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Abstract

Stories told of and by teacher-researchers hold the potential to inform members of both
academic and school communities with concerns about teaching and learning. The
author’s self-study and an embedded case study constitute this thesis. The latter is an
instrumental, single-case (Stake, 1998), seeking to offer insight into teacher learning. It is
framed by theories of cognition (Sternberg, 1998), adult learning (Mezirow, 1991),
narrative (Gudmundsdottir, 1995), teacher-research (Connelly & Clandinin, 1999), and
self-study (Hamilton, 1998). This thesis presents my experience as a teacher-researcher
engaging in self-study, asking:

*  What do I care about in education? (Whitehead, 1993).
In conducting my inquiry, I have become interested in knowing the following:

*  What have I learned?

* How do I represent my learning?

* How shall I take my learning forward?
Learning is understood to mean “the process of using a prior interpretation to construe a
new or revised interpretation of the meaning of one’s experience in order to guide future
action” (Mezirow, 1998, p. 6), and is seen in terms of improvement to professional
practice. In examining the self-study report of my colleague, Nancy, the question

* How is learning evidenced in the narrative report of the teacher-researcher

engaging in self-study?

1s addressed. A claim is made that, as teachers engage with questions about what they
care about in education, they are learning. Data for my self-study include narrative
accounts, artifacts, and images. Data for the embedded case include a co-constructed
narrative account, photographs, a tape-recorded conversation, and interview and concept
map collected between January 2000 and July 2003. Narrative data in the embedded case
study were subjected to inductive and deductive analyses. Confirmatory evidence was
sought in the conversation and interview, which were analyzed similarly, and the concept
map, which was interrogated deductively. It may be seen that the stories of teacher-
researchers inquiring into practice offer evidence of transformative learning (Mezirow,
1991), which may initiate and constitute living educational theory (Whitehead, 1993),

and provide insights to those with interests in teacher education.
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Sommaire

Des récits racontés par les professeurs-chercheurs révélent que I’enseignant détient le
pouvoir de diffuser aux members des établissements scolaires et de la communauté, ses
préoccupations quant aux stratégies d’enseignement et d’apprentissage. Ce travail porte
sur une étude personnelle a laquelle s’enchasse un cas d’étude. Ce cas particulier (Stake,
1998) vise a faire développer une perception de ’apprentissage chez 1’enseignant. La
présente étude comprend des repéres théoriques sur la connaissance, (Sternberg,1998),
des moyens d’apprentissage chez I’adulte, (Mezirow, 1991), une partie de récit de vie,
(Gudmundsdottir, 1995), une recherche d’enseignant (Connelly & Clandinin, 1999), et
d’une quéte personnelle (Hamilton, 1998). Cette thése témoigne du bagage expérientiel
de la professeure-chercheure dont la démarche personnelle porte essentiellement sur les
points suivants:

* Quelle sont mes priorités en éducation?
En cours de recherches, d’autres questions ont émergé, & savoir:

¢ Qu’ai-je appris?
¢ Comment s’illustrent mes apprentissages?

L ’apprentissage signfie “the process of using prior interpretation to construe a new or
revised interpretation of the meaning of one’s experience in order to guide future action”
(Mezirow, 1998, p. 6), et vise I’amélioration de la pratique professionnelle. En examinant
le travail de recherche de ma collégue Nancy, une question a surgt:

* Comment s’illustre de fagon concréte le processus d’apprentissage du professeur-
chercheur engagé dans sa proper recherche?

Lorsque I’enseignant s’interroge sur ses priorités relativement a 1’éducation, on affirme
qu’il y a véritablement apprentissage. Mes données comprennent des récits narratifs, des
artefacts et des images. Quant aux données reliées au cas d’étude, elles résultent d’un
travail en duo comprenant un récit narratif, des photographies, I’enregistrement d’une
conversation, d’une entrevue et le montage d’un schéma organisationnel, s’échelonnant
du mois de janvier 2000 au mois du juillet 2003. Les résultats de ce cas d’étude ont été
soumis a des analyses inductives et déductives. Des preuves fondées a partir de la
conversation et de I’entrevue ont été analysées de fagon similaire tandis que le schéma
organisationnel a été soumis a une analyse deductive.

On semble dire que les récits des professeurs-chercheurs qui font une introspection
personnelle de leur pratique représentent la prevue d’un apprentissage en mutation
(Mezirow, 1991) qui pourrait mener a I’¢laboration d’une théorie sur I’apprentissage. Le
fait d’avoir recours au travail sur 1’histoire de vie comme instrument de formation,
pourrait mener a une théorie vivante de 1’éducation (Whitehead, 1993), laquelle servirait
de balise, de source d’inspiration a tous ceux et celles qui ont a coeur I’éducation et le
processus d’apprentissage.
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FRAMING THE SITUATION

Figure 2: The Mattawa River

The River
I have been seduced by The River—
The lore, the mystery, the hope.
It is here that I do my work.

The work is hard, bridges flimsy, untrustworthy
Currents swift, carry or constrain me on my journey
Winds drive me onward, frantic and purposeful
Or desert me altogether
Becalmed, I am thoughtful.

[ have lived through seasons on The River,
Icebound in winter, drifting fearlessly, mindlessly in spring
Sun silver-flecked waters of summer catch me up and
1 ride diamond-crested waves to the dappled light of shore.

In autumn, I know contemplation and change.

12
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Chapter 1
Surveying the Landscape

The true pilot cares nothing about anything on earth but the river.
—Mark Twain, Life on the Mississippi

I shall begin by contextualizing my inquiry. After making a presentation on
teacher-research to administrators and directors of my school board, I wrote:
My principal walked me out to my car, and the asphalt hurled heat skyward. I
wavered. Unsure. The butterflies hovered, circled and departed, and I understood
something. The teacher doing research works The River. I know this now. We
touch both banks. We drift and roll and weave, and bring two shores together.
Theory. Practice. Administrators and kids. Ideals and reals surge and swell. It’s
rough sometimes. Dark. Cold. Fierce. And lonely. But, sometimes that River
sparkles and splashes. Exhilarated and ebullient. Purposeful. There is the potential
to drift. To run aground, to drown. But not today. A current of untested
determination challenged the undertow. On the way home, I raced before the
wind. (McBride, 1999)
It occurs to me that the river valley navigated by the teacher-researcher ought to be
framed by theories, contingent research methodologies, and significant findings
embedded within a framework of a psychology of instruction, and that this field ought to
include the experiences, theory-based classroom practices, and values evidenced in the
personal living theory (Whitehead, 1993) of the teacher. These are the boards and ballast
from which the teacher-researcher conceives and constructs a craft. But just what is a
psychology of instruction that will support the learning of the teacher, and how does the
educational psychologist explain such learning? To answer these questions, is to attempt
to tame The River. I shall trim my sail, head into the wind, and attempt to do so here
because discourse on teacher learning and a rapprochement between school and research
communities is essential.
Instructional psychology attempts to capture part of a broad landscape, one that I

survey from my vantage point of teacher—first and last-on The River. Education
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constitutes that landscape, and as I move downriver with the current, I witness the ancient
rolling hills of philosophical thought where Plato, Rousseau and Russell once walked.
These give way to younger peaks, the products of theory and research in psychology, the
domain of William James, Piaget, and Skinner, and other renowned scholars. The
accomplishments of those concerned with educational psychology, Thorndike and
Dewey, and later Ann Brown, Jerome Bruner, Walter Doyle among many others are
anchored securely within the valleys between. Lower down, and closer to the shore, in
the pale, spring-green fields, I see the emerging psychology of instruction founded in the
work of Gagné, Dick, Glaser, Resnick and Sternberg to name just a few. But the lines
between the regions of the landscape blur because “educational psychology is a
mediating discipline with a rich history rooted in philosophy, physiology, and
psychology” (Walberg & Haertel, 1992, p. 16), a “discipline . . . building bridges
between the science of psychology and the art of education” (Hilgard, 1996, p. 990). It is
within this terrain that instructional psychology nestles. However, one may well ask just
where an understanding of the learning of the teacher might be found midst this rich, and
historied landscape.
Where the River Might Lead

There are times when The River seems to roll very slowly. Robert Donmoyer
(1996), in his introduction to a protracted debate among proponents of various
perspectives of cognition in successive issues of the Educational Researcher, laments
popular ambivalence “about the potential of institutions—including schools—to promote
learning” (Donmoyer, 1996, p. 4), and he identifies Huck Finn as one of the unschooled
heroes of American culture. It is disheartening to know that heroes are unschooled, and I
find it interesting that the exemplars of what is wrong are drawn from stories that reflect a
gentler image of life than that of the zone where the war between factions of researchers
with concerns about cognition and instruction is fought (Anderson, & Herr, 1999;
Anderson, Reder, & Simon, 1995, 1996, 1998; Cobb, & Bowers, 1999; Donmoyer, 1996,
1997; Greeno, 1989,1997). I sense that the real victims of that war are not the academics
and researchers with bruised egos and battered epistemologies. Rather, the toll is taken on
the graduates of institutions that have been unable to promote learning for the barefoot

boys and girls, the Huckleberry Finns. I believe that it behooves all researchers with
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concerns about teaching and learning—educators and academics alike-to put the needs of
those teaching and learning in schools first, because knowledge of sound instructional
practice is sorely needed, and I believe that the teacher-researcher conducting inquiry on
practice may have legitimate knowledge to contribute to discussions of teaching and

learning.
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Chapter 2

The Teacher-Researcher

Softly as a cloud we go,
Sky above and sky below,
Down the river

—Archibald Lampman, Morning on the Lievre

In order to understand teacher professionalism and professional development, it
becomes necessary to provide a framework for conceptualizing the learning done by the
teacher engaged in an attempt to improve practice. For the purpose of this study, teacher
learning is explored in terms of

¢ Teacher cognition

* Adult learning theory

* Narrative inquiry, and

* Self-study.
It is assumed that learning is a social act, that knowledge is relative to the learning
context, and that it is embedded in language (Mezirow, 2000). It is also assumed that the
representation of the learning may be constituted within a framework of narrative inquiry
(Connelly & Clandinin, 1999), and teacher self-study (Cole & Knowles, 1995; Hamilton,
1998). Understanding teacher learning is important to the teacher and to those who may
guide the teacher on the way to becoming a professional educator-researchers and
teacher-educators. Foremost, it is essential for teachers to understand their learning for it
is then that the realization of the necessity of career-long professional development will
become evident. It is also vital that the teacher’s understanding be on a
personal/individual level, at the level of the self. The process of looking from the self,
outward to the work done in the classroom provides a medium to hold the experiences of
teaching and learning. The story that the teacher tells becomes both the medium and the
product. It is an invaluable representation of the knowledge of the self. In the words of

Jerome Bruner:



Teacher-researcher 17

A self is probably the most impressive work of art we ever produce, surely the

most intricate. For we create not just one self-making story but many of them,

rather like T.S. Eliot’s rhyme “We prepare a face to meet / The faces that we

meet.” The job is to get them all into one identity, and to get them lined up over

time. (Bruner, 2002, p. 14)
For the teacher, self-study research on practice may lead to that work of art.
Teacher Cognition

The knowledge of the teacher has generated considerable research interest.
Cognitive theories (Berliner, 1988; Glaser, 1985; Marshall, 1995; Sternberg, 1998)
provide one perspective, explaining knowledge as representations of products of problem
solving processes. Human cognitive activity is understood to be goal-directed and
knowledge-driven, knowledge being conceptualized as representations available for use
through information processing operations (Newell, Rosenbloom, & Laird, 1989). Large,
complex units of knowledge may be understood as schema (Anderson, 1990; Best, 1995;
Marshall, 1995). Accumulated, assimilated, organized groups of concepts (Spiro, 1977)
representing information of varying degrees of complexity are constructed from
experience (Eysenck, 1994). Schema will govern the way the individual processes
information in guiding the attention, selection, encoding and storage processes, and will
provide a framework for search and retrieval. Additionally, schema may support planning
and problem solving activities. In the case of a novel event, one for which no schema
exist, or when existing knowledge does not provide an adequate interpretation of an
experience, schema are said to have a prescriptive or corrective function (Best, 1995).
Deaux and Wrightsman (1988) have devised a flow chart to represent operations of
schema (Figure 3), which include perception, comprehension, interpretation and memory,
all mediated by an active knowledge structure. Schema may be said to be activated when
some feature of the environment 1s perceived, comprehended and interpreted implicating
corresponding stored information.

All teachers know something about teaching and learning. In other words, each
holds retrievable mental representations of phenomena relevant to the participants and
events within their particular realm, stored as information about features of their

particular context. Mental representations held by the teacher may be understood to be in
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the form of schema representing explicit, declarative, domain-specific, and implicit,
procedural, field-specific knowledge (Sternberg, 1998) which support teaching and
learning, and which function as a working model of what is known, and when and how to
use the knowledge (Johnson-Laird, 1989; Marshall, 1995).

Input . Is v Yes Generate ;... . Long- .. Output
new there inferences - = term information
event an active store event/ memory about events

schema for inferences

this event? : -

 No

Find Create new

appropriate schema

schema

Schema

found?

Figure 3. Schema operations flow chart (Deaux & Wrightsman, 1988).

Teachers may then be assumed to be guided in practice by particular representations of
what they know (Nias, 1987). These allow them to recognize, interpret and respond to
clements of the instructional context. However, it may not always be the case that
practitioners are guided in practice by their knowledge, and such occasions pose
problems. The teacher may, at times, encounter situations of incongruity, where there is a
mismatch between what is known and planned, and what is experienced in instructional
contexts. So that information perceived in the environment may be understood, it must be
interactive, consistent with schema that already exist in order that there be the possibility
that it be integrated (Spiro, 1977). When it happens that information cannot be

assimilated or accommodated (Strike & Posner, 1985), there exist conditions for possible
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problem solving activity, which may result in the restructuring of the teacher’s
knowledge.

Problem solving (Figure 4) has been defined as goal-directed cognitive processing
occurring in situations where there may be no obvious solution (Mayer & Wittrock,
1996). The processing may be inferred from changes to overt behaviors (Mayer &
Wittrock, 1996). Problem solving may or may not be situation-specific, but in any case, it
is understood to mean cognitive activity (Hayes & Simon, 1974) geared to diminishing

the difference between the representation of an initial state and a goal state.

Start.

Generate possible operators
Select operator |
Fail = Integrate

Try operator . : Fail

Solve...Done

Figure 4. Problem solving model (Hayes & Simon, 1974).

Problem solving for the teacher involves tackling, primarily, 1ll-defined problems.
The complex instructional environment contains tremendous amounts of information that
may or may not be consistent with the teacher’s schema (Nias, 1987), and provides ample
opportunity for the teacher to engage in problem solving, both routine and non-routine.
Teachers have been described as “rational professionals, who . . . make judgments and
carry out decisions in an uncertain complex environment . . . behaving rationally with
respect to the simplified models of reality they construct” (Shavelson, 1983, p. 392). One
major task for the teacher is to solve problems arising in practice. Problem and solution
are a function of the complex conditions of the instructional context and the knowledge
of the teacher. Responses to both familiar and unfamiliar situations necessitate the

reformulation of representations, which with experience, may become increasingly
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complex and may contribute to the teacher’s efficiency and effectiveness, and which may
also provide evidence of the learning of the teacher.

A study. Franke, Carpenter, Levi and Fennema (2001), in a study entitled
Capturing teachers’ generative change: A follow-up study of professional development in
mathematics, investigate teacher learning from a cognitive perspective. Interview and
classroom observation data were collected on twenty-two teachers four years after a
professional development intervention in which the investigators sought evidence of
generative learning. The professional development program, Cognitively Guided
Instruction (CGI), fostered the teachers’ understanding of children’s mathematical
thinking through the construction of developmental models. Such models are assumed to
provide a framework for organizing teacher’s knowledge, which, in turn, provides a
framework for the creation of the teacher’s new knowledge. The follow-up focused on
“how teachers attended to and used children’s thinking and how the teachers perceived
their own change” (p. 660). Results indicate that all teachers “maintained some level of
GCI implementation” (p. 664), and “support for using student thinking as the basis for
professional development . . . engaging teachers in generative change” (p. 685):

Generative growth occurred for teachers who perceived themselves as learners,

creating their own understandings about the development of student thinking . . .

In listening to their students and then talking about it with their colleagues,

teachers are not simply sharing; they are building principled knowledge on which

to base their ongoing instructional decisions (p. 685).

In this study teachers are seen to be generative learners engaged in problem-posing and
problem solving, constructing highly structured knowledge for use in practice (Franke,
Carpenter, Levi, & Fennema, 2001).

Teacher learning and Adult Learning Theory

The learning in which the adult engages has been broadly defined as a process of
change or potential for change (Merriam & Caffarella, 1991) that may be accomplished
in both non-formal, as well as formal (Bonk & Kim, 1998) learning contexts. Formal
learning is understood to be that which may result in, and from, activities undertaken by
teachers engaged in organized professional development programs, or in institutions of

higher learning, where propositional knowledge is intentionally sought. Non-formal
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learning is implicit to practice and may be reactive, unplanned, and occurring as a
consequence of the learner’s spontaneous response to an immediate situation. The
resultant knowledge, which may be propositional or tacit in form, may enable future
action (Eraut, 2000), and when applied (Fenstermacher, 1994), may provide evidence of
learning.

In discussing foundational ideas of adult learning, Merriam and Caffarella (1991)
group theories according to underlying assumptions, and their power to shed light on
learning processes and facilitate the planning and enactment of instruction. Categories
include behaviorist, cognitivist, social, and humanist. Within the behaviorist tradition
attention is paid to overt behavior, which is assumed to be a response to environmental
stimuli, a perspective that separates knowledge from learning (Hofer & Pintrich, 1997).
Epistemological issues are central to cognitivist, social, and humanist theories of
learning. The cognitivist point-of-view focuses on the internal processing, storage and
retrieval of information resulting from perceptions of environmental stimuli, that is, on
mental representations of what is known. Implications for those concerned with adult
learning may be found in discussions of meaningful learning, learning how to learn, and
learning style—all learner-controlled functions (Merriam & Caffarella, 1991). Social
learning theory suggests that context is central to learning occurring as a possible
consequence of the individual’s interaction within an environment. Finally, learning from
a humanist perspective looks beyond cognitive and behavioral processes into the
affective domain. This orientation is evidenced in theories of adult learners stressing self-
directed and experiential learning.

Contemporary theories of adult learning may be grouped according to objectivist
or interpretist paradigm. In the case of the former, it is assumed that learning corresponds
to events in an objective reality where observed behavior reflects what is learned. An
interpretist paradigm emphasizes the importance of the individual’s cognitive structures
(Mezirow, in Sutherland, 1998). It is assumed that “reality is a social construct” and
“languages sustain and rationalize relationships and favor some patterns of culture over
others” (Mezirow, in Sutherland, 1998, p. 6). Thus, learning is a matter of obtaining

mutuality of meaning as knowledge is constructed. An interpretist paradigm characterizes
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transformative theories of learning and provides those concerned with explaining or
facilitating the process with a conceptual framework from within which to work.
Teacher Learning and Learning as Transformation

The transformative nature of adult learning has been widely investigated
(Mezirow, 1975, 1991a). Mezirow’s particular rendition provides a framework for
understanding meaningful teacher professional development. Elements of Mezirow’s
theory of perspective transformation (Figure 5) include meaning perspectives and

schemes, culture and codes, experience and reflection, and incremental and epochal

learning.

Culture - . Individual : " constructs Knowledge
people meaning
values g, perspectives/
sensory stimuli transforms transforms - . transforms schemes
situations g '

Codes ' define Learning
sociolinguistic incremental
psychological epochal
epistemic

Figure 5. Elements of a model of perspective transformation (Mezirow, 1991).

Knowledge is understood in terms of meaning perspectives and meaning schemes
(Mezirow, 1991a, 1994, 1998). Meaning perspectives are framed by the individual’s
predispositions, assumptions and expectations, while meaning schemes are constituted by
concepts, beliefs, judgments and feelings. Knowing involves the active construction of
meaning on the part of the learner as culture is experienced and reflected upon (Mezirow,
1991a, 1994, 1998). Culture is prescribed by people, values, and sensory stimuli, and is
supported by a network of codes-sociolinguistic, psychological and epistemic.

Sociolinguistic codes include norms, ideologies, and language. Personality and prior
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learning govern psychological codes. Epistemic codes are delimited by learning
preference or style. Learning occurs as the individual constructs new knowledge, and is
the result of interpretation of experience within a culture (Mezirow, 1991a, 1994, 1998).

The learner experiences a disorienting dilemma which may initiate a process of
examination of assumptions, acknowledgement of disequilibrium, planning and enacting
change, and adjusting to a new perspective. Learning resulting in transformed meaning
schemes is described as incremental, while that resulting in altered meaning perspectives
is defined as epochal (Mezirow, 1991a). Mezirow asserts that adults learn as they engage
in discourse and will, ideally:

Have accurate and complete information, (be) free from . . . self-deception, have

the ability to weigh evidence and evaluate arguments . . . be critically reflective,

open to alternative perspectives . . . and will accept informed, objective, and

rational consensus as a legitimate test of validity. (Mezirow, 1991a, p. 199)

Adult learning involves passing through the phases of disorientation, search for meaning
and peace, self-acceptance, and reintegration (Mezirow, 1991a). Understanding adult
learning as the “mental construction of experience and the changes therein . . . resulting
from praxis (or) reflection and action” (Merriam, 1998, p. 7) holds the possibility of a
framework for the exploration of the learning of teachers constructing professional
knowledge.

A study. In a study entitled Teacher study groups: Contexts for transformative
learning and action, author Elizabeth Saavedra (1996), reports on how “study groups” (p.
271) provide opportunities for teacher learning through the process of problem posing
and solution. Six teachers involved in a two-year study, worked from a critical theory
perspective as they investigated ethnic, socio-cultural, and economic issues through the
transformation of “professional culture” (p. 271). The study group became the context for
“emancipatory learning” (p. 271) for teachers working in settings that did not reflect their
particular backgrounds. “From this perspective, education is conceptualized as a vehicle
for promoting social justice by challenging the social, political, and institutional
structures that situate large groups of students at a disadvantage” (p. 271). Through

“critically examin(ing) relations of power and their own interactions and intersections
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with the institutional structures . . . a group of teachers authored their own
transformations” (p. 272, emphasis original):

Teacher transformation is understood to mean change which occurs through the

creation of critical and reflective social contexts that place teachers at the center

of their own learning . . . (where they) can confront their own cultural, social, and
political identities and the situations that have shaped and continually shape the
expression of those identities . . . Teachers are viewed as empowered intellectuals
who are seeking knowledge and understanding of their roles and abilities through
collective reflection . . . Teachers engage in the process of creating and shifting
knowledge, meanings, ideologies, and practices, and thus transform themselves

and the conditions of their lives. (p. 272)

The study group became an opportunity for “critical dialogue . . . permit(ting)
collaboration and planning with peers, provid(ing) a supportive context for teachers to
experiment with ideas and innovative practices and to share these experiences” (p. 273).
Saavedra maintains that conditions that will foster the teacher’s transformative learning
include:

* A dialogic context

* Identity and voice

* Ownership and agency

* Dissonance and conflict

* Mediational events and demonstrations

* Reflection, action and generation

* Self-assessment and evaluation

* Reflective practice and recreating teaching
Designing a study-group in order to facilitate transformative learning allowed the
teachers to see themselves in the dual roles of educator and learner, something that they
had not found in earlier professional development experiences. Saavedra concludes that
within a study-group:

Learning and teaching may become interdependent complexities that occur

through interactions in which meanings are constructed and negotiated. Learning

and teaching (are) no longer considered one-dimensional behaviors, but
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multidimensional manifestations of beliefs, context dynamics, sociopolitical and
cultural forces, and intellectual purpose. (p. 276)
In the words of one of the participants: “It is one thing to recognize (a) reality; it is
wholly another to internalize it and act accordingly” (p. 276).
Teacher-research and Self-study
The teacher’s learning ought to be discovered at the merging of theory and
practice. As increasing numbers of professional educators engage in the process of
research on practice, and as academics research the phenomenon, a multitude of
definitions have appeared in the literature. Generally speaking, teacher-research is
accepted as being some form of practitioner-driven, critical problem solving, conducted
in a systematic manner. Teacher-researchers may be working on one project
collaboratively, or they may be involved in individual projects. Characteristics found
across the spectrum of models of teacher-research include:
* Recognition of a need to reflect on teaching and learning
» Systematic framing of questions, collection and analysis of data
* Recognition of an need to act on reflection
» Evaluation of subsequent changes to practices
* Recognition of a need to share the work of reflecting and acting in a public arena.
(Elliot, 1994, McNiff, 1993; Whitehead, 1993)
Teachers may investigate issues of curriculum, context, learners, learning, and at their
best, teaching and research will work in a dynamic and synchronous relationship. That is,
the practitioner undertaking authentic research cannot do one without engaging in the
other, and the outcome ought to be transformation of practice (Silcock, 1994).
Self-study is a particular paradigm within the teacher-research tradition. Adopting
a form of autobiography or auto-ethnography, the practitioner engages in the study of
practice through beliefs and values that frame a personal lens on practice (Cole &
Knowles, 1995; Hamilton, 1998; Hollingsworth & Sockett, 1994; McNiff, 1993;
Whitehead, 1993). Self-study is understood to mean research by teachers “who
systematically bring to bear . . . their past experiences, understandings, scholarly
perspectives, and theoretical frames to make sense of the experiences within which they

are engaged . . . Data are collected from and about the self to promote self-development
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and change” (Hamilton, 1998, p. 111). The outcome of such an endeavor may be the
teacher’s living educational theory (Whitehead, 1993).

The teacher conducting research on practice may possibly be characterized as an
adult learner capable of determining the need for learning, recognizing what needs to be
learned, and the appropriate venue for doing so (Clark, 1992). One theory of teacher-
research (Figure 6) that serves to frame such work proposes a self-reflective spiral in
which the teacher moves from experiencing a problem and imagining a solution, to
enacting the imagined solution, and evaluating and subsequently, modifying actions
(Whitehead 1993).

* [ experience a problem because my educational values are negated
* Iimagine a solution

* [ act in the direction of the imagined solution

* [ evaluate the actions

* I modify my actions/ideas in the light of my evaluations

Figure 6. A model for educational practice (Whitehead, 1993).

The teacher-researcher’s values are at the centre of an intentional process that is
characterized by systematic research (McNiff, Lomax & Whitehead, 1996). A key feature
of this theory is a commitment to improvement of professional practice, not simply to
change. This may be facilitated by the scaffolding by the teacher-educator in a zone of
proximal reflection (Reiman, 1999).

A study. In a study authored by teacher-researcher Karen Hale Hankins, entitled
Cacophony to Symphony: Memoirs in teacher research (1998), the writing of memoirs is
used in order to:

Make some sense of the cacophonous days with (her) three special students, Nat,

Loretta, and Rodney, who had all been damaged in-utero by crack cocaine or

alcohol . . . The past seemed to wrap itself around (her) present-day questions, and

as the number of memoirs grew, (her) journal became a place for uncovering the

significant. (p. 81)
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The research is guided by two overarching questions:
* How might the needs of the special students best be met?
* When a child comes . . . pre-labeled, stamped “lower socioeconomic, African
American,” how does that affect . . . expectations for that child? (p. 90)
In publishing her report, Hankins shares the “impact that recording her past had on (her)
teaching” (p. 81), and makes a claim to “a voice in the definition of research” (p. 81). She
concludes that an understanding of the students’ lives was accomplished through an
exploration and understanding of her own life. This involved unearthing childhood
memories-some painful-through journaling. In her journals Hankins wrote about ideas
and events that she had been admonished not to talk about when younger. She uses “Just
don’t talk about it” (p. 83) as a refrain as she identifies and confronts issues in the
children’s lives for which she found parallels in her own. These included her family’s
struggle with a handicapped child, an alcoholic grandfather, and the racial problems of a
community in the southern United States in the 1960s. Through her study, Hankins
comes to see herself, “the teacher, walking in and out of the same pain and joy, and in
and out of the same socially constructed alienation” (p. 93) as that of her students, and
when their “problems were most confusing, an image from (her) own family often
appeared next to (her) observations of their disturbing behavior” (p. 94). The process of
reflecting and writing also allowed her to come to understand herself as a researcher:
As I understand the idea of the researcher as instrument, it behooves me to know
that instrument and to know it well, especially when the instrument is me. Writing
memoirs while I documented the present helped me to know myself better and to
understand Nat, Loretta, and Rodney better as a result. When I began to “chunk”
the text of these memoirs into common themes, two themes emerged: prejudice
and family denial. (p. 84)
Finally, Hankins writes “when I saw (my students) as part of myself, in some measure as
part of my own story, my expectations for them rose, as did my ability to reshape my
craft for them” (p. 87).
Representing the Teacher-Researcher’s Learning
It is assumed that knowledge constructed by the teacher reflects learning. As well,

it is assumed that knowledge is constructed as a consequence of interaction within a



Teacher-researcher 28

context. Teacher learning may be observed and measured in formal learning settings, or it
may be embedded in everyday activities, thus becoming more difficult to recognize. In
either case, language, which conveys information and describes reality (Holstein &
Gubrium, 1998), and language activity which transmits meaning—engaged in and shared
with significant others—provides a context within which to locate evidence of
instructional problems, solutions, and consequent teacher learning.

The teacher sharing knowledge about teaching and learning becomes a participant
in a discourse community (Allen & Shockley, 1996; Bruer, 1993; Holstein & Gubrium,
1998) with a particular implicit tradition and conditions for interaction of the cognitive
and the social. The instructional context (Anderson & Burns, 1989), then, provides a
locale where teacher cognition may be understood by self and others who share a reality
(Holstein & Gubrium, 1998). Integral to the discourse tradition are the narratives of
practice (Calfee & Berliner, 1996; Connelly & Clandinin, 1990, 1999. 2000), which
integrate concepts and contexts, and which may be considered a protocol (Calfee &
Berliner, 1996). The protocol is the record that serves the purpose of research and:

May be in written, audio, or video formats, analyzed at a micro or macro level . . .

(It 1s) the record of what transpired . . . (providing) a foundation for making

categories, assigning numbers and testing hypotheses, for interpreting a statistical

analysis and assessing a theoretical model. (Calfee & Berliner, 1996, p. 3)

One scholarly tradition construes the ensemble of discourse and story as narrative
(Gudmundsdottir, 1995), and provides a means of understanding language, behavior and
culture. A narrative may be defined as a:

Series of verbal, symbolic or behavioral acts sequenced for the purpose of telling

someone else that something has happened. Thus, the social context in which the

narrative is related, the narrator’s reason for telling it, the narrator’s narrative
competence, and the nature of the audience are all important elements in
developing an understanding of the narrative. (p. 25, emphasis original)

Probably our most rudimentary method of sense-making, narrative has been used
for the purpose of clarification, illustration, or explanation by various communities
throughout our human past (Honderich, 1995). It has been said that “all human science

has a narrative quality” (van Mannen, 1990, p. 115), and outside the domain of the hard
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sciences, narrative has traditionally provided human beings with the means of knowing or
making sense of things, as “humans are storytelling organisms who, individually and
socially, lead storied lives” (Connelly & Clandinin, 1990, p. 2). We create and study
narrative reports in order to learn how the world is experienced.

Case history, biography, life history, and sociological studies of curriculum in
schools are some of the instances in which narrative has been used to make sense of
school contexts (Connelly & Clandinin, 1990). As such, the narrative, is a phenomenon,
“a rhetorical device for expressing sentiments” (Carter, 1993, p. 5), with a particular
constitution which includes:

(a) A situation involving some predicament, conflict, or struggle; (b) an animate

protagonist who engages in the situation for a purpose; (c) a sequence with

implied causality (i.e. a plot) during which the predicament is resolved in some

fashion. (p. 6, parentheses original)
However, in another sense, narrative is a method of inquiry (Carter, 1993; Casey, 1992,
Connelly & Clandinin, 1990, 2000), a mode of knowing with power to inform (Carter,
1993). The process of narrative inquiry involves the telling and retelling of stories or
anecdotes. The researcher’s purpose is to describe and ascribe meaning to participants’
perceptions, and communicate these to others, to allow an audience to come to know, or
to share material not readily accessible.

Narratology provides a theory of texts (Bal, 1994) and a description of narrative
systems that afford the researcher a concrete and systematic way of dealing with narrative
acts. Such systems are understood as being sets of principles for structuring material in a
story, which may include the events, time and duration of the story, the actors, locations
and relationships among all of these, and the point-of-view of the narrator. Analysis of
narrative according to these principles can be reported directly, analyzed and interpreted,
or it may be used as a foundation for assumptions, which may then be substantiated on
the basis of other data in order to provide a more elaborate description of an experience.
Narratives of teachers’ experiences may be subjected to such analyses. The purpose of
the teacher, and in particular the teacher conducting research on practice, in constructing
a narrative may be to make explicit what is known or to identify where there may be a

need for knowledge. Teacher-researcher accounts may represent practitioners as having
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knowledge of themselves, school contexts, content, learners, learning and teaching
(Connelly & Clandinin, 1999). They may “give meaning and convey a sense of
experience, counter empirical modes of inquiry . . . portray their specialized ways of
knowing...and promote expertise in teaching” (Behar-Horenstein & Morgan, 1995,
p. 147).

A study. A narrative inquiry entitled Listening to the Children on the Landscape,
authored by Janice Huber (1999), explores the “in-classroom place on the professional
knowledge landscape of schools” (p. 10). Huber, a teacher-researcher, and her junior
teaching partner focused their efforts on “the personal gifts each child brought from his or
her life to (the) classroom community and how these gifts shaped (their) in-classroom
place” (p. 11), which was formulated “around the metaphor of a garden . . . highlight(ing)
the individuality of each child and help(ing) them to see his or her place and
responsibility as a gardener within (the) community” (p. 11). Careful planning of
classroom spaces and experiences led to “impressions that . . . intentions of building a
caring classroom community had been both successful and uneventful” (p. 12). This was,
however, a “cover story” (p. 12), masking “discontinuities . . . between these planned
curriculum experiences and the stories . . . some of the children (were) living out within
(the) classroom context” (p. 13). The discontinuities are explored through Huber’s
construction of her narrative, which includes aspects of the narratives of the students in
her class. The latter were brought into the classroom through curricular innovation. The
teacher and her partner introduced “support circles” (p. 17). These provided the students
with an opportunity for:

Storytelling and figuring out (which) soon began to cross the boundary marked by

(the) children and our in-classroom place, to include stories of children from other

classrooms, events occurring across the landscape of (the) school, as well as

stories shaped through their out-of-school experiences. (p. 17)

The stories brought to the circle served to take teachers and students “deeper into the
underground” (p. 18) of the landscape. The story told by a student returning to school
after the death of a grandparent:

Grabbed us, causing the boundaries that had once constrained our storytelling to

become less visible. We were immediately taken to a landscape that although not
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unrecognizable, was somewhat unfamiliar territory. The telling of this story
dramatically changed our classroom landscape for the remainder of the school
year. (p. 18)
The support circle, introduced to facilitate the resolution of conflicts among students and
the building of community, became central to the classroom landscape:
Stories shifted from . . . surface stories . . . to stories about the very personal, real
issues and concerns we were all living through. Concerns such as death, divorce,
unemployment, and family difficulties to wonderings or theories about how and
why events in the physical and manufactured world occur as they do became
important threads in our conversations . . . uncovering important self-truths . . .

Listening to the stories we told shifted our understanding. (p. 19)
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EMERGENCE OF A PROBLEM

Figure 7. The Mattawa River.

The River Has Two Banks After All
Comfort slides away beneath me, stays behind, and away.
Whitecaps slapslapslap the hull.
Defenseless, my dinghy and I tack and tack and tack again

Straining sheet and sail, bucking a wall of wind and wave after wave after wave of

Watery apprehension—
Until we beach.
1 stand, uncertainly, at an unfamiliar water's edge
Where lurking, hidden Others take shape and sound

And the afiertaste of The River spray sweetens on my lips.

32
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Chapter 3

Teacher Learning

... seas of tranquility they sort of nod
when you look at them as if to say

in a little while it won’t exist

not even on postcards

—Anselm Hollo, Classroom

In 1995 the National Center for Research on Teacher Learning published a report
entitled Realizing New Learning for All Students: A framework for the professional
development of Kentucky teachers (McDiarmid, 1995), in which the learning of teachers
facing school reform is discussed. Teacher learning is defined as a “progression . . .
teachers undergo on their way to transforming their practice” (p. 12). The progression is
broken down into levels and “involves not only ‘unlearning’ some things teachers and
others have thought were good or at least standard practice, but figuring out what reform
goals mean and look like in the classroom and school” (p. 12, emphasis original). The
phases include:

* Awareness
* Understanding
* Reflective self-awareness
Conditions that will support teacher learning include:
* A community of colleagues
* Administrative support and leadership
¢ Support in the classroom
* Opportunities to observe and experience new ways of teaching and
learning
* New ways of understanding the subjects they teach.

As well, teachers are seen to need to engage in critical self-evaluation. Finally, it

was understood that teachers needed time, funding and appropriate policies to support

their learning. The ideas presented in the report are thoughtful and fairly comprehensive.
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What must be learned and how the learning may be fostered are explored. However, the
authors of the report neglect to offer an explanation of how the teacher learns.

Too often teachers seem content to teach and leave learning to their students.
Having completed teacher training, few teachers continue to learn in a fashion that would
permit outcomes to be observed as improvement to practice. According to Hoban (2002):

There is a paradox embedded in our teaching profession—in a rapidly changing

society, teachers are often reluctant to change their practices . . . many teachers

fall into a repetitive pattern of teaching in the conventional way in which they

were taught in school. (p. 1)

While many teachers are seen as not engaging in meaningful learning, others
participate in professional development activities where they learn new process skills,
which may allow them to introduce innovations into their classrooms. However, it is
assumed in such cases that the teacher has both the desire and the prior knowledge
necessary for learning to take place. Still others may engage in learning that begins with
personal concerns, which lead them to novel practices, concerns about implementation,
and learner outcomes (Hoban, 2002). These cases are few, and fewer still become life-
long learners. Understanding teacher learning is not a simple task. “Naively, it is thought
that teacher learning is a linear step-by-step process, independent of who teachers are, the
culture of their schools and the experiences they bring to a request for change” (Hoban,
2002, p. 2). Nevertheless, I am left to wonder why, if there is knowledge emanating from
the research community, advancements are not being made in teacher learning. Almost
thirty years ago, it was observed that the history of teacher learning and professional
development was not “characterized by steady progress based on advances in . . .
knowledge and understanding” (Guskey, 1986, p. 5); rather “the history of staff
development is characterized primarily by disorder, conflict, and criticism” (p. 5). Why,
if “we consider the goal of education to be preparing students to be lifelong intentional
learners” (Putnam & Borko, 2000, p. 4), and we understand that “education is centrally
concerned with learning” (Wilson & Wilson, 1998, p. 357)-an idea that “delimits the
subject-matter of educational research” (p. 357)-do we not seem to know more about

teacher learning?
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A Theory of Adult Learning

A theory of adult learning ought to serve to explain and support teacher learning.
Mezirow (1991) defines learning as a process of transformation. He proposes that
“perspective transformation can form the cornerstone of a theory of learning that 1s
unique to adults” (Merriam, 1989a, p. 163), and he defines perspective transformation as:

The alteration or modification of meaning perspectives that are those

psychological structures within which we define our relationships and ourselves.

It is the reconstruction of our personal frame of reference, our self-concept, goals,

and criteria for evaluating change. (Merriam, 1989a, p. 163)

In a grounded theory study of 153 women returning to post-secondary studies in a
range of academic areas in four American states (Mezirow, 1975), the concept of
perspective transformation was framed and the phases—disorientation through
reintegration—illuminated. Women’s college reentry programs were investigated through
participant observation, interviews and document analysis. The purpose of the study was
to “establish the modal patterns and innovations of:

(1) Organizational and administrative practice,

(1) Curricular and social interaction, and

(3) The characteristics of those involved, especially the students” (Mezirow, 1975,

p. 56).
Programs studied included those found in urban, suburban and rural settings and included
participants with working-, middle-, upper-middle-class, and ethnic minority, as well as
Caucasian, backgrounds. A hypothesis about learner transformation emerged from field
data leading to interview studies and a nationwide telephone survey. Subsequent to the
foundational work of Mezirow, studies have served to confirm, question and elaborate
these findings using diverse methodologies in a range of contexts (Taylor, 1997, 1998).
These include studies of a wide variety of adult populations including kidney transplant
recipients (Clevinger, 1993), doctoral theological students (Bailey, 1996), HIV positive
adults (Courtney, Merriam, & Reeves, 1998), and, among others, teachers (Saavedra,
1995).

I believe that a general theory of adult learning may be useful in understanding

teacher learning as evidenced in narratives of critical self-reflection, which may be
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reported as self-study of professional practice. As well, evidence of teacher learning
located within a formal theoretical framework may serve to raise the teacher-researcher’s
narrative to the status of inquiry (Barnes, 1998) within the educational research
community.

Constraining the Reports of Teacher-Researchers

In terms of various paradigms (Creswell, 1998), teacher inquiry presents itself as
a hybrid, possibly incorporating several aspects, conventions, language, and subject
matter of qualitative inquiry. Creswell identifies five research traditions-biography,
ethnography, and phenomenological, grounded theory and case studies.

Interpretive autobiographical and biographical research, “the study of an
individual and her or his experience . . . that describes turning point moments in an
individual’s life” (Creswell, 1998, p. 47) lends definition to the work of teacher-
researchers, including those engaging in self-study. It is assumed that the research will be
highly value-laden, that reality is shared by the researcher and significant others, that
knowledge is co-constructed, and that this knowledge may contribute to, and shape,
theory and knowledge in the human sciences. The teacher-researcher may adopt methods
of a phenomenological perspective in order to explore and describe the lived experience
of individuals, or of members of a particular group for the purpose of extracting meaning
(Creswell, 1998). The reader of the report will gain an understanding of the “essential,
invariant structure (or essence) of the experience, recognizing that the single, unifying
meaning of the experience exists” (p. 55). The descriptive power of ethnography may
appeal to the teacher conducting research on practice. Or, aspects of case study
methodology may be adopted in order to explore “a program, an event, an activity, or
individuals . . . bounded by time and space . . . within its setting” (p. 61). Finally,
elements of a grounded theory approach may be employed by the teacher-researcher
wishing to propose “a plausible relationship among concepts and sets of concepts” (p.
56). However, conditions imposed by this perspective, such as the setting aside of
theoretical predispositions, may prove daunting.

I would propose conceptualizing teacher-research as follows: engaged in inquiry,
the teacher studies and interprets the meanings of behavior, language and interactions of

members of a group sharing a school culture. The study will usually be framed by
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purposive sampling. Plans for the study will be tailored to experience, and questions that
explore the meaning of that experience. It will reflect contextual, cultural, personal, and
institutional themes witnessed through observation, documentation, and discourse. Data
may be gathered over a number of years, subjected to specific steps in data analysis,
report major events in a group’s shared experience or in an individual’s life, and result in
a chronology. Comprehensive description of the experience in the voice of the teacher-
researcher, and those of others, will provide explanations and possible multiple meanings
through analysis, detailed description, and/or interpretation. The process may reveal an
image of an individual or group that includes general meanings, the views of participants,
and the researcher’s interpretation, along with a plan for action and a report of change.
Should the teacher-researcher attempt to set aside theoretical preconceptions, the content
and process knowledge constructed by the teacher-researcher holds the possibility of
emergent theory. Finally, the ensuing report ought to bear evidence of the learning of the
teacher-researcher, and that evidence made public.
Examining the Reports of Teacher-Researchers
The trustworthiness and usefulness of the work of the teacher-researcher must be

established for others. Eisner (1991) posits that “all experience derived from text is
transactive, (and) we can ask what it is about text that is likely to make it believable”
(Eisner, 1991, p. 53) by using three criteria in order to determine whether or not an
account has a ring-of-truth:

* s the text coherent?

* Is there a possibility for consensus among those who experience the text?

* s there an element of instrumental utility to the text?
Questions about credibility, shared meaning and utility among practitioners and
academics may thus be addressed. Working with these ideas implies that “we cannot
secure an ontologically objective view of the world” (Eisner, 1991, p. 60). Rather, the
process of knowing is transactional, and what we know is “mediated by what we bring to
the world as we achieve experience . . . and what we use to convey our experience” (p.
60).

A conceptualization of teacher-research as qualitative inquiry provides criteria for

selection and critique of studies reviewed here. Each has been selected because there is a
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ring-of-truth to the reports. However, because it has been said that the subject matter of
research in education ought to be learning (Wilson, & Wilson, 1998), evidence of the
learning of the practitioner engaged in self-study research on practice will be sought as
the following question is addressed:

* How is learning evidenced in the report of the teacher engaging in self-study?

Mezirow (1998, p. 6) defines learning as “the process of using a prior
interpretation to construe a new or revised interpretation of the meaning of one’s
experience.” Learning is understood to occur through the elaboration or transformation of
existing meaning schemes or perspectives as a consequence of critical reflection,
producing reflective insights. Learning may be either instrumental, resulting in the ability
“to control or manipulate the environment or other people” (p. 8); or communicative, that
is “learning what others mean when they communicate . . . often involving feelings,
intentions, values, and moral issues” (p. 8). Either instrumental or communicative
learning ought to lead to a decision on the part of the learner to take action. For my
purpose in this study, a report of research on practice would provide documentation of
the process of critical reflection. Evidence of the teacher-researcher’s learning is
understood to mean verification of the planning, enacting and evaluating of change to
teaching practice following a period of critical reflection. Finally, teaching practice is
constituted as the teacher-researcher’s environment, people, and meanings held by people
within that environment.

Studies: The academics. As an ensemble, ideas about qualitative inquiry,
conditions for establishing rigor and the purpose of inquiry in education, and evidence of
teacher learning, provide criteria for critiquing teacher-research reports. Reviewed here
are examples of practitioner self-study with a stated goal of reporting reflection on
practice for the purpose of improvement.

1. Self-study of teacher education practices through the use of the faculty course
portfolio, Joan Gipe, (1998).

In a self-study involving the building of a professional portfolio Gipe (1998)
reports results of an investigation into a dilemma faced in her teaching, one confronted in

her work with pre-service teachers at the University of New Orleans:
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My dilemma focused on a perception of my role as a course instructor to mean
that I alone was in control of the course; that is, I alone must determine the goals,
the readings, and the flow of each class. However, my teaching beliefs were in
conflict with this perceived role. (Gipe, 1998, p. 140)
Gipe found herself questioning how she might give responsibility to students for their
learning while maintaining control of teaching and learning. The dilemma motivated her
to undertake and report a self-study. A social perspective that “conceives of the
classroom as a group situation and conversation as the means for learning . . . (where)
both cognitive and motivational variables must be considered” (p. 141) frames the
theories that Gipe found herself “testing” (p. 141), in her self-study research.

Gipe constructed a course portfolio that included data on her beliefs, self-
assessment, practical details of the course, and summaries of student performance and
perceptions of the teaching and learning. Other data included action research projects on
various topics, the development of ways to help pre-service teachers engage in peer
evaluation being one example. Details of analyses are limited in the report to one such
project, and no details of the students involved are given beyond identifying them as pre-
service teachers whose individual and collective voices are absent in the report. Gipe
reports some change in her students’ learning behaviors, although it is not clear, beyond a
few examples, what changes were noted and the relevance of these. As a result of
engaging in self-study, Gipe asserts that she felt motivated to “pursue a greater degree of
agreement between values and practices” (p. 143). However, such statements do not
constitute clear evidence of learning, but may simply be observations not necessarily
leading to resolution of the dilemma and active, enduring change to practice.

2. Harmony, conflict, and respect: An Asian-American educator’s self-study,
Linda Oda (1998).

Oda (1998) investigated how her Asian-American background influences her
teaching and her students in her work as a teacher of multicultural and bilingual
education courses at Weber State University (WSU) in Utah, and reported the results of
her reflections. Oda wrote that the:

Purpose of this study was twofold: first to undertake a self-study that explored the

effects of my own Asian-American cultural influences on my teacher education
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classes, and second, to establish a foundation from which I could develop ways to

help my students address multicultural issues. This self-study centers on

analyzing key experiences in my personal and professional history that are unique
to my cultural heritage in an effort to determine how my culture has affected my

role as a teacher-educator. (Oda, 1998, p. 113)

The self-study was conducted within a familiar theoretical framework, a “theme within
WSU Department of Education . . . ‘Teacher as Reflective Practitioner’ ” (p. 114). Data
included transcriptions of audio taped lectures and class discussions, questionnaires
administered to current and former undergraduate education students, and the
researcher’s autobiographical records, the sum providing access to multiple perspectives.
As Oda reports, data sources “allowed me to capture both my own words and the words
of my students . . . I realized that I needed the students’ perspectives to understand
whether my cultural background was apparent to students in our interactions” (p. 114).
While she discussed outcomes of her students’ learning, there is little evidence of Oda
having learned as a result of the inquiry. She concluded that she gained “insight into her
current practices” (p. 122), and that this might “facilitate the next steps to (her)
professional development” (p. 123). This may indicate an intention, but neither a plan for,
nor evidence, of change.

3. Reflecting critically on teaching to encourage critical reflection, Nancy
Hutchison, (1998).

Hutchison (1998) reported a “time of constant change” (Hutchison, 1998, p. 125)
in her examination of pedagogical issues encountered in the construction of a case-based
curriculum for pre-service teachers studying the education of exceptional learners at
Queen’s University in Ontario. Multiple data sources include the researcher’s reflections,
course evaluations presented formatively at Student Advisory Committee meetings or
completed by students at end of term, and tape-recorded discussions with individual
students. Hutchison makes well-supported claims to learning about her practice. These
are reported in terms of documented changes to assignments, course organization and
teaching, implemented as she saw “ways of making (her) teaching more consistent with

(her) aims . . . These became the starting points for (her) efforts to teach differently”
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(p. 128). Claims to change are well substantiated by verbatim excerpts from student
reports. Hutchison describes her learning as a recursive process of reflection and action:

Back and forth I go, it seems, between the experienced and the theoretical and the

experienced in a disjointed, recurrent and gradually enlightened way. Perhaps this

is what it means to learn to teach—to learn to perceive and act by tacitly
experiencing the specifics in a situation and in another situation and in another.

(p. 138)

In each of the three studies the researcher has attempted to make sense of
professional experience. Each of the studies begins with a statement of recognition of the
need to reflect on practice, and there is evidence of inquiry with some degree of input
from others in the research context. Each teacher-researcher develops a plan of action
designed to answer a particular question, and reports the collection and analysis of data
reflecting events crucial to the professional development of the researcher within context-
specific time frames. Reports reveal general meanings and emergent personal, living
educational theory (Whitehead, 1993), and include detail that renders descriptions
coherent, comprehendible and potentially useful to those outside the context.

However, in discussing the reports of Gipe, Hutchison, and Oda two issues must
be raised. The first concems the criteria that learning ought to be in evidence in the
teacher-researcher’s report. The reports of Oda and Gipe do not demonstrate movement
beyond the reflective stage to active change to practice. Within the self-study paradigm
the teacher, learner, and researcher are one, with the purpose of the inquiry being to learn
about oneself in order to improve one’s practice. However, claims to have learned do not
constitute evidence.

A second issue may be found in methods employed by the researchers. Each of
the studies reviewed here reports data sets with the possibility for triangulation. However,
whether or how data were triangulated is not elaborated in the reports. Furthermore, Gipe
and Oda provide no details of how data were analyzed. Hutchison reports her analysis of
one data set, midterm course evaluations, and makes no mention of how this linked with
data collected from other sources. A clear description of how data were analyzed and
triangulated would strengthen the credibility of these studies.
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That being said, I add a caveat. As a teacher-researcher, I have difficulty
critiquing the work of others. In engaging in this exercise, I have confronted the lack of
consensus within the research community as to the criteria for such criticism. I wonder
whether it is not a contradiction, a violation of the assumption of the centrality of the / in
self-study, in particular, to impose such criteria. It may possibly be more true to the spirit
of teacher-research should the teacher-researcher determine and make public the criteria
by which the merit of the study is to be judged, and by whom (McNiff, 1993).

Studies: The practitioners. Faculty members who teach and do research in teacher
education programs published the reports discussed above. In this section reports
resulting from inquiry conducted by teacher-researchers at work in Canadian elementary
and secondary schools will be discussed.

1. 4 story of Aaron, Jan Antoniuk, (1998).

Antoniuk’s narrative inquiry report gives an account of changes to her classroom
practice guided by the talents and unique requirements of one of her special needs
students. There is a clear recognition of the need to reflect on professional practices. She
asked both global questions, and questions specific to the particular learner, Aaron:

How do we help children to discover and explore the things that are of

significance to them, to pursue that which is of immediate importance to them?

How do we create nurturing and supportive spaces? . . . How can I, as teacher,

create such openings? (p. 8)

The teacher-researcher understood her student in terms of stories told of him as she
“searched for alternative tellings, for new meaning” (p. 8), and asked:

Where were the other pieces, the stories that would help create an authentic

picture of this child? And what about Aaron’s view of the world he knows? How

would /e story his school experiences? What was Ais sense of place within his

learning community? (p. 8)

The teacher’s purpose then became that of including Aaron’s voice in the creation of the
learning context that would support his learning of “things that are of significance to
(him), to pursue that which 1s of immediate importance to (him) . . . (in) nurturing and

supportive spaces” (p. 8).



Teacher-researcher 43

In the report, there is a clear recognition of the need to act on reflection, however,
no evidence of systematic inquiry is given. Rather, the report is construed as an anecdote,
and details of the process of creating the particular learning context and evaluating the
success of the innovation are not made explicit. While an implicit plan for change and
enactment of the plan may be found in the narrative, no details of a research process are
given, and the experience of the learner, Aaron, is represented through brief verbatim
quotes of statements he made and a few quoted from his peers. The report of the
enactment of change is limited to the researcher’s interpretation of contextual and
personal themes. There is a ring-of-truth (Eisner, 1991) to the report, however, and the
idea of “mutually construct(ing) a shared story” (p. 10) with a student holds possible
direction for other practitioners engaged in inquiry on practice. Nevertheless, a claim to
the teacher-researcher’s learning is not supported by the report.

2. The Voices Are Heard, Betty MacKinnon, (1993).

Betty MacKinnon wrote of her recognition of a particular problem experienced by
her students and documents the progress of successful attempts to implement change in
her report entitled The Voices are Heard (1993). Her stated purpose was to develop an
oral language curriculum that would be integrated into the language arts curriculum in a
holistic manner. Before beginning, she asked her students:

How could we as a class go about meeting (the) Ministry (oral language)

requirement but more importantly, how could we as a class learn the skills of

speaking well, of motivating through speech, of presenting a position through
speech and then, supporting that position, of having fun learning to speak in

public either in small groups or to a larger group? (MacKinnon, 1993, p. 6)

The question was motivated by a reticence to speak publicly expressed by her senior high
school students when surveyed for their input:

The message I received loud and clear was that they are very nervous about

speaking to an entire group. They speak in public only rarely and very few feel

comfortable doing so . . . They enjoy working in groups but being the only one

speaking is a frightening experience. (MacKinnon, 1993, p. 5)

The goal of the inquiry became to develop “trust in (the) classroom setting” (MacKinnon,
1993, p. 1).
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There is evidence of the teacher-researcher’s thoughtful planning. Prior to
beginning her study MacKinnon proposed a curriculum for four school terms, beginning
with the reading of student writings and starting individual writing portfolios. Published
works were added in the second term, and group work on drama and poetry readings in
the third. It was proposed that in the last term students would be engaged in debates,
poetry readings, dramatizations, storytelling and formal speeches.

Data were collected over most of a school year and are represented as the author’s
journal entries, where her observations of experiences of both herself and the learners are
the objects of reflection. However, beyond the initial survey, the voice of the student is
missing, and there are indications that the author herself might benefit from hearing it. In
one entry she concluded the evaluation of a unit with:

Slowly, shy students started getting involved and, by the time the “oral” was over,

all members of the class had presented at least one piece. Did they enjoy

presenting? Yes, I think so. (MacKinnon, 1993, p. 9, emphasis original)
While it may be that her assumption of success is accurate, a clear indication of the
student’s perspective would support the claim, and could be made through the use of data
collected from or with the class. As it is, the possibility of multiple meanings is not
considered.

The report is a chronology of enacted change, and included occasions where
innovations were made that had not been included in the original proposal. Changes to
the proposed curriculum were made on the basis of observations of student responses to
classroom activities. MacKinnon wrote: “The best laid plans of mice and men sometimes
go awry, sometimes with good reason. At the outset of this project, I made plans for oral
activities for all four terms. As I grew to know my students, I made changes”
(MacKinnon, 1993, p. 6). Through planning, enacting and evaluating change to practice
and learner outcomes, the teacher’s practice may be seen to evolve, and it may be
concluded that learning has taken place:

For many years in school (though I cringe to admit it now), I spent time quieting

students, Now I am doing the reverse and am enjoying what my students are

teaching each other and me-talk as a community of learners and teachers.

(MacKinnon, 1993, p. 19)
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The report, which was published by the Ministry of Education of Québec, placed
the work of reflecting and acting in the public domain. It includes details of the classroom
context and the teacher research context, and a coherent argument is made favoring the
use of the enacted curriculum by the author and, possibly, others. In a final reflection,
MacKinnon wrote:

For too long in classrooms teachers have encouraged students not to talk. We

have to retrain both our students and ourselves. I tell my students the first day of

class that we are all learners and we are all teachers. I believe that students have a

lot to say and that their voices should be heard . . . It’s an opportunity for teachers

to let go and empower students. (MacKinnon, 1993, p. 21)

Nonetheless, it is unfortunate—and somewhat ironic-that the voice of the student-
participant was not heard more clearly within an inquiry entitled 7he Voices are Heard.

3. Tunngavik Homework Helpers: An action research project exploring a
northern school-family partnership, Elizabeth Kreuger & Jim Kreuger, (2003).

The stated purpose of this study was:

To document the development and evaluation of the Tunngavik Homework

Helpers program, from the vantage points of the program coordinators, teachers,

and parents who actively collaborated in its planning, development, and

implementation. (Kreuger & Kreuger, 2003, p. 69)

The project involved the development of a homework project by teacher-researchers,
teachers, and parents. The particular cultural group in this case included parents, children
and teachers in the Aboriginal community of Nunavit in Northern Canada. The report
represents systematic inquiry into the problem of a “tendency for parents to become less
active in the schooling of their children after the early years” (Kreuger & Kreuger, 2003,
p. 70), which was attributed to parents’ “intimidation by, alienation from, and
ambivalence toward the education system” (Kreuger & Kreuger, 2003, p. 70).

The perspectives of all concerned may be found in the report on the inquiry,
which began with shared belief statements:

1. We believe that homework should be challenging, interesting, skills-based,

and fun if possible.

1. We believe that homework should be a regularly scheduled activity.
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1. We believe that our children need our support with homework activities.
1. We believe that the school must provide support to parents regarding
- homework. (Kreuger & Kreuger, 2003, p. 71)

These served to guide the parent-teacher group in the development and evaluation of the
pilot homework project. Evidence of the research process is clearly presented in the
report in the schedule and methods of data collection and analysis. Various instruments
developed by the teacher-researchers are described and verbatim data chunks serve to
illustrate what was learned, how, and by whom. An example may be found in the
Expectations Survey (Kreuger & Kreuger, 2003), developed in order to provide an
understanding of hopes of all partners:

The results . . . showed that all three groups [parents, students, teachers] had high

expectations and were confident and excited about beginning the program . . . “At

times some parents can’t make it to school because of other duties. This will
really help” and “Yes, I feel it’s going to help my child improve more” are

characteristic comments from the survey. (Kreuger & Kreuger, 2003, p. 73,

brackets mine)

The report details the enactment of change and includes the views of all members
of the group along with the researchers’ interpretations. There is clear evidence of
learning on the part of all concerned. Parents learned to collaborate with teachers and
their children, to look at the strengths and weaknesses, likes and dislikes of their children,
and to understand knowledge and skills that they were expected to master. The students
learned the academic content of the workbooks developed for the program and to accept
the responsibility for their homework. The teacher-researchers learned how to facilitate
collaboration between home and school. They also learned, unexpectedly, about parents’
literacy levels and how these interfered with their ability to help their children with
assignments in the Inuktitut (Aboriginal language) workbook. The depth of detail of the
reported problem solving and knowledge generation process may well serve others with
similar concerns.

Each of the teacher-researcher reports discussed here attempts to make sense of
professional experience. In each case, a statement of recognition of the need to reflect on

practice is made, and there is evidence of inquiry with varying degrees of input from
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others in the research context. In the case of the latter two studies the teacher-researchers
developed a plan of action designed to answer particular questions. Only the Kreuger and
Kreuger study reports the collection and analysis of data that reflect crucial events and
contextual elements. All reports reveal general meanings, but only MacKinnon, and
Kreuger and Kreuger include detail that renders descriptions coherent, comprehendible
and potentially useful to those outside the specific context. Finally, the criteria that
learning ought to be in evidence in the teacher-researcher’s report is met by MacKinnon
and Kreuger and Kreuger, as they clearly demonstrate movement beyond the reflective
stage to active change.
Conclusion

Green and McClelland (1999) remind us that the omission of a single perspective
significantly changes what may come to be known about a given experience. The
contribution of the voice of the teacher-researcher is essential if knowledge of teaching
and learning in schools is to be considered complete. However, that voice must be clear
and credible. If this is to be the case, we must conduct research on practice, and we must
report evidence that practices are changed as a consequence of the inquiry. The question
of how to engage the interest of members of an academic/research community in the
work of the teacher-researcher remains, as does the opposite, how to engage teachers and
teacher-researchers with the knowledge generated in academic settings. How to bring the
two banks of my River together is my work, and I bring to it some knowledge of the issue
of rigor in qualitative research, knowledge that leads me to interrogate the reports of
those conducting research on practice—be they practitioners or academics—for evidence of
learning. The development of criteria for use when considering teachers’ research reports
marks the beginning of my consideration of standards which may be used to determine
whether or not teacher inquiry can stand alone in the face of criticism from multiple

perspectives.
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Chapter 4
My Work on The River

One cannot easily realize what a tremendous thing it is to know every
trivial detail of twelve hundred miles of river and know it with absolute
exactness.

—Mark Twain, Life on the Mississippi

Planning My Course

I long to see theory in practice, practice in theory, more academics learning
through inquiry in classrooms, more teachers learning and researching at the university.
A Huck Finn story with a happy ending. Much is being questioned and understood
through the development and testing of theories in research in instructional psychology,
giving cause for encouragement to those of us who believe in the power of potential
contributions of the teacher-researcher to both school and university communities.
Nonetheless, it is discouraging to know that researchers require a reminder that “while
not all instructional psychologists are likely concerned about the immediate application
of their research findings, it is worth bearing in mind that application is the appropriate
endpoint for a research cycle, and often the beginning of the next” (Gagné & Dick, 1983,
p. 290). The need for sound instructional practices is not new, nor is it likely to disappear.
Hilgard (1996) laments that “new methods as studied by psychologists, yielded new
knowledge, but it was not always ready to put into a form for the teacher to use. This has
long been a problem in relating research to instruction” (p. 1001). Applications are key.
Optimistically, Lee Shulman (1986) suggests that;

By combining . . . separate accounts of teaching from different families of

researchers, accounts much like the tales of the early mariners regarding

geographic wonders they encountered on their journeys, we can begin to fashion a

broader picture of our phenomena. (p. 7)
As a teacher-researcher I have come to hold this metaphor foremost in my mind as I do
the work of improving my practice. The image of many working from various

perspectives to address problems encountered in teaching and learning may well direct



Teacher-researcher 49

the future of instructional psychology. This may be a hope shared by those who write that
instructional psychology can provide teachers:
With the knowledge of how to teach content as well as how to manage a
classroom. As research becomes more useful to teachers, they in turn are more
likely to become teacher-researchers, creating local theories and testing the
validity of concepts in their own day-to-day teaching. (Pintrich, Cross, Kozma
and McKeachie, 1986, p. 641)
The purpose of my research is to investigate teacher-research practices, making sense of
how teachers learn, and of how they may use their knowledge and develop theory as a
consequence. I believe that, in attending to this work, it may be possible for others with
concerns about teacher learning and professional development to build robust theories of
how teachers think, learn, and represent their learning.
The teacher, as object or consumer—or not—of theory and research, has inspired
much criticism (Bennett, 1993; Cochran-Smith & Lytle, 1999: Hensen, 1996;
Hollingsworth & Sockett, 1994), authored by policy makers and experts from the
academic community. As well, ample evidence of ineffective practices has been found in
many classrooms. Opportunities are often taken to voice concerns, without necessarily
focusing on the teachers’ positive attributes (Clark, 1992):
The phrase professional development carries a great deal of negative undertone. It
implies a process done to teachers; that teachers need to be forced into
developing; that teachers have deficits in knowledge and skill that can be fixed by
training; and that teachers are pretty much alike. (p. 75)
Taking another look, one might see that teachers are not, collectively, inactive and inept.
In the words of one teacher:
I think that those of us who tend toward silent ‘making do’ often do not
effectively resist the stupidities of policy and institution . . . We have not spoken
enough. We need to speak not as ‘raw data’ but as analytical women (sic) who
have rigorously considered their environment and are ready to add new
interpretive frames (Threatt, Buchanan, Morgan, Strieb, Sugarman, Swenson,

Teel, Tomlinson, 1994, pp. 232 & 234, quotation marks original).
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Teachers conducting research on practice may, in fact, be learning. However,
defining teacher-research has provided a problem to members of school and academic
communities alike (Henson, 1996, Hollingsworth & Sockett, 1994, McMahon, 1999).
Teachers understand teacher-research as good teaching, involving dynamic, formal, and
systematic analysis of teaching and learning in classrooms (Threatt, Buchanan, Morgan,
Strieb, Sugarman, Swenson, Teel, & Tomlinson, 1994). Initiated by curiosity, wonder,
the need to examine, understand and know, teacher-research is seen as a process
involving “an attempt to step back from what one is doing/seeing and to come to some
analytical conclusions (however tentative) which one wishes to share with an audience
outside the research setting” (p. 229, parentheses original). The purpose of the research
may be improving pedagogy, understanding discrepancies between teacher values and
teacher action, and exploring other research traditions and conceptions of knowledge in
order to reconcile philosophical or practical differences. Teachers describe the process as
“a way of thinking and acting stemming from uncertainty and an interest in learning
more” (p. 242), leading to a:

Dynamic form of teacher development . . . (in which) learning about teaching is

an ongoing process . . . a means to learn to teach—learning to look, ask questions,

take risks, be open to inquiry . . . (in) an attempt to see and make visible what’s
already going on. It’s a vehicle for teachers’ voices to be heard in order to inform
practice—for the benefit of the students, as well as the professional development of
the teachers. Teachers are put into the role of learners about the teaching/learning

process. (p. 230-231)

It is, according to practitioners, a process that places the teacher in the role of
“knowledge maker” (p. 244). Conditions for teacher-research may be found in the
situation in which deliberate, incremental learning (Mezirow, 1991, 2000) is evidenced in
improvement of the practitioner’s work, and involves enactment of an interlinking spiral
of planning, acting, observing, reflecting, and re-planning. Self-reflection, self-evaluation
and self-management are apparent in the framing of questions, data gathering, and
decision-making by participants, who make their learning experience public (Alchtricter,
1990).
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Maneuvering My Craft

My ongoing self-study (Hamilton, 1998) with an embedded single-case study
(Stake, 1998) consisting of the narrative self-study report of my colleague, Nancy,
constitutes this dissertation. A design map of the study may be found in Figure 8.

Self-study Embedded case Self-study

Self-study narrative: Nancy’s Story
inductive deductive
analyses Taped unstructured conversation analyses

Taped semi-structured interview

Card-sort, think-aloud protocol

Figure 8. Thesis design map.

It is my belief that the stories told of and by teacher-researchers, framed as self-
study (Hamilton, 1998), hold the potential to inform members of both the academic and
school communities who have concerns about teaching practices, learning outcomes, and
their relationship, in other words, that the stories of teacher-researchers conducting
inquiry on practice hold the potential to constitute educational theory (Austin, 2001;
Whitehead, 1993). I hope to encourage a merging of the two, too often, distinct
communities of school and university through the shared understanding of the teacher-
researcher’s experience in offering my self-study with the embedded case study (Stake,
1998) to public scrutiny. I seek to present evidence of transformational learning
(Mezirow, 1991) in narrative reports of our research experiences. Specifically, the
question I seek to answer is:

* How is the learning of teacher-researcher engaged in self-study evidenced?
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Chapter 5
My River
Ancient hills cradle Cartier’s kingdom and a majestic river.
—Paul Minvielle, The Scenic Wonders of Canada
The Source

The development of teacher professionalism in the Province of Québec has been
driven by the politics of church, state and syndical unit as the school system has emerged
and evolved (Smith & Donahue, 1999), reflecting influences of French and British school
systems. For 150 years, beginning early in the 17th century, the Catholic Church
constructed and controlled the, primarily, elementary schools (Kahn, 1992). State
intervention in 1760 marks the introduction of public education that continued to evolve
as a non-uniform, confessional system until the creation of local Catholic and Protestant
school boards was legislated in 1829. The passage of the British North America Act at the
national level in 1867 provided protection for the established right to denominational
schools and gave jurisdiction in matters of education to the provinces. However, it was
not until the late 1960s that major reforms were initiated in all aspects of Québec’s public
school system, and local universities were handed the responsibility of developing and
managing the means of training teachers (Smith, Foster, & Donahue, 1999).

In the earliest days of the profession “education was a work of charity and, above
all, the work of the Church. Elementary instruction was given in a few village schools
scattered over the rural regions, by itinerant school-masters, by some parish priests and,
especially, by certain religious orders” (Smith & Donahue, 1999, p. 7). In the mid-
nineteenth century, as a consequence of diminished subsidies from England and France,
religious and lay teachers became difficult to find. However, at about the same time there
was a recommendation in the Durham Report that normal schools be established and
mandated to train teachers for employment in an evolving public school system.
Legislation in 1856 gave authority to supervise the normal school and teacher
certification to the Superintendent of Public Instruction, who chaired a council

responsible for all aspects of teacher education. Nevertheless, it was not until 1953 that
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standards of supervision and qualification were instituted (Smith & Donahue, 1999), and
one year later teachers holding a diploma in education became eligible to enroll for a
university degree in education.

The 1960s marked the beginning of education in Québec as we know it today, and
this as a consequence of a Royal Commission of Inquiry, which led to The Parent Report
(1963). Recommendations resulted in, among other things, a mandate to the universities
to accept responsibility for the training of teachers and for related research. Regulations
governing the licensing of teachers and their salaries also emanated from the work of the
Commission. However, while professionalism was being encouraged on one hand,
teachers became organized into syndical units and acquired the right to negotiate
collective agreements and to strike, giving rise to “an ongoing climate of mutual mistrust
(and) legalistic, petty, and either bellicose or defensive attitudes” (Smith & Donahue,
1999, p. 52).

Subsequent waves of reform have resulted in ongoing change including
enrichment of teacher education programs at the undergraduate and graduate levels of the
university, as well as expanded professional development opportunities at the school
board level. Legislation between 1960 and the present has produced a gradual shift from
a top-down to a bottom-up approach to teacher professionalism, until most recently,
Ministry of Education innovations have called upon teachers to become “architects of the
reform” (MEQ, 1999). The Québec Education Plan (MEQ, 2000), the latest reform, may
provide interesting implications for teacher professional development when considered
from the point-of-view of instructional psychology.

My Crafi
For most of my career I have been a teacher of English in secondary school

special education settings in the Province of Québec. This study presents my experience
| as a teacher, and my views and values as a teacher/researcher/learner on matters of
paradigm and standards of validity for reports of teachers engaged in inquiry on practice
as an issue of concern. In presenting my narrative account of becoming the teacher I hope
to become, and examining a narrative report wherein my colleague, Nancy, tells of her
experience as teacher-researcher, I hope to be able to make the claim that in engaging in

inquiry on practice by addressing questions about what we care about in education, we
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are learning; that the learning is transformational in nature; and, that learning occurs as
we address problems, dilemmas, and contradictions to our values encountered in our
work. To that end, I return to the classroom where I first began to reflect on my teaching
practices, and from there, to trace my journey on The River.

My self-study data include a selection of narratives written over a period of eight
years during which time I have struggled to become the teacher I hope to be. The earliest
story, Room Two, Year One serves to contextualize subsequent narratives. The reader is
invited to analyze my self-study seeking evidence of my learning, and to use the criteria
of coherence, cohesiveness, and instrumental utility (see Chapter 3) to determine
whether, in fact, my claim to learning through engaging in research on practice is
substantiated. Questions that the reader may choose to seek to answer might be:

* [s there a ring-of-truth to the story?
* Does the study constitute valid research using the criteria of coherence, consensus
and instrumental utility?

¢ s there evidence of my learning in the study, and if so, how is it evidenced?
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SEASONS ON THE RIVER 1

Figure 9. The Ottawa River.

My Winter on The River
1 know seasons on The River.
The first, Winter, a period of dormancy
Cold, bleak, static.
Instant and eternity
In one.
I
Felt, but did not recognize, the sting of scornful River air on my cheek.
Winter, a time to turn away from wind
Curl inward,
Sleep long sleeps, and dream.
My teacher dreams led me to The River
Leaving inertia, order and lost time behind
In a landscape carved from milky bone, crystal light, and naked trees.
And so my journey of becoming began.

35
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Chapter 6
Beginning My Journey: Room Two, Year One-1996

The shores that grow chiller and dumber,
Wherever the ice-winds sob,
and the griefs of winter are heard.
—Wilfred Campbell, The Winter Lakes

Term One

Lorraine slid lower in her seat, propped her feet on the chair in front, her head on
the desk behind, closed her eyes and slipped away on the warm, late-September air. Max
sat alert, hands folded on a pile of books and binders, pencils sharpened, ready for
whatever I had to dish out. Richard was muttering self-deprecating remarks to anyone
who would listen; no one would, we had heard them all before. Darlene was engrossed in
a novel. Carl turned away from the group to face the wall and sat rubbing his recently
shaved head in embarrassed silence. Mary, Katherine and Deborah slid in just as the last
bell sounded, having stretched out the time between classes with an extended stay in front
of the mirror in the girls’ washroom. Wordlessly, I hit the play button on the V.CR. and
retreated to my desk. The sound track with the Ronettes begging “won’t you be my baby”
and the slow-motion, black and white images of the dancers running behind the credits of
the film did little to lift the feeling of oppression that had settled into Room Two since
the beginning of the school year. The students did not seem to see anything on the screen
in front of them. The segue into the Four Seasons’ Big Girls Don’t Cry and the
appearance of a shiny, black, sixties-something Oldsmobile cruising around a curve in the
highway, seemed to alert the boys to the fact that there might be something of interest for
them in the film. The entrance of the tough, sexy lead actor brought the girls on side. Ten
minutes into Dirty Dancing 1 relaxed and thought, “They are listening, they are watching,
it's a start!”
My class was formed to accommodate a group of students classified as severely

learning-disabled, all of whom spent an extra year in elementary school.
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Standardized tests, administered during the first week of school revealed reading scores
that placed these students four to six grades behind their peers. Informal testing in written
composition showed that all but one of them could not, effectively, put a sentence
together. We began by writing sentences on topics of the students’ choosing, moving

from simple but complete, to more complex.

Figure 10. Linda and Peter.

We then moved from the sentence to the five-sentence paragraph and finally, to the three-
paragraph essay, all in a few weeks. I felt that it was time to start reading something with
them, apart from their own writing, but I was at a loss as to just what materials were
available and authorized that would appeal to such a mixed group of interests and
abilities. I knew that curriculum guides for the secondary program bound me. I had also
been told that I would be spending two academic years with the same class. In this I
found some measure of hope. I thought that if I had them for two years, and at the end of
that time they were supposed to be ready for grade nine, I should start with the grade nine
book list.

When the bell rang at the end of that first fifty-minute period spent in front of the
television, Baby was learning to dance with Johnny, and Penny was pregnant in the
video. In the classroom, Lorraine was wide-awake and others were drumming fingers and
feet. There was grumbling when I told them they would have to wait to find out what

happened next. We began the following class with a discussion of the film. In particular, I
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asked them about things that they had seen about which they already knew something or
had some experience. The issues of pregnancy, abortion, lying to parents, going out with
some one that did not meet with parental approval, and wealth and privilege, were all
raised. Then we watched more of the movie. On the third day we had further discussion

and completed the viewing with rave reviews. Now my work began in earnest.

Figure 11. Mimi.

My objective was to prepare them to read Romeo and Juliet, not when it appeared
in the prescribed curriculum in the ninth grade, not next year, but as soon as the books
arrived. I had made up my mind that I was not going to remediate. I was not going to
teach reading. I was going to teach literature. I hoped that somehow—by osmosis
perhaps—their reading skills would improve. I introduced the idea of theme. We examined
issues in the film and in our everyday lives. I introduced the notion of conflict. We
identified the various conflicts in the film and in our personal experiences. We looked at
the strengths and weaknesses of the characters in the film and how these were related to
the themes and conflicts in the story. Everyone had something to contribute. Everyone

listened to everyone else. It was all too easy. I thought that it would not last. However, it
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did. The excitement of achievement carried us through West Side Story, where we did
interpretive readings, sang songs, and learned the dances of the Sharks and the Jets.
Darlene. Darlene was poised in her short, flared dancer’s skirt and black leotard.
Shiny curls bounced down her back. Her head was held high with confidence and
anticipation. Her hands relaxed in her partner’s grip. She listened for the music, the harsh,
idiosyncratic sounds of horns, drums and snapping of fingers that identify the West Side
Story score. She closed her eyes to the dust and clutter of Room Two, and whirled off to
be Maria. Darlene began the school year late. She was placed in a foster home in late
September, the move resulting in a change of school. She and her siblings had been
abused. Darlene entered the class quiet and shy. She spent her free time browsing in the

library and her class time buried in her books. Darlene escaped. We let her go.

Figure 12. Darlene.

Academically, she was functioning more than two grades below level. She read English
and French, but wrote neither well, using spellings and structures from both languages
interchangeably. However, Darlene was always in school, on time, sitting in the front
row, apparently interested, if not eager to participate in the daily events of the classroom.

In the end, she was center-stage, presenting her final project to the class and invited
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guests. I had asked one of the other teachers to help me teach the class some dance steps
recalled from the hops in the gyms of the fifties. We pushed back the desks, cranked up
some early rock and put on a show. Darlene’s response was to be the first to volunteer to
dance with Mister Mordell, our guest instructor. Later, she proposed a combination of
readings and dance as her assignment. Other students painted murals of the West Side,
wrote essays and prepared skits on urban violence, racism and some of the problems of
adolescence. The momentum lasted until the books arrived. We were ready for Romeo
and Juliet.
Term Two

As I handed out copies of the text, I was aware that a funk was creeping into
Room Two. Short, dark, damp days resulted in increased absences and a new moodiness
in the group. Christmas was approaching quickly and I knew that we all needed a break
from school and from each other, but I wanted to introduce Shakespeare and the play and
try to tie it to West Side Story and Dirty Dancing before the holidays. I was feeling
somewhat optimistic.

Richard. Richard’s question jolted me back to the real world. “Is it a dirty book?
My mother said the movie was, and Romeo and Juliet s a dirty book.” Richard pulled
back the zipper of his camouflage-colored pencil case to reveal rows of stubby pencils
and bits of broken ruler. He selected first one pen, that no longer wrote, and then two
others and tried to write his name in the front of the text. He was frustrated. I reminded
him that he did not need to wait for his father’s check to get supplies. He had a deal with
the guidance counselor whereby he was given the school supplies that his mother could
not afford to purchase. Reluctantly, Richard said that he would go down to guidance in
the morning. I knew that he would go. He loved his man-to-mans with the counselor. I
also knew that Richard would not ask for a new pen. I watched him as he shrugged his
tall, muscular frame further into the child-sized desk. His experience in school had been
unhappy. He had spent seven years in six different elementary schools, and in that time

had been referred to many specialists for diagnosis and support, but nothing improved.
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Figure 13. Richard.

When I searched his file for clues, I found reams of one-way correspondence with
the home, inviting the parents to meetings that were never held. The one letter on file that
was written by his mother reminded the school that Richard was to be called Peter: the
name Richard reminded her of her now-absent husband. At home he was Peter. At school
he was Richard. Academically, we did not have a handle on him yet.

I found myself wondering if I would have attempted teaching the play if I could
have anticipated the problems that we were to encounter. I found parallel texts with
Shakespeare’s words on the left-hand page and modern English on the opposite side,
matching the original line-by-line. While introducing the group to the book, I discovered
that two students did not know their left from their right. When we went to the library to
look for background information on the life and times of the playwright, there were more
unhappy discoveries. None of my students had ever been introduced to the workings of
the library, except Darlene, who was assigned the role of teacher and given a group to
lead from the card catalogue to the reference shelf and the books that we needed. She was
thrilled by the recognition and responsibility, and Katherine, Mary and Lorraine learned
quickly from her instruction while I worked with the others.

After writing about Shakespeare’s England and reading Charles and Mary Lamb’s
version of the story, we began to read the play. I had no idea how students of such low
ability would handle the language, so I began reading aloud to them. I told them that

there were two things that they must always do when reading; have a pencil in-hand for
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underlining key words and putting question marks in the margins beside points that they

wanted to return to for clarification, and use a finger or pencil for tracking while reading.

Figure 14. Liam.

We read line-by-line, scene-by-scene discussing as we went along, until we had
finished Act I. They wrote about what they had read and heard, interpreting and
summarizing on their own. They shared their writing and talked some more. It was late
December, time to wish each other a Merry Christmas and go home. Throughout the
holidays I found myself trying to puzzle out ways to make the reading easier. The
vocabulary seemed to be just too difficult. At one point I considered abandoning the play,
but I knew that this would have been a big disappointment for all of us and we could not
afford a setback. Nothing was resolved when I returned to work in January.

Carl. Carl had the answer. He scooted behind me and into the classroom, tapping
my shoulder—the far one—as he went by. Reflexively, I looked the wrong way to see who
had touched me. He laughed, his big, crossed, brown eyes twinkling with delight,
“Gotcha!” he cried. I laughed, too. We did this everyday. Carl loved to be the centre of
things. To this end, he had entertained classes year after year with clever, clownish antics,

until this year when he was suspended from school and the bus. His seemingly harmless
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pranks had evolved into a pattern of disruptive behavior. Carl was trying hard to break
out.

“How come you never let us read aloud?” he asked. Perched on my stool at the
front of the class, I felt choked as I scrounged for an answer. I thought all the wrong
things and I knew that they were the wrong things . . .“your skills are too weak, you’re
not capable, it’s too hard . . .” I chose to lie. I answered that I was just about to ask for

volunteers. Carl’s hand shot up.

Figure 15. Carl

The others, all but Lorraine, followed his lead. “Act II, scene 1, Romeo and Juliet,” he
faltered and then continued reading laboriously, in a monotone, through to the end of the
first speech. The group, including Lorraine this time, responded by clapping, pounding
their desks and shouting out the names of the parts that they wanted to read. Carl beamed
at me and I beamed back. We were on the road to Verona.
Term Three

The smell of the popcorn tantalized the teachers in the staffroom, but I took the
heaping bowls with me when I left for Room Two. I had just argued with the Department
Head of English. She maintained that to show them the film was cheating. I sighed and
reminded myself to fight that battle another day. We were about to watch Zefirelli’s
version of Romeo and Juliet, with popcorn and Cokes, just like at the cinema. We had

read the play. We had discussed and understood the plot, theme, setting, characters and
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conflict. We had shared our opinions. Now we were going to see the story through
someone else’s eyes, and hear Shakespeare’s language. 1 had no doubt that this would be
difficult, the dialogue would sound foreign, but I was confident now that they would meet
the challenge and enjoy it. They did, watching in rapt silence. There were groans when
the bell rang at the end of the period, breaking the spell. I assured them that we would
continue the next day, and I recalled their response to Dirty Dancing and my feeling that
the good things that were happening could not last. I recognized, then, that it, whatever it
was, was lasting, but I still did not understand why.

In the next class we talked about the similarities and differences between the film
and how we had imagined the story. We talked about the language. They did not seem to
experience the difficulties that I anticipated. Rather, they were catching the flow of the
dialogue and even picking up on the innuendo in the speeches in which Romeo’s friends
tease him about his romantic adventures. I planned to do readings from the original text. I
gave them a choice of scenes, but they all wanted to do the balcony scene, with the boys
volunteering to read Romeo twice because we had too many Juliets.

Max. Max peered myopically over the top of the camcorder. His hands shook
furiously as he tried to steady the camera and focus on Carl and Deborah, perched on lab
stools at the front of the room. When something caused the backdrop to flutter, Max
flushed scarlet and demanded that someone keep it still. Romeo and Juliet looked hot
and anxious but had no choice but to wait on the whim of our
cameraman/producer/director.

Max was diagnosed severely learning-disabled very early in his schooling.
However, nothing specific was ever determined to be the reason for his difficulties. He
has always been a model student in terms of reliability, responsibility and determination.
Max had had no experience with the video equipment but he was offered an opportunity
to learn how to record and edit videos simply because he spent so much time at his
schoolwork that he had little time to develop other talents. He quickly learned to charge
and load the power pack, was tutored in tracking and panning, zooming and fading,
cutting and dissolving. He knew the difference between establishing, exterior, interior
and headshots. At that point, we were all locked in a freeze frame while Max regained his

confidence. We waited. Finally, the tape was rolling. Carl and Deborah were living the
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lives of two young teenagers who fell in love centuries ago. Max sat back on his stool,

smiled and nodded at them.

Figure 16. Max.

My students enjoyed the assignment. They were poised and confident, handling
the language, diction and expression with very little difficulty. They were ready for
something more challenging. We decided that we would produce the play, realizing
however, that a full-scale production with a small class, one teacher and the limitations of
Room Two was not possible. We settled on puppets. We held auditions for the parts and
the most sought after was that of William Shakespeare, our narrator. I had thought that
this would be the most difficult part to cast because the narrator would be up front and
visible, while the other players, the puppeteers would be hidden backstage. I was in for an
even bigger surprise when Lorraine tried out for and won the coveted role.

Lorraine. Lorraine had decided at the end of sixth grade that she wanted to attend
the large regional high school. Her parents had opted, instead, for our school, because of
the smaller size and the nature of the program, two factors they felt would help meet their
daughter’s needs. In September, L orraine announced that she would do no work until her

parents agreed to let her change schools. She followed through on her threat, maintaining
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an average in the low forties. They all dug in their heels and the stalemate continued as
Lorraine fell further and further behind. Her poor skills, combined with a reluctance to
participate, created a frustrating experience for Lorraine and for those who worked with
her and it was finally decided at a planning meeting that placement for the following year

, would be either regular grade seven in our school or a transfer to the regional and into a
lower stream. The decision would be left to the family. I was surprised when her parents
let her make the decision, and that she decided to stay in our school. She began seeing the
guidance counselor and together they have been working to strengthen Lorraine’s
commitment to her education. Still, I was terrified that she was in over her head in a lead
role in Romeo and Juliet.

The room was darkened and two spots lit up the makeshift puppet theatre. Scott,
the audiovisual technician from the school board who was helping Max with filming the
play, softly said “Action!” Lorraine pulled herself up straight and began to recite, “A long
time ago and far away in the town of Verona . . .” One week later, we were watching the
polished version of the video that Scott and Max had edited, adding titles and credits. We
watched our production critically. Praise and compliments were exchanged. At the end of
the period there was a feeling of letdown as I collected the books and put them away. The
class packed up their puppets and videos to take home. We were leaving Verona.

Term Four

Room Two faces south. The warmth of the spring sun and the warmth that had
grown within the group combined to create a very comfortable environment within which
to work and learn. This warmth, the success, the growth and the sheer happiness of it all
could have lulled me, except that there was a gnawing worry that I still had to face, and I
had to do so soon. The exam. It was less than three months away. I sat and listened to the
drone of the paired reading that the class was doing and I despaired of ever seeing them
ready for that day, when Mary burst out with “You only said that ‘cause I’m black!”
leaving the sheets of her story scuttling behind her as she fled from the room. I looked at
Deborah for an explanation. She merely shrugged in return. I went out after Mary,
surprised by the suddenness of the outburst. We had not seen this kind of stormy behavior

for months now.
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Mary. I could not see Mary from where I was standing in the hallway. I assumed
that she had gone to the washroom or to Time-Out in the guidance office to cry and calm
down. I returned to the class to read with Deborah, thinking that I’d send Katherine to
look for her. I listened to Deborah injecting fragile life into the print that tells the story of
the boy that dared to paint a picture of Christ as a black man. I was considering asking
her what she thought might have set Mary off, when the figure of the Vice-principal

crowded the doorway.

Figure 17. Mary and Al

He asked for Mary and I went out into the corridor to speak with him. I was told
that a wallet was taken from the girls’ locker room at noon, and that Mary had been
accused of the theft. She was in the locker room during the lunch hour and, as she did not
play on the team that was dressing, had no reason for having been there. I listened to a
long explanation-accusation-condemnation, and my heart sank. This was not the first
incident of this kind that involved Mary, and I thought that perhaps a guilty conscience
might have prompted the temper tantrum. Mary and her siblings had been abandoned by
their parents, and lived in a foster home. Early in my relationship with Mary, I saw that
she trusted no one. She trusted herself only to fail. Every success precipitated a string of
failures, usually deliberate, self-inflicted catastrophes with serious consequences. I
knocked as I entered the washroom. My voice bounced off the icy, tiled walls when I
called her name. She responded with, “That bitch! It’s not fair! I didn’t take nothing!” I
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sighed and slid down onto the floor beside her. We sat in cold silence for a long time. We
held hands. I wondered how the others were managing with the Vice-principal. Mary
started to cry gentle sobs and crawled into my lap.

* * *

We were writing again. We began the year putting words together, so tenuously,
so hesitantly. We made sentences. We could not share them. Something might be
revealed, something personal. So vulnerable. We continued to write all year. As I
watched the group, heads down, bent to their tasks, I understood what that elusive it had
been. Trust. Before anything could happen in Room Two, there had to be trust.
Collectively and individually, the students had to feel that they could trust me.

Figure 18. Danny and Steve.

Trust me in my choices and decisions governing the day-to-day running of the classroom,
choices of materials and activities, decisions about marks and remarks when they
submitted their work. They had to know that they could trust me with their shortcomings,
failures, weaknesses, and flaws. Also, they had to trust me to defend them in the
hallways, office and staffroom when they experienced the negative, critical,

discriminatory sting of the teachers, my colleagues, who maintain that someone must fail
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and this is the role of the special ed. kid in the mainstream school. They had to know that
1 would be honest with them about their abilities and their disabilities and say, “Yes, you
have a learning problem, and yes, you can succeed”, and that I would pull them up short
when their confidence over-stepped their gains leading them onto dangerous ground.
They had to trust each other, not just the people they knew when they entered the class in
September, but every last member of the group. They had to be able to undo their
emotional zippers and expose their greatest fears and deepest secrets before any real
learning could take place. I do not know when it started, but I knew that the process of
learning to trust was almost complete, nine months into our year together.

Katherine. Katherine looked up from her page to ask about materials for the
construction of a primitive tent. I went over to sit and puzzle this out with her. She was a
tall, graceful girl, beautiful, and really no longer a girl. She had a young woman’s
presence. I did not think that Katherine was really learning-disabled. Instead, I think that
she was shunted into a special class because she had brought her indigenous speech
patterns with her when she moved from Nevis to Canada, patterns that proudly persisted
in her written work and speech. Katherine had no trouble learning French. She had very
little difficulty in math class. Her writing showed what the diagnostician referred to as a
developmental lag. I thought it was more a reflection of Katherine’s proud and tenacious
nature.

We discussed her question for a while and she settled on sticks and leather as
construction materials. I asked her if I might read her story when she finished. A short
while later she brought it to me. The class had been given the task of taking a theme from
Romeo and Juliet and making it their own. I felt that Katherine had accomplished this,
but I questioned her happy ending. She replied that no story of hers was going to have
“no bad endin’s.” As I returned her draft to her, I asked if she would like help with her
editing and she replied that she would like to work with Deborah when she finished
writing her story.

Deborah. We had four days of steady rain. The effect of the bad weather seemed
to have been to dangerously raise the level of excitement in the school. It was not
pleasant. The pushing and shoving and foul language in the corridors had rarely been

worse. Secretaries were complaining that too many students were getting hurt and
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coming to the office in search of band-aids, ice packs and early dismissals.
Administrators retreated to their offices and seemed only to venture out when students
were in class and there was relative calm in the building. Placement meetings were just
about finished, and it had been decided that Deborah would move to the mainstream in
September. She was a hardworking, meticulous student, who benefited from strong
support at home. She would need some propping next year, but should accept the help
from the resource teacher willingly and continue to grow stronger. It was also felt that she
would benefit from an expanded circle of peers. I suggested that she be given the

opportunity to try life in a regular class before September.

Figure 19. Deborah.

I was told to arrange it with the regular teacher, which I did, agreeing to meet with him
every other day to make sure that everything was as it ought to be. Deborah set out on
Monday morning, armed with books, pens, and confidence. The rest of us waited in
Room Two for news. We all missed her, without exception. She was charming, cheerful,
and witty and had a winning smile that immediately engaged everyone. The reports from
the English teacher were good. She was participating well, doing her homework and
seemed to be enjoying herself. She came into Homework Club at noon and asked to

borrow my copy of the film of 7he Diary of Anne Frank. 1 suggested that she bring a
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group of her friends from the other class to Room Two for a special screening, which she
did.

Her time in Mr. Howe’s class was passing quickly, but I noticed that Deborah
seemed tired. I resolved, as I went down the hall to the English classroom to check in
with the teacher, to have a heart-to-heart with her at the end of the visit. He reported that
she seemed to be having trouble reading Anne Frank, but that her comprehension seemed
to be okay. This sounded like a contradiction to me, but I let it pass because I did not
want to appear to question his methods or judgment. The teacher made no other
comments. I asked about her behavior and homework. He reported that everything was
fine and gave me three marks, all in the mid-seventies, to record in my mark book. As I
left the room, I tripped over Deborah who was waiting for me in the corridor. “What did
he say? He’s so mean! Please, can’t I come back in your room?” she insisted. This took
me aback and I asked her what was going on. Deborah admitted that she found life in
regular very stressful, that she didn’t like or trust her teacher, and she feared that other
students were laughing at her behind her back. I showed her the marks that I had just
received and asked her what her peers could find to criticize. She replied that they all
knew my students were dummies. I suggested that she stick to her two-week commitment
and promised that we would sort out her fears when she returned to Room Two. She was
not mollified. I would not let her quit. The final three days passed slowly. The following
Monday Deborah was first into the class, having skipped the visit to the washroom that
always took place in passing time. She was radiant! Her happiness at being back was
obvious and I wondered how I would ever wean her or others in the group when the time
for the mainstream came. She was eager to tell us about her experience. She did so in an
animated, if negative way, omitting many good things that happened during the visit to
the other class. When she finished and the others had gone to work on assignments on the
myth of Cupid and Psyche, 1 invited her to write about her learning experiences in Mr.
Howe’s English class. She accepted:

My Learning Experience

In my life I have had lots of changes, and one of these changes was for me to go

in a normal English class for a period of time. At first I was excited, because

almost all my friends were in that class. My second reason was because I wanted
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to make people, as in teachers, see how much I have improved over the year. The
first day everyone honored me in the English class. At the time, and even before I
went in that classroom I was scared of Mister Howe, because he goes to my
church and I always see him there and thoughts rushed into my head, “I wonder
what he really thinks of me?” After a couple of days in regular English, I realized
that it was easy. Mister Howe’s class is always talking constantly. He would
always tell everyone to, I quote “Shut-up!” but of course no one would listen to
him. I find that this teacher has his days. One day he’s nice, the next day he’s
mean. He forgets like crazy, and does not know how to run a classroom of 30 or
more kids. Otherwise, the thing I liked about him is that he treated everyone as
equals. But, one day I noticed that he made everyone read 2 or 3 paragraphs. He
asked me to read, I only read one paragraph, and he changed me and told Allie to
read. She read at least 3 paragraphs, I was extremely mad! All I know is that I
never want to have that bizarre teacher again. Now that [ am back in LP.L., I feel
like I’'m on vacation, away from him. I didn’t really like it there. [ was there
mostly because my friends were there. Now that I’m back I feel that I’ve missed
out on lots of things, (and I started to miss Miss McBride’s ugly face!) but other
than that, I enjoyed my stay.
Year’s End
It was hot in Room Two, and too quiet. The students had left for the summer.
Marks had been submitted-we had no failures on the exam—and I was working on a unit
for September. Married to the Mob, leading into Macbeth. Power would be our theme. To
start from something known, to probe more deeply the intricacies of the writer’s craft,
and to introduce a new theme, seemed somehow to make sense. So, I dug up more
stories, letters, videos, artifacts, and poems. The table fan did little to cool the heavy air.
It served, instead, to blow the dust and papers and memories about. I sensed that
something was missing from the year’s ending. We had said our good-byes, but there had
been no real and absolute ending. This would be an interlude, this summer. We would

resume in the autumn.
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SEASONS ON THE RIVER II

Figure 20. The Magog River.

Spring on My River
The River in March is cold, foreboding.
Thick slopes of ice vanish into dormant galaxies, microcosms suspended in hope
Awaiting spring’s warmth. And it will come, that day
When breathtaking cold gives way to the fragrance of the brackish brine.
Suspense.
Waiting for the first light on just the right day.
Warmth the catalyst, the sun’s first faint tempting of a new morning
Glances off dark still water near the shore.
7 he chrysalis blisters, the captive, emerging, skates tentatively
And in an instant determines a lifetime s direction before flying away.
Others emerge into the still chill air, wings cemented
Fighting the seductive lure of the dark, the deep
Not waiting for the sun, and not able to return to the world known before.

These, The River carries forward and we struggle to fly.

73
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Chapter 7
Running Aground
Just walk with me—down to the river
I’ll pretend this boat is my life . . . I’ll climb in.
—Robert Bly, He Wanted to Live His Life Over
Summer School 1999

My questions about my students’ learning, and my trial and error efforts to find
answers in Room Two, ultimately led me to seek solutions in a formal learning setting.
Returning to McGill University, I took graduate courses emphasizing instructional
psychology and applied cognitive theory. I sought out formal theories that would help me
make sense of the context in which I worked, the characteristics of the learning disabled
adolescents in my care, and the processes that facilitated or constrained their
learning—theories that I could apply to my practice. Under the supervision of Dr. Mark
Aulls, I was encouraged to explore critical theory and engage action research. I felt that I
had found a mentor and a niche.

I completed my Master’s degree with a study in which I surveyed staff and special
needs students on their understandings and experiences of the effects of inclusive policies
as applied in our school. The principal supported me in my research, becoming my
stakeholder and implementing many of the changes suggested by participants in the
survey. Embedded in the study was the case of one of my colleagues, a teacher who
chose to change his practice in order to better serve the needs of students in an inclusive
setting. We spent a year co-teaching/researching in one of his grade ten physical science
sections, implementing the Johnsons’ model of cooperative learning and looking for
improvement in learner outcomes, both social and academic.

I moved on to my doctoral studies, where I had planned to look at inquiry
curriculum and the learning disabled adolescent, however, mid-way through my
coursework, I made the transformation from looking out at others to looking inward at

myself as a teacher, learner and researcher. I experienced a significant shift in my
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thinking, teaching and learning as a consequence of a summer interlude during which I

audited a course at Bishop’s University. Soon after, I wrote of the experience:
Like a tender lavender sprig tugged and slammed by the violent summer storms
witnessed in Lennoxville this July, I’ve been whipped through a wind tunnel of
intense learning. Two weeks after Summer School began I was tossed
out—stunned—at the other end. Bruised, but not broken. Now, at home, I sit down
to write, and try to make sense of it all. I am safe, yet there is a persistent
uneasiness, a continuing, stirring draft that won’t let me rest, won’t let go. It
carries a whispered potential. And, so, [ straighten myself up and look at the new
landscape into which I have landed. It is familiar, yet strange. There are elements
of it that I have known forever. Others are new. This was Summer School 1999.
The learning was deeply disturbing, and my story may read as an exaggeration,
not believable to some. Perhaps, it cannot be credible except to those who lived it.
I am one of the women who shared Fran’s home for ten days, and I am one of the
learners who studied Special Topics in Educational Leadership with Jack. Some
of us did both.

My ten days were spent in four places. Room Two is where I have taught
for so many years, and which I revisited, painfully, during Summer School, but
only in my heart and mind. Jack’s classroom is the arena where we were
challenged, we stretched, we hurdled and stumbled, we laughed, we wept and we
hugged. Fran’s home is the soft, safe, pale pink place to which I gratefully
retreated each evening. In between and at the end, I came home. Everywhere, I
learned. We learned. We learned alone, and as we connected to others, we learned
together. We learned about and with our students, colleagues and mentors,
families and friends, strangers and intimates. Everywhere. We learned about
ourselves, our values and our teaching, and our values in our teaching. We
explored our claims. We exposed our passions and we confronted murky
shadows. And, yes, we wept. Because I value my learning, I hope to make sense
of it here.

Who would have suspected. “Initiating, Monitoring & Sustaining

Classroom and School Improvement through Action Research” (Bishop’s
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University, 1999). Seems interesting. “This course has been designed” (Bishop’s
University, 1999). Planned. Thoughtful. Harmless. Safe. Like my classroom. “To
provide the student with the opportunity” (Bishop’s University, 1999). Another
chance. Back to school again. Knowledge. Critical, liberating. “To participate in”
(Bishop’s University, 1999). Participation. We’ll all be heard. Democratic. Like
my classroom. “A detailed examination of recent developments in specific topics”
(Bishop’s University, 1999). We’ll get to explore the new curriculum. But, aren’t
we working-to-rule? “Of educational leadership” (Bishop’s University, 1999). So
very important! “See Summer ‘99 Feature Attraction” (Bishop’s University,
1999). 1t’s the guy from the teacher-research conference who took on the man
from the Ministry! “Instructor: Jack Whitehead” (Bishop’s University, 1999).
He’s the one who said, “Send me some of your work” (J. Whitehead, personal
communication, April, 1999). Into the void. “Mon., Tues., Wed., Thurs. 1:00-4:30
from July 5-17” (Bishop’s University, 1999). Possible, if my husband can take
over at home. He can. “Prerequisites: Permission of the department” (Bishop’s
University, 1999). I’ll call Fran to find out how to get permission:

I am the department. I’1] just put you on the list. Get your Bordereau du

Transfert. Would you like to stay at my apartment? Gill will be here, and

another woman, Laurie, a principal from Alberta.” (F. Halliday, personal

communication, June 1999)
Fran is so generous. With her time, her knowledge, and now, her space. I feel
privileged. She has done so much for me, for my colleagues, my students. Inquiry
for the kids, for the teachers. Plans, proposals, papers, presentations. Where does
she find the time? Fran invented time. She is my friend. My critical friend. My
husband says, “We could be going to the ocean, Maine or Prince Edward Island”
(M. Boone, personal communication, June 1999). I am excited about going to
Summer School.

Coming from the city, Lennoxville feels almost surreal in its serenity. The
early air is warm, moist and hushed. Amethyst-edged mist hangs in the golden
space between the trees as the car rolls down Belvedere Road toward the river.

The spire on the chapel rises through the gold and beckons. Come. Learn. Itis a
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glorious, silent July morning, in a delightful setting. In the afternoon, in contrast,
Jack’s classroom in the Nicoll’s building is a hard, untidy, hot/cold place. A
persistent brass band practices and practices, and savage electrical storms and
eighteen-wheelers lurch and screech outside. We, Jack and the students, the
women, brought warmth, light and softness, and laid them down in that
classroom. I had said “I consider myself an emerging teacher-researcher . . .
research was not something that I could do or not do. Research was becoming a
way of thinking, of looking at the world . . . not something that once begun I
could decide to stop” (McBride, 1999, Unpublished raw data), and I came to
Summer School to learn more about it.

What do we hope to learn from the course, we are asked. I reply with my
standard. “I am interested in the gap between Theory and Practice. I want to know
what’s in that space. I suspect it has something to do with experience and
interpretation” (McBride, 1999, Unpublished raw data). We’ve been told we will
be learning about research diaries and the validation process. I don’t know about
the diaries, but, in my head, I hear old arguments from Mark about the
essentials—Validity and Reliability and Generalizability. I get it. I see the need. If I
am going to write a thesis. Then I hear Jack. Values and Claims and Evidence,
and I sense that I am moving into another realm. I am curious. I am surprised that
an article that I have been rereading is recommended for the course. Uncanny.
Elliot Eisner. 1 feel at home. The Promise and Perils of Alternative Forms of Data
Representation (Eisner, 1997). This course holds promise for me. Surely, there
can be no peril here in Jack’s classroom.

We are asked, as professional educators, what we care about in education.
What are the standards of practice we live by? How do we hold ourselves
accountable? That’s easy. I respond as a teacher. I write:

In my work as a teacher I am accountable to my students, for it is the

student that I value above all. I can be happy with the job I have done if

my student is comfortable, safe and senses that I love and value each and
every one. This doesn’t happen often. Generally, there is a tension that

exists in our classroom that is generated by the needs of the children and
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my inability to read them. My inability is a function of many things. I may
be preoccupied with issues of curriculum (formal), or bureaucracy, or the
politics of the school. Sometimes I just get tired. But because I value the
children, and their childhoods, there is a pull that brings me back to them.
This it seems to me is the process of accountability in my work. It is
collaborative. It drives me, and it drives the real learning—theirs, mine and
ours—that takes place (McBride, 1999, Unpublished raw data).

For homework we are set the task of describing and explaining our own learning.

I think my professional learning began with my delightful childhood. That is

where I must begin:
This seems a big and vague project, and so I’ll narrow my thinking by
dealing with the description chronologically, in terms of when—now,
earlier and in the beginning—and I’ll follow with explanations of my
learning as much as I understand it at this point. And I don’t know how far
I’1l get today. In the beginning, or as early as I can remember, learning
was happy, yet serious. It was fun. It seems there was no other purpose.
Learning was about collecting polliwogs in a pickle jar and watching the
young frogs emerge before returning them to the lake. It was about
designing and building boats with our father, and, if they’d float, racing

them in front of the wind.

Figure 21. Designing and building boats.
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It was discovering the sweetness of pinky-sized cucumbers stolen from the
vine, warm from the sun, dipped in puddles of salt held in grubby hands.
Learning was collapsing in the heat and finding a tiny, pink newborn toad
in the long, itchy grass. It was pioneering, creating a covered wagon with
the Red Flyer, tomato stakes and remnants of bed sheets, hitching up the
dog, and exploring the fields that ran beside the creek, disappearing until
dinnertime or dark, if we missed the gong. It was realizing the magic of a
jelly jar of fireflies late on a warm summer’s night. Learning was curling
into our mother’s waist, in front of the fire and unearthing desert islands,
pirates, an orphaned princess, a secret garden, as she taught us to cherish
the word in print. We learned about the wind as we were flung down the
lake on crystal February afternoons, wearing hand-me-down skates and
carrying huge kites. Learning meant discovering pain, icy-blue pain, in our
feet, while wading barefoot in the river in early March, searching for
fragments of winter’s mysteries left behind as the ice moved out from the
shore. My childhood was charmed and this is the learning that I did.
(McBride, 1999, Unpublished raw data)

And, I explained my learning thus:
How to explain this? Learning was exploration and discovery. I
experienced my world and came to understand how I was connected to it,
where and how I fit in, and what I had to give back. I think at some very
basic, intuitive level these early events were interpreted, and that was how
experience was translated into knowledge. I think that as a child I valued
knowledge for it’s own sake, and for a certain confidence, and the freedom
that it gave. The more I learned the more independent I became. The next
step 1n this sequence was to go to school. However, in July, before that
could happen, my grandfather presented me with a shiny, new two-
wheeled bicycle. Grade one began in September and my goal was to ride
my bike to school. I practiced on the bumps and dips of the lawn all
summer and I learned to ride. I rode my bike to school. This learning had a
purpose. (McBride, 1999, Unpublished raw data)



Teacher-researcher 80

Figure 22. Grade one.

Jack wrote back to each of us. To me he wrote:
I was struck immediately by the power of your statement, “I am
accountable to my students for it is the student that I value above all.”
I’d like to be accountable to similar values where you say, “I can be happy
with the job that I have done if my student is comfortable, safe and senses
that I value each and everyone.” I missed out love from your value/love
and would like to explore this with the group. (J. Whitehead, personal
communication, 1999)

Okay, let’s explore it. We discussed this in class. Or did we? I’'m not sure:
I’m wondering if you would like me to help you to construct a story which
communicates the values which drive you and to see if we can share an
understanding of your claim that these values drive the real
learning—theirs, mine and ours. (J. Whitehead, personal communication,
1999)

Now I am unsure. Where is this leading? Stories could be lurking. Do I really

want to know? To tell? Stall. Can I Trust? I answer:
I should like to accept your offer of help to . . . construct a story which
communicates the values which drive me, and to see if there can be a
shared understanding of my claim that these values drive the learning done

by my students, the learning that I do, and the learning that my students
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and I do together. But I think that to do this is not without risk, substantial
risk. (McBride, 1999, Unpublished raw data)

Careful, scared language. Can I Trust:
It might be simpler and safer to use this course time to develop something
useful for the school board workshops. But I think that this other ought to
be done first. It will test more than my claims. I will be testing a
fundamental assumption about the work that I do—that my students derive
benefit from my efforts. If this is not the case, I can have no business
discussing action research with my colleagues or administrators.
(McBride, 1999, Unpublished raw data)

Risky. Tentative. Necessary:
Last night while I was thinking about what I would do here, I argued—-with
myself-that I could not act on your suggestion without knowing what was
in the hole that I see between theory and practice, and the connection that I
suspect exists in experience and interpretation. And then while talking
with Fran, it occurred to me that in constructing the story I might see into
that void. I am wondering if it is possible that, in writing this story, I might
understand what happens between theory and practice, and if this
understanding could become my living theory. And, what does living
theory look like anyway? (McBride, 1999, Unpublished raw data)

I am wavering:
Finally, I questioned my reluctance to consider the path that you
suggested. And I realized that it just might be that I’ll discover that what
I’ve been doing in my practice is all wrong. I could be confronted with a
fact that I have not wanted, do not want to contemplate. Perhaps in loving
and valuing my students, and acting on those feelings and values, I have
exposed them along with the injustices that I perceive, rendering them yet
more vulnerable. I am unsure of whether or not I am really capable of
weighing the possibility. I am sure that I must try. I have never considered
the notion of evidence before. I think I can possibly find evidence that

supports my value claim, that my students are the core of my concern. But
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will the positive outcomes that I have assumed be supported? I don’t

know. (McBride, 1999, Unpublished raw data)

Wary, thoughtful language. Can I Trust? “So, yes, I would like to try to construct
that story. And, yes, I welcome your help, gratefully” (McBride, 1999,
Unpublished raw data). Scared. I remind myself to breathe. I crash. Swiftly. I am
on my knees. Bruised. “I recognize your anguish” (J. Whitehead, personal
communication, 1999). My anguish. The idea that I could be wrong, that I could
wrong my students. “Into the abyss” (J. Whitehead, personal communication,
1999). I cannot go there. I must go there. I weep.

Jack’s classroom is emptied of us from Thursday until Monday. It does
not feel safe, and I am glad to leave. A colorless, glass jelly jar, left stark and
empty. At home I sift through a decade of files and boxes. Stories, art, journals,
tapes, letters, videos, photos, sketches. My family stays away, leery of my tears,
my anguish, the cracks. I pull despair around my shoulders and hug it to me. It is
the only solace I can find in the dark. As I sift, I weep and I wonder what I will
learn. As I search I begin to see possibilities long denied. I could wrong my
students, I suppose. No! Impossible! Just not possible. Because “I am a good
teacher; hardworking, practiced, sound, accountable. My success has been
celebrated. I have been thanked. I have been asked to speak to others. I have
received an award. A good teacher indeed” (McBride, 1999, Unpublished raw
data). I phone my friend Shirley, and we sit at my table and claw at conflicting
ideas, confounding evidence, and clear contradiction. We do this for hours, sifting
through photos, laughing, studying paintings and poems, sipping wine and
weeping. Even 1n the dark I can see what I must do. I box my evidence and cart it
back on to Lennoxville Sunday. I do not want to go back. I do not want to look.

“This course, designed for teachers who have had some experience
inquiring into their own practice will focus on learning to look at what we do and
learn from the looking” (Bishop’s University, 1999). Looking. Into the space lit
up by the firefly. Look fast. “Looking critically into, and learning from our own
practice, can be both intimidating and exhilarating” (Bishop’s University, 1999).
No kidding:
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Generating an understanding of our own theories of action that support our
practice and making that knowledge public is often difficult for many
modest educators. And yet . . . most teacher-researchers describe the
process of inquiring into their own practice as . . . Energizing!

Compelling! Personally and Professionally Satisfying! (Bishop’s

University, 1999).

So, this is what I have been doing. Energizing. I am weak.

Compelling. I cannot pull myself up. Satisfying. Just let it end. Look into
the light. And what of our teacher. Who is Jack? Can I trust him, and does he
embody his values:

I came to Bath in 1973, after six years as a secondary school teacher,

determined to reconstruct the ways in which university academics talked,

thought and wrote about educational theory. The dominant view of
educational theory in 1973 was that it was constituted in philosophy,
psychology, sociology and history of education. My alternative view,
which I have called living educational theory, is that it is constituted by
the descriptions and explanations which individual learners produce their
own educational development as they answer questions of the kind, “How

do I improve what I am doing?” (Bishop’s University, 1999)

Talk, talk, talk. How do you live your values, Jack? “Doesn’t lend itself to
linguistic form” (J. Whitehead, personal communication, 1999). I am tired. At
Summer School I whined “Sometimes I just get tired” (McBride, 1999,
Unpublished raw data). Jack recognized that we all got tired. “You need time to
write” (J. Whitehead, personal communication, 1999). Now, I am unsure again.
Where is this leading? Stories are lurking just below and beyond. Do I really want
to know? To tell? He’s cutting us loose. I wrote my lament. And as I wrote, I
curled slowly and fearfully, inward and downward.

I have never written like this before. I don’t know if it is good writing. It is
good for me. I am realizing that the writing calms me. The more I write, the better
I feel. If I stop, the fear returns. And, so I write. In the afternoons I go to class. At
four-thirty, I don’t want it to end. I hang on to the group. The only safety I can
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find is in that classroom and in the writing. But we’re leaving early. Six thousand
words. We need time to write and write and spin down and down.

In Jack’s office I confess. My heart is pounding. Words come out of my
mouth and I don’t know where they are coming from anymore. I am frightened. I
never wrote like this before. I feel sick, sick, sick. I don’t think that I can teach
again. Ever. I can’t sleep. I don’t know where this is going. There can be no
purpose in my studies after this. I don’t know what happens next. Tell me, Jack.
Please. I curse, I cry, and I take his hand to keep myself from drowning. He lets
me do that. I trust him.

Later, I am reminded of a favorite poem. It is a about a teacher such as the
one I would hope to be, the one I still and always hope to become. John Steinbeck
(1955) wrote:

On a Former Teacher

In her classroom our speculations ranged the world.

She aroused us to our book waving discussions.

Every morning we came to her carrying new truths, new facts, new ideas

Cupped and sheltered in our hands like captured fireflies.

When she went away sadness came over us,

But the light did not go out.

She left her signature upon us.

The literature of a teacher who writes on children’s minds.

I’ve had many teachers who taught us soon forgotten things,

But only a few like her who created in me a new thing, a new attitude, a

new hunger

I suppose that to a large extent I am the unsigned manuscript of that

teacher.

What deathless power lies in the hands of such a person.

Jack may be this teacher. We, the women, may be the manuscripts or the fireflies,
if we wish to be. Again, learning is “realizing the magic of a jelly jar of fireflies

late on a warm summer’s night” (McBride, 1999, Unpublished raw data). The fear
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is passing. I am beginning to feel safe in this new place in which I have landed.
We brought warmth, light and softness, and laid them down in that classroom.

I finished my paper and presented it on the Friday. I wept again, but my
tears were not the same. I did not taste the terror anymore. I cried for the end of
the exquisite, bittersweet, pleasure/pain learning moment that was summer school.
I ended my story with a letter to Jack. In the letter I tried to explain what I have
seen in the bright light of his classroom. I believe that he created something new
in each of us.

Working on the Underbelly of the Underdog
I did not recognize Room Two, and when I went there at summer school and I
could not see myself as the teacher I believed myself to be. When I looked during
summer school, I did not understand the teacher who wrote:
Working on the Underbelly of the Underdog

This is where I do my work. From the outside, the school is
unassuming—low, red brick, bad windows, big trees, occasional graffiti, space and
air. Oak Street is suburban and duly quiet. We know little of our immediate
neighbors anymore; their children, many grads, have grown and gone. It is inside
this hard, chestnut shell that the heart beats and breaks. This is where I do my
work. It is inside this school that I have, over the past seventeen years, worked

hard to become the teacher I long to be.

Figure 23. A hard chestnut shell.



Teacher-researcher 86

For most of the last nine years I have taught in Room Two. It is a tiny, teeming
space. This is the classroom that I left to begin a year of concentrated study, to go
to summer school, to begin my vacation. Someone else will teach in Room Two
next year, and I have no idea where I will be assigned upon my return to work.
During my time in Room Two as a special ed. teacher, I have slowly become
aware that all in our system is not equal. My kids are treated differently, not
always fairly, and the injustices are not always open to view. Along the way I
adopted Lewis Carroll’s Mock Turtle as our mascot, my metaphor for my kids:

“I only took the regular course,” said the Mock Turtle. “What was that?”

inquired Alice. “Reeling and writhing, of course, to begin with,” the Mock

Turtle replied; “and the different branches of Arithmetic~Ambition,

Distraction, Uglification and Derision” . . . “And how many hours a day

do you do lessons?” said Alice . . . “Ten hours the first day,” said the

Mock Turtle: “nine the next, and so on.” “What a curious plan!”

exclaimed Alice. “That’s why they’re called lessons,” the Gryphon

remarked: “because they lessen from day to day.” (Carroll, 1929, p. 117)

I have been a learner as long as I have been becoming a teacher, and in
order to deal with the inequities I perceive, the reeling and writhing, I continually
search for knowledge; better knowledge, the right knowledge. Critical knowledge.
Liberating knowledge. To that end, I have spiraled in and out of the academic
world taking courses, earning diplomas, certificates, and degrees. In my constant
and ongoing search for knowledge, teaching and learning have become
inseparable for me. There is an enduring tension in my practice, a reminder.

You are not there yet, there is more learning to do,
You have not yet become the teacher you hope to become.
When I left Room Two in June, I took years of boxed memories home with me. I
also took with me a certainty that I was a good teacher-hardworking, practiced,
sound, accountable. My success with my special needs students has been
celebrated. I have been thanked. I have been asked to speak to others about what I
do. I have received an award, deemed deserving by my peers. A good teacher,

indeed. So, how is it that on the second day of this course I found myself in tears,
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on my knees? I say, “I am accountable to my students for it is the student that I
value above all. I can be happy with the job that I have done if my student is
comfortable, safe, and senses that I love and value each and every one” (J.
McBride, personal communication, 1999). My colleague understands my work as
being to “protect and nurture (my) special education fledglings that have become
trapped within an indifferent, if not occasionally hostile system.” (A. Languay,
personal communication, 1997). I nurture and I surrender them to indifference

and hostility when they leave Room Two.

(PAPT Sentinel, 1996)
Figure 24. A good teacher.

Perhaps I have been caught up in the metaphors; baby birds, mock turtles,
sad dogs, and I have lost sight of the real. Or perhaps, I have never known the
real. I am confronted by my arrogance. And now, with more energy and to greater
depth, I must think about my value claims, think about my role and my practice,
and of how I touch my students. I must do this thinking in terms of my students.
Still and always mine. I have said that it is my values that drive our learning, that
of my students, my own and our shared learning as well. I am questioning this

now.
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I think I began to think like a teacher-researcher when I was confronted
with a new teaching assignment returning from maternity leave. I was given a
special ed. class of learning disabled students. Discouraged when they came into
what was referred to as the bobo class, they were despondent, unruly and most
definitely at risk of dropping out by June. I seethed with resentment at a clear lack
of interest and support on the part of my colleagues and the administration. I had
no sense of myself as a teacher. I was not in control. I became cynical. I spent a
summer brooding, rewinding and reviewing the events of the year. I heard it
again.

You are not there yet, there is more learning to do,

You have not yet become the teacher you hope to become.

Figure 25. In the staffroom.

By fall, I understood a few things. I knew that if those students were to go
to grade nine after one more year, I did not have the luxury of time to do a whole
lot more remediation. I knew that I had to look forward to see what would be
expected, instead of looking back at grade six to see what had been missed. When
I looked for their strengths, I saw kids on the brink of disintegration. When I
looked at my strengths, I realized that I could take charge if I opted to. Finally, I
saw possibilities in basing my teaching on content and ideas that the kids really

cared about. With more confidence than I had ever felt before I returned to school
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in the fall, and by the end of the school year there was a palpable difference in my
classroom as we engaged in learning together. The kids informed me, I responded
to them. We negotiated. Something was working, but I knew neither what nor
why. But by now I knew the drill.
You are not there yet, there is more learning to do,

You have not yet become the teacher you hope to become.
I decided that it was time, once again, to go back to university, and I began a
Master’s degree, where I finally began the work of understanding who [ am as a
teacher by developing my professional metaphor, learning of the value of a
reflection, of critical response to my ideas, of conceptual knowledge made
explicit through the study of theory and research, and of undertaking my first
action research project. The next school year I began research for my degree. I
wanted to expose some problems posed for our special ed. students in our

mainstream setting.

Figure 26. Integration and isolation.

The principal became involved, and when I saw that many of the issues
raised by the students and staff were addressed, I began to get a sense of the
power of action research. As well, it was becoming clear to me that research was
not something that I could do, or not do. Rather, research was becoming a way of

thinking, a way of looking at the world, and it was not something that once begun,
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I could decide to stop. I began to consider myself an emerging teacher-researcher.
I reflected. I acted on my reflections. On and on. Still, there is that reminder,
You are not there yet, there is more learning to do,
You have not yet become the teacher you hope to become.

As a graduate student, I began to attend academic conferences at which, at
times, I was interested. I felt that I learned. At other times I found the experience
pointless for me, self-serving for the presenters, the experts. On the two occasions
that I heard Elliot Eisner speak, I felt engaged, encouraged, and enriched. On both
occasions he spoke to me, a teacher, with the heart and mind of an artist. He
spoke to me with a clear understanding of life in my school. He brought our
disparate worlds together in the notion that there are many ways of seeing, and
there are many ways of representing what we see. I was enchanted with the idea
of “exploring forms of communication that we do not normally use to represent
what we have learned about the educational world” (Eisner, 1997, p. 5). My

camcra.

Figure 27. Time out.

My watercolors. Shoe boxes full of photographs, sketches, and miles of
videotape. Could this be a “legitimate form of research?” (Eisner, 1997, p. 6),
and, does that really matter to me? Have I not, perhaps, been more concerned with
creating “a visual narrative that displays an array of values, not by describing

them, but by depicting them” (Eisner, 1997, p. 6), so that others can see what I
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see, what my Mock Turtles see? Is it possible that I might use my “visual musings
to enlarge our understanding?” (Eisner, 1997, p. 8). And what about my own
understanding? And, yes, how is it that on the second day of this course I found
myself in tears, on my knees? I say “I am accountable to my students for it is the
student that I value above all” (J. McBride, personal communication, 1999). I am
credited with trying to protect and nurture my special education fledglings trapped
within an, indifferent, hostile system. It is time to return to Room Two for another
look, to look through my arrogance, because as a teacher
I am not there yet, there is more learning to do,

I have not yet become the teacher I hope to become.

I am looking for the Real and I am seeing Mike. In my work as a teacher I am

accountable to him, for it is the student that I value above all.

Figure 28. Mike.

I can be happy with the job I have done if my student is comfortable, safe,
and senses that I value each and every one. I know that most of my students feel
safe in Room Two. They trust me with their flaws. When I say, “Try this”, they
do. Tentatively. Willingly. Eventually, automatically. Mostly. I see this trust as a
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measure of their sense of safety. This doesn’t happen often. Generally, there is a
tension that exists in our classroom that is generated by the needs of the children,
and my inability to read them. The time and energy I need to negotiate with ten,
fourteen, eighteen learning disabled kids is huge. Someone always gets less. My
inability is a function of many things. I may be preoccupied with issues of
curriculum, or bureaucracy, or the politics of the school. Sometimes I just get
tired. But because I value the children, and their childhoods, there is a pull that
brings me back to them. This it seems to me is the process of accountability in my
work. It is collaborative. It drives me, and the real learning-theirs, mine, and
ours—that takes place. But something is missing here. Have I done enough to
justify my claim? There is a world outside our classroom door, indifferent, if not
occasionally hostile, that I cannot ignore.

I can see Mike as he hunkers his heavy frame over his work. He is
relaxed, and yet the intensity of his attention obliterates all else in a classroom
where distractions are many. Room Two is a busy place. It is noisy, cluttered and
crowded. But Mike is connected to his story and nothing else concerns him at this
moment. He is comfortable. He feels safe:

My best experience I would say of all, Miss McBride’s class. One day she

came up to me and she told me, like, how, how good I am, how like, ah,

your essays and stuff like, like how I expressed the words in my essays
and stuff, how I write and that. She says I use a very good vocabulary and
stuff (Mike, n.d., Unpublished raw data).

I know his story will be thoughtful and interesting to read. The hesitation
in his speech poses no problem to pen and paper. From the vantage point of my
desk in the corner, I am able to read that feeling in the softness of his bearing.
There is a certain snugness to the circle created by the curve of his shoulders and
arms as he envelops his creation. The features of his face reflect untroubled
concentration. The fingers of his left hand splay across the page, defenseless. Not
everyone sees Mike as I do. Beyond our classroom his fingers are drawn into
tightly clenched fists. He is tall, heavy and imposing as he saunters down the

corridor, away from Room Two. “One thing I would like to change about myself
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is my behavior” (Mike, n.d., Unpublished raw data). His walk is slow, measured,
threatening. He will not be caught smiling unless it is to laugh at another. Mike is
a bully. He’s looking for his next victim. Last September Mike moved out of
Room Two and into the mainstream. Not long after the start of the year there was
trouble. “My favorite song is When I go Away” (Mike, n.d., Unpublished raw
data). Mike was threatening a boy in seventh grade. This accelerated to violence.
To terror. No one knew what to do about Mike. No one could understand why it
was different in Room Two. “My favorite movie is Bad Boys” (Mike, n.d.,
Unpublished raw data).

No one has been able to stop him. No one can explain why he has been
kicked out of class so often, why he has failed his courses, why he appears so
unhappy. “The worst mistake I ever made was going to school (Mike, n.d.,
Unpublished raw data). So, how can I his teacher, say that I value, that I love this
student? Where can I see my values played out as he experiences our school?
Only in Room Two? Perhaps, just perhaps, I did not hear him say he was not
ready to leave. Perhaps he did not say it in the right words. Perhaps he did not say
it. Knew I might not hear. Would not hear. My energy was focused in Room Two,
the celebrations inside that door. And Mike is not alone out there. Gary’s poem
tells me this is so:

A man in a dark room
With people
Laughing at him
He is pushed back
In a corner
Which is dark.

He is crying
And yelling at the people
Don’t laugh at me!!!!
It is not my fault.

The people are saying
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You had your chance. (Gary, n.d., Unpublished raw
data)
And, Deborah’s letter tells me so:
In my life I’ve had lots of changes, and one of these changes was for me to
go into a normal English class, for a period of time. At first I was excited,
because almost all of my friends were in that class. My second reason was
because I wanted to make people, as in teachers to see how much I had

improved over the year. (Deborah, n.d., Unpublished raw data)

Figure 29. A call.

I have not listened. I have not heard. So, that is how, on the second day of this course, I
found myself in tears, on my knees. I say that | am accountable to my students for it is the
student that I value above all. I can be happy with the job that I have done if my student
is comfortable, safe, and senses that I love and value each and every one. I must spend
more time outside Room Two. I must hear my students as they bring me reports of their
struggles. Their apprehensions. Their catastrophes. Their failures. Their truths.

At the end of Summer School I wrote a letter to my teacher. I wrote:

Dear Jack,
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Ten endless days ago, when I began your course, I had every
confidence in my professional ability and integrity. I am well regarded. I
have been told that [ am good at what I do. I have had no problem
accepting this idea. It was easy. It felt good. This morning I am clinging
shakily to the underbelly. In doing as I was asked to do, in claiming
educational values which are embodied in my practice and examining the
evidence which will decide whether or not my explanation can be
regarded as valid, I have had to confront my false assumption that in all I
have done as a teacher my students are at the core of my concern. In the
end, I have had to conclude that I have, indeed, exposed children to risk.

Saying that is not easy. Writing this paper has not been easy either.
I have entered and explored new realms and tried new things in your
wonderland, in order to make better sense of my work with my Mock
Turtles. Still and always mine. In writing this paper, I have explored
unfamiliar forms. As the story has unraveled, I have attempted to reflect
the action research cycle in two ways. I have placed images in the text at
points that I hope will illuminate the progress of my search for the
knowledge that will allow me to be the teacher I hope to become. And I
have tried to recreate the rhythm of the spiral by using a refrain throughout
the paper as I spiraled to my unhappy conclusion.

1 am not there yet, there is more learning to do,
I have not yet become the teacher I hope to become.

In writing this paper I have explored the use of image as more than
decoration. I have tried to develop a unique visualization using
photographs as illustration of my claim, and as evidence that topples my
claim. I have used the sketch of Mike in the same way. As well, I have
used my interpretation of Mike in the sketch to substantiate my belief in
the inherent goodness of this child. And this to add emphasis to the
urgency of the need to become the teacher I hope to become. I am not the
artist that you credit me with being. I am just a teacher. And I do art. This
is part of my work. I sketch in order to stay in touch with the child. The
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childhood. The wonderful qualities of child and childhood that school
does so much to erase. Sketching is a slow and thoughtful process for me.
I sit. I consider the child and the particular circumstances that brought me
there that day. Sketching takes me to the essence of the child. The
goodness. It takes me away from mundane circumstances of daily life in a
school. The bullying. The fights. The failures. It offers me the chance to
portray a child like Mike in a light that is unfamiliar to many of my
colleagues and his peers. There may be other reasons why I do this work,
but they are not clear just yet.

Ten endless days ago, when I began your course, you offered to
help me construct a story which communicates the values which drive me
and to see if we could share an understanding of my claim that these
values drive the real learning that my students and I do. I think that, with
your help, I have begun the story and I know that it had to be written. It
may be continued. I am grateful for your help. I know that it is important
for teachers to write their stories, to face their contradictions as I am
doing, to break down walls and open doors between classrooms. To share
the stories. To help others know that it is important to do this. But it is
painful. And I don’t think you and I share any kind of an understanding as
you suggested we might. I don’t have one to share. If you do, tell me.

The course is finished and I am feeling a tremendous sense of loss.
Something that I believed to be true, that I held my students in my heart, is
gone. That myth supported me in my practice. It drove my purpose in
going back to the university next year. I’'m in a new place. I feel unsafe. I
am experiencing first hand what my Mock Turtles do when they leave
Room Two. I cut them loose. In writing I have cut myself loose. I am
very, very frightened. Tomorrow I will take away new learning, new ways
of learning, and I expect I’ll find in myself a renewed commitment to my
work as a teacher. I take away hope that I might really come to live my
values as claimed. These have not changed. If I am going to be a teacher, I

must be accountable to my students. I have not been trustworthy. It is the
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student that I must value above all else. With this learning, I hope to
become worthy of their trust.
Thanks for joining me on the underbelly for this short while.
Judy. (McBride, 2003)
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SEASONS ON THE RIVER 111

Figure 30. The Saint Lawrence River’s edge.

My Summer on The River
Silver, sliver moon hangs in a faraway, blue-black sky
A compass point, no more
Eight forty-five, early August evening.
Giant, matronly willows
Proud, aging silhouettes, anchored in the mirror of River and sky
Voices and shadows pass, ghostly, among them.
Where ripple meets shore, thick smells of rotting life float.
Further out, sweet swift water. Summer sliding away.
Goose bumps rise on my skin as I cast off and away,

And away, and away, and away

98
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Chapter 8
Afloat Again
Each night she marries the river, a bride
promising herself to the one
beside her
—Esta Spalding, Canoe
Casting Off

August is not my favorite time. In this stretch of change, I force myself to look for
signs of life, laughter, hope. My garden 1s full of jaundiced, gone-to-seed perennials,
school bus yellow Gallardia, sad Brown-eyed Susans. The lavender is finished, summer
too, soon. School follows as surely as roadwork happens in summer and snowstorms in
winter, and I experience the routine, instinctive dread of the impending harvest moon. So
full of promise. So swiftly gone.

At home, after a walk, I settle in to write for a while, warm in my little space. But
I am unsure. Hesitant. Timid with my words. My feelings and fingers falter. It is late in
the day. Late in the summer. Early in a new adventure. I don’t know whether I have
nothing or everything to lose. I contemplate the leave-of-absence that I have been
granted. Colleagues wonder. What will we do without you? They’ll figure it out. Who
will run the research group? Homework Club? Knowledge Fair? The Department? What
about your Kids? They’ll survive quite nicely. They did the last time. I’ll be back. I have
begun to work outside Room Two. I walked away, but I left a foot in the door, because

1 am not there yet
There is more learning to do
Drifting Back

At Nancy’s home, we are moving forward, moving back, with a sharing of papers,
chatter, laughter. I was eager to attend the get together, to participate, to reconnect. I
looked forward to the summer school reunion, as once again I found myself on the road
to Lennoxville, on still another golden day, twisting through flat blue-green barley fields,

and around ancient hills. Nancy prepared treats, chilled wine and was ready to share her
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unfolding story with us. She arranged herself in the window seat, and the sun shone
behind and through her as she read to us of her life. Her world. Her early experiences in
childhood, the institution of her first, most profound teacher training. The telling of her
story revealed some of her gifts. Her writing is soft and careful, powerful and evocative
at the same time.

I left my notebook open on the coffee table and through the afternoon messages
were left for our teacher:

Dear Jack . . .

Thank you so much for opening the doors to us. . .We have entered a new

dimension. . .We have been willing to trust each other, to expose our inner selves

.. . With each encounter we move beyond where we were before. . .

I am irrevocably alive and happy and secure in the company of these women.

(McBride, 1999, Unpublished raw data)

We laughed and sang and shared and committed to meeting again.
Recognizing the River

Loose again on an unfamiliar highway, I felt no trepidation as I drove out to Saint
Jean. I enjoyed the stirring of a bright late-August early morning. Tinsel shimmer had not
yet begun to glide up off the road. Wispy mist hung to the side in places. The traffic
rolled, and the town swelled out of corn and hay fields, abruptly, at a turn where the
highway intersected the river. Happily, the school was easy to find, and as I looped into
the parking lot, I thought that it must have been built at about the same time as mine. It
has the same low, indifferent, anonymous look to it. Better windows. No graffiti. No
butterflies. Not a flutter. The Director of Schools offered to take my box of handouts. We
smiled. I was welcomed. Greetings and sticky nametags. The Director-General will be
late, we are told. Lost. The start of my workshop, delayed.

I twisted myself into a new place. I was making small talk with people I did not
know. Never wanted to. Do not trust. But I must take my learning forward, work outside
Room Two. Still, I was not nervous. Where were the butterflies? Can it be that I have
some authority? Maybe, the butterflies were out dancing in the cornfields. Looking for
the fireflies. Ghosts of July. Wouldn’t bother with me. I thought that perhaps, I'd get
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through the session without a catch in my voice, without the embarrassment of insecurity.
Perhaps.

And so I began by saying that I consider myself a teacher-researcher. Sixty-five
administrators stared back at me. They didn’t want a workshop. I knew I would lose them
if T lectured. I simply told my story. Put the overheads aside. Sat on the edge of the table.
Looked for their eyes. I began to research my practice the year after I was assigned to
teach an Individual Pathways to learning (I.P.L.) class. I continued. So far, so good. No
one left the room, no private conversations, no one on a cell phone. Through doing action
research, [ came to sense that the teacher doing research could try to bridge the gap
between what is understood by the research community and the day-to-day life in a
classroom. They asked questions. Made comments. I sensed that all was going well. They
were listening. It was in their eyes. I mentioned the importance of administrative support.
I held my breath. “Perhaps you might like to frame your own research question. It might
be something like How might I best support teachers doing action research in my
school?” (J. McBride, personal communication, 1999). I breathed again. Questions.
Encouragement. Flattery.

My principal walked me out to my car, and the asphalt hurled heat skyward. I
wavered. Unsure. The butterflies hovered, circled and departed, and I understood
something. The teacher doing research works The River. I know this now. We touch both
banks. We drift and roll and weave, and bring two shores together. Theory. Practice.
Administrators and kids. Ideals and Reals surge and swell. It’s rough sometimes. Dark.
Cold. Fierce. And lonely. But, sometimes that River sparkles and splashes. Exhilarated
and ebullient. Purposeful. There is the potential to drift. To run aground, to drown. But
not today. A current of untested determination challenged the undertow. On the way
home, I raced before the wind.

I had two weeks to get ready for the fall semester, and I thought back to the
challenge of Jack’s words at the end of summer school. He wrote, “Your research could
help reconstruct the field of educational psychology as a cognitive science” (J.
Whitehead, personal communication, 1999), and I knew that I would not register for
courses that did not serve my purpose. I wrote to my advisor, “I am experiencing a shift

in the focus of my studies and my teaching” (J. McBride, personal communication,
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1999). I wrote to the chair of the department. “I am writing to request modifications to
the department’s program requirements for PhD candidates” (J. McBride, personal
communication, 1999). At the university I wrote “I must begin this paper by establishing
my perspective. I am a teacher first and last” (J. McBride, personal communication,
1999). I returned to the university classroom where I began to consider and examine
myself and others as adult learners. I began inquiries into the use of image as data in
research on teaching and learning. I built a professional development model for
introducing teachers to action research. I accepted invitations to participate in the
planning of an action research module for pre-service teachers, to conduct workshops on
action research for various school boards, and to present at the annual learning disabilities
conference. I tossed out my dissertation proposal and refocused my research on teacher
learning and the power of self-study, at the same time continuing to work with colleagues
to develop ways of understanding and explaining the learning that we do as we continue

our individual work, and construct our narratives. The River has two banks after all.
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RESOLUTION

Figure 31. The Chateauguay River.

The River Redux
I am looking inward, looking out
Working within and beyond
Becoming a teacher, a pilot on my River.
Sailing forward, reaching back, working The River
I skip a keen-prowed, stalwart craft, cut crystal water, know fervor.
Sailing close-hauled, urged on by unyielding memories,
Faces behind.

No chart marks the pinprick on the horizon that is tomorrow
I know nothing of compass, sun, moon or stars
Markers that might guide me forward, beyond,

Only faces that blur on the receding shoreline
Blurring, receding, gone
Yei, waiting.

Waiting yet.

103
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Chapter 9

Nancy, My Companion on the River

You build the bridge
I’1l test 1t first
—Rod McKuen

Charting Her Journey
As I have continued the study of my practice, [ have developed a deepening
interest in teacher learning. Consequently, I have begun to look for evidence of learning

in my own work and in that of my colleagues.

Figure 32. Companions on The River.

This interest has led to an inquiry into one of the latter’s work on self-study (Hamilton,
1998), authored by Nancy, a teacher-researcher. The embedded single-case study (Stake,
1998) included here, is construed as a portrait (LLawrence-Lightfoot & Davis, 1997) of the
teacher-researcher. It is framed by Nancy’s narrative self-study report, Nancy's Story
(Appendix A), a transcribed conversation on the topic of a videotape of aspects of her
practice (Appendix M), and a semi-structured interview (Appendix P) with a concept

map (Figures 47 and 48). The choice of the particular teacher-researcher is tied to our
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shared experience of the summer school course in educational leadership in which Nancy
was enrolled, and which I audited.
Data Collection and Analysis

In order to explore the idea of teacher learning, I have subjected the data collected
by and from Nancy to inductive and deductive analyses. The primary unit of analysis
(Yin, 1994) is the case. Data collected, reflecting her learning experiences, include:

s Nancy'’s Story, a co-constructed self-study (Hamilton, 1998) narrative (Nespor &
Barylske, 1991; Clandinin & Connelly, 1998) consisting of various written
artifacts including journal excerpts, poetry, and photographs which Nancy offered
and which were arranged in a chronology, using Nespor and Barylske’s (1991)
structure

* The transcription of a conversation (Clandinin & Connelly, 1998) which took
place following the viewing of videotape selected by Nancy as exemplifying her
teaching practice, but which does not feature her at work in the classroom. Rather,
she selected videotape produced by members of her senior economics class,
which spotlights other students at work on inquiry projects in a grade nine
geography class. Nancy appears once, briefly, and does not speak

* A transcribed interview (Fontana & Frey, 1998) in which Nancy articulates her
conceptualizations, and relates some of her experiences of teaching, learning and
researching, and her understanding of the relationship among these

* A card sort, think-aloud protocol and map of concepts (Novak & Gowan, 1984)
discussed in the interview

Data were collected between January 2000 and July 2003 and sources triangulated (Yin,
1994) for the purpose of seeking corroboratory evidence of Nancy’s learning. The
embedded unit of analysis for each data source (Yin, 1994) is a verbal act, or a symbolic
act (Gudmundsdottir, 1995). The narrative text, and conversation, interview and think-
aloud protocols are considered verbal acts, and analyses were conducted at the level of
the paragraph or topic shift within the paragraph. Symbolic acts include images inserted
in the narrative report and Nancy’s concept map. Member checking with Nancy followed
each round of data collection, where agreement on protocols was sought; each round of

analysis, for agreement on coding; and upon completion of the summary reports, seeking
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agreement on interpretation. Finally, critical friends acting as external observers (Yin,
1994) evaluated the process and products using specified criteria (Appendices U and V).

Phase one. In phase one, following a holistic reading of the narrative, Nancy’s
Story, an inductive analysis was undertaken using an open coding strategy (Strauss &
Corbin, 1990), at the level of the paragraph or the topic shift within the paragraph. In the
case of the images, the unit of analysis became the symbolic/metaphoric value. A
deductive analysis using pattern coding, employing a coding scheme (Figure 33)
developed from the framework of Mezirow’s theory of perspective transformation was
conducted. Again, the unit of analysis was the paragraph or topic shift within the
paragraph.

Phase Two. Data collected during the second phase include a transcribed
conversation (Clandinin & Connelly, 1998) with Nancy who was asked to share a day-in-
the-life video of her at work in her particular school context. In keeping with the spirit of
teacher-research and self-study, that is that the work is directed by the teacher-researcher,
I proposed neither guidelines nor constraints in the choice of video. During the ensuing
conversation with Nancy in which the video was discussed, no a priori questions were
used. Rather, these emerged from the content of the video as we viewed it together
(Harper, 1998). Again, inductive and deductive analyses followed.

Phase Three. The third phase of data collection involved an interview with Nancy
in which her conceptualization of teacher-research was discussed. The interview protocol
included the following questions:

* How did you get into teaching, what have you taught, and to whom?

* What made you decide to undertake graduate studies?

* As a graduate student, what has your experience as a researcher been?

* How was your teaching influenced by your learning as a graduate student?

* How was your teaching influenced by research you read?

* How was your teaching influenced by your own research?

* Can you predict what your experience with research or as a researcher might be

after graduate school?
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* Inlight of the meaning you now hold for research and the manner in which you
see yourself as a researcher, how might your teaching be affected should you
return to practice?

¢ In light of the meaning you now hold for research and the manner in which you
see yourself as a researcher, how might your interpretation of students’ learning
be affected?

Identical procedures for inductive and deductive analyses of the interview transcript were
applied in this phase. The concept map was analyzed by interrogation asking how Nancy
sees herself undertaking the activities of teaching, learning and researching, and whether

there is interaction among the concepts.
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Deductive Coding Scheme

Disorienting dilemma resulting in disequilibrium that acts as a catalyst, possibly

O acute internal/external personal crisis

external event that provokes an internal dilemma

external event that provokes internal disillusionment

recognition that previous approaches and solutions are no longer adequate

0ooco

Self-examination with feelings of fear, anger, guilt, and/or shame
Critical assessment of assumptions including

O presuppositions or assumptions in prior learning
habitual and established patterns of expectation

the established definition of a problem being addressed
reasons for and consequences of what we do

oo

Recognition that discontent and the process of transformation are shared seen in
a movement from the powerlessness of isolation
o movement to the formation of social coalitions and alliances
Exploration of options for new roles, relationships and/or actions
Planning a course of action
Acquisition of
a knowledge for implementing plans
a skills for implementing plans
Provisionally trying out new roles
Building
Q competence in new roles and/or relationships

a self-confidence in new roles and/or relationships

Reintegration on the basis of conditions dictated by a new perspective

Adapted from Clark & Wilson, 1991; Mezirow, 1991, 2000, Taylor, 1997, 1998.

Figure 33. Deductive Analysis Coding Scheme.
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Chapter 10
Evidence of Nancy’s Learning
The Windward Leg: Inductive Analysis
An inductive analysis of the narrative, Nancy’s Story, using an open coding
(Strauss & Corbin, 1990) technique resulted in an extensive and varied scheme of ir vivo
codes reflecting a wide range of concepts (Appendix B). A sample-coding sheet may be
found In Appendix C. Concepts are summarized in the report that follows, as is the case
with subsequent analyses. Because it has been asserted that one of the concerns of the
researcher should be the voice of the researched, “trying to capture its texture and
cadence, exploring its meaning and transporting its sound and message” (Lawrence-
Lightfoot & Davis, 1997, p. 99), substantial verbatim data chunks have been included.
Nancy’s Story: Framing the Situation. Nancy shaped the story of her professional
development with memories of early childhood lessons learned at home and in the
community within which she grew up. She framed vignettes with the metaphor of the
circle, which she used to explain her belief that we are “bound to one another spiritually”

(Snow, 1999, Unpublished raw data).

Figure 34. Happy phantoms.
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A course in action research at Bishop’s University triggered reminiscences of
childhood activities and adventures in her hometown of Lennoxville, Québec. These
memories are described as “happy phantoms” (Snow, 1999, Unpublished raw data)
manifest as picnics, hayrides, birthday parties, bobsled and skating excursions, and
symbolize “sweet freedom . . . shining innocence . . . (and) enchantment” (Snow, 1999,
Unpublished raw data). Photographic images of Nancy and her young friends give
credence to recalled adventures.

Nancy’s spirituality is attributed to her values and moral base, and these to her
family home, particularly to her parents who relied on a tradition of storytelling in the
rearing of their children in order that values be instilled and customs kept alive. Through
their guidance, she came to value “integrity, honesty, justice, love, intellectual curiosity
and freedom” (Snow, 1999, Unpublished raw data). Her values emerged as themes in the
stories she chronicled. Recalling an atmosphere of care in her home, Nancy provided
examples of lessons in life and love:

Everyone was welcome at my house. By the time my brothers and I were

teenagers, our home had become a drop-in centre for young people as well as

having the usual collection of adults. Grandma Annie Elizabeth lived in our house
until she died. She had a stroke while she was with us and remained in an upstairs
room with a caretaker. My brother, Cary, would read the Bible to Grandma every
night even when she was sick and didn’t know him. I sometimes sang to her. Her

first caretaker was a big, jolly lady named Mrs. Lemay.

Figure 35. Learning about living and dying, respect and caring.
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Her kids would come to visit her. Of course, Mum fed everybody and learned

their stories. I played with the grandkids. Mrs. Lemay’s daughter had married a

black man. This was my first experience in knowing someone of a different race.

My questions were answered about the situation in private. The man was kind and

fun and was wonderful to Mrs. Lemay, who had had a terrible life. She had

rescued her children from an alcoholic father and worked to bring them up. That
was all that counted. Mum found Mrs. Lemay dead in Grandma’s room one day.

My brothers and I began to learn about living, dying and old age, respect and

caring. (Snow, 1999, Unpublished raw data)

Emergence of a Problem. Using contrast, Nancy moved back and forth from
stories of her present, interweaving these with recollections of earlier years. As she did so
“tendrils of contradiction” (Snow, 1999, Unpublished raw data) emerged as she
recognized that values learned had not always been lived. For example, Nancy claimed to
have been “brought up equal” (Snow, 1999, Unpublished raw data). However, in
recounting events of her childhood, she unearthed a “double standard” (Snow, 1999,
Unpublished raw data) in her home.

Figure 36. Brought up equal.

This was exemplified in an account of an experience with neighborhood bullies. When
they confronted Nancy on her way to her music lesson, her older brother was elected to

accompany her on her way. Rather than walking her safely to the lesson, Cary taught
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Nancy to fight back. Subsequently, when she defended her younger brother Douglas with
her fists, the “valiant daughter” (Snow, 1999, Unpublished raw data) was
“punished-strapped for fighting” (Snow, 1999, Unpublished raw data), a behavior
deemed appropriate for boys but not a “girl-child” (Snow, 1999, Unpublished raw data).

Nancy recognized and confronted bullies in her work as a teacher, struggling
throughout her career to find the most effective means to deal with unsympathetic
administrators, colleagues and parénts of her students. She wrote that she was once a
“model teacher for the system” (Snow, 1999, Unpublished raw data), running an
“orderly, disciplined classroom” (Snow, 1999, Unpublished raw data), her students
achieving exceptionally well as she learned new teaching strategies and contributed to
life in the school. She consistently tried to make change, yet she conceded that she
“usually gave in when (she) created controversy” (Snow, 1999, Unpublished raw data).
Through self-study Nancy realized that she had been “bullied into compliance” (Snow,
1999, Unpublished raw data) by parents, students, administrators and colleagues.

Resolution. Nancy acknowledged in her narrative that she had not effectively
confronted “the injustices, oppression and the lack of humanity of the (school) system”
(Snow, 1999, Unpublished raw data).

Figure 37. Co-researchers.

She had come to see the system as her “master” (Snow, 1999, Unpublished raw data).

Nonetheless, the “just and democratic classroom” (Snow, 1999, Unpublished raw data)
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that Nancy strove for was realized in the latter years of her career. However, this was not
accomplished without a great deal of personal pain. The feat required the collaboration of
a co-researcher, a Professor of Education at Bishop’s University. Working together, they
developed a constructivist curriculum for Nancy’s secondary III geography class. Here,
Nancy’s work on the development of a democratic classroom was completed, attributable
to her experience as a teacher explicated through self-study, graduate studies, and
collaborative action research.

Consequences. The theme of bullying persists in Nancy’s narrative despite the
report of a successful action research project. However, what is notable is Nancy’s
response to the authority exerted by others following the transformation of her practice.
Professor Jack Whitehead, guided Nancy’s initiation to self-study with the suggestion
that she create a portfolio of her years of teaching “view(ing) (her) career in terms of

(her) values and inherent contradictions” (Snow, 1999, Unpublished raw data).

Figure 38. A newcomer to action research.

Much later, in a letter to Jack, Nancy wrote: “I retired from the schoolyard in
June...emerged from the playground wearing my white gloves—that was my victory!”
(Snow, 1999, Unpublished raw data). Nancy’s learning is lifelong and progressive.
Lessons begun in childhood, continue throughout her life. Dilemmas are resolved as
Nancy recognized and responded to contradictions between her values, learned and lived.

Her learning is evidenced as she found a way to live her values in her practice, in this
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particular case, that of the democratic classroom. She accomplished this in spite of
constraints imposed by a “paternalistic system” (Snow, 1999, Unpublished raw data), and
administrators and colleagues perceived by Nancy as bullies working within the system.
Nancy returned over and over again to lessons learned earlier in order to take her
learning forward. In the case of the incidents referred to above, particular lessons in
decorum taught by her mother as she introduced Nancy to the world of classical music,
attending concerts, wearing white gloves when she did, are reflected in Nancy’s
explanation of the resolution of the problems encountered in the implementation of the
inquiry curriculum in the secondary three geography class. The circle is completed with a
photograph of Nancy taken shortly after her retirement. She is working on her continuing
research at her computer wearing white gloves. This is the metaphor for a gracious
triumph over her adversaries, the successful transformation and democratization of her

classroom.

Figure 39. Wearing my white gloves.
Emergent Categories

In this analysis, learning becomes the core category (Strauss & Corbin, 1990)
resulting from the initial open coding of Nancy's Story, as substantial evidence of
personal and professional, formal and informal learning is presented. Three broad sub-
categories provide differing perspectives for understanding Nancy’s learning: self, other
and imagery. A subsequent analysis was done at the level of the paragraph or topic shift
within the paragraph, and a scheme of broader range but more limited in size was

generated (Appendix D).
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Three categories of concepts were generated:

* Self-learning and values

* Learning in community with others

* Learning metaphors and symbols

Categorization of the concepts revealed three sub-plots within Nancy’s Story: The

categories were used in the construction of narratives-within:

* Narrative of Self and Values (Appendix E)

* Narrative of Community and Other (Appendix F)

* Symbolic/metaphoric Narrative (Appendix G)
Integral to each of the narratives-within are the components of narrative structure (Nespor
& Barylske, 1991):

* Framing the situation

* Emergence of a problem

* Resolution

* Consequences
Each narrative-within represents one of the three categories and elements of each
category were ordered into subsidiary relational categories (Strauss & Corbin, 1990).

¢ Current

* Contradiction

* (Change

* Consequence
These may be found in Appendix H. Applying relational categories to the inductive
analysis above, Nancy’s values become the current that underpins her learning, and are
invariant throughout each narrative; contradiction may be seen when Nancy recognizes
that she is working against her values in a paternalistic system that does not support the
democratic classroom she envisions. Change is evidenced as Nancy begins the
democratization of the geography class with the implementation of the ReACT model
(Halliday, n.d.). Finally, the consequence is reported in two ways, as controversy
resulting from the change, and as Nancy’s satisfaction that she has been victorious in a

confrontation and resolution of disputes with authoritarian others.
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A model of the ordering of relational subcategories (Strauss & Corbin, 1990)

could be represented as follows:
Current + Contradiction > may lead to Change > may lead to Consequence

The relationship among the three broad categories—self and values, community and other,
and imagery—may be found at the intersection with the subcategories: current,
contradiction, change and consequence. Each narrative-within, and themes within these
can be mapped onto the above model. As well, learning at the self/value level underpins
the learning of self-with-other in various communities, and is, in turn, represented
symbolically/metaphorically.
Narratives-within

Three narratives-within were analyzed at the level of the paragraph, or topic shift
within a paragraph, resulting in codes that were categorized as being either current,
contradiction, change or consequence, or combinations of these. A sample-coding sheet
may be found in Appendix I. Nancy’s Narrative of Self and Values may be understood as
follows:

1. Framing the situation: Early in her narrative Nancy shared lessons learned with
family members and friends, a function of her “healthy curiosity” (Snow, 1999,
Unpublished raw data). She recalled bombarding her:

Parents with endless questions. They always answered as best they could. I never

was afraid to ask a question or give my ideas. I was asked to modify, to rethink,

reconsider and often heard ‘No’. But I was given a voice, as was everyone in my

house. (Snow, 1999, Unpublished raw data)
Voice became a current in Nancy’s Story. Years later, as she reflected on her work and
prepared to face the challenge of making changes to her practice that would challenge the
“demands of a paternalistic system” (Snow, 1999, Unpublished raw data), Nancy was
aware that her “voice must be heard insistently and calmly” (Snow, 1999, Unpublished
raw data). She saw exercising her voice as fundamental to living her values when she
asserted “dialogue is fundamental in building a society that is fair to all. Dissension is a
building block of a democracy” (Snow, 1999, Unpublished raw data). One of her goals

for her students was that they should “learn that there are circumstances when they
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should stand apart from the crowd and should be respected when they do” (Snow, 1999,
Unpublished raw data). Nancy modeled this behavior and gave an example:

My students know that I do this myself. We spoke last year about the fact that I

was one of the few teachers out on the picket line. I explained my reasons as well

as my understanding of the views of the other teachers. (Snow, 1999,

Unpublished raw data)

2. Emergence of a problem: Reflecting on her childhood led Nancy to conclude,
however, that her voice was not always heard. The contradiction was evident as she
recalled:

Dad brought me up to be equal to my brothers. I mowed lawns, shoveled fertilizer

on the garden, took off double windows and had the same allowance and chance

for an education. I often protested that Douglas and Cary were not asked to help
with the cooking, housework or weeding. The boys ran the roto-tiller. Nancy and

Mum weeded. Although I protested, nothing was done about it. (Snow, 1999,

Unpublished raw data)

Hearing her inner voice Nancy questioned what had become a habit of compliance in her
life, evident when she wrote:

Why do I allow myself to be bullied into compliance? I have had my moments

when I was instrumental in making change, but I haven’t shouted loud enough,

long enough, or persistently enough. I haven’t raged at the injustices, oppression
and the lack of humanity of the system . . . Why? I know what it is like to be
bullied, beaten up, hurt, left out, mocked and tormented. Why do I not do
something about it? I can . . . Why didn’t I just quit? When in my career did this
extreme conformity begin? (Snow, 1999, Unpublished raw data)

3. Resolution: Through self-study Nancy recognized her purpose as an educator as
“helping and effecting changes for the disadvantaged and disenfranchised” (Snow, 1999,
Unpublished raw data). Her goal was “to empower (her) students with knowledge and
understanding of what they can do and that they should try to make a difference in the
world” (Snow, 1999, Unpublished raw data), and she learned that her “voice must be
heard calmly and insistently” (Snow, 1999, Unpublished raw data), if she was to achieve

this end. Change brought controversy that rang through the final years of Nancy’s career.
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Confrontations with colleagues and administrators were frequent as Nancy challenged the
existing order of the school and curriculum as prescribed by the public school system.
Finally, though, she was able to ask “How do I deal with the bullies? With love. Do 1
speak up? Yes, however, not always calmly” (Snow, 1999, Unpublished raw data).

4. Consequences: Nancy came to value her voice as she engaged in the reflective
process of self-study. She chastised herself for not having learned earlier how to speak up
in defense of beliefs she holds, or having worked to foster effective use of voice in her
students as she was learning these lessons herself. An encounter with her student, Casey,
is one example. A student in her secondary three geography class, Casey, rebelled against
the work involved in an inquiry classroom. As Nancy recalled, “I did not expect this
resistance. Teachers are listening to a lot of anger about inquiry and about me. (The kids)
blame me. I am losing patience. I feel threatened and offended by (Casey’s) attitude”
(Snow, 1999, Unpublished raw data). However, on reflection, Nancy was able to write “I
am just learning to understand Casey, because I am just learning to understand myself,
and Casey is me. She will stand up for what she thinks” (Snow, 1999, Unpublished raw
data).

Nancy retired from the classroom in June 2002, yet she continues her graduate
work in education at Bishop’s University. Taking what she has learned of the importance
of giving voice to an other, she has undertaken a research project that will give voice to
various people in her region, and she will be working in collaboration with a number of
community agencies in order to contact interested participants and find the material
resources she will require for the project. At the end of her study she wrote “I will finish
my Master’s degree at Bishop’s. My exit project will entail working with the older people
of the Eastern Townships in a course I will offer entitled Writing My Life’s Story (Snow,
1999, Unpublished raw data).

Nancy’s Narrative of Community and Other has been similarly analyzed.

1. Framing the situation: Concern for other and sense of community are evidenced
throughout Nancy’s Story. This current emerged as Nancy made her values explicit and
as she reflected on her attempts to live her values in her teaching practice. Her values of

integrity, honesty, justice, love, freedom and intellectual curiosity were framed as a
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Student Bill of Rights prior to beginning the action research project that will focus on the
democratization of her classroom:
I had been mulling over how I could democratize my classroom the next year.
The following is a conversation between my ideals and my practice.
Student Bill of Rights
1. Each student should grow in awareness of his or her innate talents or strengths.
2. Each student has the right to be respected and valued.
3. Students should learn to accept how they differ from others and accept and
respect differences in others.
4. Students should recognize and use their goodness and spirit.
5. Students should learn that there are circumstances when they should stand apart
from the crowd and should be respected when they do.
6. Students should learn that it is each person’s responsibility to share his or her
talents and ideas with others, to help each other.
7. We must learn to laugh and share our good humor and the abundance that is in
our lives. (Snow, 1999, Unpublished raw data)
To begin the year, Nancy asked the students to write about what they care about in
education. She put aside her usual lesson plan for the first day of school. In her journal
Nancy wrote:
This time we write about our values and our stories. The students’ ideas are
poetic. They become my mandate for the year. I write their words into a poem.
Values
I believe school should be a happy place
Where I can just be me, unique, healthy, beautiful;
Or, I can discuss life with my friends.
I will find opportunities and choices in this place
Or find a helping hand and caring people who will help and comfort me.
School is a place where we learn to trust each other, respect one another.
I can find out how the library, how computers, will be useful in my studies.
I will find out how to get somewhere in my life.

I want to work with my friends in groups so
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I can exchange ideas, talk things out, make new friends.
School will teach me how to keep an open mind and a willing heart.
I will be free.
I will learn to take care of things I value,
Feel safe. (Snow, 1999, Unpublished raw data)

2. Emergence of a problem: In making her values explicit and considering how
best to frame her work with her ideals, Nancy was confronted with the reality that, while
long believing that she brought her values to her work, she had in fact been working in
contradiction to her values. She wrote: “As I considered my values, I could see only an
excellent technician, promoting the paternalistic system which I found so suffocating and
menacing” (Snow, 1999, Unpublished raw data). Nancy’s research question became
“Will democratizing my classroom create student interest in history, and thus improve
learning and marks on the MEQ examination?” (Snow, 1999, Unpublished raw data). She
recalled hoping “to build a caring community of inquirers actively searching for their
own truth” (Snow, 1999, Unpublished raw data).

However, the reality of classroom life in a secondary school seriously constrained
Nancy’s work toward this ideal. The following vignettes from her research diary provide
a clear picture of problems Nancy faced on a day-to-day basis:

Thirty-two history students tramped into class to join their teammates in their

various groups. Some took their homework out, ready to start. Others chatted

while I took attendance. Questions were answered as students made their way to
their seats. Comments, gossip, smiles were exchanged. Groups settled down to
their inquiry of documents pertaining to the 1837 Rebellion in Lower Canada.

Richard, late, entered noisily, attempting to disrupt the class, which had become

involved in their study. He whispered the latest news of the suicide attempts of

two friends while looking me in the eye, defiant, angry, continuing to talk.

Richard’s power play . . . Because the classroom telephone is out of order, I must

accompany him down the hall to the principal’s office . . . Upon returning to our

classroom, I find others tiredly lost . . . Nathan and Billy sat together in stony
silence, eyes glazed. Nathan wore his blonde/black/copper locks gelled upward

and outward, some tied with colored ribbon, others held in place with bobby pins.
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He was dirty, disheveled, limply sprawled across his desk. Billy’s head was down.

He studied the carpet while rocking his chair backward and forward like a

metronome—steady, rhythmic, purposeless movement. I wondered what they had

taken . . . At recess I found Billy and Nathan lying on the carpet in front of an
empty office with about eight others. Impassively they listen to me. Their
numbness and desolation hurts and angers me . . . I turn and walk away. They slip
into oblivion . . . I have not made contact with Maureen, so clever, so unhappy, so
quiet and gentle. Her parents had suddenly divorced . . . the mother moving to

Ontario with her son, Maureen remaining with her father to finish her school year.

I know she misses her mother. She needs care and conversation right now . . . She

left a note on her desk saying “I love history” and I wept inwardly . . . Suddenly I

felt achingly miserable and inept. (Snow, 1999, Unpublished raw data)

3. Resolution: Self-study and action research provided Nancy with the means to
more closely align her values and her practice. She recalled, “the examination of values
in my practice began a spiritual journey to clarity and vision” (Snow, 1999, Unpublished
raw data). The interest and knowledge of a faculty member at Bishop’s University, along
with funding from the Québec Ministry of Education’s Professional Development and
Improvement Grant (PDIG) program provided Nancy with the supports she needed to
successfully transform her classroom from traditional to constructivist. She recollected:

I was working with the tools of research: defining the problem, examining student

work, observations of students, videotapes of lessons, audiotapes of conversations

with students, keeping a research diary, taking photographs, doing case studies
within the classroom. An MEQ grant with Diane Earl (pseudonym) gave me the

opportunity to change my practice, to align my work with my values . . . Diand I

worked to transform a highly knowledge-based Canadian geography course into a

richness of concepts and ‘big’ questions. (Snow, 1999, Unpublished raw data,

parentheses added)
The result was described by Nancy as “an evolution from a highly traditional,
authoritarian, content-oriented classroom” (Snow, 1999, Unpublished raw data), to an
“inquiry” (Snow, 1999, Unpublished raw data), classroom based on the Re4CT model
(Halliday, n.d.) approaching her ideal of “a community of learners” (Snow, 1999,
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Unpublished raw data), where she and her students “were negotiating, and for the most
part, we were learning together” (Snow, 1999, Unpublished raw data). Nancy’s
accomplishment is attributable to the collaborative action research project undertaken in
conjunction with her critical friend, Professor Earl of Bishop’s University. Together, they
presented the report of the project for public validation at ICTR 2002 in Vancouver,
British Columbia where it was well received by members of a community of action
researchers.
4. Consequences: Nancy attributed the successful transformation of her practice to
one in alignment with her values to action research and self-study:
Self-study made me realize that I wanted a democratic classroom and I wanted a
classroom where all children became a part of a community of scholars, in other
words they could feel the power of learning. And that meant I had to walk away
from content, walk away from normal ways of evaluating children, and walk
away from an easier learning environment for kids. (Snow, 1999, Unpublished
raw data),
and:
Being a member of the action research group at Bishop’s summer school has had
a profound effect on me. It’s made me acutely aware of the importance of a
community of inquirers as a lifeline for one in one’s endeavors. The importance
of being respected as a person with ideas and potential is an essential
characteristic of being a member of a democratic society. (Snow, 1999,
Unpublished raw data)
Nancy continues to live her value claim. Although now retired from the public school
sector, she continues her self-study, her formal studies, and is presently planning her
action-oriented life biography project for members of her community.
A third, Symbolic/metaphoric Narrative, lends itself to analysis in a like manner.
1. Framing the situation: Nancy’s learning is represented in her narrative as a
“Quest” (Snow, 1999, Unpublished raw data), begun when she enrolled in a course on
action research at Bishop’s University. This is a linear metaphor that may be traced
throughout Nancy's Story as she writes the account of her decision to change her practice

and the actions taken as a consequence. Nancy wrote that “to examine values requires a
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spiritual journey” (Snow, 1999, Unpublished raw data). In embarking on her self-study
“a new journey had begun” (Snow, 1999, Unpublished raw data), where “personal values
are road signs” (Snow, 1999, Unpublished raw data).

The trajectory of Nancy’s learning is not straightforward however, and the image
of the circle reflects the continual looping back to lessons learned earlier, in childhood or
in her career as she attempted to make sense of her present. Harry Chapin’s (1990) Circle
Song is used as a motif in the narrative, and is, as Nancy wrote “a simple expression of
belief” (Snow, 1999, Unpublished raw data). The refrain, “All my life’s a circle . . . The
years keep rolling by” (Chapin, 1990), is echoed in Nancy’s writing and in the lessons
she learned. Nancy described her narrative as “the story of her circles” (Snow, 1999,
Unpublished raw data), beginning with her “family circle” (Snow, 1999, Unpublished
raw data), and continuing with stories of “circles of new friends (who) entered my world
and gladdened my life with love and wisdom, remaining to support me . . . The soft circle
encouraged my efforts to find truth in my journey” (Snow, 1999, Unpublished raw data).
Thus the journey, sometimes straightforward, sometimes circuitous, provided the central
metaphor or current in Nancy s Story.

2. Emergence of a problem: Foreshadowing an extremely difficult year in the
classroom that included ongoing confrontation with administrators, students and
colleagues, as well as physical and psychological illness where she acknowledged her
terror of “a dark thing sleeping inside” (Snow, 1999, Unpublished raw data), Nancy
wrote on the first day of the fall term:

The first day seems surreal. It is uncomfortably hot and humid, each movement

sticky with perspiration. The sun pours in the open window, eerily highlighting

the back corner. Wasps fly into the classroom, circle dangerously before buzzing
out again to hover menacingly against the hot glass. Bare walls and bulletin
boards await the offerings of this year’s students. (Snow, 1999, Unpublished raw
data)

In writing her narrative, Nancy did not take the easy road. She encountered many
“unnecessary and troubling thoughts . . . carried . . . since childhood” (Snow, 1999,

Unpublished raw data).
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Figure 40. Paternalism.

In circling back to events in her childhood, Nancy revealed the foundation of her values
and the sources of some of the difficulties she encountered in the transformation of her
practice, facing contradictions between values and action. She wrote: “silver mirages
from my past materialized, shimmered brilliantly, but when I reached to capture their
truth, they dissolved into tendrils of contradiction . . . Shadows began to tinge my happy
childhood memories” (Snow, 1999, Unpublished raw data), as she continued to “uncover
secrets of (her) troubled psyche” (Snow, 1999, Unpublished raw data, parentheses
added). Nancy unearthed many fears, which ultimately left her feeling “wingless” (Snow,
1999, Unpublished raw data) on her journey. At the journey’s most difficult Nancy
wrote:
I Fear
What?
I am sad.
I cry no tears.
I am not enough.
Is this real?
Is it raining in December?
Or, is it snowing?
Cold.

Icy coldness flows in my veins.
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I can’t get warm.
Things come undone.
I am wingless. (Snow, 1999, Unpublished raw data)

3. Resolution: The circle of friends and co-researchers that formed as a
consequence of the action research course at Bishop’s University provided continuing
support to Nancy as she carried on her self-study and engaged in action research in her
classroom. One group member “illuminated the path I wish to follow with tales of her
experience, walked with me to the road and left me to wander back with part of my
splintered self as a story” (Snow, 1999, Unpublished raw data).

This reflects change, the notion of the community of learners that Nancy came to
value, and which she began to see in her classroom with the implementation of the
inquiry curriculum. The support that Nancy found in relations with colleagues and
friends, supported her in her learning, both personal and professional. Returning to good
health and to work in her classroom work from a medical leave, Nancy reflected
metaphorically on this part of her journey:

The snow has melted in the front yard and almost in the back. A sharp March

wind enables fall’s dead, unraked leaves to teeter drunkenly across brown grass.

Figure 41. Awakening from a frozen trance.

A soft purple mist clings to skeleton trees indicating the stirrings of new life. In

the eternal cycle of the seasons, everything must change. Soon soft warm breezes
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will awaken the earth from its frozen trance. So, too have I moved from the stark

emptiness of winter’s bleakness to new heartbeats of truth, and a mysterious new

destiny. (Snow, 1999, Unpublished raw data)
The process of reflection inherent to self-study, and to action research as well, allowed
Nancy to return to her roots and she realized “the dreams of my life’s young mornings
murmur enticingly to a return to those fresh ideas of long ago. I have come full circle”
(Snow, 1999, Unpublished raw data).

4. Consequences: Nancy did find some of the truths she sought on her journey
which she describes as a “soul searching . . . to find better ways to teach my students, to
help them become the centre of their own learning, to understand how I learn, and how
the system and culture in which I live has shaped me” (Snow, 1999, Unpublished raw
data). There is much evidence to support the claim that this has begun. However, the
journey continued, as Nancy proceeds to the next phase of her research and continues her
self-study. In sum, Nancy’s learning may be evidenced throughout the narrative self-
study report at intersections among self and values, other and community, and at the level
of image between linear and circular symbols and metaphors that depict the trajectory of
her learning. She acted on her values in defending her inquiry teaching and other matters.
She succeeded in transforming her classroom into a community of inquiry, while
maintaining equality in a democratic environment. She reflected on practice and acted on
reflection. She reflected on values and issues, and acted to make her actions as an
educator more consistent with her values. She learned of and from herself as she revisited

childhood memories and the formative days of her career as a teacher.
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Chapter 11
Nancy’s Story, Deductive Analysis
The Leeward Leg

In the process of analyzing Nancy's Story inductively it became evident that her
learning was both personal and professional with crossover points where the personal
impacted the professional. A second, holistic reading of the narrative readily revealed
ample evidence of the phases of the process of transformative learning (Mezirow, 1991,
2000). A sample-coding sheet may be found in Appendix J. It appeared that two
trajectories of learning were emerging. One analysis traced Nancy’s professional
development. A second tracked her personal learning in familiar, but more general
contexts. Therefore, deductive analyses of Nancy s Story were conducted from the two
perspectives and two narratives-within were extracted:

* Nancy’s Narrative of Professional Learning (Appendix K)

* Nancy’s Narrative of Personal Learning (Appendix L)

A coding scheme (Figure 33, page 108) was developed based on phases of perspective
transformation (Clark & Wilson, 1991; Mezirow, 1991, 2000; Taylor, 1997, 1998), which
include:

* A disorienting dilemma, “an acute internal/external personal crisis” (Taylor, 1997,
p. 45), resulting in disequilibrium that acts as a catalyst, initiating the process of
perspective transformation or learning. There may be an “external event that
provokes an internal dilemma (or an) internal disillusionment whereby the
participants recognize that previous approaches and solutions are no longer
adequate” (Taylor, 1997, p. 45, parentheses added).

* Self-examination “with feelings of fear, anger, guilt or shame™ (Mezirow, 2000,
p. 22).

* Critical assessment of assumptions involving the “challenging the validity of
presuppositions in prior learning . . . habitual and established patterns of
expectation . . . the established definition of a problem being addressed
... (or) the reasons for and consequences of what we do” (Mezirow, 1991,

p. 12-13).
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* Recognition that discontent, and the process of transformation or learning, are
shared or associated, (Taylor, 1998, p. 8); this “may reflect . . . movement from
the powerlessness of isolation to the more powerful formation of social coalitions
and alliances” (Clark & Wilson, 1991, p. 78).
* Exploration of options for new roles, relationships, actions (Mezirow, 1991).
* Planning a course of action (Mezirow, 1991).
* Acquisition of knowledge and skills for implementing plans (Mezirow, 1991).
* Provisionally trying out new roles (Mezirow, 1991).
* Building competence and self-confidence in new roles and relationships
(Mezirow, 1991).
¢ Reintegration, or reorientation, on the basis of conditions dictated by one’s new
perspective, or learning (Mezirow, 1991).
Again, each narrative-within was configured following Nespor and Barylske’s (1991)
definition of narrative structure, which includes framing a situation, emergence of a
problem, resolution, and consequences.
Evidence of Learning in Nancy’s Narrative of Professional Learning

1. Framing the situation: Nancy was thrown off balance by a disorienting

dilemma as she began to write of her practice.

Figure 42. A sense of purpose and hope.
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In the beginning of her career, Nancy “burned with a sense of purpose and hope” (Snow,
1999, Unpublished raw data). Going unsuspecting, face-to-face, with old “demons”
(Snow, 1999, Unpublished raw data) and “tendrils of contradiction” (Snow, 1999,
Unpublished raw data) during the summer school course in action research left Nancy in
a state of disequilibrium, and she wrote shakily of the beginning of the fall semester:
I was taken aback by school’s opening. “It’s too soon,” I cried inwardly, “I
haven’t reached any understanding of my past. I haven’t found a comfort level
with my findings.” Jagged edges still severed my cherished memories . . . My
identity was in tatters. (Snow, 1999, Unpublished raw data)
A vignette that set the stage for Nancy’s Story reported events provoking internal
dilemma and disillusionment:
Nathan and Billy sat together in stony silence, eyes glazed. Nathan wore his
blonde/black/copper locks gelled upward and outward, some tied with colored
ribbon, others held in place with bobby pins. He was dirty, disheveled, limply
sprawled across his desk. Billy’s head was down. He studied the carpet while
rocking his chair backward and forward like a metronome-steady, rhythmic,
purposeless movement. I wondered what they had taken . . . [ have not made
contact with Maureen, so clever, so unhappy, so quiet and gentle. Her parents had
suddenly divorced . . . the mother moving to Ontario with her son, Maureen
remaining with her father to finish her school year. I know she misses her mother.
She needs care and conversation right now. She, too, is lost and lonely, but she
has the courage to continue to do all the ‘right things’ and work through her
problems. When we talk, it is about history and historical fiction. It is through
stories that we can reach out and touch. She left a note on her desk saying “I love
history” and I wept inwardly. She understood the dilemma posed by the other
students, and comforted me through her pain. Suddenly I felt achingly miserable
and inept. I had allowed the boys to dominate again . . . At recess I found Billy
and Nathan lying on the carpet in front of an empty office with about eight others.
Impassively they listen to me. Their numbness and desolation hurts and angers

me. [ want to slap some sense into them until their demons dissolve. They are just
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babies really. Instead, I turn and walk away. They slip into oblivion . . . I felt
strangely defeated, weary. (Snow, 1999, Unpublished raw data)

Figure 43. Defeated and weary.

Consequently, Nancy recognized the contradiction between her practice and her claimed
value, the democratic classroom, that is, she recognized an inadequacy in her work as she
wrote:

I'have longed for a just and democratic classroom with negotiated compromises,

as groups of students prepare for their place in society. It has taken me too long to

relinquish control . . . I will have to let go of control. The vulnerability that is
attached to this idea terrifies me . . . As I like to remain emotionally detached and
in control, this will be a huge challenge. (Snow, 1999, Unpublished raw data)

2. Emergence of a problem: Nancy began her self-study with a clear sense of
purpose and a plan to write stories to “illustrate the contradictions between (her) practice
and (her) values” (Snow, 1999, Unpublished raw data). She described the process as an
excavation of her practice and an “awakening of conscience and soul” (Snow, 1999,
Unpublished raw data). Self-examination sparked strong, adverse feelings in Nancy:

It was 1:00 a.m. on that hot July evening and a new journey had begun. Silver

mirages from my past materialized, shimmered brilliantly, but when I reached to

capture their truth, they dissolved into tendrils of contradiction. Anger, unresolved

conflicts, hurts, resentment, unfulfilled ambitions surfaced into my psyche. I
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howled inwardly, tears streaming from the rage I felt as I faced the truth. I tried to
hide, to run from my cowardice and self-centeredness. (Snow, 1999, Unpublished
raw data)
Nancy’s account of feeling that she let a student down served to exemplify the process of
self-examination and her contingent negative feelings:
Mel had just returned to economics class after the death of his mother. I wanted to
give him a comforting hug, but instead I wondered if he would be embarrassed. 1
waited a minute too long. We all should have hugged Mel. In fact, I know if I had
started the hug, it would have become a group thing. The others needed me to
start. We probably would have wept, but so what? It was in this class where Mel
found solace during his mother’s final months. I knew Mel trusted me. He
continued to come and chat, but a barrier had been put up. This is the most
powerful and wrenching of my failures. (Snow, 1999, Unpublished raw data)
Further examination allowed Nancy to attribute the source of her disequilibrium to
external sources:
Upon reflection, I realized that it was guilt, anger and sense of worthlessness that
I encountered in confronting my contradictions. All of these years I had been
serving a master I intellectually loathed-the paternalistic system—not fighting it,
as [ assumed I had for thirty-five years. (Snow, 1999, Unpublished raw data)
Self-examination allowed Nancy to recognize and question ingrained expectations,
problems, motivation and outcomes of behaviors. Through critical assessment of her
practice Nancy recognized that the “the school culture was changing rapidly leaving (her)
to question (her) own values in light of (her) students’ values, those of (her) colleagues
and (her) administrators” (Snow, 1999, Unpublished raw data). She wondered whether
she would “be able to offer anything of value to the teaching and school communities”
(Snow, 1999, Unpublished raw data).
3. Resolution: An outcome of the action research course was Nancy’s recognition
of a need to engage with others. She wrote:
Being a member of the action research group at Bishop’s summer school has had
a profound effect on me. It’s made me acutely aware of the importance of a

community of inquirers as a lifeline for one in one’s endeavors. The importance
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of being respected as a person with ideas and potential is an essential

characteristic of being a member of a democratic society. (Snow, 1999,

Unpublished raw data)

Nancy developed a sense of empowerment as she moved from the isolation of her painful
awakening to the collegiality and warmth experienced at summer school and beyond. She
concluded the first part of her narrative of her Quest saying:

I took a course in action research, and I’ve found my soul and a whole new

wonderful group of friends. Jack Whitehead helped me to unlock a part of me that

I did not know existed-the loving part of my nature-I have been aware of, but did

not know how to express . . . A whole part of me has been starving too long. I find

I am listening with my heart now, taking time for others. I wish to find out about

them, how they’re doing. (Snow, 1999, Unpublished raw data)

Finding her soul allowed Nancy to explore options for new relationships and
direction in her practice. She embraced the idea of action research with zeal and
determined to continue and extend the work begun at summer school. Nancy committed
once again to her valuing of the democratic classroom:

I shall facilitate the way for the students to form a democratic and intelligently

caring community of scholars who provide support and encouragement for each

other and spur each other to excellence. I will become the facilitator, not the
disciplinarian. (Snow, 1999, Unpublished raw data)
Furthermore, she determined not to be dominated by the paternalistic tradition of the
school system, instead searched for new ideas about a woman’s place in the school and
community and actively researched new roles:

My confusion has led me to read about women’s ways of coming to know, and

the results of women’s learning and working in paternalistic, male-controlled,

aggressive and competitive institutions. The works of Carol Gilligan, Nel

Noddings, Mary Belenky, and Rachel Kessler resonate in me. I understand how I

have allowed myself to be bullied into compliance. I observe my fear clinically.

Understanding and being aware does not mean there is resolution. It will take

time. But I do see a different me in the classroom right now. (Snow, 1999,

Unpublished raw data)
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As Nancy’s perspective began to shift, she was able to make plans for changes to
her practice, again working with the ideas of conducting research in her classroom while
continuing her formal studies at the university. She reiterated her value claim in a Student
Bill of Rights. Her stated goal became that of empowering her students:

With knowledge and understanding of what they can do and that they should try

to make a difference in the world. The students will live in a democratic

classroom in which ideas will be freely exchanged and differences of opinion

respected. Students will become more confident as they are listened to, and what

they have to say is carefully considered. (Snow, 1999, Unpublished raw data)
Having acquired some skill in action research at summer school, Nancy was ready to
engage collaboratively with a member of the faculty of Bishop’s University.

4. Consequences: Funded by the MEQ, the co-researchers worked to transform a
content-based geography program to an inquiry curriculum. Nancy wrote confidently of
the process: “I was working with the tools of research: defining the problem, examining
student work, observations of students, videotapes of lessons, audiotapes of conversations
with students, keeping a research diary, taking photographs, doing case studies within the
classroom” (Snow, 1999, Unpublished raw data). All was not easy for Nancy in her new
role. Students, parents and administrators challenged her. However, throughout the
controversy she maintained her stance as an action researcher with a clear vision of the
kind of classroom she values. Nancy’s Narrative of Professional Learning concludes with
her summation of her action research experience:

To me action research is more than reflection and the story of that reflection. It is

a systematic inquiry into my practice. In studying my work as a teacher, I develop

a question and try to find answers or to change my practice based on what I learn.

I become more aware of my world, my actions in it and myself. I pose questions

and seck answers based on the here and now, and I question my awareness. My

personal values are my road signs. I write a reflective journal, make observations,
and look for surprises and tensions in my daily practice. I watch videotapes and
listen to tapes of student interviews. I look for patterns, for false assumptions.

After all is said and done, I then write of my experiences as a story to explain,

illuminate my life and my emotions. I reorganize, reassess, and realign my life
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experiences in that story so that it is continually integrated into my life. (Snow,

1999, Unpublished raw data)

Nancy’s narrative traces her shifting perspective on her professional self and
practice, demonstrating clear evidence of her learning. However, the transformation is
ongoing as Nancy continues her inquiry. This she described as “soul-searching” (Snow,
1999, Unpublished raw data), which guides her attempts to change. Nancy’s work 1s
purposeful and thoughtful, and she wrote: “As an action researcher, I unearth my living
theories” (Snow, 1999, Unpublished raw data).

Evidence of Learning in Nancy’s Narrative of Personal Learning

1. Framing the situation: Evidence of a disorienting dilemma first emerged with
Nancy’s recollection and reconstruction of an incident early in her childhood. She
recalled being busy picking flowers on the lawn of her home and being disturbed in her
endeavors by a visiting neighbor. She wrote:

Frank spots me and lifts me into the air. I scream and struggle. He hugs me

tighter, trying to calm me. I hit him with little clenched fists, the flowers tumbling

away. He sets me down. I return to my shadow. Willful. Hateful. Afraid.

Alone . . . Dad allowed me to become. He did not think I had to take time from

my web of exploration and daydreams to deal with adults. However, he should

have hugged me. He should have helped me against the bullies. (Snow, 1999,

Unpublished raw data)

This recollection marked the beginning of a disequilibrium that may be seen to have
persisted as an undercurrent through much of Nancy’s Story. The process of recall, and in
particular, of this incident, catalyzed a personal crisis that would come to affect many
facets of Nancy’s life.

Recalling and writing about her childhood began with “happy phantoms” (Snow,
1999, Unpublished raw data), however, other darker stories emerged leading Nancy to
write that “jagged edges . . . severed my cherished childhood memories of happy
childhood communities of family, friends, and neighbors. My identity was in tatters”
(Snow, 1999, Unpublished raw data). Five months after beginning her self-study, Nancy
wrote of personal crisis, of becoming ill and iequiring a doctor’s care and medication for

a respiratory infection and severe anxiety. Of the ensuing Christmas holiday she wrote:
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Christmas with my family was a fragile, happy time. I was so weary. I was
terrified of a dark thing sleeping within me. I was lonely in my crowded family. I

felt unconnected, numb. I couldn’t feel.

Figure 44. A fragile happy time.

{ Fear
What?

I am sad.

I cry no tears.
I am not enough.
Is this real?
Is it raining in December?
Or, is it snowing?
Cold.
Icy coldness flows in my veins.
I can’t get warm.
Things come undone.

I am wingless.
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I became lost between the homes of family members. I lost my way coming
home. I slept for hours, finding release from responsibility, or was it just the
nothingness? (Snow, 1999, Unpublished raw data)

Nancy began a deep, disturbing, and extended look into her self.

2. Emergence of a problem: Because self-examination is fundamental to self-
study, there is much evidence that Nancy engaged in a formidable and penetrating
process. Mezirow attributes feelings of shame, guilt, anger and fear to this phase of the
process. Evidence of affect, not necessarily negative, emerges in the analysis of Nancy’s
revelatory examination of self, which she saw as a journey into her soul. However, her
Quest is predominantly dark and dangerous. Early in the journey Nancy was dismayed by
feelings of anger as she encountered contradictions between her lived and remembered
experiences:

Silver mirages from my past materialized, shimmered brilliantly, but when I

reached to capture their truth, they dissolved into tendrils of contradiction. Anger,

unresolved conflicts, hurts, resentment, unfulfilled ambitions surfaced into my
psyche. I howled inwardly, tears streaming from the rage I felt as I faced the truth.

I tried to hide, to run from my cowardice and self-centeredness . . . [ had

neglected to consider contradictions. I had neglected to examine soul. To examine

values requires a spiritual journey, a journey to the soul. This would be a tad
messier and disjointed, leaving fragile tendrils of contradiction, puzzles, and
humble self-centeredness. (Snow, 1999, Unpublished raw data)

Nancy’s angst contrasts dispassionately with memories of childhood adventures,
described in terms of “sweet freedom . . . shining innocence . . . (and) enchantment”
(Snow, 1999, Unpublished raw data). Nestled among these memories is the story of the
encounter with her father’s well-intentioned friend on the front lawn in 1943. “Dad and
his neighbor, Frank Turner, are passing the time of day quietly swapping the news, house
projects and cars. I have just picked clover flowers for Dad and Mister Turner, and am
now engaged in picking up my shadow” (Snow, 1999, Unpublished raw data). Nancy
described her feelings in response to her neighbor’s affectionate gesture as “Willful.
Hateful. Afraid. Alone” (Snow, 1999, Unpublished raw data). Recalling this event led

Nancy to examine herself in relation to others whom she has come to understand as
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“bullies” (Snow, 1999, Unpublished raw data), and she noted the inadequacy of her
father’s response when she wrote, “he should have hugged me. He should have helped
me against the bullies” (Snow, 1999, Unpublished raw data).

Through “investigating the shadows” (Snow, 1999, Unpublished raw data), Nancy
recognized that her encounters with bullies continued throughout her life: “bullies lurked
inside my home and outside it as well” (Snow, 1999, Unpublished raw data). Her journey
allowed Nancy to drop “the masks of respectability, compliance and conformity . (and)
howl and rage against what has happened to me” (Snow, 1999, Unpublished raw data).

A recurring theme in Nancy’s writing is the metaphor of the circle. She used the
Chapin (1990) song lyric to exemplify her belief that “we are all bound to one another
spiritually” (Snow, 1999, Unpublished raw data). Nancy experienced and acknowledged
bullying as source of disequilibrium throughout her life, she came to question individuals
with whom she felt she must deal, and principles that she has felt compelled to uphold.
As well, Nancy questioned her deeply ingrained values: “to begin my inquiry, I looked
into my own value system. To find my own system, I looked into my roots . . . the stories
from my childhood which built my basic value system” (Snow, 1999, Unpublished raw
data). In challenging the validity of lifelong patterns, Nancy was breaking out of the
circle that had bound her. She recognized that all was not as it seemed within her family
circle. She recalled:

Dad brought me up to be equal to my brothers. I mowed lawns, shoveled fertilizer

on the garden, took off double windows and had the same allowance and chance

for an education. I often protested that Douglas and Cary were not asked to help
with the cooking, housework or weeding. The boys ran the roto-tiller. Nancy and

Mum weeded. Although I protested, nothing was done about it. To some extent,

there was a double standard in our house, a contradiction I challenged often, for it

was so unfair. (Snow, 1999, Unpublished raw data)
Ultimately, Nancy came to recognize her voice, and through self-study began to use it to
question the assumptions and individuals that had provided direction in her life.

3. Resolution;: When Nancy became ill she described herself as “weary” (Snow,
1999, Unpublished raw data), “unconnected” (Snow, 1999, Unpublished raw data),
“lonely” (Snow, 1999, Unpublished raw data), and, ultimately, “wingless” (Snow, 1999,
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Unpublished raw data). Her experience of isolation left her virtually powerless to
continue her Quest. However, she resisted the thrall of “nothingness” (Snow, 1999,
Unpublished raw data), struggled to find her way back, and recognized that her journey
had to be shared:

There was no English-speaking psychologist who could help me. I was too weary

to speak in French. I remained in close contact with my physician. My friends

hugged me tightly as I fought to stay at the surface. Phone calls at night, rides to

do errands, phone calls during the day, e-mails—sometimes three times a day. |

was softly encouraged to write, but no blinks when I couldn't. Just there. Just

there. Just there for me. Maybe I am worthy. (Snow, 1999, Unpublished raw data)
Her return to good health brought Nancy some understanding of the importance of new
relationships, her role within these and the possibilities for action. She wrote of this
metaphorically saying:

The snow has melted in the front yard and almost in the back. A sharp March

wind enables fall’s dead, unraked leaves to teeter and topple drunkenly across

brown grass. A soft purple mist clings to skeleton trees indicating the stirrings of
new life. In the eternal cycle of the seasons, everything must change. Soon soft
warm breezes will awaken the earth from its frozen trance. So too have I moved

from the stark emptiness of winter’s bleakness to new heartbeats of truth, and a

mysterious new destiny. (Snow, 1999, Unpublished raw data)

Nancy came to realize that she had to learn to deal with her bullies, however she
understood that earlier lessons, where she had learned to fight the bullies on their terms,
were inadequate. In recalling an episode from her childhood, Nancy wrote:

A friend of the family, brought me home bloodied and crying. He told Dad that he

had a valiant daughter. He had been driving up Wilson Street and there I was in

the middle of the street, beating up a Fielding boy. The younger Fielding was on

my back trying to help his brother . . . I was fighting because they had thrown a

rock at Douglas, my shy, little, bespectacled brother . . . My mother was appalled

and I was punished: strapped for fighting. (Snow, 1999, Unpublished raw data)

Nancy’s early learning in dealing with bullies is exemplified by a problem

encountered on her way to music lessons. Because she was being teased and physically
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hurt, she was entrusted to the care of her older brother, Cary. His solution to the problem
was to instruct her “to use my fists and (he) told me I shouldn’t be a baby. This was
usually Cary’s advice” (Snow, 1999, Unpublished raw data). However, when Nancy used
her strategies, the results were not always favorable, and the aftermath of aggression was

more of the same.

Figure 45. Writing.

As a graduate student, and through self-study, Nancy is acquiring a new mode of
defense. She is developing skill as a writer. It is in writing, and seeking “to find truth”
(Snow, 1999, Unpublished raw data), that Nancy finds the means to deal with her
oppressors. She has begun to use her voice. Nancy did not make explicit a plan of action
in her personal learning. However, she indicated the direction it will take when she wrote
that “investigating the shadows revealed that I have always fought like a tiger for others,
but not for myself” (Snow, 1999, Unpublished raw data). She clearly articulated her
needs in saying:

I realize that the job in the classroom is not my main concern. I am. I need to find

Jjoy, peace and a niche for myself. I need to seek out things that make me feel

Jjoyful, truly joyful. It is time to let go of so many unnecessary and troubling

thoughts that I have carried since childhood. It is time to put my act together.

(Snow, 1999, Unpublished raw data)

4. Consequences: In studying and writing about herself, Nancy began to become aware of

her self. There is evidence that she “learned how to deal with the bullies” (Snow, 1999,



Teacher-researcher 140

Unpublished raw data) in her continuing narrative. In facing her “childhood’s unresolved
confusion about authority and bullying, misunderstandings about a girl-child’s place in
the scheme of things” (Snow, 1999, Unpublished raw data), Nancy was confronted with
the dilemma of using force, and experiencing physical, verbal and political opposition in
confrontational situations. Such situations infringed upon most aspects of her personal
and professional life. Most of her battles were fought for others, and not on her own
behalf. As she works to perfect the writer’s craft it may be said that the circle that had

bound Nancy’s life was broken and a spiral may better depict her continuing quest.
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Chapter 12
Passing Through the Eye of the Wind
A Conversation with Nancy

For the purpose of triangulation, Nancy was asked to provide a videotape of a day
in her life as a teacher. We viewed the tape together, and discussed the contents, looking
for evidence to substantiate claims to her learning through self-study. The conversa<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>