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ABSTRACT

ANTICIPATORY REFLECTION WHILE LEARNING TO TEACH: THE ROLE
OF HOPE, FEAR, AND EXPECTATION

By

PAUL FINBARR CONWAY

This study argues that current reflective practitioner models of teacher
education have a temporally truncated and retrospective bias underpinning
their conceptions of what it means to reflect. This bias has resulted in an
emphasis, within teacher education pedagogy, on remembering over
imagining and retrospective over prospective reflection.

The study examines six Intern teachers' anticipations or future
oriented reflection during an innovative two-semester internship program in
teaching. Each Intern was interviewed three times, over a period of six
months, in focus groups and one-on-one, in two contrasting school settings.
During each interview Interns were asked about their hopes, fears and
expectations, as an entry point into conversations about anticipation. Focus
group sessions included drawing activities in order to elicit Interns' graphic
representations and conversations about remembered and anticipated
experiences. The questions addressed in the study were: (i) what are the
changes in anticipation that occur during the internship in teaching, and (ii)
to what can these changes in anticipatory reflection be attributed? Interns'
anticipations emerged in three domains: the self, relationships, and
institutions. Of these three domains self and relationship anticipations were

most prominent. The themes of Interns anticipations in the domain of



relationships were care, power, and pedagogical content knowledge; and time,
resources, and self-organization in the domain of self. Issues that emerged
from Interns' graphical depictions and verbal descriptions of their practicum
experiences were: the reliance on cultural metanarratives to represent
remembered and anticipated experiences, overextension dilemmas related to
care and power, the potentially educative role of hope, and the unanticipated
or surprising dimensions of the internship experience.

The study contributes to our understanding of the importance of
attending to and cultivating anticipation among novice teachers.
Furthermore, it makes a strong case for finding more of a balance between
memory (retrospective reflection) and imagination (prospective or
anticipatory reflection) in teacher education coursework and conversations
with prospective teachers about their field experiences. It is argued that
anticipations are critical in understanding future teachers' professional
development and that teacher education programs should adopt this more
temporally distributed model of reflection focusing on anticipatory as well as

retrospective reflection.
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CHAPTER 1
INTRODUCTION

Rationale for this study

Teacher education programs are in a crisis about their own
effectiveness. Minimal change in beliefs among graduates of teacher
education programs has bolstered a conclusion that teacher education is a
| weak intervention (Kennedy, Ball, McDiarmid, Schmidt, 1990; McDiarmid &
Ball, 1989). It is widely accepted that it is difficult to influence the beliefs,
knowledge, and actions of student teachers during teacher education
programs, despite concerted efforts to graduate 'reflective practitioners' in

most contemporary teacher education programs.

ak intervention of teacher

The problem of the 'weak intervention' of pre-service teacher
education has many potential explanations, all vying for preeminence:
inadequate subject matter knowledge, the overpowering influence of the
‘apprenticeship of observation' and prior knowledge (Lortie, 1975), difficulties
in transforming and representing knowledge in meaningful ways for
children, cognitive-developmental limitations of young adults (Perry, 1968),
life task demands of early adulthood (Havighurst, 1951), relatively low
academic achievement levels among entrants to teacher education programs
in the US (Lanier & Little, 1986; Darling-Hammond, 1996), and a schism
between university-based knowledge and practitioner-based knowledge in the
'real world' of practicum school and classroom (Buchmann & Schwille, 1983).
Teacher education for some or all of these reasons is seen as a ‘weak

intervention'. Even when beliefs and intentions of student teachers seem to



have been influenced they are then 'washed out' during the first few years of
teaching (Zeichner & Tabachnick, 1981).

Addressing each of the explanations noted above, alone or in
combination, in teacher education programs is fraught with difficulties. First,
overcoming inadequate subject matter knowledge is difficult in a relatively
short period of time and even then does not address the even more
important issue of future teachers' ability to transform and represent
knowledge to children and adolescents entrusted to their care (Shulman,
1987). Second, the overwhelming influence of the 'apprenticeship of
observation' (Lortie, 1975) and prior knowledge makes it difficult for teacher
educators to influence deeply held beliefs about knowledge, teaching and
learning (Peterson, Clark, & Dickson, 1990; Anderson, Blumenfeld, Pintrich,
Clark, Marx, & Peterson, 1995; Richardson, 1996). Even lengthening the
duration of teacher education programs, as is the case with teaching
Internship programs, still may be countered by these powerful past
experiences. Third, the developmental level of most student teachers as
young adults poses cognitive and life task constraints on what an ambitious
teacher education program striving to graduate 'transformative intellectuals’
may hope to accomplish (Perry, 1968). Fourth, the seductive power of
experience, the real world, and hands on experience for student teachers in
providing the real stuff of teaching leaves the university based teacher
educator, more often than not, playing catch up trying to justify the worth of
teacher education courses (Buchmann & Schwille, 1983).

These authors all make clear, for a variety of reasons, that student
teachers’ personal beliefs about themselves as learners and as teachers are
centrally implicated in learning to teach (Lortie, 1975; Zeichner & Tabachnick,
1981; Peterson, Clark, & Dickson, 1990; Feiman-Nemser, & Featherstone,



1992). This stress on the significance of student teachers' personal beliefs, we
might even call these intimate beliefs, draws researchers and teacher
educators towards tracing student teachers' evolving subjective realities of
their teaching experiences. The importance of taking student teacher beliefs
into account has been a central tenet of reflective practitioner oriented pre-
service teacher education programs in the last fifteen years (Schon, 1983; van
Manen, 1995). Two approaches alone or combined have been widely used to
promote teacher education programs as a more powerful intervention: use of
autobiographical methods as a pedagogical tool and the development of

extended and more integrated field experiences.

Soluti for 1 K .
Autobiographical methods. One solution to the stability of prospective
teacher's beliefs has been to use autobiographical reflection in teacher
education coursework. This solution is intended to assist prospective
teachers delve more deeply into their prior knowledge and experiences so
that these can be either overcome or built upon in developing teachers who
are both self-aware and self-critical. Assuming that prospective teacher's
prior knowledge and experiences are like misconceptions which can be
ejected and then replaced or overcome seems naive and at odds with the
acknowledged importance and stability of such prior knowledge (Smith,
Roschelle, diSessa, 1993/1994). Furthermore the replacement of
misconceptions hypothesis seems disrespectful of students experiences and
ethically questionable. However, assuming that student teachers prior
knowledge can be built upon or reconfigured seems more plausible given the
research on the enduring facets of prior knowledge and experiences. In

addition attempting to reconfigure or build upon student teachers' prior



knowledge is to me more ethically defensible since it may include greater
respect for student's prior knowledge and identity.

Extended and integrated field experiences. Another solution has been
to lengthen the duration of field experiences in teacher education programs.
In many of the programs that have extended the field experience component
it has also included an effort to better integrate field experiences with
coursework. Among some widely cited examples of extended field
experiences with greater efforts to integrate coursework and field experiences
are the teacher education program at the University of Cincinnati featured in
TIME magazine (Wulf, 1997), Oxford University, England, (McIntyre, 1990;
McIntyre, 1993), Michigan State University (Feiman-Nemser & Beasley, 1997).
The central goal of each of these programs has been to make teacher
education a more powerful intervention.

When a new and longer teacher education program is established, as
happened at Michigan State University beginning in 1993, the question is
whether the aforementioned problems still remain valid criticisms or are
directly resolved by the new program. When the new program costs more,
takes more faculty time, adds a year to the time it takes future teachers to
graduate, and doubles the practicum period, it raises serious questions about
what the compensating benefits are for graduates. Among the questions it
raises is the nature of prospective teachers' reflection in such programs. Do
these prospective teachers begin their two semester Internship with the same
concerns as traditional teacher education students and end up thinking and
grappling with different concerns? If they do, is this because the program
affords more sophisticated levels of reflection as a result of the prolonged
practicum? These questions about the Internship program come from a

perspective that privileges learning rather than organizational theory as the



preferred perspective for understanding educational change. However, these
questions suggest the work reported here is a program evaluation study. It is
not. While some of the remarks I make or the voices of the participants
speak directly to program evaluation this is of secondary concern to the
primary focus of this study, which is novice teachers' anticipatory or
prospective reflection. Let me first recount the inspiration for this study and
then provide a rationale for attending more deliberately to anticipatory
reflection in pre-service teacher education as an alternative solution to the

weak intervention problem.

Inspiration for the Study: Possible sel he basis for a dl o

During the first session of Teacher Education 301, Learners and
Learning in Context, Summer 1996, the first course in Michigan State
University's teacher education program, I asked each student to complete two
sentences on a blank sheet of paper. The sentences were 'What I hope most
in learning to teach is...' and 'What I fear most in learning to teach is...".

Then since we were sitting in a circle I asked them to roll up this piece
of paper and throw it across the room to another member of the class and
asked each person to again throw the piece of paper. At that point I asked
them to open up and read the one piece of paper that had landed near them
after this second throwing. Looking around the class I asked someone to read
out the 'hope' expressed on their sheet and continued until all hopes had
been read out. Without discussing hopes I then asked each in turn to read
out the 'fear' expressed on their sheet of paper. What followed then was
quiet dramatic and engaging conversation by these students in their first week
of the teacher education program. The students mentioned teachers they

hoped to emulate or teachers they feared being like. They mentioned



atmospheres, incidents or events they hoped to be able to create and others
they feared they would be involved in as future teachers. I very much doubt
that the conversation would have been quite as engaging or generative if I
had only asked about hopes or fears alone. Somehow I think that asking
about both hopes and fears made each seem more salient and real: the
contrasting affective contour of each set the other in relief. For example, if I
had only asked the students to talk about their hopes or aspirations the
conversation would have neglected an important aspect of these teachers'
stances as future teachers', namely, their fears.

I chose this class activity because of the reading on possible selves
(Markus & Nurius, 1986; Cross & Markus, 1990) I had been doing over the
previous year that seemed to offer the potential of using possible selves, a
person's hopes, fears, and expectations, to understand anticipatory
socialization. It occurred to me that possible selves might also be a fruitful
way in which to understand novice teachers' concerns and aspirations. What
was most intriguing to me, in reading the possible selves literature and
having undertaken the aforementioned class activity, was the degree to
which the themes of hope, fear, and expectation were alive and active among
soon to be teachers. Furthermore, inquiry about possible selves elicited both
cognitive and affective aspects of these future teachers' beliefs as I saw from
their spirited responses. Reflecting on this activity, at that time, I realized that
it might be useful to begin thinking of teacher development in general, and
student teacher or Intern teacher development specifically, in terms of
possible selves and what I later learned could be described as anticipatory
reflection (van Manen, 1995). Knowles, Cole and Presswood (1994) cite
numerous studies that highlighted the enduring themes of hope, fear and

expectation in learning to teach. Despite the notice given to hopes, concerns



and expectations of student teachers there is a general and widespread
suspicion (Nias, 1996; Noddings, 1996) of emotion/affect in education and
social science: too warm, too fuzzy, too uncontrollable. However, the
pervasiveness of anxieties, fears, and concerns in the early stages of learning
to teach are also spotlighted by Veenman (1984) in his extensive review of the
perceived problems of beginning teachers. The 'hopes and fears' class activity
convinced me that these themes and the theme of expectations would be
appropriate operationalizations of anticipatory reflection with future teachers.
-Moreover, learning to teach, as an activity, is accompanied by strong affect.
Indeed it is the affective intensity of learning to teach that constitutes both it's
peril and appeal. Furthermore, trying out a questionnaire with many
experienced teachers in a Masters level educational psychology course and
post-BA teacher education students on their professional hopes and fears
convinced me of the generative nature of these themes in understanding
anticipatory reflection.
Reflecti | ity d i

Reflecting again on this activity one year later, in June 1997, I began
thinking of this class activity as a critical incident in my own teaching and
research. One year later the activity had become more salient in my mind
since it formed the point of departure for my current research. In retelling
the incident I see it in a new light: it looms larger, takes on a watershed
significance, and is a source of inspiration. It is interpreted from the point of
view of that day in the past being retold in the present. Inevitably, this leads
to the important understanding that remembering the past and imagining

the future are always undertaken from the point of view of the present.

W] . flection?



Why focus on anticipatory reflection that student teachers engage in
during the internship? Four reasons favor the adoption of a focus on
anticipatory reflection: first, it matches the MSU teacher education program's
stated goal of graduating reflective practitioners, second, there is a general
neglect of the prospective, future oriented, imaginative aspects of teacher
reflection, it seems a developmentally appropriate focus in working with
prospective teachers as they look to the future in their chosen careers and
finally, there is much to be learned about prospective teacher development by
listening not only to where student teachers are in the present but also where
they think they might be in the future.

Match with program goals. Most importantly, the Internship can be
seen as a 'The Year of Reflection' since, by both design and happenstance,
reflection and contemplation are foregrounded. The MSU teacher education
program is designed with the explicit purpose of furthering the Interns'
reflective capacities. With regard to practice, the focus on anticipatory
reflection is in the spirit of constructivist teaching, which attempts to take
account of the learners' perspective -- in this case student teachers' emergent
professionalism. For example, anticipatory reflection can address images of
teaching and teachers that future pedagogues want to emulate or shake off,
that they want to nurture or weed out. The adoption of an anticipatory
reflection perspective is potentially very fruitful in understanding the fifth
year internship that is designed to graduate teachers who are more competent
and mindful about teaching. The program is twice as long, at least, as many
teaching practica in traditional programs. Thus one might wonder if there is
a different developmental process for Intern teachers as they learn to teach
over the two semester Internship. This begs the question that if the

Internship program is a stronger intervention than traditional teacher



education programé the stronger program effects might manifest themselves
in the domain of anticipatory reflection.

Neglect of Anticipatory Reflection. The use of autobiographical
methods as the method of choice to promote greater awareness and a self-
critical stance among prospective and practicing teachers has resulted in the
dominance of a retrospective stance toward reflection. This retrospective
stance obscures and sidelines the prospective, future-oriented, anticipatory, or
imaginative dimensions of reflection or cognition among prospective
teachers. In summary the use of autobiographical methods has brought about
a situation where memory and remembering are privileged over imagination
and imagining in teacher education coursework. From a temporal
perspective the focus on retrospective aspects of reflection has resulted in a
temporally truncated view of reflection and cognition in teacher education.

Developmentally Appropriate. A focus on anticipatory reflection
seemed developmentally appropriate since student teachers are investing
considerable energy both psychologically and socially in the future as they
begin to fashion a professional identity (Bullough, Knowles, & Crow, 1991).
Greene (1986) notes that adolescents and young adults have an increased
consciousness of time and temporal phenomena which appears can be best
understood from a contextualist rather than cognitive-developmentalist
perspective. Thus, I argue, the circumstances of the Interns with their new
career looming on the horizon and the sheer affective intensity of this
experience channels their attention and makes them alert to 'becoming a

teacher' in the immediate and long term future.

" : ",

development. In her Presidential address to the American Educational
Research Association meeting Ann Brown (1994) noted how both many



versions of progressive education nd current has focused attention on the
developmental level of learners in the present, that is, actual development.
She continues by contrasting this position with a Vygotskian perspective
which addresses the realm of potential development. This study's focus on
anticipatory reflection likewise addresses potential development and thereby
draws attention to the relative neglect of this important lens on teacher
development. Furthermore, life-span developmentalists (Neugarten, 1977;
Whitbourne, 1985) and researchers focusing on self-development (Allport,
1955; Gergen, 1972; James, 1890; Maslow, 1954; Ryff, 1984; Schutz, 1964)
according to Cross and Markus (1991) all "stress that what an individual is
striving for, or is in the process of ‘becoming’ is at least as significant for
explaining individual functioning as what the individual currently is" (p.
231). In slightly different fashions all these researchers draw attention to how
"in an effort to describe the actual or here-and-now self, researchers have
ignored the power of the self that ‘might be" (Cross & Markus, p. 231). I
contend that teacher education researchers focusing on teacher self-
development have been equally remiss by focusing on the here-and-now self
of teachers at the expense of teachers' future or potential selves.
Di . I

This dissertation is organized into five sections: the problem, the
literature, the design, the claims, and the conclusions. I will, broadly
speaking, follow this outline but have taken some liberties in my chapter
titles in the hope of communicating a key idea in each chapter through the
title. In Chapter One, Introduction, I outline what educational problems are
being addressed in this study. Chapter Two, Reflection and Temporality in
Learning to Teach moves beyond the immediate confines of this study and

draws on literature in psychology, philosophy, teacher education,
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anthropology and human development to weave an argument and develop a
framework for understanding anticipatory reflection in the context of novice
teachers' field experiences. I question the retrospective bias of the reflective
practitioner model of teacher education and make a case for a more
temporally distributed model of reflection focusing on anticipatory as well as
retrospective reflection. Chapter Three, Tools and Tales, and Tales of Tools:
Living a Design, articulates why I adopted a phenomenological stance in this
study and th.e‘way I sought to use conversation and imagery as tools to
understand the anticipatory aspects of learning to teach.

In Part Two I recount my extensive conversations and drawing
activities with six prospective teachers during a two semester teaching
Internship. Chapter Four, Changes in Anticipatory Reflection: Turbulence,
Optimism and Ever Changing Hopes and Fears, I describe the extent to which
the Interns' experiences during the internship were a tremendous surprise to
each of them and how they used societal metanarratives to represent both
their anticipations and their actual experiences. Based on a content analysis
of their expressed teaching related hopes and fears I then describe three
domains of Interns' anticipations: relationships, self, and institutions. In
Chapter Five, Relationship and Self Anticipations, I give a number of
illustrative examples to convey the various anticipatory sub-themes within
the two main anticipatory domains (relationships and self) about which the
Interns spoke. In Chapter Six, Balancing Memory and Imagination in
Teacher Education, I outline the study's main claims and then describe the
implications of these claims for educational psychologists, teacher educators,
prospective teachers and collaborating teachers, and researchers. I make a case

for finding a better balance between memory and imagination in teacher
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education coursework and conversations with prospective teachers about
their field experiences.
Summary

In summary, the field experience component of MSU's new teacher
preparation program is longer and more in depth than most. Furthermore,
the two semester internship, a keystone element of this program, has not
been adequately studied. Hence, it is crucial that the we begin to more
comprehensively understand the experience of the program, from the
Interns' point of view, i.e., their subjective realities as pivotal in educational
change. The internship program can thus be viewed more generally as a
significant innovation in teacher education and more specifically as an
innovation intended to promote anticipatory reflection, or future-oriented
reflection, of Intern teachers.

For the purposes of this study I focused on future teachers' expressed
hopes, fears, and expectations as a starting point in understanding student
teachers' anticipatory reflection. Adopting this theme or thematizing
approach, according to Kvale (1996), the study addressed two main research
questions: (1) What changes in anticipatory reflection occur during the
Internship in teaching?, and (2) To what can these changes in anticipatory

reflection be attributed?
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CHAPTER 2
REFLECTION AND TEMPORALITY IN LEARNING TO TEACH

This chapter is composed of three sections First, I situate anticipation
both within the reflective practitioner model of teacher education and
prominent frameworks on the preactive phase of teaching. I note the
temporally truncated focus on reflection in current enactments of the
reflective practitioner model of teacher education. This retrospective bias in
the current construal of reflection can be attributed to a temporally truncated
view of reflection. Thus anticipatory or prospective dimensions of reflection
are obscured and under-exploited in current teacher education practices.
Second, I present a sociocultural perspective on reflection since it offers a
more temporally distributed framework on reflection. I draw attention to
how anticipation reflects the distribution of mind in both culture and time.
Third, I describe the internship to situate the programs' social constructivist
approach to graduating reflective practitioners within traditions and practices
of teacher education. In conclusion my analysis advocates a more temporally
distributed model of reflection to reframe the temporally truncated
conception of reflection pervasive in reflective practitioner models of teacher

education.

The reflective practitioner model: An international resurgence.

A central tenet of recent educational reform efforts internationally has
been an emphasis on both pre-service and in-service teachers reflecting on
their practice (Schon, 1983, 1987; van Manen, 1995; Calderhead & Gates, 1993;
LaBoskey, 1994; Hatton & Smith, 1995; Fullan & Stiegelbauer, 1991). The focus

on reflection has swept both pre- and in-service teacher education programs
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to the extent that it has become the most popular discourse on
professionalism in many countries including the United States (Galluzzo &
Howey, 1997), England and Wales (Whitty, Miles, Barton, Whiting, &
Furlong, 1997) and Australia (Walker, Preston, & Mitchell, 1997). Reflective
thought, as defined by Dewey is

active, persistent, and careful consideration of any belief or supposed
form of knowledge in the light of the grounds that support it and
further conclusions to which it tends. (1933, p.9)

ljespite the attention to teacher reflection by Dewey in the early part of this
century it is only in the last fifteen years that the notion of reflection has
become a guiding beacon for teacher education. Shulman and Colbert
characterize teachers who embody the contemporary focus on reflection as

those

who can learn from their own experience. Reflection requires that a
teacher be able to look back on his or her own teaching and it's
consequences. (Shulman & Colbert, 1989, p.44)

The reflective practitioner model, acting as a centrifugal force since mid-80's
in professional education, precipitated a move from a behavioral competency
model supported by process-product research on teaching (Good & Brophy,
1986) to a social contructivist model of teacher learning (Englert, Tarrant,
Mariage, 1992).

Carefully examining the two quotations above drew my attention to an
apparent discrepancy in temporal emphasis. Dewey characterizes reflection as
deliberate thoughtfulness about teaching beliefs and practices without
specifying that it has a predominant retrospective focus. Shulman and
Colbert, in contrast, seem to privilege looking back on teaching experience

and it's consequences. This subtle shift in emphasis, which accurately
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characterizes much of contemporary reflective-oriented theory and practice in
teacher preparation programs, has had far reaching implications in terms of
privileging retrospective over prospective reflection. The current focus on
autobiography and life-history exemplifies this attention to retrospective
reflection. While not denying that a focus on retrospective reflection, more
than likely, may perform some anticipatory function, the almost exclusive
focus on retrospective reflection, looking backwards in time, seems to me to

negate the potential benefits of a more explicit focus on prospective reflection.

Reflection in teaching and reflection on teaching.

Focusing on student teachers' development by starting with hopes,
fears and expectations, or possible selves (Markus & Nurius, 1986), locates my
work in the realm of what van Manen (1995) terms 'anticipatory reflection' or
anticipation of future teaching experiences. He identifies 'anticipatory
reflection’ as future-oriented reflection before action, 'retrospective reflection'
as past-oriented reflection after action, and both of these as "thinking on or
about teaching” (p. 34). By way of contrast he describes "thinking in the
experience of teaching” (p. 34), or , reflection in action, and identifies
‘contemporaneous reflection' as a 'stop and think', after a lesson or unit, that
differs from the more 'immediate reflection’ demanded by the urgency of
classroom second-to-second decision making during actual teaching.
Reflection as conceptualized by van Manen is a temporally distributed
phenomenon involving the preactive, interactive and postactive phases of
teaching. Other than van Manen's work the considerable literature on
reflection has sidelined the temporally distributed dimension of reflection in

favor of levels, domains and the academic traditions of reflective thought.

15



Recent criticisms of the reflective practitioner model

Zeichner's (1994), invited address to the International Study
Association on Teacher Thinking (ISATT) meeting in Gothenburg, Sweden,
is illustrative of the prevailing conceptions of reflection which favor levels,
models and academic traditions over a temporal perspective on reflection.
He presented both a conceptual overview and cogent criticism of the
reflective practitioner literature and related practices in teacher education.
Zeichner (1994) and others (Laursen, 1994) have claimed that reflection in
teacher education programs is used so glibly that it is a vacuous and
meaningless concept prey to changing political ideologies and handmaiden to
the latest fad or whimsical notion of teacher education. Zeichner drew
attention to the advantages and disadvantages of various efforts to clarify
conceptions of reflection. Among the conceptual issues and frameworks on
reflection that he noted are: the technical, practical, critical levels of reflective
thought (Carr and Kemis, 1986; van Manen, 1977), the debate over the
detached logical-rational view of reflection versus reflection as a process
imbued by a more connected ethic of care, the tension between reflection as
an individual or solo undertaking versus reflection as a social practice, and
finally the academic traditions within which reflection has been enacted in
teacher education programs. Despite his broad overview of reflective models
and practices he did not address the dominant temporally truncated

conception of reflection.

Anticipatory reflection
Anticipation is a rich concept in that it suggests the uncertain, the
premature; it alludes to high hopes and expectations, it allows for caution and

foreboding, prediction and prescience. All of these anticipations are active
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during the Internship. Over the last few months in conversations with
colleagues I have noticed that using the term anticipatory reflection makes
some people uneasy since the term appears to be contradictory. The apparent
internal contradiction has to do with the observation that anticipation
denotes looking forward in time and reflection looking back in time.
However, I argue that what is meant by ‘looking back’ is turning inward,
examining one's own experiences or anticipated experiences not exclusively
looking back in time. Looking back in the reflective sense is about gaining
some reﬂectiv.e distance to better understand the meaning of lived
experience, one’s relationship within and to the world. Reflection is not only,
about taking the long view backward in time but also, and this is borne out in
experience, about looking forward toward the horizon. Looking toward the
future with knowledge of the past from the viewpoint of the present, I am
suggesting, is a particularly salient aspect of novice teachers' everyday
experience. This clarification I am making is crucial in not constraining the
temporal dimension of reflection from a conceptual standpoint.
Furthermore, at least as importantly, from a practitioner's viewpoint, it
addresses the lack of attention paid to the anticipatory dimension of novice

teachers reflective thought.

Conceptions of the future in research on teachers and teaching: Research on
the preactive phase of teaching.

There is considerable research related to anticipatory reflection in
learning to teach that does not use the term directly. This indirectly related
research includes studies of teacher concerns extending over the last seventy
years (for a review see Veenman, 1984), the Tyler rationale and its' spectacular

influence on curriculum planning since the fifties, teacher planning and
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decision making research mainly during the late seventies and early eighties
(Shavelson, 1976; Clark, 1986; Clark & Peterson, 1986), and the teacher
expectations (Good, 1987) research over the last thirty years. Other less
frequently cited work addresses teacher thinking about the future in terms of
teacher "future perspective" (Kelchtermans, 1993; Kelchtermans &
Vandenberghe, 1993; Janssens & Kelchtermans, 1997), the school of the future
(Andersson & Lawenius, 1983), lifemapping (Kompf, 1997), and recent work
growing out of the future orientation literature pertaining to teacher
development as action 1n context (Lauriala, 1997). Common to most of these,
but especially to the Tyler rationale, teacher planning and teacher expectations
literatures are the instrumental focus of these research traditions.

" What I mean by instrumental focus is that the completion of a task or
the accomplishment of an important short term goal or objective
characterizes much of the research on teacher planning, teacher expectations,
and Tyler rationale inspired research. Lacking in each of these perspectives,
on the preactive phase of teaching, is the imagination and identity-related
dimensions of teaching. Let me give an example from a recent review of the
literature on short term and long term planning in human development.
This review of the human development literature on planning provides a
contrast to the teacher education literature since it includes both an

imagination and identity component in addition to an instrumental focus.

Planning and anticipation: Instrumentality and identity an integrated
framework.

I have outlined the research on the preactive phase of teaching
drawing attention to the relative balance between instrumentality and

identity in comparing, for example, the teacher planning research with this

18



study’s focus on anticipation. Whereas planning tends to have a
predominantly instrumental focus the notion of anticipation involves more
identity related concerns. By instrumental focus I mean the main question
the teacher asks of him or herself is ‘what can I do today, tomorrow or next
month’?: the task is the main question. By identity focus I mean the question
foregrounded by the teacher is more likely to be ‘who can I be today,
tomorrow, next month or next year’? or ‘who can I relate to today,
tomorrow, next month or next year’? Implicit in the identity realm is a
longer time perspective. Note the two versions of the identity question:
‘Who can I be?” and ‘To whom can I relate’? The former has a more
psychological focus, the latter a more relational. I will return to this bifocal
dimension of identity later. I would now like to further develop this contrast
between the more short term instrumental focus and the more long term and
relationally imbued focus of the anticipatory perspective. I present this
contrast in the form of a model to draw further attention to the temporal and
relational dimensions of each perspective.

Smith (1996) in her review of life-planning research presents a model
of how people think about events in advance. Much research focuses on
events after they have occurred i.e. retrospective oriented research on human

development. Referring to actual human experience she notes that

Many events, however, are considered in advance. Some degree of
thought is given to how events might unfold: People think about
future emotional states, about possible best and worst scenarios, and
about possible consequences of action...Life planning involves thinking
about future content, course, and purpose of an individual’s life.
Engaging in such future anticipation serves to reduce uncertainty,
motivate behavior, and enhance an individual’s sense of well-being.
(p. 243)
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She, as I do, favors and uses the term ‘active anticipations’ to encompass both
short term task oriented planning and the longer term “decisions and
strategies intended to shape the lives of individuals” (p. 243).

The term ‘active anticipation’ is helpful in conceptualizing the relative
focus on the instrumental versus the identity focus in learning to teach.
Thus, the question that seems most pertinent is what aspects of anticipation
in learning to teach are shared with life planning or everyday planning
respectively. In essence this raises the question about the relative role of
instrumental and identity oriented anticipation in learning to teach. The
attributes in Smith’s comparative framework on everyday and life planning
goals, knowledge, resources, actions, and actors provide five helpful

comparative categories.
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Table 1
Comparison of attributes of everyday planning, life planning, and composing
a life as a prospective teacher (after Smith, 1996).

Planning everyday | Planning about life | Composing a life as
tasks a prospective
teacher
GOALS ¢ Usually one goal | ¢ Usually multiple, | ® Single but
complex goals complex goal
¢ Goal is exact, ¢ Complex goal has | ® Goals have been
specified or easily | to be created chosen & often
found prescribed
* Priority setting e Goals tend to be | ® Goals may be
easy for plans vague vague or clear
¢ Goal achiev. = ¢ Goal achiev. = ® Goal achiev =
closed problem and | opens up new goals | static and running
static target - running target targets
* Goals are ‘cool'. ¢ Goals 'hot'i.e. Goals 'hot'. High
little emotional High emotions & emotions & high
involvement high stakes stakes
KNOWLEDGE ® Mostly complete | ® Imperfect many ¢ Many routines but
routine scenarios uncertainty
TIME e Short-term, high | ¢ Long-term, ¢ Long-term,
(Usually...) limited & low flexible with high flexible, and high
ﬁ variability variability variability
RESOURCES ® Required ¢ Required ¢ Required
(Usually.....) resources known & | resources not be resources usually
usually tohandin | known and not known but not
advance always available always available
ACTIONS e Highly * Low ¢ Low to high
controllable controllability control
¢ Relatively simple; | ¢ Highly complex ¢ Complex, often
prioritized. with sequence routinized &
unclear sequence given
e Often detailed e Frequent ¢ Often detailed
anticipation of reconstruction of anticipation and
"plan of action” vague plan of action | reconstruction of
before hand "plans of action”
* Low error rate * High error rate * Low & high error
rate
ACTORS * Usually a single | ® Usually more than| ® More than one
planner; single one planner planner providing
memory but may provides input input often from
involve managing [groups, family, outside the
others mentor] immediate teaching
setting
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Differences and similarities among everyday planning, career, and life-
planning.

Smith (1996), in her review of the everyday and life-planning
literature, identifies similarities and differences between everyday and life-
planning. First both processes are active anticipations. Furthermore, in
terms of similarities both processes involve “the generation, selection, and
coordination of goals and strategies for implementing decisions and actions to
obtain these goals” (p. 246). However, she continues by qualifying this claim
of similarity noting how life-planning is more likely to involve generation,
selection, and coordination of components far less certain in definition and
inherently more complex than in everyday planning. Extending this
distinction, to learning to teach suggests that it may neither be solely like
everyday planning in its instrumentality nor like life-planning in its identity
focus but some intermediary position seems most theoretically and practically
defensible. Reflecting on my own experience as a primary school teacher, on
conversations with other teachers, on readings in the research on teacher
planning, and on work with student teachers everyday planning is an
inherent aspect of teacher’s lives but there is more to the story of learning to
teach than the decision making involved in planning. Thus teaching, and
particularly learning to teach, may also be like life-planning in it’s uncertainty
and investment of self. Smith cogently describes the difference between
everyday and life-planning in terms of the differential emotional and

relational investment.

While the efficiency of planning for the completion of an errand or the
organization of a dinner menu may produce short-term frustration or
happiness, planning to begin parenthood and to raise a child can have
life-time implications...life plans may also be more intimately linked
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to social, interpersonal, and emotional dimensions of the self
compared with everyday plans. (p. 248)

While teaching is neither exclusively like planning a dinner menu or solely
like planning to become a parent it has aspects of both planning experiences.
In light of both the everyday and life-planning aspects of learning to teach I
have created a third category called career planning, or composing a life as a
prospective teacher, occupying the far left column in Table 1 in addition to
the everyday and life-planning columns in Smith’s model as represented in
columns one and two. Having compared the research on the preactive phase
of teaching with the human development literature on everyday planning
and life planning I now turn to the role of autobiography in promoting
reflection in teacher education. I claim that the focus on autobiography has

supported a retrospective bias to the practice of teacher education.

Teacher education and autobiography as pedagogical tool.

I now turn to the role of biography in teacher education and critique its
retrospective temporal bias. The introduction and widespread acceptance of
biographical methods in the preparation of future teachers and professional
education of experienced teachers is possibly the most striking change in
teaching method among teacher education programs in the last decade. My
main point is simple: the focus on autobiography has given an undue role to
retrospective reflection but that autobiographical methods, framed
appropriately, are essential in promoting both retrospective and prospective
reflection that pays specific attention to the cultul;al embeddedness of those
reflected upon lives. There is an extensive literature on autobiography in
teacher preparation, with regard to pre-service and in-service teacher

education (Goodson, 1994), which I do not review in detail. I restrict my
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observations to some of the assumptions underlying this method of
promoting reflective practice. I take two examples, Pinar and Grumet (1976)
and Goodson (1981; 1994), from the teacher education literature each of which
is frequently cited as a source of inspiration and guidance in thinking about

the role of autobiography in promoting retrospective reflection.

The influence of psychoanalytic thinking.

Pinar and Grumet's (1976) book Towards a Poor Curriculum
psychoanalytically inspired text is an example of a source referenced in
asserting the role and method of biography in teacher education programs.
Seldom noted by authors citing Pinar and Grumet are the limitations of
psychoanalytic methods. The regressive or retrospective methods in
psychoanalysis have been hailed, by critiques of psychoanalysis, as useful in
promoting insight but of questionable use in promoting change in action or
practice. The old story goes that after spending three years in psychoanalysis a
man discovers that his phobia for darkness has to do with early traumatic
experiences. The origin of his fear is discovered, but the fear remains. It is
surprising then how this fundamental criticism of psychoanalytic methods,
producing insight without change in human action, so widespread even
within psychoanalytic circles, remains unremarked upon in the teacher
education literature.

However, my criticism of the temporally truncated perspective implicit
in the current uses of biography are not meant to detract from the crucial role
of autobiography in addressing a number of central issues in the experience of
pre-service and in-service learning. In particular the use of autobiography in
the context of reflection as a social practice is very different from individually

oriented psychoanalytic practice. Goodson makes a strong case for the role of
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autobiography and life history in teacher education as the royal road to
understanding teacher learning and helping teachers understand their own
learning (Goodson, 1981; Goodson, 1994). Goodson (1994) summarizing the
benefits of an autobiographical focus claims that it serves a number of
important personal and political functions. Among these benefits are

* questioning the overly narrow but popular focus on ‘practice’ and attendant
insufficient attention to the broader context of the teacher’s life,

e debunking of the timelessness myth of educational practices,

e sponsoring the teacher’s voice (Goodson, 1991),

¢ reframing and rearticulating problems in teaching,

¢ understanding the apprenticeship of observation (Lortie, 1975) during the
interactive phases of learning to teach, and

* appreciating the gendered nature of the teaching profession.

My point in addressing the commonalty between autobiographical methods
and psychoanalytic methods is to highlight their shared retrospective focus. I
now turn my attention to the philosophical reasons for the focus on

retrospective bias in current enactments of the reflective practitioner model.

Temporality and reflection: From a two act to a three act temporal drama.
St. Augustine’s well known contemplation on the nature of time

provides a useful canvas upon which to sketch some of the ways in which

time is implicit in any account of development, change (Valsiner, 1993), or

indeed reflection.

What then is time? If no one asks me, I know; if I want to
explain it to a questioner, I don’t know. But at any rate this is much I
dare affirm to know; that if nothing passed there would be no past; if
nothing approaching, there would be no future time; if nothing were;
there would be no present time.
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But the two times, past and future, how can they be, since the
past is no more and the future is not yet? On the other hand, if the
present were always present and never flowed into the past, it would
not be time at all but eternity. But if the present is only time, because it
flows away into the past, how can we say it is? For it is, only because it
will cease to be.

(St. Augustine, Confession, XI, 14, cited in Valsiner, 1993, p. 13)

For the purposes of this study I will restrict my discussion to (1) the
irreversibility of time, (2) the tri-partite nature of present time, and (3)
making the future as an example of the constructive nature of human
development. My purpose in drawing attention to these three themes is to
illustrate the unacknowledged temporally distributed nature of reflective
thought. The irreversibility of time section outlines how notions of
development in psychology and other realms of social sciences have had a
very symmetrical, and often very linear, set of foundational assumptions.
The next section on the tri-partite nature of time outlines how our usual
conception of the past, present and future is a series of ‘nows’ on a calibrated
time-line. Finally, I present a model of the future which illustrates the way

the future is created in the present by various constraining mechanisms.

Irreversibility of time

The irreversibility of time may seem like an overly abstract concept to
be discussing in relation to the development of reflection among prospective
teachers. However, this concept is intimately tied to any notion of
development, change and prediction. For most of this century the social
sciences have been operating on the basis that time is reversible. Social
scientists have assumed that a given event in the future can be predicted
from the present: that the past is symmetrical with the present and the
present with the future. Likewise the present is predicted from the past. The
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symmetrical relation between past and present, present and future does not
imply a linear notion of change, since a cyclical pattern could be repeated, but

one where novelty and chance happenings to not seem possible.

The present in this case equals the version of -t of the future t. If time

is viewed as reversible between present and the past, then it should be

equally possible to see it as such between the future and present.
(Valsiner, 1993, p. 20)

Thinking in such a manner was made possible by the transformation of time
into a number (Valsiner, 1993). In summary, this temporal or historical
determinism, “we may even call it the founding myth of classical science”
(Prigogine, 1980, p.214), is nondevelopmental in nature and has been widely
recognized as inadequate for understanding the problems that physical and
social scientists encounter (Prigogine, 1987).

Second, conceptualizations of reflection in the teacher education
literature have an underdeveloped temporal framework with regard to the
relations between the past, present and future dimensions of reflective
thought. As St. Augustine’s reflections on interrelations between past,
present and future suggest, this is no easy matter. Granted, powerful ideas
such as the ‘apprenticeship of observation’ (Lortie, 1975) clearly articulate the
heavy hand of the past bearing down on present teaching practices, but this
alone hardly counts as an elaborate temporal model to think about reflective
practice. If anything the ‘apprenticeship of observation’ theory, an
apprenticeship all novice teachers experience through 15,000 hours of
elementary and secondary schooling before entering teacher education, seems

to be quiet deterministic: the past defining the present and future.

The important role of prior knowledge and experience in learning to teach.
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Ausubel (1968) asserted that if we had to reduce all of educational
psychology to just one maxim, it would be that what a learner already knows
is the most important factor in learning (Bennett, 1993). Why is the
‘apprenticeship of observation’, and it’s implicit temporal determinism, so
compelling to educators be they practitioners or theorists? The importance
attributed to prior experience and knowledge is supported by various
academic and folk learning theories. Implicit theories, lay theories
(Weinstein, 1990), world images (Wubbels, 1992) and images (Clandinin, 1986;
Connelly & Clandinin, 1988; Calderhead & Robson, 1991; Johnston, 1992) are
among the terms that have been used to identify preservice teachers' prior
knowledge and experiences. Research on people's lay theories about social
science suggests that these knowledge structures have an important role in
people’s interpretation of formal scientific knowledge (Furnham, 1988).
Extensive research on the role and nature of prospective teachers prior
knowledge and experiences and their impact on teacher preparation
experiences presents the following set of findings:

¢ student teachers enter teaching with "well-worn and common

sensical images of the teacher's work" (Britzman, 1986, p. 443) which

act as filters for interpreting coursework and field experiences

(Anderson, 1984; Buchmann & Schwille 1983; Shulman, 1987;

Calderhead & Robson, 1991).

e student teachers enter teaching with "firmly rooted images of

themselves as teachers, and high ideals and aspirations" (Cole &

Knowles, 1986, p. 459).

e prior knowledge and experience are accessed differently by traditional

and nontraditional preservice teachers. Traditional college age student

teachers rely on their own experiences in school in their constructions
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of teaching whereas nontraditional preservice teachers tend to rely less
on K-12 role models and more on work and family experiences in their
constructions of teaching (Bullough & Knowles, 1990; Powell, 1992).

* initial preconceptions and beliefs about teaching remain intact and
relatively unchanged despite teacher education coursework and field
experiences (Weinstein, 1990; Wubells, 1992).

e the stability of prior knowledge related to teaching has been attributed
to : (i) the 'apprenticeship of observation' (Lortie, 1975) from a
socialization perspective, (ii) the stability of procedural knowledge
from a cognitive perspective (Anderson, 1983), or (iii) the inability of
teacher education coursework to reach the firmly held world images
(Wubbels, 1992) from a psychotherapeutic perspective (Watzlawick,
1978).

* as experiences in the field component of teacher preparation
accumulates preservice teachers move from a reliance on past
schooling experiences to interactive experiences once teaching begins
(Bullough, Knowles, & Cole, 1989).

The upshot of this widely supported set of conclusions has been a heavy and

important emphasis on prior knowledge vis-a-vis learning to teach. This had

a two-fold legacy: first, leaving prospective teachers in a deterministic loop,

and second, underplaying the importance of the novice teacher’s goals and

purposes as they emerge within the various settings in which they learn to

teach. Underplaying the role of the future in the literature on learning to

teach tends to obscure the emergence of novelty arising from goals and

purposes. While, I do not believe that the past, and particularly the

apprenticeship of observation, is inconsequential in novice teachers learning

to teach it has been given so much attention that the role of the future has
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been sidelined. Thus, what has been given scant attention is the prospective
or anticipatory dimension of learning to teach, which involves hopes, wishes,

fears, expectations, and intuitions.

The past and future as stories we tell ourselves in the present.

And now to come to the core of my argument about the relation
between past, present and future. Even though the “past is no more” (St.
Augustine) it has been given an exalted status in research on teacher learning.
Because “the future is not yet” (St. Augustine) it has often been shied away
from for fear of delving into speculation and soothsaying. The key issue then
is the stance in the field of teacher education and human development that
sees the past as part of the present. It is widely accepted that the past is part of
the present through schema based models of memory or the strength of
stimulus-response pairings. An equivalent notion of the future-in-the-
present is not upheld. My point is that both “the past and future are stories we
tell ourselves in the present” (von Foerster, 1992, pp. 5-6).

Taking up this notion of the past and future being part and parcel of
the present frames the present as a three-part drama: the past-in-the-present,
the immediate present, and the future-in-the-present. In a similar vein

Lewin reminds us that

...the psychological field which exists at a given time contains also
views of that individual about his future and past. The individual sees
not only his present situation; he also has certain expectations, wishes,
fears, daydreams for his future. His views about his own past and

that of the rest of the social and physical world are often incorrect, but
nevertheless constitute, in his life space, the ‘reality level’ of the past...it
is important to realize that the psychological past and the psychological
future are simultaneous parts of the psychological field existing at a
given time t. (1943, pp. 302-303)
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Since I started this section with a quotation from St. Augustine and many
authors draw on his ideas in discussing temporality, I will conclude with his
model of past, present and future. Augustine put forth a three part view of
the present in his model of time which he discusses at some length in Book
XI of his Confessions. He spoke of the past in the present through our
memories, the immediate present through attention and the future through
expectation (I will use the term "imagination" rather than expectation). His
model was taken up by later twentieth century authors such as Heiddegger
(1927) and Ricoeur (1984). An important dimension of Augustine's temporal
framework, not noted in the contemporary literature on temporality that
draws on his ideas, is the resolution of the dilemma he identified: how we
can understand the past that is gone and the future that is not yet. The
distended mind (or maybe today we would say distributed mind) is his
resolution. Foreshadowing contemporary notions on distributed cognition,
as put forth by Cole (1996) among others (Cole and Engestrom, 1993),
Augustine sees the mind as temporally distributed. In the context of this
study this tri-partite framework presents a useful way of understanding
memory and imagination, retrospective and prospective reflection, the past
and future as stories the prospective teachers tell themselves in the present.
So far the way I have presented the tri-partite model of the present
obscures the actual salience of the past-in-the-present, the immediate present,
or the future-in-the-present at any given time. Augustine identified two
processes that are crucial in furthering differentiating the relations between
past, present and future. First, the extent to which time is experienced as a
“concordant whole and at other times as splintered and discordant
fragments” (Polkinghorne, 1988, p. 129), and second the inevitability of

experiencing the disharmony of time as part and parcel of human existence
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(Polkinghorne, 1988). For example, in an Intern's teaching practicum the
experience of time as discordant might take the form of thinking of the lazy
hazy days when he or she was a student unencumbered with the concerns of
being the teacher. Alternatively an Intern might imagine, in the present, a
fear-inspiring lead teaching experience in the future with the reasonably
comfortable present seeming ever so fleeting, transient and precious.

An important caveat in counterpointing the past and future is that
they are but a breath apart. The subtle manner in which St. Augustine
addresses this issue avoids an overly simplistic splicing of time into neat

compartments of past, present and future.

Expectation refers to the future, and memory to the past. On the other
hand, the tension in an act belongs to the present: through it the future
is transformed into the past. Hence, an act may contain something that
refers to what has not yet come to pass.

(cited in Cole, 1993, p. 123)

As St. Augustine's musings on time suggest the present becomes the past
only "because it ceases to be". Augustine's thoughts on the relationship
between past and future through the present illuminate the manner in which
"the tension in an act belongs to the present".

Having identified the assumptions underpinning the retrospective bias
in the reflection literature I now draw on the work of two socio-cultural
theorists. First, I outline Valsiner’s writings to address how we literally ‘make
the future’ in the present. I then draw on Cole and Engestrém (1993) and to
understand the complex and counter-intuitive relations between past, present
and future in terms of the construct "prolepsis”. Common to both Cole and
Valsiner's conceptualization of the future in the present is Vygotsky's four
level framework encompassing the phylogenetic, the cultural-historical,

ontogenetic, and microgenetic levels of human development. These four
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levels refer to the development of the species, people, person and task
respectively. These next two sections will provide a helpful theoretical
framework within which the future can be seen as an active part of our
present or immediate experience as opposed to the common conception of
the future as relatively disconnected from the present. Thus, I adopt a socio-
cultural perspective on reflection since it's temporally distributed conception
of human cognition/reflection provides an alternative perspective to the
truncated temporal view of reflection pervasive in the field of teacher

education.

Temporality and reflective thought: A sociocultural perspective on the
future-in-the-present.

The tri-partite model of temporality: past-in-present, immediate
present, and future-in-the present can be seen as threaded together through
narrative. Life as semiotically or narratively construed at any given present
time has been taken up by a number of authors (Polkinghorne, 1988; Valsiner,
1993; Ricoeur, 1984, 1985, 1991s; Brockmeier, 1995). Both Valsiner (1993) and
Brockmeier (1995) discuss the role of language in the construction of human
{emporality. The main rival, Brockmeier (1995) claims, to the idea that our
concept of time is intimately tied to language asserts that time is non-
linguistically shaped by material rhythms and cycles that shape our lives .
These rhythms have to do with the general cycles of biological life, the
multilayered rhythm of our social fabric (e.g. the daily routine of work,
television schedules, academic semesters, etc.). A detailed exposition of the
philosophical issues arising from these competing perspectives is beyond the

scope of this study. I will restrict my argument to Valsiner’s thesis, that can be
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summarized as “making the future in the present: a constraining

perspective” (1993, p. 31), favors a semiotic explanation of temporality.

Making the future in the present.

Valsiner describes the semiotic mediation of the future-in-the-present
as the “process of constraining (both of oneself and others) as a mechanism of
ongoing experiencing of the life-world (the microgenetic aspect), and of on-
going experiencing of the life-world (ontogenetic aspect) of the individual”
(1993, p. 32). It is crucial to note that the term "constraining”, as used by
Valsiner, does not have any connotation of suppression or disempowerment;
rather, it is meant to convey a channeling of semiotic and material resources
toward “progressive empowerment” (Valsiner, 1993, p. 32). Within the
process of constraining he identifies and describes four sub-processes namely:
fossilization of constraints, constructive partitioning of uncertainty fields,
multiple domains of constraining, and redundant organization of the
constraining process.

Fossilization of constraints refers to the process of constructing
“constraints to limit the present degrees of freedom in relationships with the
environment in a time bound process” (p. 32). Constructive partitioning of
uncertainty fields refers to the process of constraining the here-and-now
developing within the flow of uncertainty. Thus it is never the case that an
individual is faced with completely random and utterly contextualist world.
Multiple domains of constraining refers to the way people, for example,
choose a domain such as language to semiotically constrain their experience
of the present, and thereby their making of the future. Construing the
present in certain ways linguistically and not others eliminates or reduces the

chance of some other construals or experiences. The stories we tell ourselves
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about the present shape what we notice and what we ignore. Valsiner quotes
Maturana who describes the constraining function of language in human
activity:
Human beings can talk about things because they generate the things |
they talk about by talking about them. That is, human beings can talk
about things because they generate them by making distinctions that
specify them in a consensual domain, and because, operationally,
talking takes place in the same phenomenic domain in which things

are defined as relations of relative neuronal activities in a closed
neuronal network. (in Valsiner, 1993, p. 34)

Valsiner's perspective on the semiotic mediation of the future-in-the-present
draws our attention to the manner in which language, or other signs, we use

in the present afford or restrict various construals of the future.

Prolepsis.

Cole (1992; 1996), also adopting the Vygotskian four level model, makes
two critical points with regard to studying the temporally distributed nature
of cognition. First, the issue of time in development cannot be meaningfully
addressed without examining the hierarchical and embedded nature of the
different levels. Second, we need to try and understand the different time-
lines including the phylogenetic and cultural-historical course of events
within which microgenetic and ontogenetic life courses are embedded. In
addition we need to address, when trying to understaﬂd the developing mind
of one target individual, the co-ontogenetic aspects of development by
examining the ontogenetic time frame of others in the target individual’s life-
world. Cole uses the term prolepsis to identify the complex interrelationship

between past, present, and future taking the case of a mother-child dyad.

Past, present and future in the context of embryogenesis
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Cole makes a case for prolepsis first by claiming that we have a very
good understanding of how the past, present and future are related in the
context of embryogenesis whereby “genetic code assembled from the past
when sperm and egg unite at conception provides current and future
biological constraints within which the biological process of development can
take place” (1996, 182). Cole then extends this argument by claiming that “the
end can be in the beginning” if and only if there were constraints on
biological development present from birth. The end being in the beginning is
not meant in a causal deterministic sense but in a probabilistic sense (Cole,
1996). Cole then extends this argument into the cultural domain using

prolepsis as an interpretive framework.

Past, present, and future in a cultural context: Prolepsis. Cole claims

that analogously there exists a similar set of cultural constraints such that

..human interactions with the environment are simultaneously
symbolic and material, it is possible for human beings to project prior
successful adaptations into the (imagined) future and then embody
them as material constraints in the present. (1992, p. 20)

His argument that “the end can be in the beginning” in a cultural context is
premised on the notion that in human culture, say in the case of newborns or
novice teachers the cultural past greets the newborn or novice teacher as its
cultural future. Prolepsis is the cultural mechanism which brings “the end
into the beginning” or as Webster’s dictionary describes it: “the representation
of a future act or development as being presently existing”. Two applications
of this perspective spring to mind with regard to this study. First, in the case
of Intern teachers their Collaborating Teachers (CT) might draw on their own

remembered experiences of student teaching to construct constraints such as
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adopting a ‘sink or swim’ method of preparing the novice teacher since it was
what they perceived as having worked in their own developmental history of
learning to teach. Thus the sink or swim model is seen as most consistent
with the imagined future of the solo teacher working in his or her classroom.
Second, the manner in which a CT presents the curriculum, drawing either
on behaviorism's associationist underpinnings a set of building blocks to be
assembled and remembered or a network of ideas based on a constructivist
epistemology is another example of how the CT's cultural past may greet the
novice teacher as his or her cultural future. To summarize, in each of these
examples both Coles’ and the two Internship program cases illustrate how a
proleptic process draws resources from the past (recollected in the present) in
order to set up expectations for the future which are embodied as constraints
on the present (e.g., constraints might be ideas mediated linguistically, or
material constraints such as lack of money or the demands of the state
assessment test). Let me elaborate further on the concept of prolepsis in the
context of conversation. This will illustrate how, through prolepsis, in the
context of a CT and Intern teacher, the cultural past greets a novice teacher as

his or her cultural future.

Prolepsis in conversation. Cole (1996) and others (Stone, 1993; Stone &
Wertsch, 1983) have developed the concept of prolepsis in the context of

human development and classroom instruction respectively. Rommetveit
(1974) claims that human conversation is “often strikingly elliptic” (p. 87) in
the sense of extreme economy of oral expression, and it is also at times
proleptic

in the sense that the temporarily shared social world is in part based
upon premises tacitly induced by the speaker...What is said serves...to
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induce presuppositions and trigger anticipatory comprehension, and
what is made known will hence necessarily transcend what is said.
(p- 87 & 88)

The notion of prolepsis seems a slippery one if what is understood or
understandable in conversation depends only on what is uttered verbally.
Prolepsis presses one to think about how we can understand more in a
conversation than is said, more in a text than is written and feel more than is
understood in any situation. This notion of understanding more than is
written or said is of major concern to humanistically oriented scholars and
they have spoken of it in terms of a ‘circle of understanding’ or a
‘hermeneutic circle’ (Rommetveit, 1974) wherein an initial reading of a text is
extended and enriched by subsequent readings. Rommetveit explains this
transcendence of what is written or said in terms of a “humanistic grasp of
meaning and anticipation of potentialities of human existence” (p. 89-90).
Thus anticipatory comprehension is intimately tied to the hermeneutic circle

of understanding.

Prolepsis: A summary. Let me review the notion of prolepsis in the

context of the culturally constituted mind. First, it challenges our
incremental notions of self and learning based on classical learning theory
which tends to convey a simple past to present to future temporal trajectory.
Cole makes this point clearly, using the example of the way parents imagine
the future of a newborn. Cole (1996) gives the example of how parents in the
US in the 1990’s on the birth of a baby daughter might think of her as a future
soccer player: a scenario very unlikely if she had been born in the 1950’s. In a
similar fashion my brother on the birth of his first child in 1996 drew on his
and his wife’s different cultural histories, growing up in Ireland and the USA
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respectively, to humorously project a certain jockeying for position as to
whether the new born might eventually play an All-American game such as

baseball or join the fledgling soccer mania in the US. In both examples

The adults are not building upon the child’s existing repertoire of
behavior and modifying it bit by bit. The baby is, for them, a cultural
being, and it is in those terms that they treat it. (1996, p. 186)

The culturally constituted mind, as White so eloquently stated, is a
“continuum extending to infinity in both directions” (1942, p. 120). Prolepsis,
far from being a minor mechanism in human development is “a ubiquitous
feature of culturally mediated thought” (Cole, 1996, p. 187). While it may be
ubiquitous it has received little attention in human development literature.
Finally, prolepsis, as a form of anticipatory comprehension, is inherent in
human discourse, a point essential to understanding the interview as a
research method in this study.

Having discussed both the role, limitations, conceptualizations of
reflective thought and offered an alternative temporal framework I would
now like to turn to the focal teacher education program and describe it's social
constructivist orientation to learning and it's goal of promoting reflective

practitioners.

The Michigan State University teaching Internship: A social constructivist
approach to developing reflective practitioners.

Different visions of teaching afford and constrain different possible
selves by the way they anticipate program outcomes. The Michigan State
University teaching internship program has adopted a social constructivist
approach to the development of reflective practitioners. As Richardson (1997)

notes the mere adoption of a constructivist approach to conceptualizing
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learning in any teacher education program does not of itself prescribe an
instructional agenda since prospective teachers construct knowledge
regardless of the instructional approach. However, the promotion of social
constructivist learning in the MSU teaching Internship has prompted faculty
to emphasize the importance of reflective or instructional conversations
(Goldenberg & Gallimore, 1991) between collaborating teachers, Intern
teachers and university personnel and an inquiry based approach in
coursework. Such teaching methods tend to promote active participation by
learners. In outlining the social contructivist model I draw attention to the
underlying epistemology of the MSU teacher education program since teacher
education programs, like any educational endeavor, have either an implicit
or explicit epistemological stance. I address the relative importance attached
to reflection in culture and teacher education since the attention given to
reflection in both spheres inevitably influences any attempts to attend to

anticipatory or any other aspect of reflection.

Epistemological assumptions underlying teacher education program models.

In this section, I identify the main models of teacher education, and
then describe MSU'’s social constructivist approach to teacher education.
While the real world, rarely if ever, presents us with pure forms, model
characterizations bear a strong family resemblance to the assumptions,
outlooks, and practices of various teacher programs.

Three epistemological positions based in the predominant Western
folk psychological theories (Bruner, 1996) of learning underlie teacher
education program models: the transmission, the constructivist, and the
sociohistoric (Case, 1996). Michigan State's social constructivist teacher

education program is consistent with the situative-pragmatic or sociohistoric
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model. Case (1996) delineates three epistemological orientations which have
influenced education in the last few hundred years: empiricist, rationalist,
and socio-genetic. Greeno, Collins, and Resnick (1996) have characterized
these positions as behaviorist-empiricist, cognitive-rationalist, and situative-
pragmatic respectively. Two of the three epistemological stances, the
empiricist and rationalist, have historically been most influential in
education while the sociogenetic has only become influential in the last few
years. |

Like any educational program or teacher education institution MSU
offers certain affordances and constraints based on how it enacts it's vision of
teaching. The vision of teaching in the Michigan State University program is
in keeping with recent emphasis on teaching as reflective practice. The
notion of affordances and constraints is relevant in understanding student
teacher learning and development within an organizational setting. As
Englert, Tarrant, and Mariage (1992) emphasize dimensions of teaching
attended to will be different if the vision of teaching is informed by the
process-product literature rather than a social constructivist vision. The
teacher education program in which the study took place adopts a social
constructivist perspective on teacher learning and development. A move
from a vision of student teacher learning as 'solo performance' of discrete
behavioral skills to one of ‘assisted performance' (Tharp & Gallimore, 1988)
underpins the program's course design. Extending this vision of learning as
‘assisted performance' the program envisions student teachers becoming
members of a 'learning community' of professional educators engaged in
reflection as a social practice (Feiman-Nemser & Beasley, 1997).

Teaching as assisted performance. The ‘assisted performance’ principle

has implications for program enactment and of good teaching, knowledge,
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relationships, and of standards or outcomes either at the program level or at
the level of individual student teachers. First, for example, becoming a good
teacher framed within a process-product model looks different than a good
teacher from a social constructivist perspective (Englert, Tarrant, Mariage,
1992). The latter may focus more on how any culture provides a certain range
of practices prescribed as good teaching. Second, an extended mentoring
relationship over a two semester Internship in teaching and course work
designed to weave university based knowledge and that of practitioners are
two focal points of program planning. Both of these emphases, position the
novice teacher, the collaborating teacher and university personnel in a more
relationally intense inquiry oriented milieu than in programs with an
underlying rational-technical approach to the development of professional
practice.

MSU teaching internship program standards. The social constructivist
vision of teaching as the institutional/ professional identity the program
expects Interns to approach or reach is encapsulated in the program standards
for Interns. Consistent with the general trend in education toward standards-
referenced (Gipps, 1994) assessment "the program standards represent
understandings, skills, commitments, dispositions necessary to be an effective
beginning teacher” (Michigan State University: College of Education, p.37).
The four program standards are, (i) knowing subject matter and how to teach
them, (ii) working with students, (ii) creating and managing a classroom
learning community, (iv) working and learning in a school and profession.
The fourth standard relating to working and learning in a school and
profession is an overarching goal of the teacher preparation program. The
sub-goals under this standard are (a) works well as a teacher in a school

community, (b) works collaboratively with his/her MSU Liaison,
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collaborating teacher and seminar instructors in ways that support his/her
learning, (c) reflects on his/her experience and seeks opportunities for
continued learning and improvement, (iv) is open to alternatives and
constructive feedback. The third sub-goal highlights the centrality of
reflection, both as a means and an end, in the MSU teacher preparation
program. It clearly set the expectation that Interns be reflective about their
practice both individually and collectively. Having established the critical
role reflection is deemed to play in MSU the teacher preparation program I
will now focus on the program's instructional principles (see Table 2) and
practices based on a Vygotskian or socio-cultural theory (Vygotsky, 1978;
Luria, 1976; Wertsch, 1985a; Werstch, 1985b; van der Veer & Valsiner, 1985;
Moll, 1990; Tudge & Winterhoff, 1993; Daniels, 1993; Daniels, 1996; Cole, 1996).
I have chosen this model since it incorporates many of the ideas either
implicit or explicit in the enactment of the teacher education program at
Michigan State University that I have observed and been part of over the last
four years. Many course syllabi in the departments teacher education
program generally acknowledge a social constructivist stance to learning and
often specifically seek to enact classroom activities based on principles from
this perspective. For example, in pursuit of reflection as a social practice, both
a process and goal, considerable emphasis is put on peer collaboration and the
role of both language and conversation between the various partners in
Internship program in promoting reflective teaching. In summary, the
reflective practitioner orientation of the MSU teacher education program
seems most consistent with the notion of reflection as a social practice.
Socio-cultural principles of learning in the MSU ] jucati
program. The move from solo to assisted performance reflects a socio-genetic

or social constructivist epistemology. Here the image of good teaching and
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learning to teach is one involving inquiry, collaboration, instructional
conversations and responsive instruction. Englert et al describe good teachers

from a social constructivist perspective as those who

involve students in classroom dialogues about cognitive processes
rather than relying on seatwork and independent practice to develop
students abilities to self-regulate. (1992, p. 73)

In the context of pre-service teacher education the role of the collaborating
teacher is to provide the design environment in which new ideas can be
tested in a collegial setting with an emphasis more on modeling and coaching
than a focus on either scrutiny of behavioral competencies or exposition of
expert knowledge. The role of the novice teacher is to work in an
apprenticeship like situation observing, conversing, and trying out ideas and
strategies within a sheltered workshop setting. This mentor-mentee dyad has
been characterized by Dembele (1995) as a cognitive apprenticeship involving
modeling, coaching and fading (Newman, Griffin, & Cole, 1989). The
emphasis then is not on providing a ‘pure’ real world experience, although
the sheltered workshop setting may approximate it, rather the focus is on the
quality of action and conversation about pedagogical and educational issues.
These conversations ideally address curriculum, the students’ progress,
pedagogical content knowledge, purposes of lessons and units, the school
mission, the school within the community, and the school in the broader
society context. Obviously, specifying the conversational content alone is
insufficient to characterize well this move toward assisted performance.
After all, teachers and student teachers in a traditional oriented program may
address each of these conversational topics in private reflection. The critical
difference is the emphasis on collaborative inquiry and reflection. In this

scenario what is critical is not the application of theory but the conversation



between theory and practice. The principles and practices of teacher education
from a Vygotskian perspective are illustrated in Table 2.

The widely held assumption in the MSU teacher education pfogram is
that reflection as a higher mental function originates through social
interaction and later becomes a psychological phenomenon. This principle is
based on Vygotsky’s second general law of genetic development. The other
principles outlined in Table 2 flow from this principle. In terms of practice
the MSU Teacher Education (TE) program places a premium on instructional
conversations through which higher levels of reflection may be internalized
by prospective teachers.

However despite the heavy emphasis on reflection in the TE program

reflection is often seen by Interns as less immediate and secondary to their
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Table 2
Promoting Reflective Practice from a Vygotskian Perspective'

Principles from Vygotskian theory

Implication for Teacher Education

I. Reflection as a higher mental
function originates on social
interaction and later becomes a
psychological phenomenon

I. a. Internalization/appropriation
consists of a series of transformations

Attention needs to be paid to the
quality of interactions between
personnel involved in teacher
preparation program in their work
with novice teachers (Tharp &
Gallimore, 1988)

I. a. Provision of scaffolded
interpsychological experiences for
novice teachers as a means of
fostering reflective thought and
practice

II. Conscious realization of one's
own mental functions is
characteristic of higher order
thinking

Promotion of teacher's
metacognitive processes as a way of
promoting self-regulation

III. Elementary mental processes are
subject to the control of the
environment whereas higher
psychological processes are subject to
self-regulation

The promotion of reflection is
consistent with the promotion of
self-regulation

IV. Higher order thinking is based
on the conscious use of verbal (or
other mediational means) mediation
(Diaz & Berk, 1992; John-Steiner,
1992)

Encouraging teachers to consciously
use verbal mediation as a strategy to
direct their own actions/practice as a
means of promoting reflective
practice in response to teaching

situations

I Adapted from Manning, B. H., & Payne, B. D. (1993, p.363) Teaching and Teacher Education, 4, 361-371.
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urgent classroom concerns. The on-going dilemma between reflection and
action can be seen within a broader cultural setting in which experience
rather than reflection is viewed by prospective teachers as the main arena in

which learning occurs.

The central role of field experience as a folk theory about learning to teach

I now turn to the role of field experience in the focal teacher education
program: the four year old eight month long teaching Internship at Michigan
State University. I address the problems related to the way field experiences
are generally construed in the context of developing reflective practitioners. I
discuss the central role attributed to the field experience component of teacher
education by prospective teachers and teachers and school personnel. This
discussion is important since it draws attention to the way folk pedagogy or
cultural beliefs about the field experience component of teacher education
programs can influence enactment of field experiences.

The centrality of field experiences has been long acknowledged in
professional education but actually understanding what goes on during this
watershed experience has been problematic (McIntyre, Byrd, & Foxx, 1996).
This pivotal position occupied by field experience in learning to teach has not
been lost on those advocating educational reform since such movements
generally call for some reconfiguration of teacher education generally and
field experience specifically. A Spring 1997 article in TIME magazine entitled
‘A New Lesson Plan’ on teacher education reform, which focused on the
University of Cincinnati year long internship program, quoted U.S. Secretary

of Education, Richard Riley, as saying

Though you prepare for teaching by taking courses, the best preparation
is teaching itself. To learn with the support of master teachers is
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absolutely critical, and I think teaching colleges are beginning to realize
this. (1997, p. 76)

This quote from Secretary Riley illustrates a staunchly held folk theory that
learning to teach is best done by teaching: “the best preparation for teaching is
teaching itself”. However, his remarks also include a new theme in teacher
education namely the guiding and coaching role of the experienced teacher:
“to learn with the support of master teachers”. But the kernel of his message
is that experience is the best teacher: field experience is primary. Overall,
Secretary Riley’s remarks identify the three main components of teacher
education programs: coursework, teaching practice, and support by
experienced teachers. Of these three the support and guidance of experienced
teachers has been underexploited traditionally in teacher education where
there has been an emphasis on solo learning and performance. Secretary
Riley's claim that "the best preparation is teaching itself’ echoes a widespread
and staunchly held theory about learning to teach. Indeed, this belief about
the primacy of action forms a powerful anticipatory schema for prospective
teachers engaged in teacher education programs. It also raises the
relationship between experience and reflection in teacher education.
Regardless of what aspect of reflection be it in terms of domains, levels, or
temporal emphasis the MSU internship program Interns and faculty are
influenced by folk theories vis-a-vis the relative roles of experience and
reflection while learning to teach.

Reflection in culture, reflection in teacher education. Field experiences
were instituted long before there was a any substantial effort at theorizing
about their role (Guyton & MciIntyre, 1990), which bequeathed an almost
exclusive focus on doing at the expense inquiry, reflection or contemplation.

Reflection has entered the fray at two levels: first at the level of examining
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program assumptions by teacher educators and second as the desired process
and outcome of many contemporary teacher education programs. Both of the
process and outcome dimensions of reflection are central to the MSU
teaching internship. However, on the broader cultural canvas reflection is

generally, at least in Western cultures, brushed aside in favor of action

This special situation of knowing we know is traditionally elusive for
our Western culture. We are keyed to action and not to reflection, so
that our personal life is generally blind to itself.

(Maturana & Varela, 1987, p. 24)
The current emphasis on reflection can be generally seen as a move in culture
involving a inward looking self-examining stance (Gergen, 1991 ) and more
specifically with regard to teacher education it (Schon, 1983, 1987; van Manen,
1995) can be seen as an antidote to the exclusive emphasis on behavior or
performance in some teacher ‘training’ programs (Cruickshank & Metcalf,
1990). Those advocating reflective practitioner models of teacher education
view teaching as a cultural and communicative art with a concomitant focus
on human action as purposive behavior.

Problems with field experience, problems with experience. Research
on field experiences has highlighted their problematic influence and mixed
messages (Guyton & McIntyre, 1990; Hulin-Austin, 1990). On the one hand
student teachers value field experiences almost universally as the most useful
component of their programs, on the other hand teacher educators are
concerned about the unreflective reproduction of teaching practices well
learned during the ‘apprenticeship of observation’ (Lortie, 1975). This
concern is not mainly about student teachers mimicking their co-operating
teachers but rather replaying the past or reincarnating the apprenticeship
models despite the new setting and heightened awareness of role that is part

and parcel of learning to teach. Furthermore, during field experiences both
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student teachers and teacher educators are often caught in a dilemma
whether they ought to celebrate or seek to change teaching practices they see
in classrooms.

There is, however, another problem with experience and it is at the
level of the folk theories widely held about experience as ‘the” vehicle for
learning to teach. Buchmann and Schwille (1983) call this the ‘finitude of
experience’. They characterize this widely held folk theory about learning to

teach from experience as follows

Firsthand experience is trusted implicitly as both the means and
content of education. It is supposed to be down-to-earth, personal,
and practical. Ideas encountered in books are pale in contrast.
Compared with life as a school of hard knocks, the school of hard books
seems irrelevant and ineffective. Immersion in the ‘real world’ teaches
people ‘what is what'.

(p- 485)

They continue by criticizing this widely held folk theory about learning to

teach from experience with an emphasis on how

Those who want to learn about the world of work firsthand often do
not challenge limits set by present occupations and social structures.
(p- 485)

They suggests a solution in the form of a plea for how books and art might be
used to give a better access to the real world than firsthand experience. In
later work Floden and Buchmann suggest that a break with experience as the
modal journey in learning to teach (Floden & Buchmann, 1987). In
conclusion, the preeminent place given to field experience in folk theories
about teacher preparation acts as a powerful anticipatory scheme influencing

prospective teachers intellectual commitment to coursework and their
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convictions about the final court of appeal on what counts as the ultimate

place to learn how to teach.

Anticipation and teacher education

The conception of anticipation varies depending on the epistemology
underpinning teacher education programs. Anticipation does not arise as an
'issue from a behavioral perspective. In both the cognitive and socio-cultural
frameworks anticipation can be viewed as part of teacher cognition with the
former emphasizing the teachers individual anticipatory schemata (Neisser,
1976) and the latter the contextual scaffolds that might afford or constrain
certain anticipations.

Neisser (1976), describing and defending (1978) his theory of mental
images, following Ryle (1950), asserts that images we have in our minds are
anticipations. Anticipatory schemata, Neisser claims, are a necessary for
perception to occur since these schemata are attuned to information and then
can direct explorations to make the information more accessible. Without
going into his theory in detail I will note two issues that pertain to this study.
Neisser views images, even if they are not the same as the actual object or

person imagined, as "preparation for seeing these phenomena...". People
describe images differently than they would describe objects, but this does not
refute the possibility that the images are the inner aspects of preparation to
see those objects” (1978, p. 173). This powerful idea when applied to the case
of anticipatory reflection in teaching implies that anticipatory reflection far
from being merely speculative, guides the seeing. So an Intern who
anticipates discipline as her main fear maybe more attuned to seeing events

and interactions as disciplinary issues. In a very real sense then,

understanding Interns’ anticipations is about understanding their
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”prebaration for seeing” or planning for perception. Second, while disputing
Hampson and Morris' and (1978) claim that all unfulfilled expectation results
in surprise Neisser draws attention to the relationship between anticipation
and surprise. Anticipation from a socio-cultural perspective must be
understood through mind in culture as illustrated earlier in Cole's view of
prolepsis and Valsiner's portrayal of how we make the future-in-the-present.

Within the MSU teacher education program the Interns capacity to
anticipate, imagine and plan for the future, can be thought of in two ways.
Given the importance attached to prospective teachers exploring their
pedagogical biographies the program acknowledges in practice the central role
of prior knowledge and experiences in the construction of filters or schemas
through which teacher candidates interpret their coursework and field
experiences. In addition the emphasis put on collaborating teachers
apprenticing Interns into ways of seeing classroom life and planning
curriculum draw attention to the content of mentoring conversations as a
means through which Interns develop in their capacity to imagine and plan
for the future. Feiman-Nemser and Beasley (1997), in a detailed study of one
MSU collaborating teacher-intern teacher dyad identified the conversational
content of a planning meeting as consisting of designing learning activities
(42%), coaching (16%), exploring content (38%), and clarifying roles (4%).

In summary there has been a change toward a more social
epistemology among teacher educators whereby reflective practice is viewed
as a social practice rather than acts of solo cognition. The adoption of a more
social epistemology will influence efforts to promote any aspect of reflection.
In addition within the current focus on reflection, be it viewed either solo or

as a social practice, there is an ambivalence about how reflection is viewed in
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society which impacts the relative importance attributed to action and

reflection in professional education.

Summary

This chapter situated anticipation both within the reflective
practitioner model of teacher education and prominent frameworks on the
preactive dimensions of teaching. I critiqued the temporally truncated
retrospective focus in current enactments of the reflective practitioner model
of teacher education. I then presented a sociocultural perspective on
reflection since it offers a more temporally distributed framework on
reflection. Finally, I described the internship to situate the programs
reflective practitioner orientation within traditions and practices of teacher
education. Given this study's focus on the internship field experience
component of the teacher education program I addressed the problems related
to the way field experiences are construed in the context of educating
reflective practitioners.

I have made the case generally, as many others have, for the
importance of reflection in the education of teachers. More specifically I have
argued for increased the presence of anticipatory reflection in teacher
preparation coursework and field experience. This is not meant to sweep
away the important role biographical and retrospective oriented methods play
in teacher education programs and more broadly in the politics of teacher
education. Rather, this reconfiguration of the relationship between
retrospective and prospective reflection revives Dewey’s emphasis in his

writings on reflection.

Our judgment turns backward for it's material: something has turned
out differently than we anticipated, and so we think back to discover
what was the matter. But while the material of the judgment comes to
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us from the past, what really concerns us is what we shall do the next
time; the function of reflection is prospective. (Dewey, 1932, 1960, p.14)

Thus, I am making a case for studying the anticipatory dimensions of
reflection more deliberately as a precursor to integrating activities that make
it more central in conceptualizations of reflection, in field experience and

coursework.
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CHAPTER 3
LIVING A DESIGN: TOOLS AND TALES, TALES AND TOOLS

In the following pages I describe how I developed a design,
incorporated tales or narrative analysis as an analytic tool (tools and tales) and
recount the study as tales of tools including the use of both interview and
imagery as data co-authoring tools.

I commenced this study with a number of assumptions and a working
design, yet the study also evolved to address additional topics (e.g., the issue
of surprise as the unanticipated), that emerged from my analysis of the first
and second set of interviews and the previously unspecified uses of imagery
and drawings as tools in the second and third focus group sessions. Thus, I
lived a design in the sense that it grew, in large part, out of my analysis and
reflections over the course of the study. Now I am not claiming that I cobbled
together a study on the morning of each phase of interviewing. Rather, I
entered this study with clear ideas about my questions, initial design, and
mode of analysis but was also seeking ways to learn from my conversations
with the Interns and my reflections en route about the phenomena of
anticipatory reflection or prospective teachers' orientation to the future. My
main assumptions at the beginning of the study were: that student teachers
are oriented toward the future phenomenologically as a new career looms on
the horizon, that the construct of possible selves involving hopes, fears, and
expectations might be useful in bringing forth and understanding anticipatory
reflection, and that there would be some changes in anticipatory reflection
over the course of the Internship.

Having assumptions does not imply that a researcher enters a study

with preconceived ideas. Rather I view my assumptions as particular
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sensitivity with which I commenced this work. Malinowski makes, what I
think is, an important distinction between preconceived ideas and
foreshadowed problems and their respective roles in hindering or helping
scientific inquiry
Good training in theory, and acquaintance with its latest results is not
identical with being burdened with 'preconceived ideas'
....Preconceived ideas are pernicious in any scientific work, but
foreshadowed problems are the main endowment of a scientific
thinker, and these problems are first revealed to the observer by his

theoretical studies
(Malinowski, 1922, pp. 8-9)

I might add here that the interplay between my theoretical studies and
practice as a teacher educator helped in the development of a foreshadowed
problem around the theme of anticipation while learning to teach.

With regard to methodology I was drawn to thinking about how I
would benefit from thinking about my interview data as both a
representation of Interns thinking and in a presentational and performative
sense as co-constructed texts. By representation I mean the way in which
research on teaching assumes an isomorphism between thoughts or beliefs
and the language to describe them (Freeman, 1994). This stance claims we can
look through language, as if words are a transparent window into teachers'
thinking. An alternative and increasingly compelling view is that language
is used in a presentational or performative sense and the socio-linguistic
context makes a difference in what is said, what is not said and to whom it is
said or not said. In the following pages I describe how I used these
assumptions, which grew out of both my graduate coursework and fieldwork
with prospective teachers over the last few years to address the issue of

anticipatory reflection among Intern teachers.
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arch desi verview

The study involved a series of one-to-one and focus group interviews
with six Intern teachers in two schools over a six month period during the
latter two thirds of the Internship program. This design incorporated settings
where both individual and collective reflection were examined. The
contrasting school settings helped highlight the influence of social contexts
on the construction of novice teachers' anticipatory reflection. One of the
schools was in an urban setting and the other in a suburban setting. The
study commenced three months into the Internship, at the end of the first
phase of lead teaching in early December 1996, and continued through the
end of the Internship in April 1997. The series of three one-to-one and focus
group interviews provided autobiographical data on each Intern’s
development. Questions pertained to the influence of role models and
critical incidents that contributed to the development of particular modes of
thinking about teaching, and the hopes, fears and expectations among Intern
teachers at three stages during the Internship in teaching. During the three
focus group meetings, held during the Guided Practice seminars, I both
listened for and explicitly addressed anticipatory reflection issues with the
Interns both in the Fall and Spring. The series of one-to-one interviews with
six Intern teachers, three in each school, provided a detailed description of
evolving Intern teachers' hopes, fears and expectations as an entry point in
understanding anticipatory reflection.

This design was intended to address the following two questions: (i)
what are the developmental dynamics of anticipatory reflection over the two
semester Internship, and (ii) to what can these be attributed? In addition the
focus on Interns in two contrasting settings, I hoped, would give a sense of

the variability and range in hopes, fears and expectations among Intern
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teachers in specific settings as well as provide data on the encounters in the
school setting that contribute to the construction of anticipatory reflection. In
the following sections related to the study design I describe: (i) the two school
settings, (ii) my stance as a researcher in this study, (iii) the rationale for the
phenomenological approach taken in the study, (iv) the timing of the
interviews, (v) the content and format of the one-to-one interviews, and (vi)

the content and format of the focus group sessions.

Context and Settings
The Internship program

The length and format of student teaching varies dramatically around
the world. For example, Morris (1998) notes how Japanese student teachers
spend two weeks during pre-service education engaged in a practicum-like
experience. In many other countries a period of about fifteen weeks of
student teaching is typical (Morris, 1998). Teaching internships appeared in
the US in the 1950's to allow returning veterans entry into the teaching
profession (Smith & Souviney, 1997). The thirty week teaching Internship
which is the focus of this study is considerably longer than the vast majority
of teaching practica in the U.S.A. or others countries.

The focal teaching internship program has sought to foster a teacher
preparation program with mentorship, through 'guided participation’
(Rogoff, 1990), of Intern teachers by both collaborating teachers and university
teacher educators as a guiding principle of program design. Teacher Interns
undertake a two-semester teaching internship in one collaborating teacher's
classroom starting in September and finishing the following April. They
spend four days per week in the classroom initially observing, then teaching

small groups and finally taking on more and more responsibility during a
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period of Guided Lead Teaching in November with a final eight week block of
Lead Teaching in February and March of the Winter/Spring semester. Once
per week all Interns in a given school meet in a two hour Guided Practice
Seminar with a university supervisor, the term used is "university liaison",
and their fellow Interns at that school site to discuss problems of practice. The
fifth day of the week is spent taking two half-day classes at the university
related to curriculum and professional issues. The role of anticipation and
efforts to promote anticipatory reflection, planning and imagining the future,
may seem like an uphill battle given the strong cultural beliefs that privilege
experience over reflection. Within the teacher education program Interns'
capacities to plan and imagine the future are fostered both within coursework
which includes lesson and unit planning in four subject matter areas: science,
literacy, mathematics, and social studies. Rather than a focus on generic cross

domain teaching skills planning is taught within subject domains.

The two schoo] settings: Negotiating entry. Having worked in the

teacher education program, both as a university school liaison supervising
Interns and as a course instructor over the three years prior to commencing
this research seemed to facilitate my entry to both the program and sites in
which this research took place. I initiated contact with faculty directing and
co-ordinating the teacher education cohort programs and was advised to
submit an abstract of my proposed research to the Academic Planning and
Program Committee in the Department of Teacher Education. Once my
initial proposal to engage in research within the Internship program was
approved I worked with one of the four teacher education teams. The
Teacher Education department split into four teams a number of years ago

with the intention of providing a cohort experience for student teachers
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where there would be a chance for faculty and students alike to develop more
long term productive educational relationships rather than the likelihood of
more sporadic and random encounters in larger programs. One
administrator suggested a site for the suburban setting I sought in this study. I
chose the urban setting based on my prior knowledge and experience with
urban schools close to the university over the previous three years.

I met with the University-School Liaisons (supervisors of the field
placement) at both sites and outlined my plan for the research project in
general. Once both Liaisons had tentatively agreed to integrating the study
with their Guided Practice seminar I suggested that I visit a Guided Practice
seminar and present the proposed study and outline the commitment I was -
asking from the Interns over the following five to six months. Both of these
information sessions for Interns lasted about half an hour during a Guided
Practice seminar two weeks prior to the commencement of data collection. I
described my proposed research trying to 'sell' the project, noting both the
extra commitment on their part as well as the potential benefits that might
accrue to them through participation. On thi<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>