in the 

article. Then we'll talk about what you've written." Kim reminds her students of die 

strategies they have used easier. She encourages them to apply a similar reading strategy to 

a new story, but this time for a different purpose, to gain different skills or insights. She 

believes that underlying our language abilities are cognitive structures that can and should 

be taught directly. 

Case 3 

Students choose much of their own reading in Amy's class. At the beginning of each 

marking period Amy announces a theme, and she encourages students to read texts that 

deal with this theme. She provides a list of recommended texts from a varied of periods 

and styles. As they are reading, they write about their impressions in a journal that Amy 

checks as she circulates among students. Amy also assigns a few texts to the whole class 

each term; the current class text is To Kill a Mockingbird. Amy asks her students to journal 

about how they feel about the experience of growing up shown in the novel. She reads a 

quote from the book and asks them to react to it, particulariy if they have experienced a 

similar thought Amy believes that engagement through feeling should come first; language 

is a source of pleasure, reading engenders feelings, and individual students have unique, 

expressive capacities for learning. Differences in interpretation are to be valued and shared. 

Case 4 

Sarah doesn't believe that students all have to woric on the same things at the same time; 

she has a rather fluid concept of a teaching unit She works with their various strengths 

and interests as much as possible and is willing to shift gears if students want to move in a 
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wholly new direction. Her students this semester are being given many opportunities to 

woric on projects that could have a direct impact on their own lives. She believes that part 

of empowering her students to read and write means getting them to believe they can 

change the world in which they live. Thus, they are working on stories, reports, and plays 

about local injustices and causes. Though Sarah encourages collaboration, she hopes that 

learning with others will eventually help her students to become independently functioning 

critical thinkers. She views reading and writing as an active, dynamic process where 

meaning is generated through the interaction of students, their teachers, and various texts. 

Students are engaged in activities that ask them to discover and make sense of whatever 

social and cultural topics they have chosen to study. 



Appendix J 

Items from Gina's Personal Content Belief Archive 
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^Appendix J, Item 1 
/ 

! Q|Sa's Concept Map 

1 I 

/ 

\ 



Appendix J, Item 2 

Gina's Lesson Plan and Materials for Banning Task I 
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To Draft or Not to Draft? 

A. 10th Grade English 

B. This lesson would be used with a unit on essay, research, or creative writing. It would be 
used toward the late middle/end of the unit before the final product was due. 

C. OBJECTIVE: 
BEOL: 
Students will be able to analyze and revise writing using the four-step process 
given in class. 

D. MATERIALS: 
Chalkboard 
Overhead Projector 
Worksheets 

Intro Questions on Writing 
Outline for Four-Step Dra^g Process 
Manning's Two Essays 
Additional Essay for activity 

E. ACTIVITIES: 
• 1. Intro-

Give students brainstorming worksheet with questions about their 
writing processes. Ask for examples &om students. Point out 
similarities and differences between students. 

2. Manning's First Draft 
Give students Manning's first draft. Have them read through it. Ask for 

reactions. Overall effect. Would they change anything. Write any responses on 
the board. 
3. Four-Step Plan 

Discussion on the importance drafting. 
^reexamine 
^strengthen and control 
^crucial for successfiil writing 
*see strengths and weaknesses 

Hand out outline for 4-step revision. Fill in outline on overhead. 
4. Manning's Final Draft 

Hand out Manning's final draft. Have students read. Discussion and comparison 
to first draft. Did it improve? Which methods did Manning use that are on our 4-
step list? 

5- Homework 
Hand out essay. Have students make comments in margins of changes that they 

I would make according to our 4-step process. 

J 



F. Discussion with Manning*s 2nd draft. Completion of homework. Future completion of 
steps on own assignments. 

G. I would like students to follow each of the four steps before they even turn in an 
assignment. This should almost form a pattern for their paper writing processes, h 
should be evident if they completed each of the four steps. For verification ask for all 
drafts that they work. 



What is th« easiest thins for yoH to do 
 ̂ when you write an essay?  ̂

What Is the most difficult aspect of 
writing for you? 

-«r -0 

What special habits do you have when 
 ̂ you write?  ̂

> 

J 

 ̂ What does revising mean to you? How  ̂
many drafts do you usually do? How do  ̂
you know when your masterpiece is 

H -<1 

X > 
<9^ A 



Four Steps to Better Writing 
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Four Steps to Better Writing 

1. Grammatical 
Check for misspellings 
Omitted words or sentences 
Inaccurate Infomiation 

2. Main Idea Supported? 
Is paper organized clearly? 
Proper examples given? 
Word choice - thesaurus 

3. Read Work Aloud 
Does is flow? 
Notice any awkward statements or thoughts 
Does it sound GOOD? 

4. Give to audience 
You write for an audience, so have them help you. 
Have them mark up a copy with their comments. 
Another ear-distance from paper. 



Appendix J, Item 3 

Gina's Sentence Completion 
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Instructions: Use your own words to complete the following sentences. If you need to write 
additional sentences to make your opinions clear, please do so. We will talk fimher about your 
responses when you are finished. 

1. Afier taking my class, I hope my students will... •zcr>0(£A^ajnc^'^,-^ 
Sr> )̂'Sh.  ̂

2. In English classes, students should be encouraged to write about... 

CLU c3C(̂ t£Ajjfd 
 ̂  ̂ aUrf</Ct (sc£/ CU ŝo'O  ̂ / 

3. If my students took one thing from my class, I would want it to be... 

4. The formal extended research papef^ui^hould not (circle one) be taught in Bnglish classes 

because... jihtaUAXa JU-fA^ ^ -Ki^uyiLca 
77^ liOfTf al/ilu7a^tf ^ . T^Uy dU7 ^ eyu^j^ 

aJl/«  ̂  ̂

5. I feel students should take English classes because... ^'S a. 
•fir liCt. /̂ d//ycj ^2/1^ UJr /f/TS Jiuvneytŷ  ̂ u/̂ - yfu ^ 
fiiflseri u/tdx̂ r̂ ayh/o Stnê /fjk  ̂ MJL MML OĴ  /r7rtt. 

/ifS. ^ -^"^^£^97 . 

6. In my opinion, "literature" is... «t ^ /fA:^ 

7. The "classics" (Great Books) and works of the "traditional" author^jhou^hould not (circle 

one) be taught in English classes because... SOJo^ ^ 

(J/, d liî U4JU  ̂ r)r̂ U<f 7^ aitduĉ  
^0/1 a UA7d£4jy(ZJ'K^Xĵ   ̂ />455K/^C^ 

jUrm /̂ coLo 'h'/'7iu> — /rcW /f- cAt/ytrt/ 



8. The planning task I completed for this study was difficui^as;^circle one) because... 

ATI 

9. Young adult fiction should/should not (circle one) be taught in English classes because... 

10. Student^ouljfehould not (circle one) be encouraged to question what they read and learn 

because... jUJL^ 

i f  / J  / K  c ^ d O / T - ^  / /  f r o u  c r y  

11. The writing tasks assigned to students as responses to the works of literature they snidy 

stooidi»f«n.s«ioQ.,. Sf :»t 

/t% -k ipy'̂  

U f̂ĉ  . / A/ ̂  

oJsoi/4 ^ 
Wo '̂LLO , 

12. All students fUSul^hould not (circle one) be required to study formal Fngikh granunar 

before they graduate from high school because... /flSft' 

^ouAS  ̂ '̂ // /t%p? r̂ŷ  -̂uZctA .̂ //-

d Sa^C 7^ . 

13. The major literary genres^uld^ould not (circle one) be taught in Fngikh r|;^ssfs 

because... yĵ  "hs l/CbCf CU/O 

ijpci d( umh>\a-



14. English classes should/should not (circle one) include considerable emphasis on critical 

thinking skills because... 
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15. There are/^n^circle one) certain h'terary works which should be studied by all students 

before they graduate from high school because... ^ "fyLC/UC 

ijUrrKS diA fTuÂ  aÂ  

 ̂ /co  ̂

16. Memorization of grammatical niles^Houldflhould not (circle one) be included in English 

classes because... ^ 

//L . /y 
ĥ iÂ  PuJT) ^̂ f'Wncrû / "//uL̂  S'̂ û /̂c  ̂

Ctr/^ . 

17. StuHgnt^piilaSh^d noUcircle one) have a great deal to say about the topics and 

assignments in their English classes because... 

Sf dA/ao thaf fS/7 

rktĈ U/S.  ̂
/PUaAy //?U  ̂ /S/û  'VL 

CU^ • ^ 

18. Drills on spelling lists of frequently used wordS^mil^hould not (circle one) be a staple of 

all English curricula because... <2^ 

U(r?yh UĴ  /o  ̂ yh 

OiJ- s/?e£&/y6  ̂

ĵ̂ tAuy<r oL̂ . 

19. Students should^l^uld (cucie one) be required to memorize certain literary works 

because... Jt'S Iraŷ  "̂ PTOlp" 

ĈTTtl/Tŷ , 7^v  ̂  ̂

irr Mm a k/OĴ  , 
a <W 
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20. In teaching literature, the one thing I would be sure to teach is 

because... / ^0 d ^ ̂  

iVcl/c/ aJ/  ̂ . 

21. In teaching writing, the one thing I would be sure to teach is t̂ di/A r̂TaJ 

because... ^ /\ pt^h^ o/Cz yh 

Un^/^ /A f7i^ ^jn/m 

22. A typical lesson activity I would use in teaching a piece of literanire is 

/S t£j h d 

because... - ~ y. 

7 
23. A typical lesson activity I would use in teaching writing would be i. 

because... 

24. I see myself, as an English teacher, to students qs 

is to 

25. In my opinion, the study of English should be to students as 

is to 
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Appendix!, Item 4 

Gina's Lesson Plan and Materials for the Hrst Observation 

Although it was requested several times, Gina never produced a written lesson plan 

nor copies of student handouts for the first observed lesson. 



Appendix J. Item 5 

Gina's Sorting Task A 

Instructions: Place a checic marie in the blanlc to the tight of each topic to indicate whether you 
would or would not teach that topic in your English classroonu 

would teach would not teach 

'̂'̂ ^English Granunar ^ 

2. Creative Writing 

3. Expository/Informational Writing 

4. Fiction 

5. Non-fiction 

13. Personal Responses to Literature 

14. Hgurative Language 
nuJoL^cy, 

A. 

6. Poetry 

X 

Speeches ^ 

9. Film 

10. Critical Analysis of Literanoe 

11. Traditional Interpretations of Literature 

12. Personal Literpretation of Literanire 

y 

IS. Journal Writing 
)( 

7. Drama 

X' 
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Appendix J, Item 6 

Gina's Sorting Task B 
PanB 
Pretend you are selecting items to be used in your English classroom. Please say 
aloud whatever comes to your mind as you look at each item. 

mark the corresponding column 
circle those works the participant has studied previously 

would teach would not teach 

'Shakespeare y. -
ft Z , ^ ^ * ' •** 

r ; r f .  -  -V 

byeecumnungs ''j x  

''''a. The Best American Short Stories, 1995 ' fV. 
W' r 

(Jane Smiley, Ed.) 

'••-•cS. The Complete Poems of Endly Dkkmson' 4 

''6. The Scope cf Grammar wStui/ey i. t S'"* w woot \J pi'. 
ft'ic»rir»;<vhfl. ULWTSCTTS V4 • ^ ^ ' 

,A-- •' • -

JTR' 
£.'r- r .  

I 
/7S ' r c'̂ e-V? ^ f V 

by Paige Dixon yi/.-i i-«-
y ;iv 

%. Readings in World Cmlaations _____ A /TP 
* • - \L 

. (RobertGarfield,Ed.) flf-u!" ' " f 
. vv" " The Short Happy Life of Fronds ''i ' l/'V->•'<. 

AfocComAerbyE.Hemingway rn^t.-y'-

"'•'lO. 77ie Ciiienr by John Grisbam I • 

'(•ffu^rxjcalNewspaper Yt^f?• M.•• 
4wu,, t.s<-- f Jl.Ji iv- -6 . 

•"JT 

C^\-  ̂ rjlf i. M.r w , • V Vrfici J-WlW ff« V''IH" J 5' ^ ' 
The New Yorker (Home Issue) intr f- .- . 

fey« ,w i . r '  •  '  The Authoritative Calvin and Hobbes .-.-c-

v-V-K •" by BiUV' • p. *: 
tlW'-' •>••' • .f • • ft:,•>'•:• 

Ifl; Tifce Oiittiifcrj by S. E. Hinton f-f 
/1 /• - " ' " 

rjj,' r-. • '• r» 
Hj 

^ V. /- . -. - ' -
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Appendix J, Item? 

Gina's Anonymous Case 

Gina 

Gina is a teacher who takes a center position in her classes' activities. While she 

encourages her students to explore their own responses to works of literature, she 

structures their experiences carefully so that contextual information about authors and time 

periods are clearly presented to students. In addition, the "classic" interpretations of major 

works are presented to students as one possible perspective on the piece. Gina feels it is 

important for her students to be informed about the traditional authors, historical facts, and 

interpretations so they are aware of these understandings of the culture and can, for 

example, recognize allusions and references as well as the literary roots of common 

sayings. Similarly, Gina's students do a great deal of exploratory writing - jouroaling and 

drafting their own ideas. The main import of writing activities to Gina is to get students 

writing; once they are writing, their skills and techniques can be honed through class 

instruction in grammar and form. Gina also provides opportunities for her students to 

present their ideas both formally and informally, again to become famiUar with and 

experienced in this mode of expression. In this manner, Gina views English as an 

opportuniQr to teach students "life skills" in literature and conununication. 
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Appendix J, Item 8 

Gina's Proposed Personal Theory of the Content 

Hrst, I want to let you know how much I've enjoyed listening to your thoughts about 
Qiglish and the teaching of Biglish. It's been very interesting to hear someone else's 
opinions and hopes for this. Thank you for your openness and willingness to talk while 
you were thinking!! 

In going over the tasks you have completed for me and the tapes of our conversations I've 
noticed some notions that you seem to fall back on more often than others. I may be wrong 
in this; I may be misinterpreting your words or they may not really be as important to you 
as they seemed to me. So please let me know if there are any that you agree with, disa^e 
with, don't understand... 

Some of the components I sense in your "theory of the content" for English and its teaching 
include: 

1. Grammar and writing should receive more emphasis in the high school grades than 
literature. 

2. Brief pieces of literamre that are well-written, relatively easy to understand, and that 
students can personally relate to should be read for enjoyment, personal reflection 
and response, and as stimuli for writing. 

3. Your own experiences as a student - what your teachers did, the courses and activities 
you took, the concepts that you studied - are basically experiences that you "agree 
with" as providing a solid English education. 

4. Students should receive useful life skills in communication from their English 
education. 

5. While drama, fihn, and speech are fun and exciting parts of "language arts" , they are 
not big topics for the general English education of all students. 

In all, it seems to me that you have a "traditional" orientation to English, as far as granunar 
and organized writing and exposure to solid literature are concerned. Also, you seem to 
feel there is specialized knowl^ge about Biglish and writing that you have as a teacher that 
you can pass on to your students to make their learning easier. However, you are less 
traditional in your focus on personal response to literature and including the students in the 
"uncovering" of knowledge, rather than lecturing and focusing on the "true" interpretation 
of a text 

How am I doing? Please correct me and expand upon and add to my understandings of 
how you view this subject - what should be taught, how it should be taught, and why 
students should learn it 
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Appendix J, Item 9 

Gina's Personal Theory of the Content 

Everybody asks me why i want to be an English teacher. Many 

even scrunch up their noses when they remember their classes. My 

reasons for wanting to teach English are directly linked with my 

philosophy of English education. I love English and realize that many 

students do not feel the same way. Many do not even enjoy one 

single aspect of English. There are so many different areas of 

English that students can be exposed to — I feel that my love for 

the subject can help me to prepare effective lessons. I also feel 

that in our modern world of spell-checkers and internet papers, 

student are learning less and less of the English knowledge they 

need to work efficiently in our world. Maybe I can make a difference 

in the world of my students. 

From the day we are born our parents are setting goals for us 

to learn our ABCs. We are already surrounded by language. As a 

potential middle school teacher, I would hope that when my students 

come to my class they already have the reading and grammar basics 

down. I feel that the middle school years are the best to start 
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developing a base of knowledge. At this point we need to develop 

and encourage reading. I strongly believe in Sustained Silent 

Reading (SSR). Let the students learn the simple pleasure in reading. 

From there have them present book reports, working on their 

understanding of what they read. This will also allow them to 

organize information to present to a group of people. As a teacher, I 

would teach a lot of grammar in the middle school years, preparing 

them for their future high school and beyond. I would include poetry 

and short stories throughout the year so that they are not 

overwhelmed by one subject. There are also some useful adolescent 

novels out on the market that can incorporate current issues in their 

life with literature. I feel that when you try teaching 8th graders a 

whole semester of grammar, somewhere along the way they are sure 

to develop a "hatred" for English without learning about all the 

other options out there. I want to open their minds to English, not 

close them. 

Once students enter the high school English classes, I feel that 

they should have a decent understanding of the grammar rules. As a 

teacher at this level, I should only have to do short overviews of the 
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rules as reminders. Many students are making it through high school 

without even understanding proper grammar usage. That is a trend 

that I would like to reverse. If at the high school level my students 

do not have a full grasp on grammar, I feel there is no point jumping 

into a difficult novel and expecting them to respond appropriately. 

It is the teacher's responsibility to make sure that the students 

know the information, and tha^" might mean changing your unit to 

include grammar rules again. 

As far as subject matter, there are many alleys that can be 

taught at a high school level. I think every high school should offer a 

number of different English options for students to explore. A 

student might want to learn more about creative writing, 

journalism, literature, media and language, or even grammar. By 

having these specialized classes available you are proving that 

English is more than learning to speak right and write papers. I 

would like to incorporate journals into my classroom . I believe that 

students can find pleasure in writing on topics that interest them, 

and it doesn't always have to be graded. I also believe that students 

have the right to interpret different things differently. Yes, the 
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traditional interpretation should be acknowledged. No, not all 

personal interpretations are automatically right. But as a teacher, I 

want to allow my students to think and analyze independently 

without me at the board telling them what the answer is. 

As an educator, I also feel that students need to learn how to 

study. Studying English can be difficult. We can never assume that a 

student knows how to effectively read a novel or write a paper. A 

teacher can give two minute study skills at the beginning of each 

lecture just to show the students how English can be conquered and 

made easier. I feel that prewriting and prereading activities are a 

great way to prepare the students to understand the upcoming 

material. This is just a teacher's responsibility to create 

interesting and even fun lessons for students of all ages. 

I hope that all this information helps you to understand why 1 

want to be an English teacher. Many times English gets the shaft as 

the terrible subject that nobody likes (not to mention an English 

teacher's reputation!). English can be fun! More importantly, English 

is essential for life. What better reasons could there be to teach it? 



Appendix J. Item 10 

Gina's Lesson Plans and Materials for Hnal Observations 



490 

LESSON PLAN 

CUSS/SUBJECT: -'v/ -^O 

\. SWBAT: U-iAj^/y chdlae^^ CL<!/>^^ f^rm c/). tr t 

frw>t Ĉ Aao îrk/ aCca'tc<.̂ ^̂ -

II. MATERIALS NEEDED; SCx^.' Tcp. c ^ ui5-J<3u;tfid puijfyii, 
CM- 10 Studx^ 3>uudUL 

UI. ORDER OF ACnVITES: TIME EST. 

I- Sbuj - "Suoo(V«4 «(,+-»«. fr++-«o/" ,Q 

pla^t LjooxftAi^ in jV 'Otf. fi*hjilan . 
Dc v^u lA^hoi It taJCLo to 

Z. H«u.docci- cu;p^u 5 ,0.,^ 
y^llouJ tndtV. foniipi^-^oo 

r Of Ov-^l C(CSSaJ«riijl fuLtyi^ 
Hk . rtSlC. jK<«U,»ua,--jc 

•j\dci oddi+(?na^ oLtfoUo; 
^mrn CVi. S * ^ OJO jmajljooa^ 

rt^.O 

- i .  CK.IO 
PiLOfl otjd" S6wJoL<. ch. y /n-n 
^«|tUi'\d tin-Claoc3 CCAAVtt^ 

5- In t^aLL/\0 Tirrif ^ /o^ ro;, 

ASSESSMENT STRATEGY: 

— T CThv^Ui-, tn-v 
S-H/Aix^j lOfluvT ^L-TOccH '̂UL^ 
.4lo'"+^ tc dbU3k<u-3-y 



Alas, Laibylon 

Across 
f. 
4. 
1. *eefeii¥*ls 

1. ( 

II. IIMMillMMlyltMtofii 
14, ffMltMipriM 
H, MiMlillitilraiptfit 

Down 
t. 
T, 
t. 
i. 

II. 



Soph. English Alas, Babylon Study Questions 
Chapter 10 

1. Why does Dan stop for the ambush? 

2. Why do Randy and the Admiral exclude Lib from their strategy session? How 
does she establish her right to be included? 
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3. How do Randy and Dan differ in what they see as the greatest threat to their 
survival? 

4. Why are there so many armadillos in Florida? How does Randy think they 
might be useful? 

5. What positive note does the church service evoke? 

6. How does Randy's attitude toward children change during the months following 
The Day? 

Vocabulaiy Words: volatile  ̂•olicitoua, respite, gtcgarious 
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LESSON PLAN 

»^>.~r'Triii"iiiiBriiiiirrir'.jn''-- ' •ii«iitfw[grfflfir[i"irrn'hTiri&^ 

CLASS/SUBIECT: DATE: 

I. SWBAT: - 'a(eJ<^/y 

- cXt>»oiTtt/U4;e^ • y 
« M • « - - ^ 

II. MATERIALS NEEDED: 

/A  ̂

M. ORDER OF ACnvITES: TIME EST 

/ S-ouJ -fS" 

'' D'5:-<<sy • ^ "• 

- eu^ 

^' ,/fSSi^ ^fy97 J'ct.v/ ^ 

foef^f^v) 
' S'^p ^ '•'* '»'••'' • •^'j 

,'. /rt.' /-̂  •">'. 
it'\r^ "v; i/.;'' >*t '. 

ASSESSMENT STRATEGY: 

'y ,t  ̂ .cy — 
ÂjL̂ ê/ jfoir âJuL' - ' 

- Sc^i^irJn^ ^ Otf^eLuJi jCrrctcJ U^<f ^ 7 
O 

_ 7^/»r«# feud OU**'^ f- cf ^ 
/^y? /€^r4^tM.^7 J&ffO ' f ' 
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T \ 

LESSON PLAN 

CLASS/SUBJECT: Q. 

I SWBAT; -A^qX\}^ 

DATE; "luJLP.. 

0̂  dL^joiftdiAa ^ • 

- h/aWodji "£r)eO€n" "Wn v^^acUviA. ClOiCi dkuu:6>̂  
01^ an&tp iiimii. II. MATERIALS NEEDED: 

-S^eW.rui uryjCsKaita^ iocoyvp '̂-i- ' 

- 6vjmbo\i 'ISMAKT, " iu.'faJa^L 
III. ORDER OF ACTIVITES: 

DorwoLid bc> 
ui\p«nnii> 

UjilVd balloon 
^-Ov <"^0^ 

I. Channel On^ 

TIME EST. 

lO* mio. 

5 - r^nvo. 

*5 r^o 

2, Cwrpti 

3- Sn&o Sude*iaj 

"JijnOOOVS" 
(jJooui-

A. T Hftid oioad "Hlev/^nw" 5 

S -foUouO. 

^ Assi(^n c^^o<JLps -h<ne 'ipermi-VS "J^erriAiiOiOG 

- Cc^ ^ Affvafi AsSignrneiOL. Claz)c 

ASSESSMENT STRATEGY; 

C&rxfMje^hon 
^ Scouo ffn Fiji's 

I^oolI "feleoen" jy€^«jd-OLh on 



WRITING FRAME FOR A COAT OF ARMS 

1. If Barfial wrrm an obpet. aha would be a betatiag 

z If Saehd were a word, it would be because 

3. If Radiel w«e an emotian. it would be because 

4. If lUdid were a day of the week, it would be because 

5. If Kadid were a color, it vnmld be because 

6. If Kadiri were a aone. it would be because 

7. If Rachel were an anrnial. it would be a because 

8. If Sachd were a plant, it would be because 

9. If Rachel %tfere a season, it would be because 

10. If Rachel were a time of day. it would be because 
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LESSON PLAN 

CLASS/SUBJECT: DATE: 5 /UJ 

"TYJUUOD' 

I. SWBAT I ountt̂  s*»ow \Jocato u^oo^ 
Si ourtat JlMOLrn  ̂

Si. UJ'Vlt^Aa^a.noUiTfi CG 

U. MATERIALS NEEDED: ^ 

1 • AdiXAtuXc Rft>dU/v^ Ctu-cK 
;i, PajUr HL wetaJa jjitrr\ 
v3 - "RIAJ iS T*«i • Oitf UcJLUJu 

in. ORDER OF ACTIVITES; 

I. ^Aminotuauun(Uj.4jC4> 

- -Hme ID OUlfcTLy SHicu^ 
\3ocaiQuJaju^ uxnoiLfl. 

^ YocoJb t/xoLjn HV 

- S (^fiff^/orkdnajTY^ 

<^ • Go o«A Jvjjadjunq OMAJL 0 
"tHStu-ftA jr\o\KX 

ary<S 

TIME EST. 

g: - \0 m<n 

10 fn\0 

\0 JVVju*-̂  

4. ^-VdUJu AJKorn 
l^aXJc Tli 

S CCVXtAjt 

«5 • •fc(ScA>-a^ UvA<jLJ6i4jT^ 
ASSESSMENT STRATEGY; buA<y [<k^ 

^0<ju»O ftf fn^Xct^tP ^ 
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OLD YELLER PART III 
VOCABULARY 

1. Slack 

2. Waveited) 

3. Root 

4. Flustered 

5. Aggravate. 

6. Wheel 

7. Wallow. 

8. Hurtle _ 

9. Wash 

10. Reel(ed). 

A. To dig in the earth with the snout 

B. To move with great speed 

C. To irritate; annoy 

D. Weak; loose 

E. Restless 

F. To sway; stager 

G. To turn around quickly; to fly in a circular path 

H. The dry bed of a stream 

I. To hesitate; be unsteady 

J. Upset; confused 

K. To roll about 



Appendix K 

Items from Vicki's Personal Content Belief Archive 



Appendix K. Item 1 

Vicki's Concept Map 



Appendix K, Item 2 

Vicki's Lesson Plan and Materials for Planning Task I 



?/}n tf\i 
^ 

^ cû ŝ  

rê y,.j£u/̂ ê  . 

- ;- 7W 

<iv%dL .^-IjUj'wa-cKv^ WVe s Um- ^>e. ^ rtclor '̂̂ ^, 
c^<T;L/^i cfc 3 cTy^ ^-^dtA^ae-nJis t/ull rfac/ 

(:>^JL>^:^V<L ^C^/^i!::L>g^ ^ci A3- -rivS-
a^o f -i-oVVt*-j Vv«^ -Va p > c.^, \ f 

oTiAcLe^T^ 1/0^1/1 joo^K s <Aiv^^6v^«r af^K 
ne-ps^ ho>̂ -̂  uj>.Vl <1U r-̂ :̂ d̂ hjz cU-s"^ 

Of^ fY€,ie^rJ^^'e^^ tA>«-ll l<®e. «=>f)pr2) •?cC>t>>d4^U^ 
rwJVvo^-^-cs ^ t^>/v ry\cltAcA.€- ^ ovrc-r — 

J|ji,^<JL5 ^ ^ (-Jv^Ud^ ^Qti. a<\ '^id-c^(S^oir^>^^-cJL 
"TIJL SVX cr? in'̂ '̂hcAJvll 

^ I 4 e - r l a ^ - A w € ^ < V  C qVUV^3^ €dc^cy^ 
^^yAc-<ti tX hjL : 

0 3^le«.V>^ vv^^W cL^e^4ev5 ^ 3- '̂o^j 
loc^h't/y\. o-f- tu- sce.A^e5 uiiiT^C.<> rU- »c>- c rv a- rv tA,.VL:^€,» 

3.") ^V\o-»cs ey- ss>j-es -rUd-i- r<^aj 
•-'C s4^1-L 6<.iC <itejl^»^ CfT»rt^ -f-aor^-TLCi^ . P»ej€v»^ 'Tlfi-Ar^v 'i'i 
Crl^ Si i"^ SCC'wa- tt- Cw'i^ Ti (^\^ Lcyr^^jX. 

3'3 ^ '̂s-V-^ pU.rdS'ej i^d'T' 

•̂  - t l '  
rv..^3»-n '-«-r^ »v^ ^ W- i c*.i—«« r ' " 

, ,ci), J^K-V.CAA^C^'C Scx^'-Ji— tfc-
CUsrO-c t-ev^ ..'A s ^ '̂ 'V ^ 

^ irv<.e> '̂(-^ 'pi^wvs *11^ i>-<_ Sct^ c s ^ 
tfAxA..-\ol'g_ ^t^cK '̂>^d-r^--CW^ J i 4-4,0.. W-JLWC'̂  



J )  

("JtrfzLi ^JL S ^ d-CtO C-CV-«.>Q 

CR,-9^OT .̂VIL. ,yw«..>-r'v-i-020 V>-v (Ttw-U/^ 4-«r^ (h-fi cStsAvV^ ^ 
tJUo vL 

'̂0Od4-«v\'̂ Ai" 
S'Gp>^vVc_ CtfX^VN- -V y/>>^ l >1^ au:iul->j^ 

•— W3i<#t^k tocav-eA e|^e»A_»-L\jL_ 
^ Si^yv^c-.'K 

(iL^fltv^ i^iX/C \/\JL£.C^ ^ ^ cic.c/i)WeiL.^^ 
- iWivy dL>-^ 4^*-*-

<K^rvJL dUL_ 
•'!̂ n̂  h/' 6  ̂"^ '̂-c: areJi . 

isJK- c-aC--^^ i^-a\ CtV-<v ^ 'il) 
uJi'a^ ctWn^vc- -VO 

dlx o(>SS , TL«_ ^ cHyo'?^ ^T-U 
r^-<jC'L>g^P lfle_ es^Jt^cxwC L»ecX ^wL>ie^^^-Ct^cQ. ~ 

, P4>wasfVar^ ^ ^ r«--(ae/^- '̂Jft^ y 

^ 'fVlos4~c/l Mcfiia-S irvcA^ 
f\jl^ J SO iV- (L>v^ ld€_ ftsTi^ejP, CjnHl^ 

i/yjtr/lc 16/v>C_ oepA/^ r'€JVvLwTiiL t 
^"OXJ^OL^ (ASVV.-\ ^ Lt'i^-evO^/p, <fu 

^e-rvws a-(:t-e-nri^^^v^ iT^ls^ 
ir^ (hfl-G^VTA-WO^ . €&cL^ pe/^i/w x-ji^ 

io r^OA/l^ \ i 

J j e ^ a e — S  
I'v-tA^ (2.«-X^U- nrOe^l-A' ^ lAA — 
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t^CC/Vt^LvVH/ViiL C3VVQ-(2_ ^ 0\r-«. oU-va jOCAA-OCJ^ 
UJLW. \»£. cJLiA^^'^cQ—^JVTV-y^ t^fcV2^IC_ 
^ ivv>dLcw^ iv\;fi>rtA'"0t:K'6v-\ ^vv dxe. 
r^/KL'^i'vOje-v.j?^ cjv-v «5Va-^ 

fedcLC)^'^ d 

i^CLjhVbircA (i^tcL loe te X£A ^ ~ll * • W — » " — •—' — - ' ^ •—- •—• — — - —-—- » — 

'CAfia^-G_ ^ sd£yy^ c^ UAaJ-C -sn 
£ J) t9-C^crM_A~ ^ Sdle^'y^ 

U\J h, a>< 

^ CiYl̂  ̂ ^ «&v>o(^>V'voC^ ivW 
L^h^<bi<=pgl^^ 

ao/lM^ ^ciL IXjCy^* 
-hfri^^ iA(/D-it^ cf^^-dbx^ 

& c:>t^v^oe__ S^ J2/icp\0\r<̂  ULdĵ 'i-̂ auJ-
(jC£_ (^ A) CPv^k,^ 

^rT!u^ ^a^Wvv«-v • 

-P) Msessyyeŷ Jr t -̂ i L Ue 
•e'vj'̂ '€^a-<te.dl c-v^ c-f S /4rt-i!f3 
SvxcJL<Kf^ ^ 
Scc-res c-»tLi La^ ^ s «^ •c^VuV l^AJO 
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i  oUoidX o^ fP-rt-wv^c^ i: ^ 

^ ̂  ^ i jC -U- i^CLX k>^ e^Yi^-<=^ 0\. OTV^ o 

CcMy>^ 4.e>v--s-^^<lAv>-.4^/v-^ . 

(dLĉ r-tî  

G<3-^^ (fv^.:^^ v^ , LJI-CV^ >rv*^ 

ti^ li6v\'O^i'v'̂  UAXJ^ L^ J^'^v'><Uje.c^_Xv^^ 

— uA^^Tie^r- .^i,v^c_ Ue ^^^)f2<cA cat^L^jc^reJ, 

pvTj (U>v^e ci-^ (/\ '̂VWCIA/VAA.A~^ dL 4-

^ r\3-lrv-Ci C^B-iX^ Cy^nn-y^ Y>r«^w.3Le^ 5'C^tA^4 L< 

7Wci.£*~cJlLc Ĉ  y L̂ J'fiO î--'cX. cr{ 

^ px"^ (tXjL ^jvTP^p 

— (/JAU-C/^v wc/'(j^ S '̂V<A.>^>oC U-O (? Cnr̂  -

pi«vsciJ\Aa4-tc(y^ £spe.iJuLcL j 3^^ 0Y;?vvS^-ay^ 

— sc^E-v^i ^ s'Satsv^C^ <YVA/K:i"i-

— fy>-o^V 4iVvve-



Appendix K, Item 3 

Vicki's Sentence Completion 
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Sentence Completion Task 

Instructions: Use your own words to complete the following sentences. If you need to write 
additional sentences to make your opinions clear, please do so. We will talk fiirther about your 
responses when you are finished. 

1. After taking my class, I hope my students will... "iw cJ-O re 

-

2. In English classes, students should be encouraged to write about.. "H-cC f CLO^ 
"Vo I \>€. rf >-c!i • 

3. If my students took one thing from my class, I would want it to be... 

•tACpr€.SSTr\.^ # 

4. The form^ extended research pape^houl^ould not (circle one) be taught in English classes 

because... \4- V\e\.ps 4*>cXw •*- pvuQji.ij ^ e-

idlX^S J €/>: "Hv-oS*- tctJi^-S ^ 

I  C o > - N c i l i , r > T v d P  

5. Ifeei«^^^uldtaitt^^s^ass«^ecaiM». \ <K«>u^ 

•fVvrWA^^^ sKvclw^ Jj^ 

ch? CJU9-S <t U-vcXVS^-v<^ ^cXe>-Z 
6. fo my opinion, "literature" is... ^ , 

CX. rvwor r^v Ac^ciis ^f!ŝ  
C'*'>-^^W-C J \J '3'(a\«CS ^ Wcs *• 

7. The "classics" (Great Books) and works of the "traditional" authot^shoul^hould not (circle 

one) be taught in English classes because^. 

'Thu^ jicLe dS t ^ ttc^ 

i]^w,jCsJUJw^ ^VZ'W^ a-oCkV^ ^»V >wv V]5L cU>^ . 
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8. The planning task I completed for this study vut^difilcuI^Bsy (circle one) because... 

sich' 

<:KW. <)o 

uuU>«i- -iD ^ cLo .T ^ 
y, Loch ^5 J. nrs>.JU^. 

Young adult fictim shouldshould not (circle one) be taught in English classes because... 9. „ 

ti ^>S cfo rr^ ^o<.c:IU'^^\^yjcJL 
JI u/€^ ^ $ SLtr^ jg^CLfw^a-cLî CA ,̂.̂ ô \;IFY  ̂

10. Student^should^ould not (circle one) be encouraged to quesu'on 

because... 5 cK-<, ^3-* '̂=^ 

p. 1^ V^:X-«.v^ 2^ 3>''>'vS w-e-/t3 ^ 

11. The writing tasks assigned to students as responses to the works of Uterature they study 

should be focused on... (h-<_ (o*0 U- \r̂ X.eU  ̂

 ̂ v\ê cL JKJL 

W>- l^k- ^ U, J-O 

12. All studenty^Bbul^hould not (circle one) be required to study fonnal English granmi;^ 

before they graduate ftom high school because... A S djqT) vfl/WL/w-x 

(JT3 V ^ ^TJW*--ai-»-sad*_^ ^ A 

0-^ ^ cJ^ ^ • 

13. The major literary genre^t^ui^^ould not (circle one) be taught in English classes 

because... v-

ll-V 
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14. English classe^ou^should not (circle one) include considerable emphasis on criu'cal 

thinking skills because... f ^ U 

re>^ rv^ c^cX-»y/~ ^ ar i-e^ 

9^JL lc<_ vw^TS"^ rw-toC c?^-C cc i \ tA^-^ 

15. There are(^ ii^^ircle one) certain literary works which should be snidied by all students 

before they graduate from high school because... Ar€^ 5o 

w^t^cX- e^-ut-a 

od\A/3 (A" ^ 3c*^-V-« 

v-ih- r€a<>Ljw^W-^lr, ar 

16. Memorization of grammatical rule3(§houliJ/should not (circle one) be included in EngUsh 

classes because... ar-c ^ Va^ 

Lti^s'Kjt.dP . r4. Vv-^v-tsX-4x9 ^:;:/UXN^L cA-L/*^ cAfc/*^ 

17. Studeni^shoi^^ould not (circle one) have a great deal to say about the topics and 

assignments in their English classes because... l S 3-

S^cjic..^^ [JL]p2 ^ 

/\g;a.̂ pC >-Vv4^"»wM  ̂ J 3-S d-  ̂  ̂tjL CcU  ̂  ̂
^ S TV\aki^A\, ^ (0 3^ c^rvcJ^ VVvc/t^Vd^^ , 

O ^ -3^ 
18. Drills on spelling lists of frequently used w^w should/should not (circl^ one) be a staple of 

all English cfinicula because... ^g_ 

SM i)^ S^v>. Us. 

3-S oWaJ-Cs •»-

19. SRidents shoul^^ouid^oT^icle one) be required to memorize certain literary works ^^^rO/~'c>C , 

because... >4iU_ 

i/J^S»«!4- oU.c)Av^ 

t«» v" 

«Ww\VV^ ^ • 
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20. In teaching liieraniie. the one thing I would be sure to teach is 

because... 

^kuA-t. — yic /k  ̂

21. In teaching writing, the one thing I would be stite to leach is C.^yLi, (^ 

because... ^ 

22. A typical lesson activity I would use in teaching a piece of literature is <>-v. -

because... 

'<£̂   ̂ /aiî  —/̂ A 

23. A typical lesson activity I would use in teaching writing would be J^P 

because... ft pk p d̂ î eĉ fhu>. 

jt in 

24. I see myself, as an English tcacher, to students as 

y9ls>>wgK> isto_ 

25. In my opii^, the study of English should be to students as — 

is to 



Appendix K, Item 4 

Vicki's Lesson Plan and Materials for the First Observation 



"X̂  
1 »NcX>~c^iWx.^— 

aXiA^ "rkavis 

— ' h ."I" ' ^-tSciCloe <^kp-i>^6jk"<J 

> v>cL<.' i/\ cW>^ J oi«j3Sev^ V"®^^ ii/va+ ^ ^o •+U»-'i~ 

c'Ht-j^ oV.'i-c^ Kv^».t-<j c ^ i-iU*^ cKj ei^«*^ctrn 

pcJ"Syv^ ^ic>co 

% J^Z-^^3/>Aao.C'K/y' cXAi ^ 
lu (3Cv»<.«.CX-f^ UJVTAc e>|̂ X>5 rkw<. ^ iaWCI C^XCA.X'̂ '̂UWS 

t~w."Cl<€^jS5P,<^ri. a.i«3 

> ' T , .  c^<2irw.|i5 p 
^iT^w cCr&Ct. c/w ^OkiPc/ CrVv^i 

K v v e ,  / - v w ^ a - y O  

w ^xa-'V" \^WjLi 

w irikvs wrc- cicaccv-4»«. ^ 

<Ni  - " 3 - e X  p v ' s ' s ^  - d / < ' 5  S S , A Cva.  
^E4- bwuQ *' ptck. "a pt«rstn-v \ 1 I , 
1 1 » \ P' pA/'̂ cr*-. 

\ Lko^ >••»-.• Tj 

»V»-VV . (v^IZ fev»-fA5i^tt<-»%^vVxe^ J 

uA<»4-< -̂̂  UIAC V\Jr~«y 
ft^oC a-^(rt—.ci2 cKMAMi^ »^»-»».t<V-Cso~Sj.A^. 

^JS>0 tf/V^y3 i\'c/v>^ 

S" - to *VvC^ 

5 [ c-*-6^ I o^-La-a vW trw-w-.'K&fi-

CJ* cApO-^-^-C i g-f^ 

•4- •>' '»*oU_ i"^ 
u-p^it- "WJOe^O <K< SUr^a-ct, c^xJr^y. Ls 
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Appendix K, Item 5 

Vicid's Sotting Task A 

Instructions: Place a check mark in the blank to the right of each topic to indicate whether you 
would or would not teach that topic in your English classroom. 

.L English Grammars 

- 2. Creative Writing* 

would not teach 
rcqu'f gd 

i 

- 3. Expository/Lifonnational Writing 

4. Fiction 
• ( 

5. Non-fiction \{ 

7. Drama ^ 

8. Speeches 

9. 

10. Critical Analysis of Literature 

' 11. Traditional Interpretations of Literanne 

-12. Personal Interpretation of Literature 

13. Personal Responses to Literanne 

14. Figurative Language 

/• 

iX 

- IS. Journal Writing 
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Appendix K, Item 6 

Yield's Sorting Task B 
PaitB 
Pretend you are selecting items to be used in your Engiisii classroom. Please say 
aloud whatever comes to your mind as you look at each item. 

mark the corresponding column 
circle those works the participant has studied previously 

c - ' r , -  r  w o u W  t c a c h .  w o u l d  n o t  t e a c h . ^  

The Campitit Warkia/S&iJUspeare ' ^'' . ' ^ ^ • 

(JL WW flinrf -

" 3.'H* byeeciiiranings• d-x. •. rer-' .> . 

"•̂ 4. TheBe/t̂ nerioamSlMrtStqriei -/t.v /|C 4- The Beit Amencan "Short Stams. -.. ^ , 

loK^ Tte Cdn^ti^l^oems ofEmilv ̂ icIdiuon^Mr-j /nu • / 

'̂ 6. 7m Scope o/Gra%iar by Stanley J. /»«/• rert-j^t • • • .!• 
It, ' f w-rc-,h• ̂le. . efi^t,• ' 

Cook and Richard W.Suter -"C ^ -

OX A Time to Love, A Time 10 Mount t'CtjiJLlJlStr' .<• ' 
/lO 

3!i<<>r/.wjt*yPa!gs£!«gn_^— ^ - — 
T» " - ^rChc; -^T. • 7/r." - -

8. Readings in World Civiliz/ttions »ar/irt r-r; ft 
-  - -  "  lOfcJ:̂ - ry 

^obertGarfie!d,Ed.). 

ti^.TlK^nHaprnWeerfSi^,, » pixLJlr^i^ £̂iJat,*<y*-

MacComber by E. Hemingway^^/*' •' f***' 5^ ^ 

vr 
(f ^ftein'ic. - /i/f V ' -'si* ' 

'H-

tnoo<i-ot-x." • ,~.r. 
_ ,, by Bill Watieison W ,,'• ^ i '̂'-

(•?df 7%«0ii/5u/icr;.by S.E.Hinton ^ . '• ^ 

^\J) eru cf Uf .. / ;.-fr •; r'-r 
'iM'r, • '•* 1- - . .. 

£V -»-W- ' '.-r -J-- . 
A i/"- ' -

•'p. 
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Appendix K, Item 7 

Vicki's Anonymous Case 

Vicki 

Vicki is a teacher who relies strongly on group work. She encourages her students to read 

a wide variety of literature, from short classical novels to modem poetry, and while she 

feels a need to expose them to the "big" authors and literary worics, she wants them to 

develop and express their own opinions of and feelings about what they read. While she 

relies strongly on the school's traditional curriculum and recommendations of others in 

selecting literature for her students, she makes sure they are exposed to texts they can relate 

to. Vicki believes that uiiderstanding the context in which a text was written helps students 

to appreciate it as a woric of literature, and she also believes that hearing each others' 

responses helps students to leam to listen and be understanding of others. Vicki has her 

smdents write as well as speak their opinions of what they read and views writing as 

something you get better at by doing. In short, Vicki's English class is informal and 

student-centered, but focused on preparing students to be literate and expressive. 
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Appendix K, Item 8 

Vicki's Proposed Personal Theory of the Content 

First, I want to let you know how much I've enjoyed listening to your thoughts about 
English and the teaching of English. It's been very interesting to hear someone else's 
opinions and hopes for &s. Thank you for your openness and willingness to talk while 
you were thinking!! 

In going over the tasks you have completed for me and the tapes of our conversations I've 
noticed some notions that you seem to fall back on more often than others. I may be wrong 
in this; I may be misinterpreting your words or they may not really be as important to you 
as they seemed to me. So please let me know if there ate any that you agree with, disagree 
with, don't understand... 

Some of the components I sense in your "theory of the content" for English and its teaching 
include: 

1. There are important authors and important works of literature that should be studied so 
students can share in our culture and literary/linguistic history. 

2. "What is taught" must be based on the school curriculum, reading lists, and 
reconmiendations of experienced English teachers. 

3. Students' personal responses to literature are at least as important as awareness of the 
"traditional" interpretations. 

4. A proper English education allows students to gain life skills in expressing themselves, 
exploring their interests, and enjoying reading. 

5. Most writing in English classes should be in response to literature or personal interests. 

6. There are "righ '̂ skills and content for each grade level, but you are still somewhat 
unsure as to what those are. 

In general, you seem to rely on your Biglish education courses and experiences as a 
student of ^glish in making your decisions about what to teach, how, and why. It also 
seems that wUle you see vJue in the "traditional" aspects of literature and writing, you 
prefer to put emphasis on the personal and relevancy aspects. You have also expressed 
many concerns about doing the "right" thing - having a lesson at the right level of difficulty 
or on the right topics and skills for a particdar grade - and you see existing documents and 
practices as providing that information (not a b^ idea to be concerned with teaching what 
is expected!!) 

How am I doing? Please conect me and expand upon and add to my understandings ai 
how you view this subject - what should be taught, how it should be taught, and why 
students should learn it 



Appendix L, Item 9 

Vicki's Personal Theory of the Content 
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cP S(̂ C^  ̂O  ̂

• /.t^rrtJil r^ .•.oijj?/ J^eiC^ (^ _ 

'^fhyyJL, yLOfy^n ^yPytiyvVCnr.-.e^y^M'^ ..^i^ 

CA.^X^ ^ ̂ ^Ccle, l X' 0J94eJ-^cP 
S- ruA-JS fy^^/>-J< 9ir̂  A 

IV>. 'IXc <!>yf^-esJL^. S'c^\M^-^^^JL CVviVwA,; 

S"1^^6-0 su^-fc^u ; TUs^cU, 
pyv\r4u:Sl̂ lo  ̂Jif <s^ci\f̂  y^< 

C}'^>^0i/\/iy-)yy^<h/y^^GA^^ 'tVkvU.® S<.CCA^JL 
,w--ft-e. lA3ifv\/C ^ 

~ UJ\^S^(^ iWyc/cc^ 

><^. r^ ^fo " cftr 4x1 

a-^Nc/vUi^ ^ -t-e.a;^v -rss^Arv-fi^^^t- -CTb 1 «a/Z/rU 

"5 ^c^.U_-fc3 Sr'̂ /wu'C^ (S-o^ 

JOTr^^ 
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4/W>eijwZ_VV - S^c(iM-J^ r^ct 

(f&'ise a-uJ^re. c/^ ^^c?>r2'>«v^ c^ 

^C\cl JcJreX^c^ QA2^&i^Csr^ £^S^(0 

J i \XjC!^i7StU.Ci'^-^ pJCXS p£.dsi^"0^ tfUs_ iKtvfi-YXJ^e ^ 
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jZ>i€>^3jKZi2 , J) yv c/itt/" KjerTzlj^ — Y\M.cL^I^ 
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Jjb&S^ "^y^cSl i/jZA.^i^^Y\r 
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':fi> JLX:̂ :::&»̂ C15 t^ay^ cTû î  kvvcA-i^cJtjjZ. 

<:£xvj^--(ar^vv>.c-^_7(' \y^ c^'d-Mf cKo 

^chJih, 
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te/}epeÂ '̂ c£̂  --̂  
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Appendix K, Item 10 

Vicki's Lesson Plans and Materials for I^al Observations 
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Q̂ d (k. 

i/»cXio 0»rv4<-ol- -Va-U-Ufc. s(t<,l\3 

-^^WcJ.'eotj to^iX cX*ii-4>-sri ^!f.r —. 
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(IJUA/CaO-' «<Jr\AK€S ^ d^SS^^*r~a-wlt>w oLl-j?_ 

—J'igiwxOvVSuO brf L-rCt^ 
.OrvcXa-Vi 1 W/WL.^— (2«Ct\WLv^(^u^\c^ 
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C^ f LJ p<s>civ*ca_ 
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^ uijj^ 

Jtt»i 

J '/t^>er.^ pt»t.wv 

fe ^vi^ > "J; i"--" 'AbiVx^v . ^ i 

iS^'VV^ "i^AlCi Ov 5c.^as^3 W. jJLuJr 
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B*i^^^^4Aw.vwv>A"ll 

-rvc 
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TALKING ABOUT POEMS 
ngurative language and the structure of poetry 

ALLITERATION is the repetition of consonant sounds. Alliteration is used to create 
pleasing sounds, emphasize words, and for special effects in a poem. Xoo much 
repetition {urns into a tongue twisjer'.*! 
examples; The sea shimmers silver for miles. 

Over the cobbles he clattered and clashed in the darl^ innyard. 

IMAGERY appeals to any of our five senses. The words chosen help us imagine a 
picture in our mind, smell, taste, hear, or touch something in the poem. 
examples: How gray the rain and gray the world and gray the rain clouds overhead. 

And then beginning noises start, the whirrs and huffs and hums. 

BTYPERBOLE is an intended exaggeration used to emphasize an important point, 
examples: I was ticlded to death. 

I've told you a million umes not to do that anymore. 

METAPHOR is a figure of speech giving an implied comparison, without using "like" 
or "as." between two essentially unlike things. 
examples: The road was a riblwn of moonlight. 

The stars were little hard chips of light. 

SIMILE is a figure of speech which points out the likeness between two different 
objects using "like" or "as" as connecting words. 
examples: He is 3$ graceful 3$ a kangaroo on stilts. 

The lily was white li]^ new fallen snow. 

ONOMATOPOEIA is using a word that imitates a sound. It is used to evoke the sound 
of the word, for humor, and for special effects, like the ZAP, BLAM, or BOOM in 
comic books. 
examples: I hear the screech of chalk on the board. 

Rough wind, that moanest loud. 

PERSONinCATION is used to give animals, ideas, abstractions, and inanimate objects 
human qualities. 
examples: Money talks. 

The trees whispered as I passed. 

LINES and STANZAS are the building blocks of a poem. Usually a separate line or 
stanza is used to begin a new thought or idea in a poem. In some modem poems, a line 
or stanza can even be a single word. 

RHYME means likeness of sounds in words, usually at the end of a line of poetry. 
Lines of poetry are labeled AB AB or AAfiB to indicate the end rhyme. 



530 

NAiME: HOUR: 

NARRATIVE POETRY 

The author and title of the poem are: 

The poem has lin^and stanzas. 

The poem does/does not rtivtne. Write down the last words in the first five or six lines or 
in the first stanza to see what pattern the words follow. 

Some examples of figurative language are (use the list of terms and examples from the 
poem): 

Some words you need to know in order to understand this poem are (write down words 
and their definitions): 

The main character being described in this poem is 

The narrator (the person telling the story) is 

The sening of the poem is 

The conflict or problem in the poem is 

The climax and resolution in the poem are 

r like/dislike the poem because (refer back to the poem for examples): 



lj>-eo4>L€. 4o r<ĵ -<SL  ̂ —o-^cy<jrU/C> 
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p ri «-J ^CA^ &rT^e^O»-Oc.^ ̂ vAv^ 
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'' »^T<\ C.tT2y^ JC^ 
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i /, / jj yp̂ ĉ s/ŷ  
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— Oc-wi>n^«Jn"i/w ^«^JQfCu'»^Vw 



NAME HOUR 

STUDY QUESTIONS FOR 

1.) George Orwell is the pen name of 

2.) The titles of his two most famous novels are & 

3.) What motivated him to become a writer? Why did he want to write books? 

4.) What did Orwell think about the British Empire? 

5.) How did he feel about being an officer of the British Empire? 

6.) What did Orwell do after he left his position as an officer in Burma? 

7.) What war did he enter voluntarily? 

8.) Who was trying to have him arrested while he was in Spain? 

9.) What was Orwell's political philosophy? Which political groups was he for and against? 

10.) What kind of writing did he do after the war? 

11.) What word does Orwell use to describe his work as a BBC broadcaster? 

12.) Who were the two political leaders of England and the Soviet Union during WWn? 

13.) What was the most important commandment of Animal Farm? 

14.) What animals were the brains of the farm? 

15.) Why was ADimaLEaim refused by the publishers? 

16.) What were the two choices Orwell had for the titie of his second novel? 

17.) According to the character, Winston Smith, what class of people holds all hope for the 
future? 

18.) What disease caused Orwell's death? 

19.) What moral does he hope will be teamed about totalitariam'sm? 

20.) What did he have to say about the superiority- of English speaking nations? 



ANIMAL FARM 
by George Otwell 

You will be reading this novel in class, writing complete paragraph responses to one or 
two questions for each chapter, and doing vocabulary exercises, ^h written asiignment is 
worth SO points and will be evaluated for three things: structure, 10 points (topic sentence, 
body, and conclusion); content and accuracy, 25 points; and mechanics, 15 points (spelling, 
grammar, and punctuation). I recommend that vou take noies while you are reading, write a 
rouyh draft, and turn in a final conv on the due date. Your writing can be done by hand, typed, 
or word processed as long as you write on every othw hne and on only one ride of the paper. 

' The vocabulary assiynment consists of choosiny three wordi from each chapter that 

you do not know or are unsure of their meaning, writing doww the leatence in which the words 
occur including the paye number vou found them on, writing the delinition and part of ipeeeh 
using a dictionary, and using the word correctly in an original lentence Each word will be worth. 
5 points, 2 points of which is for them being completed on time with the chapter reading. That 
means if you decide to wait and do them all toward the end of the novel, you will not get fiill 
credit! 
Forexample; I.) Let us face it: our lives are miserable, iibflnnni, and short, (p. 655) 

2.) laborious (adj.)- difficult, requiring much effort to achieve 
3.) Changing a flat tire can be laiwrious when it's 20 below zero. 

There will he a linal teat worth 100 mmprghgiirinn gntrr*. «iiH flaw 

discussions on the chapters, and your choice of the following flaal pro^etti worth 100 points. 
You may do an alternate project as long as you present your idea to me in advance for approval. 

FINAL PROJECTS 

1.) Draw an illustradon of a least two scenes using 8" x 11" paper, including a brief caption 
identifying the characters, action, and setting. 

2.) Create your own Utopia explaining what your ideal world would look like, it's history, 
society and family structure, education, religion, government, technology, distribution of wealth, 
peace, press, and propaganda. Your paper should be 4 pgs. min. hand written or 2 pgs. Typed or 
word processed, double spaced, and written on only one side of the paper. 

3.) Write a poem or song describing the events in Animat Fann (epic, ballad, or narrative poem). 
Your poem must be at least 10 stanzas of four lines each and rhymed. 

4 Animal Farm is considered a satire on the vices, abuses, and follies of humans. Write an 
essay explaining what Orwell is ridiculing and how he uses the characteristics of the different 
am'mals to help illustrate his ideas. Use the same criteria for the paper as in #2 above. 



Animal Farm PARAGRAPH WRITING ASSIGNMENTS 
CHAPTERS 1-4 

( SO points for each response) 

QSS'S? 
CHAPTER I (p.<»«62r 

Describe all of the characters introduced in the first chapter of Aninwl Pami Include as 

many physical details and persomdity characteristics as you can find using direct quotes or 
paraphrasing. 

Summarige the Speech Major gave to the other animak listing all of his main ideas. You 
can paraphrase or use exact quotes. In conclusion, why is it so important that he tell the other 
animals about his dream? 

CHAPTER 2 (p. 658-662) 

Compare the way the pigs act with the way the rest of the animals aa using details from 
your reading (quotes or paraphrase). What do the pigs do and thinlf compared to the other 
animals? 

CHAPTER 3 Q>. 662-665) 

Describe SnowbaU and Napoleon. Compare md enntrao their personalities, beliefi, and 
actions. 

CHAPTER 4 (p. 665-667) 

the cause and effect ofthe Battle of the Cowshed. Why did it occur? What were 
the different animals views towards the war? How did their society change after the battle? 

All of your responses must be written in complete paragraph form with a topic sentence, 
body, and conclusion. I suggest you take notes while you are rea^ng, write a rough draft, and 
proof read and make corrections before you begm a fimd draft to hand in. 

Remember to keep up with your vocabulary as you are reading if you want to receive fiill 
credit. Both your paragraphs and your vocabulary will be due at the same time the day you begin 
reading the next two chapters. 
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ANIMAL FARM PARAGRAPH WRITING ASSIGNMENTS 
CHAPTERS 5-10 

(50 points for each response) 

CHAPTERS (p.667-672) 
written work to be completed by Thurs. 5/2S 

Compare and contrast the different anitudes and points of view of Napoleon and 
Snowball toward the windmill controversy. How does the resolution of this conflict affect the 
lives of the other animals? 

CHAPTERS (p. 672-676) 
written vmrkto be completed by Thurs. 5/2S 

Explain Squealer's role in the society of Animal Farm. What does he do and how does he it? 

CHAPTER7(p. 676-682) 
written work to be completed by frCs/z'^ 

Describe the significance of Snowball's expulsion and presumed continued presence on 
the farm. 

CHAPTER 8&9(p. 682-693) 
written work to be completed by Tues. 6>7 

Describe the animal's quality of life and analyse several of the changes that are occurring 

on Animal Farm. What is happening to the structure of authority and why? 

CHAPTER 10 (p. 693-698) 
written work to be completed by Wed. 6/3 

Evaluate the success of the animals' rebellion. Do you thing they achieved the goals they 
set out to reach? Are there any examples of the same type of situation you can compare to the 
evenn of Animal Farm? 

FINAL TEST nOOPOINTSl OBJECnVFOtJFJtTmNS 
WEDNESDAY. JUNE3 

FfNAL PROJECT flOO POrNTXl 
DUE FRIDAY. JUNES 
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