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Negotiating Uncertainty:
Making Sense of the Student Teaching Experience
by
Elizabeth L. Strehle
Dr. Jerome Niles, Chairman
Curriculum and Instruction
(ABSTRACT)
This year long qualitative study unravels the student teacher's journey through student
teaching as she gains entry into the classroom of her supervising teacher and begins to
understand her own concept of teaching. The study describes how each student teacher
gains entry and begins to think about her own understanding of the student teaching
experience. Four case studies are constructed from the perspective of each student
teacher's personal history and captures her experience of moving from the induction period
of student teaching to full participation in teaching. As an observer in the classroom, the
student teacher begins to understand her supervising teachers' classroom instruction. As a
participant-observer, the student teacher begins to plan the classroom instruction and
works with students in small groups. The student teacher, who is successful in developing
a relationship with her supervising teacher during this period of induction, gains entry to
full participation, and is given an opportunity to explore her own concept of teaching. The
student teacher who experiences difficulty in developing a relationship with her
supervising teacher is relegated to a participant-observer role and is unable to engage in

the full range of teaching opportunities in the classroom.



During the student teaching experience, the student teacher operates in a
remarkably uncertain environment as she engages in the two-sided challenge of learning to
student teach and teach at the same time. To make sense of the experience, the student
teacher acquires strategies such as observing, initiating instruction, engaging in
conversation with others, learning to teach through trial and error, and being responsive to
the needs of the students in the classroom. A successful student teaching experience is
achieved when the student teacher negotiates entry into the supervising teacher's
classroom and spends time exploring her own concept of teaching. This negotiation
depends on a complex interaction of factors that are often not adequately addressed by the

structure inherent in the field placement.
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CHAPTER ONE

Introduction

It was Christmas and Jennifer, my next door neighbor and I, had decided
to take a break from our schedule of studying and writing. As we walked into
the crowded room filled with students I headed toward the table filled with
food. I carefully selected pieces of fruit and cheese from the tray. In the corner
of the room I noticed a young man dressed in a yellow shirt, blue jeans and gym
shoes. He seemed almost radiant. Not a state most students are in at the end of
a semester. Curious about this young man, I ventured over and inquired about
the events of his day. He was overjoyed at the question and began to discuss
his plans of graduating as a physical education major from college on Saturday.
At the end of our conversation I turned and entered the room now filling with
people. I took a seat beside a friend on the sofa, glad to be quiet, listening to
the people around me. Before long the young man with the yellow shirt and
blue jeans approached me, bent down on one knee, leaned forward and said,
"Interview me. I am a student teacher." Taken off guard I quickly replied, "I
left my tape recorder at home." This did not seem to make an impression on
the young man, who had already begun his story about his student teaching
experience. Intrigued at his confidence and assertions about student teaching I

began to listen intently to his story, told in anger.



"I didn't learn anything in college the first three years. All I ever
learned about teaching I learned in the classroom from my supervising teacher.
I had a university supervisor that I saw maybe once and he didn't know
anything about me. All I learned in those classes didn't help me with what to
teach in the classroom. I had three kids in high school and two in the
elementary school that cursed at me; and there was nothing I could do. We
don't learn about the different kind of kids. They don't teach you what to do
with these kids. I didn't learn anything in those classes at the university. I was
excited about having this one professor and he hardly ever showed up. He was
so busy running around the country making speeches and opening other schools.
I was only in the schools a semester. They should make us be in the schools
observing our junior year since all we really need to know is in the classroom
and how to work with the children. All that stuff we learned in classes was

worthless. (Vignette written on December 5, about student teaching)

This story told about student teaching is not unusual. What happens during the
student teaching experience that leaves many student teachers feeling all they need to
know about teaching can be found in a field experience? It is obvious that this student
teacher was not able to see a connection between his three years of taking university
classes and his field experience. This student teacher felt he was left on his own to

make sense of student teaching.



In this scenario the student teacher was overwhelmed with what he had to do in
the field. The field placement did not afford him time or support to make connections
with what he learned in his teacher education program with his field experience. When
student teachers leave student teaching unable to articulate their understanding of
teaching, they understandably conclude that their professional preparation has been
worthless. During the student teaching experiénce, student teachers are expected to
make a transition from being college students to professional educators. They are
expected to move out of their university studies and into their field experiences, taking
what they have learned and integrating it into their student teaching. This is a complex
process which is idiosyncratic in nature and is difficult to understand without the
‘support of an experienced learner (Dewey, 1938). The purpose of this study is to
develop a rich _descrAiptio.n“of four student teachers, to better understand how tAh’ery make
sense of this experience that lays the groundwork for their professional growth.

Teaching programs vary in their structure and what they offer student teachers
during their student teaching experience. Currently, a number of programs are
attempting to implement an inquiry-based program where the student teachers are given
time to think and to make decisions about teaching (Bullough, 1991; Calderhead, 1991;
Calderhead & Robson, 1991; Gore & Zeichner, 1991; Johnson, 1992; Korthagen, 1992,
Schon, 1983). These programs are designed to have the student teacher begin thinking

about the classroom. Additionally, efforts are being made to link the university



classroom experiences of student teaching with the learning experiences in the
classroom. In these instances, the student teaching experience for elementary teachers
in field placements and methods courses are intended to be integrated with the field
experience. The university environment emphasizes learning what teaching should
include. In the school learning environment, student teachers are expected to begin
learning about teaching by imitating or replicating much of what their supervising
teachers do. The student teachers observe their supervising teacher and how they
teach. Student teachers begin to fit their understanding of teaching into the classroom
as they make sense of their supervising teachers' classroom design. Kagan (1992)
suggested that student teachers are more influenced by their supervising teachers than
by their university supervisors.

On the negative side, Zeichner (1981) talks about the senior year experience as
being a wash out in student teachers' learning. Lortie (1975) goes even further and says
that teaching practices remain largely unchanged by experience or by formal university
training. Other researchers and teacher educators make similar claims (Kagan, 1992;
Knowles & Holt-Reynolds, 1991; Zeichner & Liston, 1985; Zeichner & Tabachnick,
1981). Having been involved with student teachers during their professional senior year
experiences, it is hard to believe that this could be true (Niles & Strehle, 1993). The
content of the university work is so rich with new information and strategies for

teaching and learning that a student teacher must be overwhelmed by the information



they are acquiring. The context of the field experience brings so many new
experiences to be considered, how could the senior year experience be anything but a
dynamic interactive opportunity to begin to think about teaching? Could it be that what
Zeichner (1981) is measuring as a "wash out" is not what the student teachers are
making sense of during the student teaching experience? What are the student teachers
understanding in their field experiences? What makes a field experience successful? Is
the context of their placement advantageous to understanding their own concepts about
teaching? These are the types of questions that emerge as one begins to think about
describing the student teaching experience from the perspective of the student teacher
(Knowles & Cole with Presswood, 1994).

Student teachers find many problems to solve and barriers to overcome as they
negotiate their learning about teaching, student teaching, and themselves. As they
begin the student teaching experience, the student teacher is faced with writing lesson
plans and classroom management (Britzman, 1991; Zeichner, 1981); things they had
little understanding of from the university classroom. The student teacher must begin
to understand the classroom routines. Faced with these overwhelming practical
dilemmas, trying to make connections with the university classroom, is many times,
not a priority. Progressive ideas fall by the wayside if the student teacher does not see
them practiced by the supervising teacher or there is no conversation where the student

teacher can try and make sense of how they might fit into the supervising teacher's



classroom (Hollingsworth, 1992). This happens whenymmerstanding con4'epts such as
whole language which is a complex theory of teaching reading (Weaver, 1994).
Student teachers entering student teaching with little experience in working with
students and unfamiliar with the classroom, need time to observe and discuss theories
of learning they observe in the classroom. The student teachers look for how they can
fit these new understandings of teaching into the lessons they teach. Often they are
looking for suggestions on activities that will work. A theory of learning cannot easily
be broken into lessons and taught in the classroom of another teacher who has
implemented her own understanding oft teaching. For the student teacher who has little
time for reflection, there does not seem to be time to figure out how to teach these new
ideas in the classroom (Wildman, Niles, Magliaro, & McLaughlin, 1989).

Student teachers placed with a supervising teacher who does not practice the
theoretical concepts of the university often have difficult experiences implementing the
ideas they are taught in the classroom. When student teachers are not carefully
assigned to supervising teachers with similar concepts of teaching, connections between
thinking about teaching and the experience of teaching are hard for the student teacher
to make on their own. In classrooms where there is difficulty in building a relationship
with the supervising teacher, student teaching focuses on understanding the supervising
teacher and her classroom instruction instead of focusing on their own concepts of

teaching. Supervising teachers play an important part in beginning teacher



development (Kagan, 1992). Supervising teachers who are open and flexible appear to
have a greater impact on how novices think about teaching than teachers who are less
flexible and more extreme in their thinking (Bullough, 1992).

There is renewed interest in understanding how novices develop as teachers. A
number of approaches have been developed to explain this phenomenon. One strand of
research on student teachers examines the beliefs and practices of student teachers to
indicate how change occurs during the professional experience (Calderhead, 1991;
Johnson, 1992; Kagan, 1992; Knowles & Holt-Reynolds, 1991; McDiarmid, 1990;
Morine-Dershirmer, 1993; Tabachnick & Zeichner, 1984; Weinstein, 1989). Other
research focuses on tracing the development of certain abilities of student teachers,
such as reflection, as an indication of growth or change during the experience (Gore &
Zeichner, 1991; Kincheloe, 1991; LaBoskey, 1994; Schon, 1983; Shulman, 1987,
Zeichner, 1992). A third approach is examining how the biography of the student
teacher plays a more powerful role than the student teaching experience (Bullough,
Knowles, & Crow, 1992; Butt & Raymond, 1988; Butt, Raymond, & Yamagishi, 1988;
Knowles & Cole with Presswood, 1994; Lortie, 1975). That is, student teachers have
spent years internalizing views of what teaching is prior to their professional
preparation. This unconscious perspective of being a student shapes the teaching role
as well as influences the learning of the student teacher. This perspective of

understanding the history of the student teacher, explores a dimension of how the



student teacher makes sense of student teaching. This suggests that the existing
understanding of teaching influences the direction and the meaning that will come from
the student teaching experience.

This study focuses on the experiences of four student teachers and how they
came to understand teaching in the context of their supervising teacher's classroom.
The previous experiences of these student teachers produced a lens for understanding
this intensive, professional senior year experience. Each student teacher journey adds
much to our understanding of how student teachers negotiate their learning during this
experience and how it contributes to their development as teachers (Knowles & Cole
with Presswood, 1994). What emerges are stories of four powerful and determined
young women who struggled with complex personal and professional issues as they
moved from student teacher to teacher in their own eyes as well as the eyes of their
supervising teachers, their students, their peers, and their university supervisors.

Purpose of the Study

The purpose of this study is to develop a better understanding of how student
teachers make sense of their professional senior year experience. The study will view
this experience from the perspective of the student teacher in which student teaching
and method course work are integrated in their field experience. Through listening to
the conversations of four student teachers navigating their way through this complex

professional experience, I heard the concerns, contradictions, compromises, and



successes voiced as each student teacher constructed a personal understanding of her
student teaching experience, and her concept of teaching.
Research Questions
The following research questions helped initially in guiding this study:
1. How do student teachers make sense of their professional year experience?

a. What are the student teachers learning as they make sense of their
professional senior year experience?

b. What primary strategies or approaches do they use to make sense of their
professional experience?

c. Are there contradictions that exist within the student teaching experience?
Theoretical Perspective

In this section, I develop a framework for examining the practice of student
teaching. The framework used was intended to establish the potential focus for entry into
the field as well as to provide some general approaches for the use of the professional year
experience as a window into understanding how student teachers make sense of their
professional experience. The framework includes the ideas that practical knowledge is an
initial building block for professional growth and that teacher narratives or stories are a
way to access this knowledge. Further, in a student teaching setting, the construction of \
knowledge is heavily influenced by the social forces that exist in the learning environment \\

(Vygotsky, 1978). Thus, conversation is an important aspect of learning to follow a vital

part of describing the student teaching experience (Hollingsworth, 1992).



Practical Knowledge

Bruner (1986) suggests there are two fundamental ways of knowing. One is the
paradigmatic way, the search for universal truth. The other is narrative, which is knowing
about the world and looking for particular connections between events. A narrative is
individual events that are understood contextually, stories written in a subjective manner
about the experiences of people.

As the concern for understanding teaching has shifted from the confines of the
university to the context of the schools, there exists a personal way of knowing and of
experiencing the classroom. Teachers' expertise has become valued as a way of
understanding the classroom. The studies on expert teachers reveal a complex schema of
information achieved through experience; even the way teachers learn about their practice
is different (Calderhead, 1987). Practical knowledge is what teachers gain from being in
the classroom. This knowledge is acquired from observing, solving problems, making
decisions, reflecting, and talking about experiences in the classroom. The knowledge
acquired is dynamic and open to change as new meaning and understanding is constructed
in the classroom.

Student teachers enter their field experience and discover the world of practice and
the wealth of knowledge available for understanding teaching. They see the value of using
practical knowledge as a way of understanding the classroom. Elbaz (1981) in her study of
Sarah, developed a model of teaching which reflected the structure of practical knowledge

as it related to practice. She uses three levels to describe the development of the student
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teachers practice: rule of practice, practical principle, and image. The rule of practice is
applied when the student teacher uses a sentence that describes what to do in a certain
situation,; i.e., sharpen your pencil before class begins. Practical principles are applied
when the student teacher is able to reflect after an incident. This occurs when the teacher
brings past experiences to bear on present problems; i.e., everyone will have an
opportunity to share during the week. The third level of understanding is images. On this
level, the teacher integrates all her knowledge, beliefs, and values and expresses them in an
abstract concept that serves as a guide to teacher thinking. Elbaz refers to the three levels
of knowledge as teachers develop in their practice. The most powerful being the level of
images. Images provide focal points and a means of summarizing practical knowledge
(Elbaz, 1981). Student teachers are individuals and bring their framework for
understanding teaching into the classroom. Each student teacher builds on their personal
practical knowledge and expands on their understanding of teaching through their
classroom experiences (Clandinin, & Connelly, 1992). The growth of student teachers is
reflected in how they tell their classroom narratives. The collecting of stories told by
student teachers will document the growth of understanding and complex thinking that
occurs in the professional senior year experience.

Clandinin and Connelly (1992) refer to practical knowledge as a language to talk
about educational experiences. An understanding of teaching is reflected in the way they
talk about school. A close look at the language of the student teachers should indicate the
nature of practical knowledge and how it is connected to experience. Shared stories help

11



to document the processes they are using to make sense of the professional experience, as
well as the significant contextual factors with which they must contend.
Teacher Stories

"None of us are to be found in sets of tasks or lists of attributes; we can be known
only in the unfolding of our own unique stories within the context of everyday events"
(Paley, 1990, p. 12). Listening to the conversations of student teachers many times results
in listening to an event of the day wrapped around a story. Often these stories are about
students in the classroom and the on-going saga of what happened that day. Through
these stories we have a window to look at the concerns of the student teachers and how
they go about making sense of their classroom. Stories seem to be a way to talk about the
events that go on during the day and make connections with one's own questions about
teaching. Because teachers lack a technical language to express themselves and are not
encouraged to be inquiring, often the medium of storytelling is used to capture a dilemma
in the classroom. The knowledge that teachers acquire within their classrooms is in sharp
contrast to the conceptual frameworks exemplified in the formal academic disciplines
(Carter, 1992). A teacher's way of knowing is embedded within the classroom. Because
of the uniqueness of this situation and understanding coming directly from their craft,
many times professionals often lack an academic language and explicit knowledge to
communicate their thoughts. To verbalize their understanding of teaching, often a teacher
will tell stories of what happened during the day. Student teachers are no exception. In

fact, their stories may be the single most important structure the student teacher has to
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communicate about their experience.

Telling stories seems to accommodate the high levels of ambiguity that exists in the
learning setting and the understanding of the classroom that the storyteller has. Stories are
built from information provided by events experienced by the student teachers. The
narratives these stories create become a structure that exhibits the student teachers'
organization of events. Carter (1992) talks about the organization of novice teacher's
concepts and the importance of remembered events or episodes that are observed in a
school situation. As the novice struggles to make sense of classroom events, the
uncertainties and complexities will likely be captured within their stories. Carter also
notes that knowledge is organized into an explanatory framework, and in turn, serves as
an interpretive lens in understanding one's experiences. The recording of these events
makes it possible to see the construction of knowledge as well as to document change that
occurs for the student teacher. By recording the stories exchanged by student teachers,
one would hope to capture the essence of the student teaching experience and their
development in understanding teaching. By listening to the student teacher, one will enter
into the conversation that is used by these individuals, hear their concerns, and see how
they go about making sense of their student teaching experience.

Lortie (1975) contends that there is a lack of use of a technical language and that
teachers are forced to fall back on individual recollections for understanding. This
construction of the dynamic classroom replaces new ideas learned at the university.

Teachers do use storytelling as a means to convey the experiences of their practice.

13



Bruner (1986) talks about stories as ways people organize their views of themselves and
others in the world they live. Teachers use storytelling to talk about the experiences of
their practice. By looking at the stories told by the student teachers, one can observe their

concerns and questions as they struggle with attempting to integrate theory into classroom

practices.
Social Construction

Teaching is practical work carried out in a socially constructed, complex world of
school (Ross, 1992). In the context of student teaching, the student teachers are involved
in the dynamics of the daily task of understanding the classroom. Their experience is not
one for which their university classroom can prepare them. They are discovering the
contradiction of learning how university classes are taught and how to teach in the
classroom. Knowledge for understanding the classroom is not understood as facts or
information to be learned in books, but is relevant to the individual in the classroom within
the context of the environment. The learning taking place is dependent on the individual
within the context of the student teaching experience. The student teachers begin to make
sense of their student teaching experience through engaging in extensive conversations
with their co-workers. Active learning in this model is dependent on language and
communication as seen in the context of social interactions. The student teachers use their
language as a tool to make sense of events in the context of teaching. Their stories
organize their own understanding of student teaching and teaching. These stories also

document their experience as they begin to construct their understanding of teaching.
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A linguist listens to words and gets a glimpse into the thinking of individuals. By
listening to the social conversations of student teachers, the issues and conflicts they face
should emerge along with notions about how they begin to construct meaning in their
experience. Vygotsky (1978) approached concept development from the perspective of
how it emerges in an institutionally situated activity. He was concerned with
conversations in social settings and the concept of development that occurred.
Specifically, Moll (1990) points out, Vygotsky was concerned with how the forms of
discourse encountered in the social institution provide the underlying framework within
which concept development occurs. Applied to the student teaching experience, student
teachers are engaged in creating as well as reconstructing existing frameworks of teaching
they bring with them to the student teaching experience.

The student teachers in this study, for example, had an hour and a half to engage in
extensive conversations about their experience while they commuted to and from their
student teaching assignment. During this time they began to identify themselves as a part
of a community in which they shared common interests. The student teachers spent time
making connections between their university experience and their school experience. In
this study I felt the student teachers found that much of the sense they were making of
their overall experience came through conversations they had in their carpool
(Hollingsworth, 1992). The network of support that they built made the transfer of
working by themselves as a college student to working collaboratively as a professional

educator easy and almost necessary. This support helped them understand and make
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sense of their responsibilities as student teachers. Many times, after a difficult day, the
student teachers would relate incidents that happened in the classroom. In the carpool
they would each talk about the incident and try to make sense of it. They found out that
learning how to teach comes from teaching and then talking about it. In addition, the
student teachers would seek each other out during the school day to talk or catch up on
the day's events. They became dependent upon one another as a source of support and
ideas. This was exhibited as they shared the lessons they taught, developed strategies for
talking to the university faculty, or asked for clarification on class assignments. In these
social settings, they had numerous opportunities to learn much about the essence of
student teaching and teaching. As the student teachers moved through their experiences
they naturally extended their network to include others, such as their supervising teachers.
The four student teachers I followed, for example, agreed that they depended on each
other for support. However, the supervising teacher was very influential in the success of
the student teachers' experience and understanding of teaching. The relationship that each
student teacher developed with her supervising teacher was unique. First semester, for
example, Alice depended very heavily on Mrs. Strong and modeled her teaching many
times without question. Mindy worked with Mrs. Walker in more of a peer capacity
where they both were open to suggestions in their teaching from each other and openly
shared feedback with one another. At first Jessie felt distanced from Mrs. June because
she did not understand her. When she was able to understand Mrs. June's concept of

teaching, she learned much and grew to understand and admire her. Beth felt distanced
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from Mrs. Bath because they were not able to establish an on-going conversations during
Beth's student teaching assignment.

School networks grew extremely complex and involved many school personnel
including librarians, reading teachers, and the principal. Each school created its own
intricate network of support through which problems were solved and support was found.
Dialogue seemed to be the tool for communication for student teachers and teachers alike.

In summary, the student teachers were in an experience that was unfamiliar to
them and for them to make sense of it often required the help of many individuals; such as
the other student teachers, the supervising teachers, the university instructors, the
university supervisor and other school personnel. The student teachers were novices in
their profession but were expected to begin to take on teaching responsibilities. In their
* time of transition, the student teachers struggled with bridging the gap between what they
understood teaching to be and what was expected of them. They used their resources at
the university and at school to help them make sense of what they saw as contradictions in
, teaching. Vygotsky (1978) talks about the zone of proximal development, where there is a
distance between a person's actual developmental level and their potential. Vygotsky says
/ this zone is narrowed by forming collaborations with more capable peers to solve
problems. The student teacher network provided them with resources to make sense of
the professional student teaching year experience and to understand teaching. The
support the student teachers received allowed them to broaden their understanding of their

student teaching experience and teaching. It is important to ascertain what the
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understandings are that were formed in these support networks as well as the process that
facilitated or inhibited the formation of these understandings.

Student teaching is a complex learning event and limited studies emphasize the
perspective of the student teacher (Knowles, & Cole with Presswood, 1994). My
intentions were to listen to the conversations of the student teachers regarding their
personal experiences to discover what they were learning about how to teach. As I
listened to their conversations I embarked on my own struggle of letting go of my own
concepts of teaching. I had to understand student teaching and teaching through the eyes
of these four student teachers.

The Researcher's Journey

To come to understand the journey upon which the student teacher embarked from
their perspective, I had to begin a journey of my own. This journey began by listening to
the conversations that emanated from the carpool. The student teachers' stories emerged
through conversations recorded as they drove to and from their student teaching
experiences. To understand what it was like to be a student teacher, I began my day as a
silent member of the carpool, listening to the conversations of the student teachers. Over
time I became a part of the experience. I found the following thought written in my
Researchers Journal on September 17; "Today I feel like a student teacher, I am really
changing my thinking and perspective." I knew the only way for me to begin to
understand the student teachers was to make sense of the experiences from their

perspective. I kept my contact with them to a minimum, feeling my presence would
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distract from the issues they needed to explore. My fear was, if they knew my research
agenda, it might direct their concerns and they would not explore their own questions. As
I listened to the conversations, common threads emerged that painted a picture of their
experience, but for me I could not contextualize all this information. There was no
meaning, it did not make sense. In one of my journal entries, I remember being frustrated
by not being able to understand how all this went together. "I wonder what they are
thinking" (Researchers Journal, September 5). As the study progressed, I understood that
the conversations allowed the student teachers time to think about things that happened
every day. Each student teacher had ideas she pursued through these conversations. It
became my task to follow each student teacher's conversations and tell the story of her
journey in understanding teaching.

My involvement first semester included visiting the student teachers in their
classrooms. My first visit to Alice's classroom was shocking. I knew Ronnie was an
important part of Alice's conversations because everyday she seemed to tell a story about
Ronnie. Yet when I walked into this classroom there were no words that Alice could have
used to describe what it was like to see Ronnie. I noted in my journal, "If Alice only knew
the severity of the case she is dealing with...," yet as I talked to Alice her response was,
"This is all I know" (Interview II with Alice and Beth, p. 2). Being in the classroom, I
could see Alice practice student teaching and understand her experience. As I drove home
after a long day of observation in the classroom, I dragged myself to the computer and

began to work. At this point I experienced the stress of being in the classroom all day and

19



coming home to work on tasks assigned by the university. The two ways of
understanding teaching: the physical experience of living it and then the mental task of
thinking about it, were so different. I began to understand the struggle the student
teachers had when they could not make their university assignments connect to their
school experience. After being in the classrooms I began to make sense of the
conversations as a student teacher. In my field notes on February 11, I note, "For the first
time I read the conversations of each student teacher as they crafted their own story.

Each student teacher had a unique classroom experience and they made sense of it through
their own understanding of the students" (Field Notes, February 11, p. 2).

First semester Beth's decision to be an observer of the classroom made sense in the
context of Beth's late entry into teaching and the minimal amount of experience she had
about working with students. Through Beth's conversations she expressed her uncertainty
in becoming a teacher. It was apparent as I struggled with writing Beth's case study that
each story was to be written from the perspective of the student teacher. At this point the
study took a turn and each student teacher became an individual with a framework for
making sense of student teaching. In focusing on their voices (Gilligan, 1982), I began to
let each student teacher show me what they were understanding about teaching. As the
researcher I was pressed to re-examine my own perspective and was surprised to discover
I was looking at how their beliefs about teaching would change during student teaching.
After spending a year as a university supervisor, I became thoroughly convinced that when

student teachers engaged in conversations with a mentor (Dewey, 1938; Hollingsworth,
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