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ABSTRACT *

Although very thorough in examining education
students,vcooperating teachers, program structures, and the
iike, the research literature of teacher educat}on‘is
remarkably sident on the topic of teacher ‘educators
themselves, What is it_iike to be a teacher educator? How do
teacher educators live their professional lives? What are
the1r aspirations and their intentions? How do .teacher
educators talk about teacher educatlon7 What does teacher
education mean to them? This study is a phenomenological
inquiry into the naturelandvmeaning of teacher education as it
is‘lived by university—based teacher‘edgcators;

A rich accdmdiation of life experience was gathered
through interviewing, journal writing, readlng, and
reflectlon. This material is presented in the form of
descriptive storiés that capture some of the significant o

. : )
moments in a'teacher{educator's life. °‘Throigh careful
analysis, teacher edmcation emerges as a generative’ mode of
being, as a primary way in which teacher educators search for
meaning and confirmation in their own'lives.. This way of
being involves-a‘deep commitment to teaching and learning, a
commitment which is snomn to rest in the belief in the power

of learning to raise us above the mundane aspects of our daily

lives and to open more and better:possibiLities for human



} : ,/ ! ;

existence.. Mere specifically,- the practice of the teacher
educator rests in the hope‘ef touching the lives of children
by touching the}ptactice of future teachers, therebf‘making
schools better places for ehildren to be. By conserving what
is good or pbtentiaily good and by imagining what could be

and ought to be, teacher educators hope to offer inspiring

guides for practice, tgereby makings "a difference?. What

. %o be intimately related to one's own
rg Hra

"ought to be"

personal experience as teacher and - In the lives of

Ty TN
teacher educators, teaching is revealed as authentic
dialogue, as inspiring, as seeking confirmation as kndwer'by
testing ideas, as learning, as modeling, bgt sometimes,‘also
as exhortation or coercion, and as a‘‘turning awa& from
pedagogy. Tt is suggested that an 1mportant aspect of our
bedagog1cal task is to learn how to call our students,

N

calling .is shown as meaning being ablglalso to reSpond.

An examinatton of the lived-time oiﬁa teacher
S
educator's professional life reveals the flactuating tensions
of a dual cemmitment: a commitment to'the learning of one's
students,'and‘a commitment to furthering prdfessional
understanding‘(i.e; the teacher educator's own learning and
profesaional‘culture). In the final chapter, several images

or metaphors are offered that point to some possibilities’of

" existence within teacher education,

&

vi
?.‘.>
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SR | CONCERNiNG THE TITLE
'Books,harti;les,adissertatious,'ahd paoers are supposed
tolbegih with titles, with something to guide the writing ahd
v‘to*orieht the'reader. Although the'tit1e¢is‘therfirst part
of a manuscript’ that meeté the reader,-lt is often among the
‘very‘iast*words wrltten. Perhaps thls is because authors do
_not realiy know uhat they are going to write until they have
.‘actually ‘written 1t, and so they wdit to see what the ‘baby
looks 11ke, a postnatal searchlng for clues to an auproprlate
naming, for‘avtrtle that "fits". From_another point of v1ew;
houeverh‘the.haming'of the mahuseriut (ahd perhaps of_the_

«

baby’as-well) before it.is known is an important part of the

oh

act of creatlng. It'giyes direotion, meaning, impetus, or

form fg that whlch is to be. Perhaps»thatnisvwhy choosing a

' name. or a t1t1e is often so dlfflcult. We invest so‘muchf

1mportance,1n'so few words. Titles are iconic. They are

'

isupposed to h1nt at the essence of what is to follow. They
‘are to 1nv1te and perhaps to 1ntr1gue, but they Must not
betray by proferrlng false promises or arou31ng false hopes.

1

"Teachér Educators: A Search for Meanig&“ not only
foreshadows the central theme to emerge in this study, 1t

p01nts to the hermeneug{c nature of the pertlnent research



‘méthodology. This title also very aptlf refers to tﬁe

~

"\ =

researcher and to the motivation that sustains th%/research.

. /
. {

The search for meaning 1n my own life as a teac@ér,educator

;s : : ' : /
has indeed ensured a deep interest and commitment to this

. : : . , '/
study. / 4 - S
‘ /
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CHAPTER ONE _ASKING THE QUESTIONS

I. The Questions ‘ . ; ‘ ' -

The discourse of inquiry cannot be divorced from the

~ social processes;x;ather, it reflects the hopes, values,
. beliefs, and commitments of people”struggling with
existence. (Popkeyitz:“1981, p. 162) ‘ S

A phenomenoldgitél%quStioh nust not only be made clear,
understood, but also Mlived" as it were. A ;
phenomenologi'alﬂfésgarcher cannot just write down his
.question atﬁthé’béginniﬁg\of~his'study. There it is!
Questibn;mafkiﬁtjthe end!;lNo,in his phenomenoJogical
.descriptionfhe?mgst "pull" his reader into the Tguestion

in such 'a’ way that thé;réader cannot help but wonder,

about thé_hature&fpf_the‘phenomenon-in the way that the
phenomedoldgist dqes;J(Van Manen: 1984, p.46).

Nothing is a problem or discovery in itself; it can be a

problem only if it puzzles or worrieS‘somebody..,.if you
are anxious to find the answer yourself, by -your own:
means, then you have made the problem really yours, you
are serious about it., -(Polya: 1954, p. 145)

For many years, I hay%ﬁﬁhought of myself as a téacher.
This feeling of being a;téacher Qés mosﬁ ihtepse'during‘the
six years th@tAI téught young children,_delighting in theiru
curiosity and theif enthusiasm: "Oh boy, Qé're goiﬁg to build

a city." "Tell us another story.' "Can I take this book
’ v . )
home?" "When are we going to learn about, the planets?“."I

%

“want to run the projector!“ As a classroom teacher, I never

felt the need to-define pedagogy.'Pedagogy was in the 1ivihg,j



. AY
in the experiences I shared with the children. My students

sometimes called me "Teacher" and I, too, often referred to
myself as "Teacher". I thought I knew what I meant, and so,

I thought did others.

-For the’past nine ?ears,(hoﬁever, my students have
not been children. They have been adults, young and old
.people’ who want to become teachers, people who say they want
to learn hotho teach. Like many other teacher educators,emy
"job" is to prepere them, or to help them prepare themselves,
for teachlng in the schools. My hope is to inspire my
students to become ‘the best possible teachers they can be so_
that schools will be goop places for children to be. T am
clear about these'1ntentloos and yet am sometimes uncertain

how to realize them,

A disturbing malaise manages at times to penetrate my
"1ife as a teacher educator, a vague uneasihess that 1is
sometimes hard to shské. This'teaching of teachers puzzles
me. The very term "teacher_educator" sometimes seems so
qnnatural,,almost paradoxical, When I am with children; I
can feel ahd live what»teaching is. When I am with éspiring
-teachers, I am 1ess sure of everything. As a teacher of

ch11dren, I had no difficulty-accepting that responS1b11ty

which the philosopher Levinas says is given to the adult by



and for the child. As teacherreducators, however, 1 feel
that we do,not and cannot assume the same kind of .
‘responsibility forvour education students. Yet‘many'ofvthem
would like us to do so. “How do‘fou teach math?" "How do
you establish classroom control7" "How do &ou write
obJectives?f Such questions suggest a deep preoccupationO '
with technique, with.the. how rather than the what or the
why of things, almost as if they were looking for a Shleld
behind which to hide. Who is it that tells educatiOn
stnﬁents this is what they need to know? In childless
university»classrooms_set up in rows, we are expected to.
~ explain, analyze, and demonstrate the "how" of teaching. )
How can we best help our students? What kinds of -
-experiences; informatipn) or 1nsp1rat10n do they need that
will make a difference to the kinds of teachers they w111 be7_
Shonld,we even asnire to "making a difference"? What kind ef
éidiffetence?. Do we not at times promise more than we can
’deliver?” Perhaps we are too often trying to impose our own
hopes and jdeals on our students,;all the while thinking we
are helping them find their own philosophy: a selfrdeception
of sorts on our part? Can one really teach people how to
teachV‘ Can we truly say that we know what teaching is and
‘that we know ‘how to teach our students about 1t,4or should we

rather‘reflect Bube: s conception of education as dialogue



and attempt to discover the meaning of.Escoming a teacher

with our students, or should. we do botﬁ?'”beeld\be do both?
Is teaching a learned social behavior that can best be 'v (
acquired in‘the field? 1Is teaching a set ef‘skills or a body
of knowledge that can be learned at-a faceltyrof education in
two to four years, or is it something more;— perhaps, as
David Deﬁton (1974) suggests, a whole way of beieg?. What are
we doing at.rhe'universities? What shoeld we be doing?"What
really does. it mean ro be a teacher educater? The questions
persist, each one leeding inexorably to another.

These questiohs are grounded in the 1ived experieecef
of our lives as teacher educators. They are the fundamental
questions that spring forth naturally from the specific
queriesrahd preblems that teacher educarors encounter deily.
.Some of the qeestions are not new. Questions about the
nature of peachlng, for example, have been asked in some form

or another| for centuries, and have been most ekoqyently and "

profoundly addressed by’ great[thlnkers from Socrates to' }*ﬂgf*
- Dewey. Concerns and fears’ 81*11ar to those expressed here

have been voiced in decades past by teacher educatqrs (see,
for exa ple, Carr:1962), but they are concerns that the
current/ state of educatlonal research has not been able to
alleviate (Popkewitz, 1984; Wilson, 1981). The questlons

_continue to recur and in their very réecurrence tell us of the
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mystery and depth of feaching.~ Bf their very persiétence and
by the persqnal yet universal way they are woven into the
fabric of our existence, these questions require a continuous
answering:
Questions seldﬁm die; it is only answeré that begin 1in
time to become senile, when the originating questions

for which they are answers are forgotten,
(Gadamer in Smith: 1980, p. 86)

To truly question something is to interrogate something
from the heart of our existence, from the ‘centre of our
being. : o
(van Manen: 1984, p.45) ¢ ~

The general question echoing throughout the many
questions I "have been asking seems to be: what is teacher
education? The question begins with my own experience as a

teacher educator Dbut it continues as a search for a deepe%

knowledge of teacher educatioﬁ, as a desire to Dbetter
understand the nature and. the possibilities of teacher
education. .To ask the question as a teacher educator is thus

also to ask it as a researcher.

What 1is teagher education? ~ The question may seem
naive, even . absurd, unless it is carefully worked out as a
philosophical, moral, or scientific inquiry. The question

can be interpreted and phrased in many ways:.

A. "What is teacher education?" As such, the question is



almost rhetorical. It . {s a philqsdphical query, the
answer to which might lie withiﬁ the very meanings of
"teacher" and "education". A philosophic reflection
on these two words would be one 'wéy of tfying to

answqi‘the question.

B. If "what is teacher education?" really means "what is
teacher education like ?", a different answering is
required. Aﬁ‘ appeal ‘is made to the lived expériénce
of teacher éducation, to the lives of those who live
it, to what they do and‘thiﬁk, t6 consideration of the
"emic" * point oflviéw (a term coined by anthropologist’

Kenneth Pike to refer to the insider'skbiew), and to
g ! : e L 1 4

, f‘ p

metaphoric description. A

-
C. 1If the question is interpreted as "what is the meaning
of teachér education?", it becomes more ambigdoﬁs.'
Meaning fo} whom? In what context? In the pérsonalO
context éf my life as _téaghér educator? In the
. context of a partiéular society? hIn the wider t&ntext
of hpﬁan existence? In the context of the phenomenon
itself? The ‘quesﬁion might also reflect a search for

a sense of purpose or a sense of vocation.

D. Another interpretation of the question might be "what

3



(3
\
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should teacher education’ be ? As such, the questioh
could h be an invitation  to articulate ideals,
intentions, and aspirafioﬁs,'or it coul& be a call for
commitment. It could be a search for insight, for the

possibilities of existence seen within the phenomenon

bf teacher education. It could involve praxis,
political and historical '~ perspectives, or moral
judgement, .

Somewhat differently, the question <could be asked,

"what is teacher education for ?" This could be a
political question, an administrative question, an
egonomic question, a sociological question, or simply

an echo of question C above.

Although these various ipterpretations overlap,

they provide a general context that is helpful in formulating

and understanding the specific questions that will guide this

study.

An analysis of the preliminary reflections that began

this chapter suggests that the following research questions

hmight provide a meaningful focus:

1.

-

What is it to be a teacher educator?

This 1is an dinquiry ihto the meaning of teacher
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'1
education as it 1is 1ived by teacher educators. I am asking

how teacher educators 1ive their professional i1ives, what

‘) .
their experience 1is glike. In reflecting on how teacher
! ;

educators talk about :teacher education and how they live and
' A Al '

describe their experf‘nce, we can explore their aspirations
and intentions, @ & we can  better understand the

possibilities andvmean”  : their lived experience.

her education emerge from the

lifeworld of teacher educators?

Images can point simultaneously to our past,
present and ‘future. In considering the images emerging from
the 1lifeworld of teacher -educators, we might gain insight

into what being-a teacher educator ijgs--and ought-- to be.

These questions are relevant to our current state
of knowledge. They are basic and they stem -from the lived
experience"of a teacher educator, Th;y acknowledge teacher
education as both-  a social. and a personal phenomenon.
‘Exploratory and descriptive, they bring needed atten;ipn to
the uqiversity context, to the teaghé% educator's point of

view, and to the quality and meaning of life embedded in

teacher education.
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Teacher education can be viewed, in part, as-a
complex weaving of the lives wducation'students, teacﬁers,
administrators, profe;sors, and childfen. Focussing on
teacher educators may provide glimpses of the larger whole,
Just as 1listening to parents talk about parenting almost
inevitably evokes images of children, images of grandparents,
images of social customs and beliefs, and images of parenting
itself, 1listening carefully to teacher educators may reveal
‘much about teacher education. The whole 131r¢f1ectediin the
part, Reflecting on one aspect of teacher education can thus

lead to a deeper understanding of many aspects.

TI. Turning to the Research Literature

Very little research of any kind deals

specifically with teacher educators. Althéugh a great many

studies ‘have concentrated on the practicum, on student
teachers, on first year teachers, on program structure, on
recruitment; and on the skills and-attitudes of students and

cooperating teachers, 1less than two-percent of all entries
for teacher education in the Educadational Réséarch Information
Centre data  base relate even ;emotely to téacher educators.
Those few that do are usually survey-type questionnaires on a

delimited topic (see, for example, Willson & Horn:1979, or

Leslie:1970), or are tributes to pioneers in teacher
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education (see, for example, ‘ Frederié§:1973; or
Johanninémeier & Merritt: 1978). 1In the National Society for
the Study of Education (NSSE) yearbook on teacher education
(Ryan:1975), not one paper deals directly with teacher
educators, A systematic and thorough search through the

indexes of thirty years of The Journal of Teacher Education,’

one of the oldest and most respected journals'in the field,
revealed many interesting articles on other topics but very
few specific studies of teacher educators. *Yet, as
Tabachnick and- Zeichner (1981) suggest:

If we at the universities would hobe to prepare
progressive teachers as our rhetoric suggests, then we
must first become more reflective about our own
endeavours at the University. (p.10)

They rightly point out that, as a group, teacher educators

seem to be singularly uninterested in self-examination!
w

Although Shulman (1978),Goldhammer (1981),and
Joyce and Clift (1984) maintain that a review of the
1iter;ture reveals a firm knowledge base for teacher
education, Peck and Turner (1973), Taylor (1978), Popkewitz
(1984), and Wilson (1981) more convincingly érgue that our
knowledge and theoretical base is, on the contrary, very
limited indeed. Téather‘education is most often equated in
the literature with programs and structures, with such things

as so many hours of coursework or so many weeks of extended



13

practicum in the schools, and so forth; yet as Horowitz
(1974) so aptly illustrated with his soufflé de fromage
analogy:

We can increase the amount and improve the quality of
the cheese and the eggs (and the arts and science,
foundations, curriculum and instruction and the field
experience components) but if we haven't given a great
deal of thought to putting the pieces together in a
harmonious mix, then the intended gourmet soufflé de
fromage may emerge as a flat and uninspired cheese
omelet.(p.86)

And where in all this are the temcher educators?
I agree with Arnstine (1977) that in order to improve teacher
education, teacher educators must clarify their own values
and goals through continuing dialogue in the research

. _ ‘

literature. Lutz (1978) has suggested that the most critical
" role of educational research is to determine whether or not
the best questions are being asked about the phenomenon under
study, yet few of the studies or reports that attempt to
outline research needs in teacher education (see, for
example, Hersom, Birch, Gaskell, Horowitz,& Plante :1981)
identify the need to critically examine the teacher eaucator,
to explore the lived experience of the very people who set
the research agendas, or to study the teacher educators who

spend so much time and effort examining the other

participants in teacher education.

N '

The absence of specific research in this area does
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not mean that teacher educators are unreflective or that they
never examine the meaning of teacher education or their own
actions. In fact, some such reflection probably occurs every
time a teacher educator writes a syllabus for a course, every
time a departmental meeti:é focudses on wha; we are doing or
what we are trying to achieve, every time a committee
formulates a position paper or a 1ist:of recommendations,

The politics and traditions of teacher education seem to
dictate, however, th‘t our self-reflective discourge be
confined to oral discugsion or to internal administrative
documents rather than to the more public realm of the
research literature. Nevertherless, there are a few

exceptions,

Popkewitz, Tabachnik, and Zeichner (1979), for
example, recognize the importance of including teacher
educators as a topic worthy of research and have suggested

four criteria to guide studies in teacher education:

l. attending to the quality of life embedded in teacher
education; .

2. linking teacher education to the assumptions and
implications of ongoing patterns of schooling;

3. paying equally close attention to the university
context as to the schools;
4 .
4., engaging in theoretical, historical, and philosophical
: analysis of the customs, traditions, and categories of
professional life,,
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In art1cu1at1ng these criteria, Popkew1tz et al, add»
'f‘ -

breadth and depth to research 1n teacher educatlon and #
encourage researchers to ask questions in a manner more
approprlate to the. very nature of education. Further to this

4

end the flrst of thelr cr1ter1a might be expanded to read

- LX)

attentlon to the quallty and meaning of life embedded in

W
=

teacher education”
E ’ ’ 0y .
Further, at the University of Maryland, Francine‘
'Hultgren (1982) and Jessie Roderlck (1984) have each
partlally descrlbed and cr1t1ca11y examlned thelr experlences
as teacher educators. Through the use of journal writing
undertaken as a cooperatlve venture with the1r students, they
;have explored some of the taken-for- granted aspects of
“teacher education, esnecially the d1alogue‘between_professor
and student, andcthe personhood of each.. In‘their'view,
teaching is a mode‘ofibedng and ofvbecoming;

Writing ‘as a narticipant—obseruer, Splaine (1981) .
provides‘an interesting account'of his experience as teacher
‘educator in.leading a‘course.called "the study of teaching”,
an exploratory semlnar shared by five educatlon professors
and flve graduate_students, Although the course was supposed
to'focus’0n~the contention that teaching can be investigated
_andﬂdescribed as”being;the act of creating, communicating,

L
st
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.+ ,decision making, valuing, and as an ‘aesthetic experience, it

s ! .

fe the lived experience of the ensuing pedagogical discussion

‘and the perceptions of each of the participants that emerge
S = : ‘5 . .

as ‘the most compelling aspect of Splaine's account.

A further examéle of a teachér educator's
ekperience‘that has been shared in theiresearch 1itereture is
provided}ﬁy George (1974),‘who'wrote a brief fifst—person
account of hie search for perspective in teacher education.
Worried that_the so-called ivory‘tower of'un;versity'life h%d
"caused him to.loee ﬁis perspective on teacher.educatipﬁ;
George began a search for.renewed understandihg, a‘search
that led him’%o speﬁd a #eek as ﬁart of a teaching team in a
school. He very briefly describes the iﬁpact this experience
had on "h‘im’.‘ ' |

In an interesting descriptive study of change

*

¢

‘invelving teecher educators here at the University of
Alberta, Ron Richmond (1983) provides evocative examples of

- how a groﬁp of teacﬁer(éducators viewed teaching within a new
progrem structure.’ The most revealing ﬁagts of his thesis‘
are those,peSSages whefe the author stands aside and lets the
informants do fhe talking. Richmond perCeptivelv idenfifies
commitmeﬁt, persenal views, and advogacy asbimpo;tant aspects

of cﬁange, although‘he does not clafify these aspects . or



- explore them in any~depth. The aignificance of his

. dissertation lies in the voice it gives to teacher educators

”
«

concerning their lived experience.

'fhe ﬂather,iimited impaet of the research
11terature on tme actual teachlng practices-of teacher‘
educators has refently been asserted by Robby Champlon .
(1984). In suggesting six instructional scenarios to help
undefstand this phenomenon, Champion briefly echoes Rlehmond
"by alludlng to the 1mportance of personal bellefs in
determlnlng what and how we teach. He does not, however,v
attempt to descrlbe the lived experlence of ;he phenomenon he

is explofing,;nor does he show the meaning of the phenomenon

to our professional lives.

Taken together, these stadles reveal a slowly
growing awareness " of the contribution that mlght be made to
teacher education by in depth qualitative research concerning-
the experience of teacher educators. The research to be

undertaken in the present study is one attempt to meet that

e

x .

need.



CHAPTER TWO : PREPARING THE RESEARCH

-

A. Choosing the Methodology

There is a dialectical relationship between the

researcher, the subject of his interest, and the

historical tradition in which he works. (Polanyi: 1962)

In choosing tﬁe methodologyuand reseageh‘techniiuee
that might beet help enswefﬁa research questidn, it is useful
4 _ ;
to ask what kind of answer]the question requires. Once the
kind of answer is clear,'then the methodology needed to find
such an answer may be apparent. Sometimes, of course, an
affinity or fideli;y teione kind of meﬁhodology dictates the
questions.in the first place: Behavioral_scientists tedd to
ask one kind of questlon,vphenomenologists, another.
i

Struggllng w1th a questlon is one way in which the researcher
X ‘ ‘ _ v

seeks ways of answering it; methodology thus emerges from

" reflection on the questions themselves and from a thoughtful

search for poésible modes of exploration. The data that are
gathered and the way they are gathered may. 1n turn point to

tP&gbest methods of reflection and interpretation. In other

words, the research process is dialectical, and an internal

coherence develops between questions, methods, and

interpretation (Xaplan, 1964).

The research questions that will guide this study are:

18
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What isvit to ﬁg'a teacher educator?
What images of téacher édudation emerge from the lifeworld
'of teacher educators? : : ‘
The first question cleariy calls\for;evocative
description of observed‘and~1ivéd experience,'AIt requires
access to the point of view of-téécher eddcatbrs.and to their
experience. ‘The secoﬁd question éélls for'fdrtﬁer %eflettiod.
$ : v
and ihterpretatioﬁ, orlfor what somevmight,gall theorizing
(Van Manen: 1980). It requires fhe-SOrt df interpretatioﬁ
that stays close to the description that answeré‘the firét
question. The question needs what might be called.a>grounded
theoriziﬁg rather than a fitting'df thevdata to existiﬁg.
‘theories; In a more genefal senéé; then, the metﬁddoiogy
called for by the research QUestions is what is popﬁlarly
galled qualitative or naturalistic.: Sincé the expression of
the questions has a phgnomenological flavour, this study
draws héavily on hermeneutic ﬁhénoménoldgy,for its

methodology.



II. Concerning Phemonenology

Phenomenology aims to come to a deeper understanding of °
the nature or meaning of our everyday experiences. It
asks "What is this or that kind of experience
like?"...it attempts to gain insightful descriptions of
the way we experience the world... Phenomenology always
addresses any phenomenon as a possible human
experience; this is why,phenomenological descriptions
have a universal (interSubjective) character.
Phenomenological research is a search for what it means
to be human....In phenomenol&gical research the "is'"
always implies a possible "ought"....phenomenological
research has as its ultimate aim to fulfill our human
nature: to become more fully who we are. So
phenomenology does not offer us the possibility of
effective theory with which we can now explain and/or
control the world but rather it offers us the
possibilitygof plausible insight which brings us in
more direct contact with the world. . R

(Max van Manen:1984, p.37) '

Herbert Spiegelberg (1969) éuggests with some humour
that there are almost as‘many viewé of phenomenology as there
are phenomenologists;.phenomenolqu does not représentka
single point of vien. Spiegelberg also claims, nnwever,_fhat
there is enough common ground among the Aifferent schools to
speak with some confidence .of a phenomenological'movément in
European twentieth century philqsophy._ Maurice Roche (1973)
concurs, and describes the essential element of phenomenology
as a faithfulness to the injuncﬁion: "be true to the
phenomenon". Although there are marked contrastsbbetweén the
transcendental phenoménnlogy'ofvEdmund Husserl,vthe

existential school epitomised by Jean-Paul Sartre and Maurice
» e : ' ~§
A
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Merleau-Ponty, ‘and the hefmeneutic phenomé;ology of Martin
Heidegger and Hans-Georg Gadamer,‘all of them purport to be
ways of‘inquiry into the éssential nature of human
exﬁérience{ All of them emphasize the meaning of lived
experiéncé; striving to study "the worl&was we immediately
experience it rather than*as we conceptualize, categorize, or
theorize about it" (van Manen?1984,‘p,37). Phenomenology .
strives to uncover'the essence of our lived experiences (that
which makes 1i§ed experience what it is) and explores our
(understanding of theée phenomena; that is, éxpidres the
constitﬁtion of these phenomena in our conscioUsness; More
simply put, phgnomendlogists hold that desCriptions of

. experience as-it-is-lived revealﬂmuch aﬁout consciousness,
about the ways we experience the world. (Roche:1973, p.1).
The core of phenomenologicallinquiry includes a disciplined
observation, listening, or recailing that is as "open"";nd
fpée as possible of theoretical preconceptions. It also
requires careful and evocative writteﬁ'descriptions that are
as'true to the phenomeﬁon as possible,vand‘it requires
systematic anélysis or reflection on those descriptions.
Sound introductions to phenomenology and detailed accounts of
the historical roéts of phenomenology and its fascinating
evolution'into at least three different "schools" are
provided by Spiegelberg (1965); Giorgi (1970); Roche (1973);

.Misiak & Sexton (1975); and Barritt, Beekman, Bleeker,&
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Mulderij (1983).

3

In North America, educational researchers have only

recently become interested in applied phenomenology. A great

—

!

deal of phend%enplogical writing is not yet available in
English; Phenomenoiogy has sémetimes been perceived as a
rather obscure and pretentious'philosophy whose jargon
mystifies pathéf than clarifies. Yet the clearly Stéted aim
of phehomehology is to'reveal, not to hide. .The creation of
long hyphehated words, thé fréqﬁent use of German and Fren;h,
the capitalization of words sgch as Being, and the rather
poetic and sometimes convoluted language favouqed by many
phenomenolégists, partly reflect the éultural.and 1énguége
differenées that may have made phenomenology seem foreign and
_difficult to so@e North'American reéearchers, initially |
discouréging them fromIEXploring its potential. Perhaﬁs the
'initial lack of widespread'interest in phenomenology had more
tﬁido with a bias against qualitative research, more to do
with the.pervasiveness of the behaviéral, technical, and.

managerial approaches that dominate the social sciences.

Gradually, thever,‘interest in ﬁhenomenology as a
method of inquiry is growing. North Ameri;an writers such as
Giorgi, Denton, and Barritt are reﬁponsive'to the cultural
and ‘language differences. Their writing, in a sense, bridges

3
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the oontinents, making phenomenology more accessible, and
enabling North'American researchers to participate in a
dialogue. As a further ekample, the Dutch-born \wesearcher
van Manen has gradually dropped hyphens and capitals, reduced
the use of German, and provided clearer and more practical
descriptions of basic concepts [compare, for example, van
ﬁanen (1977) and (1984)]. Although phenomenology was
-originally the almost-exclusive province of philosophers and
theorists, lively debates (Strasser: 1963) have erupted as
researchers in the fields of anthropology, psychiatry,
psychology, end more 'recently, education, have turned to
phenomenology for research methodology. The ongoing
discourse between the philosophers (who inquire into
'phenomenology itself) and the human sc1ence researchers (who
use phenomenology as a practical means of 1nvest1get1ng human
phenomena) is 11kely to further stimulate phenomenology's

growth as a method of inquiry in the human sciences,

IIT. Hermeneutic Phenomenology
Y

"We are all hermeneuts. We find significance and meaning in

the world everywhere". (Barritt et al,:1983, p.S@}\\

The methodology of the study proposed here draws

deeply from the Utrecht school of hermeneutic‘phenomenology,
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"and more specifically from the writings and teachings of Ton
Beekman (Utrecht) and Max van Manen (University of Alberta).
Their work will be introduced in the next section of this

«

chapter.

Through the';ork of’such écholars as Dilthey,
Heideggar, Gadamer, and Ricoeur, phenomenology incq;porated
into its method certain aSpEC£S of the hermeneutic tradition
of text interpretétion; ;Briefly“stéted, herméneufic
phenomenology emphasizes the circular and diaiectical nature
of any interpretation of lived exper}enée,Aand the importance
of coﬁtext and of language ih our search for understanding.
It is founded on the belief phat |

relations which, followed in their outward reach,

compose my universality and my belonging, compose

on their inward reach, my uniqueness and my being.
(Mooney: 1975,p.191)

Our human history and our linguistic nature is
shared. Understanding one person's experience opens the
possibility of understaﬁding human existence; similarly,

}grasping simﬁltaneously,the heaning of human existeﬁce
informs any understanding of a person's unique experience.

- Hermeneutic phepomenology demands not a detailed recounting
>of the so-called facts; but rather an evocative description
“that shows the reader what the experience is really like,

that captures the spirit, meaning, and flavour of the
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experiencg, and that, in a sense, enables thebreader to
pérticipate in the phenomenon. Through careful analysis or
interpretation, . the themes.or deep structures (what some call
"éssences") of the expérienée are revealed as fully. as
possible without disturbing the wholeness of the phenomepoﬁ.
The hermeneutic experiénce of interpreting is qircﬁlar:
thrpugh,encountering or experiencing the phenomenon in an
open manner, webenter into a dialectical interaction' between

trhe whole and the part, each giving the other meaning. The

"whole and the part can only be understood together: this is

what is meant by an intuifive leap into ;he hermeneutic
circle. The phenomenog is not dissected into elementé but is
raﬁher grasped comprehensively. We come to know the
phenomenon in a different Qay than before~; a way/that is

more of the phenomenon.

A more;detailed and éyocative deécription of
hermenegtic phenomenologicél research will emerge in the
account of my research’ experience. :Fdr further background'
and for the philosqphiqal and theoreticaixroots of
hermeneutic phenomenology, I refer the reader to Héidegger
(1967, 1977), Gadamer (1979), Dilthey (1976), and Ricoeur
(1973). Excellent accounts of the hermeneutic tradition of
text interprefatioh and of its eventual contribution to

phenomenology are provided by Palmer (1969) and by SmitH.
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(1983).

IV. Methodological Considerations

In discussing the research process, an important
distinction should be made between the description of what is
~actually being done (i.e., the research experience) and the
ratioﬁale or idealized version of scientific"practice.

Kaplan (1964 ,p.9) warns of the danger in confusing

logic—in—use' (the cognitive style of the researcher, the

lived research process) with reconstructed-logic (an

explicit formulation or idealization of the logic-in-use),.

Reconstructed-logic (e.g. €Ze‘empirical method) is
derived originally from logic-in-use, and the two influence
each other in a dialecticalvfashion.- Although Kaplan (1964)
cautions that "the crucial question concerns not the
intrinsic virtues of the reconstr;cted—logic taken'in-itself,
but rather its usefulness in illuminating the
logic-in-use"(p.9), many researchers mistakelwhat is meant to
be a reconstructéd—logiclfor a literal description of what
the research process is, applying it like a reéipé. They may
thus be reluctant to see, or if thej see, to admit that their

research experience does not correspond to what they mistook

for logic-in-use. Research reports usually. jump from formal
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methodological statements to an account of the findings.
This is unfortunate, because it is difficult to improve our
methodological conceptualisations without access to more
detailed accounts of the lived experience of research.

" Anthropologist Morris F;eilich's distinction between the
"smart" and the "proper" is another way of exploring Kaplan's
warning. Freilich (1977) says thét in any culture:

there is the "proper'" ‘way to do most things (the

official way, the idealized norm, the culturally "right",
the verbalized); and,

y

there is the "smart" way «the unspoken operational
rules, the actual way people usually do things, the
socially "right").

Research reports are usually long-winded concerning the
"proper", but very secretive about the "smart". As Miles and

Huberman (1984, p.22) point out,

there appears to be little sharing of experience, even at
the rudimentary level of recipe exchanges. We don't know
much about what other qualitative researchers are actually
doing when they reduce, analyze, and interpret data.
Miles and Huberman go on to suggest that a sort of double
bind is operating here: the status of conclusions from
qualitative studies is uncertain because researchers don't

report on their methods, and researchers don't report on

their methods because there are no established conventions

for doing so.
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In the Ruman sciences, we are seeking to improve our
research methodologies. TIdeally, our conception of the
"proper" should be derived from a deep understanding of the
"gmart", and vice versa. We cannot improve ane without
knowledge of the other. As qualitative methodology gains
respectability in educational research, mére detailed
formulatiops of methodology and of the research experience
itself are slowly becoming available.

Until very recently, phenomenology's contribution to
educational researéh_has been as a philosophy, as a source of
inspiration for inquiry,-and as an exgit;ng but vaguely
articulated orientation towards research. Indeed,
phenomenology has been g@&led a method without techniques.
(van Manen:1984) Within the last two years, however, leading
_researchers have begun to address the need for more explicit
formulations of their metho&ology. Ton Beekman of Utrecht,
for example, has visited North America frequently, giving
challenging conferences and seminars and offering researchers
insightful advice. As one researcher remarked, "Ton not only
talks about phenomenology, he lives it". Beekman, in
collaboration with Hans Bleeker, Karel Mulderij, and with
Lgren Barritt (1983) of the UniversiGy of Michigan haswn,@;ﬁ

written A handbook for phenomenological research in




education in which three pha%gs of the‘research process are”
identified and~partiaily explored:
1, gathering the life experlence"uSually through some-

.combination of" interviewing, observ1ng, writing;'and
" reflections .

2..exam1n1ng the materlal for its descrlptlve analyt1c
forms (themes or structures) and testing these forms
,through variation, consultation, and reflectlon,

3. formulating recommendations andeorientations for
practical action. ’ R ‘

[

v

Barritt et al. do not provide a detailed
exploratlon or theoret1ca1 formulatlon of all of these
‘phases. The strength of this handbook lies not in its
reconstructed 1og1c, but in its r1ch and evocative
descrlptlon of the analyS1s phase of research. Using the
'~phenomenolog1cal 1nvest1gat10n “of the fear of darkness as an
5m§&e, Barritt et al show how they wrote and re-wrote
descrlptlons, and how they sought the meaning of their
descrlptlons through the exploratlon of themes; in short,\
'"they show us,yat 1east partially, what the research
experience was 11ke. They prov1de the beglnnlngs of a
logichn—use‘that wit} enable.researchers to better

understand and evaluate phenomenology as methodology.

iy

In another most helpful article, Barritt et al.

(1984) offer these suggestions to educational researchers:

7]
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Suggestion I : Write an account of a single
experience, something simple and straightforward; as
much as possible stick to descriptive language and watch
out for interpretations and attributions of causality in
your writing. Don't lose yourself in factual details. It

-all begins with« the lived experience and that is what
you should strive to describe. :

J

select from it .those momen ‘which seem to be at the
center of the event for th##person. Those moments which
"f1y up like sparks" from the description. Don't worry
about taking too much, Try to read each description
with "fresh eyes", anew, letting it speak for itself of
‘the event. ' ' ‘ - -

Suggeston II : Read tht“ggh each descriptio‘n and

e

Often themes are not found in the words of the

description but between the lines« In these cases it is.

-important that the choice of words be "correct"... It is
a good idea to-ask informants to read through the
analysis before it is in final form. An informant does
‘noti have the right of veto over your insights, but his

_comments may lead to a more accurate formulation or to
the insertion of ‘a paragraph explaining that your
insights were not seconded.

Suggestion III : Compare the themes you have chosen
with one another. Make a list of shared themes. Try to
be careful to formulate the cammon forms or themes in a
way that is faithful to descriptions. Make a separate
list for unique variations on-the themes. . Variations
f;equently highlight the meaning of the common forms.

Sugpgestion IV : Try putting the experience in a
different context, a different situation. In other
words, consider a phenomenological variation. Often,
that gives a, sharper picture of the shared aspects of

‘the lived experience, ,

Suggestion V.5 Fill out the descriptions with new
materials from poems, novels, diaries, folk tales,
ictures, tape recordings, observations, interviews, '
etc, Be careful with this material. The question 1is
not, how pretty is it, rather does it give an adequate
descriptive picture of the lived experiente?

R
[
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Suggestion VI : Phenomenological research is done
with an eye to the consequences for action. Based on the
"research results,ftry to formulate recommendations that
might Mead to more possibilities for human autonomy, a
better situation for those on whom a decision is to be
visited. Knowledge of history can help to suggest
directions for action.

- These suggestions' evoke the kinds of activities

involved in hermeneutic phenomenological research. The

. : L
suggestions are both practical and sound. However, the

authors seem to start their advice 'in the-middlejof the
reséarqh process, pfovidiﬁg few'details coﬁcerning the
important tasks of asking the question and gathering‘;he'life
experience. Barfitt et al. rightly bring out the importance
‘ahd-the responsibility‘of studying the implicatibns of» |
researchgfindings, although the phrase "a better situation

for those on whom a decision is to be v;sitedv seems & 1it£le»
disturbing.' Does it suggest a perﬁaps too eager wif&inénéés

to diqtateﬁgpetific policy or action, to make others’

~decisions for them? Pérhaps, they are simply referring to

the many decisions and policies we "visit" unthinkingly on

children.

>

8
In an excellent monogfaph entitled, "Doing
phenomenological research”", Max Van Manen (1984) who studied .

in Hol%?nd with Beekman and with Langeveld, has recently
provided a thbrough and thoughtful analysis-df the research

experience. Using research concerning parenting as an
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illustratioh, he nbt only reveals the methodologicél
structure ok phenomeno;bgisal research, he also shows us what
the 1ive& expefience“of'such rééea:ch,can be }iké. Like
Barritt and Beekman;‘his theoretiéai formulation of th;

research process is thus grounded in his own experience as a

e .
PR .

researcher,

Van Manen sees research as a dynamic interplay’
among four procedural activities::

a. turning to a phenomenon which seriously interests us
and commits us to the world; in other words, asking
the question; ' '

This phase involves orienting to the phenomenon
phenomenologically, that is, asking about the nature
of a .experience and explicating assumptions and .
_ pfe—understandings.
& - : .
i
,b. investigating experience as we live it rather than as
we conceptualize it; '
This can involve describing one's own experience,
~obtaining experiential descriptions from others,
tracing etymological sources, searching idiomatic
phrases, locating experiential descriptions in
literature and other -art forms, and consulting other

phenomenoldgical.writing‘%
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Ce reflecting‘on the éssential themesvwhith characterize
the phenomenon; ' :

This phase‘of phenomenological_analysis or
interpretatioﬁ.includéé unéovering,through an open and
sensitive "listening" the thematic aspects in
life-world descriptions. It involves systematically
identifying thematic statements, composing linguistic
transformations, gléaning theﬁatic‘déscription from
‘artistic soﬁrces, and through careful reflection and a
diélectical‘iﬁterfogation of the experience,
determining the essenfial themes.

d. describihg the‘phenomenon through-the art'of writing
and re-writing.

"Attendiﬁg to gﬁe speaking of 1anguage" and
varying the'eﬁgmples, the rgséarchgr writes and
rewrites reéponsively and reflectively, until a way is
found that illuminates and re;eals as much as possible

 the eésential nature of ourvexperience of the
phehomenon. PoSsiblé modeS‘fbr'this writing are
thematic, analytic, gXemplicative, existential, and

exegetic.

Van MghEn'illustrates and explores the activities of each
research "phase", while at the same time stressing their

interrelatedness and their tentative nature. He cautions
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that "the oethodology of phenomegology is more a carefully

cultivated Ehoughtfulness than a technique." (p.27)

Turning now to my own research, we can see that
the first chapter of this dissertation has sorved the
function of ofienting,to the phenomenon and asking the
;eseafch question. The next chapter describes the aotiVities
involved in existential investigation (or what Beekman calls '

gathering the life material),‘and further discloses the

activities and experience of phenomenological reflection.



CHAPTER THREE. ' DOING THE RESEARCH

Denton (1979) has advocated a search for methodology
su1ted to the nature of educatlon itself, suggesting it is
perhaps time to create our own methodologies instead off
relying so heavily on the nafural and the social sciences.

Ir this search is to be fruitful, Miles and Huberman (1984)
suggest that researchers must provide detailed descrlptlons_
of research and thorough methodolog1ca1 reflections,

Kaplan s calls for more complete descrlptlons of logic-in- use‘
and for a dialectical reflectionship between logic-in-use and
reconsrructed logic are most relevant here, Responding to
these calls for more thorough reoortihg, I will present a
descrlptlve account of my research that includes reflectlons
.on the- -experience while also offerlng more general

methodological con31derat10ns.

<

S~
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I. Gathering the Life Experience Mategial:

Existential Investigation

/ ;
In the literature, the aspect of existential
investigation in doing phenomenological research has
been called "generating data"....From a
phenomenological point of view it would be more
appropriate to see this part of the research process as
the educational development of the researcher: that 1is,
finding ways to develop deeper understandings of the
phenomenon being investigated. (van Manen: 1984, p.50)

"A. My Own Experience

Thé.first éﬁd‘most obvious source of "data" for this
study is my own experience as a ;eacher educato}. I am a
-teaéher educator looking at teacher educatorsband at teacher
education:; to pretend that I am an impartial outsider would
be dishonest and foolish. Forithe past three years, as this
study progressed;hl have kept an occasional joﬁrnal,
reco;diné some of my daily experience, hopes, worfies,
thoughts, and opinions. This material provides‘a starting
point for reflection‘onvphe Iifewprld of teacher educators;
as well, it serves the importént function of ﬁgking me more

aware of my.own orientation and values.

Although reflective description of one's own
conscious éxperience is central to phenomenology, and,

indeed, is the source of the research questions this study
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will address, my own.experience isvnot enough. Paradoxical
as it may seem, we can learn as much (or more) about
ourselves by considering the experieﬁce of others as we can
by writinghabout our own experience. One teacher educator,
for example, said, "I'm really kind of excited about it, you
know, the possibility of'helping so many children, of
changing things in the schools". This immediately brought
back some stfong feélings I once had about wanting to be a
teacher educator. The experience of a colleague helped me

relive some forgotten moments that I probably would not have

recaptured otherwise,

Caréfully listéning and thinking about the experience
of others.also helps us stand ,away from our owﬁ experience,
to‘see it in a different light. After lisﬁening to a tape of
another interview, for example, I noticed how, in answer to
my questions, my colleague answered rapidly in what I for the -
firég time recognized as jargon. ‘As the'tape continued, I
suddenly saw, again as if for the first time,‘that I too was
speaking this way. Reflectingbon the experience of dthers
helbs us better‘analfze our own; reflecting on our own
experience helps us better understand theirs. Whether by’

contrast, similarity, interaction, or self-disclosure, the

v : ) ! -7 e ] ““ .
meeting of two experiences reveals more clearly the meaning

of each. This leads to the central way of gathering data for

¥
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this study: interviewing other teacher educators, colleagues

‘whom I will refer to hereafter as "the participants"

B. Teacher Educators : interviews, written material, aﬁd
observations ¥ :

The core of this study is the description of
experience.offered in interviews by.six teacﬁer educators who
gave generously of their timé, meeting with me on numerous
occasions, and in some instances, inviting me iﬁto their
classrooms and their homes, All of the participants hold or
have held university p081t10ns involved with the education
components of a unlver31ty -based undergraduate teacher
preparation program, For the purposes of this study,
"teacher educator” thus excludes cooperéxing teachers as well
as university professors who do not teach undergraduate

education courses.

I interviewed teacher educators from two different
universities, with varied backgrounds and different
department affiliations. My intention was to encounter a
wide range of viewpoints and exﬁerience, to ensure a dialogue
of experiences, and the making of contrasts or comparisons
that would help to separate the unique from the shared. The
participants were chosen és people who could help me think

about teacher education, people with whom to build a dialogue
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that might reveél aspects of teacher education’that neither I
nor they had seen before, Our purpose was to bring to
awareness new perspectives which could be of use to all
teacher educators. Potential participants were often
referred to>me by peoﬁle who had read my reseérch proposal
and said, "Why don't you ask , he's got a lot to say?"
or "She's had lots of experience, maybe she'd be interested".
One’ of the participants is some one I already knew slightly
whosé capacity fo; analysis had impressed me during a
semiﬁaﬁ. Another is»someone I had long wanted to know, but
circumstances had not permitted more than a passing

acquaintance.

Three peoﬁle whom I approached abdﬁt this study
declined to participate: one seemed uncomfortable with its
phenomenological orientation, another faced‘the‘time
constraints of a new and heavy teaching laad, and a third was
.deeply interested but seemed dépressed, angry, and stréssed
by the insecurity, isoiation, and perce®@wed exploitation of a
lecturer's position. My brief conversations with these three

may in themselves contain clues to what itdi§';ike to be a

»

teacher educator. Time, for example, seem%ttd\be viewed .as a
T
N e
precious commodity by many teacher educatofé, a commodity
that is rapidly exhausted by the mény demands and tasks set

by others and by educators themselves.



In addition to telephone éonversations énd‘inpromptu
dialogue when opportunities occufred, participation in the
study has inleved an average of six to eight hours of
recorded conversation (using audiocassettes) per particiaant,
sometimes over lunch, sometimes in their offices, and on two
occasions, in théir homes. Three of the'participaﬂts were
also able to arrange opportunities for me to observe their

teaching.

In addition, the participants contributed writtén.
material. Four people shared documents and course outlines
"with me, and one participant volunteered to occasionally keep
a journal of her éfperiénce, streah of consciousness style,
thus making an'invaluable contribution to this study. At my
request, three of the participants wrote one or two short
descriptions of particular experiences in their lives as
teacher educators. These descriptions, too, proved
invaluable. Coﬁrse syllabuses were formal and technical in
style; the descriptions, on the other hand, were very
informal and evoqative, resembling closely the language of

conversation. They had a spontaneous nature that was quite

different from the careful wording of the syllabuses.

Two of the participants are people whom I had known
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" (more than just in passing) for at least six months prior to
the interview«s. This proved to be a great advantage,
eliminating the potential problem of esﬁablishing rapport or
gaining confidence. These’participants were willing to be
honest and open immediately and entrusted me with many
confidences. Their interviews reached a depth tﬁat the
others matched only after some time. My prior knowledge of
these people facilitated understanding and sharing. I
already knew the context in which their remarks were

embedded.

The participants include two men and four women from
three different Cénadian faculties of education (one in the
Fast and two in the West). They range in academic rank from
lecturer to full professér, and in university teaching
experience; from a few months to over twenty years. Their
experience as classroonm teachers varies from one to twenty
years. Areas of specialization and department affiliation
include early childhood education, educatidnal foundations,
elementary education, social studies, reading and language
arts, literature, and secondary education. In order to
prétect their identity, the participants were invited to
choose their‘own pseudonyms, enabling me to iﬁtroduce them

KA

now and refe#’ to them subsequently as Rachel, Ilana, Josee,

Michael, Ted, and Serena. : . ;



This choosing of names was interesting. Three of the
participants initially said that any name.I chose would do, .
that they had no ‘preference, After the first interview,
however, they all expressed dislike for the pseudonims I had
selected and immediately suggested names more to their ah
liking! Names, even aliases, seem so important to us. In &

. . - 4'A"w“ :
every case but one, the participants chose the name of ;a :

.
someone respected or loved. Thus, even names meant to hide

an identity are filled with a private meaning and signify an

extension of our identity, a way to express who we are or who

we would 1ike to be,

The whole idea of pseudonyms and other measures to

protect people's privacy was mine. ' The particibants i‘ﬁ‘
themselves showed no great concern for such mg!lers,
indicating perhaps not only their trust, but also their
willingness to discover and to reveal., Josee, for example
s;id, "One of the reasons I'm doing this, you know, is to
find out more about myself,”" and Michael asked for copies of
some of his int?rview transcripts, thinking that a record of
his latest thoughts concerning teacher education might be
helpful in his work. There was an awareness that being

. interviewed involves thinking aloud, working through, getting

to know oneself.
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‘My classroom ebservation§ of tHree'dgdthe
participants involyed a simple ;nd unstructured notetaking.
On a11 three oecaéiens 1 simply took a seat amongst the
'students and teok notes concernlng what was said, the general

.atmosphere, student part1c1pat10n, and anythlng else that
”caught my atteptlon. I was partlcularly interested in viewing
the classes,througﬁ the professors' eyes, trying to see what
they Werebafter;?trying to sense how they iived the
expefience, Aftéf‘each class, I conversed with a few
students ‘and then met with the professor to discuss the
exper;ence.

¢ o ‘ L f
In addition to this core group of participants are
the several other people who durlng casual conversatlons or
formal meetings have allowed me to wr1te dow% or record soee
of their thoughts. ~On many occa31ons, I‘%ave found myself

/hurriediy‘reaching_ter pencil.and paper, asking colleagues to
slow.down‘mpi¥$ I take impromttu notes or set up a’tape
fecotder. Th;ee notes an$ tapes complement the main body of
"life material"? providing context, counterp01nt, and

V”aﬁblificatiOn or clarification. Tﬁe words that motivate me

to start taking notq§ are good indlcators of what I perceive

as 1mportant. %?ey ‘'sometimes underllne and sometimes call

‘into questiod thegemerging;tthes. This‘material is

LR
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spontaneous, a seizingbof the moment, a recognition of thg
opportunityufor'inquiry éfforded by my daily life.

A final source of material for this study is a shall
coliectidn of-onevand‘two’page scenarios fof the fﬁture
written byla group of teacher educators to express their
vision of whét their lives as teacher educators shbuld Be.'
Thesé descriptions form part of an internal and confidentiai

one of the participating

departmental document from‘\

universities which has kindly given me permission to use
4 . .

these scenarios.

S



IT1., Interviewing : Some Critical Reflections

Manyfresearcﬁers who rely’heavily on open—endedj
infefmal interviewing to gather their data often makeJany
paesing reference to %he conception aﬁd to the lived,k
experlence of interviewing, as if 1nterV1ew1ng were an
eaSyrto—use and ﬁniform tool, a 81mp1e appllcatlon of
well—establiehed;!implieitlyvunderstoqd techniques. Agyone
Awho has done a certain amount of 1nterv1ew1ng knows that this

is simply not so, but we fend to neglect this knowledge when

writing our research reports;A What is the interview in g

qualitative research? How is it lived by the research

[}

How does it become data? How do we use, abuse, .andg

interviews? In addressing these questions,;I sHal

"nature of the%relationship between interviewer and

" !
participant and the potential’ abuse of” power that_isvinherent,'

to ﬁhe experience.

-

VA. ‘Disclosure and the Balance of Power

Interviewing is one way the researcher attempts to
gather life experience material (data) that will be helpful

in reflecting on a certain phenomenon. ‘The hermeneutic
SN S ' - '

interview is an-attempt to extend and deepen the researcher's

understa&@%hg of a phenomenon through encountering the



personhood of another.. Although through dialogue .l encounter
another's past experience only indirectly, I do enc0untér the
person directly. For both people, the interview is a lived
“experlence, there is nothlng second- hand about it. The
interview can be a joint«reflection on a phenomenon, thus
"becoming a Sharing or learning experience for both
iﬁterviewer and participant. But although the iﬁterview
‘experience holds;a patential for the development-of great
trust and new understanding, it also holds a potential for an
abuse p; imbalancé of powér.‘,On.oné.hand,;we'run the risk of:
reQea}iﬁg that which we do nogywant,to reveal, Oﬁxthe other
hand, we also run .the ﬁore wekmne risl& of gaining valuablf:
insight:into what ever it is thétvwe discuss. One of my '

participants put it this way: = v

9
9

I find it [1nterv1ew1ng] very Hﬁbd ‘T think it's
like taking your clothes off in publlc, yet there's a
part of me that wants to do it because I find it very
very rewarding in the sense that I can hear myself as
well and maybe I can start putting together thlngs
that I didn't know I could put together.
(iJ-V-2;7-10)

We hear in this excerpt an important acknowledgement of the’

interview as a mode of learning. We alsp hear recognition of
the .very real risks involved. Because exposure is not easily

. L0

erased and because we may fear what we might learn about
. T : '

ourselves, our efforts to control our appearance may be

4

greater than they usually'are, ‘Often, of course, we are
0,
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pleased or relieved by what we learn about ourselves and we
relax, enjoying the experience and ‘becoming less concerned
about appearances, and more concerned with substance, more

completely involved.

The risk of exposure,AhoWevér, and the call to commit
,;oﬁe's oral discourse in an éxéeptionél way‘is usually:
one—sided in the interview situafion, both thelresearcher.an
the participant_knowing‘fuig well that the focus g% analysis
will be on what the participant éays, not on the fumbling

3 : 4 ‘
the interviewer. This perhaps is the heart of the

words of"
imbalance of power and the potential unfairness of the
experience. The interviewer is allowed to keep his or her

\

clothes on, or, failing that, can take consolation in the
faét thﬁgiwhat is re?ealed will not show up in print for the
world téféée. -As long ?$fit is the researcher who récords,‘
asks the questiohs, and decides hdw to deal with the
inteyview material, the‘balancé of power usually remains.
firmly in his.or her hands. For the participanﬁ more tﬁan
for the intervieWer, the interview thus involves mﬁch risk;
yet the willingness of so many to be interviewed must also
indicate thaﬁ it is a risk wdrth taking. Perhaps this is
becauge for both the participant and the interviewer; thé A
interview offers the opportunity to be known, to gain

o

self-insight, and to make a codtribution to understanding.

i v,
/ .
Ve
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fB. Preconceptions of Interviewing

For many people, the human science researﬁh interview
is a new experience. In our society, iﬁferviewing is perhaps
mérevofﬁen“associated with intrusive journalism, with
job—hunting, or with the manipulapivé’paradigm of
e#périmental psycholbgy. The inﬁerview may be perceived as a
formal event for which appoinfments are made and time limits
éet.‘THe inﬁerviewer may be percéived'as the one who controls
the situation, who is "in the know", who asks the questions,
and who influences how we appear and in a sense,'whp we
become., interviewing may sometimes be perceived as
explbitation or as a game in which one person is out to trick
the‘opher into revealing that which should not be revealedp
The object of the game for the person being interviewed méy

_thus become concealment, the control of appéarances; in other

words, the very opposite of what the researcher seeks:

Human beings, as Buber points out,...know how to
shut others out; they know how not to reveal
themselves to the other. This is especially true when
they are confronted with someone who wants to see
what makes”them "tick".

(Friedman: 1983, p.174)

- The perceptions and preconceptions we have of the
P | ' o
interview experience can greatly influence or shape the

relationship between participant and interviewer, even

|



49

»

outside the interview situation. To my astonishment, for
example, a colieague“with whom I feel at ease and whom I
greatly respect was suddenly on her best behaviour with me,
not quite able to forget my research interest in her:
I do feel examined and even when we're not
interviewing, I think it is colouring our
relationship. If I do talk and you happen to be
there, I wonder if you're going to use it. (iJ-V-3)
As she said this to me, I realized that as interviewer, I,
too, was on my best behavior, ﬁst wanting to alienate a

valuable participant. It is so?etimes difficult to overcome

ﬂtberartificiality of one's asdﬁ@ned roles.

C. Interviewing as Dialogue or Hermeneutic Encounter

Perhaps we need to go beyond such everyday notions of
interviewing to its earlier meaning of a "seeing the between"
(fr. entre vue) or meeting to share a viewpoint.b As_Mértin
Buber (1966) and Maurice Friedman (1983).remind us, it is the.
"betheﬁ" (entre) that reveals, that permits understanding.

It is thrdggh the seeing of that which is neither only you h
no® only I but is rather our between that we learn about each
c-her. There is a dialogical and often a dialectical
relationship between inter?iewer and participant and between
trour derCeptiops of the phenoméﬂa being discussed. Rather

. , C

the + h1indrance to knowledge, this interrelationship is”

perceived as a way of discovery:
{
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|
We address others not by conscious mind or will but
'by what we are. We address them with more than we
know, and they respond -if they really respond- with
more than they know. (Friedman: 1983, p.24)
‘If it is to be more than a game’pf concealment, the
interview must be an authentic dialo&dé, ideally, a
. /o .
communication between interviewer and participant that evokes
the partiéipant's lived experience‘and that séeks shared
understanainéiof that experience. Such meetings structure
theméelves in the talking, generating questions and possible
interpretaﬁions for both participants. Both parties are
genuinely bresent, willing td‘be known and interested in
knowing. Power is more equally-shared, for, as
anthropologist Mileisichardson (1974) suggests, the ;
\ *,,participant becomes in é senée the teacher, the one whose job
is to teach this stranger wﬁat he knows, and although'thefe

€

is an unspoken agreement that the main focus (not the only

t

focus) will be on the participant's experience, the

interviewer too takes part in the dialogue. As one of my

(T~

"participants put it:

We teach one another ab6but ourselves, about our beliefs
and our values simply by the way that we conduct
ourselves, in the way that we choose to interrelate.
That's why in some sense, 1 suspect, we found a measure
of compatigility and harmony right from the start simply
because t&gte was that measure of openness that both of
us were prepared to provide. (iM-II-6) ‘ ‘
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The active réle accorded the barticipant does not imply
an abdication of résponsibility on the part'of the'researcher
‘who must still assume the ulﬁimate responsibility for the
research; it implies, rather, an attitﬁde of respect for the
knowledge and the person of the participant; ituimplies an
openness anJ a willingness to léarn. The openness of
questioning,‘howeven,'is never absolute because/a question
alQays has a certain direction. For‘Heidegger, "the very act
of posing a question is disclosure, for to question is to
sketch in advance the contéXt of meaning in which a
particﬁlar inquiry will move™ (Bossart: i969, p3269). The
"answering in turn invites more questioning, also guiding the
interview. The interview is thus shaped by both
participants, becdming, for the moment, their éhared abode.

Because the focus_is.iargely on the ‘participant's
experience, the interviewer might say very little, enjoining'
the dialogue with the meaningful silence of 1isteﬁing and
thinking, partitipating at times more through presence
(being) than through speech.‘ The body language of active '
listening can be a most appropriate Qay of contributing to a
cngersation. However, researchers Qho feel that theyvshould
remain noncomittal and silent in order to remain "objective"
or to avoid influencing the participaht are fooling
themselves. Whether we want to or hot, we influence people

through the many ways we communicate ouf'very being and
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presence. No matter who says what or who is silent, the
interview is a joint project of interpretive encounter, a
common experience shaped by the interaction of two people. In

fact, as Buber suggests,

The more one presents oneself as the detached
©observer, the less response one will get.... Only as
a person, only as a partner in dialogue, will one be
able to get any understanding of the other person's
wholeness and uniqueness, for it cannot be understood
as an object. (Martin Buber quoted in Friedmgn: 1983,
p.174) : :

Whether as interviewers we admit it or not, we often
experience moments of‘judgement or emotional reaction, silent
reactions such as "what a wonderful person" or "what a funny
thing to say" or "this is very important" or "how
interesting". Other'thoughts that greatly «contribute te the
hermeneutic nature of the“interview\gre those thoughts
relating the participant's experience and ideas to our own.
"I know how she feels, that happened to me, too " or "how
different from my own experience" or " that's how I seée it,
too". 'These feelings and thoughts, though often unspoken,
form a part of the silent or hidden ‘dialogue of the
interview. We cannot and should not be unaffected by what is

said, unless of course we are either not listening or are

simply denying what we feel.

The interviewer thus strives not to deny his vision

of the phenomenon but to recognize it and then put it aside

L2
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.momentarily in order to participate more fully in the visioans
of the participant. This is what is meant Dby "bracketing" or
what anthropologist Frederick Erikson (1973) refers to as
"disciplined subjectivity". The interview has its best
moments when the interviewer and the participant are both
caught up in the‘phenomenon being discussed, when both are
trying and wanting to understand. At these times, both
people forget the tape-recorder, forget that "this is an
interview", and simply talk and listensin a genuine dialogue
thét is focﬁssed on the\phenomenon in question. They are
talking to each dther rather than past each other. The
interviews are vefy mdbh a we ~experience and very much a

«

we— experience that transforms us. The ontblogical nature

of the interwiew encounter can be powerful and may eventually
emerge “as the most important data of all.

There are times, of course, when one or botb persons‘are
preoccupied, not totally present, as it were. The
interviewer, for example, may be too busy trying to be a good
interviewer, thinkiﬁg of what questions to ask or what
statements to make. At times I feel self-conscious and
nervous, especially during the first interviews. I
occasionally worry abo%ﬁ how I sound on tape (forgetting.that
only I listen to them) and become very conscious of the tape
recorder, wondering what questions to ask or what to say that

will contribute to a good interview. In other words, at the
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beginning I may sometimes try too hard, or become too,
preoccupied with technique, or unthinkingly assume a role.
The participant too may be silently g’ﬂdering, "What is

wanted of me? What does the interviewer want me to say?" or

even, "Gee, I hope this is aver soon," These times too are

o

part of the reality of inter&iewing. Although they may not

fit the idealized image of what an interview should be, they
must be accepted and explored as part of the being of the
interview itself, a part that can be shared and that can in

+

turn form the basis of new understanding.

In my ov: experience as interviewer, I usually find
. .
tyat as the psz ~icipants and I put each other at ease, I soon

become completely caught up in t fonversations, seeming to

o

40“
feel the participants' feelings,

}ng to see through their
eyes, and concentrating without really needing ts make an
effort. Flooded with images add ideas that fascinate mé, I
think about what is said, and ask questions to help clarify
or confirm my understanding.v Although what I am describing
here may illustrate Carl Roger's conceptions of rapport, .
empathy, and active listening or Martin Buber's concept of
"making the other pfesgnt", giving the experience a name is
not always enough'to make tﬁé:experience probable. It is
more through dialogue with participants than through studying

interview theory and technique that we become truly

interviewers. Indeed our skill might depend more on our



interest and curiosity than on our training.

Interviews can continue long after the people we

interview have debarted. For exaﬁple; the words of my

participants and their presenbe often linger as I find myself

-

recalllng and reflectlng on shared moments. My solitary
1gierrogat1on of their being continues 1nterm1ttent1y and at
odd moments. In the middle of my grocery shopping or other
chores, for exaﬁple, I may find mjself thinking of questions
I wish to ask them, of things'I wish to know. Some
interviews never endr The time they inhabit goes far beyond

the clock time of the starting and the stopping of the tape

recorder or the meeting and the parting ef two people.

L B . L]
As the*interviewing progresses, a dialogue between two

: : . B kN ;,g., R4
people evolves into a, nversatlon betwe@m ;hree or more
’ Z.i oW
,or eﬁ?@ple, 1nt§rrogat1ng one
%

-y,

I sometlmes feel as though I am carrying

- \
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(g
=
o]
i
—
@
)

. 0Q
@
(=%
(ad
(D .

Q“%.ﬂ;
"QX

‘n m% hea&, eaVesdropplng on the1r

n“‘i
conversatlons.??Th;s rmchness of exchange and’

y © ‘v_ > o

, . o)
1nterre1atednes<;1§ seldom explored by researchers but is one

-

of the blgges e %odologlcal advantages of 1nterv1ew1ng
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" In discussing the characteristics of good iﬂterviewing,
the literature offers much advice. Morris Freilich (1970)
stresses the usefulness of asking "how" in order to know
“"what", and James Spradley (1984) describes five categories
of interviewing questions meant to help the participant
describe and communicate his or her experience. Humanist:
models emphasize the importance of rapport, empathy, and
authenticity (Rogers: 1951). As part of an active listening
to ensure that meaning is shared and to encourage further
sharing, the interviewer may sometimes ask questions in the
form of interptetive statements (for example, "You're tired,

aren't you?"). According to Dohrenwand and Richardson

(1964), this involves a calculated but worthwhile risk. If

the interviewer's statement is accurate, oes indeed

stimulate the participant to talk more about the subject in
4 » > ’

‘quqﬁtion. If, on the other hand, the researcher is dead

3 g »

wrong, the participant will usually want to "set the record
straight", which of course is very helpful to the researcher.
The danger, however, is that when the interviewer's statement
is neither right nor wrong, the participant may let it go by
without comment or even agree with it because it does not

seem important or blatant enough an error to bother

correcting.

But to speak of gu%delines for the hermeneutic sort of
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interview I have been discussing may seem paradoxical given
its\spontaneous dialogical nature. These~guidelines really

e{si\to part1cu1ar k1nds of interactions anddattitudes and'
to some ways of talklng. They are not rules that can be

mechanlcally app11ed but rather are modes of be1ng that can

N

be,recognlzed.v Wh11e prlor exploratlon of these guldellnes
and theorlz1ng mhght “form part of the 1nterv1ewer 's
competence,»once the interview is underway it 1s best to

'forget all conceptlons and technlque, and to give oneself

fully to the experlence and to .the person at hand As I have

[

already suggested a good 1nterv1ew ig much more a quest;on

of quallty of belng than a matter of format, -structure,

-t

technique or“formula.' , N :

-D; After the Interview,

i

In our haste to get at our data, we may overlook *@r

destroy the experlence of its very creatlon. Researchers are

»

perhaps too eager to understand what the part1c1pant said,
" jumping immediately to typed.transcr;pts, substltutlng
. T

w1thout he31tat10n the prlnted word. for the lived experlence,

[

perhaps even re-using the1r audlo tapes and thereby

‘ .

~destroy1ng potentlal access to fuller understandlng. They.

I3

tend to focus the1r ana1y51s on what was said, forgettlng

‘or neglectlng how words were said. Ignored[too, are the

words of the researcher, as if they have nothlng to reveal

K2

w
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y51s and wr1t1ng, %pterv1ewers often detach

;thems; from the orlglnal experlence, dlsownlng in a sense
thelr ‘own part, felgnlng a’ neutrallty wh1ch betrays the
1nterv1ew. The 1nterW1£W becomes de351cated reduced to
sheets of paper that may or may not cast true enough a shadow

to evoke the originating'experlence. Such treatment of the .

interview i§ incongruent with a phenomenological or
. g . - -
,

hermeneutic orientation.

A further,potentfal for abnse‘lies in the difference
between oral and‘written‘fanguage. By its very nature,
'wr1tten materlal usually: dlffers from the oral dlscourse of
an interview.. ertten ‘accounts are. often more pollshed

o

co@érent, and selectlve than the ‘more tentative, rambllng
naﬁure of conversatlon. Inva certa;n way, wrltten accounts
may seem more>thoughtfu1 offerfng the ins}ghtful.reflectlon
afforded by the time to th1nk and to choose one 's words. In
‘another way; however; it-is the conversatlon of the interview
t;~that'is sonetimes nore evocative of lived enperlence. An
soontaneous conversation, it is sometimes the words‘that
almost seem to choosevtheir-speaker,’offering a more:direct
aocess to exoerience, revealingca complexity‘of reactions,
feeiings and thoughts.: In writing, there is-a drive or
ttadltron to be logical and orderly; the Qhole endeavour

4 i ‘

becpmes one of dlsc1p11ned thlnklng, of depth In a way,

8,

;;ertlngjls saylng,f"Thls is the best_I can do", offering us

Pt

L3N
\
«



the fruft of someone 's careful cons1derat10n. Although in

speaking ve. also try to be orderly, the rapld outpourlng of

., our words’ may escape the track we set 1t, reveal1ng

amb1guit1es, confu51on, varlety, and paradox,tofferlng\gn

authentic mosaic of perceptlons and thoughts and prov1d1ng a
o
sort of window to consciousness. The expre351on ‘JUSt
: )

thinking aloud" suggests the intimacy and the unfinished

nature of oral language, which, “of'course, is~pfecisely'why

1t can bé so reveallng and why we seek to 1nterv1ew eople.

\'v

3

Although research 1nterv1ews may ‘be spontaneous

conversations, they are at the same time usually recorde@ and

: .
transcribed; they end up written down. An 1nterv1ew thus

+
fo

becomes the spoken word captured with the same permanence as

»

a wr1tten document. There is a cex¢a1n paradox and’

“p0331b!11ty of betrayal here- part1c1paqts are 1mp11c1tly
,ask'%ﬂto allow thelr spontaneous, tentatlve, oral language to

~be treated as wr1tten Ianguage, their words commlttlng them

to paper for ths world to see. ‘But oral commltment does not
usually have the same'permanence or potentlal for long term
scrutiny as'does writing, nor,_asrl'have already suggested,

: IR ,
does~oral expression allow time for the careful thinking
through that‘writing‘permits. “When I am writing; I may not
know what I'am'going to write until l have'written it,:but I
do have the chance to examine what'Ighave:just learned about

myself and to decide how to improve it or whether or not I
N ’ : d - . . . "

"

&



'often constitute eloquent readlng.A'And,yet, the oral

PrLE
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want to face the new self- knowledge it brings me or if I want
to share it. These choices are not usnally afforded by the”

rlskler oral dqscourse of the 1nterv1ew. As a person'being Lq

iy

i

interviewed, I can modify and amplify what I have said, but I) )

cannot change the fact that you, the interviewer, have heard \
‘ : , \
{ o

i

me say it and w111 capturé it on paper if you so choose.

Moreover, if I were to wrlte about what I have just spoken

about, it would probably come out quite dlfferently.
Certainly it would be more than a mere transcriptlon of my

talking.

Interview transcripts are often lengthy and

repetitious., They are‘full of the half-finished sentences, .
the repetition and fumbling, the hesitancy, the "uhs" and the
"you knows" and the "what do you call its", and the

colloquial expre531ons and the occa31ona1 profanltles of our

everyday oral language._ Cons%ﬁuently,'the transcrlpts do not

')

dlalogue from which- th; transcrlpts are derlved may have

A

seemed powerful and\clear. ertlng down verbatim someone 's

oral language. ‘transforms that 1anguage,‘robb1ng 1t at times

'J?'lts power,'clarlty, and depth, even its meanlng (although

perhaps occa31ona11y thlS transformatlon may glve our words

more eloquence or meanlng than they had ‘when spoken) The

>

%&ed word of verbatlm transcrlptlon makes 11tt1e

accommodatlon for tone of v01te and emphasis, and little

-

X
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accommodation for‘the.differences in style, words, and form
that exists bétween 6ral and written modes of’qommﬁnication.
What is the researcher's true responsibility here? Should
not fideliiy tb the participants' meaning and to the -
iﬁterview experience take precedence over endless verbatim
quotes? Is not part of the research task to make the séoken
meaning clear,'that is, to remain true to'the original aural
experiénce as'much és possible?‘ We must stfuggle with these
difficult queétiods when writing the interpretations and
descriptions in'our research reports.

Pefhaps, fof example, the tape recordings combiﬁed
with written transcripts and notes should be ;onsidered'the
data of preference for analysié. For some interviewers,
listening to the tapes helps'}écapture thé tone of voice,bthe
twiﬁkling in‘tﬁe eyes, thafﬁaingd expfession, the cluttered
desk, the laughter, the’lgagihg forward, all the things that
Aare lost in a Qritteﬁ t;anscript. For,sdﬁe of us, the spoken
word is more evocative, more tfuly representative of the
-1iveﬁ experience to which we wish‘to‘remain close. For'these
“reasons, I have found it helpfui to review the transcripts

w?ile. listening to the tapes, writing down initial o,
_interpretations, ideas, themes, and more questiong.fwﬁy;final
ipterpretationsimight then rgmain just a little more faithful

to the lives from which theyfgﬁerge, A further way of -

remaining faithful to the oral discourse of the interview

R
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%

might be to edit or even reconstruct the transcript excerpts

we use for our reports in such a way as toérdsgore to the

writing what was powerful in the telling. f};
. ".g.‘ N ,
b

If we continue to view interviewing“é 'éentral:to‘our
research methodology, we mﬁst continue to féphﬁ and deepen
our understanding of the phenomen and_conﬁinué to face the
complications it poses. The potential for the abuse of power
in.the interview experience is at the same time a potential
-for developing trusﬁ and shared understandiﬁg. Which
..potengial is‘fullfilled dependé on the nature of the
particular interviéw‘eXperiencé itself, on the nature of the
,relationshiﬁ betﬁéén interviewer and participaht, 6n the
pfeconceptions and power relations they bfing ﬁo the>
vintérvigw, And on what happéns after the interview is over,
when fhe researcher decides how to déal with the experience.,

As Breed (1984) wrote in the Human science newsletter ,

o

the requirements of our impulse to codify and our
professional need to publish and present will always
complicate the human dignity celebrated by human
science research; the question for us then is with what
grace and modesty [and, I would add, justice] we handle
the complications. (p.4) ' :

ox,

kﬂﬁh
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III. Recording and Organiéing the -Material

«

A

K

A. Recording, Transcribing, and Referencing -

Using a portabie'tape recorder, I taped all of my
prearranged interview sessions with the participants. After
each interview, I iistened to the tape as soon asdpossible
(usually within a few hours) and wrote down any vdsual
detail, comﬁents,.or initial reactions that came to mdnd. I
also made note of any questions that I wanted to bring up at

the next interview with: each participant. In many cases, I

was able to have a typed transcrlpt of the meeting ready

before the next interview and could read over the transcript

and my notes just before our meeting. In some instances, part

<

of one interview would contdin a joint reflection on the

o

previous meeting. Most of the tlme, hqweyer, it seemed
‘preferable to allow the current preoccupatlons of the

part1C13ant to orient the 1nterv1ew ‘rathet than harking back

7 to a prev1ous se331on. There was no standard tlme limit for

the interviews other than the dictates of other time
commitments made by the participants. Usually, the interviews
Q
ded when the conversation seemed tqg come naturally to an

end, when we had, in a sense, 'flnlshed" talking about

b

whatéver had claimed our at ntion that session.: Some of the

® . -‘.mv

\te became engrossed in -
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Ae indicated earlierl, there were also occasions when
1 did not'have-my tape recorder but heard or participated in
convereatlons that seemed important to this project. In such
;nstances, 1 relled on my own wrltten records and have
accumuy"téd a file of remarks, phrases and short exchanges,
similar in nature to the notes made by ethnographers. The
bulk of gaterial for this study, however, remains the
reporded interviews., I transcrlbed most of the interviews
vueing a date, a pseodonym, and an interview number for easy

reﬁéfence- 1 made photocopies of each transcript in order to

write directly on them Without fear of ruining an only copy:.

The written material (course outlines, diary entries,
short storles or descrlptlons, and even poetry) given to me
bf the participants.was another important source of "life
materialﬁ. It too was searched for themes and meaning,
ma§g1n31 notes and underlinings revealing the first tentative

Lﬁterpretations.

In order to help the reader identify the source of
the mater1a1 which is used to directly support my

interpretations, I devised the follow1ng reference system:

The first letter of the reference will be @ lower case letter

. to indicate source:
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= interview transcript; "

classroom observation notes; A
notes of conversations with teacher educators v
written‘material submitted by the participants;

= my own journal notes; , :

= scenarios for the future written by teacher educators.

ww 0 o -
I

When referring to interviews, written submissions, and
classroom observatioﬂ”material, the lower casé letter will be
followed by one upper case jetter to identify the pseudonym

of the participant to: whom reference is being made:

Ilana;
Josee;
Michael;
Rachel;
Serena
= Ted.

i

]

R
i

. For each participanty interviews and written documents are
numbered in chronological order. The interview or documeht
nﬁmber will be indicated by a roman numeral following 2
hyphen the separates it from the source and person indicator.
Thus, iM-II refers to Michael's second interview.

R <4 .
For all types of referenceg&ﬁa,fiQal hyphen will then preceed
. . g B ) o
the page number indicating the location of the material, for
example, wJ-I-3 refers to page tﬁree of the first written

document submitted to me by Josee.
) j.,.% .

i

- ot " v .D ‘
B. Reviewing'the Material
XS S

i

The search;for themes and a deeper understanding of the
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material included the following procedures:

1. Complete, unmarked copies of the interview transcripts
were kept at hand for frequent reference, enabling me to come
back to the hé%grial as a whole with a "fresh eye".
Interpretations and questioné were made on a second copy of
the transcript. I read through all of Michael'é unmarked
transcripts in the course of a few days, then all of Ilana's
and so on. This helped me develop,a feel for each of the
participants and helped me see the ggneral context of their
remarks. The process pefmitted me to notice similarities
and differences and recurring expreésions and concerns.

After a month of analysing particular segments of certain
transcripts, I would return to a complete reading of the
unmarked transcripts. By the end of the research, I knew the
five hundred pages of trahscripts almost by heart. This
procedure lends a certain confidence to my final |

interpretations.

“w

2, Becahse.iﬁtérpretation inevitably begins during the
interviews, I was able to question participants in the light
of my initiai interpretations, asking for their
clarifications)and opinions; enabling all of us to test our:

i{deas and continue aur dialogue. The focus was on ensuring a

clear understanding of what the participants and I meant.

4
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The aim of our interviews was to describe and understand our

lived experience as teacher educators.

3. As I have indicated in the previgus section on
interviewing, the tapes combined with the written transcripts
and notes séemed the data of preference for analysis in this
study. I thus started reading the transcripts while
listening to the tapes, writing down initial interpretations,
ideas, themes, and more questions. As I listened, I circled
or underlined what appeared to be key phrases in the
transcripts, words that stood out or intrigued me. I would
.often stop the tape in order to think about these phrases,
'seeking and tﬁen writing in the margins their possible y
meanings or significénce. (I rapidly chamé aware of the
iéportance of leaving wide margins!) These reviewed’
trangcripts represent what could be called the first phase of
anélysis and formed the basis for further intérpretatioq.

This procedure, while time-consuming, is another way of

increasing the potential for faithful interpretation.

4, After marking and remarking copies of the'trans~ripts as
just descriﬁed, I made lists of "possible themes on separaté
sheets of paper, using the participants' own words as much as
possible. As I reread through sections of transcripts, I
would circle or unde;line‘additional material fhat related in
any way Rq thoge themes, eifher'byxiending additional support

4
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or clarification, or by throwing into question their

importance, meaning, or validity.

5. Photocopying the marked transcripts, conversation notes,
and the other material enabled me then to sort the pages
according to#themes (the photocopies were necessary Because a
page may touch on more than one theme). The initial result
was twenty-one theme piles drawn from all the data. These
piles shifted in size and number as themes were linked,
evaluated, added to or changed. Keeping the dafa .in units no
smaller than a page forced me always to read a passage in
context and reminded me of other themes to which the passage
was related. This sorting and cross referencing was very
time-consuming. Perhaps not all of it was necessary. It
seemed at times to ge an ovenlf reductive process that
encouraged me to view our experiénce as a collection of
categories. A hermeneutic approach to inﬁerbretation demands
thét we consider the whole and the parts simultaneously.

This is very hard to do. I found petufning freﬁuently to the
whole unmarked trenscripts helpful ia this-regard. Putting it
all éside, and spending time just thiﬁking was perhaps most

helpful of all.
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C. Quoting the Participants . waﬁv){ﬁﬁ

» a)‘av ‘l."&
In the sectlon on interylew1ng, I suggested that
part of the researcher's responsibillty is to make the

1 RNV

participants' intended meanings clear; to remain faithful to

=

the aural context of the inferview experience. For these |
reasons, I have partially edited some of the transcript
rexcerpts; not in order to make them say what I want them to
mean, but rather to resto}e the powe£ and the mearing of the
original oral version. I have kept the editing to a minimum
where possible and have used the following standard devices.

to alert the reader:

[ 1] - words enclosed in this type of bracket are my
- own clarifications;

.o - signifies that a portion of the transcript has
been omitted;

- means these words were spoken with emphasis.
& s

. .
y The transcripts contain some evocative stories that .. -

s

needed more extensive editorial assistance if they were to
emerge as wholes. In order to release their inherent meaning;
I partially reéonstructed some of these stories, sometimeé?'.
slightly rearranging the order-of some sentenceé, eliminating
unnecessary repetition, or incorporating the participants'

important descriptions and clarifications from later

]

i

&
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interviews and so on. The intent was not to alter the
*toriAes;/, merely to ’find them and give them a viable written
form. This careful reconstuction of stories uses the words
and style of their original telling. The writtedi stories
were shown1t0gthe participants for thejr suggestions and

approval., Recons™ictions are clearly marked as such at the

end of the story.

r
IX. Describing and Interpreting

My contention is that descriptions and
explanations, whether lay or scientific, provide
only persuasive versions of the world. (Silverman:
1975, p.24 ), '

A. Concerning Description and Interpretation
J .

-

In this study, I strive not only to give an accounting
or description that faithfully evoked the lived experience of

teacher educators, but also to rg!}ect on the meaning of that
. A DT
. e L ‘ Co
experience. The difficulty of iy an endeavour is in:
2

trying to pick the right form of unication for,
on the one Hand, the reproduction of experience,
and, on ‘the other, the expression of one's own
interpretation of that experience aided by one's
own stock of knowledge. (Smith: 1979, p.38)

i
o

Also problematic is the conventional rq&@arch wisdom
suggesting that déscription and interpretation are separate

processes. This separation reflects agﬁrevailing
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subJect/object d1chotomy. However,“if one accepts (as both
AN

'5.phy91c1sts and phenomenologlsts now do) the 1nterrelatedness'

of human perceptlon and all phemomena, and if one views human

S
ex1stence as essent1ally the seeklng of and part1c1pat1ng 1n

mean1ng, then any conception of descr1ptron as totally
diVOrced'from interpretation’becdme 1udicrdus. Description

'and 1nterpretat10n are not mutually exclusive processes.
,Descrxptlon presupposes some sort of understandlng of that
: A i

~Which”is‘t0»be deScrlbed, '

e

iThe interpretative process intthis study; for example,

has already started by the flrst 1nterv1ew. 'The interviewerv

ttends to the part1c1pant s view and responds to 1t. To
"assure'that the fistening is a "true- llstenlng, the. o

L B - “.

/1nterv1ewep~may often rephrase what the part1c1pant has sa1d

‘a,

or offer a personal 1nterpretatLon.v The 1ntent 1s to tell

"lthe partlcipant that "I'm llstenlng. ThlS is what I ve

: understood of what you 've sa1d Is this what you mean7“ »

R

'_fInterpretatr\n is also rooted in the quest1ons.asked by’ the

- - e

‘ 1nterviewer, mark1ng the valueeor 1mportance to the
%

1nt§rv1ewef of certa1n 1deas and dlrectlons, and thus at

Cr

‘least mohentarily~revea11ng the themes thatfare begLnnlng to

emerge.

. -

." The words "description" and "interpretation" are perhaps

-

«mdre[propenlf'vlewed as reflecting‘aYShift in emphasis:

? ﬁ | " "_.‘ a_‘

ot
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description strlves to capture the flavour and "essence' of
¢ [
an experience, to recreate what the experlence 1s like.

.

Interpretatlon contlnues that process by*seeking‘variatlonswx

kY

of the experience, and by: 1nterrogat1ng the experlence,

searching for and maklng exp11c1t 1ts deepest meanings and

its 1mp11catio$§ for humen ex1stence. The actual use of the
L 2
words descrlptuﬁgfand 1nt3rpretatlon in research reports

s .
suggests that they are sometlmes meant to refer more to
Q' ‘;

format or style or to d1fferent sections of a paper than R

speciflc_processes or procedures.

B. Evocative Description

»
A4

- ‘ A descripeion is a creative act Involving selection
( T . . ' ey ‘ . .
aﬂd\comﬁhn;catlon. This most difficult task involves

creating an appropriate accounting, a:true-to-life telling®
- I ' k" . } \ ‘ ‘ ‘

r

gathat evocativelﬂ’recreates the lived experience of the

1
part1c1pants and of the. researcher. « Ne1ther the ¢
}
anthropologlst, the phenomenologlst, nor the naturallstlg

.

observer seeks to averwhelm readers with hundreds of pages of
Ca s
fleld notes. The descriptlve task is to recognlze and choose

-

c

. T
the most telllné\PltS, th to write %gout them in a mand@r

/7 N -
o “
o ,that faithfully conveys the essence, of what was seen,
N x o %_@5% R < B
,experienced or, dlscovérégg Wrykﬁng descrlption means

, N .-g\‘”"
including everqthi@g %ﬂ%%out hmv%%g to wrlte everythlng, it

means includlng £%1 the 1ayers of exper1ence, ‘as in Geertz s

voa . . e
4, PN soARY
. . . o d

. e
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1

(1973) concept (after Ryle and Malinowski) of thick
‘descriptisn. There should be depth.

The descriptions that form an important part of this
study evolved from the follow1ng act1v1t1es°

carefully listening and observing durlng interviews and
classroom observations;

making detailed'notes of classroom ' observations;

making detalled notes shortly after the interviews;

repeatedly 115ten1ng ‘to the tapes wh11e readlng typed
transcripts of the 1nterv1ews, trying to develop a sound
"feel" for the data; : E '

ﬁJ;} . ,_,-“‘ )
carefully wr1t1ng and rewriting‘, a continual asking of
oneself, "is theat how it is? W T

. 'r.. - - c\v@“ .
As a further step towards writing faithful descriptions, I

asked the participants for their reactions to my

interpretations and my writing. There was frequent

dialectical interchange. ' ' o ‘ .

<

Although all of these measures are helpful and may

1ncrease the value of the. descrlptlons, none of them in

Ay

themselves ensure valid, useful description. Ultlmately,g A

“much. depends on the wlllingness ‘and ability of the

-

_participants ‘to shar”thelr e&perlence and on the

researcher syperceptiveness, insight, and.%rltlng ablllty..

%

The.. valldlty of the descrlption lies in the degree to whlch
.y ' .

theydeseription feveals itselﬁﬁas-an qmthentic human \\\§

[
-

- @r;ﬁﬁ

. .q" - "
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experience. ,
' 'Y

~

C. Interpretation: The Search for Themes and Meaning

“ a

What is needed in...interpretation is a dialectical
questioning which does not simply interrogate the
text but allows the thing said in the text,to‘
interrogate back, to call the interpreter's own
horizon into questlon and to work' a fundamental
.transformation of one's understandlng of the
subject. (Palmer: t969 De 234) ‘ ,

kY 5 . i
3
-

"In the tradltlon of hermeneutlc phenomenology,
- 7

1nterpretat10n involves a dlalogue of sorts between the life m

. !b

materlal andfthe researche{, and requires 1nteract10n between
the researcher's constant questions of "what do I See?r and

* "how is it that I come to see it that way?" Through

listening repeatedly to the tapes, through reading and’ - :

rereading transcrlpts and making notes, and more espec1ally

¢ B

k
through writng evocative descrlptions, I gradually saw themes
Y ¥

or possible-interpretations emerge, These‘themes were

-explored and verified through such activities as

c%qss—dhecking through ﬁ'e data for corroborating or
negating experience; : . . , Y

asking of myself and. of others: Is_that how it is?
prﬁ. ng for additional data with the participants;

comparing their exper}ences to each other and to my own .
Jexperience, : .

’s}stematlcally varylng the,themes throggh reflection
‘(asking, for example, how the phenomencn would be

affected if a particular aspect were different, or were -~/




..

¥

.

- of the poet and the playwrighf offer'the h%man.science.
. v ) . i .
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removed, or were not true);

relating the themes to the phenomenon as a whole and
setting them in context (facilitated by the fact that I
always had ‘an unmarked and complete transcript for
reference); '

. 7~ . '
writing about the themes, giving supporting quotations
or descriptions that show the interpretation as '
plausible; : ‘ o ‘ :

referring to pertinent writing by other authors;
critically reevaluating, and rewritng;

_‘E{éharing these interpretations with the participants for
their evaluation. _ .

D. Writing and Rewriting o
Wt -

- e . .

, éﬁ' “Ethnographers and phenomenologists recognize the need
%o adapt the methodology and: the COmm'unicagtion of findiq*_ >

" w5, L \ B ,
the needs of edgh particularpstudy (sge, for example
' v i&. & gﬁ:gﬁ . —
Marcus:1980). There is no one format that is de rigueur

. A . L o \
(Spiegelberg: 1975). Much attentjon has been given recently

. V" Y .
to the suitability of literary fdrmi‘jor research, reportgA
. o . % . T a

'Harréﬂ(197é), for example,‘haé assg}tég thaF the aétivities

researcher a better model than thoée‘of'th% pﬁ&sical ’r~ s

L T 9%

) . {6’ . . ’ ! ’ : 4 I-\ @
scientist, and Richardson (198h) has sugge%te& that the

stance of the¥ethnographef'shqﬁid be the stance of the myth

tellef} ROSS.(IQBI)_drdWS'é mosp.ﬁnteresting-parallei-1

-

"between the}praxis'of teagher, resééiéhér; and'étoryteller:

I3

LAY

- Each must evéntually'dféw°togé%hérfpne story. ZFEach is

. . . .
. . o, @ +
. f‘3*‘ .



» :
involved in a critical mediation of reality. She quotes

Walter Benjamin who_wfotesﬂ&eloQuently in "The Storyteller"

o

. 3
A story ...does not.expend itself. It preserves
and concentrates its strength and is capable of

releasing it even after a long time.
(Benja%in. 1968) !

*

,&QS) sug\gests that "to 1iv%§, gtslde of the

Through tH ‘,wer'of metaphor,’stories point to the meanlng
_of-our lives as we liwe‘them, illuminating and indeed <IN,
o ¢ k] s . -
. SN . : R .

] changlng them,. Perhaps that is Wwhy many researchers are

i pralsing“the sultabllity of the metéphor and of metaphorlcal

1anguage for human science reportlng and 1nterpretat10n: L

hls metaphorlcal language serves. t ame -purpose
) “'as the language of" poetry, ely toacreate certain
.+ % images ‘which could coavey: ﬂé?:phorlcallw -gubtle
T meanings ‘not transmittable by common or sc1enty§1c
7 S language. , ~
(Weckowlcz. 1981, p.61) r) ' '

l

The 1iterary ability of the author as well as strategﬁes
of organizing" materlal can thus bexlmportant to an adequate
w
§ interpretat;on. Marcus (1980) has suggested that:

‘ a dlscussiog of - variatlons in ethnograpK} s .
CoL .rhetorlcal style is just as ifiportant for asse331ng R
' the strengths and limitations of ‘any, partltmg :? e,
work as an evaluation of its 1ogic and
evidence. p. 509)

[
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This applies,'as well, to phenomenological redearch.
Loren Barr1tt (1985), for example, has suggested that human
sc1ence resgsearch could bs{better understood as d’rhetor1cal

process than as a scient1fic one., He also ass(?ts the

impossibllity in research reporthﬂgtof escaping a rhetorlcal

.

: " e ¥y ‘
stance and of - making rhetorical choices,&caylng %hat 1n‘the
name of truth we av01d art1f1ce and in’ the process achleveﬁﬁ' ﬁ&

,ﬂ?’.‘ St 3 *““? S E
grbater artlflce In a 51mllar ve1n, Valerle Polékow (1985)*”

dé&r1es the theoretical mystification and 1ntellectual

T

¥ poiiur%pg of so much of our educatlonal research wr1t1ng,

.

Ry

saying that we are witne331ng the "demeaning of meaning

LI @r .
o - In de'gbing phenomenological research, David Denton
©(1979) writes: o @ /

o o '
Phenomenological research does{n 1eld _abstract
theory; it ”es yield what Haberm ?
generalizablﬂ narrative.... Phenomenol
research will ... provide a many-layered o
narrative against which the teacher -and
administrator can draw parallels with thelr worlds

‘. ‘of practice. (p.l4) : S aﬁgﬁ\w~

Although emergent themes should behreVeafﬁaﬁasdthey_relate'tg

the supporting Fata (usuallY direct quotatlons), s1mply
. 9
listing themes in a dry ma%ner as %ead1ngs for columns of

.quotations usually does wmot do justice to the r1chness,
«/ﬁ -

complexlty; and meaning of our lives. The texture of thé

A N b
- s o

\ -
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experience, indeed its very meaning slips away through the
gapiﬂg holes of so sparse a framework. The form of the final

analyiis should be’ ‘woven tightly enough to retain the flaVOur

IRV

and essence of 1ived experience. It may be abstract, butf;t
must be the sort of symbol that ' points clearly to the life

from which‘it emerges; The pudpose of theory is to,

\v Y .
llumlnate, to uncover meanlng for practical action. It

cannot do so from afar, but must remain close to that to

3 A . ) gk » )
which it speaks. Co
" . E1 PRI ) - N "‘\1 " N . i N ‘
& e kg Fiss gyt '» L & - 1311»' 2 x,LtM - W’f’)
- Aé the materlal themes, and 1n1tia1 1nterpretat1ons»
4 : .

for this study grew over ,the course of a two year period,

" important questions arose concernxng what form the final
4 o v - _ 4 ‘\.,
communication .(thesis) should take, how best to answer the

b

question, "What is it to be a teacher educator?" At first,.Lfg %‘
-~ ¢ ' S
wrote about each of the major aspects or structures (themes) *, biﬁ

A", S

‘that I had uncoverei\\;hinking that that would be an
t

approprlaté“Way. Bt found that 1n“explor1ng each theme

o]
separately, Something was missing. The complexlty of the

Y o L”f
lived experience and the integ;elatedness of e themes was
/ JES W ae - . . ' )
~difficult to convey‘adequatelia After much re-writing,

reflection, and discussion with other researchers, I chose
the story'as the best vehicle of phenomenological

‘interpretation for thi%vsﬁudy.

\\ 4 . . O E %\ -
I On the surface, the participants and I appear to be

B 5 . ."
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‘theorizers, not storytellers. We speek of why peop@eado

things or should do things. We discuss the implications of
things. . What we seidom do is talk concretely about thef
,whatness of things, about the specifiﬂ?ﬁetails of how we
actually experience things.,. bPassing sver the concrete H;,
“descriptlon ‘of our everyday experience as that whlch we all

know and can therefore take for granted we eagerly and

VOw FEN

mmedlately skip to exl&alnlng, understandrﬁg,"generaliz1ng.

In so doing, we often use a vast repertotrﬁ of termlnology..

,rﬁ,

4jj1pant35 however, is -

that our terminology does have personal meaning, evoking very

real but private images for each Qﬁ“usﬂﬁﬁdur‘language;@ay,Be' N

+

abstract; the way we talk, however, is often passionate‘and,t

. i “
LS. | . L

expressive, Co T cy

~When.I looked carefully throughithe‘transcripts and
documents, I found that despite all the philosophy and
theotizing,vthere were inéeed some vivid atcounts—— stories--
that affirm the powver of eonenete description to illuminate
tbe meaning of our lives. My task as resea}cher thus became
"g~se1ect; present;\end discuss the most telling stories,
stories that 111ustrate signiflcant moments of our lives.
. . ’
'.Some of the &tOIIES, as I have already explalned have been
reconstructed trom transcripts and conversatlons in order to-

- N

preserve in writing what -was powerful in the telllng. One er

. two of them were written for me,by the participants

v



themselves,‘when it finally occurred to me to gsk them for
stories that illustrate what they feel it is like to‘be a
teacher educator, in pakticular kipe best times and the worst
times, The stories are giftsz bits of reflected lived

experience offered to me by the participants to enrich and

extend my own experience. In a very real sense, thén, they ’
have become ﬁ? stories, too. A story, once tblé, becémes a

story the listener may in turn' retell. Perhaps the reader

too will wish to‘ﬁake‘possessioﬁvéf some.gf the‘stdries,

finding they strike % resonant'chgrd. . jffli ’ 5 , uf?%

.
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CHAP%ER FOUR STORIES FROM OUR LIVES

A careful iistening to“the stories told here suggests
that there are common themes and threads to.the participanté'
professional lives, aspectsyfpf their existence that speak to
all teacher educators, and yet, each person is uniquely

: - N
different. Being with Michael is very different from meeting

with-Rachel. Ted's presence is very different from Serena's.

Although. their horizons overlap, they each have.their own

specific w ' iewing the world. What I have learned about
the partic is, of caurse, also related to my, own way of
oy @ | o

c&being.and toithgxdialogue we‘%njoinpd. Josee as I know her,
for example, is perhaps, different in, some ways from Josee as

her children or other coligegues know her.
' -

The stories retain the complex1ty and flavour of

P

RN

experience, evoking its\wholeness as we unravel the threads
of 1t§‘meaning. I did not chopse each e}\{y as a symbol to

sum up the meaning of its authpr's life.. What I have done is
> -~

to select stories that collectively illustrate significant
"moments of our lived experience ‘as teacher educators.. All

>

the hours of interviewing and the hundreds of pages of -
transcripts.that are not included in the stories serve as theﬂ

3

81



context or backdrop'tnat helps me-present and reflect upod
the stories in a way that remains faithful to the lives fﬁom\

which the stories emerged. “Each story also illuminates the

4

other stories, revealing commonalities and differences. One
Story sometimes amplifies what ?; only a ﬁaint echo in

another story or sheds sudden signlflcaupé on what at flrst
,{

A

might have seemed unimportant. Ta@en together, the stories

y

eloquently address my research questlons.

Here then are the stories. Each one is followed by
some initial reflections,. and each reflection draws upon M
those of the pré@ious stories, creating a dialogue‘thet%ieéds
to a gradual deepenlng of our understandlng of the lrves of
’ -‘7

teacher educators. As questions or. themes eme ge, I return

w
s

to the interviews and to the written material again and again

[y

for additional help. I have also interwoven some reflections

concerning current issues or research in teacher education .
with the in%grpretations that emerge. As might be, expected

from a hermeneutic study such as this one, answering some

questions immediately raises others.

" o * T - KD - gt R 4 g R Y
TR Y S ISP B ." PO AN ST B TN
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<“ / ~ ‘ *
I. A Story by Ilana-

4 S
»

The Litt;le BOYﬁLOVngCVO?DI‘aW
One day, I accidenta sicdne across a rather long

poem while browsing through | ' in ‘the curffculum center.
The poem is about a little b kindergarten who loves to
draw pictures. When told teacher that the class was .
going to draw flowers, the ¥le boy becomes very excited
and starts to draw all sort ﬁ‘f flowers of many colours.
"Wait!" says the teacher,.™intil I show you how", and she
proceeds to make a very . sotypic sort of flower on the
chalkboard and colours it¥ged. The other children all start
to copy the teacher's flower. The little boy looks at the
teacher's flower, them looks at his own. He much prefers the
ones he drew, but finally decides ‘to turn his sheet over and
make one like Teacher's. The same thing happens when on
another day, the teacher announces they are to draw trees.
The little boy is happy and draws all sizes and manners of
trees, some of them with purple leaves. "Wait!" says the
teacher. Once again he prefers his drawings and once again
‘he is gently "corrected" and so on. The little boy learns to
wait and copy Teacher's demonstration, and he never again
ventures to produce his own wonderful creations. Eventually,
.he stops feeling the urge to draw at all or to think for
higself. , v T

¥ .

I found the poem powerful gnd‘moving. To me, it
bedutifully illustrates some of the main things I had been
trying to point out to my education students, the difference
between creative art activities, how we often unthinkingly
stifle creativity, and force children to depend on us, robbing
them of their autonomy and their uniqueness agd so on. Here,’
suddenly, was a poem that said in a few words what I had been
spending hours trying to get across. '

A ‘ SR

I read the poem to my students the very next day and
the effect was electric. You could have heard a pin drop.
A1l around the room, eyes were lighting up with recognition
and heads were nodding in agreement. Even before the ensuing
*discussion, I know that they had finally understood. There

was a.special bond between us, as if we all felt the same
way....We all recognized the conspiracy. We -all condemned
it, and yet, we all knew we were in danger of becoming part
of it ourselves. They all wanted a copy of the poem and one
.vof thigm said: "I want .to hang it right over my workspace as a

4

constant réminder +0" me when'l preépare my lesson plans" %:™ e

»
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"

, I felt so happy, so pleased at having found a wdy to
communicate. T guess I felt proud; of having found that poem,
having offered it to them. Almost as proud as if I had

ggiitten it ‘myself....But somehow I knew deep down that all
#his wasn't enough. All those nodding heads wouldn't amount
to a hill of beans if their practice, their own teaching .
remained gnexamined, untouched by the poem. What I fipd 'so
frustrating about university teaching is that we rarely get
to see what effect, if any, our teaching has. ‘ :

Well, anyway, a few .weeks later, when they returwed
from a visit in the schools, many of' the students had
recognized and constructively criticized examples of practice
like that in the poem. They had not been asked to. I wasn't
involved in their going to the schools and hadn't given them
any assignment or anything....But I could see from the
excellent criticisms and suggestions they volunteered that
they had incorporated something of the poem, or, its message
into their own way of viewing teaching. They were full of
stories of what they had en and done, of the times they or
others had stifled and restrained the children's thinking,
and of what they ha@™done to -try and change that. The poem
wasn't just pretty words to cry over and then forget. It was
something they were applying to their own lives. My
satisfaction at that moment was immense and deep. I began te
think that because of my course, maybe some of them would
really be more sensitive to children's need to create. That
was one of those times when 1 felt closest to truly being-a
teacher educator. (iI-III-9-13) '

[ 4

Reflections:

‘A. The Joy of Knowing

-

In a private moment of discovery, -Ilana is -moved by
a poem shé'finds both intellectually‘and emotionally 0

powerful. Someone else. has put into words that which, at

»-

some level, she already Hﬂew. The poem seems to deepen what
‘ e ‘ :
she ¥nows, helping her see it more clearly than before, and

giving her words in which to express it. “The poem

\
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."illumlnates pedagoglcal practice in a way\that theory ofteni
.does not and confirms her. as knower, telling her, "It is ns

T8

;1ou belleve, your 1n31ght is truq Ilana experiences the

3

31mple yet profound Joy“of knowing.

What Ilana has learned. or at least rediecovered ‘is l~
, hot trivial. The 51gnificance of her knowledge lies 1n 1t s
,relevance to her life and to. the lives of her students. . This
" relevancy Lends an importance and an urgency to what she

~. ; .
knows, and the poem(becomes ‘a prec1oue posse351on 1n whlch
she takes great pleasure' ‘it becomes her poem. Part of . the
joy o% learning perhaps lies in the personal fulflllment we

find in knowing.‘ However obJectlve or SC1ent1f1c our

knowledge may be, it is our knowledge, that wh1ch we know.,

The sort of joy Ilana feels reflects a commltment to
persénal learnlng and inquiry that is made by many teacher
educators.' Josee, for example, spoke in one of our
interv1ews of the elation she felt in making new connections
between the poetry and music that she loves so much. Ted,

\

too, talked joyfully of new links he was continually
dlscoverlng across disc1plines and of his exc1t1ng ideas
about teaching. Michael seizes any opportunity‘to talk about
his.beloved hii}ory and philosophy of education and he |



/

A

. ' ' . /
A,

mentions'the deep satisfaction he feels every time he

' successfully works out a careful, reasoned argument-"It is

-

perhaps the personal Joy we experience through our COmpitment

e
to 1earning,that permits us to continually renew that
, . y ; d ;
/ : o .
commitment, giving‘that special spark to our professing,'

b

s Some ‘of us.may find thaﬁ this joy in leernin® is too

often missing from our professional lives. When this

ﬂhappehs, there may be a weakening of-personal eommiﬁment and

~

purﬁ%se that needs to be recognized. Joy in learning (or its

absence) mlght be a helpful clue in evaluating the effects of

the pOllthS and structure of unlver31ty life, Perhaps we
/

need to ask ourselves how we can make more room for Joy 1n

our busy lives; perhaps as administrators and profeSSors we

need to start looking for ways to foster and to celebrate not

the product of learning so much as the joy in learning,

B. Of Confirmation;.Learning, and Teaching -

Ilana's story underlines the relationship betyeen a

teacher educator's own learning and his or her teachipg,

'Almost.immediately, Ilana wants to share the poém with her

. . ‘ ' /
students. She sees in a flash that the poem can be 4

pedagogical means of reaching her students, of sharing‘a,
[ ’

meaningful experiente with them. How'saeiszing it 1s to

/
[ .-
[

I
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e . » .

have sbmething of significance to offer! Here, geadtifully
illustrated, is the mémentum that the“joy of knowing.giveé to
voua teaching.’ Perhaps beaause of that momentum and the joy
of éhafed.meéning, spécial bonds deielop between the student
and professor. These'bdnds are forged from fhe personal way

we are involved in imbdrtant new insights, from the deep

excitement,K or joy or urgency we feel in this knowing, and
‘most importantly, from our desire ta share not only what we
 know, but the lived experience of that knowing. Phenix

(1964) writes of his university teathinéﬂ
.

’

I cannot expect to awaken in my students a lively
response to something that I do not really get excited
about myself, I cannot arouse interest in my students
for anything. in which I have no great interest....l am
only ready [for teaching] when I have so lived my way:
into what is to be treated in the class that I feel 'an
urgency and an excitement.about it that I want to
share. (p.24) S )

Phenix speaké of university'teachihg as "Celebrétion", as a
transactiah "in Wﬁich teachef andystudents togéther‘.
constitﬁtg a gatherédvcoﬁmunity lifted to a heightened level
of understandingbby common’active‘eﬂgagem;nthitﬁ symboiic

materials of substantial'human significance” (p.23)7

In shéring her poem, Ilana is not simply\poinpiné to

~ some outside content in a one-way monologue. She is opening

herself to her students, and in so doing turns a pOtentiél

monologue into an authentic dialogue, creating'a'"weénéss" or

LN
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"between";v In what van Manen (1977) refers to as a
"co-orientational grasping", a view of the world is'trulh
shared however momentarily. At suth times, like Ilana-and
“her students, we feel understood and confirmed. "See how it
is", we are really saying, showing our students a new way to
view their lives as teachers; And it appears that they do

éee, that they catch a glimpse of the image shown b§ our

H

saying. Yet in that saying, we are also asking a question.
The "See how it is" becomes, also, "is thlS how it is? What
do you think’of what I see? ‘How_does my 1nterpretat10n or
knowledge measure op in the light {f your knowiedge, of your
' experience?" What Ilana'ieorns, she immediately wishes to
share, and in that sharing, she searches for yet further
1n31ght into that which she knows. For the teacher educator,
teachlng is yet another way to learn about teachlng and about
_ oneself; for in the g;v1ng, we hope not only to show
sohething to our students, but also to test oufse1VES by
_authentically turhing'to our students-as trusted partners in
- dialogue. Through encounter, we seek what Maurice Friedman

(1983), after Martin Buber(1965), calls‘confirmation:

[N

Mutual confirmatién is essential to becoming a
self-- a person realizes his uniqueness precisely
, through his relation to other selves...True
confirmation meand that I confirm my partner as
this existing being even while I oppSsg him....
This mutual confirmation is most fully realized in
what Buber calls "maklng present”... Making the
other present means to "imagine ‘the real”, to.
imagine quite concretely what another person is



. . ) . ,;)
wishing, feeling, perceiving, and thinking.
(pp.8-9) | ' -

To exist as human beings we must, as long as we
live, enter ever anew into the flowing interchange
of confirming and being confirmed, of addressing
and Tesponding.... We need to be confirmed in our
uniqueness -as what we arej who we can become, and

what we are called to bec me, and this can only be”

known in the give and take of living dialogue.
(pp.40-41) :

To the extent that teaching is.a search for

confirmation, teaching is also a mode of becoming. As we

shall see later in other stories, this testing or search for

[4

confirmation involves .risk and may be painful. Who we are

cam be called into question. Those to whom we turn for

cOnfirmation'ma} withold their presence or be unable to make

us present. In understanding the risk, we then doubly

appreciate Ilana's joy and deep satisfaction in the

89

enthusiastic and active response of her *students. This time,

for her, the risk was worth it.

_ - v ‘
C. Pointing the Way: teaching as the expression of our
' pedagogical hope for the future

The way_in which Ilana tells hef_story evbkes a sense

of joyful pride. This is not a boastfui or vain pride. It

is more like a surpriéed sense of pleésure in the real

possibility that her students' learning may have had

something to do with her teaching. What pleaséd Ilana most

was not that her students had understood Qhatrshe had -



"taught", but that they seem-to have been moved by her
£eaching to action on their own initiative in the best
interests of children., Rather than viewing her theorizing as

- a recipe to be applied, they dréw from it a guiding(

ingspiration for their own teaching practice.

In‘sharing her poem, Ilana is clearly trying to point
the way towards the kind of teacher she hopes hér students
;ill becé@e. It is as if she wishés to indirectlf touch the
lives of children by profoundly influencing in some way the
practice of the future teachers wﬁo are her students. Her
deepest satisfaction rests in the ﬁope that she haé ingpired
her students td‘be better teachers than they might otherwise
Haye been. Throuygh the success of ﬁgr stuaents, Ilana feéls,wj
confirmed as a teacher of teacheré._ In pointihg'a way, she
bfeels sﬁe has truly taught her students; she has touched the
lives of teachers and perhaps eQéh the lives of children in a
. pedagogical way. How ;atisfying it is to live in tﬁis hope!

What is this desire to 10u¢h the lives of our
sﬁudeﬂts’agd children? What does it signify? It seems to
reflec; our need .to contribute creatively to the future of
the wqud. Erik Erikson (1963) refers to this interest in
eStablishing and guiding the next generation as

"generativity", and he describes it not only as physical‘
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»

procreation, but also as productivity, creativiﬁy, and caring
for one's part of the worlds Through generativity, we give
meaning to our lives while leaving somefhiqg of ourselves
" pehind. |

. The desire to generate is also an eXpression'of.our
pedagogical hopé for the future. We wish to change.the
world, to narrow the gap between what -is and what ought to
be, to act on the hopes to which we are committed. These
desires are complex and have many 1mplicat10ns. For example,
there is a very'§ellcate line, as we shall see later, between
opening doors or pointing a way, anddexhortétion and
preéchlng. In later chapters, I shall discuss generat1v1ty
and the désire'for change in the schools and suggest that
although the twin threads of change and preservation may seem
paradoxical, they are actualiy complementary aspects of the

same whoie.

From Ilana's story an image of universiﬂf;based
teacher education begins to emerge. The téacher‘ezucator's
teaching is revealed simultaneously as joy in 1earning, as:
sharing what one learns, as seeking confirmation, and as
"pointing out a QFKEH\U; a_way to one's students, expre351ng
hope not only for their future, but also for-the future of

the children they will teach.
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II. Stories Told by Rachel

Brown Bear, Brown Bear

During a course associated with the practicum, I
talked to my students about how to expand children's language
learning. Even if you are working.ﬁ' a kindergarten doing
fine motor activities, you can stil®be giving the children
language activities all the time by talking to them and
taking them from where they are to something new, expanding
on their own natural language activity. I talked to my .-

students about alternatg, ways of looking at children's
literacy in tersglwf MKy

g big books and whole language
experiences with " eRvE ;,q{rather than fragmenting emergent
literacy into teachfng:Xhe alphabet 4ff{Mgaching letter
sounds. Some of the students reject P EIRgNRost immediately
as soon as they go out into the classté i see that letter
sounds are being taught in the schools. They feel safer
with the program guides, staying within the confines of
whatever is done in the classrooms where they do their
practice teaching.

Something very special happened on a call-back from
the schools. One student, Tara, brought me back a study. of a
child with whom she had been working, a cerebral palsy child
who had a terrible language difficulty. He had some speech
problems; hardly anyone could understand him.. Tara had made
a really big book, her own version of Brown bear, brown
bear, a Bill Martin book. She had made this book herself,
trying to weave in fine motor control activities and trying
to weave in some literacy or language xtension opportunities
as well. The book was very, very bearfiful. The first page
had this brown bear with a little brown bobbing tail and eyes
that moved, so that you could work with it at so many
different levels as you read the book. You could talk about
bears .and brownness and the child could talk along as you
read, but also there were so many things you could manipulate
as you went along. On the next page, there was a beautiful,
vibrant red bird with real feathers on ijts head and two tail
feathers coming out of it which the child could take out and
efeel.... On another page was a purple cat. The purple cat
had a rfough coat you could touch and had pipe cleaners as \
whiskers which you could bend into a smiling cat or a sad cat
with the whiskers drooping down. There was a yellow duck in
the story who had a wing you could move to make it fly and so
on. '
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I was so excited by her idea, by her material, but
when we listened to the teaching tapes she had recorded while
using the material with the child... I think tears actually
came to'my eyes, I was 80 atterly delighted. The joy in this
child's voice as he tried to join in as she worked with him,
"brown bear, brown bear what do you see?" He was always
trying to join in, and when he saw the purple cat, well, he
just cried out, "Ooooooh"™. The ecstacy in his voice, the
tone of his voice, you could just see his eyes light up. As
Tara listened to the tape with me, her eyes just 1it up too
as she re-lived the experience. She was joyful (on the:
tape) ... well, at first you could hear a tentativeness to her
voice, but then you could hear what T feel is a true
interaction. The child was expressing interest in the story,
joining in with the words, however limited his speech was, he
was joining in, and then his excitement, his joy at seeing
the next picture and the escalation in her ability to connect
to the child. He laughs, and then she laughs, and he picks
up, and she picks up, and then he picks up. It was almost
jike a communicative deepening of the interaction., She so
peautifully expanded the child's language experience. It was
an enriching experience, clearly, for both the child and the
teacher.

¢

This child is a child who seldom seems involved in
anything,...who has had a fair amount of emotional trauma in
his life, who does not engage easily, and who is very
distractable. At school, they had therefore been trying to
limit the stimulation in his environment; yet here was this
book that was so highly stimulating and it clearly engaged
him. I felt, "Wow! I could die right now, I could do-nothing
nore!™ I felt so excited by the fact that she had integrated

~ some of the theoretical ideas I had given her into a very

“fine ;eaching/ learning interaction with a child, I think it
was a very special moment, and in fact, I asked her if I
could have a copy of the tape to play in moments when I felt
down. 1 thought that it was such a perfect example of how’
somebody can use a theory to generate something that is soO
perfectly appropriate for a child, a pedagogical interaction
that engages the child wholely, both cogitively and
emotionally, in the activity. And T felt she'd done it.
(reconstructed from iR-III)
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Reflections: \

-

A. The Joy of Learning and Teaching Revisited

' Inspired perhaps by Rachel's teacﬁing and responding
'to the call of the child's need, a student teacher creates a
book with carte and hope and pedagogical concern. Iﬁ making
and-shafing t£e book, there is learning and teaching.
"Ooooooh", says the child with joy and understanding in one
of those moments for which a teacher lives. Inspired by the
child, the teacher is able to respond pedagogically because
she now better understands, she sees what to do, and is thus
joyful, too. Perhaps also lingering in the back of her mind
is the suddenly meaningful trace of Rachel's teaching. Gifté
of shafed joy and understanding have been exchanged, and a
reciprocal reaction is set in motion. Tara then shares the
tape with Rachel and relives the joy. The student teacher
is, in a way, teaching the teacher educator who also responds
with joy and deeper understanding, thus helping Tara learn
further and so on. The communicative interacfion Rachel sees
between Tara and the child is recreated b&tween student
teacher and teacher educator. There{is reciprocity and a
meaﬁingful "between" in their pedagogical being together.
Once more, learning and;teaching emerge as intimatély

related, almost mirror reflections of each other, parts of an '

insepérable whole,
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In an ecstatic volce, Rachel proclaims, "Wow! I could
die right now, I could do nothing more." It is ¥n seeing
our students joyfully learning on their own and in their
becoming able to teach ﬁs, that we seem to draw closest to
fullfilling our pedagogical mission. When we have fulfilled
our generative purp;se, we are content. The torch has been
passed on, we can do "nothing more". We are confirmed ‘in our

professional calling as teachers of teachers..

B. The Need for Evocative Illustration in Teaching

In telling her story, Rachel occasionally_uéesl
technical terms, words that some might call jargon. At
first, we may wonder just what she means by "expanding
language activities" or "big book approach".or "whole
language experience",'but as her story unfolds, we begin to
get a clearer image of the lived experience to which she
refers. Her terminology takes on deeper meaning as we share
Rachel's vision of the interaction between teacher and child.
The concrete and evocative description in the story prepares
us for the abstract language, helping us intuit the meaning
of "a communicative deepening of the intgractidn", ;r
. "emergent literacy". We see in Rachel's gtor} a good example
of the depth of meaning that can lie behind ouf professional

discourse. To-Rachel, the terms she uses are not merely
s ‘
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jargon. Like Ilana's use of a4 poem, Rachel shows dﬂ how the
usé of evocative examples can make our theorizing mo}e
meaningful and precise.
“

Rachel's and Ilana's ability to evoke the experience
underlying their theorizing {nadvertently points to what
seems to be missing in some of our university teaching. At
times, we see@ to take for granted that the abstraﬁt language
we use ﬁas the same vivid meaning for our 1isﬁeners that it
has for ué; Pérhaps this is not always the case, even among
colleagues. At times, Qe may also misunderstand as
listeners, thinking that the images we privately conjure up
as we listen to the technical discourse of a colleague match
the speaker's lived but unspoken meaning. Even worse; as
writers and as speakers, we ourselves can sometimes
unknowingly lose sight of the lived experience from which our
theories and abstracﬁ language emerged. Our own h ‘.'
understanding thus becomes impoverished, falling away from
the deep insigﬁt we may once have had. When this happens,
our once meéningful professional language becomes empﬁy §nd
we may fool ourselves into thinking we know something wheé
all we have is jargon. As a consequence, the lifeiéss
language of our communication can have little meaning or
relevance to others. Perhaps this is what underlies some of
those_ocqasions when students complain that a class is not

"relevant", or is "too theoretical™. Perhaps this partially
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explains those painful moments when we guspect that our
listeners find us boring or simply do notfendergfand what we
are saying. By glving more frequent nnd'eVOcntlve‘
{l1lustrations of theorizing, we make our communicatlion .
learer. In so doing, we are less able to ignore the menn'tng

or lack of meaning in our speaking, we are forced to

continually reevaluate and renew our own undergtanding

C. Theory and Practice

In Ilana and Rachel, we sense a concern for the
quality of our pedagogical being with children. Their
stories describe events whieh indirectly brought them closer
to children. Like many teacher educators, they a'e concerned
about the relationship between theory and praetice. The
theories they present to future teachers are ones whi’h they
feel will lead ‘.Nards "good" practice in the schools and
touch the lives of children =n a positive way. Yet, Rachel
is almost. surprised to see what she calls so "perfect" a
1ived example of her theory. At least unconsciously, teacher
educators sometimes seem to doubt the truth or the
completeness of their theories of human experience,
especially when those theories eeem contrary to current
practice in the field. As we shall see later in Josee's
story, we need to test what we think we know; we peed to see

our theories illustrated more often perhaps than our daily
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exlstencelusually permits. Hence‘Rachel's and‘Ilana's
dellght when the1r students relate the1r professor's
theorizing to’ thear own’llves,.show1ng it to be»meanlngful
‘and practical ‘Often isolated from‘direct contact with‘
chlldren, we search as "teacher educators for the conflrmatlon

of our pedagogical dreams through ‘the actLons of others.

'WRachel thus experiences the déep joy of conflrmatlon as.

knower when. her theory inca sense comes to life, when what
Bubeeralls "the-imagined" becomes "the real”, She desires a
_copy of the tape, so- that she mlght,'in a sense, recapture at

w111 thls deeper understandlng, for she knows that such

opportunltles for confirmatlon do not often occur.‘ Do we as

teacher educators perhaps deny ourselves these opportunltes

[

in the Vay we organlze and live our dally profe551ona1 llves7

= @
o . N s y

Rachel s story speaks to Ilana s story, amplifying

~and contrlbutlng further to the 1mages of teachlng that Ilana

v”introducbd We AOW sense the depth of personal meaning that:

. b4

4

can underly our termlnolegy, the de51re we have to see our’
A

-3

theoret1ca1 knowledge conﬁlrmed in teachlng practice' the joy

and generative fullflllment we f1nd in our students
4

learnlng, the importance of evoqatlve 1llustrat10n to

<

teaching; and, once agaln, the de31re to 1n**rectly touch the

lives of children through our yorkrw1th~educat10n students.
' 7 A '
N

.



Now, in a Second stdry by Rachel, we’turn'to;another
slde of our llves “as teacher educators., The story déscribes
a "problem case" in Rachel s exnerlence, one of thﬁse
situations which, although not frequent, haunt us and

intrlgue us and bother us., The story capturei/the feelings

of frustration and helplessness that we all. encounter from
7
time to time‘when an unusual expertence forces us th@onfront

s

'
17

rd
¢

the limitations of our power and skill.
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" Like Wallpaper Paste

N ‘ By Rachel

N\

I received a phone call last night from Amy, a
practicum student, Amy does beautiful planning; she can
churn out a series of lesson plans like links from a sausage
machine. She has beautiful classroom organization; in fact,
except for communication and self-evaluation- on which I rate-
her quite low, she's got all those things we check for on the
rating scales. But that essence in teaching, that quality of
human interaction, she doesn't have that. It's very hard to
numerically evaluate essence, we don't have a box for it ‘on
our forms!?! So I know.she is going to pass the practicum,
because technically, she's all right: I feel-kind of
-despairing about that. ..

‘ CommunicatingfﬁitﬁjAmy‘is a bit like diving into a
“bucket of wallpaper paste! ~It's so bland and gooey. And

nothing is clear. I look ‘for some way to explain the problem
‘to her, but there's/nothing drastically wrong with her
classroom teaching,;not much I'can really put my finger on.
When I went out”t@\ohéétvé;her,{She had the children's
attention, she told them the content, she read them stories
_quite nicely.:. She

'She' administered and supervised the children's
work. I certainly couldn't fail her: her practicum was *
well—organized,‘théﬁCprerdting teacher was happy, everyone
was happy - except .me. '

Amy seems so involved with her own performance. Her
focus is on administering work rather than on human -
interaction., I guess I'm finding out that my focus is more
on ‘the human interaction in teaching, but I don't know where
to start with Amy. How do-you say to her, "You have to be
more human, you have to interacf with kids"? -You can't tell.
someone "You teach like a buc%ik’of wallpaper paste'! It
just wouldn't be productive, So I thought, "Maybe I can find
something I could point out to her, something we could work '
on".. Well, finally, I latched onto her voice as a place to
" gtart because her voice reflects that personal blandness I've
mentioned., It is dull and never varies. I switch it off in
three minutes. So I asked her to tape her voice and to try
to get a little more dynamism into it, to really try to
_engage the children with her voice. At first she forgot to
‘tape,. which 'is a normal human reaction, but then she decided
to make the tape-‘and lo and behold,.she coywldn't hear .
anything wrong with her voice. It sounded great to her.. Now
usuaglly when people listen to their voice on tape,. they often
feel it doesn't sound "right", that it sounds strange. But
it didn't faze her at all, it sounded good. We even taped
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the cooperating teacher's voice as 3 comparison, but Amy
9ou1dn't hear any difference in the way she gives directions.
‘0f course, DY that time Amy. was really feeling threatened
and rattled. = S0 what could 1 do? 1 eased .off and thought,
"There 18 no difference 1 can make". ] feel as though 1'm

pIunging into this wallpaper paste all the time. 1t's a kind

of tunnel and there's nothing 1 can -seem toO latch on to that
is going to offer us any hope of improving.

Amy is nowV into her last_practicum.placement in a ,
beautiful kindergarten classroom that has been operating"very
succ6ssfu11yufor five yearsS. at first I thought, maybe this.
will help her, -because there is no way that you can get away
with giviﬁg directions to 1ittle kids in 3 dull, lifeless
voice and expect them to be drganized, I should have known -
better, because she telephoned'me 1ast night after only three
days in . the classroom and said "the first thlng‘I've got to
do is change_the.way things‘operate"; .She can i
the play aspect of‘kindergarten: to her, there's no vay that
play is productives ijt's of no use. Amy can't cope with the
idea ofhfree-movement to centers. 'She wants them to change
‘centers every fifteen minutes, because she has to monitor
their 1earning and mit's just not organized enough™. She
complained that there's no curriculum;-she can't cope without
‘objectives. 1 told her that if she wished, she could '
determine appropriate objectives of her own as long as she
didn't expect the children to aCcomplﬂsh them all in one day,
as long as she realizes they may never acComplish the ones
she designs, but may achieve importaht ones of their owne.

1 should have realized that moving her to an

environment that»demanded that she change wouldn't

necessérily_change\her. Rather than adapting to the
engironment, she is trying to change the environment toO fit
heT. pAfter the phone call, I thought, "I give up". But what

~did I do this morning? 1 sent her a little book about

__ ¢ “communicating with young children! I don't know what else to
do. I don't know how to make her moTe gself-aware. It scares
me to think that she is going to be a. teacher. Oh, she'll
run a very correct classroom, a8 long as she can have her
workbook for reading and her workbook for math and hert
workbook for language, 238 long as it depends on on her

"organizational ability to be a parking warden in the

classroom, administering'groups. To those who believe that
that is teaching, §he will do 2 fine job. She will be greatbt
in a behavipur‘modification program'or in a teach Dby
objectives program. ‘But that ijs not the kind of classroom I
would like to see operating. .1 think she's a dismal failure.
1 feel that in passing her, I'm contributing to the
prdpagation of the worst parts of our school system.
(reconstructed.from iR-II1)
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Reflections: -

hA‘ Teacher' Education as Struggle

Rachel honestly shares with us a'difficult anu
'dlscouraging exper1ence, one that points to the many ©
struggles we can’ encounter as teacher educators struggles
with others, struggles with "the system", struggles within
ourselves, and struggles with failure. Struggle occurs when
'we encounter dlfflculty 1n our str1v1ng to fu1f111 our
dreams, re31stance in out abtempts to make the 1dea1 real to
ourselves and to others; or dlfflculty 1n.our efforts to
/underStand. Struggle'can-only be sustained by commitment to
something in which we belleve, and our commrtment is made
manifest by our refusal to accept that whlch threatens our
hopes and dreams. Rachel's commitments are strong and her‘
struggles are many. We see‘her_internally battling a student
" teaching ratlng'system that seems.to_seek’to measure the
unmeasurahle, forcing us to judgeg"acceptable" that which
Rachel feelsvwe)ought not to accept. We see‘her struggling
.w1th Amy and with her feellngs towards Amy: Rachel knows that
l_they have falled to establish an authentic d1alogue and she
finds hetself now strugg11ng w1th that failure. And

'throughout all of these struggles, we sense Rachel s de51re

to influence spec1f1c change in the schools, to fulflll the
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We sense, also, that through these struggles, Rachel

is 1earn1ng about herself as teacher educator. Amyws student
‘teaching experlence not only calls 1nto question the
evaluation system but also forces: Rachel to reflect en her
own.vision of the natu;e of teaching. In trylng to identify
ewhat-bothers her about Amy, Rachel must identif} and
‘articulate her own. bellefs, wrestllng with her own.

.
understandlng.v In reflecting on her dlsapp01ntment with Amy,
we sense, that Rachel is searching for deeper insights into

N

teacher education.

B. A Double Commitment: Our Students and our
: Pedagogical Dreams
Rachel desperacelf seeks a glimpee'of Amy as a
poesible'teacher; that is, as‘someone whom Rachel can in good
conscience.name»"teacher". 'Being a teacher educator: can mean
to helping’evefy‘student'Eetdme‘thgbesﬁ¢

. b Ca
possible teacher that student can be. But what hap@eﬂs when?

commiting ourselve

as in the case of [Amy, the ['best possible” doesn' t seem to be
good enough? As/ Rachel does, we may find ourselves caught
in a dilemma, -tofn by the internal tensioﬁs-that occur when
our deepest comnitments become suddenly opposing. Sn one’
ommltted to our students: to accept who they

handk we feel

are and to help them learn within the context and limitations

¥
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of our shared reality. On the other hand, we have a
— passionate eommitment to our pedagogical hopes and theories:

that which makes our teaching possible in the first place.
These commitments usuall& overlap or coincide; indeed, as we
have seen in thegpther stories, it is often through our |

'commitmsnt to our'students that we fulfill our commitment to
our dreams and theories. Consequently, we usually manage to
maintain both commltments with little difficulty, allowing
the shifting 1nterp1ay between them to shape our actions as
teacher educators. How difficult it is when the‘shiftlng
tensions become so stongly opposed that we are suddenly
forced to choose between them., In a sense, Rachel is
confronted with a choice she feels she shouldn't have to

make. Where does her first commitment l1ie? Alternately
despairingwand defiant, Rachel refuses to choose. In order
to hold on both to her commitment to a certain'vision of

'teacher education and to her commltment to Amy, she remains
determined to help Amy be a better teacher, making desperate
gestures even though the writing on the wall seems palnfully
clear.

Almost agaln;t her  better judgement, Rachel
simply'refuses to give up on Amy. To do-so, could be to
admit failure: failure to a student, tailure in passing on
one's vision of teaching, failure to deal with what is

perceived as a meaningless rating system, and worst of all,
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failure to oneself, Admitting failure also means at least
momentarily abandoniﬁg faith in the egalitarian dream that
every studenL can be helped, that every student can learn, a
belief that seems to be characteristic of the education
professoriate. An ethos of "service" and a democratic
commitment to education for évqryone who seeks it ié‘a
historical legacy which we inherit 55 teachers. Although
this ethos is. often lightly dismissed as sentimentality or as
an excuse for ﬁediocrity, it doesn't really go away when
teachers become teacher educators. As one teacher educator
put it, "My first priority in working.f. at the university is
gervice to the students in my classes.”" (wS-II-1) We don't"
give up easily on our students; we'often go to what other
university professors might consider exﬁraordinarylyengths to

\

help our students. This can gsometimes make it di?ficﬁ?tmto
. : o IR

. ‘ . “{5 WA 8Ty
make peace with the elitist tendencies that are a part of Y

university life.-

C. Images

. There are many undercurrents in Rache1'§ §tory,
vaguéfbut intriguing images of the possibilities of existence
witﬂin ouf lives as teachef educators. IWe might, for
example, catéh a glimpse of teacher educator as the
'self-imégined knight, bon.QuiXOté, tiléing.at the windmill
giants of technocrafic teaching.F‘Rachel is faithful to:her"

dreams, defending them steadfastly even though she is well
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aware that many other educators view thinés differently.
| Perhaps, though, it is not agéinst windmills'bdt_against real
dangers that Rachel fights. In considering this possibility,
we may view teacher educator as the hero, David, challenging
fwith stones of truthful.insight‘the all too real Goliath of
fhe lifeless, suffocating mass of bureaucraticaobjecéives
that pervade and shape our educational systems.. In voicing
and acting on her explicit and thoughtful pedagogical
beliefs, Rachel expresses a daep commitment to chaqgé, to ®
"makiﬂg_a_difference". Shé is highly ;nitical of specific
ﬁractices, and is trying to do.something to change_them, fhus
showing us too the possibilities of teacher educater as
critic and téacher'eduqator as radical.
Ve sénse Rachel's internal sﬁruggle: she wanfs to
:’accept Amy as a human beiné with whom authentic dialogué is
‘possible,,bdt as her frustration grows she undegsténdébly
wishés that Ahy were someoné else, Thus_Rachei witholds
confirmation from Amy, cuttihg off any real possiblity of
pgdagogical interaction, .As‘we shall see later in Josee's
sfories,>as teacher educators we may often grdw impatient
ﬂyith what is, yearning impatiently for what sﬁould be.

Education students, we think, ought not to be like Amy!

In Rachel's story, we briefly glimpse the

possibility of teache# educator as evangelist, "Mine ishthe
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J I «
way! . Be who I waﬁt you to be! Do what I say you must do"
Rachel wants. to help Amy becgmeﬂself—aware, but aoes
self-awareness at times grow close to meaning seeing as we
‘gee? In convefsatiom,;«Rachel at times referred to what she
o ,

qalls "the messianici spect" of our lives as teacher

partic&pants too, spoke uneasily of the

educators. The otherg

! :

possibility that undet{lying our epcouragement of our students
¢ !.’

to think critically ' 9 a belief that truly enlightened

} ur way. At the same time however,

‘ people will see thlng ;
. A

%
ﬁg'ﬁ“mhe interv1ews an eager willingness

there radiatis

‘ L
to contlnuali 'quest10n4w3¥ own beliefs and a dread of
y ‘ \

unwelcome, over-zealous disc1p1es. Like Rachel, the
participants seem self-aware and-very self—critical of a
tendency to preach. Consciodsly, we seek not to coerce, but
to inspire and to show through authentic dialogue and action.
We ask to Sing\our songs, and we hope that others.will‘find
them pleasing, take ub the chorus, and then go on to Qrite
their own music. When faced with fajlure, however, we can
find ourselves selling, persuading, attempting to, convert,
manipulating, or even exhorting, in essenée banging our head
against a stone wall as we fall farther and farther away from

3
pedagogy.
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IIT1. Stofies Told by Michael

Teaching about Teaching: Setting the Fxample
-1

During my graduate program at University..., I was
given the opportunity to be a joint lecturer to a group of
about 400 senior undergraduate students. My colleague and [
were assisted by about ten graduate students whose main
responsibility was conducting seminar sessions following our
lectures to the total group. Towards the end of the term we
decided to open the segsion to questions from the students
about what we had been doing. Numerous questions were
directed to the content for the purpose of clarification for
understanding. But then, one older student stood up near the
back of the large assembly hall. In a somewhat angry and
trembling voice she blurted our this question: "You have
spent congiderable time showing us how not to teach; would
you please tell us what a good teacher should do?" I have
never forgotten the response of the class. The snickers,
laughter, even applause, still ring in my ears. Even more
so, I recall my own feeling of dismay. I determined at that
point that I would, in future, work harder to convey not only
in the content but also in the methodology what it is that I
believe... about teaching. o

-2 -

A year or two later, I was teaching an introductory
course which... focussed primarily on the history of
education. As the first few classes went by, T noted one
student in particular who made no effort to take notes,
answer questions, Or become involved in any class discussion.
To make matters worse, he seemed disposed to provide comments
under his breath for the entertainment of those adjacent to
him. -One day I decided to confront him. As the class
progressed and he fell into his usual posture, I asked him to
explain his behaviour. Quite boldly, he told me. that this
was the most boring, useless experience he had had. He saw
no purpose to it and wondered why history of education was a
necessary part of the teacher education program. At first I
felt quite angry because none of us like to be told that what
we're doing is literally of no consequence and tedious on
top of it. Rather than give him a lengthy lecture on the
subject, however, I decided to reexamine what I was daing.

In the'quiet of my office, 1 determined to change my
behaviour in a way such that he would have the answer-to his
question. T still believed strongly in the importance of
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what I was teaching, but 1 realized from his comments that 1
had not given enough attention to my own teaching methods.
1t becomes easy for us to trade on our previous experience
and to reassume the routine lectures we've developed in the
past and continue along the same lines. I realized that 1
couldn't ever afford, as a teacher educator, to take the
stand that everything's been worked out and it's simply a
matter of going through the motions. Teaching is an act of
creation, It requires our constant critical assessment Or
appraisal of what we're doing and why we're doing it.

Over the next several weeks, I worked harder than
ever before at making sure my lessons were interesting,
novel, and related to the concerns of a teacher. During that
time, I observed the gradual change in this stude t's
pehaviour. The culminating experience...occurréd_on the
examination day at the conclusion of the course. He came to
me and with obvious pleasure indicated how much he had
enjoyed my class.. He noted that he had found the andwer to
the question he had raised... earlier in the term. He felt
that the history of education was important to him as a .
future .teacher. For me that experience captures much of what
1 see as central to the role of teacher educator.

-3 -

A subsequent example is a much more recent .experience
teaching undergraduates. I became concerned about the
objectives of my classes. Feeling that the purpose of
developing critical, analytical thought was not as central to
the experience as [ wanted it to be, 1 applied for an
innovative, projects grant in order to prepare some curriculum
" materials designed explicitly to achieve these goals. I
wanted to give my students materials and experiences that
would encourdge them to develop their capacity for critical
and analytic \thinking. As I used these materials with the
students, notling their frustrations, their enjoyment, their
sources of interest, I had numerous occasions to ask myself
what I was doing as a teacher educator. 1 was doing more
than teaching the history of education; I was teaching about
teaching. My own behaviour was representing to them what
they would experience in their classrooms. As students,. they
were receiving a first-hand experience designed to enhance
their understanding of their own professional role. At the
conclusion of the course, a colleague was invited to interact
with my students in order to gain an objective assessment of
the experience. The feedback was extremely positive and I
received reinforcement for the role which I had chosen as a
teacher educator. (reconstructions from iM-I-14,15 and
wM-1-1,2) ' :



Reflections:

A. Challenge, Pain, and Risk .

With courage and honesty, Michael offers us a glimpse
of the challenge facing proféssors of education and the risk
we take each time we set foot in the classroom. We are
reminded how central our students are to our professional
lives. Not only are we expected to teach our students about
teaching, we are also expected to be "good" university
teachers, perhaps more so than are other p;gfessors. We are

expected to set an example by "practising what we preach", by

offering ourselves as models of sorts. After all, teaching

: ¢
is supposed to be our area of so-called expertise and the
~
subject of both our research and our scholarship. The\ﬁmage

of knowledge imbedded in these expectaﬁions is one of
practicallknowledge: knowing implies being able to‘a¢t on
‘what we know. Through action, however, we start a dialogue
with others that may call our actions into question.
) . ) : 4 .

Michael shows us what we all know but don't dare
discuss in the research literature: being a téacher.educator
can involv; pain and humiliation. His story gives words to
our secret nightmares and dreads, to the darker‘side of our

lived experience. Who has not at some time known that
\

horrible sinking feeling of being‘caught out a bore or an.



incompetent, or of having in some way failed our students?’
Who has not privately relived those painful experiencesd,
recalling either the stupid things we did and said or the
hurtful commentsg our students made ? The pain we feel at
such times is twofold: there is the pain of rejection that
occurs when we are denied;:onfirmAtion in our students' eyes,
and there is the even greater pain of what we may learn about
ourselves from such rejection, of being challenged to face
ourselves, to see ourselves through the eyes of others, and
to judge for ourselvég our own acpions. There are even times:
when others appear to judge us favourably, but we do not feel

confirmed because, in our own eyes, we have fallen short of

the mark.

Confronting our teaching as it is means confronting
the difference between the ideal and the real, between our
hopes aﬂd our actions; between who we wish we were and who we
really are. That is where the pain lies. In order to avoid
that pain, we may sometimes avoid confronting ourselves,
leaving it up to others to do so. Fortunately, the pain
which seems so inevitable a part of our teaching experience
also has a bright side. As Michael illustrates, if we do not
run away from it, it can help us learn and grow. We learn
about teaching from the challenge of teaching itself,

: : b

Confronted with a painful personal experience, Micﬁael

accepted it; he met it as a challenge head on, serious in his
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detefmination to learn. In"a sense, he waa,duestioned by
" life, and heTaccented the responsibility of“answefing‘through
' B L ) N - \ - -

action.

We needed to stop asking about the meaning of 1life, and
instead to think of oursélves as those who were being
) questloned by 11fe.... Our answer must consist, not in
*talk and meditation’, but in right action and in rlght
conduct. Life ultimately means taking the -
responsibility to find the right answer to its problems
and to fulfill the tasks which. it constantly sets for
~each’ 1n61v1dua1.... Questions about the meaning of life
_ can, fever . Re answered by sweeping statements.f"Llfe"
‘ doe’s not mean something vague, but something ivery real
" 'and concrete,” just as l1ife's tasks are also very real
. and concrete. (Vlctor Frankl: 1963, p.122)

‘Answerlng the challenges and questlons in life’ 1nvolves risk.

Marcel (1978) asserts that we can do nothlng else except take
that risk:

BN |

Experlence te%ches us...that we can never refuse to
take rlsks except in appearance, OT rather that the
refusal it f conceals a risk which is the most
serious of all, and that it is even possible for us
finally to condemn ourselves in this way to lose- the
" best of the very thing by our avoidance we had 1ntended
to safeguard. (Marcel 1978: 55)

'B. Commitment to Teaching

Because of studeéent dlssatlsfactlon, Michael sees

reason for concern. As hlS teachlng becomes more and more a

!

personal and a profe531ona1 prlorlty, Michael turng to hlS
practlce, g1v1ng it attentlon, thought, and actlon. Through

an 1nterna1 d1alogue between the 1dea1 and the actual he

confronts hlmself and 1@ able to see new pOSS1b111t1es as a
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Qa;’t;;;;e:acher educator. He then acts on this'new_éiderstanding.

Pn :80 d01ng, he eventually flnds a deep sense of confirmation

both 1n h1s own eyes and in the eyes of hlS students. He

feeIs thaﬁ We succeeds in, narrowing ‘the gap between the "is"

of his teaching and the. ought Through actlon ‘he shows hi's -
commlt%ént to teachlng and to the hope that it is pOSSlble to
improve one 's teachlng. He belleves in himself as a teacher
educator, ‘and he beljeves in his own power to change. He

grows,closer to what he.feels_his professional calling to be:

Each of us has need of the personal conflrmatlon
“that can come only when we know our calilng see s
“We need toffeel that our work is "true" - both as a
genuine expression of the reality that we encounter
in our lives and as a genuine. response to some
situation:or need that calls us. (Fr1edman' 1983,
p.55) ‘? & | |

' As M1chae1 111ustrates, our 1dent1ty as teacher

educators 1s strengthened through the conflrmatlon we f1nd in

thoughtful practice.‘Through‘encounter, reflectlve action,-
H
~and r1sk taklng, the personal meanlng we accord to being a

- teacher educator.becomes clearer. Thls meanlng and purpose.
| o o N | o
seems to be centered on teaching; more specifically, on the
, o

sort,gf teaching that7is_intimate1y related to ourlstudents'

learning. We seem to want euery student tolgain sométhing,
" to flnd somethlng meanlngful in our teachlng, to grow. As

was the case for Ilana and Rachel, the learnlng to whlch
Q'Michael wisheshto‘address his<teaching involves more than

N, : , : .
“fact consumption or information.processing. It involves
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‘seeing the wqudvin a new -way.

’

//C. Learning about Teaching
, —— » —

Michael spoke, of many incidents both as a young
child and asla‘unlvers1ty‘student that strongly 1nfluenced
'h1s teachlng practice and his ideals, As a student, for
example, he wasllmpressed when teachers of large classes
could call h1m by name early in the academlc year, and he was

motlvated" when he felt teachers took an 1nterest in hin as

a-persdn, even if that 1nterest was in the form of a
'challenge to "do better" ‘These personal experlences have
became 1ncorporated into Mlchael s views of what teachlné
cught to be. Through our persdnal experlences as learners
and teachers. we continually refine and deepen our pedagog}cal
understanding.i Although there 1s, of course, a‘certain |
danger in assumlng that "what's good for me is good for

others", we all expect to a ‘large. extent,’that understanding

our own experience helps us understand that of others.

Michael also questlons hlS knouledge of teaching'in

the llght of his llved exper1ence as teacher educator

'I ve never been able to apprec1ate the comments of

those who say, '"Well, you ‘need to go back to the

.- classroom, you need to spend more time out there in
the elementary schools" or what have you.. I've
never understood, because what the teacher in the
schools ought to be doing is the same thing that I
ought to be doing here, and that is trying to find
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out mbre about the teaching act. As I engage in it
here, it's as real to me as if I was doing it out
in the field,... If I could convey what teachlng is
to my students through the way I relate to them, I
‘hope that they would be able to. take that into
whatever environment or context they go into and
have the key to their success of being a better
teacher. (iM-I-28,29) ; , w

Mlchael seems to be suggestlng that, whether we are teachlng

‘)"i

chlldren or young adults, the nature of pedagogy remains the

same. If we are self—aware'and self—cretlcal, university
teaching provides us with at least some of the first-hand

teaching experience we need in order to .earn more about the

nature of pedagogy. Teaching emerges as a mode of learning

4for the_teacherweducator.

With Michael we have begun to explnrennew.espects of
L]

our experlence as teacher “educators whlle also reconflrmlng

some of the 1deas we f1rst encountered w1th Ilana. and Rachel

Like Rachel, Michael has reminded us that our experience is

not always Joyous and pure,'and like Ilana, he has underlined
the importance of g1v1ng our deepest care to our unlver31ty

teachlng.
ﬂ@’

14

In the next stories by Josee, we shall find further

insight.to the complexity and paradox of our lives as teacher

educators.

[
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IV. Stories Told By Josee

The Play: Of jewels and Ashes

.Last night I was flying high. I worked with a group:
of adolescents (we put on a play) and was graced with an
island of success. and happiness in a sea‘of»frustration.
These kids were shining in their newness. For me they
embodied hope and life, and as I watched my play, I felt
that. for once I had created something beautiful. The play
was a small shining jewel, so perfect, so full of hope and
life and potential. The kids had wbrked their butts of f .for
me. They gave me their all. I'm very demanding. I tell
“them, "I want you to lift your hand like that, I want you to
say your line this way". They've been screamed at when they
didn't get it right, but there is the love of it too. They
were fully aware that I worked terribly hard to help them
look good. They knew 1 cared and that I helped them for the
pleasure of it. I had kids coming up to me and ‘saying, "I
think I'm going to make a career of drama". I've shown them
what classical theatre is. Watching the performances, I
thought, "This is what it's all about". I was proud of
myself because I had been allowed to create and I was proud
of them because they were beautiful children, so alive.

When do adolescents stop trying, stop growing, and
become the fossilized young adults whom I teach? This
 morning it all turned to ashes as I looked at my university
students. These prospéctive,teachers.}. see life as omne big
conformity to existing standards. They have so little
sﬁiritdal‘life, so little capacity to create. These future
teachers seem so lifeless, so opinionated, so callous, so
‘unaware, SO empty. Yet a few years ago they were probably
just like the adolescents in the play last night. And these
are the people who will tell me that my ideas about
adolescents are unrealistic! You can't tell me that you
can't motivate adolescents to do things. It's just not true.
What you have to do is to.make them fall in love with the 1
stage and show them what it is and make them explore it, and
then they will be willing to work twenty-five hours a day to
do something that is meaningful.- I think all human beings
_ are like that. I know that T have found a small particle
" of the truth, at least I have found my truth, but I so often
~ feel that I can not even share it with my education students.

They do not want to hear it. "I feel like running away, back
" to kids. At least they are alive-and.willing to learn. When
do adolescents die!? And who kills them!?. Maybe I should go
back to theatre. I need to create something beautiful. How
shall I ever stay alive? o '
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Oh, well, I may just be tired. ‘T must remember to
also see hope in small things. And I guess, as stupid as it
may sound, as long as I am here, things are not all wrong.
I can and do make a difference. - I must. I need to hold on to
that more that I need to breathe, ‘'The play was just an ego

"booster, a reminder that I can do, I can create, I can make a
difference. (a reconstruction based on wJ- I-1,2 and
iJ-I111-11,12)

Reflections:

‘A. Confrontation and Disillusionment: Renewing COnvictioﬁ;
Playing the Game

. o
Josee finds that working yith children reaffirms her
pedagogical beliefs, giving new convidtioh to her university
teaching. it redeems her in her own eyes for having spoken
contrary to the beliefs of her students. Duriﬁg the .
1hterv1ews, Ted, too, spoke of renewal of conviction in the
face‘of criticism from teachers‘and educatlon stidents. The
beauty of the ideal, of what we imagine or hope may sometimes
centrast shérply with the views of those who do.not share our
visions. _The disillusionment that this may'invelve tests the
‘plausibilty'of our theories and dreams and tests ohrlabilityi
to speak what we believe. The‘resistance-to our pedagogical
theories that we encounter among students, colleagues, and

teachers impels us to contlnually renew our thought by

turning yet again to our 11ved experience for conflrmatlon.

But, as we saw in Rachel's second story and in

Michael's stories, there is sometimes pain in confronting the
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gap between what we wish and what we see, and we are not
ai&ays brave enough to acknowledge that gap or make the
confrontation., We hear in Josee's lamenting about her
vstudents, a momentary abandonment of hope. At first, rather
than accept respon81b111ty for that loss of hope, Josee
recites a litany of the faults of today"s students, briefly
playing what‘Erio Berne (1964) mightﬂcatl the "Ain't it
‘awful" game, a conversation ritual in which people find
collegiality and consolation in describing how terrible.
things are, blaming others, and thereby avoiding the
necessity of confronting their own actions. If the faculty
lounges of the universities I have visited or worked in are
any 1nd1cat10n, this game seems to be a w1despread pastime’
among professors of education. I know I have indulged in it
on many oecasions and was never at a loss for fellow players.
How we 1ong to teach classrooms full of bright, enthus1ast1c,
talented young pedagogues who assume respos1b111ty for their
own 1earn1ng‘and‘engage us in stimulating dialogue!
ik

Like Michael, however, Josee is too interested in
learning and too committed to hope, to play the game for
long.. In the foliowing excerpt from her diary, Josee gives
us another example of how hope and despair are intertwined

and of how much we learn when life (others) confronts us.
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Uearning ffom,the Good and the Bad
By Josee

Todayyl tried something new in class: an unrehearsed,
dialogue with a colleague (a philbspher) in front of the
students followed by a class discussion. Before coming to
the university this morning, I was so scared about all of
this that I was -a grouch with my family. I told my students
that I was trying something new and that 1 was nervous. I
think because of that they tried all the harder. They seemed
really interested in ous conversation and after class many of
them told me that 1 should repeat the experience next year.

" Today is a good day because I have a feeling 'that I
opened doors for people both this morning and in my afternoon
class. That is what I really enjoy. I exhausted myself, but
my heart is glad and I feel full, I-even feel "high". T =
guess this compensates for yesterday's blow to my pride whe
1 learned that one group of students really slaughtered me in
their evaluation. But I consciously took the decision that I
will not seek revenge. I feel that I did all that I could
with those students,... but maybe I did get lost a bit and I
did not accept them unconditionally. I was very’disappointed
in some of them because they were called to be "big" and
decided to stay "little". 1 guess I didn't know how to call
them to surpass themselves. In that sense, they are right to
criticise me. I have failed them and myself because I became
too concerned with me, with my survival, By message, and
my aspirations to meet them-in theirs . Will I ever learn?
The power that I have lies in my capacity to nurture and this
I lost track of, I think. (wJ-I1-1,2)

Three themes of great importance are imbedded in this
diary entry: how we call and are called by‘our students; the
dialogical nature of the pedagogical relationship we ought to

have with ‘them; and, the nature of the call we issue to them,

Josee suggests ®@hat the.pedagogical relationship
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demands that .we find a wéy to call on our‘sfudents to become
‘the bést,they.can be: "My job", she said on one occasion, "is
to wake them up to themselves., I can’t-do anything elSé,"
Josee‘writes of the'joy of opening doors for hef students,

~and of the call she makes to them to grow, to be "big". I

can't help thinking here of the suicide note left by Lily in

John Irving's novel, Hotel New Hampshire . - It offered as an
explanation for suicide, "Not big enough"# 'Josee;s deeply
felt need to crdate illustrateé that it is‘not only our
students but also the teacher.Qho mﬁst‘grow bigger.m Life
calls on.us to gfoﬁ,‘to expand wpat,Maxine Greene calls our

landscapes of learning (Gréene:1978)._

_ Josee mentions two occasiohs,whenbshejfelt she had
"cailed";on her students. In the first, when she ealis on
them to be "present" to her dialogue with a colleague, tﬁey
accept her call. In the secdnd, when she calls oﬁ them to be
"big", they confront her through their written evaluations
with a different call of their own.. The dialogical nature pf
the pedagogiéal relaﬁionship 1ived by teacher educators
becomes clearer. We céll'Or confront our students with who
we ‘are and what we know, and are in tﬁrn confronted by who
_ theyvare and what they know. Out of the confrontation,
everyone ends up having to face themselves, Although tempted
to dis@iss the studenté' ﬁriticisms, Josee instead, as

Michael does, sees it as a call to learn about herself as
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teacher educator. She is understendabiy disappointed when
‘her studente choose te walk away frem.her call to be "big",
but she also realizes that abandoning them would only make
matters worse. Josee is too self-aware and too committed to
the pedagogical relationship to walk”away from it. Pefhaps
the secret of truly being a teaeher edueator~1ies, as Josee"
snggests; in knowing how to ealL,our students, That is the
difficult question Qe’striVe to answer in our daily practiee.
To the extent'tha; either party avoids the other}s call or
confrontation, we fall away from pedagogy, we lose'a chance

" to learn or to feach; As Jesee-so perceptively points out,
~when we hear only onreelvee'and not ouf stunenté; we fail as
educators. There is no dialegue. That's when we become
preachers? not teachers. Similarly,'if our etudents'never
learn to confront us, they risk remaining apprentices rather
then knowers. When they abandbn questioning or interacting,

they are no longer learners.

In telling her etories, Josee awakens us te important
aspecte of our iived experience‘ Her story points, ae the
other stories have, to the dialogical nature of our
"pedagogical relationships. As Michael and Rachel have done,
Josee illuStrates the:pain, and the difficulties and the
responsibili;ies we encounter in trying to call ouf students.
But as,Ilena and Rachei do, Josee'alse reminds us of the joy,

;he confirmation, and the renewed hope we can find in being
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.
pedagogically with children and in working creatively to make
a difference. Her gstory reflects the power of our lives with

~children to redeem or renew our lives as teacher educators.

The next story by Serena deepens our understanding of
all the other stories by exploring further the importance of

growth or learning to our lives as teacher educators,
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V. Stories Told.by Serena

An Alternative to Collecting Milk Money

Three or four weeks ago, I had a meeting with one of
my graduate students. Tt's ridiculous staying in my office,
because the phone keeps ringing and you can't have a decent
discussion. So we went to the faculty lounge and we sat
there. Laura was doing some really exciting work. Even at
the master's level, she was really pushing back the
boundaries. —She was trying to formulate a philosophy of
working with children, trying to incorporate some new ideas.
It was very stimulating. And so we sat there and discussd at
a very professional level and I can remember thinking on the
way back to my office, "My gosh! This is what I really think -
we are about here!"™ We're here to look for better ways of
doing things, more insightful ways to understand children- and
to understand the people who work and interact with children.

I guess I ran into my Chairman at that point and I
shared how excited I was about this whole thing. It really
made me feel good. I was doing the sort of thing that I
probably should be doing more of. And yet, when I think of
most days, it seems you spend so much of your time answering
phone calls, filling out forms, and doing routine tasks that
seem so mundane. Teachers often say when they're collecting
milk money in the schools that they wonder why they needed a
four year university education to collect milk money. Well,
sometimes I spend a whole day here and it feels like I've
been collecting milk money all day. I guess that's what
nakes this work with Laura really an exciting, challenging
experience. 1 felt that I was helping Laura clarify in ‘her
own mind what she was reaching for and I just felt really
good about it. She had been drawing together some ideas from
anthropology, sociology, and linguistics and was trying to
apply them to education. That's what we should be doing more
of, exploring new ideas, and questioning things that are
taken for granted in our field, questioning the way things
are done and finding better ways if necessary. I guess I
felt that I was getting as much out of it as Laura was. We
were helping each other clarify the meaning of her new ideas.
We both were really pushing hard, trying to come to a new
understanding of what it is that makes. some situations work
with teachers and children and others not. It was like an
opportunity to sit down with a colleague and share ideas and
both grow. I think this is what teacher education should .be
about.
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I wish there was more time for things like that. We
seem to get bogged down in more mundane things. I know the
mundane things are important too, but I guess I feel that -
graduate studies should be full of the kind of experience I
had with Laura. I guess I began to see the excitement of
working with graduate students. Usually when you're working ,
with undergraduates, you're helping them discover and uncover
lots of things that perhaps are old hat to you. This can be
exciting too and is valid for sure, but...
(reconstructed from aural recording, 1iS-IV)

T M P

R

Reflections:

A. The Need to Grow: Pushing Back the Boundaries

The excitement and joy in Serena's work with Laura
underlines her Meeply felt need to grow, a desire for the
challenge and stimulation of an authentic interchange of new

ideas that forces us to "push back the boundaries” of our

‘understanding. There is longing in Serena's voice as she

expresses her regret ﬁhat her daily ‘1ife as professor of
education does not permit more freﬁuent.exchanges of this
quality. But as she speaks of the meeting with Laura that is
so special, there is a joy in her vbice that is highly‘
remniséent of the wéy Ilana and Rachel told their stories.
Once again, we hear clearly the joy of personal learning.
Serena's experience offers further confirmation of the power
of learning in our lives as teachef eduéatoré to 1lift us
above the mﬁndage. Our belief in this power sustains our
deep commitment to learning, although, as Serena indicates,

the organization of university life may sometimes make that
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commitment hard to fulfill.

In writlng a description (scenario) of how he wishes
university life as a teacher educator could be, another

professor speaks for Serena and for many of us, saying:
i

What I really like about my work at the university is
the expectation that I am to be a scholar, a professor,
someone who is interested because being interested 1is
the essence as well as the energy of education....lt is
therefore gratifying that the exploration of fundamental
interests in education 'is not only personally exciting,
it also provides the setting in which the mandated task
of teacher preparation can be pursued with the foremost
insight that is possible for us to create.
Participation in the creation of such insight is the joy
and significance of being a member of this
department.... We teach, but we teach with a vigor and
confidence springing from the hope that the excitement
of our personal exploration of pedagogy will reveal

- glimpses of what it can mean to be truly educated. When
is the last time we have asked ourselves, personally,
what it means to be educated? If we don't pursue
questions like this (and embody the answers in our
professional lives);yho will? (wS-I-1,2)

+

We see in this excerpt, that Serena is not the only teacher
educator who finds joy and excitement in the prospect of

pushing back/fﬁglﬁoundaries.

As both teachers and learners, teacher educators
remain faithful to the promise of deeper understanding or as
Michael put it, to a "belief in the central part of learning
to one's existence, ...the belief that knowledge ultimately

will make you free" (iM-III-8). Although we individhéffjm{;
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.mlght attrlbute qu1te dlfferent meanlngs to the word "free

those dlfferent meanlngs come*together at least partlally in

thelnireference to what we percelve as, the state of ex1stence

- that enllghtenment makes p0351b1e for humanklnd Mlchael ]

o

use of the word Mfree" reflects the bellef that a w1der range
of poss1b111t1es for actlon and a broader context for

1nterpretat10n of the world is made avallable through‘

'

"1earn1ng and that thls in turn. enllghtens human deC131on,

LY

human action,’ and human understandlag,‘ M1chae1 belleves that.

" through the freedom made p0351b1e by understandlng, we,

exerc1se an enllghtened choice, thereby ga1n1ng greater

N A

control over our ex1stence. Through the freedom born of

understandlng, Josee bel1eves we learn to be respon31ble to
life, and Rachel and Serena suggest we can make the world a

k3

better place for teachers and ch11dren. As teachers, teacher

v educators, and scholars, we pin our hopes for the world and

for ourselves on the power of learning to emanc;pate.

B. The Hermeneutic Circle of Teaching and Learning

i
, .

Serena‘s'enCOunter with Laura‘is'so very satisfying

_because it helps both of them move forward in their search

\

forudeeper pedagogical understandlng., Perhaps thlS JOlnt

'search is the heart of our ultimate mission as teacher

educators.” As Serena says, "Maybe that's what it's all

about". Throughtteacher education we act upon our commitment
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. to teaching-and to learning.'@lndeed fgr teacher educators,
teaching and learning are gest seen as overlapping,aspects of
the same whole, or as the 1nextricably 1nterwoven threads of
the fabric of our professional lives. The joy and challenge
-'of learning quickly becomes the joy and challenge of shared
1earn1ng;'1t becomes teaching. lThrough the joy and challenge}
of teaching; we 1earn\more abogt the world and more about -
‘teachi‘n’g. As. 't'eacher'educa'tog we are 'called‘ both’to learn
‘Land teach about teaching‘and to teach and learn about

learning.' We may find, as Josee, Michael,'and Serena do,

that we are often doing both at once.

As in the hermeneutic circle (Palmera31969), there is

Do e
[ b

in pedagogy.a neverending interchange_that‘continually renews f.
the meaningtwe find in teaching and learning. The
'pedagogical relationship between teachr and student mirrors
this dialogical 1nteractlon.- Serena is pleased that she 1s.
able‘to help Laura clarify her thoughts, huo her satisﬁaction
does not stop there.‘~To Serena's utter delight, Laura also
teaches-hery Challenging her to push back“the boundaries,
becoming in'Serenafs uords,‘like a colleague. A$ we saw /
earlier in Rachel's stOry of "Brown bear, broun bear", it is
when teacher and student ha;e'travelled through dialogical
interaction once ar;%nd the circle, that we grow as close as
we ‘ever may to fulfilling our pedagogical mission. ‘The

student is no -longer only student, nor the teacher only

I
f



o

128

teacher.:

It Can Happen

. by Serena

One of the.most:exciting things that happened this

- . year is a special evening course that I taught with a

colleague. -We went around and*talked to people in different

of teachers who wanted to méke,some changes in their own
classrooms. We didn't have a set. agenda or course outline,
that would have to come from them, but we wanted to help

facilitate whatever change they wanted. Anyway, ‘we explained
all that and people registered for the course. But when they

came to the first class, they sort of sat there and looked
very glum and asked us, "Well, how many papers? What do you
expect from us? What sort of marking system?" and so on. We
told them that we really didn't have a lot of expectations

© . except that they identify something that is really important

for them to work on in their classroons, maybe something that
might _help each of them move closer to what they see as an
ideal "teacher or their ideal classrodm, "Once we know what
it is that you want to do", we said, "then hopefully we can

help you work towards that", Well, we left -that first class

wondering if anyone would come back and having a 'really funny

feeling that this was going to be awful. We were sort of

have to worry about it! '

~hoping they would all drop the course and then we wouldn't

Well, the next week théy all»céme‘back-plus two more
who had heard about the course from the others! We were

area, wg feel that it’'s really important that there be some
support gsystem, If you can get two or more teachers in the

égysame scheol working towards the same end, we have found in

&

~schools and that wasg very good, ’

started holding ou classes out in the schools so that we
could share exper”ences_in the context in which they
occurred. The third time we met, we visited a school where
two grade two chers had identified what they wanted to do;

Great-thiz;F stafted happening. For example, we
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. that is, to develop some learning‘centers.for the children.
We got out to their classrooms just two weeks after they had

- started and they had each already set up sixteen learning
centers! Now this was the sort of thing we would never have
asked anyone to do. We probably would -have said, "Maybe you
‘want to start with one center and see how it goes and then in
‘a few weeks, maybe add a second one". They had turned their
“whole day into a learning center experience and were super
enthusiastic about it. It was going very well and they said
they were more excited about teaching than they had ever been y
before. : ' BTy

¥

'

¥
s
Well, their enthusiasm just got the whole class

going. - Each week we went to a different school and the
teachers shared with us the things they were trying to do. .
People made suggestions and gave feedback and we brought in
information that was pertinent to what people were doing. I
think the whole class began to find we really had a support
group going. . It was .as though a lot of them were ready to,
try new things and it just needed a tipping of the pendulu%

to get them to jump off and try. It was just like the story
of the baby birds who were sitting on the edge of the
windowsill. The mother bird said to them,"Fly! Fly!" and
they said,"No". Then the mother bird again said, "Fly!" but
the baby birds still said, "No". And then the mother
insisted, "Come on! Fly!"™ and finally’, they flew. They
soared up to great heights. It was almost that thing for

some of these_people.

It Pt took a little nudge and then they were doing

#really wonderful things. They were attending to children's

ipdividual needs and getting them to take more responsibility
for their learning. They were becoming freer with children.
For example, at first, the second grade teachers I mentioned
grouped the children into pairs and made them do certain.
centers each day. By the next time we visited, they had
decided that the students could pick their own partners and
could select the centers that they really wanted to do. The
teachers were putting more faith in the children and I think
the children responded very positively. This sort of thing
was happening in many of the classrooms. It was exciting to
see all this transpiring in a matter of months. And then at
our last class, they all asked if we could continue next year
so that they could go on and fine tune and refine their ideas
and really get things perfect. They want to look at ways we
might share their ideas with other teachers through writing
and workshops. Right now we're at the stage where a
committee from that group is going to get- a proposal together
for some funding for another year..

We hope these teachers will eventually gétvinvqlved
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with our student teaching program as cooperating teachers.
Then we will have some classrooms where we can send our
'students to see some of the things we talk about at the
university. We'll really feel good about sending our
students out to these teachers because we kmow the sort of
input they'll. be getting. '

This experience gave me a chance to be in the schools
and see some exciting things happen. I think as a teacher
educator it's so easy to somehow forget the realities of the
classroom. I know students often say to us, "Well, you don't-
know what it is really .like out there. What you're telling
us here -sounds great, but it won't really work out there".
'So having the experience of working with teachers and seeing —
them making it happen reassures me. These teachers have to
‘cope with parents and principals and curriculum guides,. and
all the rest, but ‘it still works, it can happen . I know
it can work because I saw it happen. I need that because I
don't want to be only theoretical and abstract and "ivory
tower". I want what I share with students to be something
that will really work and be good for them and good for their
children. ' : .

Reflections:

Serena's second story reaffirms many of the themes
which we haveAbeen exploring :;ué far. As in Rachel's and
Ilana's stories, we see the desire to géneraté, to contribuﬁe
to pedagogical ﬁractice in the schools, and to touch the
lives of ‘'children. We'éee also the séarch for éonfirmation
of pedagogical ‘theory. As Josee and Rachel did before her,
Serena showé us'the<delight and deep sense of confirmation
she feels when it is demonstrated that her dreams can indeed
céme true, that. what she.imagines is reali The successful
ﬁraéticé of her studénts reaffirms Serena's beliefs; lending

new spring and confidence to her teaching. The

interdependence of theory and practice, of understanding and
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lived experience, is underlined for us once more.

-

A. The Pedagogical Relationship

Serena's story also iiluétrates something I ﬁave only
" briefly hinted at so far: the elusive nature of the |
pedagogical relationsﬁip between teacher educator and
~student, that essential something, that elusive quality of
being that Raéhel said does not appear in rating scales, but
that'does appear in some of the special moments described in
s0 many of these stories. These are'the times_when the
participanté feel tﬁéy are-- and I think they ~are -- truly
pedagogues: Ilana's reading of .the poem, Rachel's sharing
with Tara, Michael's interaction with his studénts as they
use the new materials he made for‘ﬁhem, Josee's class
»discussion, and Serena's work with the'teachers. Whatlmakes
thése-joyous moments of successful pedagogy possible? What
is it thatvis so eminently satisfying and beautiful about

them? Whgt:is really happening?

Those moments when we feel most like teachers are
'often those times when we managevthrough Encountér to
naturally point a way to our»most cherised dreamé, without
preaching. The glum teachers at the beginning of Serena's
story were expecting a deaf preaahér who would tell them what

~to do. Because they didn't expect Serena's teaching to
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really touch their practice, they didn't really look to their
professors as true teachers. Initially, they witheld theéir
confirmation., To their dellght and surprise, however, they
found two professors who turned authentlcally and hopefully

tp their students as trusted partners in dialogue, hearing
what they ‘had to say, concerned w1th the reallty of their

lived experience. A mean1ngfu1 "between was thus created

Those moments when we feel most like teachers don't
‘seem to happen through any Specific technique;.it'has more‘to
do-with the way we are with our students and they with us,lin
our being together pedagogically, During such moments, our
‘students make us truly present, weiare confirmed as teachers‘y
and are thus hopeful enough to share, to contrlbute, to.p01nt
a way.' During such moments, we are not self—conscious, but
are totally 1nvolved and carrled away by the compelling
possibilities of pedagoglcal dialogue. As the dialogue
progresses, we come to see ourselves ‘and the world in new.
ways,‘and,we come to a deeper understanding._ Through
pedagogical encounter, both teacher and student grow, learn,
generate, conflrm, and are confirmed. Is it any wonder that

in becoming truly teachers and 1earners we find such deep joy

and satisfaction ?

My collection of stories. was to end here.’ But when I

shared my collection with Michael (as T did with: all the
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participants), he pointed out that something'was missing,
that one important aspect of being d\teécher'qducator was

not, he thought, sufficipntly jllustrated. As an Qpportunity

13

to explore that missing»dimeﬁsion, I offer a last story,

reconstructed from my own journal entries.
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VI. A Story by Sandra.

It Went Very Well

" Once or twice a year, I usually present a formal
paper at a conference. T don't know what makes me send in
‘those abstracts! . You'd think I'd know by now how nervous I
get, and how there is never enough time to prepare f
adequately. The conferénces always seem to fall just when I
have a pile of exams and papers to correct. But I guess I
keep doing it because I know it's the only way to forcee
myself to get something done., By promising to have a paper
ready, I know I'll just jolly well have to find the time.

Despite all the complaining I do, I enjoy doing the
research that leads up to the paper, and T actually enjoy
writing and rewriting and polishing a paper, struggling with
ideas, ordering my thoughts, and thinking things through.

For me, putting my thoughts into words is a way of discovery,
a way of finding out what I know and also what I don't know.
It is a pathway to greater clarity. But as the time to
present my ideas. to a large audience of respected scholars
draws near, my. paper begins to sprout all kinds of
inconsistencies and faults that I hadn't noticed. The paper
no longer seems finished; there are so many glaring questions
that I did not address. I repolish the paper, eventually
feeling -a.renewed kind of satisfaction with it, enjoying its
flow of words, and feeling that "It's not too bad after all,
it rings true". Until, after rereading it, I begin to :
realize how banal what I have to say seems to be. I see with
despair the looming walls of the boundaries of my limited
vision and ability. What can I possibly say that they don't
already know? . - . DR

I gractice reading it, promising myself that.if
nothing elke, I won't be omne of those who reads in a monotone
at my colleagues, head down, ignoring their presence. I
promise myself I will be brave enough to leave time for '
questions at the 'end of my paper. I will not cram only my
words into the time we have, I will leave time for theirs. I
really do want to know their reactions, but I am also
frightened to learn what they think. What if they show me to
be even more ignorant that I-already-know I am? What if my
paper is of no use or relevance to anyone but myself? ' But,
my paper in not irrelevant, I do believe it is of value and
import. Why do I get so nervous? Why do I always get myself
into these situations? How I hate this! o a
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‘ During the conference, I am far too g{imulated and
excited by the se351ons I attend to remember “to be nervous,
but when the time to present my paper finally arrives, the
nervousness and fear rush in. I wish I could be somewhere
else, anywhere else! But then I start to read, and the sound
of my own voice and the familiar words of my paper calm me
down. I relax, look up, and find myself diverging from my
text to take into account new thought§tthat occur to me even
as 1 speak, thoughts relating my paper to my audience and to
the conference. Eye contact is made and the audience seems
attentive and responsive. Clear sailing all the way! And
then come the questions, and I find, to my astonishment, that
I actually enjoy the questions, that they are stimulating and
helpful. Until the one that is thrown aggressively at me
_like a poison-tipped spear. The speaker is hostile, and I
think, unfair, but somehow that too is a part.of this whole
paper presenting ritual, I somehow survive the question,
finding something to say that perhaps does not satisfy the
questioner but that at least silences him. I approach him
-after the session to try to better understand his real
question, but we don't seem to speak the same language at all
and he is not really interested in dialogue. I feel
dismissed but don't take it too badly, still basking in the
warm reception accorded me by so many. It is over. Later
that day when friends who did not attend ask how it went, I
smile and sincerely reply, "It went very well",

5

The unfortunate part, I guess some would say, is that
I never get around to reworking and submitting those papers
for publication. I do distribute copies to people that
request them, and I use one of those papers in my own
teaching. But it's as if once I've learned what I learn in
wrltlng the paper and have had the feedback from presentlng

".it, then other matters and other questions seem more

pressing, The piles of work that I puyt aside to prepare the
paper reclaim my attention. My’ studi:§ and teaching
commitments call loudly. The tedious jnd unpleasant task of
editing and submitting ap article fade‘ away. I know I had
better get around to it ‘some day, but yt doesn't seem all
that important right now.
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Reflections:

In reflecting on this story, we find that much of
Qhat is true of teaching also holds for research and the
formal presentation of scholarship. Like teaching, writing
and presenting emerée as a mode of learning, as a way of
sharing what we have learned, and as the séarch for
confirmation in our professional identity. Through lénguage;
aﬁd more specifically through the writing and speaking thaﬁ
structures our téaching'aqd presenting, we learn what we’know
and we discove£ ﬁew understanding. In this we experience joy
and deep satisfaction. There is an aesthetic dimension in
thoughtful speaking and writing. We glimpse‘the possibility
of creating something that sort of "hangs-together as a
whole", taking on a form of its own. But‘in struggling. to
find the "right" words and sometimes failing, we also glimpse
as Serena did, the hazy boundaries of what we don't know,
lhearing a faint call to ekplore fﬁrther; In this we find
both frustration and a challenge; In sénsing our
1imi;ations, wé-may momentarily despa%&, but our commitment
to the eterﬁal gossibility of deeper underétanding helps us
overcome that despair, faithful in.oﬁr.hopey;hat what we can

not see today, we shall perhaps more cldgpiy éee tomorrowv.
I i
" The challenge is acknowledged and a promiée is made to meet

it some day.

i



137

Part ofiQhat makes preparing a paﬁer or writing an
‘article different from our daily university teaching is the
audience to whom we are addressing ourselves, the people with
whom we wish to share our discoveries. In the éncounter
between professor and student, the powe; of knowing may
confer on the professor a mutually acknowledged position as
leader or guide. Through encounters with studenté, we find
confirmation as teacher educators. Although we learn from
our students and, although our stgﬁ@nts can be excellent
judges of the value of our knowing, they offer us a |
éonfirmation that is somewhat different from the coﬁfirmation
we seek from colleagues. In our colleagues, we encounter ‘
people whom we acknowledge in advance to have equal or
greater power as knowers. Through formal dialogue‘with them,
we seek formal cvonfirmation as knowers, as scholars, and as
pioneers o% knowledge. Hence the fears and'self—doubt but

also the exciting sense of conscious risk—taking we hear 1in

my story.

Ir committing and revealing ourselves publicly, we
seek official membership in the community of scholars. But
in my reluctance to acgyally submit an article for
publication, we sense an ambivalence about how important
confirmation as scholar really is to our lives as teacher
educators. We also sense, of courée, a possible fear of

rejection, or possibly even fear of success! The part of the
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whole endeavour that 1s most meaningful and engaging for me
is the discovery part, finding'new ways to view things and to
say things. Writing an abstract ig almost like "sketching in
advance the haiy outline of a new territory to be explored;
it is an imagining of what is not yet known, and is thus an
important step towards that knowing. I think that is what
keeps me coming back for more, why T keep gending in those

. abstracts.



CHAPTER FIVE BEING A TEACHER EDUCKTOR: FURTHER
REFLECTIONS
} 9
The stories have been told and some of their themes _..z

explored; The power and meaning of the stories may grow and
shift as we and other readers encounter them again in R v‘ €¥
different times and places in our lives. Each ré—reading'mafiis;
: )
expand and deepen their relevance to our daily practice.,jfj;”

.

The’research questions that guided this study ask

what it is to be a teacher educator and what images of

teacher education emerge from the lifeworld of teacher

edecators. The stories in the previous section are probably

the best answer I can offer to those questions. I wish, ¢
however, to share in the remaining chapters soae further Q".'
reflections that grow out of those stories and

ét of ;the
'intefviewing; reflections that expand some of the themes
introduced by the storieé and that offer us a critical view
of our lives; reflectiohs that incorporate some of the
political, cultural, and social aspects of teacher edUcation‘
aé we live it in Nortthmerica today. These reflections call
upon and reveal even mofe of the participants' experiencé.
Ted, who has not yet appeared in the stories, will have a

strong voice here,

139
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I.  Pointing the Way? quturallGenefativipy-
, N )
The stOriés:an& dialog3bs pfésentéd n this study
provide excellent'exémples of teacher education, as -
"génerativity?‘(Efikson:'1963). In & recent book entitiled

OutliViﬁé the self, Kotre (1985) explorés Erikson's concept

of generativity in relation to life histories ot stories,
’ " ) ) )

_speaking of generativity as "a desire to invest one's
substance in forms of life and work that will outlive the
aself"(p.lo); Kotre describes two kinds of generativity that

relate directly to teaching:

i

Technical generativity is accomplished by teachers at all
stations of the journey through life who pass on skills
to those less advanced than themselves....Here the

@ object of legacy-making. is the apprentice, with whom the
' instructor identifies as a way of reliving past :
experiences gf mastery and extending those experiences
into the future....But the object of generativity is not
merely the apprentice, it is also the 'skill itself,
whose 1life is vicariously the possessgr's: this craft’
~ shall be kept alive and its potential@ﬁevelopedﬁi Often
. there is conflict between the welfare 'of the apprentice
~and that of the skill. One instructor declares that the
skill has priority: if the pupil cananot fully master the’
art in question;_cannbt perform the right way, he will
_have to be dismissed. ‘Another instructor favors the

pupil}: recognizing the 1imit of students, he compromises
techrnique and teaches ‘only what is:in their capacity to
learn., The tensiony between the two receptacles of
_technical generativfty~dissappéars only’ when a ‘follower
comes who can fully command technique and carry it’to
"new heights. (p. 13) ' .

Cultural generativit @s,directly‘COnFerned with the mind.
- When 3.5%%ché§'turns from how to do it to what it means,
- when‘sh§ﬁ'§éaks of the idea of musilc or healing or law,

when she brimgs to the fore the 'symbol system that stood’
in the. background and,offers,he;:SQudent the outlines of
an identity., she Becomes cultur&llﬂ'generative. She . is

[P . . o . 1

ot N b

\
|
\
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no longer a teacher of skills but a mentor, and her
apprentice has become a disciple.... By culture I mean
no more than an integrated set of symbols interpreting
"existence and giving a sense of meaning and place to
members of a perduring collectivity. (p.1l4) ... What the
Ymentor must do is offer an engaging vision of who the
disciple might become, a vision that is true both to the
disciple's and the culture's potentials. ‘

Housego-(1982), after'Benne_(197O)4 views
education as a process of personal and cultural .growth and
renewal.

The ideal type of influence relationship between
teacher .and student, according to Benne, is '
anthropological authority . This concept connotes more
than transmission of culture by the enculturated: it-
neans as well..."mutual renewal and reconstruction of
persons—-in cultures." (Benne in Housego, 1982:400)

Benne's concept of cultural g;owgh and rénewal“
(rathérAthan,simple_repiication or fransmiéfgon) cbnveys some
of whathotfe means by cﬁltural generativity, underliﬁipg the
impértance df Koqfe'é usefpf the-Qofd "potential”. Mentors,
‘as Kotre‘Suggests{»muSt be true to the»potentiai of bgth
:dfsciple gnd'culture.‘ We see in Michae%'s, Rachelfs, and
Josee'é sto;ies*héwvdiffiCult and paiﬁfﬁl thisvdouble
c0mmi§mentvcah be. Bu£ we aisd see in these stdriés how -
strongvénd necessary this commitment seems to‘be. . By ﬁruly
attending to who oﬁt éfudents are (what Buber calls "making
the o;her byésent"), we éfe able to offer them a visioh or -a
way thét authéntiCally iakes them.ihto acco%nt, a vision that

is. true both to who they might really become and to our own -
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to r1g1d dupllcatlon of our favorite teachlng methods (for
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pedagogical hope. Jlana's recognition of the poem as
"fikting" her students, Michael's ability to modify his
teach1ng to engage his students, Serena s desire to start .

with the concerns of her students——all these are examples of

‘being true to our. "disciples" while at the same time

.
i

remaining true to our theories and dreams, to our "culture"

To the extent that teacher educators are truly

mentors, we are committed to nurturing and fulfilling the -

@

Hpotentlal of our pedagogical culture. -We.are‘committed; not

that would be technical generat1v1ty only), but,to m

schools "better".vAThere'will'always be‘promisiﬁg
possibilities that we have not yet imagihed.
that through our teachlng, our students will be ab
recognlze the&potentlal we ourselves may hot see——and may not

v J

11ve to see. Wh11e we wish to preserve and pass pn our

‘dreams, we also wish to encourage action that 'whlle true to
these'dreams, may“expand or change them,. In this manner we

Vmake our contrlbutlon, leaving somethlng of ourselves behlnd

and 11ght1ng a spark that might change the future. Thus we
give purpose and meanlng to our own lives. This generative

striving to make the potentlal some day possible reflects and

maintains the hope on which rests our commltment to teacher
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education.

Teacher-education can‘thus be viewed as cultural
generat1v1ty.~ By 1nd1v1dua11y and collectively finding deep
mean1ng and 1mportance in certaln ways of viewing pedagogy,
we emerge from the many encounters of our personal history
and experlence ‘as faithful "keepers of meaning" (Kotre°
‘1984) Our pedagoglcal dreams and theories are a legacy
whlch we nurture and care. for, offerlng them w1th hope to
future teachers as pos51h111t1es of ex1stence. Perhaps that
is wherein our conSerVatism lies. . Like guardlans of a saCred
flame, we pass on in our 1nsoi%ed dlscourse rhe Torch of

3

Dewey (or Whitehead, Comenlus,g stoloz21, or whomever) and

hope the fire wrll catch, But, as we have‘seen.ln some of
'the stories, we often'find it doesn't. Hence the great |
fdellght and significance for us, when, 1ike,Ilana, Rachel,
Josee; Michael, or Serena, we experdence a moment when it
seems we did make a qualltatlve, pract1ca1 d1fference in. the
life of a teacher or child. As both Serena and Rachel
pointed out, these are-the moments that make it all
worthwhile, that give meaning to our lives as teacher
educators, and that help‘us endure aad)even find occasidnal
’meaning in the endless committee meetrngs, telephone calls,

and routine tasks of our daily existencey
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Perhaps not all brofessors of "'education are as

clearly committed to teacher educatlon as a primary way of

e

giving meanlng to one's 11fe through cultural generat1v1ty
In their cqncernﬁfor passing on technical skills or@
infofmation, some may limit themselves to technical
generativity only. To the éxtént that we do so limit

‘oufselves,_we are content teﬂbe inthuctors rather than
) o . . . 3 . \. .
educators. Indeed, theére is a large body of literature that.
doés advocate teécher edﬁcatign as coaching and instruction
: - : . 5
(see, for example, the ;;tensive work of Bruce J;yce),’but it

is cultural rather than technical generativity that seems
central to the professional lives of the participants in this

study.
| | \
II. Touching The Lives Of Children : a matter of
biography
P

% Where does$ghe desire to touch the lives of our
students and childredﬁiome from? The desirevseems.to grow.
oﬁt of pérsonal biography. Michael,; for example, spoke at
length of how deéply'hg had been impressed by tﬁe peréonal
interest certain of his teachers and professors had éhown'in
him. He was dellghted to have the world of leafnlng and
scholarshlp opened to hlm in an inspiring manner that
nourished and suppprted.hlm throug@ difficult timgs. Now he

wishes to see other teachers pass on to their students’what

he was grateful to receive as a student. His vision of what
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teaching should be is deeply affected by his own persoqél
experience, by his interpretative’encounters with the wgrld.
Although'phil§sophers'and researchers supply Michael with
some of the appropriate terminology and the rationale for_hié
beliefs, the heart of these beliefs grew from lived
experience. Through our own personal lived history, we
reconstitute our world, searching for confifmation and
meaning in our lives as teacher educators. This confirmation

and meaning in turn shapes and is shaped by our generative

striving.

.  =As a further iilustration, Ted's'deéire to touch
the lives of teacheré and children is firmly based on his
experience as teacher, administratof, and gradua;e student.
Ted feels that sometimes he short-changed his students iA his
early days as aﬁ'elementary teachér, for example, by treating
art as a "penny subject", something to keep the children busy
oﬁ Friday afternoons."Through'diaiogue with a respected
professor and'throﬁgh contact with critical'écholarship, he
eventually came‘to‘QieQ his own teacher preparation as having
had "holes large enough to drive a truck through" (iT-I-5).
He wants to sparé'tomorrow's teachers some of the mistakes of
yesterday's; he wants tomorrow's chiidren to have hore
pedagogical opportunity. In.,a sense, helping other children

9

indirectly through teacher education redeems his past'Q
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experience as a teacher. The mistakes of the past help
inform our dréams for the future.
Q

In a sihilaf faéhion, I could describe‘th the
personél history of each participant gave sﬁapé to his or her
»ped;gogical desire and hopé‘as a teacher educator. We can
desire change only when wé can imagine thingé in a different
way, that is, only as wé learn. The desire for cﬁangé iﬁ the
schoolé is thus an expressiqn of ‘our pefsoﬁal 1e5rning.4”In
reflectiﬁg'critically on‘ou§3pedagogical pasf, we try to see
what was good about it, what was béd,‘Whét was missing. Wé'

. . . . .
search for meaning and dirgation and hope.
. v ‘ A S .

III. Making A Difference : Téacher‘Educator-as

Radical or Conservative?

Ask almoét aﬁy téacheﬁ educator why it is impprtént
to‘be a teacher educafor, what the ultimate goal is, and
without any hesitation the same response will be given 15
‘almost the same words, somewhat like a Hlppocratlc oath that
has been learned by heart. And yet the answer: is not pap
It is spokén_with éuthenticity and coﬁmitment.

Rachel: I thought for a long time that by going into teacher
education I mlght be able to make some d1fference,
however minor, to a group of teachers who are going out -
into the school system. (1R I-3) ‘ O :

-
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Ted: I think my'maﬁor'concern is to try to give children
better classroom experiences, . to get rid of some of the
workbook kind of syndrome, the paper blizzard out there,
and... to try to give kids more meaningful activities.
(iT-I-6)...- When I stand in front of a class of student
teachers I really sort of see twenty-five or thirty kids
behind each one. Then I think that instead of teaching
thirty students, I'm really teaching nine hundred kids
and that makes a lot of difference. It is a serious
kind of job. (iT-III-7) ) '

Tlana: I really still go on hoping that inéﬁé;e way what I
do with my students here at the university might someday
help them improve the quality of education in our
schools%t.. we still need stars to reach for. (iI-I- 5)

Michael: If we were ‘less concerned about graduating students
yhb would know how to fit into the system and more
concerned about graduating people who could really think
critically about a-situation, who were creative and
imaginative, we might find... that we begin to have an

~effect on what goes on out there in the schools.
(iM-ITII-5) :

?Like many of us, the participaﬁts want to "makei
a difference" (Rachel) and this differgncévéeems to be one of’
“influencing change-towafds "good practice“ (Ted) or "mind
éctiyiﬁy" (Michael). What is the nature of theif expressed
deéire‘for change? ‘Is there an element.of the revolutionary,
of the subversive in this desife? ‘

Rachel: I've seen tremendous need for change in elementary
.education. And you do one of two things; either you work
by example... or you work by revolution. There seem to
be two ways: political or educational. This society is

" in no way ready for revolution and neither am'I. I ‘
think I would prefer to infiltrate, to change from
within., Being a teacher educator is my way, at the

 moment.,(1R -I1-9)

The participants spoke'wélh/ﬁgg;;:; and

f . ' . .
conviction’At least on the surface, their desire seems
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sincere and strong. What is this felt need for change? What
is lacking in the schools? What specific influence do we

want to have? Each of us has our own private vision:

Michael wants to see that sort of teaching
which would lead to more "mind activity" in the schools.
He feels classroom activities and interaction should
incorporate a critical inquiry model of learning and
teaching. Michael wants teachers to be remembered not
only for their kindness, but more importantly, for the
love of a subject or the love of learning that they '
spark in their students. He views the ultimate goal of
learning as enlightened control over one's existence.

Josee, as we have,seen, would like to see
students and teachers become more aware of themselves
and of the world, becoming what Maxine Greene (1978)
would call "yide-awake". Inspired by Alfred North
Whitehead, Josee would like to see them become
responsable, that is, able to respond .truly to the
challenge of living through a cycle of liberty, _
discipline, liberty. . Josee talks of the importance O
making knowledge relevant and of integrating the
academic subjects. "When you learn about a tree', she
says, " you should look at it not only from the point of
view of biology, but also from the stance of the artisty
the poet, the wood carver, the forestry industry, the
farmer, and most importantly, the child. This does not
‘happen often in the schools" (iJ~III-7). ' -

Serina believes strongly in children's.
natural desire to explore and to learn through doing.
She would like to see the schools-offer much more
opportunity for active learning through the manipulation
of concrete material and through social interaction.’ -
She would like to see teachers base their programs and
activities on the child's real interests and needs,
giving the child more autonomy. She thinks teachers
underestimate children's abilities and do not take the
"whole" child into consideration, do not make learning
meaningful to the child. '

, Ted would like to get rid of the unthinking
and routine use of worksheets and workbooks in the
schools. He also speaks often of breaking down walls
between the various academic disciplines, like Serena
and Josee, hoping teachers will integrate the academic
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subjects to make learning more meaningful to the child's
world. He would like teachers to ask themselves why
they are initiating any given activity, to be more
self-critical, to strive towards "good practice". He
would like teachers to take children more seriously and
to give them more responsibility.

: Calls for change and their dimplicit criticisms
of the schools are probably almost as old as teacher
education'itself:(see, for example, Alan Carr: 1962). And,
yet, teaching is often considered to be a consérving activity
(Postman: 1982). It is seen as ﬁhe way society perpetuateé
itself, the way one generation preserves its,beliefé»and
cuitufé and passes it on to thé next (Apple: 1979; Giroux:
1981). Most research (see, for‘eXample, Sirotnik: 1983 or
Goodlad: 1984) éuggests that despite all the money,
1egislatioﬁ, new curricula,‘buildings; equipment,
~implementation prdgrams, continuing education, and calls for . -
change,_what goes on in North American schools haé not
ghanged much since the beginning of the century. In most
classrooms in most schoois, a teacher étill stands in front
of the clasé with students writing silently at their desks. .
"Rhetoric about what should be undoubtedly shifts more
‘rapidly and strongly thaﬁ'gither the beliefs or practices of

teachers". (Goodlad:p.174)

Are teacher educators really radicals, as our

earnest rhetoric sometimes suggests, or are we *closet"
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consérvatives, working as Bartholomew (1976) suggests, to
maintain the status quo? Are we both? Do our actions
contradié% our words,'conveying a ﬁidden curriculum of
traditional practice? Has our ‘critical barking beén rightly
perteived as impotent blustéring that can be tolerated by the
system we‘critiéize>becau5eﬁour own lgdk of action implies we
can be easily ignored? Perhaps with justification (Lqrtie\
1975); we blame the lack of fundgmental change in the schéols’
on the socialization process in the scheools, or on our

- students, or even on our own teach;ng‘(Zeichner & Taﬁachnick:
1983), but the question femains: is our desire for change
"authentic or is it merely an impressive camouflage behind
which we hide from ourselves our own ineptness, inééﬁivity,
or lack of generativity? As teacher education moved into the
university setting, teacher educators have become university
‘prOfessoré. We'are becoming socialized into the role of
professor. Maybe this sbcialiiafion; too, can in some ways
-be-an.obstécle t0‘beiﬁg an agent or a model of pedagogical
change for the scﬁools. However, és both the research
literéture and the participants' frequent critical comments
make‘clear, nothing seems to stop us from criticizing!'{As

Joyce and Clift (1984) remark, "the field is not just

surrounded by critics, it is inhabited by them." (p.5)

Perhaps criticizing what is enables us.to "

R
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imagine what ought to be. Our frequent calls.gor change
are, in a sensé, our way of reminding ourselves an? others of
just what our hopes or ultimate goals are, of just-why we
strive to be generative. In this wg.are often radical
dreamers, filled with the hope and"images of wonderful
possibilities. Is it too easy to feel we have done our job
merely by keeping a drea$¢;11ve?' Or is that in a sense our
‘mission? Is it the power of our dreams rather than the
example of our action that we wish to pass on to future
vgenerationsvof teachers? Perhaps it is impossible to do one
without the other; for as we saw in Ilana, Michael, énd
Serena's stories, it is only through action that we can truly

communicate the power of our dreams. We find meaning in our

lives througn :tne'active pursuit of our dreams, in making the

imagined real. The essence of ,g#+generativity does not lie
a!

in a false dichotomy between "

::Bry (dreams, hopes) and

practice, but rather in how we live.

In comparing "dreaming" (theorizing) with action
(practice), Josee made some interesting comments:

B

You don't learn anything unless you go out and try
it. Otherwise you live only in a world of dreams. I
‘think you've got to have...a harmony...between being a
dreamer and being a person who does .... I think that
action in a real life situation, when you really :
understand a life sitdyation, when you really work and
care about it, becomés very painful...I think pain makes
you sit at attention....We misunderstand this whole
thing about pain in learning. I think reality or life
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as we lead it is very violent. I see idealism or theory
as being more soft, more easy to live because when you
idealize something, when you dream about something, it
 geems always possible. You never fail, you never fall
~ on your nose... It is action that is often painful...
but you learn from it. (iJ-IT11-1) !

Perhaps it“i; our fear of pain or our lack of
understanding of pain that prevents us at times from more

vigourously and actively realizing our dreams.

s

’ ;):l’j °

None of the participants believes that he or she
reaches every student or that he or she has had major impact

on the schools. But that does not stop them from striving to

A

make a difference. Ted, for example, pthit'this way:

.I'd like to speed up the process of change, but I
think realistically it takes time....Rome wasn 't built
in a day and education is not going to change
significantly in a day either, in fact I would  even
suggest that...in.terms, of some of the significant
things I am hoping for, there won"t any changes. for"

another HKundred years....You can- change the furniture
around but it dogsn t do anything for the
house....You'll Fi gd, for example, that all of the
vmagaz1nes are ful 0f llttle innova iwémways of getting
kids to remember ette‘ jod somegplﬁﬁ butmare still not
h1tt1ng the malﬁ_q'est‘ whin. dﬁfhtlmn.ﬁWﬁit 1wat all
53 SRR ;§$'¢” . o N

i ety

special that mu?t

next t1m.e. As ?th

face more trulﬁﬂ;mé
¥ st ";.: ¥
we begin to plqce« dur’ hppes w1th1n @n approprlate hlstorlcal

4 Y *!




153
‘ .

and ﬁolitical context, realizing that we must sometimes
invest our hope and action in smaller steps or in different
things. More secure in our professional confirmation, we may
fear the pain of action a little less and accepf our human

limitations a little more.. Perhaps it is énough to do what

one can ,do. Bqt if our commitment is to remain strong,
there must be enough in our doing to maintain the hope on
which our commitment is based. In seeking Qhat we can do} we
must theréfore'continue to ask what we ought to do. We are
néver finished with dialectics.

Returning to the question that heads this
section, perhaps we can answer that teacher educators are
radical and consegvéti?é. We are radical in the changes we
seek, in our hope to fulfill our pedagqgidél greéms, to make

a difference. Bbt/wk are also consery, ive: hoping to pass

o3
Mg to preserve that

L

on the best of”wﬁqt,uas'and what is; h
{ .
PR 'gyich we sée has within it _a potential for a future good. It

. . + .
* is thus in our hope that we are both radical and

conservative:

Might we not say that hope always implies the
superlogical connection between a return and something
completely new? Following from this it is to be
wondered whether preservation or restoration, on the
one hand, and revolution or renewal on the other, are
not the two movements, the two abstractly dissociated
aspects of one and the same unity, which dwells in hope
and is beyond the reach of all our faculties of —

reasoning or of conceptual formulation. This 3
/ f
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asplratlon can be approx1mate1y expressed in the -simple
. but contradictory words: as before; but d1fferent1y

and.better that before . Here we...come once again

upon thel theme: of llberation, for it is never a simple

return td the status quo, 3 51mple return to our belng,.

it is that and much more, and even the contrary of

that: an undreamed-of- promotion, a transfiguratlon.

(Marcel 1978 p.67)

Marcel s comments speak eloquently to Kotre 's work on

generat1v1ty, de@penlng our understandlng of our generatlve

. striving, openlng the p0531b111ty of generat1v1ty as

‘ri

:transformatlon or 11beration. ' R o

»\IV. Children,and-our Pedagogical Hope

’ " . . N “v

In Josee s story of the play she directed w1th
ch11dren and in Rachel ‘8 sto;q of "Brown Bear, Brown Bear ’wev
vgllmpsed the power of our lives with children to redeem and
renew our 11ves as’ teacher educators. Many of the: |

part1c1pants eXpressed the need to be w1th chlldren, the need

4

to. be remlnded once more of" the focus of our ch11d1ess @%

E
, K

'nnivers1ty'act1v1ty.

- Ted: I find that sometimes when I ‘become _ :
disenchanted...with teacher education, going back and
,working with ‘kids restores!my faith....There's
something about children, their innocence and yet
there's a certain survivability sort of th1ng about a.-
lot of kids that... does me some good I'm not
saying ‘all kids are wonderful and I'm not romantlc
about kids....Often when I get dlscouraged it's
'because people...say our ideas are idealistic or. they
don't work, or they won 't 'work, or who's got time for
.them, . or what ever the reasons they give, -Now, I =
find thax when you go and .try some of these thlngs,
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“ that they do work. That you can give children

cMecposibility. So I find that kids restore in me
@ne faith in what we're trying to doi... they're a
Breath of fresh air sometimes. (iT-I-35,37,38)

-

Serena: Basically, I hope fo heip people WErk more

¥,

-

effectively with young children.: I think it's really
my feeling toward young children and children in
school., (The??'are such precious things.and
are...curious and so alive and so full of wonderment.
And I guess it saddens me to see them get turned off
sometimes at ‘school....And so, really, what I'm
trging (to do)...is to make it better for little kids
in school so that they don't lose this fascination.
It used to be there naturally, you know, (iS-II-1)

Ilana: ‘When I visit the schools to supervise student

“teachers, I realize how' much I miss teaching
children. . They can be so spontaneous...enthusiastic,
and generous of themselves. It's 'so wonderful, just

watching them, I.learn so much .... but I hate to see

what happens to them in so many classrooms, to see
their autonomy, their curiesity, and their creativity
‘squelched without .mercy....I realize they can and do
survive-a lot...but somehow it makes my work at the
university seem more important than ever. We must

and_can make thidgs better for children. Children

give me hope; working with future teachers does
too... sometimes I lose sight of that in the day to
day scramble of committee meetings etc.(iI-II-3)

‘How «similar is the way the participants speak of

children, the sqhools,~ahd,the‘purpose.of their own work!

How important the well-being of children seems .to the

a
P

"of professional mission, Josee and Serina use the expression

"go alive" to describe children; Iléna and Ted are gratéfulvum._

| vfor.children's'"survivabiliﬁj".' Marcel (1978) asks if ﬁI-

place my hope in you"‘is:not really the most authentic form

;of UI{hope". We seem at times to identify'dhildren with lifé>

. q

i 3

N

I ,ﬁtée1f,”pr,at'1east, with all that is hdpeful in codtihm&ngv

r

~

ir sense’. -
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léfe. ﬂhroughout the 1nterv1ews theve echdes a pedagogical

hope for the future of children and a deep commitment to

'

making that future pos31b1e. This hope is rooted in our
lived experience of children. Ilana's reading of the'poem,
Rachel's observation of a student teacher, and.Josee's direct

work with chlldren are all examples of those spec1a1 moments

(=}

when we suddenly remember, when we understandoagain why we .

became teachers in the first place., We remember the faith we
have 1in children to become, Wefremember the-fo;'of_;eaching‘
and of helping or seeing children 1earn. .The‘curfosit;, the'
"natural desire of children to learn, calls to the pedagogue

din us. Through being w1th children, through our efforts to

know who they are and who-they can‘be, we see p0531b111tfes
of a pedagogical relationship w1th ch;ldren that inspire us,
1nv1t1ng or reconflrming our commitment ‘to indirectly touch
their 1iyes»through working'w1th teachers. C

o . Ty

fsdmét{més it is,the~horror we‘feel at what is

> . ‘,‘..

that fuels our commitment to What ought to be; sometimes it

is the delightqin what is- that gives 1mpetus to our .

commltment to preserve what is. We w1sh to conser@e that -

whicw is faithful to our dreams and to change tha; which is
ot.L In authentically being with children, we sometimes

remember what it 1sNthat we wish schools could be and what it

is wexhave to offer our own education students.v Through the
l .
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‘potential we see in
_pedagogical beiiefs
calling and we come

and uhat it 1s that

]

teacher educators geems much clearer. ' : : "

»

"

children, our hope surges and our

grow stronger. “We are confirmed in our

to know Just why we wish to be generati&e

we wish.td'pass on., Our commltment to k‘

¥

k)

teacher educatxon is renewed and the meaning of our lives as ; *



CHAPTER SIX ‘OUR LIVES'AS'PROFESSORS OF EDUCATlON
;

Hletotlcally, at least, being a teacher educator and
being‘a university professor are not exactly the same thing;
for the most part, teacher. education has only recently moved
into unlvers1ty faculties of educatlon. Although the
participants speak‘of belng a teacher educator and being a
un1ver51ty professor as much the same thlng, they also reveal
some amblvalence and difficulties that seem to relatewto
living the two titles at once. This chapter reveals this
dimension of our llyes as oroblematlc, amplifying some of the
undertones_of the stories and interviews,\and Questioning
‘many aspects of our lited eXperience as professors of

education,

| P
«
I. Teacher Educator as Prgfessor

A.. The Offer: The Initial Challenge

‘When I asked the participants to tell me how'they,had_g
EUC
become teacher educators, they all talked about becomlng '

un1ver31ty professors, that was what seems to have left an

Y 2
e X

indelible impression.

158
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Ilana: To my surprlse, and I think also 1nytially to my
consternation, the university offered sme’&.full-time
position. I didn't know what to do. I had ‘really
decided to work only part-time, but hera waz this
unexpected job offer that was just too &xci ing to pass
up....the challenge of something new, of teaching at the"
university level, the chance to work in the stlmulatlng
environment of a university. I guess I grso felt kind
of flattered by the offer and yet annoye®.at the same
time, because I knew it would be hard to turn’
down,(iI-I-5)

Serena: Maybe I thought it was kind of an honor to be asked
to teach at the university.... It wasn 't the salary, I
can tell you. (iS-I-11,12,13).

Michael: I was offered the opportunlty to teach [at the
university]....I was excited. I'd never dreamed of
teaching university. I guess :I viewed the university as
being a really select environment. I thought of the
people who taught there and who had taught me and I
couldn't have anyway put myself in their league. When
the opportunity did come, it was just unbelievable. I
can remember telling one of my principals. I was so
excited about this [offer] and I thought he would be
too, but he was quite negative about it and discouraged .
me from taking it. Finally, I dec1ded I wanted to give
it a try anyway. (1M I-6,7)

For many‘of:us}<becoming a university-based
teacher educator is the unexpetted; the qnintended, even the
seemingly ihpoésibleg The offer of a position as professor of
education“often catches us.by surprise, revealihg that few of
us initiélly look upon ourselves aé‘possible professors., |
ACCépting thé offer may be experienced by some people as g

casual matter of trying something out, as taking the only

YR

available option, as choosing the ecbnomically or socially

expedient, or as making the obvidus next move in a career.
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But why, when the offer comes, ig it so often experignced as

something exciting, as an "honour"? Does it not at some
P .

K

level awaken unnamed yeérnings) offering us a glimpse of that
which, as Michael suggests, wé hAVe seldom_dared.to dream we
could be? An offer is fhe future interrupting‘puf present‘
with a.viéién, theverlhazy; of who we might be or what we
‘might do. A?§ at ohce;vit makes,the'seem;pg1Y'impossiblé
perhaps possibxe; To those of us who acéept’tﬁé‘ofﬁer,‘it is

often like answering -a call that is only vaguely uderstood

—

but whose importance to our lives is somehow felt.
oL . .

\\ -

~.

ﬁr accepéidg a positiéﬁ that éfficially labels.
us "professor of e ucationf) we are invited to seek a |
persdnal'meaning.witg}g\fhat title. Thaﬁ meaning hay
initially have more to da\with the idea, éhallenge, or honour
of becomihg a ‘university professor ‘than with a well—défined

sense of mission or-deep sense of what' it means to be a
' o)

teachfr educator: -

o

Michael: When you're offered the job you say to yourself,
"Well, what is it that I have to offer?" Part of it ‘is
to try to fiit yourself into that image [university
professor] and most of us, I suspect, can see ourselves
as. coming up short with regard to that. But then when.
.you ‘start to get into the trenches and try %o deliver

_yourself, then it is of significance ‘and import. You
really come down to what are the basic things in which
you believe. (iM-I-19) . . . -

¢ 1 guess my most bas'C”thnughtsgWerefoneSrrelated.;.to
what I thought a profeasor ought to be able to_ :
represent. I saw [ ] .as Some one who is:

i
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- reallly knowledgable, experienced, expert. I can
— remember myself thinking of some of the professors who
had taught me as the most learned and. articulate people.
that I've ever encountered. I was really in awe of them
as a student and even as a colleague initially.,..being
a part of the [university] environment was basic to my
- . concept of teacher educator. Being in that
environment,..required somefody who has studied a great
: - -deal and knew a lot about teaching, about education,
J - about children, about society, and who on the basis of
that knowledge could help . prepare somebody to go out and
perform successfully in the classroom. It was never the
how-to~-do-it kind of thing. (iM-I-16,17) o

~Serena: I found it quite frustrating when I first started at
" the university. I went in and lectured for fifty minutes
~and then left and didn't really interact a lot with
students. And that seemed to be characteristic of a lot
of university courses at that time....I was initially
preoccupied with living up to this image of what I
- thought a professor was...you know, even in acting and
¢ looking like a professor... but all that has changed.
The more I found myself interacting with students and
sharing ideas with them, and getting them to think about -
ideas,...the more I found it much more exciting and
~interesting to work in that area [teacher education]. -
- (iS-I-7,8) - ' ' '

Ilana: I remember feeling proud and scared all at once. I
‘ - really couldn't see myself as a professor; I thought I
looked too young and I didn't see myself as erudite....
I remember going out and buying a new briefcase and also
spending a fortune on books, thinking that now I could
indulge myself in these things that I had wanted for a
long time but hadn't been able to justify spending the
money on...IAaISO recall working like a slave until two
or three in".the morning to prepare my first lectures., I
felt I reﬁ}f& had to impress my students with my .
knowledge4,%d had to have something to offer them, and I
- really had better be very well organized... I had to be
~up to.the challenge...of course my concept of professor
of education has turned around almost. 360 degrees since
those days. (iI-I-9,10)

e We can sense the‘unease and uncertainty that the
participants first experienced in'struggling to come to terms
with this new title, "professor of education". ‘We hear the vague

f
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yet persistent challenge they issue to themselves to "measure .

up". Maurice Friedman (1983) provides some thoughtful

» .
reflections concerning our initial search for meaning within qyr'

new professional titles:

Each one of us must risk himself to establish himself
as the person that he or she is and risk failure in so
doing. Paradoxically, this means that while the "calling"” in
its original meaning is an answer to a call, we have to take
the first step ourselves and assert that we are called’
before  the call comes. Each of us, no matter how thorough

" our training, experiences a moment of uneasy tension between
our personal and professional self when we first step
forward as a "doctor", a "minister", a "teacher", a
"lawyer", or even a "husband", a "wife", a "father", or a
"mother". At this moment the question "What am I doing
taking on this role?" may well produce an invisibke inner
panic that has nothing to do with competence or | '
"self-confidence". This is the sense of incongruity that
comes when one part of ourselves' is consciously "role-
playing" while another part looks on and asks whether we
can, in all good faith, identify ourselves with this role.
If we can make this venture "stick", then we shall be
confirmed by others in our "calling" and soon will come to.

~identify ourselves so much with our social role that our

'self-image will be unthinkable without it. (p.57)

In the beginning,. it appearé that the identity that.
initiallyAclaims ué as we claim it is‘that of univeréity
profeésof.‘ For many df us, it is only after gealing with the.
'Pamer"proféssor" that we can é%ﬁ;:oég-attenfion to our”identity.:.
és "teacher educatbr". For thosgﬁof us who'hegan.as'teacher

educators outSide of faculties of educétion, however, the

experience might be-quite different.

9 . ' :
. We¢§%&§l continue our exploration of some of the

pec

o
5 T
%

- ¥
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i
ambivalence and tensions we can experience between our role as

teacher educators and our role as professors, by uncovering some

of our views towards research.

B} Formal Research: A Selfish Waste of Time? -

The overwhelming demand on our time that is.made by
the complexity of university 1ife forces teacher educators to
set priorities. The interviews suggest that teaching and
other pedagogical concerns are thp'most important aspects of’
our professional identity as teacher educators, that teaching
rather than formal research determines the way we set our
priorities‘in liVed time, Although, as in other disciplines,
the proper or Mofficial"™ view of the profesor's role in
education holds formal research as vital and central to .our
‘purpose, the pervadlng unspoken attitude among many
‘professors of education is quite different. Indeed, if

research" refers only to that act1v1ty ‘which leads to formal
ubllcatlons, then it sometimes. seems to be (secretly)
considered as selfish, -something done by those who are ‘more
interested in advancing up a career ladder than in truly
learnlng themselves or in truly educating their students.
‘Serenar

Rl

- I have really wanted to write an article this term....
but I haven't managed to do that. It's not that I
don't feel it's important, but rather that it's more



"for me" than for anyone else.... Teaching remains my
priority....I feel better if 1 am d01ng things that are
helping my students....If I said I'm going to teach
this course or I'm going to meet with these students to
talk about the program, then I feel a real
responsibility to be there... and if I'm going to do
it, I want to do it well, The writing seems more of a
personal thing....if I don't get the article done, I
mean who's 301ng to pay for that. except me, because.
then it won't be on my resum&? It's not doing me any
good if I don't write it, ‘but¥hen it's not doing
anyone except myself harm. (iS-II1I-12, 13, 14)

Ilana:

Although no one will admit it around here,'you get

dirty looks if you take too much time to do a research ~

project or stay at home to write articles. It's //
considered selfish, time away from course preparatlon
and from the students, teachers, and programs that’
really need us.... We all know that only a very Tfew
people will read the esoteric stuff we manage
published in those expensive, small-circula
journals....If we were really interested j}
expanding our knowledge, perhaps we'd d
and inservice or write for the less p
more widely read magazines. We'd be fliore involved in
politics and government committees or we'd read more.
We'd give seminars to our colleagues (they never read
our articles) and organize digcussion forums. Surely
these are just as 1mportant.ways¢¢o truly meet our
obligation to disseminate and advance knowledge.... But
of course, it doesn't count for much in the eyes of our
university colleagues in other departments and
faculties, So officially we say formal research is
important, but actually, we are sometimes resentful or
jealous of colleagues who find the time to do it. I
feel quite frustrated by this because I 1like doing
research; it's hard to find a balance. Everytime I

sharing . and
more workshops
stigious but

schedule a half-day for wrltlng, something urgent comes

up and I feel guilty if I don't re-schedule the
research to make room for whatever the emergency is.
How do you say "No, I am working on an article" to a-
student who asks for help, or to the Chairman who
convenes an emergency meeting, or to a colleagues who
needs to discuss something important and has no other
free time? There is too much to be done by too few.
(i1-I1-12, 13) u :

1?\4
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Many of ﬁhe participanﬁs suggest that although
formal résearch and publishing are potentially valuéble, they
are neither necessary nor sufficient to the being of teacher
educator. Ratherylthey seem to be perceived more as a part
of the role of professor. The participants‘ view of research

and its relationship to” publishing has been expressed in the

1iteraturé by Mooney (1975):

A man doesn't have to publish to do research; he can
communicate the shape of his experience in a lot of
ways, and often the best way is right on the job with

those with whom he associates daily. Publication may
help to put one in touch with a wider range of people
who are interested in sharing in the way one likes to
share; it is helpful to have that company, but it is
not the measure of whether or not a person is doing
research.(p.200)

Instead of viewing research as something that must be formal
and thét must‘lead to publication, most‘of the participants
view research as a lived process of systematic observation
and reflection, a¥most-synonymou$ with 1éarning and teaching.

Josee, for example, speaks of her university teaching .as "my

research”. If one views them both as systematic learning or
discovery, research and teaching can be said to overlap.
Most of the participants' support such a view, calling into

question the conventional dichotomy between "teaching" and

"research"” seen by the university community.

For Michael, however, 8s for some professors of

&
L,
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; N _
~education, part of bur\higheftndutr

and to share our 1earn1ng wlthln the communlty of

L]

‘essential to their being. Many are curious, thoughtful

ecisely to do forméf
Tl ‘ﬁ* .
research, to "advance the frontiqrs o't knowledge publicly,

Y « ,,a;,é \ .

. by
¥ B3

researchers. I have already réﬁgﬁﬁﬁ@%whow Mthhaé*wfelt that
‘» » g ol
something was mlssing in she or1g£?al collection of stories
N

about our lives as, teacher e&ucators because there was no

4

story dealing with formal research or with preparing a paper
for presentation. But the very fact that formal research
activity did not emerge in the original stories is perhaps if

itself indicative of what being a teacher educator does not

mean to most of the particiipants.

However, it does not seem to be a matter of teaching

versus all forms of research. It does not really boil down

to those who do research versus those who don't. Most .

2

teacher educators would affirm that active inquiry 1is S it

PeniPet

thinkers who do share their discoveries in some way. Where- *

’ S ‘ : < S T
we may differ from each ,other seems to be in the way we cope
o, .

e . L !

with the shifting tensions of our dual commitment to,teaehingg

¥

and to our own learning. Where we may differ from one Y

vy

another is in our view of how we ought to learn, what to do'.

about what we learn, what to call research, and how to-shére Lo E

our new understanding. Having just heard Ilana's derogatory

&

evaluation of journal publications, for example, we can

¥
L
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imagine ﬂ&w easily heated discussions could be provoked in |
staff lounges (between Ilana and Michael, for example),

ﬂ'turning research into an issue bringing values into conflict.

-

-
4

The participants thus exbosetyhe dilemma faced by all
cultures when ébhfronting the difference betwegn the "smart"
and the "proper"/in different'segments of the society. There
is once more a suggestion of ambivalence and tension within

&gbe role of proféssor of education. University-based teacher
educatofs interested in career advancement must publish a lot
("smart" and "proper" in the eyes of most of the university
community) but in so doing, they may risk, as Ilana and
Serena suggest, the unspoken censure of many of their

education colleagues (among whom formal research is often

"proper" but not "smart"). Education professors like Michael

H

who,want to publish because it is a natural extension
their learning, a challenge to be fnet, may also risk beiypng
thought "seif}sh", 1acking:hk!2mmithnt to their studengs,
by their colleagues (yet "sm;EEﬁ by the res£ of the

university community),

The priority many of us give to teaching over -

research is perhaps a reflection of the unspoken ethos of

e

"setvice" to our students that geemsg@o be firmly ingrained



o 1n so many teacher educators, espec1ally in women. This

AN

’reflect thelr h1st6r1ca11y stronger commltmentﬁgo teachlng,‘

168

“

f
ethos 1s perhaps a natural herltage from the hlstorlcal

1
'interpretat1on of the calllng of "teacher" Commltment to
service ‘seems more ea31ly v01ced by my female colleagues, .

although as we saw with both Mlchael and Ted, this

commltment is: by no means 11m1ted to women.j In addltlon to .

many other soc1a1 and polltlcal factors, such as ‘how power is

sha;ed and how 1t is w1the1d in our soc1ety, ‘the scarc1ty of

-
female professors 1n the h1gher ranks of the unlver31ty mlght

h

to nurturing and carlng, and to other pedagoglcal concerns s

‘rather than to career advancement. Perhaps, agaln for .

reasons 1ngra1ned in our culture and . hlstory, some“of their""r'
B s . -
male counterparts have less d1f£1culty or m1sg1v1ngs in

5

dlstanC1ng themselves from the1r students, less dlfflculty #ﬁ%quy

and re51stance in- saying "No and less d1ff1culty flndlng kY

conf1rmat10ﬁ and acceptance 1n the polltlcs and scholarly

o

act1v1t1es of unlverslty 11fe. ;,; . _ L e Y
: Y SO IR Sl
. qf—*\ y U . 3 : : /f ""Hv‘, o ; . . .
. D - P E K PR /{ X . N T
Lt e : . ' ’;/ P e [N SEP i

»,:g, v
Most of the partic1pants sSeem to feel that for all
‘ - I3
thf rhetorlc to the contrary, the unlver81ty communlty does

t

not yeﬁ seem to~va1ue, as much as formal research the klnds B

of. 1nforma1 research and serv1ce commitments made by many

Gteacher educato s.‘ As I have already Suggested educatlon

professorslwho“ main true to the ethos of service by

. -
A



"of university life that‘are percelved as undermining.or_
R contradictimgfﬁtat_whdchfseéms es%ential.ko'ourfcalliﬁg%asi'

‘teacher educatdrs.

“spending most of - the1r tlme on matters af pedagogy whlle

'neglectlng formal research (espec1ally publlcatlon) risk

censure. by the rest of the un1ver31ty communlty. They s&ﬁm

able to take this rlsk repeatedly, however, perhaps because
v d

in so doing they f1nd confirmat1on in the eyes of the1r

students and close colleagues and in thelr pwn eyes. Perhaps
o L L
teacher‘educators; ulda¥ant to devote more t1me to formal

- K3 ,.,

£ :
research if they cﬂdf t% see 1t as another form of "service"

f they came.to see it as, central to be1ng @ teacher' -

‘edUCator. If personal experlence reveals formal research as‘

3

, meanlngful in the long run to students and to the: educatlonal

¢

~commun1ty, 1f aur 1mmed1ate colleagues conf1rm us as

researchers, and if structural changes in the workplace could

”enable ‘us to take time for research wlthoﬁt having to feel

that gﬁ ‘are neglect1ﬂ§ 6r Shortchanging our. students (1n

other words, without hav1ng to abandon the service ethos?ﬁﬁ

then, and perhaps only then, teacﬁér educators would increase

thelr formal research act1v1t1es.‘ A passive.resistance to

3 ¢ . & -
d01ng a lot of formal research is perhaps ‘one manffestatlon

of the educatlon professorlate s criticism of those aspects

,

e

.
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"professor of edncation" and "teacher‘educator"‘are not
always synonymous. A8 university-based teacher educators, we
are called to come to terms w1th both tltles, carv1ng out an
.ex1stence that permlts us to feel at homealn both, |
concentratlng on-thosg’ areas where the two modes of belng
c01nc1de. As we.saw in the previous chapter, belng a teacher
educator seems to involve 11v1ng within the shifting tensions
.of our dual comnltment to our students and tofthe growth of

our own understanding (culture).

]
o

3

C. zhe FEducation Professoriate: leferent from Other

g 0 L e ‘ : Un1ver81ty Professors7

E At -a woréghop I attended-many years ag0'on 1mprov1ng
un1ver31ty teaching, several’ professors from other faculties

flrmly declared that their teachlng respon31b111ty is-limit®ed -+

{ . ] . *

to lecturing. "It is up to th students to 1earn, they said,
v"they can take or 1eave whatever we- present There were
many comments suggesting that the’'relationship between their

lectures and a student's learning or desire to learn is-of

little importance'or‘concern. The focus in teaching’was on

the content, not very much on the learner. The 1mage of
teaching that dom%’qted the dlscus!ion wasg one of "dellverlng »

" a product While some- people there we*e concerned w1th the{_eﬁw
"marketingy'of the product and with maklng it palatable to .
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o . ‘ o ’ : —
the studeﬁ;,“few expressed the kinds of copcerns that 80
o
preoccupy the part1c1pants in my study, few emph351zed the .
prOCess of teaching or the people they were teachlng, few

seemed to v1ew the knower as related to the known.

The partiqipants in this study expressed
dlssatlsfactlon with the" formal 1ecture style usually
assoc1ated with unlver51ty teachlng angiall of them had
experlmented with 1nformal styles that sallc1t thelr

_ students' ‘active tholvement.
1 . - L
’ “ 'CW

Serena' "I can't con51der teachlng without con31der1ng
learndng, because why teach if the people you're
teaching aren't learning someth1ng7... I prefer an
interactive model to a lecture model... because the
more you 1nteract with the people you're working with,
the better idea you really have of whether or not they

. are 1earn1ng.... Tests-are no replacement for

interactlon (iS-1IV-7 8)
.o . N ‘*« . .
i) Ilana' I now think ﬁhat i many C1rcumstances, formel
. ’lectures are an irresponsible way of teaching at the -
university; or rather, of avoiding teaching. (iI- I« 10)

The other participants, too, expressed similar views,

echoing the,words of Phenix 1964) who writes'
A = Before the 1nvention of the prlntlng press and Y
other ‘devices for making symbolic. materlals available 3

Q* ther ere economic and technical reasons for the.
tradi.onal lecture-hall. But not now. I cannot ‘in

good ®onscience merely, lecture to' my classes and expect.
them to ¥opy or annotate what I say. If I simply want
'to transmit ideas to them,. I’ should wrlte out’ what: I

have to say. and let them read it, or make a tape
available to them if they want 1t del1ven
orally (p 23) ﬁg
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Thus although to some professors, faculties,
and admlnlstrators, lecturing may seem central to unlversity
teachlng, it does not seem essent1a1 to belng a teacher
educator; in fact, at times_lt might even be an example of
what teacher educatlon is not. Once again we glimpse.the

v

p0351billty of conflict between certaln aspects of the role

of professor and what it truly means to be a teacher

o

~educator. Perhaps, however, it is not truly belng a

Jﬁgfessor that poses a problem, but rather our perceptlons of
how that role is too often llvgd Ag Palmer (1983) wrltes
"The true professor is not one who cont&ols facts and

theories and technlﬁﬁés. ‘The true professor 1s ‘one who
@ )

'af irms", (p 13) In keeplng w1th the orlglnal intent of the

v

¥ ~ . N
tltle, perhaps a professor, like a teacl‘rer edtrcator, 1s$ *

I &
N

&

ought to be—ﬁﬁ teacgfr. o

. 'Y B - y " . R
N T N [ . . T
¥ . . . e gi,‘ :&“g - ;, . B

7 S
’ . =

Of course, not alL professors of.educatlon are

deeply concerned about thelr stéden;s, nor arenall oth%y\

a

» a

&univer51dy professors dlslnterest@d 1n thelr stuéents

1ea;n1ng. Perhaps there are some profesbors from other
£ X + P
, & ¥ g L0

faculties who devote more care and thought £ thelr teachlng

than do some professorsﬁof educatlon.' Theré may stlli‘ LE

however, be general d1fferen}es in the way we percelve and
¢ Ve
live our roles as professor, differences that I have’ alreadyf

suggested relate to Whag it,means’tgftruly be a.teacher

‘., : ko

at

e

<0

I

'
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ot

edutator. -One way in which teacher educators may differ from

other university professors lles in the central part that

‘teaching plays as the obJect of our academic dlSCipllne and

courses. Another way, as ve have seen in. Mlchael s stOry for
example, lies in the way we further our learning through our

university teaching,»perhaps making it a more important part

7 A

of our 1nformal research than do most. Furthermore, there’

ifferences of viewpoint in considerlng what

hing, learning, and reseaf%%«wught ;p be.

Fin AR TRNE F‘fentral importance of teaching to our 1dent1tyh

as’ profeSSOrs mdy also dlstinguish the educatlon

»

professorlate from many other university colleagues. ™n fﬁﬁ%’

“sense, we are perhapsfmore often faithful to the original ’

‘.‘ ' . ‘0

_ meaning of "professor". e s S

II. The Time of ‘our Lives as Professors of»Education’

9t

a%) .

- .

i

Perhaps [time] is so close to us that we cannot see it.
As the late Professor Quillen often’. reflecte} "If fish %
were social scientists, \the last thing they would '
discover would be water4" .That which is theyclosest is
the ‘farthest away, and ‘nothing ig closer to us than
time: in fact, man ig time. (Troutner: 1974 Do 159)\

' . ' ' ’ .‘/'

: ‘ . < ‘ ,
Woven almost invisibly throughout the fﬁterviews_is_a

quietly persistent concern for time and a sense of tlme as

-

both problematic and pervasive to our experience. Because

Ve

our experience of time is so d&ften invisible (Merleau Ponty

»1962) or taken for granted reflecting on how‘

33 . .
‘ . e " Lkl

w live time r
Q ! .

v

IS S



might throw a critical 3 t on our experience as teacher
. . 4 ' ’ s ! “ :

edncatorsﬁﬁv revealing some of the ways that the culturally
{ i du

embedded experlence of time colours and shapes our” 11ves. In
‘i o v,

examlning excerpts from some of the interv1ews, we shall see.
, how we. speak of timeQ{how we interpret t1me '%ow ambivalent

.....

"~ we are about it, and\the chalbenge it pneséa%s to us.“

S, ¢ 2

A. Time and the'guantificatd

Ted: If° I stopped and thought about [the ligh o f all t’ﬁ% :
s+ . things I have to do}, sit would dr1ve me > nuts. I try to

<

g~ pick it off a bit at a time. It's funny this term,,I m
‘ actually teaching one course less - than last term and yet
I seem to be busier (iT-IV-1)., '

r.,, E

@€na' It is very easy for work to become one's total
 life,... ‘My husband tells me that I used to work over

2 ' here until midnight sometimes and he wondered if he had

married a real person .or just a figment of his

imagi ion. It took me a little while to get it all
sorte%t, toos I haven t gotten ‘it quite perfect.
(iS-I1 9) '

- ‘ The participants struck me. as such busy~peoﬂie.
Nowhere did I see. the 1mage of a&‘x w ﬁdﬁ&lr, enjoylng
‘a loosely struwtured day of work that cou ead where 1@ .

/ might, A brief glance through my own. app01ntment book

-

aF reveals that'I who am 8o astounded By'thybverwhelming
'-act1v1ty or busy ness of my colleaguesuqlijust as occup1edv

'lining up appointments back to back, cuttlng up my- life 1nto

‘little blocks of time tha% are q@refully planned and ordered |
§
to accomplish many specffic things.h I derive such’

PV J_satisfaqﬁ&on from crossing things of f my list, quanti@ying 80

AR, 5 u
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_ .others that we gimply want to de, a
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" simply m; iived experience. But what dismay I sometimes feel
when I‘can not find an appropriate time slot for the many new

things‘l'want‘to write into my little book, even as I cross
oné‘iggp,off. ‘szen, I then do what perhaps many of us do: I
. P T . ’ B X .

‘use up theulittlev51ots,tﬁat were initially reserved-for#time

.~ with family or time for exercise or other interests and
éommitméngs, or er'swstép?nce. The participants spoke with

. grustfa£ioﬁ‘of.£%@e as a éonstraint on action,.a 1imiting
fac;;:'gn the amoﬁnt of workffhey could accomplifh.. There

are S0 mépy things we feel we have to do, and so manyf

o Ey , '

s if we mﬁgt tdske all

RO SIS e~ S . T -
gt T @ g o :

x%, [N 1 )
seem so important ‘to.

of life. Why dbes the amouiit of wqrk
us? Ilana echoes the words and feelings of mahy of us whe&

she says: o ‘ : v y o

" ., s ‘ . ) v N ,M} :
"Tlafm: I could work 24 hours a day and still not accqmpliéﬁfn_

¥

phy ) kS e
half of the things that I think I should, be doing, thdm.gyﬁiﬂ

the schools think I should be doing, or that the LT
T 1ike to do ings well, but by the time I've dealt
with the routin® tasks of gettfnglstuff'to photocopying,
writing W[ a student %valuation.or «committee report, and
returning 'phone calls, discussing administrative-details"
T with a colleague who stops me in the hgll, and'gpen P
answering a student's question, there's just no time
left to get to the other thipgs I really would like to
do and have the luxugy of having time to do them well, I
can't possibly prepare four new courses, properly teach
'six courses, carry a heavy administrative load,
supervisevstqdents in the schools, conduct research,
write articles, do.community work, give workshops,
answer the phone and attend to routine'tasks, counsel
students;:atten¢'meetings,"gnd"have'time to think and
“read and eﬁplorefnewnareas’all’at once., VYet that seems
« . to be the expectation. in faculties of education. Our

university aQ:i:istration says that I should be doing e ?a;_?

i

%*

-

"’.'P, ‘.é
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load (esp cially our teaching 1oad) is very heavy. If
" the Dean tells me he wants something on his desk .
tomorrow, then I am the type of person who will drop -
~whatever eISe I am doing to take care of that. But then
somebody,else sends a memo also asking for something.
right away, and I find myself doing things others: want
me to do....Now, it's not that their requests aren 't
legitimate or important, it's st that I would like
some time for my own writing é§!’to prepare some really
fine course material. I alway8 thought that a
univeérsity professor...was someone who could sit in a
book lined office and think and write, at least one or + "
two days a week. Maybe in other faculties, but I'm '
- lucky if I can spend one day 4 year doing that. It's
not that I'm not an organized or effigient person. The
more you get done, the more there is, Ko, do., The only
way I can get aﬁg real work done is h@ Staying home to
work. But then people say you're not worklng and kid
you abaout. the 11fe of leisure you live! (iI- II 28) .
g@a-. ~

. -.g’f)"

G ' e
) 2

B. Whose Time? Whose Work?: Va%uing'Wo;ktime

IR
e

" We see how a long list of ﬁhaVe-to'e d1ctates and
ehapes Ilana's experience of time.z Many of the "have to s"
.are part of the instituﬁionalized eprucpure of our role'as
pfofessor, the dictetes'of an.increasingly
‘[productlon orlented management and teéhnical ethos; many

others are the "have to's" of our own ambitions and of our
4. . ’
professional integtions as educators. We are forever:finding

new thlngs we feel should be done. For some of us more than

‘gfor othe:s, the two klnds of‘"have to s." overlap.k But

[y B H ! : ) .
. i R = o
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s

a}wayé, they seem too many. I sensed in mahy of the
participants a yearning for a different way, of living time, ‘a
dream of doing mearningful thingé_very well without having to
sacrifice more‘time-thaﬁ there is,'a‘yearning to rid
ourselvés'df the ﬁundané‘rgutine,pééks of which we heard
Serena so ofteh'Speak_in her stories.

Ted: ;I think that if we really thought about a lot of the
stuff that keeps us busy, we wouldn't do it at all. A
lot of it is pretty routine. It takes time, though, and
we think it's important, .One of the things that has
been taking.a lot of my time this, week, for -example, 1is
that I mentioned to my second year students that in
order to get to know kids better, théy probably should,.
be volunteer aides in a school“ or should do something
with kids. It's ended up by my'méking,pﬁﬁhe calls to
schools to make the contacts for quité a number~gg N
students, when in actual fact they probably Could do if
just as well themselves. (iT-IV-1) S~ .

i

R
&

D ) ‘ . .
Ted makes an important point here: in our rush

to get things done pefHaps‘we dpqé@ take,'the time .to examine
e, . 4 gt e " - ’

'

. IR . ’ ) Qo .
their wortHsor value. Neither do we distinguish between

taking time, being giVen time, and simply having or being

-

‘J . . . )
time.//As‘Ilana's lament seems to suggest, if we wait for
time to be given to us, we may have to wait a lifetime,

> : . - ~_
- ljving our lives throwygh the strupture(gz-gvmeone else's

. .

*

plans for our time,'fur time no longer raally\dur own. It is
: . Q’ » J ; AN
difficult for some of usvto take time (which is in a sense

\mak&ng‘time).'bEvenfthougm we may be Ehe,ones who fill in the

_\Qictle agenda books, we might fin& (if -we had-ﬁhé time!) that

N 1 -
) 3
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we are not very wide awake to the possibilities of time, not
really at ?Pme in our own time, If we were more aware of
time. in the Heidéﬁgerian (1962) sense of pfimordial

A ‘ .

existential time, we could choose whether or not to freely

"give of our time rather than realizing after the fact that we

-

have either lost our time or have had it stolen. Truly

facing time forces us to choose, to be wide awake to -

ourselves and the world of which we are a part, and to know

what is important to us!‘ Among other things, this may often
mgaﬁ Iggting go of or at 1éast setting aside one dream in ,
order‘to inérease tﬂe poésibility of fulfilling another. But
dteams afe S0 very Aiffbcult to give up. It means facing our
1imi€gtions as ‘human beings and l%ving just one life at a

&

€ -

. & dam e,
. Taking time also means being willing to risk

confrontation if'fhemway“W@”ﬁiﬁhmtaﬁlivé‘buf time does not

"fit" external demands er expectations. Perhaps we are
sometimes reluctant to examine closely our actions and our

. ’ ' .
priorities, fearing that they may be quite different from
‘ N . T

those of our colleaghes or those of our institutions, We

»

~ , .

may mot wish to risk losiqg: the confirmution which is so

essential to our professionyl identity. )
. ~

Ted: It’;akes quite a bit of time, but if anyonenaéks for

help...l try to give it as good a shot as I possibly

i



can... Last Friday, . fpr example, I learnedtth?ough‘
student teacher that the cooperating teacher’ felt. shéa
had a problem. with a split three/four social studies
program, so L drove. out about thirty miles to take. Jher

some materials which T thought might help. her. I. don"t

mind doing that. If T don't have time, I'l1l tell them Ih.o

don't... but I think. 1t could become overwhelmlng..
(iT- I 31)

v

Helping studentawﬁnd teachers is often a very
/w’“
high priority for many teacher educators. Nearly a whole day
taken to go out to help a teacher who is not a uniwer51ty
g

student, ‘who has not even asked for help, mlght seem wasteful
"to some. Thls kind of living of time does not easily lend
itself ‘to an efficiency accountlng.' But how do we come to

allow ourselves to judge how others use their time without

understandlcg how they really 1ive-that time? It is Ted and-

. "% -~
the teacher and perhaps alsa the chlldren in that class who
',\‘b“ ES ! .-

really know the value. of Ted's lived time.

ot o
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C. Chosen 'i'imgi Controlled Time: Lived Priorities“

Serena: Every clasa is a deadline and I feel that I have to
be really well prepared. I have to have papers mdrked if
I said I'd have them back, no matter how long it takes me
to.mark them [e.g. staying up until four in the morning].
So those things then take priority over some of the other
things which are sort of my own personal deadlines
[writing articles, for examplel.... My own personal
agenda never gets tended to.... The longer I've been here
the more I've tome to say, "It's up to you. Don't let
those other things get in the way" .[for example}, I
feel it's important to spend time w th students 1if they '
have questions after class. So although iy clasgs
.technically comes to an end at 3:30 p. m.,ﬁnd that‘
exactly wHen OMT taculty council meeq;ngs~

,,,,,
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she feels a helpless frusti

180
guess I've come to sort things out, you don ¢ havg time
for everything or you 're in.a bad mess. "You have to drop’

some things... and I've decided I’ can't worry about them.
But sometimes I do worry, anyway. (iS III 11)

Y ~ s
“ . s
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#y

We senee‘Serena' truggléhwith ttme. On one hand

A at the lim%gq of time and at
not being able to attend‘t y of lhe things to which she‘
would like to attend %rgother, w'e°hear' a determined ‘
effort to take a more wé@f;e and Mealistic control of time,

consciously foregoing %ﬁgigs that aren "t as 1mportant to her

. in order to make more time for those thrngs that are a

priority. But we heard in her story about Laura how much she
yearns for the chance to do more thinking and research. We

see here, however, how her deep commitment to "my students"

- dictates the "have to's" she consciously chooses, preventing

"her from making an equally deep commitment to "my personal
p

%
agenda”". Is time the limiting culprit here° Or is it on an
. ! :
2xternallzed time that we prOJect our struggle with the
question of how we ought to live our llves° As we have

already. seen, the ethos of service can be xery strong, ®
/

_impelling some of us to forego actions that are "smart" in

terms d&f career advancement or self fulf111ment in order to
do what is "smart'" in terms of service to students. We can
imagine, for example, that Serena's decision to answer

students' questions rather than attend a faculty council will

inot earn her many career Brownie ‘points. Through how we live
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A

time, we can, see once more the potential for conflict between

k-5
g

our commitment as teacher educators and our commitment as

Cow

‘university{professors.

w g ) -

h

-

~ As we' saw in Rachel's story.and in a'discuseion of

Rotre's work on generativity, there are also'ﬁimes when it is

0

difficult to maintaln a balance between commitment to our
»

students and commitment to our search for deeper

“understanding. The way we live time reflects'eur struggle

with the shifting tensions”and meaning within our pe%agogical

—

mission. If we fare Lo ever possese our time, living in it

and flowing wi it-in!lead of swimming against it, each of

us must consgfously reflect on how we live time, and in so

S

vngfully renew or change the choices we make i a

-~

way that ta what time really can be into accdunt.

D. Controlling\Tlme' The Institutional: versus the
Personal :

g,

Throughout the interviews I heard many complaints

about "the system", about the technocratic ahd bureaucratic

Iy

demands of the university on our time.~ An occasional
sadness or hopelessness permeated some of the interviews.

. . ! ’ ’*\-
For the most part, however, despite the obstacles of

. fa ’ s

insthtutional life, the participants seemed hopeful of

&

somehow findlng at 1ei§t a little time for "my work": for the

.
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work they personally feel is the most\meaningful and
' ' ' iR {

important’to them.n There were also occasional flashes of

determined~defiance. "As soon/as,WQ turned our conversation

”away from un1ver51ty demands and scarcity of t1me to talk

\" 3 -~ -

instead of our intentions, experlences, and dreams, we came
alive and hope surged It was almost as if the participanks
felt that despite all the hlndrapces that are perceaved as

needlessly attached to the role of professor, the- univer31ty

remains.the best place to be a teacher educatot. Perhdaps we

\ .

think that if we' ignore the mindless and sometimes

\

undermining routines and demands, they will eventually
disappear._ Perhaps in part to avoid the pain of .
confrontation, we adopt, as it were, a strategy of silence

that permlts us to remain a part of the univer51ty communltyp

iPerhaps we look beyond the everyday aspects of university

.1life to the promise and’the‘pOSsibility'of what a university

[

can be, - As long as we are at the university, we can keep our
dfeams; there is always the promise of tomorrow. To leave

the university might mean to give up‘our.dreams,altogether.’

The picture I have just painted of grudging but

-nonetheless acquiescent compliance, even complicity, is of

5

course not the whole story. It is rather how the participants
sometimes live their lives. At other times, a strong

determination to find a way around “"the system" dominates.

P -
¥

¥
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Sometimes,wthere was even talk of changing "the‘system" of -
- speaking out and being heard, of coming up with ‘alternative
ways of Viewiné and‘ordering lived time as professors.

/

Ilana, for example, said that she was g01ng to start’ refusing
f’

, requedts to sit on committees or to fill out questionnalres,

or to ‘be secretary at meetings, and that she was g01ng to

stay 4t home one day a week to write no matter what any one

sa1d A former colleague of mine at another ‘university keeps-

-8

pushing for a different and more-flexible way,of giving

students credit, and for a more qualitative way‘of evaluating

r

student teachlng. Still»another professor 1 know keeps

v01c1ng his obJections to promotion practices that undervalue

/
those times he feels should be most valued. But publ1cl$v

speaking our defiance and frustration is one thing,Aaoting

E

further‘on‘it'is another,
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E. Time as Enemy and Tyrant : The\Personél and Social

4

Structuring of Time

¢ . ¢
During our fourth intervieﬁ, Josee gave me her stream
of conscipousness impressions of lived time during some

typically hectic days:‘ -

-~

Josee: [during class today], I "did have to give those
' papers back. I did have to give out papers fot the new
theme. I had to tell them where to go in the schools,

———

and I 'had to ‘talk about assignments. Those four
~things. And I felt as if I couldn't start [the new
topic] -of the adolescent, but I didn't dare not start
it.e (1J-IV-1)

Josee is pointing to the tyranny of the.
institut;onél clock that'seems to bring our classes-
brematurely to an end, qvoking for ﬁe thé image of Charlie
~Chaplin ttyipg to hang on to the hands of the clock in
"Modern Times". Events éo rarely unfold exactly as we plan
‘them;‘but we someﬁimeé have difficultyvaqcepﬁing that our
imaginations are dot up to the task of foreseeinglalmbst all,
Perhaﬁs like many of us, Josee doesn't "dare",diéobey her
- plan. She won't giVevin to the clock that contradicts her,

. i

although in another sense, that is precisely what she is

doing. : BN

Josee's comments evoke the self-imposed tyranny

s
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of the syllabus pb ourselves construct that seems to demand
we set out in a raée to cover the material in the time
allotted for our course. The "have to's" of an internalized-
sense of duty or responsibillty once again are loudly heard,
urging us to "fit" into one hour that which we fear simply
cannot fit; It is almost as lf in _planning our time, we
forget or ignore the tealities of time., In writing a
syllabus, it iSVSOmetimes as if we set out to include all our
1deals, all that wve feel is meanlngful and importgﬁt,
intendlng in one or two coutses to somehow fulflll all our
,pedagoglcal dreams, giv1ng our students everythlng we have to
give. But no- soonet is it written, than the idealistic
statement that avsyllabus usually is becomes presented to
both ourselves, ou: admihistrators, and our students not only
as probable,’ but as a minimum expectatlon. In the ensuihg
rﬁsh, we might "cover" our material rather than "dlscover it
in the meaningful way we may have originally envisioned. Oar
.syllabqs_can-becbme a commddity that we partel.buttihvstrict
measutes of limited time. When this eccurs, no theaght can
be. given to the students' tlie. In a race to beat the bell
that signals our time is up, we mlght rapidly talk our way
through the syllabus, comscientiously orchestrating thlrty
vsecond interchanges to involve our students, but secretly
panic=stricken as wve realize we might lose the race. And

yet, next time around, we may- once again try to fool

ourselves, saying, "Maybe this time, I can do this and this
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‘ !
and this and this all "in one course".

-

Thus, we often seem to live fhe présent
. o ) K o
anxiously trying to controg the future. In assuming that all
educational‘éctivities.mus be thoroughly planned, we "ignore »
the fullness of the eternal present for the sterility of the
known future" (Huebher:1975,p.220). We forget or choose not
to see the lessons of our present, (which as soon as we
reflect on it becomes our present past), and of our past
(which speaks to us in the present). ‘Rather than being. a
comfortable space 'in which to live because it is a very part
of us,, time becomes an external, objectified ,enemy‘td'bes
defeated, But making an enemy of time is in & sense, making
an enemy of ourselves:
Time is not a dimension in which we live....The-"~
very notion.of time arises out of [human] existence,
which is emergent....Human 1ife is not futuralj nor-is
it past, but, rather, a present made up of a past and
future brought into the @oment..;,The point is that
[the human being] is temporal; or if you. wish, :
historical.... human 1life 1is never fixed but is always

emergent as the past and future become horizons of a
present, (Heubner: 1975, p.244)

F. Time as Isolating, as Not.Ouré

" The participants cdmmented on how muéh they’
enjoyed talking to me about their‘wak, telling me fhat'the
hectic pace of their dailyvliQeS did not uéuallf afford many
'ﬂrsuch opportunities. Although we do interact within the

formalized structure of departmental and committee meetings,



187

this interaction is usuaily of a different kind. . Inétead of
fully exchanginé'ideas; instead of gharing our lived |
experience, questions; and doubts, we often remain'isolated
from Qur colleagues as we rush about doing what we "have to"
do; Serena, for example, said that most of her interaction-
is with the oﬁe or two colleagués with whom she works
closeiy; she has "no tipe"'for coliaborating or exchanging
ideas with her many other colleagues, although she w}étfully
imagineé that it would be very stimulating and useful to do
so, The isolation of teachers in schools is a well
documented phenoménon>(L§rpie: 1975; Copeland'&'Jahgbchian:
1985); thisrphendmenon seems at times to extend to faculties
‘of éducatibn as well. ‘What Lortie (1975) calls the "closed -
.door" mentality of the schools can pervade ﬁéhy university

departments as well.

The structural time constraints of our
institgtioﬁal lives seem to work against regular and
reﬁard;ng collegiailinterﬁ;tion. There seems to be little
oppo;tpnity for common "free time". Time may be experienced
almost as a prison, and in our isolation we may feel
powerless to affecf the sfructures we find so constraining.
Perhaps we ourselves sometimes‘encourage.and maintaingour.
isolation by keeping collegial interaction low on the crowded

list of priorities that claim our ‘time. In this way we

participate unwittingly in the maintenance of the very
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4
aspects of our lives that we too silently wish we could

change. Once again we project on an exteriorized time our
struggle in deciding how we ought to live our lives.
Determined at least to appear in control of time (to show

that our time is planned and accounted for) we voluntarily

L

give in without question to the institutional ordering of our

lives., But in so doihg we perhaps confirm that despite
; N

superficial appearances, our time, indeed, is mot ours. We

sacrifice ownership for the appearance’ of control.

Owned (authentic) temporality is a temporality of
openness and resoluteness whereas disowned
(inapthentic) time. passively passes as if the human '
subject were not in a time of his-own making.
(Troutner: 1974, p.169, &fter Heidegger:1962 and
Alderman: 1971) o

)

Troutner (1974) suggests that the prevalent inauthenfic
mode of living time leads to the fragmentation of.self; the
fragmentéﬁion that our little agenda boﬁks so pérfectly
illustrate. Could ourvdeﬁerminatiog tofplan,all our time
instead of more freély exploring and expegieﬁéing it really

" be a way of avoiding finding out who we are?

G. Lived Time
—

Josee: I thought I was going to go crazy. I had people
making demands left and right. I had one student who
had problems with her practice teaching last Friday...
She had cried and cried and so I had tried to help her.
Monday I saw her-in the hallway with three of her
colleagues and although I had my son with me and two

teachers: from a school, I went up to her and asked "How

T



189

did it go?" And she said it went really well,...And
this was at five o'clock and my son was crying because
his teacher had given him a bad time and I had to show
the two teachers the stage area for the play I was
helping them put on. Finally I got the stage stuff
settled and then my son went and gulked somewhere in a
corner and then he finally came back and we sat down and
I talked with him. And then one of the other
students...popped her head in and here I was in the
™ middle of a very important conversation with my son and
by then I knew I was late to pick up my little girl and
I had an important meeting with colleagues at 7 o'clock.
I had to hurry home and make supper and them come back,
but this student wanted to talk. Finally T was able to
rush hopae -and § back, I finally finished at 10 ,
o'clock ApdiMAN/up this morning at six and my little
amh ache and cmhed and I feel half
sl Migered and pressed for
~time. Today I've got to be &%, Dirt®j§chool in ten minutes
and then I've got to rush back because I've got a pile
of work on my desk up to here and then from 2:30 until
5:30 I've got a rehearsal and so on. -

Later that day I saw Josee sitting on a stair in
a'stairweli,ﬂhEr body slumped and her gaze hazy; focussiﬁg on
some-&istant point. She iooked SO0 Very tired but also
natural and settled; she seemed to "fit"‘thefe,‘almost as if
shé was a part of the stairways When I greeted her, she |
visibly éwoke to the present witgfa slgw smile aqd told me
she-waé waiting for a group of high school students to arrive
fbn a.project in which she had gotten her students involved.
She had been thiﬁking, she sgaid, ofisome exciting ideas.

(How often T hear‘myself ahd otheré yearn for time to think).
Having blown off some éteam to ﬁe about the tyranny of time
that morng?g, she was now almost happilj subjecting herself

to its rule, relishing thé time of waiting as an unexpected
. ' Y

gift, an opportunity for reflection. It is so often the
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unplanned time, the given time, the unexpected opportunity to -
live more fully in the present that edriches our lives,.
Recall, for example, Rachel's delightful and unplanned
meeting with Tara, or Serena's experiences with Naura or with
the teachers. To the extent that we feel we have to do all
the things that we and others expect of ourselves, '"no matter
what", we find ourselves planning -and structuring our lived
‘time in a way that permits few such occasions., Rather than
face time honestly and accept with grace and pleasure the
challenge of its various possibilities and limitatdions,
rather than embrace not only the future, but also the past
and the present, we too often view time from a
producer-consumer perspective as a limited commodity outside
of ourselves. We use time up and find there is not enough.
In so doing, we are reflecting an attitude toward time that
Meyerhoff (1960) suggests is prevalent in our society:
This concept of time as a commodity has prevailed

in the modern world. In contrast to the ancient and

Medieval odtlook, time in the modern world has become

more and more an instrument serving no other function

than to produce goods for consumption and profit --

hence the changed conception of ransoming time through

ceaseless activity, production and profit, in contrast

to the Greek idea of ransoming time through

contemplation of eternal verities and values, or the

Medieval conception of ransoming time through

membership in the City of God and attainment of eternal

salvation. (p.107)

Feeling obliged to control time, we end up

becoming its prisoners, prisoners of a planning that does not
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take the nature of time into account. Yet, as Kummel (1966)
so insightfully points out, we are not merely chained to
time. We can, as Heidegger ('1962) shows, authentically
choose how to iive time by questioning time as being.~
Kummel, influenced by Heidegger, views freedom as essentially
the freedom to dispbge of time by accepting the. challenge of
vthe‘futu;e as both unformed and unbounded possibility and at
the same time as that which gives us the sharpest sense of
our own limitations, of our finiteness, and of who we ha;e
been. Through an awareness of the nature of time, of time-as
part of our being, we can sense both our power and our
impotence and accept the shifting tension between them as a

challenge that guides our living.

H. Time as Trancendent

-

Let us consider one final aspect of lived ﬁime.
During one particular interview, Ted, like Josee, illustrated
how pedagogical concerns permeate our lives outside of the
artificial boundaries delimited by "Jork time" or by the time
vwhen we are acﬁing or are seen as acting as professors of

~education: o

Ted: I do try to get away from it [teacher education]
sometimes, for example, on vacations I would like to leave
it all behind, as it were&, to clear up my head. But I

|

\
\

|

4 (]
1
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suspect that even then it encroaches upon things a lot
more that 1 think.... Whether you're on vacation or
whether you're reading a book, I think rhat often you see
things around you or you perceive things in some way as
being potentially useful to you as an educator. To
{l1lustrate with an example from another profession... when
I was in college I worked in a shipyard and I worked as a
carpenter's mate and I spent a lot of time looking for
tools that 1 had dropped the night before. 1 seemed able
to divorce my work from other things,... but then I wasn't
interested in spending the rest of my life as a
carpenter'd mate, it was just something I did. But I'm
sure that if T were a carpenter I would have acted
differently. When I'd walk through doors I'd look for the
fit, or I'd notice joints in furniture,. T'm sure that the
way true carpenters look at the world is controlled by
their job, just like a teacher educator looks at the world
{ in a certain way too.

Even now I find that if I'm waiting for a
member of my family in a shopping center, for example, I
tend to watch the children who are around more that 1
watch other things. I might find myself studying the
relationships between kids, or between kids and parents or
adults, or what kinds of books the kids are looking at, or
what kinds of things they like to do, or what they talk
about. So in a way I think it's [being a teacher
educator] an orientation. It's kind of hard to escape from
that. (reconstructed from iT-I-34,35) ' -~

L .
' Just as we saw how Josee balances and blends

her dual role as parent and as teacher educator, we see in
this excerpt from Ted's interview how our professiénai
attending does not respect the narrowly deiimited time and
space of our socially defined jobs. Being a teacher educator
is viewing the world'in all times and places in a certain
way. The time for being a teacher educator transcends the
time allotted to it. Fér most of us, teacher education is a
way of being, not just something we do to bring home a

paycheque, It can break thrdugh tHe official boundaries of
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) .
time and place that we and others try to {mpose, .permeating

our other ways of being in the world, and shaping in a very

powerful way who we are,

£
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CHAPTER SEVEN COMPLETING THE CIRCLE ~

LY

!
The particlipants and I have suatained a lengthy

dialogue. We have explored and described signiflcant aspects
§f our lives as teacher educators, raising new questions
about our lives along the way. Through asking questions as
we answered others, we have come almost full clircle, To »
complete that circle, I must now return to the original

questions that guided this research.

o

I. Images v
- ” |
What images of teacher education emerge from the
lifeworld of teacher educators?

@
Teacher *cation as poetry:

Ilana's story revealed the power of poetry to breathe
life into our theoriziug, to uncover meaning, and to
illhminate our lives. We sense something simple, yet
profound and beautiful about her poem. Can we not say the
same thing about the participants' stories and indeed about
the nature of teacher education? Like a good poem, pe{haps
teacher education should lift a veil from our eyes,
permitting our stui;nté and us to see pedagogy in new and
meaningfu?;ngys. Perhaps, like Ilana's poem, teacCher

education could point to a way of fulfilling our pedagogical

194
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dreams.

Teacher education as sharing a special and meaningful book:

Rachel's first étory‘offers us the image-of'the\
beautifui big hookfthat Tara made. 'That’book reflected deep
Ipedagogical coneern and hope in its-conception, in 1ts
fmaklng, and 1n the way it was offered and used. The’ book was
a wonderful- enchanting 1nv1tat10n to part1c1pate
‘meanlngfully in pedagog1ca1 11fe through authentic sharlno.
Could ‘this not also be an insplrlng image for teacher
education?  What if teacher education more often extended
such an invitation?'v What 1if we more.often attended to our
" students withbthe‘sane eoncern and hope.and nresence as Tara
didé ) ?erhaps we could view teacherveducation as colourful,
beaut1fu1 engaging, - meaningful "and like TaraLS‘book as

reveallng a myrlad of possibilities for growth and learnlng

for both'teaeher and student.

- Teacher -education as floundering in.wallpaper paste:
~
From Rachel's second story, we can berrow the
, 3 -

wonderfully original metaphor of teacher education as a

'plunge into<wallpaper paste. It so plainly and humorously
evokes the cloylng blandness we sometimes flnd in teacher

.
educatlon (in ourselves and our students, in government
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-~ B 7
. /

regulations; in our programs and institutions) and the

fogginess we can encounter in our attemptsuto,communicate. .A

/
S

‘plunge into wallpaper paste serves ‘as an lmﬁge of how easily
we can become bogged down in sticky bureaucratlc or technlcal

. r'
detail or in our own obscure,theorlzlngvr We can become
e
&

numbed by and accustomed to uniform blandiess, no longer
- / .

s s " . -/
noticing when we grow awkward in our/movements, no longer
. - I N
; .

aware that the uniformly opaque 1%§;rs thrbugh thch-we view
the world are keeping us from seéing as cleafly as. we might.
Immersed in sticklness, we may not notice the paste that .
coats us as we thrash about,/maklng us appear quite comlcal
and different from how we imaglne ourselves to look, ~Perhaps

our students, too, experience teacher education as wallpaper
/(’ .
: ‘ % . . ' .
paste. ~Rachel's meta%hor is perhaps an important warning to
/

be aware of the taken for granted, invisible aspects of

/ ' '
teacher gducationy&hat'lull us into complacency. .
/

Teacher educatiOn as a shining jewel or creation:

/
/

In talkin% about her play, Josee offers us a yiéion
, , v
of pedagogical practice as "a small shining jewel, so

perfect, so full of hope and life and pétential". She worked
| .

s0 hard, ﬁutﬁing her beliefs and knowledge and faith and
talent into helpigg‘a group of children. Later; in watching

them perform on their owﬁ, she views what they created‘
together -as a shining‘jewei. Even though the play ends, it

o
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leaves a permanent trace in the 1ivesvdf those who created
it.\ Jewels are rare and valued and enduring. They are
things\of beauty that spark our ineéination and oun
appreéietion, mahing possible a deeply aesthetic experience.
Perhaps they sjmbolize the sort of thing we‘striye for in

teacher education.

Teacher education as a dream that turns to ashes:

Ll

F111ed w1th wonderful dreams of what education can,
be, Josee sees her dreams turn to ashes when she 1s

confronted by students who express their opposing views and

RN

RN

who do not respond to her call to d1a10gue. Here is a

'flttlng metaphorffor the way we sometimes feel when we are
denied conflrmation, espec1ally, for example, when our
theories seem.SUddenly‘irrelevant in the harsh 11ght of
practice,{or when our strongest beliefs are‘chalienged by
others, or when our most cherished ideas are shownvto be
inadequate., The metapho%§301nts to a danger: in order to
avoid’ the pain of disillusionment and confrontation, we and
‘our partners in teather education may be tempted‘emther to
stop dreaming and theorizing or to stop testing our dreams .
and theories. nBut not all dreams turn to ashes, and from

. ~ .
those that do, perhaps truer dreams qen emerge phoenix—like

from the ashés.
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Teacher education as collecting milk money:

,e Too often, Serena feels, professors and teachers find
themselves spending whole days "collecting milk money"
instead of fulfilling the potential and the dreams for which
the1r long years of education prepared them. The metaphor
points to our occasional boredom with the numerous mundane,
and routine aspects of everyday profeesionel life., It offers
us yet another image for our frequent dieillusionment with
the bureaucratic and technocratic dimensions of our lived
reality. The metaphor 1mplies that collecting milk money is
not of great pedagogical value, and that although it might be
a necessary task, someone elbe should be doing it. It evokes
a yearning for more meanlngfulipedagoglcal action, for a
doing that leads to growth and to profe331onal confirmation.
Perhaps our students too sometimes experlence teacher

educatlon as collectlng m11k money. v . ‘
Teacher education as pushing back the boundaries:

In describing her experience with a graduate studént,
Serena spoke of how hard they both worked "to push back the
boundaries™, offering us another apt metaphor'for teaching

and learning. Her metaphor provides a vision of teacher
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education as a cooperative search for understanding that
expands the 1andscépes of our world, revealing new meaning
and new possibilities for our lives as pedagOQUes. The w?rd
"push" also evokes the resistance or struggle we can
encounter in this active search: resistance, for example, in
our own pre—conéeptiohs or in those of others. The metaphor
also conjures up an image of the pioneer or explogzr, of
teacher education as the charting of new territory. Is thié
not an appropriate degcription oﬁ part of our mission in
teacher education?

Teacher education és~breaking,dbwn.walls:

During dur.inﬁerviewé,'Ted spoke-dften of "breaking
down walls".. Réchel,jtoo, spoke of being dissatisfied with
. only'"chipping away little chinks". They were referring,
among other things, to breaking down the walls of isolatibn
with’which.teachers surround themselves, and to overcoming
the barr;ers to communication we so often encounter in
«‘teaéhér education.  Ted and Rachel were also referring to
their hope for dissolving some of the rather grbitrary
boundaries that we have creaﬁed between different academic
disciplines. ‘A call to break down walls is a call for action
.and for radicai change. It can mean at least partialif
overcoming or setting aside what "ig" in order to _create what

\ —

"ought" to be. It is perhaps a call to some sort of

&
v



200

B

pedagogical revolution. Ultimatéiyggthe metaphor might evoke

a powerful image bf teacher édqggfiap as emancipatidn.
Inspired by a song by the rock é%bd%,;Pink Floyd, Ted
suggestsAthat if we cannot break down the wall, we should, at
the very'least avoid becoming aﬂbther brick in the wall

ourselves. That is also the hope we have for our students,

II. What is it to be a Teacher Educator?

For mbst of us, being a teacher educator is a
professional calling, a natural extension of our lives ‘as

teachers of childrén.or as pedagogical inquirers:

Each of us has need of the personal\confirmation that

can come only when we know our "calling - our existence
in the fullest sense of the term - as an answer to a
call,...We need to feel that our work is "true" - both

as a genuine expression of the reality that we
encounter in our lives and as a genuine response to
some situation or need that calls us., (Friedman: 1983,
p.55)

|

j
‘A call may in itself be viewed a§ a.response to a
. * “,A.w,‘ . - 'v' ""- l *
perhaps as yet unrecognized call from withim msrj£Qr;ﬁ3g§1l

> 4

that does not/ beckon sg;ething'already theréiﬁfthin'gézis 'a
call that we/can ﬁot.even hear. The call to bé a teacher
educator emanates from oﬁr lived experience with teachers and
childrenfr',t awakens the hope that we can become more.than
(or as ﬁuc as) we ever thought we could be, that'weléan do

what we have not yet been able to do. It is, as so many of

o

/ . \
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the participants put it, "a challenge", a challenge we issue
ourselves to rise to the opportunity, to test our ability, to
participate meaningfully in the world,, to consciously shape
our future, and to find out more about who we are. For meny
of us, the call is difficult to ignore; to do so would 1eeve
one with a lifetime of "I could have been; I could heve‘

done"

As the part1c1pants make clear, being a teacher
educator is a form of pedagogy- Throughout this study,
teaching and 1earn1ng (in the broadest sense of those words)
have emerged as central to oux lives as teacher educators.
Pedagogy is part of our personal response to the call:of the
world, part of our search for what it ueans to be'humau.' In
becomihg pedagogues, we are called to commit ourselves to the
world through teaching and 1earning, to see these modes of
' being as vital to the continuity and the quality of human
- existence. Through the 11ved experience of our personal
pedagogical history, many of us come to find meaning and hope
‘for the world in the power and the beauty of teaching and
jearning. We glimpse in teaching and learning the
possibility, even the promise, of emancipation.v’We thus find
great joy both in our own learning and teaching and in the
learning and teaching of others., Our jby confirms and renews

our belief in the power of learning to raise us above the

o
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mundane condition of our daily existence and to illuminate
“our lives. The joy of our learning gives, momentum to our
teaching, and through our teaching we reach yet deeper
understanding of that.which-we teach. A dialogical
relationship thus emerges between teaching and iearning, each
one confirming and trahsforming.the other. Teaching and
learning become for us inextrlcably entwined, overlappihg
aspects of the same whole, pedagogy. They represent our dual
commitment: our commitment to our students and our commitment
to deepen our own uhderstanding. ‘This commitment is,

sustained by and rests in our hope for the future of

children, which is also our hope for the world.
| A
Being a teacher educator can be seen as an expression

of .our generatlve str1v1ng (Kotre: 1984) to ful?il& our

L'? .
’ ‘l NS

pedagogical dreams for the future of chlldren, a generatlue
striving to make the potential some day possible. Sustained
by our bellef in the promise and power of teaching and
learning, our commitment to teacher education rests in the
‘hope that through our actions as teacher educators, we can
indlrectly ‘touch the 11ves of chlldren by touching the.lives
of our student teachers, thereby maklng the world (and in
particular, the schools) a better place to be. Through being
with'children, through our.efforts to know who they are and

who they can become, we come to see promising possibilities
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of a pedagogical relationship with children that inspire us,
inviting or reconfirming our personal commitment as teacher
educators and shaping our theorizing and our actions. We
come to see€ teacher education as a way of fulfilling these
possibllities, as a way of making the imagined real. We
find we have something toO share, a legacy to pass on, 3
culture to renewv. We are committed, however, not to rigid
duplication of ourAfavofite teaching methods, but to making
pedagogical 1life "petter". There will always be promising
possibilities that we have n;t yet imagined. Our hope is
that through our teaching, our students will be able to
recognize the potential we ourselves may not see =< and may
not live to see, While we Qish to preserve and pass on our

dreams,, we also wish to encourage action that, while true to

these dreams, may expand or change them.

Part of our pedagogical task as teacher educators
thus becomes to learn how to call each of our stqdents to
become the best possible teacher he or she can become. Our
mission, as Josee says, is to wake them up to pedagogy by
waking them up to themselves and'to the world., But we have
seen in the stories that being able to call means being able
also to respond, being able to make both our students and

ourselves authentically "present”". The pedagogy in which the

teacher,educator participetes can be seen as dialogical

3
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encounter that confirms all participants in the dialogue and
that leads to‘action. Through pedagogical encounter, we hope
to light a spark that will inspire and guide the teachers of
the future. Byfgffering our students an authentic vision

account who they really are and who they

3 e

that takes inpto

might really becd¢me, we hope to help them uncover promising

pedagogical poﬁjjbilities that they might otherwise have

Ne 3
missed, enablin%Q

A
he’

hem in turn to do the same for us and for

Iy

fégch. These hepes reflect our specific

\

to life, to leave something of

' T
ourselves behind, ho

-‘.,

Py

wever slight, that will confirm our

existence as meaningful and of value.

It is not always easy to be a teacher educator.
Constrained and influenced by the institutionalization and
politicization of our work, and confronted with our human
limitations as well as those of our students and colleagues,
we may find, as the participants sometimes did, that our
actions can betray our pedagogical inteﬂtion;, that we are
often teacher educators in name butvnoé in being. As we éaw
in the stories, however, those times when wé fall away from
pedagogy challenge us to face ourselves as teacher educators
a;d to reflect on our actions. To the extent that we truly

meet the challenge through authentic encounter with ourselves

(reflection) and with others, we become more wide awake to

K
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the possibilities of existence for us d4s teacher educators,

In’frequently confronfing what is, we gllimpse anew what ought
to be and we renew our hbpa iur dreams, and our cépactty to
‘be teachers of teachers. Through actioni, we confront,
modify, and confirm our dreams and theories, leading to
further action and further evaluation., Iph living our
professional lives, we are célled again and again to question
our pedagogical way of being and to respond to the challenges
and calls of that life. In so doing, we can gediscover 5ﬁd
reaffirm the meaning of being a teacher educator. As Ted
suggests, being a teacher educator is a way| of viewing the
world and a mode of being that must be continually questioned
and rediscovered. Like all callings, being é‘teagher
educator is both the manifestation and the mJée of our
personal search fof confirﬁation, generativity, and meaning.

It is one of the ways in which we struggle continually with

the questions of who we-are and how we ought 'to live our

lives. It is a way of participating meaningﬁully in life and

'

of transforming the world.

i
|

B
|
|

|
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III. Back to the Beginning : Some Personal Reflections

This dissertation began with a profusion of personal
questions arising from my own dife as a teacher educator,
Have I found answers to any of those questions? How does

this study speak to my own experience?

Doing this research has been for me a critical
awakening to new awareness and to new possibilities as a
teacher educator. The images and stories that have emerged
have already served to guide and inspire,/and also to céution
my own practice, I find myself, for eXample, more often
aware of. those moments when I am not attending to m& |
students. I search for better ways to cail and to respond to
my students, and I feel a little better prepared to meet the

Amyswgnd the Taras and the Lauras in my life.

The opening questions in chapter one reflect my
personal sfruggle with what it means to be a teacher
educatbr. In discovering how the participants were called to
struggle in a similar fashion, I have come to view this
gearch for meaning as an essential part'of being a teacher
educator and as a reflection of our commitments--to inguiry

and 1earﬁing, to calling into question, and to seeing the

Fons

s

¥
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ever prégent possibility of deeper understanding.

In re-examining my first questions, I notice that T
was perplexed by my students' constant questions of a
technical "how". I was disappointed Ehat they did not seem
very interested in the "what" and the "why" of teaching. But
I see now that my questions, too, were preoccupied, at least
on the surface, with the "how" of teacher education. The
"how's" —-the actions-- of our lives do seem important, but
the findings of this study have challenged me to consider
that perhaps the "how's" are meaningful only as they relate
to the "what" ;nd the "why", that is, as they relate to our
dreams, our theories, our purposeg and our being. Because of
this research, I have come to think, like Joéee, that we must
each learn how we can best call our students. Perhaps we
shguld also give some thought to what and for what we are
calling them. We need some deep. sense of whaf it means to
call someone. As this. study suggests, calling someone means
being able at the same time to respond to their call.
Perhaps our questions of "how" need to be'reformulated,
‘becoming not so much an inquiry into form and technique as an
inquiry into essenEe and being. Such reformulations might
reveal that Sﬁch things as authenticity of presence and
quality of being in the way we live our technical dhow's"
contribute to our ability to.call and respond to our

v
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students.

The opening questlons of chapter one alsé spoke of a
malaise that sometimes penetrates my life as teacher
educatpr, but I was not initially very succegsful in pinning
it down. As this stug; progressed, I have come much closer
to understanding this malaise. Part of it was my lack of
awareness of the dual nature of the teacher educator's
commitment. Like the other participants, T am deeply
commited both to<&elping each education student as much aé
possible and to fulfilling my own pedagogical dreams by
testing and furthering my theories and knowledge. IL mény
ways, fulfilling one commitment enables me to fulfill the
other, but sometimes they are inevitably. in conflict and this
can lead me away from some of my students or away from sohe
administrative or research endeavoups. Sometimes £he
institutional, technical, and political aspects of being a
"professor" seem to undermine or interfere with the being of
a "teacher educator", making it difficult, for example, to,
implement certain pedagogical praétices. Sometimes my strong
~commitment to my students as "teacher eduéator" seems to
limit my action as "prqfessor", on occasion makidg me feel
somewhét like a stranéer in the university community. My
response to this occasional role conflict can oply be one of

3 e

critical reflection and action. I need to examine my own
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lived time, my actions, and my priorities. . Having deepened

jmy“understanding‘of what it is to be a teacher educator, I

. ——

)

must now examine my life and ask, "Am I truly a teacher
educator?" Through dialogue, I could perhaps: also engage
other members of the university community in the continded

search for what it means to be a professor and a teacher

'

- educator. In exploring the "ig", we glimpse the "ought" that

strengthens or renews our personal sense of purpose. This
4

study suggests that being a teacher educq%or means accepting
the duaIity of our pgdagqgical being and?learniné to live
within‘tgg‘shifting,meaﬁings aqdltension;[of our dual
commitmeﬁ£.  In a sen%e, Being a teacher,edﬁcator séemé'to

o

mean making one's pefsonai peace with life within the

hermeneutic circle.
Bl .

- BN

.But being a teacher educator is even more than that.

In exploring our professional lives as teachef educators, we

enduup questioning the whole of our lives. My reflections on

lived time as professor, for example,'inevitably lead me to

‘166k anew at how I live time all the time. Cultural

generativity, as another example, is not limited to my

actions and thoughts concerning pedagqu. In attempting to

.understand my life as teacher educator, I end up‘cohfrohting

’

all the selves of myself-in-the world. Understahding the

.

"deep structures" (van Manen: 1978) of being a teacher
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educator of necessity implies a deepeigunderstanding of what

it is to be human,

Iv. Implications and Further Questions -

This study could have many implications and, questions
for teacher education and. for further research. The
following examples illustrate the sort of recommendationsu

that could follow from considering the central issues that

.have been raised. -

o

1. Perhaps more than anythlng else, this stidy 111ustrates
the depth of 1nvoivement of teacher educators in thexr work,
show1ng just how c&ntral it seems to be to thelr personal
lives. It thus seens that .any thorough con51derat10n of
teacher education should take into account its personal
significance for teacherveducators and the teacher educator's
active.and individual involvement. Although this implication
seems basic and self—evident, the research literature is

[
.

“2 This stidy suggests that teacher educators rely more. on

their own personal experience, theor1z1ng, and knowledge than
on those formal models or research findings wh1ch are not a

meaningful part of their lives. Their actions as professors
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seem often to‘be a part of their generative striving. If
thia is indeed the case, any theory or research cooce;ning
the'implementatidn of modele of changg in ieacher education
must take‘ioto'account the professor's personal
interpfetation of those models and the profesorfs'generative
needs ano'strivings. In other words, teacher educators are
llkely to teach what they personally ‘believe is meaningful
and significant for their‘students and for the future of
edUcation, despite any imposed organizational changes or
changes in profe331onal terminology. The questions thus
arise of what is meanlngful and of how can we make our

theor1z1ng more meaningful to colleagues and thus more likely

to be applied? ' : ' - .

3. Jost what er professional laAguage‘means maflvary widely
aooag individgals. This study has'highlighted_the usefulness
of mofe concrete, evocative,tor meaningful illustrations in
our profe331onal communication. Perhaps storytelllng and
anecdotes need to be-given a more prominent and prestlglous
place in our formal literature, providing a way to‘make our
theorizing and. research findlngs more truly meaningful to the

7 -

lives of educators.

4. The lived experience of teacher educators is aotvohly

.indivioual and personal. Chapter six, for example,
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. illustrates some of the difficulties that teacher educators
expérieqce collectively and personally in llved time. There
was some indication that their professional life is
fragmented, harried, and often lived in a sort of 1solat10n
or lack of collegiality. There was evidence of difficulty in
establishing and in 11ving priorities, a difficulty that
‘seems to rest 1n deeper issues .of conflfct of commltment and
perhaps also in the/hature of.institttlonal life. Perhaps
.university communities needlto examine institutional

) qualitles that work against collegiality or that do not

o ‘permit individual pr10r1t1es to be expressed. Freilich's
(1977) distinction between the "smart" and the‘“proper" might
be helpful in discovering the differences betweeQ:what.people
(administrators included) say they dO‘and'want to do and what
they really do and want to do.

5. The duality of the teacher educator's‘commitmeut was one
of the most significant findings of this study. Related
questions;arise for further research concerning the role of;

L

‘university professors of education and the nature of

&3

Tiniversity teaching; .Do.we all have to have the same
priorities? Can gimilar commitments be expressed
differently? ‘Perhaps we could further explore the different
ways we live the dual commitmeut to teaching and to advancing

our own understanding (Kotre's concept of professional
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culture)? What institutional qualities could be helpful or
empowering, enabling us to maintain and enhance this dual
~commitment? Could the concept of cultural generativity be

wseful-in re-examining university life?

6. The ?articiﬁéﬁtsAillustrated‘how the joy of"our own .
learning can give hémentum to our teaching, giving us the
desire to share what we have learned. How or why is this so?
What is this joy? Why does it call to us to share? How can
we share our 1earning in a Qay that is helpful to others?
Does the question of how to callyoné's students, provide a
useful and practical starting point for inqui;y intd
teaching? This study sdggesps that being pfgsént in an
avthentic dialogﬁe that truly takes the other into accountr
seems to be part of the ansﬁer;v But what does this mean?
This s;udy has provided a few specific illuétragions,‘but
‘perh?ps’mo;e are needed. Pérhaps we each also need to look
to our own lived expérieﬁée f;r further uﬁderstaﬁding. Iﬁ
addition,‘ﬁerhaps our institutions c¢ould be bold enough to

make the joy of learning and teaching a more important part

of their purpose and a focus of their self-examination. -

7. This study could be u?ed to shed.a critical light on the
continued popularity of quantitative management and

behavioural models in educational theory and practice.
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?erhaps we should give mor

F attention to theories and

practices that recognize ard address such phenomena as the
need for confirmation,'the‘natufe'of duallcommitments, the
interrelatedness of. teaching and learning, the search for

personal meaning in one's life, and the nature of generative
étriving. . , \
“\

!
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