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Abstract

This study supported Schén’s notions of reflective practice as being applicable to
teachers involved in teaching physical activities_ in the context of unforgiving learming
environments and specifically to teachers in the sport diving community. According to Schén,
one’s ability to recognize patterns and act effectively and efficiently in situations of uniqueness
and uncertainty depends upon one’s capacity to frame problems. In doing so, one draws upon a
repertoire of past experience and ways of capturing that experience which enables the
development of the ability to reframe problems in light of information gathered from the direct
experience. Reframing occurs through the processes of reflection-in-action and reflection-on-
action and is a response to an internal dialogue related to the action setting, in which something
has not happened as expected, thus producing a curious or intrigued response.

A number of issues specific to teacher reflection in unforgiving learning environments
emanated from the analysis of one sport diving teacher engaged in teaching an entry-level sport
diving course which ihvolved three different teaching environments (the classroom setting, the
confined water [pool] and open water [ocean] environments). Three research questions guided
the analysis. In answer to the first research question. What factors do sport diving
practitioners reflect upon in each of the three environments? six reflective themes were
identified in this case study with five being common across the three teaching environments and
the remainder being specific to the classroom environment. The common themes were: a
~trusting relationship, the necessity of teacher control, to see the ‘unforgivingness' of the
environment, learning from one’s practice, challenges to one’s practice and understanding one’s
practice. In answer to the second research question: What influences the reflective process?
the analysis revealed thiteen underlying or influencing factors or dispositions across the three
teaching environments with eight of them being common to either two, or all three, of the
environments. In answer to the third research question: What is the nature of sport diving
practitioners’ reflective practice? five categories have been used to address the analysis: 1)
across environment related, 2) classroom and confined water (pool) related, 3) confined water
(pool) and open water (ocean) related 4) classroom and open water (ocean) related and 5)
specific to one environment. ’

The reflection process documented in this study suggested that Schon's notion of
reflective practice is very applicable to the professional development of sport diving as his
conception of reflection applies to the three areas of teaching which exist in unforgiving leaming
environments: the problem solving disposition of teacher reflection, the learming from one'’s
practice, and the probing of internal dialogue.
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CHAPTER 1
Introduction
I. The problem

Research about teaching practice

For more than a century the field of professional practice in physical education
has been a vigorous enterprise for research. The bulk of this body of literature consists
of master's thesis and doctoral dissertations, many of them involving teaching method
comparisons and inventories of teacher characteristics.

Too often, debate in teacher education for teachers of classroom subjects and of
physical education has been carried out within the parameters of ideologies or
paradigmatic orientations which were dominant at particular points in time (Zeichner,
1983). For example, movement education (Logsdon, Barrett, Ammons, Broer,
Halverson, McGee, and Robertson, 1984) has discemibly altered both teacher
preparation and teacher practice at the elementary level (primary school), while in
contrast, instruction at the secondary level (junior and senior high school) remains
relatively unaitered.

Over the past two decades, systematic observation instruments (Darst, Mancini
and Zakrajsek, 1982), ethnographic descriptive analysis of life in the gymnasium
(Placek, Silverman, Shute, Dodds, and Rife, 1982; Wang, 1977), process-product
studies of teacher effectiveness (Siedentop, Birdwell and Métzler, 1979), behavioral
analysis of training interventions (Fisher, Filby, Marliave, Cahen, Dishaw, Moore and
Berliner, 1978), task analysis studies (Tinning and Siedentop, 1985), the use of the
qualitative paradigm (Bain, 1985) and studies regarding the reflective activities of
physical educators (Curtner-Smith, 1996; Sebren, 1995; Tsangaridou and O’Sullivan,
1994) have been used to inform professional practice in physical education.

'In examining teaching models recommended by teacher educators it is difficult to
discern the elements which have their source in research on classroom subjects from

those which have been validated for motor skill acquisition ( Placek and Locke, 1986). It
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makes pragmatic sense that findings of educational research which are applicable
“across subject matter, context, school level and student pharacte‘ristics also operate in
the teaching of physical activity. The term physical activity is used here to encompass
not only the physical activities taught in the traditional school system, such as physical
education class and after school sporting activities, but also, to include physical activity
classes outside of the school setting, and, specific to this project, the physical_ activity of
sport diving. Teacher education programmes for physical educators in the school setting
and teacher dévelopmentprogramme‘s for the: spon diving instructor in the recreational
setting have both made use of research methods and theoretical concepts developed
through classroom inquiry and have been remérkably eclectic in identifying effective
methods of teacher preparation.

Of late, research about teaching practices involving physical activities have been
mainly approached from processéproduct or teachirjg effectiveness. studies
complimented by a smaller number of studies from cognitive psychology which have
focused on practitioners’ thought processes (Shulman, 1986a). Process-product
research has been limited to the analysis of relatively simple or simply conceived
teaching skills and behavior despite the fact teaching is a complex fask and its practice
requires dynamic performance. Generally, cognitive studies have concentrated upon
prac‘tiﬁoners' thoughts: in relation to the kinds of activities studied in the process-product
research. The subtleties, nuances, and complexities of practitioners' performance have
not yet been fully explored. For years, most educational research on teaéhi’ng has
focused primarily on practitioners' pedagogical behavior and ‘studeht outcomes rather
than on practitioners' cognitive processes involving the ways they make diverse
decisions and judgments ‘within their practice (Westerman, 1991).

Reflective practice

Professional development is the primary focus of teacher education programmes
for class subjects and physical activity (Zeichner, 1987). The impact of professional.
development dpon? teacher practice is governed by a number of factors, one of which is
the ability of practitioners to be reflective about their practice with the argument being
that the reflection or improvemeht' of one's practice should be a career-long pursuit
(Wildman, Magliaro, Niles and McLaughIin, 1990). Reflection upon the diverse decisions
and judgments, which teaching practice requires, permits insight to understanding how
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some practitioners achieve that extraordinary unity of cognitive problem solving
judgment and physical skill against the béckground of psychological and corporeal
tensions to which practitioners are subjected. - Gaining insight into the reflective practice
of practitioners is, therefore, an important step in understanding, fostering and
subsequently incorporating the development- of reflective practice in the field of teaching
and in particular the field of professional practice of teaching physical education and
physical _activitie‘s such as sport diving.

Recent studies have suggested developing reflective practitioners in school and
- recreational learning settings is a difficult goal to achieve. A number of challenges exist
.which include 1) the conservative influence of teacher preparation programmes
~(Feinman-Nemsér, 1983, 1986; Goodman, 1988), 2) the utilitarian emphasis that seems
to pervade the political setting, and specific to the recreational learning setting is its 3)
profit oriented mandate and its 4) strict adherence to standardé and procedures due to a
litigious society (Dougherty, 1990; Sciarappa, 1990; Shreeves, 1995a,1995b). Unless
practitioners are encouraged to examine the taken-for-granted-assumptions associated
with these challenges, the development of a reflective disposition is likely to be severely
constrained. One area which: has considerable potential: for' precipitating: such a
dialogue. in the recreational actiVity arena -of sport diving is to specifically engage
practitioners in 'reflection-on-action' activity in the three different teaching environments
.that exist in the sport: the classroom environment, the confined water (pool) environment
and the open water (ocean) environment.

In recent years notions of reflection’ énd 'reflective thinking" have become firmly
-established in teacher education (Grimmett, Erickson, MacKinnon and Riecken, 1990;
Comeaux and Peterson, 1988; Pugach and Johnson, 1990)‘." Initially, research- aimed at
trying to characterize the nature of reflection-.on-teaching took the form of expert-novice
comparisons (Berliner, 1987; Carter, Sabers, Cushing, Pihriegar and Berliner, 1987).
For others, reflection means taking particular aspects of one's practice which are
problematic and through: reflection gain new insights into that practice. More recently
attention has focused upon the 'practical’ knowledge teachers abpear to use in guiding
their everyday- actions and how practitioners generate this knowledge. Practical
knowledge in this sense-is "the knowiedge teachers use in ciasSroom situations, with an
emphasis on the complexities of interactive teaching and thinking-in-action" (Johnston,
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1992, p. 124). ‘It’appears this knoWiedge is embedded in the skilled action of a teacher
~ and although: it can be demonstrated in use, it is. difficult to describe verbally (Yinger,
1987, Gagné, Yekovich and Yekovich, 1993). The skilled action teachers exhibit in their
daily work of professional practice has been referred to as knowledge-in-action. The
notion of knowledge-in-action has been used as a theoretical perspective by many
researchers to guide their ,studies. The work of Donald Schon, (1983, 1987) has
contributed significantly to the conceptualization of reflective practice.

Schon's thinkirig on the nature and development of teachers' professional
knowledge is not drawn from the field of teacher education, rather, his studies are
grounded in the practice of master teachers working with: gifted protégés; Quist, a-
master designer, with Petra an advanced design student, and Franz a world famous
pianist, with 'Annon; a talented young musician; Using these ideal situations, Schén
describes how reflective practice might look, might be identified, and might be nurtured.

in his text, “The reﬂéctive practitioner: How professionals think in action”, Schon

(1983) stresses the idea of practical professional knowledge, which he terms
'knowledge-in-action’. Knowledge-in-action is central to: Schén's conception  of
brofessional practice. Knowledge-in-action refers to the unstable, tacit knowledge that
drives p_racﬁtioners' actions. For Schén, reflection operates upon this knowledge-in-
action resource which 'i’sr constructed by practitioners through the processes of

| 'reflection-in-action' and 'refiection-on-action' (Grimmett, 1988). Reflection-in-action is
generated through on-the-spot, real time, mental experimentatiori-», whereas reflection-
on-action is generated through a post-hoc replay and deliberation of the action already
taken. A practitioner is reflective when sthe becomes intrigued or curious about some
element of the practice/performance setting, a novel puzzle; frames it in terms of the
particulars of the setting, so the setting is seen differently. within the context of action;
reframes it in terms of past experience and knowledge; and then devéiops a plan for
future action (Clarke, 1992). 'Reflectioh-in-actibn‘ is central to the 'art' by which
practitioners deal with situations of unoertainty, instability, uniqueness and value conflict.

Teacher reflection in unforgiving learning environments

Professions such as nursing, medicine, aviation and most outdoor recreational
activities such as rock climbing, downhill skiing and snowboarding, sport diving, and
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white water kayaking involve an element of bhysical risk for both the teacher and
student. This element of physical risk is generally precipitated by both poor decision
making processes and delayed inappropriate problem solving practices predicated by
either or both the teacher and student while in the practice setting. The nature of the
practice setting, for these professionals, is dynamic, novel, ruthiess, unpre_dictable, and
difficult to control. The term unforgiving 'Iea'ming‘environment will be used, in this project,
to refer to these practice settings and in particular the practice setting for sport diving
practitioners. '

The role of a sport diving practitioner is probably one of the most challenging
teacher roles as it involves the attempt to reach many goals with a diverse student body,
within three different teaching environments, safely. Adding to the complexity is the fact.
that sport di\)ing is an equipment intensive activity in which leamers are unfamiliar with
the use of the life sUpporting equipment necessary for survival in the underwater world.
The sport di\}ing-practitioner‘s role is further complicated by the fact that only one third of
the teaching occurs in the confines of the classroom envi_ronment while the remainder of
the teaching occufs in the practice setting of unforgiving leaming environments,
specifically: water mediums. '

The traditional school setting affords the opportumty for student teacher reflection
to occur in the 'practicum settmg (Clarke, 1992). Student teachers, undertaking their
professuonal year of study at a tertiary institution, procure a pre-service teaching role in
the actual school setting. For the sport diving practitioner, however, the pre-service
teaching role in an-actual sport diving practicum setting is not possible. Strict standards
and procedures derived and enforced in‘te'mationally by the Recreational Scuba Training
Council (RSTC) require practitioners become fully accredited sport diving teachers,
without the benefits of the pre—servnce teaching expenence found in the school system,
before instructing others in the sport dlvmg arena. Therefore, the concept of 'student
teacher', in the sport diving: industry, and in this project in ,particular, needed to be
conceptually" redefined. As such, the term 'student teacher” would be- analogous to
'inexperienced teacher, and would .be defined as one who has received sport diving
teaching credentials and is teaching a sport diving course under the direct supervision of
a more highly qualified and experienced sport diving teaching professional. - At this time,
pre-service teaching experience’ in- the form of the ‘practicum setting’ of the school
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system, is not a pferequisite to obtain or maintain teaching credentials in the sport diving
industry. Thus, the 'student teacher' in the sport diving industry is a 'certified instructor’
who is interested in |eaming about their practice in a way which will help them become
better and safer-at making diverse decisions and judgments within. their practice.

As is typical of student teachers in the school practicum setting, the sport diving
practitioner engages in the practice of teaching in the classroom then moves to the
unforgiiling leaming environments where s/he encounters many events, some familviar
 and anticipated, others new and surprising. ‘When the practitioner deals with the familiar
and anticipated events s/e is likely to draw upon a repertoire of responses based upon
prior _experienées as a student scuba diver, a certified diver, experiences at the vs_)ork
place and experiences of family life, etc. (Magill, 1998; Gagné et al, 1993). At times,
however, these practitioners are chéllenged by many new and unanticipated events for
which no appropriate response will be present in their repertoire. In these situations
practitioners will have to construe responses sensitive to the situation by problem
setting, problem framing and reframing, experimentation and ‘back talk' (Schén, 1983).
The sport diving professional must bring to bear any prior knowledge and experience
which might be appropriate, and do SO QUickly. At times, this is an exciting and
invigorating experience, at other times it is unnerving, bewildering and dangerous.” For
the sport diving practitioner, all teaching practice in which events may be anticipated or
unaniicipated, routine or unique, provides opportunities for reflection. Any opportunity to
examine their practice in light of past experience and knowledge, and to develop or
modify a plan for future action is a safe opportunity to reflect upon their actions.

Il. The study

This part of the introduction presents a brief overview of the study and is
presented in seven parts: the purpose, the research questions, the method, the analySIs
‘the pilot study, the limitations and the contribution of the study

The purpose of the study
This case study design is set in the “situatedness" (Brown, Collins and Duguid,
1989) of teaching in unforgiving leaming environments and is grounded in the notion that

knbwl'edge is personally constructed and sociaily mediated as teachers refiect upon their
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practicé (Schén, 1983, 1987; von Glasersfeld, 1987). Schén proposed that a practitioner
is reflective when s/he becomes intrigued or curious about some element of the practice
setting, frames it in terms of the~parti¢ulars of the setting, reframes.it in the terms of past
experience and knowledge, and. then develops a plan for future action. Reframing
occurs as a response to the 'back talk' and/or 'self talk' (Sinclair and Sinclair, 1994) in
the action setting where something unexpected and surprising has .occurred- rather than
the expected. This 'surprise’ occurrence produces the 'curious’' or ‘intﬁgued' response.
This definition of reflection is.used throughout this. Study.

The purpose of thé stUdy was to examine the nature of teacher reflective
practices, using Schén's. conceptualization of reflective practice, in an unforgiving
performance situation. More specifically, the aim was to provide additional insight into
the practices. of instructors teaching. in a sport diving setting: involving three different
teaching environments (the classroom environment, the confined water ‘[poqI]A
environment and the open: water [ocean] environment). Furthermore, an additional aim
was to determine the circumstances which were conducive to the development of
teacher reflection in this setting.

Research questions

To examine. teacher reflection in teaching in unforgiving leaming: envirbnments, the
activity of sport diving was usé_d», and the study was divided: into three'part's:': the first,
sought to identify the factors that teachers reflect ‘upon; the second, to establish the
~ elements. that influence teacher reflection; and the third, to identify: the nature of the
réflet:tion-. Each of these three pa‘rt's4 was addressed in each of the three
learning/practice: settings: encountered: in' the presentation of a beginner sport"di?ving
cOursé: the classroom environment, the confined water (pool) environment and lastly,
the:open water (ocean) environment. Thus, the.research questions were:

e What factors do sport diving practiiionelﬁ reflect upon in each of the three
teaching.‘environmehfs?‘
’ _' This: question: sought to-identify the process of;'frami'ng and ref‘rémihg in- which
sport diving practitioners engage as they reflect upon issues of cohtroi,

equipment concerns, problems, safety, etc., encountered in each of the three
teaching environments.
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o What influences the reflective process?
This question sought to identify the instances and elements, within each teaching
environment, which influenced or elicited the reflective process.

e What is the nature of sport diving practitioners’ reflective practice?

This question sought to determine the meaningfulness of these instances and
elements upon the sport diving practitioner's framing and reframing of issues
encountered in each of the three teaching environments.

Research method

A typical beginner sport diving course, as defined by the Recreational Scuba
Training Council (RSTC), provided the structure for the investigations outlined in the
research questions. Overlaid on each of the eIeVen sessions of the beginner sport
diving course, which were conducted in three different leaming environments, were a
series of stimulated video recall sessions (Tuckwell, 1982). These sessions allowed
both the certified instructor and students to independently comment upon any and all
instances that occufred during the course, which were significant to them. The
combination of the video and the video recall sessions was defined as the teacher
action, or process, of reflective practice. One teacher, two certified and insured
assistant instructors and ten students participated in the beginner sport diving course in
this study. Eleven class sessions, (four in the classroom setting, three in the confined
water, with the remainder in the open water environment), were taught and filmed over
the duration of the course (approximately three sessions per week for four weeks). The
teacher and two of the students independently participated in eleven stimulated recall
sessions (approximately four sessions per week for three weeks).

Data analysis

The audio tapes from each of the video recall sessions for the teacher were fully
transcribed. The constant comparative method (Glasser and Strauss, 1967; Lincoln and
Guba, 1985) was used to analyze the data in which incidents and events were

catalogued and grouped according to frequency of occurrence, common features and
characteristics. A variety of trends emerged and were classified into appropriate
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categories. Some categories were retained while others were either collapsed or
expanded to create additional categories.

Four levels of documentation or 'transformation' (Novak and Gowin, 1984) were
established with every level of analysis considering each teaching environment
independently. The first level of analysis was simply the verbatim transcription of the
audio tapes made during each of the eleven reflective recall sessions. The second level
focused on the identification of the nature of teacher refiection about the individual
elements or components. The third level built upon the second level analysis, to identify
the underlying dispositions and factors which influenced teacher reflection. Lastly, the
fourth level extended the third level of analysis by identifying the dominant trends and
themes the teacher reflected upon.

Pilot study

A pilot study was completed prior to the main project. “This preliminary study
involved one teacher and two students who participated in three video taped sessions of
instruction and three audio taped stimulated recall sessions. Each of the three teaching
settings, the classroom environment, the confined water (pool) environment and the
open water (ocean) environment were represented. The main purpose of the pilot study
was to determine if the data collection procedures were significantly rigorous to enable
the answering of the three research questions. An unintended affirmation occurred
through the 'blending in' of both the camera and the researcher as they were regarded
by the participants as a ‘normal' part of the teach'ing settings for any beginner sport
~ diving course within the sport diving facility in which the main study was to take place.
The preliminary analysis demonstrated that the data collection procedures afforded the
researcher an opportunity to gain some insight to the processes of teacher reflection and
were adopted for the main study.

Limitations of the study

Six limitations were identified: the. researcher's role, limiting and limitations of
interpretation, temporal cdnstraints, textual constraints, selection of informants, and the
presence of a video camera and the researcher in the practice settings of the beginner

sport diving course.
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Initially, the major limitation was the complexity of the dual roles of the

researcher as she was also an instructor examiner for one of the nationally recognized
certifying organizations in the sport dfving industry. The issue in question was whether it
would be possible for the researcher to collect data relating to the processes of teacher
~ reflection while simultaneously maintaining her status as an instructor examiner who
must énsure strict adherence to professional standards and procedures thus avoiding
‘the introduction of concemns regarding liability issues. The effect of the dual role of the
researcher in the study was not a factor. The fact that all sessions of the beginner sport
diving course were video taped without incident validated the conclusion that the dual
role of researcher-examiner was accepted as a routine procedure.

Secondly, the concem of the limiting and limitations of interpretation and the
limited scope and power of the résearchér were acknowledged. A study of this nature
must proceed within a limited scbpe of research perspectives, thereforé, the approach
has been to view this investigation as a contribution to'-the enterprise of knowledge
development. )

The third limitation concerned temporal cdnstraints and recognizes this study
addressed actions and understandings at a particular time, at a particular place, with
particular people. '

The fourth limitation of this study involved textual constraints as the written.
description of what is communicated orally and visually is the aésimilation of one form of
communication with another. Humans are meaning-making individuals comprehending
and ordering reality through language. Language operatiorializes, in the communicative
exchange of information, the encoding and decoding of méssages, but éan not convey
~ total meaning. Inherent in (re)presentality of language is the notion of inference or
interpretation. Through the process of cultural socializ>ation‘ people develop intemal and
external landscapes, perceptual processeé, which distinguish them from any one else.
Through this praxis humans see the world differently. This uniqueness of personal
landscapes lends to the development of different interpretations of text. Consequently,
the researcher's written text can not convey what she has seen, smelt, heard, felt as she
listened to or observed others. describe and act out their experiences. There will
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inevitably be some loss of meaning in the creation of the text, and later the possibility of
an additional loss through the reading of the text by others.

The fifth limitation evolved as a result of the selection of informants. The
researcher can not guarantee that the teacher and students who voluntarily participated
in this study are completely representative of the sport diving community. Nor can the
researcher assume the generélizability of the ideas and actions of those who have
-pafticipated. This is a necessary outcorhe of an interpretive study.

- Finally, this study required the presence of both a video camera and the
-researcher in the practice setting and slightly altered the typical practice setting,
particularly in the }classroom environment. To minimize any possible effects of this
intrusion, the researcher video taped the bilot study within the same sport diving
educational facility which participated in the main study. Since the confined water -(pool)
environment and the open water (ocean) e‘nvironment’involved the extensive use of a
‘great deal of equipment, the integration of the video camera was not an issue.

Contribution of the study , \

Schén (1983, 1987), employing gifted protégés, conceptualized reflective
practice as the knowledge practitioners display when confronted with problematic and
surprising situati'ons.. This study has not aﬁempted‘ to select exemplary teachers,
students or teaching environments. In actual fact, every step was taken to ensure the
teacher, students and teaching seftings were typical of most sport diving courses.
Hence, the study became 'situated" beyond the ‘clinical' setting, that is, the relatively risk
free 'virtual' world, to-include instances and elements of the 'real' underwater world.

The significance of this study lies in its potential contribution to an extended
understanding of the nature and dynamics of the teaching process. in the context of

unforgiving learning environments.

Given the. current and future emphasis on health and wellness, non-formal

recreation education organizations will increasingly offer adveniturous sporting activities
and growing numbers of practitioners will be involved in the teaching enterprise. This
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research, which focuses on the practitioners' perspective, may also help to bring
congruence to the gap which exists between theory and practice in teaching.

From a practical perspective, the idéntifiéation, and underst‘ahding of
complexities -involved in making diverse teaching decisions and judgments, in
unforgiving leaming environments, the sport of scuba diving will become a safer activity.

. Orgénizaﬁon of the chapters

This study is. presented within a framework of eight chapters. The
introduction, literature review and method chapters provide the fundamental theoretical
platform upon which the study was based and conducted. Chapters four, five, and six,
contain data analysis for each of the three teaching settings, (i.e., the classroom
environment, the: confined water [pool} ‘environment, and the. open water ["ocean]
environment respectively). Each of these chapters addreéses the three research
questions and discusses the nature: of reflective practices for the particular teaching
setting and includes summary and diagrammatic vrepresentation's of the themes, factors
and related issues which emerged from the examination of the teacher's reflection.
Chapter seven identifies and discusses a rchrring reflective theme across the three
environments. The 'concluding chapter presents a -cumulative disguSsibn of the
similarities and differences in reflective themes for the three teaching “enVironments by
drawing the results of the three dfffereht- teaching environments. together, discussing
them in relation to perspectives in-the fliterature, and presenting the implications of this
study for the improvement of teachers’ reflective action in the unforgiving learming

environments of the 'sport diving setting as well as providing suggeStions for further
research.
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CHAPTER 2

‘On Developing a Theoretical Perspective of Reflective Practice
in Teaching the Physical Activity of Sport Diving

The term reflective practice can be interpreted in a variety of ways. “"Over the
past fifty years the work of Dewey (1925, 1933), Schén (1983, 1987, 1988), as well as
“that of many other scholars, have provided é)densive practical and theoretical accounts
of how the construct of reflection might be fashioned in conceptualizing teaching practice
in a variety of contexts. Close examination of this body of literature, on the nature of
reflective teaching, revealed little shared meaning among those who write about the
esséntial elements of processes characterized as reflective. Consequently, there are a
diversity of meaningé attached to this and similar terms. Furthermore, there appeared to
be even less agreement on what characterized the content of reflective practice and on
what kinds of contexts tend to foster such a process. ‘Regardless of how reflection is
understood and operationalized it seems to. be supported by all as a worthy aim of
teacher education (Grimmett, 1988).

~ This circumstance of varied understanding resulted from a diverse literature and
called for a clarification of both the usage of terms and the nature of the underlying
assumptions operative in-one’s perspective of reflective practice. This chapter provides
the theoretical perspective which underlies and led to, the resé_arch interest in reflective
: practide and begins by contrasting two different perspectives on teacher practitioners’
professional knowledge, that is, the traditional behavioristic orientation and the inquiry-
oriented perspective. The significance of knowing-in-action of the .inquiry-oriented
perspective is then ﬁighlighted by a discussion on the nature: of reflection: which: captures
the common properties reminiscent of Dewey's thoughts. Secohdly, the ‘chapter
provides a composite picture of Schon’s epistemological ass'umptionsy and the most
salient features -uhderlying ‘his -conception of reflection. Beginning with his‘argdmen"t
contrasting two different perspectives of professional knowledge; that is, as received
knowledge or ‘techni?;al rationality’, and as knowledge-in-action, this section continues
with an explanation- of Schon’s main: elements of processes featured in reflective.
_ practice. ‘Finally, the researcher's assumptions regarding the reflective teacher and
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her/is engagement in"the professional practice of teachirig physical activities and in
particular the recreational activity of sport diving are presented.

I. Reflective practice in teacher education

Of late, educational research has focused upon the question of how individuals,
undertaking some form of formal teacher preparation, ‘leam to teach’ (Carter, 1990;
Feiman-Nemser, 1983; Widen, Myer-Smith and Moon, 1993). Findings from this form of.
research have produced conceptual divérsity_ and considerable ambiguity as
researchers and teacher educators hold distinctly different positions about ‘what’ skills or
‘what’ knowledge individuals should learn during their teachei preparation programme.
The 'Iack of cumulative research findings‘has left the ‘what’ question unresolved thereby
vleaving the ‘how’ question, and the types of experiences individuals in teacher education
programmes should engage, ‘al‘sp‘ unresolved. As a result, a number of conceptual

orientations or frameworks have been used in guiding the design of teacher education

programmes for classroom subjects and physical education (Fenstermacher and Soltis,
1986; Feiman-Nemser, 1980 and Zeichner, 1'983).

There has been a great deal of controversy and debate over the ways in which
teachers should be prepared for practice. ‘Many paradigms. or conceptuai 6rientatidns
have dominated educational discourse and specifically teacher education preparation in
the last few years. Although there is diversity and differences ‘within’ paradigms it is
recognized that each paradigm consists of ‘a. set of common assumptions which
‘disﬁnguiéhes the basic goals of the general approach f‘rdm another. Within each
orientation the ‘student teaching experience’ plays. a particular role in---helping individuals
to ‘leamn to teach’. '

: V\ﬁthin a ‘technological’ orientation- to téacher preparation the student teaching
experience is viewed as a form of ‘technical apprenticeship’ whereby the goal of teacher

education is to “train’ individuals to master a set of specific instructional procedures
(Feiman-Nemser, 1983). The student teaching experience is where student teachers.
learn and execute, with competency, managerial’ skills such as instructional planning.
An altemative to this technical orientation to teacher preparation is a ‘practical’
orientation which views the teacher »a's a reflective practitioner (Schon, 1983, 1987).
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This orientation emphésizes the ‘situated nature’ and the cognitive dimensions of
teacher's knowledge. The teacher becomes a reflective practitioner as a result of
- practical experience in the student teaching experience but does so by receiving
| assistance in learmning from it (Grimmett and MacKinnon, 1992). Both orientations
assume expertise in teaching evolves from the student teaching experience, however,
they differ in how this expertise is acquired.

4Before looking more deeply into how the student teaching: expen'encé has been
conceptualized from these two different perspectives of teacher-education, one needs to
have a firm grasp on what it means to learn to teach.

What does it mean to ‘learn to teach’? ,

Few would disagree with the position that the notion of ‘leaming to teach’ is
central to the purpose of teacher education programmes (Wideen, Mayer-Smith, and
Moon, 1993). Nevertheless, it is a concept that is poorly understood as a result of the
inconsistent ways and varying scope in-which the phrase is used (Carter, 1990).
‘Leaming to teach’ has been used to refer to the entire enterprisé of teacher education
including such concepts as the development of teaching skills and how it is teachers
learn the constraints which: impact their role as teacher. On the other hand, ‘leaming to
teach’ may be taken to mean the knowledge of classroom practice and the‘acquisitiOn of
‘such. Consequently, the design of many teacher education programmes' have focused
on training for specific skills and knowledge outcomes. According to Johnston, in her
1992 article “Images: A way of understanding the practical knowledge of student
teachers”, “...less account hés been taken of the actual ways in which student teachers
and teachers hold, develop, and use the knowledge which guides them in the practice of
teaching” (p. 123).

There are many divergent and conflicting views of the learning to teach process

and little is available which can act as a firm basis for teacher educators to pla_n
programmes. for preparing prospective teachers (Johnston, 1992). Rather than using an
understanding of knowledge held and used by practicing teachers and student teachers’
as a starting point, teacher education: prograrhmes have traditionally been planned on
the basis of the knowledge which teachers are ‘thought’ to require and how they can be
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‘traihed' (Carter, 1990). This process of ‘training’ is partially accomplished by way of the
‘student teaching experience’.

The student teaching experience

Since the ‘student teaching experience’ is held central as an Oppbrtunity to leamn
to teach, clarification of this process is necessary. During a student teaching experience
student teachers-encountér ‘events’, some of which are familiar and understood while
othér_s are unanticipated, surprising and problematic. The repefcussionS‘ of each of
these events are held equally important as they support or challenge what the student -
teacher understands about teaching and learming. In attemptihg to make sense of and
gain a level of understanding of these events, student teachers draw upon a variety of
resources to formulate a plan of practical action. These resources include the student
teacher’s prior knowledge and beliefs about te‘aching, the views of faculty, sponsor
teachers and mentor teachers, and the vchéracteristics of the context of students,
curriculu’m; content being taught, and the environment in which teaching and learning
-occurs. ‘It is through the interface of these events, resources and the student teaching
experience, that a student teacher ehgages in the process of learning to-teach.

The student teaching experience is of utmost importance as it is through this
experience student teachers actively participate in making sense of the constant
intérplayr of factors involved in the immediacy of the action setting. As student teachers
move from their ‘apprenﬁceship of observation’ (Lortie, 1975) into formal periods of
teacher education they conduct an ‘internal dialogue’ (Goodman, 1988) through which
they begin to develop an understanding of the teaching world around them. According
to Doyle (1990) a student teacher learns to teach through the process of “....inventing
.understanding, and this invention involves an interaction  of past knowledge with the
experience of the moment. This constructivist perspective emphaéizes the importance
of direct experience and the gradual accumulation of knowledge structures from the
reflection on that experience over time” (p. 17).

Many qualified teachers and. student teachers rate the "student' teaching
experience’, depicted'in Figure 1, as the single most beneficial segment of their teacher
education programme (Haring énd Nelson, 1980). The student teaching experience is a
first hand encounter of someone else’s classroom and offers an 6pportunity to- teach
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under the supervision and guidance of an experienced teacher. The stddent teacher has
also the opportunity to observe an experienced teacher in action and can reflect about
their own practice, to develop a repertoire of teaching skills and a chance to test and
refine their own theories and beliefs about teaching and learning.

The leaming involved in the student teaching experience is similar to the ‘|eamingA
process.described by Lave and Wenger (1991) as an- ihtegral and inseparable aspect of
social practice. They have presénted their view of learning under the rubric of ‘legitimate
peripheral participation’, that is, as a form of practical apprenticeship. |

“Leamers [student teachers] inevitably participate ih communities of practitioners
[experienced téachers]: and that the mastery of knowledge and skill requires
newcomers [student teachers] to move toward full participation in the
sociocultural practices of a community [teaching]. ‘Legitimate " peripheral
participation’ provides 'a way to speak about the relations between ‘newcomers
[student teachers] 'ahd old-timers [experienced teachers], and about activities,
idéntities,“artifacts and communities of knowledge and practice. It concems the
process by which newcomers [student teachersl*become part of a community of
practice [teachers]. A riersbn’s intentions to learn are engaged and the meaning
of learning is configured through the process of becoming a full participant in a
sociocultural practice. This social process includes, indeed it subsumes, the
‘leaming of knowledgeable skills [learning to teach]’ (Parentheses added, p.31).

Today, ‘much Ieaming occurs in the form of some sort of apprenticeship,
especially whenever high levels. of knowledge and skill are in demand, such as, in
medicine, law, the academy, professional sports and the arts. The student teaching
experience has been fegarded'so highly by many, one might expéct the process to be
| | grounded in a sound theoretical framework involving a general agreement concerning

~ the éngagement and outcomes. of specific activities. However, there appears to be a
lack of explicit curricula for this experience (Tumey, Eltis, Towler and'Wn'ght, 1985)
which -occupies a central role in teacher education. The nature and the role of the
student teaching experience can'be conceptualized quite differently depending upon the
particwar'orientation toward the process of teacher education. In trying to capture the
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nature of the student teaching experience one might characterize it as a form of
‘apprenticeship’ which will differ depending upon one’s conceptual orientation.

Orientations to teacher education

in recent years four paradigms have dominated the discourse of. teacher
education: ‘behavioristic’, ‘personalistic’, ‘traditional-craft’, and ‘inquiry-dﬁented’ teacher
education (Zeichner, 1983).

~ The next sectioﬁ of this review presents two of these orientations toward teacher
education: the ‘traditional behavioristic’ paradigm and the ‘inquiry-oriented’ paradigm,
which are viewed by some as océupying opposite ends of the continuum. These -
orientations to teacher education consist of a matrix of beliefs and assumptions about
the nature and purposes of teacher education and the student teaching process
(Popkewitz, Tabachnick and Zeichner, 1979).

The ‘traditional’ behavioristic orientation

The behavioristic orientation to teacher education has been present in one form
or another since the tum of the: century. This orientation rests upon the assumptions of
a ‘positivistic epistemology’ and ‘behavioristic psychology’ and emphasizes the
development of specific. and Observable skills of teaching which are assumed to be
related to pupil leaming.

Student teachers are taught knowledge, skills and competencies which are felt to
be most relevant at the ﬁmé. The teacher education curriculum is specified in-advance
and the criteria by which success is measured are predetermined with- student teacher

“competence being a prescribed, pre-specified: level of mastery of performance. The
‘behavioristic téacher education orientation is not concemed with the fact the same

‘behavior may be governed by quite different motives. Nor does this orientation to
teacher education concem itself with the development of the teacher as a person over
and above mastery of teaching skills and content knowledgé. The desire to have
- teachers éﬁtically reflect upon the purposes and consequences of their-work in terms of
~ issues as social continuity and change are not central concems. |
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Metaphorically speaking, underlying this orientation to teacher education is the
concept of ‘production” (Kleibard' 1972). Teaching is viewed as an ‘applied science’
where the teacher is an ‘executor’ of the laws and pnncuples of effective teachlng (Tom,
1980). Teacher education professional content knowledge and teachmg skills are fully
determined in advance presumably primarily through research on teacher effectiveness
and the student teacher is viewed as a passive recipient of the prescribed professional
knowledge who plays little part in the substance and direction of her/is preparation as a
teacher.

Many have deemed this orientation as the ‘technical’ tradition of teacher
-education. The primary goal is vyith fostering the development of skill in an actual
performance of a predetermined task. Whether the specific predetermined tasks and the
context in which these tasks are to be carried out are worth pursuing, are not a concem
for.the behaviorist. The primary problem with this orientation of teacher education is the
notion of the social context of education ‘as giver.

The student teaching experience, in the traditional behaViOristic orientation to
teacher education, has failed to evolve past a traditional apprenticeship model (Guyton
and’ Mcintyre, 1990). The notion of apprenticeship has a long reputation as a form of
control over the most valuable, least powerful workers. In the behavioristic orienfation to
teacher education the teaching apprentioéship is viewed as an opportunity for nothing
more complexthan rebrodUcing task performances in routinized ways, where knowledgé
is accumulated through ‘trial’ and ‘error’ experiences in the real world, and a master
teacher to student teacher apprenticeship relationship is seen as the “proper vehicle for
transmitting the cultural knowledge possessed by good - teachers to the novice”
(Emphasis 'added, Zeichner, 1983, p.5). This technological orientation to the student
teaching experience is- seen as an opportunity to infuse student teachers with the
knowledge, skills and values considered impoﬁant for ‘surviving’ in schools. The student
teaching experience becomes little more than an occasion for student teaéhers to.
confirm their occupational choice, try their hands at prescribed teaching rituals, and
measure themselves agalnst the social postures of teachers (Locke, 1970).
Consequently, while the student teachlng experience is considered one of the most

valuable episodes in the teacher education process, “it is also widely regarded as a
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problem, an on-the-spot éxperienoe that promotes isolation, practi.i:al expediency and
dependence on conventional wisdom” (Cochran-Smith, 1991, p. 104).

This leads to questioning the adequacy of traditional behavioristic teacher
education programmes and the student teaching experience as the teaching
apprenticeship has difficulty addressing the needs and problems of student teachers.
Teacher education programmes which follow the traditional approach to the - student
teaching experience merely “....educate future generations of teachers to accept
uncritically those skills, attitudes, and dispositional qualities that support the dominant
social order” (Giroux, 1981, p. 156). According to Schén (1983), professional knowledge
“is “....mismatched to the changing characteristics of the situations of practice - the
complexity,. 'uhcertainty, instability, un‘iquehess, and value conflicts which are
increasingly perceived as central to the world of professional practice....”(p. 14) are not
being addressed in teacher education programmes nor the student teaching experience
by the traditional behavioristic orientation to teacher education. Consequently, teachers
are .calledIUpon to perform tasks for which they have not been educated.

. The inquiry-oriented orientation
| ~ The inquiry-oriented orientation: to teaching is one which prioritizes the:
devel‘opmenf of inquiry about teaching and about the contexts in which teaching is
carried out (Zeichner, 1983) and is concerned with the development of orientations and
skills of critical inquiry. Advocates of this orientation highly value the technical skills of
‘teéching, not és an end in itself, but as a means for bringing about desired ends. The
underlying assumption of this. approach is in the critical inquiry which supplements the
ability to carry out the technical skills of teaching. This orientation to teacher education
and the student teaching experience attempts to prepare teachers who have the skills- to
do and the inclination and skill to analyze what they are-doing in terms of its effects upon
those being taught and the context in which the teaching occurs (Feiman, 1979;
Zeichner, 1981; and Zeichner and Teitelbaun, 1982). As Feiman (1980) pointed out,
cited by Zeichner (1983}, this orientation views

“....the prospective teacher as an active agent in his or her own preparation for
teaching and assumes that the more a teacher is aware of the origins and

consequences of his or her actions and of the realities that constrain these
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actions, the greater is the likelihood that he or she can control and change both
- the actions and the constraints” (p.6). |

The role of both intemal and institutional constraints shaping sfudent teachers’ actions
are not ignored as this orientation to teacher education advocates student teaéhers
assume a greater rble in shaping the direction of teacher education and the student
teaching experience. This orientation encourages the student teacher to both render
problematic that which. is frequently taken for granted about the role of the teacher, the
tasks of teaching and learning to teach in general and reflect upon and examine the
rationales and consequences of teacher educationt and the student teaching experience:

Teacher - educatlon from this perspective is fundamentaﬂy concemed with-
developing the student teacher's capability for ‘reflective action’ (Dewey, 1933). Moral,
ethical, political, and social issues are instrumental, embedded in everyday thinking and
practice, and are-to be examined. In contrast to the traditional behavioristic orientation
to teacher: educatlon the knowledge and skills to be taught from an inquiry-oriented view
are not specified in advance and although the self-percelved needs and concems of
student teachers are considered, they are not a central concem.  The central concern is
the teaching of technical skills associated with critical inquiry. The basic tenants of this

approach (Berlak and Berlak, 1981) to teacher education and the student ‘teaching'

experience:is succinctly summarized by Zeichner (1983):

“The proper role of the formal education for teachers is to help persons develop
their capabilities to see their classroom behavior in the perspective of culture and
time, fiom: the point of view of historical and contemporary others, thereby
clarifying for themselves and others the alternatives for action.....The entire
programme, all courses and practlcal' experiences, should prov:de the aspiring
and experienced teacher wuth access o persons who can help initiate and
sustaln a process of critical |nqu1ry” (p. 252).

The typelogy presented regarding the two paradigmatic approaches to teacher

- education, as illustrated in Table 1, p. 23, has been largely descriptive and focused on
‘illum'ina‘ting the assumptions, priorities and-distinguishing aspects of one approach to the

other. ‘Both orientations are concemed in some way with mastery. of content knowledge
and technical skill in teéchi‘ng. The behavioristic paradigm seeks a teacher education
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Table 1. Orientations to teacher education: positions on selected issues.

Issue

Behavioristic paradigm

Inquiry-oriented paradigm

1. Inquiry aim

explanation: prediction and
control

understanding: reconstruc-
tion

2. Nature of knowledge-

 verified hypothesis

established as facts or laws

individual reconstructions
coalescing around
consensus

3. Knowiedge accumula-
tion

accretion - ‘building blocks’
adding to ‘edifice of knowl-
edge’; generalizations and
cause-effect linkages

more informed and sophisti-
cated reconstructions;
vicarious experience

4. Goodness or quality
criteria

conventional benchmarks of
‘rigor’: internal and external
validity, reliability, and_’

trustworth»iness‘ and authen-
ticity and misapprehensions

objectivity
5. Values excluded - influence denied included - formative
6. Ethics - extrinsic: tilt toward deception '| intrinsic: process tilt toward
revelation; special problems |
7. Voice dis}i'nterested

passionate participant

-18. Teacher education
programme

technical, quantitative and
qualitative: substantive
theories:

resocialization: qualitative

' and quantitative; history;
{ values of altruism and

empowerment

Adapted from Guba and Lincoin, 1994
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curriculum from teacher effective research and views student teachers as passive
recipients of that which is to be imparted in the teacher education programme. On the
other ‘hand, the ' inquiry-oriented paradigm views the student teacher as an active
participant in the teacher education process. The behavioristic paradigm accepts as
given the educational and social contexts within which student teachers work and
evaluate their abilities in terms of predetermined skills. On the other hand, the inquiry-
orientated paradigm seeks to foster a problematic attitude on the part of the student
teacher whose competencies are evaluated upon their ability for reflective action.

Educating the reflective teache_r :

Leaming to teach is a complex proéess. Inherent in the inquiry-oriented
perspective is the intentional, problen'i solving aspects of student teachers’ and teachers’
work as reflective thinking activity. In recent years notions of ‘reflection’ and ‘reflective
teaching‘"have become ﬁnnly‘estabﬁshed in teacher education (Grimmett et al, 1990;
Comeaux and Peterson, 1988; Pugach and Johnson, 1990). Initially, research aimed at
trying to characterize the nature of reflection-on-teaching took the form of expert-novice
comparisons (Berliner, 1987; Carter et al, 1987). For others, reflection means taking
particular aspects of one’s practice which are problematic and through reflection gain
" new insights into that practice. More recently attention has focused upon the ‘practical’
knowledge teachers .éppear to use in guiding their everyday actions and how
pfacﬁti’oners generate this knowledge. Practical knowledge in this sense is ‘the
knowledge teachers use in classroom situations, with an emphasis on the complexities
of interactive teaching and thinking-in-action” (Johnston, 1992, p. 124). This knowledge
is embedded in the skilled action of a teacher and although it can be demonstrated in
use, it is difficult to describe: verbally (Yinger, 1987). The skilled action teachers exhibit
in their daily work of professional practice has been referred o as knowledge-in-action.
The notion-of knowledge-in-action'has been used as a theoretical perspective by many.
researchers to guide their studies and the work of Schén (1983, 1987) has contributed
significantly to the conceptualization of reflective practice.

Recent studies have suggested that the development of reflective student
teachers and teachers in school settihgs is difficult to achieve (Feiman-Nemser, 1983;
Russell, 1988). In teaching physibal. education activities, the reflective thinking activity
and practical knowledge held by teachers and developed by student teachers through
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the student teaching experienc_:e differ little from those of traditional classroom subject
areas. The reflective thinking activity and practical knowledge required to teach in
‘unforgiving learning environments’ requires one to engage in reflective practice which is
made more complex as well as difficult by the addition of a muiltitude of salient
contextual factors.

Reflective practice in unforgiving learning environments

Unforgiving leaming environments are teaching and learning contexts in which
- human misjudgment or error on the part of either teacher or student may result in injury
and possibly a loss of life. Professions such as nursing, medicine,’ aviation and any
outdoor recreational activities, such as, rock climbing, d‘ownhill skiing and snow-
boarding, sport diving, and white water kayaking involve an element of physical risk for
the teacher and student. This element of physical risk is generally precipitated by both
poor decision making processes and inappropriately delayed problem solving practices,
predicated by either or both the teacher and student while in the practice setting.

The role of a sport diving practitioner is probably one of the most challenging
teacher roles as it involves the attempt to achieve many goals with a diverse student
body, within three different teaching- environments, safely. Adding to the complexity is
the fact sport diving is an eQuipment intensive sport in which leamners are unfamiliar with
the use of the life supporting equipment necessary for participation. and survival in the
underwater world. The sport diving practitioners’ role is further complicated by the fact
that only one third of the teaching occurs within the confines of a classroom environment
while the remainder of the"teaching occurs in the practice setting of unforgiving water
mediums. . The novel, ruthless and  ever dynamic and unpredictable elements of the
water environments, the diversity of the student group, the extreme error range of
participants and thé_ uniqueness and complexity of the "equipment itself makes.
practitioners acutely aware of the unpredictability of success. Indeed, uncertainty,
variability, contextual and individual uniqueness give the sport of diving its particular
charm, allure, and addictive quality.

The meaning of reflective practice of student teachers and teachers in
unforgiving learning environments is best explained by referring to reflective thinking as:
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1) reflection on general teaching practices and contexts, 2) reflection-on-action, and 3)
reflection-on-‘reflection-in-action’. _

To advanoe_ this ‘practical’ perspective to teacher education for unforgiving
| learning environments, Dewey'’s (1925) original ground work regarding the concept of
" reflection and Schbn’s- cogent thinking on the nature and development of teacher’s.
professidnal knowledge is now presented.

The nature of reflection articulated by Dewey (1925) is central to Schén’s (1983)
conception of reflection which is grounded in his study of the préctice of master teachers
working with gifted protégeés. 'Using these ideal situations, Schon described how _‘
reflecti\)e practice might look, be identified, and be nurtured. His work has attracted
considerable interest among teacher educators as the basis of an epistemology of
practice which can inform the practice of teacher education programmes, ‘with specific

“reference to the role of the student teéching. experience. Schén has provided insight into
some of the occupation specific problems associated with the professional development
of those who engage in teaching in the unforgiving leaming environment of the: sport
diving industry.

Il. The nature of reflection

Dewey’s notion of experience

At the highest level of generality, Dewey’s philosophical orientation can be
characterized as a kind of naturalistic ‘efnpiricism, and the two moSt fundamentai notions
in his philosophy can be gleaned from the title of his most substantial work, “Experience
-and nature” (1925). His concept of experience had its origin in his Heg'elian background
~ where he fashioned a notion of experience wherein action, ehjbyment,, and what he
called ‘undergoing’ were integrated and equally fundamental. The felt immediacy of
experience, which Dewey characterized as its aesthetic quality, was bési'c and unable to
be expressed in simpler terms. Cognitive experience was situated against this broader
background as arising from, and conditioned by, this more basic experience. Cognitive

experience was the result of inquiry, which he viewed as a process arising from a felt
difficulty within experience, processing through the stage of conceptual elaboration of
possible resolutions, to. a final. reconstruction of the experience wherein the initiat
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fragmented situation is transformed into a unified whole. Cognitive inquiry is this
mediating process from experience to experience, and knowledge is what makes
possible the final more integrated experience, which Dewey termed a ‘consummation’.

Knowing as a constructive conceptual activity

In Dewey’s yiew, knowing is a kind of doing, and the criterion of knowledge is-
‘warranted assertability’. From the times of Plato, knowledge had been viewed as a kind
of passive recording of declarative facts and successv was seen as a matter of the
correspondence of one’s beliefs to these antecedent facts. To the contrary, Dewey
viewed knowing as a constructive conceptual activity which anticipated and guided one’s
judgement to future experiential interactions with the environment.

. The purpose of knowing is to effect some alteration in the experiential situation,
and for this purpose some cognitive propbsals are more effective than others. For
Dewey, successful cognition was a present resolution of a problematic situation resulting
in a reconstructed experience or consumfnation. '

Habits of mind
The fundamental aim of education, as perceived by Dewey, was not to convéy-
information but to develop critical methods of thought. He saw education as future-
oriented and the future is uncertain, hence, he _vieWed it paramount to develop habits of
mind enabling one adequatély to assess new sitUatidns and to: formulate strategies for
dealing with the problematic dimensions of them. Past experience is to be valued for its
role in developing and guiding critical capabilities which enables one to deal with futurév
activity. According io DeWey (1 933) a specialized form of thinking, that of reflection, is
| necessary to access and examine past experience. Inferences drawn from the observed
phenomena of past experience are tested as the basis for future action.

The directly experienced situation

Directly experienced situations, which puzzles or surprises, results in reflection.
The activity of reflection occurs when the mind is perplexed, surprised, experiences
uncertainty or is troubled with self-doubt. It is the mind’s need to deal with perplexity,
surprise, sudden change and the unexpected that draws out reflection (Grimmett, 1988);
When the mind. ié.presented with such unresolved difficulty “... .the function of reflective
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thought is, therefore, to transform [this] situation in which there is experienced obscurity,
doubt, conflict, disturbance of some sort, into a situation that is 'clear,'coherent, settled,
harmonious” (Parenthesis added, Dewey, 1933, p. 100-101). Furthermore, the reflective
process is ongoing and subject» to further deliberation as resolutions are tentative.
Reflection emotionally involves and compels one to inquiry, that is, the “....active,
persistent and careful corisi'deration» of any belief or suppbsed_ form of knowledge in light
of the grounds that support it and further conclusions to which it tends” (Dewey, 1933, p.
9).

The act of reflection .

The act of reflection leads to solutions. “D‘emand for the solution of a perplexity
is the steadying and guiding factor in the entire process of reflection” (Dewey, 1933, p.
14). Reflection begins with one’s direct experience and thé observations one makes of
that experience. ‘These observations or gathered data are then visualized, consciously
and subconsci‘dusly played. back and forth in the mind, as possible ideas or courses of
action to be taken. According to Dewey, these two processes, the gathering of data and
observations and the mental activity associated with constituting ideas leading to
possible actions, are fundamental and are correlative factors of reflection. Correlative in
the sense observations of situations perplexes one causing the mind to consider
suggestions for action to occur. Thé perplexity one sees is conceptualized as a problem
to be solved and reflection occurs when one withholds immediate action and mentally:
entertains possible actions via mental trial and error. One mentally elaborates upon the
situation and reasons in a hypothetical manner before taking overt action. This
conscious elaboration takes the form of a mental experiment where conjectured ideas
are tested and corroboration of ideas are supported with e\)idence before resolution to
the problem is reached. Mental ' experimentation, reflective inquiry, transforms a
perplexing situation into a settled one.

Reflective ihquiry; involves .one‘ in an extensive search requiring one to order
ideas progressively and seqdentiélly‘ until the procedure leads to “....a conclusion that
contains the intellectual force of the preceding ideas....making some idea worthy of
belief....making. it trustworthy” (Dewey, ’1933,‘ ’p. 47). As a result reflective inquiry
transforms the perplexing situation into a settled one by conStmcting a resolution to thé_

initial problem.
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Inferences and reflection ,

Inferences are made when one is involved in the transformation of a situation of
perplexity into a situation of clarity and coherence. The process of arriving at ideas of
what is absent in the situation on the basis of observing what is present in the situation is
what Dewey describes as inference. Inference involves juggling back and forth from
what is known into the unknown. The direct experience provides the grounds for the

formulation of inference. Inference in itself is neither fact nor fiction, right nor wrong,
_leading nor misleading, informing nor misinforming but a means to an end. Inferences '

are tested by mental elaboration and overt action. This mindful rigorous testing is what
Dewey refers to as the reflective process. ‘

The construction of inferences invdlves elements of anticipation and prediction.
These elements are inevitable in the make up of inferences as inferences are drawn
from one’s past experience and suggestions arise out of the directly experienced
situation as it was experienced. As such, reflection involves anticipating and pfedicting
future action upon the reference of past experience. Reflection entails |ookihg to the
future as well as examining the past. The examination of past experience and events
‘bécomes more critical as one moves closer to a resolution to the felt problem. As such,
reflection enables one to step beyond the firm hard ground and the acquisition of simple
declarative facts into the changeful stimulating sea towards the accumulation of wisdom.

| Dewey’s work, outlined in Figure 2, p. 30, lays the foundation from which Schén.
framed his conceptualization of reflection in terms of the immediacy of the action setting.
The next section provides a‘ composite picture of Schén’s epistemological assumptions
and the most salient features underlying his conception of reflection. It begins with
presenting Schén’s argument contrasting two differént perspectives of professional

. knowledge. 'The first as received }' knowledge or ‘technical'_ rationality’, so named by

Schén, and the second knowledge-in-action, Schén’s new epistemology of practice
based on ‘reflective practice’. The section continues with an explanation of Schén’s
main elements of processes featured as reflective practice.
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lil. Schén’s conception of reflection

" The paradox of learning ‘

~ “But how will you look for something when you don't in the least know what it is?
How on earth are you going to set up’some’thing‘you don’t know as the object of
your search? To put it another way, even if you come right up against it, how will

- you know that what you have found is the thmg you didn’'t know?” (Plato, 1964,
p 80)

Meno, a student of Socrates, formulated the above paradox of learning. The
paradox of learming, of which all students experience at one' time or another, is where
the student does not understand that which is to bevleamed :yet starts the learning
process as if she understood. This equivocation is a necessary stepping stone for all
learners. It is a step taken with uncertainty, perplexity, ‘ske'pti'cism,‘, apprehension and
doubt. These unknowns cause curiosities and excitement which trouble the mind and of
itself drives the student to the inquiry process'seeking resolution. As such, the paradox
of Aleam'ing becomes an essential distinguishing proclivity of reflection.

The nature of reflecti'on‘expressed by Dewey and embodied by Meno’s paradox
of learning, as described in the above passage by Plato, appear to be central to Schon’s
conception of reﬂectlon

Schon’s‘ argument: technica'l rationality versus reflective practice
" Schén (1983) expands upon the idea of -practical ,profess‘iohal knowledge, which
he terms ‘knowledge-ih-action’,, which he argues is attained from the professional action
of practitioners and' their reflection in vand on these actions. The idea of professional
praotice being generated from a positivistic theoretical kind of thinking (technical
rationality) is refuted and the idea which sUg,gests professional practice is an ‘applied

science’, where the professiohal is an ‘executor’ of the laws and principles central to the
discipline, is ~opposed. The position is taken that the professional knowledge—in-action of
teachers -does not consist of content knowledge and teaching skills'fully determined in
advance. Teachers are not viewed as a passive recipient of the prescribed professmnal
knowledge nor as. ones who play little: part in the substance and direction of their
teaching. Proposmonal knowledge espoused in the eplstemology of practice (technical
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rationality) does not ‘drive’, ‘produce’ or lead to ‘predictability’ of practice. Instead,
Schén-’s search and examination of professional knowledge-in-action ruminates around
“....an epistemology of practice implicit in the artistic, intuitive processes which some
practitioners do bring to situations of uncertainty, instability, uniqueness, and value
conflict” (Schén, 1983, p. 49).

The predominant model of technical rationality “....depends on agreement about
~ends. When ends are fixed and clear, then the decision to act can present itself as an
instrumental problem. But when ends are confused and conflicting, there is as yet no
“problem” to solve. A conflict of ends cannot be resolved by the use of techniques
derived from applied research.” (Schon, 1983, p.41). Uncertainty, uniqueness,
instability, and value conflict are troublesome to advocates of the positivistic
epistemology of practice as there is no clearly established context for the use of
technique. Since there is contention over the multiple ways of framing the practice role,
each with a distinct approach to problem setting, practitioners’ professional knowlédge is
situated in the ‘messy indeterminate zones of action’ wh|ch do not fit the predominant
model of techmcal rationality.

Further, Sbh'o‘n (1983, p. 42) bolsters his ideas of 'professidnal education by
drawing upon an anaiogy to point to the dilemma of ‘rigdr or relevance’. A varied
topography of professional practice is imagined as consisting of a high, hard ground .
“....where practitioners can make effective use of research-based theory....” and a
swampy lowland “....where situations are confusing ‘messes’ incapable of technical
solution”. The problems which exist on the high, hard ground are often relatively
ummportant well-formed theoretical problems of practice which can be solved by
applying the methods of science. The problems which exist down below in the swamp
are crucially important, but are messy and are difficult pro'bl'ems of practice. The
dilemma this topography suggests is Whether one should choose to remain on the high,
hard ground where it is possible to be rigorous in solving problems or choose to descend

into the swamp where the problems are relevant but one can not be rigorous in any way
that one knows how-to describe. -
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Reflection in and on action

Sihce the model of technical rationality is incomplete, in that it fails to account for
‘practical competence in ‘divergent’ situations, Schoén proposes the processes of
‘reflection-in-action’ and ‘reflection-on-action’ as the ‘artistry” displayed “....by competent
practitioners as they confront problems which are ambiguous, unclear or
indeterminate....” (Clarke, 1992, p. 22). One’s ability to recognize pattems in situations _
of uniqueness and uncertainty, and to act effectively and efficiently in those situations,
depends upo‘n one’s capacity to frame’ problems. In doing so, one is drawing upon a
repertdire of past experience and ways of capturing that experience, both of which lead
to an ability tb ‘reframe’ problems in light of the information gathered from the direct
experience. Reflection-in-action is where the reframing occurs in the action setting,
“....an action generated and tested through on-'the-spot experimenting....” (p. 141) and
reflection-on-action. is where reframing takes place after the éction setting has taken
place, “....an action planned on the basis of post-hoc fhinking and deliberation....”
(Grimmett, 1988, p. 9). The processes of reflection-in-action and reflection-on-action
then, are “....the mechanisms he proposes which permits practitioners to continue to
develop a rich repertoire of Strategies and wéys of making sense of experiences that,
ultimately, accounts fbr their competence in"dealing with the ‘messy’ problems. of
practice”. (MacKinnon and Erickson, 1988, p. 117).

Reflective experimentation: problem setting and problem solving

The reflective processés of reflection-in-action and: reflectidn'-on-action both
involve some form of experimentation in which practitioners attempt to create meaning of
the problematic aspects of the practice situation. This form of experimentation is
referred to by Schén as ‘problem setting’ and ‘problem solving’.‘

“Problems do not present themselves to the practitioner as givéns. They must be
constructed from the materials or the problematic situations that are puzzling,
troubling and uncertain. When we set the problem we select what we will treat
as the “things” of the situation, we set the boundaries of our attention to it, and
we impose upon it a cohererice which allows us to say what is wrong and in what
directions the situation needs to be changed. Problem setting is a process in
which, interactively, we name the things to which we will attend and frame the

context in which we will attend to them”. (ltalics in original, p. 40)
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The process of reframing the problem situation enables the practitioner to make sense of
and to make use of their “repertoire of examples, irﬁages, understandings, and actions”
(p. 66). The practitioner applies past experiences on the situation; imposes frames
which highlight certain aspects of the phenomena at wbrk in the situation; sets problems,
reframes the situation and engageé problem solving actions. In order to see what can
be made of the practitioner’s reframing of the problematic situation s/he tries to adapt the
situation to the frame through a ‘web of interconnected actions’, discovered
consequences, implications, and ‘appreciations’. This process of reframing yields
phenomena to be understood, problems to be solved, or opportunities to be exploited all
of which produces unintended changes which give the situations new meaning. The
situation ‘talks back’, the practitioner listens and in understanding what is heard s/he
reframes the situation yet again. Thus, reflection engages the practitioner in a ‘reflective
conversation’ with the problematic situation.

“In this reflective conversation, the practitioner's effort to solve the reframed
problem yields new discoveries which call for new reflection-in-action. This
process spirals through stages of appreciation, action, and reappreciation. The
unique and uncertain situation comes to be understood through the 'attempt to
change it, and change through the attempt to Understand it’. (Schén, 1983, p.
132)

- What a practitioner sees in a problematic situation of practice and what she makes of
what s/he sees in the practice setting depends upon sthe Seeing the new situation as
some element of her/his repertoire.

“It is our capacity to see unfamiliar situations as familiar ones, and to do in the
former as we have done in the latter, that enables us to bring our past experience
to bear on the unique case. It is our capacity to see-as and do-as that allows us
to have a feel for problems that do not fit existing rules”. (ltalics in original, p.
140).

When a practitioner sees new situations as some element 'of, her/his repertoire s/he “gets
a new way of seeing it and a new possibility for action in it; but the adequacy and utility
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of [her] his new view must still be discovered in action”. (Emphasis and parenthesis
added, Schon, 1983, p. 141)

Schén’s epistemological assumptions and the most salient features underlying
his conception of reflection regard reflection as the reconstruction of experience and is
- significant fbr the purpose of capturing practice settings in problematic ways. Reflection
is situated and constituted by action settings which precipitate problems and surprises
for the professional practitioner. Fundamental to this undertaking, is how practitioners
generate professional knowledge in and ‘appreciate’ problematic features of action
settings (Grimmett, 1988). Dewey’s foundational propertiés of reflection are extended in
a manner which emphasizes the action setting of practice.

The virtual world of the reflective practicum

Schén advanced the notion of a ‘reflective.'practicum’ in an effort to link the
deviant position of the arts with the legitimate role and function of the sciences in
rethinking the role of practicum in professional education where students could
‘appreciate’ the process -of reflection by being emerged -into the reality of the practice
setting. Houston and Cliff, (1990) suggest that one can only develop an understanding
of reflection from within the process of doing and through this process the practitioner
learns to construct meaning from the action setting. The clarification of intended
meanings and the discovery and resolution of incongruities are best achieved through
action and reflection (Clarke, 1992).

Central to the practicum setting is the provision of a virtual world’ that represents
all the particulars of a practice world, which allows the student to ‘experiment at a lower
cost. In the context of teacher education, the student teacher is actually immersed in
the practice setting in which supervisory dialogue and the student teacher's own internal
dialogue forms a type of virtual world (MacKinnon and Erickson, 1988). The cost of
experimenting in this practice setting, however, may indeed be costly to the student
teacher as their self-esteem, ability to cope and carry through the practicum, and their
future teaching prospects may be at risk.

Since the emergence of Schén’s ideas, summarized in Figure 3, there has been
a natural adaptation of his suppositions in the context of teacher education. These ideas
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Figure 3. Schén's conception of reflection: reconstruction of experience.
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have as’yet to be examined in the context of professional practice in teaching physical
activities and in particular the teaching of activities in an unforgiving learning
environment. “

The development of professional practice in teaching in_ unforgiving leaming
environments involve an element of physical risk for both the teacher and student.
Hence, this type of teaching becomes ‘situated’ beyond the ‘clinical setting’, that is,
beyond the vre(latively risk free virtual world found in the practice setting of professional
classroom school teachers, to include instances and elemehts of danger encountered in
the ‘underwater’ world. The cost of experimenting in this practlce settlng is potentially
high and indeed, possibly life threatening.

Between the high, hard ground and the swamp

Schén’s compelling argument distinguishing between the ‘rigor of science,
‘technlcal rationality’, and the ‘relevance’ of art, ‘reflective practice’, is a source of
concern for a number of researchers. ‘The concern focuses around the issue of two
divergent, mutually exclusive, competing conceptions of teaching (Gilliss, 1988; Harris,
1989; Selman, 1988; Shulman, 1988; Wildman, Magliaro, Niles, andMcLaughlin, 1990).
Specifically, some have interpreted his argument to be condoning, uneqdivocally, a
position of teaching as reflective activity.. Thus, it would follow that improvement in
teaching would only occur if teachers become inquirers into their own practice. On the
other hand, others have interpreted his discussion as an argument against a cohception
of teaching as a scientific enterpris’e; Thus, it would follow that improvement in teaching
would only occur if the research base on teaching improves. Countering this issue are
those who contend that Schon is net forcing a face-off between technical rationality and
reflective practice as two competing rhodels but in fact highlights the different
contribution each. makes to professional practice (Grimmett, 1989; MacKinnon and
Erickson, 1988; and O’'Gorman, 1989). Schon himsélf suggests, “....the dilemma of rigor
or relevance may be resolved if we can develop an epistemology of practice which
‘places technical problem solving within a broader context of reflective practice” (Schén,
1983, p. 69).

Schén. is consistent and insistent that reflection occurs only in conditions. of
uncertainty — “Surprise and _pUZZIement are at the heart of reflective teaching” (Schén,
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1983, p. 22). Some researchérs have questioned the boldness of this supposition. Most
researchers on reflective practice, in teacher education, have focused upon situations of
pemplexity (Grimmett, 1989). However, there are those who suggest reflection-in-action
can be both ‘spontaneous’, a practitioner is faced with a perplexing situation, and
“deliberate’, ‘a practitioner makes an element of practice problematic (LaBoskey, 1989;
“Selman, 1988; Houston and Cliff (1990). Schén’s (1987) notion of reflection-on-action, is
a riposte to this issue. | |

Kilbourn (1989) suggests

“Donald Schén’s recent work (1983, 1987) has had considerable appeal in the
context of professional practice. Reflection-in-action and reflection-on-action are
concepts which play a majbr role in his discussion of a variety of educational
contexts such as training in design and psychotherapy. ‘While his work has
intuitive refevance to school people, none of his detailed examples come from
commonplace educational settings — public schools with teachers and
classrooms of thirty or more ch'ildren; Consequently, those of us-concemed with
these settings have the task of illuminating the padicular ways in which his work
has relevance to teachers and their classes. (p.91)

What Kilbourn and other researchers_fihd perplexing is whether reflection-in-action can
be a functional process within ‘the daily practice _6f an elementary or sécondary
classroom vignette. - Kilboum (1988) 'suggests teachers are bound up by the active
pursuit of survival which is-generally found in a routinized curriculum. Court (1988)
argues thaf reflection-in-action- requires “....at least a m.omenta_ry time-out from
action....” (p. 146) and suggests reflection-on-action as a more prudent and viébly
obtainable concept within the teaching practice setting.

The gray territory of the notion of reflective practice — between the high, hard

ground and the messy swamp, as pronounced by these and other researchers, have
caused Schén and others to expand and refine the concept of reflection. This project is
an attempt to further the conception of reflective practice.
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IV. Reflective practice and teaching the physical activity of sport diving

Sport diving: a constructivist perspective '

| In the recreational industry of sport diving there has been a paucity of published
research dealing in the ways in which sport diving teachers make intuitive sense of their
practice. Information acquired in the past and present, in the form of questionnaires,
formal and informal discussions with curriculum developers and those practitioners
involved in the teaching of the sport at various levels, have been collected and
interpreted by the researcher in terms of a-constructivist view of teaching and leaming -
(Alexander, 1982, 1989). Central to the constructivist perspective is the notion that
individuals construct their own meaning of new information and ideas on the basis of
their existing knowledge and understandings . (Schon, 1983, 1987, 1988, von
Glasersfeld, 1987). Further, the constructiVist Viewholds- that learners are ‘purposive’
beings (Magoon, 1977) and as such, the constructivist account is concerned with the
‘internal landscapes’, the intents, beliefs and emotions of individuals as well as their
conceptualizations, and recognizes the influence that prior experience, or lack there of,
has on the way information is perceived and interpreted.

For the spoft diving certified instructor (student teacher) teaching in the form of
teaching an entry-level course (student teaching experience) is the first opportunity to
engage in systematic reflection on classroom, confined water (pool) and open water
(ocean) practices. As the sport diving teacher engages in the practice of teaching in
unforgiving learning environménts s/he encounters many events, some familiar and
anticipated, others new and surprising. When the teacher deals with the familiar and
anticipated events s/he is likely to"draw upon a repertoire of responses based upon prior
experiences as a student scuba diver, a certified diver, experiences at the work place
and experiences of family life, etc. (Magill, 1998; Gagné et al, 1993). At times, however,

“sport diving teachers are challenged by many new and unanticipated events for which
~ no appropriate response will be present in their current repertoire. In these situations
teachers have to construe responses sensitive to the situation by problem setting,
problem framing and reframing, experimentation and ‘back _télk’. In. the sport of diving
teachers must bring to bear any prior knowledge and expérience ‘which' might be

appropriate, and do so quickly. At times, this.is an exciting and invigorating experience,
at other times it is unnerving, bewildering and dangerous. For the sport diving teacher
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the teaching experiénce in which events may be anticipated or unanticipated, routine or
unique, provides opportunities for ‘reflection-in-action’, that is, an opportunity to examine
their practice in light of past experience and knowledge, and to develop or modify a plan
for future action.

This study has drawn upon two general perspectives — Schon’s account of the
development and growth of professional knowledge in practice settings and a particular
approach to sport diving instruction referred to as a ‘constructivist perspective’. From
this -orientation the researcher developed an approach to the reflective teaching of sport
diving which supports the notions: 1) a reflective spoft diving teacher recognizes. s/he
and the students are constantly constructing meaning in each of the three leaming
environménts:' classroom, confined water (pool) environment and open water (ocean)
environment situations; 2) a reflective sport diving teacher has the disposition for
attempting to ‘see’ their own teaching actions and the leaming actions of their students
from the student’s perspective; 3) a reflective sport diving teacher is in a better position
to teach her/himself about handling perplexity and unique events of uncertainty and 4) a
reflective sport diving teacher is in a better position to teach herfhis students to-creatively
imitate the particular kind of learning-by-doing on which the action setting of sport diving
depends.
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CHAPTER 3
Reﬂectivé Praétice as The Research Method

Chapter three presents the details of the research design, specifically the case
study and the associated stimulated recall approach, the data capture, data collection,
and the reflective analysis involved in the data review procedures.

I. The case study and stimulated recall approach

The case study

.. The case study approach permitted levels of understanding and explanation: not
possible through conventional experimental or survey designs (Merriam, 1985) and has
a long history of use in the fields of medicine, law, anthropology, psychology and social
work{ Educational researchers have found the case study to be helpful in providing
insights into the complexities and nuances, as well as into the deeper understandings
involved in the process of teaching and learning 'to teach.

The case study approach provided a suitable vehicle for thé ‘thick description”
(Geertz, 1973) essential in understanding the context and the situation under
investigation: '

“Thick _d’éscription involves literal description of the entity being evaluated, the
circdmstances under which it is used, the characteristics of the people involved in
it, the nature of the- community in which it is Iocatéd,‘ and the like....Thick
description also involves interpreting the meaning of such demographic and
descriptive data in terms of cultural norms and mores, community values, deep-
seated attitudes and motives, and the like” (Geertz, 1973, p.11)

This method of inquiry has been referred to in the literature as ethnography, field

study, or participant observation. Some: researchers have regarded the strategy as.
getting at cultural knowledge (Spradley, 1980), or refer to the detailed pattermns of social
interaction (Gumperz, 1981), or the holistic analysis. of Societies (Lutz), sometfmes the
case study is referred to as story-telling (Walker, 1981), or a platform for multi-loguing
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(Goldrhan-SegaI, 1995), and yet some researchers make the claim that a case study can
develop and test theory (Glaser and Strauss, 1967; Denzin, 1978). What ever a case
study |s itis a social research method_f In this research project the case study was used
as a method of arriving at a co'mbrehensiVe understanding of a social unit, the
| proce_sées of teacher reflection, and of the social contextual phenomenon under
ihvestigation, that is; teaching- in the unforgiving learning environments.of sport diving.

The assumptions underlying this method of research were those common to
Guba and Lincoln's. (1982) description of naturalistic inquiry. Specifically, the
assumptions were: 1) the subjectivity of the researcher in a natural setting provided a
means of knowing of which-there were multiple perepectives of reality, 2) that the context
impacted on the imperative interactive social behavior and relationships between the
inquire and the subjects and finally 3) that control and: truth evoived from a conveyed
knowledge base (Rist, 1982; Guba and Lincoln, 1981; and Smith, 1982).

Stimulated recall

Research into t.hev cognitive activities of professionals as they solve problems,
make decisions or process information has commonly relied upon introspective reports
as a means of tracing thought- processes. As such, stimulated recall is a technique
designed to facilitate retrospective verb'alization of thought proceSses‘ which occurred
simultaneously with some recorded overt behavior. Bloom (1953) described the nature
of the technique as ene in which “....a subject may be enabled to relive an original
situation- with vividness and accuracy if he is presented with a large number of cues
‘which occurred during the original situation” (p. 161).

Stimulated recall procedures have been used in studies in education (Marx and
Petersen, 1975; ‘Shulman and Elstein, 1975, Conners, 1978; 'Tuckwell, 1980; and
Clarke, 1992) and have typically involved a teacher whose thdught processes are
disclosed to an interviewer via reliving a video or audio tapped recording of an event.
Educetional researchers have found the technique useful as under these circumstances
the teacher is a participant in an event at one time and is a-teecher reporting her/his
conscious thought participation after the event. The stimulated recall session was used

in this study as a method to gain .insight into the practitioners’ cognitive processes
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associated with the ways they make diverse decisions and judgments within their
practice of teaching sport diving in unforgiving leaming environments.

ll. Data capture

‘This section of chapter three presents the structure for the investigatidns
associated with the research questions, and outlines the procedures used to select the
- participants.

The structure for the investigations: ‘reﬂectiqn on teacher action sequence’

A typical beginner sport diving course, as defined by the Recreational Scuba
Training Council (RSTC), provided the structure for the investigations outlined in the
research questions. The RSTC is an intematiohally recognized body comprised of
representatives from each of the sport divihg certification agencies. This governing body
sets the standards and procedures for the industry and decides upon the minimum
. course content for sport diving’s theoretical and practical componenfs bf the entry-level
and instructor level courses. '

. Since most certifying agenéies design their programmes to be performance
based, the amount of time ‘required to .complete the programme is based on class size,
logistical considerations, student aptitude and student performance. However, most
entry-level courses consist of a minimum of eight hours of academic training in the
classroom environment, nine hours of confined water training in: the pool environment
and fifteen to twenty hours of open water training in the ocean environment.

Many studies of teacher reflection in education involve ‘a regular teaching -cycle’. _
Clarke (1992) created a regular teaching cycle which included “....a student teacher's.
pre-lesson discussion with a Sponsor'teacher, the teaching of a lesson, and a post-
- lesson discussion with3the sponsor teacher....” (p. 64). Stimulated video recall sessions
are genera'lly scheduled to occur intermittently with the regular teaching -cycle.
Consequently, the combination of the regular teaching cycle and the video recall
sessions would constitute a ‘reflective téaChing -éycle’ (Clarke, 1'992).' Central to this
theme of investigation is: 1) the prominent features of the practicum experience, 2) the
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cycle can be continually repeated throughout the practicum, and 3) the cycle captures
the influence of the sponsor teacher (Clarke, 1992).

Unlike the procedures and theme of investigation described above, this project
was specifically interested in the nature of teacher reflective practice. This study was
focused on ‘getting at’ the practitioner's cognitive processes associated with the ways
diverse decisions and judgements are made within the practice of teaching in unforgiving
learning environments. Consequently, rather than calling for a ‘refiective teaching cycle’
this investigation called for a ‘reflection on teacher action sequence’. This reflection on
‘teacher action sequence was used to examine the reflective processes of one sport
diving teacher as he engaged in reflection upon the issues and/or concemns which he
identified in each of the three teaching environments.

The significance of a ‘reflection on teacher action sequence’ is that it was based
upon the most prominent features of the teacher's own perception of the experience.
The teacher chose situations of relevance and reflected upon his own reflection-in-
action. Since the community of sport diving does not implement a pre-service student
teaching experience, as is required in education, no attempt was made to integrate
sessions of actual teaching with sessions of stimulated recall. In fact, since leaming to
dive is a recreational activity, all classroom and confined water sessions occurred
between six and ten in' the evening allowing the general work force the opportunity to
participate. This schedule made it difficult for the researcher to engage the teacher or
students in a stimulated recall session after the evening session. [t was equally difficult
to arrange for stimulated recall sessions during the following day as those who
participated in the study were engaged in occupational activities. Therefore, the
decision was made to video tape the entire course and schedule the stimulated recall
sessions to take place in the evenings following the course. Eleven direct experiences
were video taped followed by the audio taping of the eleven stimulated recall sessions.

The reflection on teacher action sequence may be repeated throughout different
courses. In doing so, the reflective activity of practitioners may be tracked within a
specific course or across several courses. This type of tracking may provide insights
into the circumstances which are conducive to the development of teacher reflection in
this setting.
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An unintended but important prbduct of the research design was the opportunity
to analyze the effect of the Supervisorydialogue of the more experienced teacher. This.
ssupervisory -dialogue occurred 'a number of times in the course of the reflection on
teacher action sequenée. » Although"no't central to this study, the interplay between the
- more experienced teacher and less experienced teacher could be examined as a result
of this method of data capture. | |

The participants

This study did not attempt to select exemplary teachers, students or teaching
environments. In actual fact, every step was taken to ensure that the teacher, students
and teaching settings were typicél‘ of most sport diVing courses. Hence, the study
became' ‘situated’ beyond the ‘clinical’ sétting, ‘that is, beyond the relatively risk free.
virtual’ world to include instances and elements of the ‘real underwater world.

There were four criteria associated with the selection }of the participants in this
study: geographic opportunity, vquntafy participation, the safety” of the students and
teachers involved, and that the sport diving facility offered approbn'ate space for video
taping the classroom sessions of the entry-level course and that the same classroom
space was available to conduct the stimulated recall sessions.

The researcher’s residence in the lower mainland of British Columbia provided.
access to the sport diving facilities in the area and permitted her to visit each facility and
ask volunteers to participate:in the project. -Several sport diving facility owners agreed to
participate and provided the names of teachers who might, if approached, volunteer for
the project. Each teacher contacted demonstrated interest and a wil'lingness‘ to commit
time to the study. Based upon available 'épace and time within the facilities, to video
tape the classroom session and conduct the' stimulated recall sessions, two teachers at
-one facility were selected. One teacher was ~seiected for the pilot study and a second for
the primary study. At the commencement of each of the volunteers’ courses, the
researcher addressed the students in the course and asked for and received their
voluntary participation. All names-have been changed for anonymity purposes.

This case study focused -upon the teaching procedures of Henri, a certified
instructor who has been teaching sport diving for nearly eight years. Henri lives in North:
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Vancouver, a community skirting the ocean waters of Burrard Inlet and Indian Arm and
situated in the foothills of the Coast Mountain Range of British Columbia. He became
involved and intrigued with sport diving when fulfilling a prerequisite requirement for
entry into the North Vancouver Fire Department and decided to continue in sport diving
education to the level of instructor. He is now the store manager of the same dive center
in which he acquired his diving education.

Two students participated in stimulated recall sessions. Frank, an engineer from
North Vancouver, became involved in the beginner sport diving course to overcome a
personal challenge of being able to go underwater. He was in attendance at all classes
and struggled to grasp the cognitive and physical skills necessary to achieve his own
personal challenge. Frank had a quiet demeanor and was often frustrated with his lack
of physical ability. Brock, a broker from West Vancouver, was an avid snorkeler and
had traveled and snorkeled, in his younger single years, in exotic destinations. Now, a
father of two teenage girls, his desire was to take up the sbort of diving so he would
have an understanding of the activity the whole family would eventually participate in
together. Brock was intrigued by the whole process and the theory of diving and
practical skills came easy. Keeping his future planned diving experiences with his girls
in mind, he often asked very interesting and relevant questions.

ll. Data collection procedures

One teacher (Henri), two certified and insured assistant instructors (Shirley and
Cynthia), one divemaster (Adam) and ten students (of which Henri referred to five. of the
ten students; Frank, Brock, Todd, Richard and Tom) participated in the beginner sport
diving course in this study. Eleven class sessions, (four in the classroom setting, three
in the confined water, with the remainder in the open water environment), were taught
and filmed over the duration of the course (approximately three sessions per week for
four weeks). The teacher and two of the students independently participated in eleven
stimulated recall sessions (approximately four sessions per week for three weeks).

The beginner sport diving course

Approximately one third (four classroom sessions) of the total entry-level sport
diving course involved helping students acquire the cognitive skills and knowledge base
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necessary to begin diving safely.

The classroom environment

Each two hour classroom session, as outlined in Figure 4, p. 48, began by the
teacher showing a twenty to thirty minute audio-visual presentation oflthe course
material to be covered that evening. This video segment of the course was prepared
professionally by the certifying agency and provided a valuable visual overview of the
material students had supposedly pre-read in their textbooks as well as the material to
be discussed in class. At the conclusion of the audio-visual presentation the teacher
elaborated upon the important aspects of the material presented by the video and the
textbook. Each presentation started by way of a contact which situated the to-be-
learned material with similar material of the students’ past. The teacher presented
objectives and value statements, gave overview topic headings, the conduct expected of
the students, elaborated upon the important topics, implemented {raining aids to
reinforce concepts, sequenced the material as to the relevancy to other mbdules in
the course, used his voice and body gestures to emphasize his points, suggested
continuing education avenues and succinctly summarized the presentations.

The teacher’'s approximately one hour elaboration was guided by a visual slide
presentation which had been assembled professionally by the certifying agency.
Following this phase of each classroom session was a twenty minute written quiz and
following the final classroom session was a one hour summative examinationf Once the
quizzes or exam was completed by the students, the teacher reviewed the exam
questions and answers during class time. At the completion of each classroom session
the teacher collected student assignments which were read by the teacher and
discussed with the students during their next session.

The real substance of the sport diving instruction evolved around the acquisition
of essential diving skill. The classroom portion of the course only supported the need for
the scope of skills involved in diving and its role was to provide the ‘why’ of diving
whereas the confined water instruction provided the ‘how' aspect of diving. Three

sessions were conducted in the confined water (pool) environment and each session
followed a similar pattern of events.
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Figure 4. Teaching in the classroom environment.
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B. Sequence ‘and relationship of - material: sequence followed lesson outline and indicated

important relationships among topics within the lesson; indicated important relationship with other |
components of the course in an integrated manner and gave specific examples from other levels of sport |
diver training.
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The confined water (pool) environment

The students and teacher met briefly in the classroom environment to preview,
by way of oral explanation and/or audio-visual presentation (professionally constructed
by the certifying agency) of the skills to be covered that session. The teacher aiso had
the students fill out their log books, which is not a requirement by standards but an effort
on the part of the teacher to simulate as close as possible real-world procedures. This
phase of the confined water session was completed in about half an hour. Students
acquired their rental equipment and proceeded to the confined water setting to meet the
teacher and his instructional assistants.

- Each pool session followed a standard procedure, as depicted in Figure 5, p. 50,
of the teacher briefing for each skill to be presented: the objective of the skill, the value,
a thorough explanation of how to perform the skill, key points to remember about the
skill, possible problems in executing the skill, an explanation of how the skill
would be conducted underwater and the necessary hand signals needed to
communicate underwater.

While underwater the teacher using the whole-part method demonstrated each
skill for the students before requesting the student to perform the skill. The
demonstrations were presented in a slow, exaggerated manner and the teachers
expertise and experience made the skills appear easy. Following the demonstration of
the skill the teacher motioned for each student to perform the skill individually and
directly in front of him so any problems encountered could be acted upon. After each
student was given the opportunity to perfdrm the skill for the teacher, all students were
brought to the surface for debriefing.

In the debriefing procedure, the teacher included positi\)e reinforcement,
clarification of any problems that had arisen, suggestions as to preventing the problems
from reoccurring, and a concluding statement emphasizing the objective and value of the
skill.

This teaching procedure, which included a cycle of teacher briefing, teacher
demonstration, student demonstration, teacher problem solving activities, student skill
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Figure 5. Teaching in the confined water (pool) environment.
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repetition and teacher debriefing resulted in a teaching segment of approximately twenty
minutes per skill. Each of the three confined water sessions covered a period of three
hours.

The classroom sessions and the confined water sessions were conducted to
provide maximum leaming effectiveness for the student and to provide liability protection
for the teacher. That is, the classroom sessions and confined water sessions were
integrated and taught in the following order: classroom sessions one and two were
followed by the first confined water session, students retumed to the classroom for
- session three then back to the con’ﬁnéd water for session two, students completed all
their classroom sessions before completing their last confined water session. After the
classroom and confined water sessions were completed the remainder of the course
was conducted at the open water (ocean) location (see Table 2, p. 52).
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Table 2. Integrated teaching sequence of lessons in the beginner course.

Session number | Course component | Coursé component N Time
~_designator : involved ._

Session 1 "CR1 , Classroom lesson 1 ’2,Hrs.
Session 2 ~ CR2/3 | Classroom lesson 2 and 3 2 Hrs.
Session 3 CW1/2 | - Confined water. (pool) lesson 1 and 2 -3 Hrs.
Session4 CR4 - Classroom lesson 4 v .2 Hrs.

‘_ Session 5 cw 3/4 ‘Confined'water (p'ool) lesson-3.and 4 | 3 Hrs.
Session 6 CRS Classroom lesson 5 | 2 Hrs.

| Session 7 CW 5/6. Confined water (pool) lesson 5 and 6 3 Hrs.
Session 8 j | oW 1 . ‘| Open water (ocean) dive 1 4 Hrs.
Session 9 o ow2 Opeh- water (ocean) dive 2 4 Hrs.
 Session 10 - OW 4 Open water (ocean) dive 4 4 Hrs,
Session 11 | OW5 Open water (ocean) dive 5  3‘ Hrs.

Note: OW 3 (open water [ocean] snorkel experience 3) is optional and was not completed in the study.
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The open water (ocean) environment

Four open water (ocean) dives were conducted over two days completing the
beginner sport diving course and resulting in, for successful candidates, student
certification. The teacher organized the first day of diving to take pla_ce in a gentle,
relatively uninteresting open water -setting while the second day was organized to
challenge the students’ abilities. Session three and four of the open water environment
componenf had a difficult ocean entry, however, once submerged the students were
able to view the many colors of the sea. The procedure for the open waier sessions
foliowed a set pattern. 4

5 Before entering the water, the teacher briefed the students. on land regarding the
skills they were to perform. This briefing included the objectives ‘and the value
statements for the skills, a brief review of the skills and how they were be. conducted
underwater, key points and problem solving procedures and finally the hand signals
necessary for conducting a smooth, safe session underwater. Unlike the confined water
(pool) sessions in which each skill was briefed and debriefed singularly, the context of
the open water (ocean) environment required the teacher to brief and debrief all the
skills to be conducted oh one dive in an integrated manner.

~ The-students performed the skills for the teacher in approximately twenty feet of
water and the teacher addressed any problems evidenced by the students. Once each
student had performed the skills adequately, the group completed the tour portion of the
dive. On retuming to shore the teacher debriefed the students summarizing: the
difficulties which had been encountered, offered suggestions of how to prevent these
difficulties from reoccurrihg, reviewed the objectives and values of the skills and
encouraged the students in-a positive manner. Both the briéfing ‘and debriefing portion

- of the open water session required fifteen or so minutes. Theteachér' and'students.‘hadf'
actual underwater bottom times of forty-five to fifty minutes for each session. Each open
water session concluded with the logging of the dive in the students’ log book. Figure 6,

p. 54, summarizes the -teac_hing procedure for the open water (ocean) environment as
outlined above. '
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Figure 6. Teaching in the open water (ocean) environment.
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Video taping the course

The sessions taught by Henri in each of the three environments were video taped
by the researcher. To ensure that the presence of the video camera and the researcher
was minimally disruptive to the class and to ensure fidelity to the project objectives, the
researcher video taped the pilot study in the same settings as the major project was to
be conducted. This enabled both the teacher and certified teachihg assistants to
become familiar with the presence of the camera and the resea'rcher. During the
classroom filming the camera, which had a highly sensitive microphone to record the "
audio portion of each séssion, was Ioéated at the back of the room. A wide-angle focus
was maintained for recordivhg most of the classroom sessions, with the narrow focus
being used to capture notes, diagrams or dive table questions written on the white
-board. ’

The conﬁned.water sessions were video taped at/in the pool setting with a video
camera secured in an underwater housing. - Both the above water conversations and
underwater instruction were video taped. Due to the water medium, the ‘cumbersome
nature of the video camera setup and the limited battery capacity as a power source, the
researcher had to be selective in capturing the most salient features of teaéhing in this
environment. As in the classroom sessions, a wide-angle lens was used for the majority
of the filming. Occasionally the focus would be narrowed to capture the teacher's one-
on-one interaction with the students. Unlike the classroom setting; the context of the
pool environment did not allow for the camera to be positioned in one set secured
-position. The researcher maneuvered the camera to capture the teacher as a focus, to
capture one-on-one-interactions between the teacher and a student, and to capture
instructional sequences. and actions by moving from shallow water to deep water and:
from one end of the pool to the other. .

The opén water sessions were video taped at/in the ocean setting with the same
video equipment used in the pool setting. In an effort to .overcome the contextually
different visual factors. offered by the ocean environment, two strobe lights and a second

battery source was secured to the video camera’s underwater housing. Once again,
both: above water conversations and underwater instruction were video taped. The
constant movement and limiting visibility of the ocean, the limited capacity of both power
sources for the camera and lights (which were very sensitive to cold temperatures of the
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ocean), and the extra weight of the strebe lights made it,impossible to station the camera
. in-one position. Once again, the 'researcher maneuvered; the camera and was selective
in caprudng the most salient features of te’achingvin this environment. A wide-'anQIe lens
was used for the majority of‘ the-ﬁ|min'g. The reeear'cher captured the teacher as a focus. '
Using a narrower lens the researcher captured one-on-one and one-on-two t,eacher'
interactions with the students, Instructional sequences and actions were captured on
film by moving from shallow wa’rer to deep water and from the surface to the bottom. of
the sea:

Stimulated recall sessions

Overlaid on each of the eleven sessions' of the beginner sport diving course,
which were conducted- as described previously in three different Ieaming environments, -
were a series of strmulated video recall sessions. (T uckwell 1982) These sessions
allowed both teacher and students to rndependently comment upon any and all -
instances that occurred. during the course,, which were ergmﬂcant to-them. The agenda
for stopping, startihg and comrnenting -upon séctions in the video was set by the
partlcrpants Both the teacher’s and the students’ reflectrons ‘were stimulated by their -
~own surprise, cunosrty or perplexity. Traditionally, the researcher rather than
participants, sets the agenda and- asks the participants. to recall their thoughts. at the
researcher’s. predetemnned points in time.

_ T-he combination of the video. and-. the video recall sessions consisted of ‘an
analysis-of a combination of the ‘teacher"s,re_flection on general teaching practices and
contexts, of the teacher’s reflection-on-action and, of the teachers reflection-on-
' ‘reerCtion-in-action’. “This combination was tested in a pilot study and was found to be
robust and successful in ‘getting at’ the nature of the teacher’s reflective practice.

Data 'collection report

The data collecﬁon report; as illustrated in Table 3, p. 57, d'ocumehted
information on the- successful completion, or otherwrse of the data collectron The report
also. indicates the method used in the mdexmg of the data on the video tapes audio -
tapes and the transcript excerpts used in the analysrs ‘
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Video data collection table.

Session number | Course component -Video tape number designation Success
Session1(S1) | Classroom 1 (CR1) Video tape 1 (V1) Yes

' Session 2'(82) Classroom 2 and 3 (CR2/3) Video tape 1 (V1) Yes

- Session 3 (S3) Confined water 1/2 (CW1/2) Video tape 2 (V2) Yes

.Session 4 (S4) Classroom 4 (CR4) Video tape 1 (V1) Yes
Sessioh 5 (85) ‘Confined water 3/4 (CW3/4) Video tape 2 (V2) Yes
Session 6 (S6) Classroom 5 (CR5) | Video tape 1 (V1) Yes
Session 7 (87) - Confined water 5/6 ‘(CWS/G). Video tape 2 (V2) Yes
Session 8 (S8) "Open water 1 (OW'1) Video tape 3 (V3) Yes

'Session 9 (89) Open water 2 (OW2) Video tape 3 (V3) Yes
Session 10 (S10) | Open.water 4 (OW4) Video tape 3.(V3) - Yés
Session 11 (S11) | Open water 5 (OWS5) Video tape 3 (V3) Yes
Audio data collection tabie.'

Session number | Course component Audio tape number designation| Success |
Session 1 (S1) Classroom 1 (CR1) Audio tape 1A1B (A 1A1B) Yes
Session 2 (S2) Classroom 2 and 3 (CR2/3) Audio tape 1B2A2B (A 1B2A2B) Yes
Session 3 (S3) | Confined water 1/2 (CW1/2) Audio tape 4A (A 4A) Yes

Session 4 (S4) | Classroom 4 (CR4), Audio bpe 2B3A (A 2B3A) Yes
Session 5 (S5) Confined water 3/4 (CW3/4) Audio tape 4A4B (A 4A4B) Yes

" Session 6 (S6) Classroom 5 (CR5) Audio tape 3A3B (A 3A3B) Yes
Session 7 (S7) - Confined water 5/6 (CW5/6) Audio tape 4B5A (A 4B5A) Yes
Session 8 (S8) Open water 1 (OW1) Audio tape 5A. (A 5A) . Yes

Session 9.(S9) Open water 2 (OW2). Audio tape 5A (A 5A) Yes

| Session 10 (S10). | Open water 4 (OW4) Audio tape 5A (A 5A) Yes

- Session 11 (S11) | Open water 5 (OW5) - Audio tape S5A5B (A SASB) Yes
Note: Open water (ocean) 3 optional, snorkeling experience:not done in study.
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Data collection

The research required eleven video taped seésionS' four sessions -of the-

classroom enwronment three sessions of the oonﬁned water (pool) environment and
four sessions of the open water (ocean) enwronment For each video: taped teaching.

session there was an accompanying audio taped stlmulated recall session completed by
each subject. All sessions were conducted and completed as ongmally scheduled by
the researcher. '

Video tape, audio tape and tranScript designations

- The video tapes of the beginner sport diving course Were numbered one, two and
three (one tape for each environment). The audio tapes, for the stimulated recall
sesstons were numbered according to the audio tape number and side (1A and/or 1B).

) As the audio tapes were transcnbed each Ime was automatlcally |nd|V|dually numbered

by a'word processing programme

Within: the body of this document, the same: designation has been used for

Ttr'an'scr_ipt excerpts. Included in the designatiori’- of the,exoerpts is the session number

and the course component from which the excerpt was taken. Figure 7, p. 59, provides
an example of the transcript designation. '
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Figure 7. Sample transcript excerpt designation.

2212
2213
2214
2215
7216
2217
2218
2219

Henri: One thing that ah, I've just thought about that, you know, perhaps after a
few years of teaching maybe I've gotten a little bit sloppy in the pool because of
it's, how to explain this. Like, I've got to remember that what you teach them in
the pool is going to, that's how they're going to do it in the ocean and ah, you
know, you've got to be careful because aithough the chances are so slim that
something could go wrong in the pool that could relate to what happens in the
ocean and | have always understood that but maybe have gotten a little bit
sloppy about that, | could, I've noticed.

(87, CW5/6, V2, A 4B5A, TL 2212-2219)

(S7, CW5/6, V2, A 4B5A, TL 2212-2219)

|Transcript line number |

[Audio tape number |

v |Video tape number l

 J |Courée component |

|session number |
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IV. Data analysis

The audio tapes from each of the video recall sessions for the teacher were fully
transcribed and the constant comparative method (Glasser and Strauss, 1967; Lincoln
and 'Guba, 1985) was used to analyze the data in whichv incidents ‘and events were
catalogued and grouped according to frequency of 6ccurrence, common features and
characteristics. Different trends emerged and were classiﬁed into categories. ‘Some
categories remained while others were collapsed or expanded into further categories.

Clarke (1992), citing MacKinnon (1989), warned that:

“‘Research of this- kind.“..is afflicted by a struggle to make something of “the
data®. These polymorphous bodies of stiming and shifting things that will
eventually be said to havef partiéular- 'shapeS;and:A regularities — indeed to account
for something, to represent particular significances — seem at first glance to
require identification and at another, .fabrication” (p.47).

| Thus, to minimize, if not eliminate, the pitfalls associated with this type of data analysis,
an extensive bookkeeping verification system was firmly established and completed by
performing four levels of documentation or ‘transformation’ (Novak and Gowin, 1984)
with every level of analysis looking at each teaching environment‘indepehdently.

Transformations )
The first level of analysis was the verbatim transcription of the audio tapes made
during the eleven reflective recall sessions.

The second level of transformation focused on the identification of the nature. of
teacher reflection about the individual elements or components (teaching strategies,
environmental concerns, instructor-laziness, etc.). Instances of  reflective practice were
fiagged ‘throughout the transcript. The dialogue which followed these elements _or'
components. was. also examined for instances of framing and vrefrlaming or of

reconstructing the situation. In some cases teacher reflection about individual elements
| or components led to framing and reframing the situation. As instances of reflection
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were ldentmed the circumstances in which they occurred were examined to |dent|fy the
underlying factors and dispositions which elicited these events.

- The third level attempted to provide an account (or analysis) of the possible
factors or dispositions which seem to lead the teacher to engage in the type of reflective
activities identified at level two. The second level of transformation brought together,
into appropriate categories, the individual components. and elements of reflection
identified. Once the categorization was completed, incidents of framing and reframing =
were more closely considered, within the context of events that surrounded them, to
determine the factors that seemed to result in the reflective process. Each category of
second level elements and components was assigned a descriptor which represented, in-
most cases, the factors or dispositions which were conjectured to undertie the reflective
activities.

Lastly, the fourth level extended the third level 6f enalysis by ‘identifying the
dominant trends and themes that the teacher reflected upon. Each of the categon'es_
identified in the third level of transformation were reviewed and arranged into reflective
themes. The transformations emerging frohw this level were the bases for the claims
made from this study. ' '

Three levels of transformation, as defined in Figure 8, p. 62, were collated for
each teaching environment and reported in each of the three différen_t teaching
environment chapters (chapters four, five and six). As such, the study provided an -
overall picture of the nature of the teacher’s reflective practice for each of the teaching
environments. These chapters stand alone as examples of teacher reflection in teaching
a beginner sport diving course. The indepehdent ‘nature: of the three teaching. .
envirpnrhent chapters allows the reader to explore, in depth, one or more environments
of interest. The review or omission of any of these chapters does not change the claims.
made. A recurring theme is reported in chapter seven ‘by way of discussing a
supervisory dialogue between the researcher and the teacher under study.



The Nature of Teacher Reflective Practice 62

Figure 8. Levels of transformation in the data analysis of each of the three teaching
environments.

Level one transformation:

This was the first level of analysis which consisted of the verbatim transcription of
the stimulated recall audio tapes.

Level two transformation:

The reflections within each teaching environment were grouped and categorized
according to the frequency of occurrences, the common features and the characteristics
of the incidents chosen for recall. The common features. and characteristics reported
were examined to ascertain, through the use of pertinent excerpts from the transcript of
the stimulated recall sessions, the factors the teacher reflected upon. '

2

Level three transformation:

The third level of analysis attempted to provide an account of the possible factors
or dispositions which seem to lead the teacher to engage in the type of reflective activities
identified at level two. These categories were derived through the grouping of the second
level analyses into like features and characteristics.

Level four transformation:

The fourth level analysis extended that of the previous analysis to identify the
dominant trends and themes of the teacher’s reflection.
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V. The reflective process involved in the data review

An extensive bookkeeping verification system was used for the review of different
phases of the data analysis throughout this study which included participant involvement
and the documentation of the reflective process of the researcher in making sense of the
data.

Participant involvement

An important part of the research method was the participant’s involvement. The
teacher under investigation received drafts of each chapter of the study as they were
completed. Regular communication informed him of the progressive development of the
study to ensure that all interpretations were accurate. |

Although the study focused on the nature of teacher reflection two of the ten

students involved in the course, Frank and Brock, accepted the invitation to participate in
separate stimulated recall sessions. These sessions were audio taped and were
concluded prior to the stimulated recall sessions conducted with the teacher. The
involvement of these students allowed the researcher to gain further insight into the
‘ongoings’ of the practice/performance setting thus supplementing the stimulated recall
sessions held later with the teacher. That is, these sessions provided the researcher

with the students’ understandings of some of the issues which were later reflected upon

and discussed by the teacher and were used, therefore, to aid in strengthening and
guiding the researcher’s strategically interjected gentle probing supervisory dialogue.
The students’ stimulated recall sessions transcripts were not utilized for any other
purpose in this study.

In the capacity of an instructor examiner for one of the certifying sport diving
agencies, the researcher has traveled extensively throughout Canada and internationally
to many different countries during the process of writing this document (South Africa,
Kenya, England, The United States, Puerto Rico, and Tobago) and has had the

opportunity to discuss the issues contained in this document extensively with other

diving professionals (Divemasters, Instructors, Instructor Development Course Staff
Instructors, Instructor Trainers, Master Instructors, Course Directors and Instructor
Examiners). Their avid participation, interesting suggestions, differing perspectives and
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cultural flavors has added to the thoroughness of the investigation, analysis and
interpretations. '

Researcher involvement ‘
In. the process of making sense. of the data, an extensive bookkeeping

- verification procedure was maintained to ensure the data’s integrity. The extensive

bookkeeping verification procedure consisted of several steps and documentation.

_ First, the data on the audio tapes of the stimulated recall sessions 'were fully
transcribed. The details of any relevant activities which were observed or- occurred
during the taping were noted. The researcher also made notes of ideas and issues
which piqued her curiosity as she was proddcing the transcription. '

‘ Once the hard copy of the transcription was produced, the researcher, using a
word processing programme, color coded the text for each of the eleven sessions for
future use in the identification of the session(s), within a teaching environment, from
which the supporting evidence was derived. The color coded transcription was then
reviewed several times and the researcher made notations regarding elements and
events. These elements and events were flagged according to frequency of occurrence,
common features and characteristics.

Next, the segments (selected passages) of color coded text, which were flagged
as significant elements and events, were cut and pasted onto index cards which were
labeled according to the incident and/or event which made it significant. They were also
labeled with a transcript excerpt designation code (see Figure 7, p. 59).

The researcher sorted the index cards to differentiate between the elements and
events "wi~th each of the elements and events ‘being accompanied by a number of cards
documenting supportive evidence. The index cards for each envifonment were ‘kept
separate and all sessions within each environment were combined in this process.
Therefpre; each element and event was supported‘ by excerpts from different sessions

within: that particular teaching environment.
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The researcher then constructed a large flow chart’, divided into three areas, one
area for each teaching environment. Within each environment, a summary list of the
significant elements and events was created and defined.

Through the process of problem setting, the researcher selected the significant
elements and events of the transcribed stimulated recall sessions as the ‘things’ to which
she ‘was to attend and framed the context in- which she would attend to them. The
‘reframing’ of the problem situation allowed the researcher to make sense of and use of
her repertoire of examples, images, understandings, and action. Applying her past
experience and knowledge, she developed a plan for integrating the information into the
project. ‘

The researcher’s process of reframing yielded phenomena to be understood, the
problem to be .solved, and opportunities to be exploited, all of which produced
unintended: changes which gave the situation new meaning. It became clear, through
‘seeing’ new situations as some elerhent of her repertoire, the researcher developed a
new way of interpreting the data and new possibilities for acting on it. The significant
elements and events pasted on the index cards and defined on the flow chart were,
indeed, relevant to answering question three of the research questions. The analysis of
the transcribed stimulated recall sessions, the elements and events which were
catalogued and grouped according to frequency of occurrence, common features and
characteristics revealed the nature (the essential character) of the teacher’s reflection
encountered in each of the three teaching environments.

The researcher, using the second level transformation, grouped elements and
| events which. had similar features and each. of these groupings were plotted
independently on the flow chart for each environment. Further analysis identified these
groupings as the underlying factors or dispositions which influenced the teachers
reflective activities. The common properties of each group made it' possible to
conjecture about the factors or dispositions. which underlie the reflective activities in this
project. The researcher made further connections, regarding the underlying factors or
dispositions which influenced teacher reflection, by looking at all three environments and

identifying those factors or dispositions which were similar between and across teaching
environments. '
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Lastly, the fourth level of transformation utilized and extended the third level of

transfqrmation: by identifying the dominant trends and themes upon which the teacher

reflected upon. ‘Once again this was documented on the flow chart. The flow chart,

| summariZing eéch level of transformation for each of the teaching enViron'ments

enabled the researcher to easrly identify- srmrlarrtles and differences between and across
the: teachlng envrronments

In. summary, the: extensive bookkeeping verification procedure consisted of
typing the Original transcription, the word processor'color coding of the transcript, the
recording  of all excerpts. on Separafe index cards, and 'the» development and
arrangement of the triple sectioned flow chart documentation of the researcher's
reflective practice: in- recording the nature of the teacher’s reflective activities. Each.
procedure was carefully annotated with a code which indicated 'the origin of each of the
elements.  The extensive bookkeeping verification pro_cedure ensured thét the lines of
inference from data to resuits weré available for review and énaiysi‘s at all times.

- The ‘progressive development of the data anarysis. was shared with the
participants in the study, independent researchers, and other :sportv diving professionals.
Each-of these groups were 'surveyedr_ for their comments and sﬁggestionsregarding the
accep'tanc.e or réjectioh_ of elements, categories, underying factors or dispositions and
‘ themes. -v}'Every attempt was made td ehsure the transcript was fully explored and that
the statements of inference from data to results were ?bothwrea"sonable ‘and fully -
documented. |
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CHAPTER 4

Reflection as Reconstructing Experience in
The Classroom Environment

The results énd analysis of the data are presented in four chapters, one chapter
for each of the teaching environments: the classroom environment (chapter four), the
confined water (pool) environment (chapter five), the open water (ocean) environment
(chapter six) and one chapter identifying and discussing a recurring reﬂectlve theme
across the three environments (chapter seven). Three levels of data transformations are

- reported in each chapter and provide an overall analysis of the teacher's reconstruction

of his experiences in each of the teaching environments as reflection on general
teaching practices and: contexts, reflection-on-action, and reflection-on-‘reflection-in-
action’.

Chapters four through six follow a common structure. Initially, the essential

elements identified within the data of each teaching environment in terms of the’ nature
of teacher refiection, were grouped and. categorized according to the frequency of
occurrence, the common features and the characteristics of the incidents chosen for
recall by the teacher. The common features and.characteristics reported were examined
in detail through the use of pertinent excerpts from the transcript of the stimulated recall
sessions. Secondly, each.chapter describes the synthesis of the individual features and
characteristics invdlved in the identification of the nature of teacher reflection .into larger,
more. global, categories. These. categories were derived through the grouping of the
second level analyses according to like features and characteristics and provided an

" account of the possible factors or dispositions which seem to have led the teacher to

engage in the type of reflective activities identified at level two. Thirdly, 'eéch chapter
identifies the critical factors upon which the sport diving practitioner reflected. The. fourth
level analysis extended that of the previous level to identify the dominant trends and
themes. upon: which the teacher reflected. Finally, each chapter includes summary
tables and figures butlining-the salient points resulting from the four levels of analysis.




The Nature of Teacher Reflective Practice 68
L. Introduction

Chapter four is devoted to the analysis of the experiences in the classroom
environment where each session began with a presentation which situated the to-be-
learned material with similar material of the students’ past. The teacher presented
objectives and value statements, gave overview topic headings, the conduct expected of
the students, elaborated upon the important topics, implemented training aids to
reinforce concepts; sequeni:ed the material as to the relevancy to other modules in the
course, used his voice and body gestures to emphasize his points, suggested continuing
education avenues and succinctly summarized the presentations (see Figure 4, p. 48).

The teacher’s elaboration was guided by a visual slide presentation. Following
this phase of the classroom session was a written -quiz. When the classroom sessions
were compléted“ the students were given a final exam covering the entire course
material. After the quiz and/or exam were completed the teacher reviewed the questions
and answers during the remaining. class time. At the completion of the classroom
session the teacher collected student assignments which were to be discussed with the
students during their next session.

il. Analysis of reflection in the classroom environment

Transcription
~ The first level of analysis involved the verbatim transcription of the stimulated
recail audio tapes.

Significant elements or events

Thirty significant elements or events of teacher reflection were identified. during
the second level of analysis. The nature of these significant elements or events, in
- which. the teacher chose to reflect upon as he reconstructed his experiences in the
classroom environment via the stimulated recall sessions, are presented here along with
an. accompanying operational definition, transcript excerpts as evidence and a tally of
the frequency with which the teacher reflected upon these aspects of his practice. Once
a recurring element and/or event was identified by'the researcher, it was named and
-each similar element and/or event thereafter became additional evidence of its
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occurrence. Figure S, p. 70, provides an overview of the second level analysis of the
classroom environment. (An ellipse in the- transcript excerpts indicates a slight pause,

not an omission).
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Figure 9. Reflection in the classroom environment: significant elements and events.

- Classroom Environment

‘teaching strategies E

A R e U A S S e

' environmental concerns :

PRz /mexum e DS P AR N O TR
.equipment sales |

R R B RS R R R R

gender issues [

PR OSBRSS AR

hfe threatenlng mstances

P B R T R *

t|me constraints | i @,ﬂ‘" equipment -concems
——— - Transcn t
Content Organlzatlon , / / /1 ‘ﬁ)\\ teaching criteria g

R S S TR g& et o

gettmg to know the students :

T e S M OSTE B PRR




The Nature of Teacher Reflective Practice 71

The first significant element resulting from Henri's reflective processes regarding
his practice highlighted his teaching strategies which were the techniques used in the
classroom environment to help to maintain control, to prepare the learners to receive the
theory and knowledge of sport diving or, in some cases, to aid Henri in his delivery of the
material; Generéllyspeéking, the element of teaching strategies consisted of signifiéant
incidents of positive teaching techniques Henri felt he demonstrated well in the
classroom: 'settin'g. - Henri' chose to reflect upon and reconstruct his practice in the
classroom environment through twelve instances which focused upon teaching
strategies. The following transcript excerpt is an example of his. reflection' upon his use
of analogies in his teaching: |

374 Henri: Um.... How do, | think that went across? They .... the question you always
375 seemto >get early on, and, and ah... | don't know if | got it,... | just answered it, is
376 they always want to know how long does that last underwater? And | try and do-
377 asbestlcanto.. ..um.. ... sort of relate it to something that they would know
378 about. I think that that works. Understanding that-if you took all that air out of the
379 phone booth and compressed it into a bottte it would last the same amount of
380 time. - ‘

381 4

382 Lesley: So youtry to use a lot of analogies?

383 | | |
384 Henri: Ya...Ya....| like analogies, | think that if, if it helps me understand things
385 so 1 just assume it would help other people.

(S1, CR1, V1, A 1A1B, TL 374-385)

Professional credibility was identified as a quality Henri' wanted to establish-with
h|s students as soon as possible. Henri remarked that in some way the quality of
instruction in: sport ‘diving is inferred by one’s professional credentials. He felt it-
important to advise h‘is students of his, the cbursé’s, and the training facility’s credentials
before they start learning t’d dive as he wanted the students to know he was fully
qualified to take care of them. This was a strategy on Henri’ s part to encourage the
students to- feel comfortable and confident in him, the. structure of the course and the

training facility. Henri’s own experience in learning to dive instilled in him, the need to
know: the instructor’s ability before placing his life in the instructor's hands. = Henri's
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reflection-on-action identified three significant instances in which he tried to advance his
notion of establishing professional credibility in his classroom practice. He talked about
professional credibility in the following passage:

72 Henri: Yes, | never used to introduce thé store since | started téaching | used to
73 always start right off introducing myself and | think that's,.. when | take a course |
74 can'tstand it when someone starts to teach and | know nothing about them |

75 know nothing about their credentials.it's-sort of like: | imagine when: | took my

76 course I'm sitting back here and someone just starts teaching me. | mean why are
77 you.teaching me? How did you get there? How did you... you know what are

78 your credentials? How did you become_an instructor and on the same note |

79 hate.... | don't like talking about myself too much | find it uncomfortable I'm not

80 the type that can, you know, talk about how great | am but....

(S1, CR1, V1, A 1A1B, TL 71-80)

Currency in teaching was the third element focused upon for reflection. Keepmg
current in the industry and with the instructional materials distributed by the certifying
agency was an issue for Henri. He is an advocate for the certifying agency and of the
instructional system in which he teaches as he réspécts the agency;s. theoretical
knowledge and the educational protocol which underlies the development of instructional
materials. He does not challenge their credibility or professionalism. In:a sense, Henri's
thoughts of remaining-up to date and ‘in the know’ reassures his own safety while diving.
'He found it difficult to comprehend that many instructors do not maintain a firm policy of
reméining current as this lack of professionalism jeopardizes the safety of the instructors
themselves, the safety of the students who they.teach and hence the safety of the
industry of sport diving'in general. Henri talked about being on the cutting edge of
instructional technology: '

1145 Henri: No. And I'm just, thé reason | use them is because I'm a believer and |
1146 don't want to be anvold'h'ack instructor. If, if **** has come out with new

1147 materials | want to be using them. | want to be on the cutting edge and use the
1148 new stuff. Like, I've always felt, like, that | don't want to be, be, if they've made a
1149 change, they've got people that are you know, a lot more educated than | am in
1150 how people leamn and, and you know if, if they're, if théy've got this stuff out then



The Nature of Teacher Reflective Practice 73

1151 there must, they must have it out for a reason, right?
(81, CR1, V1, A 1A1B, TL 1145-1151)
(**** used to protect the anonymity of the certifying agency)

Environmental concems, the fourth. element, were reflective comments made
about the different environments. According to Henri, different environments require
different equipment and thereforéfdifferent skills to be leamed. For safety, he suggested
it to be prudent of the industry to acknowledge one’s -enVironmentaI training and
experience on the certification card. Henri's concem emanated from his personal
- experiences with inexperienced sport divers who assume diving in cold water ié no
different than diving in warm water. He cautioned that cold water environments change
quickly and require a significant difference in diving equipment, training and skill. Henri
made three statements similar to the following regarding 'thié topic:

1710 Lesley : The environment changes quite quickly?

711 , .
1712 Henri: Ya, no absolutely. Ya, you know, an instructor in other parts of the world
1713 doesn't have to consider this because there's always 80 foot plus visibility
1714 and.... one day I'd like to try teaching a class there.... {laughter]....
1715
1716 Lesléy: ....[laughter]....so for us here the environment is always a big.concem?
1717 .
1718 Henri: Absolutely, | feel personally if we had 60 foot visibility all the time you
1719 know a, um.... maybe a little warmer, that we would have more people diving in
1720 this part of the world, | mean; we'd be doing a better business here.
1721 o |
1722 Lesley: So we've actually spent a considerable amount of time here talking
1723 -about different possibilities and the changing environment....

1724

1725 Henri: Exactly.

1726

1727 Lesley: ...and the changing visibility....
1728

" 1729 Henri: Ya.
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1731 Lesley: ....to try and alert them to the fact that they're going to have to be
1732 very cautious.... '

1733

1734 Henri: Ya.

1735 .

1736 Lesley: ....and aware of these....

1737

1738 Henri: .... These difficulties.

1739

1740 Lesley: ....these complexities.

1741

1742 Henri: Absolutely, and ah.... hopefully that they will be patent with them too, if
1743 they're not great they'll get another chance. | have spent a lot of time on this
1744 that's for sure. '

(S2, CR2/3, V1, A 1B2A2B, TL 1710-1744)

Equipment sales are one of the responsibilities each. instructor has when
teaching a course at any level and Henri felt that an instructor's job‘ is comprised of
teaching diving, selling proper, safe, equipment and excursions and concluded that if
any one of these components are missing, the instructor isn’t.doing'her/his‘ job and the
industry of sport diving will diminish in popularity. If an instructor teaches only the theory
of diving and neglects to sell the equipment and expeh‘ences, s/he |s out of a position
quickly és-,there will be' a limited number of students who continue in the sport of diving -

* unless they own equipment or have diving yaCatioh plans. Henri chose to reflect upon
incidences referring to this topic on five. different occasions. -Most 'of"-hi's reflective
comments on this issue referred to his goal of selling the sport of diving and diving
equipment: | ’

4679 Henri: Well, ultimately my goal would be to sell them that equipment, seliing

4680 them equipment is going to keep them diving, it's going to get them to dive more.
4681 One thing that I didn't do and'| don't know why, normally | would pass the
4682 computers around, get them to touch them, feel them, but ah.... |-don’t ah, again
4683 | mean, deep down even though.I'm the manager of a dive store | don't feel that
4684 I'm.up there just to teach them, just to sell them eQuipment, I mean, 'm, I'm
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4685 there, | believe that I'm sellmg them diving, that's where it starts. And then if you
4686 sell them diving the rest should fall into place.
(S8, CR5, V1, A 3A3B, TL 4679-4686)

Henri's reflection on his general teaching practices identified three instances in
- which gender was an issue. He questioned himself as to the appropriateness of his
teaching:

1556 Henri: Ya. | don't know if that's appropri'ate.’You know, a few years ago it was,
1557 but demonstrating a skill, "ferry over head", you know, | mean, if any of these A
15568 guys are Homo-sexual, they might take offence to that?

1659 _

1560 Lésley: Right, you were talking about the actual "ferry" at Horseshoe Bay....
1561 |

1662 Henri: Ya, The B.C. Ferries....

1563 -

1564 Lesley: ....could come around the comer...?

1566 Henri: ... overhead, you know, you go limp wrist and that's, it might not be
1567 appropriate.

(82, CR2/3, V1, A 1B2A2B, TL 1556-1567)

‘Hénri also remarked on how the issue of gender affected his teaching practice:

399 Lesley: Maybe you could comment about this class happening to be an all male v
400 class? Is that typical, does that change’ your teaching?

401 | | -

402 Henri: Um....personally | don't like it,lvlike, I'd like, a fifty, fifty split in every

403 class. Um .... | can't remember what the latest statistics are, | think it's something
404 like 60 percent - 65 percent male sport. Does it change my s‘tYle of teaching?
405 No....but you know there maybe some comments that 1 would make in an all

406 male class that | wouldn't in a mixed'class because it's 'you know, a bunch-of
407 guys together, éort of boys club now because there's no girls in it. Um ... one

408 thing for sure though I've, you know... this is. probably something for the pool and
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409 the ocean but | find ... women, most women, um....you know what )}ou’re going to
410 get from them in the ocean and pool environment. What | mean by that

411 is....guys if they're uncomfortable, they don't feel right about something, they'ré
412 not su're’theyf understand-yod know. ...their testosterone, their egos will not allow
413 them to, they won'f, they will just continue on. Right?

414

415 Lesley: They won't ask questions?

416 ‘ ,

417 Henri: Ya....they may not ask questions. You know....um.. .they may not tell you
418 that they're uncomfortable, where as I've had, you know, women that ....seems
419 to me most women will tell you if they're uncomfortable and | just sort of think that
420 that's sort of a male ego type thing. |

421 . .
422 Lesley: So with the male student, if they don't talk to you verbally, then how is it
423 that you determine....? '

424

425 Henri: | have some concerns that |, if a male is not talking much....um ... you
426 know....they appear to be nervous, they're the ones that you'Ve really got to

427 waitch in the pool and the ocean, becausé ah....you know ... they may

428 unexpectedly try to bolt from the deep end or something.... you just don't know
429 that. You know.

430 .

431 Lesley: So with the um... male students you have to look for other.... indications?
432

433 Henri: Ya....body language, gestures, ....ya other indications that they"re: not

434 comfortable. | mean, it's not always the caée I just feel that it in most cases guys
435 tend to hide their, you know, their fears.

(81, CR1, V1, A 1A1B, TL 399-435)

Life threatening issues were identified as. a salient feature of reflection as he
reflected on four occasions as to -how the misunderstanding of theoretical conCepts by
the students may lead to life threatening situations. Henri felt that it was. important for
students to understand the relationship between theory and: practice (understanding
pressure, volume, and density relationships should transfer to preventing life threatening
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lung over expansion injuries), however, he recognized that this theory practice interface
must be taught in a sensitive and delicate manner. His comments were typical to what
follows:

832 Henri: I'wantthem to...| want then to... I'm trying to make
833 sure that they understand pressure volume relationships and how they affect you
834 when you're d'eSéehding and ascending in the water. And it's ah....
- 835
836 Lesley: Without, without making them ah....afraid?
837 '
838 Henri: Ya, exactly because obviously it can be a major problem if someone
839 ascends, it Can be life threatening, if, if they're holding their breath, so, | try not to
840 make them afraid and understand that they understand. And make sure that,
841 well, | want.them to understand that this is, it's serious, right you can't, you got to'
842 understand what's happening‘ to your lungs underwater. |
(S1, CR1, V1, A 1A1B, TL 832-842)

The eighth common feature of Henri's reflection was his continual frustration with
the cummiculum. For the most part, these incidences were misunderstandings that he had
regarding the certifying agency’s intended implementation of the curriculum -and
produced seventeen occasions where he remarked about the mismatch between what
needed to be taught to: the students and the available curriculum materials he had as
tools to complete the task. He suggested the lack of instructional material to implemeht
the new system being introduced by the certifying.age_ncy had led many instructors to
abandon the new ‘up-to-date’ instructional system and default to what works, the old
way. Severalof his remarks mirrored the following comment: |

259 Henri: ... Ok....this is where | have a bit of problem with the new system.

260 .The, the new, the new e MLGs that I'm using correlate with nothing, they.

261 " don't correlate with the book, they don't correlate with the system we have going
262 in the store here, they definitely don't correlate with the‘training;‘completion form.
263 because....those are based on the old MLGs ..,and ah ... it's a bit of a frustration
264 | have with the **** System is that they've introduced thié new set of MLGs and
265 itdoesn't seem that every body’s using them.
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(S1, CR1, V1, A 1A1B, TL 259-265)
(**** used to protect the anonymity of the certifying agency)
(MGL is an acronym for modular lesson gUide) ‘

Henri’s reflection of his classroom pfactice as a frustration with the curriculum, is further
exemplified w'ith'comments regarding the certifying agency, via the new system, omitting
important -information from the curriculum of the beginner sport diving course. He
commented:

1127 Henri: Um....well, that again this new system, the new **** MLGs don't

1128 correlate to the manual and the video um....the old ones talk about diving

1129 equipment which is covered in the new ones, um ... mechanics of pressdre which
1130 is covéred in a different way in the new ones through comfortable descents and
1131 ascents and bouyancy is covered, but the new ones.don't say anything about the
1132 buddy system and that's a key and in the old system, the buddy systém in the old
1133 MLGs, the buddy system is, an overview point and the buddy system is not

1134 something that is different in an environment. | mean, there are, there may be
1135 some variances but it's important wherever you're diving, the buddy system. And
1136 théy’Ve: left that out in the new MLGs and, and | like the new MLGs because, like
1137 | said, at the beginning they're, they're, they cut the stuff that the student does
1138 not need to know in his environment and you can add it if you want or you don't
1139 have to talk about it. But the, in my opinion, is critical, talking about the buddy
1140 system. | |

- (S1,CR1, V1, A 1A1B, TL 1127-1140) =
(**** used to protect the anonymity of the certifying agency)
(MLG is an acronym for modular lesson guide)

Henri’s. reflection activities led 'toA four instances where he tried to ~dispel
misconceptions as he was concerned about the fact that a lot of the students come to'
class with misinformation. He felt this misinfbnnati_on and these misconcepfions. stem
from-the media, specifically, the movie industry and from those instructors who have not
kept themselves current with the new technology and theory of diving. He stated that,
before he starts to teach new material he always has to visit and dispel misconceptions
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associated with old outdated material. Henri's comments on some of the most
misunderstood concepts follow:

334 Henri: Ah....trying to dispel some of these misinterpretations that they have
335 about scuba diving ... right? Um we USuaIly also talk about miss and, and

336 misinterpretations they have.... About.... diving you know, shafks, darkvwaters,
337 nothing to see.... that's....... '

338 something that I've, I've aI‘Ways included in my teaching.

(S1, CR1, V1, A 1A1B, TL 334-338)

In the sport diving industry, it appears fhat" there i‘s‘ always a person in every
beginner sport diving course who is acquainted with,' and quite verbal about,-a diving
accident. In most cases the diving misfortune occurred at a time. just prior to the
commencement of the course: This was the case in Henri’s experience in teaching this
course, consequenﬂy‘ his.comments incorporated eleven instances which involved some
sort of reference to a diving accident. In this situation, the media had recently reported
én incident where inexperience with the equipment, inexperience with the environment
and diving beyond their capabilities resulted in the loss of three people’s lives. in most
instances, Henri's reflection on his practice centered around his concerns about
answering correctly the students’ questions about the accident:

556 Henri: -Um....when the question came to me... first thing | said was "ok here itis,
557 its finally come", you know, | was waiting for it and... um....l knew that every one
558 of them knew about it, they're taking a course, they'Ve read about it in the paper.
559 So | felt | needed to, | wasn't hiding anything, because with this accident, | mean,
560 it was pretty straight forward you know, as simple as somebody going skiing,

- 561 skiing out of bounds in an area they have never been in....um....| was really

562 nervous though that | need to make sure that | answered that question properly.
563 so | was, | was uncomfortable with the question because..... | was concemed that
564 | WOuIdn't answer it properly. | needed to answer that question right.

(S1, CR1, V1, A 1A1B, TL 556-564)

The eleventh element reflected upon in his practice of teaéhing in the classroom
environment was content organization. This element was significant to Henri as he felt




The Nature of Teacher Reflective Practice 80

he organized the content of the clvassroom discussions in an effective manner and
comments about the first classroom session were indicative of his feelings about his
ability to organize the content: ‘

201 H'enri: um ... on the podium um, | like to, on all, every class | like to write the name
202 of the course, my-name, | like to ah....write down my, all of the um, overview
203 points that are going to be discussed tonight so that on thé first night it would be
204 the introduction, you know, the cburs_e structure, introduction, course structure,
205 um....then the video then all the overviews right out of the ... the MLGs right out
206 of the **** instructor manual. And then just in front there | have a sort of a
207 welcome to the course with the....the point, the questions during the introduction |
208 that I, that they can answer. And | don't.... I do that.... | don't know when [ started
209 doing that and... and | don't even know if it was my instructor that did it, | can't

. 210 remember. But ah.... I'don't know it sort of gives an agenda for the evening....
211 you know ... and although a lot of instructors will talk about it at the beginning....
212 the student may forget that ... and then they can look up there and say oh....."ok
213 after we watch the video or after we talked about buoyancy we're going to take a
214 break and | got, to:go pee so I'll wait 'till then". |
(S1, CR1, V1, A 1A1B, TL 201-214)
(**** used to protect the anonymity of t‘hev certifying agency)

Henri refl'ectéd'-upon equipment concemns as the sport of diving is an equipmént'
intensive sport and in most cases the selection of diving equipmént is .a very personal
one and for enjoyment and safety, each piece. of equipment has to fit as comfortably as.
one’s underwear. The technology and materials used in equipment production today
enhances the fit, and of special concern is the fit of the mask. Most students have
difficulty recognizing that since each person’s facial structure is different each person
requires their own personal mask and many students prefer to borrow a friend’s
equipment. Unfortunately, the friend’s equipmeni fits the friend and in most"cases
causes difficulty for the borrower. Henri expressed concem about students who were
having difficuity with their equipment as they may face further difficulty when trying to
perform a skill: ) '

307 Henri: 'Cause they need, they need that for the -next, for the first pool session
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308 and it's also important that they have their own so that they can ....so that they ’
309 will .... so that it will fit comfortably um...'cause if they'dOn-'t have a mask that fits
310 them properly... nothing, they're' not going to learn anything, cause i‘t'slfloodi'ng all
311 the time and um.... | shouldn't say they are not going to leam anything but its a
312 major distraction.

(81, CR1, V1, A 1A1B, TL 307-312).

The thirteenth element which Henri reflected upon in his classroom practi'ce.' was
getting to know the students as he felt that knowing his students, that is, their names,
ambitions, their reasons for leaming to dive, hobbies and what they do in their
professional life adds to his understanding of how to best present the sport diving
matén‘al‘. He also felt that if the students see that he is making a real effort in getting to
know them, he must care about them. This leads to the development of a teacher
‘stud'ent relationship involving mutual respect and confidence. There were eight
significant incidences in which Henri's reflection-on-action flagged the importance of
-caring for and knowing his students:

166 - Hénri: I Cafe..."ya | want to care about them and know them as a friend, ya, ya. |
167 also try, and when they go around talking about themselves, | don't just go "ok
168 next person, ok next or next". | ask them a question or two. Like, if they say they
169 have been snorkeling in the Bahamas | say "Oh»how,. how was that?", you know
170 and just....why do | do that though?‘ Um.... maybe get a little more information,
171 maybe to agaih‘ build. more of a telationship with rﬁyself and them, yes. '

(81, CR1,V1, A 1A1B, TL 165-171)

On three occasions Henri reflected upon the .téaching critena required by the
certifying agency as he made a conscious effort to include all of the elements of a well
prepared presentation.in each classroom session. The academic teaching sequence, as
prepared and designed by the certifying agency, has been firmly adopted and is well
executed by Henri and he wanted to ensure that his teaching practice continued to
achieve the required standard:

710 Henri: I'm going back to.ya, my IDC and am | hitting all the, you know, the key,
711 the, the, the all those scoring criteria that **** uses. | mean....
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‘(S1, CR1, V1, A 1A1B, TL 710-711)

(**** have been used to protect the anonymity of the certifying agency)

(IDC is an acronym for Instructor Development Course)

Henri reflected upon the amount of time he needed to put his presentations

together. He has been teaching the sport diving beginner course for the last eight years

and although he used, and has some difficulty implementing, the certifying agency’s new
system of teaching the beginner course, he felt confident in his ability to quickly review

and- assemble all the materials to be included for each classroom session. He remarked

that, over the years he had created a set format for the presentation of the material and

now he required a little more preparation to incorporate the new system into the set

format. Henri tried to vary his presentations by using different contacts at the beginning

of his. lessons and by iritegrating~ different examples from his past experiences as a

diver.

He explained, when teaching higher levels of sport diving instruction he required

more preparation time. He commented about feaching preparation:

2743
2744

2745

2746

2747

2748
2749

2750

2751
2752

2753

2754
2755
2756

2757

2758
2759

‘Henri: Um....I find that I'm...doing more preparation, | did more préparation

on this class because again it's trying to get this new system working for me and
ah....you know, because | knew | was being taped too, probably.... [laughter]....no.

Lesley: On, on the average for, for all the diﬁerent classroom presentations....
Henri: Ya.

Lesley: ....on the average ... how much time did, do you thi'nkf...

Henri: -On, 6n average for classroom presentations? Half an hour.

Lesley: Haif an hour you prepared?

Henri: Half an hqur'preparing I mean, I've done this, enough times that I think

that's all 1 need. If | was teaching a, a divemaster course or a rescue which |

don't teach as much | would take more time to prepare.

(S4, CR4, V1, A 2B3A, TL 2743-2759)




The Nature of Teacher Reﬂectivé Practice 83'

The sixteenth significant identifiable element in Henri’s reflection on his practice

was cumiculum knowledge. Henri's knowledge of the curriculum was evident in his

ability to be fluent with his sequencing of material within the classroom environment
sessions as well as integrating material to be covered in other environments such as the
confined water (pool) environment and the open water (ocean) environmént. Henri was
eégef to show he understood the mechanics of a presentation and the sequencing for
the entire course:

269 Henri: A MLG is a section of the um....the course curriculum ... um...an MLG
270 would be a topic....you know, in a module in a chapter....um....so, you know, if
271 we're talking about bouyancy or if we're talking about the mechanics of pressure
272 that would be an- MLG, a modular lesson guide, which is the topic. Ya....

(S1, CR1, V1, A 1A1B, TL 269-272)

(MLG is an acronym for modular lesson guide)

Incidents showing Henri's content knbwledge were highlighted. Seven significant
events were reflected upon including his ability to know the sporf diving material inside
out and in doing so, he has a feeling of comfort in teaching it. Henri tried to keep the
information simple. He reflected upon incidences in his own high schoo! education
where he had difficulty with some aspects.of physics. Having experienced this difficulty
himself, he felt he was more able to understand the difficulties of others and was able to

help them through their problems.

797 Henri: Years ago, thatum ... I was..... but, just over the years of understanding it
798 Dbetter myself and altho'ugh, you know, it just has become more comfortable. 1

799 don't exactly know why. | know though, that | think, like, a lot of people do have
800 troubles with physics, you know, there is no question about it. You know, | mean,
801 I hated physics in high school, it's sort of scary for a lot of people so um....I try

802 -and keep this as simple as | can so that they'll understand it.

(S1, CR1, V1, A 1A1B, TL 797-803) |

He also pointed out how he was able to- sequent:e the content and in so doing enhanced

the students’ ability to connect and apply concepts effectively:
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806 Henri: Um....| think the importance of the dis... | think this all ties in with, this will
807 if they can understand what's happening here with pressure and volume

808 um ... they can understand more about the concepts of bouyancy control, you
809 know ... why is it that we don't fill up our BCD when we surface? And why is it
810 that we add air when we descend? So, for bouyancy um ... and also for, you
811 know, the ah, the concept of having to equalize, ' mean, it ties into this as well,
812 with the volume change and breathing under water. Right? Hopefully it would
813 um.... you know, also this sort of discussion should, they should be able to see:
814 that you know why you need to keep-bréathing on scuba, you'know, what the
815 consequences would be if you were to hold your breath on scuba and surface.
(S1, CR1, V1, A 1A1B, TL 806-815) o
(BCD is an acronym for bouyancy compensating device).

Henri reflected upon nine incidences of what he termed instructor laziness.
These were incidences where he showed a lack of enthusiasm, or a lack of being
prepared for class or situations in which he cut comers without jeopardizing the students
safety. Henri acknowledged that these situations are avoidable and having reflected
upon his action via a video tape capture, he realized how damaging they are to his
credibility as an instructor. One:'instance in particular wés a discussion he had with the
class regarding the class dates for the various sessions. of the course. Henri remarked:

283 ‘Henri: That's pretty bad. | should have had them write down exact dates....that
284 shows a bit of laziness. : '
(81, CR1, V1, A 1A1B, TL 283-284)

Henri highlighted other examples of instructor laziness in the teaching of the dive tables:

3530 Henri: Exactly. | mean, from this, from when | teach again, I'm not going to be as
3531 lazy I'm always going to check it. Rather than saying, right, you know: I' guess I
3532 gbt laiy, I've been lazy in the past and, and if everyone says, if everyone got the
3533 same answer then it, its like, aséuming it's right. And'in this case it was but then

~ 3534 it came back on me because she didn't get it. '

(S4, CR4, V1, A 2B3A, TL 3530-3534)
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Henri’s lack of preparation shows in the following excerpt:

2099 Henri:......... thisis...........bad............. ], |

3000 have, | have two of these charts | made up a long time ago with signs and
3001 symptoms and I've, | didn't get them out ahead of time and lost the one with
3002 symptomssoah .. I'm ndt being prepared this time.

(S4, CR4, V1, A 2B3A, TL 2999-3002) '

Henri's references to lack of enthusiasm, which he stated did not happen: regularly, is
exemplified in the following passage:

3441 Henri: Um~,.:.easy- for me to teach but ah....sometimes there's lack of, you know
3442 [I've taught it before with more energy and probably taught it a little better some
3443 nights.‘ But | consider it fairly easy to teach. You know there're always things.
3444 again though that | say I'm going to do and I've just never have, like making
3445 example quesﬁons and having them ready and....

(S4, CR4, V1, A 2B3A, TL 3441-3445)

The nineteenth - significant incident of teacher reflection, identified by the
researcher, was that of body language. Henri flagged five events in which body
language was identified as the common factor. Henri is tall, has an athletic build, and is
a very enthusiastic, ambitious young man and his -enthusiasm for his love of teaching
sport diving pours over onto his students. For Henri, his ability to encourage others is
through his use of body language communication skills. He used hand gestures and
body langua'ge:in his classroom practice as a tool to captivate and involve his students in
the lesson material. Henri discussed his use of hand gestures:

216 Henri: One of Jlaughter]....my mom and...
215 my sister always tease me about when | talk, how I'use hand gestures so

216 much.... but | justignore them and |, | always think that that's important to use
- 217 when you talk, it helps in communicating. | think .... [laughter]....
(81, CR1, V1, A 1A1B, TL 214-217)
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The element of self criticism was a frequently documented characteristic of
Henri’'s reflection-on-action process as he chose to identify eighteen incidents where h_e
made general remarks about how he could have done a better job of something. In one
such incidence, Henri remarked about his inadequate use of the white board: |

4473 Henri: ...... [laughter].... Ya, Ya that's, | try not to face the board too much but as
4474 you can see there I'm, not even looking at the friggen class. For about five

4475 minutes. ....[laughter]..... God, what a baffoon!

(S6, CR5, V1, A 3A3B, TL 4473-4475)

In other instances Henri caught himself delivering a discussion in mellow tones:

1547 Henri: Attimes | find I'm too quiet there tonight. | don't want to yell but my tone
1548 of voice is. .... too mellowing in certain sections here. It is there, ya.
(82, CR2/3, V1, A 1B2A2B, TL 1547-1548)

Henri also reflected upon instances in which he found himself doing a poor job of
teaching and, in this case, also a poor job of selling sport diving equipment:

3595 Henri: Well ya, | mean, that's one of the things | preach that an instructor's jobis
3596 to sell diving and sell equipmeht and in watching myself I'm not doing a very
3597 good job of that tonight. | mean, this is a great night to sell lights and knives and
3598 goodie bags and slates and stuff and I'm not doing that and it's becau‘se | got
3599 'myself in a situation where | went on and on about tables and something deléyed
3600 me and it's 9:15 or 9 o'clock and they haven't written their quiz.

(54, CR4, V1, A 2B3A, TL 3595-3600)

Henri identified and reflected upon four significant incidents of manager/instructor
role conflict. These were incidents in which Henri identified himself as lacking
enthusiasm in his teaching due to the dual roles he plays within his facility. Most
instructors in the sport diving industry work full time in the facility in which they teach.
Often they find themselves pulling double duty, that is, working an eight hour shift as a

sales person or diving in the capacity of a divemaster followed by another four hours of
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teaching. In Henri's case he is the store manager as well as an instructor. Henri
conceded he was tired when he wes. teaching the second classroom session:

1316 Henri: No, Ok um.... this class, was it this one or.... module.... was »defi‘nitely
1317 tired this, this night and actually something | was going“fto say um.... last on

1318 medule one was that I think that ah... for a store and as a manager.... ideally you
1319 want an instructor to be teaching whois full tirﬁé because there's a few reasons |
1320 mean, someone who works full time is probably more, usually more

1321 knowledgeable on equipment, you knew he is in the store all the time, But

1322 definitely my position now, | mean, workihg a 50 hour week, you know a 40 or 50
1323 hour a week in diving even though I'm jnot, I'm not bumed out because | haveh't '
1324 taught it in a little while. | came into this class after a, either a hard day with the
1325 owner or something, of this, 'I'm-jus‘t tired and frustrated with something in the
1326 store and you know | believe in selling diving. You've got to transfer enthusiasm
1327 in an’yrrselling and | just came into this class with the feeling of really having to
1328 fake it and put it on, put on that enthusiasm and happy face. So that's how | felt.
(82, CR2/3, Vv1, A 1B2A2B, TL 1316-1328)

Three incidents of ethical conflict were significantﬁ The researcher' identified that .
ethical conflict occurred for Henri when he was to present a particular portion ‘of the
course material in a less thah realistic light in order to maintain the students’ interest -inv
the sport. One such topic was that of visibility. 'Rather than teeching' the actuality of the
experience the students were soon to have, Henri had to present the topic- ina more
‘positive fashion to maintain the excitement and enthus:asm of his students. However,
‘he supplied foreshadowmg examples of diving excursions, allowed the students to read
between the lines, and realize the realities lying ahead

1683 Lesley ...... _that we you know.. "if-for some reason we don't have-this’ ‘

1684  awesome dive and you only see this and that ah....give it another chance" So
1685 are you kind of trying to foreshado'w,w'hat might happen?"

1686 | S

1687 Henri: Well, ya, | mean, lt‘s you: know, we get a weekend where it's ralnmg, cool .
1688. you know the visibility is bad, they see nothing, maybe a star fish or a cucumber,
1’689 they have, ....that happens and, and unfortunately those people that experience
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1690 that when they take diving lessons ahd that's what they remember and they
1691 neverdo it again. Ahd they've got to understand, somehow that it's not always
1692 like that and we can get 60 to 70 foot vis at Whytecliff and see tons of marine life
1693 and have an awesome dive. Like I'did in April, | was talking about a dive

1694 um....you know, and you can always have that on the Island, so ya | was fore-
1695 shadowing what their dives might be like and | know damn well it would probably
1696 be crappy um...

(52, CR2/3, V1, A 1B2A2B, TL 1683-1696)

Implicit instructor knowledge, an element of Henri's reflective activity, as
identified by the researcher, is the knowledge Henri possesses but does not explicitly

- articulate to the students. Henri flagged an instance where the instructors were

evaluati’ng the conditions for diving and he commented that these evaluation procedhres,
implicit to the instructor’s practice, should be made explicitly obvious to the students:

1777 Henri: Well, yes and the thing is too is that a lot of the time it might, might

1778 happen it, é lot of it is basic training, | mean, these are considerations that the
1779 instructors are making, these considerations, currents, weather, um.... visibility
1780 we're all, you know, before they dive on Saturday and Sunday, we are

1781 determining if fhe conditions are right. And you need to talk about it, and they
1782 needto know that that's what you're doing because they can go out and dive on
1783 their own, they now have to do this and where as in the open water class they
1784 should, they should be doing it with the instructor but they don't have to because
1785 the instructor teamis doing that. | '
(52, CR2/3, V1, A 1B2A2B, TL 1777-1785)

The concem for safety, the twenty-fourth eIemeht in the analysis of the nature of _

Henii's reflection of his classroom practide, was revealed in four safety incidences and
~ his. concem for reducing the risk factor for those involved in the sport of diving. Henri

pointed out how it is prudent to be prepared for the Lmexpected. in the direct experience
Henri used the analogy of a flight crew preparing for take off and how their discussion of
flight safety to their passengers is a prudent measure to take for those highly unlikely

-events of emergency:
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1909 Henri: What is it that's going through my mind? Um...I don't know if | can sum it
1910 up in one sort of sentence, but I guess what's going through my mind is that |
1911 want them to understand that a problem in scuba diving can be dealt with in a )
1912 calm controlled fashion. There's no need to panic and that problems are rare
1913 um if you follow the proper, safe guidelines, but on the same sense, you know,
1914 we need to know how to deal with them, just, just like this contact here, which
1915 I've never used before, another instructor gave me this idea, this card is exactly
1916 when you go flying, | mean, you're never gonna, in fact | know 1 heard a statistic
1917 that, you know, if you were to fly every, every day for the next two thousand
1918 years the chances of you being in a plane crash are so slim, but you need to
1919 know what to do if it does happen. So that's what I'm trying to convey to them.
(S2, CR2/3, V1, A 1B2A2B, TL 1909-1919)

| The twenty-fifth issue Henri’s reflection exposed was that of time constraints
which became an issue from two perspectives. First, the students are involved with
leaming to dive as a recreational activity and do not want to spend more time than is
necessary doing so. On the other hand, running over time can cost dearly in fees
required to rent the classroom and/or the cohfined water (pool) facilities. Since Henri is
a store manager, time and timing effects the efficiency of the operation and hence ‘the
bottom line’. Time constraints were reflected upon on five different occasions and in
. most cases the lack of time was the issue. . The element of time determines what can
and can not be pursued in a particular session:

2686 Henri: See the thing is tod | remember in the pool, | briefed, | talked about it in
2687 the class and then we went to the pool, we did all the skills and it was the last
2688 skill of the night. It's hard" to remember | guess, I, I should-have done a brief, an
2689 other briefing on the skill at the swimming pool and | didn't. it was almost, |, and .
2690 |, | normally would of but again it was this time, thing. | just felt like | was running
2691 off my feet | think I spent to much time on something also, | don't know.

(S2, CR2/3, V1, A 1B2A2B, TL 2686-2691)

Henri identified eight significant incidences where he felt frustration with teaching,
that is, with his difficulty of understanding why some students are able to grasp concepts -

while other students are not. He was fri;strated as he felt that the lack of student
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comprehension was evidence there was something missing from his teaching and this
elevated’ his frustration as he does not know how to rectify the problem. Henri’s
frustration with teaching is illustrated by an incident regarding téaching low and out-of-
air situations, specifically, the controlled emergency swimming ascent wherein Frank,
having received numerous discussions and physical repetitions of the controlled
emergency swimming ascent, still has problems with understanding the application of
the skill:

2187 Henrri: Yes, particularly one skill, that's the controlled ESA.. | remember Frank
2188 had troubles with that in the ocean and in the pool and on his exam. By the time
2189 he wrote his exam, his final eXam, we had, he had read about it, watched it on
2190 TV, talked about itin class and done a quiz and.... have, have done them most of
2191 them in the pool, ya ....he would of done all of them in-the pool at that point, yet
2192 still' on his final exam he couldn't get the order down. |

(S2, CR2/3, V1, A 1B2A2B, TL 2187-2192)

(ESA in an acronym for controlled emergency swimming ascent)

Student diffiCuities,,the problems students had experienced and Henri had been
unable to prevent, were two significant instances of reflection:

2695 Lesley: Ok, so at the beginning of classroom four here we go over ah.. the

2696 emergency swimming ascent. Todd says that he didn't understand what he

2697 was supposed to do at the pool.... ‘

2698 |

2699 Henri: The pool, ya.

2700 _

2701 Lesley: ... and you went over it again....one thing that | noticed though that you
2702 do um... when you went over it there you're telling them that their hand goes up,
2703 they look up, they"re'exhaling: through the mouth, their reg. stays in, the weight »
2704 belt stays on, and they start kicking and they go up and as they go. up, up they let,
2705 they defiate their BC. |

2706

2707 Henri: Aha,ya, nota....
2708
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2709 Lesley: Now, you're a student and the way that | just explained it there,.... |
2710 would be deflating my BC right away.
2711
2712 Henri: Ya.
2713
2714 Lesley: So,...
2715 ’
2716 Henri: In actual fact you start kicking initially, and as you, as you, as you're
2717 ascending you would start to deflate your BCD to slow yourself down.
2718
2719 Lesley: You would only deflate your BC if you start to travel faster than the
2720 normél ascent rate.
2721
- 2722 Henri: Right. To keep it in control, ya.
2723
2724 Lesley: So, it may have been construed by the students that before they start
2725 their swim they let air out of their BC. '
2726
2727 Henri: And that's With Frank, | mean he wasn't going anywhere....
(S4, CR4, V1, A 2B3A, TL 2695-2712)
(BC and BCD are acronyms for bouyancy compensator device)

There were six occasions in which Henri reflected upon teacher difficulties during
the stimulated recall sessions. The following passage presents two examples of his
teacher difficulties. First, the concept of breathing air at depth has been left out of the
new system modular lesson guides which resulted in Henri’s omission of breathing air at
depth from his classroom discussion and his discovery, later, to find students not
understanding it. Second, Henri pondered whether or not students ‘really’ understood
that which they have missed on a quiz. The following excerpt outlines the teaching
difficulties:

3608 Henri: See there, people got that one wrong, breathing air at depth wasn't talked-
3609 about, | mean they've read about it and watched it in the video. | did though
3610 mention at one point that it's 20% oxygen and 80% nitrogen, so.... It's funny,
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3611 when | was putting their exams in their files on the weekend or whenever, | just

3612 was making sure the score was clear on their exam | was thinking about that like

. 3613 how do | know that when there're doing it that they really do understand, they've

3614 signed and dated'here that covers my ass as far as liability but how doll really
3615 know that they.understand, the ones they got wrong.
(S4, CR4, V1, A 2B3A, TL 3608-3615)

Henri went on to question why he is teachiﬁg a minimum's_urface interval as his difficulty
in teaching the minimum SUrface interval is not in understanding the concept itself, but in
not understanding why it is a valuable cbncept for beginner divers to understand. He
has problems with this concept as, in essence, it is a counterintuitive measure. The dive

" tables, if used correctly and conservatively by the sport diver ‘allowé safe participation in

the adventure. . However, shortening the surface interval between dives in order to
accomplish both in a limited time is not, according to Henri, a conservative measure. His
difficulty in teaching minimum surface intervals stems from not being able to apply the

- concept in his diving environment. He does not see the utility of it and reflected upon

this moment as one of his teaching difficulties. After some discussion Henri is able to
clarify why the concept may be valuable to beginner sport divers:

4237 Lesley: If you said that to the students then maybe you'd feel more comfortable
4238 about teaching the topic making them realize that this isn't a usual procedure but
4239 if we needed to know the procedure this would be how we'd go about it.

4240 |

4241 Henri: Ya. Why would you need to know the procedure though? You khdw, |
4242 can'treally give a good example. Why would you? |

4243 ‘ ’ ,

4244 Lesley: Yoij're_ on an exotic holiday, you're going to have two dives and you've
4245 only got a set amount of time on this very expensive boat um ... and you're never
4246 going to be able to visit this place again um.... we can do two dives safely and
4247 in order to do it safely we need to know what our time on the surface would be.

"4248

4249 Henri: Would be, ya. You know if our minimum surface is an hour and 35 maybe

14250 we'll be a little bit extra conservative and take a little longer or something. Ya, |
4251 don't know But that's, that's good I, I, never thought of that one.
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(S6, CR5, V1, A 3A3B, TL 4237-4251)

The twenty-ninth element Henri chose to reflect upon was classroom
management. On four different occasions he commented about the physical limitations
of the classroom and made suggestions of how students could be made more
comfortable if some things could be changed. Henri felt that, if the students were
comfortable it was much easier to control the class, the presentation and the time. Henri
demonstrated, through his teaching, that hé was able to work around some of the
limitations. The following is typical of his remarks: |

1487 Henri: Ya, it's not set up, | mean, this classroom has improved a lot over the
1488 vyears but um ...l don't like having the students lined up in front of me and then the
1489 slide projector that I'm using off to one side. | don't like that. Because if

1490 someone is sitting right under it, you know, not that they need to follow it, but it
1491 be ideal if | could have it behind me, the slide projeCtbr.

(S2, CR2/3, V1, A 1B2A2B, TL 1487-1491)

The final element of'Henri’s reflection of his practice in the classroom setting was
his concem for developing a trust relationship with his students. Henri believed the most
important quality between an instructor and a student is trust and started the
conversation regarding the trust relationship by saying:

5104 Henri: ..um |, |, think that ah.... find it a bit, like

5105 my experience in the last six months that if, you know, the students, it helps you
5106 if you know them previously. If you have a bit of a relationship with them it helps
5107 you in the pool and the ocean. If you go to the pool or the ocean and you've

5108 never met them before that's a bit of a weakness um ... that you have to deal with
5109 'cause you, you don't know what they're like, | mean....

5110 |

5111 Lesley: Now when you say relationship....

5112

5113 Henri: Ya.
(S6, CR5, V1, A 3A3B, TL 5104-5113)
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Henri went on to name the relationship:

5120 Henri: A trustin you. Just develop a trusting relationship, that they trust me.
(S6, CR5, V1, A 3A3B, TL 5120) '

The nature of this teacher’s reflection in the classfoom environment has been
illustrated through the identification of thirty significant elements or events. Through the
analysis of pertinent transcript excerpts from Henri’'s reconstruction of his classroom
practice, a detailed examination of the common features and the characteristics of the
incidents chosen for recall was completed. Table 4, 95, provides a summary of the
second level analysis, in terms of the events refk-gcted upon and their frequency of

occurrence.
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Table 4. Reflection in the classroom environment: frequency of significant elements and
events. _ .

|Element and/or event| [Frequency of Element and/or event ‘Frequency of
: occurrence 4 occurrence
1. teaching strategies 12 16. curriculum knowledge 2
2. professional credibility 3 17. content knqwledge _ 7
3. currency in teaching 1 18. instructor laziness - 9
4, environmental concems 3 19. body language | 5
5. equipment sales 5 20. self criticism |18
8. gender issues 3 21. manager/instructor role"conflict 4
7. life threatening instances 4 22. ethical conflict | 3
8. frustration with curriculum 17 23. implicit instructor knowledge | 1
9. dispel misconceptions 5 24, safety concemsv 3
: 10. diving accident 11 25. time constraints 5
11. content organization 1 26. frustration with teaching ' 8
12. equipment concems 9 27. student difficulties | 2
13. getting to .know the students | g 28. teacher difficulties , 6
~ 14. teaching criteria 13 29. classroom management | 4
~ 15. teaching preparation 1 30. trust relationship 1
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Factors and dispositions influencing reflective activities _

This section of the chapter presents the third level analysis, that is, the re-
analysis and grouping of the individual features and characteristics, identified at the
previous level, into larger categories evidenced by shared commonalties. Nine
groupings or categories, (see Figure 10, p. 99), of teacher reflection were identified
during the analysis. From these groupings the factors or dispositions, that is, the
common significant factors found within the elements of the teacher's practice which
were conjectured to underlie the reflective activities were identified. It was found, that
within each group, the influencing factors or dispositions were of a personal and
emotional nature. | ' -

The researcher identified, in the first grouping, the reflective elements of ‘a trust
re|aﬁonship’ ‘and ‘professional credibility’. The reflections in this category were
influenced by Henri’s need for control. He believed that his personal accomplishments
as a sport diving teacher, the training facility’s reputation and the educational validity of
the materials .comprising the course, ali foster professional credibility and create the
foundation for developing a trust relationship between he and his students. For learning
to occur in a sport diving context, students must. place trust in' their instructor and this
trust affords Henri an element of control in that the student performs tasks as directed,
and in so doing, does so safely. The need for control in the classroom environment is
not as vital as in the water environments, however, it must be established early in this
setting in order for it to be continued in the unforgiving learriin‘g environments which
follow.

The second grouping was comprised of the reflective elements of ‘getting to
know the students’ and ‘gender issue’. The reflection in this category was influénced' by
Henri's desire to comfort. Henri believed that the development of the cogn'itive and
emotional domains of students is fundamental to attaining optimum 'physical
performance and, therefore, tried to encourage students to feel at home in their new
undertaking. In so do‘ing, he was sensitive to the ‘situatedness’ of their lives and allowed
them to position themselves in their new environrhent.

The third grouping of reflective elements dealt with ‘life threatening instances’,
‘equipment concems’, ‘environmental concems’, and ‘safety concems’. The reflection in
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this category was influenced by Henri's need fo express the lack of control in an
unforgiving leaming environment. These elements were brought together by the
commonality of their inherent uncertainties which can present unanticipated, surprising
and problematic situations. Henri was well aware of the fact that his students have
limited resources to enable them to make sense of and to gain a level of understanding
of these events and therefore felt that he needed to explicitly articulate the lack of control
one has in an unforgiving environment.

The fourth grouping consisted of the reflective elements of ‘diving accidents’ and
‘dispelling misconceptions’. The reflection in this category was influenced by Henri's
desire for correct interprefation.  All too often leamning is stunted due to previous
misinformation and in an attempt to commence instruction without this barrier Henri ‘put
the record straight’.

The next grouping associated the elements of ‘teaching criteria’, ‘ethical conflict’,
‘time constraints’, ‘managerﬁnstruétor role conflict’, ‘equipment sales’ and ‘instructor
laziness’. Henri's repression of natural feelings was . the influencing disposition for
reflection in this category. The composition of these elements entail factors of conflict,
constraint and challenges to Henri’s practice of teaching and these burdens and
obligations confined him to teach to someone else’s agenda and repressed his natural
flow in teaching the sport of diving.

The sixth grouping included the elements of ‘self criticism’, ‘student difficulties’
and ‘teacher difficulties’. The reflection in this category was influenced by Henri's
internal dissonance resulting from his non or incomect action and his beliefs and
understandings. The focus in this category was on Henri’'s problems within his practice
as they caused him perplexity and intemal turmoil because he was aware of the actions
and underétandings which characterize appropriate teaching practice yet he fell short of
this goal and hence, fell short of his beliefs of teaching practice.

The elements of frustration with curriculum’ and ‘frustration with teaching’
comprised the seventh category which was influenced by Henri's frustration at not
possessing the necessary instructional matenals and/or skills. These two elements were
correlating factors in that Henri's frustration with the curriculum, coupled with the fact
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that the appropriate teaching materials had not been provided by the certifying age'ncy,
led to his frustration within his practice of teaching. "

The eighth grouping of reflective elements included the elements of ‘teaching
preparation’, ‘classroom management’, ‘teaching strategies’, ‘body language’, and
‘content organization’. The reflection in this category was influenced by Henri's
affirative pedagogy. These elements exemplified the positive teaching components
within his  practice which highlighted his ability to teach. an interesting and informative
lesson.

The ninth and final category resulted from the grouping of the elements of
‘implicit instructor knowledge’, ‘curriculum knowledge’, ‘content knowledge’ and ‘currency
in teaching’. The reflection in this category was influenced by Henri's knowledge of
“teaching. These elements provided the fundamental understandings in his teaching
practice: and were found to be typical components of the repertoire of all professionals
regardless of interest area. |
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Figure 10. Reflection in the classroom environment: factors and dlsposmons influencing reflective

activity.
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Dominant themes .

This section of the chapter reports the fourth and final level of analysis which
extended the third Iével by identifying the dominant trends and themes of the teacher’s
reflection in his reconstruction of experierices in the classroom environment via the
stimulated recall sessions. ' The elements and events identified in the second level
analysis, and the categories. found in the third level analysis, in conjunction with their
accompanying reflective underlying element, were analyzed to reveal six dominant
trends and or themes which identified the focus of the teacher's reflection in the
classroom enviroﬁment. These dominant trends and or themes follow and are
summarized in Figure 11, p. 102: |

The first theime identified by the researcher was trust. Included under this theme
were the factors of ‘trust relationship’ and ‘getting to know the students’. The transcript
excerpts periaining to these two elements highlighted a recurring theme of trust.
Leaming the spbrt of diving, involving uncertainty, variability, contextual and individual
uniqueness, is dependant upon trusting the teacher, trusting the equipment and trusting
oneself as trust is the only factor that can be predetermined.

The second dominant theme throughout the teacher’s reflection of his classroom
practice was: the issue of control. The issue of control was étréssed.-in. each of the
instances Henri chose to reflect upon within the elements of ‘professional credibility’ and
issues regarding ‘gender. Fundamental to survival underwater, is. control, that is,

controlling for as many factors as possible. Student respect and adherence to direction

are foundational attributes of control and were developed through Henri’s ability to
exhibit sensitivity towards his students and through his superior skill and judgement.

Thirdly, the researcher organized the factors of ‘divihg acdid’ent’, ‘dispelling
misconceptions’, ‘life threatening’ issues, ‘equipment concems’, and ‘safety concems’
under the theme of the unforgiving leaming environment. Deep-seated in each of these
elements is the unknown. It is the unknown which makes the spbrt of diving and the
environment in which it takes. piace;. intriguing. The unknown can become a misfortune

in an unforgiving learning environment.
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Thé fourth dominant theme throughout the teacher’s reflection of his classroom
setting was the issue of leaming from one’s practice and included the factors of ‘self
criticism’, ‘teacher difficulties’, and ‘student difficulties’. Each of the excerpts, ffom which
these elements were derived, revealed to Henri, something or some aspect of his
teaching practice which needed work. These instances led him to visualize, frame and
- reframe the difficulties in pursuit.of resolutions and hence allowed Henri to learn from his
own practice.

The fifth theme of Henri’s reflective process was identified as challenges to one’s
practice and encompassed the factors of ‘frustration with the curriculuny’, frustration with
teaching’, ‘teaching criteria’, ‘ethical conflict’, ‘equipment sales’, and ‘instructor laziness’.
The consistent ingredient which made each of these elements significant was conflict.
Unable to resolve the conflict, Henri became frustrated and feit hfs practice was inhibited
by these challenges. Burdened by the obligations situated in someone else’s teaching
agenda he found his teaching practice extremely hindered. '

The sixth and final dominant theme, was identified as that of understanding one’s
practice. This trend in Henri’s reflective process incorporated the remaining factors of
‘teaching preparatiory’, ‘classroom management’, ‘body Ianguagé’, ‘content organization’,
‘teaching strategies’, ‘implicit instructor knowledge’, ‘curriculum knowledge’, ‘content
knowledge’, and ‘currency in teaching’. This grouping of elements highlight the positiVe
components from. which Henri drew his strength in teaching and it was these
uhderstandings which provided him with the foundational knowledge necessary to teach.
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Figure 11. Reflection in the classroom environment: dominant themes.
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. Summary

The transformation of the data collected in the classroom environment was
accomplished through four levels of analysis. The initial level of analysis involved the
verbatim transcription of the stimulated recall audio tapes. The second level of the.
analysis specified the characteristics of the incidents chosen for recall and chronicled
their frequency of occurrence. This procedure resulted in the identification of thirty
significant incidents or events of teacher refiection. The nature of tﬁese significant
events, upon which the teacher chose to reflect as he reconstructed his experiences in
the classroom environment via the stimulated recall sessions, has been presented and
operationally defined with. transcript excerpts. presented in evidence supporting the
researcher’s analysis. This compohent of the analysis erhphasized the meaningfuiness
of these incidents and. elements as the sport diving practitioner proceeded with his
framing and reframing of the issues encountered in the classroom teaching setting.

The third level of analysis resulted in the identification of nine grbupings or
categories of teacher reflectionv with ‘each category based upon an underlying driving
factor or disposition. which influenced the teacher’s feflective processes as he
reconstructed his experiencesQ The factors or dispositions which were conjectured to
underlie the reflective activities were: asséciated with factors: of a personal and emotional
nature.

“The final level of analysis extended the previous levels by identifying six
dominant themes that emerged from the process of framing and reframing in which the
practitioner engaged as he reflected upon issues of control, equipment concems,
problems, safety, etc., encountered in the classroom setting. A
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CHAPTER §

Reflection as Reconstructing Experience in
The Conﬁned Water (Pool) Environment

The structure of chapter five is identical to that of chapter four. vlnitially, the data
collected in the confined water (pool) environment, in terms of the nature of teacher
reflection, was grouped and categorized according to the frequency of occurrence, thé
common features and the characteristics of the incidents chosen for recall. The
common features and characteristics repbrted were first examined:in detail -through.the'
use of pertinent excerpts from the transcript of the stimulated recall sessions. Secondly,
the chapter.describes the synthesis of the individual features and characteristics
involved in the identification of the nature of teacher reflection into larger more global
categories. These categories were derived through the grouping of the second level
analyses into like features and. characteristics and provided an account of the possible
factors or dispositions which seem to have led the teacher to engage in the type of
reflective activities identified in level two. Thirdly, the chapter identifies the critical
factors upon which sport diving practitioners reflect. The fourth level analysis extended
. that of the previousl to identify the dominant trends and themes of the teacher’s
reflection. Finally, this chapter includes summary tables and figures outlining the salient
points resuiting from the four levels of analysis.

_l. introduction

Chapter five is focused upori the confined water (pool) environment experiences.
Prior to eaéh_ lesson on the pool deck, the students and: teacher met briefly in the
classroom environment where the teacher previewed, by way of oral explanation and/or
by an audio-visual presentation, the skills to be covered in. that session. The students
were required to make the appropriate entries in their log books which was an effort on
the part of the teacher to simulate as close as possible real-world diving procedures. The
students then acquired their rental ecjuipment and proceeded to the confined water
setting to meet the teacher and his instructional assistants.

Each confined water (pool) session followed a standard procedure where the
teacher gave a briefing for each skill which included aspects such as: the objective of the
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skill, the value, a thorough ‘explanation of how to do the skill, key points to remember
about the skill, possible problems in performing‘ the skill, an explanation of how the skill
 would be conducted and the necessary hand signals needed to communicate
underwater (see Figure 5, p. 50). |

While underwater, the teacher always demonstrated the skill for the students
before requesting a student to perform. the skill. Each demonstration broke the skill
down into easily manageable components. Following the demonstration of the skill the
teacher motioned for each student to perform the skill individually and directly in front of
“him so he could act upon any problems that a student may have encountered. After
each student was given the opportunity to perform the skill, the students were brought to
the surface for debriefing ‘which included positive reinforcement, clarification of any
problems that had arisen, suggestions as to preventing the problems fro'm reoccurring,
and a concluding statement emphasizing the objective and value of the skill.«

I Analysis of reflection in the confined water ('pool)'environment'

- Transcription .

The data transformation proceeded through the same levels of analysis: outlined
in chépter“four. Level one consisted of the preparation of the transcripf of the three
stimulated recall sessions.

Significant elements or events ,

The:second'level analysis was conducted and twenty-one significant elements or
~ events of teacher reflection wefe identified. The nature of these significant elements or
events, upon which the teacher chose to reflect as he reconstructed his experiences in
the confined water (pool) environment via the stimulated recall sessions, are presented
here along with an accompanying operational déﬁnition, transcript excerpts as evidence
and a.‘tally of the frequenéy in which the teacher reflected upon these aspects of his
practice. Once a recurring element and/or event was identified by the researcher it was

named and each similar element and/or event thereafter became evidence of the
frequency of its occurrence. Figure 12, p. 106, provides an overview of the second level
analysis of the confined water environment. (An ellipse in the tranScript excerpts
indicates a slight pause, not an omission).
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Figure 12. Reflection in the confined water (pool) environment: significant elements and
events.
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The first significant element resulting from Hénri’é reflective processes regarding
his practice highlighted his instructor control. Henri flagged these instances as
significant as he felt that the most important quality an instructor éan master in teaching
in the confined water setting is control. He chose to reflect upon eleven. incidences in
which, in most cases, he exercised complete underwater control of the class. His
discussion of the concept épeciﬂed' five different forms of control: managerial control,
physical control, emOtionaI_ controI', equipment control and role model control. Initially,
he focused on having control |n a rhanagerial sense: '

‘72 Henri: .........One thing that | like to, I've always

73 um....tried to do in the pool at the very beginning and throughout the course is Iet
74 them know that I'm in control of them and, and keep control of them by keeping
75 them lined up. Positioned on the wall with their backs to the wall either in a
76 straight line of, orina"V". And | think, | feel that's importanf because right away
77 you're, you're gi\)ing them the impression that you need to, "l need to have .
78 control of you'. - ' '
(S3, CW1/2, V2, A 4A, TL 73-78)

Henri secondly discussed the use of control in a physical way:

418 Henri: Um... [, Imean.... ], |, got"to‘ admit though that there are times where in a

419 class you do go and, and grab onto a student and, and they almost wonder

421 what' "what are you doing?" |, I, have had that from time to time, like they Iook

421 at you sort of funny um .... when we brief the skill | tell them that we're going to be
. 422 right there in-front of them when they do the skill although sometimes | don't tell

423 them that we're gonna actually physically grab onto their equipment, so....

424 ~ o

425 Lesley: And how is it that you determine the distancé between you and the

426 student? ' |

427 . , _

428 Henri: Um ... well generally, just, we're both kneeling on the bottom, | just extend

429 my arm, hold onto them so that | give myself ehough, just enough distance so

430 that | don't interfere with their skill that they're conducting, you know, in the caSe
431 ofanama r_ég. re, re and re using an arm usweep you've got to give them a foot,
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432 you khow, maybe two feet. But, if they're really having trouble with a skill | might
433 even tighten it up, get in there a little closer.
(S3, CW1/2, V2, A 4A, TL 418-433)

The third type of'control Henri referred to was a form of instructor control ‘in'volvirig
students’ emotions. Students are usually very eager to get on with the act of diving.
This eagemess and curiosity can result in students progressing ahead of the instructor
and performing skills incorrectly. In an effort to prevent any discomfort from occurring fo
the students, as a result of their anticipation and excitemeht, Henri used a form of
emotional control in which he delicately siowed them down:

112: Henri: Um....most of the time, well‘this, this class too, they, they look ah....I'd
113 havetoina cbuple df words, they a lot of them are, are very eager they want to
114 like get going right away. They want to try this, they want to get down under
115 water. You know they are anxiously waiting for us to actually try this stuff and,

- 116 and often too they're, | find that they're going ahead of you a little bit, you know,

117 checking out pockets and stuff and, and-you know putting altemate air sources in
118 their mouth-and tryihg that so you try to | try to keep that under control and just
119 get them to-go along with me.

120 - :

121 Lesley: When they're searching themselves for the’things is that distracting to
122 you as a teacher?

123

124 Henri: Um... .yes it ns because....you know, they, they, if they're, if I'm showing

125 them where their pressure gauge is Iocated and they' re trying to find thelr

126 regulator and breath off it, we're going to do that in a few minutes so it is, | do
127 f|nd it distracting and, and try and get them in sort of a nice way Just tell themto
128 ah, you know, ah, "stay with me and, and we'll get to that in jUSt a couple of '
129 minutes”. ‘

(83, CW1/2,V2, A 4A, TL 112-129)

Yet another instance of control, significant for Henri, was associated with the use of
equ1pment and how he manipulated the students via their equipment to maintain oontnol

of the class in proceeding safely and expediently to the pool bottom:
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872 Henri: Oh, this is, | always find it a bit of a scramble at first, you, you tell them on
873 the surface, you brief them a little bit about how we want to position them with
874 their backs towards the deep end kneeling on the bottom and it seems to take a
875 lot of time actually getting people, them to do that. Now this is only their second
876 time in the pool so they're still not comfortable with the equipment but you literally
877 |feel you've got to, a lot of the times pick them up and put them where you want
878 them, getting them evenly spaced sort of where you want them.

(S5, CW3/4, V2, A 4A4B, TL 872-878)

Finally, Henri referred to control as a way of exhibiting role model qualities for students
to emulate, a sort of follow me’ use of control. Students are unfamiliar with their
equipment, their capabilities as divers, the application of theoretical concepts into a
practical context and the weightlessness of the water environment. Consequently,
students find themselves awkward in this setting, for the most part. Henri commented,
his follow me role modeling is not only an example of how one should travel through the
water as a diver but also, in a way, an assurance to students that it is possible to exert
some form of control in this environment:

2139 | have to portray a role model, sort of be a role model diver.

2140 Making sure that everything | say I'm doing and come across as someone who's
2141 calm, controlled, smooth, confident, ah, you know, a real high ability and not
2142 being sloppy.

(S7, CW5/6, V2, A 4B5A, TL 2139-2142)

As in the classroom environment, Henri flagged teaching strategies as significant
incidences of reflection. Teaching strategies were techniques, used in the confined
water environment, which helped to maintain control, prepared the learners to receive
the skills of sport diving or in some cases aided Henri in his demonstration of skills.
Generally speaking, the teaching strategies were significant incidents of positive
teaching techniques Henri felt he demonstrated well in the confined water setting. Henri
chose seven instances to reflect upon and in the following transcript excerpt he
discussed his technique of demonstrating new skills to students underwater:

283 Henri: Um .... my intent is to when | demonstrate it, any skill, is to demonstrate it
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284 in a smooth, a really smooth um... the word is methodical type of demonstration

285 where my movements are, are slow and really sort of streamline movements ‘
286 and I'm looking at the class. | do ah.... | do a visual sort of sweep with my, my, ' |
287 my head so that if I've got ten students, at all times, or when I'm demonstrating

288 any skill they can see my face and make sure that they can all see the demo, you

289 know, it's important that you have them positioned properly but.....just the skill

290 keeping it slow, steady, smooth, méthodical. Make sure that | point out any sort

291 of important parts, emphasize anything that's important like blowing bubbles.

(83, CW1/2, V2, A 4A, TL 283-291)

Henri reflected upon a teaching strategy that intrdduced students to one of the hardest
skills to achieve in the beginner sport diving course, breathing underwater without a
mask. Henri had found this strategy to be very successful in getting the most nervous
student underwater, breathing without a mask, before s/he was aware of it:

164 Henri: Um....this is something

165 ['ve, | have played around with a little bit. In some classes I've taught, right away
166 we've put the masks on and, and um....done some initial skills, reg. clearing

167 and just waited a little while before we got into breathing without a mask under
168 water. But | find, | think that for a lot of students breathing without a mask on
169 scuba is the, for a lot of them they find that the hardest skill, so if you can

170 introduce it at the beginning you know, "hang onto the edge of the pool", talk
171 about blowing bubbles with their nose and make it sound really simple later on
172 they don't have troubles with it. | '

(S3, CW1/2, V2, A 4A, TL 164-172)

According to Henri, one of the best strategies for teaching underwater incorporates the
‘follow me’ model which he previously identified in the reflective element of instructor
control within which he attempted to get students to solve their own difficulties. The
following excerpt deals with Henri's use of the follow me strategy when instructing a
student to deflate his bouyancy compensator device:

260 Henri: Ya, ya | mean we're in the, we're only in four feet of water and what |

261 would do at that point is um....get him, get his attention and, and get him to
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262 watch the way I'm deflating my BCD or get an assistant to do that. | think that's
263 the best way to deal with that. Um ... so now ...

(S3, CW1/2, V2, A 4A, TL 260-263)

(BCD is an acronym for bouyancy compensator device)

Henri elaborated upon four different instances in which his 'ability to perform a
smooth demonstration, formed the basis of a trust refationship with his students. A trust
relationship, the third element of reflection was a significant factor for Henri from the very
first confined water session, as he remarked that leaming does not occur unless the
students have complete trust in the teacher, trust in the equipment and trust in
themselves. Henri acknowledged that a trust relationship with his students was acquired
through the students’ appreciation and respect for his personal competence as a diver
and he elaborated upon the development of trust:

301 Henri: Aha, absolutely um...you're gaining confidence, they're getting confident
302 in you and trust in you. They see how you know that you have a really advanced
303 level of, of diving ability and they see that. So | think from a first pool session
304 their trust and confidence in you builds.

(83, CW1/2, V2, A 4A, TL 301-304)

Henri added that the development of the trust relationship is enhanced and expedited by
the proximity of his control underwater:

401 Lesley: Now you comment about being right in front of them....
402

403 Henri: Aha.

404 4

405 Lesley: ....and looking them right in the eyes....

406

407 Henri: Yup.

408

409 Lesley: ... what does this do?

410

411 Henri: It ah ... to me... it assures, it would give them a, a better, it would give them
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412 afeeling of ah ... you know that I'm, I'm, there I'm, I'm, they've gained at this point
413 trust in me and that if they're, if they do have a problem, | mean, I'm there to help
414 and help them deal with the problem. '

(S3, CWA/2, V2, A 4A, TL 401-414)

As noted in the classroom environment, Henri chose to reflect upon instances of
teacher difficulties and identified twice as many instances in the confined water
environment as he noted in the classroom environment. There were thirteen occasions
in the stimulated recall sessions where he reflected upon his struggle with teaching
during the direct experience. The following instance, in which Henri pretended to be the
diver who donated his octopus regulator in an out-of-air situation to a buddy, was a
typical example of his difficulty. In an attempt to simulate the real situation, Henri had
not observed that the student diver placed the octopus regulator in his mouth upside
down - ultimately resulting in an out-of-air and uncomfortable situation for the student.

1138 Henri: Ya, could, he just put it in, he just about put it in upside down and

1139 ah.... hum. Now you see, | had my head tumed away from him because | Wés
1140 pretending that, you know, |, I'm the diver and he was my buddy and he taps me
1141 on the shouider and, and | didn't see that he’s putting it in upside down so..

(S5, CW3I4, V2, A 4A4B, TL 1138-1141)

Underwater communication is vital in the sport of diving and difficulties usually occur
because instructors use poor hand Signaling procedures. Henr, who was accustomed
to using hand gestures in his regular speech, found himself having difﬁculﬁes
communicating his intent to the students in a situation in which he wanted the class to
situate themselves in a particular location and manner on the bottom of the pool:

880 Lesley: So you feel that you emphasized on the, on the shore how it is that you
881 want them to be under water but it's still difficult for them to. . .. ?

882 ‘ ‘ ,
883 Henri: Ya, well.... it may need to be more specific. | mean, it's "against the wall
884 on the bottom, with your backs towards the wall on the bottom of the pool"”.

885 ’

886 Lesley: What does the bottom of the pool look like?
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887

888 Henri: It's a flat bottom and then it sort of angles up, .flat bottom with ah, sort of,
889 then it starts to angle up on about a 45 degree angle before it sort of goes up, it
890 goes straight up. '

891

892 Lesley: So could there have been some mis..... ?

893 |

894 Henri: There can be some confusion some of them might.... may ah, think that |
895 wanted them on that actual angled part or something, | mean, | guess you could
896 call that the bottom technically, ya.

(S5, CW3/4, V2, A 4A4B, TL 880-896)

Henri reflected on the difficulty he had teaching the controlled emergency swimming
ascent, a skill that he had indicated as difficult to present in the classroom environment.
Unlike the classroom situation, however, the setting of the confined water allowed Henri
to demonstrate the skill for the students. After the demonstration he had the students
perform the skill, one at a time, in front of him. For some reason he had difficulty getting
the students to understand what it was he wanted them to do. He engaged in several
discussions conceming his difficulty with this particular skill, one of which included
reconstructing his difficulty as follows:

1211 Lesley: Ya. So let's just talk a little bit more about the controlled emergency
1212 swimming ascent

1213

1214 Henri: Ya.

1215

1216 Lesley: You um...you had them along the back, you had them along the back
1217 wall....

1218

1219 Henri: Ya.

1220

1221 Lesley: ....and then you went....

1222

1223 Henri: In front of them.



1224
1225

1226

1227
1228
1229
1230
1231
1232
1233
1234
1235
1236
1237
1238
1239
1240
1241
1242
1243
1244
1245
1246
1247
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Lesley: ....in froni of them horizontally....

Henri: That's right

Lesley: ....now when you got them to do the skill how did they do the ;kill.
Henri: They did the skill from the back wall....

Lesley: The' back wall....

Henri: ....diégonally up to the shallow end,

Lesley: ....diagonally?

Henri: Ya, towards the surface.
Lesley: So, can you think of, when you did the demonstration, ..... if you were
the student what would you'd be seeing....? '

Henri: Ya, that that is | think a bit confusing however, um....I would think that they
should be able to understand the other parts of the skill, how my hands up, how
my inflator is posmoned ah I'm exhaling and all of them did other than the hand
positioning did seem to understand the exhaling and the kicking.

(S5, CW3/4, V2, A 4A4B, TL 1211-1247)

Henri concluded from his direct experience of teaching the controlled emergency
swimming ascent that: ’

1378
1379

1380

1381
1382

Henri: Um, well one thing that | will never do again and this is not the only time
but the ESA | can not ever be in the position where I'm rushed to do the skill um,
and if I, if | could go back and do this again | wouldn't have done the ESA that
night, | would have done it the first skill the next night. And taken more time and
not been so rushed and that is something new that I've leamed in positioning, |



The Nature of Teacher Reflective Practice 115

1383. would position the class totally different and go back to what I've always done
1384 and that's a fin pivot |

(S5, CW3/4, V2, A 4A4B, TL 1378-1384)

(ESA is an.acronym for emergency swimming ascent)

The fifth element in the nature of Henri's reflection is one of environmental -
context. Henri commented on five different occasions about how the experiences in the
confined water environment related to and prepared the student for the open water
~environment. The following excerpt was typical of Henri’s comments about skills in the
co_nﬂned water‘emulating the real world experience:

860 Henri: Ya, their scuba equipment They've done a giant stride we've set the float,
861 in the deep end and then they have to descend in buddy pairs down the line

862 emphéSizing that they needed to hang onto the line but they didn't all, do that.
863 '

864 Lesley: Is this a useful.

865

866 Henri: Well it's, it's ah, it's time consuming, taking two down the fine at a time but
867 it's, that is the way we descend with them the first time in the ocean so | think you
868 need to introduce it to them in the pool at some point.

(S5, CW3/4, V2, A 4A4B, TL 860-868)

Henri identified eight incidences of student difficulties, an element that was also
identified in the classroom environment. Student difficulties consisted of problems
students had experienced in the direct experience and were difficulties which Henri had
been unable to prevent. These instances were more perplexing for Henri in the confined
water environment and he identified four times as many student difficuities in the pool
setting than in the classroom. Henr commented about Frank’s problem with balance:

250 Henri: Is that Frank on the end there? He seems to be frailing a little bit trying to
251 get himself positioned on the, on the bottom properly. On the top we'd |
252 mentioned deflating the BCD before we go down on one knee or two knees and
253 often students, the first few pool sessions and even the first couple of ocean
254 dives have trouble positioning their inflator properly and he may not have gotten
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255 all the air out of his BCD.
(83, CW1/2, V2, A 4A, TL 250-255) .
(BCD is an acronym for bouyancy contro! device)

The seven'th significant incident emerged, as it did in the classroom environment,
as reflection about several events in which body language was identified as the common
factor. As would be expected Henri reflected upon more incidences (seven) of body
language in the confined water setting as he discussed his use of body language as a
teaching tool:

314 Henri: You know, when |, when | look at them um....one thing | try and do under
315 water is make sure that anything | do is I'm emphasizing that I'm very relaxed

316 and, and slow and, and I'm very calm, my movements are not | try not to make
317 fast jerky movements because diving is, you're supposed to be calm, cool, collected
318 and relaxed at all times and you know you enjoy your diving more. So | try and
319 do that and, and look and | do try and look at them like my eyes in a nice relaxed -
321 example if the student's having troubles one thing that I'll do is they're, they're

322 just moving too fast they, they're getting a little anxious, I'll get them to Stop and |
323 ook at them right in the eye and | sort of close my eyes a little, little bit ‘sbrt of

324 fiutter my eyes like I'm 'sort of really relaxed and | use my hand to sort of simulate
325 slow inhalations and exhalations. So....

(S3, CW1/2, V2, A 4A, TL 314-325)

Henri not only talked about his own body language as a teacher but identified the
~relevance of the students’ body language as he targeted their body Ianguage as
indicators to him of student comfort or lack thereof underwater:

2204 Henri: Ya, there when | look at a student, is, is their movement in the water, thelr
2205 eye language, their gestures and that tells me how comfortable they are and
2206 when they're having problems, like, | can tell by looking into someone's eyes or
2207 how they move and it was a good example was Frank how he was having

2208 troubles doing up a simple buckle. So that really...

(87, CW5/6, V2, A 4B5A, TL 2204-2208)
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The eighth element identified, presented the issue of time constraints which was
selected for reflection on five different occasions - the same number of incidences were
noted in the classroom environment. Generally, the incidents of time constraints,
identified in the pool, were indicative of lack of time. In this environment, the element of
time determines what can and can not be pursued, how many repetitions of a skill can
be accomplished, and the cost of renting the pool facility. Henri remarked:

1104 Henri: If | did that in the ocean | would ah, | would shoot myself, which, it's not in
1105 the ocean. You should treat the pool environment the same because that's what
1106 you're preparing for but there may be times where again, it's this time thing and
1107 inthe ocean | have all the time | want but in the pool, 1, I've got to be out of there
1108 by nine so | might cut the odd corner, nothing that would in my mind would put a
1109 student in, in jeopardy.

(S5, CW3/4, A 4A4B, TL 1104-1109)

Cumiculum knowledge was identified as a significant concem by Henri’s recall
comments. An understanding of the criteria for judging the adequacy or inadequacy of a
students’ performance is important for the sport diving instructor. There were three
incidents of relevance, half the number that were identified in the classroom
environment, to which Henri atterided. He talked about what constituted a successful
performance: |

478 Henri: I'm shaking his hand acknowledging that he has completed the skill, he's
479 doneit. As long as, as far as | understand the **** system, that as long as they
480 complete the skill for you, they do the skill, it doesn't matter how good itis as
481 long as it's done, you can acknowledge that and then get an assistant to come
482 around for remedial practice with the student. If they screw up and you don't feel
483 it's done properly you need to get them to re-do it.

(S3, CW1/2, V2, A 4A, TL 478-483)

(****used to protect the anonymity of the certifying agency)

Getting to know the students was identified as another significant incidence for
Henri. This element was not as salient as in the classroom environment probably due to
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the fact Henri already knew the students. There were two instances of getting to know

the students which Henri chose to highlight:

" 788 Henri: Ya, what | try and do in the change room is not, I've now, I've now spent a,
789 fair amount of time talking and so now in the change room .l try and let them talk
790 alotand, and ésk me questions about diving and listen to what they're talking

791 about and just sort of getan idea of how they felt the first mght went and...

(SS CW1/2,V2, A 4A, TL 788-791)

Five incidences of instructor sens)’tiVity occasions where Henri erﬁpathized with
the students’ frustration or nervousness were identified. Henri talked about how he used
‘touch’ to help students calm down:

2169 Henri: .....One thing (

2170 that I've done for students that are having troubles with.a skill and ah, you know
2171 they'Ve three or four attempts and they just can't do it and they're really freaked
2172 outis I'l actually put my hand on their shoulder and | have actually patted them
2173 on the shouldera couple of times during the skill. Um.ﬂ.and that's worked for me
2174 in the ocean with mask removal and replacement is having my hand there.

2175 Um...you know.... [laughter] ... you've got to be careful with this obviously with
2176 some guys that they don't think I'm queer or anything but it does work.

(87, CW5/6, V2, A 4B5A, TL 2169-2176)

Another significant incident, regarding instructor sensitivity, was evidenced by Henri's -

keen sense in identifying that some students were uncomfortable with performing some

skills due to hygiene issues. Consequently, he changed the top side demonstration and

‘student practice of both the alternate air source and the buddy breathing skills. In this
passage Henri shows his sensitivity to socially acceptable behavior:

969 Henri: ....shoulders, ya, ya. So now we're on the um alternate air source skill.

970 So I'm using another instructor and we're um, demonstrating it on the sufface first
‘971 .of all. And then we will demo it under wéter. It's funny, when | first started |

972 teaching, we had students do dry runs of this skill on the surface and ah, you

973 know, in ‘buddy breathing and, and it wasn't until like a couple of years ago where




The Nature of Teacher Reflective Practice 119

974 we realized at our store here, that perhaps when we're on the surface, in the
975 interest of the students, we should be dipping that regulator in the water um, it's
976 you know, it might bother, well it would both me, it probably would bother
977 students putting in ah, someone else's mouth piece like that.

978

979 Lesley: You mean when you were demonstrating an out-of-air situation....
980

981 Henri: Ya, on the surface.

982

983 Lesley: ....you're going.... right, to a, a, mouth a regulator mouth piece when
984 another person had just had it in their mouth....

985

986 Henri: Ya, exactly.

987

988 Lesley: .... without putting itin....?
989

990 Henri: Exactly, but now we, in the last few years we, we always make sure we
991 dip it in the water first. So now we're demonstrating the skill under water. I'm just
992 telling the students who will be the person who is out-of-air and make sure they
993 understand that.

(S5, CW3/4, V2, A 4A4B, TL 969-993)

The element of self criticism, was identified in eleven incidents in which Henri had
made general remarks about how he could have done a better job of something. In one
such incident, Henri criticized his inadequate demonstration of the no mask breathing
skill and he commented on his error of not identifying an equipment problem:

765 Henri: ...there were two mistakes that | see
766 that | made and that was demonstrating a skill there exhaling out of the, the nose

767 and that and not knowing, seeing a student's snorkel, | mean, they're, they’re not
768 bad mistakes but those could have been done a little bit better.
(S3, CW1/2, V2, A 4A, TL 765-768)
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There were other incidents in which he was most critical of his performance. In the
following example Henri stated that he just forgot:

554 Henri: | remember one with this class | went

555 through this I, | think | went through the partial mask flood and the first time we
556 put water into the mask and | did not ask anyone if they were wearing contacts, |
557 remember that from this class. That is something | always do and, and it's

558 important because if someone's wearing contacts, they've, they open their eyes
559 with that water in there their contacts are gone so it's something that | missed
560 that | shouldn't have.

(S3, CW1/2, A 4A, TL 554-560)

There were other comments of self criticism regarding his positioning underwater. He
noted that he was out of position and hence should have taken the time to reposition
himself before allowing the students to continue to demonstrate the skill of buddy
breathing:

1056 Henri: Um...ok, so he, Frank put his regulator into Ken's mouth....ya, you

1057 see.... that didn't, that, that wasn't right, | should have tumed them around like |
1058 do in the ocean there because also | couldn't, | had to reach over Ken to grab his’
1059 regulator. Again, it's probably one of the things in the pool | just got a little lazy in
1060 the interest of time.

(S5, CW3/4, V2, A 4A4B, TL 1056-1060)

The thirteenth element of Henri’s reflective process was identified as a lack of
control. Henri identified three instances where he had made a mistake in his positioning
underwater reducing his control and thus exposing the students to unnecessary risk:

1141 Henri; .. so _

1142 now we're in the deep end and we're doing the same skill except this time we're
1142 making an ascent. Again, I'm on the wrong side.

(S5, CW3/4, V2, A 4A4B, TL 1141-1142)
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Student confusion, was the label applied to three situations in which students
were totally confused about that which was expected of them. Henri talked about the
student confusion involved in the altemate air source skill. The certifying agency leaves
it to the discretion of each instructor to choose and teach a method of aitemate air
source breathing that is compatible with the diving setting, the diving equipment
available and the learmers. Henri was in a situation in which he needed to teach two
different sequences of the skill. He commented:

1126 Henri: Ya, um.... [lag in tape] So he's just, with the octopus really, you can grab
1127 it, put it in your mouth and then signal but ...he instead tapped me on the shoulder
1128 signaled and then grabbed it. No one else did that but he may have been a

1129 little confused between the two different methods because they are different.

(S5, CW3/4, V2, A 4A4B, TL 1126-1129)

On another occasion, Henri reflected upon the student confusion and frustration that
resulted from not understanding the value of performing a required skill:

1397 Henri: Ah.... | can say that | think Frank was frustrated and Richard, Frank and
1398 Richard were frustrated. And Richard was frustrated because Richard asked if we
1399 could take him to the pool one on one, and with Richard it was the fin pivots. He
1400 was totally confused about the fin pivots. He didn't understand why we do them
1401 and ah, | mean, he was able to do it, he had major problems with the orally

1402 inflating one but....

(S5, CW3/4, V2, A 4A4B, TL 1397-1402)

The fifteenth element to emerge from Henri’s reflection was context knowledge.
This is the knowledge an instructor considers when deciding upon the choice of a
particular technique for a demonstration of a skill. Henri used his context knowledge in
the selection of a technique of weight belt removal and replacement which was
satisfactory for use while kneeling on the bottom of the pool as well as satisfactory for

remaining at the surface. This technique was adopted by Henri because it was also a
technique he had tried and had found to be successful in the open water environment.
Henri explained:
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1888 Henri: This is why | demo this skiil this way under water too because | like to do
1889 them, do it the same way under water as | do it on the surface, like....
(87, CW5/6, V2, A 4B5A, TL 1888-1889)

Henri did. not reflect upon the sixteenth element, content knowledge, in the
confined water environment as often as he did in the classroom environment probably
because he was fluent with the objectives and values and was capable of demonstrating
all the skills to be taught in the sport diving curriculum. When asked about a particular
skill Henri was quick to reply:

1194 Lesley: And what should happen at the end of the skill?

1195

1196 Henri: They should orally inflate their BCD at the end of the skill.
(S5, CwW3/4, V2, A 4A4B, TL 1194-1196)

(BCD is an acronym for bouyancy compensator devise)

Henri is committed to the cumiculum as he acknowledged both in the classroom
environment and again in the confined water setting, that he is quite comfortable with
incorporating curricular changes, even though he may not completely understand the
reasoning behind them:

1756 Henri: Um ... | thought about it but never stewed on it, just probably said "well
1757 **** knows best, you know, they pay people quite a bit of money to think about
1758 that ..... [laughter]....

(S7, CW5/6, A 4B5A, TL 1756-1758)

(****used to protect the anonymity of the certifying agency)

Henri acknowledged some sloppiness in the confined water on his part which
was labeled instructor laziness which consisted of not attending adequately to how skills
were taught. Henri remarked that how things are accomplished in the confined water
determines how things will be realized in the open water environment;

2212 Henri: One thing that ah, I've just thought about that, you know, perhaps after a
2213 few years of teaching maybe I've gotten a little bit sloppy in the pool because of,
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2214 it's, how to explain this. Like, I've got to remember that what you teach them in
2215 the pool is going to, that's how they're going to do it in the ocean and ah, you
2216 know, you've got to be careful because although the chances are so slim that
2217 something could go wrong in the pool that could relate to what happens in the
2218 ocean and | have always understood that but maybe have gotten a little bit
2219 sloppy about that, | could, I've noticed.

(S7, CW5/6, V2, A 4B5A, TL 2212-2219)

The researcher identified frustration with teaching as the nineteenth element
resulting - from Henri's stimulated recall sessions in which he reflected upon six
instances. He had difficulty understanding why some students were able to demonstrate
their proficiency in some skills and not in others and was frustrated as he searched for
other ways of presenting the skills. An example of Henri's frustration with teaching, once
again, centered around the controlled emergency swimming ascent (ESA). He was
perplexed that Frank still had problems with understanding the application of this skill:

1412 Henri: Ah... well, it's, it definitely bothers you, | mean, it's, you want them to be
1413 happy all the time, right, and having a good time. | think they may have been
1414 having a good time but it's, it make's you think about what could have been done
1415 better and what do | need to do for these students,

1416

1417 Lesley: Ah, when you notice that um, they were frustrated were you able to talk
1418 to them that night or talk to them before the next night or.... ?

1419

1420 Henri: | was able to | talk to Richard extensively on the phone and ah, Frank,
1421 no, | don't think I. | don't think | was able to give him any time.

(S5, CW3/4, V2, A 4A4B, TL 1412-1421)

Another frustration with teaching in the pool was associated with the students’
inadequate implementation of buddy system procedures. The classroom procedure
overlooked the buddy system and as a result the students had not considered it
necessary to work with and rely on a buddy when donning their equipment:

1444 Henri: One thing that | find frustrating teaching diving is
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1445 that you, you, you ah, tell them the importance of, and guys are worse at this in
1446 my experience, that using a buddy to put your gear on and you show them a
1447 technique and you tell them that you know this is the best technique that that this
1448 is what works best, we've tried so many different methods and you know putting
1449 on the fins and they just don't, they seem to tune you out like. |

1450

1451 Lesley: Was there a lot of mention on a specific way of putting your gear

1452 together and on before you entered the water?

1453

1454 Henri: Yes.

1455

1456 Lesley: Was it demonstrated?

1457

1458 Henri: Yes, it was demonstrated. Shirley and Cynthia demonstrated it um,

1459 we demonstrated it the night before.

1460

1461 Lesley: Because it, it does seem like everybody’s got their own routine here.
1462

1463 Henri: Ya, and even by the time we got to the ocean we still had to remind them
1464 that, you know,.they need to be, théy need to pick up all of their fins and, and one
1465 buddy holds onto the three fins while the other puts one fin on using the, you
1466 know, the leg cross method and, and ah, you know, | can remember even my last
1467 ocean dive someone coming in and taking the, gear off by themselves, taking
1468 their fins off by themseives.

(S7, CW5/6, V2, A 4B5A, TL 1445-1468)

The twentieth significant element identified was Henn s concemn to help students
when they were consumed in problematic situations. In conflict resolution Henri used
different methods of encouraging the students to rethink what they were trying to
accomplish. In the following excerpt Henri showed Frank an altemate method of
removing and replacing the weight belt while stationary on the bottom of the pool.
Interestingly enough, Frank found this method easier than the original method
demonstrated to the class. Henri commented on Franks weight belt removal skill:
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1806 Henri: Ya. | had problems with Frank on this one. Um.... on, everyone else was
1807 fine. | don't know if maybe he has a problem he just couldn't get his legs out in
1808 front of him. He couldn't sit on the bottom of the pool, he had just watched three
1809 people do it. Um....at that point | just demonstrated another method. The easier
1810 method. | don't ah, keep |, |, with the weight belt re and re |, | practiced a couple
1811 of methods in the ocean, in our environment with a 30 pound belt and used the
1812 one | think is easiest. But clearly here Frank found another method easier in the
1813 pool again, "as long as you get the damn thing on that's all that matters”. He has
1814 to be able to take the belt off and but it on and that's what he did, but ah, .... | like
1815 toah....

(87, CW5/8, V2, A 4B5A, TL 1806-1815)

Henri described how he tried to help Frank overcome his difficulty with the controlled
emergency swimming ascent skill:

1184 Henri: What | did is put my regulator to his ear and, and took a breath and made
1185 the ahhh sound so that he could hear what | was doing there. And then | asked
1186 him to watch, | think I'm with Todd here. | always think that if, if the instructor
1187 demos it and, and you're, you know, you're the last student to do it that you
1188 should see what every, you should be able to watch everyone.

(S5, CW3r4, v2, A 4A4B, TL 1184-1188)

The final significant element identified by Henri was the use of the video tape as
a valuable learning tool. He specifically referenced how the video taping of his teaching,
within the three different teaching environments, had added to his understanding of his
practice. He stated:

2246 Henri: I've never watched myself teach before, I've never watched myseif teach.
2247

2248 Lesley: Now, what if |, what if | just kind of said "well ok, Henri | want to sit down
2249 and talk about how you did this skill, and | think you should probably do it this
2250 way because it would simulate more like the ocean”, that would probably not be
2251 as enhancing as a learning tool than seeing yourself actually doing it?
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2253 Henri: No way, ya. Absolutely not. This is the best Iearhing tool. 1 think.
(S7, CW5/6, V2, A 4B5A, TL 2246-2253)

126

The nature of teacher reflection_in the confined water (pool) environment has been

ilustrated through twenty-one significant elements or events.

The use of pertinent

trahscn'pt excerpts, from Henri's reconstruction of his confined water practice, allowed a

detailed examination of the common features and the characteristics of the incidents

chosen for recall. Table 5 provides a summary of the frequency of occurrence, for the |

elements and events reflected upon by Henri, for the second level analysis.

Table 5. Reflection in the confined water (pool) environment: frequency of significant

" elements and events.

|Element and/or event | iFEequency of Element and/or event | |Frequency of
‘ ~occurrence - occurrence
- 1. instructor control 11 12. self criticism 11
2. teaching strategies 7 13. lack of control 3
3. trust relationship 4 14. student confusion 2
4. teacher difficulties 13 | 15. context knowledge 2
5. environmental context 5 16. content knowledge 2
v- 6. student difficulties 8 17. commitment to the curriculum 1
7. body language 7 18. instructor laziness 1
8. time constraints 5 19. frustration with teaching 6
9. curriculum knowledge 3 20. conflict resolution 4
" 10. getting to know the 2 21. video as a valuable teaching
students tool 1
11. instructor sensitivity | 5
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Factors and dispositions influenéing reflective activities

This section of the chapter presents the third level analysis, that is, where the
compilation of the individual features and characteristics involved in the identification of
the nature of teacher reflection in the second level analysis, w'e_-'re. re-analyzed and
grouped into Iérger categories according to the like features and characteristics which
became evident. From these groupings the factors or dispositions, that is, thé cbmmon
significant factors found within the elements of the teacher's practice which were
conjectured to underlie the reflective activities were identified.

Eight groupings or categories of teacher reflection were identified during the
analysis. Each category has an assigned descriptor which influenced the teacher’s
reflective processes as he reconstructed his experiénCes in the confined water (pool) -
environment via the stimulated recall sessions. These groupings or categories are
presented here and in Figure 13, p. 130. Secondly, close examination of these
categories facilitated the identification of the factors or dispositions which influenced
teacher reflection of each category’s common features and characteristics. It was found,
that within- each group, the influencing factor or disposition was of a personal and
emotional nature.

The researcher included in the first cluster, the reflective- elements of ‘instructor
‘control’ and ‘instructor sensitivity’. The instructor reflection which produced this category
was influenced by Henri’s need for control. The confined water (pool) environment is the
first opportunity for students to experience breathing undeMater. The unfamiliarity of the
cumbersome equipment coupled with the new feeling of weightléssness may- place
students in awkward positions and potentially déngerous situations which are prevented
by the prudent use of various instructor control measures.

The second grouping was comprised of the reflective elements of ‘gefting to
know the students’ and ‘trust relationship’. The reflection which resulted: in this category
was influenced by Henri's desire to comfort. As evidenced in the classroom
-environment, Henri-believed the development of the cognitive and’ emotional domains of

students is fundamental to attaining optimum physical performance and therefore, tried
to encourage students to feel at home in a new undertaking. In doing so, he was
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sensitive to the students clumsiness in the water and he attempted to reduce student
anxiety by making sure that the students knew he was there for them.

The third grouping of reflective elements consisted of ‘student confusion’, ‘lack of
control’, ‘instructor laziness’, and ‘time constraints’. The reflection in this category was
influenced by Henri’'s dismay at finding himself not up to speed. For the most part,
student confusion is generated by instructor miscommunication and having viewed the
videos of the pool sessions Henri was amazed at the number of times he found himsélf
either out of position, not communicating effectively underwater and/or cutting comers.

| The fourth grouping consisted of the reflective elements of ‘self criticism’ and
‘teacher difficulﬁes’. The reflection in this category was inﬂueni:ed’by Henri’s intemai
dissonance resulting from his non or incorrect action and his- beliefs and understandings.
Consistent with reflections in the classroom envirdnment, this grouping focused upon
Henri’s problems within his practice which caused him perplexity and intemal turmoil as
he was aware of the actions and 'underst'andings which characterize appropriate
teaching practice in the pool, yet he fell short of this goal and hence, fell short of his -
beliefs of effective confined water teaching practices.

The next grouping consistéd of two elements identified in the second’ level of
analysis. They were frustration with teaching ’ and frustration with curriculum’. Henri's
reflection in this category was influenced by his frustration at not possessing the
necessary instructional materials and/or skills. Confined water sessions run smoothly
when instructors can effectively demonstrate underwater, without the help of verbal
communication, the required exercises in such a manner that the students are. totally
aware of what is expected of them. Henri was frustrated by his inability to demonstrate
satisfaétorily, (underwater control and a clear taxonomic break down of SKills)- some of
the required skills. Henri felt he had the diving skill and experience but lacked the
methodo[ogy of presenting the skill in:a fashion that was easily understood- and easily
replicated correctly by the student. '

The sixth grouping of reflective elements included the elements of ‘commitment
to curriculum?’, ‘curriculum knowledge’, ‘content knowledge’ and ‘context knowledge’.
The reflection in this category was influenced by Henri's knowledge of teaching which
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was found to have typical components of the repertoire of all professionals regardless of
interest area. o

The reflective elements of ‘student difficulties’ and ‘conflict resolution’ comprised
the seventh category. The reflection in this category was influenced by Henri’s ability to
deal with surprise. The confined water setting is the environment which bridges the
theory of the classroom to the practical 'application of diving skills within the environment
one wishes to dive and as such, is a ‘place’ where instructors encounter unbelievable
student performance. Unbelievable, in that, students perform skills in such a way that
one. can not describe. Regardless of how much control the instructor exercises and
regardless of how well demonstrations are provided, students aIWéys have to try it ‘their
way’. Therefore, the ability to deal with surprise, that is, make prudent decisions and

~ judgements quickly, is a fundamental critical attribute of an instructor.

The eighth. grouping of reflective elements included the four elements of ‘video as
a learning tool’, ‘environmental context’, ‘teaching strategies’, and ‘body language’. The
reflection in this category was influenced by Henri’s affirmative pedagogy. These
elements consisted of positive teaching components within his practice which highlighted
his ability to effectively and safely teach the confined water (pool) sessions.
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Figure 13. 'Reflection in the confined water (pool) énvironment: factors and dispositions influencing

reflective activity.
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Dominant themes _ _

This section of the chapter reports the fourth and final level analysis which
extended the third level by identifying the dominant trends and themes of the teacher’s
reflection in his reconstruction. of experiences in the confined water (pool) environment
via the stimulated recall sessions. The elements and events identified in the second
level analysis, and the categories found in the third ’I_evel' analysis, in conjunction with
their accompanying reflective underlying element, were analyzed to reveal five dominant
trends and or themes which identiﬁ'ed the focus of the teacher’s reflection in the confined -
water (pool) environment. These dorhinant trends and or themes are sumfnan'zed in
Figure 14, p. 133:

The first theme identified by the researcher was control. Included under this
theme were the factors of ‘instructor control’ and ‘instructor sensitivity’. This issue of -
control was stressed in each of the transcript excerpts pertaining to these two elements.
The confined water environment is the first opportunity for students to breath underwater
and to experience weightlessness and in doing sd, they generally find themselves
holding their breath and very clumsy in their attempts to maneuver through the water.
The instructor is sensitive: to the students’ awkwardness and through measures of
control he afforded students, from the first pool experience, the physical and emotional
support needed to control their bodies which helped them to develop, to a certain extent,
an awareness of their equipment location and function. |

The second dominant theme throughout the teacher’s reflection of his confined
water practice was the issue of trust. This theme included the two factors of ‘trust
relationship’ and ‘getting to know the student’. Henri nurtured a trusting relationship
between he and his students initially in the classroom and bolstered the relationship in
the pool setting by demonstrating to' his students his grace and expertise of moving
through the water. The students’ uncertainty of whether the equipment would provide
enough air underwater, their clumsy use of the equipment, the difficulty they had in
communicating -with hand signals and body gestures underwater, the newness of the

sounds while breathing from the regulator and the sense of struggling through the water,
all factored together to cause the students to become unsure of their ability. Henri
needed to‘have a deep understanding of each students’ idiosyncrasies in order that he
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help compensate for their discomfort and tumn the difficulties into an enjoyable learning
experience.

Thirdly, the. researcher organized the factors of ‘conflict resolution’, ‘student -
difficulties’, “self criticism’, and ‘teacher difficulties’ under the theme of learning from
one’s practice. The excerpts, from which this theme was derived, reported the
difficulties Henri had with his teaching practice in the pool setting and in each case he
framed the problem through the process of problem setting, reframed the problem,
applied the perceived response and evaluated the consequences. This intemal dialogue
aided Henri in leaming from his practice.

The_ fourth dominant theme throughout the teacher's reflection of his confined
water setting was the challenges to one’s practice. This theme included factors such as
‘instructor laziness’, ‘student confusion’, ‘lack of control’, ‘time constraints’, ‘frustration
with teaching’, and ‘frustration with the -curriculum’. Each of these elements caused
Aconﬂict'and' frustration for Henri and it was not until he viewed the video was he 'able to
accept that some of these conflicts were his own doing.

v The fifth and' final dominant theme, identified by the research from Henri's
reflective action, was that of understanding one’s practice. This trend in Henri's
reflective’ process included factors such as ‘commitment to curriculum’, ‘curriculum
knowledge’, ‘content knowledge’, ‘context knowledge’, ‘video as a leaming tool,
‘environmental context’, ‘teaching strategies’, and ‘body language’. This grouping of
elements highlight the positive components from which Henri draws his strength in
teaching in the confined water (pool) envi"ronment‘.
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Figure 14. Reflection in the confined water (pool) environment: dominant themes.
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lit. Summary

The data transformation was accomplished through four levels of analysis.
Initially, the first level of analysis involved the verbatim transcription of the stimulated
recall audio tapes. The second level of the analysis grouped and categorized, according
to the frequency of occurmrences, the common features and the characteristics of the
- incidents chosen for recall. This procedure permitted an analysis which resulted in the
identification of twenty-one signiﬁr:ant elements or events of teacher reflection. The
nature of these significant elements or events, upon which the teacher chose to reflect
as he reconstructed his experiences in the confined water (pool) environment via the
stimulated recall- sessions, has been presented. The elements and events have been
operatronally, defined and transcript excerpts have been: presented in an attempt to
- unfold the evidence supporting the researcher's analysis. This component of the
| analysis determmed the meaningfulness of these incidents and elements as the sport:
diving practrtloner proceeded with his framing and reframmg -of the issues encountered
in the confined water (pool) settrng

The third level of anelysis* resulted in the identification of eight groupings or
categories of teacher reflection with each category based upon an underlying -driving
factor or disposition which influenced the teachers reflective processes as he
reconstructed his eXperiences. Tne factors or dispositions which were cohjectdr_ed to
underlie the reflective ‘ectivities, were associated with factors of a personal and emotional
nature.

. The final level of analysis extended the previous IevAels} by identifying five -
dominant themes_‘ that emerged from the process of framing and reframing in which the .
“practitioner engaged as he reflected upon issues of control, equipment concems,
problems, safety, etc., encountered in the confined water.(peol) environment.
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CHAPTER 6

- Reflection as Reconstructing Experience in
The Open Water (Ocean) Environment

The structure of chapter six is identical to that of the previous two éhapters.
Initially, the data collected in the open water (ocean) environment, in terms of the nature
of teacher reflection, were grouped and categorized according to the frequency of
occurrence, the common features and characteristics of the incidents chosen for recall’
by the teacher. The common features and the characteristics reported wére examined
in detail through the use of pertinent excerpts from the transcript of the stimulated recall -
sessions. Secondly, the chapter describes the synthesis of the individual features and
characteristics involved'in the identification of the nature of teacher reflection into larger
more global categories. These categories were derived through the grouping of the
second level analyses into like features and characteristics and' provided an account of
the possible factors or dispositions which seem to have led the teacher to ehgage in the

type of reflective activities. identified in level two. Thirdly, the chapter identifies the

critical factors upon which sport diving practitioners reflected. The fourth level analysis
extended that of the previous level to identify the dominant trends and themes of the
teacher’s reflection. Finally, this chapter includes summary tables and ﬁgures outlining
the salient points resulting from the four levels of analysis.

‘1. Introduction

Chapter six is focused upon the open water (ocean) environment
experiences. Four open water (ocean) dives were conducted over two days completing

| the beginner sport diving course and resulting in, for successful candidates, student

certification. The procedure for the open water sessions followed a set patter:.

Before entering the water, the teacher briefed the students on land regarding the
skills. they were to perform. This. briefing included the objectives and the value
~ statements for the skills, a brief review of the skills and how they were to be conducted
underwater, key points. and problem. solving procedures énd'ﬂnally; the: hand si‘gnals
necessary for conducting a smooth, safe session underwater. The context of the open
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water (ocean) environment required the teacher to brief and debrief all the skills to be
conducted on one dive in an integrated manner (see Figure 6, p. 54).

The students performed the skills for the teacher in approximately twenty feet of
water and the teacher addressed any problems evidenced by the students. Once each
student had performed the skills adequately, the group completed the tour portion of the
dive. On retuming to shore the teacher debriefed the students summarizing the
difficuities which had been encountered, offered suggestions of how to prevent these
difficulties from reoccurring, reviewed the objectives and values of the skills and
encouraged the students in a positive manner. Each open water session concluded with
the logging of the dive in.the students’ log book.

ll. Analysis of reflection in the open water (ocean) environment

Transcription |

The data transformation proceeded through the same level of anélysis' outlined in
chapters. four and five. Level one consisted of the preparation of the transcript of the
four stimulated recall sessions.

Significant elements or events ,

The second level analysis was conducted and twenty significant elements or
events of teacher reflection were identified. The nature of these significant elements or
events, in which the teacher chose to reflect upon as he reconstructed his experiences
in the open water (ocean) environment via the stimulated recall se_sSions,- are presented
here along withan accomp.anying' operational definition, transcript excerpts as evidence
and a tally of the frequency in which the teacher reflected upon thése aspects of his'
practice. Once a recurring element and/or event was identified by the researcher it was
named and each similar element and/or event thereafter became evidenbe of the
frequency of its occurrence. Figure 15, p. 137, provides an overview of the second level
analysis of the open water environment. (An ellipse in the transcript excerpts indicates a

slight pause, not an omission).
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Figure 15. Reflection in the open water (ocean) environment: sngnlflcant elements and
events.
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The first significant element resulting from Henri’s reflective processes regarding
his practié.e highlighted student confusion. Student confusion, instance's in which
students were totally confused about what was expected of them, were identified by
Henri on four different occasions. Henri discussed how confused Frank Was on the-first
day of diving. Frank, the weakest student in the group, had caused himself to be
‘stressed out’. He had placed a lot of pressure on himself to complete the course with:
his group even though a few more confined water sessions would probably have made
things a little easier for-him. He was so determined to accomplish his goals that he
really wasn’t thinking clearly and locked his keys in his car. Henri remarked:

25 Henri: Frank is ah, it just, it wasn't, it was the worst thing that could have

26 happened to a student like him. Locking his keys in the car that day, | mean, that
27 just started the day off stressed for something that he, he didn't need thét; You ‘
28 know, | mean, he had, he was probably one of the weaker students of the course
29 and that did not help.

(S8, OW1, V3, A 5A, TL 25-29)

Henri also commented about the confusion Frank had in understanding what was
expected of him underwater. Henri highlighted' Frank’s confusion, on the first dive,
regarding the correct use of the bouyancy compensator device’s inflate and deflate
buttons: |

295 Henri: He didn't seem to understandi what | was trying to téll him. 1 had to tell
296 him on-shore after that dive what | was doing there, why | was doing that.
297 .

298 Lesley: And you showed it to him twice.

299

300 Henri: Ya. [lag in tape]
301

302 Lesley: Oh, three times.
303

304 Henri: Ya.

(S8, OW1, V3, A 5A, TL 295-304)
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Once again, getting to know your students, was a prominent element. Henri
focused upon this elemeni in both the classroom and confined water environment. -On
three different occasions he explained the importance of kndwing one’s students. Since
Henri had worked with the Same students in the classroom and the confined water
environments he started to recognize a pattem of behavior. He analyzed each student’s
personality in the following excerpt:

358 Henri: Frankseems really

359 focused on my right now and in all the briefings. Brock’s sort of casual and

360 Todd is or Richard seems to be like and in all the briefings sort of like, like "let's
361 just get on with.it" you know. ....[laughter]....It's funny 'cause of, like, they're,
362 they're total, all three of them are the, you know, Brock’s the best student you
363 know, the, the cool collective one. Tom’s on the other end of the scale and

364 Frank’s down the other end.

366 Lesley: Does that tell you how to sort of work with them in the water?

367

368 Henri: Does that? Ya, ya it does help me for sure. I mean, it ah, um, people like
369 Tom you've still got to worry, you, they're not as, how do | explain this?

370 They're....

371 '

372 Lesley: They're not as attentive?

373 _ _

374 Henri: Ya, and | mean, they may all of the sudden decide that, you know, "I don't
375 need you" or something and you've got to watch them too.

(S8, OW1, V3, A 5A, TL 359-375)

The third significant incident of teacher reflection was that of body language. As

in the classroom and confined water environments Henri flagged several events in ‘which

body language was identified as the common factor. Henri reflected upon a similar

number of incidences of body language in the open water environment as he did in the
confined water setting. There were six events in all. Henri dis‘cussed'how the students’
‘body language stood out during his briefing on the surface:
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778 Henri: Ya, ya, | noticed the same....[laughter]....in every briefing they're the same,
779 they, they're all seem to be giving their, their, their typical expressions. We'll see
780 if ah, Frank gives us a little, if he does us the mask re and re on the surface here.
(811, OWS5, V3, A 5A5B, TL 778-780)

Henri commented that from their expressions he received indications of how comfortable
or uncomfortable they were:

69 Lesley: Now do you think Frank is really listening to you here?

70 ‘

71 Henri: Um....well, he's, his facial expressions, he does look a little bit nervous.
72 He's watching me, he's asking me a question now.

(S8, OW1, V3, A 5A, TL 69-72)

Henri explained that body language can be used as an instructional tool in the open
water as it was used in the confined water, however, it was a little more difficult of a task:

437 Henri: Um, with hand signals, eye contact is a little tougher though because of
438 the limited visibility but it still works, you just have-to sometimes get your mask a
439 little closer to their mask and | do, do that.

(S9, OW2, V3, A 5A, TL 437-439)

Henri reflected upon one student’s attempt to mentally rehearse each skill before
having to perform it in the open water environment. Of particular interest to Henri was
Frank’s attempt to physically go through the motions of each skill during the briefings. At
first, Henri didn’t comment on Frank’s top side gestures. After a time Henri realized what
it was Frank was doing and from that point on Henri commented upon student mental
rehearsal on four occasions. Each comment was typical of the following:

494 Lesley: What are you laughing at?

495

496 Henri: No, just Frank's doing every, every little movement of every skill. He's
497 doing it on land, it's good though.

(S10, OW4, A 5A, TL 494-497)
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As noticed by Henri, mental rehearsal was not confined to the briefing stage of the dive,‘
but was also evident in the debriefing as suggested in the following excerpt:

347 Henri: | was just talking about what | was doing with them under there trying to
348 find his air two so he's trying it now on the surface with his left hand.
(S8, OW1, V3, A 5A, TL 347-348)

The fifth. significant element of Henri’s reflective practice accented his instructor
control. As in the confined water enwronment Henri flagged these instances as
sugmﬂcant as he felt that the most important quality an instructor can master in teaching
in the open water setting is control. He chose to reflect upon nine incidences in which, in
most cases, he exercised complete control of the class in the open water. In discussing
the concept of control Henri talked about five different forms of it. - He focused on having
control in a rhanagerial sense in planning the underwater tour portion of the dive:

657 Henri: | was able to, on the second dive and third dive, send Tom with Adam so |
658 had ah, Frank and Brock as a buddy group behind me. Um and | usually

659 position my fins sort of to one side so that they're not'really behind me. | move
660 through the water sort of side ways is what | try and do. So that | can look to my
661 right and see them, or look sometimes, | may have to look between my Iegs to
662 see them. But there's and then | just set up usually do like a circle pattem from
663 our float | sort of went in a circle over to the rocks and then sort of into shore:
(S10, OW4, V3, A 5A, TL 657-663)

As he did in the confined water environment, Henri- commented ~u.pon the physical
contact which was necessary for good control. Henri distinguished between general all
around physical control and specific physical control for différing skills. He commented
- about holding on to the students as a general measure of control: |

423 Lesley: Can you comment about how you are holding your students under

424 water? ‘ |

425 ‘ _

426 Henri: Ah, very similar to the pool just hold onto:t'heir BCD usually with my right

427 hand um ... close to the inflator and then my left hand.... | think it varies actually
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428 that one hand is hanging onto the BCD and the, and the other sometimes near
429 their mask or then moving from their mask to the regulator

(89, OW2, V3, A 5A, TL 423:429)

(BCD is an-acronym for bouyancy compensétor device)

He went on to select some important examplés of skill' specific control in his comments
- about physical control. ‘Ornie example in particular.discussed his control in the hovering
skill: "

200 Lesley: What are you:hol‘ding onto? .
201 |
202 - Henri: Um, their high pressure console. -
203 _
1204 Lesley: Why?
2’05 | o . - . ‘
206 Henri: Ah, if they put too much air in then I've got control of thém | can pull them
207 -down and either they'll deflate or I'll deflate it for them.
(S8, OW1, V3, A 5A, TL 200-207)

Henri selected incidents of using instructor control to calm the students underwater. He
felt that if the students knew the instructor was right there and in total control of a
particular skill, they would feel more c’qnﬁdent i'n.theiAr abilities to: perform the skill. One
such- example- was where Henri pointed: out: that he was helping Frank control the
-amount of water enteﬁng his mask while perf_orming;tr_qe partial mask élear skitl:

98 Henri: .....ya, so'we're just going over the mask re: and re'now and 'm
99 just telling them, telling F rank about how to flood |t slow and that my hand would -
- 100 be above to slow the, the flood down:and...
(S8, OW1, V3, A 5A, TL 98-100)

Henri selected a significant incident to explain control in which he used equipment to '
‘maintain control. -Henri regarded the descent line as a form of instructor -odntrdl. While
engaged in the conduct of the controlled émergency swimming ascent skill, the deéoent ;
line was the only means of controlling the ascent. Henri noted that this skill would be
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potentially dangerous for the student if the skill was not implemented and controlled
correctly by the instructor. The skill required the student to imagine s/he ié out of air,”
take one breath and swim vertiéally, exhaling. through the regulator, continuously to the
surface. In so: donng, the student must remember to exhale the entire ascent to prevent
a’lung expans:on mjury If the student starts to travel too fast . or holds their breath the.
instructor uses the descent line for support in order to stop the ascent. Henri
mmmentgd about his positioning on the line: |

533 Henri: Um, just getting my leg positioned around the line for this ascent, for
534 control, you should have your leg rapped -around the line, you need to have that.
535. It's also um, a training standard‘that you havevyour leg around the line.

537 Lesley: Andwhy?

538 -

539 Henri: So thatatany point you could stop the ascent w1th your leg.

(S10 OW4 V3, A 5A, TL 533-539)

Finally, Henn identified' @ significant element: of instructor control; the use of a certified
‘assastant by talkmg about using his divemaster to help Iook after a student or two while
, he was working with another student: '

214 Henri: Am I T always try and:stay right next to the float, sometimes I'l rap my leg
215 around it in bad conditions or I'l have the student, like Brock right ndw is. '
216 hanging-onto the line and' I'm right next to the line so I won't loose Brock. 1
217 mean, I have a divemaster down there with-me right now but....
218 ' " . |
1219 Lesley: SoAdam....divemaster....
200
221 Henri: Adam:

222 ‘

223 Lesley: ....is sitting with Brock?

224 ' ‘
225 Henri: He's sittihg. with:Brock and on the ﬁrst dive with Tomas well and‘they‘re~
226 right next to the line. Adam is hopefully showing them star fish and maybe a
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227 cucumber or something while I'm doing a skill.
(S8, OW1, V3, A 5A, TL 214-227)

'As in both the classroom and confined: water environments, Henri flagged
teaching strategies as significant incidences in his reflection-on-action process.:
Teaching strategies were techniques used in the-open water environment which helped
to maintain control, review the skills, preparéd the learners to perform the skills, to
identify students underwater, help identify problems: and keep and promote the students
enthusiasm for sport diving. Generally speaking, the teaching strategies were significant
incidents of positive teaching techniques Henri felt he used well in the open water
setting. Henri chose to reflect upon and reconstruct his practice in the open water
environment through- twelve: instances of teachingv Strategies. Henri chose more
teaching strategies in the open water to discuss than in either the classroom or confined
water environments. In the following: transcript excerpt Henri discussed the teaching
strategy he used to maintain control in the skill of mask removal and replacement:

803 Henri: Tom, ya, he's doing a bit of a hover. [lag in tape] So now we're doing the
804 mask re and re. I've aIWays,.for this one, | don't know who taught me it or

805 another.instructor did it. | take my glove off, | just ah, 1 don't know if it distracts
806 the student, it might, they look at it like "why.is he not wearing his giove", but |
807 find it helps me with, to fix their hoods, | just have troubles fixing their hood with
808 my gloveon.

809

810 Lesley: And you do that all year around?'

811

812 Henri: Um....ya.

(S11, OWS5, V3, A 5A5B, TL 797-812)

Henri talked about using the surface and the surface float in practicing dry runs of a skill.
He discussed how this procedure prepared the students for their performance
underwater:

142 Henri: So now we're practicing just a dry run on the surface of the alternate air

143 source stationary. Just sort of a, as last minute.
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(S8, OW1, V3, A BA, TL 142-143)

A strategy Henri indicated was key for him and for Frank, a timid student, was that of
allowing other students to perform the skills first. Hénﬁ commented this strategy allowed
Frank to have a little time to get ready and it provided a good review of what he was
expected to perform next. Henri also remarked how choosing the strong student to go
first developed confidence within the other students. A sort of ‘if he can do it, | can do it
attitude’

169 Henri: Brock. | remember, one thing | did with all the skills is, |, we're down
170 there in twos and on some of them, the first couple of dives any ways, | never
171 had Frank do the skill first. | always had Brock do it.

172

173 Lesley: Why is that?

174

175 Henri: Just with Brock's comfort level and it would give Frank a chance to
176 remember the skill by watching someone else do it.

(S8, OW1, V3, A 5A, TL 169-176)

The limited visibility in the open water provoked Henri to talk about the difficulties of
student identification. He disclosed his teaching strategy for identifying students:

178 Lesley: What do you use to identify your students?

179 A

180 Henri: Mostly masks, um face, their face and the color of their fins, because

181 they're all wearing the same suits and just, also their, the way they move through
182 the water you can sort of tell who's who eventually.

(S8, OW1, V3, A 5A, TL 178-182)

The seventh element in the nature of Henri’s reflection was that of environmental
context. Henri commented on seven different occasions on how the experiences in the
open water environment were different to those in the confined water, due to the
environment itself. These comments focused on the environmental conditions making
things difficult and unforgiving for him and the students. Henri also commented on how
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some of the skille may be perfonhed -differently in»the--ecean than in the pool due to the
conditions end‘ due to the extra. equipment' wom in an effort to keep warm. He was
concerned and di’scussed'»on ‘a few occasions how the context of . the environment
affected the beginner diver's perception of what diving was ‘reelly"‘like. First, an excerpt
regarding how Henri has tightened up on his.control:

207 Henri: Now | didn't do that in the

,268 pool, but again this is, this is »a,differentenvironment, different visibility, like | say.
209 I'mean, he could drift back slightly and | could loose him in, in five foot visibility
210 so..

(S8, OW1, V3, A 5A TL 208-210)

Several significant incidences were highlighted: because - of the bad visibility. This
excerpt_istypical of the comments Henri made regarding the conditions:

501 Henri: | thought it was worse at Whyteclnff than it was at Cates Park. | mean, we
502 may have had five foot visibility at times and we did-go a little blt deeper we went
503 to 45, between 45 and 50 feet on the first dive and it cleared up but it got dark
504 and cold too, colder. The vis looks ok on the camera ..... ,

'505«» .. and on the tours it was awful in places.

~ (S10, ow4. V3, A 5A, TL 501-505)

Henri wondered what the students th-ought, about the sport of diving, when they were

. diving in such limited conditions:

253 Henri: | always wonder in-our environment, what is this domg for the

254 student you know, five foot visibility their first time maybe they're expecting it you

255 know, like a Jacque Cousteau movie with crystal clear water if it's a, if it's a let

. 256 down even though when we talked about this, even though {'ve maybe
257 pre .... foreshadowed that it may not be great conditions.
(S8, OW1, V3, A 5A, TL 253-257)

Henri explained there was a difference between performing the skills in .‘the eenfined'

- water environment and performing them 4i‘n the context of the open water environment:
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885 Henri: In the ....hovering? Well, my, um hovering criteria is that they hover

886 motionless for thirty seconds. | don't care what position, you know. I mean, in
‘ 887 the pool croésing the legs, we do that but ybu know, and it realistically, when

888 you're diving in the ocean that's not how you're going to be positioned. You're

889 going to be positioned with your legs out and your hands sort of over by your side
i 890 so. Um they were able to stay suspended not hitting the bottom and not going up
891 so to me that's adequate hovering.

(511, OWS5, V3, A 5A5B, TL 885-891)

The‘r most significant episode Henri chose to talk about in his reflection process in the
area of environmental context was the incident of loosing his students due to the poor

visibility. This was a devastating incident for Henri as a sport diver and an embarrassing

moment as an instructor. He commented:

- 700 Henri: I'm-sure that they, the thing that they're probably doing is-making sure that
701 they um, | would say the worst thing for them maybe would be to loose the
702 instructor, you knbw, and ah, it happehed in fifteen feet and I'm telling you that

' 703 sometimes in our waters it just happens and you can be as close to them as you
704 possibly can but when some buddy stirs it up and there's no vis you can't see a

- 705 fobt in front of you and you can loose tném. Ybu've got to really be careful of
706 that. | |
(S10, OW4, V3, A 5A, TL 700‘-706) ,

One of the things-Henri identified as a hugé problem for instructors, especially in
the open water environment was, student identification. Henri indicated:

186 Lesley: So you can actually see their faces other than just you know the colors
187 of the mask....
188

189 Henri: Ya.

190 .

191 Lesley: ....and also the history of the pool you'would say....
192
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193 Henri: That helps, ybu can, their movement and balance in the water just the
194 way they look.
(S8, OW1, V3, A 5A, TL 186-194)

The ninth element, identified by the researcher, which Henri chose as significant
- was that of instn)ctor sensitivity. Six instances were flagged by Henri. | As in the
confined water environment, instructor sensitivity were occasions Henri empathized with
the students frustration or nervoushess. The following is a typical excerpt demonstratihg
Henri's feelings for the students:

548 Henri: So this is Frank a’nd‘dropped'down.. Just got him to check his air pressure:
549 just sort of, so he could take a couple of minutes to relax. He's frailling a lot with
550 his arms. Having problems with balance but it wasn't, there may have been a

551 little bit of current, | mean, you can sort of see some scatter moving through the
552 screen butit's nothing significant and he's having more problems than the other
553 «guys with his balance but, | mean, he was in the pool as well so.

(S10, OW4, A 5A, TL 548-553) |

Five instances of student difficulties were highlighted by Henri. As
defined in the classroom and confined water environments, student difficulties were the
problems students had  experienced in the direct experience and were difficulties which
Henri had been unable to prevent. Student difficulties perplexed Henri as much in the
open water environment as in the confined water environment. Henri commented' about
Frank’s problem with locating his air two device:

279 Henri: So now we're doing an altemate air source with Frank and, and ah,

280 Brock.... alot of students when you, in the ocean and even in the pool when

281 they, the skill, when you tell them that you want them to do it"they'lccate their air
282 two first. They make sure that they know where that is when they give their

283 buddy the alternate. Now. Frank had, ........

284 ..., had problems locating his air two and | was trying to convey to him

285 how you just take your left hand:and place: it on your heart and you'll firid your air
286 two. | had a bit of troubles with that.

(S8, OW1, V3, A 5A, TL 279-286)
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Once again, the element of self criticism was a well documented reflective factor.
As in both the classroom and confined water enwronments Henri chose to |dent|fy many
incidents where he had made general remarks about how he could have done a better
job of something. Henri’'s remarks regarding self'crlticism-was least commented upon in-
the open water environment; in ,particular, there were six fcomments_. In one such
incidence Henri remarked about his inadequate identification of an' equipment problem:

387 »_‘Henri:*Tihls is me just reviewing before we go down; the fin pivot orally inflating
388 the BCD. Now we haye problems on this dive with Brock’s mask strap under
389 water and I've just noticed earlier that, that could have been corrected in the pool
-390 because it did happen-once there. | stirred‘up the: bottom a little bit.

391 Itwas on his mask flood that the 'strap just came unthreaded.
(89 OW2 V3 A 5A . TL 387-391)

Once again Henri commented upon his lack of enthusiasm:

- 960' Henri: Um, what

961 else, | felt hindered Sunday because I could have, | was not enthu5|ast|c on the
962 Sunday at all. | didn't want to. be there and you know, it didn't put the- students in
‘963 jeopardy but it may have jeopardlzed their coming back, I don't know, maybe ya.
(S11, OW5 V3 A BA5B, TL 960—963)

The twelfth significant element, ldentlfled by the researcher was Henn s ability to
help students out of their problems In conﬂtct resolution Henri used different methods of
'gettlng the student to rethink what they were tryrng to do in accomphshlng the skill as
easily as possible. As in the confined water envuronment Henri identified four significant
conflict resolution incidents. In the following excerpt Henn tried to- show Frank that he
: needed to kick his feet to successfully complete the controlled emergency swummlng
ascent. Finally, Henri used other measures to help Frank with this skill:

619 - Henri: Um....right now, what was I thrnklng l:hen at that: pomt lwas. trylng to

620 decide what am | gorng to, try this one more time, you know and|, I, got my

- 621 hands to sort of try and simulate my legs with "kick, -kick” and he and 1was trying
622 to decide well maybe | should just take-him to the surface and re-brief, you
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623 : know, explain yet another time. And | think that's what | ended up doing after
624 three attempts. We ah, surfaced.

625 _

626 Lesley: Is that what you're signaling there?

627 _

628 Henri: Ya, just stop and let's go up, ya. So we went up-the line and I explained it
629 to him on the surface, he went down and the, the fourth time he did it satisfactory
630- but it wasn't, it wasn't as smooth as Brock or Tom but he did do the skill. '
(510, OW4, V3, A 5A, TL 619-630)

During the stimulated recall sessions Henri fealized,; via viewing his teaching
practice in the open water setting, that Frank in particular, is physically watking himself
through the skills during the shore briefings of each dive. This is something Henri
commented about with the researcher. 'The researcher identified the thirteen element
video as a leaming tool. As.in the confined water sessions Henri was amazed at what
‘he saw for the first time on video:

481 Henri: that's amazing, Frank, how, |, | never would of

482 thought of that how he's doing that. With every skill his, he's doing it standing
483 there. .

484

485 Lesley: And you hever noticed that before.

486

487 Henri: No, didn't, didn't notice it at the site.

(S10, OW4, V3, A 5A, TL 482-487)

There were instances in which Henri commented about problems students had in
the direct experience which he had missed. The researcher classified these instances ,
as ‘missed student difficulties. As Henri watched Frank attempt to clear his mask he
detected something was. not quite right, but, was unable to identify what the problem
was:

568 Henri: Looks like ah, hejust cah’t seem to clear it out he's not, I don't know if that
569 skirt on his hood would have had anything to do with it, it might-of. It was over
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top of the hood there somehow.
Lesley: Let's just rewind it, ok,
Henri: Ya.
Lesley: ... .there, right there is good.

Henri: Well | don't know if he's putting enough pressure on his mask, ya, and,
and tilting his head back, ya, there you go. '

(S10, OW4, V3, A 5A, TL 568-579).

There were occasions in which Henri reflected upon his ability to ah.ticipate’.

Henri mused about what problems students may have with a particular skill as they were
in the process of performing. The researcher identified this element as feacher
anticipation. Two such instances of teacher anticipation follow. The first instance Henri

discussed Franks attempt to remove and replace his mask:

895
896

898

899
900
901
902
903
904
905

Henri: Um, well again, this is a skill that some students have problems with in the
ocean.
Lesley: The mask removal and replacement.

Henri: Um, the mask removal and replacement And ah; | was sort of anticipating
what Frank may do, how he may react when he takes his mask off, although he's
already flooded his mask and he's done the skill in the pool. He flooded it fairly, )
it, what, it wasn't too fast there, he....got a little bit anxious here putting it back on
but then got control again and he tilted his head a little bit better than he did on
the last dive. He still could tilt it a little bit better.

(S11, OWS5, V3, A 5A5B, TL 895-905)

Another example of teacher anticipation occurred when Henri- was getting ready for
Frank to perform the controlled emergency swimming ascent:

590

Lesley: What's going through your mind at this point?
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591

592 Henri: That, that he's not sure that he understands it and | mean, he had

593 problems with it in the pool and we briefed it and I'm just trying to think of little
594 things, expectations, sort of foreshadowing what he may do wrong and sort of
595 preparing myself mentaliy for it.

(S10, OW4, V3, A 5A, TL 590-595)

Similar to Henri’'s comment in the classroom environment regarding equipment
sales were his comments regarding selling diving. Henri firmly believed in his students
seeking continuing education. In Henri's opinion, the more diving an individual
experiences, the safer the diver becomes. The following excerpt is typical of Henri's
comments in this regard:

977 Henri: um, no, | still, | still like to dive myself. | think that's really important
978 when you're selling diving is you've got to like to dive and you've got to dive
979 yourself in order to sell the sport of diving.

(811, OWS5, V3, A 5A5B, TL 978-979)

There were several occasions in which Henri broached the subject of
environmental preference. In these significant instances he contemplatéd and spoke
about the environment he liked best to teach in. The researcher identified this element
as feaching preference. Henri indicated that at first, he was very nervous in the
classroom environment and he felt he didn't have the professional speaking skills
necessary to keep the attention of the class, but as he taught more courses, this
nervousness faded away. 'For Henri, the confined water environment can be difficult as
it is the first time the students don the equipment'and venture into an unfamiliar
- environment. Although not difficult to teach, Henri found the confined water sessions a
challenge for his teaching abilities. He commented how the open water, although
treacherous and unforgiving at times, is by far his favorite environment to teach in:

968 Henri: | like the ocean the best for sure.
970 '

971 Lesley: Why do you like....?
972
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973 Henri: Because I'm showing them something new. | mean, here are aduits and
974 a lot of them have never seen this environment and | am showing them for the
975 vefy first time something that is new and you can see in their eyes the excitement
976 when you puté cucumber on top of a star fish and the thing starts dancing, |

977 mean.... |

(S11, OWS, V3, A 5A5B, TL 966-977)

As noted in the classroom environment and in the confined: water environment
Henri chose to reflect on teacher difficulties. However, he did not identify - many teacher
difficulties in the open water. Henri reflected upon his struggle during the direct
experience of managing the removal and réplacement of the students’ tanks onthe
surface:

749 Henri: ......... Well, it was ah, | mean, it was

750 different than the pool but | don't, | don't see how that could of, | mean, they still, |
751 explained it step by step, | mean, you know, "give me your weights”.... and

752 waves could, weather could be a faétor, the suits could be a factor and they're

753 different suits and they're heavier belts. you know.....

(510, 0W4, V3, A5A, TL 749-753)»

Henri chose to reflect upon specific instances of his frustration with teaching. The
significant instances Henri identified were instances in which he had difficulty
understanding why some students were unable to demonstrate their proficiency in a skill.
Specifically, Henri was frustrated with a student’s performance in the fin pivot. He was
frustrated as he felt there must be something missing from his: teaching and does not
know how to rectify the problem. An excerpt of Henri’s frustratioh with teaching centered
around the skill of ‘oral‘ly' inflating the. bouyancy compensator to accomplish neutral -

. bouyancy in performing a fin pivot. He had difficuity with why it was Frank:still had
problems with understanding the application of this skill:

451 Henri: | think it was Frank, ya. No, I have to, we demonstrated it on, wé talked

452 about it on the shore, we did a dry run-on the surface and | have to db' it again with
453 them under water. I'm not really supposed to demo the skill for them in the ocean.
454 But he just still couldn't get it.
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(89, OW2, V3, A 5A, TL 451-454)

The twentieth and final element of Henri’s reflective process was identified by the
researcher as the lack of control. Henri identified instances where he had made a
mistake in his positioning underwater thus exposing the students to unnecessary risk.
On one such incident Henri described loosing his students while on the tour portion of
the fourth dive:

675 Henri: They are a bit, they definitely are. | can remember a couple of times
876 going like this, to them giving them you know, the get together sign. | remember
677 doing that at lest two times. At the, at that, on that tour in about fifteen feet of
678 water um, | may have just kicked a little, maybe a little bit too hard and gotten a
679 little bit ahead of them and lost them for twenty or thirty seconds.
(810, OW4, V3, A 5A, TL 675-679)

This was a very perplexing incident for Henri and he continued to discuss the incident
with the researcher:

711 Henri: That's the worst feeling as an instructor and, and you know, | haven't
712 experienced it a lot of times but it has happened on occasion and your heart
713 goes up into your throat.

714

715 Lesley: Were you worried about them?

718

717 Henri: No, | wasn't worried about them ah, I mean, that's a tough question to
718 answer, | mean, yes and no. | was worried. It's not like we were at fifty feet, we
719 were in fifteen feet of water, in the bay, it's not, it's not like there's no bottom or
720 anything like that, we're in a controlled area so we've got that going for us. But
721 ah....

722

723 Lesley: But fifteen feet of water....

724

725 Henri: Oh, ya is fifteen feet of water. Now IuCkily you know on, on that particular

726 dive they were with the camera man or camera women so that was reassuring as
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727 well. She was still be'hind them. And ah, ya | mean ya |, | was worried sure.
(S10, OW4, A 5A, TL 711-727) |

The nature of teacher reflection. in the open water (ocean) environment has been
illustrated through twenty sign_iﬁcént elements or events.‘ The use of ‘pertinent transcript
excerpts, from Henri's rébonstruction of his open water practice, allowed a detailed
exafnination of the common .feaiures and the characteristics of the incidents chosen for
recall. Table 6 provides a summary of the frequency of occurrence, for the elements and
events reflected upon by Henri, for the second Ieﬂ/el analysis. |

. Table 6. Reflection in the opeh water (ocean) environment; ‘frequendy’of significant
elements and events. : "

Element and/or event | |Frequency of | |Elementand/orevent| [Frequency of
.. - | occurrence | - : " | occurrence:
1. student confusion 4 | 11 self criticism | e
- 2. getting to know your 2 | 12. conflict resolution. ' 4
students - ‘ ‘. '
o . 13. video as a leaming tool 1
3. body language |8 , ‘
L | 14. missed student difficulties "
4. student mental rehearsal 4 . '
. ' 15. teacher anticipation 2
5. instructor control 19 )
C - " | 16.selling diving. ' 11
‘6. teaching strategies - 12 ' -
- 17. teaching preference -3
'~ 7. environmental context' 7 L
- " 18. teacher difficulties a
8. student identification ) ' | |
- .19. frustration with teaching - 1
- 9. instructor sensitivity 6 ~ C
_ o .~ 20. lack of control 3
' 10. student difficulties 5 "

- . K :
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Factors and dispositions influencing reflective activities _

This section of the chapter presents the third- level analysis, that is, where the
compilation of the individual features and characteristics involved in the identification of
the nature of teacher reflection in the second level analysis, were re-analyzed and
grodped into Iérger categories eccording to the like features and characteristics which
became ewdent From these groupings the factors or- dispositions, that is, the common
significant factors found within the elements of the teacher's practice which were
',conjectured to. underlie the reflective activities were identified.

- 'Eight groupings or categories of teacher reflection were ideniiﬁed during the
analysis. Each category has an assigned descriptor which influenced the teacher’s
reflective processes as he reconstructed his experiences in the open water (ocean)
environment via the stimulated recall sessions. These grdupi‘ngs‘or categories are .
presented here -and in Figure 18, p. 160. Secondly, close exammatlon of these
vcategones facilitated the identification of the factors or dlsposmons which influenced
‘teacher reflection of . each category’s common features and characteristics. - It was found,
that within- each group, the mfluencmg factor or dlsposmon was of a personal and
emot|onal nature. ‘

The researcher identified, in- the first grouping, the reflecti"ve.V elements of
‘instructor control’ and ‘instructor antici‘pation". The reflectioin in this .category was.
influenced by Henri’s need for éontml. The need. for control was a influencing factor in
all three environments. Control in the classroom: environmeht consisted of the instructor
gaining the respect and trust of -the students, while in the eonﬁned water (pool) .
envi‘ronmeht ccontrol’ consisted of assisting the students through the awkwardness of
using the extensive ambuht of equipment and: through their clumsiness of
wei'ghtlessness in the water, and finally, control in the open water (ocean) environment
focused upon safety issues. The ever changing and unfoi'giving leaming environment of
the ocean requires tight 'measures of control. which include the instructor’s,physit:al‘
proximity to the student and the student's  equipment, the use of descent lines and
instructional assistants: and'the use of o_ne"s.extehsive diving experience.

The second groupung was compnsed of the reflectwe elements of ‘instructor
sensmvnty’ ‘gettlng to know the. students’ and “‘student ldentlf cation”. The reflection in.
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this category was influenced by Henri's desire to comfort. His desire to comfort in the
open water (ocean) em_/ironrhenf went beyond his sensitivity of the classroom seﬁing, in
which he allowed the students time to posture themselves with their new endeavor, and
extended his sehsitivity to the students clumsiness in the confined water (pool) sessions,
where he tried to reduce their anxiety. in the ocean environment Henri’s need to comfort
was cultivated through his ability to recognize when students were not feeling
comfortable (the amount and speed at which bubbles were flowing through their
regulator) and was accomplished through relaxing the student with a simple pat on the
~ shoulder, résti_ng between exercises or a friendly look. In the ocean, the comfort Ie_vel’ of
an individual is a good measure of their ability to think clearly underwater in the unlikely
event of an emergency situation.

The third grouping consisted of one reflective element, ‘student mental
rehearsal’. The reflection in this catégdry was influenced by Henri's curiosity of a
- student’s off task behavior. This grouping was significant to the open water environment
-only and was identified by the teacher as he 'had’ not seen this type of student behavior
exhibited. in other courses. Initially, Henri had: thought the student’s behavior to be off
task and only ‘later realized how the mental rehearsal accompanied by the student’s
overt actions enhance. thé student’s performance underwater.

| The fourth grouping consisted -of thé four reflective elements of ‘teaching
strategies’, ‘environmental context, ‘body language’ and ‘teacher difficulties’. The
- reflection in this category was influenced by Henri’s affirmative pedagogy. There were
many instances in which Henri felt he had displayed positive instructioh which
highlighted his ability to effectively and safely teach, with an element of fun and
enjoyment, within the unforgiving learning environment of the ocean.

The next grouping also consisted of four elements identified in the second level
of analysis. They were ‘lack of control’, ‘student confusion’, frustration with teaching’,
and ‘missed student problems’. Henri's dismay at finding himself hot up to speed
influenced: the reflection of this category. This grouping is consistent with that identified
in the confined water in that -haVing-viewed the video tapes of the ocean dives Henri was
amazed - at the number of times he found himself either out of position, not
, communicatirig éffectively underwater, missing student problems and/or not attending to
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setting up and controlling for the ekeréise appropriately before asking the student to

proceed.

The sixth grouping of reflective eléments included the elements of ‘teaching
preferences’ and ‘selling diving’. The reflection in this category was influenced by
Henri's ownership. of practice. This grouping was also specific to the open water
envifonment in which the teacher, on previous occasions remarked about teaching to
someone. else’s agenda, felt no restrictions upon his practice. He remarked. that at the
ocean he was in control and he had all the time in the world to make sure the students

had an exciting adventure underwater. Henri had also expresséd how he felt ‘at home’

teaching in the ocean environment, even though at times the environment controlled him
and his students, versus teaching in the classroom and/or confined water {pool)
environment. Interesting enough, this may be due to the fact that diving practitioners

‘teach’ in the classroom and in the confined water environment while in the ocean

environment they do not teach as much as they monitor the performances of their
students who demonstrate their proficiency of their exercises in the environment in which
they areto later dive as certified buddy teams.

The reflective elements of ‘self criticism’ and ‘teacher difficulties’ comprised the
seventh category. The reflection in this category was inﬂuehced‘ by Henri's intemal
dissonance resulting from his non or incorrect actions and his beliefs and
understandings. Consistent with reflections in the classroom and confined water (pool)
environments, this grouping focused upon Henri's problems within his practice and they
caused him perplexity and internal turmoil as he was aware of the actions and
understandings which characterize prudent instructor judgement and practice in the
ocean, yet a times he fell short of this goal and hence, fell short of his beliefs of effective
open water (ocean) instructional practices.

The eighth and final grouping of reflective.elements included the two elements of
‘conflict resolution’ and ‘student difficulties’. © The -reflection in this category was
influenced by Henri's ability to deal with surprise. Regardless of how much control the

instructor exercises and regardless-of how well the students ‘have been prepared for the

ocean environment, students always have their ‘way. of doing it Therefore, the ability to
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deal with surprise, that is, ‘make prudent decisions and judgements quickly, is
fundamental.
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Figure 16. Reflection in the open 'water (ocean) environment: factors and dispositions influencing

reflective activity.
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Dominant themes

This section of the chapter reports the fourth and final level analysis which
extended the third level by identifying the dominant trends and themes of the teacher’s
reflection in his reconstruction of experiences in the open water (ocean) environment via
the stimulate recall sessions. The elements and events identified in the second level
analysis, and the categories found in the third level analysis, in cohjunction with their
accompanying reflective underlying element, were analyzed to reveal five dominant
trends and or themes which identified the focus of the teacher’s reflection in the open
water (ocean) environment. These dominant trends and or themes are summarized in
Figure 17, p. 164:

The first theme identified by the researcher was the issue of control. Included
under this theme were the two factors of ‘instructor control’ 'and ‘teacher’ anticipation’.
Control was also identified in each of the preceding»'thironments and:in each case this
théme was discussed and identified as a fundamental teaching concept. Essential to
diving successfully in the ocean, is the ability to do so safely. Throughout the beginner
scuba diver course the teacher maintained control in order that the students be afforded
the. opportunity to learn without the hindrance of having to deal with the many
uncertainties, of the different learning environments, themselves.

The second dominant theme throughout the teacher’s reflection of his open water
environment practice was the issue of trust. This theme included such factors as
‘instructor sensitivity’, ‘getting to know the students’ and ‘student identification’. The
teacher had nurtured a trusting relationship between he and his students initially in the
classroom and bolstered the relationship in the pool setting by demonstrating his grace
and expertise of moving through the water. This relationship was further rei'nfdr‘ced‘ by
Henri's. ability to understand each students’ 'idioéyncrasies and his competency in
encouraging them to move past their difficulties encountered in the confined water.
Having done so, he instilled in the students confidence in their own ability' which

continued to-flourish in. the open water environment. By the time the open water dives
had approached the students had leamed to trust their instructor, to trust their equipment
and to trust their own abilities. ' '
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Thirdly, the researcher organized the factors of ‘teaching strategies’,
‘environmental context, ‘body language’, ‘video as a leaming tool, ‘teachihg-
preferences’, ‘selling diving’, ahd ‘student mental rehearsal’ under the . theme of
understanding one’s practice.  This grouping of elements. highlight the positive
components from which Hehri drew his strength in teaching in the open’ Water
environment. These understandings provided Henri with. the foundational knowledge
necessary to be patient with', necessary to develop respect of, and necessary to teach in
the unforgiving leaming environment of the ocean.

The fourth dominant theme throughout the teacher’s reflection in the open water
setting was the issue of leamning from one’s practice. This theme included factors such
as ‘self criticism’, ‘teacher difficulties’, ‘conflict resolution’ and ‘student difficulties’. In
each. environment this theme was prominent, in that, it consisted of issues of
troublesomé practice for Henri. Excerpts, from which this theme was derived, reported
the difficulties the teacher had with his teaching practice in the classroom, the confined
wéter and the open water environment. in each teaching environmént, he specifically
made reference to his difficulties in teaching the module on problem management. His
concern with this particular teaching module focused ﬁpon the possibility of a student
mishap and he was pemlexed that he was unable to express himself clearly in the
classroom regardmg out-of-air situations, he was unable to adequately demonstrate the
controlled emergency swimming ascent in the pool and he was not set up for nor
controlied effectively the exercise in the ocean. Considering each. of Henri's reflective
episodes, examined in this study; the recurring troublesome module on problem.
management iflustrated most explicitly his ab|||ty to frame the problem through the
process of problem setting, reframe the problem, contempIate a perceived response and
evaluate the consequences of the resolution’s |mplementat|on into practice. The intemnal
dialogue, made explicit by the researcher's probing supervisory dlalogue aided Henri in
leammg from his practice.

The fifth and final theme revealed through Henri’s reflective process was
identified as the challenges to one’s practice. This dominant theme contained the
factors of ‘lack of control, ‘student confusion’, ‘frustration with teaching’, and ‘missed

student difficulty’. As evidenced in each of the previous two environments, these
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elements caused conflict and frustration for Henri and it was not until he viewed the
video was he able to accept that some of these conflicts were his own doing:
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Figure 17. Reflection in the open.water (ocean) environment: dominant themes.
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M. Summary

The transformation of the data collected in the open water (ocean) environment
was accomplished through four levels of analysis. The initial level of analysis involved
the verbatim transcription of the stimulated recall audio tapes. The second level of the
~ analysis specified the characteristics of the incidents chosen for recall and chronicled:
their frequency of occurrence. This procedure resulted in the identification of twenty |
signiﬁcant elements or events of teach reflection. The nature of these significant
elements or events, upon which the teacher chose to reflect as he reconstructed his
experienées in the open water (ocean)‘ environment via the stimulated recall sessions,
has been presented and operationally defined with transcript excerpts presented in
evidence supporting the researcher’s. analysis. This component of .the analysis
emphasized the meaningfulness of these'incidents and elements as the sport diving
practitioner proceeded with his framing and reframing of these issues encountered in the
open water teaching setting.

The third level of analysis resulted in the identification of eight groupings or
categories of teacher reflection with each category based upon an underlying driving
~ factor or ,dispdsition which _influenéed the teachers reflective processes as he
reconstructed his experiences. The factors or dispositions which were conjectured to
underlie the reflective activities were associated with factors of a personal and emotional
nature.”

The final leyelf of analysis extended the previous levels by identifying five
dominaht themes that emerged from the process of framing and reframing in which the
practitioner engaged as_he reﬂected Upon issues of control, equipment concerns,
problems, safety, etc., encountered in the open water (ocean) environment.
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CHAPTER 7

Reflection as Reconstructing Experience — A Recurring Reflective Theme
Across the Three Teaching Environments

I. Introduction

The analyses of the data presented in this chapter are drawn from the reflections
of the sport diving teacher as he reconstructed his experiences in each of the three
teaching environments throughout the stimulated recall sessions. A recurring theme
across the three teaching environments, which the teacher identified as significant in his
reflective activities, was the perplexity and uncertainty he experienced in teaching the
module on ‘problem management’ and specifically, teaching the five out-of-air options in
which the controlled emergency swimming ascent skill is fundamental.

The research subject, having considerably less teaching experience in the sport
diving field as compared with the researcher, initiated several discussions regarding out-
of-air options. The resulting dialogues were recorded as part of the stimulated recall
sessions and were analyzed for recurring pattemns. A pattern of thinking about sport
diving phenomena from the students’ perspectives emerged and the following excerpts
illustrate the utility of the research design in providing insight for the improvement of
teachers’ reflective actions. In this teacher's case, the improvement of his reflective
practice came through the introduction of student frames via a supervisory dialogue.
This chapter illustrates most explicitly Henri's ability, via a supervisory dialogue, to
frame the problem through the process of problem setting, reframe the problem,
contemplate a perceived response and evaluate the consequences of the resolution’s
implementation into practice.

A recurring reflective theme across the three teaching environments: problem
management ' _

Few problems occur under water and even these can be avoided through sport

diver awareness in each situation.. Perhaps the most feared and misunderstood problem

-is the feeling of air starvation resulting in the eventual out-of-air situation. When out-of-

air circumstances occur the situation is not serious, if, the diver stops momentarily,
thinks of the options available and selects a course of action before reacting.
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Henri, on many occasions, while engaged in the act of reconstructing his
teaching practice during the stimulated recall sessions, reflected upon the difficulty he
and his students had with the sport diving module on ‘problem management and
specifically, the order of the out-of-air options and the controlled emergency swimming
~ ascent. This difficulty was documented in each of the three teaching environments.

The reconstruction of Henri’s experience in teaching ‘problem management’

In teaching the order of the out of air options in the classroom environment, Henri
was very specific in his explanation. His lesson included discussing, in detail and in
order, each of the five options available to the out-of-air diver. The first and easiest
option, Henri pointed out, is for the diver to make a normal ascent. Henri explained the
diver is only out-of-air at depth and as the pressure is decreased during ascent, some
additional air becomes available to the diver.

Henri highlighted the second option for the diver, which is to breath off of an
alternate air source, which is carried as a secondary air source by the diver herfhimself
or is provided by another diver. Henri used training aids, in the form of different alternate
air sourées, to expose the students to the variety of available equipment combinations.

Henri went on to explain, if, in the unlikely event, an altemate air source is not
available, or the buddy pair is separated and the water is thirty to forty feet or less in
depth, a controlied emergency swimming ascent is performed as the third option. This
ascent, he explained, involves swimming to the surface while allowing air to escape from
the lungs. Henri presented an elaborate classroom demonstration, simulating the
controlled emergency swimming ascent, in front of the students. In doing so, he broke
the skill down into easily identifiable and manageable parts accompanied by a detailed
description.

Continuing, Henri explained that if in deep water, or if the surface is not directly
accessible, the diver's fourth option would be to share a single air source while
ascending to the surface. Partnering with a certified assistant, Henri provided a
classroom demonstration of buddy breathing. Once again he broke the skill down into
easily manageable components and described each part.
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The fifth and final option, Henri explained, is the emergency buoyant ascent,
which involves the jettison of weights and emphasized that this option is only exercised
in a situation where the diver doubts if s/he will be able to make it to the surface. Then,
and only then, would the weight belt be dropped. Henri introduced and summarized the |

- out-of-air options by placing a training aid, inscribed with the correct sequence, on the

board.

Henri’'s classroom presentation of ‘problem management’, which focused on the
diver’'s options in an out-of-air situation, was typical for a sport diving practitioner. The
next section explores the potential of thinking about classroom, confined water (pool),
and open water (ocean) environment phenomena from students’ perspectives. A
striking feature resulting from several of the supervisory dialogues, which occurred
during the stimulated recall sessions, was how the researcher strategically probed Henri
to engage in problem setting and problem solving activities of reflective practice.

Il. Analysis of supervisory dialogue

In the classroom environment

The analysis that follows focuses on the discussions regarding ‘problem
management’ that transpired between the subject and the researcher and highlights the
teacher's frustration with the teaching of this particular module of the beginner sport
diving course. His primary concem is that at least one student, Frank, having received a
number of repetitions on this topic, continued to misinterpret his instruction. (An ellipse
indicates a slight pause, not an omission).

Lesley: Now, a lot of this discussion that we’re having here in the classroom is
on problem management....

Henri: Ya.

Lesley: ....such as inflating the bouyancy compensator at the surface, cramp
control, free-flowing regulator, the five out-of-air situations, we practice a lot of
that in the pool ....

Henri: Ya, in the pool.....
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Lesley: ....and the ocean.

Henri: And the ocean, that's right. So they read about it, }they watch it on video,
you talk about it, you do it in the pool and then you do it in the ocean. And | find
it frustrating that this next thing | put up here, the out-of, the iow on air, out-of-air
order, that people can’t memorize that, even sometimes by the end of the course.
1, I just, | don’t understand.

The researcher restated what Henri has said in the hopes Henri would go on to
explore and elaborate upon his frustration with teaching this material and in particular his
frustration centering around the controlled emergency swimming ascent.

Lesley: ...they do them in the pool, we go to the ocean, you give a pre-dive
briefing, in fact you get them to simulate portions of it, before they actually do it,
and the frustrating thing is....is that they still get it incorrect.

Henri: Yes, particularly one skill, that's the controlled emergency swimming
ascent. | remember Frank had troubles with that in the pool and in the ocean
and on his exam. By the time he wrote his exam, his final exam, we had, he had
read about it, watched it on video, talked about it in class and done a quiz
and....have, have done them most of them in the pool, ya....he would of done all
of them in the pool at that point yet still on his final exam he couldn’t get the order
down.

Lesley: ............ and still there is error?

Henri: Well, | mean it, it, I, | don’t, | don’t understand why, | mean, is it...., I'd like
to know if other instructors have this problem or if it's me, something I'm doing
um...I've taught, every teaching experience | have is with young children. | used
to teach, you know, three year olds to fifteen year olds um, hockey skills and
skating and, and you know, it's almost like ....| don’t know if this relates to this
‘but their attention span at times is ...they seem to, it seems better than aduits,
sometimes to me. | don’t know if it's because of what I'm teaching, you know an
example of this is just, you know, we uSed to teach three year olds um...games
on the ice and where to put things and, and they would remember all of this. And
| don’t understand how an adult who has high school and a university or college
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education can’t remember these five things in the correct order. | don't
understand that.

Lesley: And he’s an, he’s an engineer.
Henri: He's an engineer, ya.
Lesley: And has some experience.

Henri: Ya, and he has some experience um....

The researcher encouraged Henri to rethink the circumstances surrounding his
frustration with this concept. Diverting his focus from one particular student, the
researcher attempted to move him towards reconstructing and question'ing his own
practice.

Lesley: Now, is, has, has your experience been, that it's not just Frank?
Henri: It's not just Frank.
Lesley: ....that other students....

Henri: Other students have, um maybe in a class of 10 on average, you know,
one or two students .......

The researcher redirected Henri to think about what underlies his frustration
towards teaching this topic. Henri stated that he is frustrated with students not getting
the order down. However, what is more important, which he had not considered, was
the fact that the students need to develop an ‘appreciation’ for choosing the correct out-
of-air procedure for the particular circumstance. Order is nice, but in this casé, not
essential. What is essential is that the student first ‘sees’ the cirdumstances, ‘sees’ the
environmental considerations and ‘sees’ the equipment available to her/him in order to
eléct the best out-of-air procedure to use. Henri has missed the point in this situation
and as a result has taught the module emphasizing order of choice rather than
emphasizing circumstance of choice. The researcher tried to get him to ‘frame’ his
problem in light of these new understandings.

Lesley: Now, why is this so critical?
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Henri: Well, um...
Lesley: Besides knowing, you know, the right order....

Henri: Why?... in my opinion, two of them are, are dangerous, buddy breathing
and a buoyant emergency ascent are dangerous things to do.

Lesley: Ok, so they're, they're dangerous, ....
Henri: Ya.

Lesley: ....but, why is it, is it that, is it just that they’re putting them in the wrong
order or is it also that they don’t know how and when to do them?

The researcher persisted in getting Henri to reexamine his problem, to ‘reframe’
the difficulties into the frame of the students’ perspective.

Henri: Well ya, um....that could very well be it, | mean, like the controlled
emergency swimming ascent you get into the ocean they still don’t understand it,
they don’t understand the concept. Um....so they are putting them in the wrong
order because they don'’t know exactly what that controlied emergency swimming
ascent is. They don’t know how or when to do it.

Lesley: And why is that, why is that, if they don’'t know how or when to do it, why
is that critical?

Henri: Oh, well, | mean, if they don’t know how to do it, it's, why is it critical?
Um....how could | relate it to somethihg, um....|l think that as you go down that
list you go from 1 to 2 to 3 to 4 you know your putting yourself at a higher risk.
Even doing a controlled emergency swimming ascent then making a, a, a, a
normal ascent you've got to know that if your buddy is there and you have run
out-of-air, a controlled emergency swimming ascent is not the thing to do.

Henri realized, at this point in the dialogue, arranging the out-of-air options in the
correct order, is not as critical as being able to determine what option should be
exercised under which conditions. To make this clear the student must understand how
and when to execute the five out-of-air options in order to make an appropriate decision.
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The researcher then redirected the conversation to explore the controlled emergency
swimming ascent.

Lesley: So, with the controlled emergency swimming ascent the big problem is,
when they’re doing it incorrectly, that it's one skill, out of all the skills that we
teach in the whole curriculum, that it's probably the most likely that they would
have a lung expansion injury....

Henri: Ya, absolutely and | think it's and there's no question about it that it is the
most critical skill in the system.

Lesley: In the classroom, discussing each one of these five out-of-air
situations.... what's the job of the instructor?

Henri: The job of the instructor in discussing these?
Lesley: Right.

Henri: To make sure that they, in the classroom understand how you would
conduct it, ....in the pool and in the ocean.

Lesley: You really went through the entire skill physically on how to do the
controlled emergency swimming ascent there.

Henri: 1 did, | had my hand up, showed them deflating, keeping the gear in
place, swimming, making a continuous ah sound, ya, | think I'did, | dida ....um |
could have gotten them to practice it in the classroom | suppose that would be
something they could have done. You know, sitting in their chairs maybe that
would help.

In getting Henri to highlight how he taught the controlled emergency swimming
ascent, he reflected upon his action and this reflection-on-action process allowed him to
‘see’ another way of presenting the material. This supervisory dialogue encouraged
Henri to reflect upon his ‘in action’ practice, to frame and reframe the problem by
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considering the étudents’ perspective. The reframing of the problem, in light of the
students’ perspective, brought new meaning and understandings for Henri. These new
meanings and understandings encouraged further reframing of the situation in which
Henri ‘sees’ doing as a part of knowing and stated, “| could have gotten them to practice
itin the classroom | suppose that would be something they could have done. You know,
sitting in their chairs maybe that would help”.

Although it is not poésible to know with certainty what Henri was thinking about in
this interchange, it is certain that Henri conceded that the direction of his frustration,
about the way Frank could have been interpreting the problem management module,
may need to be refocused. Indeed, Henri's success as a sport diving teacher rests upon
his ability to systematically analyze, through reflective activities, his own teaching
practice.

in the confined water (pool) environment

The analysis that follows is focused on the discussions regarding the controlled
emergency swimming ascent skill performed in the confined water (pool) environment.
Once again, the discussion highlights Henri’s frustration in teaching the skill. He is
concemed that at least one student, Frank, having completed the classroom instruction
and having received a number of demonstrations 6f the skill underwater, still
misinterpreted his instruction. The perplexity which this situation created in Henri,
resulted from his own demonstration. Unknown to Henri, at this point in the dialogue, is
the fact Henri's demonstration of the skill and his expectation of the students’
performance of the skill, are not related as Henri was not aware of an inconsistency in
his teachihg methodology. The researcher attempted to get Henri to place himself in the
position of the student and see things from their perspective.

Henri: Ya, ok, so |, this, here what we're doing is a controlled emergency
swimming ascent. |, | talked about this in classroom, talked about it again in the,
before we went to the pool tonight, | gave a short briefing on the surface. ....So
I'm simulating I'm taking the three breaths. | put my hand up, déflating.-...when
I've demonstrated that skill in the past often I'll demo it in front of them like that
and then start swimming up to the shallow end. Um, probably it, it might, it would
be better to demo it in, the how they’re going to do it in the deep end there up to

!
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the shallow end but they can't, | don’t know how to position them so that they
could all see me properly then. They could, you know, some of them could be
down on the other side there and not see what I'm doing with my regulator.

Lesley: So at this point they were all along the back wall....?
Henri: They are all along the back wall.
‘Lesley: ....and you demonstrated horizontally in front of them?

Henri: Horizontally in front of them, the key points to the skill. And now we'’re
taking them up one at a time from there to the shallow, towards the shallow end.

From watching the sequence on the video, Henri was quick to reflect on his
action and then to criticize his demonstration. However, his criticism regarded the
control of the students and their positioning on the pool bottom, and did not consider his
demonstration. The researcher prompted Henri to continue to talk about the controlled
emergency swimming ascent in an effort to get him to change his perspective. She
encouraged him to view the faults of his demonstration beyond that of simply a control
issue and attempted to get him to adopt the students’ perspective.

Lesley: Ya. So let’s just talk a little bit more about the emergency swimming
ascent. '

Henri: Ya.

Lesley: You um...you had them along the back, you had them along the back
wall....

Henri: Ya.

Lesley: ....and then you went....

Henri: In front of them.

Lesley: ....in front of them horizontally....
Henri: That's right.

Lesley: ....now when you got them to do the skill how did they do the skill.

Henri: They did the skill from the back wall....
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Lesley: The back wall....

Henri: ....diagonally up to the shallow end.
Lésley: ....diagonally?

Henri: Ya, towards the surface.

Lesley: So, can you think of, when you did the demonstration, if you were the
student, what would you'd be seeing....?

Henri: Ya, that that is | think a bit confusing however, um....I would think that
they should be able to understand the other parts of the skill, how my hands up,
* how my inflator is positioned, ah I'm exhaling and all of them did other than the
hand positioning did seem to understand the exhaling and the kicking.

Lesley: Now what about if um, what about if you had the students sitting along
this wall....(the researcher draws on the white board students kneeling along the
side edge of the pool, on the bottom, half way between the deep and shallow
end)

Henri: Ya.
Lesley: ....and you started here....(the researcher draws Henri on the bottom of

the deep end at the far end wall)

Henri: And went up there? (Henri indicates his demonstration should be to swim
diagonally in front of the students from the bottom of the deep end to the surface
of the shallow end)

Lesley: ....and maybe have them starting here, sitting there and you started and
you did your horizontal towards the shallow end like this ....? (realistically, the
horizontal swim would be a diagonal swim due to the topography of the bottom of
_ the pool sloping gently, transitioning deep to shallow water)

Henri: Ya, that's, that ultimately would be a lot better.
Lesley: Because then....

Henri: Because what I'm doing is exactly what they're going to be doing, ya.
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Henri had come to ‘appreciate’ the students’ perspective. He realized his
demonstration of the skill, swimming horizontally, from one side of the pool to the other,
along the bottom of the deep end, in front of the students, is a completely different skill
from the one he had the students perform, swimming diagonally from the bottom of the
deep end to the surface of the shallow end of the pool.

in the open water (ocean) environment

The analysis that follows is focused on the discussions regarding the controlled
emergency swimming ascent skill perfformed in the open water (ocean) environment.
The discussion highlights Henri's frustration with the number of repetitions Frank needed
in performing the skill as well as his uncertainty as to why Frank, who does not kick
when performing the skill, had difficulty in executing the controlled emergency swimming
ascent. The difficulty Henri experienced with this skill was caused by his own non action
and he does not realize that he has contributed to the student's difficulty. The
researcher tried, once again, to get Henri to put himself in the position of the student and
‘see’ things from that perspective.

Henri: So now I'm winding my leg around the line again and, and I'm going to
get Frank to do the controlled emergency swimming ascent.

Lesley: What's going through your mind at this point?

Henri: That, that he’s not sure that he understands it and | mean, he had
problems with it in the pool and we briefed it and I'm just trying to think of littie
things, expectations, sort of foreshadowing what he may do wrong and sort of
preparing myself mentally for it.

In controlling the controlled emergency swimming ascent skill in the ocean the
teacher readies the student by making sure s/he is neu'trally buoyant. Neutral bouyancy
is accomplished, in this case, by ensuring the student has some air in the bouyancy
compensator device.

The teacher readies her/himself by wrapping'one leg around the descent line,
holds the student usually by way of the bouyancy compensator device (usually securing
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the student’s front right arm hole) and signals the student to commence the skill and go
up.

Ensuring the student is neutrally buoyant is fundamental to the student
successfully completing the skill. In so doing, the simulated out-of-air sequence is as
close to the real thing as is possible. Theoretically, as the student starts to go up, the
ascent is aided by the expansion of air in the bouyanéy compensator device. The
student holds the vinflator/deﬂator device high above the head in the left hand. In the
event the ascent becomes too fast the student can vent air from the bouyancy
compensator device to slow and control the ascent. If the set up is done correctly the
student aids the ascent with normal kick cycles.

During the course of an actual dive, a diver would be properly weighted and
neutrally buoyant. If the diver found her/himself in an out-of-air situation, in which the
execution of a controlled emergency swimming ascent was prudent, the neutrality of the
diver would assist the ascent to the surface.

Henri, unfortunately, focused intently upon the multitude of possible problems
Frank could have while performing the skill and did not secure a proper set up for the
commencement of the skil. In reviewing the problems Frank experienced, the
researcher encouraged Henri to think about his set up for the skill.

Henri: He, look his legs didn’t move on that at all, | don’t know if he just thought
he would go to the surface but he had his hand up again and his legs, he just,
they just were there and they weren’t, he wasn't kicking.

Lesley: And?
Henri: And he’s breathing sort of normally. So now we're going to try it again.

Lesley: ........what's the problem there?
Henri: Ya, he’s just, | don't, | don't, he just couldn’t get the idea down that....

Lesley: What are you thinking at this point?
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Henri: Um....right now, what was | thinking then, at that point | was trying to
decide what am | going to, try this one more time, you know, and |, I, got my
hands to sort of try and simulate my legs with “kick, kick” and he and | was trying
to decide well, maybe | should just take him to the surface and re-brief, you
know, explain yet another time. And | think that's what | ended up doing after
three attempts.. We ah, surfaced.

Lesley: Is that what you're signaling there?

Henri: Ya, just stop and let's go up, ya. So we went up the line and | explained
it to him on the surface, he went down and the, the fourth time he did it
satisfactory but it wasn't, it wasn’'t as smooth as Brock or Tom but he did do the
skill.

Lesley: What are you motioning here?

Henri: Just to ah, .... Oh I'm just telling him to relax....Ya, I'm just, ya, I'm
simulating slow breathing, getting him to relax before we try the skill again.
Relaxed on the bottom. You can tell, you can tell with a student, um and it's
something | didn’t mention, in the pool and the ocean another thing you can use
is how fast the bubbles are coming out of the regulator, | mean, that's an
indication of their comfort level. If they're coming out fast then, like, they are
now, then everything isn’t hunkydory. So now I'm looking down at his legs to see
if he’s kicking.

Lesley: Had you put any air in his bouyancy compensator?

Henri: Ohl....No | don't think | did. Nol...... We could have practice it another
fifteen times!

Throughout the dialogue Henri was fixated on Frank’s poor ascent rate with Henri
totally attributing Frank’s problems to Frank. The researcher, on several occasions, tried
to refocus Henri’s attention to his own practice. Unsuccessful in this endeavor, she
finally asked about the set up of the skill. The ‘light went on’ and although he was
embarrassed with himself, Henri immediately identified his own problem of control. This
was evident from his exclamation, “we could have practiced it another fifteen times!”
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l. Summary

This type of an analysis of the supervisory dialogue between- Henri and the |
researcher has shown the scope and importance of the research design in providing
insight for the improvement of teachers’ reflective activity. The- new understandings,
acquired by the teacher from these short passages provide a strong rational for the
inclusion of a reflective practicum in sport diving. The dialogue and analysis presented
identified a pattern for reflecting on classroom, conﬁhed water (pool) and open water
(ocean) events. ‘Seeing from: the students’ perspective’ is one way of describing: the
pattemn. '

In each teaching 'environment, the teacher highlighted: the source of his
frustration, perplexity and uncertainty to be ‘owned’ by the student, that is, the student's
inaction or misunderstanding were responsible for the instructional difficulties. The
“analysis suggested differently. o

The supervisory dialogue regarding issues in the classroom environment
redirected the teacher from ‘seeing’, to ‘seeing from the students’ perspective’, that is, to
realize that his difficulty was derived from his own teaching practice.

The supervisory dialogde regarding issues in the confined water (pool)
environment has re-directed the teacher to enable him to ‘see’ that his demonstration
was inconsistent with that of his expectations of his students. Once again, by placing
himsélf in the ‘students” shoes” or ‘seeing from the students’ perspective’, a
-demonstrétion/expectations compatibility review may become a component in his future
teaching. '

Finally, the supervisory dialogue regarding issues in the opén water (ocean)
environment highlighted and verified for the teacher that instructional difficulties can

result from one’s:own non action in: securing the appropriate set up for a skill.
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" CHAPTER 8
Conclusions, Discussion, and Implications for Practice

The conclusions, discussion and implications for practice that app‘ear' in this
chapter are drawn from the reflective practices of one sport diving teacher as he
prepared, taught, and reconstructed. his practice in three teaching environments, through:
the process of stimulated recall. There are four sections to this chapter: conclusions
emanating from the research questions, a discussion of critical issues arising from the.
study, implications for practice, and suggestions for future research. -

I. Conclusions emanating from the research: questions.

Question 1: What factors or themes do sport diving teachers reflect upon in each
of the three.-teaching environments?

Six reflective themes were identified: in this case study of a sport diving instructor.
Five were common across the three teaching environments with the remainder being
specific to the classroom environment. The common themes we're:‘ a trusting
relationship, the hecessity of teacher control, recognition of the ‘uhforgivingness‘ of the
~ environment, leaming from one's practice, Challenges to one’s practice, and
understanding one’s practice. These themes and their underlying factors are listed in
Table 7, p. 183. |

The first theme emanating from the results was that of the development of
a trusting relationship between the teacher and :the sfudentS. The existence of the
unknown, cre‘ated-‘by the instébilityf of the envirdnhent and the. unfamiliarity with the life
supporting équipment needed to venture into the underwater world, undermines the
students’ faith- in their own ability — a situation which could result in a struggle for
survival. Henri achieved a good student-to-teacher rapport early in the beginner sport
diving course to minimize student anxiety and to enhance their leaming experience. The
~ building of the student-to-teacher rapport led to the development of the students’ trust
relationship- with the teacher which fed to the student placing greater reliance in- their

equipment ultimately resulting in greater confidence in their own ability.




The Nature of Teacher Reflective Practice 181

The second theme that emerged from the data was the necessity of teacher
| _control. Reflection in this theme was characterized as the teécher’s success in reacting
to the uncontrollable, that is, anticipating the unexpected and preventing misfortune.
The unforgiving nature of the leamning environment requires immediate and
unquestioning student responses to teacher direction, which are based on the need for
~quick and- prudent judgment. Henri reported several interpretations of control and
fundamental to all is the goal of student safety by way of the maximal reduction of
‘uncertainty’.

The third theme that emanated from the data was evident only in the classroom
environment and was the teacher’s reflection on his ability to encourage his students to
see the ‘unforgivingness’ of the environment in which they were to dive. This theme
was characterized by the teacher communicating to his students, in a very positive way;
~ the negative elements they may encounter, examples of others’ misfortunes, and his
own personal diving experiences, which were intended to encourage the students to
reflect upon these instances when faced with making decisions for themselves.

‘"The- fourth theme that emerged from the data was the teacher’s reflection on -
learning from his own practice. Henri’s reflection of this theme was characterized as
a shift from a teacher’s perspective to a student’s perspective regarding the way in which
students leam. He recognized he was interpreting aspects of his practice quite
differently than: his' students, and as a result, he-'had- come to realize that his teaching
frustrations were spawned from his own teacher centered perspective.

The teacher’s reflection on the challengeé to-his practice emanated as the fifth:
theme. Reﬂe‘ctioh in this category was characterized as a shift from the teacher’s view
of his inadequacy in his own teaching practice to accepting his practice as adequate
through the identification of some of the burdens placed upon his practice. ‘One issue
around which these reflections took place included the mismatch of Henri's teaching
agenda with a very restraining, hidden, economical ‘business of sport diving’ agenda.

The sixth and- final theme that emanated from the data ‘was the teacher's
reflection upon understanding his practice. This theme was characterized through the

escalation of the teacher’s initial understanding of practice to a higher level which was




attained through avoiding mistakes, oversights and inaccuracies of his own practice,
through - his- ability to-successfully implement the tools he acquired through: his instructor
course, to utilize the resources of more experienced practitioners and to employ his own
personal diving experiences in: his practice.
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Table 7. Themes the sport diving practitioner reflected upon across three teaching

one’s practice

-Body language

- -Content organization

-Teaching strategiés

. ~implicit instructor.

knowledge
-Curriculum knowledge
-Content knowledge
-Currency in teaching

-Content knowledge

1 -Context knowledge

-Video as.a learning
tool-

-Environmental context

-Teaching strategies

| -Body language

environments. '
Underlying factors in each teaching environment
Reflective themes Classroom Confined water Open water
' environment (pool) environment (ocean) environment
1 ~ -Trust relationship -Trust relationship -Teacher sensitivity
-Getting to know the -Getting to know the -Getting to know the
Trust students students students )
-Student identification
2 -Professional credibility | -Instructor control -instructor control R
Control ' -Gender issue -Instructor sensitivity -Instructor anticipation
3 -Diving accident
-Dispel misconceptions
Unforgivi‘ng -Life threatening .
‘learning incidents.
. - -Equipment concerns
environments. - _Environmental
concerns
-Safety concerns
4 -Self criticism -Student difficulties -Self criticism
-Teacher difficulties -Conflict resolution -Teacher difficulties
Leaming from -Student difficulties -Self criticism -Conflict resolution
one’s practice -Teacher difficulties -Student difficulties
5 -Frustration with. -Instructor laziness -Lack of controt
- curriculum -8tudent confusion -“-Student confusion
-Frustration with -Lack of control -Frustration with
Challenges to teaching. | -Time constraints teaching
one’s practice - -Teaching criterion -Frustration with. -Missed student.
-Ethical conflict teaching problems
. ~Time constraints -Frustration with
-Manager/instructor role { curriculum
conflict
| -Equipment sales
-Instructor laziness
6 -Teaching preparation -Commitment to -Teaching strategies
-Classroom curriculum -Environmental context
Understanding management - -Curriculum knowledge '-Body language

-Video as a learning
tool

-Teaching preferences.

-Selling equipment

-Student mentai
rehearsal
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Question 2: What influences the reflective process or themes? _
Thirteen Underlying- or influencing factors or dispositions were. identified across

the three teaching environments, depicted in Table 8, p. 185, with eight being common

to either two, or all three, of the environments. Three were- specific to the classroom:
setting and the remaining two to the open water setting. Common to all three of the
instructional environments were the four underlying factors and dispositions of: the need
for control, the desire to comfort, internal dissonance resulting from the teacher’s non or
incorrect action, his beliefs and understandings, and affirmative pedagogy. Consistent
within the classroom and confined water settings were the two factors identified as
frustration at not possessing the necessary instructional materials and/or skills and .
knowledge of teaching. The two dispositions labeled dismay of the teacher finding
himself not ‘up 'tofspeed? and the ability to deal with surprise were present in both the
confined and open water enviinnfnents. Specific to the classroom reflection were the
three dispositions labeled thé need to express the lack of control in the unforgiving
learning environment, the desire for correct interpretation, and the repression of natural
feélings. The reflections on reﬂection-on—éction in the open water setting revealed the
factors of the curiosity of student off task behavior and the ownership of one’s practice.
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Table 8. The underlying factors and dispositions which influence the sport diving
practitioner’s reflective process across the three teaching environments.

. Teaching environments _
Underlying factors 4 ‘ _ ‘
and dispositions Classroom Confined water Open water
’ “environment - (pool) environment  {ocean) environment
1. The need for control 'Yes " Yes Yes
2. The desire to comfort Yes Yes _ Yes
3. Intemal dissonance resulting
from the teacher’s non or incor-
rect action and his beliefs and Yes Yes Yes
understandings :
| 4. Affirmative pedagogy Yes Yes , Yes
5. The need to express the lack of
control in unforgiving leaming Yes No ‘ No
environments
6. Desire for correct interpretation Yes No No
|17 Répressioh of natural feelings Yes No No
| 8. Frustration at not possessing the
‘ necessary instructional materials |  Yes Yes ' No
and/or skills :
9. Knowledge of teaching Yes Yes No
10. Dismay of the teacher not
finding himself ‘up to speed’ No : . Yes Yes
11. Ability to deal with surprise " No | Yes |  VYes
12. Curiosity of studentofftask | o No Yes.
behavior
13. Ownership of one’s practice No No Yes
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For each reflective theme it was possible to identify up to four associated main
influencing factors or dispositions. In each instance the underlying factors precipitated
the teacher’s framing process, however, on some occasions the teacher did not proceed
to the reframing stage. The influencing factors or dispositions were usually extrinsicaily
subjective and of an informal nature (an observed incident in the video replay or a casual
comment strategically interjected by the researcher) however, in a few instahces other
factors were more’ intrinsically subjective and of a formél nature (the teacher internalized
the iésue and’ explicitly referenced it on more than one occasion). Table 9, p. 187
presents a list of the main influencing factors or dispositions for the six reflective themes
reported in this study. -

An example of a theme incorporating both types of underlying factors was Henri's
reflection on leaming from his own practice, and in particular, the supervisory dialogue
he initiated in, with the researcher, about his teaching of the controlled emergency
swimming ascent ih the confined water (pool) environment. Watching the video tape
(extrinsic non formal influence in the fréming stage) elicited Henri to comment that his
students were not performing the controlled emergency swimming ascent correctly and
he was able to deal with the number of hybrids of the skill, which came as a surprise
(intemal subjective formal influence in the framing stage). The intemal subjective formal
elicitation resulted from Henri’s critique of his teaching and demonstration in terms of

“having a teacher centered persp.ecti‘ve of the controlled emergency swimming ascent
(the frame). Henri’'s reframing of his practice was initially stimulated by the researcher
suggesti'ngj Henri put himself in the place of the student and ‘see’ what s/he sees (the
reframe). This comment stimulated Henri’s érticu‘lation of an intention to demonstrate
the skill incorpbratihg--the students’ perspective (extemal non formal elicitation in the
reframing stage) and that there existed a dissonance between his beliefs about teaching
and demonstrations and his actual practice in the confined water (pool) setting (internal
formal elicitation in the reframing stage). As a result, Henri reframed his teaching and
demonstrations in the confined water to incorporate  the students’ perspective. Thus,
Henﬁ’s »reﬂéction was a prbduct of external and internal influences at both the framing
and reframing. stage. The influencing. factors or dispositions for Henri’s framing and
reframing process, in his reflection upon his practice with this exercise, is illustrated in
Table 10, p. 187.
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Table 9. List of influencing factors and dispositions for the reflective themes.

Theme

' Influencing factors and dispoSitions

"1. Trust

1 2. Control

-Desire to comfort

~ -The need for control

3.  Leaming from one’s practice

- Internal dissonance resulting from the teacher’s
non or incorrect action and his beliefs and-un-
derstandings ,

-Ability to deal with surprise

4. Challenges to one’s practice

-Repression of natural feelings

. -Frustration at not possessing the- necessary in-

structional materials and/or skills

- -Dismay of the teacher not finding himseif ‘up to

speed’

' 8. Understanding one’s practice

' -Afﬁrrﬁative pedagogy

-Knowledge of teaching

- ~-Curiosity of student off task behavior

-Ownership of one’s practice

6. The unforgiving learning environment

-The need to express the lack of control in unfor-
giving leamning environments
- Desire for correct interpretation

Table 10. An example of different levels of underlying factors and dispositions.

1 Reflective theme components

Descriptors

‘= Theme:

=> Influencing factors and dispositions:

= Frame:

- Internal subjective formal factor:

= Reframe:

Internal subjective formal factor:

= Plan for future action:

Extrinsic subjective non formal factor:

Extrinsic subjective non formal factor:

| -Learning from one’s practice

-Internal dissonance between belief$ and actions

-Abitity to deal with surprise -

-Having a ‘teacher perspective’ focus

: -Watching the video of the confined water (pool)

teaching - ‘controlled emergency swimming ascent’

- -Henri noting his students are not performing the skill

correctly and his surprise in their mistakes

-Having a ‘student perspective’ focus

" -Henri’s intention to demonstrate the skill i'n(:orporat-

ing the students’ perspective
-Henri noticing the dissonance between his beliefs

. and actions

-To match his actions with his beliefs

Note: The internal subjective formal factors were regarded as the main underlying factors for the theme.
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This pattern of influencing factors or dispositions was evident each time the
teacher framed and reframed his practice in each of the three teaching environments.
The intemal subjective formal influence of the reframing stage was the most important
underlying factor in-terms of the teacher’s reflections and his plans for future practice. n
some instances the teacher framed his practice and did not proceed to the reframing
stage and in this reflective activity, the initial extrinsic subjective non formal influence
was documented. Regérdihg uhderlying influencing factors and dispositions as
originating from-both external subjective non formal factors and internal subjective formal
factors provides a more complete understanding of teacher reflection.

In-general, the reflective themes in this study were influenced when 1) there was
a contrast between what the teacher thought was going to happen and what actually -
happened (troublesome practice) and 2) that which: actually happened was a more
positive outcome than had been expected by the teacher (positive practice). This was
the occurrence for each of the teaching environments. In the first instance, it was less
than positive instances arising from the teacher’s action or non-action that highlighted
this discrepancy while in the second instance, it was a positive teacher action or display
of conduct that was emphasized. '

Question 3: What is the nature of sport diving practitioners’ reflective practice? ‘
| There were seven common elements or events across the three teaching
environrhents: teaching strategies, getting to know the students/student identification,
body fanguage, self criticism, frustration with teaching, students difficulties/missed
student problems. and teaching difficulties. Six other elements were common between
the classroom setting and the confined water (pool) environment: curriculum knowledge,
content khowledge, instructor laziness, time constraints, a trust relationship, and
currency in teaching/commitment to the curriculum. Eight other eleménts were common
between the confined water (pool) environment and-open water (ocean) environment:
instructor controlinstructor anticipation, .en\)ironmental'context, instructor sensitivity, lack
of control, student confusion, conflict resolution, using the video as a leaming tool; and

context knowledge/teaching preference. One element was identified as. common to both
the classroom setting and open water (ocean) environment which was the selling of
equipment and/or diving. '
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All elements and events noted in the confined water (pool) environment were
common to either the classroom environment and/or the open water (océan)
environment, therefore, supporting the proposition that the confined water v’('pool)
environment provided the appropriate transition from theory to practice. There were a
few elements or events of the teacher's reflective process specific only to the classroom
environment or to the open water environment which will be addressed last.

The nature of the reflective activities is addressed from the perspective of five
categories: 1) 'across environment related, 2) classroom and confined water (pool)
environment related, 3) confined water (pool) and open water (oceah) related and 4)
classroom and open water (ocean) related and 5) specific to one environment. An
instance and/or element was considered if it contributed to the development of one of
the four components of reflection (the underlying factor or disposition, frame, reframe, or
plan for future action) as the sport diving practitioner reconstructed his practice in each
of the three teaching environments through the aid of stimulated recall sessions. Each
of these groupings was further refined to include factors under two headings: factors
which identified 'positive practice and secondly, factors which identified: troublesome |
practice, with the latter being regarded as most importaht in the development of4
reflective activity. The conclusions that follow, which are depicted in- Table 11, p. 198,
are drawn from the relationships discovered within factors across and between teaching
environments. |

{
1. Across environment related

The nature of reflection across the three teaching environments. (él'assroom‘
setting, the confined water [pool] environment and Athe' open water [ocean] environment)
consisted of three elements related to positive practice (teaching strategies, getting to
know the students/student identification, and body language) and four elements
associated with troublesome practice (self criticism, frustration with teaching, student
difficulties and teacher difficulties). ' '

Of particular significance, in the de\)elopment of reflective teacher practice, are
the four elements relating to troublesome practice. The use of the stimulated recall”
strategy while reviewing the video taped lessons provided the teacher with the rare
opportunity to examine his practice first hand’, in that, the video was a ‘raw’ account, (a
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wide angle focus was used to collect it) free of interpretation of his practice. Henri
stopped, started, and reviewed portions of his lessons which had not produced the
results expected. In this fashion, he was able to frame, problem set and problem solve,
reframe issues. he'found‘prob_lematic and make revisions for future action.

The instructor preparation course Henri attended equipped him with generic
approaches to problems encountered in the practice setting, however, these approaches
did not always provide solutions to specific problems with specific students in specific
learning environments (the méssy; relevant, and important problems. depicted in. Schén’s
swamp analogy). The reliance on the generic or, what Schon referred to as the

technical problem solving approach, led to Henri’s self criticism, frustration with teaching:

and the difficulties he encountered with his own efforts and those of his students.

Henri had been teaching for eight years encountering similar problematic events

and had attempted to solve these difficulties with a ‘what works’ approach. For example,
in the classroom setting, he used an instructional training aid to help students identify the

“order in which to consider out-of-air procedures in a module on problem management. |

He had relied upon this training aid to ‘set str'aight’ what all students have difficulty with,
however, his students continued to have difficulty remembering the correct order of the

out-of-air options. Further, in the confined water (pool) environment, he had performed a'

demonstration of the controlled emergency swimming ascent which allowed him to

remain in the deep end of the pool, so that he could get the students started at attempts

at the exercise. However, for the students, expediency was not part of the exercise.
The reliance -on each of these two traditional practices were developed from his own
experiences as a leamer and a resullt of the technical problem solving approach he
utilized in his practice. ‘

Henri, influenced by his review of the video tapes, was able to focus upon
specifics -of his practice, and shift his attention from a technical pfoblem solving
approach to a practical problem setting approach. For example, when Henri
reconsidered what was the underlying cause of his frustration towards teaching problem |
management; he began to ask questions such as ‘why do they not understand the
order?’, ‘what is it that they are missing to get the order down?’ and he began to
(re)examine'the video tape of his own practice. His frustration with. his\ students was |
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redirected toward himself for using an inc;omplete training aid, in that, he realized the
training aid. listed the procedures in order, but did not convey to the students an
‘appreciation’ for understanding the circumstances (the environmental and equipment
concems) which are fundamental in electing the right out-of-air procedure at the right
time. Henri framed his problem (the Students were not comprehending the sequence of
out-of-air procedures) and using a problem setting process realized his method of
teaching was inadequate (the training aid did not convey pertineht and complete

informaﬁon)-. He speculated that the training aid was not exhaustive enough (reframing V

the situation) and suggested, in the future, he would present a better foundation for his

training aid in order to explain the circumstances upon which one should make such a

decision (probiem resolution).

In the second example, Henri ‘put himself in the students’ place’ when t'eaching
the controlled emergency swimming ascent in the confined water (pool) environment.
He started to ask questions such as ‘what are they seeing in my demonstration?’, ‘how
does my demonstration and their attémpt differ?’, ‘what am | doing in my demonstration
that is different from what | am asking them to do? and ‘can they see the whole

-demonstration clearly?’, and thereby began to (re)examine aspects of his practice which

he had taken for granted.

_Henri’s shift from technical problem solving to the importance of problem setting,

‘while (re)viewing 'the video tapes, enhanced his reflections on his practice. Similar.
results have been found by Kilbourn (1988), Ross (1990)- and Clarke, (1994).

Fundamental to Schoén’s-epistemology of practice (reflective practice), is the importance
of problem setting as opposed to technical problem solving. The combination of
(re)viewing the video tapes and problem setting has allowed Henri to ‘see’ his practice

differently. In retrospect, Henri’s eight years of teaching experience may be more

accurately portrayed as one year of teaching eight times.

2. Classroom and confined water (pool) environment related '

The nature of reflection between the classroom setting and the confined water
(pool) environment consisted of four elements related to pdsitive practice (curriculum
knowledge, content knowledge, trust relationship and currency in teaching/commitment
to the curriculum) and: two élements.- associated with troublesome practice (instructor
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laziness and time constraints). Of particulaf significance is the relationship within the
elements found to be both positive and-troublesome in-each environment:

. Henri's teaching practice in each of these environments had similar pedagogical
characteristics even though the. environments themselves were physically different.
Fundamental to engaging students in the learmning process, specifically in the confined
water (pool) environment, is the development of a trusting student to teacher
relationship. Close examination of the transcript indicated ‘Henri nurtured this 'posi.tive .
practice: relationship from the very first classroom lesson. In the process of doing so, he
interacted with his students to validate his personal knowledge of the curriculum, his
content knowledge and his zest for keeping up to date with new materials.

The interaction with students was particularly noticeable in both environments. .
For example, in the classroom setting Henri had a one-on-one situation vwith each
student while they introduced themselves to the class. He asked meaningful questions
of each of them in-an effort to make them feel comfortable. When introducing new
material Henri engaged each student in a one-on-one situation as he encouraged them
to search their repertoire of past experiences to see the unfamiliar material Vor-situati.on\ '
as both similar to-and different from the familiar one. This is similar to. Schén’s notion.
that “... .the familiar situation functions as a precedent, or a metaphor.....an exemplar for
the unfamiliar one”. (p.67) ' '

In- the pool environment, his patience and empathy with his ’st'udents” feelings_‘of,
curiosity with their equipment and their uncertainty about breathing underwater provided
him with a different perspective. on his. practice. Comments from his students provided
positive feedback regarding his practice of having them breath underwater without a
mask before they had time to think about what they were doing. o

In both cases, the importance of the interactions with the students
éllowed Henri to reflect upon his practice in a different way by incorporating pedagogical
methods instrumental in strengthening a trust relétibnship. The importance of student
and teacher interactions have been repoﬁed by other researchers (Beyer, 1984,
‘LaBoskey and Wilson, 1987; and Clarke, 1992) and are consistent with the ﬂndingé of
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this study, that is, interactions with students have provided teachers with a different
perspective upon which to examine their practice.

On the other hénd, troublesome practice, outlined in the transcript, referring (
specifically to instructor laziness: and: time constraints, common to both the classroom
setting and the confined water (pool) environment have also influenced the teacher’s
reflective process. In the first instance, Henri used his past experiences-as a learner in
the sport diving industry as a basis for analyzing his teac‘hing' _practice and specifically
identified instances in which he had been lazy in-his performance. His past experiences
as a leamer made him examine more closely the ‘things’ he takes for granted and the
‘things’ that have been ‘cut short’ in his teaching praétice. Making past experiences
explicitis consistent with Schén’s argument that practitioners draw upon past experience

- to frame and reframe: conflict, uniqueness, and. perplexity in ‘non-routine instances of
':practice. The importance of referring to and making explicit past experiences has also

been reported by other studies. (MacKinnon, 1987; Sergiovanni, 1985; Clarke, 1992).
Thus, the results of this study indicafe that the nature of Henri's reflective activity, the
use‘of his past experiences as a leamer, allowed him to investigate his. practice using
another perspective.

In.the second instance, the issue of time allowed Henri to view his practice from
yet another perspective. In both the classrobm setting and the confined water (pool)
environment, the time it takes to teach aspects of the course is crucial as. a specified
amount of time-in these environments is allocated to, and -paid for by, the sport diving
facility, in advance. Therefore, Henri5s perspective shifted from ‘what do | have to
teach?’ to a time conscious perspective asking ‘how might | teach it better?”. The
importance of redirecting the element of time from constraining practice-to enhancing the
quality of practice has been documented by others (Selye, 1974; Méc_kay, 1988; Cowvey,
1990). Thus, the results indicated: reflections on Henri's practice were- enhanced by
using a time quality approach. |

3. Confined water (pbol) and open water (ocean) related

The nature of reflection between the confined water (pool) environment and the
open. water (ocean) environment consisted of five elements associated with positive
practice (instructor control/instructor anticipation, instructor sensitivity, conflict resolution,
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video as a leaming tool and context knowledgefteaching preference) and three elements
relating to troublesome practice (environmental context, lack of control and student’
confusion). Of major significance, in developing reflective teacher practice in the
confined water and the open watér environments, was the ‘unforgivingness’ of the water
environments.

Characteristic of Henri’s reflections in the water environments, as identified in this.
study, was his focus on the underwater problems and difficulties encountered by himself -
and his students: (the elements of troublesome -practicie). As might be expected; his
reflections tended to center on the uniqueness of the equipment, the uncertainties, the
‘unforgivingness’, and the complexities of the environment as precipitators of the
surprising events which were encountered in both the pobl and the ocean.

Clearly, the instructor course Henri completed, and even more so the amount of
time he had spent diving in the unforgiving ocean environment (within a buddy team
and/or with other classes), had a considerable impact on the nature of his reflection.
These activities that were curricular (instructor course and diving activities with other
classes) and extra-curricular (diving with a buddy for pleasure) enhanced the teacher’s
appreciation of the ‘situatedness’ and the ‘contextual and cultural miliew’ in which his
teaching takes place. This was evidenced by the reflective elements. of ‘instructor
control and anticipation’, “conflict resolution’ (solving problems), and ‘context knowledge’.

Various components of the instructor course and his experiences diving resulted
in an association between theory and practice which provided Henri with the tools to
create meaning of the problematic aspects encountered in the’ unforgiving leaming
environment. Highlighted here, is Schén’s argument for an epistemology. of practice
which places. technical problem solving (the rigor of scientific theory) within a broader
context of reflective practice (the relevance of art). The importance of the different
contributions. made by the contextual and cultural milieu, theoretical components - of
courses and teaching experience has been the subject of many studies (Brown et al,
1989; Houston and Clift, 1990;’ Krough, 1987, Zeichner and Liston, 1987, Clarke, 1992).
Thus, the results of this study suggest when links between théory and practice are
explicit, teachers use this knowledge while engaged in reflective activities regarding their

practice.
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4. Classroom and open water (ooean) environment related

The nature of reflection between. the. classroom environment and the open water
(ocean) environment consisted of one element, the selling of diving and diving
equipment, which Henri noted to be both a positive and a troublesome element in his
practice. In the first place, one of the assumptiohs inherent in the notion of teaching
sport diving is ‘selling diving and diving equipment’. As the trust, support and confidence
in the teacher increased, the students reportedly purchased their personal diving
equipment for the confined water (pool) environment (positive practice). Henri reflected
upon this student practice as providing a comfortable foundation in which to leam the
underwater skills. He reported proper fitting equipment resulted in positive experiences
in the water, however in some cases, he felt the students lost some respect for him as a
teaohér‘ because they were. unsure of his motives for ‘pushing’ equipment sales. in the

classroom and at the open water (ocean) site (troublesome practice).

The feeling of insecurity provided"a valuable direction for Henri’s viewing-of his
practice and as he watched the video tapes he was surprised at the extent to which he
talked about equipment sales without ailowing the students time to interact and ask
questions in this regard. Henri’s dominance, in this one-way dialogue, prevented the
students from inquiring into aspects. of purchasing equipment that' interested them,
therefore, resulting in their misinterpreted intentions of the teacher. Not surprising, the
students wanted to know the teacher cared about their interests before they cared about
what the teacher had to Say regarding sales. The importance of ‘negotiating’ equipment
sales has been the subject. matter of others (McCormmack, 1984; Karrass, 1992) and this
study has demonstrated that Henri's awareness of his one-way sale dialogue directed
his attention to reframe his practice from that of a dominating sales person to that of a
sales negotiator.

5. Specific to one environment .

The last part of this section reports the nature of the reflection that did not have
any apparent rélationship between or across environments. There were two groupingé
of elements, of a troublesdme nature, that were significant only to the classroom
environment. The first grouping (content organization, frustration with the curriculum,

- professional credibility, teaching preparation and classroom management) was related to
the sport diving curriculum and the second grouping (safety concemns, diving accidents,
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dispelling misconcebtioné», life threatening instances, gender issues, environmental
. concerns; equipment concerns, manager/instructor role conflict and ethi'wl conflict) was .
related to concemns related to the unforgiving leaming-environment. Lastly, one element,
student mental rehearsal, was significant to the open water (ocean) environment solely.

It became apparent, at the be'ginning‘ of the study, that Henri's reflections in the
classroom revolved around the incompatibility- existing befWeen the curricula presented
in his Instructor Guide and the certifying agency’s neWIy developed academic slide
presentation. | An examination of the trahscri‘pt data indicated that this discrepancy

 elicited many reflective issues relating to his teaching-practice, sucﬁ as, 1) what material
“should be included in the lesson plan? (i.e., some topics included in the instructor guide
[buddy system procedures and breathing air at depth] are not explicitly covered in the '
new slide présentation and, as witnessed by Henri's difficulty in 'getti’ng his students to-
work together in buddy teams, caused learning difficulties when left out of the teacher's
elaboration in the classroom), 2) whét‘ material should be left out of a‘lesson plan? (i.e.,
breathing air at depth was left out of the new system slides, therefore, Henri left the topic
out of his classroom presentation, yet later a question éppeared on the quiz rél’ati‘ng to
breathing air at depth), 3) how should the lesson plans be prepared? (i.e., presenting the
material on the new presentation slides in a modular format proved difficult) and finally 4)
-how should the curricula in the i'nstru'ctor guide be ‘integratéd into the new slide
presentation? (i.e., integrating the overview stétemen_ts, objectives and values, and the
- body of‘knowledge fcdhd in the instructor manual with the topics in the new slide
presentation proved difficult). Central‘_tc S‘chén’s-coneeption of reflection are these
unknowns which caused curiosities and excitément and of itself drove Henri's ihqu‘iry
process seeking resolution. Hence, Henri was as reflective about the issues he: raise,d’
relative to the inconsistencie;i of the entry-level sport diving curﬁCqum, a's‘he was about
‘his practice of implementing it. Thereby, the results of this study suggest that when the
teacher articulated his opinion about issues ‘regarding problems with the curriculum, he
also reflected on how these issues affected his practice.

The - second grouping . of elements, pertaining to the. unforgiving. leaming
environment, were significant because they were only discussed through Henri's
reflection in the classroom. The nature of these reflections was one of negativity and it

was ironic that while these elements regarded action in the water environments, Henri
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addressed the nature of the unforgiving learing environments in the classroom setting.
Thus, he felt that the value in sharing the concerns about the unforgiving leaming
environment with his students in the classroom, they would be better prepared for the
realities awaiting them in the pool and the ocean (i.e., the overwhelming amount of
equipment and the poor visibility). The 'importance' of providing students with the
necessary tools to be used in the actual situation has also been determined by others
(Brown et. al., 1989). ’

Finally, the nature of the reflection process identified a singlé element specific to
the open water (ocean) environment. These reflective incidents were elicited as a result
of reflection upon student difficulties in the open water environment. On several
occasions, Henri réfiec‘ted -upon the explicit overt ‘mental visualization approach to
leaming used by one of his students, who, throughout the study, had difficulty with each
facet of the course. The interesting strategy the student used before each open water
experience was a combination of mental rehearsal and overt action, in'that, each
exercise to be performed underwater was performed as a ‘dry run’ on the surface during
the briefing. In a sense, this student’s overt mental rehearsals acted as a primary
source for Henri to reflect upon his practice thus providing him with the opportunity to
examine whether his practice had been understood as intended. In short, the student’s
-explicit overt mental rehearsal provided the teacher with another perspective in which to
reflect upon his practice. The importance of mental practicé enhancing the leaming
process and performance for both the student and teacher has also been highlighted in’
other studies (Singer, 1988; Porter and Foster, 1990; Orlick and McCaffery, 1991;
‘Gordon, 1990; Sinclair and Sinclair, 1994).
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Table 11. The nature of teacher reflection across the three teaching environments.

—
Nature of reflection » Teaching environments
(P) = reflection on positive practice Classroom  Confined water Open water
(T) = reflection on troublesome practice environment  (pool) environment (ocean) environment
1. Across environment related
Teaching strategies (P) Yes Yes Yes
.Getting to know the student/student ident. (P) Yes Yes Yes
Body language (P) | Yes Yes Yes
Self criticism (T) Yes Yes Yes
Frustration with teaching (T) Yes. Yes Yes
Student difficulties/missed student difficult; (T ) Yes . Yes Yes
 Teaching difficulties'(T) Yes Yes Yes
2, Classroom and confined water related,
| ' Curriculum knowiedge (P) Yes Yes No
Content knowledge (P) i Yes Yes No
Instructor taziness.(T) |  Yes Yes No
Time constraints. (T) Yes Yes No
Trust relationship (P) Yes Yes No
Currency in teaching/commitment (P) | Yes Yes No
3. Confined water and open water related
| Instructor pontrol/anti_cipation (P) No Yes Yes
Environmental context (T) No Yes - Yes
Instructor sensitivity (P) |~ No Yes Yes
Lack of control (T) No Yes Yes
Student confusion (T) " No Yes Yes
Conflict resolution (P) " No- Yes . Yes
Video as a learning tool (P) | No Yes Yes.
Context knowledge/teaching preference (P) No Yes Yes
- 4. Classroom and open water related:
Equipment sales and selling diving (P&T) Yes No Yes
| 5. Specific to one environment ‘
Elements related to sport diving curriculum (T) Yes No No- -
Concerns related to the unforgiving. environ. (T) | Yes No No.
Student mental rehearsal (T) No: No: Yes

Note: Descriptors.and their definitions evolved.from the teacher's dialogue in the:stimulated: recall sessions.
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ll. Discussion of critical issues arising from the study

The reflection documented in this study suggests that Schén’s notion of reflective
practice is very applicable to the professional development of sport diving as his
conception of reflection applies to three areas of teaching inunforgiving leaming
environments: the problem solving disposition of teacher reflection, the leaming from
one’s practice, and the p'robing of internal dialogue..

The problem solving disposition of teacher reflection _
This. study was undertaken by the prospect of being able to identify reflective

incidents (positive and troublesome), within the domain of sport diving instruction, more -
specifically, to identify reflection during the course of a single stimulated recall session .
within a single teaching environment. It became immediately apparent that the activity of
reflection arose as. critical incidents, which were identified during the stimulated recall
sessions, and emerged as a ‘problem solving disposition ‘across ~all teaching
environments.

The reflective incidehts, and problem solving disposition. displayed by the teacher
within a teaching environment, were foundational 'to the identification of the reflective
themes revealed within and across teaching environments as the reflective incidents and
problem solving disposition often initiated the teacher's development of new frames to
understand other issues related to his teaching practice. For example, the problem
solving disposition of the teacher reflecting upon the controlled emergency swimming
- ascent demonstration in the confined water (pool) environment resulted in the reframing

of his practice to incorporate the students’ perspective. The teacher’s problem solving
disposition created associations between related incidents which combined into a variety
of reflective themes within and across teeching environments. Hence, the nature of
- teacher reflection observed in this study indicated reflection was initially influenced by a
‘disposition to resolve problematic critical incidents within a‘teeching environment. it was
found that recurring themes were revealed between and across all the teaching
environments. *

The conceptualization. of reflective practice as being comp'rised of a preblem'
“solving disposition, resulting in the identification of recurring themes between and across
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the teaéhing environmenis, has important implications for professional deVeIopment for
teachers who function in unforgiving leaming environrhents and specifically thosé who
teach sport diving. Through the use of a problem solving disposition, i.e., reflective
practice, in one environment, teachers might consider alternative ways to approach the
complexity of teaching in another-em)ironment. Specifically, the guided development (by
more eXperienoed practitioners) of a reflective problem solving disposition might enable
teachers to step back from their routine ways of approaching problematic practice and
consider alternative instructional and management options in all three teaching
environments and the consequence thosé choices might be expected to have on
students struggling with learning to-dive. 'In this manner, sport diving teachers should be
encouraged to rely less on generically prepared instructional materials for classroom,
confined water (pool), and open water (ocean) problems and gain confidence in their |
own strength as professionals through collaborative efforts with other practitioners.

Leamihg from one’s préctice- .

This study has extended Schén'’s notion of reflection, as it applies to. teaching in
unforgiving. leamning environments, by addressing ‘why’, ‘how’ and ‘what’ sport diving
teachers reflect upon when engaged in the instructional process. The nature of teacher
reflection, in which questions regarding ‘why’ teachers reflect upon their practice and
‘how’ teachers reflect upon their practice, has been thé subject matter for many other
studies (Ross, 1987; Krough, 1987; Shulman, 1988,} Grimmett, 1988; Louden, 1989;
MacKinnon, 1989; Clarke, 1992). The substance of teachers’ r_eflectiVe engagement, the.
‘what' question of teacher reflection, has also beeh studied by others but has received - '
less attention (Boirko, Livingston, McCaleb, and Mauro 1988, Grimmett and Creehan,
1990; Erickson and MacKinnon, 1991; Clarke, 1992). In addition to providing additional
insights to the ‘why’ and ‘how’ question of reflective practice describe above, the resuits
from this study have also provided a degree of perceptiveness to the ‘what’ question of
the reflective process of sport diving practitioners and is discussed below.

The intent of the first research question - what factors do sport diving
practitioners reflect upon in each of the three teaching environments - was to idenﬁfy the
substance of the reflective. process in which spbrt diving practitioners engaged.
Previous studies. (Boirko et al., 1987; Russell, 1988) have provided insight to teacher
reflection upon lesson content, other studies have highlighted teacher reﬂectioh on
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student learning (Freiber and Wéxman, 1990; Erickson and MacKinnon, 1991) and the
teacher’s reflection upon the ownership of one’s practice has also been documented
(Clarke, 1992). The results of these studies are consistent with the si>dh main theme
which emerged from this study. This theme, ‘understanding one’s practice’, included the
teacher’s reflection upon lesson content, student learning, and the ownership of practice.
Thé fourth main theme that emerged from the data of this study, ‘leaming-from one’s
practice’, stands out as significantly different from other studies. '

Learning from one’s practice embraced the teacher's reflection upon the
‘pedagogical conduct’ of his practice which he reflected on numerous 'occasions as he
reviewed each of the teaching environments. Previous research. has placed less
emphasis upon teacher reflection regarding the pedagogical conduct of one’s practice
perhaps for several reasons. One possible explanation is the difference between the
methods courses offered to student teéchers, in the school setting, undertaking their
professional yeér' of study at a tertiary institution, and those offered to sport diving
professionals in. their instructor development courses. Earlier studies oong:émed‘ with
teacher reflection in teacher education were oftén conducted with teachers who have a

sdund theoretical and methodological grounding in pedagogical conduct, hence conduct -

was not an issue. Thus, in studies on reflection in the educational system, the

pedagogical conduct of one’s practice may have been subsumed within other themes or -

may not have been recognized as an issue for teachers at the time.

Another possible explanation is associated with the context in which studies. on
teacher reﬂection have taken place. In the school setting, studies generally take place in
the classroom in which the physical surroundings, for the most part, remain relatively
static, consistent and/or predictable from day to day and lesson to lesson. However, the
sport diving context features three different teaching settings, one of which was a
classroom, whereas the other two teaching environments involved physical settings that
are dynamic. not consistent and/or predictable from day to day or lesson to lesson.
Hence, the teacher’s reflection in this study focused upon leamning from one’s practice in
an attempt to refine his pedagogical conduct which provides the basis for the safety of
both the teacher and his students in these ever changing teaching environments. The
contribution this study has to make, in this regard, is that leaming from one’s practice, in
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its various forms, constituted a substantial component of the sport diving teacher's
reflection across the three sport diving settings.

The probing of internal dialogué or guided discovery

One of the primary aims of professional development is to nurture a disposition
and a capacity which will enable a teacher to be able to reflect-on-action and then
eventually reflect-in-action. The three teaching environments of the beginner sport.
diving course provided a more complex and dynamic teacher setting than the settings in
which Schon first clarified his notion of reflective practice. ‘Schén’s thinking on the
nature and development of teachers’ professional knowledge is not drawn from the field
of teacher education, rather his studies are grouhd'ed in the practicie of master teachers
working _with gifted protégés in primarily ‘clinical’ Settings in which the students were
provided a relatively risk free ‘virtual’ world in which to experiment. The students’
experimentation, in Schén’s work, primarily involved planning settings in which the
student and the teacher collaborated on projects such as the design of a building and
the preparation of a musical performance. The interactions between the master teacher
and the gifted protégés, in these instanoés, reflected upon ‘planning’ in a ‘virtual’ world.
In this study, the stimulated recall interaction between the teachér and the researcher
reﬂeded upon the ‘planning’ of lessons in three different teaching environments as well
as the ‘implementation’ of what was planned. As reported in this study, the teacher’s
reflection. included "both the planning of action in the ‘vitual world and the
implementation of the planned action in the ‘real’ world. Hence, the contribution this
‘study has made in this regard is that teacher reflection-on-‘reflection-in-action’ and
~ teacher reflection-in-action can be documented, although with difficulty, in the ‘real
world.

Of significance between Schon’s notion of reflective practice in the ‘virtual’ world
and this study’s examination of reflective practice in the ‘real’ world was Henri’s
examination of his. practice. which took the form of an internal dialogue. As previously
noted, teacher reflection-in-action was documented with difficulty because the teacher
had difficulty articulating his intemal dialdgue. This difficulty stemmed from the fact that
much of this teacher’s practice was dependent upon tacit recognitions and judgments.

~As pointed out by Schén, much of teachers’ knowing about teaching is embedded within
their actions and is often not consciously available to them. Hence, to reveal the tacit
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understandings in the teacher's intemal dialogue and therefore the nature of the

reflection-in-action, in. some cases, the researcher stimulated or probed the teacher’s
internal dialogue by engaging him in an external dialogue or exchange. In this way, the

researcher conducted a guided discovery procedure which encouraged the teacher to

frame and reframe instances which ultimately resulted in him ‘seeing’ his practice
differently. The results. of this study suggest the internal dialogue of the teacher may be
revealed, and thus made available for critical analysis, through a guided discovery
technique or a probing of the teacher’s intemal dialogue. This resuit provides,bevidence
for the potential contribution of peer teachers in the development of the reflective
practice of sport diving professionals.

lil. Implications for practice

Since tevac’ner‘ educators, advocating reflective, inquiry-oriented teacher
education, argue that reflective practice can be encouraged throughout teacher
education (Pugach and Johnson, 1990; Wildman et al., 1990; Freiberg and Waxman,
1990), it follows that a discussion of how this is to be accomplished should be pursued.
In this section, four suggestions for the proVision of the opportunity, for teachers involved
in teab‘hing physical activities in unforgiving leaming environments and specifically for
teachers in the sport diving arena, to reflect upbn their practice are presented under the
following headings: observation of others, self-assessm'ent of teaching, problem setting
versus problem solving and the community practicum experience. '

Observation of others

The issue of ‘seeing’ things from different perspectives was prevalent in many of
the reflective themes identified in this study. In fact, access to different perspecﬁves
contributed significantly to the teacher's framing ‘and reframing of his practice. This
result is consistent with other studies (Wildman et.al., 1990; and Ross, 1990) which have
indicated that the access to a multiplicity of perspectives through networking, video
tapes, dialogding with other teachers and interactions with students have contributed to

the development of reflective practice.

Observation of other spbn diving teéchers will provide newly certified sport diving
instructors with the opportunity to actually observe specific teaching behaviors that were
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emphasized in their instructor development courses. Furthermore, focused observation
may allow the inexperienced sport diving practitioner to understand how these teaching
behaviors can differentially influence student. cognitive; affective and performance
-outcomes. Unless teachers actually havé the opportunity to observe the effectiveness of
‘these behaviors within each of the teaching environments of a beginner sport diving
course, they may not ‘appreciate’ the value of these teaching skills. Moreover, through
observation of others, skills important to reflective practice are activated, shaped and
refined. Thus, the reflection documented in this study suggests that reflective practice is
enhanced by providing opportunities for teachers to view their practice from a multiplicity
of perspectives. Finally, the observation of others, in each teaching context applicable to
sport diving instruction, brings some structure and relevance to what can otherwise be
an overwhelming teaching assignment.

Self-assessment of teaching

“The stimulated recall sessions involving the reconstruction of practice captured
on video tapes were not intended as a tool for self-assessment of teaching but rather as
a means .at gaining insights to teacher reflection. However, the stimulated recall
sessions and. the reconstruction of practice captured on video tapes did provide:
perspicacity into possible ways of examining one’s practice.

The sport diving teacher education programme involves the use of micro-
teaching (Allen and Fortune, 1966; Bush and Allen, 1964) in which simulated teaching
involves one instructor candidate teaching five or six other candidates for ten to twenty
minutes. Typically the instructor candidates first leam a series of teaching behaviors,
such' as sequencing material, the use of instructional aids or underwater control
measures and later teach other members of the group. The instructor candidate
receives feedback as to which previously identified behaviors have been exhibited. |

Both instructor candidates and instructor educators have questioned the utility
and appropriateness. of this summative use of micro-teaching because of its differences
from the natural teaching environments (Good', Biddle, and Brophy, 1975). This
environment provides ‘minimal opportunities for reflection. Modification of the micro-
teaching process, however, may provide opportunities for using it as a reflective tool
providing opportunities for formative feedback, peer feedback, and self-assessment.
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The micro-teaching experience may be modified to include the video taping of a -
segment of the candidate’s teaching in each of the three teaching environments with
actual students and actual circumstances. Later the micro-teaching segments captured
on video can be stopped, started and reviewed ailowing the candidate the opportunity to
examine her/his practice ‘first hand’. In this fashion the micro-teaching experience can
enhance the reflective process and profeésional development by affording individuals
the opportunities for self-assessment, insight into differing students’ perspectives,
learning from other candidates and receiving constructive c'riti‘cism from their more
experienced counterparts. Providing the encouragement and the climate for reflection in
a modified micro-teaching expeérience ini:reases the chance of professional growth.

Problem setting versus technical problem solving

Another aspect of reflection that emerged as a trend in this study was the
teacher's attempts at problem setting as opposed to technical problem solving when
trying to deliver instructional material to the students. Several examples contributed to
the identification of this trend, with the common element being the teacher's attempts to
make sense of how to integrate and implement the certifying agency’s new instructional
slide presentation' with the instructor guide. | ' ‘

Professional’ competence is specific to domains, that is, in making correct
decisions there are no global formulas (Shulman, 1986a). Teachers need detailed
. knowledge both of the'teaching'specialty and of how to employ that knowledge to teach
others. Other researchers have studied the dilemmas faced by novice teachers as they
struggle to teach material they have yet to leam (Shulman, 1986b, 1987, Ringstaff,
1987, and Grossman, 1988). The results bf these studies are similar to the resuilts found
in this study that in the absence of detailed content knowledge or of pedagogical
knowledge, teachers cannot make content as accessible to students. |

The reflective practice of teachers depends upon content-specific knoWIedge;
upon pedagogical knowledge, upon the knowledge of their students as a group and as
individuals, and knowledge of the milieu of the teaching environments. Hence, reflective
practice is enhanced not only by the depth of knowledge in these areas but also by a
breadth of knowledge, and the interrelationship among. these areas. Therefore, the
results of this study suggest the breadth and "depth- of content knowledge and
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pedagogical knowledge enables teachers to reflect upon their practice and upon their
students” understandings which allows the teacher to better adapt his instruction to meet
the students’ needs.

The community practicum .

A key element of reflective practice, identified in this study, was the addressing of
particular problems of practice. Troublesome. préctice was precipitated by instances of
uncertainty which in .itself prompted teacher reflection. Thus, through entertaining
situations of uncertainty the teacher's reflection produced ihe themes identified in this
study. However, articulation of teacher reflection was.not easily expresses in many'
situations and therefore the researcher applied a gentle probing dialogue to facilitate the
teacher’s vocalization of his reflection. The aforesaid instances were documented as the
basis of productive teacher leaming and reflection for both the teacher and the
researcher. Hence, a peer from within the community, in this case the researcher,
provided a comfortable atmosphere for this type of enunciation. Thus, if reflective
practice is to be an important aspect of ~teaching, in unforgiving learning environments,
sport diving instructors shouild 'be encouraged to discuss their practice with peers as it is
through interactive dialogue that feﬂections on general teaching practices and contexts,
reflection-on-action, and reﬂection-on—‘réflection—in—_action’ can be identified and nurtured.

Other researchers have fou.'md',i as revéa|ed‘ in this study,_ the acquisition. of and .
continuing support for a reflective dispdsiﬁon among teachers can be mediated and
substantially enhanced by peers, whose role might be described as helping to stretch
the limits of their colleagues’ capabilities for reflection (Pugach and Johnson, 1990).
Peer collaboration, in the form of a community practicum, may engage two or more
teachers in an interactive dialogue encouraging new strategies of reflective thinking. One
teacher takes the role of ‘initiator and addresses a particular problem of practice
(particular problems are posed and responded to as a means of reframing the nature of
the problems), and the second teacher takes the role of ‘peer facilitator’ and guides

“herfis partner through the summarizing of the .redefined problem, generating possible
solutions and- predicting what might happen should the solutions be utilized.
Collaboratively, the teachers consider various ways of evaluating the effectiveness of the
solution chosen. The documentation of reflection: in this study suggests that péer
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collaboration is needed to help even the most skilled teachers consider their practice in a
reflective manner as teacher reflection is not likely to occur unless it is prompted.

IV. Further Research

There were many areas that emerged during the analysis that are worthy of
further research attention. Three such areaé; accepting change to the sport diving
curriculum, the psychological skills training and the learning and instructional process,
and the practicum as professional development for sport diving teachers, are highlighted
here. All three are rél’ated to the reflective practices of teachers who teach in unforgiving
leaming environments and specifically of teachers in the sport diving industry.

Accepting change to the sport diving curriculum

The teacher's reflections in this study identified an incompatibilitj/ between‘
curricula found in the Instructor Guide and the certifying agency’é newly developed
academic slide presentation. This discrepancy raised many issues for Henri about his
t’eachihg practice. One reason for this discrepancy may be that curricula changes are
often introduced to téachers with the emphasis on the benefits of the innovation in
general or on long-term goals and are expected to be implemented independently by the
teachers. Yet even when the innovation is thoroughly explained at the outset, it cannot
be absorbed, for teachers do not incorporate new ideas immediately and completely.
Change is a process, not an-event (Fullan, 1982). '

Innovations are rationally advocated from the point of view of what is rational to
the change agent, not the teachers, and as such are independently interpreted when left
solely to the teachers. On top of all this, even potentially good changesvdo not fare well
because far too many changes are in front of teachers at any one time. Regardless of
the reasons,A there are more changes being proposed than are humanly possible to.

_implement, if by implementation we mean changés in behavior and thinking. A research
project designed to give some support, external assistance and clearly provide
procedural content for (how to implement) the curricula changé might eliminate this

issue. In this way the conditions and time needed to develop new practices will be
realized. ‘ |
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The psychological skills training and the Ieamihg and instructional process -
‘ Another significant incident highlighted by the teacher as he reflected upon

student difficulties in the open water environment was the explicit overt mental

visualization. approach of leaming used by one of his students. This interesting strategy,
a combination of mental rehearsal and overt action, was utilized by the student in an
effort to perform a ‘dry run’ of exercises on the surface before actually having to perform
them underwater. The consequence of this student’s actions allowed Henri to reflect
upon his practice from yet another perspective. There has been much research in the
area of psychological skills training which was foundational to this student's strategy of
preparation. A research project addressing, more specifically, the natural linkage
between psychological skills training and the leaming and instructional process, as Well
as the role of teachers in unforgiving leaming environments. as they design and manage

the practice settmg may provide new insight for the integration of mental skills (i.e.,

attention, focus, refocus, positive self talk, routine formulation, etc.) with the instructional
process.

The practicum as professional development for sport diving practitioners

The teacher’s reflection in this study stressed the importance of remammg ‘up to
date’ and current-with the certifying agency s standards and procedures of practice. The
sport diving industry has not employed the pre-service teaching practicum typical of
student teachers undergoing their professional year of study at a tertiary-institution. This
is likely because the Regreational Scuba Training Council (RSTC) requite practitioners
to have liability insurance before working ,with students, which is only possible by

becoming fully accredited sport diving teachers. Hence, a pré-serv‘ice teaching

practicum has not been instituted into the educational system of spbrtv diving
practitioners, however, sport diving practitioners, once certified as instructors and having -

~ acquired liability protection, may engage in a teaching practicum, of sorts, under the

supervision of another certified instructor. In this manner the essence of a preservice
teaching practicum can serve the needs of a novice sport diving instructor in the same
fashion the pre-servnce teacher practicum in education serves the needs of pre-service
teachers. This same form of practicum, as Iong as liability protection is malntalned may -
be entered into at anytime throughout the sport diving teacher’s career.
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This study’s results have underscored the productivity of working with another
professional. The advantages and insights derived from such an experience are
considerable and are relevant to both participants. The potential for professional
development and the possibilities for maintaining currency with industry standards and

procedures is inordinate. A research project addressing the possibility of implementing a
mini-practicum, in which two teachers engage in reflective activities as they work

together on one module of the curriculum per year, as a prerequisite for obtaining and
maintaining one’s liability insurance, would enhance teacher reflection and wouid be a
method of propagating currency in the profession. '
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Appendix A — The camera and the researcher

This study involved the presence of both a video camera and the researcher in
the practice setting. This potential intrusion into the teacher's environment slightly
altered the typical practice setting, particularly in the classroom environment. To
minimize any possible detrimental affects associated with this necessity, the researcher
video taped the pilot study within the same sport diving educational facility which
participated in the main study. Since the confined water (pool) environment and the open
water (ocean) environment involved the extensive use of a great deal of equipment, the
integration of the video camera was not an issue.

The following transcript excerpts from Henri’s participation in the stimulated recall
sessions provide evidence that neither the camera and the resulting video quality nor the
presents of the researcher hindered or in any way altered the practice setting. There are
transcript excerpts from each of the three teaching environments.

The camera and the researcher in the classroom environment

4645 Henri: Ya, ya the camera seems positioned a bit, a bit more to the, oh maybe
4646 not.

4647

4648 Lesley: I'm moving it.

4649

4650 Henri: You're moving it?

4651

4652 Lesley: Actually, I'm following you.

4653

4654 Henri: Right.

4655 A

4656 Lesley: So, because of that | can imply then that the camera didn't bother
4657 you? ’

4658

4659 Henri: No, it did not.

(S6, CR5, V1, A 3A3B, TL 4645-4659)
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The camera and the researcher in the confined water (pool) environment

582
583
584

Lesley: Did you ah....think that the video was going to be this clear?

Henri: No. No actually it's really good.

(83, CW1/2, V2, A 4A, TL 582-584)

995
996
997
098

999

1000

1001

1002

1003

Lesley: When you're in the pool and you are demonstrating and in control of
your students and getting them to do the skills for you and that, were you aware
of the video camera being around?

Henri: Not under water, on the surface | knew it was there but ah, well it, when
actually, it Was when | demonstrated the skill |, | was aware because often the
video camera was where the students are but when I'm working with the students
I had no idea, | mean, | knew it was there but it wasn't affecting me in any way. It
was behind me and | couldn't see the camera.

(S5, CW3/4, V2, A 4A4B, TL 995—1003)

The camera and the researcher in the open water (ocean) environment

143
144
145
146
147
148
149
150
151
152
153
154
155
156
157

158

Henri: ...ya that's not bad clarity under
water....

Lesley: Are you surprised?

Henri: I'm, surprised, very surprised, yes.

Lesley: | mean, the visibility under water seemed quite bad.
Henri: Ya, it did.

Lesley: But the video, um, has turned out ah....

Henri: Ya....

Lesley: ....quite well?



159
160 Henri: | would, | would say that's good, yes.
(S8, OW1, V3, A 5A, TL 144-160)
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