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Abstract

This is a study of seconded teachers' experiences as
university instructors and faculty advisors in the Faculty
of Education at the University of British Columbia.

Data were gathered for this study through interviews
with 17 seconded teachers (5 first-year seconded teachers,
8 continuing seconded teachers, and 4 teachers who re-
entered the school system after secondment). The purpose of
my study was to understand more clearly the experiences of
seconded teachers in the teacher education program through
the use of Glaser and Strauss's (1967) grounded theory
approach.

The results indicated that the seconded teachers in
this study moved through stages: seeking the position,
preparing for secondment, expressing self doubts and
loneliness, adjusting to the tempo and workload, working
with adult learners, and looking for support. As university
instructors, seconded teachers bring realism to the teacher
education program by presenting fundamentals of teaching,
by modeling teaching strategies, by connecting theory and
practice, and by sharing narratives. Seconded teachers
acknowledge with reservations that as evaluators they
possess power over student teachers. Regardless of how they
might prefer to conceive of their role, in the end, they
become evaluators. Seconded teachers displayed various
communication styles. Reflection, an aspect of

communication, was also identified as important. The themes
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that have emerged in this study point to 5 general central
Aissues: the contrast between university and school
cultures, the strength of reflection on practice, seconded
teachers; commitment to classroom teaching, seconded
teachers' professional identities, and secondment as
professional development. The results of this study suggest
that the temporary, short-term nature of secondment, as it
now stands, may be a lateral career move rather than a
vertical progression. Comments suggest that the Faculty of
Education could do a better job of educating seconded
teachers about, not only the preservice teacher education
program, but specifically the expectations and roles for

the seconded participants.
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CHAPTER 1 -~ INTRODUCTION

A primary function of teacher preparation programs is
to provide an environment that promotes the transition from
student to teacher; that is, they assist students to become
teachers. Another transition, one from teacher to teacher
educator for regular faculty or seconded teachers, however,
is rarely acknowledged. Little attention is directed to the
process whereby teachers assume the tasks of teacher
education; together these transitions might be thought of
as a continuum of professional development. The literature
on seconded teachers' knowledge base for teaching, as well
as their attitudes toward and beliefs regarding their roles
as teacher educators is limited. The extent to which the
university setting and the practicum influence these
attitudes and beliefs has not been fully explored.

Few studies specifically recognize seconded teachers
for their contributions to teacher education programs. And
yet, depending on the setting, seconded teachers and other
non-tenured faculty are assigned a considerable portion of
the tasks of teacher education. Indeed, Goodlad (1990)
contends that student teachers associate these "shadow
faculty" most closely with their teacher education
programs. In the extreme, the tenured, full-time
professoriate is invisible to many student teachers on
campuses across North America.

In many faculties‘of education two distinct groups of

teacher educators exist: the full-time faculty and the



"shadow" or adjunct faculty (Goodlad, 1990). Generally, the
shadow faculty is comprised of experienced cooperating
teachers, some of whom may also be enrolled in graduate
education programs, who are seconded by the university to
teach methods courses and to supervise student teachers on
practicum. After one or two years they return to school
districts and resume their former roles as teachers.
Therefore, they are in a unique position to observe the
process of teacher education from both the school and the
university perspective. As faculties of education continue
to try to improve their preservice programs, these
educators are important sources for informing the practice
of teacher educators and improving the learning of
preservice teachérs.

It is conjectured that seconded and formerly seconded
teachers are distinct from other teacher educators, largely
because of their "practical" knowledge; a type of knowledge
that reflects their classroom experiences, values, beliefs,
and personal philosophies of teaching and learning. In this
study, I include both seconded and formerly seconded
teachers under the one label, seconded teachers. At this
time, I do not wish to say anything more about "practical
knowledge" other than I will be using this construct to

analyze some of the data.

Assumptions of the Study
Three assumptions underlie this study of seconded

teachers. First, preservice teacher education programs will



be improved if seconded teachers' skills and dispositions
are made part of classroom knowledge and discourse in it.
The Holmes Group (1995), for example, calls for the
creation of a new type of faculty member in teacher
education; "a person who is equally at home in the
university and in public school classrooms. A clinical
professor . . . who can show and do what education
professors might otherwise be lecturing about in university
classes on pedagogy, school psychology, counseling, etc."
(cited in Murray, 1996, p. 29).

A second assumption underlying this study is that
university faculties of education recognize the advantage
of student teachers working with cooperating teachers, who
were previously seconded teachers, since they better
understand the philosophy, objectives, and sequence of the
preservice programs of which the student teachers are a
part.

A third, and related assumption is that, when seconded
teachers and university faculty each enter the setting of
the other, they may create and improve cooperative, even
collaborative relationships. Programs as well as courses
could benefit from seconded teachers' credibility of
practice, and the intermingling of people from schools and
from universities could bring about more effective and more

satisfying partnerships.



Rationale of the Study

Schools and universities view preservice teacher
education from unique perspectives. Seconded teachers have
the opportunity to observe and participate in preservice
teacher education in both contexts. This unique positioning
provides access to a school/university perspective on
preservice teacher education that is not often otherwise
available. Little is known about the emerging roles of
seconded teacher educators, except to say that the
traditional cooperating teacher role is being expanded to
include additional duties and responsibilities (Cornbleth &
Ellsworth, 1994). In part, the expansion and redefinition
of the cooperating teacher role is linked to efforts to
unify the teaching profession and lessen the gap between
professors of education in univefsities and classroom
teachers in public schools.

The objectives, therefore, of this study are: (1) to
explore seconded teachers' understandings of their roles as
university instructors and faculty advisors; (2) to
investigate ways in which seconded teachers' knowledge of
learning to teach may be changed through their
participation in the teacher education program; (3) to
investigate ways in which seconded teachers' perceptions of
the roles of all the parties (e.g., student teacher,
faculty advisor, and cooperating teacher) may be changed
through their participation in a teacher education program:

and (4) to contribute to a better understanding of how the



skills and knowledge of seconded teachers can more
effectively be used to inform the practice of teacher

education.

Terms Used in This Study

The Teacher Education Program

As outlined in the Teacher Education Program Handbook
of the Faculty of Education at the University of British
Columbia, the context in which this study is set,
candidates are enrolled in courses designed to provide them
with a balance of general and specialized knowledge about
curriculum and instruction. In the first term, students
(12-month elementary and 12-month secondary options) enroll
in The Principles'of Teaching, a course designed to provide
a foundation in general pedagogical knowledge, including
lesson and unit planning, and ways to organize and provide
for instruction and classroom management. Candidates enroll
in courses in educational psychology and special education
and a course in the analysis of the aims and means of
education. Regardless of the program of study, student
teachers enroll in subject specific curriculum and
instruétion courses prior to undertaking an extended
practicum. During the thirteen week practicum the student
teachers' teaching responsibilities increase gradually, as
they demonstrate proficiency. After the extended practicum,
candidates return to the campus to engage in studies
designed to put their teaching experiences in a broader

context.



Teacher Educator

When speculating about the potential contributions
that seconded teachers make to teacher education, one needs
first to consider the question: who or what is a teacher
educator? Carter (1984) defined a teacher educator as a
"faculty member in a tenure track position who taught at
- least one professional course during the preceding twelve
months" (pp. 125-126). For Ducharme (1993), teacher
educators are "those who hold tenure-line positions in
teacher preparation in higher education institutions, teach
beginning and advanced students in teacher education, and
conduct research or engage in scholarly studies germane to
teacher education" (p. 6). For the purposes of this study,
I use the term teacher educator to refer to those who teach
and supervise student teachers, whether they are tenured or
tenure-track full-time faculty, sessional part-timers, or
seconded teachers.

Clinical Professor

For Conant (as cited in Cornbleth & Ellsworth, 1994),

clinical professors need not . . . make

contributions by research and writing. They

would be generally recognized as superb

teachers. . . . Such persons might be given

appointments of three to five years . . . if

possible, serving both the university and the

school at the same time. (p. 230)



Conant's vision of the clinical professor perhaps most
closely resembles the profile of seconded teachers in
Canadian faculties of education. These teachers not only
work in elementary and secondary school classrooms; they
also spend part of their professional lives in university

settings teaching and supervising student teachers.

Seconded Teacher

Seconded teachers are teachers who are seconded to the
Faculty of Education from their school districts for
usually a one or two-year term. They have a minimum of five
years suécessful teaching experience at the elementary,
middle, or secondary levels, are practicing teachers at the
time of appointment, and have had recent involvement in the

teacher education program as cooperating teachers.

Faculty Advisor

Faculty advisors are responsible for working with both
the schools and cooperating teachers to establish a
profeésional working relationship and to assist in planning
for student teachers' work. Faculty advisors are expected
to make frequent visits to schools, to assist schools in
making adjustments in the placements of student teachers,
to support school staff in work with student teachers, to
respond to staff enquiries about the university's program,
and to confer with student teachers about their
experiences. Student teachers receive both oral and written

feedback from cooperating teachers and faculty advisors.




University Instructor

Seconded teachers who participated in this study
taught methods courses in a variety of curriculum and
instruction areas. Additional teaching reéponsibilities
often included three other courses, Principles of Teaching,
Communication Skills in Teaching, and Language Across the
Curriculum.

Cooperating Teacher

Cooperating teachers are expected to act as mentors
and models for student teachers throughout the extended
practicum. Their responsibilities include regularly
checking unit and lesson plans, maintaining contact with
faculty advisors, observing and providing oral and written
feedback to student teachers, and completing a summative

evaluation form for each student teacher.

Theoretical Perspectives

Contexts of and Orientations Toward Teacher Education

Acknowledging contextual realities in teacher
education is important because seconded teachers perform
within a context but, at the same time, that context acts
upon them (Schon, 1983). Seconded teachers share with
student teachers what they know about teaching, hoping to
contribute to the education of beginning teachers, thus
enhancing the profession and possibly refining their own

skills through describing and demonstrating them. Their

preconceptions about student teachers, what they need to




learn and how it will be learned, affect their practice as
teacher educators.

A useful line of inquiry is the identification of
different orientations toward the conceptual foundations of
teaching and teacher education (e.g., Feiman-Nemser, 1990;
Kennedy, 1987, 1990; Morine-Dershimer, 1991; Zeichner,
1983; Zimpher & Howey, 1987). An orientation, according to
Feiman-Nemser (1990)

refers to a set of ideas about the goals

of teacher preparation and the means for

achieving them. Ideally, a conceptual

orientation includes a view of teaching

and learning and a theory about learning

to teach. Such ideas should give direction

to the practical activities of teacher

preparation such as program planning,

course development, instruction, supervision,

and evaluation. (p. 220)

A word of caution, however, is in order about orientations,

despite their basic importance. They are not mutually

exclusive and, as Merseth (1994) reminds us, different

orientations offer teacher educators variations in the
structure of [the] why and how of educating

teachers. They provide a frame of reference

to help guide deliberations about teacher

education activities. They help make explicit

the potential impact of a variety of practices
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on the coherence and strength of overall programs.

(p. 149)

Five conceptual orientations towards teaching and
teacher education are outlined in anticipation of their
possible use in analyzing and understanding seconded
teachers' knowledge of learning to teach and their
perceptions of their roles in teacher education: academic,
personal, technical, practical, and social critical.
Simply stated, my position is that seconded teachers'
conceptions of teaching and learning influence how they
perceive their roles as teacher educators. These widely
accepted orientations, which will be discussed next, are
useful when analyzing seconded teachers' knowledge of
learning to teach and their perceptions of their roles in
preservice teacher education.

Academic orientation.

The academic orientation in teacher preparation
reflects the belief that kndwledge of subject matter, in
particular, is essential to a teacher's development.
Teacher educators who adopt this orientation typically
emphasize academic preparation in the belief that it will
help student teachers acquire the necessary knowledge base.
Disagreements exist/ however, about the extent to which
faculty-based teacher educators should be responsible for
prospective teachers' subject matter preparation. Some
critics of teacher education faculty, for example, argue

that teachers have already learned as much about their
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subject as they need to know from their undergraduate
coursework. The teacher educator's role within the academic
tradition, then, is mainly to transmit knowledge, and as
Merseth (1994) points out, he or she is a person "firmly
grounded in the subject matter to be taught who is facile
in developing multiple representations of the material for
different learning outcomes" (p. 145).

Personal orientation.

The personal orientation places the student teacher's
learning at the center of the learning-to-teach process.
The teacher educator who adopts this orientation encourages
prospective teachers to take responsibility for their own
learning. The emphasis here is not on teaching specific
behavior, skills, or content knowledge, but instead on the
quality of the experience; "a process of becoming rather
than merely a process of educating someone how to teach”
(Zeichner, 1983, p. 5). The teacher educator who adopts
this orientation typically works as a counselor who tries
to encourage inquiry and self-knowledge in student
teachers.

Technical orientation.

The underlying assumption of the technical orientation
is the notion that knowledge about teaching and learning
can be codified and presented to teachers. Those who
advocate a technical orientation believe that teachers find
solutions to problems by applying appropriate teaching

principles. The role of teacher educators in this
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orientation is to provide teachers with examples of the
general categories of situations that a teacher is likely
to encounter. Teacher educators who adopt this orientation
tend to emphasize skills and outcomes pertaining to areas
like classroom management, lesson planning, lesson

presentation, and questioning techniques.

Practical orientation.

The practical orientation recognizes that teaching is
a complex and often ambiguous endeavor rooted in the wisdém
and experience of practice. Early studies in this area
focused on teachers' decisions reflecting personal values
and beliefs. Elbaz (1983), for example, identified five
broad domains of practical knowledge when she studied a
high school English teacher called Sarah. Her study informs
us about what teachers do but says little about what
teachers actually know. Other studies (e.g., Clandinin &
Connelly, 1987; Lampert, 1985; Munby & Russell, 1991)
concentrate on specific incidents in a teacher's classroom.
Fenstermacher (1986) goes further in developing a
conception of how teachers convert knowledge into action.
His argument is that teachers make decisions based upon the
information they have about teaching, information that is
rooted in the daily events of teaching. Those who advocate
a practical orientation to teaching and teacher education
tend to emphasize the "wisdom of experienced practitioners"
(Zeichner, 1983) and the "localized, craft-oriented nature

of teaching" (Lortie, 1975; Macdonald, 1986, Schon, 1983).
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In this orientation, learning to teach often involves
apprenticeship experiences, case-based activities, and
problem solving contexts intended to help the prospective
teacher "think like a teacher" (Feiman-Nemser, 1990).

Social critical orientation.

The social critical orientation acknowledges teachers
as active agents in their own preparation. This focus does
not mean that the technical skills of teaching are
unimportant. Instead, this orientation assumes that those
skills alone are an insufficient basis for a conception of
the fullness of professional knowledge. Because schools
generally reflect what already goes on in society
(Habermas, 1978), critical theorists expect to find the
same inequalities in classrooms as one finds in society. To
counter these inequalities teachers are expected to promote
democratic values in the classroom. Teachers become social
transformers, for example, by encouraging students to
question taken-for-granted assumptions about power,
language, schooling, knowledge, and teaching (Giroux,
1988). The role of the teacher educator who adopts this
orientation is to raise the student teachers' consciousness
of societal conditions.

To sum up, several orientations and approaches to
teaching that reflect different goals and expectations for
teachers and schools exist. Seconded teachers cannot escape
their prior experiences as classroom teachers. Before I

began this study, I expected seconded teachers to reflect
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mainly a technical and/or practical orientation to
teaching. I reasoned that they would bring with them
strongly held views about teaching, learning, and learning
to teach that would influence how they function as teacher
educators.

Controversies over the reform of teacher education
are, in some ways, linked to the foregoing orientations.
Should the results from research on teaching be emphasized
when designing or modifying teacher preparation programs
(Gage, 1978; Good, 1990; Housego & Badali, 1996; Imig &
Switzer, 1996; Reynolds, 1989; Zimpher & Sherrill, 1996)?
Or, should we move toward alternative certification
approaches by increasing the field-based component of
preservice teacher education? Or, does it make more sense
to advocate a Qision of teacher education and schooling
that leads to a more "just society" (Liston & Zéichner,
1991)? Or, is Goodlad's (1990) endorsement of collaborative
efforts among professors of education, public school
personnel, and professors of arts and sciences the way to
proceed? Clearly, one can pursue more than one of these
emphases (e.g., Grimmett & Housego, 1983; Imig & Switzer,

1996; Zimpher & Sherrill, 1996).

Review of the Relevant Literature
In this section of the chapter, I introduce some of
the relevant literature that is useful in analyzing
seconded teachers' experiences as university instructors

and faculty advisors: perspectives on learning to teach,
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cooperating teachers in teacher education, power and
authority in education, and clinical faculty in teacher
education. I did not create a separate chapter for the
literature review. Instead, I situated the relevant
literature side-by-side with the findings of this study
(Chapters 3 - 7). |

Some Perspectives on Learning to Teach

Much has been written about teachers' knowledge and
learning to teach (e.g., Carter, 1990; Feiman-Nemser, 1989;
Feiman-Nemser & Remillard, 1996; Kagan, 1992; Reynolds,
1992; Wideen & Mayer-Smith, 1996; Zeichner, 1987). In this
brief overview, I acknowledge some of the ways to examine
teachers' knowledge, beginning with more temporal aspects
of learning to teach (e.g., Featherstone, 1993; Lortie,
1975; McDiarmid, 1990; Nemser, 1983). Learning to teach
begins long before enrollment in formal teacher education
programs. Obviously, this basic fact has implications for
teacher educators when they decide what to include in the
courses they teach.

Other studies examine teacher candidates as learners
(e.g., Belenky, Clinchy, Goidberger, & Tarule, 1986;
Brookhart & Freeman, 1992; Calderhead, 1991; Ducharme,
1996; Jackson, 1986; Zimpher, 1989). Teacher educators, to
some extent, rely on knowledge about their student teachers
in deciding what and how to present information. We see in
the literature a recognition among teacher educators that

they need to honor student teachers' backgrounds and
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entering beliefs in order to help them make sense of their
professional program experiences.

And yet another way to examine the learning to teach
question is to focus on processes and opportunities in
learning to teach (e.g., Brown, Collins, & Duguid, 1989;
.Cobb, 1994; Feiman-Nemser & Buchmann, 1986; Lanier, 1986;
Lave, 1988; Strike & Posner, 1985). These studies
concentrate on the how of learning to teach, including both
cognitive processes and learning opportunities.

I decided to focus primarily on the content of
learning to teach because it addresses a basic, pressing
question for seconded teachers as they assume their
functions as teacher educators: What do beginning teachers
need to learn? Answers to this question bear on decisions
about the curricula and pedagogy of teacher education.

Content of learning to teach.

Seconded teachers devote a significant portion of
their time and energy as university instructors and faculty
advisors deciding what teachers should be able to do. A
barometer of a useful teacher education program, seconded
teachers agree, is how well it prepares student teachers to
assume their roles as beginning teachers. The tasks
enumerated as being importaht are consistent with those
that Reynolds (1992) outlined:

1. Plan lessons that enable students to relate

new learning to prior understanding and

experience.
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2. Develop rapport and personal interactions
with students.

3. Establish and maintain rules and routines
that are fair and appropriate to students.

4. Arrange the physical and social conditions
of the classroom in ways that are conducive
to learning and that fit the academic task.

5. Represent and present subject matter in
ways that enable students to relate new
learning to prior understanding and that
help students develop metacognitive
strategies.

6. Assess student learning using a variety
of measurement tools and adapt instruction
according to the results.

7. Reflect on their own actions and students'
responses in order to improve their teaching.
(p. 26)

The idea of thinking about a knowledge base in this way 1is
consistent with the view that teaching is a practical
endeavor.

Personal practical knowledge.

In order to understand more fully the contribution
that seconded teachers make to teacher education programs,
it is worthwhile to consider their personal practical
knowledge. The knowledge and perspectives that seconded

teachers possess and communicate to student teachers
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reflects their values, beliefs, and personal philosophies
about teaching; views grounded in the world of practice. It
also includes their ideas about learning how to teach.

The practical knowledge of seconded teachers refers to
their knowledge about classroom situations, and the
practical dilemmas they encounter in the act of teaching.
Underlying the idea of practical knowledge is the notion
that teachers rely on a personal, context-specific
perspective in their work as teachers.

Although seconded teachers acknowledge the importance
of subject matter content, they are concerned with helping
student teachers develop "pedagogical content knowledge."
Shulman (1987) defines pedagogical content knowledge as
that "special amalgam of content and pedagogy that is
uniquely the province of teachers, their own special form
of professional understanding” (p. 8). The participants in
this study encouraged student teachers to be creative in
planning lessons and units. They emphasized their own
school experience in transforming the curriculum for their
pupils, a form of expertise that some full-time faculty
lack. Seconded teachers also emphasized to student teachers
the notion that Miﬁistry of Education curriculum documents
(Integrated Resource Packages) are essentially general
guidelines. By demonstrating pedagogical techniques,
seconded teachers hoped to inspire their student teachers

to make the curriculum come alive for the learner.
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This leads to another aspect of personal practical
knowledge, namely knowledge of learners, including
knowledge of learning styles and child development. Early
in their methods courses, seconded teachers recognized that
some student teachers had an overly simplistic vision of
teaching. They pleaded with student teachers to focus more
on the pupil than the curriculum per se. Successful
teaching was perceived as a liberating experience for not
merely assuring pupils achieve expected test scores. They
displayed the same caring attitude about their student
teachers as they had for elementary and secondary pupils.

On the surface, it might seem that teacher educators
have a good understanding about what teachers need to
learn. Because much of the research is fragmented, however,
teacher educators themselves debate the content of a
student teacher's program.

Cooperating Teachers in Teacher Education

Defining roles and expectations.

Much of the literature on cooperating teachers focuses
on their role in the practicum. Morrisey (1980) notes that
the position of cooperating teacher is "a low status
position," even though "the literature describes the
cooperating teacher as the single most important person in
pre-service teacher education” (p.3). The Griffen inquiry
(1983) found that the cooperating teacher's role is not
clearly defined either on a general level through

institutional policies or on an individual cooperating
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teacher level through individual reflection and decision.
In that study, cooperating teachers reported little
systematic orientation to their functions in student
teaching except to note that they believed they were
somehow to help student teachers. The nature of that help
was seldom clarified with any precision. Other studies,
such as Applegate and Lasley (1984); and Shippy (as cited
in Garland & Shippy, 1991, p. 38), found little consensus
among cooperating teachers regarding expectations for their
role. Koerner (1992) noted that “although the cooperating
teacher is vital to student teaching, little has appeared
in the professional literature about being a cooperating
teacher . . . and limited information has appeared about
student teaching from the cooperating teacher’s point of
view” (p. 46)ﬁ

There is nevertheless some consensus in the literature
about expectations for the cooperating teacher role.
Grimmett and Ratzlaff (1986) elicited from student
teachers, cooperating teachers, and university advisors the
specific expectations they held for the role of the
cooperating teacher. Grimmett and Ratzlaff (1986)
identified five role expectations that appear to transcend
the bounds of time and context. From the studies they
analyzed, the cooperating teacher is involved in

1. providing student teachers with basic information

(regarding school rules, policies, physical set-up

of the school and classroom) to enable adjustment
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to the practicum situation;

2. ensuring student teacher acquisition of resource
materials (teacher’s manual, textbooks, and
teaching aids);

3. involving student teachers in planning and
evaluating learning experiences;

4. conferencing with student teachers at regularly
scheduled times;

5. evaluating student teacher progress and development
through regular observation and feedback. (p.46)

Two important points seem clear in these expectations for
cooperating teachers (Grimmett & Ratzlaff, 1986). First,
coopefating teachers are expected to help student teachers
develop skills related to teaching and classroom
management. Second, cooperating teachers are expected to
encourage in student teachers a sense of professional
development by providing them with support and guidance on
a day-to-day basis. Because the seconded teachers in my
study will have previously been cooperating teachers, it is
interesting to examine and compare their knowledge of
learning to teach and their expectations for their roles as
previously been teachef educators as they move to the
faculty for the duration of their secondment and then
return to schools.

Classroom teachers, however, to séme degree define for

themselves their role as cooperating teachers. Koerner

(1992) states that cooperating teachers use two major
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"sources" to define their role. First, they draw upon their
own experiences as student teachers to empathize with their
student teachers and to guide them during the practicum.
Koerner (1992) reports that because “cooperating teachers
[view] the personal relationship with the student teacher
as of primary importance, they [believe] it [is] vital to
establish the communication necessary to develop and
nurture that bond” (p. 52). The support and encouragement
that often reflects the personal relationship between
student teacher and cooperating teacher is downplayed by
Grimmett and Ratzlaff; either it wasn't important enough
for a statement unto itself or it is assumed in #4. Second,
cooperating teachers, in part, construe their role in the
practicum as a respoﬁse to what they perceive as a lack of
communication and support from the university for
themselves and for student teachers (Koerner, 1992).

Adjusting to the university setting.

Expecting seconded teachers to adapt to the university
setting without difficulty, minimizes or fails to
acknowledge the reality that several somewhat different
cultures co-exist on university campuses. The lack of
widespread agreement among participants about the
cooperating teacher role results in part from schools and
universities being very distinct institutions with
different goals, objectives, and commitments. Brown, Clark,
and Sorrill (1987) suggested that differing expectations

are rooted in
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the ideological diversity which emanates from

inevitably different conceptions of teaching,

the institutional divergence between those

involved in school and university settings,

the authority relationships between the

student and the experiencéd practitioner,

and the widely held beliefs that theory

and practice are discrete entities which

present almost intractable problems to those

who seek to integrate them. (p. 3)
Similarly, Raths, Katz, and McAninch (1989) describe two
particular cultures:

One of these cultures is associated with

the world of the researcher, the scientist

who seeks to understand and generate new

knowledge. The second, has to do with the

arena of the practitioner, the trainer,

the developer who applies knowledge to

complex and demanding individual cases and

in turn trains others to do the same. (p. 106)
McIntyre (1984) and Grimmett and Ratzlaff (1985) have also
identified the ambiguity of expectations which participants
hold for the practicum.

As seconded teachers come to terms with the
complexities and ambiguities of teacher education inherent

in the university setting, it is reasonable to expect them

to reflect on their own classroom teaching practices and
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draw upon them when they work with student teachers.
Interacting with student teachers may serve as a trigger
for recall of incidents from their practice, thus serving
in some ways to identify professional development
opportunities.

Therefore, research on collaboration between schools
and universities might be useful in understanding the role
and knowledge of seconded teachers in university settings.
Cuban (1991) points out that, viewed from at large, the
primary focus of a university is the promotion of
scholarship; the primary focus of a faculty of education 1is
the preparation of beginning teachers; and the primary
focus of a school or district is providing instruction to
children or youth. In efforts to transcend these different
foci, school and university personnel need to contribute to
the provision of the highest quality of education for
children and youth through designing and delivering quality
professional preparation programs for teachers.

Power and Aﬁthority in Education

Complicating the traditional cooperating teacher role
are issues of power and authority between school and
university settings. Typically, clinical faculty members
have little impact on defining their roles and
relationships. Cornbleth and Ellsworth (1994) report that
one of the ways that universities dominate the partnership

involving clinical faculty "is by establishing

relationships with individual teachers . . . rather than




25

with schools or districts from which clinical faculty
members are to be selected" (p. 240). Generally, individual
teachers are in no position to challenge hierarchical
university organizations, or the established faculty groups
and campus norms. In other words, clinical faculty members
are at a significant disadvantage in comparison to
university faculty because they have less formal power and
authority in the teacher education setting.

Why power and authority?

There are two reasons for analyzing issues of power
and authority in teacher education. First, as Nyberg (1981)
suggests, issues of power exist in every aspect of social
life:

Organization and power are conjugal concepts . . . .

Where there is organization, there is power;

where there is power, there is organization.

If organization is inevitable in social life

then it is also true that power is inevitable

in all social relations. (p. 43)
Second, seconded teachers are potentially key persons in
the teacher education program, but they often find
themselves pulled in different directions by the needs and
desires of student teachers, the somewhat different
priorities of some cooperating teachers, and the still
different priorities and expectations of faculties of

education. In order to understand teacher education and
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field experience better, a number of issues, including
those of power and authority, need to be examined.

Clarifying power and authority.

The lack of discussion about power among educators
probably contributes to the rather superficial
understanding of power that most of us possess. Indeed,
when power is mentioned in the educational literature,
Nyberg (1981) points out, it is often used “without
definition, as if people already had a clear understanding
of its meaning” (p. 10). Most of the literature on how
power operates in schools has focused on the principal’s
role in managing teachers and students (e.g., Fairholm &
Fairholm, 1984). Thinking of power only in this way, as
essentially an act of hierarchical domination, tends to
dismiss or minimize the power and influence of individual
teachers within the school and university settings. French
and Raven (1959) suggest that "in addition to legitimate
organizationally derived power, there are also informal and
less predictable forms 6f individual power” (p. 8). If
power and authority are defined as only institutional
phenomena, then it becomes a difficult task to describe
accurately or to analyze complex social relationships such
as those which occur during preservice teacher education.

Power and authority in teacher education.

Although issues of power and authority have been
discussed in education (e.g., Apple, 1982; Bowles & Gintis,

1976; Karabel & Halsey, 1977), few have talked about power
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on a face-to-face level (Badali, 1994; McNay & Badali,
1994, Tom, 1997). Giroux (1980) says that understanding
issues of power and authority is fundamental to a better
conception of teacher education. There are four reasons for
this claim. First, it must be acknowledged that schools do
exist within and are characterized by power structures; the
matter of power relationships is inescapable. Second,
teacher education programs reflect traditions and social
practices that are linked to notions of meaning and
control. Giroux (1980) believes that if “questions of
meaning can be associated with notions of authority and
control, the issue can be raised as to whose sets of
meaning stalk behind . . . teacher education programs”
(p- 6). A great deél can be learned by questioning the
assumptions of power and authority that are hidden within
the course content of such programs. Third, issues related
to the purposes of teacher education programs are
essentially political in nature. Giroux (1980) suggests
that, in the most general sense,
teacher education programs represent socializing
agencies that embody rules and patterns for
constructing and legitimizing categories regarding
competence, achievement, and success. Moreover, they
serve to define specific roles (teacher, student,
principal) through the language they use and the
assumptions and research they consider essential to

the profession. (p. 8)
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Fourth, student teachers are often unprepared to recognize
and handle the variety of interests and practices that
collide and compete for dominance in teacher education
programs. Giroux (1988) is critical of teacher education
when he suggests that “student teachers frequently receive
the impression that classroom culture is free of ambiguity
and contradiction” (p. 187). In many respects, teacher
education programs have not given teachers the means they

require to view teaching as problematic.

Gender and power.

It is clear that seconded teachers reject the notion
of "power-over" student teachers. Nevertheless they are
powerful in terms of a more "feminine" conception of power
(Gilligan, 1982; Miller, 1988; O'Neil & Egan, 1993;
Robertson, 1992). Power has generally meant the ability to
control others but, as we have seen, seconded teachers are
more likely to view power as consensus, mutuality,
partnership, support, and guidance. This "feminine"
conception of power (Cook, 1993) is more consistent with
their vision of themselves and what it means to be an

effective teacher educator.

Background Literature
Clinical Faculty in Teacher Education
I now wish to turn my attention to the literature
pertaining to seconded teachers who are referred to in the
literature under various names including clinical or

adjunct faculty, teachers in residence, and faculty

s
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associates. Little formal research exists about clinical
faculty members' roles, relationships, and careers because
many of the partnerships between schools and universities
are relatively new. Historically, the clinical faculty role
primarily consisted of supervising student teachers. With
respect to traditional roles, Ellsworth and Albers (1991)
noted that cooperating teachers

may be only partially reconceptualizing

their role in the direction of becoming

teacher educators. That is, cooperating

teachers appear to be applying the mentor

model of one-on-one experience-based problem

solving to the new structure . . . rather

than significantly restructuring their role

toward that of the teacher educator. . . . (p. 27)
Similarly, Cornbleth and Ellsworth (1994) found in their
study that several clinical faculty members had
difficulties in seeing themselves in roles other than as
cooperating teachers or supervisors of student teaching.

Some Canadian studies of seconded teachers.

Only a few studies have documented the experiences of
seconded teachers in Canadian faculties of education. Adams
(1993), for example, examined the seconded Practicum
Associate positibn at the University of Alberta and the
University Associate position at the University of Calgary.
The associates were classroom teachers who were seconded to

faculties of education from their school districts for a
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one- or two-year term. They instructed in a variety of
courses and supervised student teéchers. Adams' study
detailed how five associates progressed through what she
called phases or orientations that in some ways parallel
teaching careers (anticipating, commencing, establishing,
enacting, re-viewing, renewing, re-aligning, re-entering,
and retrospecting, p. 28). Within these phases, Adams
documented how the roles, responsibilities, and experiences
affected associates personally and professionally. In her
summary comments, she suggested that because of diminishing
budgets and re-evaluation of teacher education programs, it
is conceivable that the number of seconded teacher
positions will decrease or their role may be redefined.

In another Canadian study, Maynes, McIntosh, and
Wimmer (1998) explored a group of adjunct professors
involved in supervision of field experiences at the
University of Alberta. They were concerned about the
university dependence on "externals," otherwise known as
retired and part-time teachers employed to supervise
student teachers. Among other issues, Maynes, McIntosh, and
Wimmer focused on "the absence of a formal recruitment and
selection process for making these appointments . . . [and]
the 'hit and miss' nature of their connection to the
university such that the externals' knowledge of our
program . . . was uneven at best" (p. 3). They concluded
that the solution to the quality supervision issue was not

to attract more members of the academic community, but to
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focus on the recruitment and selection process of the
existing group of externals.

At Simon Fraser University, a research project is
currently underway to document the experiences of faculty
associates in the teacher education program. Warsh (1996),
for example, examined the experiences of approximately one
hundred former faculty associates aftér leaving their two-
year secondment to the university. Warsh found that many
former faculty associates pursued administrative positions
because they were unsatisfied remaining as classroom
teachers.

In a related study, Dawson (1996) analyzed data from
five professors regarding their role in working with
faculty associates in the teacher education program. Dawson
argued that major differences exist within school and
university cultures, and that faculty and faculty
associates ofﬁen value different forms of knowledge. Issues
of power and authority were also identified as being
important.

As part of the same research project, Beynon (1996)
examined how faculty associates negotiate two key
transitions from school to university and from being
teachers of children to teachers of adults as they assume
the tasks of teacher education.

Green and Purvis (1995) remind us that there has been
almost no research that examines the experiences of

teachers returning to the classroom after completing
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graduate studies. They found that at the University of
Lethbridge part-time and full-time graduate studies had a
positive impact on the manner in which teachers thought
about their teaching. In addition, they found that when
teachers returned to the school community, they believed

that colleagues resented their new knowledge.

Other studies of seconded teachers.

In a review of 20 teacher education programs that
include some form of clinical faculty in teacher education,
Cornbleth and Ellsworth (1994) found three major types of
clinical faculty roles: (1) an enhanced status of the
traditional role of the cooperating teacher through title
changes, increased preparation and prerequisites, and role
differentiation; (2) additional involvement of classroom
teachers in teaching university courses; and (3) broader
participation by classroom teachers in teacher education
program planning, admissions, and other decision making (p.
218). Cornbleth and Ellsworth (1994) linked the creation of
clinical faculty positions in teacher education £o
identified problems in American education (e.g., The Holmes
Group, 1990; Carnegie, 1986).

Gilstrap and Beattie (1996) examined clinical faculty
in other American professional development school sites.
They found that as teachers become clinical faculty, they
take on numerous roles including mentor, coach,

communicator, counselor, supervisor, evaluator, reflective
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practitioner, school leader, researcher, and collaborator
(p. 16).

In the United States, many of the reforms associated
with professional development schools overlap with the
creation of an expanded role for clinical faculty.
Hohenbrink (1993), Karlsberger (1993), and Sherrill (1993),
in their studies of professional development school
projects, all described clinical educator roles that
evolved as part of those projects. Howey (1992) identified
as one of eight general goals for professional development
schools the development of clinical faculty who can guide
novice teachers. Howey and Zimpher (1994) concluded that
the preparation of clinical faculty members is limited and
suggested that various literatures (e.g., teacher
socialization studies, expert-novice studies, studies of
beginning teachers' beliefs, teachers' reasoning) be
employed to design a program of studies for clinical
members beyond the simple orientation that seems to be the
norm in most institutions.

As a springboard for designing the orientation needed
by clinical faculty and to understand more fully the
contributions they may make to teacher education, more
knowledge about their understandings of learning to teach
and their perceptions of the role they play in teacher
education and how either or both of these change during

secondment is required.
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This study addresses this need and is guided by the
following research questions with regard to beginning,
continuing, and formerly seconded teachers.

1. What general expectations are held as to their
role definition and role fulfillment by teachers
seconded to university-based teacher education?

2. Do seconded teaéhers change their perceptions of
their roles during the secondment experience? If
so, how do these perceptions change?

3. What knowledge of learning to teach is held by
seconded teachers on beginning secondment?

4. Do seconded teachers change their perception of
learning to teach during secondment? If so, how

do these perceptions change?

Potential Contribution of the Study

In Profession of Medicine, Eliot Freidson (1970)
argued that the "everyday physician" is expected to solve
concrete, often complex and ambiguous problems, largely in
isolation from his or her colleagues. According to
Freidson, the setting and the demands of practice
contribute to a worldview quite different from the
orientation of medical researchers. The present study draws
upon the work of Freidson (1970) by utilizing his
conception of the "clinical mentality," (see Chapter 3) and
applying it to the experiences of seconded teachers as they
make the transition from classroom teacher to university-

based teacher educator.
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The contributions of this study are (1) to update the
literature relating to the role of the seconded teacher in
preservice teacher education programs. Participation in
this study may enhance seconded teachers' reflection on
their roles in preservice teacher education and their
contributions to inservice education; (2) to increase our
understanding of the contribution of seconded teachers to
teacher education at a time when there are political and
economic pressures being exerted on educational
institutions to assess the contribution of seconded
teachers in their programs. Many teacher education
institutions have lengthened programs and time in schools
in the belief that school-based "practical" training is the
most valuable component of preservice teacher education.
The trend toward more school-based training (e.g., witness
the move toward professional development schools in the
United States) inevitably gives cooperating teachers,
seconded teachers, and other part-time teacher educators an
even more influential role in determining the substance and
nature of student teacher learning; and (3) to familiarize
seconded teachers with the continuum of professional
development so that they will not only understand their own
functioning within the context of the continuum but also
explain it to others who may come to see opportunities to

contribute to the profession by hosting student teachers.
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Overview of the Remaining Chapters

There are eight chapters in this study. In Chapter 2,
I describe the methodology I used in collecting data from
seconded teachers. In Chapter 3, I present the major themes
concerning seconded teachers' experiences as they make the
professional development transition from classroom teacher
to university-based teacher educator. As seconded teachers
make the transition from classroom teacher to teacher
educators, they play two distinct roles. The role of the
university instructor is the focus of Chapter 4. In Chapter
5, I concentrate on seconded teachers as faculty advisors.
Chapter 6 is an analysis of the shared reflections of the
participants in this study. In Chapter 7, I present
seconded teachers' experiences as they return to the school
community after secondment. And in Chapter 8, I draw
conclusions, identify implications, and make suggestions

for further research.
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CHAPTER 2 - METHODOLOGY
This chapter details the research methods used in this
study, specifically: perspective of the study, data
sources, data gathering, data analysis and interpretation,.

ethical issues, and limitations of the study.

Theoretical Perspectives Informing the Study

Teacher education institutions operate within a
defined social structure that serves specific interests.
Many of the premises and rules that guide teacher education
programs go unquestioned by participants, often resulting
in complex problems being defined as basically technical.
Popkewitz (1979) suggests that the “language, material
organization, and social interactions of teacher education
establish principles of power, authority, and rationality
for [educating teachers] and guiding occupational conduct.
These patterns of thought and work are not neutral and
cannot be taken for granted” (p. 1).

Reality is socially constructed (Berger & Luckmann,
1966; Brown, Collins, & Duguid, 1989; Bruner, 1986;
diLeonardo, 1991; Gall, 1991; Gergen & Gergen, 1991; Guba &
Lincoln, 1989; Martin, 1987; Radway, 1984; Riger, 1992;
Wertsch, 1991). Taking a social constructivist perspective
means focusing not on formal institutions themselves but on
the processes by which people experience and make sense of

their lives. This is precisely what is attempted in this

study.
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Recognizing that seconded teachers personally
construct knowledge about teaching is fundamental to
understanding the way in which they fulfill their roles as
instructors and faculty advisors. Individuals do not
construct knowledge in isolation. Indeed, the social
setting and the interactions within it influence the manner
in which individuals construct knowledge about the world.

Hennessey (1993) reviewed the literature pertaining to
"situated cognition," finding that learning is a process of
participation in social settings. According to Suchman
(cited in Hennessey, 1993), situated cognition widens our
capacity to problem-solve:

(a) to recognize the critical role of the

social and physical circumstances in which

actions are situated, when interpreting

those actions; and (b) to encompass thinking

as a part of culturally organized activity

which is carried out within a community of

practitioners. In this view, learning is a

process of enculturation or individual

participation in socially organized practices,

through which specialized local knowledge,

rituals, practices, and vocabulary are

developed. The foundation of action is no

. longer an extraneous problem but the essential
resource that makes knowledge possible and

actions meaningful. (p. 2)
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The work of Lave and Wenger (1991) is also useful in
explaining.how seconded teachers make sense of the
university culture. They present the notion that learning
occurs in communities of practice, and as people gain
access to a community they become increasingly involved.
According to Lave and Wenger, "the form that the legitimacy
of participation takes is a defining characteristic of ways
of belonging, and is therefore not only a crucial condition
for learning, but a constuitive element of its content"

(p- 35). They suggest that entry to a community results
from a process they call "legitimate peripheral
participation." This means that an individual gains access
to a community through growing involvement over a period of
time. Newcomers move from peripheral participation towards
full participation. While this is occurring, individuals
are involved in constructing new identities for themselves.

Lave and Wenger (1991) state that the key to
legitimate peripherality is access by newcomers to the
community (p. 100). Because the period of legitimate
peripheral participation is relatively brief for seconded
teachers (usually between one and two years), they did not
become absorbed in the "culture of practice" (p. 95). "To
become a full member of a community of practice," Lave and
Wenger (1991) write, "requires access to a wide range of
ongoing activity; old timers, and other members of the
community; and to information, resources, and opportunities

for participation" (p. 101).
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Data Sources

In August, 1996 The Teacher Education Office at the
University of British Columbia, in which the study was
based, mailed a copy of my letter of introduction, which
outlined the study, to prospective volunteers. I met
prospective volunteers at the orientation meeting (August
27, 28) of new faculty, including elementary and secondary
séconded teachers. Some volunteers agreed to pafticipate in
the study in advance of these meetings; others gave their
consent in person. A group of 17 seconded teachers (5
first-year seconded teachers, 8 continuing seconded
teachers, and 4 teachers who re-entered the school system
after secondment who were not at ihe orientation meetings)
was selected for this study from among a number who
volunteered to participate. I rejected approximately ten
individuals because technically they were not seconded
teachers. These were graduate students who were assigned
similar teaching and supervising duties to seconded
teachers.
Aggregate Profiles

A traditional form of qualitative analysis has been to
use single case studies. Cases are usually presented as
"individuals, " but cases may also represent instances of a
larger phenomenon. In an effort to present the different
voices in a context, it made sense to construct four
aggregate profiles. In creating profiles, I adapted well

documented strategies for cross-case analysis (Abbott,
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1992; Denizen, 1989; Eisenhardt, 1989; Fischer & Wertz,
1975; Gladwin, 1989; Huberman, 1991; Persol, 1985; Yin,
1984, 1991). This approach was an effective method of
presenting seconded teachers' experiences at the
university. I created these profiles by combining data from
several cases. Year one seconded teachers are represented
by a composite profile that I have called "Brenda,"
likewise, continuing seconded teachers are represented by
"Frank," graduate student seconded teachers are represented
as "Sarah," and former seconded teachers are referred to as
"Gerald." In other words, seventeen voices are daptured in
the stories of Brenda, Frank, Sérah, and Gerald.

Once I began analyzing the data, it became clear to me
that certain major themes emerged that were common to
certain "groups" (first-year seconded teachers, continuing
seconded teachers, and formerly seconded teachers). I chose
to present the data in aggregate profiles because there was
less variation within groups than between groups. Had this
not been so, it would have been necessary to provide a full
description of each category.

Brenda appears as an elementary teacher with eight
years of teaching experience. She has worked in the same
school since moving to British Columbia from Ontario where
she completed a Bachelor of Education Degree. Her primary
teaching responsibility was grade 2/3. She has supervised

two student teachers prior to secondment to the university.
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Frank appears as a secondary mathematics teacher with
twenty three years of experience. He has worked in two
senior secondary schools, the last nine years serving as
department head. He is active in his provincial subject
specialist association and has made numerous workshop
presentations to colleagues. His primary teaching
responsibility was Mathematics 11, 12. He has supervised
eleven student teachers during his career.

Sarah appears as an elementary teacher who requested a
leave of absence from her school district in order to begin
a master's degree in teacher education. She has six years
of teaching experience, mostly at the grade 6/7 level. In
the Year preceding secondment, Sarah took a leadership role
in her school's accreditation proceés. She is very
interested in issues related to teacher professionalism and
reflection. She had supervised one student teacher.

Gerald appears as a secondary teacher with twelve
years experience. Although educated as an elementary
teacher, he accepted a secondary appointment upon

graduation. He was involved in several extracurricular

~activities in his school. For the last eight years, his

primary teaching responsibility has been English 8, 9, 10
and Social Studies 8. He has supervised five student
teachers. |
The Teacher Education Program

It might be useful at the outset to say a little bit

about the teacher preparation program in which these
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seconded teachers were involved. All of the participants in
this study were employed in either the elementary or
secondary twelve-month teacher education program which
leads to a post-baccalaureate Bachelor of Education degree
at the University of British Columbia. Student teachers are
assigned to schools for a total of 15 weeks in their
academic year (a two-week secondary pre-practicum
experience occurs in October, and a 13-week extended
practicum in January - May; a two-week elementary pre-
practicum experience occurs in January, and a thirteen-week
extended practicum in March - June). All students enroll in
subject-specific curriculum and instruction courses prior
to undertaking the extended practicum. Secondary student
teachers normally specialize in teaching in one or two
curriculum areas. In order to give them time to reflect and
to observe in classrooms, the maximum teaching load during
the extended practicum is expected to be, for the last half
of the practicum, approximately eighty percent of the

sponsor teacher's normal teaching load.

Data Gathering
I collected information by means of three semi-
structured interviews conducted between September 1996 and
June 1997. After informing the participants in my study of
my interest in their views on preservice teacher education,
I began the first interview with somewhat open-ended
questions designed to reveal something about their

understandings of their roles as university instructors and
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faculty advisors, as well as to investigate their knowledge

of learning to teach. Each interview required approximately

sixty minutes. Interviews were audio-taped, transcribed,

and stored on computer disk. Questions such as the

following served as starting points; other questions arose

in response to particular comments and, at times, I asked

for clarification or expansion. Not all questions apply

equally to both presently and previously seconded teachers.

Interview One

1.

Why did you choose to become a seconded teacher

in the teacher education program?

What course(s) will you be teaching this year?
What are your expectations and goals for this
course? What are your expectations and goals for
yourself as a faculty advisor working with student
teachers in their practicum?

What do you feel you know about teaching that will
be important for your student teachers to learn or
also know?

How do you plan to share what you know with student
teachers?

Tell me about your experiences as a seconded
teacher last year. What stands out in your memory
as important? How have your experiences influenced
your initial expectations for your role as an

instructor and faculty advisor?
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7. Since leaving the university, have you changed any
of your ideas about your role as a university

instructor? Faculty advisor? Sponsor teacher?

Interview Two

8. Tell me about your experience thus far as a
seconded teacher. What stands out in your
memory as being important?

9. Have you revised your views about your role as a
university instructor? Faculty advisor? If so,
what are the sources of your revised views about
your role in the teacher education program?

10. what expectations do you have for yourself as a
faculty advisor in the extended practicum?

11. What are your current views about the nature and
process of teacher education?

12. Do you feel you were successful this year in
achieving your goals?

13. Do you feel constrained in any way in the role you
pléy in the teacher education program? If so, can
you comment on the sources of those constraints?

Interview Three

14. What are your expectations for the courses you
will be teaching and for practicum supervision
next year?

- 15. Will you do anything différently as a university

instructor next year? Faculty advisor?
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16. From a professional development perspective, what
did you learn about teacher education during the
year(s)?

17. In what ways, if any, did your university teaching
and supervising contribute to your sense of
professional development?

18. What benefits have you experienced as a result of
your experience as a university instructor?
Faculty advisor? School advisor? Classroom
teacher?

19. Do you expect or plan to make a contribution to
your colleagues or school as a result of your
experience as a university instructor and faculty
advisor? If so, how do you envision this
happéning?

20. Would you advise a colleague to seriously consider

secondment? Why? Why not?

Data Analeis and Interpretation
The purpose of my study was to understand more clearly
the experiences of seconded teachers in the teacher
education program through the use of Glaser and Strauss's
(1967) grounded theory approach. The aim of this method is
to build a understanding that is faithful to and that
illuminates the area under study. Strauss and Corbin (1990)
define the approach as "a qualitative research method that

uses a systematic set of procedures to develop an

inductively derived grounded theory about a phenomenon"
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(p. 24). "One does not begin with a theory, then prove it,"
write Strauss and Corbin (1990); rather, "one begins with
an area of study and what's relevant to that area is
allowed to emerge" (p. 23).

Before I began the formal process of organizing the
data contained in the interview transcripts, I created five
files that enabled me to manage and organize the large
amount of data the interview process had generated. The
identity files contain information about the seconded
teachers who participated in this study (e.g., name, years
of teaching experience, altered identity). The tape file
includes the coded audio-taped recordings from each
interview. The document file consists of dated original
research materials. This file was particularly important
because it ensured that even after data were copied for
analysis and filing, the original context was always easily
determined. The content file contains copies of original
data, and the process file includes a record of each step
taken in the research proéess. In this last file I included
personal reflections on the decisions I took about the way
in which the research was conducted.

My first challenge was to organize and make initial
sense of the data. It was obvious from the very beginning
that I needed to reduce the huge volume of information
before I could identify patterns and construct a suitable
framework to present findings. During several readings of

the interview transcripts, prominent themes began to
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emerge. These themes were to become the basis for
organizing this thesis. The process, in some detail, (after
Glaser & Strauss, 1967; Strauss & Corbin, 1990) was as
follows: Coding began with words that described what
appeared to be going on among seconded teachers in the
teacher education program. The exact words used by seconded
teachers were often catchy and meaningful. I highlighted
all interesting and provocative comments. While I was
reading and re-reading the blocks of information, I asked
myself several questions about specific words, phrases, and
sentences that occurred repetitively in the data (see
Strauss, 1987, p. 30 for guidelines for open coding). While
coding words and phrases from the interview transcripts, I
paid attention not only to blocks of information that
seemed to fit together but also to any instances that
seemed to stand outside the common experience. I tried not
to take anything for granted, because to do so is to
foreclose on the many possibilities that may be buried in
the daté. In the course of my study, I found that a
continuous process of comparison was necessary in order to
link blocks of information to one another. This was
accomplished through the constant comparison of data items
with other data items until sections went together in large
blocks or seemed to describe something.

Eventually, these blocks of information were brought
together into one lafge file. The next step was to assign

some level of significance and importance to each block of
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information. Once each block was highlighted, I reorganized
each quote under its tentative heading. From the beginning
of data collection, I made inferences and drew tentative
conclusions to describe what was happening, noting
reqgularities, patterns, and explanations.

While reading the interview transcripts, I
spontaneously recorded my ideas about emerging themes in an
effort to capture connections within the data. The result
was many memos documenting what I thought was emerging from
the data. In addition, I recorded personal observations
immediately after each interview.

Interpreting the data is clearly the most challenging
component of data analysis. For Patton (1990)
interpretation involves

explaining the findings, answering "why" qﬁestions,

attaching significance to particular results, and

putting patterns into an analytic framework. It is
tempting to rush into the creative work of
interpreting the data before doing the detailed,

hard work of putting together coherent answers to

major descriptive questions. But description comes

first. The discipline and rigor of qualitative
analysis depend on presenting solid descriptive

data . . . in such a way that others reading the

results can understand and draw their own

interpretations. (p. 375)
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Interpretation, then, means giving significance to the data
by providing explanations, making inferences, investigating
rival or competing explanations, and drawing conclusions.
Kirby and McKenna (1989) summarize this process in the
following manner:

Data analysis consists of moving data from

category to category (constant comparison),

looking for what is common (properties) and

what is uncommon (satellites) within categories

and between categories. The data is [sic]

arranged and rearranged until some measure of

coherence becomes evident. (p. 146)

When I look back on the research process, I remember a
great deal of excitement in conducting the first interviews
with seconded teachers. I was pleased to discover that they

were very articulate in describing their experiences.

Ethical Issues

Researchers would agree that all participants in a
study should be fully informed about the research before
they agree to participate. One of the features of
qualitative research designs, however, is that questions,
observations, and theories emerge over the course of the
study. Brickhouse (1992) reminds us that “researchers must
always be cognizant that ethical responsibilities are not
over when initial consent is obtained--they are just
beginning” (p. 96). The researcher-participant

relationship, therefore, is problematic because the initial



51

consent received from a participant may not be adequate to
cover the entire research project as it evolves. In

addition, the researcher should be sensitive to the

possibility that some participants may not be prepared to

discuss and cope with issues that might reflect negatively
on them or, in the case of teachers, on their schools or
the teaching profession. In a study concerning the sharing
of field notes and reports with participants, Tobin (1992),
for example, highlights one of the difficulties in
providing teachers with analyses of their teaching. "When a
researcher chooses to focus on ; particular role of the
teacher and to ignore others, there is a potential problem
if the teacher has given low priority to the role on which
the researcher has focused" (p. 108). My decision to
provide interview transcripts to seconded teachers is based
on my belief that it is essential for them to have some
input into the research process. After each round of
interviews, they were given a copy of the interview
transcript. They were asked to read it for accuracy and
encouraged to make notes in the margins about anything they
wished to clarify, retract, change, or expand. Although
seconded teachers were not directly involved in data
analysis, the validity and reliability of the
interpretations were in many ways a joint effort between me

and the seconded teachers. During the second and third

interviews, I shared my preliminary analysis with seconded

teachers. I asked them if my "interpretation" of their
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transcript made sense to them. It was during these moments
that seconded teachers were engaged, to some degree, in the
interpretive process. Dbing research that promotes dialogue
between teachers and researchers may, as Brickhouse (1992)
hopes, “lead to new understandings of teaching and
teachers. Ideally, this will strengthen the bonds between
students, teachers, and researchers, and simultaneously
improve the quality of teaching, learning, and research”
(p. 101).

To the extent that other Canadian universities employ
seconded teachers in teacher education programs, there is

likely to be some similarity in their experiences.

Limitations of the Study

Three limitations to this study are: aggregate
profiles; gender of participants; and relationship to some
seconded teachers.

Presenting data in aggregate profiles opens the
possibility that some individual detail might be lost in
the reporting process. Aware of this potential problem, I
decided, while writing the final draft (Chapters 3 - 7), to
re-read the original transcripts, an exhausting but
worthwhile task because it convinced me that I had
presented the data fairly. I am also convinced that it
would have been redundant and cumbersome to present
seventeen individual case studies.

Of the seventeen participants in this study( only four .

were male. Although I did not originally set out to compare
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male-female perspectives and did not persist in doing so,
it might have been preferable to have similar numbers of
male and female participants.

Some of the teachers who participated in this study
told me that they had agreed, in part, because they knew
me through my association with the Principles of Teaching
course. They indicated that they might not have agreed to
participate otherwise. On the other hand, the majority of

the teachers who did volunteer had no prior knowledge of me

whatsoever.
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CHAPTER 3 - ENTERING AND INTERPRETING
THE UNIVERSITY CULTURE

This chapter explores seconded teachers' experiences
as they make the previously mentioned professional
development transition from classroom teacher to
university-based teacher educator. Brenda, Frank, Sarah,
and Gerald came to the position with different expectations
based on their experiences as teachers and former
cooperating teachers. Each had high expectations for
secondment; none sought the position to "escape" classroom
teaching. Instead, they approached secondment as a
professional development opportunity.

As one might expect, the transition from the school
community to the university community is'problematic in a
number of ways. Seconded teachers, for example, reported
inadequate orientation procedures as well as minimal
contact with full-time faculty, both aspects of secondment
~ that disappointed them. Instead of being integrated into
the university culture as a whéle, seconded teachers'
comments suggest that they resorted to a "community within
a community," a theme that will be discussed later in this
chapter. Part of the reason for their creating their own
community has to do with their continuing teacher
identities and their primarily practical perspectives on
teaching and learning.

In the first part of this chapter, I introduce an

overarchiﬁg concept which permits an explanation of the
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manner in which they construct their roles as university
instructors and faculty advisors: the "clinical mind. "
Freidson's (1970) construct is useful when attempting to
understand seconded teachers' experiences because it
summarizes teachers' worldviews which have been reported in
both the curriculum research and research on teacher
thinking. Second, I will outline six stages of secondment:
seeking the position; preparing for secondment; expressing
self doubts; adjusting to the tempo and workload; working
with adult learners; and looking for support (Chapter 7
deals with reéentry to school districts, and Chapter 8
connects teacher identities and communities of practice as

a way to explain seconded teachers' experiences).

Clinical Consciousness and Teaching

A study from outside the field of teacher education is
helpful in understanding that teaching promotes a certain
type of orientation to knowing, problem solving, and
acting. Freidson's (1970) study of the medical profession
highlights the physician's need to react to complex
problems, largely in isolation from colleagues. This
setting, and the need to take action, he argued, is very
different from the orientation of medical researchers. He
labeled the physician's worldview the "clinical mentality."
Freidson's construct was adapted for the field of teaching
and teacher education by McAninch (1993), and re-named

"clinical consciousness."



56

The Clinical Mind

Freidson (1970) found that clinicians' "way of looking
at the world" (p. 169) is characterized by five elements:

1. the aim is action, not knowledge.

2. a belief in what he [she] is doing.

3. a crude pragmatism, relying on results.

4. trust in personal, firsthand experience.

5. emphasis on the idea of indeterminacy or

uncertainty, not the idea of regular,

scientific behavior.
These five elements are described more fully below as a
possible frame for understanding seconded teachers'
worldview of teaching and learning, a worldview that
influences how they construct and enact their roles within
the university setting.

First, clinically minded people tend to intervene when
faced with a problem. According to Freidson, clinicians
take action even when they may not have a clear rationale
for doing so:

Successful action is preferred, but action

with very little chance for success is to be

preferred over no action at all. There is a

tendency for the practitioner to take action

for its own sake on the spurious assumption

that doing something is better than doing

nothing. (p. 168)
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When having to solve problems, the clinically minded
individual is more likely to attempt some sort of
intervention instead of delaying action in favor of further
study.

Second, people who possess a clinical orientation tend
to have faith in the efficacy of their actions. This means
that the.clinician might keep teaching in ways for which
there is no clear rationale. According to Freidson, "Given
a commitment to action and practical solutions, in the face
of ambiguity the practitioner is more likely to manifest a
certain will to believe in the value of his [her] actions
than to manifest a skeptical detachment" (pp. 168-169).

Third, a reliance on firsthand experience in decision
making is fundamental to the clinically minded
practitioner. When an intervention fails, the practitioner
is likely to try something else. The focus is on the
immediate problem, rather than on long-term implications.
Another way of looking at this is to portray the clinician
as a person characterized by something of a trial-and-error
approach.

Fourth, clinically minded people rely primarily on
firsthand experience, rather than on theory or book
knowledge. Experience is considered most important, whereas
theory and texts are less valued sources of knowledge.
Freidson goes further to suggest that the simple prizing of
firsthand experience is possibly problematic because

practitioners are then more prone to interpret their
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experiences in unanalytical ways. Reflection on practice
can be perceived as undermining their "gut feelings" or
intuitioné.

Finally, clinicians have a distrust for
generalizations. Because they work with individuals in
dynamic settings, practitioners tend to highlight the
differences between situations rather than their
similarities. This means that a practitioner generally
defaults to his or her own experience, intuition, and
instinct in assessing a remedy.

While it might be true that practitioners tend to
dismiss abstract generalizations, Freidson argued that
principles of practice evolve from an individual's
experience. This is an important point because clinicians
have theories, but their source is different from those of
researchers. This is not to suggest that clinicians are
irrational in their actions, but rather their rationality
differs from that of the scientist:

The rationality is particularized and technical;

it is a method of sorting the enormous mass of

concrete detail confronting him [her] in his [her]

individual cases. The difference between clinical
rationality and scientific rationality is that
clinical rationality is not a tool fof the
exploration or discovery of general principles,

as is the scientific method, but only a tool for
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sorting the interconnections of perceived and

hypothesized facts. (p. 171)

Freidson (1970) suggested that individualism and
subjectivism are important characteristics of the
clinically minded. Each person collects a series of
personal experiences, and because the practitioner "is so
absorbed in and isolated by his [her] own work, he [she] is
likely to see and evaluate the world more in terms of his
[her] own experience than in terms of what authorities tell
him [her]" (pp. 170-171). |
Clinical Consciousness Among Teachers

Freidson's (1970) construct is useful in the
educational domain for several reasons. Most important, it
provides insight into the nature of teachers' knowledge
claims, and how they approach problem solving.

Much has been written about the lack of systematic
research on teachers' perspectives towards knowing. Feiman-
Nemser and Floden (1986), for example, wrote, "Teachers
have not been seen as possessing a unique body of
professional knowledge and expertise. The prevailing view
among most researchers is that teachers have experience
while academics have knowledge" (p. 512). This would
suggest that clinical consciousness generally characterizes
the teaching profession. There is an emerging body of
literature, however, recognizing teachers' practical craft

knowledge (Blumberg, 1989; Grimmett & MacKinnon, 1992;
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Kohl, 1986; Tom, 1984; Zeichner, Tabachnick & Densmore,
1987).

Several studies reported the importance of teachers'
firsthand experience (e.g., Grant & Sleeter, 1985;
Hargreaves, 1984). Clearly, firsthand experience provides
teachers with a basis from which to make decisions, as well
as a filter for new information. Huberman's (1983)
description of teachers' orientation toward knowledge and
problem solving is also useful in understanding the work of
teachers. He wrote:

The global image emerging from the classic and

recent studies of knowledge use by teachers is

that of practically oriented professionals

drawing chiefly on their own and their peers'

experience to resolve problems or otherwise

modify their instructional practices. Recourse

to more scientific, distant, and noneducational

sources is infrequent. . . . There is a good

deal of recipe collecting, enabling teachers to

expand their instructional repertoires, their

bag of tricks. These recipes are traded on the

basis of a validation that is craft embedded and

highly experiential; ideas, techniques, products,

and explanations of classroom life that "worked

for me" are circulated among users, but undergo

an intuitive test--how the message or product
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feels or fits--before being tried out in the
classroom. (pp. 483-484)

Teacher Education and the Clinical Worldview

The research on teachers' firsthand experiences may
indicate that teachers display a clinical consciousness.
The seconded teachers who participated in this study also
exhibited the characteristics that Freidson attached to the
clinician. Before secondment, Brenda, Frank, Sarah, and
Gerald were firmly entrenched in their school communities.
They defined themselves as "experienced practitioners.”
Frank, for example, noted "there's not much I haven't seen
before. I'm confident that when I talk to student teachers,
I have a fairly diverse background of handling problems."
Brenda also relied on her experience in working with
student teachers:

I told student teachers about a situation that

occurred to me in my first year of teaching.

It was a situation in which a grade 10 pupil

came to class late, disrupting the rest of the

students. This wasn't the first time it had

happened. I confronted him, and I mean I

really confronted him. I had had enough of

his disruptive behavior. I ended up making

the student even more defiant and I threw

him out of class. I tell my student teachers

what I was thinking at the time and why I

acted in that way. The point of the story
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is that, over the years, I learned through

experience how to handle similar situations.

You can't learn that kind of stuff in books.

There is no substitute for experience.

Brenda's story is just one example of how seconded teachers
transmit a clinical worldview to a receptive group of
student teachers.

Before proceeding any further, I wish to make it
perfectly clear that I am not suggesting that individuals
who possess a clinical consciousness are somehow less
adequate teachers or teacher educators. On the contrary, I
recognize the intuitive, present-oriented thinking, and
actions demanded of classroom teachers.

In order to get a feel for the somewhat longitudinal
nature of this study, I describe teachers' experiences as
they move through stages of secondment starting by

discussing the first inclination toward secondment.

Stages of Secondment

Seeking the Position

Most of the seconded teachers who participated in this
study did not actively seek the position. Instead, other
people, most notably faculty advisors they worked with in
the practicum, encouraged them to apply. Frank, for
example, described how he found out about the position that
was ultimately offered to him: |

I was a cooperating teacher for a number of

years and I had built up a solid relationship
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with the faculty advisor. She told me that she

was moving on to other things. She encouraged

me to apply for her vacant position. I was

thrilled to be asked and even happier when

the position was offered to me.
Having experience as céoperating teachers convinced Brenda,
Frank, Sarah, and Gerald that they had an accurate
understanding of the position. Frank expected his work as a
cooperating teacher to come in handy:

I always enjoyed the contact I had with

student teachers and cooperating teachers.

I felt like I had a pretty good understanding

of the teacher education program, and the

role and expectations for student teachers,

cooperating teachers, and faculty advisors.

When everything was said and done} I accepted

the position because I thought I could make a

positive difference and help student teachers.

As well, it would be a nice change to be part

of the university community.
Gerald's journey from the school community to the
university, however, was different. After completing a
master's degree, his advisor invited him to do workshops
for student teachers. "I was petrified at first," Gerald
noted, "so I said no." Gerald appeared to be an

accomplished and confident teacher, and yet he was somewhat
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intimidated at the prospect of working with student
teacﬁers in the university setting:

I couldn't keep saying no, so I eventually

accepted. That sounds awful doesn't it? I

figured that if they had that much confidence

in me i should give it a try. It never occurred

to me that I was 'university material.'
This is good evidence of the separation of the two
cultures. Initially, Gerald's secondment lasted four
months. He does not recall being formally interviewed for
the position, nor does he remember if the position was
advertised.

Like Gerald and Frank, Brenda was encouraged to apply
for the position. A professor from whom she had taken a
graduate course a few years earlier contacted her and asked
her to apply for a vacant secondment. "After thinking about
the offer," Brenda recalled, "I thought it would be a nice
change of pace to teach a methods class." Seconded teachers
acknowledged that they welcomed a change of pace, viewing
it as a renewal opportunity. "It wasn't a life-long dream
or anything," Brenda noted, "but because I had built up
relationships with people at the university, I found out
through the grapevine that some faculty were either
retiring or going on sabbatical."

At the outset, I said that most teachers did not
actively seek secondment. Sarah, however, left the

classroom to pursue a master's degree in teacher education.
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Secondment was not initially something she had anticipated.
She acknowledged that she was seeking a change from
classroom teaching:

I enjoyed teaching, but I felt the need for

a change. I could have asked for a transfer

to another school, but the appeal of coming

to the university to do graduate work and be

paid as a seconded teacher was an excellent

opportunity, one that doesn't come around

very often.
Like Gerald, Frank did not initially consider secondment as
a career option, but when the opportunity presented itself,
he felt that it was too good an offer to pass up:

I was really pleased to be offered the position.

It seemed like the right time for me to make a

change. I've always enjoyed the contact I've had

with student teachers. There were a few negative

things happening in my school and I thought that

it would be a good time to do something else for

awhile. I was motivated, however, primarily

out of a sense of commitment to help students

become effectiﬁe classroom teachers.
Except for Sarah, seconded teachers did not actively pursue
the position. Had it not been for the encouragement and
support of faculty advisors, it is unlikely that they would

have applied at all.
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Preparing for Secondment: The Orientation

In the last week of August, the Teacher Education
Office invited seconded teachers, along with many of the
other people assigned duties in preservice teacher
education, to a series of orientation meetings designed to
acquaint them with the teacher education program. Course
coordinators and experienced instructors shared program
philosophies, outlined policy, suggested assignments,
described evaluation practices, and answered questions. I
know from personal experience that these meetings can be
both exhausting and exhilarating. As newcomers to the
university, individuals are confronted with the difficult
task of trying to make sense of the teacher education
program, and more specifically, their role within it.

Seconded teachers commented about the orientation
training they received from the Teacher Education Office
and their departments, training tha£ was intended to ease
their transition to the university. Recalling the initial
phase of her secondment, Sarah was critical of university
expectations for her and the other newly appointed seconded
teachers. "What surprised me the most," she said, "was that
there was no training. There was the assumption that if you
can teach grade two, you can teach university students.
Part of the orientation should have helped us deal with
teaching adults." During the first week of her secondment,
Brenda was surprised to discover how things worked at the

university and how little formal support was available:
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I thought there would be more opportunities

to talk to other people who were already

teaching at the university. I was a bit

insecure about working with adults, having

no experience doing so. During the first

few weeks there were very few opportunities

to share ideas and get organized because

everyone was so busy. I was confronted with

having to deal with so many new things on

my own.

I asked seconded teachers to comment on the extent to
which the orientation meetings helped them prepare for
their roles and responsibilities. Overall, seconded
teachers generally appreciated the efforts of course
coordinators during orientation meetings, as well as the
support and encouragement they received from more
experienced seconded teachers, sessionals, and part time
faculty. Brenda, however, acknowledged that there was not
enough time to process all the information:

I was quite overwhelmed to say the least. It

was a little scary sitting there and trying

to sort out what the year would look like. I

felt a bit like a beginning teacher. I had all

these unfamiliar courses to teach; I had all

this planning to do; and I had almost no time

to do it.
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Seconded teachers were in unanimous agreement that they
needed more time to plan their courses. Frank described the
first few weeks of his secondment:

We met in late August for a few days and I began

teaching the following week. I had a massive

binder of information. We talked about course

philosophies, marking criteria, and other policy.

Even then, however, I didn't know what was expectéd

of me. I was learning as I went along. I was often

only one day ahead of my student teachers which

made it rather stressful.

Initially, the "time press" associated with the position
was a constant source of stress. As well, the different
focus of schools and universities creates culturally
different peréeptions of what is important to know, a theme
that will be discussed later in this chapter.

At the beginning of their secondments, teachers were
understandably concerned about practical issues such as
room locations, supplies, secretarial support, library
privileges, and resources. Because they had little time to
organize course materials, seconded teachers resented
"wasting time" over things that they said could have been
done earlier. Gerald, for example, complained:

I couldn't believe how long I had to wait in

line to get keys to my office. This might

sound like a petty thing, but it was frustrating

at the time. I had to pick up my keys at the same
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place where they issue parking permits so you
can imagine what the line ups were like the week
before classes start. I must have been in line for
two hours. This could have been done earlier and
I'm not sure why someone else couldn't get the

| keys for me.

| During the second interview with teachers, I asked

| them to reflect on the initial orientation they received
from the university. Frank linked the orientation to what
he called the "fragmented nature" of the teacher education
j program. He said, "The meetings helped me learn about
specific courses but I felt like I was on my own in trying
to figure out the whole program. There wasn't enough time
to do everything." Sarah's comments about the orientation
were similar to what the others said:
The orientation period was too short. I think
it should be viewed as part of our professional
development, a basic requirement to help us
understand our roles and responsibilities
within the program, not just specific courses.
Meetings should go on for a couple of weeks
rather than a few days. Maybe a retreat of some
sort would be a good idea.
Recognizing that they could be better prepared as
seconded teachers, Brenda, Frank, Sarah, and Gerald
suggested ways that the orientation might be improved.

Gerald, for example, advocated a mentoring program for new
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staff. He described a conversation he had with one of the
course coordinators:

I wanted to know if there was someone I could

go to if I needed help. I asked if there was

anyone in the Faculty of Education who could

act as my mentor. I was really disappointed

to discover that there wasn't a formal

mentor program. At least in most school

districts there is some sort of assistance

for beginning teachers. The same sort of

thing should be available at the university.
Seconded teachers' comments reveal the inadequacy of the
orientation program. A more "coherent overview of the
entire teacher education program," they said, would be an
improvement.

Expressing Self Doubts and lLoneliness

In the early days of secondment, Brenda, Frank, Sarah,
and Gerald expressed doubts about their ability to handle
the new position. Gerald, for example, said, "I never
dreamed that I would end up teaching at the university. I'm
mentioning this because I am the first person in my family
to graduate from a post secondary institution." Frank also
worried about whether or not he was "up to the challenge"
of teaching at the university level:

I remember how I felt at the end of the first

week. I was really scared going out to.the

university as a classroom teacher. I remember
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driving out to the campus and thinkihg to

myself that it had been a great week! If I

can teach here, I can teach anywhere. It

was a really empowering experience.

Frank, too, was apprehensive about.meeting student teachers
for the first time. "I was nervous before meeting student
teachers because they already had degrees in a number of
areas. They were bright, articulate, and more knowledgeable
than I am in those fields."'

The first few weeks of secondment were crucial in
setting the tone for what was to follow and in clarifying
expectations and defining roles. As well, a special bond
developed among those teacheré who began secondment
together, contributing to a "community within a community"
phenomenon.

Some seconded teachers had more difficulty than others
adapting to their new roles. Indeed, some were
uncomfortable in thinking of themselves as teacher
educators, viewing full-time professors as the "real
teacher educators." Brenda said, "In my heart of hearts, I
am a classroom teacher, plain and simple." Ironically, the
literature (e.g., Ducharme & Ducharme, 1996) suggests that
full-time faculty also prefer to distance themselves from
the label of teacher educator. Who wants to be teacher
educators? Who owns the programs? Who holds this task in

high priority? This theme will be discussed in Chapter 8.
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Sarah recalled much of her first year in the following
way. "I resisted being the teacher I knew I was. I really
struggled because I knew I was doing things that I didn't
think were very good but I was attempting to do what was
expected of me." Initially, Sarah admitted that she was
confused about her role at the university. She was the
seconded teacher who was most critical of the university
for its lack of "systematic support" in helping her and
others make the transition to the university. By the second
year, Sarah's views were tempered somewhat, but she still
described herself as a person who "danced to the beat of a
different drummer." She decided to emphasize what she
thought was most important for helping prospective
candidates learn to teach, worrying less about what the
university might think. Clearly, Sarah was happier with her
performance in the second year. She added, "I was really
nervous throughout the first year. I never felt comfortable
about what I was doing. Initially, I felt like an
impostor." In addition, Sarah said she felt constrained by
the demands of some student teachers. "They expected me to
tell them exactly how to teach. I was more interested in
getting them to think about teaching, not just about
techniques and strategies." Sarah seems not to reflect the
"clinical mind" as much as Brenda, Frank, and Gerald. Her
work as a graduate student shaped somewhat differently her

identity as a teacher educator.
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All seconded teachers talked about the relationships
they established with student teachers as being important
to their identity as instructors and faculty advisors.
Brenda was somewhat surprised to discover that student
teachers accepted her so readily as a credible "authority"
on teaching. She was pleased that she and her students
developed a trusting relationship. "They listened to every
word I said. I wasn't usedito that. I realized that I was
in a very powerful position to influence their thinking."

It must be acknowledged that there is an entire
literature to be found on the concept "authority," which is
usually defined as "legitimate power." Benne (1970), for
example, says:

Authority is always a function of concrete human

situations however large or complex the situation

may be. It operates in situations in which a

person or group, fulfilling some purpose, requires

guidance or direction from a source outside himself

[herself] . . . the individual or group grants

obedience to another person or group which claims

effectiveness in mediating the field of conduct or
belief as a condition of receiving assistance.

(pp. 392-393)

In other words, power is linked to authority through both
delegation and some form of consent, the effectiveness of
delegation hinging on a group's acceptance of and consent

to the leader's plan. Authority ultimately reflects a
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relationship between people with different amounts of
power; or as Bendix (1960) puts it, "authority involves a
reciprocal relationship between rulers and ruled" (p. 295).

Neiman (1986) discusses authority in education,
suggesting that there are two types of authority: social-
political authority and epistemic authority. Teachers, he
points out, must be both "in charge" and "in authority."
Teachers are granted their socio-political authority by
virtue of their role within the school's organization.
Beyond this role, they are granted epistemic authority by
virtue of their knowledge of the subjects they teach. For
another version of authority, Nyberg (1981) distinguishes
between "authority to oversee" (social-political, economic,
legal, and organizational) andv"authority to exercise," in
particular in education, to exercise judgment over
curriculum and instruction.

Brenda was a highly motivated individual who tried to
please her department heads and course coordinators. During
secondment, she never completely left behind her identity
as a classroom teacher. "I still felt like I was
representing my school and district's reputation when
working with student teachers. I always attempted to
portray my school in a positive light, not only with
student teachers but also with other seconded teachers and
faculty." The first few months of secondment were

challenging for her as she tried to reconcile her personal
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expectations for the role with those of the university.
Brenda said:

The first month was a sink or swim situation;

it was pretty frightening. In preparing my

lectures, I would read a textbook and then

try to relate the content to my own experiences

as a teacher. I was a little unsure of what the

university expected of me.

Goodlad (1990) noted "that [seconded teachers] straddle two
cultures, that of the university and that of the K-12
school system" (p. 154). It is important to recognize that
part of the difficulty in making the transition from
schools to the university is adapting to the multiple
communities that are firmly entrenched on university
campuses. Elementary and secondary schools are more often
thought of as singular institutions, or as Kagan (1990)
says, "places of a common professional culture with a sense
of similar goals and purposes" (p. 50).

Approximately six weeks into secondment, Brenda,
Frank, Sarah, and Gerald commenced working with student
teachers during a two-week orientation in school settings.
The faculty advising role confirmed their.identities as
teachers. Brenda described the two-week practicum:

Being back in the schools as a faculty advisor

made me think about who I am and what I do for

a living. I began thinking, 'What am I doing

at the university? I'm a teacher.'
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Brenda's experience was important for her because it
affirmed her identity as a teacher. She worried, however,
that over time she could potentially be "cut off" from both
school and university communities. "I would sit at the back
of the room watching the student teacher and thinking that
I am not part of this school community either. I sit there
and watch, and take notes but I miss being in a school and
being part of a group."

Working at the university meant leaving behind
colleagues, friends, and pupils. They continued to identify
themselves with their former schools. At various stages of
secondment, the teachers who participated in this study
reported feelings of loneliness. Sarah said:

I'm surprised by how lonely I feel. Maybe it's

because I've been out on practicum and I've

lost contact with other faculty advisors. But

I think I was feeling a little lonely before.

The university can be a very lonely place. I

was used to the constant dialogue of a staff

room. When I came to the university, all that

dialogue stopped. This has been hard for me to

adjust to.

Brenda, an elementary teacher, had the misfortune of being
assigned an office wifh secondary seconded teachers. "They
were very supportive but they were never there because our
schedules were totally different. It was a very lonely

time. There was nobody to talk to." Gerald, back in his
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school district, recalled the early days of his secondment.
"I remember saying to my non-teaching friends how lonely I
was. I think it had something to do with the way the
position is designed."

Although the teachers said they experienced some
degree of loneliness while at the university, it was most
acute when fulfilling the role of the faculty advisor.
Frank enjoyed going into schools but he acknowledged, "It
was the loneliest job I've ever had in some ways. I really
felt alienated from my work life, partly because I was
always on the road. There was never a central place for me
to put down some roots."

Seconded teachers described the first semester of
secondment as both rewarding and challenging. Overall, the
transition from the school community to the university was
more difficult that they had anticipated.

Adjusting to the Tempo and Workload

Seconded teachers made numerous comments about their
teaching workloads. By the end of her first semester,
Brenda was ready for a vacation:

I am surprised at the physical exhaustion that

I felt at the end of each class. This was

particularly true for the Principles of Teaching

course. There was always that moment when I

would be erasing the chalkboard at the end and

I would feel the physical exhaustion. It was
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something beyond my experience as a classroom

teacher.

Like Brenda, the more experienced seconded teachers also
reported some difficulty adjusting to the tempo and
workload of the position. Sarah, for example, described her
tiredness as a "fact of life." "In the fall semester of
both years, I was very, very, very tired! It was
overwhelming teaching three courses and supervising student
teachers. The second semester is less busy, nowhere near
the hectic pace of the first semester."

Seconded teachers reported that they were working
harder than they had expected. "My day stretched to fit all
the things that I had to do," Gerald recalled. "As a
classroom teacher, I had a much better idea of what to
expect. At the university, however, I find myself working
long hours in the evening and on weekends." Gerald was not
the only individual to make this observation. In fact, they
sometimes joked that, as seconded teachers, they were re-
living the student teaching experience.

The immediate pressure of adjusting to the role took a
toll on some seconded teachers. Sarah, in describing her
first year, said, "Last year I was really stressed out. I
was losing weight and I wasn't sleeping. Some of my friends
were concerned about me, but I managed.” Gerald, too, had
problems juggling his personal and professional life. "The

first semester of secondment was exhausting. It affected me
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and my family quite a lot. I needed the holidays to
recuperate and re-charge my batteries."”

Seconded teachers also kept in contact with school-
based colleagues, who they said liked to tease them about
their "cushy" university position. Frank defended himself
to colleagues on numerous social occasions. He said:

My colleagues have the idea that I don't work

as hard as they do. But I tell them about the

hours it takes me to prepare for my classes.

I can't believe how busy my life is. In fact,

my whole life has changed since coming to work

at thé university.

In the second year of their tenure at the university,
seconded teachers expected the tempo and workload to ease
due to their familiarity with the role. They reported,
however, that they were almost as bﬁsy. Gerald, for
example, said that "at least in the second year I knew what
to expect. I still spent a lot of time planning but it was
much less stressful."

Working with Adult Learners: How Should I Know?

Working with adult learners was both rewarding and
challenging. At the beginning of her secondment, Brenda
éredicted, "All student teachers will be highly motivated
adults. This is a big career choice for them, and I expect
them to be very committed to their studies. I'm really
looking forward to working with them." Frank compared the

differences in working with student teachers with secondary



80

pupils. "For the first time in a long time, I felt like a
teacher again because I could concentrate on the material.
I didn't have to worry about being interrupted every five
minutes by someone asking to go to the washroom."

Seconded teachers, however, were surprised to discover
that not all student teachers were "model learners.”
Gerald, recalling the second year of his tenure at the
university noted, "I was disappointed in some student
teachers' attitudes. They complained a lot, and some of
them didn't come to class. Then, they had the gall to
complain about their grades. What did they expect?"

All of the seconded teachers who participated in this
study expected student teachers to attend all classes. They
were shocked and disappointed when this was not the case
because they viewed attendance as part of a teacher's
professional responsibility. Sarah admitted that "maybe I
was naive, but I thought attendance was mandatory in a
brofessional program. It is absolutely essential that they
attend classes with their peers in order to get the full
benefit of the program."

Initially, at least, seconded teachers thought it
would be easier teaching adults. Sarah observed:

First of all, I think a person has to really

want to work with adults. Let's face it, that's

not the main reason we wanted to be seconded.

But it is the reality of the work. As much as

I like to draw analogies between teaching
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children and adults, there is a big differencé

in terms of how you deal with them. I've

watched other people come to the university

who have had a hard time working with adults,

especially elementary teachers.

Secondary teachers are more likely to be comfortable with
university schedules, tempo, and grading practices.

Gerald, too, wondered why some elementary teachers had
difficulty working with adult learners:

Elementary teachers are used to working with

small children. They find themselves at the

university but there is little discussion

about the differences in teaching children

and adults. Although I basically used the

same principles of teaching, there were

distinct differences that I learned along

the way.

Gerald concluded that "successful seconded teachers have to
be able to deal 'eyeball to eyeball' with student
teachers. Secondary teachers are more used to doing this. I
don't accept the idea that any successful classroom teacher
will automatically do well as a seconded teacher."

Seconded teachers acknowledged that their
relationships with student teachers are different than the
relationships they had with elementary and secondary
pupils. "You have to keep your distance as a university

instructor," Frank warned, "because it's not the same as
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when you're a classroom teacher. It took me a while to
figure this out." Sarah said that she had learned a great
deal about herself after working with student teachers.
"There are boundaries," she noted, "that have to be
respected. Otherwise, you could get into trouble." By
December of the first year of her secondment, Brenda
evaluated her relationships with her student teachers in
the following manner. "I had difficulty, at first,
maintaining a professional distance. I'm not sure why but
it was especially difficult working with student teachers
who were having trouble adjusting to the program."

Part of the difficulty in adapting to working with
adult learners relates to the accélerated nature of course
work at the university. Gerald said, "I was used to having
the same pupils for a whole year. We had time to get to
know one another but at the university everything is so
urgent. I have them for about 13 weeks. There are some
obvious downsides associated with the pacing of courses."

Adapting to the much larger university was problematic
for seconded teachers. On the one hand, they said they
enjoyed the "freedom"” and "autonomy" associated with the
university. On the other hand, the support network that
they relied on as classroom teachers had vanished. Brenda,
Frank, Sarah, and Gerald had several coping strategies that
were directly related to their personal dispositions and
previous experienées. The most common strategy was to seek

support from other seconded teachers.
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Looking for Support: Other Seconded Teachers to the Rescue

Brenda, Frank, Sarah, and Gerald were complimentary of
more experienced seconded teachers for the informal support
they provided. Seconded teachers often met to discuss
planning issues. Brenda was grateful for the help she
received. "As someone who is new to the position, the more
experienced people have been very welcoming. They have been
very good about sharing their ideas with me." Gerald
recalled the voluntary informal meetings he attended in the
first year of his secondment:

We met every week over coffee. We shared

resources and we talked about what we planned

to do in future classes. We also talked about

any problems we were having. That was important

because there weren't many opportunities for

seconded teachers to meet and talk to other

seconded teachers about our experiences. That

support group was amazing. It was really helpful

because I didn't have to reinvent the wheel.

The informal meeting that seconded teachers described had a
therapeutic dimension. One of the most important aspects
was seconded teachers' "peace of mind"‘from realizing that
their experiences were similar to what other, more
experienced instructors were doing. This became evident
when discussing and sharing assignments. Frank described

some of the informal meetings he attended:
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We tried to make sure that student teachers

were treated fairly in multi-sectioned courses.

I know, as an instructor, I found it really

helpful when other people gave me copies of

their plans. This was especially important for

me during the first few weeks of my secondment

when everything seemed to be happening so

quickly.

Seconded teachers also set aside time to meet
informally as faculty advisors. Some of them scheduled
meetings "on the road," which was more difficult because
they were spread out over a large geographic area. Sarah
described how it worked:

The other faculty advisors and I would plan

our observations in the morning in a similar

area so that we could more easily meet for

lunch. It was worth the scheduling hassle

because otherwise, we worked in isolation.

The practicum is such a busy time; it seemed

‘I was always on the run. Talking to other

faculty advisors was useful because I realized

that my experiences were not unique.

Seconded teachers organized their own support; the faculty
neither suggested nor designed it.

Sarah, who was critical of the university lack of
leadership in providing formal support for seconded

teachers, had this to say about being a faculty advisor:
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Earlier I télked about the lack of support

for new people teaching courses, but I have the

same criticism as it applies to the faculty

advising role. I can only speak for myself, but

I think there is a lack of community among

faculty advisors. What I mean is that you have

to take the initiative in building one. I was

lucky in that a group of us decided to meet

casually in our homes. We talked about all

kinds of things. But why are there no

conversations taking place in the university?

I wonder about some of the other seconded

teachers. What about them?

In summary, seconded teachers found support among other
seconded teachers. But what about curriculum departments?
To what extent did departments support seconded teachers'
membership in the university community?

The answer to this question is that some departments
were more active than others in supporting seconded
teachers and making them feel welcomed. Frank's experience
was positive:

My department really embraced me as one of

their own. I was lucky. They always included

me in everything. They asked my opinion on

things. I must say, however, that other

seconded teachers told me that their experiences
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were different. I got the feeling that they

were on the fringe of things.

I mentioned earlier that teachers who began secondment
together developed a special bond. Professional
relationships and friendships did not necessarily end with
secondment. Although Gerald was no longer working at the
university, he still kept in touch with formerly seconded
teachers:

There are about five of us who still meet. We

started to get together after the Principles of

Teaching course in my first year. Our friendship

has continued to this day. We go out to dinner

about once a month. I think we bonded because

of‘the similarities in personalities and

because of our work experiences. But for me,

it has been a great opportunity to talk to .

other people about my secondment experience.

After all, nobody else seemed to care.

Seconded teachers were generally complimentary about
the Teacher Education Office in its efforts to provide
"technical.support" as it might pertain to things like
clinical supervision techniques or writing reports.
Sometimes, however, teachers said they needed a more
personal and immediate type of assistance in dealing with
problems. Other seconded teachers were not always helpful.
Sarah, for example, had difficulty relating to older and

more experienced seconded teachers. "There were only a few
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other people in the same age range as myself. Most of the
faculty advisors, in particular, were 15 to 20 years older,
and they were at very different stages of their careers."

Sarah noticed the power dimension in relationships:

)
\

I would sometimes talk to them about what I

was doing and some of the challenges'or

problems that came up. I wanted to have a

conversation with them, but they were more

interested in giving me solutions. I think

they saw their role more as my teacher, but

I was looking for a colleague. The only thing

that I can think of is that it had something

to do with the fact that I'm considerably

younger than them.
Sarah believed that they meant well but she did not 1like
being perceived as a student. Seconded teachers do not
develop a secure identity as teacher educators, in part,
because of the uneven support of curriculum departments and
possibly the lack of personal and focused help they
sometimes desire. It seems they want entry to the
university community but know it is short-term and gaining
entry may not be the best investment of their limited time
and energy. Although seconded teachers are given
responsibility for many of the practical dimensions of
teacher education, they remain on the periphery, never
fully gaining entry to the "mainstream" university culture.

The work of Lave and Wenger (1991) is helpful in trying to



88

make sense of seconded teachers' experiences (See Chapter

8)

Chapter Summary

In this chapter, Freidson's construct, "clinical
mentality," was introduced and applied to the fields of
teaching and teacher education. I have suggested that this
construct characterizes the perspectives of the seconded
teachers who participated in this study. An important‘
source of the clinical mentality can be traced to the
present-minded, action-oriented work of teachers.

Some researchers have suggested that if a clinical
mentality works in practice, then teacher educators should
promote its use in teacher education programs. For example,
Yinger (1987) used the term "language of practice" instead
of clinical mentality to characterize experiencéd teachers'
worldviews.

In upcoming chapters, I examine teachers' experiences

as they progress through different stages of secondment.
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CHAPTER 4 - TAKING ON THE IDENTITY OF THE
UNIVERSITY INSTRUCTOR

As seconded teachers make the transition from
classroom teacher to teacher educator, they play two
distinct functions. The role of the university instructor
is the focus of this chapter. Two dominant themes emerged
from the interview data: bringing realism to the teacher
education program; and evaluating course achievement. In
Chapter 5, I will concentrate on seconded teachers as
faculty advisors.

Whether working as a university instructor or a
faculty advisor, seconded teachers serve as mentors,
coaches, counselors and evaluators as evidenced in the
comments of the participants of this study. Although the
roles are overlapping and interdependent, each merits
individual description.

Seconded teachers in this study considered the role of
mentor to be highly rewarding. Most dictionaries define a
mentor as a person who is a "wise, loyal advisor, or
perhaps teacher." Throughout their secondment, by
encouraging, modeiing, and providing feedback, Brenda,
Frank, Sarah, and Gerald helped student teachers achieve a
high level of performance. An effective mentor must
demonstrate a considerable amount of trust, openness, and
flexibility, because it is not always easy to accommodate

the needs of student teachers.
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Clearly, being a mentor means being a role model,
serving as a source of information, and occasionally
lending a sympathetic ear. Since teaching and mentoring are
similar, seconded teachers readily embrace the mentoring
role.

In another role, as coaches, seconded teachers become
guides and facilitators. The coach attempts to impart the
knowledge, skills, and beliefs needed for effective
teaching. Skillful guidance is needed to encourage student
teachers to explore the often ambiguous nature of teaching.
The emphasis is on helping another reach full potential in
the little time available. Whenever possible, the seconded

teachers in this study shied away from giving direct

advice. Instead, they helped student teachers identify a

variety of problems and‘facilitated their movement toward
solutions.

The counselor's role is also part of the seconded
teachers' job. Counseling skills are needed because many
student teachers struggle with changes in their personal
and professional lives as they make the transition from
student to beginning teacher.

Counseling skills are also needed to help student
teachers deal with the exhaustion and stress that is
frequently a part of the practicum expérience. Counselors
ask questions which promote reflection and self-assessment,
enabling student teachers to evaluate their priorities and

actions.
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Through counseling, seconded teachers are able to
share the experience of their own student teaching, as well
as the first few years of teaching. Remembering those
experiences and sharing them with student teachers, who
sometimes find the narrative supplied by the advisor
difficult to imagine, is an effective part of performing
the role of counselor.

All participants in this study declared that the most
difficult role is that of the evaluator. In part, the
difficulty of the role depends on the level of success they
have had in other roles. For example, if trust and support
has been established through effective mentoring and
dialogue, then evaluation will be easier for both seconded
teacher and student teacher.

Seconded teachers are acutely aware that assigning a
grade may affect a student teacher's future employment. But
the role of evaluator involves more than giving a grade.
Providing constant feedback is central to the student
teacher's professional growth.

Seconded teachers sometimes become very possessive of
their student teachers, creating a situation in which it
may be difficult or awkward to provide critical feedback.
Therefore, the seconded teacher who wants to avoid hurting
the student teacher's feelings may choose to avoid giving
critical feedback. At the same time, however, seconded

teachers acknowledge that the professionalization of
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teaching requires high performance standards for initial

teacher certification.

Bringing Realism to the Teacher Education Program

The professoriate may often be "out of touch" with
schools. The Teacher Education Office expects seconded
teachers to bring realism to the teacher education program:
by presenting fundamentals of teaching; by modeling
teaching strategies; by connecting theory and practice; and
by sharing narratives. Each of these sub-themes will be
discussed separately.
By Presenting Fundamentals of Teaching

Brenda, Frank, Sarah, and Gerald tried to bring
realism to the teacher education program in the methods and
foundational courses they taught in the program. This was
accomplished through presenting to student teachers those
aspects of teaching that they perceive as fundamental to
good practice. In the Principles of Teaching course, in
which they were all instructors, they were obliged to focus
student teachers on the following topics: assumingbthe role
of the teacher; instructional planning; instructional
strategies; assessment, evaluation, reporting; and
classroom management. For example, Gerald said:

I try to model what I would do in a classroom.

I try to find out what my students already

know. I want to get a sense of who they are.

When I presented material to student teachers,

I would always talk about the objectives of
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selecting one strategy versus another. I always

tried to bring the discussion back to what it

would look like in a classroom.

They exposed student teachers to the "daily realities" of
teaching, hoping to facilitate a smooth transition from
course work to the practicum. Recalling their own student
teaching, as well as their work as cooperating teachers,
was helpful.

In the belief that student teachers need some "general
tools" pertaining to lesson planning and classroom
management strategies, seconded teachers emphasized
"survival skills." For example, Brenda commented:

I open up doors for them, I give them skills

and processes for dealing with the frustrations

of learning to teach. I try to expose them to a

variety of techniques. For example, they have to

develop a one hundred lesson syllabus in detail

for the methods course I teach.

Similarly, Frank said, "At the beginning I think it's
important to give student teachers the nuts and bolts of
how to teach." Sarah tended to view her role somewhat
differently, noting:

I want to engage my student teachers in

substantive discussions about what it means

to teach and what it means to learn. I want

them to move beyond the easy answers and
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the biases they come into the teacher education

program with. I give them time to reflect on

their practice and I want them fo relate it to

theory.

Sarah placed the student teacher's learning at the center
of the learning-to-teach process. She encouraged and
expected prospective teachers to take responsibility for
their own learning. Her emphasis was on teaching specific
behavior, skills, or content knowledge, but also on the
quality of the experience, similar to Zeichner's (1983)
"process of becoming rather than merely a process of
educating someone how to teach" (p. 5).

When asked what the major contribution of seconded
teachers is to the teacher education program, Brenda,
Frank, Sarah, and Gerald began by describing their own
student teaching experiences. They recalled several of
their education professors who had been out of the
classroom for so long they were no longer able to provide
relevant information to student teachers. They were all
somewhat critical of full-time faculty members. Frank, for
example, noted:

Some faculty haven't been in a classroom for

twenty years. Some of the same professors who

were here when I was a student teacher are

still on faculty. I think that student teachers

have a legitimate criticism of some of their
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professors who are out of touch with what goes

on in today's classrooms.
Clearly, seconded teachers' practical knowledge of teaching
distinguishes them from many full-time faculty members.
By Modeling Teaching Strategies

Frank discovered that being a seconded teacher was a
great deal more challenging that he had anticipated. He had
to develop new routines, new materials, and new forms of
organization. The amount of time required to prepare for
the courses he taught was overwhelming. He felt compelled
to plan meticulously because he was not used to working
with adult learners. Seconded teachers told me they modeled
various instructional strategies for student teachers,
hoping to prompt them into thinking like teachers. In
deciding what to emphasize, they recalled their own student
teaching experiences. Gerald noted:

When I was a student teacher, I thought that

I had to create everything from scratch. I

learned rather quickly that was very difficult

and time consuming. Now as an instructor, I

encourage student teachers to adapﬁ lessons

and units that are'already available. I think

they should spend the time on developing and

refining their teaching strategies, not worrying

about where the ideas came from in the first place.

To reduce student teachers' anxiety, seconded

teachers, in their classes, typically modeled
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organizational, management, instructional, assessment and
evaluation strategies for use in the practicum. The
strategies they selected and their goals for the courses
they taught, are inextricably related. The participants in
this study employed é variety of strategies designed to
introduce student teachers to the subtleties of teaching,
the most common of which was debriefing their lessons. Like
the others, Frank described his rationale for such a
strategy:

I tried to expose the rationale for my

lessons to my student teachers. For example,

my objectives for whatever we were doing, why

I selected a certain strategy to prove a point,

and how I was going to assess or evaluate their

performance. I want my student teachers to see

how I plan the lesson so that they would understand

the importance of planning.

Seconded teachers tended to "editorialize" their own
practice as teacher educators. Sarah, for example, talked
about her desire for a democratic classroom in which
student teachers would feel free to challenge and question
her instructional choices. Therefore, in an effort to
engége her students in critical analysis of her practice as
a teacher and teacher educator, Sarah always explained her
rationale when demonstrating instructional strategies. In

addition to recognizing the value of debriefing lessons,
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Sarah also commented on the influence that graduate courses
had on her university teaching:

In my courses I was reading people like Shulman,

Zeichner, and Britzman. I was searching for the

essence of their understandings of teaching and

teacher education. Then as an instructor, I was

working with student teachers but Shulman was

- still with me. The opportunity to explore the

literature had a profound effect on my

university teaching, and I suspect it will

influence my teaching when I return to my

school district next year.
By Connecting Theory and Practice

Debriefing lessons was an attempt to engage student
teachers in making connections between theory and practice.
Dewey called for teaching to be a learned profession, in
which teachers possess the disposition and skill to
continue to study thoughtfully their own practice
throughout their careers. "Unless a teacher is such a
student, he [or she] may continue to improve in the
mechanics of school management, but he [or she] cannot grow
as a teacher, an inspirer, and director of social-life"
(Dewey, 1904, p. 15). The intellectual quality that Dewey
saw as vital to teachers is this capacity for growth, for
theory and practice to "grow together out of and into the

teacher's personal experience" (p. 15).
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Dewey's argument is forceful because he addressed the
problem of choosing between teaching as an expression of
personal judgment and teaching as a scientific endeavor. He
insisted that the dichotomy is a false one; it is not a
choice between personal experience and intuition or
science, but a question of how the latter can inform and
liberate the former. The personal and the scientific must
work together. Otherwise, Dewey argqued, teachers will fall
into the trap of empiricism, dependent on precedent and
trial and error.

Seconded teachers emphasized the context-specific
nature of teaching because they wanted student teachers to
understand the complexities of teaching. They wanted
student teachers to develop the skills needed to select and
implement "tried and true" teaching strategies, ones that
they believe successful teachers subscribe to. Seconded
teachers emphasized that a teacher is required to make
numerous decisions during a typical day. According to
Brenda:

Student teachers have no idea how demanding the

job really is. You can't be passive. When you

have thirty pupils demanding your attention, you

have to make a lot of decisions. Sometimes you

make the wrong choice but with experience,

generally a teacher is able to size up the

situation correctly. This is a very difficult

skill for student teachers to develop.
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Gerald, in commenting about his pfactice, noted:

Sometimes a strategy is more effective than at

other times because you are dealing with people.

A teacher must examine thé reasons why something

is effective and then transfer it to a situation

where it is not effective. There is no recipe.

There is evidence pointing to teachers' reliance on
firsthand experience in decision making (Grant & Sleeter,
1985; Hargreaves, 1984; Jackson, 1968; Lortie, 1975).
Firsthand experience provides both a reason for many
teachers' decisions, and a lens through which new
information is viewed. Jackson (1968), in studying
teachers' thinking about classroom events, found that
teachers tend to be "confident, subjective, and
individualistic" in their professional views. Doyle and
Ponder (1977-1978) referred to the pragmatic elements in
teacher decision-making as the "practicality ethic." Based
on their examination of curriculum innovation literature,
they concluded that teachers typically label proposals for
change as either "practical" or "impractical" based upon
their estimation of how problematic it will be to implement
them in their classrooms. |

Seconded teachers perform an important role in
introducing student teachers to the prescribed curriculum
in their subject areas and grade levels. Seconded teachers'
comments reveal that "subjective knowing" is essential for

getting the job done. Subjective knowing is the third of
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the five ways of knowing (silence, received knowing,
subjective knowing, procedural knowing, and constructed
knowing) proposed by Belenky, Clinchy, Goldberger, and
Tarule (1986) and following on the work of Perry (1970) and
Gilligan (1982). Belenky, Clinchy, Goldberger, and Tarule's
(1986) study examines how women from various social class
backgrounds and age groups view knowledge and its sources.

Subjective knowing, in which the source of the truth
is the individual's gqut feeling, personal experience, and
intuition, is especially relevant to the participants in
this study. The findings of experts or scholars are simply
viewed as other opinions based on different experience.
This prizing of firsthand experience and intuition is
accompanied by some distrust of books as a source of
knowledge. Another characteristic of subjective knowing is
pragmatism, a focus on what works or feels right. This
perspective embraces not only a crude empiricism and
pragmatism, but also an element of particulafism with
respect to teaching. The women in the study by Belenky and
others were in effect saying that one has to experience the
problem firsthand in order to know what to do.

Brenda, Frank, Sarah, and Gerald were motivated to
apply for seconded teaching positions because they had
always enjoyed working with student teachers in the
capacity of cooperating teachers and they wanted to be more
current in their profession. They were accustomed to

teaching children or adolescents and had some difficulty
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adjuéting to teaching adults. Brenda described the first
few months at the university:

Until I was actually standing in front of

student teachers, I wasn't really sure what

to expect. I have to admit it was quite a

shock working with adults. They were a lot

more needy that Ivhad expected. I thought

they would be much more independent and

motivated as‘a group. I had a little trouble

at first adjusting my thinking.
Before serving as seconded teachers, they expected all
student teachers to be highly motivated and receptive to
learning how to teach. They were excited about sharing
their personal insights and expertise about children,
adolescents, and teaching. Brenda summed up her attitude
this way:

I assumed that all student teachers would be

motivated to learn how to become the best

teacher possible. I was a little disappointed

when I came across student teachers who seemed

resistant to learning. They had difficulty

getting their heads into the minds of teachers.

When I began my secondment I just assumed that

adult learnérs would be motivated but I found

that some student teachers were almost as

immature as some of my elementary pupils.
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Seconded teachers acknowledged that student teachers
enter programs of teacher preparation with strongly held
beliefs about the work of teaching (Britzman, 1986;
Weinstein, 1990). Student teachers have developed these
views after years of being exposed to pedagoéical modeling
and interacting with peers and teachers. Bolin (1990)
maintains that student teachers begin their program in the
belief that they already know how to teach. Tensions
develop between student teachers, seconded teachers, and
other teacher educators when their beliefs come into
conflict.

In summary, seconded teachers expose student teachers
to practical teaching strategies. Their main goal is to
make their courses as practical as possible in the belief
that this information will facilitate a trouble free
practicum experience. As well, because their own
professional identities are rooted in the school setting,
they focus on practical strategies and techniques that they
believe student teachers need to master in order to be
effective teachers.

By Sharing Narratives

In order to understand more fully the contribution
that seconded teachers make to teacher education programs,
it is useful to examine their practical knowledge and the
manner in which they share it with student teachers. I will
attempt to show that the knowledge and perspectives that

seconded teachers possess and communicate to student
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teaqhers reflect their values, beliefs;‘and personal
philosophies about teaching, views grounded in the world of
practice. Furthermore, the contribution of seconded
teachers to teacher education programs may indeed address
some of the concerns that Schwab (1983) described in a
series of articles on the practical in which he argued that
theoretical knowledge was often in the wrong form,
rendering it useless to many individuals. He was concerned,
in part, with how knowledge claims are stripped of their
inquiry origins, producing what he called a "rhetoric of
conclusions." Seconded teachers avoided communicating
conclusions and instead transmitted inquiry through the
stories they told student teachers.

The practical knowledge of seconded teachers is
deceptively simple. Practical knowledge usually refers to
teachers' knowledge.about classroom situations, as well as
the practical dilemmas they encounter in the act of
teaching. Underlying the idea of practical knowledge is the
notion that teachers rely on a personal, context-specific
perspective in their work as teachers. According to Elbaz
(1983), practical knowledge

. . . encompasses firsthand experience of students’

learning styles, interests, needs, strengths and

difficulties, and a repertoire of instructional
techniques and classroom management skills. The
teacher knows the social structure of the school

and what it requires, of teachers and students
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. . . . This experiential knowledge is informed by

the teacher's theoretical knowledge of subject

matter, and of areas such as child development,

learning and social theory. (p. 5)
According to this view, practical knowledge is largely
influenced by one's experiences in the everyday world of
teaching. Similarly, Clandinin (cited in Fenstermacher,
1994, ?. 10) sees personal practical knowledge as

in the person's past experience, in the

person's present mind and body and in the

person's future plans and actions. It is

knowledge that reflects the individual's prior

knowledge and acknowledges the contextual

nature of that teacher's knowledge. It is a

kind of knowledge carved out of, and shaped

by situations; knowledge that is constructed

and reconstructed as we live out our stories

and retell.and relive them through processes

of reflection.
Taken together, the practical knowledge and personal
practical knowledge of teachers reported in the literature
leads one to conclude that, first, teachers' knowledge is
highly personal and dynamic; and second, thinking about
knowledge and teaching in this way reflects the context-
specific nature of teaching.

What is important for the present argument is that

seconded teachers possess practical knowledge, and
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in working with student teachers they exposed beginning
teachers to what Carter (1989) calls, the "depth and
breadth of teaching knowledge." This argument begins with
the assumption that learning to teach is inherently complex
and ambiguous. The dilemma is how to share this complex and
particular knowledge with student teachers. Having seconded
faculty teach methods courses may be helpful in focusing
students initially to "think like teachers," particularly
about technical matters of instruction and management. It
is in methods courses, in particular, that seconded
teachers describe and ﬁodel their values, beliefs, and
personal philosophies directly for student teachers, oftén
through the stories they tell as well as the way they
teach.

In a moment, I will discuss the manner in which
seconded teachers incorporate stories in their university
teaching but first, let me say that I think that preservice
teachers gain at least some understanding of what it means
to teach through the vicarious experiences of working with
seconded teachers. It is through "shared inquiry" that
student teachers might uncover some of the hidden and
obscure relationships between, for example, theory and
practice. In other words, seconded teachers help student
teachers generate multiple interpretations and solutions to
given problems. "In the Principles of Teaching course,"
Sarah noted, "case studies prompted student teachers to

consider alternatives ways of dealing with everyday



106

problems. I tried to draw their attention to readings,
whenever possible, so that they would learn to support
their opinions and decisions."

If Carter (1990) is correct in her assertion that
"attention in teacher education has traditionally been
focused on what teachers need to know and how they can be
trained, rather than on what they actually know or how that
knowledge is acquired" (p. 291)," then the knowledge of
seconded teachers is important because they are in a unique
position to observe the process of teacher education from
both a school and a university perspective. In a time when
faculties of education are attempting to improve their
preservice programs, the knowledge of these educators is an
important source for informing the practice of preservice
teacher education.

Next I will describe the nature of seconded teachers'
stories, a strategy they use to engage student teachers in
thinking about their emerging practice.

When asked why they told student teachers stories
about their classroom experiences, seconded teachers said
it was an effective strategy to engage student teachers in
thinking about the highly personal and complex nature of
teaching.

Brenda, in her first year of secondment, told more
stories to her student teachers than the others, focusing

on specific types of situations:
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I often told stories where I got myself into a

bad situation. Student teachers always ask me

what I would do differently now. I think about

how I've grown and changed over the years and I

share my.thinking with them. They seem to appreciate

the fact that I'm being honest about some of the

difficult situations I've had to deal with as a

teacher.
By the end of the first year, Brenda admitted that she had
largely relied on her classroom experience to engage
student teachers in discussions about learning and
teaching. Like the other seconded teachers, Brenda used
stories to expose student teachers to what she called the
"multiple dimensions of teaching":

I spent significant amounts of time debriefing

my rationale for what I did, hoping that student

teachers would recognize my story as an exemplar

of good practice. When they find themselves in a

'similér situation during practicum or in their

first year of teaching, I hope they think of me.

Obviously, seconded teachers told stories about
recent classroom teaching experiences. They also told
stories about the first few years of their teaching
careers. Gerald, for example, revealed his shortcomings as
a beginning teacher:

I admit to my student teachers that when I began

teaching I really didn't understand some really
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important things about teaching. For example, I
thought teaching was basically about information
processing but how I came to realize that there
were much more important things such.as the
process of learning and empowering children to
become interested, motivated learners and, most
important, giving them opportunities to make
decisions and problem-solve.

It is clear from their comments that seconded teachers

believe one of their primary responsibilities is to share

what they know about teaching so that student teachers
might learn from the mistakes of others. Facilitating
meaningful discussion about teaching, however, requires

time. The compressed nature of course work, typically 13

weeks, forced seconded teachers to do everything at an

accelerated pace.

Although seconded teachers generally acknowledged the
importance of telling stories, they also recognized that
the strategy was problematic. Sarah, for example, was
somewhat reluctant to share her stories with student
teachers because she was concerned that student teachers
would interpret her stories as a recipe for their own
teaching. Sarah noted:

I'm really cautious about telling student

teachers a lot of stories about my teaching

because I don't want them to be me. I want

them to figure it out for themselves. I always



109

preface what I'm saying by telling them what
I chose to do and stressing to them that every

teacher is different.

My own university-based teaching experiences confirm some
of Sarah's concerns. To some extent, I too have worked with
student teachers who are desperate for recipes that they
think they can adopt in their own practice. When stories
are an important part of an instructor's repertoire,
however, some student teachers might generalize that theory
is less important than practice, or that theory and
practice are unrelated. When student teachers do this, I am
suggesting that stories are problematic because they are
practice-oriented and less theory-related. And finally,
seconded teachers who tell stories as exemplars of their
knowledge may be unknowingly perpetuating the problem that
some student teachers have in making connections between

theory and practice.

Evaluating Course Achievement

Seconded teachers acknowledge with reservations that
as evaluators they possess power over student teachers.
Regardless of how they might prefer to conceive of their
role, in the end they become evaluators. Let me make it
clear that evaluation has two parts. The emphasis here is
on evaluating course work and projects. In Chapter 5, I
describe how faculty advisors feel responsible to the
teaching profession for ensuring that only the very best

student teachers receive their recommendation. They
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described their frustrations in passing minimally
satisfactory student teachers. This is a rather stringent
stance. One wonders how successful they would have been had

this standard been in place.

Adjusting to Teaching Adults

Teacheré began secondment expecting student teachers
to display an open-mindedness and resiliency in learning to
teach. Very early on as instructors, however, they became
aware of what they described as overly competitive student
teachers. Student teachers who were more concerned about
their grades than about learning how to teach caused a
great deal of frustration for them, particularly in
multiple section courses. Frank said:

I've become really frustrated about grades and

it's compounded because there is a move in this

faculty to reduce grade inflation. This hasn't

been a problem for me because I think I mark

consistently, and I don't dish out a lot of.A's

to student teachers. I find student teachers

are frustrated because they're getting straight

A's in all their other courses and I give them

B's and C's.

Overcoming some of the confusion surrounding
evaluation is problematic. Brenda observed:

There are problems stemming from the fact

that we don't want to be seen as giving away

grades but at the same time we are dealing
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with university graduates. We give them a

relatively simple task. We just drilled and

drilled those learning objectives until they

could write them off the top of their heads.

Then, we create an assignment in which they

can't really fail unless something goes terribly

wrong. I expect them to do well and I'm confused

on how I should approach the grading of those

assignments.
Seconded teachers' frustration stems, in part, from the
problems of assessing student teachers in courses that they
themselves had no part in designing. Gerald acknowledged
that if he were given the chance to teach the course again,
he would mark differently saying, "I used criteria
referenced assessment to its worst." When I asked Sarah
what she had learned from her evaluative role she said, "if
I have to fail a student teacher in the futuré, I will make
sure I fail the person by more than five marks so it will
be harder for the person to appeal.”

Giving Honest Feedback

Perhaps in order to reduce the powerful impact of
evaluation, Brenda, Frank, Sarah, and Gerald emphasized the
importance of being honest with student teachers when
giving feedback. Gerald's comments are similar to what the
others said:

I learned that with adults, the best thing is to

be honest, even though sometimes it would have been
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easier to be less truthful. For example, it would

have been easier for me to inflate the student's

mark and to tell him that everything will be fine.

But it wouldn't be in the student's best interest.

I think I was caring by the virtue of the fact

that I told him the truth. It wouldn't have been

caring of me to downplay his problems because

somebody was going to have to be honest with him
somewhere down the line.
Giving feedback to student teachers is an important part of
the work seconded teachers do. Openness, tact, and
diplomacy are essential ingredients in effective
communication.

Listening is as important as talking. Covey (1989)
encourages people to go beyond active listening and to
engage in the highest level of listening--emphathetic
listening. Emphathetic listening is described as listening
that "gets inside another person's frame of reference. You
look out through it, you can see the world the way they see
the world, you understand their paradigm, you understand
how they feel" (p. 240). This is the kind of listening that
seconded teachers need to model when working with student
teachers. Sarah noted the importance of listening:

During my methods class, a student teacher

was describing what she had done during the

practicum. It sounded like she had done a

wonderful job in engaging her pupils. While



113

listening to her, I resisted the urge to

interrupt and tell the class about my own

experiences which, it seemed to me were

similar. I really identified with what the

student teacher described. It was like she

was describing something that had already

happened to me. It was a weird feeling.

One of the aspects that seconded teachers disliked
about their role was supporting underachieving student
teachers. Brenda, in particular, expressed regret that her
best student teachers received less feedback and attention:

I couldn't believe how much time I spent with

this student teacher. Don't Qet me wrong, I

wanted the student teacher to be successful and

I know it.is part of my job to help, but I couldn't

help but feel uneasy because I had plenty of

exemplary student teachers who were just as

entitled to my support. I remember feeling

guilty that I didn't have enough time to spend

with those student teachers. I felt like I was

abandoning them somehow.
Dealing with Student Failure

Seconded teachers are reluctant to fail student
teachers because they know that a failed course grade on
their transcripts will prevent them from continuing in the
program. Frank's comments highlight his discomfort in the

evaluator role:
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It is a difficult role because I realize that

the decisions I make have a huge impact on

student teachers' lives. For some, they have

given up good jobs to pursue a teaching career.

They have families and financial commitments.

They feel like they have to be successful; they

are under a lot of pressure.
Seconded teachers, however, were frustrated when they felt
they had no other choice but to pass "minimally competent"
student teachers. Frank made this point quite succinctly,
"When we say that a student teacher has satisfied the
requirements of the Faculty of Education, we are not
necessarily saying that person has the professional
qualities to become a good teacher." Seconded teachers were
in unanimous agreement that unless a student teacher was a
"total disaster" they would pass their courses.
Understandably, they were concerned about the professional
repercussions of passing people they described as merely
satisfactory student teachers. Gerald pointed out that,
"we don't need all the teachers who graduate these days. We
can afford to be more discriminating in who should receive

a teaching certificate."

Chapter Summary
Seconded teachers brought realism to the teacher
education program. They began secondment aware of student
teachers' criticism of "out of touch" faculty. Brenda,

Frank, Sarah, and Gerald took on the roles of mentor,
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coach, counselor, and evaluator in an effort to ease the
transition from student to beginning teacher. One of the
most powerful ways they shared their knowledge with student
teachers was through the stories they told. Seconded
teachers told storieé not only about their classroom
adventures, but also about their experiences as cooperating
teachers, and even about their student teaching days. They
presented fundamentals of teaching by focusing on the
curriculum and the learner, but they were careful to offer
"suggestions" rather than "recipes." Part of becoming an
effective teacher, they believed, was being able to match
the "best teaching strategy" to the particular set of
classroom circumstances. In an effort to problematize
teaching they downplayed their expertise, acknowledging
that they did not have all the answers. This meant that
Brenda, Frank, Sarah, and Gerald presented an image of

teaching that very considerably relied on firsthand

experience.




116

CHAPTER 5 -~ TAKING ON THE IDENTITY OF THE FACULTY ADVISOR
In this chapter, I contrast two major themes

characterizing the function of the faculty advisor as
understood by seconded teachers: mutuality and support; and
evaluation of practicum experiences. Communication is a
umbrella concept that occurs in both themes. First, I will
describe three styles of communication (authoritarian,
laissez-faire, and democratic) that characterize seconded
teachers' work as faculty advisors. For each style,
seconded teachers employ either a "lock step" or "talking
around" structure of communication. Second, reflection as
an aspect of communication (developed in Chapter 6) is
introduced. I will outline the experience of providing
stimuli for reflection and some of the problems of both
seconded teachers and student teachers on the journey

toward being reflective about their practice.

Approaches to Communication

The faculty advisor's role overlaps that of the
cooperating teacher. Both are expected to observe, provide
feedback, and encourége and support the student teacher.
The nature of feedback varies from being very directive to
insisting the student teacher frame the answers to his or
her own questions with minimal help (Al-duaij-Abdulaziz,
1986; Blackbourn, 1983; Blumberg, 1980; Ginkel, 1983;

Glickman & Bey, 1990, Rossicone, 1985).
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Authoritarian.

-‘Less experienced faculty advisors are more structured
in the support they provide student teachers. Brenda, a
first year faculty advisor, defined meaningful feedback as
"talking to student teachers about what I see happening in
the lesson and I present my observations to help them
recognize the things they don't see. I go through a
structured or "lock step" approach to obsefvation so that I
have documented evidence." Brenda stressed the importance
of communicating her role and the procedural outcomes to
student teachers. "I try to be clear to student teachers
about the role. I'm very prescriptive about my role and
what the student teacher should expect to happen in the
practicum." Brenda's approach to providing feedback seems
to be toward the authoritatian end of the communication
spectrum.

Laissez-faire.

‘Sarah, a faculty advisor and full-time graduate
student working towards a master's degree, stressed a
different type of role. "I am a mirror. I reflect back to
the student teacher what they did. and what they are saying
in the debriefing session." Sarah intentionally encouraged
her student teachers to take ownership of their own
learning and she was somewhat critical of student teachers
who viewed learning to teach as merely a technical
endeavor, thereby revealing a position toward the opposite

end of the communication continuum.
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Democratic.

Feedback from experienced faculty advisors tended to
be less structured. They were more likely to engage student
teachers in conversations about teaching generally, rather
than focusing on specific remedies to problems they
observed in a student teacher's practice. Although
positioning on a continuum is difficult, Frank seemed to be
less forceful and direct than Brenda and more willing to
give his own views than Sarah, thus positioning himself
more centrally. Frank commented:

I wanted to spend more time with student teachers,

just talking about teaching in general. I gave

student teachers a chance to reflect on their
practice without me pointing to the bigger things
that they need to know. I gave them more time to

talk about what they're going through and worried

about, things that are challenging them. Acting

more on the humanistic side.

Faculty advisors like Frank invited cooperating teachers
into discussions about teaching. Others, like Sarah,
conducted weekly sessions for student teachers and
cooperating teachers where the agenda was typically set by
them. "These were usually one hour, round table
discussions. I would invite school staff with expertise in
a certain area or they might be people who hold different
perspectives about teaching that could broaden the

discussion for student teachers." Sarah delegated
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responsibility to student teachers for organizing and
chairing the sessions ih the belief that student teachers
should fake more responsibility for their own learning, a
common theme among all faculty advisors. Zimpher, deVoss,
and Nott (1980) found that the most important role played
by faculty advisors derives from the uncritical
relationship between cooperating teachers and student
teachers. They found that cooperating teachers do not
provide critical feedback to student teachers about their
teaching, and without faculty advisors, student teachers
would be left to their own devices to analyze their
teaching performances. In this study, on the contrary, the
majority of faculty advisors fell into the positivist
approach to supervision, whereby they tended to diagnose
problems during observation, prescribe effective courses of
action with reinforcement, and evaluate to see if the
objectives were mastered.

Before going any further, I wish to clarify two issues
felated to communication. First, the way in which faculty
advisors give feedback to student teachers provides a
useful illustration of different language and leadership
styles. For instance, when discussing how a lesson
progressed with student teachers, a few faculty advisors
noted that they tended to be indirect because they did not
want to discourage their student teachers. They
intentionally "talked around" issues, hoping that student

teachers would take a leadership role in trying to make
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sense of their teaching. Delpit (1988) contends that, "when
acknowledging and expressing power, one tends towards
explicitness . . . . When de-emphasizing power, there is a
move toward indirect communication" (p. 284). No doubt,
this could be a problem for student teachers who likely
expect specific and detailed critiques of their
performance.

Second, issues of communication and evaluation are
intertwined. Student teachers begin the practicum largely
unaware that cooperating teachers and faculty advisors
might be uncomfortable in the evaluation role. The
relationship is complicated when expectations for
evaluation are postponed until the relationship has a
chance to develop and participants have come to know one
another on a personal level. Indeed, some student teachers
may be at a loss to explain why they did not receive
critical feedback from faculty advisors. Part of the answer
may come from Neil, Chamber, Clark, Swarbrick, and Wackett
(1993) who suggest that cooperating teachers (and faculty
advisors--seconded teachers who were once cooperating
teachers) perceive two role types natural to their
practicum evaluation responsibility. The first reflects how
cooperating teachers (faculty advisors) like to think of
themselves, while the second role makes them uneasy because
itbmeans being the expert:

With capable, pedagogically experienced

independent candidates, the cooperating
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teacher is called upon to serve as interactive

coach. Coaching means mutually selecting

objectives, partnerships in class-time, sharing

of logs, a lot of oral communication, and

fine-tuned curriculum planning and presentation.

On the other hand, the less secure

candidate with little teaching experience

needs more structure. In this case the

cooperating teacher is called upon to emphasize

his or her role as an evaluator/leader. More

modeling is then necessary on the part of the

cooperating teacher, with the consistent

underlying aim of positively working on the

candidate's confidence level. (p. 13)
At its Simplest, being the evaluator clashes with faculty
advisors' image of partnerships and augments their
discomfort with being perceived as experts. Perhaps the
reluctance of some faculty advisors to accept their
authority in the practicum can be traced to their "vision"
of total equality between themselves and student teachers.
Neiman (1986) points out that "only a relationship of total
equality can be claimed [to] avoid indoctrination" (p. 66),

an assertion that might be debated.

Reflection
The theme of reflection will be developed in Chapter 6
but because reflection is an aspect of communication it is

appropriate that I make some preliminary comments. Seconded
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teachers attempt to prompt student teachers' reflection by
focusing attention on theory/practice links; asking student
teachers to keep journals; shadowing student teachers; and
videotaping student teachers in the classroom.
Focusing Attention on Theory/Practice Links
Seconded teachers consciously alerted student teachers
to the connections between university-based course work and
the practicum. The following view expressed by Sarah was
common to all faculty advisors:
The practicum is where their learning comes
together, where all the things we talked about
in courses is [sic] seen such as the role of the
teacher, professional issues, planning, classroom
management, assessment and evaluation. I enjoy
being able fo connect student teachers' experiences
back to What I've done with them at the university.
Student teachers learn to teach by talking about
teaching. We learn to teach by listening to other
people's stories.
Certainly, one of the ways that student teachers learn
about teaching is by talking to and observing experienced
individuals and by listening to their stories.
Asking Student Teachers to Keep Journals
Faculty advisors encouraged student teachers to
reflect on their practicum experiences in a variety of
ways. Sarah, for example, asked her student teachers to

keep a journal:
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I ask them to write reflections about their
observations. We talk about how to reflect on
something and how to be critical. My student
teachers write to me and I write back. The
dialogue begins with them thinking and writing.
During my meetings with student teachers, I
talk with them about what they've written.

Shadowing Student Teachers

In an effort to encourage student teachers to be
thoughtful about their practice, Frank described an
ambitious observation cycle he was organizing for his
student»teachers:

I plan to shadow, at least once, every one

of my student teachers for half a day so

that, not only am I observing one lesson

in isolation, but I want to observe the

transitions between lessons. I'll also

follow them around at lunch and recess

to see how they interact with pupils.

Frank helped his student teachers to be accountable for
examining their own teaching practice by focusing their
attention on the connection between theory and practice. In
an effort to develop a broader base from which to reflect,
Brenda, Frank, Sarah, and Gerald encouraged student
teachers to observe other cooperating teachers and student

teachers across subject areas and grade levels. In addition
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to exposing student teachers to a variety of teaching
styles, they also encouraged peer support and collegiality.
Videotaping Student Teachers in the Classroom

Videotaping was another strategy used by some faculty
advisors to encourage student teachers to analyze and
reflect on their practice. Faculty advisors employed
videotaping in different ways. Frank, for example,
explained:

I go through the video with the student teacher

and we talk about what happened. I zero in on

specific points that support my own observations.

I think it's really important that I have

evidence to support whatever claims I make about

student teachers' performances. Videotaping was

just another way of collecting data.
In this instance, Frank used videotaping to confirm his
observations and impressions of student teachers. I can
only speculate about the extent to which the student
teacher might have benefited from the exercise. Brenda, a
first year faculty advisor, told me she was reluctant at
first to videotape a student teacher, bu£ after doing so
she was generally pleased with the result. She decided to
videotape a student teacher who was having difficulty
adjusting to being the teacher. "I was quite honest with
the student teacher and I suggested that more practice
working with students would be beneficial because I could

see that there was some growth but it was slower than other
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student teachers." While Frank encouraged student teachers
to view the videotape alone in the hope that they would be
astute enough to identify what was happening, other faculty
advisors like Brenda preferred to view the tape with the
student teacher. Overall, they used videotaping sparingly
and of their own volition. It was not a requirement or
expectation from the Faculty of Education. Equipment was
scarce and it was logistically difficult to schedule
observation visits for student teachers scattered across
school districts.

Although seconded teachers acknowledged the value
associated with reflection, it was not without its
problems. The challenges that Brenda, Frank, Sarah, and
Gerald faced in making the shift from "mentor" to
"evaluator" created problems, some of which will be
discussed next.

While faculty advisors told me that they encouraged
student teachers to reflect on their practicum experiences,
they did not appear to question their own assumptions about
the extent to which student teachers were able to reflect
in a meaningful manner about their teaching practice.
Researchers have suggested, however, that student teachers
are generally prompted to engage in a very limited range of
classroom activities which makes reflection problematic
(Howey, 1986; Killian & McIntyre, 1986; Tabachnick,
Popkewitz, & Zeichner, 1979-1980). In addition, seconded

teachers were not always sure what they should look for in
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a student teachers' performance. Often, they relied on
student teachers to tell them what they should focus on.
Sarah, for example, said, "When I confirmed with the
student teacher that I would be observing them teach, I
asked them first to give me suggestions on things they
wanted me to look for. Typically it was classroom
- management, or things like questioning techniques."

I now wish to turn my attention to the first major
theme emerging from the data collected from seconded

teachers employed as faculty advisors.

Mutuality and Support: The First Hat

All faculty advisors described their relationships
with student teachers as partnerships. The similarity among
their answers highlights the common conception of faculty
advisors with regard to their role.

Why Support?

Their desire to be seen mentors and coaches rather
than experts is due, in part, to their viewing student
teachers as pseudo-colleagues. One might speculate why this
is so. Possibly they experienced unsupportive faculty
advisors when they were student teachers or perhaps their
emphasis on being mentors and coaches is rooted in their
current philosophies of learning and teaching. Either way,
faculty advisors defined themselves as "mutually
supportive" of student teachers. During our interviews,
Brenda, Frank, Sarah, and Gerald often described their own

student teaching experiences when I asked them about their



127

roles as faculty advisors. They all echoed the sentiments
of Frank, who said, "I really tried to be supportive by
being there for the student teachers because I realized
that the practicum was going to be a turning point for
them." Brenda, a faculty advisor in the first year of her
secondment described her role, "I am like a coach. The
students are my future colleagues. I try to emphasize the
fact that it's one teacher helping another one out." As
partners and facilitators, faculty advisors prefer to.
stress a personal and caring dimension of the faculty
advising role. According to Sarah, "I help them become more
independent in their teaching practice . . . I hold up
mirrors for student teachers, for them to see what they're
doing . . . it's really a supportive role." Gerald
described his role in a similar fashion. "I am the advocate
for the student teacher. If student teachers can't rely on
me for whatever they need, then they don't have anyone else
to go to." Gerald's comment is interesting because
cooperating teachers are typically identified in the
literature as being the most supportive person in the
practicum. Indeed, all faculty advisors perceived
themselves as being at least as important as cooperating
teachers in supporting student teachers' learning to teach.

Ways to Support

In the belief that their support and encouragement

will assist student teachers in the transition from student
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to beginning teacher, faculty advisors support student
teachers in a number of ways. For some, like Frank,

it usually comes down to situations when

they teach a lesson and things don't go

as they planned. I get them to think about

what really went wrong. I go over the lesson

and I point out things that were problematic

and I focus their thinking on different

issues that resulted in a failed lesson. This

is especially important when the cooperating

teacher sees things differéntly than the

student teacher or myself.
The advocacy role is taken very seriously by faculty
advisors, in part, perhaps because they are cognizant of
the sometimes problematic nature of the relationship
between cooperating teacher and student teacher. They
commonly point to potentially divisive issues such as
personality conflicts, scheduling problems, and
unsupportive cooperating teachers. Being an advocate
involves looking out for the best interests of student
teachers, and oécasionally mediating between them and
cooperating teachers.

Although it was sometimes difficult for faculty
advisors to arrange meeting times when both cooperating
teachers and student teachers could attend, it was during

three-way debriefing sessions that faculty advisors

provided clarification about the teacher education program
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as well as specific feedback regarding student teacher
performance levels. Anticipating the possible isolation and
lack of support some beginning teachers will experience,
faculty advisors want to provide strong support for their
student teachers' initial teaching experiences. Lack of
professional support is identified in the literature as a
major reason cited by teachers for leaving the profession
(Billingsley & Cross, 1991; Darling-Hammond, 1984; Gold &
Roth, 1993). Comments from faculty advisors are consistent
with Gold's (1996) findings concerning the need for
professional support for student teachers:
Beginning teachers need to develop the skill and
understanding needed to acquire and to deliberate
on their continually expanding knowledge base, to
think critically and reflectively about their own
practice, and to analyze how they impart the
academic content to their students. They also must
be assisted with.evaluating their actions through
the use of sound theory and research, developing the
capacity to be reflective, evaluating themselves
based on objective understanding, and learning how
to handle the consequences of their actions. (p. 562)
In sum, faculty advisors provided two major types of
support to student teachers: 1) pedagogical support that
includes helping student teachers with knowledge, skills,
and strategies that are necessary to be effective teachers;

and 2) psychological support, the purpose of which is to
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build the student teacher's self confidence and sense of
efficacy.

Pedagogical versus psychological support.

During the initial phase of student teaching, faculty
adviéors anticipated that psychological support of student
teachers would be most important, believing that they were
already competent in planning lessons and units. They
discovered, however, that their initial expectations for
student teachers were inaccurate, leading them to give more
instructionally-related support than they had thought
necessary. Frank, for example, noted:

I was surprised to find out that the very

student teachers I taught on campus, the

ones with which I spent a great deal of

time on lesson planning were in fact having

problems. How could I not have noﬁiced

that they didn't fully understand lesson

and unit planning?

Throughout the practicum, faculty advisors provided ongoing
psychological support, bﬁt they focused primarily on
instructionally-related support. This type of support
typically involved discussing with student teachers their
lesson objectives, instructional strategies, and assessment
techniques. It was clear from talking to faculty advisors
that they felt personally responsible for the success or
failure of their student teachers. This possibly

"paternalistic" attitude can be linked to their role as
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methods instructors. They introduce student teachers to
subject matter content and pedagogy and willingly take
responsibility for student teachers' achieving the related
learning objectives.

Holding power and sharing it.

My findings reveal that faculty advisors are very
interested in the general welfare of their student
teachers. Their focus on a supportive role means that they
are interested in the "total person," which may account for
their sensitivity to the student teacher's feelings and
concerns. Miller (1988) suggests that this type of support
has a power dimension:

Women have been most comfortable using . . .

their power if [they] believe they are using

[power] in the service of others. . . . In

caretaking and mutuality, one major component

is acting and interacting to foster the growth

of another on many levels--emotionally,

psychologically, and intellectually. I believe

this is a very powerful thing to do, and women

have been doing it for all time, but no one is

accustomed to including such effective action

within the notion of power. (p. 3)

Certainly the faculty advisors in my study who were
somewhat uncomfortable about acknowledging and talking
about power were not thinking of power in this way. To some

degree, they viewed themselves as powerless because they
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felt constrained by institutional expectations for their
student teachers in the practicum. (This theme was
explained in Chapter 3)

Faculty advisors talked about the importance of
creating a positive and friendly environment in which
student teachers would feel confident enough to take risks
in planning lessons.

By virtue of the fact that these faculty advisors are
more interested in mutuality and support, they tended to
reject a "top-down" approach to leadership when fulfilling
the faculty advising role. Instead, they appeared to
believe in a style of leadership whereby everyone is
encouraged to participate. Dunlap and Goldman (1991)
suggest, "Power as a system of facilitation is
characterized by mutualitf and synergy within the
structured organizational context of public schools" (p.
6). For Rober;son (1992), "Women's leadership styles are
expressed through communication patterns which are more
typical of collegial than autocratic endeavors" (p. 52).

Actually cooperating teachers, faculty advisors, and
student teachers, in a variety of ways, do not have equal
power. Faculty advisors seem to believe that to be an
authority means to put down others. Petra Munro, a
university supervisor of student teachers, is an
illustration of the linking of authority with the fear of
"putting down." Munro (1991) asked, "What right do I have

to impose my values on these student teachers? and How
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could they freely construct their own knowledge when I was
modeling and directing them to attain a certain
consciousness (1991, pp. 81-82)2" Munro concluded that
being an authority did not mean she was dominating her
student teachers. Instead, she recognized that using her
expertise to engage them in thinking for themselves did
just the opposite--it broadened their perspectives on the

practicum experience.

Evaluatién of Practicum Achievement: fhe Second Hat

Faculty advisors are remarkably consistent in their
views and perceptions concerning their role in the
practicum. They all recognize that the role involves
evaluation; and they all expressed some uneasiness about
evaluating student teachers.
Problems Associated with Being the Evaluator

The challenges that Brenda, Frank, Sarah, and Gerald
encountered in making the transition from "mentor" to
"evaluator" will be discussed next.

Switching from mentor to judqge.

It is clear from their comments that they believe one
of their responsibilities is to "screen" prospective
teachers. Brenda, a first year faculty advisor, sums it up
this way:

I take the gatekeeper role very seriously,

even though I feel that I also have a great

responsibility as an advocate to my student

teachers. When push comes to shove, I'm
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obligated to put the needs of the profession

ahead of the needs of the student teacher.

Sometimes, it's a tough position to be in.
Faculty advisors expect their student teachers to be
successful in the practicum. When they are not successful,
the gatekeeping role is a common source of stress. On the
one hand, faculty advisors want to ensure that student
teachers-experience an optimal practicum placement but on
the other hand, they acknowledge that not all student
teachers will be equally successful. For faculty advisors
like Frank,

student teachers can meet all the criteria on a

checklist, but there is still something missing

that islabsolutely central to being an effective

teacher. When a student teacher has satisfied

the requirements of the Faculty of Education, it

is not necessarily the same thing as saying that

the student teacher has the professional qualities

to become a teacher.
This tension, the tension between the Faculty of
Education's criteria and advisors' personal and
professional expectations for beginning teachers is a
constant source of stress. Other faculty advisors, like
Sarah, compared evaluating elementary pupils and student
teachers:

It's one thing working with an eight year old

who is struggling, because the following year
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I might be teaching them again in a grade 3/4

split. When I'm working with children, there

is plenty of time for evaluation. It's different

with student teachers because they have to be

able to teach now!

Striking a fair standard of performance.

The pressure on student teachers to perform as
"effective" teachers at the outset of their practicum was a
common concern among faculty advisors. Faculty advisors
described the first five years of their teaching careers as
a time when they learned and refined their teaching
practice, and to expect student teachers to be fully
competent after a one year program was in their words,
"ridiculous." They also pointed out that having a surplus
of qualified teachers in the province means that school
districts can be very discriminating in their hiring
practices.

Faculty advisors expected student teachers to display
characteristics that they associate with good teaching
including an open-mindedness to teaching and learning, the
ability to accept constructive criticism about their
performances, a £horough understanding of their subiject
areas, and the ability to develop trust and rapport with
pupils. Faculty advisors said thevaere very disappointed
when student teachers did not live up to these basic
expectations. Gerald, for example, remembered his

relationship with a unsuccessful student teacher:



136

I had a student teacher who ended up

withdrawing from the program. This persoﬂ

should not have been in the classroom in

the first place. He didn't do the work,

and he didn't get along with the children.

His students were bored, which led to problems.
Frank also described his experiences with a weak student
teacher:

Right from the beginning, I had a feeling that

there was going to be a problem. The student

teacher had no rapport with his pupils. Also,

he was weak in planning lessons and units. To

make a long story short, I spent incredible

~ amounts of time with him, showing him how to

go about organizing lessons. One day, for example,

I sat with him for over three hours. I felt like I

was working a lot harder than he was. He didn't

improve and after a while his cooperating teachers
and myself recommended to him that he withdraw from
the program. He reluctantly accepted our
recommendétion.
Having common and realistic standards with cooperating
teachers is sometimes problematic. This will be discussed
at greater length later in this chapter.
Facing failure.
Because faculty advisors preferred to think of

themselves as supportive, they found it very stressful when



137

they felt they had no other choice but to fail a student
teacher. Instead, they preferred student teachers to
withdraw from the program of their own accord. Sarah sums
up her feelings this way, "I wanted the student teacher to
make the decision herself. I can't take the responsibility
for her life decisions, but I did the right thing in being
honest with her." Some faculty advisors expressed concern
and frustration when they passed student teachers whom they
characterized as minimally satisfactory. Frank remembered,
"I felt that I was dishonest because the student teacher
passed the practicum. I had no basis on which to fail him
because he met the criteria. I made my concerns clear,
however, in the final report I wrote." Faculty advisors
typically measured the student teacher's performance by
asking the question: "Would I want my children taught by
this person?" For faculty advisors, having the dual
responsibility of helper and evaluator sometimes creates
problems in establishing a close relationship with student
teachers. The evaluative function that faculty advisors are
expected to perform may lead some student teachers to tell
advisors what they think they want to hear (Badali, 1994)
rather than reflecting on their personal practice in
meaningful ways. Gerald recalled,

the student teacher was telling me about how he

felt about the lesson I had just seen him teach.

He told me he had spent a great deal of time

thinking about his objectives for the lesson
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and he was a little disappointed when the

lesson did not work as well as he had expected.

The longer we talked, it was pretty obvious

that he didn't really understand the implications

of his choice of instructional strategies. I'm not

sure what he was reflecting on because there was

no evidence of it in his teaching. He didn't see

the reasons why the lesson was less successful

than he hoped.

Without exception, faculty advisors defined their role in
supportive terms while simultaneously acknowledging the
evaluative responsibility expected of them by the
university.

There are two areas of concern for faculty advisors
when evaluating student teachers. First, faculty advisors
are uncomfortable in being perceived as experts--as
authorities on teaching. Experts have not necessarily
stopped learning; indeed, they are likely to be continuous
learners. They emphasized the tremendous opportunities for
personal and professional growth available to them on a
daily basis when they work with student teachers. The
second reason for faculty advisors expressing uneasiness
about evaluating student teachers is their discomfort with
violating their own conceptions of their foles. Faculty
advisors did not want to "put down" student teachers

because to do so challenged their vision of mutuality and

support. They really confirm student expectations when they
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are evaluators. While participants in the practicum are
expected to function in a cooperative fashion, the
relationship is often transformed by the diverse
expectations that each person brings to the practicum. A
realistic role description in the current program includes
evaluation, so to describe the role otherwise is likely to
create dissonance.

Working with a diversity of cooperating teachers.

Another sub-theme that emerged from faculty advisors'
descriptions of their evaluative role was the significance
of their influence as contrasted to that of cooperating
teachers. While some studies (Bennie, 1964; Boschee et al.,
1978; Friebus, 1977; Griffen et al., 1983) show that
faculty advisors ha&e a significant influence over student
teachers, other studies (Koehler, 1984; Yee, 1969; Zimpher
et al., 1980) indicate that cooperating teachers have the
major influence on student teachers. Faculty advisors who
participated in this study described two distinct types of
cooperating teachers. The first type of cooperating teacher
volunteers out of a sense of professional responsibility.
Gerald noted, "These were people who typically were
prepared to spend significant amounts of time with student
teachers in the hope of making them effective beginning
teachers." For Frank, "I've worked with wonderfully
committed cooperating teachers. They give so much of

themselves to their student teachers. Their
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commitment is unquestionable. These are people who are
usually motivated to give something back to the teaching
profession." The second type of cooperating teacher,
according to faculty advisors, is often conscripted by
administrative or department personnel. Because these
cooperating teachers are not necessarily committed to the
role, problems sometimes result for their student teachers.
This is a sub-theme of evaluation in that faculty advisors
say it is necessary to perform their role differently with
"conscripted" cooperating teachers. They are concerned that
these types of cooperating teachers are less likely to
provide the supportive feedback that student teachers
expect. I wish to move beyond discussing committed versus
non-committed cooperating teachers. Faculty advisors in
this study acknowledge a variety of shortcomings in the
cooperating teachers with whom they worked. Sarah, for
example noted, "Most cooperating teachers have not had any
formal preparation for their role. They learn their role
as they go along through trial and error, or mostly from
copying what happened to them when they, themselves, were
student teachers."

Faculty advisors pointed out other problems such as
cooperating teachers' incompetence and therefore poor
planning. Gerald observed:

There are situations where cooperating teachers

had low expectations for student teachers. As well,
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their teaching practice is far from ideal. This is

a problem because the student teacher sees their

cooperating teacher teach in a certain way, and

think it's okay for them too. That can be a real

problem.
Frank was frustrated by this type of situation:

We can spend a great deal of time working with

student teachers to help them to understand

what's involved in being an effective teacher

but it can be totally negated by the practice

that they observe from their cooperating teacher.
Brenda described her feelings in a similar fashion:

I think that the amount of learning that happens

on the practicum varies, depending on the

faculty advisor and the cooperating teacher. The

practicum is not necessarily educative, and in

some situations, student teachers are learning

things that are detrimental to their development

as teachers.
Indeed, as Brenda pointed out, all participants in the
practicum triad should be held accountable for their
actions. "The cooperating teacher is the only person in the
triad relationship that is not formally evaluated. I think
this is rather odd."

Faculty advisors reported being frustrated in working

with less than ideal cooperating teachers. Frank criticized
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the assumption that

first rate teachers end up working with student

teachers and that we never use people who are

second rate. This assumption gives us a very

limited view of the world because it starts to

look like all our student teachers work with

first rate cooperating teachers and that is

simply not true.
Although faculty advisors acknowledge that being an
excellent teacher is an important ingredient in being a
cooperating teacher, that in itself is not enough to carry
out the role in a thoughtful manner. Gerald's comments are
similar to what the others said, "Some people are really
good teachers but they are not good cooperating teachers
because they don't know how to let go of their class and
stand back in order to let the student teacher take over."

Complicating the matter still further is the fact that
some cooperating‘teachers are inexperienced themselves.
Although most cooperating teachers in whose classes the
faculty advisors in this study worked had extensive
teaching experience, they reported working with some
cooperating teachers with only one year of teaching
experience. As a result of these concerns, faculty advisors
favored formal requirements for cooperating teachers. They
most frequently suggested mandatory student teacher

supervision courses.
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Finally, I wish to comment about the advocacy role
performed by the faculty advisor. The most frequently
mentioned problem by faculty advisors was personality
clashes between student teacher and cooperating teacher.
When problems of this nature surfaced, faculty advisors
usually recommended the student teacher for another
practicum placement. Frank commented:

Sometimes cooperating teachers and student teachers

don't match. I don't think there is any point

banging your head against the wall for the entire
practicum trying to make the relationship work. It's
better to give the student teacher a positive
experience because it can be really devastating for

a student teacher if they have a bad blacement.
Gerald described the potential for conflict from a recent
experience with a cooperating teacher:

The cooperating teacher was very much in

control of her pupils and [she] treated the

student teacher more like a high school

pupil than like a student teacher. The

cooperating teacher basically insisted

that the student teacher use her teaching

methodology all the time. It was clear to

me that the student teacher was not going

to get much opportunity to try new ideas.

A role shift of sorts occurs.
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Having previously played the role of cooperating teacher,
faculty advisors had memories of the cooperating teacher-
student teacher relationship and felt more distant, like an
"outsider" or a "third wheel." Perhaps it is more
difficult to assume this role when one has been a recent
cooperating teacher. The point I want to stress is that the
faculty advisor-student teacher relationship is different
from the student teacher-cooperating teacher relationship,

a role that all seconded teachers had previously fulfilled.

Chapter Summary

Seconded teachers, as faculty advisors, are torn
between being a "mentor" or "coach" and "evaluator." During
the practicum, Brenda, Frank, Sarah, and Gerald adopted
various communication and leadership styles in the hope of
engaging student teachers in their own learning. You will
recall that as university instructors they were reluctant
to give student teachers "recipes." When working with
student teachers in schools, they adopted a similar
philosophy. In an effort to make all participants aware of
practicum expectations, they found themselves having to
defend university policiés with which they sometimes did
not agree.

The lack of clear goals, roles, and responsibilities
hinders teacher education programs in general, but more
specifically hampers the effectiveness of the triad
relationship. During student teaching, a major focus is on

supervision; however, the potential to support student
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teachers may not be met due to problems of communication
and description of roles and responsibilities of student

teachers, cooperating teachers, and faculty advisors.
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CHAPTER 6 - MAKING SENSE OF REFLECTION:
CATALYSTS AND CONTENT

This chapter is an analysis of the shared reflections
of the participants in this study. In their roles as
university instructors and faculty advisors, Brenda, Frank,
Sarah, and Gerald are called upon to be reflective in their
interactions with student teachers. In other words, being
reflective about their classroom practice is an important
part of their role as seconded teachers. Not only
reflective content (checking foundations of one's beliefs
and practice, improving planning skills, and validating
intuitive decisions), but also catélysts for reflection are
identified and discussed.

Although a number of teacher education programs
encourage reflective practice among student teachers
(Elliott, 1991; Knowles, Cole, & Presswood, 1994; Wells,
1994; Zeichner & Liston, 1987), there is little inquiry
into the reflective practice of teacher educators (Brause &
Mayher, 1991; Dana & Floyd, 1994; Heald-Taylor, Neate,
Innerd, & Shantz, 1996; Valli, 1990). The inclusion of the
reflective practice of teacher educators is a more recent
development; indeed perhaps it was assumed teacher
educators would be inherently reflective. Also there is
little emphasis on the shared aspect of reflection, that is
reflection as stimulated by others, be they students,
colleagues, mentors or supervisors. If, however, teachers,

when they inquire into their profession and practice as
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teachers, become "owners of their own knowledge" (Chetcuti,
1992), it is a truly central component in learning to

teach.

Some Approaches to Reflection

An ample literature exists around the concept of
teacher reflection. The notion can be traced to Dewey's
(1933) definition of reflective teaching as "active,
persistent, and careful consideration of any belief or
supposed form of knowledge in light of the grounds that
support it" (p. 7). Although Dewey's work has remained
influential, the resﬁrgence of interest in teachers as
reflective practitioners can be traced more recently to the
writing of Schon (1983, 1987), who argued that the majority
of teachers' learning results from ongoing action and
reflection on their daily problems. According to Schon
(1983), reflective practitioners analyze their taken-for-
granted practices by being thoughtful about their implicit
actions. Through the reflective process, understandings are
surfaced, analyzed, and restructured leading to future
action (Schon, 1983). While early views of how knowledge
informs teaching and learning assumed that knowledge
originates from research, Schon (1987) moved beyond this
"technical rational approach" because it ignored the
experiential knowledge developed by practitioners in
educational settings.

There are many other perspectives on reflective

teaching reported in the literature. Research on teacher
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thought processes (Clarke & Peterson, 1986), for example,
sought to inform teacher educators, not about what
knowledge teachers should have, but instead about the kinds
of knowledge teachers can utilize in their practice.
Grimmett and MacKinnon (1992) reviewed the literature that
characterized teaching as craft. They suggested that
Shulman's (1987) conception of pedagogical content
knowledge is suitable to a conception of craft knowledge
because it is rooted in the experience of practice.
Grimmett and MacKinnon, however, argued for an extension of
Shulman's claims to a learner knowledge which they define
in the following manner:

Whereas pedagogical content knowledge concerns

itself with teachers' representations of subject

matter content in terms of how it might be

effectively taught, pedagogical learner

knowledge revolves around procedural ways in

which teachers deal rigorously and supportively

with learners. Though the "maxims" of craft

knowledge are useful in guiding practice,

they cannot replace the role of experience

in the development of craft. Thus, pedagogical

learner knowledge can be defihed as pedagogical

procedural information useful in enhancing

learner-focused learning in the dailiness of

classroom action. (p. 387)
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Clearly, one of the ways that craft knowledge is integrated
into teacher preparation programs is through the
contributions of seconded teachers as instructors and
faculty advisors.

Munby (1987) and Munby and Russell (1991) explored
metaphors for teaching when they described their work as
teachers. Louden (1991) investigated personal aspects of
teaching and decision making. He found that teachers
reflected on personal and problematic concerns more than on
technical or critical issues. Another commonly occurring
reflective activity is dialogue with other practitioners.
The benefit of teacher dialogue (Gitlin, 1990; Little,
1986) has been studied in school settings, but it has been
ignored in teacher education.

As teacher educators, seconded teachers are guided by
personal frames of reference which are rooted in their day-
to-day experiences as classroom teachers. Frames.of
reference include attitudes and beliefs about various
issues such as curriculum goals, processes of learning,
visions of good and bad teaching, collegial relationships
and notions of school community. Taken together, these
frames of reference constitute a type of theory, a theory
that is constructed from interpretations of past classroom
events. The nature of teachers' work dictates that a
significant number of theories, commonly referred to as
implicit theories (see Marland, 1995) are tacitly held by

practitioners. The underlying assumption of implicit
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theories is that teachers, through them, will be in a
better position to understand what they do, thus becoming
more effective teachers.

The avenues of reflection that have just been outlined
are useful in understanding how seconded teachers interact
with student teachers as both instructors and faculty
advisdrs. Brenda, Frank, Sarah, and Gerald began with the
assumption that one of the best ways of learning how to
teach is to "problematize the act of teaching." Whenever
possible, they presented to student teachers personal
scenarios and vignettes of practice, products of their
reflections. Their reflection, however, benefited not only
student teachers. As well, seconded teachers themselves
developed a clearer understanding of their previous
classroom practice. The key point I wish to emphasize is
that seconded teachers viewed the activity of reflection
as professional development.

Before I describe catalysts for seconded teachers'
reflection, I want to point out that the‘role of teachers
in their own professional development has undergone some
profound changes. Professional development is no longer
seen as something done to teachers but as something that
teachers can do fér themselves. The seconded teachers who
participated in this study made a conscious effort to share
their insights about teaching not only with student
teachers but also with other seconded teachers, cooperating

teachers, and university faculty.
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Springboards to Reflection

Seconded teachers believe that reflection is an
essential part of teachers' professional growth and
development. Therefore, as seconded teachers, they attempt
to model good reflective practice for student teachers.
In part, this means helping prospective candidates to
"think like teachers." In the first part of this chapter, I
outline two factors that trigger seconded teachers'
reflection on their practice as classroom teachers and
teacher educators: (1) teaching university courses, and (2)
watching others teach.
Teaching University Courses: A Refresher Course

The seconded teachers who participated in this study
described their time at the university as "revitalizing,"
and "intellectually stimulating," as well as
"professionally rewarding." They linked reflection to
notions of professional development. For Sarah, having the
time to be thoughtful about her practice meant:

I'm more focused because I'm forced to think

about what I'm doing, and why I'm doing it.

I'm verbalizing my practice for my student

teachers. This is a valuable experience and

one that I think will stay with me for a long

time.
At its simplest, seconded teachers noted that it was
impossible for them to teach courses and interact with

student teachers without reflecting.
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Planning.

The act of planning to teach, they said, required them
to think about and articulate their practice. Seconded
teachers prepared to teach their classes in a number of
ways. For example, they read textbooks, researched
articles, attended department meetings, and listened to
guest speakers. In remembering a methods class she taught,
ﬁrenda said:

When I prepared my lessons, I would sort through

the textbook looking for ideas. I was struck by

the similarity of my experiences with what was

being portrayed in the text. As I gained

confidence, I relied more and more on my own

experiences in deciding what to present to

student teachers. I used the textbook, but

mainly to satisfy those student teachers who

needed a crutch.

Brenda, Frank, Sarah, and Gerald's comments suggest that
they devoted a significant portion of their day preparing
for their classes. It was common for them to say that they
spent three hours in preparation for every one hour of
class time.

Frank's experience was similar to Brenda's. "It felt
good to see myself in the research literature. It boosted
my confidence. I came to realize that a lot of the research
is just of bunch of teacher's stories." What 1s important,

however, is that a person must first be in a position to
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reflect. What I mean to say is that reflection does not
randomly occur. Instead, it is a deliberative process of
thoughtfulness. It is important to note that seconded
teachers are unable to sustain a reflective disposition
after they return to their classroom communities. Gerald
noted: |

It's not that I am just too busy to engage

in reflective practice but I think it has

more to do with my colleagues. I don't want

to sound overly harsh but they don't seem to

be very interested in discussing their

teaching practices. They're more focused on

things like workloads, and dealing with

difficult parents and children. Being at the

university gave me a real appreciation about

how important reflection can be, and yet,

here I am. It seems like a distant memory.

The act of planning became somewhat easier for teachers in
the second year of secondment. After adjusting to the tempo
and workload of their university appointments, they
reported feeling less stress and anxiety.

Selecting course materials.

As I mentioned at the outset, course materials are a
catalyst for reflection. Case studies, for example, were
used by all seconded teachers who taught the Principles of
Teaching course, a required foundational course for all

elementary and secondary student teachers. One of the
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things that seconded teachers said they really liked about
using case studies was that they recognized themselves in
the cases. They thought that a case-based approach was a
good method to expoSe student teachers to real life
classfoom dilemmas. As Gerald noted, "Cases point student
teachers in the right direction. They are asked to consider
complex problems from multiple perspectives. This helps
them when they are confronted with similar situations
during their practicum."

According to Brenda, textbook materials compliment
case studies. "I look through the textbook and I say to
myself, I do that, that, and, that." Frank also attempted
to model good practice for his student teachers. "It's
interesting teaching a course when you are dealing with
both the cognitive level and the metacognitive level in
trying to model for them and instructing them in how to do
it in the classroom." Gerald admitted that he was not
accustomed to thinking about his practice in such detail:

I was looking at a textbook aﬂd I remembered

what the author was talking about. Yes, that

was me. I know how to do things because things

that worked stayed with me and I would go

back to that so it becomes natural. It was like

riding a bike. For the last twenty years, I

probably wasn't consciously aware of what I was

doing, now I consciously look for the connections.
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Recognizing clear connections between their theory and
practice bolstered seconded teachers' confidence as
‘teachers and teacher educators.

Validating self-identity.

Clearly, seconded teachers' identity was validated
when they recognized themselves in the research literature.
Sarah, for example, recalled how she felt after previewing
an article she had assigned to student teachers in her
methods class. "Now that I'm re-reading the literature in
my subject area, I see that what I do is proven by
research, that what I do does in fact work." Sarah, like
the other seconded teachers, said that being more confident
would make her a more effective teacher. Frank described
his secondment as a "refresher course" 6n teaching:

I felt much sharper after being introduced

to terms and ways of thinking that were new

to me. I loved it! I was somewhat dazzled

by all the new thinking. I also remember

feeling a little bad that I didn't know

the current research.

Although acknowledging that he was "out of touch" with
current research on teaching, Frank did not view this as a
problem. "Since coming to the university, I've read vast
amounts of material. This is something I haven't done for a
long time. Most teachers do not read very much. I feel like

I've made up for lost time." He went on to make the

analogy, "When I'm teaching in the schools I'm learning 5%
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and working 95% of the time. As a seconded teacher, it's a
50-50 proposition between learning and teaching. This is
why I enjoy it so much."

Next, I turn my attention to the second factor that
triggers seconded teachers' reflection on their practice.

Watching Others Teach

The secondment experience gave each of these teachers
opportunities to reflect on their own practice, viewing it
from different perspectives, and comparing themselves to
other experienced teachers. The teaching profession has
commonly been‘characterized as a profession whereby
teachers work in isolation from one another (Lortie, 1975;
Rosenholtz, 1989). We know that school cultures do not
promote teacher reflection.

Observing colleagues as professional development.

The seconded teachers who participated in this study
embraced the opportunity to observe both student teachers
and cooperating teachers, as a personal form of
professional development. Sarah lamented the fact that
teachers rarely observe their colleagues in classroom
settings:

Ideally, classroom teachers should be in

each other's classrooms all the time but

the reality is that doesn't happen. I think

that's the best kind of professional development

there is. I've really benefited from watching

other people teach because I've been in my
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classroom alone for a number of years. It's

good to talk about teaching in a real context.

I hardly ever have conversations with colleagues

about teaching. It's a sad state of affairs but

there isn't time in a typical day.
Similarly, Brenda said:

It's like a 'helicopter vision,' when you

get up above and hover and see everything.

The fact that I've gone into various schools

has given me the opportunity to work with

different people in various subject areas.

It has been valuable talking to both beginning

and seasoned teachers. The experience has been

very rewarding.
Gerald expressed a similar view. "If every teacher had the
opportunity to watch someone else teach, I think we would
have a much richer profession." Beyond this, McCullough and
Mintz (1992) suggest that teacher education programs need
to focus on giving student teachers opportunities to not
only practice reflectivity but also to observe it in
experienced teachers.

Conferencing with student teachers.

Observation alone, hoWever, does not necessarily
contribute to professional development. One might observe
failures. The chance to discuss what happened and why an

approach was taken are key.
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While seconded teachers described the benefits of
observing other teachers "in action," they were
disappointed with non-communicative cooperating teachers
who did not display a "reflective disposition." This is
interesting because they acknowledged that when they were
cooperating teachers, they also had difficulty finding the
time to be reflective. Nevertheless, seconded teachers
expected cooperating teachers to demonstrate a reflective
disposition énd to talk about their teaching and roles as
teacher educatérs. In this regard, Gerald noted:

I worked with some cooperating teachers who

were either not 'great role models' or they

were too busy to do a good job supporting the

student teacher. They didn't seem to get very

much out of the experience. I sometimes wondered

why they were cooperating teachers in the first

place.
Perhaps Gerald's propensity to be reflective in his
dealings with future student teachers has been enhanced.

Seconded teachers recognize the time commitment that
cooperating teachers assume in being responsible for a
student teacher. Problems can arise, however, if

cooperating teachers do not demonstrate or communicate

‘enough of their practice, in effect not repaying the

student teacher labor.
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Reflective Content
The most common theme emerging through the stories of
Brenda, Frank, Sarah, and Gerald is that their work as
seconded teachers caused them to examine the foundations of

their own beliefs and practice.

Checking Foundations of One's Beliefs and Practice

Seconded teachers characterized secondment as the
"best professional development" of their careers. Like the
others, Frank defined his experiences as professionally
rewarding. "It was the first time in my career that I had
the time to reflect on my classroom teaching practice." In
anticipation of returning to the school community, Frank
said:

I've learned a great deal about teaching since

coming to the university. What I mean is that

I now realize that I know a lot about teaching.

I just hadn't thought about it before. It will

be interesting to see how I teach when I return

to my classroom.

Gerald was revitalized by secondment:

I can't believe how much I've learned about some

basic things. It's embarrassing. In a course

like Principles of Teaching, there are issues that

I haven't consciously thought about since I went

through the program, things like writing clear

objectives, and developing and sharing assessment

and evaluation criteria with pupils. Maybe these
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things were in the back of my mind but they
have been pushed to the forefront because
I've had to teach them in my methods course.
I've also learned from my student teachers.
Sometimes I think that we, as teachers, get
into a 'rut.' We need to consider alternative
ways of thinking about things.

Brenda, too, acknowledged that secondment was a learning

experience:
I've learned a great deal. Secondment has taught
me to really look at the different components
of teaching. Before I came to the university
I was prone to focus on the subject matter
content of the courses I taught. This experience
has forced me to examine many of the strategies
I used as a teacher, things like how I planned,
my goals, assessment techniques and so on. I
haven't consciously thought about some of these
things since my own teacher education program.
That sounds awful, doesn't it? What I mean is
that it's been useful sharing my beliefs about
teaching with student teachers. It has made me
sharper as a teacher because I'm more aware of
other people's perspectives. I think I'm more
willing to entertain other perspectives.

To some extent, seconded teachers felt indebted to student

teachers because of the questions they asked.
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Improving Planning Skills

In describing how his practice changed, Gerald
indicated that he planned more meticulously than before:

" I'm certainly more thoughtful about planning and
teaching and about how all the different aspects

of teaching fit together. Planning and organizing

the curriculum was a big part of my job as a

methods instructor. Before I was seconded,

I didn't think about planning issues very often.

After the first few years of teéching, it just

seems to come naturally. Much of what happened

in my classroom just happened. Now I'm very

conscious of my objectives, strategies, and

assessment. I know I've changed my teaching.

This is not meant to suggest that classroom teachers are
unreflective. The issue here has just as much to do with
communication as with reflection. The two are intertwined.
Part of the joy of secondment for Brenda, Frank, Sarah, and
Gerald was being able to tell their stories, a situation
that is uncommon in the school community.

Sharing experiences and personal stories with student
teachers was viewed as a professional duty. In addition, it
affirmed their identities as classroom teachers. Sarah
acknowledged:

It's been quite wonderful, quite dramatic

because secondment has both validated my

teaching experience and pushed me even more.
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It's made me feel that what I have to offer

from my experience in teaching is important

and valuable but it has also made me realize

that these student teachers better have state

of the art information as the best practice

in my field.
Early on in her secondment, Brenda recognized the value of
sharing her practical insights with prospective candidates:

I think I've been very successful in sharing

what I do as a teacher with student teachers.

A lot of the things I did as a teacher, I did

intuitively. I know they were the right things

to do. That's my teaching style and I feel

comfortable with it. I forgot about the theory

years ago. Teaching courses that involve a lot

of theory, however, has brought it back to the

formalized level for me and I feel I'm better

able to articulate it professionally than I

was when working with children.
Seconded teachers' comments illustrate a personally-
constructed sense of teaching. Over the last several years,
there has been the recognition that a great deal can be
learned from the wisdom of teachers themselves.
Inspiring Critical Approaches

Seconded teachers acknowledged the importance of

developing a critical mindset, as illustrated particularly
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in critiquing research Qersus reality, their student
teaching experiences, and teacher edﬁcation programs.
' Critiquing research versus reality.

Teachers acknowledged the importance of theory in

learning to teach, but they were somewhat frustrated when

‘they read educational literature that contradicted their

own experiences. Brenda, for example, worried about student
teachers who might be prone to oversimplifying research
findings:

Sometimes I think researchers lead student

teachers»down the garden path. What they

sometimes describe is not very accurate. For

example, some of the things written about

classroom management appear so straightforward

but in fact, it is one of the most complicated

aspects of teaching. Student teachers are not

sure whom to believe. They read articles and

textbooks but I suspect they rely on their own

intuition and previous experiences. That's why

the practicum is so important. I don't think

that student teachers can ever be fully

prepared in advance of the practicum. That's

why the practicum is so important to their

growth as teachers.
In an effort to minimize the sometimes difficult transition
from student to beginning teacher, seconded teachers

emphasized "practical strategies" that worked for them. In
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some ways, this was problematic for seconded teachers
because they, too, were in transition from being a teacher
to being a teacher educator. Frank observed:

I'm always reading things in my subject

area when I'm in the secondary school and

I look for ways to use the ideas. I try out

suggestions for lessons and things; and I

find it quite interesting. But when I read

the same kinds of material as a methods

instructor, it might still be interesting

but now I'm interested in how I can take

the idea and teach it to student teachers

so that they can actually use it. I'm using

the same material but looking at with

a different slant.
In some ways, Frank's comments reflect his pedagogical
content knowledge. Whereas Shulman talked about pedagogical
content knowledge of teachers, there is yet to emerge a
coherent literature of teacher educators' pedagogical
content knowledge.

Critiguing one's own student teaching experiences.

Another theme among seconded teachers was that they
remembered their own student teaching. Sarah, for example,
described her teacher education program in less than
glowing terms:

I was very frustrated by my own teacher

education program. I thought that most of
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it was useless. When I was a student teacher,

I felt like I was treated like I wasn't very

intelligent. For example, many of my methods

instructors taught me like they taught their

grade 3's. They gave me strategies but I wasn't

satisfied. When I think about how I teach here,

I'm teaching the way I wanted to be taught as

a new teacher.

Frank, as well, criticized his initial teacher education
program:

It was 'mickey mouse.' Now I look at the program

as a teacher educator. Some of my criticisms still

hold. For example, I think there needs to be
opportunities for depth and [critical] thinking.

It doesn't make much sense to me if our goal is

merely to make student teachers conform. We need a

profession that can stand up to the critics. One of

the ways to answer educational critics is to be
critical ourselves about our practice.

Critiquing teacher education programs.

Seconded teachers also reflected on teacher education
programs more generally. In critiquihg the teacher
education program, Sarah noted:

It sounds obvious but we have to individualize

the program. We have to find out who these

student teachers are. We can't just have this

program and do it to student teachers as if
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they are a homogeneous group of adults because
they are not. This is one of the biggest problems
of teacher educatioﬁ programs. I think there need
to be programs within programs.
Gerald also felt the need to individualize programs when,
for example, he recalled his initial impression of wofking
with student teachers:
A lot of what student teachers do in the
classroom is a result of who they are as
people. A lot of what they bring to the
program is fantastic . . . I think the key
is finding out who they are. We need to do
more as institupions to find out who they.are.
It's amazing when you discover that you have
people in your class with graduate degrees,
as well as people who have fabulous life
experiences. You have student teachers who
have taught ESL in Japan, others have worked
in Third World Countries, some are accomplished
musicians, the list goes on. I think we have a
very talented group of people. The key is to
somehow recognize their unique talents so that
they can be encouraged to make a positive
contribution to the profession.
Frank, too, suggested, "We need to individualize the

program and allow for differences and actually be glad that
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we have such a diverse student teacher population. I don't

think we acknowledge how diverse they really are."

Chapter Summary

Let me conclude by saying something about the
differences between a "technical rational" approach to
teacher education and reflective teacher education
programs. A technical rational orientation is limiting
because it focuses on the HOW of teaching rather than on
the WHY of teaching which embodies a reflective component
or stance.

Although some researchers like Kagan (1992) have
suggested that teacher education programs should focus on
skill development and leave reflective practice for
experienced teachers, the seconded teachers who
participated in this study suggested that student teachers
are capable of reflecting on their emerging practice.
Brenda, Frank, Sarah, and Gerald believe that helping
prospective teachers develop a reflective disposition to
teaching, and encouraging them to develop their own
programs of professional development are key preparatory
ingredients for a solid professional career. At its
simplest, seconded teachers believe a major goal of teacher
education programs should be to prepare reflective
practitioners who are committed to continued professional

growth.
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CHAPTER 7 - RE-ENTERING THE SCHOOL DISTRICT

Much has been written about the transition from
student teaching to beginning teaching (Greene & Campbell,
1993; Sarason, 1993), but little research examines the
experience of teachers moving from the classroom to the
university and then back again to the classroom (DiPardo,
1993; Greene & Pﬁrvis, 1995; Hargreaves & Fullan, 1992). In
this chapter, I present five major themes emerging from the
data collected from seconded teachers: preparing for re-
entry to the school community; returning to the school
community; assessing the benefits of secondment; missing
follow-up by the university and school districts; and

dreaming of extending secondment.

Preparing for Re-Entry to the School Community

As seconded teachers neared the end of their
university appointments, they prepared themselves to return
to the school community. However, neither they nor their
respective schools were the same as when they left to begin
secondment. Frank, for example, referred to the impact of
school district and provincial budget cuts on teachers'
morale:

The district is ripping the heart and soul out

of the system. Budget cuts are demoralizing.

I'm sure glad that I'm not there at the moment.

It's going to be tough going back to a

department that looks and opérates differently

than it did when I left just a short while ago.
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As much as I had some apprehension about coming
to the university, I'm almost as apprehensive
about going back because it's not a very good
atmosphere at the moment.

Seconded teachers, like Frank, characterized their

university appointment as positive, jokingly referring to

‘ it as a "vacation." He described his secondment as both

exciting and intellectually stimulating. He felt, however,
that it was time to return to what he referred to as the
"real world."

One aspect of returning to the school community that
worried seconded teachers was not knowing to which school
they might be posted. Although they knew of this
possibility when they began secondment, they had to deal
with practical matters such as commuting distance from home
to school, and adapting to unfamiliar students, parents,
administrators, and staff. Worrying about these kinds of
issues was exacerbated by having to go through their school
district's posting process, something most of them had not
done since early in their teaching careers. They were
concerned that they did not have much control or say about
where they might be posted after secondment.

Seconded teachers all believed that they should not
have had to give up their previous teaching positions in
the first place. Sarah described her experience:

I was really frustrated when I re-applied to

my district. Although I've always been an
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elementary teacher, the form asked me to

indicate what subjects I wanted to teach,

subjects like mathematics, science, history.

This was obviously a form meant for secondary

teachers. This really bothered me. For the

first time, it occurred to me that perhaps I

didn't fit into the system anymore.
In addition, Sarah had to compete against people with more
seniority. According to Sarah:

Many high profile district positions have

disappeared. They have been eliminated and

these people are going back into the classroom.

The group I was competing against had twenty

or more years of teaching experience, Whereas,

I had seven years experience. Because of the

way the contract works regarding seniority,

I was nervous.
Although Saréh acknowledged that the collective bargaining
agreement protected her position, she would have preferred
to see amendments to it to recognize the unique
contribution that she and other seconded teachers make to
teacher education. Sarah emphasized that her unique
knowledge and special relationships served as integral
links among the university, school, and professional
communities. She felt that her experience and expertise
should somehow'be taken into consideration by her school

district when deciding where she should be placed.

|
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Seconded teachers wanted "fairer" treatment. They felt
that the posting process should be revised to make better
use of their knowledge, expertise, and skills. In sum, they
describe their experiences of secondment as a resource the
districts fail to utilize. Gerald recalled how he felt
before he accepted his current posting:

Not only are you back in the general pool but

you're also at the end of the line. You don't

lose seniority but you have to go by what's

available. Teachers that are in the system get

first choice. What is really interesting is that

if I had returned to my former school, I would

have been given a position that was impossible. I

would have been really unhappy because I would have

had absolutely no choice about which classes or

grade level I would teach. It would have been like a

beginning teacher coming into a district. In fact,

that reminds me, a number of my student teachers
would have had wonderful positions compared to what

I would have had.

Gerald returned to a different school in his district
after secondment. He echoed many of the concerns raised by
Sarah. He was disappointed in his district's suspicion of
his university appointment, the "surveillance dimension,"
as he jokingly referred to it. He was flabbergasted that
his district wanted to "see" him teach again before

considering him for district positions. "I haven't been in
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the trenches for a while, they wanted to see how I perform.
It's rather insulting when you think about it!" Other
seconded teachers, however, displayed a rather matter-of-
fact attitude about it all. Brenda, for whom re-entry was
not so immediate, was not concerned about the posting
process. "The system owes me a job but it remains to be
seen where." She may become more increasingly concerned
with the posting process closer to re-entry.

Early on in my discussions with seconded teachers,
they indicated that they might consider positions other
than regular teaching appointments. Frank, for example,
said that he might consider an administrative position:

There aren't clear pathways forvyou to follow

when you've finished secondment. I'd like to go

back to teaching grade 7, but I think I need to

do something a little bit different, I need a

challenge. I might apply for a vice-principalship.
Like Frank, Sarah said she might also consider an
administrative position but was more interested in doing
something related to teacher education. "I might apply for
an administrative position. You would think that at the
district level, they might want to have positions open for
people returning from secondment to help with teacher
dévelopment and professional development." Sarah wanted a
position in which she could apply some of her ideas about

reforming teacher education programs. The position that
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Sarah eventually accepted resulted, in part, from the
connections she made as a faculty advisor:

The principal of the school where I was a faculty

advisor was someone I used to teach with years

ago. This person has seen me as a teacher, and

has seen me operate as a faculty advisor. We re-

established our relationship when I was faculty

advising. At that point she said it was exciting

what I was doing in my master's work. She told

me that, when I came back into the district, she

wanted me to work with her. She was really

interested in my career. She called me about

this position. There is a lot of freedom for

me in this position. I did this intentionally.

I sought out a position where I was going to

have a little bit of control about what

happens.
She admitted that her work as a faculty advisor showcased
her talents to the principal. "The principal watched me as
a faculty advisor, she saw me in a leadership role. She
told me this is what I should do next." Sarah's comments
suggest a feeling of some entitlement which is largely
ignored by the districts, none of which seems to have a

special policy for the re-entry of previously seconded

teachers.
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Returning to the School Community
Seconded teachers had mixed emotions when they
returned to the school community. Even though they enjoyed
secondment, teachers looked forward to renewing
relationships with colleagues, parents, and pupils.

Back to Tight Schedules

When Brenda, Frank, Sarah, and Gerald began their
university_appointments, they thought that "university
professors had it easy." According to Brenda,

professors don't teach very much when compared

to classroom teachers. That has always been a

bit of a sore point witﬁ me. Before coming here,

I thought their job was pretty "cushy." I guess

I am beginning to appreciate that they do a lot

of other things besides teach. I can't believe

how much time they spend in meetings.

It did not take long for seconded teachers to appreciate
the "freedom" and tempo of the university setting. Frank
commented:

For the first time in my career I was treated

like a professional. I could take a two hour

lunch if I wanted to, or I could go for a swim

or a walk between classes. This was very

liberating because I couldn't help but think

how different my professional life was when I

was in the classroom setting. There, I never had

enough time to even eat my lunch. There was always
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some kind of interruption. I have to admit I really

enjoy the freedom of being here at the university.
Brenda also enjoyed the freedom of the university setting.
"I get to the university at 8:30 a.m. and I can sit in my
office for forty-five minutes and go over my plans and do
some reading. I walk in my classes feeling calm and
refreshed." Sarah also compared her university and school
experiences:

When I arrived at my school classroom at 8 a.m.,

there's students dropping by, there's parents

calling for me, I'm stopping fights in the hallway.

It's chaos from the minute I walk in to when I

leave. There's no quiet space.
Gerald, too, noticed the regimentation of the typical
school day. "It was tough giving up the freedom that I had
at the university. I really miss it, in that respect. The
school schedule is a lot more confining."

More Stress - Less Stress?

Gerald admitted that a part of him had been looking
forward to returning to a familiar environment and
routines:

Going back to teaching was a chance not to

be under so much stress. Teaching is more routine

and it won't be as stressful as secondment was.

The routineS'of that job are not routine.

Sometimes I was teaching from 4 to 7 p.m., and other

times from 2 to 4 p.m.. Other days I was teaching
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from 8 a.m. to 5 p.m., and even still students were
bringing me things. The emotional demands at the
end of those days was physically draining. There
is an element of calm that I've enjoyed since
returning the classroom.
Nevertheless, Gerald, an experienced teacher, indicated
that he encountered some difficulty when re-adjusting to
teaching adolescents:
I'm fairly organized and mature but I felt
overwhelmed this year dealing with all the
issues in education. If I felt overwhelmed at my
age, with my experience, I can't imagine what it's
like for student teachers and beginning teachers.
I'm going to focus on my pupils, rather than worrying
about extra responsibilities.

Tenuous Relations with Colleagues

I asked seconded teachers to speculate about any
professional contributions they intended to make when they
returned to the school community. Frank said that he did
not want to "rock the boat" because he was sensitive to how
his colleagues might react to his recent affiliation with
the university. Frank predicted that it was going to be a
time to slowly settle back into teaching:

I don't want to intimidate my colleagues. I think

I need to go into the school and be really quiet.

I think it will be important to just spend time with
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my students. I'll make that my priority, because I
don't want to isolate anybody or intimidate people.
Seconded teachers seem to want something, maybe recognition
of their experience at the university but yet they back off
and do not accept what might come.
Sarah, too, was concerned with the prospect of
intimidating her colleagues:
- I'1ll have to be clear on what I will get
involved with. Teachers in my school assume
I know a lot about teaching. There are senior
teachers whom I have a great deal of respect for,
but I can't accept it when they say I know more
about teaching than they ever will.
Even though Sarah was the one who got the recognition and
encouragement to become a leader, she felt pressured by
additional expectations placed on her by colleagues:
People expect me to take on all these additional
roles. I'll have to be very selective about what
I agree to do, because I don't want to get to the
point of where I was when I left the classroom,
being overwhelmed and not having the time to think
about what I was doing.
She went on to add, "I should be more positive about my
return to teaching, but I'm not looking forward to it at
all. Eventually I will get used to it, but it will be

difficult."
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Clearly, the teachers who participated in this study
were aware that they might be perceived as "experts" and
"outsiders" by existing school staff. In anticipation that
this might be the case, seconded teachers chose to downplay
their newly acquired insights about both teaching and the
process of learning to teach. It is like a tax on whatever
value secondment could contribute to the profession.
Gerald, for example, noted that it was Jjust easier to
follow a path of least resistance. Gerald summed up what it
was like for him when he returned to the school community:

When I returned I tended to sit towards the

back and observe what was going on. I didn't

make much of an effort to support or contribute

to the school because I didn't know them and they

didn't know me. In some ways, I think they were

a little suspicious of me because I was being

identified as a university person. I thought this

was a little ridiculous considering that I had

many years of teaching service in the district.

In fact, I had more than most of the teachers

I now found myself working with. It was almost

as if what I had done as a teacher before going

to the university was diminished. No, not

diminished, I should say almost forgotten. Well

I can tell you, I haven't forgotten!
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Falling Back Into Bad Habits

Over the course of the first three or four months of
Gerald's return to classroom teaching, he wrestled with
both his identity and with putting into practice the things
he learned about teacher education as a faculty advisor and
instructor. When I spoke with him in January, he was
somewhat embarrassed that he had fallen short of his own
expectations:

I found it more difficult than I had anticipated.

I found myself falling back into some of the types

of teaching methods that really weren't the best

and knowing it because I've been through this

process of working with other teachers and student

teachers. I would catch myself and think if someone

was evaluating me, they would say that those are
things you don't do but I did them. I didn't always
have a very valid reason for picking a strategy.

For example, it might be that a kid won't stop

humming, or is making loud noises for too long and

all of a sudden I raise my voice and say sharp
things. And yet, I know better.
In reflecting about his university teaching experience, he
pointed out how easy it was to talk to student teachers
about the sorts of dilemmas they might encounter as
teachers but he acknowledged that, even with his expertise,
sometimes he did things of which he was not proud.

Reverting to previous practice was a common occurrence
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among seconded teachers, highlighting the immediacy with
which teachers are forced to act. Reluctantly, Gerald
noted, "I've gone back to doing things exactly like I was

before because they work for me."

Assessing the Benefits of Secondment: Experienced Changes

The secondment experience gave each of these teachers
opportunities to reflect on their own practice, viewing it
from different perspectives and comparing themselves to
other experienced teachers.
Raised Personal Standards of Performance

Brenda, Frank, Sarah, and Gerald expected to be more
"effective" classroom teachers as a result of the
university appointment. Brenda, for example, noted:

I think it will take me less time to do what I

was doing before, because it is clearer to me now.

I have a better understanding of the planning

process. Secondment has been like a refresher

course. Being responsible for teaching courses

has forced me to ﬁhink about what I know about

teaching.
Most of Brenda's new knowledge has come from reading and
researching topics she has had to teach in her courses. In
addition, she was more critical of her own performance:

I have higher standards of what counts as

good teaching. I expect a lot from my student

teachers but I also expect a great deal from

myself. I thought I was a very effective teacher
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but since coming to the university I have had the

opportuhity to think about the ways I can be a

more effective teacher. I'm looking forward to

adapting my practice when I return to the

classroom setting.

Seconded teachers all reported that they had become
more thoughtful and analytical about their teaching
practice. Sarah said:

I think my teaching will improve because now I

am so aware of all the components of teaching.

Observing student teachers and anaiyzing teaching.

Because of this, I will be more analytical than

I was in the past. Also, taking graduate courses

simultaneously has had a big impact on my thinking.

I was being forced by professors and classmates

to clarify my assumptions and beliefs about

teaching in a manner that I've never had to do

before. I suspect that my experience as a

seconded teacher has been different from the

others.

A common theme running through seconded teachers'
stories is the importance they attach to watching other
people teach. The opportunity to observe student teachers
and cooperating teachers during the practicum is important
to their professional development. Working with student
teachers and cboperating teachers is a catalyst for

reflecting on their attitudes and beliefs about teaching.
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Frank, in describing his interaction with student teachers
and cooperating teachers in the practicum noted:
I've learned some really good techniques on
various components of teaching Shakespeare and
poetry. I rarely get the opportunity to observe
my colleagues in action. I always thought that
the lack of opportunity in observing others is
one of the things that hampers our professional
growth.
Frank speculated that he might teach differently as a
result of watching student teachers and cooperating
teachers perform during the practicum:
For the most part, I preferred to be a teacher
who mainly used a direct approach. That's when
I was most comfortable. But after seeing other
approaches, I have to admit that maybe I should
try something different. I really liked how
student teachers used group work. Also, I think
| I will allow pupils to take more direct
responsibility for their own learning. A professor
friend and I have been talking about constructivist
conceptions of teaching.
Seconded teachers expanded their "teaching
repertoires" as a result of their secondment. They "picked
up" ideas from watching student teachers and cooperating

teachers during the practicum, as well as "borrowing" ideas

o
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contained in student teachers' assignments. Brenda, in
particular, "scrounged" for resources:

I'm always looking for better resources, things

I can use in my classroom. When I was in the

classroom setting, I wés always on the lookout

for resources. As a university instructor, I'm

still looking for these same types of resources,

but instead of using them with pupils, I'm

adapting them for student teachers. I find this

to be an interesting process I've been going

through. I'm still a teacher at heart but my

audience and purpose has changed. I find

myself looking at resources I've put together

for my student teachers and thinking about ways

I could use the stuff with my pupils when I

return to the classroom. It's a win-win situation.
Expanded Resources

Before returning to the school community, seconded
teachers expected to share new resources with colleagues.
As Frank stated:

I'm taking away from here a fairly rich library

of stuff that I didn't come in with, much of

which I think could be helpful to my colleagues.

I'm certainly willing to share it and I hope

they will be receptive.
There is no evidence in the data, however, that seconded

teachers did share new resources with colleagues. The
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reason, according to Gerald, "Everyone is just too busy. I
talk to the other teachers in my department but I don't
really know them very well. On occasion I've made resources
available to them but we don't plan together or anything."
Increased Confidence |

Seconded teachers all believed that they had become
more confident because of their secondment. The source of
their new confidence rests in the feeling of being
"current" with'regard to educational theory. Gerald had
this to say:

When I went back to the classroom I took all

the things I had ordered in my mind about how

to teach, the theory of it because it was a

great chance to reflect, to read, to learn about

reordering all the things I do in the classroom.

Finding, in fact, that all the things I was

doing were valid. There was a big jump in my

confidence. I learned that theory is very

important to understanding my practice.
Enhanced Professional Language

The language that seconded teachers used to describe
their teaching is important in understanding the
differences between school and university communities.
Frank, for example, admitted that he did not possess a
concise language about teaching, especially when talking
about things like constructivism. Over the term of his

university appointment, Frank recognized that he had
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changed. "I can imagine that some of my colleagues may be
somewhat intimidated by the language I might use to
describe my teaching. Before coming here I would never have
used words like epistemology and constructivism." Like
Frank, Sarah acknowledged that she, too, talked differently
about teaching because of her university appointment. An
important dimension of the university experience for Sarah,
however, was her life as a graduate student:

I should not have to apologize to anyone for

speaking in a concise language. Teaching 1is

a specialized field, and it's about time that

people recognized that teachers have a

specialized language. I'm pretty sure,

however, that many of my colléagues will be

intimidated by my language, but I don't see why

I should have to tone it down.
Sarah seems "hot and cold." At one time she worries about
over extending herself; here she is forceful and "in their

face."

Missing Follow-up by the University and School District
As seconded teachers neared the end of their
university appointments, they indicated that they wished to
maintain and somehow extend the professional relationships
they had developed in their new roles. Overshadowing their
desire to maintain links with the university, however, was

the fact that there was no follow up by either the
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university or the school district concerning their
secondment.

Seconded teachers were frustrated by what they saw as
a lack of opportunity to contribute to teacher education
after their university appointments ended. Sadly, as Gerald
pointed out:

There is no guarantee that we will even work

as cooperating teachers. The teachers in this

school, for example, voted as a staff not to

host any student teachers this year. This vote

was taken before I was placed in this school,

but here I am, an experienced teacher and

teacher educator, and yet, there are virtually no

teacher education opportunities available to me.

I find this really distressing. I'm sure

that I am not the only one feeling this way.

Brenda, Frank, Sarah, and Gerald were unanimous in
their condemnation of the lack of follow up by the
university. As Gerald observed:

You would think that the university would like

to get feedback on things we might suggest. After

all, there were some things that could be

improved. For example, I would like to see more

formal support offered to beginning seconded

teachers before they start their duties, things

like coupling them with more experienced seconded

teachers and full-time faculty.
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In defending the poor follow-up by the university, Frank
speculated that the high turn over in seconded teachers
creates a condition in which the university becomes lazy
about worrying about their concerns and recommendations for
improving the seconded teacher role:

Every year there are lots of new people hired.

When I began my second year at the university,

I remember sitting in the orientation meeting

and looking around and thinking to myself that

I didn't know very many people. What happened

to all of those people from last year? I know

that some of them returned to their school

districts but, nevertheless, I was a little

shocked to realize that I was now a veteran

seconded teacher when compared to all those

new people. I wasn't sure if I was supposed to

take new people under my wing. I was certainly

willing but I was also concerned about getting

organized for teaching my own classes. I remember
how hectic it was last year. That fifst semester

is a real killer.

Brenda, Frank, Sarah, and Gerald reported having
conversations with former seconded teachers before and
after they returned to the school community. According to
Frank, they, too, were disappointed in the lack of follow

up by the university concerning their secondment:
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I can think of lots of former seconded teachers

in the same situation. There is a continuing

education program at this university, and what

a cadre of people seconded teachers who

have taught at the university and who have

proven themselves in different courses and

programs would be. Seconded teachers would be

a really good group to work into some continuing

programs back in the districts.

Frank's comment reveals a "here I am" stance. He wants the
district to make use of his talents.

Seconded teachers were also critical of their school
districts because they too did not appear to be interested
in their secondment. Gerald described the reception he
received when he returned to the school setting. "No one in
my school district followed up on my secondment, no, no,
no! I guess I'm sort of cynical but people get in their own
little niche, they don't even know what questions to ask."

Feeling Cut Off

All seconded teachers viewed the university
appointment as "fantastic professional development" and
they wanted it to continue. Frank acknowledged, "There was
no expectation by the school district as a consideration of
granting secondment. It doesn't cost the district anything;
the university pays my salary. It costs the university a

lot more." Frank speculated that things could be different.

What if formerly seconded teachers coordinated other
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cooperating teachers? What if they acted as liaisons among
faculty advisors, cooperating teachers, and student
teachers? What if formerly seconded teachers were employed
to teach foundations or methods courses on school sites?

Gerald described the lack of opportunity within his
school district:

I offered my services to the personnel office

but people in that office are not really aware

of the powerful experiences I had at the

university. I offered my services, not to be

paid for it. I said I would be happy to work

with any of the special projects; I would

be happy to do some inservice with enrolling

teachers. I would be happy to start a project

at my school if the district wanted. I could be

the liaison person on staff. I didn't want any

extra money or anything. I just wanted to extend

and share some of the things I learned while at

the university but they took no notice. I'm a

regular teacher with normal duties.

It seems to be a "Who do you think you are?" attitude on
the part of districts.

One of the reasons that seconded teachers were
frustrated about the lack of follow up by the university
and school districts was that they knew previously seconded
teachers who experienced similar things. Frank joked that

he should start a club for "recovering" seconded teachers,
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a place where they could come together occasionally'to talk
about their experiences in light of the transition they
make when returning to the classroom but also how they
might better prepare and support those individuals who are

about to embark on secondment for the first time.

Dreaming of Extending Secondment

Seconded teachers indicated that they would like to
continue working with student teachers when they return to
the school community. Obviously, the most common way for
this to occur would be to again become cooperating
teachers. What is important is that seconded teachers have
been changed by the faculty advising role, in particular.
Working as a faculty advisor has given them new insight
into the often difficult adjustments that both student
teachers and cooperating teachers make working together in
the practicum.

" In an effort to promote collaboration among the
various participants in teacher education, seconded
teachers made suggestions about ways to extend the role.
Sarah, for example, suggested that it is an advantage to be
a faculty advisor in the same district in which she
teaches:

I bring student teachers into the district
as a faculty advisor. Then I have nothing
to do with them. It doesn't have to be that

way. After working with' them for two years as

a faculty advisor, the district might hire
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them as teachers-on-call. After I return to
the district, they could spend one morning
per week with me in my classroom, seeing what
I do. We can build on the previous relationship.
I would still be supporting them but in a
different capacity.
It is not just seconded teachers who might wish to extend
the relationship. According to Sarah, student teachers are
also interested in maintaining some aspect of the faculty
advisor-student teacher relationship:
They would work with me one morning per week.
Student teachers have suggested this to me. They
want to be with me in my classroom. They're not
seeing this relationship as over. They still
want someone standing beside them . . . it's like
another phase. It makes sense to me that they move
from the practicum arrangement to some type of
apprenticeship or way of being in the classroom
without taking on the full responsibility.
Frank preferred to think of student teachers as "works in
progress." He suggested that he would be ideally suited -to
working with first year teachers in a part-time capacity:
A meeting would have to be called in school time,
otherwise nobody will show up. The teachers would
have to be released as part of a mentor program.

I could act as a liaison in bringing together the

different student teachers and cooperating teachers.
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My experience as a faculty advisor would be

valuable in this regard. Secondment has given me

a broad appreciation of the whole learning to teach

process, and I think I am well situated to share what

I know with the other key participants. When the

practicum is on, maybe I could get these people

together once or twice a month.

Even in districts where mentoring programs exist,
difficulties remain in finding ways to extend the
secondment role. As Sarah related: |

My district has a mentoring program but

they're not going to release me to participate

in it. Even though many people might like the

idea, it will not come about because of financial

reasons. Even though many educators talk about
the importance of good teacher education

programs and induction support, I think that

most of the talk is just that; it's rhetoric.

Are we ever going to get to the point where

action replaces the rhetoric? We can't afford,

as a profession, to keep on ignoring these

kinds of issues. At some point, it is all

going to come back and haunt us.

Sarah was referring to the financial constraints under
which school districts find themselves operating.

In an effort to maximize skills, expertise, and

knowledge acquired and refined during secondment, Sarah
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suggested ways should be found to allow seconded teachers
to go back and forth between the university and the school.
She could think of no reason why secondment has to be a
"one-shot deal." As an alternative, Sarah suggested:

It would be wonderful to have the career path

of teaching four years, then be seconded for

a year or two. The continual going back and

forth between the classroom and the university, .

the two feeding back into each other. I think

that would keep me refreshed, challenged, and

on top of things.
Another version suggested by Brenda would see seconded
teachers maintain some of their teaching responsibilities
at the university while simultaneously teaching children or
youth in the school setting. Sarah also suggested:

I would love to be a type of roving teacher. A

teacher educator would come into a school and

observe and go through the steps. It would be

like re-visiting your practicum every five years.

This would be an exciting position but I don't

know where it exists.
Her comments reflect her desire to contribute to the
professional preparation and maintenance of her colleagues,
a responsibility that seconded teachers all took seriously.
Sarah added, "I'm not interested in doing one-shot deals.

I'm interested in living the life with teachers and

entering into deep critical reflection by unpacking the
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lesson and looking at it in a different way and

reconstructing it."

Chapter Summary

There was a significant amount of frustration and
resentment inherent in the comments of seconded teachers as
they prepared to return to school districts. Most of their
frustration was reserved for the posting process itself. On
the one hand, seconded teachers wanted "special treatment,”
a recognition of their university appointments. On the
other hand, however, when they returned to the school
community they intentionally downplayed their expertise and

"new knowledge about teaching." Their dreams of extending

the secondment position were not realized.
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CHAPTER 8 - CONCLUSIONS, DISCUSSION, AND
SUGGESTIONS FOR FURTHER RESEARCH
The conclusions, discussion, and suggestions for
further research that appear in this chapter are drawn from
the experiences of the seventeen seconded teachers who
participated in this study. This chapter is divided into
five sections: conclusions emerging from the research
questions, contributions to teacher education, reviewing
the assumptions of the study, implications for teacher

education, and suggestions for further research.

Conclusions Emerging From The Research Questions
Question One - What General Expectations Are Held As To
Their Role Definition and Role Fulfillment By Teachers

Seconded To University-Based Teacher Education?

In answer to the first research question, five general
expectations emerged: being a role model, being a liaison
between schools and the university, having input into
practicum placements, experiencing an orientation program,
and working with highly committed student teachers.

Expectations for being a role model.

Initially, seconded teachers constructed their roles
as university instructors and faculty advisors based upon
their own student teaching experiences, and from their work
as cooperating teachers. They acted as role models when
they attempted to demonstrate "effective" teaching
practices and techniques. Teachers viewed a technique as

effective if it had worked for them as classroom teachers.
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They demonstrated their "favorite" techniques to student
teachers, mainly in the methods classes they taught, and to
a lesser extent in the Principles of Teaching course. These
results are consistent with other studies. For example,
Adams (1993) noted that seconded teachers took seriously
the fact that they were role models and "facilitators of
learning." Seconded teachers discovered, however, that
demonStrating classroom techniques in the university
setting was sometimes problematic. For example, seconded
teachers complained about having to share classroom space
with other university instructors. They missed having their
own rooms in which they could display students' work and
store supplies and other personal possessions.

Teachers had difficulty articulating their practice to
student teachers before they went on practicum. The
seconded teachers who participated in this study doubted
that student teachers had a common frame of refereﬁce to
understand classroom experiences. Seconded teachers were
concerned that student teachers assessed their performance
and the strategies they demonstrated from a "student"
perspective, instead of trying to think "like a teacher."
This issue is not new in teacher education and has been
reported by other researchers (Feiman-Nemser &
Featherstone, 1992; Lortie, 1975). Teachers described, for
example, the chaos resulting from the first time they
instructed student teachers about jigsaw cooperative

strategies. In sum, seconded teachers re-adjusted their
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expectations about student teacher dispositions towards
learning and teaching, and about being more patient than
they had though£ necessary in assisting student teachers to
identify the complexities of learning to teach.
Expectations for providing liaison between school

and university.

As faculty advisors, seconded teachers performed an
important liaison role between schools and the university.
For example, they clarified program goals and expectations
for cooperating teachers. A good illustration of this
occurs when faculty advisors give cooperating teachers
copies of their own methods course outlines. They found,
however, that there was little time to exchange ideas and
engage in meaningful dialogue about anything but the
student teachers' performances. On occasion, faculty
advisors attempted to "sell" the teacher education program
to school administrators and cooperating teachers. This
occurred when they found themselves working in unfamiliar
schools, or when it was the first time the school had
hosted student teachers. A seconded teacher might highlight
the strengths of the teacher education program, explain
structured course work as a good foundation for student
teachers to build on during the practicum and note the
emphasis on lesson and unit planning, English as a Second
Language issues, and the integration of technology in all
subject areas. This is consistent with reports that

indicate seconded teachers need effective interpersonal



198
skills when working collaboratively with different
individuals in the various educational communities (Adams,
1993). Other studies, (Beynon, Geddis, & Onslow, 1996;
Friesen, 1996) highlighted the importance of nurturing
collaborative partnerships between university-based teacher
educators and cooperating teachers and other school
personnel. The results of this study are consistent with
these reports.

As a newcomer to the university community it is
difficult to assume the role of faculty advisor. Previous
studies on the supervision of student teachers by seconded
teachers have shown that they act as important
communication links, facilitators, consultants, and
advisors (Maynes, McIntosh, & Wimmer, 1998). It takes time
for an individual to understand program goals and
university policies which are not always followed. For
example, secondary student teachers are expected to begin
"practice" teaching at 20% of a full teaching load,
gradually building to 80% by the end of the practicum. As
cooperating teachers, seconded teachers indicated that
sometimes they had ignored that policy. As faculty
advisors, they were sometimes drawn to follow the
preference of cboperating teachers, thus putting student
teachers in potentially awkward positions.

Seconded teachers expected to be a direct link between
schools and the university. They believed they could narrow

the gap between what they often described as the overly
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theoretical nature of university-based teacher education
and the practical reality of the schools, even though they
sometimes acknowledged that they were "rusty" about theory.
They indicated they could "pick up" the theory, as needed,
and present it to student teachers. According to Ziechner
(1990), student teachers are frequently preoccupied with
"excessive realism." Seconded teachers, too, believe that
the school classroom is the real world.

Expectations for having input into practicum

placements.

Seconded teachers believe that cooperating teachers
should be carefully selected and their performances
monitored. Seconded teachers expécted to have some input
into practicum placements and were very critical of placing
student teachers with cooperating teachers who were poor
role models. If, at the conclusion of the first year of
secondment, a seconded teacher brought his or her concerns
to the practicum coordinator and the following year
discovered that an individual whom they had labeled a
"terrible cooperating teacher" had been assigned another
student teacher, there appears to be reason for dismay.

Expectations for an orientation process.

Seconded teachers expected the Faculty of Education to
take an active role in easing their transition from the
classroom to the university. Specifically, they wanted
information pertaining to teaching adults. Seconded

teachers expected a thorough initial orientation program,
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as well as ongoing support throughout the year. The
necessity of a well organized orientation program for
seconded teachers has been highlighted in other studies
(Adams, 1993; Cornbleth & Ellsworth, 1994; Maynes,
MCIntosh, & Wimmer, 1998).

Because they thought of universities as big
institutions with ample budgets and resources, they also
assumed that someone like a school vice principal would
help them understand the "job" they were expected to
perform. Needless to say, they were disappointed when they
discovered there was no such person.

Expectations for relationships with full-time faculty.

Seconded teachers believe that collaboration among
teachers improves teaching practice. Most of the seconded
teachers, especially elementary people, indicated that they
were used to planning and collaborating with other
teachers. Before beginning secondment, teachers expected to
find similar collaborative relationships at the university
with full-time faculty. They did not anticipate that the
most supportive relationships would be with other seconded
teachers, rather than with full-time facuity. The results
of this study are consistent with the findings of Adams
(1993) and Dawson (1996) who reported seconded teachers'
concerns with "out of touch" full-time faculty, and the
difficulty establishing meaningful professional

relationships with professors.
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Expectations of student teachers.

The previous five expectations are related to their
own practice, wheieas this one is related to the students
with whom they worked. This study has demonstrated ‘that
teachers began secondment expecting all student teachers to
be open-minded and enthusiastic learners. General student
teacher characteristics have been reported elswhere in the
literature (Britzman, 1983; Goodlad, 1990; Howey & Zimpher,
1996; Lanier & Little, 1986; RATE 1987, 1988, 1989, 1990).
For the most part, seconded teachers enjoyed working with
prospective candidates, but they were very disappointed and
concerned that a minority of student teachers lacked
initiative, determination, collegial mentality, and a
caring disposition towards working with children and
youths, all qualities that they said are important to being
an effective teacher. It had not occurred to them before
beginning secondment that some student teachers might not
be particularly interested in working with elementary or
secondary pupils, or even in teaching as a career. Seconded
teachers expected student teachers to be fully committed.

Seconded teachers also expected student teachers to be
risk-takers. As experienced cooperating teachers, they
talked about some of the "great" student teachers they had
worked with over the years. Inevitably, seconded teachers
described student teachers who had displayed initiative,
confidence, and a willingness to go "that extra mile for

pupils." They expected cooperating teachers to be
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supportive of student teachers, just like they said they
had been as cooperating teachers.

Question Two - Do Seconded Teachers' Change Their
Perceptions Of Their Roles During The Secondment

Experience? If So, How Do These Perceptions Change?

In answer to the second question, it was possible to
identify three areas where perceptions were modified: re-
thinking methods courses, relating to student teachers, and
evaluating student teachers' teaching performance.

Re-thinking methods courses.

The transition from classroom teacher to university-
based teacher educator was more difficult and complex than
teachers had anticipated. By the end of their secondment,
teachers acknowledged that they had had almost no lasting
impact on the program design or the content of teacher
education. All they could say was that in their methods
courses, they were successful in introducing the curriculum
and some of the "best" techniques to engage pupils in
learning. Previous studies about seconded teachers'
contribution to preservice teacher education (e.g., Adams,
1993) have shown that seconded teachers define effective
teaching as practice that is innovative, responsive, and
responsible. This study has demonstrated that seconded
teachers go beyond the technical and managerial aspect of
teaching when defining and modeling classroom practice to
student teachers. Floden, McDiarmid, and Wiemer (1989) and

Katz and Raths (1982) reported that methods instructors
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often failed to make explicit goals and desired outcomes of
methods instruction. The results of this study have
demonstrated that seconded teachers' goals for their
courses are clearly related to the attributes they believe
to be fundamental for competent beginning teaching. I am
also saying that secondment, in some ways, confirmed their
views about teacher education programs, that the most
important parts are methods courses and the practicum, the
same views, I suspect, they themselves held as student
teachers.

Relating to student teachers.

Seconded teachers acknowledged that they had
difficulty establishing and maintaining professional
relationships with student teachers, contrary to their
expectations. They wondered, sometimes, if they had had any
lasting impact on the lives of student teachers. Part of
the reason for their feeling this way was that they were
unable to develop long-lasting relationships with student
teachers. Courses last approximately 13 weeks, and every
year a new group begins the program. Unless they happened
to come into contact with former student teachers in their
school districts, they had little knowledge of what
happened to them. A number of studies have highlighted the
importance of nurturing professional relationships with
student teachers (Adams, 1993; Badali, 1994; Kagan, 1993;
Zimpher, deVoss, & Nott, 1980). It is clear in this study

that seconded teachers were involved to a lesser degree
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with student teachers than they had been with students in
their former classrooms.

Evaluating student teachers' teaching performances.

A number of studies have highlighted the complexities
of evaluating student teachers' teaching performances
(Guba, 1981; Guyton & McIntyre, 1990; Howey & Zimpher,
1989; McIntyre, Bird, & Fox, 1996; Zeichner & Tabachnick,
1982). Earlier in this dissertation, I outlined some of the
problems that seconded teachers associated with being an
evaluator of student teachers' teaching performances. When
they began secondment, teachers expected to perform a
gatekeeping role, "weeding out" inappropriate teacher
candidates. Cooper (1995) reported that gatekeeping is one
of the major functions of teacher education programs,
concluding that the possibility of disagreements‘between
cooperating teachers and faculty advisors is quite real,
particularly if poor communication has existed.

Seconded teachers' experiences as cooperating teachers
had a profound impact on their attitudes. They reported
working occasionally with very weak student teachers in the
past as cooperating teachers; therefore, they considered it
their duty to counsel some student teachers out of the
program before it became too late. On a few occasions, they
admitted that they felt guilty spending "too much time"
with underachieving student teachers and having to "cheat"
exemplary student teachers of the attention and support

they deserved. In addition, they indicated that they
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readjusted their expectations when they discovered that the
university's standards were lower than theirs. Seconded
teachers, then, perceived themselves as gatekeepers to the
profession, but they felt undermined by the criteria
established by the university.

Question Three - What Knowledge Of lLearning To Teach Is
Held By Seconded Teachers On Beginning Secondment?

In answer to the third question, seconded teachers
embhasized to student teachers their own personal practical
knowledge; that is, knowledge that they have acquired
through working with elementary or secondary pupils. I
argue that the seconded teachers' knowledge of learning to
teach reflects a type of "clinical consciousness"
(Freidson, 1970).

As previously outlined in the first chapter, seconded
teachers possess practical knowledge about teaching and
learning. The knowledge of teaching that they share with
student teachers reflects their values, beliefs, and
personal philosophies about teaching, views grounded in the
world of practice. The identification of personal practical
knowledge has been reported by other researchers (Clandinin
& Connelly, 1987; Elbaz, 1983; Grimmett & MacKinnon, 1992).
The results of this study are consistent with these
reports. Seconded teachers consciously impart their
knowledge of teaching to student teachers, in the courses
they teach and when supervising student teachers on

practicum. As university instructors, seconded teachers
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focused student teachersvon the processes involved in
learniﬁg to teach, as well as on specific techniques
associated with effective teaching.

This study has demonstrated that seconded teachers
possess primarily a personal and practical orientation
toward learning to teach. For exampie, as methods
instructors, seconded teachers encoﬁrage student teachers
to take responsibility for their own learning. Although
they advocated and modeled specific technical skills, they
focused student teachers on what they called the ambiguous
and complex nature of teaching. Whenever possible, seconded
teachers emphasized the "wisdom" of their classroom
practice. The results of this study are consistent with
Freidson's (1970) notion of "clinical consciousness."
Question Four - Do Seconded Teachers Change Their
Perceptions Of Learning To Teach During Secondment? If So,

How Do These Perceptions Change?

In answer to the fourth question, it was clear that
seconded teachers' perceptions of learning to teach did not
change during secondment. Instead, the experience served to
affirm what they already believed is important about
teaching and learning: open-mindedness, compassion, caring
and acting ethically towards pupils, pedagogical content
knowledge, and knowledge of the educational context. One
can see this in some of their admissions that after
returning to the classroom, they taught in much the same

way as before. Secondment, then, was an opportunity for
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teachers to refine their thinking, rather than to make
revolutionary changes to their beliefs. These results are
consistent with other studies; For example, Beynon (1996),
Kagan, Dennis, Igou, Moore, and Sparks (1993), and Kagan,
Freeman, Horton, and Roundtree (1993) found that the
secondment experience gave teachers opportunities to
reflect on their own practice, viewing it from different

perspectives.

Contributions to Teacher Education

Overall, the themes that have emerged in this study
point to five general central issues: the contrast between
university and school cultures, strength of reflection on
practice, seconded feachers' commitment to classroom
teaching, seconded teachers' professional identities, and
secondment as professional development. I am now moving
beyond the research questions, taking a broader view of the
relevant issues.
The Contrast Between University and School Cultures

Seconded teaqhers make clear distinctions between the
university culture and the school culture. One of the major
differences they identified was the workload and tempo of
the average workday (Apple, 1986; Brookhart & Loadman,
1990; Feiman-Nemser & Floden, 1986). For most seconded
teachers, the flexibility of the workday was a liberating
experience. Even though they spent a great deal of time

preparing for classes, they also had time to establish new

professional relationships, attend lectures, and talk to
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students and cblleagues. Some teachers, however, missed the
school-based community of support that they were used to as
classroom teachers. As a result, some seconded teachers
felt marginalized in the university setting..They were
unsure as to which community they belonged. Contributing to
this marginalization was the fact that for those seconded
teachers used to working in collaborative relationships,
actively seeking new professional working relationships was
difficult in the much larger university.

Even though several cultures co-exist simultaneously
on university campuses and by extension in faculties of
education, teacher educators more or less agree that the
ultimate goal of a teacher education program is to produce
capable beginning teachers. Problems occur, however,
because some components of teacher education programs are
more valued than others. Seconded teachers, for instance,
reflect the belief that knowledge of practice is what
really counts. Some tenured, university-based teacher
educators, however, may believe that practical experience
alone is not enough to promote a critical and reflective
understanding of the teaching experience. In Cornbleth and
Ellsworth's (1994) study of the roles, relationships, and
careers of clinical faculty members in university teacher
education, they found that clinical teachers (seconded
teachers) were often described as "helping," "assisting,"

and "playing a secondary role" to tenured faculty,
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supporting the assumption that university-generated
knowledge is superior to other forms of knowledge.
Strength of Reflection on Practice

The secondment experience provided teachers with
opportunities to reflect on their own practice. By assuming
new roles (Huberman, 1992) as university-based methods
instructors in teacher education programs, seconded
teachers understood more clearly their own teaching
practice. Rather than being a career-altering experience,
however, secondment was viewed as professional development,
an opportunity to affirm what seconded teachers already
knew, and a source of theoretical rationales for practice.

What is important for the present argument is that
seconded teachers articulate their personal practical
knowledge (Clandinin & Connelly, 1987; Elbaz, 1983; 1991)
when they expose student teachers to the inherently complex
and ambiguous nature of teaching and learning. Therefore,
using seconded faculty to teach methods courses may be
helpful in focusing students initially to "think like
teachers," particularly about technical matters of
instruction and management. It is in methods courses, in
particular, that seconded teachers describe and model their
values, beliefs, and personal philosophies directly to
student teachers, often through the stories they tell.
Seconded Teachers' Commitment to Classroom Teaching

Seconded teachers constructed their role in terms of

the student-teacher and seconded teacher relationship,
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regardless of the setting. Evidence of this can be seen in
the way seconded teachers describe their satisfaction with
student teachers' performance, evoking.the same kind of
feeling they got when they watched their elementary or
secondary students learn.

Seconded teachers were not seeking a career change.
They viewed secondment as personal professional development
and a renewal opportunity. As a result of the experience,
seconded teachers expected to bring a fresh insight back to
their classrooms, and to continue working with student
teachers as cooperating teachers. They also expected to
assume some additional teacher education duties.

Seconded Teachers' Professional Identities

Becoming full members of the university community was
certainly problematic for the seconded teachers in this
study. They developed professional relationships with other
seconded teachers but not with full-time faculty. Gaining
full membership in the teacher education community would
probably have taken more time than is available and more
intentionality than is planned within the context of the
teacher education community. The results of this study are
consistent with Dawson (1996) who argued that most faculty
members remain outside any. involvement with seconded
teachers. Taking on the roles of a university instructor
and faculty advisor was both professionally rewarding and
problematic for the seconded teachers who participated in

this study. Two dominant identities were observable in
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seconded teachers: classroom teacher and graduate student.
Each will be discussed separately.

Teacher idéntitv.

Seconded teachers took from the university those
viewpoints and orientations to practice that were congruent
with previously held images of their work and that provided
reinforcement and validation of their experiences. While
they were receptive intellectually to the theories and
skills presented at the university, they tended to more
fully accept methods that had worked for them as teachers.
By passing on to student teachers those methods, they
reinforced a "clinical consciousness" (Freidson, 1970) and
a personal practical orientation (Connelly & Clandinnin,
1987; Elbaz, 1983) toward teaching.

The foundation of seconded teachers' identities rests
in the unique individual relationships that characterize
their elementary and secondary teaching. As seconded
teachers, they continue to derive satisfaction from
watching their pupils, in this case student teachers,
succeed but were somewhat frustrated by university
institutional constraints.

We have seen, however, that seconded teachers'
transition from the school to university community is
sometimes difficult and they readily acknowledge their
inexperience, vulnerability, and doubt. This was most

apparent during the first semester of their appointments
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when they sought support from unfamiliar university-based
colleagues.

Seconded teachers had several coping strategies that
were directly related to their personal dispositions and
previous experiences, the most common being to seek support
from friends and colleagues. Another coping strategy was
compromise, whereby they controlled the tension between
personal and institutional requirements, choosing, for
example, to define themselves as mentors and colleagues,
rather than as evaluators.

Graduate student identity.

Some seconded teachers are at the same time graduate
students. Their identities are perhaps more likely to be
shifting or in flux. They are more likely to have sought
secondment, considered leaving classroom teaching, and
thought about perhaps pursuing an academic career. They may
therefore occasionally downplay their identities as
classroom teachers especially when interacting with
professors. When working with student teachers, however,
they downplayed their graduate student identity, instead
promoting themselves as experienced classroom teachers. At
times,‘seconded teachers were somewhat frustrated as they
balanced their university teaching and faculty advising
with graduate studies.

As instructors and faculty advisors, they spent less
time on the "technical" strategies of teaching and more

time on the "social" or "critical" dimensions of teaching.
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In their methods courses, for example, they discussed some
of the moral and ethical aspects of teaching, as well as
issues of professional development, issues that they were
simultaneously investigating as graduate students.

In sum, seconded teachers maintained their identity as
classroom teachers. Early on, they recognized that their
greatest source of support was often other seconded
teachers. After returning to the school community, seconded
teachers referred to their university appointments as
"dreamlike," often as a "vacation" from the rigors of
classroom teaching.

Secondment as Professional Development

Teachers viewed secondment as professional development
because they were forced to take on new roles and
responsibilities (Yee, 1990). Taking on the seconded
teacher role enabled experienced practitioners to revisit
and renew their professional practice. I began this study
believing that teachers need to be life-long learners
(Smylie, 1995) and that secondment may provide teachers
with opportunities for learning. Employing seconded
teachers to teach methods courses and supervise student
teachers connects preservice teacher education of student
teachers to the continuing learning of experienced teachers
(Darling-Hammond, 1994; Fullan, 1995).

Seconded teachers were motivated out of a sense of
professional development. Their comments suggest that

classroom teachers should take responsibility and
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initiative for their own professional development. Indeed,
I detected an "if I can do it, so can you" stance (the "it"
referring to secondment as professional development). They
were unable, however, to sustain that attitude after they

returned to the school community.

Reviewing The Assumptions of The Study
I began this study with three assumptions about
seconded teachers' potential contribution to teacher
education. Now that the study is complete, I see the need

to re-visit each of the assumptions.

Assumption One - Preservice Teacher Education Programs Will

Be Improved If Practitioners' (e.g., Seconded Teachers')
Skills And Dispositions Are Made Part Of Classroom

Knowledge And Discourse In Teacher Education

Although seconded teachers and full-time faculty have
different responsibilities in preservice teacher education,
each contributes to the learning of student teachers. The
presence of seconded teachers adds credibility to courses
that full-time faculty teach. By this, I mean that some
student teachers recognize that many of the claims that
full-time faculty make about teaching and learning are
confirmed by the firsthand experiences of seconded
teachers.

The involvement of seconded teachers, then, in teacher
education is generally seen to be supplementing the

"theory" (often seen as the jurisdiction of the university)

with "practice" (commonly viewed as the jurisdiction of the
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classroom teacher). It is possible, however, that seconded
teachers may widen the gap between theory and practice
rather than narrowing it, particularly if they assume
legitimacy baéed on a type of experience that they believe
the faculty lacks.

Assumption Two - Faculties Of Education Recognize The
Advantage Of Having Cooperating Teachers (Previously
Seconded Teachers) Who Understand The Philosophy,

Objectives, And Sequence Of The Preservice Programs Of
Which The Student Teachers Are A Part

The rationale for involving classroom teachers in
university-based teacher education is partly linked to the
notion that formerly seconded teachers will possess a
better understanding of the teacher education program,
potentially enhancing their future performance as
cooperating teachers. Part of the professional development
continuum I outlined in Chapter 1 suggests that seconded
teachers will publicize and explain the continuum among
colleagues and cooperating teachers. I think the assumption
holds as stated, but it may not be so efficiently
accomplished as is envisioned. The new knowledge embodied
in the continuum of professional development is not readily
shared partly because there are no provisions for doing so.
Other avenues for publicizing the program must be kept
open. Seconded teachers were somewhat frustrated and
disappointed when they returned to the school community.

They noted that school districts were not interested in
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their new knowledge. Furthermore, some formerly seconded
teachers did not have opportunities to host student
teachers, which was a "tragedy" in their view, given the
insight and expertise they felt they had gained as seconded
teachers.

Assumption Three - By Each Entering The Setting Of The
Other, Seconded Teachers And University Faculty May Create
And Improve Cooperative, Even Collaborative Relationships

Seconded teachers leave the security of their
classrooms, where they were likely viewed as established
and knowledgeable practitioners, for the uncertainty of the
university, where they experience some degree of
displacement. It is in this context that seconded teachers
attempt to make sense of the university culture. When I
began this study, I suspected that seconded teachers would
blend into the university culture but, instead, they
maintain their teacher identities within the university
culture.

As discussed in the third chapter, seconded teachers
revert to a "community within a community," never gaining
full membership in the university culture. While seconded
teachers view their interactions with one another as having
an important impact on their professional growth, their
impact on the faculty members is minimal and the
relationship between the two cultures was considerably

weaker than expected.
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Implications for Teacher Education

Two implications for teacher education are discussed:
absence of a formal recruitment process, and improving
secondment.
Absence of a Formal Recruitment, Selection, and Appointment
Process

The Associate Dean, Teacher Education is the key
person in the recruitment and hiring of seconded teachers
at the university where this study was conducted. Vacancies
were routinely advertised in local newspapers and teacher
journals. Although positions were advertised, most of the
participants in this study had an "inside track" on those
positions because of their previous contacts with
university personnel or sometimes the Associate Dean.

Clearly, power favors the university because the
Associate Dean deals directly With individual teachers
rather than with schools or school districts. Seconded
teachers have less formal power and status in the teacher
education setting (Brookhart & Loadman, 1990; Cooper,
1988); for example, when enrollments fluctuate or resources
decline, they are vulnerable because their services cost
the university a significant amount of monéy (the
university pays their school district salaries). As a
result, a recent trend has been to employ more graduate
students, retired teachers, and other sessional and part-

time faculty, sometimes at a fraction of the cost. In fact,

from a purely financial standpoint, school districts could
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save money if they hired a replacement teacher who is lower
on the salary grid.

In any given year, there are more applicants than
seconded positions. The "glamour" and "prestige" associated
with the university is enough to "lure" some seconded
teachers to the university, but I cannot help but wonder
about the possible long-term implications for their
careers.

The results of this study suggest that the temporary,
short-term nature of secondment, as it now stands, is
potentially detrimental to their careers. First, there is
the "displacement factor." They risk being assigned to
different schools which means that they have to re-
establish relationships with administrators, colleagues,
students, and parents. Second, the perception among some
school districts that secondment is like a "vacation" could
be detrimental to a teacher's being considered for
promotion. Rather than utilizing the new knowledge and
skills that seconded teachers develop during their time at
the university, districts provide no clearly defined career
paths for individuals.after secondment.

I think a better approach would be to more carefully
select seconded teachers in the first place. School
districts and the Faculty of Education could enter into
more formal agreements about the hiring and re-deployment
of seconded teachers. This might involve some extended

teacher education responsibilities once secondment ends and
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could of course have financial implications for both
parties.

Complicating the matter still further is the fact that
some teachers do not receive official notification of their
appointments until well into the summer. This means that
they have insufficient time to prepare and organize
themselves for the position. Perhaps the appointment should
officially commence August 1 instead of September 1, in
order to give individuals enough time to organize
themselves and learn about the teacher education program
and their roles within it.

Improving Secondment

Teachers likened the first year of secondment to their
first year of teaching. They said they sometimes felt like
‘beginning teachers in that they were often left to their
own devices in learning about institutional expectations
for themselves and student teachers. Indeed, seconded
teachers commented that they were in a "survival mode" for
much of the first year. Their comments suggest that the
Faculty of Education could do a better job of educating
seconded teachers about not only the preservice teacher
education program but, specifically, the expectations and
roles for the participants. Organizing individuals in small
cohorts and assigning a coordinator would provide seconded
teachers with a more personalized and immediate form of

support.
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Adjusting to the much larger university setting has
been cited as a major factor in a seconded teacher's
transition from being a teacher to teacher educator.
Secondment could be improved if the university employed a
version of a mentoring program. Just as seconded teachers
act as mentors tovstudent teachers, they would like to be
mentored by experienced teacher educators.

The idea that someone from the university can serve as
a mentor to seconded teachers is problematic if one begins
from the position that mentoring implies certain things.
Bruneau's (1992) discussion of faculty advisors' acting as
mentors to student teachers is useful in thinking about
university personnel acting as mentors to seconded
teachers. She wrote,

. « . the idea that someone is a mentor for/to

someone else carries with it the notion that the

mentoring (the care, the attention and help) is
given (a) over a long period of time, (b) by

someone who has a particular interest in the

person's total development and/or career choice

and (c) includes various kinds of help in

addition to "psychological" support. (p. 5)

The temporary nature of secondment makes any long term

support unlikely.
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Suggestions for Further Research

A number of questions are raised as a result of this
study. The following are suggestions for further research
regarding seconded teachers' experiences in teacher
education: re-entry to the school community and career
implications, power relationships in teacher education, and
research on teacher éducators.

Re-entry to the School Community and Career Implications

Further study of teachers after leaving their
secondments would be a useful line of inquiry. Re-adjusting
to being a classroom teacher was problematic indicating
that the traditional school culture fails to accommodate
the broader knowledge and experience that seconded teachers
bring with them upon re-entry.

Teachers viewed secondment as a "step up" the career
ladder, but it turned out to be more of a lateral career
move. Upon re-entry to the school community, teachers
sometimes found themselves in less desirable positions than
the ones they left. Additional documentation of formerly
seconded teachers will provide a better understanding of
career implications.

Power Relationships within Teacher Education

Further study about power and power relations within
teacher education are worthwhile for three reasons. First,
power and authority relationships are linked to the
complicated relationships, perceptions, and expectations

that participants have for teacher education. Second,
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existing power and authority relationships should make us
question the political rationale of the practicum and of
teacher education programs more generally. Third,
understanding power and authority more clearly will help us
analyze and question how key participants view goals and
objectives for teacher education, as well as how
pedagogical practice is undertaken within the program. I
believe a deeper understanding of how participants construe
their roles within the complicated power structures of
teacher education will have implications for any attempt to

reform teacher education.

Research on Teacher Educators

Ducharme (1996), Lanier and Little (1986), and
Richardson (1996) contend that there is a robust literature
on preservice and inservice teachers but missing from the
body of research are similar studies of teacher educators.
I think that more research on teacher educators' beliefs
and practices will have implications for teacher education
reform, and be especially helpful in improving educational

practice.

In Summary
In the past, one of the most common forms of utilizing
practitioners' involvement in teacher education has been
through the use of cooperating teachers. The triadic
relationship among classroom teacher, preservice teacher,
and university supervisor has been a source of research and

writing.
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Goodlad (1990) called for teacher leaders who are
comfortable in both the K-12 system and in higher
education. The seconded teachers who participated in this
study made an important contribution to the preparation of
the student teachers with whom they worked, primarily by
sharing their "wisdom" of practice. Seconded teachers are
highly competent teacher educators who function where the
challenges primarily exist--in classrooms across the
province.

This research and writing has prompted me to examine
myself as a teacher educator. Like the seconded teachers in
this study, I have experienced some of the tensions they
described. It would be facile to think that seconded
teachers could or should handle the challenges associated
with making the transition from teacher to teacher educator
without supportive systems in place. To their credit,
seconded teachers thrived in their roles as university
instructors and faculty advisors because they are strong,

innovative, and committed teachers.
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