
 

 

 

EXAMINING TEACHER KNOWLEDGE: 

BUILDING BRIDGES TO CONQUER BRICK WALLS THROUGH DOUBLE 

ENTRY JOURNALS 

 

 

 

A Dissertation Presented to the 
Faculty of the College of Education 

University of Houston 
 
 
 
 

In Partial Fulfillment 
Of the Requirements for the Degree 

 
Doctor of Education 

 
 
 
 
 

by 
 
 

Deborah M. Butler 

May 2015

 
 



 

 

 

EXAMINING TEACHER KNOWLEDGE: 

BUILDING BRIDGES TO CONQUER BRICK WALLS THROUGH DOUBLE 

ENTRY JOURNALS 

 
A Dissertation for the Degree 

Doctor of Education 
 

by 
 

Deborah M. Butler 

Approved by Dissertation Committee: 

 

______________________________________ 
Dr. Cheryl J. Craig, Chairperson 
 

______________________________________ 
Dr. Lee Mountain, Committee Member 
 

______________________________________ 
Dr. Cameron White, Committee Member 
 

______________________________________ 
Dr. Denise McDonald, Committee Member 
 

______________________________________ 
        Dr. Robert McPherson, Dean 
        College of Education 

 
May 2015

 
 



 

 

 

 

 

EXAMINING TEACHER KNOWLEDGE:   

BUILDING BRIDGES TO CONQUER BRICK WALLS THROUGH DOUBLE 

ENTRY JOURNALS 

 

 

 

An Abstract 
of 

A Dissertation Presented to the 
Faculty of the College of Education 

University of Houston 
 
 
 
 

In Partial Fulfillment 
Of the Requirements for the Degree 

 
Doctor of Education 

 
 
 
 
 

by 
 
 

Deborah M. Butler 

May 2015

 
 



Butler, Deborah M.  “Examining Teacher Knowledge:  Building Bridges to Conquer  
Brick Walls Through Double Entry JournalS.”  Unpublished Doctor of Education 
Dissertation Proposal, University of Houston, May, 2015. 
 

Abstract 
 

 This research inquiry is a self-study grounded in the concepts of experience and 

educative experiences (Dewey 1916, 1938), types of teacher knowledge (Cochran-Smith 

and Lytle, 1999; Fenstermacher 1994), and teacher knowledge (Connelly & Clandinin, 

1990; Clandinin & Connelly 1996).  It explores the experiences of a long-time public 

school teacher as she transitions to a teacher of potential teacher education students.  The 

researcher attempts to prepare her students to access and utilize all of the information and 

knowledge available to them on their journey to becoming potential educators (Vinz, 

1997).  Meanwhile, the researcher is also encountering brick walls and hidden 

curriculums (Jackson, 1968) of a first-time teacher in a new environment and school 

culture.  This work is a self-study built on Bullough and Pinnegar’s (2001) self-study 

guidelines and especially focuses on facing past experiences with education openly and 

honestly, creating a narrative that allows others to empathize with the situations as they 

are told in an open and honest way, and attempting to gain insight from the experiences 

in order to help future educators/teacher educators.  The three main areas of focus are on 

how the researcher confronts her past experiences in teacher education, how she struggles 

to tell her version of truth about education, and how she attempts to create better 

educators.  However, as Eisner (1988) and Schön (1995) found, one cannot state what 

one knows.  Therefore, to help understand what the teacher education students know 

about teaching and how they glean that knowledge, the researcher utilized Clandinin and 

Connelly’s (1994) research on narrative, and in a three-dimensional space (2000).  Olson 

 
 



and Craig’s (2001) work with narrative authority was also very beneficial in exploring 

the experiences of the educator as she attempts to come to terms with moving from a 

post-graduate student and public school teacher to that of an expert in the teaching and 

teacher education field.  This research will contribute not only to improving personal 

practice but also to what is known about teacher education and the preparation of teacher 

educators and teachers.
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Preface 

“You can’t start the next chapter of your life if you keep re-reading the last one.”  - 
Unknown 

  
 I have spent a great deal of time recently thinking about the quote above.  I have 

thought about some of my favorite books and how I felt when I finished them.  If they 

were single books, it was harder to put them down and move on to another book as I 

often wondered about the future endeavors of the characters.  Did they go to college?  

Did they achieve their lifelong dreams?  Did they marry their Prince Charmings and live 

happily ever after?  However, if the book happened to be part of a series, the anguish was 

lessened, as I knew that the story continued and that I would not have to part with the 

characters so soon.  Fortunately, books and life are often very different things.  While I 

can easily return to a favorite book and re-read it at any time, I cannot go back and relive 

the events of my past.  However, this is not what the quote is implying.  Had I 

continuously re-read a single chapter; I would never finish the book.  The same is true in 

life.  To move ahead and flourish, one must let some things go and branch out to explore 

new things.  You cannot make forward progress if you keep making the same mistakes 

over and over again; however, it is also impossible to efficiently move ahead if one does 

not pause to reflect, taking a moment or two to see where you have been, reflecting on 

how it has shaped and changed you, before moving on to the next task, the next obstacle, 

the next challenge.  

 This idea is especially pertinent to me since I have transitioned to a new 

profession – that of a college professor and a specialist in curriculum and instruction.  As 

I have done so, I have realized that I have encountered certain aspects of this story before 

– that of Olson’s “narrative tensions” (Olson, 2000, p. 172) – the struggle of being an 
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educator and fitting into a new environment while still feeling like a student.  Starting this 

new position has left me feeling as though I am a beginning teacher again even though I 

have several years of teaching experience on which to draw (Seaman, 2006).  I have 

questioned what I know, how I know it, and if I have enough knowledge to be labeled a 

“specialist” in anything (let alone curriculum and instruction), which is exactly what I 

have experienced each time I have started a new teaching position.  While this was not 

exactly a pleasant time in my life that I wish to relive, it has made me aware of the fact 

that this is exactly what my future students will feel like every time they begin a new 

teaching position.  They will wonder if they know enough to teach, question how to 

accomplish everything they are tasked with, and ponder if completing a program and 

passing a test actually qualifies them to teach.  My hope is that my experiences will help 

them realize that they know more than they realize already and that they should always 

remember their experiences as students because can draw upon those experiences in their 

futures.   

 The quote with which I began is a starting place for my reflective journey, but it is 

not the only inspiration.  Life has a way of slapping a person in the face with something 

that it wants that person to pay attention to, especially when the individual is not exactly 

paying attention.  As I read and researched teacher knowledge and beliefs, I felt as 

though I was being nudged in a particular direction.  That nudge pushed me into 

examining my own journey as a teacher and to remember the times in my life when I 

questioned whether I knew enough or was smart enough to do a particular job.  I soon 

realized that I would need to remember and re-experience these thoughts and feelings in 

order to empathize with my students and to teach them more effectively.  One of my life 

 
 



3 
 

goals has been to learn how to help teachers become better teachers.  I envision my future 

students as future teachers and my job is to prepare them for both the realities of teaching 

and to also give them the tools they need to become the best teachers possible.  When I 

taught middle and high school students, I always felt as though I needed to be a good 

model for my students.  I tried to show them how they would be graded and to provide an 

example of what I expected from them.  In many instances, I also did the project first so 

that I could better help the students and know firsthand what I was asking them to do.  

This has not changed now that I see myself as an educator of future educators.  I want to 

share my journey, but I also want to share my mistakes and insecurities to help them 

avoid making the same ones.  This means that I have to revisit my past experiences and 

reflect on the stumbling blocks in order to prepare my future students for the joys, 

triumphs, and potential pitfalls ahead.

 
 



 
 

Chapter One 

Choosing to Become an Educator 

“The brick walls are there for a reason.  They’re not there to keep us out.  The brick 
walls are there to give us a chance to show how badly we want something.” 

  - Randy Pausch 
 

Introduction 

 Educators come to teaching by following varying paths.  Some played school with 

their toys or friends as they were growing up and have always known that it was what 

they were meant to do.  Others may have been inspired to seek a teaching career by a 

favorite teacher they had while in school.  For others, the content area is their true love, 

and they later realize a desire to share that interest with others.  There are even some who 

love a sport and wish to share that talent and the benefits of it with students, so they 

become coaches who teach.  Finally, there are those who see the short school years and 

long summer vacations as the perfect career that allows them to pursue their other 

interests and hobbies.  Each teacher has his or her own story of the pathway that brought 

him or her to the profession.  Each story is equally important and vital in creating the 

identity of the future educator.  It is also equally important to realize that “teachers were 

once students in compulsory education, their sense of the teacher’s world is strangely 

established before they begin learning to teach” (Britzman, 2003, p. 1).  This is why each 

future teacher needs to reflect and revisit his or her past experiences to see what 

influences, knowledge, and beliefs they bring with them to the field. 

 Regardless of the differing journeys, each teacher is now a part of “the means of 

this social continuity of life” (p. 3) that Dewey (1916) calls education.  The goal is to 

ensure that no matter which path is followed, all of the avenues prepare the students to 
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become effective educators.  Hopefully, they will also allow the educator to examine 

his/her reasons for coming to the profession.  A novice teacher wrote an email that stated 

why she came to teaching: 

I teach because kids need a positive role model and even though they may be 

nasty and not appreciate it—they are still exposed to a positive role model.  I 

teach because English is forever and it is about people—even if they don’t want 

to—students might just learn something that makes a difference. (Scherff & 

Daria, 2010, p. xi). 

This teacher appears to realize the realities teachers face; however, others are simply not 

prepared for the difficulties and challenges that accompany the teaching profession and 

have no time to examine their reasons to ensure that they are worth the struggles.  As 

Harlen Mathers writes in her narrative “Early Fears,”  “no one had really prepared me for 

what I was expected to do.  I never realized that I had so much preparation and planning 

to do for the lessons that I had to teach.  I also did not deal with the pressure of everyday 

life along with the pressures that my initial field experience presented” (Mathers, 1995, p. 

42). While our myriad teacher education programs are diligently trying to prepare 

individuals for the reality of teaching, they often do not provide the necessary 

information regarding the various brick walls which may block their paths to becoming 

happy and successful educators.  I believe that we should not only prepare our future 

educators for the realities of teaching, but we should also encourage them to examine 

their reasons and the paths that led them to choose to become an educator.  In doing so, 

they enter the profession with an understanding of why they are there and how their past 
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experiences and/or choices may have influenced that decision.  The goal will be to reflect 

on their past lives in order to prepare them for their future experiences. 

 Brick walls.  Many of the brick walls that create stumbling blocks on the path to 

becoming an educator are those that stem from what Jackson (1968) calls the hidden 

curriculum.  This curriculum consists of 

the crowds, the praise, and the power that combine to give a distinctive flavor to 

classroom life collectively form a hidden curriculum which each student (and 

teacher) must master if he is to make his way satisfactorily through the school.  

The demands created by these features of classroom life may be contrasted with 

the academic demands—the ‘official’ curriculum, so to speak—to which 

educators traditionally have paid the most attention. (Jackson, 1968, pp. 33-34) 

Both the student and the teacher in today’s classrooms encounter the phenomenon of the 

hidden curriculum.  In the case of the beginning teacher, these are “the tasks in which the 

teacher receives little or no formal instruction and for which the teacher may be ill 

prepared.  Often, the hidden curriculum tasks are the ones that teachers discover in the 

throes of experience” (Seaman, 2006, p. 4).  These items are usually noticed due to a lack 

of knowledge—not formal, content knowledge but simply knowledge of how the 

processes and procedures work in the specific school.  One of these hidden curriculum 

tasks surfaced during my eighth year of teaching when I was serving as the team leader 

for my middle school team.  We had a large turnover at our school that year, and my split 

7th/8th grade team got three new teachers.  One, Janie, had previous teaching experience, 

but the other two, Samantha and Allan, had just graduated from a major university.  They 

had completed a five-year program and had graduated with a master’s degree while I still 
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only had my bachelor’s degree.  Additionally, Janie and Samantha were pregnant and 

would be taking maternity leave during the school year. 

 The incident in question occurred during Samantha’s maternity leave.  It was the 

end of the second marking period and grades were due for both the marking period and 

the semester.  While Samantha had a substitute who was following the lesson plans 

Samantha had left and conducting the lessons, the substitute was giving all of the work to 

Samantha to grade at home.  When I requested the grades so that I could enter them into 

the system and the report cards could be printed, Samantha only gave me one set of 

grades.  I assumed that these were the second marking period grades and that I would 

have to average these grades with those that were already in the system for the first 

marking period to get the semester averages, but I called Samantha anyway just to 

confirm.  She told me that what she had given me were the semester grades, so I 

explained that I would need the second marking period grades as well.  She was confused 

and stated that she did not have separate grades; she had just continued the grades from 

the first marking period.  

 I am ashamed to admit that I initially laughed at her ignorance and was also 

frustrated with her for not knowing that grade books started new with each marking 

period.  After all, I reasoned, had she not realized this in all of her years as a student or 

been taught this in her master’s program?  This attitude likely stemmed from my own 

feelings of inferiority and anger that new teachers could graduate with a master’s degree 

in education when that option was not available to me when I graduated and would take 

me much longer to obtain.  Now, however, I see this incident for what it is—one of the 

hidden curriculum areas of teaching.  No one actually teaches teacher education students 
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how to set up a grade book, keep, or manage grades.  Teacher education programs are 

about content and pedagogy; however, the particularities of a teacher’s daily routine and 

duties, one learns through experience.  Nothing in their programs actually prepares 

teachers for the hidden curricular items.  It is no secret that beginning teachers are often 

given the toughest assignments in the neediest schools and are rarely or poorly supported 

during their tough first year (Berry, 2010).  Beginning teachers are as unprepared for 

these assignments as they are for the hidden curriculum that accompanies all teaching 

jobs.  Before beginning her teacher training program, Tina, for example, stated that she 

“had no appreciation of the amount of planning which went into teaching a lesson or the 

amount of paperwork that was involved” and she “quickly learned that the job of teaching 

was much more demanding than she had expected” (Chambers, et al., 2010, p. 120). 

 However, it is not just inexperienced or new teachers who encounter hidden 

curriculums in school communities.  Every school has its own culture which can cause a 

new employee, whether a beginning teacher or a veteran who has changed schools, to 

experience the struggles of the hidden curriculum brick walls.  These encounters can 

often lead to feelings of inadequacy and frustration.  I experienced this myself when 

starting my new faculty/curriculum and instruction specialist position as I noted in my 

journal: 

I’ve had a few more run-ins with the ‘hidden curriculum.’  On Friday, after our 

syllabi  were due, the reading adjuncts were sent a notebook requirements handout 

with specifics about when the notebooks would be graded and how many writing 

requirements there were.  Apparently they all met last year and decided on these 
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requirements for the reading courses, but they were not shared with me when I 

asked for the materials.  (personal journal, 8/20/12) 

Even though I was an experienced teacher and had asked all of the right questions before 

creating my syllabus, the hidden requirements of the writing assignments and the 

mandatory notebook were not disclosed until after my syllabus had already been created.  

It had been assumed that I would know about these items since every other reading 

instructor did. 

 These examples illustrate that many new teachers struggle with the demands of 

the profession once they get employed.  These struggles can be attributed to either the 

hidden curricular aspects of teaching or to their own belief systems, which often create a 

different type of brick wall.   Many new teachers struggle with the requirements of their 

position because these demands are often in contrast to their beliefs and expectations of 

what a teacher’s job consists of.  These incidents are much more difficult to address 

because the belief systems are often hidden deep within the new teacher and are not 

acknowledged until he/she reflects on his/her educational beliefs.  These beliefs need to 

be addressed and acknowledged so that future educators are prepared to handle them 

when they present themselves as brick walls on the path to becoming an educator.  I have 

included a few of my own brick walls as an example of the challenges that I faced early 

in my career due to my unexamined and unrealized beliefs and knowledge. 

Brick wall #1.  I believe that there is a misconception about why teachers enter 

the teaching profession.  The inspirational teaching quotes have idolized those who enter 

teaching and have turned them into something akin to those who have answered a divine 

calling.  However, not all teachers come to teaching in the same way and those who are 
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not called to the profession should not feel as though they are lesser teachers.  These 

opinions and attitudes have often made me feel as though I were not in the profession for 

the right reasons or as if I were a lesser teacher because I did not always know that I was 

going to be an educator or set out with the goal to touch the lives of the future.  I have 

identified this as one of my major brick walls – one that repeatedly runs through my mind 

every time I am faced with an aspect of teaching with which I am unfamiliar.  I have 

chosen to narratively convey these occurrences because the act of expressing them in 

story format allows me to “mediate between personal beliefs and values, and external 

commitments” (Orland-Barak & Maskit, 2011, p. 443).  With these narratives as 

examples, I am hopeful that my future pre-service teachers will be able to create their 

own narratives that help them examine their brick walls as well. 

Butcher, Baker, Candlestick Maker 

From the time I was a small child, I can remember 
wanting to be a doctor.  Trapper John, MD was one of my 
favorite TV shows, and I often schemed to create reasons to 
stay up later to watch it.  I also liked reading books and 
pamphlets about how the body works and functions.  As I 
grew into my teen years, this desire became more specific – 
I wanted to be a pediatrician.  My friends and I would “play 
house” in that we would pretend that we were married with 
children and careers and we would write letters to each 
other from the different pretend states we lived in as adults.  
I remember cutting pictures of babies and houses out of 
magazines and sending them as “photos” in the letters I 
gave my friends.  I also described in great detail my pediatric 
practice and how I decorated my waiting area and offices. 

Then, somewhere during my sophomore year, reality 
hit.  Not only was there the practical idea of how I was going 
to pay for college and medical school, but there was also the 
reality that not all sick babies and children recovered.  I was 
not confident that I could deal with those potential losses, so 
I floundered for a while before deciding on my life’s work.  
Luckily, I did not have to wait long.  In my junior year, I had 
a psychology class with one of my favorite teachers, and I 
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decided to become a child psychologist.  I could still work 
with children, still have my own office and practice to 
decorate and fill with toys, and I could still be doing some 
good.  It seemed to be the perfect solution – until my senior 
year when I started planning which college I would attend.  
The local college did not offer a psychology program, and I 
was not in a position to go to another college halfway across 
the state by myself. 

As a result, I once again abandoned my career 
choice and thought about what I was good at, not what I had 
a passion for.  This happened to be accounting.  I had an 
incredibly supportive and encouraging teacher for record 
keeping, shorthand, and accounting.  I even worked as her 
aide for three years while in high school.  With her as a 
fixture in my school life, I thought that I could easily become 
an accountant and do well in life so that is what I decided to 
make my life’s work – until I actually got to college and took 
my first business class.  I discovered that college business 
was not as fun as my high school classes had been.  I could 
not envision spending the rest of my life working with adults 
and numbers.  Meanwhile, my best friend was enrolled in the 
teacher education program.  She was continually telling me 
exciting stories about her adventures in observing students 
in her assigned schools.  Since I had always worked with 
children in the community and found them infinitely more 
thrilling than adults, I decided to become an education 
major.  At the time, I felt as though I were merely grasping 
at the life preserver I had been thrown and would not make 
a good teacher simply because it was not my calling or my 
first choice.  However, with the luxury of time and reflection, 
I can see that I always did want to do something that would 
help children.  My original dreams of being a pediatrician 
and child psychologist were inspired by my love of working 
with children and helping them to have better lives.  I could 
do the same as a teacher.  It just took me longer to realize 
that many great teachers did not choose teaching as their 
first career.  

 

 One aspect that I had failed to consider during this time was the type of 

knowledge that I had in each of these career choices.  I was deciding my future based on 

the formal knowledge that I believed I had in each of these areas.  I felt confident in my 

science, psychology, and accounting knowledge, but I had not even considered that I had 
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no practical experience in these areas.  I did not know any doctors, psychologists or 

accountants personally and had no idea of what those careers were like.  I did, however, 

have several role models who were teachers, and I had a multitude of experience and 

practical knowledge in working with children.  Had I been aware of the need to have both 

formal and practical knowledge in a career interest, I could probably have avoided this 

indecision. 

 Brick wall #2.  It seems as though every few years, a new method or technique 

about instruction becomes the new “best practices” method that everyone is supposed to 

use.  While I believe that change is vital and necessary, it is also important to realize that 

while this new method may have great benefits, it does not mean that all other prior 

methods are obsolete.  When I was enrolled in my teacher education program, the trend at 

the time was to switch from phonics to whole language.  As I heard about this new 

method of reading instruction, I could not quite reconcile it with my beliefs about the 

need to understand the phonetic rules of reading.  It would be several years before I 

would realize that my struggles with whole language stemmed from an early experience 

that happened before my recollection and yet, this story created one of my lifelong beliefs 

about education and nearly derailed my path to becoming an educator. 

That’s Not Really Reading 

I have always loved to read and I credit this to the 
fact that my grandmother began reading to me when I was 
an infant.  One day, I picked up a book and started reading 
it.  A family friend happened to be visiting and expressed her 
delight that I was reading at such a young age.  My father, 
ever the realist, informed the friend that I was not reading; 
I had merely memorized the words.  He pointed to a word in 
my book, and I, of course, did not know what the word was.  
Even though I had heard this story many times as I was 
growing up, I did not really connect it to my thoughts about 
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education and how one learns to read until I took a reading 
course for my bachelor’s degree. 

The professor, a woman with a doctorate in reading 
who had done her research in reading lab experiences, 
required us to go to a local school and work with students 
who had been identified as struggling readers.  We were 
supposed to work with our assigned student for an hour each 
week.  In these sessions, we were to do repeated readings of 
a familiar book. Afterwards, we were expected to write a 
reflection of our activities and turn it in to the instructor who 
provided feedback on our experiences.  I was already having 
a difficult time adjusting to my teacher’s theories about how 
students learn to read with my own storied experience of 
reading, but I desperately tried to follow her instructions and 
do as she asked even though I had my doubts that repeated 
readings would teach anyone how to read. 

I valiantly worked with my student, Sam, who had 
been retained in kindergarten and first grade already.  He 
had been working with the school counselor, the special 
education teachers, and several other teachers by the time 
he became my special project.  He was still struggling to 
read and had not been identified as having any reading or 
intellectual disabilities.  His teachers were quite frank with 
me as they explained that they had no idea why he could not 
read and that they would appreciate any assistance that they 
could get.  I met with Sam every week and followed the 
prescribed formula, but he just did not remember or did not 
want to remember the lines of the story we read.  When I 
wrote about this in my reflective journal, my instructor 
berated me for having a poor attitude about the process and 
suggested that I might want to consider another career as 
teaching may not be the right field for me. 

 

 As one can imagine, I was not pleased to hear this assessment of my abilities as I 

did not feel as though it was warranted or justified based on the circumstances.  I was too 

inexperienced then to tell the instructor what I know today:  there are several well-

documented and research-based methods of instruction.  As a teacher, one should be 

aware of the possibilities that are available for use and adapt and modify instructional 

techniques to meet the needs of the students.  While I should have been more open to the 
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possibility that some students may learn how to read better with whole language, my 

instructor also should have been open to the fact that some students may need the 

phonetic approach.  Additionally, my instructor was teaching me the formal knowledge 

of what the research of the time said about learning to read.  My beliefs stemmed from 

my own practical knowledge—how I had learned to read and what my teachers had done 

as I learned.  Just as one needs to be aware of the multitudes of instructional techniques 

that are available, one also needs to remember that good teaching is often a combination 

of formal and practical knowledge. 

 Brick wall #3.  It is hard to imagine that our education system once operated 

without the emphasis on standards-based instruction and national assessment tests; 

however, when I first entered the teaching program at my local college, the standards 

movement was just beginning in that area.  I was unfamiliar with the concept, and it took 

some time for the idea and practice to sink itself into my brain.  While my brick wall is 

probably obsolete in today’s time since many teacher education candidates have gone 

through the educational system with these practices firmly in place, it still demonstrates 

an important obstacle in becoming an educator. 

Rules, Regulations and Requirements 

On one of my first observations, I went to my former 
elementary school and observed the kindergarten teacher.  
This was the beginning of the standards movement and this 
teacher and her colleague were complaining about the 
mandate to write each standard in their lesson plans.  I had 
never realized that teachers were accountable for the 
information that they taught to their students.  To me, 
education (and being a teacher) consisted of following the 
teacher’s guide.  After all, this is what I had practiced in my 
room with my friends and toys when I played teacher, and it 
was the experience that I had watching my teachers.  They 
stood in front of the class holding the teacher’s manual as 
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we read or worked in our own books.  It was also 
unfathomable to me as I saw teaching as an opportunity to 
teach the fun stuff.  How can one possibly document the joy 
of reading a novel and feeling the characters come alive?  
Additionally, none of my education courses shared these 
“standards” with us when we were preparing our 
assignments.  We were given a task – create a unit plan for 
a novel, for instance, without any guidelines beyond making 
it age appropriate and having a certain number of Madeline 
Hunter lesson plans.  As a result, I developed units with 
lesson plans that I thought were enjoyable to teach and 
guessed at the skills that should be taught at each grade 
level.   

This did not change much when I got my first 
teaching position.  I was given the standards, but it was not 
imperative that I follow them.  Most of the teachers at my 
school were veterans who had been teaching their subject 
matters for several years, so I was left to my own devices for 
a few years.  One year I was assigned the job of teaching 
writing to the seventh graders.  My job was to prepare them 
for the state writing assessment that they would have to take 
in the spring.  I started by teaching them how to write a 
sentence, and once they had that mastered, I moved on to 
teaching them how to write a paragraph.  Unfortunately, 
that is as far as I got with them – in an entire year!  I was 
under the mistaken impression that they could never learn to 
write an essay unless they could write a good paragraph.  I 
am now quite embarrassed and ashamed to admit that I did 
such a disservice to my students.  Fortunately, the following 
summer, I was chosen as one of the evaluators of the state 
writing assessments.  It was this experience that drove home 
not only the importance of having objectives and standards, 
but also of having a plan.   

The reality of today’s educational system is that it 
comes with a great deal of rules, regulations, and 
requirements.  In most cases, they are there for a reason.  
They were created and are designed to ensure that our 
children get the best education that they can possibly get.  
The good teachers, however, know how to use these to their 
advantage.  As teachers, we need to ensure that we have a 
plan that targets the necessary objectives in a logical 
manner and that we ensure that our students have mastered 
the necessary objectives prior to moving on to the next 
grade. 
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 Again, these standards were a type of a hidden curriculum.  I believed that since I 

had not been taught how to address the standards in my formal education, then I did not 

have to do so as a teacher.  Had I not adapted my beliefs and knowledge base to include 

how to incorporate the standards into my lessons and record the standards that I covered, 

I would not have continued to be a teacher.  In our profession, we must continually adapt 

the latest research findings with our practical experiences to provide the best possible 

education for our students. 

Past experiences.  My experiences have helped to shape who I am as an 

individual and as a teacher.  In some cases, as noted in the previous examples, these 

experiences created my belief system that later presented obstacles on my path to 

becoming an educator.  The ideal goal, then, is to be able to recognize these obstacles for 

what they really are – brick walls.  Once these beliefs have been reflected upon, we are 

then able to identify and direct the types of changes that we wish to occur which 

increases our confidence and reinforces the type of teacher that we wish to become 

(Nelson, 2008).  This will give these teachers a formulated purpose for being in 

education.  This purpose  

involves (1) observation of surrounding conditions; (2) knowledge of what has 

happened in similar situations in the past, a knowledge obtained partly by 

recollection and partly from the information, advice, and warning of those who 

have had a wider experience, and (3) judgment which puts together what is 

observed and what is recalled to see what they signify. (Dewey, 1938, pp. 68-69).   
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By reflecting on these experiences and beliefs, educators can develop a plan of action that 

builds a bridge to overcome the obstacle and to keep them on the path to becoming a 

successful teacher.  This roadmap would act, as Dewey (1902) noted, as  

a summary, an arranged and orderly view of previous experiences, [which] serves 

as a guide to future experience; it gives direction; it facilitates control; it 

economizes effort, preventing useless wandering and pointing out the paths which 

lead most quickly and most certainly to a desired result. (p. 27)   

 Even though I am not a beginning teacher, I am embarking on a new career as a 

college professor.  As a beginning teacher in a new field, it is important that I reflect on 

my own past experiences and analyze my personal practical knowledge to see how my 

beliefs may impact my performance when teaching those who desire to become our next 

educators.  I envision that this reflection will strive toward “making conscious the 

unconscious by disclosing the underlying assumptions and intentions,” and orienting the 

instructors “towards the implications for action guided by the newly gained critical 

knowing” (Aoki, 1983, p. 16).  I do not envision this being an easy process as Dewey 

(1916) found that determining the difference in what one knows because it was 

specifically learned and what one knows because it has been learned while interacting 

with others is quite a task. 

Research Purpose and Questions  

 The road to choosing this topic has not been an easy one; along the way, I have 

encountered a few brick walls that had to be bridged before I became inspired by the need 

for this topic.  In many ways my search for a dissertation topic paralleled my search for a 

career many years ago.  When I first entered the doctoral program, I was an English 
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teacher and I wanted to do something in my chosen field, so my first attempt focused on 

reading and comprehension.  As I worked with this topic, I realized that I could not think 

of a way to easily define comprehension let alone put it into measurable, quantifiable 

numbers.  While I was trying to figure this out, I switched jobs and started working as the 

registrar for a proprietary college.  Although it was not my dream job, I thought that it 

might prepare me for a career in post-secondary education and my previous dissertation 

topic idea no longer fit what I thought I now wanted to do – work in curriculum.  This led 

to my interest in college readiness.  I thought that if I could choose a topic that linked my 

new career with my old one, then I could also help to bridge the gap that currently exists 

between the secondary and post-secondary levels.  I spent some time researching the 

aspects of college readiness and the need for standards and collaboration, but I could not 

think of any way to quantify the aspects of college readiness or find a focus to make it a 

manageable topic.  For the second time in my adult life, I was floundering and could not 

find the path that I was supposed to follow.  Then, over a holiday weekend, someone 

handed me a book and my way soon became clear. 

That book was Randy Pausch’s The Last Lecture.  I first read it in 2009 on the 

recommendation of a friend, and, like most readers, I was emotionally touched by his 

plight.  Then, I passed the book on to another friend and forgot about it because, at the 

time, it held no personal meaning for me.  I was working in public education and had no 

desire to teach at the collegiate level.  The book originated because Carnegie Mellon has 

historically chosen one professor each year to consider what he or she hoped to leave as a 

legacy to those they had taught and/or encountered in the world, and these lectures 

became part of the Last Lecture series.  After the lecture, Pausch and Jeffrey Zaslow 
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worked to put this lecture into a book which was published in 2008.  Even though it had 

only been two years since I had originally read the story, I was now in a different place in 

my life and saw his journey with new eyes and was inspired by his story in a new way.   

 As I read, I began to wonder why professors were writing about what they hoped 

they had left as a legacy when they were at the end of their careers.  As this idea danced 

in my head, I initially considered what a wonderful book I could write if I took some of 

Pausch’s speaking points and asked teachers and students to write narratives on their 

experiences with that topic.  As I discussed the idea with my advisor, the topic became 

focused on first lectures that teachers could give and how they could benefit in their 

careers as educators by creating these lectures.  Would it not be more beneficial to 

teachers, to students, and to their profession if beginning teachers gave a “first” lecture 

about the legacy they hoped to leave by the end of their careers?  This seemed to be a 

manageable topic and one that I found in which I could truly become interested.  After 

all, my initial goal in pursuing my doctorate in Curriculum and Instruction was to help 

teachers become better teachers.  However, there was one piece that seemed to be 

missing.  As I thought about the process of having beginning teachers create a first 

lecture, I realized that beginning teachers often do not know what they want to 

accomplish beyond the often pat response of “I want to change the lives of my students” 

which is what they typically say when asked to write their teaching philosophies.  I also 

wanted to avoid the response given by one teacher education candidate, Nancy, in a study 

conducted by Cooney, et al. (1998).  Nancy stated that she “wanted to encourage and help 

students and that she wanted the students to like her.   She believed that if the students 

liked her, they would work for her” (p. 324).   I wanted to go beyond this superficial 
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thinking and the teaching philosophy that is expected upon completion of student 

teaching to the core beliefs, values and attitudes that, if neglected, leads to teaching as an 

assignment or merely routine drudgery (Jalongo & Isenberg, 1995).  I wanted this 

assignment to create a Deweyan philosophy of education; one that is stated in both words 

and symbols and is a plan framed with “what is to be done and how it is to be done” 

(Dewey, 1938, p. 28).   If I were going to accomplish this, I needed the fledgling teachers 

to specifically detail how they were going to teach and why they were making these 

choices.  I soon realized that what I was aiming for was a technique that would allow the 

teachers to truly examine their reasons for becoming teachers, but beyond that, the crux 

of the issue lay in their beliefs and knowledge about teaching and learning.  I was hoping 

that creating this first lecture would give them a personal mission, much like Dewey’s 

(1897) teaching creed, to follow as they worked through their careers.  And, as they 

progressed, would the visions and beliefs they had still be the same, or would they 

change as they gained experience?  What lessons could be learned from beginning 

teachers’ inaugural lectures? 

 I researched and pondered this new aspect of my topic for several weeks.  The 

more I read, the more intrigued and reflective I became.  I have always been one to 

discount the benefits of reflection and have merely done so in the past as a requirement 

for my courses; however, the act of reflecting now on past experiences has been 

beneficial to me in numerous ways.  I have not been merely rehashing old memories and 

events, but I have also been trying to apply the “implications for action guided by the 

newly gained critical knowing” (Aoki, 1983, p. 15) to help me realize how my thinking 

patterns have influenced my actions.  I began to realize exactly how influential my beliefs 
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and experiences had been in my teaching – in both good ways and in bad.  However, I 

still felt as though I needed something that tied in the examination of the beliefs to the 

creating of a first lecture.  To clarify my thoughts, I returned to The Last Lecture and 

tried to identify what had initially drawn me to the idea in the first place.  I also watched 

the video of The Last Lecture to see if there was anything that had not made it into the 

printed edition.  In his speech, Pausch identified the key points that he wished to pass 

along to his students, his children, and the world.  These points included a description and 

update of his own childhood dreams, how one can enable the dreams of others, and the 

lessons that he learned that may help those in the audience to achieve their dreams or to 

help enable others to realize their own (Pausch, 2007).  These ideas seemed to reflect 

what I hoped to be able to do for new teachers, so I explored his website looking for more 

information.  I found a lost chapter that he cut from the book version in which he states 

that he has always envisioned himself as a bridge that connected people and helped them 

to overcome their brick walls (Pausch, 2008).  This is what I had been looking for.  

 I propose that having new and beginning teachers create a first lecture based on 

Pausch’s format will help provide a bridge for them and will also help them to conquer 

their own brick walls (in the form of their beliefs) when they encounter them.  My 

original idea was that every teacher should at least write their first lecture identifying 

their educational beliefs as well as articulating what they hope to leave behind by the end 

of their careers but that seemed unfair as experienced teachers have hopefully already 

realized their mistakes and have worked to correct them.  I had to refocus and think about 

what I truly wished to accomplish with this inquiry in order to better define the target 

population.  It also seemed very unfair to ask new teachers (those in their first year of 
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teaching) to create this lecture since they are often already overwhelmed with lesson 

planning and other aspects of the teaching profession.  It then became clear that teacher 

education candidates should be my target audience.  They should first begin by reflecting 

on their teaching beliefs and prior educational experiences and then create a narrative of 

those crucial incidents.  These narratives will be the basis for their first lectures and will 

serve as “an effective way for educators to arrange, understand, and organize their 

experiences, giving them a shape, a theme, a frame” (Jalongo & Isenberg, 1995, p. 31).  

When this framework is complete, the future educators will have a lecture that will serve 

as the bridge that helps them conquer the brick walls they encounter as they embark on 

their teaching assignments. 

 To summarize, creating a first lecture based on these ideas and research questions 

will provide new and beginning teachers with benefits both to themselves and to their 

students.  These lectures will focus on the main themes of identifying their beliefs, 

knowledge, and goals about education and what legacy they hope to leave behind at the 

end of their careers.  Questions asked of the participants are those that are centered on 

what they believe and know about teaching and education, how they have acquired their 

knowledge, and what they hope to accomplish in their teaching careers. 

Summary of the Literature 

 The focus of this inquiry is built on John Dewey’s (1916, 1938) writings 

regarding the nature of educative and mis-educative experiences and the role these 

experiences play in life and education.  Hill (2006) interprets Dewey’s position on 

experiences by noting that “for him, experience included everything:  objects, feelings, 

emotions, cognition, relationships, memory, imagination, past, present, future 
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possibilities” (pp. 6-7).  It is through all of these varying experiences that one lives and 

learns.  Dewey (1916) defines education as “the enterprise of supplying the conditions 

which insure growth, or adequacy of life, irrespective of age” (p. 61) and “is formally 

summed up in the idea of continuous reconstruction of experience” (p. 93).  However, it 

is up to the individual as to whether the experience is educative – leading to other 

experiences which build in complexity and curiosity (Hill, 2006) – or mis-educative – 

experiences which hinder one’s ability to progress (Dewey, 1938).  It is only through 

reflecting and thinking about the various personal experiences that one can grow (Dewey, 

1916).  We all learn from our experiences and gain new insights, and these experiences 

cannot be separated from the individuals who are having the experience (Nelson, 2008) 

since each individual interprets the experience based on his/her beliefs about the 

experience at the particular time and place that it occurs (Dewey, 1916).  This process of 

having experiences, reflecting on them, and preparing for future experiences is what 

Dewey (1916, 1938) defines as the epitome of growth and continuity and the living of 

life.   

 Dewey’s (1916) distinction between the ways we learn serves as the basis for 

inquiring into types of knowledge.  Fenstermacher (1994) agrees with Dewey in that 

there are different ways of knowing, but he also distinguishes between types of 

knowledge and ways of knowing.  Typically, the book learning, or formal knowledge, 

acquired in official school settings bears more weight than the practical know-how that is 

acquired through one’s experiences (Cochran-Smith & Lytle, 1999; Dewey, 1916).  

Therefore, it is often more beneficial to determine how one knows what one knows which 

is what Fenstermacher (1994) calls epistemology.  Trying to understand how one learned 
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something is also easier than determining what one knows as Dewey (1916), Eisner 

(1988), and Schön (1995) all found that trying to state or prove what one knows is highly 

unlikely. 

 In order to understand how knowledge affects teachers and their practices, one 

must first identify the types of knowledge that make up teacher knowledge.  The first 

type of knowledge that one can have is formal knowledge.  The work of Fenstermacher 

(1994) is used to define formal knowledge while Cochran-Smith and Lytle’s (1999) 

research is used to put formal knowledge in context for teachers by describing how 

teachers use formal knowledge for practice.  This type of knowledge comes from 

researchers and theories and is given or provided to teachers for use in their classrooms.  

A second type of knowledge – practical knowledge – stems from experience.  This is 

what teachers use on a daily basis to handle the situations that theory and research do not 

cover (Jackson, 1995; Schwab, 1969, 1971, 1983).  The work of Fenstermacher (1994) 

and Clandinin (1989) is used to define practical knowledge and Cochran-Smith and 

Lytle’s (1999) research shows how teachers use their practical knowledge in practice.  In 

order to show what one knows in the realm of practical knowledge, one must be observed 

so that they can show their practical knowledge through their actions (Cochran-Smith & 

Lytle, 1999; Schön, 1995).  However, while this type of knowledge may be observable in 

action, it is not measurable which is why Fenstermacher (1994) has issues with its 

validity because he believes that all claims of knowledge should be justifiable or they are 

not a legitimate form of knowledge.  Eisner (1997) disagrees by illustrating that 

knowledge itself cannot simply be weighed and measured in units.  For example, one 

type of practical knowledge is what one believes.  Beliefs are not measurable, observable, 
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or even justifiable.  They are established through experiences (Murphy, et al., 2004; 

Pajeres, 1992; Smith, 2005) and affect almost all aspects of the teaching profession (Boz 

& Boz, 2010; Chai, et al., 2006; Choi & Ramsey, 2009; Deemer, 2004; Kagan, 1992; 

Pajeres, 1992; Speer, 2005; Squires & Bliss, 2004; Zembylas, 2005).  The relationship 

between teaching and beliefs is a circular one as beliefs influence teaching experiences 

which determine beliefs (Amobi, 2003) and one’s identity (Boz & Boz, 2010; Pajeres, 

1992).  Even though one’s beliefs can have such an impact on one’s teaching, some 

researchers, such as Fenstermacher (1994), do not believe that they are a valid form of 

knowledge due to the lack of proof of validity.   However, as professional teachers, our 

“knowing is ordinarily tacit, implicit in our patterns of action and in our feel for the stuff 

with which we are dealing” and we reveal “recognitions, judgments and skills, a pattern 

of tacit knowing-in-action” (Schön, 1995, p.29) as we teach.  This demonstrates the 

difference between proving validity in theory and understanding the knowledge of 

practice in the field.  

 Teacher knowledge encompasses all of these types of knowledge.  The works of 

Connelly (1996), Jalongo and Isenberg (1995), and Zembylas (2005) illustrate the ways 

in which formal knowledge and practical knowledge combine to create the knowledge 

pool that teachers can hold.  Grossman, et al. (2009) stress the importance of initiating 

teacher education students in both formal and practical knowledge so as to prepare them 

for the need to utilize both types while teaching.  Cochran-Smith and Lytle (1999) refer 

to this as knowledge of practice.  While it is important that teachers have knowledge, it is 

also important that they know what they know (Connelly, et al., 1997; Fenstermacher, 

1994).  In order to ensure that teachers are aware of their knowledge and how it is gained, 
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teachers need to reflect on (Cochran-Smith & Lytle, 1999) and reconstruct (Vazir, 2006) 

their experiences in order to reconcile their past experiences and knowing with their 

present and future situations.   

 To help teachers know what they know, they can story their experiences in 

narrative form.  This would allow them to examine the phenomenon of their experiences 

(Clandinin & Connelly, 1994) and to see the connections in their teaching (Elbaz, 1991).  

Research from Clandinin, et al. (1993) demonstrates the benefits and knowledge that can 

be acquired from reflection and journaling in narrative form as student teachers try to 

reconcile theory and practice.  One theme that linked several journals was one in which 

the participants discovered the role of their beliefs on their teaching (Nettesheim & 

Pearce, 1993; Davies, Hogan & Dalton, 1993).  Another notes the role that reflection 

plays (Mahabir, 1993) in becoming a good teacher.  In spite of the benefits of narratively 

inquiring into one’s practice, Feldman (2003) once again raises the issue of the validity of 

this inquiry due to the nature of this method of inquiry.  However, Connelly and 

Clandinin (1990) note that in narrative inquiry, the inquirer can choose his/her own 

criteria as long as they defend their choice because issues of validity, generalizability, or 

reliability cannot confine qualitative research.  These issues will be explained and 

addressed later in the Methodology chapter. 

Potential Contributions 

 The ultimate goal is to benefit these pre-service and beginning teachers in two 

main aspects of their careers.  First, I hope to show future teacher education candidates 

who write a first lecture that they are creating a road map or guide for themselves.  This 

map will provide the educators with an organized list of their previous experiences that 
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will provide the direction and control that they will need in the future (Dewey, 1902).   If 

teachers begin their careers without knowing where they were going or why they were 

going there, they may still eventually arrive at their destinations, but it will take them 

much longer to get there.  Second, I hope that these teacher education students use the 

activity of creating a first lecture as an opportunity to reflect and acknowledge some of 

their deeply held beliefs about education.  It has only been through the reflection that this 

project has necessitated that I have realized that many of the activities I shun as a teacher 

stem from my dislike of these same activities when I was a student.  This awareness now 

enables me to critically examine some of the choices I make and the reasons for those 

choices.  

 These goals are both important and necessary.  Teachers, after all, were once 

former students, and as students, they have absorbed beliefs and values about education 

from a variety of sources.  As these prospective teachers sat in classes, they inadvertently 

picked up a variety of teaching techniques, because as Dewey stated, “the greatest of all 

pedagogical fallacies is the notion that a person learns only the particular thing he is 

studying at the time” (1938, p. 29).  This project has the potential to help these future 

educators sift through these beliefs to discover the gold nuggets that have been salted 

through their educational experiences.  Additionally, I believe that our teacher education 

students have a difficult time transitioning from the student phase to the teacher phase of 

their lives (Britzman, 2003).  While they are in classes as students, they are learning how 

to become the teachers, but they are not teachers yet – even when they present lessons in 

their educational courses.  These future teachers are trying to reconcile their “multiple 

selves” as teachers, educators, former students, and members of the teaching profession 

 
 



28 
 

(Orland-Barak & Maskit, 2011, p. 39).  This is often a difficult process as illustrated 

when Szaba used Jalongo and Isenberg’s Teachers’ Stories:  From Personal Narrative to 

Professional Insight in her teacher education class.  Her students believed that the stories 

did not reflect reality which allowed Szaba to conclude that they were still looking at 

teaching through a student viewpoint (Szaba, 2006).  My goal with this inquiry is to help 

these teacher education candidates bridge the gap between their worlds and help them 

make a successful transition to the profession by providing them with an opportunity to 

reconcile their experiences as students with those of future educators.

 
 



 
 

Chapter Two 

Examining What is Known 

“Experience is what you get when you didn’t get what you wanted…It’s a phrase worth 
considering at every brick wall we encounter, and at every disappointment.  It’s also a 

reminder that failure is not just acceptable, it’s often essential.” 
- Randy Pausch 

 
Literature Review 

 Much has been written about knowledge and its importance, so the information 

that follows represents only a small portion of what is available.  I have tried to narrow 

the focus of this inquiry to the aspects of the ways of knowing and the impact of 

narratives on knowledge that are of the most concern to teachers and teaching.  While 

some of the theories come from research done outside of education, such as philosophy 

and psychology, the literature used is vital in helping teachers understand what they know 

and how they know it. 

   The role of experience.  The above quote is correct in the sense that when 

something does not happen the way we want or expect it to, we often chalk it up to 

experience and move on.  However, there are many other aspects to experience than 

simply the parts of our lives that do not give us what we want.  To better understand the 

role that experience plays in education and in life, one must first have a basic 

understanding of the work of John Dewey.  My first memorable encounter with Dewey’s 

writings came in the form of his Pedagogic Creed (1897), and I believe that his belief 

about experience was that the schools should allow students to experience life in the 

classrooms and in society instead of merely preparing students for life after they leave 

school.  However, Dewey’s writing and thoughts about experience extend deeper than 

this mere surface reading.  He defines experience as 
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An active and a passive element peculiarly combined.  On the active hand, 

experience is trying – a meaning which is made explicit in the connected term 

experiment.  On the passive, it is undergoing.  When we experience something we 

act upon it, we do something with it; then we suffer or undergo the consequences.  

We do something to the thing and then it does something to us in return:  such is 

the peculiar combination.  The connection of these two phases of experience 

measures the fruitfulness or value of the experience.  Mere activity does not 

constitute experience.  (Dewey, 1916, p. 163) 

Therefore, experience is everything that we actively try and everything that we passively 

undergo.  When we attempt new things and have new adventures, this is what Dewey 

calls “a trying:  an experiment with the world to find out what it is like” (1916, p. 164).  

We then undergo some type of consequence, whether good or bad, as a result of that 

experiment.  This is the instruction, or the “discovery of the connection of things” 

(Dewey, 1916, p. 164) that results from our trying.   

 In most cases, people often put a great deal of thought and reflection into their 

experiences.  They ponder whether it was a good experience or a bad experience, whether 

they will try it again, and if they do, would they change anything that may get different 

results.  This demonstrates Dewey’s belief that no “experience having a meaning is 

possible without some element of thought” (1916, p. 169).  These thoughts and 

reflections help to determine the educative nature of the experience by analyzing how 

agreeable or disagreeable an experience was and the influence it may have on later 

experiences (Dewey, 1938).  If the experience is disagreeable and hinders the ability to 

progress and narrows the availability of future experiences, then the experience is said to 
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be a mis-educative experience (Dewey, 1938).  However, if the experience is agreeable 

and it leads to other experiences which build in complexity and curiosity (Hill, 2006), 

then it would be what Dewey (1938) termed an educative experience.  Obviously, one’s 

goal in life is to continue to have educative experiences that allow us to grow and 

prosper.  However, one could also turn a disagreeable experience into an educative one 

with thought and reflection.  For example, in the Pausch quote that began this section, 

Paush (2008) says that failure is not only acceptable but it is often essential.  Our bad 

experiences, or failures, may be disagreeable at the time, but if we learn from them, we 

can make them into experiences that teach us something so that we build upon the 

experiences instead of allowing the failures to stop us or to define who we are.     

 It is through this continuous building of experiences that we live the life that 

Dewey (1916) described as a “self-renewing process through action upon the 

environment” (p. 2).  We interact in some way with the environment and grow from the 

experience which leads to more interactions.  It is this process of renewal that leads to 

education: 

We employ the word “experience” in the same pregnant sense.  And to it, as well 

as to life in the bare physiological sense, the principle of continuity through 

renewal applies.  With the renewal of physical existences goes, in the case of 

human beings, the re-creation of beliefs, ideals, hopes, happiness, misery, and 

practices.  The continuity of any experience, through renewing of the social 

group, is a literal fact.  Education, in its broadest sense, is the means of this social 

continuity of life.  (Dewey, 1916, pp. 2-3) 
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If education is the social continuity of life, then how does this fit our understanding of 

education?  For Dewey (1916), there was a difference in the education of someone who 

really lives, or experiences, life and “the deliberate educating of the young” (p. 7) that 

occurs in our school systems.  The education through life is accidental (Dewey, 1916) 

while the education through schooling is deliberate.  However, the two should not be kept 

separate.  The education of the schools should mirror or support the experiences of life as 

they shape or form an individual through experiences that promote, hinder, stimulate or 

inhibit the actions of an individual (Dewey, 1916).  While the idea of all of the learning 

that can occur in the classroom is amazing, one must remember that not all of those 

experiences in the classrooms are educative in nature.  Eisner (1985) noted that even 

though schools attempt to be explicit and very public about what is taught and when, 

“schools teach much more—and much less—than they intend to teach” (p. 87).  While 

this is beneficial if all of these unintended lessons are educative, it can be very harmful if 

even a small portion is mis-educative.  Dewey (1938) questioned, “How many students, 

for example, were rendered callous to ideas, and how many lost the impetus to learn 

because of the way in which learning was experienced by them?” (p. 26).  Obviously, the 

goal for teachers is to make all lessons, intentional or unintentional, educative in nature 

for the betterment of all students, but there are some things students experience in school 

that are out of the teacher’s control. 

 Understanding that there are both educative and mis-educative experiences is 

extremely important when working with teachers; these experiences impact our future 

choices and educational decisions.  However, it is not possible to determine exactly what 
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impact the experiences will have because they will not be the same for every person.  As 

Dewey (1916) notes:  

From experience no standard of belief can issue, because it is the very nature of 

experience to instigate all kinds of contrary beliefs, as varieties of local custom 

proved.  Its logical outcome is that anything is good and true to the particular 

individual which his experience leads him to believe true and good at a particular 

time and place.  (p. 309) 

This demonstrates that all of our experiences – whether good or bad – influence not only 

who we are, but also who we will become, the experiences we will have, and the 

decisions we will make based on how we interpret the said experience in the particular 

time and place.  This is why it is necessary to reflect on the experiences that shape us so 

that we can allow ourselves to use them appropriately and to help us overcome those 

experiences that have the potential to hinder our growth and decision-making processes.  

In the end, “experience is more than a simple given of life.  It is not only an event; it is 

also an achievement.  The qualities of the world are there for those who have the skills to 

take them” (Eisner, 1988, p. 15).   

 Types of knowledge.  In the previous section, I discussed the idea of learning 

from experience.  Dewey (1916) stated that there is a difference in what we learn from 

others and through experiences and what we learn through schooling.  This shows that 

there are multiple ways of knowing and of having knowledge.  While Fenstermacher 

(1994) concurs with the idea that there are different ways of knowing, he believes that 

there is a difference in the kinds of knowledge and the ways of knowing.  For him, 

knowledge is the knowledge that we have while the ways of knowing pertains to how we 
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get that knowledge.  Furthermore, he continues by stating that it “is quite possible that 

when two people have different ways of knowing, they will come to know different 

things” (p. 20).  This emphasizes the point that how one learns greatly affects what one 

knows.  The information that is learned – whether through social interaction, experience, 

or schooling – greatly depends upon how it is learned.  Additionally, Hammerness, et al. 

(2007) state that:  

Individuals process and understand new information (correctly or incorrectly) in 

light of their experiences and prior knowledge and beliefs, and that they will often 

fail to remember, understand, or apply ideas that have no connections to their 

experience and no context for acquiring meaning. (p. 369) 

Learning, therefore, is not only dependent upon how the learning takes place but also the 

previous knowledge and experiences that one has as well.  This explains why two people 

can sit in the same class for the same lecture and leave knowing different things. 

 Since it takes both knowledge and experiences to learn, one would believe that 

both school knowledge – what Fenstermacher (1994) terms “propositional or 

informational knowledge” (p. 21) – and that gained from experience – the “knowing-how 

or competence performance” (p. 21) – are equally important.  However, this has not 

always been the case.  The formal knowledge/practical knowledge debate has occurred 

for years (Cochran-Smith & Lytle, 1999) with formal knowledge having greater 

credibility and influence than practical knowledge (Dewey, 1916).  Eisner (1997) 

explains the placing of formal knowledge on a pedestal when he states that we have 

“concretized our view of what it means to know.  We prefer our knowledge solid and like 

our data hard.  It makes for a firm foundation, a secure place on which to stand” (p. 7).  
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Instead of pondering which type of knowledge holds more authority, one should be 

asking what an individual knows and how one knows it.  This is what Fenstermacher 

(1994) calls epistemology.  However, this viewpoint leaves the door open for further 

debate as the notion of epistemology determines “what counts as legitimate knowledge 

and how you know what you claim to know” (Schön, 1995, p. 27).  The idea that only 

one type of knowledge is legitimate or that one is more legitimate than another is only 

one disturbing aspect of this statement.  The other is that one must provide proof of what 

one claims to know.  Dewey (1916) stated that trying to determine what “men 

consciously know because they are aware of having learned it by a specific job of 

learning, and what they unconsciously know because they have absorbed it in the 

formation of their characters by intercourse with others” (pp. 10-11) is an impossible 

task.  Eisner (1988) also believed that knowledge “need not – and I would say should not 

– be restricted to what one can claim” (p. 16), and Schön (1995) concurs as he says: 

Often we cannot say what we know.  When we try to describe it, we find 

ourselves at a loss, or we produce descriptions that are obviously inappropriate.  

Our knowing is ordinarily intact, implicit in our patterns of action and in our feel 

for the stuff with which we are dealing.  (p. 29) 

This reminds me of a joke that my father used to tell when I was younger.  He would look 

at me and say, “I have a minute.  Tell me all you know.”  I would simply look at him, 

speechlessly, as my mind raced with where to begin and pondered how to actually tell 

him what I knew.  After a bit, he would then say, “You don’t know much, do you?”  This 

truly was, as Dewey (1916) implied, an impossible task.  One simply cannot state what 

one knows; one can only show it.  
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 Formal knowledge.  As mentioned earlier, formal knowledge is one type of 

knowledge, and it is the one that usually gets the most credence.  Fenstermacher (1994) 

calls this type of knowledge propositional knowledge and acknowledges that this 

knowledge is “variously referred to as scientific knowledge, propositional knowledge, 

informational knowledge, and theoretical knowledge” (p. 21) and that it is:  

A modification of what is known as the standard, or justified true belief, account 

of human knowledge.  Such knowledge is gained from studies of teaching that use 

conventional scientific methods, quantitative and qualitative; these methods and 

their accompanying designs are intended to yield a commonly accepted degree of 

significance, validity, generalizability, and intersubjectivity.  (p. 8) 

We currently place more emphasis on teachers having the appropriate formal content 

knowledge which explains the push to have highly qualified teachers in every classroom.  

This likely stems from our focus on the objective evaluation of teachers and leads to 

debates on the benefits or worthiness of various teacher education programs as these 

programs are often judged on how well teachers perform on their competency tests.  

Formal knowledge is held in such high regard that it is the only type of knowledge that is 

tested yearly in our schools.  However, while rating the programs and assessing teacher 

and student formal knowledge, researchers may be missing a vital aspect of teacher 

education – that of the other various types of knowledge that cannot be measured on a 

standardized examination.   

 In the teaching profession, Cochran-Smith and Lytle (1999) refer to this type of 

knowledge as knowledge-for-practice.  The emphasis in this form of knowledge is on 

“what, not how, teachers are supposed to learn” (p. 259).  This type of learning occurs 
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when researchers and theorists pass knowledge to teachers who are supposed to use it to 

improve their teaching (p. 250).  This concept is built upon the belief that if a teacher 

knows more, then the teacher is a better teacher as he/she has a wider knowledge base 

that includes:   

Content or subject matter knowledge as well as knowledge about the disciplinary 

foundations of education, human development and learners, classroom 

organization, pedagogy, assessment, the social and cultural contexts of teaching 

and schooling, and knowledge of teaching as a profession. (Cochran-Smith & 

Lytle, 1999, p. 254) 

Therefore, teaching knowledge, or knowledge-for-practice, is the formal knowledge that 

teachers gain from their education and content courses that they use every day as they 

create lessons and grade assignments.  This knowledge comes directly from researchers 

and theorist (Cochran-Smith & Lytle, 1999) who have provided the teachers with the 

formal knowledge that they need in order to teach.  In this form, Cochran-Smith and 

Lytle (1999) acknowledge that to “improve teaching, then, teachers need to implement, 

translate, or otherwise put into practice the knowledge they acquire from experts outside 

the classroom” (p. 255).  If this were the only knowledge that teachers had available to 

them, then every person who has access to this knowledge would be labeled as “highly 

qualified” since each person would be capable of implementing the researcher’s 

knowledge, translating it into a form suitable for the age level of the students, and using 

this knowledge in the everyday practices of the classroom. 

 In summary, formal knowledge is the knowledge that one obtains through books, 

schooling, training, or the information one receives from researchers and theorists.  This 
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knowledge is not based on experience or any other type of social activity.  As Dewey 

(1916) noted, this type of instruction “easily becomes remote and dead – abstract and 

bookish” (p. 9) which is what teaching would be considered if teachers only taught and 

did what they were told to teach and do.  If we think back to our most exciting classes 

and those in which we learned the most, I would venture that all of us would identify 

classes with group interactions, lively discussions and meaningful activities and not those 

where the teachers merely presented the material in a boring and bookish manner. 

 Practical knowledge. The proponents of formal knowledge assert that teachers 

need to be told what to teach and how to teach it.  This stems from the fact that the focus 

in curriculum is on the theoretical instead of the practical (Schwab, 1969).  These theories 

“of curriculum and of teaching cannot, alone, tell us what and how to teach, because 

questions of what and how to teach arise in concrete situations loaded with concrete 

particulars of time, place, person, and circumstance” (Schwab, 1971, p. 494).  Therefore, 

teachers cannot be told exactly what to do because “teachers practice an art.  Moments of 

choice of what to do, how to do it, with whom and at what pace, arise hundreds of times a 

school day and arise differently every day with every group of students” (Schwab, 1983, 

p. 245).  Teachers make decisions on a daily basis that are not covered in the specified 

unit and/or scope and sequence that may be handed to them.  Since practical problems 

arise and do not come with labels (Schwab, 1969), teachers have to decide how to handle 

these occurrences.  To handle the situations that arise, Jackson (1995) stated that teachers 

often rely on what feels right and cannot even explain why they do what they do.  He 

explains this concept further by saying:  
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There is far more going on in most teaching situations than one might 

guess…delivering lessons that are far richer in content and fuller of wisdom than 

a perusal of their plan books or a conversation with them ahead of time would 

ever reveal.  They seize upon opportunities that open up while their lessons are in 

progress.  They come to discover the worth of what they are doing in the process 

of doing it.  (p. 22) 

This demonstrates that not only do teachers have the formal knowledge they gather from 

their educational courses, but they also hold another type of knowledge as well.  They 

also use what Fenstermacher (1994) identifies as the knowledge they have gained through 

their experiences as teachers.  He calls it practical knowledge which is also called 

“personal practical, situated, local, relational, and tacit” (p. 6) knowledge, personal 

epistemologies, principles of practice, perspectives (Kagan, 1992), and implicit theories 

(Marbach-Ad & McGinnis, 2009).  As one may deduce, practical knowledge is learned 

by living and experiencing life, and it generally consists of information about how and 

when to do something as well as how to reflect upon and analyze one’s actions 

(Fenstermacher, 1994).  Additionally, Clandinin (1989) states that practical knowledge is 

“knowledge that reflects the individual’s prior experience and acknowledges the 

contextual nature of that teacher’s knowledge.  It is a kind of knowledge carved out of, 

and shaped by, situations” (p. 122).  Connelly and Clandinin (1988) use the term personal 

practical knowledge to encompass all of a “teacher’s knowing of a classroom” that stems 

from “the person’s past experience, in the person’s present mind and body, and in the 

person’s future plans and actions” (p. 25).  In teaching situations, this is the implicit 
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knowledge that teachers acquire as they practice the art of teaching and learn more about 

their students.   

 Cochran-Smith and Lytle (1999) also share what practical knowledge looks like 

in teaching situations.  They call it knowledge-in-practice.  In this type of knowledge, 

teachers enhance their own knowledge by observing expert teachers or by reflecting on 

their own actions and practices in the classroom.  Essentially, this knowledge comes from 

knowing-in-action, which is defined as “what very competent teachers know as it is 

expressed or embedded in the artistry of practice, in teachers’ reflections on practice, in 

teachers’ practical inquiries, and/or in teachers’ narrative accounts of practice” (Cochran-

Smith & Lytle, 1999, p. 262).  At its most basic level, teaching is not just about 

delivering content to willing and able learners;  teachers also make split-second decisions 

on a variety of subjects and content delivery options and interact with all students in a 

variety of appropriate and very different ways.  In order to accomplish this mission, 

teachers rely on their previous experiences and actions (Cochran-Smith & Lytle, 1999) 

on which to base their decisions.  This approach to understanding teachers and teaching 

validates the teacher as a “valid knower of practical knowledge” who can then “teach by 

example about the practicalities of everyday life in classrooms” (Cochran-Smith & Lytle, 

1999, p. 269).  It is in this way that we develop more teachers with the practical 

knowledge necessary to teach and demonstrate their own knowledge-in-action. 

 This idea of knowing-in-action is a common one as Schön (1995) states that it 

“makes up the great bulk of what we know how to do in everyday and in professional 

life.  It is what gets us through the day” (p. 30).  The general public, policy makers and 

politicians do not get to see this knowing-in-action, so they are often unaware of what 

 
 



41 
 

goes into preparing and delivering lessons to numerous students on a daily basis.  The 

only way to learn what occurs is by watching teachers in action.  Schön (1995) describes 

this by stating: 

If we want to discover what someone knows-in-action, we must put ourselves in a 

position to observe her in action.  If we want to teach about our “doing,” then we 

need to observe ourselves in the doing, reflect on what we observe, describe it, 

and reflect on our description.  In many instances, of course, this is not what we 

do.  And failing this, we teach in bad faith, which is to say that what we teach is 

not what we know-in-action. (p. 30) 

When one wishes to see exactly what practical knowledge one holds, one needs to 

observe the actions that one takes.  And, as Schön (1995) indicates, this observation can 

either be conducted by an outsider or by the individual performing the action through 

reflection.  In this way, teachers can learn by enhancing their own understanding of their 

actions, assumptions, reasons, decisions, and the new knowledge they gain by their 

individual situations (Cochran-Smith & Lytle, 1999).  This is the only measure that 

clearly demonstrates what teachers know and learn beyond that which is reflected on 

their formal content knowledge competency examination.   

 While practical knowledge can be observed in watching a teacher perform his/her 

daily duties, some researchers, like Fenstermacher, have reservations about its validity 

since it cannot be measured.  For example, Fenstermacher (1994) states that practical 

knowledge is “bounded by time, place, or situation.  To claim to know something 

practically is to claim to know something through an action, event, or situation” (p. 28) 

and that practical knowledge is a legitimate form of knowledge only if there are the same 
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warrants and justifications attached as those attached to formal knowledge.  He also 

warns that those who study practical knowledge have an obligation to work through those 

issues of warrant and justification.  As mentioned earlier, it is very difficult to prove or 

show what one knows, especially in areas such as practical knowledge since it cannot be 

tested or measured as formal knowledge can.  Eisner (1997) explains Fenstermacher’s 

views by saying that philosophers: 

Regard the non-propositional as imprecise and subjective.  Non-propositional 

forms undermine verifiability, compromise truth, and invite ambiguity; such is not 

the stuff of knowledge.  Concerns for verification, truth, and precision have led us 

away from an experiential conception of understanding and toward a 

verificationist conception of knowledge—something that can be tested, packaged, 

imparted, and sent like bricks across country to build knowledge structures that 

are said to accumulate.  In fact, we often talk about knowledge as if it consisted of 

measurable units, as in the often-heard claim that knowledge doubles every 20 

years.  One can only wonder what constitutes a unit of knowledge.  (p. 7) 

Eisner’s ideas and his question of what constitutes a unit of knowledge is interesting and 

especially applicable in today’s society.  With our current emphasis on testing that is 

supposed to tell us what our students have learned and what they know, exactly how is 

this knowledge being measured?  I am sure that there are things that our students know 

that cannot be verified from a standardized examination. 

 Beliefs.  One important aspect of practical knowledge is one’s beliefs.  These are 

formed “through individual observation, participation, and imitation, of all the cultural 

elements present in their personal world” (Pajeres, 1992, p. 316).  Every interaction that a 
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person has creates the opportunity to establish a belief so one acquires beliefs from the 

great variety of experiences to which one is exposed (Murphy, et al., 2004).   Smith 

(2005) found that beliefs are created from a wide variety of sources and contexts and that 

some of the earliest experiences outside of school have the potential to create the guiding 

beliefs about learning and teaching.  Teachers are constantly acquiring knowledge and 

beliefs about their jobs as they work with other teachers, observe the actions of others, 

and listen to their own students (Buehl & Fives, 2009).  These beliefs are then tried, or 

practiced, in the classrooms.   If they are successful, they may become part of the 

teacher’s belief system.   

 These beliefs then impact almost every aspect of a teacher’s practice.  For 

instance, beliefs have an impact on teaching (Choi & Ramsey, 2009) and planning 

(Pajeres, 1992).  They shape the instructional decisions about what is relevant (Boz & 

Boz,  2010; Deemer, 2004; Pajeres, 1992; Speer, 2005; Zembylas, 2005), what routines 

are necessary, what should be accomplished in the classroom, the social aspect of the 

class (Speer, 2005) and the effectiveness of chosen strategies (Deemer, 2004).  In 

additional, they influence “how teachers conceptualize teaching” (Chai, et al., 2006, p. 

285) and are factors in encouraging students to be self-motivated learners; and in 

understanding student capabilities (Deemer, 2004), achievement, attitudes, and growth 

(Boz & Boz, 2010).  Finally, teacher beliefs also reflect the actual instruction (Kagan, 

1992) that takes place.  In essence, “all teachers hold beliefs, however defined and 

labeled, about their work, their students, their subject matter, and their roles and 

responsibilities” (Pajeres, 1992, p. 314); and every decision that a teacher makes is 

influenced in some way by his/her beliefs (Squires & Bliss, 2004).  Kagan (1992) goes 
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even further by stating that teacher beliefs lie “at the very heart of teaching” and may be 

“the clearest measure of a teacher’s professional growth, and it appears to be instrumental 

in determining the quality of interaction one finds among the teachers in a given school” 

(p. 85).  With all of this evidence, it is clear why Kagan (1992) notes that “most of a 

teacher’s professional knowledge can be regarded more accurately as belief” (p. 73) as 

every aspect of teaching is influenced in some way by what the teacher believes and 

feels.   

  The relationship between beliefs and practices is not a linear one but a circular 

one instead.  Amobi (2003) likens the relationship between beliefs and teaching to a 

circle where educational beliefs influence teaching practices and these practices, in turn, 

reinforce the beliefs.  Additionally, a teacher’s prior experience shapes his/her related 

beliefs, and as the teacher gains experience, his/her knowledge increases.  This becomes a 

type of personal pedagogy (Kagan, 1992) or personal philosophy which “consists of the 

beliefs and values to which one adheres [and]…delves deeply into manifested values and 

beliefs” (Vazir, 2006, p. 446).  With this in mind, it stands to reason that a teacher’s 

belief system would have an impact on his or her identity—both as a teaching 

professional and as a person.  As one lives with his/her beliefs, one becomes comfortable 

with them and then these beliefs become enmeshed with the individual’s identity since 

one is understood and identified by the nature of his/her beliefs (Pajeres, 1992).  The 

beliefs are also an important part of creating the self-efficacy beliefs of teachers since 

previous experiences of successes and failures build on the beliefs which then influence 

the identity of the individual as a teacher (Boz & Boz, 2010).  In short, one’s beliefs 
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influence one’s practices which define not only how one is viewed by others, but also 

how one see’s oneself and his/her abilities both in and out of the classroom.   

 As teachers, we are constantly being drilled to focus on objectives that are 

expected to be both observable and measurable.  However, this approach is not sufficient 

when identifying and focusing on teacher beliefs.  Beliefs are unobservable and 

extremely difficult to measure, but they are important influences of teacher knowledge 

and practice that should not be ignored because “what a teacher believes about children, 

schools, and teaching is directly related to what he attempts to accomplish in the 

classroom” (Kreitlow & Dreier, 1955, p. 328).  In general, a teacher’s attitude about 

school, teaching, learning, and his/her students is generally referred to as one’s beliefs 

about education which are based on judgments and not facts (Pajeres, 1992).  While these 

beliefs are a type of practical knowledge, they also stem from formal knowledge 

practices.  For example, if I read a textbook on classroom management techniques, then I 

am gaining formal knowledge.  If I enact the technique in my classroom, and it does not 

work with my students, I then have a belief about that practice which is that it is not a 

feasible approach to take with my students.  This demonstrates Speer’s (2005) statement 

that “people have information about practices (knowledge) and perspectives about merits 

of practices (beliefs)” (p. 365).  Therefore, beliefs have a connection to both formal and 

practical knowledge. 

 Even though beliefs are clearly important and influential in teaching, not everyone 

believes that they can be labeled as a way of knowing.  Fenstermacher (1994) asserts that 

claiming to know something is quite different than merely having a belief about 

something as he believes that “a claim to know is a special type of claim, different from a 
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claim to believe and requiring justification in ways that beliefs do not” (p. 30).  In his 

eyes, claims of knowledge must be based on epistemic merit that explains his assertion 

that practical knowledge is only viable if it is linked with acceptable warrant and 

justification (Fenstermacher, 1994).  He explains further: 

Despite the clear case that many research studies in the area of teacher knowledge 

make for practical knowledge, there are serious epistemological problems in 

identifying as knowledge that which teachers believe, imagine, intuit, sense, and 

reflect upon.  It is not that such mental activities may not lead to knowledge; 

rather, it is that these mental events, once inferred or expressed, must be subjected 

to assessment for their epistemic merit.  Lacking epistemic merit, whatever 

understanding, belief, or awareness is possessed by the teacher should not be 

identified as knowledge, at least not in the sense of implying epistemic merit (it 

might be so identified in the classifying or grouping sense of knowledge).  

Possessing epistemic merit, it may properly be considered knowledge.  

(Fenstermacher, 1994, p. 47) 

His argument may be valid to some researchers, but, as previously noted, beliefs are 

unobservable and immeasurable.  The only way to see what people believe is to ask them 

and then accept what they say as a claim to what they know.     

 Teacher knowledge.  Now that we have a basic understanding that there are 

multiple types of knowledge and that formal knowledge is book knowledge, practical 

knowledge is what we learn from experience and includes one’s beliefs, we can now 

examine teacher knowledge specifically and identify its importance to teachers and 

teaching.  First, let’s examine what teacher knowledge is and look at its components.  

 
 



47 
 

Like beliefs, teacher knowledge is a “messy kind of knowledge” (Zembylas, 2005, p. 

468) as it involves aspects of both formal and practical knowledge.  This knowledge has 

been gained from experiences in the classroom, from watching other teachers teach, 

through trainings, professional developments and self-studies, and from intuitive thoughts 

and feelings (Jalongo & Isenberg, 1995).  All of these ways of learning have come 

together to create the image that we have of teacher knowledge that is one of a collected 

consciousness of all of a teacher’s experiences and intellectual endeavors both in and out 

of the classroom (Cochran-Smith & Lytle, 1999).  Clandinin and Connelly (1996) use the 

term professional knowledge landscape to describe the “interface of theory and practice 

in teacher’s lives” (p. 24).  I believe that this is the perfect summation of how formal and 

professional knowledge comes together for teachers. 

 The complexity of teacher knowledge is what sets teaching apart from other 

professions. Although Dewey (1916) acknowledged that learning could take place 

deliberately and unintentionally, this complexity that is teacher knowledge is what sets a 

classroom teacher apart from the informal teaching that occurs outside of a classroom 

(Grossman, et al., 2009) and is of special concern when speaking of educating future 

teachers.  One must combine both formal and practical knowledge, or as researchers say, 

both the theoretical and the practical, especially when training teachers to teach.  

Grossman, et al. (2009) stated that in “1904, John Dewey argued that professional 

instruction of teachers must include both theoretical and practical work, raising the 

question of how theory and practice relate in the context of professional education” (p. 

275).  This demonstrates that the importance of stressing both aspects in teacher training 

has been acknowledged for over a hundred years, but teacher education programs are still 
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struggling to successfully combine the two.  The formal knowledge is usually delivered 

by the university courses while the practical knowledge only comes in during the student 

teacher experience (Grossman, et al., 2009) instead of being a mixture of both formal and 

practical throughout the entire training experience. 

 In previous sections, I explained Cochran-Smith and Lytle’s (1999) aspects of 

knowledge-for-practice (formal knowledge) and knowledge-in-practice (practical 

knowledge).  Although they illustrate how teachers use both ways of knowing separately, 

they also illustrate how teachers combine both in what they call knowledge-of-practice.  

This knowledge comes from a combination of both formal and practical knowledge as 

well as inquiries about teaching, schooling, and the curriculum (Cochran-Smith & Lytle, 

1999).  In this way, they illustrate that: 

Teaching and thus teacher learning are centrally about forming and re-forming 

frameworks for understanding practice:  how students and their teachers construct 

the curriculum, co-mingling their experiences, their cultural and linguistic 

resources, and their interpretive frameworks; how teachers’ actions are infused 

with complex and multilayered understandings of learners, culture, class, gender, 

literacies, social issues, institutions, histories, communities, materials, texts, and 

curricula; and how teachers work together to develop and alter their questions and 

interpretive frameworks informed not only by thoughtful consideration of the 

immediate situation and the particular students they teach and have taught but also 

by the multiple contexts in which they work.  (Cochran-Smith & Lytle, 1999, pp. 

290-291) 
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The most amazing thing is that teachers do all of this on a daily basis while they are 

educating our future leaders, researchers, politicians and teachers. 

 The majority of this literature review thus far has been spent trying to understand 

what people, especially teachers, know which is proportional to the amount of time that is 

spent, in today’s society, trying to determine what people know both as a group and 

individually.  However, this may not be where our efforts should lie.  Fenstermacher 

(1994) stated that it is not so important for researchers to determine what teachers know 

as long as teachers know what they know.  He clarified further by stating that the 

“challenge for teacher knowledge research is not simply one of showing us that teachers 

think, believe, or have opinions but that they know.  And, even more important, that they 

know what they know” (p. 51).  However, as always, he points out that any research that 

implies that teacher knowledge is exempt from justification is without merit 

(Fenstermacher, 1994).  Luckily for those of us in teaching, Clandinin and Connelly 

(1996) responded by claiming that “professional knowledge shapes effective teaching, 

what teachers know, what knowledge is seen as essential for teaching, and who is 

warranted to produce knowledge about teaching (p. 24).  Clandinin and Connelly (1996) 

and Connelly, et al.  (1997) clarified further by stating that “the assumption in teacher 

knowledge research is that the most important area is what teachers know and how their 

knowing is expressed in teaching.  On this assumption, teacher knowledge and knowing 

affects every aspect of the teaching act” (p. 666).  These statements illustrate that proving 

how teachers know is not as important as the fact that they do know and can put it into 

practice. 
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 While I agree that it is important for teachers to know what they know, I also feel 

that they should be able to do something with this knowledge.  This is not to prove that 

they have knowledge, but to better understand their thinking and to improve their 

practices.  One of the major goals in education is identifying how to create better 

teachers.  Cochran-Smith and Lytle (1999) state that this stems from a common 

assumption that teachers who know more will teach better.  To do this, teachers need to 

“consider and reconsider what they know and believe, to consider and reconsider what it 

means to know or believe something, and then to examine and reinvent ways of teaching 

that are consistent with their knowledge and beliefs” (Cochran-Smith & Lytle, 1999, p. 

272).  Vazir (2006) calls this process reconstruction which is where teachers 

“reconceptualize their personal and professional knowledge; they enter new ways of 

thinking about teaching” and rebuild “old concepts and experiences in order to deal with 

the demands of present teaching situations” (p. 446).  In doing so, they discover what 

they know and how they know it, and can then create new knowledge to apply to 

situations as they encounter them.  This ability led Eisner (1988) to state that teachers 

should not be limited to the formal knowledge they learn or are given to teach.  Elbaz 

(1991) agreed by saying: 

All this reminds us that teachers cannot function in a totally idiosyncratic fashion:  

what they do, and how they account for it, have to make sense both in the context 

of the practice of teaching (with its particular, if contested, base of knowledge) 

and in the context of the society and its traditions of what it means to teach, learn 

and become educated.  (p. 6) 
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With all that teachers have to know, do, remember, and consider, they do a remarkable 

job.  Some cultures feel that it takes a village to raise a child, and it does.  However, it 

also takes multiple ways of knowing and the freedom to use this knowledge. 

 Narratives of knowing.  This literature review began with an exploration of the 

role of experience and the types of knowledge that make up the various ways of knowing 

that individuals, specifically teachers, hold.  While some aspects of formal knowledge are 

definitely needed in teaching, other types of knowledge, such as the personal practical 

knowledge, are also needed to enable a teacher to do his/her job to the best of his/her 

ability.  There are many aspects of practical knowledge such as the role experience plays 

in creating and shaping one’s beliefs, the effect of the present on future decisions 

(Connelly & Clandinin, 1988), and how all of these things effectively combine to create a 

messy type of teacher knowledge (Zembylas, 2005).  However, there is one more way of 

knowing – that of thinking narratively – which is also important.  Conle (2000) stated that 

as human beings, we naturally “listen to and tell stories” to “communicate and understand 

people and events.  We think and dream in narrative” (p. 50).  These stories stem from 

both our experiences and our practical knowledge and help us to learn, understand, and 

reason through our knowing.  Jackson (1995) also noted the importance of stories, which 

he claims changes us   

In ways that have relatively little to do with knowledge per se.  They leave us 

with altered states of consciousness, new perspectives, changed outlooks, and 

more.  They help to create new appetites and interests.  They gladden and sadden, 

inspire and instruct.  They acquaint us with aspects of life that had been 

previously unknown.  In short, they transform us, alter us as individuals. (p. 9) 
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I have always known the power and joy of storytelling and credit it with opening up 

many doors in my life, but I do not believe that I realized, until now, that it is a type of 

knowledge that helped me become a better teacher. 

 As one tells a story, he/she is often recounting an experience that he/she has had.  

These experiences are told as stories where the people involved in the experience are seen 

as actors, the events as part of the plot, and the time and place are described as the setting 

because we “think, remember, anticipate, act and dream in a narrative mode” (Conle, 

1997, p. 206).  This leads to the idea of the story as being the “portal to experience” 

where “every experience is encountered in the context of a web of historical meaning and 

significance” (Xu & Connelly, 2010, p. 352).  As we listen to these stories from other 

people’s experiences, we are drawn into their worlds, or webs, and we connect their 

experiences with our own in some way (Conle, 2000) which is what Conle (1996) calls 

resonance – “a way of seeing one experience in terms of another” (p. 299).  This 

remembering, or resonance, helps us to see that our own experiences can be storied as 

well, and we begin to understand the narrative quality of those experiences.  We begin 

thinking about and authoring our own lives, and these stories change as we interpret and 

re-interpret our experiences over time (Olson, 1995).  This forces us to “inquire into the 

meanings we have constructed from the stories we live and tell in order to author our 

lives in more informed ways” (Olson, 1995, p. 125).   

 However, narratives of knowing do not merely consist of telling stories about 

things that have happened to us in the past.  It also involves reflecting on the meaning of 

the story and putting it into context in order to learn from it.  Some people may have a 

difficult time acknowledging that they know something just because it has happened to 

 
 



53 
 

them before.  They may think that it was just an anomaly or that it could only happen to 

them.  This is because it may take a while for people to develop what Olson and Craig 

(2001) call narrative authority: 

Our narrative authority develops through experience made manifest in 

relationships with others.  Because the narrative version of knowledge 

construction is transactional, authority comes from experience and is integral as 

each person both shapes his or her own knowledge and is shaped by the 

knowledge of others.  Thus, narrative authority becomes the expression and 

enactment of a person’s personal practical knowledge that develops as individuals 

learn to authorize meaning in relationship with others.  By both telling and living 

stories of practice, narrative authority involves both voice and action.  (p. 670) 

Therefore, as we both live and tell our stories and those of others, we can build our 

repertoire of personal practical knowledge and become owners of our own narrative 

authority.  This is what Olson (1995) calls narrative knowledge, or the construction of 

stories.  This type of knowledge connects the knower and the known as “knowing beings 

who continually construct and reconstruct knowledge to represent experience” and 

become the “authoritative source of our experience” (p. 122).   

 Recognizing one’s own knowledge, especially the practical types of knowledge, is 

a common problem for teachers.  It is not something that is distributed by those in 

authority or measured like formal knowledge.  Olson (1995) acknowledged that this is 

especially hard for teacher education students to understand.  However, it is something 

that is fixed very easily; all it takes is interacting with other teachers and sharing 

experiences and stories with them.  If teachers can begin to live and tell their own stories, 
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they may begin to “manage [the] multiple voices in the system, as they mediate between 

personal beliefs and values, and external commitments” (Orland-Barak & Maskit, 2011, 

p. 443).  The authoring and sharing of stories will then lead to expressing their personal 

practical knowledge, both to themselves and to others (Olson & Craig, 2001).  It is only 

through this interaction that “meaning is continually reconstructed as new interactions 

lead to further negotiation” and we construct new personal practical knowledge through 

the sharing of experiences (Olson, 1995, p. 121).  In this way, teachers begin to grow as 

teachers and understand that the various types of knowledge they hold are valuable and 

necessary in today’s schools.   

 Why narratives? In a previous section, I discussed the importance of teachers 

knowing what they know.  One method that can be used to help teachers discover the 

knowledge they hold and to understand how they know it and how it affects their 

teaching is the act of writing their stories in narrative form.  Clandinin and Connelly 

(1994) explain the difference between narrative and story as follows: 

Narrative names the structured quality of experience to be studied, and it names 

the patterns of inquiry for its study.  To preserve this distinction, we use the 

reasonably well-established device of calling the phenomenon story and the 

inquiry narrative.  Thus we say that people by nature lead storied lives and tell 

stories of those lives, whereas narrative researchers describe such lives, collect 

and tell stories of them, and write narratives of experience.  (p. 416) 

In this case, teachers play the role of inquirers into their own phenomenon.  As a result, 

they can write their own narratives of experience from their own stories.  Elbaz (1991) 

notes that the story is “beginning to acquire a sort of pedigree in the form of a complex 
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theoretical backdrop” which gives teachers the opportunity “to see connections between 

the practice of teaching and the virtues and knowledge proper to it; the institutions of 

education and their traditions; and the stories of individual teachers through which we see 

their knowledge enacted” (p. 3).  The narrative of the story enables teachers to connect 

their ways of knowing and opens the door to discoveries that they may not have been able 

to make otherwise.  Vazir (2006), for example, discovered his personal practical 

knowledge by telling and re-telling his experiences – both as a teacher and as a learner – 

in the classroom.  I would venture that a great majority of classroom teachers are not 

aware of their own personal practical knowledge and could greatly benefit from the act of 

storying and of telling these stories in narrative form.  After all, “education is the 

construction and reconstruction of personal and social stories; teachers and learners are 

storytellers and characters in their own and other’s stories” (Connelly & Clandinin, 1990, 

p. 2).  Since teachers are already living their stories, they should be authoring them as 

well in order to better understand their learning, teaching, and their profession. 

 A great deal has been written by very well-respected authors across many 

disciplines on the advantages and disadvantages of narratives.  One group of researchers 

– Clandinin, et al. (1993) – compiled a book, Learning to Teach, Teaching to Learn, of 

journal entries belonging to student teachers, cooperating teachers, and university 

evaluators that document the discoveries that can be made through reflection and 

narrative writing.  While working on this project, Clandinin (1993) found that five 

interrelated narrative themes emerged from the inquiry.  One of these themes was that the 

participants began to question the separation of learning theory to apply to their practice.  

Another theme involved the participants searching for the language to use when 
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discussing how teachers reconcile their lives as people and teachers (Clandinin, 1993).  

Their stories and narratives show that some teachers are questioning the previously 

discussed link between formal and practical knowledge and are trying to understand their 

ways of knowing as well as how to converse and lead teacherly lives.  These stories are 

the best representation of how teachers can use storying and narrative inquiry to better 

inform their understanding and their practice.   

 One of the common themes throughout the journals in Learning to Teach, 

Teaching to Learn was the idea that the journals were about more than their student 

teaching experiences.  Nettesheim and Pearce (1993) wrote that it was also about their 

“belief system and our values.  Your story tells something about what you believe in – 

those beliefs are in your teaching too” (p. 69).  This demonstrates that in storying their 

experiences, the participants uncovered their underlying beliefs that shape their teaching 

decisions.  They discovered that sharing this story “connected who I am as a person with 

who I am as a teacher” because we “teach what we are” (p. 69).  Additionally, Davies, et 

al. (1993) wrote that examining their beliefs and the assumptions that they are based upon 

helped them to “develop a growing sense of what was ‘right’ for us as teachers.  We 

gained the courage to ask questions about important educational issues and to explore and 

challenge what we were being asked to do in our classrooms” (p. 53).  None of these 

revelations could have been expected when the assignment to journal about their 

experiences was given.  They all happened as a result of the storying and narrative 

inquiry process. 

 While one is writing the story of one’s experience, one is doing more than simply 

recalling the facts and events that took place.  The act of storying the experience 
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automatically comes with reflection.  It is through reflection that the benefits are 

uncovered and the hidden revelations revealed.  Mahabir (1993) explains how reflection 

helped her by saying: 

Reflection allows me to analyze my past feelings and then relate them to my 

present attitudes and situation.  Reflection helps me to weave the connections 

between my past experiences of education and my present understanding of 

negotiating curriculum.  As I write about and share these stories I become aware 

of where I came from, where I am, and where I would like to be in the future. (p. 

19) 

The process of reflection is more than a looking back, though.  Mahabir (1993) continues 

by explaining that in looking back, “a thread emerges and then the continuing direction 

becomes more clear” and that “looking back, seeking connections, is how a rhythm for 

the year develops” (p. 26).  By reflecting, connecting, and storying, a teacher can readily 

see what he/she knows and believes as well as how the knowledge and beliefs impact 

his/her classroom instruction.  They can greatly benefit by utilizing this knowledge in 

their future interactions. 

 As with all things, there is one caveat to using reflection, storying and narrative 

inquiry to help understand the ways of knowing and its impact on teaching.  Feldman 

(2003) acknowledges that issues of validity are of great concern because:  

We engage in reflective processes that focus on ourselves (as in the construction 

of autobiographical narratives), we cannot be sure of the accuracy of what we see.  

That is because when we reflect, we do not know if what we see in the mirror is 

accurate or the distorted view provided by a funhouse mirror.  Our new 
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knowledge, understanding, or insight may be flawed because it is based on a 

distortion of the world. (p. 27)  

In addition to the issue of validity, there is also an issue of causality when inquirers 

misinterpret the story (Connelly & Clandinin, 1990).  While Feldman is correct in his 

assertion that reflection may be flawed by what one sees and remembers, this does not 

mean that narrative inquiries and stories are not beneficial and valid.  Narrative inquiries 

rely on issues other than validity, reliability and generalizability (Connelly & Clandinin, 

1990).  Instead of merely representing the findings or telling the story, one must also 

show how the representation was constructed (Feldman, 2003).  To do this, inquirers 

need to search and defend their own criteria and can use such things as apparency, 

verisimilitude, transferability, and plausibility (Connelly & Clandinin, 1990).  We need to 

remember to be open with the process and context of the narratives as well as to the 

knowledge that our version of events may be clouded by feelings, beliefs, and/or time.  

Conclusion   

As previously stated, virtually every encounter that one has throughout any given day has 

the potential to affect one’s knowledge in some way.  Every experience builds one’s 

practical knowledge and may create or influence one’s beliefs, every fact read or learned 

may increase or change one’s formal knowledge, and every story lived or told may 

impact past, present or future decisions.  This is especially powerful for teachers as they 

are not only impacting their own knowledge, but they are also having a vast influence on 

the knowledge of their students as well.  With this information in hand, teachers can be 

more mindful of their beliefs, knowledge, choices, and stories in order to have the most 

positive effect on the students in their care.

 
 



 
 

Chapter Three 

Creating the Plan 

“If you dispense your own wisdom, others often dismiss it; if you offer wisdom from a 
third party, it seems less arrogant and more acceptable.” 

-- Randy Pausch 
 

Being offered your first teaching position is both exhilarating and terrifying.  The 

anxiety of being unemployed is alleviated, the creative juices are flowing, and all of the 

ideas, tips and strategies that you have been collecting and hoarding for future use are 

now just simply waiting for you to implement.  This creative high is immediately 

followed by the paralyzing fear of the unanswered questions:  What if I am not a good 

teacher?  What if I do not know the answer to a question?  What if my students do not 

like me? 

 Even though I have experienced these thoughts and emotions many times – my 

first ever teaching position, every time I changed schools, my first college adjunct 

position teaching English – I still experienced the same gamut of emotions and thoughts 

upon being offered my first college teaching position teaching education students.  I was 

both thrilled and excited about the opportunity to put my research into practice, but I was 

also terrified that I did not know enough, that I was not prepared enough, and that I 

would fail miserably at preparing these future teachers.  The most terrifying thought of 

all, though, was that if my proposed techniques did not work for me, then how could I 

possibly expect them to work for other education teachers or students? 

Methodology  

 This inquiry is a self-study of my first semester as an adjunct education professor 

at a small community college.  It attempts to document my journey as a first-year 
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professor enlightening future educators in the knowledge of the teaching profession as 

well as guiding them toward developing their own paths for future journeys.  It is based 

on the work of Bullough and Pinnegar (2001) in the field of self-study and on Dewey’s 

(1916) research on connecting the phases of experience (both the trying and the 

undergoing) to determine the value of that experience and of how things are connected.  

Since I was new to teaching education students, I encountered some of the brick walls 

and stumbling blocks that my students will also encounter when they begin teaching.  

Therefore, this inquiry is an exploration of my experiences and those of my students as 

well.  It was my hope that I could create an educative environment in which my 

education students would be able to combine the formal and practical knowledge, and 

personal beliefs into written narratives that will enable them to create a roadmap for their 

future teaching experiences (see Figure 1). 

 

Figure 1Visual representation of the plan for this inquiry 

  

To establish this connection, Olson’s (1995) and Olson and Craig’s (2001) 

research on narrative authority and Clandinin and Connelly’s (2000) three-dimensional 
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narrative space research were utilized to build the inquiry process.  The data collected 

were my own experiences and reflections as a first year education instructor and the 

assignments that my students created in my class.  In developing this inquiry, I tried to 

remain flexible and open to change as Craig (2000) noted that “narrative enquiry is not a 

tight methodological recipe to follow…Nor is it a predetermined design that can be 

elaborated with certainty in research proposals” (p. 345).  I attempted to focus on 

illuminating the experiences of my students and choose the field texts that would 

illustrate these experiences appropriately. 

Self-study.  As I worked on crafting this inquiry, it became very evident that I 

could not simply study my students as so much of what I was attempting to do centered 

on my own abilities as a teacher and my first forays into the world of teaching education 

students.  The question I really began with is can I, as a beginning teacher educator, 

overcome my own hurdles and brick walls and lay the foundation for my students?  I only 

had one semester to demonstrate and model the techniques that I wanted them to carry 

with them, so I had to provide them with the content knowledge of the course as well as 

build the bridge that will allow them to overcome their own challenges and brick walls.   

I chose to conduct a self-study because I believe, as Bullough and Pinnegar 

(2001) state, who I am is key to what I do as a researcher.  In an effort to conduct my 

self-study appropriately, my inquiry was built around the guidelines of those same 

researchers (Bullough & Pinnegar, 2001).  While conducting my study, I had to face my 

past experiences with education courses openly and honestly (guideline 3) since there are 

several aspects of my past that may play a key role in how I teach.  Additionally, my 

navigation of the hidden curriculum of my first college teaching experience should allow 
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other teachers to empathize (guideline 1) as they probably struggled with some of these 

same issues and feelings (guideline 4).  It is my hope that by telling of my experiences in 

a truthful and straightforward way, I will enable others to connect to my experiences and 

to reflect on their own.  Finally, it is my goal to gain insight (guideline 2) from my 

experiences so that I can help my students and other future teacher educators (guideline 

6) become better educators.  I want to challenge myself to be the best education teacher 

that I can be without settling for what I believe is best practice (Bullough & Pinnegar, 

2001) because in order to change who we are and improve our educational practices, we 

must change the way we teach (Feldman, 2003).  As I improve my teaching practices and 

myself, I will also endeavor to improve the learning situation and future experiences for 

my students as “to study practice is simultaneously to study self” in relation to others 

(Bullough & Pinnegar, 2001, p. 14).  I want to deliberately endeavor to share the formal 

knowledge of the content with the students, and to tell my own stories of experiences 

with the content and with the act of teaching.  I will attempt to have a very open process 

and dialogue with the students about what I do in the classroom and why I do it. I hope 

that by sharing my experiences, I can shed new light on the education practices of teacher 

educators. 

Coming face-to-face with the past.  While planning for this course, I found 

myself reflecting on my own teacher education experiences many years ago. This is not 

unusual because “new teacher educators inevitably seem to draw upon their own 

experiences of teacher preparation as a source of pedagogical knowledge as they are 

rarely offered any genuine support in their transition to teacher education” (Berry & 

Loughran, 2005, p. 169).  Not only did I want this experience (from my students’ 
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perspectives) to be different from my own initial teacher education experiences, but I also 

wanted them to be able to actually utilize the information from this course in their 

teaching careers.  Therefore, a great deal was dependent upon how I, as a first year 

teacher in teacher education, structured the course to develop the teacher knowledge that 

I found so lacking in my own educational experiences.  

As a student in the teacher education program in the early 1990s, I found the 

educational experience and information that I received mostly formal knowledge and/or 

of what to do in the “ideal” classroom.  At that time, I knew enough to know that the 

teaching experiences in the public schools were never “ideal.”  One did not always have 

the space or the resources to put in a stage, have a piano in the music center, or have 

bookshelves, books, and comfy chairs in the reading center.  This was the traditional way 

of learning to teach – that the teaching and learning processes and methods were the areas 

in which teacher education candidates needed instruction (Connelly, et al., 1997) – and 

that students should learn the skills in the classroom and then try to apply those skills in 

their own classrooms (Olson, 2000).  This left us, as teacher education candidates or first 

year teachers, on our own trying to “make sense of these often conflicting or competing 

stories of teaching” (Olson, 2000, p. 182). There was no connection made between “how 

good teaching relates to what we have learned years ago as youngsters in the 

classrooms,” of how “various areas of practical knowledge are connected,” or of how 

“we reflect on life when we reflect on teaching practice” (Conle, 1996, p. 299).  We were 

taught to reflect, but only after teaching a lesson, not on our past, or our own experiences 

in the classrooms as students, and we certainly did not make any connections between 

what we were learning or teaching to our own prior experiences and own knowledge.  As 
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I crafted this inquiry, it was important to have my students reflect upon their own past 

experiences – those from their own personal school experiences and from their field 

observations – as they read and worked with the chapter content material. 

Telling the truth about education. I also encountered several brick walls while 

preparing to teach this course.  First, I did not feel as though I had the support of anyone 

as I planned and prepared for this class.  My institution does not have a teacher education 

program, so there were no “experienced” teachers with whom I could collaborate.  

Additionally, I struggled with what Olson (1995) and Olson and Craig (2001) call 

narrative authority.  I felt that, as a new instructor, a new employee at my institution, and 

the Curriculum and Instruction Specialist, I had to present an experienced and 

knowledgeable façade to the dean of the division, my department chair and my 

colleagues.  This made learning how to become a teacher educator a “private struggle” as 

it is for so many other teacher educators (Berry & Loughran, 2005, p. 169) as I had no 

one in whom I felt I could confide.     

This struggle with narrative authority is not a new one for me.  As I have 

progressed through my teaching career, I have always doubted that I had enough 

knowledge or that I was good enough to teach.  As I became more comfortable with my 

job and in my relationships with my coworkers, my confidence in my personal practical 

knowledge grew.  However, if I changed jobs, my confidence in what I knew would once 

again dip until I became comfortable enough in the interactions with my fellow teachers 

and my students.  Being asked to teach an education class to future teachers was 

something that I have always dreamed of doing, but it is not something that I felt 

comfortable doing.  I immediately began to question my own narrative authority.  I know 
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that I have the formal and practical knowledge to teach the course, but I doubted my 

ability to adequately express my knowledge in a way that is useful to my students.  It was 

my hope that my narrative authority would grow as I interacted with my students and my 

peers at my institution.  In the meantime, I hoped that I would not be seen as perfect by 

my students as it often “becomes too easy for teacher educators to fall into the trap of 

presenting expert knowledge about teaching to their students who are then expected to 

successfully reproduce this knowledge in the classroom” (Berry & Loughran, 2005, p. 

169).  I wanted my students to also develop their own narrative authority through our 

interactions “because the narrative version of knowledge is transactional, authority comes 

from experience and is integral as each person both shapes his or her own knowledge and 

is shaped by the knowledge of others” (Olson & Craig, 2001, p. 670).  By sharing our 

stories and our narratives of our experiences, my students and I would be building our 

personal practical knowledge and developing our own narrative authority (Olson, 1995).  

It was my hope that by the end of the semester, I would be more comfortable in my 

teaching ability, and my students would realize that they have more personal practical 

knowledge about teaching than they thought they had when they first entered my class. 

Crafting better educators. When I was asked to teach this college course, the one 

thing that I wanted to do was to focus more on the realities of teaching, and to show the 

students how to take the formal knowledge, mix it with the practical knowledge one can 

gain from others and that they remember from their own experiences, combine it with 

their personal beliefs, and create their own blend of teacher knowledge to prepare them 

for teaching in any classroom situation.  After all, “learning to teach involves much more 

than learning and applying skills” (Clandinin, 1989, p. 137).  I wanted my students to 
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hear about the struggles and challenges of teaching and to know that they already have a 

wealth of information at their fingertips to help them deal with those obstacles.  I wanted 

them to understand where their thoughts, beliefs and attitudes stem from as “paying 

attention to the cultural and professional context within which personal knowledge is 

embedded seems particularly important when we want to understand how novice teachers 

develop practical knowledge” (Clandinin, 1989, p. 137).  I wanted my students to know 

what they know about teaching and learning and how this is reflected in their teaching 

(Connelly, et al., 1997). I wanted to connect the formal knowledge, or construction of 

theories, with the practical and personal practical knowledge of experience, or the 

construction of stories (Olson, 1995).  In short, I wanted to give my students the total 

experience and view of teaching that I felt my educational experience was lacking. 

 The objective was for the students to reflect on their life experiences in the 

classroom as students.  These can be reflections based on what they encountered or 

remembered as students in school, what they are observing as they completed their 

required field observations for the course, or what they experienced as they read and 

discussed the course content in class.  My hope was that as the students read and 

discussed the chapters or observed the classrooms in progress, their own experiences in 

these areas would come flooding back to them as well.  However, merely recalling the 

events was just the beginning.  I hoped that as the students reflected on those events and 

put them into context, they would realize how these events had shaped their own beliefs 

and how they may, in turn, shape their future practices.  Then, from these reflections, the 

students would create life stories or narratives as Clandinin and Connelly (2000) believe 

that narratives are the “best way of representing and understanding experience” (p. 18).  
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One thing that is very prevalent in classrooms is that of storying the events and 

experiences.  Every time a situation is encountered or becomes a topic of conversation, 

students and teachers automatically recall a story (Conle, 1997) that can be used to 

illustrate a major point or aspect of the situation under discussion.  For example, actual 

chapter content has brought back memories for me that I have not thought of in many 

years.  As each chapter was discussed, my memories from my childhood classes came 

flooding back.  While discussing the characteristics of the visual and hearing-impaired 

students, I remembered a mostly deaf student who was in my third through eighth grade 

classes.  When a teacher was reprimanding him, he would turn off his hearing aids, close 

his eyes and sing, “I can’t hear you.”  While talking about the procedures that need to be 

followed for students who have seizures, I remembered a girl in the same class who had 

what we called “spells” but what I now know to be seizures.  However, my stories are not 

limited to those experiences of my own childhood education; I remember students and 

events from my early years in education as well.  During the discussion of the social 

skills and behavior disorder chapter, I remembered teaching a sixth grader in my first few 

years of teaching who would crouch in his chair and bark like a dog during class.  When 

this young man became frustrated or angry, he would take off his glasses and try to break 

them in half.  I have not thought of these students or experiences in many years, but as 

the content was discussed, the stories readily came to mind to use as examples and 

discussion topics. The students then often countered with a story of their own (Conle, 

1997), so it seemed very natural to build off of this instinctual storying of experiences.  I 

wanted the students to tell their own stories as I told and retold mine and for these stories 

to bring to mind other experiences and encounters which affect the listeners as well 
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(Conle, 1997).  However, I did not want my students to merely reflect on their 

experiences; I wanted them to become narrative thinkers as well.  I wanted my students to 

use the insights gained from reflecting and storying to create a path or plan to help them 

in their future careers when they encounter a difficult decision or problem (see figure 1 

page 57).  When they become teachers, I want them to remember and recall why they 

think or believe a certain way and to continue the process of thinking and writing 

narratively and of examining and studying their experiences.  Hopefully, my students will 

learn to be both researcher and participant in designing their own careers as educators as 

they tie their present and past experiences to their present and future situations in the 

classrooms.  

I have always felt that there was more to teaching than simply learning how to 

create a lesson plan with all of the right components or of learning the content for the 

specific subject matter.  While it was important that my students know about how to deal 

with students with special needs who might be put into their general education classroom, 

it was also important that I teach my students the practical aspects of teaching that may 

not be included in the text.  In a sense, I explored who I was as a teacher of future 

educators in the same way that my students explored who they are as future educators.  I 

had to explore my own personal practical knowledge and my own experiences while 

teaching this course because I believe that learning “to teach involves the narrative 

construction of a teacher’s experience as personal practical knowledge is shaped through 

its expression in practical situations” (Clandinin, 1989 p. 137).  As Bullough and 

Pinnegar (2001) state, if my aim was to study and shape the development of my students 

as future teachers, then I needed to acknowledge my role in their development.  While I 
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embarked on a self-study of my first teaching experience and lived and told my own 

story, I also explored the reflections and narratives of my students.  In the meantime, my 

students conducted a type of self-study as well as they reflected upon their past and 

present experiences in order to pave the way for their future careers.  I wanted them to 

know and understand what teaching is really like and to view it from an insider’s (Elbaz-

Luwisch, 1997) perspective.  

 However, in trying to teach my students better than I was taught and teach them 

how to think and write narratively, I had to also be careful in how much information and 

how many examples I gave them.  In my journey into teacher knowledge and narrative 

thinking and storying, I have realized that I needed to tell my own story and to embark on 

my inquiry in my own way.  I frequently found myself stumped with writer’s block and 

faced periods of uncertainty and doubt throughout the process of developing this inquiry.  

At each of these times, it has been because I veered from my own path and tried to follow 

someone else’s model of what my inquiry should look like.  I learned, though, that lives 

should not serve as models because only stories can do that (Heilbrun, 1988).  I realized 

that I cannot use anyone else’s model because it comes from that person’s life experience 

and not my own.  I needed to write in my own voice and in my own way.  I needed to tell 

my story and retell those of my students.  By the same token, I cannot serve as a model 

for my students to follow either.  They must find their own paths and lead their own way.  

They must venture into their past and live and tell their own stories.   

Three-dimensional narrative inquiry space.  As I developed my inquiry, I tried 

to remain cognizant of Clandinin and Connelly’s (2000) three-dimensional narrative 

inquiry space research.  They describe the terms of this research as 
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personal and social (interaction); past, present, and future (continuity); combined 

with the notion of place (situation).  This set of terms creates a metaphorical 

three-dimensional narrative inquiry space, with temporality along one dimension, 

the personal and the social along a second dimension, and place along a third.  

Using this set of terms, any particular inquiry is defined by this three-dimensional 

space:  studies have temporal dimensions and address temporal matters; they 

focus on the personal and the social in a balance appropriate to the inquiry; and 

they occur in specific places or sequences of places. (p. 50) 

The personal and social interaction in my inquiry occurred between me and my students 

as well as the personal and social interactions that occurred in our past experiences and in 

our current classroom observations and settings.  As they looked at their experiences and 

events, they were also looking at events in their past or their present and determining how 

these events and experiences may impact their futures as teachers.  While the inquiry 

took place during one semester that I taught this course at my institution, the narratives 

also focused on the various places that the students experienced the social interactions.   

 Clandinin and Connelly (1994) utilized two of the three-dimensional narrative 

space terms (social interaction and temporality) when they identified the four directions 

of any inquiry.  These directions include: 

inward and outward, backward and forward.  By inward, we mean toward the 

internal conditions, such as feelings, hopes, aesthetic reactions, and moral 

dispositions.  By outward, we mean toward the existential conditions, that is, the 

environment.  By backward and forward, we refer to temporality—past, present, 

and future.  We wrote that to experience an experience—that is, to do research 
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into an experience—is to experience it simultaneously in these four ways and to 

ask questions pointing each way. (p. 50) 

For my inquiry, I tried to incorporate these four directions as well (see Figure 2).  For 

example, as the students reflected on each experience, I expected them to think inwardly 

about their thoughts, reactions and feelings about the event.  I also wanted them to think 

outwardly – about the effects of the event on others and the environment.  They also 

narrated the event as a past event, reflecting on it in their present, and applying it to their 

future.    

Field texts.  The primary research documents that I utilized in my self-study are 

those texts, assignments and forms that document my first semester as an education 

instructor.  I created the syllabus to incorporate the reflective and narrative tasks that I 

wished my students to do.  I designed the course so that the students did most of the 

learning of the actual content outside of the classroom.  They read and took notes on the 

chapters that were covered before they came to class.  At the beginning of each class 

meeting, I gave them a short quiz on the chapter content to ensure that they read.  After 

the quiz, I briefly went over the content and answered any questions that the students had.  

It is at this time that I shared many of the stories of my own experiences in the classroom 

as a student or as a teacher.  We then did activities as groups or individuals and discussed 

scenarios and situations involving the chapter content.  

The information that I hoped to obtain from my students were their stories of 

experience.  The data consist of the reflections in the form of double entry journals, 

written narratives, and assignments that the students generated during the course of the 

semester.  I considered incorporating Clandinin and Connelly’s (2000) annals and  
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Figure 2 Visual representation of the four directions of inquiry 

chronicles method for constructing oral histories, but I decided not to use it exactly as 

they described.  This method consists of students creating annals (lists of dates of 

memories, events and/or stories) and chronicles (events around a particular topic) 

(Clandinin & Connelly, 2000).  One reason for this decision stems from Connelly and 

Clandinin’s (1990) warning that “a heartfelt record of event’s in one’s life, or research 

account of a life, does not guarantee significance, meaning, and purpose” (p. 8).  I feared 

that asking my students to create annals and chronicles would lead to a mere listing of 

events in my student’s lives that would have no significance or meaning on their 

Experience(backward) 
past

outward 
(environment)

forward 
(future)

inward 
(feelings)

 
 



73 
 

development of teacher knowledge.  Secondly, I had to relate their journals and narratives 

to the specific content and outcomes of the course – an introduction to special needs for 

the general education teacher.  Therefore, I asked my students to reflect upon instances 

that they saw in their observations in the public schools, or aspects of the lesson or 

chapters.  This gave them at least 34 items to reflect upon.  They then created journal 

entries based on these reflections and choose three of the reflections to use to create three 

written narratives.  By the end of the course, I hoped that the students would be able to 

identify links or themes between their narratives or the narratives of their classmates.  

 Double entry journals.  The creation of the syllabus was based, in part, from my 

own beliefs about how teacher education courses should be taught.  As is the case with 

most first time teachers, I was also given the syllabus of the previous instructor to use as 

a model, so I incorporated some of her requirements and assignments into my syllabus as 

well.  She required the students to complete double entry journals based on their 

observation experiences.  This is one aspect of the course that I not only kept but also 

expanded upon.  I liked the format of the double entry journal because it allowed me to 

see what the students were reflecting on (the left side) and then to read their reflections 

on the right.  I decided to require the students to do a double entry journal and reflect 

upon three items that they saw or noticed during each hour of their observations as the 

previous instructor did.  I also decided to have the students reflect on each chapter after 

the material was covered.   

 I intentionally kept the requirements for the double entry journals very vague.  I 

envisioned this as a place where the students could discuss any topics or issues that were 

most relevant to them.  I did not want to require a specific amount of writing or 
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reflections on a specific number of items (except for the observation double entry 

journals).  In creating the assignment, I remembered Conle’s (1997) statement that she 

does not “push students into directions they do not choose for themselves.  They stay in 

charge of what they want to tell” (p. 216).  I had the same goal in mind – to allow the 

students to decide which experiences they wished to write about and what details to 

include, so the assignment directions specifically stated that the students should write as 

much or as little as they thought was best.  I did, however, provide a practice topic on the 

first day of class to demonstrate the process and format of the requirements.  It was my 

hope that the reflections that the students created were accurate and true so that the 

knowledge we drew from them was not flawed (Feldman, 2003).   

 Written narratives.  I also decided to include written narratives into the course 

structure.  While the reflections were important, I wanted them to be an informal place 

where the students recalled their experiences that may have been dormant for some time.  

However, I also needed a method for them to do a more formal writing of their 

experiences and to lay out a plan for how they will utilize that experience in their future 

teaching careers.  This became the basis for the Written Narratives assignments.  Since 

the textbook is divided into three sections, I decided to have the students choose one 

double entry journal from each section and develop it into a written narrative.   Again, 

these directions were intentionally left vague. The assignment directions asked that the 

students choose one double entry journal reflection and to put it into story form.  They 

were also to include a reflection of the story events and an explanation of how the event 

will affect their teaching in the future.  It was my hope that by completing these activities, 

the students would connect their narratives, or storytelling, to their professional 
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development as teachers (Conle, 1997).  I provided one of my brick wall stories as an 

example only after the students had completed their first rough draft of a written 

narrative.  I wanted them to understand what it is that I was asking them to do, but I did 

not want to influence how they wrote the narrative or lead them to believe that they 

should use my example as a model.   

 From my experiences in reading narrative inquiries, researchers either narrate the 

participants’ stories or include the participants’ own narratives in the inquiry as data 

sources.  I deliberately chose to have the students narrate their own experiences instead of 

doing it as the researcher.  Therefore, based on Clandinin and Connelly’s (1994) 

explanation of the difference between a story and a narrative, the students reflected on 

and journaled about a story (the phenomenon) and also embarked on their own inquiry of 

the experience (the narrative).  In this manner, the students conducted their own form of 

self-study as well.  It was my hope that by teaching the students how to inquire into their 

own experiences, I gave them the lifelong learning tools that they need to become their 

own inquirers.   

 Other data forms.  As part of my own reflective self-study journey, I attempted to 

document my thoughts and feelings after every class and jotted notes while conducting 

the other aspects of being an educator such as while creating assignments or grading 

papers.  To facilitate this process, I included a reflection space in the lesson plan for each 

week and also decided to utilize my online blog space for entries and thoughts that 

occurred when these lesson templates were not available.  Although I endeavored to 

faithfully document my reflections in my journal, I knew that I have never been a 
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particularly strong reflective journal writer in the past.  This is one aspect of 

improvement that I hoped would appear as a result of my self-study.  

 Although I did not envision the need to record conversations with my students in 

audio format, I did expect conversations to occur through e-mail.  I attempted to keep all 

e-mails that were sent to me regarding questions or comments about the class as well as 

my own replies.  These documents are important because they capture the “concern with 

‘self’ that distinguishes” self-studies and they represent “a kind of intellectual 

autobiography of the moment where the foreground frequently is a personal grappling 

with a set of ideas that participants care deeply about” (Bullough & Pinnegar, 2001, p. 

16).  It was my hope that the e-mails and notes regarding student conversations 

documented the students’ thoughts and feelings and that those that are provided have 

enough structure and coherence to provide convincing evidence of the claim being made.  

I also attempted to document and frame the correspondence with appropriate context.  

When evaluating the data for this inquiry, I will select the appropriate data sources and 

arrange them in a cohesive manner that reveals the relationships and limits of the subjects 

studied.   

 Since I am a tenure-track faculty member, I also had my first meeting with my 

tenure committee during the semester in which I taught this course.  I was observed and 

evaluated by my tenure-track committee and evaluated by my direct administrative 

supervisors as well. Each semester, students have to complete evaluations of all faculty 

members, so I have my students’ evaluation of my skills and performance as well.  I kept 

all documentation from these evaluations, observations and meetings with my supervisors 
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and tenure track committee to demonstrate their thoughts regarding my teaching ability 

and progress in comparison to my own thoughts and those of my students. 

Plausibility, transferability and apparency.  This inquiry stems from my 

interest in teacher knowledge and in how to increase a teacher education candidate’s 

awareness of what he or she knows about teaching.  As Fenstermacher (1994) noted, it is 

important that teachers know what they know, so I attempted to craft an inquiry that 

focused on helping my students develop an awareness of what they know about teaching. 

Since this is a self-study, I did not have to conform to the traditional research standards of 

making my inquiry reliable, valid and generalizable, but I did have to establish the 

criteria that apply to my inquiry (Connelly & Clandinin, 1990).  My goals for this inquiry 

originate with Connelly and Clandinin’s (1990) suggestion that narrative inquirers use 

apparency, transferability and plausibility as their criteria.  I hoped to have my students 

create accounts that were both plausible and transferable and to compile and construct my 

data with my methods apparent and open. 

It is my hope that the narratives that my students created will be plausible and 

truthful (Connelly & Clandinin, 1990) accounts of their experiences and interactions.  I 

asked them to reflect on their former experiences as students, with other teachers, and in 

their current observations and to write journal entries based on those reflections.  I have 

no proof that what they wrote will be their own experiences, but the low stakes nature of 

the assignment should lower the risk or the temptation to plagiarize someone else’s story.  

I assumed and trusted that they were truthful with me and with themselves.  I also hoped 

that my students thought about the experiences that they choose to write about in a clear 

and accurate manner and tried not to distort them (Feldman, 2003) even though their 
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views may be clouded by feelings, beliefs, and/or time.  In asking them to reflect on their 

experiences, to write a journal entry of those reflections and then to choose one journal 

entry to turn into a narrative, I attempted to increase the verisimilitude of the narrative by 

having the students think about the experience in various ways.  

After the inquiry was conducted and the narratives compiled, I hope that they are 

transferable to others in that when they are read, they increase the teacher knowledge of 

the reader and entice him or her to reflect on his or her own experiences in the same 

manner.  I hope to analyze the narratives that were produced to see if some overarching 

connection, or image, becomes apparent.  I do not, however, want to overgeneralize the 

experiences of my students because, as Craig (2000) noted, “multiple teacher’s 

perspectives exist – even in the same school and classroom contexts” (p346).  It is not my 

intention to conclude that one person’s experiences will be the same as another’s as one 

person’s experiences and stories are all different from another’s.  It is not my intent that 

my students’ narratives serve as models or solutions for someone else; I only wish them 

to illustrate the experiences and problems that my students have encountered (Clandinin, 

1993) and their plan for how to solve or prevent those issues when they become teachers. 

Finally, I will attempt to increase the apparency of my inquiry by utilizing 

Feldman’s (2003) suggestions on how to make public the means of constructing our 

representations of the research.  I will provide the written directions for each assignment 

and a detailed explanation of how I collected and cataloged each.  For my self-study, I 

will also provide a detailed description of the data sources that I use as evidence for my 

thoughts, feelings, and experiences.  I also hope to provide descriptions of how the 

representations are constructed, although my students will be constructing their own 
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representations, as I will not be interpreting their narratives in an effort to eliminate the 

element of causality (Connelly & Clandinin, 1990).  I have attempted to extend 

triangulation for my students’ data by relating it to the chapter or observation hours, and 

then the reflection before finally creating the narrative.  For my own self-study, I will 

have my perspective of my performance and progress as well as that of my students and 

of my evaluators.  Finally, I hope to be able to provide clear evidence of how my students 

and I have changed as we become better teachers and educators.   

It is my belief that these narratives will enable my students to reflect upon and 

remember their own experiences and to share those experiences with others to build an 

awareness of what it is that the students know about teaching.  While I am certain that 

any reflection on past experiences and insight into future teaching patterns, decisions or 

actions will be beneficial, I am not certain that the narratives that my students produce 

will be useful to anyone but themselves.  I fear that their writing capabilities may not lend 

themselves to anything more than “simplistic plots, scenarios, and unidimensional 

characters” (Clandinin & Connelly, 2000, p. 182).  What I had at this time was a plan and 

a hope; however, as Schön (1995) noted, “inquiry consists not only in creating plans, but 

in enacting them” (p. 31).  The next step was to put the plan into action and see what my 

students were capable of creating.  

Interpretive tools.  As the semester began, I was unsure of how my role as the 

researcher would affect my role as the instructor.  As stated previously, it is very difficult 

to state or prove what one knows (Dewey, 1916; Eisner, 1988; Schön, 1995), so as this 

self-study was crafted, I had to consider how I would know what my students were 

thinking, feeling, remembering, and/or believing about their educational experiences and 
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observations.  In order to accomplish this task and to measure my progress as well as that 

of my students, I decided to use written reflections and written narratives.  I needed my 

students to share their reflections, thoughts, and experiences with me in order to measure 

my own progress as a teacher and to determine if they were internalizing the types of 

knowledge that combine to create their own unique teacher knowledge.  I intended for 

their reflections to show me their thought processes and their written narratives to show 

me their experiences.  However, I felt that it was vital that these narratives be in their 

own language.  I felt that it was imperative that my students have the “time and space to 

tell her or his own story” (Clandinin & Connelly, 1990, p. 4), but I was unsure of how to 

model what I was expecting them to do without being too prescriptive.  What I quickly 

discovered, however, is that this method would not work because what I was asking from 

them was too foreign of a concept.  They had done very little reflecting in previous 

courses and turning these reflections into written narratives was completely 

incomprehensible to them.  I inevitably used my own experiences – my “own livings, 

tellings, retellings, and relivings” (Clandinin & Connelly, 2000, p. 70) as models of my 

expectations and as the examples and illustrations of the topics that we discussed. As the 

semester progressed, my students and I relived the stories and experiences of our 

childhoods as well as the antics of our teachers and former classmates.  The narrative 

assignments allowed us develop a reflexive relationship (Clandinin & Connelly, 2000) as 

we told our life stories in class discussions, reflected on and relived those stories in the 

double entry journal reflections, and retold those stories in written narratives.  As the 

researcher in this situation, I began to fully understand the “complexity of narrative” as I 

was retelling stories and reliving stories so that I was fully “engaged in living, telling, 
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retelling, and reliving stories” (Connelly & Clandinin, 1990, p. 4) of experience as 

researcher, educator and student. 

 The following inquiry took place during the spring 2013 semester at a small 

community college (enrollment around 4,000 students) in the southern part of the United 

States.  I was the instructor of record for the EDUC 2301:  Introduction to Special 

Populations course for the first time.  When I was first offered the course to teach, I was 

in my second month of employment with this institution.  The class consisted of 20 

female students who were in their second year of college and their last year at this 

community college.  This institution offers this course every spring semester, and it is one 

of two education courses that students seeking a degree in education can take before 

transferring to a four-year institution.  The class met once a week on Monday nights from 

6:30 to 9:15 from January 14 until May 6.  All students completed the reflections and 

assignments, but for the purposes of this inquiry, I choose six students to use as models – 

three students who did extremely well in various ways and three students who struggled 

with the concepts in some way.  It is my hope that these students demonstrate the 

complexity of the inquiry.

 
 



 
 

Chapter Four 

Building Bridges 

 “All parents want to teach their children right from wrong, what we think is important, 
and how to deal with the challenges life will bring.  We also want them to know some 

stories from our own lives, often as a way to teach them how to lead theirs.” 
- Randy Pausch  

 This chapter chronicles my experiences as a beginning college professor of future 

teacher education students.  It stories and relives my experiences both in and out of the 

classroom as I struggle to juxtapose my years of teaching experience with my first year 

educator problems and concerns, struggle to come to terms with my own narrative 

authority, and struggle to balance my position as Curriculum & Instruction Specialist 

with that of Assistant Professor of Education.  A large portion of this inquiry centers 

around my own experiences – my “own livings, tellings, retellings, and relivings” 

(Clandinin & Connelly, 2000, p. 70) – in the form of personal reflections, journal entries, 

and lesson plans that I created throughout the spring 2013 semester that I taught this 

course. In planning and preparing for this inquiry, I expected the work to be difficult; 

however, it was the actual reliving and retelling of some of these experiences and the 

facing of reality that proved to be the most difficult for me.  Clandinin & Connelly (2000) 

acknowledged that “the most difficult but important task is the retelling of stories that 

allow for growth and change” (p. 70).  While I acknowledged the importance of growth 

and change and even welcomed it, I was unprepared for the uncomfortable realization 

that my beliefs and memories are not as grounded in reality as I thought they were.   

Back Story 

In August 2012, I accepted a position at Victoria College, a community college 

serving a seven county servicing area in south Texas with an unduplicated head count of 
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5,943 students and a full-time equivalency enrollment of 2,730 students.  My duties 

included teaching for the Academic Foundations division as the only full-time reading 

instructor (my course load was one class each semester).  Although the college had 

previously had a full-time reading instructor, this person had retired, and they had not had 

one in a year.  I was also tasked with chairing the Curriculum and Instruction Council 

that was supposed to design and implement the new core curriculum that would go into 

effect in fall 2014.  This means that outside of the one course that I was expected to 

teach, the rest of my workweek was devoted to curriculum and instruction under the 

director of Institutional Effectiveness, Research and Assessment (IERA) and the Vice 

President of Instruction.  Both of these positions were entirely new to me as I had never 

worked in nor attended a community college before and was completely unfamiliar with 

community college regulations and the requirements for curriculum and instruction as set 

forth by the Texas Higher Education Coordinating Board (THECB).  The position of 

Curriculum & Instruction Specialist was an entirely new one at the college and my duties 

at the time mostly consisted of items that the administrative assistants for the director of 

IERA and for the Vice President of Instruction were too busy to complete.  While these 

tasks did mostly focus on curriculum and instruction issues, outside of implementing the 

new core, I do not believe that Victoria College knew what a Curriculum & Instruction 

Specialist would or should be doing. 

 In October 2012, the dean of Arts, Humanities and Social Sciences asked me if I 

would be interested in teaching the EDUC 2301: Introduction to Special Populations 

course during the spring 2013 semester.  The adjunct instructor who had previously 

taught this course was no longer able to and since my master’s degree is in curriculum 
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and instruction, she thought that I would be a good replacement.  She assured me that she 

would provide me with the textbook that was used and that the previous instructor would 

share her syllabus (Appendix A) and provide any assistance that I would need.  After my 

initial elation and acceptance, I immediately started seeking guidance and support in this 

endeavor because, even though I was not new to teaching at the college level, I was 

entirely new to teaching education classes for possible future teachers.  I was not 

completely sure why I was searching so hard for support; I had already made several 

transitions in teaching and had gone through all of the new starts that each entailed.  

Additionally, it did not escape my notice that the same feelings that I was going through 

regarding this class would be the exact same feelings that my students would be going 

through upon getting their first teaching position (Knowles & Cole, 1994).  I was afraid 

that I was hugely unprepared for the realities of the position, for the hidden curriculum of 

teaching in a different division, for the level of assumed responsibility for teaching a 

teacher education course, for the isolation that teaching this particular course entailed, or 

for the responsibilities of handling the new curriculum and the faculty that assuming my 

new position entailed. 

 In an attempt to prepare myself for the position, I emailed the former teacher 

requesting advice and vaguely hoped that she could provide the “How to Be a Teacher” 

teacher’s manual that does not exist (Barritt & Black, 1993, p. 81); unfortunately, all she 

did was send me a copy of her syllabus.  I did not find that very helpful, and it only left 

me more confused because I was not sure what was “required” for this course and what 

parts she had put in simply because she wanted to do so.  I started creating my own 

syllabus and trying to write my own manual for both my students and myself.  I liked her 
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double entry journal idea since I thought that it fit in quite well with the reflecting that I 

wanted my students to do.  I was hoping to not only teach my students the value of 

reflection but to also improve my reflection throughout the course as well (Grushka, 

McLeod & Reynolds, 2005).  I hoped that my students would find the process of 

reflection as beneficial as Mahabir when she stated: 

Reflection allows me to analyze my past feelings and then relate them to my 

present attitudes and situation.  Reflection helps me to weave the connections 

between my past experiences of education and my present understanding of 

negotiating curriculum.   As I write about and share these stories I become aware 

of where I come from, where I am, and where I would like to be in the future. 

(1993, p. 19) 

I was not entirely sure how much I wanted my students to reflect, but I was greatly 

influenced by Jackson (1992) who suggested that the recommended ratio of observation 

to reflection should be something akin to 1 to 10 and would include putting “one’s 

thoughts into a sharable form” (p. 405).  I created the double entry journal assignments 

with this principle in mind.  I wanted my students to reflect on each hour of their 

observations in the public schools, and each chapter and class period.  This would not be 

the same 1:10 ratio, but it would provide a great many opportunities for my students to 

reflect upon their observations, their readings, and their experiences in the class.  I hoped 

that these reflections would allow my students to identify what they already knew about 

teaching and the profession.  If I asked the students what they knew about the topics 

under discussion, they may not be able to tell me or to find the appropriate terms to 

describe their knowing (Schön, 1995), but in reflecting on the concepts, terms, and/or 
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observations, the students would hopefully come to the realization that they did already 

have some practical knowledge on the topics.   

 Additionally, I wanted to incorporate written narratives into the course.  My plan 

was that the students would do the double entry journals as described above, and then 

choose one specific double entry journal from each unit (Chapters 1-5, Chapters 6-9, and 

Chapters 10-18) to expand into a written narrative.  The students would essentially be 

telling or retelling their stories and reliving the experiences.  These stories would 

hopefully allow my students to “mediate between personal beliefs and values, and 

external commitments” (Orland-Barack & Maskit, 2011, p. 443) as they came to terms 

with their personal practical knowledge and envisioned their own futures as educators.  I 

thought that this was especially important because Olson (1995) found that teacher 

“education students seldom recognize themselves as holders of personal practical 

knowledge of good teaching.  They expect to be cultivated as good teachers through their 

teacher education programs by receiving knowledge from others” (p. 131), and I wanted 

my students to be aware of the personal practical knowledge that they already held prior 

to taking most of their teacher education courses.  I hoped that as the students reflected 

on the concepts and topics in their double entry journals, they would realize that they 

already had this knowledge based on prior experiences.  I hoped that they would then 

broaden, or generalize, (Connelly & Clandinin, 1990) the experience to their educational 

experiences as students.  Then, in the written narrative, they would burrow deeper into 

the event and analyze the experience to see what they could learn from it (Connelly & 

Clandinin, 1990).  Finally, the written narrative would provide a space for the student to 

think about the future and how he/she could use this knowledge or new understanding 
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once he/she became a teacher (Connelly & Clandinin, 1990).  As I planned the course, I 

did focused on how to incorporate these items into my schedule, but I did not create the 

actual assignment sheets, the grading rubrics, or focus on the logistics.  I simply knew 

what I wanted to accomplish, and I created the plan for how it would work based on my 

research (formal knowledge).  The only practical knowledge I had on the topic stemmed 

from a discussion with a graduate advisor on my dissertation committee who once 

expressed a concern (based upon her personal experiences working with teacher 

education students) that the students may not be able to compose the narratives that I 

envisioned due to poor writing skills.  While I did take this advice into consideration, I 

was certain that most students were familiar with narratives and could easily write a story 

about a prior event in his/her life.   

 As is often the case, my course syllabus (Appendix B) was due to my dean’s 

administrative assistant to post on the college website prior to my course actually 

meeting.  And, I had to have something to deliver to the students on the first day of class.  

I spent most of my Christmas break developing my course with very little knowledge of 

what was supposed to be done and only a previous teacher’s syllabus as an example.  I 

outlined the weeks that we would cover which chapters and created the ideas and 

timelines for the assignments that I would require, but I had little time for anything else.  

I did, however, develop a lesson plan with a brief outline of what to do and included a 

“Notes” section to encourage my reflection on the day’s lesson.  I also decided that since 

it was a night course that lasted from 6:00 – 9:15 on Monday nights, I would break the 

session into three 50-minute sections and take attendance at each of the three sessions.  I 

had heard from other faculty who taught night classes that students often come late and/or 
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do not stay for the whole time.  I hoped that by taking attendance at each of the sessions, 

I would be encouraging my students to arrive on time and stay for the very valuable 

information that I had to impart.   

My Story 

   It was with both great excitement and trepidation that I walked into my first 

education class on Monday, January 14, 2013.  I entered the room at approximately 5:45 

and wrote the agenda of what I hoped to accomplish that class period.  I hoped to go over 

the rules and expectations for the course, cover the materials that would be needed, and 

introduce the syllabus during the first 50-minute session.  During the second session, I 

wanted to focus on the double entry journal requirements and introduce the types of 

knowledge that they would be encountering.  Finally, I wanted to spend the third 50-

minute session focusing on the Cornell Note Taking system that the students would use to 

take notes.  I chose this method of note taking so that I could more clearly see what the 

students were writing about and how they were connecting the types of knowledge on 

each topic.  Finally, I would end the class with a formative assessment technique 

designed to gauge what the students were taking from this class session. 

 When class began, I had 21 students, all female, most of whom had EDUC 1301: 

Introduction to the Teaching Profession the semester before.  These students ranged in 

age from 20-42 and thirteen of these were twenty-five or younger.  There were fifteen 

white students, five Hispanic students, and one multi-racial student.  All of the students 

were female (Appendix C).  The first part of the class went well, in my opinion.  I had the 

students introduce themselves with their name, the grade/subject they would like to teach, 

and any other information they would like to add.   My reflection on this segment 
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included the following statement: “The students seem eager to learn and share their 

experiences – some are already working in classrooms as aides or substitutes” (Appendix 

D).  

Then, during the second segment, I introduced the concept of the double entry 

journal (Appendix E) and the assignments they will do (observation hours and each 

chapter and class session).  I also introduced the concepts of formal knowledge, practical 

knowledge and personal practical knowledge because I wanted them to think about how 

they knew the information and to reflect on prior experiences in classrooms with teachers 

and their interactions with other teachers they may have known.  I had not thought about 

giving them the actual definitions for these terms when I prepared my lesson, so I hastily 

tried to remember the definitions (as is usually the case, when I needed to remember 

something in a hurry, I completely forgot everything I knew about teacher knowledge) 

and tried to explain what I wanted in terms that they could understand.  I explained that 

formal knowledge was what they get from the textbook and include statistics from 

scientific research, that practical knowledge is what they observe from others or what 

they remember from their own personal experiences and includes being around students 

with special needs, and that personal practical knowledge is the knowledge that comes 

from reflecting on their lives and what they observe and is often a mixture of the formal 

and practical knowledge that they hold.  I also noted that the personal practical 

knowledge can often deal with the conflict between what is right (according to the formal 

knowledge) and what is actually done (practical knowledge).  I did not introduce the 

concept of teacher beliefs, as I did not want them to label things they saw as “beliefs.”  I 

hoped that the students would “discover” these beliefs as they reflected and wrote their 
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narratives.  To practice with the double entry journal format, I gave them a quote from 

one of my previous professors  – “Fair does not mean equal.  Fair means giving each 

student what he/she needs to succeed” – and asked them to write the quote on the left side 

where their observations or topic from the text would normally go, and their reflection – a 

response to the quote, did they agree/disagree, and an explanation of their thoughts – on 

the right.  I also asked them to label the knowledge as formal, practical and personal 

practical (Appendix F).  At the end of class, I was “really eager to read their practice 

double entry journals to see what they have done in trying to connect a quote to formal, 

practical and personal knowledge” (Appendix D). 

 The final third of the class was spent introducing the Cornell note system.  I chose 

this system so that I could easily see their notes and/or their thoughts about the formal 

knowledge they were being introduced to in the textbook. I also thought that it paired 

well with the double entry journal format.  After going over the template and format, we 

started reading Chapter 1 and filling in the notes on the chapter.  As I went over the first 

few pages of the text, I tried “to impart as much practical knowledge as I” could as I 

instructed “by giving them tips or explaining how they can do things in their own 

classrooms” (Appendix D).  At the end of the class, I had the students do a 3-2-1 about 

the class.  They were to fill in 3 requirements of the course, 2 questions they had, and 1 

thing they found interesting.  I ended the class by assigning Chapters 1 and 2 to the 

students.  They were told to read the chapters and to take notes using the Cornell Notes 

format.   

Because of the Martin Luther King, Jr. holiday, I would not see the students for 

two weeks and, due to my workload, it was not until the following week that I had a 
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chance to look at their practice double entry journals and their 3-2-1 questions (Appendix 

G).  In order to clear up any misunderstandings and to answer everyone’s questions, I 

typed up answers to their questions and placed them on Blackboard, our Learning 

Management System.  My list included 40 different questions (out of a possible 63 – 3 

questions for each of the 21 students).  The majority of the questions centered on their 

field observations –due dates, recommendations to observe different grades, the forms 

they need to complete, the types of classrooms to observe, the specific grade levels and 

hours for each, the types of students to observe, the requirements for the observations, the 

main things to look for, and if an Advanced Placement class counted as special needs.  

The other frequent topics included the Cornell notes – why the format, grading on the 

notes, they are confusing and could they use another format, if I would look at their 

notes, and why so much written homework and notetaking – and the Double Entry 

Journals – would they be graded on spelling, etc., the amount (3 separate 

observations/reflections for each hour of observation), what I hope the students will 

benefit from them, if I would provide another example to ensure accuracy, and why they 

are doing the double entry journals.  I also had a question regarding why the class was so 

long and some general questions about actual teaching practices and students with special 

needs.   

I also glanced at their practice double entry journals (Appendix H) to give them 

credit for the assignment and feedback on the formatting and procedure.  They ranged 

from this simple response “Fair would be to give extra help to that student struggling in 

reading even though it requires more time & effort on both the student and the teachers 

(sic) part” (Appendix H) that made no attempt to reflect on any experiences where this 
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quote was illustrated.  Therefore, there was no opportunity to identify the types of 

knowledge that was evident.  Another student, Emily, divided the quote into “‘Fair’ and 

the learning setting” on the left and her personal practical knowledge response “finding 

ways to explain to your students why something is the way it is.  Why is someone treated 

differently than others” (Appendix H) on the right.  Below that, she included the actual 

quote on the left and her practical knowledge response “agree with quote: Believe that 

not all children can be taught the same way.  Maybe through different teaching methods.  

Trying not to single out certain students” (Appendix H).  In this case, Emily did identify 

her belief about the quote and her doubts about the plausibility of its feasibility in the 

classroom, but there was little in the way of support for her beliefs.  Finally, Andy wrote 

a longer entry: 

In one observation from last term I observed a teacher giving a esl (sic) student 

one on one time to help her learn a math problem.  Some of the other students 

seemed envious of this time/help she received.  But the student really needed the 

special help in order to succeed.  So, It (sic) wasn’t Fair (sic) but it was necessary 

for the teacher to give her special attention.  The other students were more 

capable of doing the problem on their own.  (Appendix H) 

Andy provided the exact response that I was hoping for even though she did not label the 

types of knowledge.  Her response clearly indicated that she reflected on what the quote 

meant, thought about an example that she had seen in the classroom (a practical 

application of the concept) and demonstrated that fairness does not involve treating all 

students the same way.  This was the type of response I was hoping to see from more of 

the students; however, her response was quite rare. 
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In order to get the students off on the right foot with their first real double entry 

journals, I created a sample entry for Chapter 2 for the students (Appendix I).  I took four 

concepts from Chapter 2 – IDEA 2004 = 2 kinds of teams (formal knowledge), IEP 

committee members, RTI – Response to Intervention (formal knowledge), and 504 Plans 

(formal knowledge).  For each of these terms, I wrote a short paragraph reflecting on 

experiences I had as a teacher in each of these areas.  I labeled them personal practical 

knowledge when they consisted of my memories of what I remember observing from 

other people and the incident that I experienced that was a direct contrast between what 

was supposed to be done (by the regulations) and what was actually put into practice.  I 

also included an example of practical knowledge when it was a personal experience that I 

had lived through.  I hoped that providing this example would increase the types of 

responses I received at each class meeting on the chapters and class activities.   

 The next time I saw my students (Monday, 1/28/2013), I provided feedback on 

their practice double entry journals and also distributed the example double entry journal 

that I created.  My personal reflection on the double entry journals consisted of the 

following: 

I did a demonstration double entry journal on the chapter today, so I’ll see if their 

double entry journals are any better.  I also reviewed the terminology for personal 

practical knowledge and practical knowledge.  I hope that I get more honest 

thoughts and reflections this time. (Appendix D) 

My goal was to help clarify the information that I felt I hastily threw at the students two 

weeks before.  Upon reflection, this was not a great idea because it did not really clarify 

anything, and it basically just complicated the issue even more.  I also found  
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myself questioning my own information.  I mean, I want my students to be able to 

tell the difference between something that is formal (research/textbook) 

knowledge and something that is practical information from another teacher's 

experience - (i.e. this works, this doesn't), but in trying to label it, it really is a 

confusing mess.  And, I want to show them that a teacher combines both as well 

as what he/she has already experienced to create his/her own type of personal 

practical knowledge.  I'm just not sure that this is a practical exercise.  I want 

them reflecting (which I saw very little of) and critically thinking and applying 

the concept or idea to their own classrooms.  How will it work for them?  What 

will they do?  Maybe it's just too early in their careers for these types of thoughts 

to be taking place? (Appendix F) 

I realized that it was too complicated for the students to internalize, but at that point, I felt 

as though I was committed to it since I had already introduced it.  Additionally, part of 

my goal was to have them identify the practical knowledge that they already had and 

reconcile that with the formal knowledge they learned from the course.  I hoped that they 

would identify the practical applications of the concepts and terminology from their own 

experiences, as “paying attention to the cultural and professional context within which 

personal knowledge is embedded seems particularly important when we want to 

understand how novice teachers develop practical knowledge” (Clandinin, 1989, pg. 

122).  In order to do this, I felt they needed to identify the different types of knowledge in 

their reflections.  My mistake, in my opinion, was in adding personal practical knowledge 

to the mix.  I was not able to provide a clear distinction between the two without also 

giving the research behind the terms, which I definitely did not feel as though they could 
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handle.  Overall, I think that it was just too much information too soon and my 

expectations were too high.  I should have waited until a little further into the semester 

and introduced each of the concepts separately and allowed time to practice each.  

However, I also could not devote too much time to explaining these terms as I felt I had 

to cover two chapters of content in the time that I had the students in class.  My personal 

reflection highlighted some of my frustrations with the issue of time and content. 

There simply isn’t enough time to cover everything in the time that’s available.  I 

want to focus on the common sense/practical aspects of the general education 

classroom and dealing with students with special needs, but the students don’t 

seem to have the basic terminology to discuss.  They all dutifully took notes – 

some wrote the whole chapter (slight exaggeration).  I tried to show them the 

PowerPoint for the chapter to demonstrate how little they had to write, but the 

PowerPoint isn’t mine (it came with the text) and I hate using those.  I just 

haven’t had time to focus on creating my own.  Truthfully, a general education 

teacher like myself doesn’t have to know all the terminology that’s included in 

this text.  It really is more about the practical application of the material.  

(Appendix D) 

 While I struggled personally with the organization and format of the course, I was 

also struggling with my personal bad habits as well.  I felt as though I was a very 

reflective person, however, much of my reflection is merely a mental exercise.  In 

attempting to document my journey as a first year teacher of future teacher education 

students, I also needed to actually “document” my journey.  I incorporated the reflections 

on each lesson after teaching it, but I did not feel as though this was enough to 
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demonstrate the struggles that I was feeling, so I also tried to personally journal.  This has 

always been difficult for me to do, but it was even more so with the demands of my 

position at the time.  However, I did capture a few of my reflective moments, one of 

which demonstrated my frustrations with the textbook and the content of the course and 

my rationalization for both my feelings and how to deal with the conflicts that I saw with 

the situation.  My first journal included the following:  

This is my first semester teaching an education course to aspiring teachers.  I was 

assigned the task of teaching EDUC 2301 which is the Introduction to Special 

Populations class.  The text is centered on teaching special education populations 

in the general education classroom, which I felt very unprepared to teach since I 

am not specifically trained in teaching special education students.  However, as I 

thought about my experience, I realized that I am something of an expert in 

teaching special education students within my own general education classes as 

I've always had them in my classes as most general education teachers have.    

The first few chapters of the text have bored me to tears.  There is a great 

deal of information on the laws and history of the special education legislation as 

well as the numerous people who are involved in the special education 

process.  For me, this information isn't as important for general education 

students, so I haven't spent a great deal of time on it.  I want the students to think 

more about what to do with the students in their classrooms and although having 

some knowledge of how the process works is important, they don't need to know 

everything.  They aren't the experts.  The special education teachers are the 

experts and each school system is different.  (Appendix F) 
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After class on Monday, February 4, 2013, I felt much better about the students’ 

ability to reflect in their double entry journals.  My personal reflection on the class 

included that I felt as though the journals “were a lot better.  There were some interesting 

comments made and some good reflections that I can see becoming possible narratives in 

the future” (Appendix D).   I also reflected on how the class went.  Instead of using the 

textbook PowerPoint, I focused on comments that were made in the double entry journals 

to help the students relate the content to the actual world of teaching.  I noted “I think 

now that we have gotten out of the heavy knowledge (formal) part of Chapters 1 and 2, 

the text is making more sense” (Appendix D).  And, as I began to feel more comfortable 

with the structure and content of the course, I started to grapple with other issues that I 

was encountering during this excursion.   

One thing that surprises me is that so many of the students are lacking the 

common experiences of having students with disabilities in their classrooms. 

Another concern – one student has a 504 plan.  Her writing is horrible.  Do 

they have modifications on teacher exams?  Will she be able to fill out an 

application and write her philosophy? (Appendix D) 

I felt as though, as a class, my students did not have many experiences with special needs 

students in their classes to draw upon.  I never did find out if the student with a 504 plan 

will have modifications on her exams.  She seemed to know the content for my course 

and received assistance in writing her formal papers from the tutoring center; she just 

could not write well for her reflections and personal writing.   

 The following week, Monday, February 11, 2013, I introduced the group teaching 

project and the Written Narrative 1 assignment (Appendix J).  The students were told to 
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bring one meaningful double entry journal to class next week that they would like to 

expand into a Written Narrative.  Then, the students took their first exam over the 

chapters we had covered thus far.  It did not seem like a difficult class when I planned it, 

but my reflection demonstrates that it was very apprehensive for the students, and I 

apparently threw a great deal of new information at them all at once.   

My class last night appeared to go very well.  The students had their first major 

test on the first four chapters of the text.  I'm still not happy with the fact that I 

used the tests that came with the book instead of making my own (as well as the 

outcomes), but I knew that I wouldn't be able to create my own the first time I 

taught the course.  I just don't have that much time.  Overall, the students 

appeared to do very well on it.  There were a few As, a great deal of Bs, some Cs 

and only one or two Ds, so no one failed it.  

I also talked to them about their chapter presentations.  I expected them to 

be more into it and to have had more practice with presenting information or 

teaching it.  However, I think that the overwhelming idea was one of 

apprehension.  One girl commented that she didn't feel comfortable with the 

content enough to teach it, but I reassured her that by the time she has to present, 

she should be very comfortable with the content.  

I also wanted to know what they knew about lesson planning and wanted 

to give them a choice in what I graded, so I asked them what the components of a 

lesson plan were.  They named a lot of things such as the 

outcomes/goals/objectives, the timing of the lesson, the steps of what to say, etc. 

but they didn't really get the components of the lesson.  With some prodding and 
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reminding of what was in Chapter 5, I finally got them to the basic outline of how 

to plan a lesson and include the warm up, closure, the teaching and the practice 

(both group and independent).  They have had one education class so far - 

Introduction to Teaching - and have only had to create one lesson plan. 

As the students were working in class today, one of them said that they 

didn't know what to reflect on for Chapter 5 because she has no experience in that 

area.  I questioned how she could go through 13 years of school without having 

any experience with modifications or adaptations.  She replied that she went to 

private school and a lot of students agreed.  I have realized by reading the double 

entry journals how sheltered these students are in their educational public school 

knowledge because they went to private schools.  It makes me wonder if this is 

the overwhelming trend or if it's just a product of Victoria or Texas.  Also, I 

wonder why they decided to become teachers and if they realize what teaching in 

a public school is really like.  (Appendix F) 

It was very helpful to discover that some of my students were either homeschooled or 

went to private schools (Appendix C) which explained their lack of knowledge about 

students with disabilities in the general education classroom; however, I was incredibly 

amazed by their seemingly lack of knowledge about the components of a lesson, 

especially since a few of the students are already teaching, are working as aides in the 

school system, or are substitutes.  I expected them to at least be able to tell me the types 

of things that their teachers had done throughout their school years.  As evidenced by my 

journal entry, I was struggling to juxtapose my personal beliefs about what my students 

should be able to do with what they were telling me that they could do.  I was also trying 
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to reconcile the fact that the students were demonstrating exactly what I know the 

problem is – they do not know the wealth of knowledge they already have about teaching 

– with the fact that I was trying to teach them that they already have this information.   

 The following week, I was unable to hold class due to attending the Assessment 

Conference at Texas A&M for my Curriculum & Instruction position.  I asked my 

students to spend the class time working in groups on their group presentations and to 

write their first Written Narrative based on their chosen double entry journal.    

 It is a good thing that I was extremely well prepared with engaging course 

activities the next week (February 25, 2013) that I held class because I was observed by 

my tenure committee – all three of them came in and sat in my class at the same time.  I 

happened to be doing an activity on how to teach social skills while they were there, so 

they saw that I tried to engage my students with demonstrations and applicable content.  

Towards the end of class, I had them read and edit/revise their Written Narratives with 

their peers.  I intended for the students to benefit in two ways from this experience.  I 

honestly wanted them to get feedback on their narratives from their peers to help with the 

writing issues that I thought might exist.  I also wanted them to benefit from the sharing 

of their stories.  I know that by sharing my narrative with the students, I was able, much 

like Vazir (2006), to “identify my personal practical knowledge” (p. 449) even though I 

had written it months previously.  The mere act of retelling the event reminded me of 

things that I knew and believed about myself as a teacher, and I relived the whole 

situation again.   

My reflection for the night demonstrated the range of emotions that I experienced 

in this single class session. 
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I was observed for my tenure committee meeting today.  Even though I wasn’t 

nervous about it, I started stumbling over my words and got tongue-tied.  Then I 

started getting red and hot.  My students weren’t the same either.  They were mute 

and lifeless until after the committee left.  Oh, well.  That’s the way these things 

always go so it provided a “teachable moment.” 

I think the narratives went well.  My Chapter 6 activity has 2 narratives 

that were used to explain a point, so it was easy to tie that in.  I also distributed 

my “That’s Not Really Reading” narrative as one example.  I was very careful to 

emphasize that this is only one way to do it though.  I’m interested and excited 

about reading their final draft narratives next week. (Appendix D) 

Again, I was very aware of how easily I could influence my students and what they wrote 

or how they chose to write it.  I wanted to give them the freedom to tell their own story, 

but I had already been shown that they needed some guidance and support.  My entire 

semester was beginning to feel as though I were on a tightrope delicately walking the fine 

line between giving too much support and modeling and not providing enough.   

 My actual class observation and tenure committee meeting was very different 

from what I expected.  In my previous years of teaching in the public school, you were 

observed and the administrator had a certain number of days to meet with you about the 

observation and you had to sign the form that you received it.  It was all very well 

documented.  I received one classroom observation form (from my committee member 

who used to be a high school principal – (Appendix K), but I received no written 

feedback from the other two members.  When it was time for my committee meeting, it 

was very quick – just a few minutes – they told me that I did a great job, they were 

 
 



102 
 

recommending me for continuing tenure-track, and to keep doing what I was doing.  

There was no formal process or anything to sign.  I expected more because “tenure” at 

the collegiate level is supposed to mean something.  Even though I was at a community 

college, I expected to go through more hoops than the public school system.    

During the next class session, I did an interactive activity with the students.  I had 

them work in groups to create their own classroom configurations using the information 

learned in the chapter.  I noted in my reflection that they “did a really great job and they 

seemed to really enjoy the activity” (Appendix D).  Since we were at the end of a section, 

the class ended earlier than normal, but it was also the week before spring break and four 

of the students were absent.  The students turned in their first Written Narratives during 

this class session, but I had not read them when I reflected on the class, but I was 

“anxious and worried about how they did” and reasoned that I would be able to 

“remediate and give them corrective feedback before they did Narrative 2.”  I also noted 

that I wanted to “try and modify the test (same format but different questions)” over 

Spring Break because I wanted it to “more adequately reflect what we’ve done in class 

and the learning outcomes” (Appendix D).  This demonstrates my continual objection to 

using the test questions and materials that came with the text and my constant struggle to 

do what I know is right as a teacher with my lack of time to adequately prepare for the 

class.   

 The class really got away from me over the next few weeks.  I administered a unit 

test after spring break (I did not review or change the questions; I just used the text 

materials since I was preparing for my Comprehensive Exams at the university during 

spring break) and the students started their chapter presentations during weeks 8 and 9.  I 
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also had them choose another double-entry journal for Written Narrative 2.  I assigned 

the activity during Week 8 and asked the students to peer-revise and edit the narratives 

after the group presentations during Week 9.  Due to the increased workload and external 

commitments, I did not reflect on either of these lessons.   

 The students’ chapter presentations continued the following week and I allowed 

time in class for the students to read and respond to Written Narratives 2 prior to turning 

them in to be graded.  My reflection for the lesson focused on my concern over the 

amount of time that was left to prepare the students, the last unit exam that they would 

take, and the double-entry journal content that I was receiving. 

Time is quickly running out.  We only have 2 more weeks of chapter material.  I 

think I’m really going to miss these students. 

I need to start making the test for Chapters 10-18.  I think I want it to be 

identifying the symptoms/identifiers and ways of adapting behaviors instead of 

merely focusing on the terminology. 

Also, I’m disappointed in some of the chapter reflections.  There are some 

students…who write very little.  Also, there are quite a few who don’t want to 

stay during the last 3rd of class to write their double entry journals, so they write 

them during class which bothers me a little.  I understand it, but it bothers me and 

I don’t know how to fix it.  The same goes for the length.  I don’t feel like I can 

make them take it seriously or assign a minimum length as it must be theirs.  The 

only thing I can hope is that they see the value in it for their narratives and choose 

to do well on it.  (Appendix D) 
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This demonstrates my continuing struggle to find the right balance between being 

prescriptive with their reflections and allowing them to determine the amount of 

reflection that they need.  It also demonstrates that as a new teacher in this area, I am 

experiencing some of the same classroom management issues as that of a first-year 

teacher.  I knew how I wanted my students to behave, but I struggled to implement it.  I 

had a difficult time with becoming the “professor” of the class and not just a more 

experienced colleague who was mentoring them on their journey to becoming an 

educator.  I think I expected these students to be the same students who were in my 

graduate classes – and they were not nor were they supposed to be.   

 The following week we continued the in-class presentations of the chapters and 

the students completed my evaluation.  As noted in my reflection for the class, this 

session seemed very bizarre for a few reasons, but it also notes that I apparently 

conquered my reliance on the text exam materials.  However, I also found it interesting 

that I had no reflections on the Written Narratives that the students turned in the previous 

week. 

Today was a very weird class.  While the students were presenting, an alarm went 

off in the building that connects to ours but it was very faint in our area.  There 

are only two classes in the area and both of us (the instructors) had no clue what 

to do.  We didn’t know if it was an alarm or a fire alarm, if we should exit the 

building, or even where to go once we exited.  The fire sign in the classroom 

showed how to exit but did not mention where to stand that would be safe and out 

of the way.  We chose to do nothing as no one else was doing anything either and 

we could find no one in authority. 
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I also had to do my student evaluations tonight, so I put a student in charge 

and left at 8:00.  That was an extremely weird feeling – just walking out and 

leaving the students to clean up.  They are grown adults, so it’s not an issue, but it 

still felt incredibly weird and wrong.   

I did get the Part 3 test and the majority of the final exam created.  I 

designed them myself and didn’t rely on the Teacher Manual exams this time, so I 

feel better about how they match up to the outcomes.  (Appendix D) 

 I never did discover what the alarm was or what to do if that type of alarm sounds 

again.  This is one of the items that is never addressed in the adjunct meetings at the 

beginning of the semesters.  When adjuncts teach at night, they are often the only ones on 

a floor or in a specific area.  Although we do have a security officer who patrols, he does 

just that – patrols.  I did discover afterward that there is a duty number for security that 

one can call, and they answer immediately.  This would have been very helpful on this 

date.   

 The following week my students finished their chapter presentations.  They also 

reviewed for the unit three exam and did a peer review of their third Written Narratives.  

My reflection for this session concentrated on my thoughts about both the presentations 

and whether I have accomplished what I set out to do with this group of students. 

As I sat in class tonight and contemplated the last 3 weeks of this course, I began 

to wonder if I’ve done enough.  I know that Andy got the point of the DEJs and 

narratives, but I’m not sure that anyone else did.  Also, as I read a DEJ, I 

wondered if the students are really aware of how their beliefs about IEPs, etc. can 

so easily influence their decisions they make in the classroom.  I think I’ve added 
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this to their final exam, but I don’t really remember for sure.  I feel the need to 

cram all the info I have about teaching into their heads. 

The groups did the final presentations tonight.  The first group had G&T 

[gifted and talented] and they did a cool drawing activity on chart paper.  It was 

creative and engaging.  The second group was on English Language Learners.  

They put the quiz in English and Spanish.  This reminded me of when I taught a 

boy in Middle School who spoke no English.  I used a web translation to translate 

the directions and gave it to him.  He didn’t do anything.  I took it to the Spanish 

teacher who said that the words were correct, but they didn’t make sense because 

the order was wrong.  (Appendix D) 

When I created the double entry journal assignments, I purposely did not include 

anything about the students’ beliefs.  I did not want their beliefs to cloud their reflections 

too much, but these beliefs came out in our class discussions, in the double entry journals, 

and in some of their test responses.  I did address this issue with the students prior to the 

final exam and also included two final exam short answer questions about how they felt 

their beliefs would affect or influence decisions they made in the classroom because all 

“teachers bring to the classroom some level of beliefs that influence their critical daily 

decision making” (Squires & Bliss, 2004, p. 756).  I also found it interesting that in all of 

the personal reflections I did for this course (which was not nearly as many as my 

students did), this is the first time that I included something from my own experiences.  I 

often recalled events and told and relived stories while I was teaching, but none of those 

experiences made their way into my reflections.  I only focused on the most pressing 

issues – what I was seeing, what I wanted to do, what I was feeling pressured about, etc. 
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– and did not really link any of my experiences to what I had done, seen or heard about 

previously.   

 The next class session involved the students completing the Unit 3 exam and 

turning in their last Written Narrative.  My reflections, once again, did not center on their 

narratives.  I focused on the connections that were made with this group and the grades 

on the exams. 

As I graded the Part 3 tests, I realized that I feel as though I haven’t done my job 

correctly if my students don’t make As.  Realistically, I know that not all students 

are supposed to make As, but at the heart of it all, I want my students to be 

successful, and if they don’t master the content, then I feel as if I have failed them 

as a teacher.  However, as an experienced teacher, I can rationalize that those 

students who have not done well on the test are those same students who have 

slacked off with the last few weeks of the course left.  They haven’t put forth as 

much effort and all of their grades have been lacking. 

I’ve also realized that I only have 2 more classes with this group of 

students.  It’s amazing how 15 weeks can bring a group of complete strangers 

together.  (Appendix D) 

Again, my concerns in this reflection are focused on assessing my performance as an 

instructor by measuring the performance of my students.  As an experienced instructor, I 

inherently know that my performance cannot be measured by the exam performance of 

my students; however, my concern is a valid one for so many beginning teachers, 

especially in this era of high-stakes testing and accountability.  I knew that there are 

many other ways to assess whether my students are learning the content, and I also knew 
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that this was only their second course in the field.  They were not expected to “master” 

everything there is to know about how to teach special needs students in the general 

education classroom – the course was designed to give them an introduction to the topic.  

Also, as always, my standards and expectations were extremely high and the exam was 

ridiculously hard.   

 The final session before the final exam consisted of reviewing for the final exam 

and turning in the observation report and hours.  I also placed the students in a circle and 

put the Written Narrative 3 assignments in the middle with the names redacted.  The 

students chose a narrative from the pile and read it.  They then chose another and another 

until they had read five different narratives.  I asked the students to locate connections 

and/or repeated images that they noticed in the narratives.  My reflection on this activity 

follows: 

Tonight’s class was very disappointing for me.  I had copies of all the narratives 

and asked the students to read 5 and see if they noticed any connecting themes.  

Of the 20 students, about ¼ of them contributed to the discussion, which, as I 

think about it, is pretty typical of how the whole semester has gone.  They were 

able to pick out repeated topics, but there wasn’t much depth to it on a whole. 

Then, I asked how their next classes were going to go – would they 

continue reflecting if it weren’t an assignment.  They almost wholeheartedly all 

said no.  I couldn’t fault them for it as I know I’ve had the same experiences, but I 

was still disappointed.  I guess I expected them to have some great epiphany after 

15 weeks but its unrealistic for that to actually occur. 

 
 



109 
 

Finally, I told them about their final exam.  They were not happy that it 

was not multiple choice.  Like most students, they wanted to see the test and for 

me to give them the answers.  I showed them my answer key with the possible 

answers and how the chapter PowerPoints have all of the answers.  They still 

weren’t happy, but it’s because we have become a society of multiple choice test 

takers.  (Appendix D) 

 As I relive the experiences of teaching this course two years later, I am amazed at 

my own naiveté.  I have had multiple education courses and English courses in which I 

had to journal and reflect throughout my various degree programs, and yet I still find it 

hard to reflect and journal on a consistent basis, and I have read multiple books 

expounding on the benefits of doing so as well as numerous articles on how to fit it into a 

daily schedule.  I still cannot journal or reflect (in writing) on any type of schedule, and I 

have tried various formats over the years as technology has become more advanced.  Yet 

I expected one fifteen-week course to change the lives of my students and create twenty 

active reflectioners.   

 During the final class session of the semester, my students took their final exams 

that I had created (Appendix L).  My personal reflection for the evening was the longest 

one yet as I had time to reflect while the students were completing their exams. 

Today is the final class and I’m feeling very reflective about the ending of my 

first venture into the world of college educational instruction.  Like any good 

teacher (and the naïve ones) I chose to give a final that was not a multiple choice 

scan tron edition.  I created the questions directly from the outcomes.  The 

students have 54 questions and most are very short answer that requires them to 
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name of several benefits, strategies, etc.  As Jordan and Marsha were studying, 

Jordan stated that she was afraid that she wouldn’t remember it all.  I told her 

about having the same feeling while studying for my comp exams and I 

remembered almost everything so she should be fine.  She then stated that I forgot 

that I was teaching a class at a community college – implying that my 

expectations should be lower and the test easier.  I told her that I remembered that 

I was teaching a class preparing future educators which was a very important job.  

She replied with, “at a community college!” Since these students have to get a 

degree from a college or university, I’m not sure how that relates.  I want to 

prepare them for what they will have to do.  How easy will they think their 

certifying exams will be? 

I’ve already been considering what I will do differently if I ever have the 

opportunity to teach this course again.  I’m not sure about the validity of the 

double entry journals based on their field observations.  Most of the students 

wrote very little and few actually reflected.  Most simply explained what they 

saw.  Also, few followed the directions.  They were supposed to document 

observations from specific categories as explained on the direction sheet 

(Appendix M).  Most simply document what they saw.  They were also supposed 

to cite from their text which only a few did.  I’m not sure if it’s a communication 

error or simply an I-waited-until-the-end-of-the-semester-to-do-this-and-no-

longer-care error. 
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Oh, and that doesn’t even cover the email from this week.  Mary asked me 

to check her study guide and then asked if she could share the answers with the 

class! 

I’m not sure if I’ve been as effective as I’d hoped to be.  I think that I was 

overly optimistic to believe that I could make a difference in their lives as 

educators in just a few weeks.  I also expected them to immediately see the value 

in reflection (as I did recently) and to continue to reflect on their lives and 

experiences (which I’ve never been able to do consistently) I was hurt when they 

told the truth that they wouldn’t, but I understand that it’s human nature. 

Next time, I want to build more community and do more problem or 

project-based learning with the students.  I want to foster a more scholarly attitude 

in them as they go forth. (Appendix D) 

At that time, I was very perplexed as to the reasoning behind the “it’s a community 

college” statement.  However, now that I have been on this campus longer, I have noticed 

that it is not just the students who feel this way.  Since we are an open enrollment college, 

the faculty seem to think that their students are not capable of the same level of work that 

students who attend four year colleges and universities are capable of doing.  The state of 

Texas provides outcomes for most classes in the Academic Course Guide Manual for 

lower division classes.  These outcomes are to be used by all colleges and universities 

that teach these lower division courses.  However, at my community college, some 

faculty feel as though these outcomes cannot be “mastered” by our students to the same 

degree that they would be “mastered” at a four year institution that is not an open 

enrollment school.  It has been a struggle trying to demonstrate to them that the students 
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may not come to them with the same level of skills, but it is our job as faculty to get the 

students to the same place.  I feel as though I did that with my students.  Even though 

they did not master some of the professional goals that I would have liked for them to 

achieve, I believe that I taught them to the same level of expectation as if they were not 

attending a community college.  I provided the support and encouragement to help them 

identify the responsibilities and complexities of teaching both general education students 

and those with special needs.  I shared stories of experiences and demonstrated that 

teaching often does not consist of black-and-white issues and descriptions.   

  I graded the final exams and the observation reports, and calculated and submitted 

the grades for the semester.  As far as the course was concerned, I was now finished until 

I was asked to teach it again.  I was already teaching it for the second time in spring 2014 

when I received my evaluation from spring 2013 from my department chair.  This was 

even more informal and impersonal than the tenure committee meeting.  I received the 

documents (Appendix N) through interdepartmental mail and was instructed to sign and 

return them.  My department chair noted under “List of Strengths” that “class is 

organized & syllabus easy for students to follow.  Demonstrates significance of subject & 

tests over most important parts.  Retention rates very good; grade distribution high 

normal” (Appendix N).  This was very confusing for me as the department chair had 

never seen my exams nor had she been in my class.  She could view the syllabus that was 

posted online, but that is all that she had access to.  If there had been any suggestions for 

improving the course, I would not have been able to make them since I received the 

information after I was already teaching it again.   
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  I received my course evaluations from the students during the summer of 2013.  

Upon reading my course evaluations (Appendix O), I was both pleased and hurt.  Several 

comments were nice – the students felt that they learned a great deal and they commented 

on my helpfulness, organization and caring.  However, there were complaints about the 

workload (I suppose that is typical of young college students), the amount of paper that I 

wasted, the amount of busy work of the course, and someone even found me 

condescending.  Even now, almost two years later, those comments hit a nerve.  I know 

that the goal is not to be liked but for the students to learn; however, reading through 

anonymous comments really enables one to see how one appears to others.  I feel terribly 

bad that someone left my classroom feeling as though I were condescending.   

The experiences that I encountered during this semester of teaching were both 

expected in some ways (the encounters with the hidden curricular aspects of teaching, 

feeling like a new teacher all over again) and unexpected in others (the lack of practical 

knowledge the students had about teaching in general).  However, the entirety of the 

experience cannot be examined only from my perspective.  My students played a huge 

role in my narrative of the semester and seeing, hearing, and reading their narratives 

provide another point of view to the tale.  It is through their narratives that I was able to 

make connections between what I was thinking and feeling, and what the students were 

taking from the situation; it allowed me to see “one experience in terms of another” 

(Conle, 1996, p. 299).  The reflections and narratives of my students provide more insight 

into the classroom experience that I created during the course of the semester.

 
 



 
 

Chapter Five 

Crossing Over 

“There was something else at work here, too.  I had started to view the talk as a vehicle 
for me to ride into the future I would never see.” 

- Randy Pausch 

This chapter chronicles the experiences of my students during my first semester 

teaching a college education course.  I had many goals and dreams when I created the 

assignments and began teaching it, and this section enables one to determine when and to 

what extent I succeeded toward reaching those goals.  One of those goals was for the 

students to become aware of their own practical knowledge that they already hold about 

teaching and working with students with disabilities.  Another goal was to show them 

how to combine the formal knowledge that they received from the course with their 

practical knowledge about teaching and learning to create their own type of personal 

practical knowledge that they would be able to utilize when they became educators 

themselves.  Finally, I hoped that with this knowledge, they would be able to identify 

some of the pitfalls or problem areas that they might encounter ahead of time so that they 

could create a roadmap or a plan for how they would deal with those issues in their future 

teaching.  These goals would be achieved through the students’ double entry journals of 

the class activities and their three written narratives that they would create over the 

course of the semester. The data that follows are my students’ work and their reflections 

and recollections, but it provides insight into my own successes and failures toward the 

achievement of these goals.  
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Their Stories 

In analyzing the double entry journals, I intended to choose two students who did 

not internalize the concept very well.  They failed to fully reflect on their double entry 

journals and also had difficulties turning their reflections into narratives.  I also intended 

to choose two students who were truly reflecting on their prior experiences in the 

classroom for each concept and attempting to connect it to their futures as educators.  

And, I intended to choose two students who were somewhere in between these two 

extremes.  What actually occurred though, is slightly different. 

I had no difficulties choosing the two students who did not truly internalize the 

concept of the reflective double entry journals and how to expand those experiences into 

Written Narratives.  The problem occurred in defining the middle two examples.  What 

actually happened is that one of the middle examples is not done very well and has a lot 

of the same issues as the two previous students, and the other has some of the excellent 

qualities of the top two students only in a different way.  Therefore, what I have 

discovered in analyzing the data, is that I actually have three students who did not 

internalize the experience (a good, a bad, and a middle) and three students who did it very 

well (two who were very good in different ways and one who was just very good in all of 

the ways).  It is interesting that the three students who struggled the most with these 

assignments and activities were the three who were older and were already working in the 

schools in some way.  The three who did well were younger and were not currently 

employed in the teaching field.  These are their stories. 

Mary’s story.  Mary has taught at a religious school for 12 years and is seeking 

certification to help her school stay accredited.  She was the appointed spokesperson for 
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the class as demonstrated after the first night when the class was informed that we would 

be meeting for the entire 3 hours of our scheduled time as seen in this email I received on 

Tuesday, January 29:  

Ms. Butler; In response to the question I asked about the length of class... 

last semester in EDUC 1301 I don't remember us EVER spending 3 hours in 

class. In fact most nights our class was finished by 7:30 - 8:00. Has this rule or 

law changed since last semester? I also have a friend that teaches there at the 

college and i (sic) know he NEVER goes to the 3 hour mark. Also, some of us 

were talking and lots complaining about length and they suggested cutting out the 

breaks to finish earlier. Is this something you would consider? Suggestion... could 

we just leave for a break if we need one? I am a teacher also... 1st grade for 

almost 12 years now... I know that probably shocked you. I have been teaching in 

a private school and the only reason I am working toward a teaching degree is 

because for one... to keep Model Satus , (sic) 2...So our school will stay 

accreddited (sic) and 3. I want to be more than a normal teacher... I LOVE to 

teach!!! Students can only learn so much at one time. We are no different... 

especially since we are probably full time workers, mothers, etc. We are tired by 

the end of the day too. Please consider this as constructive critism (sic) as I feel 

you are a dedicated professor. I appreciate you! (Appendix P) 

Upon receiving this email, I did discuss the issue with my students.  I tried to impress 

upon them the importance of why they were there and the amount of material that we had 

to discuss.  As a concession, I did agree to cut out the two ten-minute breaks that I had 

built in so that the class could end at 8:55 instead of 9:15.  Additionally, I tried to end 
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instruction and discussion at 8:30, and the students could use the remainder of the class to 

write their double entry journal reflections on the two chapters that were covered as well 

as the class activities for that day.   

Another instance occurred as the students were completing their review sheet for 

the final exam.  Mary again sent an email on Wednesday, May 1 that read: 

Ms. Butler; 

Can you look over this and make sure I am not missing anything except #34. 

Please help me find the answer to that. Also, can I share this study guide with the 

rest of the class? 

Thanks (Appendix P) 

I did not address this issue with the entire class.  I simply responded to Mary with the 

following: 

I really hope that your last question wasn’t a serious one!  As an educator, how 

much benefit so you think it would be to the other students if I let them copy your 

answers?  A huge portion of the education literature stresses how important it if 

for students to do things themselves.  They will remember it better if they have to 

do the same thing that you just did. (Appendix P) 

I do not know if she shared her study guide with the rest of the students, but I would hope 

that, as an educator, she did not.  This illustrates a recurring theme – although the 

students were preparing to become future educator, they were still viewing themselves as 

students and were not relating the information or procedures to themselves as future 

educators.  I found this especially troublesome with Mary because she is not an 

inexperienced teacher as she has been in the educator role for at least twelve years. 
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As Mary completed her double entry journals, she focused on one topic from the 

text (Appendix Q).  In some cases, she simply said that she liked the idea and in others, 

she quoted a section of the text on the right hand side where her reflection was supposed 

to go instead of the left.  Then, her reflection consisted of her feelings about that passage.  

Her reflections were mainly what she has seen in her own classroom and/or how they 

apply to her own family.  She never really reflected back on anything that she 

remembered or experienced in her own education, nor did she apply any of it to her 

future teaching practices.  She also did not label the knowledge. 

For Mary’s first Written Narrative, she chose her Chapter 4 double entry journal 

to transform into a narrative.  This double entry journal was on race, and she related a 

quote from the text and a family example. 

On page 71 in the text book it states that “skin color really is only skin deep.  

Most traits are inherited independently from one another.  The genes influencing 

skin color have nothing to do with the genes influencing hair form, eye shape, 

blood type, musical talent, athletic ability, or forms of intelligence.”  How true 

those statements are!  My husband & I adopted three mulatto children.  Even 

though their genes are different than us, people can’t get over how their traits 

reflect my husband & I.  (Appendix Q) 

Then, in her Written Narrative, Mary repeated her double entry journal almost word for 

word in her first paragraph.  Then, in the next two paragraphs, she narrated her story of 

adopting her three children and the particular incident in McDonald’s.  In conclusion, she 

related that “while race is only skin deep, the love, teaching and beauty goes so much 

deeper.  I am PROUD to be a mom of the most BEAUTIFUL children in the world.  God 
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does ALL things well!!!” (Appendix Q).  Although she did create a narrative of a past 

experience, she made no attempt to relate any of this content to teaching or to her future 

as an educator.   

 Mary’s next narrative stemmed from her double entry journal on time 

management.  Again, she defined time management from the text definition and then 

stated, “That is so true.  At our private school ‘time’ is a very important part of learning.  

At certain times of the day, activities are scheduled.  It also helps the student get in a 

‘routine’” (Appendix Q).  This time she does relate the topic of time management to her 

position as an educator, but she does not go any deeper than that, nor does she provide 

any specific details.  In this case, what she has stated is the most generic statement about 

school that anyone would make, and it demonstrates no indication of how the topic 

actually relates to teaching.  As she developed her narrative from this journal entry, she 

did put some feedback from her peers and me into practice as she actually developed 

more of a narrative focused on her experiences in the classroom.  She still inserted the 

time management quote in the introductory paragraph, but she began her narrative with 

more of a narrative quality.  She begins her day with her walk into the classroom and 

continues with everything she has to do to prepare for her students.  After that, she tells 

about one particular student and his lack of time management skills.  She then proceeds 

to explain how time management is very important for goal setting and how this helps the 

students graduate from college.  She then concludes with: 

I have developed steps for future time management building based on my 

personal experiences of following through and gaining the satisfaction of a job 
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well done.  I want to make sure that all my students are on task and to help 

implant the necessity of managing time in the classroom. (Appendix Q) 

As I read this, Mary indicates to me that she has already learned everything that she 

needs to know about time management and now her position as a teacher is to make sure 

that the students do their work and understand why they have to manage their time in the 

classroom.  I see no indication that Mary is planning on using anything that she has 

learned from the text or from her own personal experiences in her future teaching 

experiences.  She merely agrees with the text that time management is important, but she 

is not even reflecting on any of the strategies that were in the text or discussed in class 

concerning how to help students who lack time management skills.   

 Mary’s final narrative was taken from her double entry journal on Chapter 14 that 

dealt with Autism Spectrum Disorder.  She chose Asperger’s Syndrome as her topic and 

quoted page 266 of the text as to what Asperger’s Syndrome was.  Then, she reflected on 

the one student that has Asperger’s who is enrolled at her school.  They have “worked 

with him and he has improved greatly with the help of God, peers & teachers.  It first 

takes an understanding of the symptom and a love for the student to create success” 

(Appendix Q).  I was pleased that this began as a reflection based on a student who is at 

Mary’s school, but, again, I wanted to see more insight into what was done to help the 

student.  I would have liked to see some of the strategies that were in the text discussed as 

to whether they worked with this child or not.  However, Mary’s surface-level reflections 

provided none of this, so I was even more amazed when her Written Narrative 3 centered 

on this student.  In this narrative, Mary has all of the elements of the “the Hollywood 

plot,” – phenomenon that Connelly & Clandinin (1990) coined that exists when the 
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narrative consists of “the plot where everything works out well in the end” (p. 10).  In 

Mary’s case, she begins her narrative on the 100th day of school, and she is teaching a 

class that is preparing for the 100th day celebration.  A boy, Koltin, is in her class, and he 

has Asperger’s syndrome.  The events of the narrative center around Koltin who does not 

want to participate in the activities because he has too much work to do.  Mary, reaches 

“back into [her] training and remembered what [she] had learned about Asperger’s 

Syndrome” and recalls “one particular passage from [her] textbook, and [she] went to 

look it up and found” the information that she needed to deal with Koltin and this issue.  

Then, Mary persuades Koltin to work with a girl he likes and the problem is solved; “they 

are friends now and share a great pride in their project” (Appendix Q).  Mary concludes 

her narrative with the following paragraph: 

It takes a lot of prayer and patience to work with students who have Asperger’s 

Syndrome.  Through all of the teachers’ encouragement, Koltin has made a drastic 

change since he’s been in school.  I have developed steps for future assignments 

to help Koltin based on my personal experiences with him and the research 

project.  I have learned that patience and prayer do pay off, and I also let him 

know the class cares about his opinions.  Koltin has to have a routine and a 

specific schedule set out for him, but once he is secure in his place in that 

schedule, he seems to be better equipped to handle the tasks he writes down for 

his day.  I feel that love is the main ingredient in helping students cope with 

Asperger’s Syndrome.  I have also learned that I can’t just give in to a certain 

condition, but I need to find inventive ways to overcome it and succeed.  I want 

Koltin to succeed in life, and I believe he will, with God’s help.  (Appendix Q) 
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Based on my knowledge of what Mary has written thus far regarding her class, I find this 

narrative hard to believe (and not just because of the “Hollywood Plot” aspect).  Mary 

has never indicated that she taught a student with Asperger’s, so the narrative involving 

the 100th day celebration feels farfetched and contrived, especially since the celebration 

is dropped by the wayside in favor of a research project further into the narrative.  

However, even without this knowledge, the narrative does not meet the goals that I hoped 

it would accomplish.  Mary states that she developed future assignments for Koltin, so 

she is attempting to use this information in her future experiences, but she is still relying 

on such things as love and God to help with any issues that she may encounter.  I can find 

no evidence that she has taken anything beyond a single quote from the text to help her 

on her future journey. 

As I reflect on Mary’s writings, both the double entry journals and the narratives, 

I feel as though she was simply going through the motions with these assignments in 

order to receive a grade and did not really benefit from the reflections or the narratives as 

much as I had hoped.  She obviously took the feedback from her peers and me as she 

attempted to improve her narratives each time to make them fit the narrative format.  

However, she did not internalize any of the reasoning behind the activities or gain any of 

the benefits from doing so. 

 Susie’s story.  Susie was currently working as an aide in the school system and 

had been for a few years.  Her double entry journals consisted mostly of questions about 

topics directed specifically to me.  I felt as though her attitude toward a lot of the topics 

and issues was very cynical.  In that respect, she reminded me a great deal of myself 

during the “That’s Not Really Reading” phase of my teacher education experience.  
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However, unlike me, her journals consisted of no labeling of knowledge types and very 

few reflections.  She stated in her class feedback on the final exam that the notes were 

helpful but that she did not like the double entry journals or the narratives, but the 

feedback that I wrote on the journals were “valuable, opened my eyes to different aspects 

and ways of looking and thinking about classroom issues” (see p. 136), so they were 

worth the extra effort. 

 I cannot determine which double entry journal Susie used for her first written 

narrative assignment.  The topic of the narrative is inclusion.  This was her topic for 

Chapter 1 of her double entry journal when she commented “what I see in the inclusion 

circle (at the secondary grade level) is a lot of bright kids who are getting lost in the IEP 

process once they enter secondary level grades” and concluded with “I think inclusion is 

a positive thing an (sic) could work well if staffed well” (Appendix R).  For Chapter 2, 

she wrote about collaboration, yet she ended her reflection with “I’m am (sic) amazed at 

how much information & communication must go on to make inclusion work” (Appendix 

R).  In Chapter 3, she wrote about academic needs, but her whole reflection focuses on 

the belief that inclusion is not appropriate.  For example,  

I have only experienced inclusion at one type of school, a predominantly at risk 

school.  And I’m still trying to see the benefits of including a child in an 8th grade 

history class, whose reading at a 3rd/or 4th grade level. (Appendix R) 

This is one example from her entry, but all three paragraphs that she wrote for this 

reflection contain the same tone and cynicism regarding inclusion.  Chapter 4 was the 

only chapter that did not contain any references to inclusion as this chapter was centered 

on culture and diversity.  However, in Chapter 5, Susie focused on “academic problems 
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occur” as her topic and is once again trying to come to terms with the inclusion process.  

She states that she “sees them in the classroom, but rarely engaged in instruction.  These 

are 8th grade level txt books, so some don’t have the ability to read outloud.  Many times 

they are not able to follow verbal lesson either” (Appendix R).  Throughout these 

reflections, Susie does one thing consistently – she focuses on her beliefs that special 

education students who are not on grade level should not be included in the general 

education classroom.  What Susie has not done, however, was look objectively at the 

situation.  She has questioned the practices of including students, but she has not 

questioned the actions of the teachers in those classrooms whose job it is to see that the 

students are included meaningfully into the classroom and receive the same education as 

the other students.  The closest that she comes to this revelation is in Chapter 5 when she 

comments that “many of our special ed are not passing their General Ed classes” and 

questions “Are we failing as teachers in this area?” (Appendix R).   

 I believe that instead of focusing on one double entry journal to develop into a 

narrative, Susie used a compilation of all four of these chapters.  She decided to narrate 

her experiences with two special education children because “as a future teacher I’m still 

developing my thoughts and opinions about when and if inclusion is an applicable 

solution for every special needs child” (Appendix R).  Regardless of the fact that Susie 

has completely missed the whole concept of the IEP team determining the least restrictive 

environment for each individual student, she is still focusing on coming to terms with her 

personal beliefs about the topic instead of reconciling what the text says about the issue 

with what her personal experiences are about it.  She proceeds to narrate two of her 

encounters with her special education students in the general education classroom, and 
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then she concludes with a summary statement of what she learned from the encounters.  

She learned that 

while inclusion is not the answer for each student it does work for some.  As a 

future teacher I feel that this experience will cause me to be more aware of who 

my inclusion students are and that I have to take the time to individually plan for 

and intentionally encourage them to participate each day. (Appendix R) 

While I am ecstatic that she is taking something positive from the experiences and that 

not all of her interactions with inclusion were negative, I was still disappointed that what 

she is taking from the experience is what both her text and I have been trying to 

demonstrate to her every week since the course began.  I feel as though in this instance, 

Susie’s beliefs have so strongly influenced her, that neither the formal knowledge based 

on research, the law, nor the practical applications that I have provided in the classroom 

are enough to sway her from her own personal beliefs about this topic.  And, although 

every individual is entitled to his or her beliefs, Susie’s beliefs in this case have totally 

blinded her to the fact that what she has experienced may not be the best examples of this 

practice.  

 For the next unit, Susie wrote about behavioral management (Chapter 6), 

inclusion of students with disabilities (Chapter 7), organize curricular skills and 

information (Chapter 8), and advantages of computers (Chapter 9).  In the double entry 

journal for Chapter 6, she asked pertinent questions for a person who is contemplating 

teaching based on what she is experiencing at work.  She wanted to know what the best 

approach is at the secondary level for handling student misbehavior when the student is 

trying to be sent out of the classroom and whether the teachers should “ignore them or do 
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you give them what they want and send them out?” (Appendix R).  In the rest of her 

double entry journals, she actually focused on incidents that she experienced while in the 

classrooms.  For example, she told of an 8th grade social studies teacher who “varied their 

note taking method” (Appendix R) and of a teacher who used computers on Fridays as a 

reward or Friday activity (Appendix R).  These entries were some of her less cynical 

reflections; however, they were also some of her shortest.   

 For her Written Narrative 2, Susie did not burrow further into either of these 

topics.  Instead, she wrote a narrative based, once again, on her beliefs about the special 

education process.  This time, she used an incident from her personal life for her 

narrative.  She told the story of her daughter’s experience in second grade when she was 

at risk for failing.  In communicating of the difficulties with her daughter to her 

daughter’s teacher, the teacher did not feel as though Susie’s daughter needed to be tested 

for special education services or for a learning disability.  Instead, they modified the 

daughter’s assignments and continued to work with her both at home and at school to 

bring her to grade level, which they did by the end of the school year.  Susie concludes 

her narrative by pondering the following: 

I cannot help but wonder how many students are being educated on an IEP, who 

are not disabled learners; they just simply did not get the extra help they needed 

during those early formative years of education.  This experience with my own 

daughter gives me a little insight into the frustrations of both the student ant [sic] 

the parent of slow or disabled students.  Mrs. Epps’s continued understanding and 

willingness to help has given me insight into the kind of effective teacher I want 

to someday be. (Appendix R) 
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I was happy to see that Susie is taking something positive from this experience, but I was 

also concerned that in her future career as an educator, that she would let this situation 

negatively impact her decisions to refer students for testing and special education 

services.  I would have liked to have seen Susie be more open to the possibilities that 

although her daughter did not need special education, other students may.  Also, it would 

have been nice if she had realized that her daughter received the same modifications and 

adaptations as students who are receiving special education services.   

 Susie’s double entry journals demonstrated some progress in the last unit of the 

course as she demonstrated more breadth in her ways of thinking about the topics.  She 

reflected on activities that she used or could use from Chapters 10 and 13, she recounted 

personal experiences of her children for Chapters 11 and 12, and she briefly mentioned 

the limited experiences that she had with material from Chapters 16 and 18.  She also 

continued to ask questions, especially in Chapter 14 as this entire journal entry consisted 

of questions for me.  She asked 

When a SPED teacher suspects that a student has some type of ASD instead of the 

mental retardation she has been diagnosed with, what would be her 1st step to get 

the child retested?  What aspects of the students learning should be monitored & 

recorded the most? (Appendix R) 

This experience as well as the disagreements that she recounts in Chapter 15 (Appendix 

R) between the aides and the special education teachers demonstrates to me that Susie 

truly does care about the students with which she works.  However, after almost the 

entire textbook has been covered, Susie is still wrestling with the concept of inclusion 

and still does not seem to understand the concept of the least restrictive environment.  In 
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her double entry journal for Chapter 17, which is about gifted and talented students, she 

tries to cope with what she perceives as total hypocrisy and requests experienced 

feedback on the issue. 

A little confused about the thinking behind this concept and would appreciate 

experienced feed back. 

How is it better for a group of overachievers to be seperated/clustered (sic) 

together for the purpose of speeding up the curriculum, but socially harmful to 

seperate (sic) out sped kids into a slower environment so they can learn? 

I guess I’m thinking that an extremely smart person has the same social 

disadvantages as the slow learner, for often times, they too have a hard time 

relating to average people in a real world environment. 

So why is it ok to admit that GT are different and separate them, but it is 

not okay to admit that a special needs student is different and needs a full time 

resource room? (Appendix R) 

While Susie’s concern is valid, I felt as though she was still missing the point regarding 

how the special education and general education processes worked.   

 For her final narrative assignment, Susie did not choose a double entry journal to 

develop into a narrative.  She stated that while she “may be out of narrative experiences,” 

(Appendix R), she was not out of learning experiences and that is what she wrote about 

for this narrative that was a listing of what she learned from the different aspects of the 

course.  There was no narrative quality to it at all.   

 Overall, Susie never did fully grasp the concept of the double entry journal as a 

reflective tool.  I believe that she used it as a communication device between us and as a 
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platform to explore her beliefs on the topics near and dear to her heart.  She often got 

caught up in the process of broadening or generalizing (Connelly & Clandinin, 1990) as 

she attributed her experiences with inclusion to the concept as a whole.  I did see some 

progress towards the end when she began to expand her horizons with ideas from the 

chapter contents, and although I would have liked to have seen her delve a little deeper 

into the experiences and reflect on the activities a little more, I was happy that she was 

trying to incorporate some of the textbook ideas into her job duties.  However, because 

she did not fully conceptualize the idea of the double entry journals, her written 

narratives were lacking.  She had not created rich reflections of her experiences, so there 

was no opportunity to burrow deeper into the experiences nor did she attempt to discover 

why she felt the way she did about inclusion and its practices.  Finally, without any of 

these as a foundation, she was unable to envision a use for this information in her future 

career as an educator.   

 Emily’s story.  Emily was currently working in an ISD in the administration 

department.  Through her journaling, she revealed that she had also worked as an aide in 

a classroom for three to five-year-olds.  In the first unit, she attempted to label her types 

of knowledge, and she reflected on several different aspects of the chapter instead of just 

one when writing her double entry journals.  Her reflections were almost always work 

related or from the observations she was currently doing in the school system; none of 

her reflections came from any of her classroom experiences as a student.  Emily seemed 

to focus on her feelings about the content “I am glad to see…” (Appendix S) and on what 

she knew about that area “I know that…” (Appendix S), but she did not really reflect on 

why she felt as she did or how she knew the information.   
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 For Emily’s Written Narrative 1, she chose to write about Chapter 4, which was 

the culture and diversity chapter.  For this double entry journal, she explored her thoughts 

on the issue and referenced when she worked with these students as an aide.   

There are many diversities in classrooms today.  Many of our children are 

effected (sic) and this sometimes makes learning for the kids a struggle.  Working 

as an aide many years ago I could see how this took a toll on the children.  

Poverty played a big part as well as the make-up of the family.  The children were 

tired and not healthy and many had a hard time focusing on getting the work 

done. 

I think it plays a huge part in understanding a student and where they came 

from (home environ.) so that you can help that student make achievements 

through what may be a struggle outside of school.  (Appendix S) 

Emily used this experience as an aide as the source for her narrative; however, she did 

not focus on one narrative experience.  Instead, she attempted to write a more academic 

position paper on the topic she introduced in her journal.  Her introduction began with 

“Diversity on our schools today affects our students in many ways.  Many people, 

including teachers, do not understand that a student’s home life plays a huge part on how 

that student does academically” (Appendix S).  She is overgeneralizing what her feelings 

are on the topic to many people, including the teachers of the students.  It has been my 

experience that teachers of students are the biggest proponents of how the home life 

affects students in the classrooms.  Nevertheless, that statement serves as her thesis 

statement for what she sets out to prove in the next two paragraphs.   

 
 



131 
 

 Emily’s next paragraph refers to her experience with the students while working 

as an aide.  Her first sentence serves as the topic sentence that supports her thesis “As an 

aide working at a low social economic campus I could see how a home life of a student 

would affect them at school” and then she sets out to prove her main idea. 

The child might not have gotten enough food to eat, not the appropriate clothes to 

wear that day, or even they might not have slept or had a chance to do their 

homework because they were taking care of other siblings in the house.  Just 

taking a moment to think about it makes us stop and think about how huge of an 

impact this plays on how well that student will be able to perform academically 

and socially in school for that day. 

Her next paragraph continues in the same format and includes the learning materials and 

experiences to which the students may not have access.  Finally, she concludes with  

As a teacher, I would think that it is very important to notice and pick up on some 

of the behaviors you see in our students so that we can ensure they learn and get 

the knowledge they will need to succeed in life.  Sometimes a teacher might need 

to get a coat for a student, make them some flash cards or even loan them books 

to take home so that they can expand knowledge and be ready for another school 

day.  A teacher needs to take in account that there may be some extenuating 

circumstances that are keeping a student from doing their very best, and make 

sure they try to help that student be the best learner they can.  (Appendix S) 

She provides a very general overview of what a teacher “should” do instead of 

specifically thinking about what she would do in the classroom and how she can address 

this issue when she begins teaching.  I wondered at the time what Emily’s background 
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was in education because, from my experience, I have always seen teachers doing these 

exact things in real life and in movies and TV shows.  I did not know if Emily was just so 

intent on writing an academic essay that she did not notice what she had done or if she 

simply had no experiences with teachers doing exactly as she prescribed. 

 The double entry journals were much better for unit two in some ways.  Even 

though she began to focus only on one topic from the chapter instead of the three or four 

that she was doing previously, and she stopped identifying the types of knowledge, the 

actual content that she was writing about was what I had been hoping to see.  For Chapter 

6, she reflected on the experiences with a student with behavioral issues while she was an 

aide.  She focused on her thoughts during the experience and then linked that to what she 

now knows from the chapter and class discussions.  In Chapter 7, she actually reflected 

on a student who was blind that she went to school with in middle school.  This reflection 

consisted of the experience as well as information about how Emily thinks her teachers 

could have done a better job helping this student socially interact more.  She reverted 

back to her experience as an aide for Chapter 8 when she reflected on the experience of 

seeing a themed unit in the classroom and in seeing the students working in groups.  

Finally, for Chapter 9, she explains how she has the advantage of seeing the latest 

technology that is used in the schools due to her position working with the district 

technology coordinator.    

 Although Emily had several rich topics from her double entry journals that she 

could have turned into a narrative, she did not use any of them for her Written Narrative 2 

(she used an incident that occurred from the Chapter 10 material).  Instead, she focused 

on how much she has enjoyed her teacher observations so far and focused on one incident 
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that she saw where the teacher had to make accommodations for a student.  She did 

recount the incident with the teacher (which apparently spanned several weeks) in an 

abbreviated format.  She then concluded with two paragraphs of her thoughts. 

After getting to see the joy from both the student and the teacher, it shows me that 

you should never give up on trying to find a way to help your students.  Even if it 

is something out of your comfort zone (sic).  As a teacher you should keep on 

trying to help a student find a way to be their best, because in the end the result is 

fantastic for that student and for the teacher knowing that she is doing her best for 

that student. 

This is just one of the good experiences that I have witnessed this semester 

that I can take with me on my journey in becoming a teacher and when I become 

a teacher.  I hope to collect many more tidbits of information to make me become 

a good role model and teacher for my students. (Appendix S) 

Emily did attempt to include a narrative in this written assignment, but her focus is still 

on merely summarizing the event instead of giving the details that make the narrative rich 

and useful.  Then, in summarizing the experience for herself, she once again begins 

campaigning for what teachers should do in the future.  She realizes that she is learning 

valuable information that will help her in her future as an educator, but she is still 

speaking in very general terms.  I did not feel as though she were really burrowing into 

the events and envisioning herself as a teacher in the future trying to put these 

experiences into action. 

 Emily’s Unit 3 double entry journals continued in the same manner as those from 

unit 2; however, she did not complete entries on Chapters 13 or 14.  She chose the 
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Chapter 17 topic on gifted and talented students to expand into her final narrative.  In her 

double entry journal, she wrote about the project that gifted and talented students do in 

the local school district and her experience as a judge for this event.  However, in her 

narrative, she recounted an experience where she and her husband were trying to wait 

patiently for the letter that would let them know if their daughter was gifted and talented.  

Her first paragraph no longer began with the topic and a thesis statement; instead, she 

jumps right into the narrative mode. 

I tried to wait patiently as I knew I was to expect a letter letting us know if my 

daughter would be identified as GT this year.  My husband and I knew that she 

was advanced for her age but we just want to ensure that she receives the best 

education we can make sure she has.  We were very anxious to find out the news.  

As we opened the letter we received the notice letting us know that she was 

indeed identified as being GT.  We were so excited to find this out. 

Her next paragraph stresses how important she knows it is to identify students early and 

that she receives the services she needs so that she can realize her full potential.  She then 

turns to a summarizing of the chapter contents that she will need in order to help her 

make sure that her daughter gets the services that she needs.  Finally, she concludes with 

This has ended up being a double positive for me in that I can help my daughter, 

and future students I will be teaching when I finish my degree.  I will be able to 

take this knowledge of what I have learned and use it to make me a better teachers 

(sic).  I will be able to help many students in my future excel to their best 

potential in getting their education.  (Appendix S) 
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It is almost as an afterthought that Emily relates this experience to her future as an 

educator and how she can help students.  Her first focus is on how it affects her as a 

parent and because of that experience, she will be able to use the information to help her 

future students as well.   

 Throughout the process of writing the narratives, I provided feedback to the 

students for each one.  After Emily turned in Written Narrative 1, I explained that I 

wanted her to focus on one specific incident and to tell it in a narrative or story form.  

This led to her short summarized paragraph of the incident with the teacher providing 

accommodations in Narrative 2.  After that narrative, my feedback consisted of how she 

focused on a specific incident, but she still was not telling it in a narrative format.  This 

led to her revisions for Narrative 3 when she began with the narrative of waiting for the 

letter to arrive.  While I appreciated her attempt, I provided feedback on how she could 

have done more than narrate the arrival of a letter.  When she received this feedback, 

Emily whispered that she still did not understand what I was looking for.  When I heard 

this, I immediately felt as though I had failed in what I had set out to do.  Somehow, in 

fifteen weeks, I had not been able to demonstrate the value of reflecting, reliving, 

storying, and connecting those events to her future as an educator. 

 Anne’s story.  Right from the very beginning it was clear that Anne was a writer 

and that she clearly wanted to tell her stories.  Her double entry journals (all eighteen 

chapters) consisted of entries with multiple topics from each chapter.  Her reflections 

were all labeled with the type of knowledge that she thought it consisted of, and her 

reflections were from her experiences at school, her personal life, and her struggle to 

connect all of the content and ideas with what she knows (Appendix T).  If I had to 
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choose the one person in the class who utilized the double entry journals exactly as I had 

intended, that person would be Anne.   

 Anne’s first narrative was taken from an incident that she described in her 

Chapter 3 double entry journal.  In this chapter, the text introduced some of the special 

needs and disabilities that would be addressed in later chapters.  For Anne, she related to 

the section on ADHD as a legitimate disorder.  Her reflections included her beliefs and 

feelings based on an experience with her cousin. 

It may be a disorder that prevents students from academic success, but it should 

not be used as an excuse.  I was a live-in nanny/tutor for my (then) 6-year-old 

cousin who was diagnosed ADHD.  At the time, I do NOT believe he should have 

been so informed of this because he is honestly one of the smartest kids I know, 

and used it as a cop out for not learning.  (Appendix T) 

She then continued with a brief summary of what she later describes in full in her written 

narrative (all 2+ single-spaced pages).  Anne’s narrative was entitled “Courageous 

Karsten (Narrative #1)” and consisted of the events that occurred the summer she worked 

with her young cousin who was diagnosed with ADHD and whose teacher was hesitant 

about sending him to the next grade.  She worked with him to help him get on grade level 

with his reading and other skills while trying to find ways to teach him to cope with his 

diagnosis.  She concludes the narrative with the following: 

I left after that summer knowing that I had made a difference.  I helped him to 

overcome his initial difficulties in reading, language arts, and math.  I helped him 

look his ADHD in the eyes and say that he wasn’t going to be bullied.  He didn’t 

start and excel in academics like his sister Madeline did.  He wasn’t patient 
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enough, nor did he have the attention span to focus on even the most basic skills, 

but he finally understood that he could succeed too.  Karsten is now an above 

average reader and makes all A’s in his classes.  He wasn’t the only one that 

learned a thing or two that summer.  He taught me so much about what it takes to 

be a successful educator.  He wasn’t easy, by any means, but he was worth every 

bit of patience and energy that I put into those two and a half months.  To see the 

light come on in his eyes when reading clicked, made my heart melt.  To see him 

spell out all of his spelling words right made my day.  When I got a well hand-

written letter in the mail from him thanking me for spending time helping him, I 

cried.  If I ever had any doubt that I wanted to be a teacher, Karsten erased it for 

me.  I am, without question, on the right path.  Soon I’ll be helping many children 

overcome their fears and struggles, and in turn, they will help my passion to grow 

stronger. (Appendix T) 

After reading this, I honestly felt as though Anne understood the challenges and struggles 

that come with teaching, but I also knew that she had seen the reward and understood the 

trade-offs.  I did wish, however, that she had not spent so much of the final paragraph 

focused on the rewards with Karsten.  Instead, I would have liked for her to apply her 

experiences with him to her future and to envision herself teaching students who may be 

very similar to Karsten.  I felt as though she had broadened and burrowed, and now I 

wanted her to take the next step and return  

to present and future considerations and asks what the meaning of the event is and 

how he or she might create a new story of self which changes the meaning of the 
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event, its description, and its significance for the larger life story the person may 

be trying to live. (Connelly & Clandinin, 1990, p. 11) 

I felt as though Anne had all of the pieces in place to make this happen, but she stopped 

one step short of where I would have liked for her to go.   

 Anne’s second narrative was entitled “Lasting Impressions.”  In this narrative, she 

identified several of her teachers from her educational years that provided an example for 

her to follow.  She begins with a narrative of her kindergarten year and the teacher and 

then proceeds to give a brief overview of her first through third grade teachers.  After 

these recollections, she inserts a paragraph explaining that when she becomes an 

educator, she plans “on using these amazing ladies as examples” because she will “never 

forget even one of the teachers mentioned because they had such a strong and lasting 

impact on me, as women, educators, friends, and decorators” (Appendix T).  She then 

proceeds to detail exactly what she will do in her classroom and how it will be arranged 

and then what she will do specifically for the students with disabilities.  She concludes 

with  

When my students leave my classroom at the end of the school year I want them 

to take a hearty slice of life with them.  I don’t expect them to remember the 

layout and posters I have in my classroom, but I hope that throughout their 

education they will have retained the base that I provided for them and build on it 

to no limit!  I expect that some of my students I teach will be future educators and 

I hope that these students remember me not just for who I was, but for the 

example I set in my classroom, the way I managed my time and resources, and for 

the passion I will show for education, starting with ABCs.  (Appendix T) 
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This is an example of what I was hoping to see from all of my students.  I get the 

impression that Anne envisions herself teaching.  She sees her future students and is 

imagining what she will bring to their lives and how she will do it.  She is also looking 

far into their futures and considering how they might view her classroom and what she 

taught them – even more than the content that she covered.   

 Anne’s final narrative again dealt with her experiences with her cousin, Karsten 

(Appendix T).  In this narrative, she focuses on how she eliminated the distractions for 

him so that he would learn as she tutored him one summer.  Again, at the end, she 

focuses on the specific things that she can do in her future classroom to help eliminate the 

distractions for the students.  Analytically speaking, there was very little difference 

between this narrative and her other two.  I felt as though she had internalized the 

concepts well and was actually envisioning her future as an educator.  My only concern 

regarding her narratives is that she chose the same narrative to tell (only focusing on a 

different aspect) for two of her assignments.  I think that her double entry journals 

provided more than enough reflective experiences for her to have easily chosen one or 

two of these experiences to develop into a narrative, but she focused on the same 

experience twice and then recounted her first four years in elementary school in another 

narrative.   

 Andy’s story.  Andy’s double entry journals were not as rich as Anne’s, but they 

were still above average.  She chose one to three topics from each chapter to reflect upon 

and her reflections included what she had learned, things she remembered, her thoughts 

about what we did in class, how she felt about what she was learning, connections to her 

family, and what she has observed while doing her observation hours.  She did not label 
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the types of knowledge that each demonstrated, but she did truly think about the aspects 

of the course that I wanted her to think about, and she tried to relate the content to what 

she knew or had experienced (Appendix U).   

 Andy’s first narrative stemmed from the culture and diversity chapter.  She wrote 

about an experience that she observed in a classroom while completing her observation 

hours.  This incident was not in her double entry journal for that chapter, so she did not 

use her reflections of the incident to expand into a narrative.  When I first read this 

narrative, I was very confused.  Andy told the story from an omniscient narrative 

viewpoint, so I could not tell what role Andy played in the story.  She appeared to know 

things about the main character “Say Paw” that she would not know unless she was Say 

Paw; however, if that was the case, I was not clear on why Andy just did not say “I.”  Her 

final paragraph cleared up the confusions as she stated 

I witnessed this scene while observing a 5th grade class.  The learning experience I 

drew from this observation is that teaching students from different cultures is 

difficult and you will face many challenges in trying to help a student achieve this 

success.  As an educator you have to think on your feet and try to use any 

resource available to help a student.  In this case, the teacher was successful in 

using a mirror to teach a student what the word equivalent means.  I also learned 

that even though students are from different cultures they alike (sic) in many 

ways.  For example, the mirror demonstration helped several students in the class 

not just Say Paw.  In the future, I will try my best to come up with unique ideas 

like Mrs. Grantland did to help the students in my class.  (Appendix U) 
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For this narrative, I provided feedback to Andy that instead of choosing the role of 

omniscient narrator, she should just have told the story from her observation.  I think that 

would have cleared up the confusion and would have involved less “fiction” as she was 

only theorizing on what Say Paw was actually thinking.  It would have provided a more 

honest interpretation of the events that took place that day. 

 When Andy turned in her second written narrative to me, she prefaced handing 

me the paper with a statement that she hoped that I would not take what she wrote 

personally.  I had not yet read the narrative, but I told her that her reflections and what 

she wrote was supposed to be what she was thinking and feeling and that I would not let 

those influence me if they were honest.  Once again, this second narrative had not 

stemmed from a previous double entry journal, so I was unprepared for the content.  She 

began her narrative with 

I had never heard the word inclusion until I took a teaching course that focused on 

special populations.  I admit I didn’t fully grasp the concept at first.  I was even 

insulted when I wrote a required journal entry that I thought explained how I had 

seen inclusion practiced.  I was further insulted when my instructor proclaimed 

that the class must have all been home schooled because our journal reflections 

lacked real examples of inclusion.  At first I struggled to think of students I had 

seen with a disability included in a classroom with me.  At one point, I had come 

to the conclusion that my primary schools must have kept these students separate 

from the general education students.  But as learned (sic) more about this topic, I 

realized I had seen inclusion practiced everyday during my school years; I just 

didn’t realize it.  As I look back on my school years, I realize that I attended 
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classes with students with hearing impairments, learning disabilities, physical 

disabilities and behavioral problems.  (Appendix U) 

This opening paragraph was very difficult for me to read.  I frantically searched my 

memory for when I could have insulted her about her required journal entry.  Since I had 

scanned the documents, I looked through her journals to see what I might have said that 

may have insulted her, as that was definitely not my intention.  I could find no reason for 

her to think that I had insulted her knowledge or what she wrote in any way.  I did recall 

the incident in class that she mentioned, but I did not mean for that to be insulting either.  

I said it almost as a joke, and then I realized that it was true in some instances.  What I 

had not realized or considered at the time was exactly what Andy was describing – that 

these students had experiences with the special needs population in their previous school 

years, they just had not realized it at the time and they were not thinking about those 

instances now that we were talking about them.  Either way, I was very happy that Andy 

had brought this to my attention as it indicated something that I needed to address in my 

own interactions with my students.  I could not hope to achieve the open and safe 

environment that I was trying to cultivate that would encourage open reflection and 

storying if my students perceived me as offensive.   

 The rest of the narrative detailed how a class discussion and the chapter on social 

acceptance led to Andy recalling an incident from her third grade year.  She then detailed 

the narrative of the events surrounding how she was not very accepting of a student with 

disabilities that year.  She then concludes her narrative by demonstrating how much she 

has learned 
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When I think back on my first day of class, I remember thinking how much I was 

going to hate writing journal entries.  I realize now that these reflections can led 

(sic) to important revelations about past experiences.  I now understand what 

inclusion means.  I also understand for inclusion to be beneficial to a student with 

disability, teachers need to be attentive to how a disabled student is being treated 

by their peers…Overall, from this experience I realize how important a teacher’s 

role is in making sure a student with a disability is treated with understanding and 

respect by his/her peers. (Appendix U) 

Andy clearly demonstrates the benefits of reflection and what she has gained by thinking 

about the concepts discussed in class and read about in the chapters.  She has also applied 

that to what teachers need to do to help students with disabilities be more socially 

accepted in the classroom.  She also, unintentionally, reminded me that teachers must 

also be socially accepting of the variety of students who are in their classrooms and the 

experiences that they bring with them. 

 Andy chose an experience from her Chapter 10 double entry journal to expand 

into a narrative for her last written narrative.  She titled this one “ADHD” and narrated 

the experience of her family’s struggle in finding out that her nephew needed to be put on 

ADHD medication in order to be successful in school.  She describes her feelings about 

the issue before this announcement and reflects on the teacher’s handling of the situation.  

She concludes by stating 

Overall, this experience and my new knowledge about this disorder has taught me 

that I should approach each child as an individual and develop a specific plan that 

will work for that child.  I also believe medication should not be considered until 
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other adaptations are tried first.  When I become a teacher I will try my best to 

employ any type of strategies or curriculum modifications to help students with 

ADHD succeed in school.  (Appendix U) 

I was pleased with the analysis that Andy demonstrated in her narrative, but I wondered 

how much of it was colored by the experience she had with her nephew’s teacher (which 

was not a positive one).  Once again, I was concerned that her beliefs about medicating 

students with ADD/ADHD might one day influence her decisions that she makes as a 

teacher.  I was pleased that she noted that she would try other adaptations and 

modifications with the child and that she realized that every student needed to be 

addressed as an individual, but I wondered if she realized that while she tried other 

methods, the student might not be learning.   

 Jewel’s story.  Jewel followed the directions I gave regarding the double entry 

journals more than any other student in the class.  For each chapter, she wrote on 

information from the text and from the class activities.  Once we started the chapter 

presentations for Chapters 10-18, she even reflected on those group presentations.  In her 

reflections, she reflected on what she could relate to, what she knew or has seen, what she 

did not know, and her feelings on various aspects of the topics.  She began identifying the 

types of knowledge, but she quit doing this after Chapters 1 and 2 (Appendix V). 

 Jewel’s first narrative stemmed from her Chapter 3 double entry journal on gifted 

and talented students.  She started her narrative with her experiences and remembrances 

of her early years in school and her social nature.  She then chronicled the issues caused 

by her social nature and eventual placement into the GT program and her resistance to 

ADHD medication.  She concludes her narrative with  
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I chose this experience because I believed my teacher made a wrong judgment.  I 

think she quickly came up with a reason for my bad behavior and that’s how I was 

misdiagnosed.  I learned from this experience to take the time and work with a kid 

before I assume they have something wrong with them.  As a future teacher I will 

offer different solutions to my students before any drastic measures are taken. 

(Appendix V) 

The recurring image of resistance to medicating students appears again in Jewel’s 

narrative.  While I did not want my students to think that medication is the right decision 

in every situation, I was very careful to explain to them all semester that some students 

need the medication and narrated stories from my own experiences where it was difficult 

to tell when students were on or off their medication and other times when it was very 

obvious that a student had not taken his/her medication.  However, the continuing theme 

throughout most of the narratives centered on the belief – based on one personal 

experience – that no student should be medicated until all other avenues have been tried.  

The students in this class were very focused on generalizing one event to a whole group 

or population.   

 The second narrative I received from Jewel again focused on her second grade 

year.  In this narrative, she tells of her second grade teacher, her love of reading and 

practicing to be in a play until being told that she had to move in the middle of the school 

year.  She was able to be involved in a different play at her new school, which has led to 

her being cast in various other roles throughout her school career.  She concludes be 

connecting this experience to herself as a future teacher. 
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As a teacher, I want to encourage students to learn to love to read.  I want to 

explain to them that it could open doors for something more exciting in the future 

and that it could shape their minds and creativity.  I think if students with 

disabilities had the opportunity to read or were read to more often than they could 

benefit more creatively and it could help them in the future.  (Appendix V) 

Again, I was encouraged by Jewel’s narrative, but I would have liked to have seen more 

application for her future as an educator.  She was still generalizing her experience with 

reading to the general population of students instead of burrowing deeper and realizing 

that it may not be reading that spurs that creativity for a student – it may be music or art 

or some other trigger entirely.  What would she have done in that case as a teacher in the 

classroom?   

 Jewel’s third narrative recounts her experience in high school (just the year 

previous to this course) as her school showed the movie Front of the Class about a boy 

with Turrets Syndrome.  She documents the actions of the main character in the film as 

well as the responses and actions of the other students watching the movie.  She also 

states that she chose this event to narrate because “it really had an effect on me” and it 

“motivated me to encourage my students to treat each other with respect and kindness.”  

She continued with 

I want to show this movie to my future classes and explain to them the importance 

of being kind and treating students with disabilities equally.  I want them to know 

that it is ok to ask questions and also that they can make friends with their fellow 

disabled classmates and not fear them.  I want them to know that it is important to 

understand that they are humans and have feelings just like they do. (Appendix V) 
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Jewel’s future applications for this narrative are not as specific as previous ones.  Instead, 

she is focusing on (although she does not name it) the climate that she wants to create 

with her students as she helps them to develop their empathy for others.  Although this 

was not what I was intending, I was pleased that she was focusing on something that 

most beginning teachers would not even think about.  It showed me that she had really 

internalized a lot of the concepts of the course that we had discussed in class and thought 

about how she can begin to create the climate and culture of understanding that is so 

important for our students.  

Final Thoughts 

 As a final activity for this class, I gave my students an extra credit question on 

their final exam that stated:  Provide instructor feedback for this course/class.  What did 

you find the most helpful/least helpful?  How do you feel about the journal entries and 

written narratives?  Discuss anything that you feel would be relevant to the instructor for 

teaching this course in the future.  Although I did not make these responses anonymous, I 

still feel as though I received fair and honest feedback from the students.  I also think that 

their responses help to understand the categorization of the work that they did in this 

course on their double entry journals and narratives. 

 Mary.   

 Feedback – Great course! 

 Most Helpful – observations 

 Least Helpful – Homework assignments! 

 Journal Entries – They were OK 

 Written Narratives – I learned to write narratives a little better. 
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Discuss:  I think you are a great professor and I want to thank you for being 

punctual to return assignments/tests!  Thank you for helping me in “my” journey 

of teaching the greatest gifts in the world…students! 

Susie.  Requiring notes for each chapter was very helpful, it kept me on track.  

Okay, I did not like doing the DEJ or narratives at all!  But your feedback and 

questions on them were valuable, opened my eyes to different aspects and ways of 

looking and thinking about classroom issues.  It was most definitely a love/hate 

relationship.  Personally, I think you should keep doing them.  they (sic) were 

worth the extra effort! 

Emily.  I really enjoyed this class.  It was great to get a little bit of learning on 

what I work with on a daily basis.  The class explained some of what I knew in 

depth for me.  I did not love the journal entries or narratives  I am not great in 

English or writing so I did not favor it.  However It (sic) did make me read the 

chapters where I probably would not have done so. 

Anne.  I honestly enjoyed the class material, discussion, teaching and teacher.  

More than once I got tears in my eyes listening to what these ladies had to share 

and when I think about the life I will live as a teacher.  The narratives helped me 

to focus on things I’ve experienced and I loved the journals.  I’m a very reflective 

person and enjoyed looking deep at what I (thought) I had already known.  

Professor Butler, you know your stuff and it shows.  Thanks for a great semester 

and for keeping me on the right track to my future in doing what I’m passionate 

about.  ALSO – please have mercy – hardest exam everrr   
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Andy.  I really liked the narratives.  They helped me understand past experiences 

in a way I never would have been able to without being forced  to write about 

them.  I also like how through (sic) your class covers topics.  I think I learned 

more in one day in your class than I did in an entire semester in my first teaching 

class.  The Double Journals are tedious, but I think that’s because I procrastinated. 

Jewel.  I really did enjoy this class and I am actually going to miss it.  At first I 

thought it was going to be hard work and no fun but it was fun.  The instructor did 

a really great job presenting the information.  The only thing I did not like was the 

quizzes on every chapter.  I really enjoyed teaching the chapters and listening to 

the other groups teach.  The journal entries and narratives were also a lot of work 

but it was a creative idea.  Definetly (sic) something I had never done before.  I 

believe this course helped me as a future educator 

 
 



 
 

Chapter Six 

Bridge Inspections 

“I have an engineering problem.” –Randy Pausch 
 

 One of the hardest things to do is to end a story.  As a reader, I have always 

eagerly anticipated the happy ending and dreaded turning the last page.  As a writer, it is 

important to find the balance between effectively summarizing the information and 

wrapping up the loose ends and leaving your reader wondering what comes next. 

 Like almost all aspects of this inquiry, I have struggled to craft the perfect ending 

for this narrative.  I wanted to end it the same way in which it began because I saw it as a 

circle that never quite ends.  The learning and experiences will continue for both my 

students and me.  However ending it in this manner did not feel right, as I am no longer 

the same person that started the narrative; the learning that has occurred throughout this 

inquiry and the knowledge that I have gained has changed who I am and how I feel about 

education.  Thus, I have realized that the best ending for this narrative is actually a new 

beginning which fits in quite well with Dewey’s (1916) belief that education, “in it’s 

broadest sense, is the means of this social continuity in life” where the “principle of 

continuity through renewal applies” as we recreate our “beliefs, ideals, hopes, happiness, 

misery, and practices” (pp. 2-3).  To demonstrate what I have learned through this self-

study, I decided to craft a First Lecture of my own in which I do what I had hoped to do 

with my students – identify my educational beliefs and what I hope to leave behind at the 

end of my career.  This will allow me to identify the obstacles, or brick walls, that I 

encountered during this inquiry and that may impact my future experiences as a teacher.   
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Lesson 1:  The Role of Experience  

As I prepared to teach this course for the first time, I began questioning whether I, 

as a beginning teacher educator, could overcome my own hurdles and brick walls and lay 

an adequate foundation for my students in one semester that provided the content 

knowledge of the course and the practical techniques that would allow them to build the 

bridges to help them overcome their own future brick walls.  I created the self-study by 

targeting a few of Bullough and Pinnegar’s (2001) self-study guidelines that I felt were 

the main aspects that I needed to focus on for my inquiry based on Dewey’s (1916, 1938) 

belief that having experiences, reflecting on them, and preparing for future experiences is 

the epitome of growth and continuity in life.  Therefore, the guidelines I chose all focused 

on my previous and past experiences in education - facing my past experiences with 

education courses openly and honestly, telling of my experiences in a truthful and 

straightforward way to enable others to connect with these experiences and to reflect 

upon their own, and gaining insight from my experiences so that I could help my students 

become better educators.  

My ideal goal was to create the circumstances that would allow the students to 

reflect on their experiences, identify the obstacles or brick walls, and then identify and 

direct the change they would like to see and the types of educators they would like to 

become (Nelson, 2008).  However, what I discovered from this attempt is that while 

teacher knowledge is messy and often unidentifiable in how we know what we know, our 

beliefs about education are not.  This is one aspect that I did not account for in the design 

of my study.  I was very focused on the students being aware of what they know and did 

not account for the idea that every interaction that a person has creates the opportunity to 
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establish a belief (Murphy, et al., 2004); therefore, by having the students focus on their 

experiences in classrooms, I was effectively leading them in the creation of their beliefs.  

However, I did not provide any support or discussion of how these beliefs may influence 

their teaching until much later in the semester.  Additionally, as the students were 

creating their beliefs, I was re-evaluating and creating my own as well.  Throughout this 

inquiry, I encountered several instances that directly conflicted with my beliefs about 

education and what my students were able to do.  Finally, the issue of causality (Connelly 

& Clandinin, 1990) must be addressed as several of my students may have misinterpreted 

their experiences that may lead to problems for them later on while teaching.  For 

example, Susie’s belief that inclusion does not work at the secondary level permeated her 

work the entire semester as did Mary’s belief that patience, love and God could fix all 

issues.  Jewel, Anne, and Andy all firmly believe that no child should be medicated or 

labeled as ADD/ADHD until all other options have been exhausted.  Every one of these 

beliefs stem from their own experiences in the school system, but they did not fully 

examine their situations and reflect upon the individuality of students in their classes; 

they only saw the issue from their own experiences.  However, I did exactly the same 

thing with this inquiry.  I believed that the teacher education system was broken based on 

my experiences with it, which shaped my experiences in this course and with this inquiry.   

While these students may not be able to label the type of knowledge they hold, 

they are very familiar with their beliefs and why they hold them.  As the semester 

progressed, I was often frustrated by what I determined to be their lack of ability to see 

these beliefs as the brick walls that I saw them as.  However, as Hammerness, et al. 

(2007) stated, students will “often fail to remember, understand, or apply ideas that have 
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no connections to their experience and no context for acquiring meaning” (p. 369).  This 

leads me to surmise that at this early stage in their careers, students are not able to 

realistically see how their beliefs may hinder them in the future.  At this point, they can 

only base their judgments on their past experiences and make an educated guess about 

how they may use this knowledge in the future as educators.  The students simply do not 

have enough teaching experience to understand how their beliefs might impact their 

future decisions.  They do not have enough practical experiences in the classroom to 

understand the complexities involved in teaching a variety of students and their numerous 

personalities and issues.  They still believe in a one-size-fits-all approach to teaching. 

The lesson that I take from this is that sometimes experience really is the best (or 

only) teacher.  While I was frustrated with what I determined was the lack of insight in 

my students, I should have realized that I had deliberately designed this inquiry to mirror 

what I wanted my students to do in the future when they became educators.  I was trying 

to create life experiences of my students that would help to shape or form them as 

individuals through experiences that promoted, hindered, stimulated or inhibited their 

actions in the future (Dewey, 1916).  As my students teach and gain experiences that 

contradict their beliefs, they may then realize the obstacles that their beliefs are creating 

for them just as I did.  This will allow them to “consider and reconsider what they know 

and believe…what it means to know and believe something, and then to examine and 

reinvent ways of teaching that are consistent with their knowledge and beliefs” (Cochran-

Smith & Lytle, 1999, p. 272).  In this case, there is nothing that I, as their teacher, can do 

to help them prepare to conquer these obstacles at this stage in their careers.  They have 

to learn these lessons by encountering the brick walls.  In much the same way, the lessons 
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I learned from this inquiry are those that I needed to learn through the experience of this 

self-study by encountering the obstacles and frustrations that I experienced.  At the 

beginning of this inquiry, I would never have anticipated the brick walls I encountered 

because they directly contradicted my beliefs about teaching, learning, and education.  I 

had very specific beliefs about the students, the schools and teaching that directly related 

to what I intended to accomplish (Kreitlow & Dreier, 1955), and my attitude was based 

on my beliefs about education founded on judgments and not facts (Pajeres, 1992).  It 

was only through time and reflection that I can see and admit how my own experiences 

shaped my teaching and, by extension, the learning of my students. 

Finding fault with education.  The first aspect of this self-study that I had to 

come to terms with was facing my feelings about teacher education in general.  For the 

majority of my career, I believed that my teacher education courses had failed me when it 

came to teaching me what I really needed to know about teaching.  During my 

undergraduate degree, I felt as though I was too knowledgeable about teaching to be 

fooled by what my professors were giving me.  I did not want to know about the “ideal” 

classroom; I wanted to know about the “real” classroom.  This belief greatly influenced 

this self-study as I honestly felt as though the educational system was broken and that I 

could fix it by showing my students what the real classroom was like.  I wanted them to 

get the formal knowledge that is so vital to learning, but I also wanted them to realize that 

they already had a wealth of knowledge at their fingertips based on what they had already 

experienced as students in the classroom.   

 In reality, some students will always find fault with their education, as all 

experiences are different.  Learning, while dependent upon how it takes place, is also 
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based on the previous knowledge and experiences that each student brings with him/her.  

Therefore, while my method of teaching and the activities used in this inquiry may have 

worked for some students, they would not work for all of my students, which would leave 

some unsatisfied with the experience just as I was.  After teaching for ten years, I decided 

to return to school and pursue my master’s degree.  In doing so, I faced a rude awakening 

in my education courses.  While my English classes were still seminar-style, which I 

loved, my education courses were no longer lecture-based.  In the ten years since I had 

graduated, education had changed.  It was now based on the constructivist philosophy, 

and my education professors did not want me to merely recite or regurgitate the text to 

them; they expected me to work in groups with poster paper and markers and construct 

interpretations, reflections, applications and analyses.  I was appalled and offended by 

these courses.  After all, I taught secondary school, not elementary education, and, as an 

introvert, I hated the constant group work.  Ironically, at this same time, I began to 

formally and informally mentor new teachers in my district.  I was becoming recognized 

for engaging my students, mostly those who struggled and were behind.  I was even 

asked to present at the English/Language Arts professional development session one 

year; the topic was Engaging Activities.  Even though I was effectively doing what I was 

being taught to do, I still struggled with the idea of going to class and actively engaging 

in the course in a constructivist way.  My beliefs about education did not allow me to 

reconcile this teaching style to what I was already doing in the classroom.  This continued 

into my doctoral courses as well.  Although these courses were structured in much the 

same way as my English seminar classes had been, I still struggled with reconciling what 

I thought a doctoral class should consist of with what it actually was.   
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 Through my inquiry, I discovered that some of my students were actively trying 

and some were merely passively undergoing the entire experience, and those that 

underwent the experience and allowed it to change them are the ones that saw the most 

benefit from it (Dewey, 1916).  The ones who already had experiences teaching (like 

Mary, Susie, and Emily) found my double entry journal assignments tedious and never 

quite connected to the written narrative assignments.  Although they did not openly admit 

any such thing, they did not see the benefit in reflecting on their experiences and then 

crafting a narrative of that experience in order to help them in their future careers.  As 

frustrating as this experience was for them, it was equally frustrating for me. I did not 

understand why these intelligent and dedicated ladies were so confused by the concepts 

and ideas that I was trying to get them to follow.  At least, I did not understand until I 

analyzed the data from this inquiry.  That is when I realized that reflection often takes 

time and space, and that if I chose, I could turn what I labeled a disagreeable experience 

into an educative one (Dewey, 1938), which is the whole point of this inquiry.  This is the 

moment that it all came together for me.  What I was viewing as a bad experience, or a 

brick wall, actually showed me that these ladies were older, more experienced versions of 

myself twenty-five years ago.  They felt as though they had already figured most of 

teaching out; they were just seeking validation for their knowledge.  They did not need to 

reflect or narrate; they just needed the teaching certificate.  They were simply going 

through the motions – writing double entry journals and narratives – trying to figure out 

what I wanted so that they could move on to the next step in getting certified to do what 

they were already doing.  They were demonstrating Dewey’s (1916) belief that “mere 

activity does not constitute experience” (p. 163).  They were finding fault with their 

 
 



157 
 

educational experiences, just like I had, because they were not actively involved in the 

experience.  It is now my task to build upon these experiences and shape how I teach in 

the future instead of allowing the failure to shape or define who I am.  It is my hope that 

Mary, Susie, and Emily will make these same connections in their futures as well. 

 I do not see this tendency to fault one’s education as a negative experience now.  

For those who have experience in education, they should always be questioning and 

growing.  As Davies, et al. (1993) noted, examining one’s beliefs and assumptions can 

allow students to “gain the courage to ask questions about the important educational 

issues and to explore and challenge” what they are being asked to do and consider (p. 53).  

I now see Susie’s questions and concerns about every chapter as an attempt to reconcile 

her beliefs with the new learning that is occurring.  This allows Susie to reconceptualize 

what she knows so that she can “enter new ways of thinking” and rebuild “old concepts 

and experiences in order to deal with the demands” of her present job (Vazir, 2006, p. 

446). Additionally, if we are going to assert that all teacher education students come to us 

with valuable knowledge and experiences in teaching, then we must be prepared to help 

them reconcile these experiences with the new knowledge we are presenting. 

High but realistic standards.  The ultimate goal of this self-study was to 

understand myself so that I could help my students become better educators.  I hoped to 

create an environment in which my future teacher education students would reflect on 

their early to recent educational experiences and identify what knowledge they already 

held about the teaching profession.  In order to accomplish this, I used Randy Pausch’s 

first lecture as the inspiration for the idea that my students would create a first lecture that 

would help provide a bridge for them and would also help them conquer their own brick 
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walls when they encounter them.  I coupled this idea with my belief that every teacher 

should at least write their first lecture identifying their educational beliefs and articulate 

what they hope to leave behind by the end of their careers.  My original idea was to have 

my students write a first lecture that would form a roadmap or guide for himself or 

herself.  I also wanted the activity of writing this first lecture to provide an opportunity 

for the students to reflect and acknowledge some of their deeply held beliefs about 

education.  Not only did I want them to know what they knew, but I also wanted them to 

be versed in the ways of knowing, or, how they received the information that they had 

(Fenstermacher, 1994) because how students learn the information greatly affects what 

they know.  This self-study unwittingly became the very epitome of that as it allowed me 

to discover exactly what I know and believe about education and the only way that I 

would have learned it was by conducting this inquiry.   

The idea of creating a first lecture is one of the ideas that had to evolve from the 

beginning of the inquiry to the end.  I could not have my students write a first lecture as I 

did not feel as though they were experienced enough to actually complete this task.  

Instead, I modified the assignments so that the students would write three narratives 

instead of a single first lecture.  My main goal in having the students create a first lecture 

was to help these future educators sift through all of their experiences to discover the 

gold nuggets that have been salted through their educational careers and their lives.  The 

two step process of writing double entry journals and reflecting on what is known and 

learned and transitioning these experiences into written narratives provided my students 

with ample opportunities to reflect on these key experiences and apply them to future 

teaching experiences.  I wanted my students to understand and incorporate the lessons 
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from my course into what they already knew and had experienced in their years of 

education.  In doing so, I hoped that this information would stay with them and have 

more meaning for the students as they connected what they were learning to their 

discoveries of what they already knew.  It was my belief that this process would allow 

my students to effectively look into their futures and identify how they would utilize the 

information in their own classrooms and with their own students.  What I failed to 

understand, however, is that these results are not immediate.  My students may not 

actually see the results of these reflections and experiences until some point in the future 

when they are actually teaching.  For myself, it took a few semesters and some distance 

to see the true accuracy of what occurred.  As I reflected during the inquiry, I was 

experiencing the distorted view of the event simply because of my beliefs and how close 

I was to the inquiry (Feldman, 2003).  I knew what I wanted to accomplish, and I was 

frustrated with what I saw as a failing experiment.  It was only by reading the double 

entry journals and narratives semesters later that I realized how much I accomplished and 

why things did not work out as I had planned. 

Being able to create meaningful narratives was a lofty but unrealistic goal.  As I 

read the narratives in Clandinin’s (1993) Learning to Teach, Teaching to Learn in 

preparation for this inquiry, I envisioned my beginning students writing the same types of 

narratives as those pre-service students.  I expected the students to write vivid and 

incredibly pertinent narratives that storied their experiences and created eye-opening 

epiphanies for the students that laid out the entire foundation of what their future careers 

would entail.  One of my advisors, Dr. Mountain, cautioned me early in this inquiry that 

my students might not have the experience to write the narratives, but my beliefs about 
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the capabilities of the students prevented me from fully realizing her concern.  As one 

might expect, I was wrong.  For one thing, recognizing practical types of knowledge is a 

common problem for teachers, especially teacher education students (Olson, 1995).  I 

saw it as a simple and easy process; all that was needed was for my students to interact 

with other teachers and to share their experiences and stories with them.  However, the 

design and structure of the course did not allow any opportunities for this to occur.  My 

students were doing sixteen hours of observation in the public schools, but they were not 

really interacting with the other teachers or sharing experiences and stories with them, 

and they certainly were not teaching.  In actuality, I was the only teacher (besides the few 

stories that were shared by the students in the class) who my students had any substantial 

contact with on a weekly basis.   

Secondly, a lot had changed since I first began my teacher education program 

roughly twenty-five years ago.  The students in my college course were not all just out of 

high school, fresh-faced, naïve, and dewy-eyed.  Several of them were already working in 

the school system – one for nearly as many years as I had.  Therefore, the older students 

really struggled with writing narratives of their experiences as they were more used to 

writing formal educational essays and not personal narratives; however, the younger 

students were fairly adept at utilizing the narrative format.  In general, all of my students 

struggled with the actual writing assignment from a technical standpoint.  I attribute the 

lack of writing skills to two causes.  The first is that education has changed in recent 

years, so the focus is on a specific type of writing and only for a specific exam.  The 

public education system has many things to “cover,” so the students actually receive little 

practice in writing except for the exams and the students have little or no opportunity to 
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“master” anything.  The second issue is that I did not adequately address or enforce my 

requirements for the assignment.  I told my students to use MLA format on their 

narratives, but I did not enforce this, nor did I encourage them to use the tutoring center.  

I attribute this to being a first-time instructor in this position.  Unknowingly, I was 

displaying the same attitude about my community college students that I was 

complaining about in other professors.  I felt at the time that my students should not be 

expected to know how to write a formal paper, and it was not my place to teach them 

these skills; I was supposed to teach them about education, not English.  I was also afraid 

that if I pushed my expectations, the students might complain, and I would be questioned 

about why I was having them write so much.  Since this class, I have changed these 

practices as I have realized that I was teaching my students “much more – and much less” 

than I intended to teach (Eisner 1985).  I now require my students to write academic 

papers in the expected format and to have those papers checked by the tutoring center for 

spelling, grammar, and punctuation to help them prepare for the expectations of 

communicating effectively with parents, teachers, students, and administrators in their 

future careers. 

 While not everything happened as I envisioned it, I think that most of my students 

did get something out of the narrative writing experience.  They were able to reflect on 

memories and experiences from their childhood that they had not thought about in many 

years, and they were able to envision their future classrooms and how they would react 

and/or handle the same situations.  I hoped that these reflections would allow my students 

to identify what they already knew about teaching and the profession, and they did 

exactly that.  The problem was that I also expected them to broaden or generalize their 
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experiences as students and then to burrow deeper in the written narrative to analyze the 

experience and see what they could learn from it. I also, admittedly, envisioned this great 

written dialogue that would occur between my students and me over the course of the 

semester through the double entry journals and the written narratives.   I believe that my 

vision included a dialogue journal in which the students and I shared stories and 

experiences with one another, much like the pre-service teachers and mentor teachers in 

Learning to Teach, Teaching to Learn.  However, this is not the way that I set it up, so it 

was not what actually transpired.  I did gain knowledge about my students that I would 

not otherwise have known, and I enjoyed the insight into their thinking processes and the 

questions that they asked.  This is something that I have not been able to recreate in 

subsequent semesters when I have not assigned the double entry journals. 

The lesson that I take from this experience is one that I continually forget while 

teaching.  As teachers, we have knowledge that we have gained through our experiences 

in the classroom, from watching other teachers teach, through trainings, professional 

developments and self-studies, and from intuitive thoughts and feelings (Jalongo & 

Isenberg, 1995).  However, it is not always easy to retrieve the correct information at the 

correct time.  For example, I had the knowledge, both formal and practical, about teacher 

knowledge, beliefs, reflection, etc. and yet I still crafted a study that directly contradicted 

some of that knowledge.  As I taught, I was unable to differentiate the problems with the 

inquiry and the contradictory information I possessed.  They only thing that I retrieved 

was what actually reinforced my beliefs.  One example of this is that, as I teach, I think 

about the students and the high expectations that I have for each and every one of them.  

It is always my intent to achieve these high expectations, but I am often confronted with 
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the actual reality that my students, for whatever reason, cannot always perform up to 

those high expectations.  I know that it is acceptable to modify those expectations to ones 

that are more realistic, and I did this to some extent.  I modified the assignment from an 

unachievable first lecture to more manageable reflections and written narratives.  

However, I still expected these assignments to achieve my overall goal of providing the 

students with opportunities to reflect on experiences and then to use these experiences as 

they envision their future teaching careers.  I did not want to face the reality that my 

students did not have the ability to do what I was asking them to do, and I did not provide 

them with the support that they needed to do it more successfully.  In spite of these flaws, 

I believe that I made an impact on Anne, Andy, and Jewel.  Their youth and inexperience 

in education gave them the perfect blank slate to reflect on the experiences of their 

childhoods and to actively analyze the actions of their teachers and classmates and plan 

how to utilize these teachers and experiences as models for making future decisions. 

The dichotomy of models.  One of my earliest teaching memories is from my 

very first years as a middle school teacher trying to teach students how to write.  I quickly 

learned that in creative tasks, one has to be extremely careful in what is shown to students 

as models or example texts.  Some students will readily copy the model and merely 

change a few words – for example, the pet in the story may be a dog instead of a cat, or 

the main character may be called Sally instead of Susie.  This has led me to be very 

careful in providing models to all of my writing classes and even led to a conflict with 

one of my building level administrators when I taught Creative Writing at the middle 

school level.  He had seen a previous teacher model how to write a paragraph by having 

the entire class create the paragraph on the board first before each individual student 
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wrote his/her own paragraph on the topic.  I was leery of the whole modeling concept 

then and still struggle with it today.  As a result of these experiences, I purposely tried not 

to model or dictate too much regarding the double entry journal and written narrative 

assignments.  I felt as though I had to be careful in how much information and how many 

examples I gave the students if I wanted them to truly narrate their own stories.  I 

deliberately kept the directions for the reflections and narrative vague so that the students 

could decide what to include, which experiences they wanted to story, and what details to 

include in those stories. I did not want to influence how they wrote the narrative or lead 

them to believe that they should write their narrative the same way that I chose to write 

mine.  As a result, I fear that with some of my students, they may have “lost the impetus 

to learn” because of the way in which learning was experienced (Dewey, 1938, p. 26) in 

this course due to these activities.  I now see that I could have come to a more happy 

medium between provide scaffolding the instruction so that they could be successful 

without being too prescriptive and dictating what and how the students accomplished the 

task.   

My beliefs about models do not prevent me from seeking out my own models 

whenever I undertake a new or unfamiliar task.  As I embarked on this self-study, I felt 

lost and unclear as to how to proceed on many occasions, so I searched other dissertations 

to use as model texts.  I believe that this is the same way that my students felt, which 

makes me think that because the assignments were very new and different from anything 

that they had been asked to do before, I feel as though I should have provided more 

guidance and support throughout the process.   But every time that I had this thought, I 

also remembered that while I found the models that I used helpful in many ways, I often 
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also found myself stumped and confused after consulting them.  At each of these times, it 

was because I had veered from my own path and tried to follow someone else’s model or 

idea.  It was while working through this process that I realized that I needed to tell my 

own story and to embark on my inquiry in my own way. I realized that I could not use 

anyone else’s story as a model, so I reasoned that neither could my students.  I needed to 

write my own story in my own way and my students needed to do that as well. Therefore, 

I tried to compromise; I provided a single model of each assignment because I wanted 

them to understand what I was asking them to do, but I did not provide any other type of 

support.  While I provided feedback on their double entry journals, I merely commented 

on what they had written.  I did not ask them to reflect differently or to include more 

items.  On their written narratives, I encouraged them to use fictional names and to have 

it in a narrative format, but I did not provide any other assistance.  Consequently, I know 

that Emily felt frustrated with the narrative assignment, and I do not feel as though she 

ever fully grasped what I was asking her to do or why.  Additionally, had I provided more 

guidance or criteria for the double entry journals, the students may have reflected better 

which may have led to better narratives.  

Lesson 2:  The Power of Knowledge  

The role that experience plays in this inquiry is not the only lesson learned 

throughout this inquiry; another lesson is the importance of knowledge.  As much of my 

research for this inquiry focused on the different types of knowledge, I thought that I was 

well versed in this area.  However, what I discovered is that not everything we know 

makes its way into our teaching.   
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Identifying knowledge.  Even though I had completed the research on teacher 

knowledge and knew how complex it actually is, I still crafted an assignment that asked 

my students to identify the specific types of knowledge that they were writing about.  I 

did this even though I stated in Chapter One that I did not envision this being an easy 

process as Dewey (1916) found that determining the difference in what one knows 

because it was specifically learned and what one knows because it has been learned while 

interacting with others is quite a task. Also, trying to understand how one learned 

something is easier than determining what one knows as Dewey (1916), Eisner (1988), 

and Schön (1995) all found that trying to state or prove what one knows is highly 

unlikely.  And yet, this is exactly what I asked my students to do and then I was frustrated 

because they would not or did not complete the task correctly or thoroughly.  I had done 

the research and knew that this was an impossible task, and yet I gave it to my students to 

do anyway.  I am not sure why I felt so strongly about including this in their double entry 

journal assignments; however, I honestly did not even once consider the difficulty of this 

task or that it may be impossible to clearly distinguish where they learned the information 

until after I realized that they were not doing it correctly.    

I wanted the students to combine both the formal knowledge and the practical 

knowledge because it is extremely important in teacher education programs to address 

both the formal and the practical in the classroom.  I wanted them to know what 

information they were pulling from the text and to use it to improve their teaching 

(Cochran-Smith & Lytle, 1999).  I also wanted them to know that they have practical 

knowledge that they had gained by living and experiencing life, even if they did not gain 

this knowledge through their experiences as teachers (Fenstermacher, 1994).  My overall 
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aim was simply for the students to realize that they know more about education than what 

the textbook or I could provide to them.  The double entry journal assignments were 

designed so that the students could reflect on a topic from class or from the text and 

remember an experience that he/she had with that topic.  However, as I gave the 

assignment, I threw in the additional requirement to label the type of knowledge simply 

because I wanted the students to realize how they knew that information.  As Dewey 

(1916) noted, trying to determine what “men consciously know because they are aware of 

having learned it by a specific job of learning, and what they unconsciously know 

because they have absorbed it in the formation of their characters by intercourse with 

others” (pp. 10-11) is impossible to do.  My students were able to clearly identify the 

information that they pulled from the text as formal knowledge, but they were struggling 

to label practical knowledge and personal practical knowledge and to analyze how they 

knew what they knew. 

I believe that I accomplished my overall goal through the double entry journals 

without the students identifying and labeling the types of knowledge and how they 

obtained the information.  I honestly feel that based upon the student evaluation 

comments and from the final exam feedback questions that the students feel as though I 

gave them both formal and practical knowledge and that they did not leave with just 

textbook information that would not be useful to them in the “ideal” classroom.  

Additionally, I believe that my students left my class knowing how and what they learned 

about the topics, which was the most important part of knowing.  After all, it is not 

important that I know what my students knew; it was more important for my students to 

know what they knew (Fenstermacher, 1994).  This will enable them to make choices in 
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their every day teaching experiences as they deal with the situations that arise on a day-

to-day basis that cannot be addressed through formal knowledge alone (Schwab, 1971, 

1983).   

Reflecting.  One of my past experiences deals with my own struggles regarding 

reflection.  Because of my own experiences with journaling and reflecting in my teacher 

education program, it was important for me to have my students reflect upon their own 

past experiences – those from their own personal school experiences and from their field 

observations – as they read and worked with the chapter content and material.  As I was 

trying to get my students to reflect and recognize the knowledge that they already had as 

students of education, I was not even following my own advice.  I noted that while 

teaching this course, many of my own childhood experiences came flooding back to me.  

However, I have no documentation of these memories or reflections, as my own 

reflections did not contain this information.  I told stories of my experiences as I taught 

my students, but very few of these stories made it into my reflections.  In fact, my 

reflections were almost a mirror image of Susie’s – I questioned and complained about 

everything. It was only in re-reading the comments that I made on my students’ double 

entry journals that I realized how much I did know and what good advice I was giving, 

even though at the time, I was terrified that I would be uncovered as a fraud.  Essentially, 

this self-study has provided me with the opportunity to form and re-form my own 

frameworks for understanding teacher education practices (Cochran-Smith & Lytle, 

1999), which is what I hoped my students would learn to do as well. 

My hope was that as the students read and discussed the chapters or observed in 

the classrooms in progress, their own experiences in these areas would come flooding 
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back to them.  However, merely recalling the events was just the beginning.  I expected 

my students to eagerly anticipate the opportunity to “think, remember, anticipate, act and 

dream in a narrative mode” (Conle, 1997, p. 206).  I hoped that as the students reflected 

on those narrative events and put them into context, they would realize how these events 

had shaped their own beliefs and how they may, in turn, shape their future practices. 

However, I did not want my students to just reflect on their prior experiences, I wanted 

them to use the insights gained from reflection and storying to create a path or plan to 

help them in their future careers when they encounter a difficult decision or problem.  

When they become teachers, I want them to remember and recall why they think or 

believe a certain way and to continue the process of thinking and writing narratively and 

of examining and studying their experiences.  

I believe that my students did have experiences which they reflected upon and 

which allowed them to prepare for future experiences so they did grow even if it was not 

to the extent that I wanted or expected.  Clandinin’s et al. (1993) research on reflection 

and journaling in narrative form provided the basis for this growth as my students used 

the double entry journals to reconcile the theory of their formal knowledge with the 

practical knowledge of their experiences.  The research of Nettesheim and Pearce (1993), 

and Davies, et al. (1993) also supported the idea that my students would discover the role 

that their beliefs play on their teaching, and I believe that this did happen with my 

students.  They definitely envisioned how their experiences prepared them for their future 

careers.  Overall, I feel as though I introduced my students to these two very important 

concepts (the act of reflection and journaling) at a very crucial point in their education – 

at the very beginning.  I believe that it allowed me a glimpse into the way that they think 
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and into their lives as students, which helped me to understand them better and to tailor 

my teaching to their needs.   

  Another flaw in the design of this inquiry was in the number of double entry 

journals that my students were completing.   Writing two double entry journals for every 

class period was too much.  Since we were covering two chapters each night, these 

should have been combined into one entry.  Also, the students did one double entry 

journal for each of their sixteen hours of observation.  It was my intent that these double 

entry journals based on their observation hours would provide the students with 

opportunities to reflect on knowledge-in-practice – the type of knowledge one gains by 

observing expert teachers or by reflecting on the actions and practices they observe in the 

classrooms (Cochran-Smith & Lytle, 1999).  However, these reflections were not turned 

in until the end of the course, so they received no feedback on this assignment.  Finally, I 

think that this process, while very enlightening and beneficial to both myself and my 

students, could have been better had we created dialogue journals instead of merely 

double entry journals.  As the students reflected, I often responded with a comment, an 

answer, or a question.  However, the students had no opportunity to reply back and the 

dialogue was dropped.  I think that had we conversed, we may have discovered more 

narratives that were simply waiting to be relived and retold.   

Personally, I would have liked to have reflected more than I did while in this 

class.  The act of analyzing the double entry journals and written narratives was very 

enlightening for me as was re-reading my journals and reflections.  However, I know that 

I reflected more than what is shown.  I constantly thought about the class and wondered 

how things were going and what I could have changed; however, none of that made it 
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into my written reflections.  Like my narratives and stories of experiences, they were oral 

retellings or silent musings.  While these are beneficial to teachers, they do not provide 

an accurate record of the events or of the stories and situations in which they were told.  

They are lost except to the memories of those that heard them, and they cannot be 

recalled or examined in detail because they are not written.  It is my hope that my 

students will also be re-reading their reflections and narratives and discovering hidden 

gems within them long after the course has ended.   

Narrative authority.  I felt very alone as I prepared for and taught this course.  

Part of this aloneness stemmed from the reality that I was alone.  I was the only one 

qualified to teach this course and there really was no one to whom I could look to as a 

mentor.  However, in reality, there were things that I could have done (which I eventually 

did, but not until after this inquiry ended) to correct this issue.  I could have reached out 

to other institutions that offer this course and asked for assistance.  I could have 

researched the syllabi from other instructors who post their courses online.  Or, I could 

have asked for help.  During this self-study, I did none of these things.  I have always 

looked to other courses for inspiration and assistance as I have taught and I am not 

entirely sure why I did not do so while preparing for this course.  I do not know if it was 

because I was so taken aback by being asked to teach it, if I thought that this course 

would not have any information available, or if I was just too busy.  It was probably a 

combination of all of these as I had built this course and the responsibility for teaching it 

up so much in my head that it became an almost unteachable class or an impossible task.  

I convinced myself that I was isolated and alone in my journey and that is the way that it 

had to be for me to survive the challenge knighted upon me.  My own beliefs worked 
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against me in a vicious circle as my beliefs influenced my behaviors and those practices 

reinforced my beliefs (Amobi, 2003).  Had either one of these changed, my experiences 

with this inquiry may have been completely different.   

Even though I had completed the research on narrative authority and ways of 

knowing, I still spent the entire semester searching for guidance and validation.  I also 

envisioned some great epiphany or event, maybe an award ceremony – much like a 

graduation – in which some nebulous authority figure from some higher level formally 

awarded me with the knowledge and credentials to teach future education students.  I 

envisioned that after this amazing experience occurred, I would then feel like a professor 

of education – I would be confident in my own knowledge of what to do and be aware of 

what I knew about teaching and learning.  I was, essentially, envisioning a rite of passage 

or a transmission of the authority of reason (Olson, 1995) much like my student teaching 

experience; my advisors came into my class, they observed and evaluated me, gave me 

feedback, and then designated that I had enough of the skills and knowledge to graduate 

and become a teacher.  Even after all of my years as an educator, I still envisioned 

needing validation from some authority.  I was inadvertently waiting for someone, 

anyone (my tenure committee, my department chair, my dean) to classify me as a true 

teacher of future education students.  In reality, all I really had to begin to think about and 

author my own life (Olson, 1995) instead of waiting or looking for someone else to do it 

for me.  I believe that my students felt exactly the same way. 

The other reason that I chose not to reach out to anyone was that I did not want to 

give anyone the impression that I did not know what I was doing or that I was not 

prepared or equipped to handle this assignment.  I reasoned that if I could not teach future 
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teacher education students about the very fundamental aspects of teaching, then how 

could I possibly help college educators with doctoral degrees redesign or teach their own 

courses.  I was incredibly afraid to ask any questions or to appear weak or unsure in my 

new position as the Curriculum & Instruction Specialist.  This actually worked against 

me in regard to coming to terms with my own narrative authority since my personal 

practical knowledge had no opportunity to develop because I did not tell and relive my 

stories of practice (Olson & Craig, 2001, p. 670).  By not storying my experiences with 

anyone, I was stunting my own growth and development.  Had I opened up and shared 

my experiences or simply talked about these experiences with other college professors, I 

might have felt less alone and gained more insight into what I was actually doing well. 

This did not stop me from wanting my students to do exactly what I was not doing 

while they were in my course – I wanted them feel as though they were part of a select 

group, to delve into their own past experiences for guidance and validation, and to ask for 

assistance if they did not understand something as they developed their own narrative 

authority (Olson & Craig, 2000).  While I am not naïve enough to think that all of these 

things occurred, I do think that the act of writing the narratives helped my students 

develop part of their own narrative authority as they looked into the future, saw 

themselves as educators and anticipated how the narrative would help them to become a 

better teacher.  I feel as though this is a crucial aspect that was missing in my own 

program and would have been greatly beneficial in helping me to realize what I know 

about education.  In fact, had I written my own double entry journals as faithfully as my 

students and turned some of my double entry journals into written narratives throughout 
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this semester, I might have developed more of a sense of my own narrative authority than 

I did simply by conducting this inquiry. 

Conclusion 

Like most people in my situation, I put a great deal of thought and reflection into 

the experiences of teaching this course during the spring 2013 semester.  I evaluated each 

experience and tried to determine the good from the bad, what I would do again, and 

what I would change.  I hope that these narratives resonate with others when they are 

read and that they help to increase the teacher knowledge of the reader and entice him/her 

to journal, reflect, and narrate his/her own stories and experiences.  However, I do not 

expect the experiences of my students, or of my own journey, to be representative of the 

general population of beginning teaching education professors or of future teacher 

education students.  These stories are ours and are based on our own experiences; any 

conclusions drawn from them would merely be representative of my students and of 

myself in that particular semester, as I know that I am considerably changed after this 

experience and those that have occurred in subsequent semesters of teaching.  Our stories 

are not intended to be models or solutions to any of the issues that I personally may have 

or may have had with teacher education programs.  I believe that the process of writing 

these narratives enabled my students to reflect upon and remember their own experiences 

and to share these experiences with others.  They were also helpful to me, as they have 

shaped the way that I teach, the way that I see myself as a teacher, and what I know about 

my students.  I know that these narratives were only useful to the students themselves, 

and to a lesser extent to the other students in the class, as they provided both insight into 

their futures as educators and a realization that they were not alone in their thoughts, 
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feelings, and/or beliefs.  However, they were also incredibly helpful to me as I reflected 

and storied my experiences as a beginning teacher education instructor, crafted my own 

first lecture, and have subsequently designed my teacher education courses since that 

time.
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Victoria College 
Spring 2012 
EDUC 2301 
CRN 20210 

 
Carol Klages, Ph.D. 
Office Hours 5:30-6:30 Outside of the AH 101 Classroom.  If you need a private 
consultation, email me and we can make alternative arrangements for a meeting place. 
361.676.7441 
Email: Use BlackBoard.  BlackBoard Email Checked Mondays 3-4:00 pm, approximately 
5:00 Tuesdays. Check BlackBoard frequently for important messages and 
announcements. 
Room: AH 101 
 

Course Description EDUC 2301 

INTRODUCTION TO SPECIAL POPULATIONS   
 Prerequisite: EDUC 1301  
 An enriched, integrated pre-service course and content experience that: 1) provides an 
overview of schooling and classrooms from the perspectives of language, gender, 
socioeconomic status, ethnic and academic diversity, and equity with an emphasis on 
factors that facilitate learning; 2) provides students with opportunities to participate in 
early field observations of P-12 special populations; 3) course includes 16 hours of field 
experience in P-12 classrooms with special populations. 
Course Textbook 

Lewis, R. B. and Doorlag, D.H. (2011) Teaching students with special needs in 
 general education classrooms. 8th edition. Pearson: Boston. 
 

Course Learning Outcomes: 

1.  Developing specific skills, competencies, and points of view needed by professionals in 
the field most closely related to this course 

2.  Learning to analyze and critically evaluate ideas, arguments, and points of view   
3.  Gain knowledge and insight into the career of teaching, the culture of schooling, and the 

culture of classrooms. 
 
These outcomes will be assessed with a standardized benchmark exam and the 

comprehensive final exam. 
 

Course Learning Objectives: 

1)    provides an overview of schooling and classrooms from the perspectives of 
language, gender, socioeconomic status, ethnic and academic diversity, and equity with 
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an emphasis on factors that facilitate learning; (class discussions, class activities, 
vocabulary activity, children’s literature assignment) 
2)    provides students with opportunities to participate in early field observations of P-12 
special populations; (observations) 
3)    should be aligned as applicable with State Board for Educator Certification 
Pedagogy and Professional Responsibilities standards; (TeXeS Competencies 2, 9, 12, 
13) 
4)    must include a minimum of 16 contact hours of field experience in P-12 classrooms 
with special populations; (observations, class activities) 
5)    Pre-requisite for this course is EDUC 1301. 
Course Requirements 

1. Field Observations:  You will observe in a Texas public school. You will be 
given an observation sheet.  On this sheet, you MUST print the teacher’s name, 
school, phone number, email address.  You will need the teacher’s signature to 
verify your observation EACH time you go.  You MUST complete 16 hours of 
observations. At least 4 hours in grades EC-6, at least 4 hours in 4-8, and at least 3 
hours in 8-12.  You will have 8 educational items to address in a report based 
upon the observations. These items are listed below.  The format for this report is 
below.  You will write the report as a Double Entry Journal.  Here is a useful 
link: http://www.teachervision.fen.com/writing/letters-and-journals/48536.html 

On the left-hand side of your paper, you write down what you see, heard, etc.  It 
can be something the teacher said, or did.  It can be something a student said or 
did.  On the right-side of the paper, you write your reaction to it.  A reaction 
means how you felt about it, how it related or did not relate to what was discussed 
in this course and course textbook.  I cannot tell you how long it must be, but use 
professional judgment.  We will do an example in class the first class meeting. 
If you are in a classroom for an hour, you need more than 3 reactions or 3 items 
addressed. You MUST include at least ONE textbook reference per observation 
hour/topic.  Include the information and the page number.  Be sure your textbook 
reference is relevant to what you observed. 
You will turn in the signed observation report with the required information from 
above along with the reports by the due date.  You can turn them in early if you 
wish.  Do not wait until the last minute.  The observation sign in sheet and the 
observation reports will be turned in via a hard copy. Please see course schedule 
at the end of the syllabus. 
On each observation sheet, you MUST include the teacher’s name, school name 
and contact information in order to receive any credit for the assignment.  If you 
need a letter of introduction to the school, the principal, or teacher, please let me 
know and I will gladly provide one for you. 
This assignment is worth 10 points EACH for a total of 120 points. 
For the observations, here are the items you must respond to in the determined 
observation.  As you will not see each specific one each time you visit, you may 
address each topic in ANY ORDER you wish.  In other words, you do not have to 
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address Mainstreaming on the first observation.  You can address it last if you 
wish. In your report, write the topic you are addressing, then complete the report 
as a double entry journal. Be sure to refer to you textbook if you need to be 
reminded of each topics purpose and meaning in education. Also, you MUST refer 
to your textbook at least ONCE in each DEJ you submit. You may include 
additional items as well:  
Observations: 

1st= Mainstreaming 
2nd= Least Restrictive Environment 
3rd=Modifications a student received 
4th=Supplementary aids/services 
5th= Classroom Behavior 
6th= Classroom social needs 
7th=Students with other disabilities (see pages 58-60) 
8th= Gifted and talented students 
9th=Culturally and linguistically diverse students 
10th=At-risk students 
11th=Assessment in the classroom 
12th=Culturally Responsive Instruction 
13th=Cooperative Learning 
14th=Discovery learning (if you do not see, then determine how the lesson you saw could 
be made into discovery learning) 
15th=Independent Practice 
16th=Clear Task Directions (orally or written) 
 

2. Quiz/Tests:  There will be 3 tests for this course:  each will be worth 50 points for 
a total of 150 points. Each test/quiz will be objective and subjective in nature.  If 
you miss a test, you have 24 hours to contact the instructor for instructions on a 
make -up quiz. 

3. Participation: Participation means that you have read the assigned material and 
are ready to discuss it.  Class discussion means that you are willing and able to 
respond to questions posed as well as share your ideas and opinions.  It also 
means that you willingly and actively engaged in assigned classroom activities. 
You share quality and relevant information and ideas with the class.  You need to 
actively engage in the class activities. Participation means that you show up to 
class on time and stay the entire class time. If class discussions and activities 
provide examples of students not reading the textbook,  with a readiness to 
discuss topics in class, then the instructor reserves the right to require quizzes.  
These quizzes will be part of the points earned for participation.  Read your 
textbook and be ready to discuss in class.     Total points of 50 
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Victoria College Attendance Policy 

In general, attendance is defined as being physically present in a face-to-face class and/or 
a hybrid class at the time attendance is taken.  For online classes, attendance is defined as 
activity in the class a minimum of 1 time per week.  A student is considered as having 
attended an online class prior to the Official Reporting Date (ORD) if that student has 
logged into the class at least one time prior to the ORD. 
Attendance will be taken for every class meeting.  The method by which attendance is 
taken will be determined by the faculty member and clearly outlined in the class syllabus.  
Attendance records will be submitted electronically to the appropriate division dean on 
the last day of the course. 
Regular and prompt class attendance is expected of every student.  A student’s absence 
means that the student is not able to participate in the class. 

Instructor-Initiated Withdrawals (Drops) 
While it is the final responsibility of the student to drop a class that she/he is no longer 
attending, instructors 

1. must drop a student who has not logged into an online class or physically 
attended a face-to-face or hybrid class prior to the ORD.  Instructors must initiate 
ORD drops by the published deadlines. 

2. cannot drop a student with an average of D/UD or better. 
3. after following established division retention practices, may at their discretion 

drop students without consultation with the student when absences exceed 20% of 
the scheduled class meetings.  For classes that include a separate laboratory, a 
student may be dropped when absences exceed 20% of the laboratory meetings or 
20% of the lecture meetings. 

4. must drop a student when absences exceed 40% of the scheduled class meetings 
unless said excessive absences accrue after the 65% drop date. 

5. cannot drop a student after 65% of class instruction has been completed. 

This practice applies to all modes of instruction.  
Under special circumstances, an instructor may drop a student sooner than outlined above 
if the special circumstances are clearly noted in the syllabus or program handbook and 
have been approved in advance by the appropriate division dean. Selective admission 
programs define their attendance and instructor-initiated withdrawal procedures in their 
syllabi and program handbooks. 
Instructors will initiate withdrawals by completing the electronic drop form and 
forwarding it to the Advising and Counseling Office.  The electronic drop form can be 
found on the faculty tab of the VC portal. The grade at the time of the drop as well as the 
last day of attendance must be included on the electronic drop form. 
Instructors will set their own make-up policy as outlined in the course syllabus for work 
missed due to absence(s). 
The Vice President of Instruction can make exceptions to the above rules. 

4. Vocabulary Experience: Using technology, you will demonstrate vocabulary 
knowledge.  Using 4 words from EACH chapter, you will find your own creative 
way to demonstrate your vocabulary knowledge.  An example of creativeness 
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would be a comic strip done on the computer.  A vocabulary term visual collage is 
another example. 

You will receive a rubric for grading purposes.  The key is to demonstrate 
vocabulary knowledge, so you must somehow show the correct meaning of the 
word and not just the word itself.  You MUST demonstrate understanding.  This 
assignment will be turned in via BlackBoard email or a Flashdrive device given to 
Klages by due date. Your name MUST be on the device. Total of 100 points 

5. Children’s Literature and Children with Special Needs: On April 2, you will 
NOT meet face to face in class.  Your learning opportunity will be done via 
technology. FIRST, read chapters 11-13 in the course textbook.  These three 
chapters cover much material on a variety of strategies for teaching students with 
disabilities: intellectual, behavioral, and communication.  One of our jobs as 
educators is to work with children with special needs.  However, we must not 
forget part of that preparation is working with students in the class to include and 
accept children with disabilities. 

You will need to locate, list, and share a list of children’s books and/or adolescent 
literature that can be used in a classroom to explain to all children the importance 
of accepting children with special needs.  For example, the book Be Good To 
Eddie Lee by Virginia Fleming shares the story about a boy with Down’s 
Syndrome.  There is even a short film based on the book (you have to pay for it, 
but here is the link http://www.imdb.com/title/tt1666566/)  Here is a YouTube 
trailer for the short film http://www.youtube.com/watch?v=04fhGR2mHWc 
To locate children’s books/adolescent novels relating to children/teens with 
special needs you can use the library, internet, classroom teachers, bookstores, 
etc.  Your list must relate to the disabilities mentioned in chapters 11-13 in your 
course textbook.  Here are the specific instructions: 

• Must have a list of 5 books (1 MUST be adolescent ages 12-18) 

• Include title of book, author, illustrator if there is one, publisher, 
publication year. Put list in alphabetical order by author’s last 
name. 

• Write at least one sentence of how each book relates to chapters 
11-13. 

• Read at least ONE book in its entirety.  You can go to a library, 
bookstore, or online to read this selected book. Write a one 
paragraph professional reflection of how the book relates to a 
disability as it is discussed in the course textbook. Does the book 
address the disability appropriately?  Is the book realistic and 
relevant to education? Does the book provide a different viewpoint 
that provided you with insight? Why/why not? 
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• Write a one paragraph personal reflection of the book.  Why did 
you like/not like the book? Why/not use the book in your own 
classroom? 

• You may include any additional information or items that you 
deem as important or interesting for this assignment. 

• Send your completed work to everyone in the class, including the 
instructor, via BlackBoard email by the required due date. See 
course schedule      120 total points 

Course Expectations 

Please remember that professionalism is alive and well in this course. 
Professionalism means all work must be your own. Professionalism means to work 
willingly and appropriately with colleagues as well as the instructor. Professionalism 
is a belief that any opportunity that one has to engage in new, thoughtful learning 
is worthwhile. 
 
LATEWORK is accepted. It must be turned in within 24 hours of the original 
due date, but it will only by worth 25% of the original points. After 24 hours, 
it is not graded. Please make note of this in the syllabus. ALL work MUST be 
sent via email to BlackBoard or in person in order to receive credit. 
 
This course is not about how quickly and easily I can get through it, but 
how much can I learn in order to be the best teacher possible. 

All work will be graded on the following criteria: 
Correct information 
All work is typed 
Quality of statements 
Active participation in group discussions and work (sharing thoughts, staying 
on topic, contributing information from readings, professional conduct, having materials 
like textbook, paper, etc at each class meeting. {language, attitude}) 
Spelling 
Grammar 
Mechanics 
Content 
Following directions 
Clarity of thought 
Originality- do NOT rely on the internet as your only tool. Use your creative 

abilities. 

GRADING 
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Field Observations  = 120 points 
Tests    = 150 points 
Participation   = 50 points 
Vocabulary   = 100 points 
Children’s Literature =120 points 
TOTAL points available = 540 points 
 
540-490=A 
489-439=B 
438-388=C 
387-337=D 
336 and below is F 
 
 
How to be Successful in this Course 
_ Read all directions 
_ If you do not understand directions, ask the instructor 
_ Remember when the instructor responds to emails and phone messages 
_ Actually read the assigned material. Do NOT wait until the last minute to complete 
assignments or readings 
_ Interact with your textbook and other course materials 
_ Do your own assignments. DO NOT only rely on “stuff” from the internet. I 
want your ideas and not always something from the internet 
_ Have your textbooks and other course materials when the course begins 
 
 

"Who dares to teach must never cease to learn." 
John Cotton Dana 

All work due at the beginning of class (6:30 pm).  If you turn in work after this time, 

it is considered late and you will only earn 25%. 

Course Schedule* 

Jan. 23   Syllabus, Introductions, Activity, Book Walk 

Jan. 30   Chapter 1 

Feb. 6    Chapters 2 and 3 

Feb. 13   Chapter 4 and 5 

Feb. 20   Chapter 6 

Feb. 27   Chapter 7 
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March 5   TEST ONE over chapters above 

March 12   SPRING BREAK 

March 19   Chapters 8 and 9 

March 26   Chapter 10 

April 2   Chapters 11 -13. Technology Assignment 

April 7   Children’s Literature and Children with Special Needs 

    Literature Selection Assignment DUE by 11:59 pm 

April 9   Chapter 14 

April 16   TEST TWO over chapters above 

April 23   Chapters 15 and 16/Field Observations DUE 

April 30   Chapters 17-18/ VOCABULARY ASSIGNMENT DUE 

May 7    FINAL Exam (TEST THREE )over chapters above 

*Schedule may be changed at instructor’s discretion. You will be notified.

 
 



 
 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX B 

MY EDUC 2301 SYLLABUS  

 
 



195 
 

STUDENT SYLLABUS 

Course Name/Section Number:  Introduction to Special Populations  
EDUC2301_1_CRN20447       
Instructor Name: Deb Butler           
Division/Dept:  Arts, Humanities, and Social Sciences/Humanities 

Office Hours:         Mondays – Fridays 8:00 A.M. – 5:00 P.M. by appointment            
Office Number:  Student Services 101C  Office Phone:  (361) 
573-3291 x3327 

Instructor Email: Deborah.Butler@victoriacollege.edu            
------------------------------------------------------------------------------------------------------------

--------- 

Course Description (AMS)   
 
An enriched and integrated pre-service course and content experience that 1) provides an 
overview of schooling and classrooms from the perspectives of language, gender, 
socioeconomic status, ethnic and academic diversity, and equity with an emphasis on 
factors that facilitate learning; 2) provides students with opportunities to participate in 
early field observations of P-12 special populations; 3) course includes 16 hours of field 
experience in P-12 classrooms with special populations. 
 
Prerequisite(s) (AMS): 
 
EDUC 1301 
 
Required Textbook(s), Supplies, and Materials: 
 
Lewis, R. B. and Doorlag, D. H.  (2011)  Teaching students with special needs in general  

education classrooms.  8th edition.  Pearson:  Boston. 
 
Learning Outcomes (AMS):  Upon successful completion of this course, students will 
be able to: 
 

1. develop specific skills, competencies, and points of view needed by professionals 
in the field most closely related to this course. 

2. learn to analyze and critically evaluate ideas, arguments, and points of view. 
3. gain knowledge and insight into the career of teaching, the culture of schooling, 

and the culture of classrooms. 
 
Assessments (AMS): 
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Standardized Benchmark Exam and Comprehensive Final Exam 
 
Course Requirements: 
 

1. Field Observations – 16 hours in a Texas public school 
2. Quizzes, Tests and Final Exam – 18 quizzes, 3 tests and one comprehensive final 

exam 
3. Participation 
4. Homework - Notes on each book chapter 
5. Double Entry Journal entries for each chapter as well as each hour of field 

observation 
6. Written Narratives based on experiences 
7. Class presentation of one chapter with lesson plan and activities 

 
Criteria for Grading:  
 

1. Field  Observations – 100 pts. (10%) 
2. Final Exam – 200 pts. (20%) 
3. Tests 1, 2 and 3 – 150 pts (15%) 
4. Participation – 180 pts (18%) 
5. Homework – 90 points (9%) 
6. Journal – 170 points (17%) 
7. Narratives – 60 points (6%) 
8. Chapter Presentation – 50 points (5%) 
 
900 – 1,000 points = A 
800 – 899 points = B 
700 – 799 points = C 
600 – 699 points = D 
0 – 599 points - F 

 
Attendance:   
 
In general, attendance is defined as being physically present in a face-to-face class at the 
time attendance is taken.  Attendance will be taken for every class meeting.  The 
method by which attendance is taken will be determined by the faculty member and 
clearly outlined in the class syllabus (see below).  Attendance records will be submitted 
electronically to the appropriate division dean on the last day of the course.  Regular and 
prompt attendance is expected of every student.  A student’s absence means that the 
student is not able to participate in the class. 
 
For this class, attendance will be taken at some point during a class period.  You 
must be present when attendance is taken in order to be counted present for the 
day.  
 

Instructor-Initiated Withdrawals (Drops) 
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While it is the final responsibility of the student to drop a class that she/he is no longer 
attending, instructors 

1. must drop a student who has not logged into an online class or physically 
attended a face-to-face or hybrid class prior to the ORD.  Instructors must initiate 
ORD drops by the published deadlines. 

The ORD date for this class is January 30. 
2. cannot drop a student with an average of D/UD or better. 
3. after following established division retention practices, may at their discretion 

drop students without consultation with the student when absences exceed 20% of 
the scheduled class meetings.  For classes that include a separate laboratory, a 
student may be dropped when absences exceed 20% of the laboratory meetings or 
20% of the lecture meetings. 

4. must drop a student when absences exceed 40% of the scheduled class meetings 
unless said excessive absences accrue after the 65% drop date. 

The withdrawal date for this class is April 3. 
5. cannot drop a student after 65% of class instruction has been completed. 

 
These practices apply to all modes of instruction.   
 
Under special circumstances, an instructor may drop a student sooner than outlined above 
if the special circumstances are clearly noted in the syllabus or program handbook and 
have been approved in advance by the appropriate division dean.  Selective admission 
programs define their attendance and instructor-initiated withdrawal procedures in their 
syllabi and program handbooks.   
 
Instructors will initiate withdrawals by completing the electronic drop form and 
forwarding it to the Advising and Counseling Office.  The electronic drop form can be 
found on the faculty tab of the VC portal.  The grade at the time of the drop as well as the 
last day of attendance must be included on the electronic drop form. 
 
Instructors will set their own make-up policy as outlined in the course syllabus for work 
missed due to absence(s). 
 
The Vice President of Instruction can make exceptions to the above rules. 
 
Classroom policies: 
 

1. Professionalism – Please remember that professionalism is of utmost importance 
in this course.  This means that all work must be your own.  You must be willing 
to work appropriately with your colleagues as well as the instructor.   

2. Late work – Late work is accepted.  For each assignment that is late, 5 points will 
be deducted for each day after the due date.   

3. Make up work – Certain activities, such as the daily quizzes on the chapter 
readings, may not be made up.  Tests may be made up but you are responsible for 

 
 



198 
 

contacting the instructor to request and schedule a make up test day.  Class 
activities cannot be made up.   

4. Participation – Participation means that you have read the assigned material and 
are ready to discuss it.   It also means that you actively and critically engage in all 
classroom activities and use your time wisely.  To receive credit for participation 
and achieve the most benefit from this class, you should actively participate in 
class discussions which means that you are willing and able to respond to 
questions posed as well as share your ideas and opinions.  This means that you 
share information that is relevant and of good quality.  It also means that you 
show up on time and stay for the entire time.   

Tentative Class Calendar:    
 
Monday, January 14 – Week 1 

• Review syllabus, expectations and requirements. 
• Introduce and practice Double Entry Journals. 
• Introduce and practice Cornell notes. 
• Homework:  Read and take notes on Chapters 1 and 2.  Create a 

MyEducationLab account. 
 
Monday, January 28 – Week 2 

• Quizzes, notes and practice scenarios for Chapters 1 and 2. 
• Double Entry Journal entries for Chapters 1 and 2 
• Homework:  Read and take notes on Chapters 3 and 4. 

 
Monday, February 4 – Week 3 

• Quizzes, notes and practice scenarios for Chapters 3 and 4. 
• Double Entry Journal entries for Chapters 3 and 4 
• Homework:  Read and take notes on Chapter 5.  Study for test on Chapters 1-4. 

 
Monday, February 11 – Week 4 

• Test on Chapters 1-4. 
• Quiz, notes and practice scenario for Chapter 5. 
• Double Entry Journal Entries for Chapter 5 
• Homework:  Skim Chapters 10-18 for chapter of interest.  Bring one meaningful 

Double Entry Journal entry to class. 
 
Monday, February 18 – Week 5 

• Group work on planning presentations for Chapters 10-18. 
• Write Narrative 1. 
• Homework:  Read and take notes on Chapters 6 and 7. 

 
Monday, February 25 – Week 6 

• Quizzes, notes and practice scenarios for Chapters 6 and 7. 
• Double Entry Journals for Chapters 6 and 7. 
• Homework:  Read and take notes on Chapters 8 and 9. 
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Monday, March 4 – Week 7 

• Quizzes, notes and practice scenarios for Chapters 8 and 9. 
• Double Entry Journals for Chapters 8 and 9 
• Homework:  Review for Chapters 5-9 test.  Choose another meaningful Double 

Entry Journal entry.  Read and take notes on Chapter 10. 
 
Monday, March 18 – Week 8 

• Test on Chapters 5-9. 
• Quiz, notes and practice scenarios for Chapter 10 – Chapter 10 group presents. 
• Write Narrative 2. 
• Double Entry Journals for Chapter 10 
• Homework:  Read and take notes for Chapters 11 and 12. 

 
Monday, March 25 – Week 9 

• Quizzes, notes and practice scenarios for Chapters 11 and 12 – Chapters 11 and 
12 groups present. 

• Double Entry Journals for Chapters 11 and 12 
• Homework:  Read and take notes for Chapters 13 and 14. 

 
Monday, April 1 – Week 10 

• Quizzes, notes and practice scenarios for Chapters 13 and 14 – Chapters 13 and 
14 groups present. 

• Double Entry Journals for Chapters 13 and 14 
• Homework:  Read and take notes for Chapters 15 and 16. 

Monday, April 8 – Week 11 
• Quizzes, notes and practice scenarios for Chapters 15 and 16 – Chapters 15 and 

16 groups present. 
• Double Entry Journals for Chapters 15 and 16 
• Homework:  Read and take notes for Chapters 17 and 18. 

 
Monday, April 15 – Week 12 

• Quizzes, notes and practice scenarios for Chapters 17 and 18 – Chapters 17 and 
18 groups present. 

• Double Entry Journals for Chapters 17 and 18 
• Homework:  Study for Chapters 10-18 test.  Choose another meaningful Double 

Entry Journal entry. 
 
Monday, April 22 – Week 13 

• Test on Chapters 10-18. 
• Write Narrative 3. 
• Homework:  Prepare field observations and Double Entry Journals to turn in. 

 
Monday, April 29 – Week 14 

• Review for cumulative final exam. 
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• Homework:  Review Chapters 1-18 for final exam. 
 
Monday, May 6 – Week 15 

• Final Exam 
 
*Schedule may be changed at instructor’s discretion.  You will be notified. 
 
Student Resources  
At Victoria College, helping students succeed in fulfilling their educational goals is our 
top priority. VC offers a wide range of resources designed to help ensure that all students 
achieve success and realize their dreams.  
 
Advising & Counseling Services 
Victoria College offers academic advising, career counseling, and transfer services to all 
VC students. Additionally, Advising & Counseling Services provides support services for 
special populations, including VA students and students with documented disabilities. 
 
Career Services  
Career Services offers information, assistance, and guidance to current and former 
students seeking employment. The counselors also assist individuals in choosing a career, 
planning a new career, or changing careers. 
 
Computer Help Desk 
Victoria College operates a Computer Help Desk that provides technical support services 
for students who experience computer access and usage issues.  
  
Computer Labs 
In addition to computers available in each of three main tutoring centers across campus, 
VC also offers computer labs open for general student use in the Technology Center, the 
Student Center, the Academic Building and in the Health Sciences Center.  
 
Disability Support Services 
Special accommodations are available for qualified students with 
documented disabilities. Services may include note-taking assistance, special parking 
provisions, adapted testing and reader services. For more information, call Karen 
Friedel at (361) 572-6411 or stop by the Advising & Counseling Services office.  
 
Emerging Scholars 
The Emerging Scholars program provides support for students on academic probation 
and helps them return to good academic standing. Advisors offer students assistance with 
practicing effective study strategies, time management skills and use of VC resources in 
order to help ensure a rewarding transition from struggling student to successful student. 
For more information, call Liz Cubriel at (361) 582-2572 or stop by the Advising & 
Counseling Services office. 
 
KEY Center 

 
 

http://www.victoriacollege.edu/advisingcounselingservices
http://www.aftercollege.com/career-networks/victoria-college/jobs/
http://www.aftercollege.com/career-networks/victoria-college/jobs/
http://www.victoriacollege.edu/careerservices
http://www.victoriacollege.edu/computerhelpdesk_2
http://www.victoriacollege.edu/computerlabhours
http://www.victoriacollege.edu/disabilitysupportservices
http://www.victoriacollege.edu/advisingcounselingservices
http://www.victoriacollege.edu/emergingscholars
http://www.victoriacollege.edu/advisingcounselingservices
http://www.victoriacollege.edu/advisingcounselingservices
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VC’s first-generation and low-income students, along with students with documented 
disabilities, may apply for access to the KEY Center . Funded by the U.S. Department of 
Education, this TRIO Student Support Services program offers extensive assistance and 
support for members by providing tutoring, advising and career exploration, financial 
literacy education, cultural events, and workshops to foster success. For more 
information, call the KEY Center at (361) 582-2414. 
 
Library 
The VC/UHV Library serves both Victoria College and the University of Houston-
Victoria. Library staff is committed to anticipating and satisfying the information and 
research needs of VC and UHV students.  
 
Supplemental Instruction 
Supplemental instruction (SI) is a voluntary program where students benefit from the 
guidance of an SI leader who provides support in historically challenging courses. The 
safety and support of a group setting comprised of fellow students creates an environment 
in which students may become more comfortable with college-level materials and study 
requirements. For more information, call SI Coordinator Brian Hutcheson at 361-582-
2581.  
 
Testing Center  
The Testing Center is a place where students can take a variety of tests, such as the GED 
Exam, college placement exams, credit by exam, online course exams, and more.  
 
Tutoring Services 
There are over 30 tutors in VC's tutoring centers located on the Main Campus, with hours 
to fit students’ needs. Tutoring services are also available at the Gonzales Center and the 
Calhoun County Center. Students can get help with a variety of subjects such as math, 
English, science classes, and much more. For more information, call Betty East at (361) 
572-6473 or stop by one of the tutoring centers. 
 
Veteran's Affairs 
Veteran’s affairs advisors are available at Victoria College to help U.S. Military veterans 
access their education benefits and provide support in achieving their civilian 
professional goals. For more information, call Stacy Kelly at (361) 572-6462 or stop by 
the Advising & Counseling Services office.

 
 

http://www.victoriacollege.edu/keycenter
http://library.victoriacollege.edu/
http://www.victoriacollege.edu/testingcenter
http://www.victoriacollege.edu/tutoringcenter
http://www.victoriacollege.edu/veteransaffairs
http://www.victoriacollege.edu/advisingcounselingservices
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Demographics for EDUC 2013 for Spring 2013 
        

Ethnicity  High School Attended  Ages 

Race Desc Total  High School 
Tota
l  Age 

Tota
l 

AppTx White 5  Calhoun High School 1  20 1 
Hispanic 5  Faith Academy 1  21 4 
Multi 1  GED 1  22 4 
White 10  Goliad High School 2  23 1 

(blank)    
Lamar Consolidated High 
School 1  24 1 

Grand Total 21  Out of State Unknown CEEB 1  25 2 
     Saint Joseph High School 1  26 1 
     Texas Home Schooled 1  27 1 
     Texas Unknown CEEB Code 1  30 1 

   Unknown 8  31 1 
   Yoakum High School 3  35 1 
   Grand Total 21  40 2 
      42 1 

**All Students were 
female     

Grand 
Total 21 

** Unknown High School appear to have prior college 
credit     
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Week  1 Date Monday, 1/14 

Due 
Today 

 

 Session 1 

Goals and 
Objectives 

 State the rules and expectations of the class and the materials needed.  

Activities 
and 

Procedures 

1. Introduce myself and the class.   
2. Take attendance. 
3. Distribute syllabus and review rules, expectations and requirements. 
4. Give general overview of the procedures and assignments. 

 Session 2 

Goals and 
Objectives 

 Demonstrate ability to complete Double Entry Journal requirements. 

Activities 
and 

Procedures 

 Identify 3 people in the class. 
1. In groups, define formal knowledge, practical knowledge, and personal 

practical knowledge.  Then, discuss in whole group. 
2. In groups, discuss definition of “fair” in education.  Do you agree/disagree?  

Why? 
3. Introduce the double entry journal format and directions.  Complete Journal 

Entry 1 in class. 
 Session 3 

Goals and 
Objectives 

 Utilize Cornell Notes Template to take notes on Chapter 1. 

Activities 
and 

Procedures 

 What is the focus for your double entry journals? 
1. Introduce Cornell Notes Template. 
2. Begin previewing/reading Chapter 1.  Demonstrate how to take notes in 

template. 
 Complete a 3-2-1 about class (3 requirements, 2 questions, 1 interest) 

Assignment Read/take notes on Chapters 1 and 2. 

Create a MyEducationLab account. 

Fair does not mean equal.  Fair means giving each student what he/she needs to 
succeed. 

MyEducationLab – class ID = cm164577  
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Week 3 Date Monday, 2/4 
Due 

Today 
Notes – Chapters 3 and 4. 
 

  

 Session 1 
Goals and 
Objectives 

 Know who students with special needs are, including those with 
disabilities, gifted and talented students, culturally and linguistically 
diverse students, and those at risk for school failure. 

 Identify the characteristics of students with special needs, including 
those with disabilities, gifted and talented students, culturally and 
linguistically diverse students, and students at risk for school failure. 

 Know the most common disabilities and the rare disabilities. 
 Provide an overview of the academic, behavioral, physical, and social 

needs of students with special needs, as well as special services when 
appropriate. 

 Describe some possible causes of learning problems. 
 Define assessment. 
 Know the types, purposes of, and procedures for the assessment of 

students with special needs. 
 Identify the basic skills for the general education teacher, which will 

provide the foundation for successful inclusion of students with 
special needs. 

Activities 
and 

Procedures 

 Warm Up:  Quiz on Chapter 3 
1. Highlight notes of importance from Chapter 3 and discuss. 
2. Student work group – What do you see?  Perceptions of Disability 

 Session 2 
Goals and 
Objectives 

 Understand the prevalence of diversity in today’s general education 
classrooms. 

 Understand the differences between culture, ethnicity, and race. 
 Know and understand how language impacts the diverse learner in 

the school setting. 
 Know and understand how religion impacts the diverse learner in the 

school setting. 
 Know and understand how the makeup of families impacts the 

diverse learner in the school setting. 
 Know and understand how poverty and other risk factors impact the 

diverse learner in the school setting. 
 Know and understand the need to promote acceptance of diversity in 

the school setting. 
Activities 

and 
Procedures 

 Warm Up:  Quiz on Chapter 4 
1. Highlight notes of importance from Chapter 4 and discuss. 
2. Student work group -  

 Session 3 
Goals and 
Objectives 

 Create two complete Double Entry Journals. 

Activities 
and 

 Warm Up:  How are your Double Entry Journals from observations going? 
1. Complete Double Entry Journals for Chapters 3 and 4. 
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Procedures  

Assignment Read and take notes for Chapter 5. 
Study for Chapter 1-4 Test. 
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Week 7 Date Monday, 3/4 
Due  

Today 
Notes for Chapters 8 and 9. 
Narrative #1 

 Session 1 
 
 

Goals and 
Objectives 

 Understand the essential coordination skills for effective classroom 
management. 

 Understand the characteristics of the classroom’s physical environment. 
 Understand and provide principles for organizing the instructional 

environment of the classroom. 
 Provide and understand strategies for effective management of time and 

other classroom resources. 
Activities 

and 
Procedures 

 Warm Up:  Quiz on Chapter 8. 
1. Highlight important notes from Chapter 8. 
2. Student work groups – students arrange room for appropriate grade level. 
3. Discuss/share. 

 Session 2 
 
 
 
 

Goals and 
Objectives 

 Know the different types of technology used in the classroom. 
 Know and understand the advantages and disadvantages of classroom 

technology use. 
 Know and understand how universal design makes education accessible to 

all learners. 
 Know and understand the use and benefits of instructional technologies in 

the classroom. 
 Know and understand the different technology tool applications used in the 

classroom. 
 Understand how teachers can use the internet as an instructional tool. 
 Know and understand the availability of web-based tools for teachers to use 

in the general education classroom. 
 Understand the use of assistive technology in the general education 

classroom. 
 Know and understand the benefits of fully including technology into the 

instructional activities of the classroom. 
Activities 

and 
Procedures 

 Warm Up:  Quiz on Chapter 9. 
1. Highlight important notes from Chapter 9. 
2. Discuss types of educational programs available and pros/cons. 

 Session 3 
Goals and 
Objectives 

 Be prepared for Part 2 test. 
 Create double entry journals to reflect on chapter contents. 

Activities 
and 

Procedures 

 Warm Up:  (review for test) 
1. Create double entry journals for chapters 8 and 9. 

Assignment Review for Part 2 test. 
Choose another meaningful double entry journal. 
Read, take notes and do double entry journal for chapter 10. 
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EDUC 2301 – Spring 2013 
Double Entry Journal Requirements 

 
You will be completing 34 double entry journals based on the criteria below. 
 

1. 16 Journals based on Observations:  For each hour of observation, you will be 
responsible for creating a Double Entry Journal entry.  This means that on the left 
hand side of your paper, you write down what you see, heard, etc.  It can be 
something that the teacher said or did.  It can be something that a student said or 
did.  It can even be something that you noticed on the walls or in the classroom, such 
as the Class Rules.  Then, on the right side of the paper, you write your reaction to 
the observation.  A reaction means how you felt about it, how it related or did not 
relate to what was discussed in this course and course textbook, or how it relates or 
does not relate to your past experiences.  I cannot tell you how long this reaction 
must be, but you should use your best professional judgment.   

 
 For every hour that you are in the classroom, you should have at least 3 
observations.  In writing your reactions, you must include textbook references when 
referring to items in the text (information and page number).   

 
Observation Categories:  When you are observing in the classroom and preparing 
to make your observations, look for these items.  You will need to include 
observations in at least 8 of these categories.   

 
mainstreaming     least restrictive environment 
modifications a student received  supplementary aids/services 
classroom behavior    classroom social needs 
students with other disabilities (p. 58-60) gifted and talented students  
culturally and linguistically diverse students at-risk students 
assessment in the classroom   culturally responsive instruction 
cooperative learning    discovery learning 
independent practice clear task directions (orally or 

written)  
 
Grading:  The Double Entry Journals are worth 5 points for each hour of observation for 
a total of 80 points. 
 

2. 18 Journals based on each Chapter:  After reading, taking notes, discussing, and 
doing the practice in class assignments for each chapter, you will create a double 
entry journal which includes the topics discussed and your reactions to the topic.  
This should focus on items such as what you thought you knew on that subject, what 
you were already familiar with, and any reflections or memories that you have of it 
occurring in classrooms while you were a student.  I cannot tell you how long this 
reaction must be, but you should use your best professional judgment. 
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Grading:  These Double Entry Journals are worth 5 point for each chapter for a total of 
90 points.
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Reflections of a Beginning Education Teacher 

2/2/13, 1:19 PM 
Central Standard Time 

This is my first semester teaching an education course to aspiring teachers.  I was 
assigned the task of teaching EDUC 2301 which is the Introduction to Special 
Populations class.  The text is centered on teaching special education populations in the 
general education classroom which I felt very unprepared to teach since I am not 
specifically trained in teaching special education students.  However, as I thought about 
my experience, I realized that I am something of an expert in teaching special education 
students within my own general education classes as I've always had them in my classes 
as most general education teachers have.   

 
The first few chapters of the text have bored me to tears.  There is a great deal of 
information on the laws and history of the special education legislation as well as the 
numerous people who are involved in the special education process.  For me, this 
information isn't as important for general education students, so I haven't spent a great 
deal of time on it.  I want the students to think more about what to do with the students in 
their classrooms and although having some knowledge of how the process works is 
important, they don't need to know everything.  They aren't the experts.  The special 
education teachers are the experts and each school system is different.   

 
I would like to include the information from this course into my dissertation, so I've been 
trying to write brief reflections about the classes as they end.  However, I often think of 
things to add while I'm at work or when I'm grading or preparing the lessons.  I haven't 
been carrying my journal with me as it is quite heavy when added to everything else that 
I carry, so I haven't recorded as many reflections as I want to.  I would like to have all of 
my thoughts and feelings recorded some place so that I don't have to get to the stage in 
my dissertation where I'm writing about these things and I cannot remember what 
happened or have no documentation to support it.  As I was reading through Mark 
Seaman's Chapter 3, he mentioned that he started an online blog just to record his 
thoughts since it was accessible wherever there was an internet connection.  I thought that 
this was a brilliant idea and will try to see if this method works for me since my paper 
journal has not been working.  Anything is better than nothing at this point. 
 

Types of Knowledge 

2/4/13, 11:54 AM 

It's the third week of classes, and I have just now read over the practice double entry 
journal entries that my students did the first night.  That night, I briefly introduced the 

 
 

javascript:void(0);
javascript:void(0);
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concepts of types of knowledge - formal, practical and personal practical - and gave them 
a quote from one of my old professors about fair not being equal.  I asked the students to 
respond to the quote - did they agree/disagree, and asked them to explain their thoughts 
and to label the knowledge as formal, practical and personal practical.  I had glanced at 
them last week in order to give them credit for the assignment and to pinpoint areas in 
which they may need a refresher about double entry journals because that is one of the 
areas that were questioned in my 3-2-1 assignment, but I hadn't taken the time to see if 
they had labeled everything correctly or what they had actually written.   

 

Now that I have, I find myself questioning my own information.  I mean, I want my 
students to be able to tell the difference between something that is formal 
(research/textbook) knowledge and something that is practical information from another 
teacher's experience - (i.e. this works, this doesn't), but in trying to label it, it really is a 
confusing mess.  And, I want to show them that a teacher combines both as well as what 
he/she has already experienced to create his/her own type of personal practical 
knowledge.  I'm just not sure that this is a practical exercise.  I want them reflecting 
(which I saw very little of) and critically thinking and applying the concept or idea to 
their own classrooms.  How will it work for them?  What will they do?  Maybe it's just 
too early in their careers for these types of thoughts to be taking place?
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Questions from Monday, January 14, 2013 

 
1.  When are our field observations due?  According to the syllabus, your 

homework on Monday, April 22 is to prepare your field observations and your 
Double Entry Journals to turn in.  They are due when you arrive in class on 
Monday, April 29. 

 
2. How did you know you officially wanted to be a teacher and how did you 

know what grade?  This is a very long story, but essentially, I didn’t decide to be 
a teacher until my second semester in college.  Even then, I didn’t know that I 
wanted to teach, I just knew that I worked well with children and that I needed a 
job.  I didn’t really care what grade I taught (again, I just wanted a job), but I did 
know that I wanted it to be in the English/Language Arts area. 

 
3. Why the Cornell notes over the notes that we create (form)?  There are several 

reasons for using the Cornell Notes style.  1) Your notes are your homework.  If I 
didn’t grade them, you wouldn’t do them.  The Cornell Notes style makes it easier 
for me to see that you are getting the information that you need and if everyone 
uses the same style, it’s easier to grade.  2) We don’t have time to cover 
everything that you will be tested on in class.  That’s why the reading and taking 
notes are done for homework.   If I had to teach you the content of the chapters 
(the formal knowledge), you would never have time to practice the practical 
knowledge associated with the content.  See #1 for further info.  3)  As future 
teachers, I think that you should be exposed to different styles and ways of doing 
things so that you have those items in your “bag of tricks” to pull out in the future.  
4)  For students with learning disabilities, a format such as Cornell Notes helps 
students to take notes and be more organized.  Essentially, you have another tool 
for your toolkit to help all students be successful in your classes. 

 
4. Why are we recommended to observe different grades?  You are required to 

observe different levels of students because 1) it will expose you to the different 
age groups which may help you decide where you might fit the best as a teacher, 
and 2) it will help you to see that students with special needs may vary greatly 
depending on what the age range is.  As a result, the strategies and techniques that 
teachers use may have to vary as well. 

 
5. Do you believe the state views having full inclusion as saving money to keep 

from paying extra teachers?  Actually, I do not believe that this is the case, 
although I have never seen the budgets to know for certain.  In full inclusion, 
special needs students are mainstreamed into the general education classroom, but 
there are support personnel trained in special needs students in those classes with 
them.  This probably creates more salaries as there are many students spread 
across several rooms which requires more support personnel.  I believe that the 
main drive for full inclusion is that those proponents believe that they are honestly 
doing what is best for the students. 
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6. Does having a special needs family member make your passion for teaching 

about this subject greater? I really didn’t set out to teach special needs students 
for any particular reason.  I was usually just asked to work with them because the 
techniques that I used with my regular students (who were often the lowest level 
students) worked so well with the special needs students. 

 
7. Why aren’t some teachers not recognized for their duties?  Ex teachers 

aren’t given enough credit  I’m not sure that I can answer this question since it’s 
such a large issue.  There are many factors, including parental support, teachers 
who don’t take the profession seriously, and research scientists who believe that 
they know more about how to run a classroom than teachers do. 

 
8. Why we need good teachers today?  For the same reason that we needed good 

teachers in the past.  The children are our future, and we need them educated well 
so that they can lead our country in the future. 

 
9. On the paper we have to fill out for our hours, do we do one for each school 

or teacher?  The form requires each teacher’s contact information, so you will 
need a new form for each teacher. 

 
10. What do I think is the best way for special needs students to be included?  I 

don’t think that there is a set way for every student.  I think that the IEP 
committee for each student needs to look at the student’s abilities and needs and 
make a decision that will benefit that student the most. 

 
11. In our observation hours, are we supposed to go to a regular classroom or a 

special needs classroom?  You have the option of going to a regular classroom or 
a special needs classroom.  If you go to a regular classroom, there has to be 
students with special needs mainstreamed into that classroom. 

 
12. What do you do when a student asks a question and you don’t know the 

answer to it or how to answer it?  There are two ways to approach this.  First, 
you can challenge the student to find the answer.  Or, you can admit that you 
don’t know the answer, but that you will find the answer for the student and let 
him/her know as soon as possible.   

 
13. Why must we be graded on our notes?  See #3 above. 

 
14. Why do we have specific hours with specific grade levels for observing?  The 

specific hours are set by the State of Texas.  Some person decided that 16 was the 
right amount needed for this course.  See #4 above. 

 
15. Will my journal entries be graded on my correct use of spelling, etc?  No, not 

really.  These are journal entries so I want you to focus more on what you want to 
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say instead of how you say it.  However, at the same time, you should be trying to 
write in a formal way (no text message language) so that it is legible.   

 
16. Do you miss teaching special needs students?  Not really.  I like teaching and as 

long as I can teach, I will teach whoever I am given. 
 

17. How do you teach children who absolutely don’t want to learn?  In short, you 
can’t.  But, you have to keep trying.  You must always be trying new things and 
trying to engage those students who are reluctant to learn.  However, ultimately, it 
is the student who must choose to learn or not. 

 
18. What are the best strategies to use in pinpointing a student’s strengths and 

weaknesses?  I suggest some type of interest inventory at first.  Then, as you get 
to know the student, you talk with him/her and learn more about them. 

 
19. Double Entry Journals – 3 separate observations/reflections for each hour?  

Yes.   
 

20. Observation hours have to be done with special needs students in the class?  
Yes.  See #11 above. 
 

21. Will you let us know our averages if we ask?  Yes.  However, you know how 
much everything is worth and you should be able to keep your own record of your 
grades so that you will always know what you have and how well you need to do 
on future assignments to get the grade you want.  I should have a grade checklist 
for you at the next class meeting to assist with this. 
 

22. What do you think helps a student benefit from writing the journal entries?  
Journaling is a reflective process and teachers need to learn how to reflect in order 
to best benefit their students.  For this class, you will be observing things that you 
may or may not have seen done while you were a student in these same classes.   
Part of developing your teacher knowledge is reflecting on your beliefs, where 
they come from, and how they work with the formal and practical knowledge you 
are seeing and discovering.  Journaling is an important step in this process. 
 

23. How do students react to special needs?  I think students are fairly accepting of 
special needs students.  There may be some jealousy and maybe some bullying, 
but that is mostly from students who are not aware of, comfortable with or used to 
having someone with specials needs around.  One important benefit from 
mainstreaming and inclusion is that students are more accepting of and 
comfortable with students who have disabilities than they used to be when they 
weren’t in the same classroom together.   
 

24. What are the other methods of note taking?  Cornell confuses me.  There are 
many different ways to take notes.  Ultimately, you need to use what works best 
for you.  However, you should do a search of different styles so that you can help 
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your students and know what may work best for them.  Like anything else though, 
you probably won’t be an expert at any of them the first time you try it.  Give it 
some time and work with it – it really isn’t that different from regular note taking; 
it is just a way of organizing the material so that it is easily readable and aids with 
studying for the test. 
 

25. Another example of double entry journals to ensure accuracy – We will do 
the double entry journals entries for Chapters 1 and 2 in class on Monday, January 
28. 
 

26. Why do we do the double entry journals?  (not sure I fully understand it) – 
See #22.  You need to be aware of what’s happening in the classrooms (the 
observations) and you need to reflect on what they mean.  Additionally, you need 
to be thinking about the chapter contents and reflecting on what you’ve seen, 
heard, experienced, etc with that content.  You will have 34 opportunities to 
practice getting better at them. 
 

27. Will you look at all of our notes from each chapter?  Yes 
 

28. How much time should we dedicate/a lot for outside class requirement (not 
including observation hours)?  The general rule of thumb is that college 
students should spend twice as much time working outside of class as they do in 
class each week.  So, since our class is approximately 3 hours in length, you 
should spend approximately 6 hours working on activities outside of class.  You 
currently have to read and take notes on two chapters a week.  Occasionally you 
will need to study for a test and at some point you will need to write your 
reflections on your observations and create your lesson to teach.   
 

29. What will I observe in classrooms?  I’m not really sure as all of the classes, 
students and teachers are different.  Hopefully you will find some teachers and 
students doing exactly what they are supposed to be doing.  I also hope that you 
see teachers and students doing what they aren’t supposed to be doing so that you 
can learn how to tell the difference. 
 

30. What things will be discussed in our book for more knowledge on education?  
All kinds of stuff!  I can’t believe how much they put into that book.  There is no 
way that you will remember or learn all of it.   
 

31. Why is MyEducationLab important?  MyEducationLab breaks the topics into 
smaller, scenario type segments.  You will be able to go to this site and practice 
any of the content that you don’t quite understand.  Also, there are videos of 
classrooms and teachers demonstrating some of the issues and concerns that you 
may be faced with in the classroom.  They also have excellent resources where 
you can find more information.  The section on testing is a great tool so that you 
know what kind of special needs questions may be on your certificate exams. 
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32. How to be a successful teacher on a consistent basis?  Good luck with this one!  

Let me know when you discover the secret?  The good teachers always think that 
they aren’t good enough and are always struggling to find ways to be better. 
 

33. Why so much written homework note taking?  See #3 above.  I want you to be 
familiar with the content so that we can practice it and discuss the issues of it 
when we are in class.  If I don’t require it; you won’t do it. 
 

34. Why is our class so long?  In order to get credits, the state says that you have to 
spend so much time in the classroom per week.  Since this is a 3 credit hour class, 
you must have contact with the teacher for at least 3 hours per week.  Since we 
only meet one day a week, we have to meet for 3 hours. 
 

35. What is the main thing to look for in observations?  On your Field Observation 
Requirement sheet, look at the 16 areas toward the bottom of the page.  Try to 
look for items in these categories (the requirement is 8 different categories). 
 

36. How do you reach children that shut down?  There’s no one right answer to 
this.  The most important thing is that you keep trying.   
 

37. How to make each child feel important?  The most useful thing that I’ve 
discovered is to talk to them and get to know them.  When you ask about things 
that you know they like or mention that you watched the football game when their 
team played, they just light up.  I used to check the football scores on Monday 
mornings so that I could talk to certain kids about their teams (even though I 
didn’t watch the game).  Also, when you see their parents, praise the child even if 
they are bad in class. 
 

38. Why must we have inclusion?  What if a child had a disease (such as cerebral 
palsy) and has to be in a wheelchair but is a gifted student?  If that child was not 
included into the general education classroom, they might be in a room 
somewhere where they aren’t challenged mentally.  That would be very wrong.  
Secluding students from other students and education just because they are 
different is very similar to discrimination. 
 

39. When we observe a class, is an advanced placement class counted as student 
with special needs?  An advanced placement class, such as AP English, would 
not be counted unless it contained students with special needs.  However, a gifted 
and talented class would count as a special needs classroom (not all AP students 
are gifted and talented). 
 

40. Are students with ADHD considered special needs?  Yes.
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EDUC 2301 – Spring 2013 
Written Narratives Requirements 

 
The Assignment:   
 
You are responsible for creating three written narratives based on three different Double 
Entry Journal reflections.  The goal of this assignment is to help you bridge the gap 
between your worlds and to help you make a successful transition to the profession by 
providing you with an opportunity to reconcile your experiences as students with those of 
future educators. 
 
The Narrative: 
 
The story, or narrative, is a very powerful teaching and learning tool.  Almost every 
encounter that one has throughout any given day has the potential to affect one’s 
knowledge in some way.  Every experience builds one’s practical knowledge and may 
create or influence one’s beliefs, every fact read or learned may increase or change one’s 
formal knowledge, and every story lived or told may impact past, present or future 
decisions. 
 
The narrative enables teachers to connect their ways of knowing and opens the door to 
discoveries that they may not have been able to make otherwise.  I would venture that a 
great majority of classroom teachers are not aware of their own personal practical 
knowledge and could greatly benefit from the act of storying and of telling these stories 
in narrative form.  Since teachers are already living their stories, they should be authoring 
them as well in order to better understand their learning, their teaching, and their 
profession. While one is writing the story of one’s experience, one is doing more than 
simply recalling the facts and events that took place.  The act of storying the experience 
automatically comes with reflection. By reflecting, connecting, and storying, a teacher 
can readily see what he/she knows and believes as well as how the knowledge and beliefs 
impact his/her classroom instruction.  They can greatly benefit by utilizing this 
knowledge in their future interactions. 
 
The Writing:   
 
Choose one of your Double Entry Journals that was especially meaningful to you.  Think 
about the interactions that occurred and what these interactions mean.  Think about what 
you learned from the experience.  Then, think about what you can learn from the 
experience or how you would like to use this knowledge in the future when you are a 
teacher. 
 
Then, put the events into a narrative, or story form.  Set the scene, the characters, and 
describe the event.  You can add in the learning experience in the conclusion that 
summarizes what the event meant to you and how you plan to use it in the future. 
 
Grading:  Each narrative will be worth 20 points.
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Final Exam – EDUC 2301 
 
1.  Mark three areas of the Special Education Process chart below in which the general 
education teacher is involved. 
 

___ arrange the IEP meeting ___ identify students with special needs. 
___ assess special needs ___ implement educational program 
___ diagnose disorders ___ perform hearing tests 
___ evaluate educational program ___ plan educational program 
___ give medication ___ write the education plan 

 
2. Match each team member to the appropriate role. 
 

6. Team Member 7. Role 
_____ 1. Building principal A. assist by gathering assessment data and by 

providing instructional support to students who are 
struggling and their teachers  

_____ 2. Special education 
administrator 

B. assist in collecting information from parents, 
coordinating the efforts of the pre-referral or IEP 
teams with community agencies, and observing the 
student’s interactions in settings outside the 
classroom 

_____ 3. General education teacher C. assist in gathering information from teachers, 
school records, parents, and community agencies  

_____ 4. Special educator D. collecting medical information regarding students 
with special needs 

_____ 5. Parents and students E. evaluating the students referred for special 
education services 

 F. provide instructional services to students with 
disabilities 

 G. provides the team with information about the 
performance of the students outside the school 
setting 

 H. schedules and chairs the IEP meetings 
 I. share ideas and assist in devising strategies for 

successful programs to serve student with special 
needs included in general education classrooms 

 J. supervise the provision of educational programs for 
all students with disabilities within a district  

 
3.  Explain the difference between full inclusion and inclusion/mainstreaming. 
 
 
   
4.  Identify one benefit of inclusion. 
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5.  What is the role of the special educator? 
 
 
 
6.  What is the Least Restrictive Environment (LRE) as it pertains to a student with disabilities? 
 
 
 
7.  Identify at least one role of the general education teacher as it relates to the education of 
students with special needs. 
 
 
 
8.  List one of the teams serving students with special needs. 
 
 
 
9. What is the pre-referral team’s function? 

 
 
 
10. List one of the three stages of collaboration. 
  
 
 
11.  List 1 of the program options for students with special needs in the general education 
classroom. 
  
 
 
12.  Explain what Response to Intervention (RTI) is and what it does. 
 
 
 
13.  List one of the four most common disabilities identified in U.S. schools. 
 
 
 
14.  Good teaching skills focus on the needs of the student (rather than any particular 
disability) and are based on four assumptions about students with special needs and the 
teaching-learning process.  What is one of the four assumptions? 
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15.   Define the following terms: 
 

a. culture –  
 

b. race –  
 

c. ethnic group –  
 
 
16.  Identify 1 language or cultural consideration that a general education teacher should be 
aware of. 
 
 
 
17.  Identify 1 way in which religion impacts the diverse learner in the school setting.   
 
 
 
18.  Identify 1 way in which the makeup of families impacts the diverse learner in the school 
setting. 
 
 
 
19.  Identify 1 way in which a family’s low income may impact the diverse learner in the school 
setting. 
 
 
 
20.  Identify 1 of the things that a general educator can do to promote acceptance of diversity. 
 
 
 
21.  Identify 1 academic problem that occurs in the elementary classrooms and 1 academic 
problem that occurs in the secondary classrooms. 
 
 
 
22.  School learning involves the acquisition of both knowledge and skills.  Problems can occur 
in any one of 3 stages of learning.  What is one of the 3 stages of learning? 
 
 
 
23.  Identify 1 of the principles of instruction for students with special learning needs. 
 
 
 
24.  What is one of the methods for gathering data about instruction? 
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25.  What is one strategy for adapting instruction? 
 
 
 
26.  There are 10 strategies for making assessment accommodations.  Name 1.   
 
 
 
 
27.  What is 1 of the two major types of behavior problems of concern to teachers? 
 
 
 
28.  Problem behaviors are exhibited in three ways.  Name one. 
 
 
 
29.  What is one way to gather data about classroom behaviors? 
 
 
 
30.  Identify one of the principles of behavior support. 
 
 
 
31.  Identify one of the positive strategies for managing and improving behavior. 
 
 
 
32.  List one of the principles for enhancing social acceptance.   
 
 
 
33.  What is one factor that influences teacher attitudes about social problems?   
 
 
 
34.  What is the most popular method of gathering data about acceptance and rejection of 
students with special needs? 
 
 
 
35.  Identify 1 strategy for promoting acceptance of students with special needs. 
 
 
 
36.  Name 1 of the cooperative learning approaches. 
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37.  List one of the classroom management elements that teachers should consider. 
 
 
 
38.  Identify 1 key to arranging the physical environment. 
 
 
39.  Identify 1 key to organizing the instructional environment. 
 
 
 
40.  Identify 1 key to managing time and other resources. 
 
 
 
41.  There are three major types of technology typically found in schools today.  Name one. 
 
 
 
42.  Identify 1 advantage of technology. 
 
 
 
43.  Identify 1 disadvantages of technology. 
 
 
 
44.  What one way that the internet can be used as an instructional tool? 
 
 
45.  Identify 1 technology tool. 
 
 
46.  Directions:  Identify 1 major indicator for each type of special need below: 
 

a. Autism Spectrum Disorder (ASD) 
 
 

b. Classroom Behavioral Disorder 
 
 
c. Communication Disorders 
 
 
d. English Language Instruction 
 
 
e. Intellectual Disabilities 
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47.  Directions: Identify 1 assessment procedure for each type of special need below: 
 

a. Intellectual Disabilities 
 
 

b. Learning Disabilities 
 
 

c. Physical and Health Impairments 
 
 

d. Talented or Giftedness 
 
 

e. Visual and Hearing Impairments 
 
48.  Directions:  Identify 1 special service that is provided for each special need below: 
 

a. Autism Spectrum Disorder (ASD) 
 
 

b. Communication Disorders 
 
 

c. Intellectual Disabilities 
 
 

d. Physical and Health Impairments 
 
 

e. Visual and Hearing Impairments 
 
49.  Directions:  Identify 1 adaptation that can be used for each special need below: 
 

a. Autism Spectrum Disorder (ASD) 
 
 

b. Classroom Behavioral Disorder 
 
 

c. Communication Disorders 
 
 

d. English Language Instruction 
 
 

e. Visual and Hearing Impairments 
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50.  Directions:   Identify 1 strategy that can be used for each special need below: 
 

a. English Language Instruction 
 
 

b. Intellectual Disabilities 
 
 

c. Learning Disabilities 
 
 

d. Physical and Health Impairments 
 
 

e. Talented or Giftedness 
 
 
Directions:  Answer the following questions in short paragraphs.  Fully explain your answers. 
 
51.  How will you balance modifying and adapting the instructions and assignments in your 
classrooms with the need/desire to prepare your students for real life?  Explain your beliefs. 
 
 
 
 
 
 
 
 
 
 
 
 
52.  When we first started the class, you introduced yourself and stated where you thought 
you would like to teach (age, grade, content).  Has this answer changed based on your 
experiences in this class?  Has your idea of what a general education teacher does changed at 
all?  Explain your beliefs. 
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53.  How do you feel about medicating students with ADD/ADHD?  Do you think that your 
feelings on this issue will influence how you deal with or refer students in your classes?  
Explain your beliefs. 
 
 
 
 
 
 
 
 
 
 
 
 
54.  How do you feel about mainstreaming or inclusion and full-inclusion?  Has your 
attitude/beliefs/opinions changed since the beginning of this course?  Explain your thoughts. 
 
 
 
 
 
 
 
 
 
 
 
 
Extra Credit – Provide instructor feedback for this course/class.  What did you find the most 
helpful/least helpful?  How do you feel about the journal entries and written narratives?  
Discuss anything that you feel would be relevant to the instructor for teaching this course in 
the future.
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EDUC 2301 – Spring 2013 
Field Observation Requirements 

 
The Hours:  You are required to complete 16 hours of observation in Texas Public Schools 
for this course.  You are responsible for finding your own placements and for ensuring 
that these classrooms contain special population students (either mainstreamed or self-
contained).  If you need a letter of introduction for the school, the principal, or the 
teacher, please let me know, and I will gladly provide one for you. 
 

You will need the classroom teacher’s signature to verify your observations each 
time you observe.  Please see the attached Observation Sheet for specific requirements.  

 
Your hours will be divided as follows:  at least 4 hours in grades EC-3, at least 4 

hours in grades 4-8, and at least 4 hours in grades 9-12. 
 
The Journal:  For each hour of observation, you will be responsible for creating a Double 
Entry Journal entry.  This means that on the left hand side of your paper, you write down 
what you see, heard, etc.  It can be something that the teacher said or did.  It can be 
something that a student said or did.  It can even be something that you noticed on the 
walls or in the classroom, such as the Class Rules.  Then, on the right side of the paper, 
you write your reaction to the observation.  A reaction means how you felt about it, how 
it related or did not relate to what was discussed in this course and course textbook, or 
how it relates or does not relate to your past experiences.  I cannot tell you how long this 
reaction must be, but you should use your best professional judgment.   
 
 For every hour that you are in the classroom, you should have at least 3 
observations.  In writing your reactions, you must include textbook references when 
referring to items in the text (information and page number).   
 
Observation Categories:  When you are observing in the classroom and preparing to make 
your observations, look for these items.  You will need to include observations in at least 
8 of these categories.   
 
mainstreaming     least restrictive environment 
modifications a student received  supplementary aids/services 
classroom behavior    classroom social needs 
students with other disabilities (p. 58-60) gifted and talented students  
culturally and linguistically diverse students at-risk students 
assessment in the classroom   culturally responsive instruction 
cooperative learning    discovery learning 
independent practice    clear task directions (orally or written)  
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Grading:  Your hours of observation and signed Observation Sheet are worth 100 points.  
The Double Entry Journals are worth 5 points for each hour of observation for a total of 
80 points.
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From H Hudson 

To Deborah Butler 

Cc  

Sent Tuesday, January 29, 2013 2:55 PM 

Subject Re:Grade Report 

 
Ms. Butler; In response to the question I asked about the length of class... last 
semester in EDUC 1301 I don't remember us EVER spending 3 hours in class. In 
fact most nights our class was finished by 7:30 - 8:00. Has this rule or law 
changed since last semester? I also have a friend that teaches there at the 
college and i know he NEVER goes to the 3 hour mark. Also, some of us were 
talking and lots complaining about length and they suggested cutting out the 
breaks to finish earlier. Is this something you would consider? Suggestion... 
could we just leave for a break if we need one? I am a teacher also... 1st grade 
for almost 12 years now... I know that probably shocked you. I have been 
teaching in a private school and the only reason I am working toward a teaching 
degree is because for one... to keep Model Satus , 2...So our school will stay 
accreddited and 3. I want to be more than a normal teacher... I LOVE to teach!!! 
Students can only learn so much at one time. We are no different... especially 
since we are probably full time workers, mothers, etc. We are tired by the end of 
the day too. Please consider this as constructive critism as I feel you are a 
dedicated professor. I appreciate you! Elayne Hudson 
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