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Roger's Story
It was four weeks since I had first talked with Roger and since I walked 
through the bare corridors of the Mid-West American city school with its 
large majority of African American students.  On my most recent visit, our 
conversation had taken a surprising turn.  Roger was African American 
himself  -  in his mid-twenties, athletic and personable, wearing a tie on 
all the occasions I saw him.  He was a student teacher at the school, in 
his final practice teaching experience before graduation and I was a 
researcher, an outsider with whom Roger could speak openly and honestly, 
though who had no direct influence on his practice teaching experience.  I 
spoke with him on three occasions over a four week period, each 
conversation lasting 30 to 45 minutes, asking open-ended questions aimed at 
probing his practical knowledge of teaching.
The interviews formed part of a larger study which involved interviews with 
six student teachers at intervals during their practice teaching 
experience.  Each student teacher was interviewed three or four times in 
interviews of 25 to 45 minutes each.  I had approached the student teachers 
and each had agreed to be involved in the project.  Several were at a 



school selected for its convenience to the University and another school 
was selected to provide a direct contrast with this inner city school.  The 
interviews were open-ended and informal, focusing on the student teachers' 
views about teaching and about the processes of learning and reflection in 
which they engaged during the practicum.  Some common questions were used 
to ascertain how the student teachers saw themselves as teachers and how 
they perceived the knowledge which guided their practice.  Probing was used 
to follow up the particular experiences and ideas of each of the student 
teachers.  All of the interviews were audio-taped and later transcribed.  
During visits to the classrooms where the interviews took place, informal 
observations were made and these helped to place the conversations with the 
student teachers within the context where their practicum was occurring.
There was a constant comparison of data to help identify issues within the 
experiences of the student teachers and to use the issues identified with 
one of the student teachers to probe the experiences of others.  The study 
within the United States was also informed by a similar study with student 
teachers in which I had previously participated in Australia.  In this 
paper, direct reference is made to only two of the student teachers 
interviewed.  In one case, the co-operating teacher was also interviewed to 
gather her ideas about her role.
During our first interview, Roger was initially hesitant to express 
opinions and talk about himself but, as he grew more comfortable he was 
soon very articulate, giving indications of having strong views about 
teaching and the way in which he saw himself as a teacher.  These views 
persisted in the subsequent interview.

To me each child is important.  I need to get through to all of 
them. (17/4/91, p. 8)1

I don't concentrate as much on the lesson plan as I do with what's 
going on in class and how I think they are learning.  

Or was there some better way for them to learn? (17/4/91, p. 4)
I think a lot about these children in this particular area  -  

about the urban child in general  -  I know what they go through because I 
was one of those little children.  I know how they think.  I know some of 
the things that happen outside school that will affect them in school.  
(17/4/91, p. 5)
There was a consistent theme in Roger's conversations about his teaching  -  
the need to get through to each child and ensure each child was learning.  
Roger saw learning as the way these children would avoid a life of poverty, 
unemployment and crime.  He described how schooling seemed to cater for the 
more able, motivated children allowing the less able and less motivated 
children to fall further and further behind, giving them little chance of 
success in their future lives.  The source of these ideas was quite 
definitely Roger's own childhood.  "I was one of these children", he stated 
emotionally (17/4/91, p. 5).  He believed that much of what occurred in his 
own schooling could have been avoided if his teachers had approached him 
differently.  "I just don't want a lot of other children to go through what 
I had to go through" (17/4/91, p. 9).  To this end, he had established an 
after school club in which some of the school's most "difficult" children 
met for different activities each week.  He stressed the need for someone 
to take an interest in each individual child, to be aware of what each of 



them was going through and he saw the teacher as playing a critical role in 
the life of each child.  This notion of the importance of the teacher in 
the life and learning of each child came through strongly in Roger's early 
conversations.

I'm sure that there were a lot of good teachers in my elementary 
schooling, but, for one reason or another, I wouldn't want to be like them.  
I know what kind of teachers they were.  I know how they treated me as well 
as other individuals in the class and I didn't care for that.  I think for 
someone to be that way - it affects the child. You can either make or break 
the child.  Many of these children don't have the proper background to 
withstand some of the things that go on in classrooms.  Teachers who make 
it, "Shut up and you're okay"  -   that kind of teacher is detrimental.  
And then I think that adds to our crime rate, because if they [children] 
don't do anything in school, they're probably going to wind up in 
somebody's jail-house. (17/4/91, p. 5/6)
He was critical of the preparation which his teacher education program had 
provided him, describing it as offering "idealism" and giving him no 
assistance dealing with the type of children who attended schools such as 
this.  

My college experience has never taught me to deal with some of 
these children - never.  I know how to deal with them because I've been one 
of these little children. (17/4/91, p. 6)

They never tell you in the text books about children that have been 
abused or how to deal with children who come from divorced parents, or 
children that are taking care of themselves or who live with their uncles 
or mothers only 20 years old.  They don't tell you how to deal with things 
like that and that's what you find in these kinds of settings. (17/4/91, p. 
7)
In the early stages of his practice teaching, Roger's main concern was that 
his image of teaching was not being realized to the extent he would like.  
In other words, all the children did not seem to be learning as much as he 
intended.  He was not going to feel satisfied unless he was getting through 
to all the children and he was unsure what to do to achieve this.  Although 
he felt strongly about what he was working towards in the classroom, he 
appeared to have a limited repertoire of teaching strategies and, to a 
large extent, he was relying on his intuitive ideas of teaching aimed at 
providing an alternative to his own schooling experiences.  He felt that he 
was receiving little assistance to develop the strategies he was seeking.  
Roger felt totally responsible for the students' learning and was unwilling 
to accept his co-operating teacher's notion that the problem lay with the 
children.  He therefore was feeling very inadequate and was searching 
unsuccessfully for strategies which would help him achieve the outcomes for 
which he was aiming.

So right now, I'm really not too pleased with my performance  -  
because I don't seem to get through to each child and that's what my goal 
is - to get through to each child.  I need to get through to all of them.  
(17/4/91, p. 8)

There's something I'm not doing right.  I don't know what it is, 
but I hope I can find out.  I ask my co-operating teacher what I am doing 
wrong every day  - she says it's the students.  But that doesn't sit with 



me - it really doesn't. (17/4/91, p. 9)
Why be a teacher if you can't help all the children? (17/4/91, p. 

10)
Further into the practice teaching session, Roger's concerns had shifted 
quite dramatically and during this second phase he was seriously 
questioning whether to finish off his program and become a teacher.  This 
was a time of great conflict and pain for Roger.  Rather than continuing to 
question his own ability to effect the type of teaching he desired, he now 
had started to question the rigid structure existing in the classroom where 
he was placed and which he felt was making his image of teaching impossible 
to achieve.  The locus of his perceptions of inadequacy had shifted away 
from his own inabilities to the classroom context.  His main dilemmas now 
arose because he felt that to oppose the existing structure meant he would 
not graduate.

This [the classroom] is extremely structured - we do this at this 
time. (1/5/91, p. 1)

I'm not being myself.  It's difficult to adjust to someone else's 
style.  If I want to fit the mould of the co-operating teacher, it's more 
of, "Close your mouth, you keep your mouth closed, then everything's fine.  
Those who pick it up, do.  If you don't want to learn it, that's your 
business, as long as you stay quiet".  (1/5/91, p. 2)

I believe in co-operative learning with some of the more advanced 
children helping the younger ones.  That's happened, but it's not to her 
[the co-operating teacher's] liking.  (1/5/91, p. 7)

It's so hard for me to sit back and let just one of these little 
black kids go to waste. (1/5/91, p. 9)

That's why I really have such a major problem with this structure.  
That's why I'm really disturbed by the entire situation - by the structure.  
You have to be so structured and you have to meet the district standards, 
whether or not you take into consideration what is going on in this child's 
life.  (1/5/91, p. 9)

I know what it's like to go to bed by yourself, to wake up by 
yourself, cook breakfast, lunch and dinner by yourself  - I know that.  
Then to come to school and to listen to someone yell at you.  (1/5/91, p. 
10)

If the teacher doesn't meet each child's needs, that teacher is not 
successful in my eyes, not in the least bit.  Anyone can teach people who 
want to learn.  Anyone can teach children who have had enrichment at home.  
You don't need to be a teacher to do that.  Teachers should teach the ones 
who don't want to learn, the ones who are at a disadvantage.(1/5/91, p. 11)

I don't know if my philosophies are right.  They don't seem to go 
with the mainstream.  Should I do what they want me to do and not be able 
to sleep at night or should I do what I want to do and not make the grade 
and not be able to graduate?  (1/5/91, p. 12)
The dilemma which Roger faced was apparent in his words and in the emotion 
which accompanied our conversations. He was deeply troubled by his 
experience at practice teaching and was torn between failing his college 
course and what he saw as conforming to a style of teaching which was 
opposed to what he believed.  Our conversation on this occasion lasted for 
more than an hour as Roger searched for a satisfactory solution to his 



dilemma.
Prior to my final conversation with Roger, he was visited by his college 
supervisor and this seemed to result in another noticeable change in his 
way he talked about his teaching.  According to Roger, the discussion with 
his college supervisor had focused on his ineffective classroom management 
skills.

I've been a little flexible with the children and it was brought to 
my attention that I have established the wrong type of relationship with 
the children.  Instead of being on a professional level, I've been on more 
of a friendly basis, which causes a lot of problems.  So I've changed all 
that.  (15/5/91, p. 2)
Roger was quite happy to accept and act on this advice, but what was most 
surprising was that he now seemed to have internalized many of the values 
which he had so adamantly opposed at the previous interviews.  He did not 
seem to be aware of the "about face" he had made.  He spoke of enjoying the 
control he now had over the children and that structure was necessary for 
learning to occur.

Structure seems to be something that needs to be done.  It really 
needs to be done and things move a lot smoother.  When you're regimented, 
it seems a lot easier.  You don't have to worry so much.  (15/5/91, p. 2/3)

Co-operative learning? - I've strayed from that for the simple fact 
that these kids do need structure.  (15/5/91, p. 4)
Roger now saw the need to involve children in learning in a new light  -  
more as a control mechanism.  He described how the way to keep children 
involved was to call on them randomly to answer questions and that this 
would ensure their involvement because they would not want to be 
embarrassed (15/5/91, p. 5).  He also spoke of the need to ensure the 
children's learning children by continuously repeating the work  - a 
strategy which he saw as overcoming their low retention of facts and which 
also did not require active participation by the children.  "By going over 
and over, naturally these other children are going to catch on" (15/5/91, 
p. 5).  Roger now described the process of his own learning to teach as 
"using what she [the co-operating teacher] uses, but in my own 
style" (15/5/91, p. 6).  When asked if he would ever go back to the very 
flexible, individualized approach he had experienced successfully and to 
his liking at his last practice teaching placement, he replied that he was 
going to "stay away from doing that" (15/5/91, p. 6).  He attributed the 
success of that style in his previous placement to the diverse and serious 
problems of so many of the children there.  He now did not see a parallel 
situation in his present classroom, though he admitted that he did not know 
much about the backgrounds of the children he was currently teaching.  His 
previous concern about the backgrounds of the children he was teaching had 
faded because he was unable to employ satisfactory ways of dealing with 
them.

The classroom I was in before was so different from this one.  The 
style I used before is what has gotten me into trouble, so I will stay away 
from that. (15/5/91, p. 6)
In this final conversation with Roger, it was almost like speaking to a 
different person.  There was little evidence of his previous concerns about 
the children's learning or their futures and he seemed to have lost touch 



with the difficulties faced by the children in his class.  Furthermore, 
there was little evidence that Roger's change was orchestrated for the 
purposes of merely appearing to fit in with the existing school culture.  
He did not speak about adapting his approach temporarily, while maintaining 
his intentions to teach differently when circumstances were different and 
he had more freedom to teach as he wished.
Roger's story raises many questions and also many interesting and important 
issues but the discussion which follows will pursue only some of these.  
The main focus will be on Roger's developing practical knowledge and how 
the dialogue which did or did not take place during practice teaching may 
have influenced this practical knowledge.  The sequence of Roger's 
experience  -  his early strong views about what teaching should entail, 
followed by his fruitless questioning of the existing classroom culture, 
followed by his internalization of views opposed to his original ideals -  
has many similarities to that described by Britzman (1991) in her case 
studies of two student teachers.  The similarities are sufficient to 
stimulate questions about whether this sequence is indeed common in the 
experience of many student teachers.  Lacey's (1977) work uses the term 
"strategic compliance" to describe the way in which many teachers make a 
conscious decision to adapt to the existing culture until they are more 
likely to be successful in resisting or changing that culture.  However, 
Roger's experience appears to more one of "internalized adjustment" (Lacey 
1977) as he seems to have no intention of returning to his original view of 
teaching.
Like Britzman's (1991) study, this study aims to give voice to student 
teachers and acknowledge, from their own perspective, the dilemmas and 
conflicts they experience during practice teaching.  Guyton and McIntyre 
(1990), in their review of research on student teaching, highlight the need 
for naturalistic studies in this area, studies which acknowledge the 
meaning that the actors bring to the experience (p. 529).   Student 
teachers are in a unique situation  -  attempting to fulfil the dual roles 
of student and teacher simultaneously.  They, therefore, deserve to be 
studied in their own right, not from the perspective of students nor from 
that of teachers, but as individuals struggling with the unique dilemmas 
which this dual role of student teaching brings.
As with other studies, Roger's story demonstrates the powerful influence 
that their own schooling has on prospective teachers' views about the role 
of the teacher.  Lortie (1975) stresses how a teacher is socialized into 
the teaching role long before the decision is made to become a teacher.  
Roger clearly bases his views of teaching on his own experiences as a 
student in elementary school.  As Lortie predicts, because the teacher's 
role has been defined from a student's perspective, many of the invisible 
management routines which a teacher uses are not yet incorporated into 
Roger's understanding of the teacher's role.  Roger sees teaching very much 
from the somewhat simplistic point of view of how it is experienced by the 
students.
Therefore, it would be relatively easy to conclude that Roger had learned a 
valuable lesson from his practice teaching experience.  Was it a case of 
his idealized view of teaching being modified within the pragmatics of the 
classroom?  Indeed, the need for some structure in and management of the 



classroom routine is indisputable and it is quite possible that Roger had 
much to learn in this regard.  His strong views about teaching did not seem 
to be accompanied by an appropriate repertoire of classroom teaching and 
management strategies to allow him to implement his ideas.  Shulman (1987) 
would argue that Roger had insufficient pedagogical content knowledge and 
that such knowledge needed to be gained before he would effectively achieve 
his teaching goals.
However, it is not so easy to explain why Roger came to so totally reject 
the view of teaching for which he had strongly argued in earlier 
conversations.  The changes which occurred in Roger bear testimony to the 
overwhelming pressures on him to conform to the existing culture and to his 
isolation in this practice teaching experience.  From the point of view of 
a teacher educator, a  more satisfying scenario would be one in which Roger 
undergoes a gradual and conscious transition by holding true to some his 
original values while modifying some aspects and incorporating new values 
where these are sound and persuasive.  Another equally satisfying scenario 
would be one in which he uses the practice teaching experience to develop 
the management and teaching strategies necessary to realize his original 
image of teaching.  In this latter case, the very admirable aspects of his 
vision of the teacher's role could become a reality.  Instead, these 
admirable aspects of his vision appear to have been lost  -  perhaps 
forever.
In order to analyse more fully Roger's experience, the notion of practical 
knowledge will be used.  Previous research with experienced teachers 
suggests that Roger's view of teaching as getting through to each child 
could be called his image of teaching (Clandinin 1986; Elbaz 1983; Johnston 
1988).  Clandinin (1986) established that images of teaching are important 
components of a teacher's practical knowledge.  Practical knowledge 
includes more than theoretical knowledge elements  -  it also includes 
values, attitudes and beliefs, as well as being more oriented to practice.  
Carter (1990), in her review of the research on teachers' knowledge, 
distinguishes practical knowledge from that studied in the information-
processing tradition by describing it as "the knowledge teachers have of 
classroom situations and the practical dilemmas they face in carrying out 
purposeful action in these settings" (p. 299).  Unlike pedagogical content 
knowledge, practical knowledge is a more holistic view of teaching which 
takes into account such aspects as the role of the teacher, teacher-student 
relationships, classroom management and student learning.
As a component of practical knowledge, images of teaching are identifiable 
in the themes and threads which permeate a teacher's practice and 
discussion of that practice.  Images evolve from past experiences and guide 
practice, while also providing the perspective from which experiences are 
understood.

By image we mean something within our experience, embodied in us as 
persons and expressed and enacted in our practices and actions.  Situations 
call forth our images from our narratives of experience, and these images 
are available to us as guides to future action.  An image reaches into the 
past, gathering up experiential threads meaningfully connected to the 
present.  And it reaches intentionally into the future and creates new 
meaningfully connected threads as situations are experienced and new 



situations anticipated from the perspective of the image.  (Connelly and 
Clandinin 1988, p. 60)
Calderhead and Robson (1991) identified images held by student teachers and 
found these images "to be ways of representing knowledge that could readily 
be translated into action, sometimes synthesizing quite large amounts of 
knowledge about teachers, children, teaching methods and so on" (p. 7).  
Roger's image of teaching as getting through to each child also had the 
moral and emotional dimensions associated with images identified by 
Clandinin (1986) and Johnston (1988).  As tears formed in Roger's eyes 
during our conversations and as he emphasized his views by animated 
gestures, he clearly demonstrated the emotion associated with his image of 
teaching.  This image was based on painful and often bitter memories of his 
own childhood and schooling.  The moral dimension of this image of teaching 
was demonstrated by the very judgemental way in which Roger discussed 
teachers who did not conform to his view about teachers should approach 
learning in their classes.
Although evolving in a dynamic way from experience, images of teaching, as 
identified for experienced teachers, have a certain enduring quality.  
Images of teaching provide a coherence to the way a teacher discusses 
practice and therefore it would be expected that an image of teaching would 
not change dramatically in a substantive way, over a very short period of 
time.  Roger's story is one of a student teacher who seems to jettison his 
image of teaching because of pressures to conform to the existing culture 
of the classroom.  This is an indicator of the very strong pressures which 
student teachers find themselves under in the practice teaching experience 
and which have been analysed by Britzman (1991).  However, it also raises 
the question as to whether it is indeed appropriate to conceptualize images 
of teaching for student teachers.  Perhaps an image of teaching is not a 
useful way of understanding how a student teacher sees the role of 
teaching.  Are student teachers so uncertain in their thinking that images 
of teaching come and go, sometimes to be replaced by very contradictory 
views about teaching.  Is this part of learning to become a teacher?  Is it 
too much to expect novice teachers to resist pressures exerted by the 
culture into which they move and hold true to their images of teaching?  Is 
a process of more gradual transition of views about teaching not the actual 
process of learning to teach?  In seeking some answers to these questions 
and some confirmation of the usefulness of using images of teaching as a 
way of understanding the practical knowledge of student teachers, I compare 
Roger's story with another very different story of a student teacher's 
experiences.  Because Roger's story is the main focus of this paper, a 
brief sketch only will be presented to give the flavour of Diane's practice 
teaching experience and to alert us to some aspects of Roger's experience 
through the contrasts that Diane's provides.
Diane's Story
My conversations with Diane took place in a very different setting from 
that of Roger.  Diane was placed in a suburban school near the same city.  
This school was modern and the corridors were always adorned with changing 
displays of children's work.  In her thirties, always bright and 
enthusiastic, Diane was completing her preparation as an early childhood 
teacher in a Grade Two classroom.  Like Roger, Diane had strong views about 



teaching which permeated our conversations and which seemed to form a 
platform for her thinking about her role as a teacher.  The anecdotes she 
gave of classroom incidents suggested that these ideas quite definitely 
guided her practice.  Her image of teaching was thus identified as 
responding to the needs of individual children.  She attributed this to her 
training as an early childhood teacher, but also added that the ideas 
fitted in with those she already had before entering her teacher education 
program.  Unlike Roger, Diane's teacher education program had connected 
more closely with her preconceived views about teaching and had helped her 
to build on these.  Evidently, Diane's teacher education had provided her 
the opportunity to clarify and refine her image of teaching.  Like Roger, 
she saw her ideas as a clear contrast with the schooling she had 
experienced and not enjoyed.

My ideas about education are so individually based.  From the time 
I walked in the door [at college] that is the philosophy that is drummed 
into us. How would you deal with this particular child?  How would you deal 
with that particular child?  It's so easy for me to talk to you about what 
I would do individually.  (30/4/91, p. 2)

That's my training.  I'm not trained to make wonderful units on 
this or that.  What I am trained in is taking more interest in the 
children.  (30/4/91, p. 4)

If you are trying to do a teacher-directed activity and you do not 
have the attention of the children and they're wriggling around in their 
seats, then you had better try to figure out why they're wriggling around 
in their seats.  If they need to get up and move, then you change  -  you 
switch that lesson that you had and you give them an activity.  You respond 
to the needs of the children because it will do you no good  -  it will 
only cause giant frustration and your voice will only get louder if you try 
to teach a lesson that they're not prepared to listen to.  There will be no 
learning that goes on in that situation. (16/4/91, p. 3)

It's very important to be able to meet the needs of the children 
and it's very important to be able to come in and push yourself to get to 
know them quickly - particularly if you're not a person who can do that 
easily.  (16/4/91, p. 8)
Each time we spoke, Diane reaffirmed her image of teaching as responding to 
the needs of individual children.  When asked to talk about specific 
situations in her teaching experience, she gave examples of how she worked 
with individual children assessing their needs and developing some 
appropriate learning experiences for them according to that assessment.  My 
observations of Diane in her classroom interacting with the children 
confirmed her descriptions.  As she progressed through her practice 
teaching experience, she grew more comfortable with her ideas as she came 
to know the children better and was therefore more able to respond to their 
needs.  It was interesting to hear and see her become more familiar with 
the children's needs and therefore more confident in what she was 
achieving.  She was adamant that she would not change her basic views about 
teaching.  "I have to stay true to myself" (16/4/91, p. 11).

I feel more comfortable with it because now I know the children 
better.  I'm so comfortable with that  -  that's what I know.  That's how I 
am trained.  I had a student teaching experience in a classroom not like 



that and I thought it was so bizarre.  I thought the teacher was bizarre, 
that this was a one in a hundred, but now I think that was naive of me  -  
that's  more the norm.  I wouldn't teach, I couldn't teach like that.  
(16/5/91, p. 3)
There is little doubt that Diane's practice teaching experience was very 
different from that of Roger.  Diane was able to use the practice teaching 
experience to affirm her image of teaching and develop a repertoire of 
strategies which fitted with that image.  She was very conscious of the 
learning process in which she was engaged and was able to articulate what 
she was hoping to achieve during her practice teaching experience.  She was 
conscious that, during the experience, the routines of the classroom which 
consumed much of her attention in the early weeks became more automatic and 
allowed her to be more aware of the whole classroom.  She consciously 
reflected on each experience, deciding what she would take with her into 
her own classroom the following year.  She was aware that she was now 
operating in a pre-determined classroom culture and used this more as a 
learning experience rather than a constraint.  She openly discussed with 
her co-operating teacher those aspects of the existing structure which she 
would transfer to her own classroom in the future and those aspects with 
which she did not feel comfortable.

I'm trying to find the real concrete things I can take away from 
here.  What are the really concrete things I can do?  What is the big 
picture of what I am doing and how much is just what I am doing because the 
co-operating teacher does it?  What will I let go?  Will I do my morning 
routine just like this?   Will my bulletin board look just like this?  I'm 
sure not.  (30/4/91, p. 9)
Obviously there are many variables and a direct comparison between the two 
cases of Roger and Diane is not possible in order to draw conclusions and 
make recommendations.  The experiences of only two student teachers cannot 
be used to make generalizations.  The purpose of the comparison is to 
highlight differences and to use these differences to become more sensitive 
to the experience of practice teaching from the perspectives of student 
teachers.  There were some factors operative in Diane's story which were 
absent in Roger's.  Whether or not these factors contributed to Diane's 
positive learning experience can only be hypothesized.  Nevertheless, these 
factors will be discussed with a view to suggesting them as ideas worth 
considering in the context of student teaching.  Where relevant, research 
findings from other studies will be used to support the points made.
The Dialogue of Practice Teaching
There appeared to be little talk associated with Roger's practice teaching 
experience.  He attributed this to the large difference in age and 
background between him and his co-operating teacher.  He maintained that he 
was given  minimal feedback and he gauged much of what his co-operating 
teacher was thinking indirectly.  By his comments, general feedback was 
given only when he asked for it and then not until some time after the 
teaching to which it referred.  The turning point in Roger's thinking 
occurred after a discussion with his college supervisor and co-operating 
teacher which centred largely around his style of classroom management.  
Surprisingly, he had not considered this facet of his teaching earlier in 
his practicum.  Although he had been searching for some strategies to help 



him achieve his image if teaching, he was unable to pin-point what it was 
he was searching for and he received little assistance in clarifying the 
subject of this search or in undertaking this search.  Neither his co-
operating teacher nor his college supervisor seemed to be aware of Roger's 
image of teaching and the dilemmas he was grappling with as a result of 
this image.  For Roger, practice teaching was a very isolated and 
individual experience.
On the other hand, Diane's experience was rich in talk and the dialogue of 
this practice teaching experience revolved around a number of levels.  
Firstly, her co-operating teacher endeavoured to give as much positive 
feedback as possible and as much immediate feedback as possible.  This was 
confirmed by interviews with Diane and her co-operating teacher, Holly.  
This type of feedback largely focused on specific classroom teaching 
strategies and management techniques.  Secondly, both Diane and Holly 
openly discussed their images of teaching and although these were not 
identical, they did appear to be compatible and both were able to 
acknowledge and respect the differences of the other.  Thirdly, Holly was a 
highly qualified and reflective teacher and included Diane in her own 
discussions and reflections on all aspects of teaching, theory and 
research.  Prior to our last meeting they had been engaged in a discussion 
of how teaching would differ if one adhered to Vygotsky's thinking rather 
than Piaget's.  On another occasion they had discussed an article about 
some research related to practice teaching which Diane had read and was 
relating to her own experience.

A Focus on Self-Awareness
Perhaps the most important facet of the dialogue occurring between Diane 
and Holly was that it was not only confined to specific classroom 
strategies nor to the mechanical skills of teaching.  It went far beyond 
this technical level to incorporate a sharing by both parties of their 
development as teachers.  In the terms used by Grimmett et al. (1990), this 
was reflection from the perspective of reconstructing experience and 
encouraged Diane to come to know herself as a teacher.  It thus provided 
Diane with a very holistic experience.
There is often pressure from both co-operating teachers and student 
teachers to confine dialogue to the technical level of teaching.  Technical 
aspects of teaching are the most visible and documentable and it is 
therefore relatively easy to  provide feedback of this type.  Furthermore, 
most student teachers enter their teacher education programs with an 
impression that teaching is a technical process.  Britzman (1991) argues 
that this impression has its origins in the long apprenticeship that 
student teachers have as students during their own schooling.  During this 
apprenticeship, the complexity and problematic nature of teaching remain 
invisible to students.  Britzman (1991) comments how student teachers bring 
to their teacher education "a search for recipes and often, a dominant 
concern with methods of classroom discipline, because they are quite 
familiar with the teacher's role as social controller.  These implicit 
needs preclude the desire for theory" (p. 48).  In contrast, both Diane and 
Holly acknowledged the need for a theoretical basis to their teaching and 
further elaboration from Diane indicated that her interpretation of what is 



meant by "theory" was the practical knowledge of teaching as described 
above.  Thus, Diane's practice teaching experience was characterized by a 
desire to understand herself as a teacher, her image of teaching, and she 
entered an environment which encouraged and helped her to do that.  
Furthermore, her co-operating teacher not only assisted Diane to reflect in 
this way, but she also modelled this process very effectively in her 
approach to her own teaching.
Although it could be argued that Roger's greatest need was assistance at 
the technical level, such assistance may have had little benefit unless it 
effectively linked with and helped him clarify his overall development as a 
teacher.  Roger's experience suggests that a dual approach is needed 
whereby technical assistance is provided within a wider context which 
focuses on the student teacher's self-awareness.  If this dual approach 
does not occur, there is the risk technical skills, when presented, will be 
taken up by the student teacher without any consideration of their 
compatibility with the student teacher's overall image of teaching.  This 
was observed in Roger's situation when his troubled search for assistance 
was met with technical suggestions which were not compatible with his image 
of teaching.  Such was his confusion and feelings of inadequacy, he quickly 
took on board these strategies and the assumptions on which they were 
based.  His image of teaching had taken such a battering that he grasped 
the total package which was offered to him.
A Process of Negotiation and Re-Construction
When faced with opposition to his image of teaching and the perceived 
threat of failure which he attributed to his image of teaching, Roger 
appeared to internalize a different set of values about teaching.  Because 
Diane was not faced with the same pressures or dilemmas, her process of 
learning at practice teaching was one of negotiation and re-construction.  
It is possible to hypothesize that a similar process of negotiation and re-
construction could have helped Roger see a way of retaining his ideals 
while also developing effective management strategies consistent with his 
image of teaching.  
Although it is acknowledged that the past has a strong influence on the way 
in which student teachers see their role as teachers, there have been few 
suggestions about what can be done with these past experiences within 
teacher education programs.  Often their influence is ignored in the hope 
that new learning will replace them  -  that is, a process of unconscious 
displacement is envisaged.  At other times, conscious efforts are made to 
change these views of teaching which arise from the teacher's own 
experiences as a student.  Rarely are they fully acknowledged and efforts 
made to help student teachers understand the influences of their own 
schooling, to see the implications of their thinking and negotiate new ways 
of thinking about teaching as a result of this understanding.  Bullough 
(1991) makes the point that teacher educators need to work at making 
explicit the implicit background knowledge that student teachers bring to 
their programs.  A starting point is to help student teachers articulate 
their images of teaching, which are often not held at the conscious level, 
and then to explore both the origins of these images and their implications 
for practice.
This should not be seen as a process of holding true to an image of 



teaching regardless of its appropriateness to the context in which it is 
being enacted.  Calderhead and Robson (1991), in their study of images held 
by student teachers, observed that some student teachers were inflexible in 
their thinking  -  relying on images "as recipes to be implemented" (p. 6).  
Critical questioning and scrutiny are required, along with an openness to 
take up new thinking and new practices as these are evaluated in the light 
of the context in which they are being implemented.  However, such a 
process of development and learning cannot take place unless the learning 
experience interacts and connects meaningfully with the knowledge held by 
the student teacher.  Cochran-Smith and Lytle (1990) argue for the need to 
acknowledge that the ways in which student teachers understand themselves 
as teachers are their theories of teaching and that teacher educators 
should avoid imposing other theories without first acknowledging and then 
building on these existing theories.  To simply reject or ignore these 
existing theories takes a deficit view of student teachers whereby the 
process is one of always highlighting the discrepancies that exist between 
the knowledge held by the student teachers and currently accepted theories 
based on research.  Instead, learning to teach should be a developmental 
process in which the knowledge already held by the student teacher is 
acknowledged and in which the student teacher is encouraged to take an 
active part in developing and clarifying that knowledge.

That is, learning to teach is not a mere matter of applying 
decontextualized skills or of mirroring predetermined images; it is time 
when one's past, present, and future are set in dynamic tension.  Learning 
to teach - like teaching itself - is always the process of becoming: a time 
of formation and transformation, of scrutiny into what one is doing, and 
who one can become. (Britzman 1991, p. 8)
A Collaborative Experience
There is little doubt that Roger felt alone in his practice teaching 
experience.  Although he conceded that involvement in this research project 
was enjoyable, supportive and helpful, he was not able to discuss his daily 
experiences in the classroom with anyone nor was he able to share his image 
of teaching with those associated with his practicum.  The people who 
"counted" in his practice teaching experience were not aware of the 
dilemmas with which he was grappling.  Roger's experience exemplifies some 
of the myths of teaching explored by Britzman (1991). Britzman suggests 
that there is a myth that "everything in the classroom depends on the 
teacher" and another that "teachers are self-made".  Both these views 
promote the individual and isolated nature of teaching.  Roger held these 
views about his own teaching and his practice teaching experience further 
reinforced these views within his thinking.  
Given these common myths about teaching, much is expected of our student 
teachers within their practicum experience.  Student teachers are expected 
to enter classrooms "as if they can single-handedly fashion it into places 
of learning" (Britzman 1991, p. 221).  When problems are encountered in 
this endeavour, the situation is ready-made for the student teacher to 
experience feelings of inadequacy and self-blame.  When Roger began to 
question the existing structure of his classroom and school, he was alone 
in his uncertainty.  His practice teaching did not provide him with 
opportunities to explore the dilemmas and contradictions he was observing 



and experiencing.  When given no support to explore the problematic nature 
of his teaching and the classroom, he withdrew from the search rather than 
take further risks.
In contrast, both Holly and Diane agreed that their experience had been one 
of collaboration.  In such an environment of mutual respect and support, 
differences are acknowledged without the pressure to conform to one way of 
thinking.  Holly acknowledged that Diane was much more of a 
developmentalist than she was, but this did not cause any conflict between 
them.  Each allowed the other to hold divergent views.  Furthermore, there 
was open discussion of the shortcomings of the school system which Diane 
had entered.  Teaching was presented as being problematic and something 
that could be questioned and explored with colleagues.  Richert (1990), in 
studying various methods of promoting reflection, uses the term "reflective 
conversation" to stress the importance of collaborative dialogue in 
assisting teachers to articulate their thoughts and feelings about 
teaching.  She also notes that an environment of sharing and respect is 
conducive to reflection and encourages further willingness to talk by the 
participants (p. 514).  Cinnamond and Zimpher (1990) argue the need for a 
sense of community to promote reflection because an individual process 
limits "the knowledge and histories used to construct the interpretation 
and reflection" (p. 64).  There is convincing evidence of the importance of 
collaborative relationships which broaden thinking and provide a safe, 
supportive environment in which questions can be posed and risks taken.
Belenky and her colleagues (1986) successfully link the notions of 
collaborative dialogue and reflection, strengthening the argument that 
student teachers must be able to enter into a collaborative dialogue during 
their practice teaching if teacher education is to help them in the process 
of learning to reflect on their practice.

In order for reflection to occur, the oral and written forms of 
language must pass back and forth between persons who both speak and listen 
or read and write  -  sharing, expanding, and reflecting on each other's 
experiences.  Such interchanges lead to ways of knowing that enable 
individuals to enter into the social and intellectual life of their 
community.  Without them, individuals remain isolated from others; and 
without tools for representing their experiences, people also remain 
isolated from self. (Belenky et al. 1986, p. 26)  
In this passage, the value of collaboration is described, while Gitlin 
(1990) provides some useful points to distinguish the term "dialogue" from 
talk and conversation.  Gitlin (1990) argues that a precondition for 
dialogue is that "all participants see the discourse as important and have 
a say in determining its course" (p. 447).  Dialogue is also seen as the 
means whereby participants work together to understand the subject being 
discussed, rather than a situation where one actor is pitted against 
another.  Finally, Gitlin maintains that dialogue should "make 
prejudgements apparent" so that their critical testing can empower the 
participants to "challenge taken-for-granted notions that influence the way 
they see the world and judge their practice" (p. 448).
Concluding Comments
Case studies of two student teachers have been presented and comparisons 
made about the extent and nature of the dialogue in each of the cases.  



Although direct comparison cannot be used to draw conclusions and make 
generalizations because of the many variables between the two cases, there 
can be little doubt that Diane's experience of practice teaching 
exemplifies a more reflective and fruitful learning experience than 
Roger's.  The comparison is used as a device to highlight the effects that 
the nature of dialogue may have on the development of practical knowledge 
during practice teaching.
Arguments are made that there should be much dialogue between student 
teachers and others responsible for the practicum experience  -   
supervising faculty and co-operating teachers.  Furthermore, this dialogue 
needs to transcend the technical aspects of teaching and focus on the 
practical knowledge of the student teacher.  It is a case of the technical 
aspects of teaching being more likely to come together for student teachers 
if they are aware of their total development as teachers and if they have 
an active role in determining and understanding that process of 
development.  To achieve this end, the dialogue must be collaborative, 
focusing on the student teacher's images of teaching and re-constructing 
those images as the problematic nature of teaching brings inconsistencies 
and contradictions to light.  Student teaching should be a process of re-
constructing visions of practice.
It is true that there is little that is new in these suggestions.  The 
literature on student teaching is rich with suggestions for improving the 
practicum experience (Guyton and McIntyre 1990).  However, while the 
practicum continues to be a difficult and unsatisfactory learning 
experience for so many of our prospective teachers, there is still a need 
for further efforts to analyse the problems and make suggestions for 
improvement.  This study attempts to make its contribution to the discourse 
on student teaching by using the perspectives of two student teachers to 
analyse the issues.  The notion of images of teaching and practical 
knowledge is then proposed as a framework which can be used to provide a 
more meaningful and holistic experience for those learning to teach.
There are few teacher education programs which do not include the goal of 
critical reflection in their rationale (Richardson 1990).  However, there 
is still a long way to go before we fully understand this process of 
reflection and are able to encourage its development in our student 
teachers.  This study represents an attempt to inquire into the process of 
reflection in teacher education.  Changing the dialogue of learning to 
teach and introducing images of teaching as the basis of this dialogue may 
be a step in the right direction.
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overcome the problems inherent in reading transcriptions from 
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