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Abstract

Professionalism and Identity in Teacher Education: Implications for Teacher Reform

By Sandra M. Raymond


This study explores the concept of professionalism in teacher education. Through the methodology of a descriptive case study within an interpretive social science research paradigm, I focused on how pre-service teachers, or secondary education majors, negotiated and perceived the meaning of professionalism as addressed in a secondary education certification program such as the Integrated Secondary Certification Cohort, or the ISCC (a pseudonym).  I chose to conduct an interpretive, descriptive case study because I came to the topic of teacher education with the ontological assumption that reality is subjective and the epistemology that knowledge is socially constructed.  The secondary education certification program I chose for my study, the ISCC program, is an integrated education certification program at a medium-sized university.  Observation, interviews, and questionnaires were my primary methods of data collection.  The sample of interview participants (n=16) was self-selected among the ISCC students.  The findings of the study indicate that the concept of professionalism is multi-faceted, complex, and contextual.  This study seeks to investigate the impact of teacher education on pre-service teachers’ concept of professionalism and their own identity of themselves as professionals.
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Chapter One—Overview

“The continuing search for standards and for best practice is at the heart of professionalism in teaching.”

-Hugh Sockett, The Moral Base for Teacher Professionalism, 1993.

Introduction


The public-school teaching profession in the United States has always undergone a process of change and reform.  At the heart of this change and reform lies the concept of professionalism, which in teaching is having professional status, methods, character, or standards.  What that looks like and how to achieve it is a matter of on-going debate in the literature of teacher education and teacher reform.  Essentially, at the opposite ends of spectrum of what professionalism means are two different extremes of thought.  One seeks to define and enforce professionalism from outside the teaching profession through the use of policy.  The other extreme believes that professionalism must emerge from within the membership of the teaching profession itself.  This extreme desires that teaching become more like the professions of medicine and law.

The dominant discourse of teacher reform is currently that of accountability.  The type of professionalism desired for teachers is a professionalism of standards created and enforced from outside the profession by politicians and what the No Child Left Behind Act (2002) refers to as “scientific” research.


The No Child Left Behind Act, signed into law in January 2002, originally stated the goal of having a highly qualified teacher in every classroom by the end of the 2005-2006 school year (www.ed.gov).  Whether or not that goal has been achieved must be reported by each principal, each district, and each state on a yearly basis.  The act states:
Each state that receives Title II funds must develop a plan to ensure that all teachers of core academic subjects are highly qualified by the end of the 2005-06 school year. The plan must establish annual, measurable objectives for each local school district and school to ensure that they meet the "highly qualified" requirement.

In schools that receive funds under Title II, principals must make a statement each year as to whether the school is in compliance with the "highly qualified" teacher requirement. This information will be maintained at the school and district offices where members of the public can see it upon request. In addition, each school district must report to the state annually on its progress in meeting the requirement that all teachers be "highly qualified" by the end of the 2005-06 school year. This information is part of the state report cards. (www.ed.gov/nclb)


The act defines a highly qualified teacher as having a bachelor’s degree, full state certification, and competence in each of the subject areas he or she teaches.  This definition, however, does not answer the question of how to best prepare education majors, or pre-service teachers, for their future classrooms.

The mainstream media has mixed feelings about how to improve the teaching profession. In a recent editorial in The New York Times, Anemona Hartocollis (July 31, 2005) claims that teachers have been ill prepared to function effectively in their classrooms. Hartocollis goes on to cite the statistic that 14 percent of teachers leave the classroom in the first year, nearly half by the fifth year.  This is corroborated by Hurwitz and Hurwitz (2005) who present a similar statistic of 40 percent of new teachers leaving the teaching profession in the first five years.  If these statistics are cause for reform within the profession, the NCLB policy may not be the way to go about it.  According to Michael Fullan (2001), in his book The New Meaning of Educational Change, “Reform is not just putting into place the latest policy.  It means changing the cultures of the classrooms, the schools, the districts, the universities, and so on.  There is much more to educational reform than people realize” (p. 7).  Fullan asserts that throughout the history of school reform there have been no real success stories, primarily because “change often is not conceived of as being multidimensional” (p. 38).  In other words, change most often occurs on the surface without understanding of the underlying theoretical principles behind the change or the original problem.

Background

Although public school reform in the United States is over a century old, the current reform movement is said to have begun with the 1983 release of A Nation at Risk, a report that outlined the poor state of K-12 education, from low basic comprehension rates to high dropout rates. A Nation at Risk (1983) became the call to arms for administrators and policy makers and ushered in what became known as the first wave of education reform.  This was followed three years later by A Nation Prepared in 1986 (Darling-Hammond, 2003).  Now, almost twenty years later, discussions of school reform continue in the literature as well as in public policy and discourse, with the most recent scholarship surrounding this issue focused on the No Child Left Behind Act (2002). Fullan (2001) agrees that “the interest in educational reform has reached new heights as we enter the 21st century” (p. xi).  Teacher reform is a hot-button issue in the field of education right now, and with the NCLB act, teacher reform begins with teacher education.  However, for Darling-Hammond (2003), one of the leading commentators on teacher education, believes that preparation is not as much of a problem as retention.  She disagrees with the NCLB policy and argues that the problem “does not lie in the numbers of qualified teachers available; we produce many more qualified teachers than we hire.  The hard part is keeping the teachers we prepare” (p. 7).  Darling-Hammond (2003) identifies four major factors that play a role in teacher attrition: salaries, working conditions, preparation, and mentoring support in the early years. For many educators, the professionalization of teaching is the answer to improving the salaries, status, preparation, retention, and working conditions of teachers (Wise, 2005).  

Statement of Problem
Is the professionalization of teaching the answer to the problem of school reform? As a member of the National Council for Accreditation of Teacher Education (NCATE), Wise defines a profession as “an occupation that seeks to regulate itself by (a) developing a consensus concerning what its practitioners must know and be able to do and (b) developing and accreditation and licensing system to ensure the transmission of that knowledge and skill” (p. 318).  NCATE was established in 1954 to frame the standards of desired knowledge and skills for teachers in order to establish teaching as a “profession.”  Their mission states:

Through the process of the professional accreditation of schools, colleges, and departments of education, NCATE works to make a difference in quality of teaching, teachers, school specialists and administrators.  NCATE believes that every student deserves a caring, competent, highly qualified teacher. (www.ncate.org)


NCATE seeks to create these “caring, competent, highly qualified teachers” through the process of a performance-based accreditation system for teacher candidates in a university setting.  A set of standards created by NCATE are used for assessment.  This method of “quality assurance” is supposed to improve student achievement as well as teacher professionalism.  

Not everyone agrees with this approach.  For the past three decades there have been numerous proposals for improving public education that call for the professionalization of teaching (Burbules & Densmore, 1991), yet education scholars and commentators cannot agree on what professionalization or professionalism means, except that is usually means enforcing a set of standards from the outside, and whether or not making teaching a profession or improving professional development for teachers has a significant impact on teaching or school reform.


Education theorists and sociologists attempt to define the terms profession, professional, and professionalism by looking to descriptions of such terms in the literature of what Strike (1993) refers to as the “paradigm professions” of medicine, law, and engineering and by comparing the training and daily work of teachers to members of these professions.  Others such as Tichenor and Tichenor (2005) have conducted empirical studies to explore what the term professionalism means to public school teachers.  I will explain these reports and studies in greater detail in the Chapter Two.


Although the term is defined rather broadly, and no consensus appears as to its meaning and connotation, professionalism appears ubiquitously throughout the literature of teacher education and teacher reform.  What is problematic about this are the widely varying meanings, which lead to a lack of focus, an overall fragmentation, and sometimes even theoretical contradictions in deciding what beginning, pre-service teachers need to learn in teacher education program.  Therefore, further study needs to be done, looking at the history and common use of the term professionalism in teaching, and, more importantly, examining how the term is being used in pre-service teacher education and how the use of the term as well as its connotations impacts pre-service teachers’ professional identity, or view of themselves in relation to the teaching profession.

Purpose of the Study

In this study I examine a teacher education program through the lens of a descriptive case study.  I look at how professional identity is formed in teachers and what impact this has on the profession.  By professional identity, I mean how pre-service teachers view themselves and their profession in relation to the different constructs of the term professionalism that exist in the literature of education theory and scholarship, education law and public policy, and public discourse.  The purpose of my study is to examine how professionalism is constructed and conveyed, and what impact this may have on teacher education and reform.  A closer examination of this term and its use in teacher education can lead to further discussion, particularly a critical analysis of the implications of how the term is used on teacher identity.

Research Questions

Research Question #1

How is the concept of professionalism defined and addressed in the ISCC program, a secondary teacher education program?

Research Question #2

What are the ISCC students’ definitions of and views of professionalism?

Significance of the Study


Pre-service teacher educators should be aware of how they are defining and using the term professionalism and whether or not the conditions for certain types of professionalism to develop and grow exist in the setting of their programs. The fact that no consensus exists on the definition of professionalism or the benefit of professionalizing teaching means that current work in this area is possibly a waste of time and resources until educators and researchers gain a better understanding of the history of teacher professionalism, education and reform, concepts and constructs of professionalism, the impact of professionalism on teacher identity, and the role professionalism can play in teacher education and teacher reform.
Definition of Terms

Explicit: By explicit I mean clearly defined and specific.  In other words, the concepts of professionalism are discussed either orally in the course textbooks and materials and are defined, contextualized, and practiced.

Implicit: By implicit I mean that the concepts will simply be implied, or embedded within other concepts, and not directly expressed or defined.

NCATE: The National Council for Accreditation of Teacher Education (NCATE), established in 1954 to frame the standards of desired knowledge and skills for teachers.
NCLB: The No Child Left Behind Act, President Bush's educational policy signed into law on January 8, 2002. Also known as the Elementary and Secondary Education Act or ESEA.

Paradigmatic professions: What Strike (1993) calls professions such as medicine, law, or engineering, usually professions with a standardized code of ethics and a self-regulating professional body.

Pre-service teacher: A student in a secondary education program who has not yet completed the certification requirements for public school teaching.

Profession: An occupation, such as law, medicine, or engineering that requires considerable training and specialized study.
Professional: A member of a profession or occupation, and also the act of conforming to the standards of a profession, as in professional behavior. 
Professional Development: The continuing education and professional growth of the member of a profession.

Professionalism: Professional status or professional character.

Professionalization: The act of transforming an occupation such as teaching into what Strike (1993) refers to as one of the “paradigm” professions, such as medicine, law, or engineering, or the act of holding teachers to higher standards of accountability.

Reform: To enact change within an institution, such as public schools or public education, or within an occupation or profession.  In public school teaching, reform usually comes in the form of legislation or standards created and enforced by non-teachers.

Retention: Keeping new and beginning teachers in the profession for longer than five years.

Teacher:  For the purpose of this study, the word teacher refers to public school teachers, usually secondary or 7-12 teachers, unless otherwise indicated.

Teacher Identity:  For sociologists, identity is the set of behavioral or personal characteristics by which an individual is recognizable as a member of a group.  For the purpose of this study, teacher identity is how teachers view themselves and their characteristics, knowledge, and level of training and preparation in relation to teaching as an occupation or profession.
Study Design


This study was designed as a descriptive case study within the interpretive paradigm of educational research.  Why a descriptive case study design was chosen over other designs, and what that design looks like, will be described in detail in Chapter Three.


Research was conduced within the interpretive paradigm because, according to Gephart (1999), “Interpretive research is fundamentally concerned with meaning and it seeks to understand social members’ definition of a situation” (p. 4).  Interpretive research does not predefine dependent and independent variables but focuses on the full complexity of meaning making as the situation emerges.  Ellis (2004) states that qualitative, interpretive research emphasizes “getting close to those we study, attempting to see the world through the participants’ eyes, and conveying their experience in a way faithful to their everyday life” (p. 25).  This study assumes bias on the part of the researcher and in fact assumes that social science research cannot remove bias.  Interpretive research is “subversive of the claims to neutrality and objectivity—that comfortable image of the researcher as a ‘neutral broker’ of information for policymakers” (Smith & Hodkinson, 2005, p. 927).  Richardson (2005) argues that “Having a partial, local, and historical knowledge is still knowing” and interpretive, qualitative researchers “do not have to try to play God, writing as disembodied omniscient narrators claiming universal and atemporal general knowledge.  They can eschew the questionable metanarrative of scientific objectivity and still have plenty to say as situated speakers, subjectivities engaged in knowing/telling about the world as they perceive it” (Richardson, 2005, p. 961).


The qualitative method of interview, observations, questionnaires, and document analysis help the researcher identify patterns of meaning.  The participants in this study were members of a secondary teacher education program called the ISCC program.  This program is described in more detail in the section of Chapter Three titled “The Case.”  


A descriptive case study methodology is employed because “The cases of interest in education and social service are people and programs.  Each one is similar to other persons and programs in many ways and unique in many ways.  We are interested in them for both their uniqueness and commonality.  We seek to understand them.  We would like to hear their stories” (Stake, 1995, p. 1).  According to Yin (1994), case studies should be used in research when “how” and “why” questions are being posed, “when the investigator has little control over events, and when the focus is on a contemporary phenomenon within some real-life context” (p. 1).  In my study, I examine how professionalism is addressed in teacher education, and do not plan to control for or manipulate the variables in any way.  In fact, the variables in my study cannot be separated but rather are highly contextualized.  I will go into more detail about case study methodology, the design of my study, and concerns of validity and ethics in Chapter Three.

Limitations


This study is limited to one teacher education program over the course of one sixteen-week academic semester.  The scope of the concept of professionalism and profession identity among pre-service teachers and public school teachers is enormous, and there are many factors that cannot be identified or studied.  Time and place are restricted in this study.  Also, participant interviews are subjective in nature, because the participants being interviewed may not have felt comfortable revealing everything they knew or believed about their own views and the programs’ stance on professionalism and professional identity.

The sixteen interview participants were selected on a volunteer basis, in other words, by their own desire to participate in the study.  Therefore, the important views and insights of other participants were left out.


Another major limitation of this study is that the chair of the committee evaluating this study is a professor in the program I studied, which means that her knowledge of my study and her biases toward it may have impacted her teaching and the presentation of material in the program, which may have influenced the outcome of the study.  The interpretations and writing may have been influenced for this reason as well.


The researcher’s own participation in the program being studied occurred seven years ago, and will have created biases or assumptions about the program, its professors, and its participants on the part of the researcher that may lead to overlooking certain data or interpreting other data differently than an “outsider” may interpret it.  These concerns will be addressed further in Chapter Three.

Summary
Teacher education, training, and reform has been going on for over a century, and the current wave of reform, which is over two decades old, has yielded little in the way of successful change and cohesiveness of practice.  While many educators and researchers argue for the professionalization of teaching and the need for improved professional development opportunities in order to retain new and beginning highly qualified teachers, others claim that such professionalization is ineffective and unfeasible.  Part of problem lies in the overwhelming complexity of the concept of professionalism.  Research into professionalism takes place across professions, showing up in the literature of medicine, law, engineering, accounting, architecture, and education, among others.  Descriptions of professionalism range among a variety of behaviors and characteristics.  There is need for studies on how professionalism is constructed and conveyed in pre-service teacher education.

Chapter Two—A Review of the Literature

“Exploring the nature of teachers’ professionalism is not simply an exercise in labeling teaching as a profession, an art, a craft, or a technology.  Viewed as such, it might quickly become a recondite study of purely academic value.”

-Gary McCullough, The Politics of Professionalism, 2000.

Introduction


I do not seek one definition of professionalism, either in literature review or in the case study that follows.  Nor do I seek to prescribe professionalism for teachers.  Rather, the purpose of this literature review is to examine the beliefs and assumptions about teacher professionalism, specifically the various ways in which professionalism has been defined both historically and contextually, as well as whether or not teachers are seen or see themselves as professionals, and what impact definitions and beliefs about professionalism have on teacher reform and teacher education and training.  

In this literature review I will look at a number of books, articles, reports and studies that address the concept of professionalism in the context of both education as well as in the context of other professions such as medicine, law and engineering, in the hope to generate discussion and debate about how the term professionalism has been traditionally been used, attempts to define or limit the scope of connotations for professionalism, and the role of professionalism in teacher education, as well as to acquaint readers with a variety of reasonable views on the concept of professionalism to further emphasize the importance of studying how professionalism is addressed in teacher education.

Throughout the literature, there is an ongoing tension between certain constructs of professionalism, internally understood definitions, and common connotations.  Certain empirical studies, such as Tichenor and Tichenor’s (2005) use of focus groups, explore teacher professionalism on a practical level to help answer the question “What does it mean to be a professional and to exhibit professionalism?” (p. 89), and to uncover how teachers commonly use and view the term.

Defining Professions, Professionals and Professionalism

One problem with the concept of professionalism is that it is very broad and has many different meanings and connotations within many different contexts in current literature and scholarship and throughout history.

 An exploration of these varied definitions begins with a review of different sources within not only the literature of education and teacher training, but also the literature of other professions, as well as the fields of sociology, critical theory, and ethics.  However, no consensus exists when it comes to use of the terms professionals and professionalism and Friedson (1986), who has analyzed the term historically going back to Flexner’s 1915 study of the term, condemns the practice of seeking a definition. Friedson states that the word profession “must be used in a specific historical and national sense” and that “it is not a scientific concept generalizable to a wide variety of settings” (p. 36).  He goes on to argue that “what a profession is, then, is not determined solely by any single group, neither by members of an occupation, nor by those of other occupations they deal with in the course of their work” (p. 57) and that concludes that “there is no way of solving the problem of defining ‘profession’ that is not arbitrary” (p. 57).  Therefore, rather than attempting to present one discrete definition, I will look for patterns of overlap and consensus among certain characteristics of professionalism in studies of the term and in my own study.  I think it also important to identify and critically examine areas of contradiction and conflict in the use of the term.

Many education theorists and sociologists look to the medical and legal professions to see how these professions describe the concept of professionalism.  In what Strike (1993) calls the “paradigm professions” of medicine and law, there are clear guidelines for professionalism and professional practice and these guidelines have certain overarching characteristics, one of which is the emphasis on ethics.  In his book Ethics for Professionals in Education: Perspectives for Preparation and Practice, Strike (1993) writes, “An essential part of any organized profession is how it encodes and enforces the ethical standards implicit in the profession’s practices.  The paradigm professions, medicine and law, have professional associations that control standards of preparation, service, and practice”(p. 189).  These standards of preparation, service, and practice are what NCATE is attempting to frame and define in its systematic accreditation of teacher education programs.  NCATE states that its primary goal is to “advance professionalism in teaching” (www.ncate.org).   

In addition to this, NCATE seeks to improve teacher professionalism through the mechanism of what they refer to as “quality control,” a managerial term that refers to controlling the standards of teacher education programs. However, NCATE accreditation is voluntary, and NCATE does not control the certification of teachers or the admission of teachers to the profession.  

An example of standards of preparation, service, and practice that are created and enforced by a professions own members can be found in the legal profession.  Looking to the literature of the legal profession for example, I came upon The Florida Bar Association, which has published their “Ideal and Goals of Professionalism” in The Florida Bar Journal (July/August 2005) which defines professionalism for lawyers as follows:

1. a commitment to serve others;

2. being dedicated to the proper use of one’s knowledge to promote a fair and just result;

3. endeavoring always to enhance one’s knowledge and skills;

4. ensuring that concern for the desired result does not subvert fairness, honesty, respect, and courtesy for others with whom one comes into contact, be they fellow professionals, clients, public officials, including members of the judiciary, or the public;

5. contributing one’s skill, knowledge, and influence as a lawyer to further the profession’s commitment to serving others and to promoting the public good, including efforts to provide all persons, regardless of their means or the popularity of their causes, with access to the law and the judicial system;

6. educating the public about capabilities and limits of the profession, specifically when it can achieve and appropriate methods of obtaining those results; and

7. accepting responsibility for one’s own professional conduct as well as others in the profession, including articulating a desire to uphold professional standards and fostering peer regulation to ensure each member is competent and public-spirited. (p. 40)
Sockett (1990) argues that “it is almost definitional that a full-fledged profession is guided by a code of professional ethics” (p. 238).  Socket emphasizes two major characteristics of professional, which are “dependence of professional practice (and status) upon an intellectually respectable knowledge base” and “the presumed autonomy of the profession and its members, the freedom to make professional decisions without interference from non professional persons or governmental bodies” (p. 240-241).  Throughout the literature of professionalism, emphasis on autonomy, ethics, and knowledge base is front and center.  Some consensus on this can be attained through the comparison of different descriptions and references.  For instance, Downie (1990) establishes six ideal characteristics in his evaluative analysis of the ideal of a profession.  He states that the professional:

1. has skills or expertise which proceed from a broad knowledge base;

2. provides a service to clients by means of a special relationship authorized by an institutional body and legitimized by public esteem;

3. has the social function of speaking out on broad matters of public policy and justice;

4. must be independent of the influence of the state of commerce;

5. must be educated as distinct from merely trained in a narrow sense;

6. “Insofar as criteria 1-5 are satisfied a profession is morally and legally legitimate”  (pp. 154-155).

A comparison of these criteria to Sockett shows some similarities, such as the concept of public service, a broad knowledge base, and a commitment to self-governance.  With autonomy comes responsibility, and that autonomy has to be earned through the establishment of a centralized, agreed upon, and rigorously enforced code of ethics.

An emphasis on knowledge base, autonomy, and ethics brings with it the requirement of a level of training rigorous enough limit the members of any profession and allow for the kind of autonomy needed in that profession and complex enough to earn the respect of the public.  According to the Holmes Group report (1986), “The established professions have, over time, developed a body of knowledge, codified and transmitted through professional education and clinical practice” (p. 63).  Engvall (1997) argues that “hallmarks of a profession include mastery of a body of knowledge and skills that laypeople do not possess, autonomy in practice, and autonomy in setting standards for the field” (p. 53).  For Larabee (1992), professionalism includes “high admission standards, excellent undergraduate and graduate preparation, continuing education on the job, and desirable working conditions” (p. 5).  These reports are all comparisons of professionalism and professions across historical and professional contexts, and all have been written with the purpose of looking at the overall professionalization or lack of professionalization of teachers.

A frequently cited source within the literature of professionalism in education is Schein’s (1972) work Professional Education in which he derives a ten-part criterion-based definition of professionalism from the analysis of the writings and studies of a number of sociologists (Abrahamson, Barber, 1963; Blau & Scott, 1962; 1967; Gilb, 1966; Goode, 1957; Gross, 1969; Hughes, 1963; Moore, 1970; Parsons, 1968; Wilensky, 1964).  His criteria include “high skill and intellectual effort and extensive formal education” as well as the “tradition of group dignity” (p. 9).  Schein is referenced by Schon (1983, 1987), Friedson (1986), Sockett (1993), and Engvall (1997).  Engvall argues:

Definitions of profession practice commonly agree that professionals develop a specialized knowledge base from which appropriate decisions can be made on behalf of clients; that professionals have the ability to apply that knowledge in individual non-routine circumstances; and that they have a strong ethical commitment to do what is best for the client.  Questions about the scope of the autonomy that a professional has in exercising his/her qualified discretionary judgment, or about the propriety of practices within that scope, are decided by the profession itself as a group, not by clients, supervisors, or employers outside the profession. (p. 57)

Kerr (2000) also looks to sociologists to determine criteria for defining a profession.  Sociologists who study work and occupations have described features that define a profession:

· a well-defined body of knowledge that new practitioners have to master

· social consensus that only members of this occupational group will be allowed to address certain key matters of life and death, well-being, relationships, and so-on

· control from within the profession of standards that determine who is admitted and who is not

· codes of ethics and methods for handling renegade or deviant practitioners

· and the ability or willingness to use political and social power in support of the profession’s aims and members. (p. 3)

These criteria agree with the previous ones, but also emphasize political power, or a kind of obligation to assert power on behalf the members of the profession and the profession itself.  The above criteria also add the idea that only members of the profession should be privy to the very inner workings of, and the most important decisions surrounding, the profession.  This makes sense when you think of a group of highly trained brain surgeons deciding whether or not to adopt a new technique.  Only one who is trained as a brain surgeon might understand the theoretical and technical foundation of such a technique.  The mysterious nature of the medical profession is one of the very aspects of it that allows doctors to maintain such autonomy and direction over their own profession.  


However, being a professional goes beyond having knowledge of something the general public does not understand.  A professional must not only learn how to practice as a member of that field, they must also develop what Kerr and other scholars refer to as “a concern, shared with other members of the profession, for moving practice forward, for contributing to the improvement of technique and for communicating those new perspectives to others” (Kerr, 2000, p. 3).

These criteria encompass a number of professions.  In addition to doctors others commonly recognized by sociologists as professionals—lawyers, architects, accountants, and so on—have similar (but not identical) mechanisms for describing, sharing, and commenting on changes in practice.  “There is, in other words, a culture of professional growth and development that emphasizes the individual’s responsibility to share significant new information with peers, and to pay attention to such information circulated by others in the profession” (Kerr, 2000, p. 3).

Where does this culture of professional growth and development come from, and how can it be cultivated among teachers?  One argument against the professionalization of teachers is that unlike doctors and lawyers, teachers cannot select their own clients, control the standards of entry into their profession, or charge money for their services.  The low pay and low status of teaching precludes teachers’ inherent motivation to undergo more rigorous training and education and engage in more professional development than that required by districts for recertification.  In other words, “Professions such as medicine and law have been able to convince society that their members possess specialized skills and knowledge that should be valued and rewarded” (McKnight, 2005, p. 213).  To become a member of such professions, 

an individual has had to internalize the ideological assumptions embedded within what each profession considered legitimate ways of knowing and behaving, historically scientific, technical, and abstract.  This has not been a difficult feat.  Those who would be members disposed toward what the professional discourse historically regards as virtues have been compensated with economic and social status and occupational autonomy.  These rewards are wed to a virtue ethic principle: for one’s thought and feelings to be in harmony with professionalized ways of knowing is to truly engage in a ‘good life’ and join a small, elite community within a larger cultural context. (p. 213)

Carr and Kemmis (1986) regard medicine, law, and engineering as professional occupations because “they involve techniques and skills supported by a body of systematically produced knowledge” (p. 8).  The systemization of knowledge is one of the goals of NCATE.


Another distinguishing feature of both the medical and legal professions is that they are governed by ethical codes which serve to ensure that the interest of clients is always the predominant concern.  While teachers very often place the needs of their students first, their profession does not have a code of ethics enforcing that priority and preventing teachers from being forced to make decisions, such as administering certain standardized tests, that research may show is detrimental to their students.

To further ensure that they can always act in the interest of the public or their “clients”, members of a profession reserve the right to make autonomous judgments free from external non-professional controls and constraints (Carr & Kemmis, 1986).  The medical and legal professions, for example, select their own membership and determine their own disciplinary and accountability procedures.  

Another way to define a profession is not through public perception or through historical precedent, but by breaking down and studying the concept of professionalism into what professionals know and what professionals do, what House and Lapan (1988) refer to as professional practice and professional knowledge.  House and Lapan (1988) define professional practice as “consisting of instrumental problem solving made rigorous by the application of scientific theory and scientific method.  Professional practice, it is believed, rests upon a body of scientific knowledge which is applied to practical problems.  Professional knowledge is scientific, specialized, and standardized” (p. 70).  In other words, professionals are not just defined by what they know, but by the fact that their body of knowledge is of a specific kind.

Others see having a particular body of knowledge or level of expertise as less of a factor in professionalism than the concept of autonomy.  Schon (1983, 1987) concurs with the importance of control from within the profession of standards that determine who is admitted and who is not, a codes of ethics, and methods for handling renegade or deviant practitioners.  Schon derives much of his conception of professionalism from Schein’s 1972 study.  Schon is also influenced by Argyris (1976, 1982), and Hughes’s (1959) study of occupations.  However, Schon’s work on professionalism and reflective practice is widely referenced in the literature on teacher professionalism, teacher education, and teacher reform (Atkinson, 2004; Day & Hadfield, 1996; Fallon & Brown, 2002; Fendler, 2003; Goodson & Hargreaves, 1996; House & Lapan, 1988; Jurasaite & Harbison, 2005; Kompf & Olson, 1996; Laursen, 1996; McKnight, 2005; Nicoll & Harrison, 2003; Price, 2001; Trotman & Kerr, 2001).  Beck and Kosnik (2001) argue that “Donald Schon is widely regarded as having made a major contribution to the understanding of professional practice.  Notably, he is credited with having replaced the ‘technical rationality’ conception of practice, whereby outside experts do the reflection and practitioners merely apply it” (p. 217).  For Schon, “reflection and theory development are carried out in situ by practitioners” (p. 217).  This is important to a discussion of teacher education and teacher reform, addressed later in this literature review.

Teaching as a Profession: The Impact of Differing Views of Teacher Professionalism on Teacher Identity

In what ways does the teaching profession differ from the “paradigm professions”?  Does teaching even qualify as a profession?  Should the professionalism of teachers be part of discussions of teacher reform?  Finally, what implications does this have for the formation of a teacher identity in teacher education?

To begin to answer these questions, it must first be pointed out that teachers do not have full control of standards for entry, advancement, and discipline in their profession.  Lortie (1975) writes, “Today as yesterday, teachers continue to work in settings where formal authority is vested in board members who do not belong to their occupation and are therefore beyond the read of its internal controls” (p. 6).  School board members are not teachers, and they are elected by the public, not selected by members of the teaching profession.  This is unlike the boards that oversee doctors and lawyers, which are made up of doctors and lawyers and selected by members of their own profession.  This leads some education theorists and commentators to ask to what extent an ethical perspective can be part of profession like teaching when teachers are not in control of their own professional practice (MacMillan, 1993).  Discussions of teacher reform often include discussions of teacher professionalization, and one aspect of teacher professionalization is teacher autonomy.

However, arguments for the professionalization of teaching differ in their views of the importance, necessity, or feasibility of teacher autonomy.  While some scholars continue to compare teaching to the medical and legal profession, others such as MacMillan (1993) see this as problematic, arguing that “it is not at all clear that teaching is a paradigmatic profession, and there are serious arguments about the viability of attempts to provide teachers with the kind of status and autonomy that medicine and law have achieved” as well as some “serious arguments about whether trying to make teaching more like the paradigmatic professions is a worthwhile or viable program of action” (p. 190).

For many scholars, teaching differs from the paradigmatic professions on a variety of levels.  For MacMillan (1993), “employment as a teacher in a recognized institution determines one’s status as a teacher; if a school were to hire someone with no formal credentials to fill a position as a teacher, that person is still—and thereby—entitled to professional status” (p. 193).  This happens all the time in the arts.  My father, a photographer for 35 years with no education beyond a high school diploma, was recently hired by the city of Tucson to teach a beginning photography class as part of its adult education series.  When people ask him what he does, he answers, “I teach photography.”  Without any special training in the area of teaching itself, my father considers himself qualified to teach on the basis of practical knowledge and skill.

Persons with a Bachelor’s degree in many areas other than teaching are frequently hired by community colleges, private, and charter schools with no certification or specialized training in the area of teaching.  These individuals are also sometimes hired by public schools to act as substitute or temporary teachers with “emergency” certification.  This feature of the teaching profession raises questions in the literature, such as whether or not teaching really depends on a specialized knowledge base or on special training necessary to engage in the profession’s activities.  For MacMillan (1993), “the type of esoteric learning” in the paradigmatic professions “justifies the autonomy and monopoly” of these professions (p. 194).

The role of the members of a profession in determining entry into the profession is a key factor in comparing teachers to members of the paradigmatic professions.  In the United States, the certification or licensing of teachers is a state function; that is, it is the state rather than the members of the profession itself that determines who is allowed to teach in public schools.  The professional associations of the paradigmatic professions, on the other hand, are the bodies that determine what qualifications are required for individuals to practice medicine or law (MacMillan, 1993).

Having compared teacher autonomy and teacher knowledge to that of other professions, how does what teachers do compare with other professions?  The answer to this question is complex and problematic because opinions about the nature of teacher work and notions of teacher professionalism are constructed by different groups in society.  According to Bryan (2004), “varying groups will see teachers’ purposes and roles as different.  Each of these groups has a clearly defined agenda, underpinned by values.  Notions of teacher professionalism are, therefore, value-laden.  Teachers’ professional work can be seen to be increasingly influenced by politics, characterized by recurring waves of reforms” (p. 141).  For instance, something like grading can be viewed as a complex task requiring advanced education and experienced, sound judgment and critical thinking skills, or it can be viewed as clerical, depending on whose perception is being examined.  Whereas an experienced educator may have complete confidence in the members of teaching profession in making decisions about grading, an outsider such as a member of the voting public or a parent may see the need for more supervision and accountability when it comes to grading.

These different views can lead to different definitions of professionalism in the teaching profession. For example, teacher professionalism from a government perspective is seen as something to be “earned” by teachers, which takes “autonomy away from teachers, together with the right to call oneself a ‘professional’ in terms of autonomous practice” (Bryan, 2004, p. 142).   “Professionalism in this sense is reconceptualized as teachers’ ability to show government…that they are following policy documentation” (p. 142).  The impact on teacher identity is that a sense of insecurity has been created in teachers by the reforms.  With external accountability, sometimes even by parents, teachers no longer feel autonomous.  They often do not see themselves as the designers of curriculum or of pedagogy, and “it is possible to understand their experiences as a process of de-professionalization” (Bryan, 2004, p. 144).


All of this has an impact on the formation of a teacher’s identity during their pre-service education.  According to Kaufman and Feldman (2004), a student’s identity is impacted in college by three factors: the student’s self-concept, their outward presentation of their “self” and the identity attributed to them by others.  As future members of the teaching profession, pre-service teachers, or education students, begin to develop their own professionalism and professional self-concept as teachers by being exposed to information, either from the public, the media, scholarly research, or their education professors, about the teaching profession.

Research on Teacher Professionalism

According to Tichenor and Tichenor’s (2005) empirical study of teachers’ perceptions of professionalism, there are many shared as well as many conflicting understandings regarding what it means to be professional.  In their study, the researchers examine “what it means to be a professional and to exhibit professionalism in the field of education from the perspective of practicing teachers” (p. 89).  In their study they conclude that in the field of education being a classroom teacher is not always associated with being a professional.  That is, “American society does not generally view teachers in the same way as they view other professionals; the belief that anyone can teach is not found in other professions (i.e., not just anyone can play professional baseball, or be an accountant or engineer, or practice law or medicine)” (p. 89).

Tichenor and Tichenor (2005) conducted their study because while there are many descriptions of teachers as professionals and many arguments for the importance of professionalism in teaching, “little research has examined what practicing teachers think about this subject.  We go beyond theoretical definitions of teacher professionalism to explore what it means on a practical level” (p. 89). Their study used focus group interviews to ask in-service teachers what they believe are the basic qualities of professional teachers and what aspects of professionalism ideal teacher exhibit. “Focus group interviews were appropriate for this study because they help reveal the perspectives, feelings, and thinking of people about issues” (p. 92).


The purpose of their interviews is to answer the question “How do practicing teachers define professionalism?” (p. 91).

According to teachers in the study, professionalism is exhibited in many ways and encompasses both attitudes and behaviors.  The researchers report, “After examining the data, we recognized that teachers’ comments fit into well-established categories of teacher professionalism and the qualities of effective teaching” (p. 92).  The “well-established categories” of their study come from Socket’s (1993) work The Moral Base of Teacher Professionalism.

Sockett (1993) lays out a broad theory of the moral foundations of teacher professionalism.  He describes professionalism as the “manner of conduct within an occupation, how members integrate their obligations with their knowledge and skill in a context of collegiality, and their contractual and ethical relations with clients” (p. 9).  Using composite descriptions of idealized teachers in three classrooms, Sockett identifies five major aspects of professionalism for teachers (p. 10):

1. character

2. commitment to change and continuous improvement

3. subject knowledge

4. pedagogical knowledge

5. obligations and working relationships beyond the classroom

Tichenor and Tichenor (2005) took the results of their own study and compared them to Sockett’s findings.  They compiled a list of key terms used by teachers and arranged them in relationship to Sockett’s five categories:

1. Character—resilient, keeps composure, is caring and nurturing, friendly, patient, well-organized, flexible, confident, a role-model, conscientious, creative, dedicated, goal-oriented, ethical (p. 92).

also, “They dress neat and clean and appropriate for teaching” (p. 93).

risk-takers, view teaching as a career, look forward to coming to school, are enthusiastic about teaching (p. 93).

2. Commitment to change and continuous improvement

“Professional teachers are reflective and constantly evaluating their choices and actions to improve instruction” (p. 93).

Also: “continues education, reads journals, attends conferences, stays current in the field, not satisfied with the status-quo, understands current trends, are lifelong learners.”

3./4. Subject knowledge and pedagogical knowledge

“innovative teaching, effective implementation of curriculum, participates in action reaction, motivates students to learn, knows how to assess learning and plan lessons accordingly, applies learning theories, uses proper English, uses appropriate learning strategies for discipline” (p. 93).

5. Beyond the classroom

“Teachers in the classroom recognized that professionalism involves more than simply their actions inside the classroom.  They understand that professional teachers have a responsibility to collaborate and cooperate with faculty, staff, administration, parents, and community members” (p. 93).

“One teacher’s comment that ‘professional teachers are involved in developing and changing policies and rules’ illustrates that professionalism should impact many educational settings” (p. 93).

“The results of this study indicate the importance of communicating what it means to be a professional teacher to a wider audience” (p. 94).

For Tichenor and Tichenor (2005), the purpose of their study was not to come up with a single, all-encompassing definition of professional or effective teachers.  Rather, it was “to establish parameters of behaviors and characteristics that can be fostered among teachers” (Tichenor & Tichenor, 2005, p. 91).

Others in the literature describe certain teachers as professionals, such as those who have a firm grasp of the subjects they teach and who demonstrate intellectual rigor.  They know the standards of practice of their profession and they know that they are accountable. They are also able to analyze the needs of the students for whom they are responsible (Wise, 1989).

Hoyle (1980) is another education scholar who portrays professionalism as the quality of one’s practice.  In other words, “the behaviors exhibited by a professional teacher are what identify a teacher’s professionalism” (p. 90). Unfortunately, as evident from the Tichenor and Tichenor’s (2005) study, professionalism in the context of public school teaching is often defined by simplistic and even mundane behaviors.  The most striking example is “They dress neat and clean and appropriate for teaching” (p. 93).  Another example of this oversimplification of professionalism is Hurst and Reding (2000) who associate specific behaviors with teacher professionalism, from “appearance and punctuality to using proper language and building strong relationships with colleagues” (p. 90).  In these types of definitions, the term professionalism is often related to polite or responsible behaviors that can be applied to anyone in the workforce, regardless of education and training, from a fast-food worker to a receptionist to a paralegal to a judge.

While nobody argues that these behaviors are not important, they do not fit the categories and characteristics of professionalism laid out in the literature of the paradigmatic professions. In fact, in the paradigmatic professions, such “good behavior” is often excused among the exceptionally brilliant or well-trained members of the profession, such as poorly dressed, absent-minded, and rude doctors and scientists who are nevertheless quite highly regarded.  I would argue that equating teacher professionalism to such mundane behaviors can even be a detriment to the profession, once again, not because such behaviors are not important and valuable, but because they change the connotation of professionalism in teaching, equating it to the obedient workforce rather than to the paradigmatic professions.  This is what I refer to as the trivialization of teacher professionalism and why I believe that not only is it important to describe how professionalism is addressed in pre-service teacher education, it is equally important to critically examine and define what type of professionalism is addressed.

Discussions of professionalism in teaching have an impact on teacher identity in that how teachers view themselves in relation to professionalism can affect how they work.  Morrow (1988) believes professionalism is “the degree to which one is committed to the profession” and notes that “individuals vary in their identification with their profession and in their support of the profession’s values—i.e., teachers have varying levels of professionalism” (p. 90).  Lack of commitment to the profession may be a contributing factor to the low rates of new teacher retention cited in Chapter One.

Kerr (2000) asks, “Are teachers truly professionals?  The questions is an old one; the answer clearly depends on what we mean by professional” (p. 3).  This is a common and popular discussion surrounding teacher professionalism in the literature, although very few researchers ask teachers if they view themselves as professionals.  The Tichenor and Tichenor (2005) study is the closest I have seen researchers come to investigating how teachers view professionals.  However, the study is lacking in that there is no critical examination of their definitions, or any attempt to understand how these definitions have been constructed.

Teaching may not be a full-fledged paradigmatic profession, but Etzioni (1969) is often quoted in the literature as defining teaching as a “semi-profession.”   He points out that “control of standards for entry, advancement, and discipline does not lie wholly in the hands of teachers themselves, and the field does not have well-codified bodies of theory and practical techniques that predictable lead to replicable results” (quoted in Kerr, 2000, p. 3).

For Engvall (1997) teaching is professionalized in the sense that “it clearly involves a body of expert knowledge and skills learned over a period of time, it implies a set of ethics or standards of professional practice, and it attempts to maintain its profession’s autonomy” (p. 59).

However, Engvall notes that the professional norms of peer regulation and individual autonomy in the paradigmatic professions exist in stark contrast to the subservient role of teachers.

A key difference between teaching and the paradigmatic professions is that in the paradigmatic professions the members of the professions themselves lead the organization and define the standards.  “Those responsible for administering the organization are usually paid less than the professionals and exercise little actual authority, in direct contrast to teaching” (Engvall, p. 59). “Rather than connoting a high level of training and knowledge applied to practice that must, above all else, serve the needs of clients, many policy makers and administrators use the term ‘professionalism’ to mean unquestioning compliance with directives” (p. 59).  In teaching, the issue becomes whether control over the professional’s standards of entry and daily work should come from other members of that profession or from those outside the profession.

One factor in the comparison of the teaching profession to the paradigmatic professions is that professionals must also have mechanisms for describing, sharing, and commenting on changes in their practice (Schon, 1987).  According to Lortie (1975), teachers do not have this culture of professional growth and development that emphasizes the individual’s responsibility to share significant new information with peers, and they do not feel obligated to pay attention to such information circulated by others in the profession.  Kerr (2000) agrees with Lortie, “Teachers generally do not have a culture of shared professional information exchange.  While individuals may and do take the initiative to publish descriptions of new techniques in professional journals and to present them at conferences, many do not” (p. 3).


Lortie (1975) makes other distinctions between teachers and other professionals.  Teachers, “unlike fee-for-service professionals, cannot build a clientele of selected individuals” (p. 5).  Therefore, teaching is a profession of contradictions in definition and status.  According to Lortie (1975), the teaching profession is “permeated with the rhetoric of professionalism, yet features incomes below those earned by workers with considerably less education.  It is middle-class work in which more and more participants use bargaining strategies developed by wage-earners in factories” (p. 10).  These contradictions in status are complicated by the larger social context and how teachers are represented in the media and popular culture.  In the popular imagination teachers are often seen as heroes, but in reality teachers elicit little respect, both within their profession and in the minds of the public.  One reason for this is that teachers come to the profession after an “apprenticeship of observation” (Lortie, 1975), and in fact, most of the population has experienced this apprenticeship of observation.  In other words, in our society we spend more time with teachers than we do with member of any other profession.  For at least twelve years, five days per week, nine months per year, we observe what teachers do.  For some reason, this leads many to believe that teaching is something they understand and can have an opinion about.  With teaching, there isn’t the same mystery of practice that surrounds doctors, lawyers, engineers, and other types of professionals.  Teacher training is different than the training for these other types of professions because of this special feature of the occupation, and students who are becoming teachers bring a different set of assumptions about their profession, usually assuming that they don’t have as much to learn as they actually do (Lortie, 1975).

Engvall (1997) disagrees with Lortie’s and others’ approach of comparing teaching to other professions.  He writes, 

However valid teachers’ concerns are over low pay, and low status, there must be a better way to achieve these things than to continually assert the similarities between teaching and other professions, since whatever the quality and quantity of similarities, it is the differences that are the most striking. (p. 14)

Although the effectiveness of teachers has long been a public concern, Engvall (1997) argues that there has been an equally long reluctance to view teaching as a profession.  He critically reexamines the trend to increase or improve teacher professionalization, arguing that “While many, if not most, aspects of greater ‘professionalism’ for teachers are legitimate means by which to improve the delivery of education, as well as the status of teachers, the tendency among educators to seek greater professionalism by comparing ourselves to the more established ‘professions’ may be wrongheaded” (p. 13).  His arguments stem from the nature of teachers work in the context of providing a public service, as well as from looking at the historical position of teachers in the popular imagination.

Another argument against the professionalization of teachers comes from Ayers (1993) who writes, “If teachers see professionalism as a type of elitism separating them from the community at large, a successful partnership among teachers, parents, administrators, and the community will be more difficult” (p. 24). Engvall (1997) expresses a similar concern that a profession that “derives its authority and its influence from the fact that people need its services can become exploitive unless its members possess a high degree of altruism and work together to promote and foster high ideals in themselves and in their colleagues” (p. 20).  The need for teachers to be altruistic can also be seen as a ideological structure that keeps teachers in a position of low pay and poor working standards.  The needs of the teachers to see themselves as professionals and the needs of the public for free and democratic education leads to contradictions in the purpose and structure of teaching and education. Engvall (1997) writes,
The increasing tendency to refer to teachers as professionals, while considering 
their work to be bureaucratic, has been a source of puzzlement to both teachers 
and the public.  The recent debate about education reform in schools can be seen 
as a debate between two different logics of action—the bureaucratic logic of 
accountability and the professional logic of autonomy. (p. 25)
Bureaucrats are subordinate to the system and answer to the taxpayers, so to see teachers as bureaucrats or public workers is to ultimately prevent the true professionalization of teaching.


What are some of the other factors contributing to these contradictions in status?  Engvall (1997) sees history and gender issues playing a role. “Since the mid 1800s, teaching has been a largely female occupation.  The association of teaching with women at a time when virtually all other professions in America were dominated by men, helped to assure that teaching would not be recognized as a profession in the same terms as law or medicine” (p. 46). He goes on to argue that “The fact that male-dominated higher education has greater autonomy, prestige, status, and legitimacy, leads reasonable to the conclusion that as in society, our history suggests that discrimination against women has impacted the professionalization of education”  (p. 46).


If discussions of teacher professionalism take place in teacher education program, what effect to these discussions and the varying constructs of professionalism have on teacher identity?

The study of identity is both complex and controversial.  What are the factors that go into shaping an identity, specifically the professional identity of a teacher?  According to Lortie (1975), “Occupations shape people” (p. 55).  From a social constructivist viewpoint, identity is created through the interaction of a number of forces, including historical, social, political, and autobiographical.  All of these forces, taken together, can lead to conflict and contradictions in identity formation.  If my assumption for this study is the sociological belief that identity is formed by social processes, then once formed it can be modified or completely changed by these social processes and interactions, as well as the above factors.  According to sociologists Berger and Luckmann (1966), “Identity is a phenomenon that emerges from the dialectic between individual and society” (p. 174). The factors that go into shaping the professional identity of a pre-service teacher in a teacher education program are: the students, their background and autobiographies, their relationships with each other, the professors, the university and the program, the history of the teaching profession, and the larger society.  “Learning to teach is in part a process of constructing an identity in the midst of systems of relations” (Smagorinsky, 2004, p. 10).

One way to explore identity is through narrative research.  This can be accomplished in a case study by allowing participants to tell the “story” of their experience or to otherwise reflect on their experiences narratively.  Narrative research can also consist of including what are referred to as vignettes, or descriptive sketches of scenes. “Narrative research, for example, has prompted educators to explore teacher identity formation as articulated through talk, social interaction, and self-presentation” (Zembylas, 2003, p. 107). Zembylas asserts that“…teacher emotion is embedded in school culture, ideology, and power relations, through which certain emotional rules are produced to constitute teachers’ emotion and subjectivity.  These rules act as norms that code, rank, and regulate emotional responses in terms of conformity and deviance” (p. 120).  This aspect of the research helps investigate how pre-service teachers’ concepts of professionalism differ or are similar to the literature as well as addressing their own professional identity, or how they view themselves in relation to the teaching profession.

Jurasaite-Harbison (2005) writes, “The concept of professional identity yields a rich understanding of the relationship between self and a certain context of practice.  In this respect, professional identity is the outcome of an interface between the personal experiences of teachers and the social, cultural, and institutional context in which they function on a daily basis” (p. 159).  Jurasaite-Harbison’s (2005) study explores one teacher’s professional growth in the process of conducting a study with her. Their study explores professional learning as a kind of scholarly growth in which the teacher’s agency and autonomy is a critical factor.  They believe that making teachers co-researchers enables them to begin to play a deeper role in the development and growth of their profession.

Implications for Teacher Reform and Teacher Education

Professionalism is a significant aspect of school reform.  In their study of teachers’ perceptions of professionalism, Tichenor and Tichenor (2005) argue that “by understanding and sharing a common definition of ‘professional’ and ‘effective,’ perhaps we can improve teaching so that more students will benefit from successful educational experiences” (p. 89). However, rather than simply trying to cobble together a neat definition that can be printed in textbooks on teacher education, it might be much more important and valuable to teach beginning teachers and education students to critically examine varying connotations of the terms and how the term applies to the teaching profession and other professions so they can gain a more thorough understanding of the conditions and underlying assumptions of the practice of teaching.  Seeing how the definition can be limited to something like how a teacher dresses might help illuminate how teachers are limited in their capacity as professionals.

Creating a shared definition of professionalism might also be more detrimental then helpful to the teaching profession. MacMillan asks, “Can state-or district-imposed codes of professional conduct be anything other than bureaucratic regulations of individual teachers and the profession-at-large are not in control of their destinies?  Can bureaucratic regulations become or stand in for professional ethics?” (p. 189).  This is especially important to consider if teachers as members of profession do not create their own code of conduct and professional ethics but are asked to follow ones created by those outside of their profession.

While many attempts to professionalize the teaching profession are well-meant, they are often limiting.  Kerr (2000) argues that “while most school districts offer some form of in-service or continuing professional education to teachers, many participants in these efforts describe them as marginally effective at best—teachers assemble for an afternoon or a few hours on a weekend and are given ‘quick-fix’ solutions to some problem, activities or approaches that can be directly and immediately implemented with little need for extra preparation or thought” (p. 3).  This is not professionalism as described by the paradigmatic professions.

Education theorists and commentators argue for the important of professional development of some kind.  The question is not whether or not to provide professional development opportunities to pre-service, beginning, and continuing teachers, but what kind  of professional development opportunities should be created.  Kent (2004) writes, 

Professional development is the catalyst to transforming theory into current best teaching practices.  In order to provide effective professional development, there are many variables that must be considered by the school principal including teacher beliefs and receptivity, the school climate, and available local support.  Ultimately, administrators must focus on linking effective professional development to teacher quality in order to yield student success. (p. 427)

This has profound implications for teacher reform.  Unfortunately, much of the literature on teacher reform aims at the kind of mundane and quick fix solutions described above.  Others argue that teacher research, or action research is the key, as well as teaching philosophy, ethics, and critical theory.  Kent (2004) writes, 

Reform efforts must address core processes of teaching and learning if they are to markedly change what happens in schools.  Teachers must explore
implementation of research insights in their own classrooms regarding needs, interest, instructional history, and proficiency of individual students.  Teacher beliefs about an innovation, its consequences, concerns, and contextual variables associated with it, are important in determining teacher behavior. (p. 428)

However, district professional development efforts have been found ineffective due to a number of factors mentioned in the literature, including short duration, low intellectual level, poor focus, and little substantive research-based content.  Plans are developed and implemented from the top-down, are outdated, lack follow-up, neglect teacher concerns and neglect connections to challenges teachers face (Kent, 2004). 

Because of this common connotation of professional development, a view in which teachers see the opportunities as busywork or as taking time away from more important duties, teachers find themselves caught between two opposite extremes.  One side of the spectrum views teachers as professionals in need of more professionalization and autonomy, while the other suggests the need for more direct supervision, more stringent state licensure requirements and more standardized testing (Engvall, 1997).
The dilemma for teacher education is how “to increase status and professionalism,” which may require “an expanded and more selective period of training” (Engvall, 1997, p. 83).  However, “without the greater rewards upon completion, aspiring professionals would probably gravitate toward medicine, law, and other more outwardly rewarding career choices” (p. 83).
One indicator of the characteristics of a profession is what that profession teaches or transmits to pre-service or beginning practitioners in the formal education process.  Consensus on what needs to be included within professional education programs for teaching is important in order to make more uniform professional standards possible (Engvall, 1997).  This has been one of the goals of NCATE, a process that NCATE began almost a half century ago, but has been continuing to evolve and step up in recent years, particularly with the threat of more control from external forces (Wise, 2005).  However, what NCATE seems to overlook is that external forces are already in control of teachers, and their standards and attempt to craft a body of ethics of practice similar to the paradigm professions is window dressing, as the organization has no real power to hire, fire, or reprimand teachers.  “The discussion of professionalism of teaching needs to be kept in the context of the real world.  The tradition of school boards overseeing schools, and community ownership of the schools is powerful” (Engvall, p. 93).  Any occupation that seeks to attain professional status must have the ability to police itself.  The teaching occupation cannot overcome that contradiction, and I believe that contradiction must be critically examined in pre-service teacher education, particularly in discussions of professionalism or the professionalization of teaching.

For Carr and Kemmis (1986), a major, and often overlooked component of teacher professionalism and professional development  is the study of theory and participating in action research.  They write, “There is now a growing movement to extend the professionalism of teachers by providing them with greater opportunities to engage in curriculum theorizing and educational research” (p. 1). Despite these opportunities, and despite that fact that “teachers today are better prepared for their profession than ever before” (p. 2), Carr and Kemmis argue that 

the profession remains conformist in many ways.  Unlike previous eras, conformity is not now assured through domination by imposed curricula or rigid systems of inspection and control.  It is now a far more insidious and subtle matter, achieved through offering pre-designed packages, through creating a profession with limited views of its professionalism (emphasis added). (p. 2)

Because of this, most discussions about teaching as a profession focus on the extent to which teaching conforms to the standards and criteria normally employed in distinguishing professional from non-professional occupations.  Carr and Kemmis  (1986) believe that theory and research play less of a role in teaching than they do in other professions and many teachers “regard research as an esoteric activity having little to do with their everyday practical concerns” (p. 8) and they argue that “…if teaching is to become a more genuinely professional activity, three sorts of developments will be necessary” (p. 9).  These necessary developments include changing the attitudes and practices of teachers so that they become more firmly grounded in educational theory and research.  Also, the professional autonomy of teachers must be extended to include the opportunity to participate in the decisions that are made about the broader educational context within which they operate, and finally, the professional responsibilities of the teacher must be extended so as to include a professional obligation to the larger community (Carr & Kemmis, 1986).

Milliken (2004) argues that “Professionalism is being shorn of its critical components.  It is being diminished, its critical edge being reduced to problem solving in bounded professional situations or to ‘reflecting’ critically on one’s own practice” (p. 17).  While many education scholars, commentators, and even advocates of reform recognize that public education has become overregulated and that the teaching occupation has become unattractive to many talented students, their reports and proposals often urge still greater involvement of policy makers in shaping schools by setting high standards and increasing accountability.  Consequently, we see states passing laws that use the rhetoric of teacher professionalism as window dressing while simultaneously requiring greater restraints (higher “standards”) on curricula, textbooks, tests, and teaching methods. 

Often times, when “professional development” is mandated, teachers are not actually required to be professional, but to attend some form of professionalism training or professional development workshops.  Education commentators such as Linda Darling-Hammond (1999) envision the professional teacher “as one who learns from teaching rather than as one who has finished learning how to teach” and view “teacher education as developing the capacity to inquire sensitively and systematically into the nature of learning and the effects of teaching” (p. 18).  This approach aims to give teachers a greater understanding of complex situations rather than teaching them to control situations with simplistic formulas or cookie-cutter recipes for teaching.  Darling-Hammond (1999) argues that “to create powerful teaching in schools and colleges throughout this country, we will need…to build education schools that rival our universities’ medical schools” (p. 23).

Despite the cynicism some scholars display toward professional development, others emphasize its importance.  Nicoll and Harrison (2003) argue that  professional development for teachers is increasingly important.  “Promoting better teaching practices through professional development is part of the drive for quality and excellence” (p. 23).  However, they agree that the  focus has been on teaching as a “technical” activity, which “has obscured the social and discursive practices through which a very particular sort of teacher identity is produced” (p. 23).  They go on to assert the importance of seeking a more complex conceptualization of the construction of professional identity, one that acknowledges the multiple discourses and identities that permeate teaching.

Conclusion

More than a quarter-century of prescription has followed Lortie’s 1975 landmark study Schoolteacher in which Lortie declared the profession “long on prescription, short of description” (p. vii).  But prescription and centralization of control is the method the United States, a country concerned about the quality of its teachers and its public education system, uses to deal with what I call its teacher problem.  By prescription, I simply mean that rules and guides are set down in a systematic way by forces outside of the teacher profession, and those rules and guides are enforced legally and economically.

During the early twentieth century the efforts to professionalize became stronger with the spread of the public schools and the increase in the number of normal schools and university schools of education.  This endeavor has persisted into the new century, given a sense of importance an urgency to such national reports as Carnegie Foundation’s 1986 report, A Nation Prepared: Teachers for the 21st Century, by national agencies such as the National Council for the Accreditation of Teacher Education (NCATE) and by “effective teacher” research.

Two schools of thought are at war in the conversation about teacher reform.  Politicians and the public, fueled by publications such as A Nation at Risk and legislations such as No Child Left Behind, argue for a kind of teacher reform that leaves the control of the profession in the hands of those who are not teachers.  But for theorists like Darling-Hammond (1999), writing from the viewpoint of the academy, the complex nature of teacher education means that 

the task is not readily “teacher-proofed” through curriculum packages, textbooks, or testing systems, as schools have tried to do for most of this century.  To teach so that all students actually learn, teachers must learn about learning and about the structures and 
modes of inquiry of their disciplines so they can translate what they know into effective curriculum, teaching strategies, and assessments. (p. 19)
Like many academics writing about the teaching profession, Darling-Hammond (1999) calls for a reform of teacher education programs so that they “rival our universities medical schools” (p. 23).  Unfortunately, this simple declaration, frequently made by many theorists, fails to take into account other complex factors, such as what teachers are paid and the role of education in our society.  An August 2004 report by the non-partisan economic policy found that the pay gap between teachers and other professionals with a similar amount of education has increased in the last ten years (Hurwitz & Hurwitz, 2005). We can hardly expect people to undergo rigorous initiation into a profession that pays so little and carries such little respect.  I think that in terms of training and retaining highly qualified teachers who see themselves and conduct themselves as professionals, not only does pay matter, but also the possibility of advancement.  When forty percent of new teachers leave the profession in the first five years, it is not always because of the low ceiling of pay, but also because of the limits of possibility.

Another factor in transforming the profession of teaching is the determination of standards for the profession.  Because factors like “the art of teaching” and the ability to interact with young children and teenagers are not taken into account by reform movements (Hurwitz & Hurwitz, 2005), it remains difficult to articulate everything a teacher needs to know to be an effective practitioner.  Also, according to Feiman-Nemser (2003), “Each new teacher’s learning agenda is also intimately bound up with the personal struggle to craft a public identity” (p. 26).  

New teachers also need to learn how to do things that are not easily taught or even easy to identify and define, like “thinking on their feet” (p. 26) and making hundreds of split-second decisions about their students, the curriculum, and parents and administrators.


Thirty years ago, Lortie wrote, “Research in education—until very recently a small-scale affair—has concentrated on learning rather than on teaching and has generally employed models and techniques at some distance from the realities of the classroom” (p. 70).  In many ways this is still the case.  Much of the literature is concerned more with teacher education as it relates to student outcomes than as it relates to teacher identity.  I have not seen studies that examine how teachers’ view of themselves as professionals, and also their views of the profession itself, may impact their sense of identity, self-efficacy, and even happiness and job-satisfaction.

Engvall (1997) concludes that teaching in America’s public schools will not improve “until classroom teachers see themselves, and come to be accepted by the public, as professionals” (p. 47).

More important than whether or not professionalism is addressed in pre-service teacher education is what type of professionalism is addressed.  Definitions and connotations of professionalism range on a spectrum from mundane practices such as showing up for work on-time and wearing a suit, to having the critical skills necessary to have complete autonomy and control over one’s profession and the fellow members of a particular professional community.

Chapter Three—Methodology

“The importance of methodology is that it provides a sense of vision, where it is that the analyst wants to go with the research.  The techniques and procedures (method) on the other hand, furnish the means of bringing that vision into reality.”

- Anselm Strauss and Juliet Corbin, Basics of Qualitative Research, 1998.

Introduction


For this study I conducted a descriptive, interpretive case study.  “A case study explores a program, even, activity, process, or one or more individuals. The case(s) are bounded by time and activity, and researchers collect detailed information using a variety of data collection procedures over a sustained period time” (Creswell, 2003, p. 15).  Case study methodology is ideal for the type of research I conducted because in my study “the boundaries between phenomenon and context are not clearly evident” (Yin, 1994, p. 13).  My study is a case of how professionalism is discussed and defined in a secondary teacher education program.  The case is difficult to define clearly, because the case is not the program itself, but rather a phenomenon within the program than cannot be separated or defined outside the context of the program.  A case study is also ideal because case studies were designed to investigate “a contemporary phenomenon within its real-life context” (Yin, 1994, p. 13).  In my study I do not seek to examine the concept of professionalism in a de-contextualized laboratory setting that attempts to remove other influencing factors, but rather look at how the concept of professionalism is constructed and addressed, both explicitly and implicitly amid those factors.

Purpose of the Study


The purpose of this study is to explore in depth and describe in detail how professionalism and professional knowledge are addressed in a secondary education program.  I hope the study will set in motion the process of helping teacher educators, including myself, be aware of whether or not the conditions for professionalism to develop and grow exist in the settings of teacher education programs.  Using an interpretive, qualitative case study methodology and the data collection methods of observation, open-ended questionnaires, semi-structured interviews, and document analysis, I describe what I see happening in one teacher education program and identify areas of opportunity for change.  

As case study researchers, “We do not study a case primarily to understand other cases.  Our first obligation is to understand this one case” (Stake, 1995, p. 4).  My goal in this study is not to achieve generalization as defined by traditional empirical research methodology.  Rather, I hope to achieve what Stake (1995) refers to as particularization.  “We take a particular case and come to know it well, not primarily as to how it is different from others but what it is, what it does” (p. 8).  If my only goal is understanding the case itself, of what benefit is my study, this singular case, to the larger context of educational research?  I believe that looking closely at the structure of a particular case helps demonstrate how change can occur within individuals and programs, which in turn may provide valuable insight to other educators reading the case.  While there are many settings in which professionalism and professional knowledge can grow, such as earlier education, family history, biography, student teaching, and early teaching, it is valuable to look at one setting where professionalism and professional knowledge might grow, or simply be addressed, either implicitly or explicitly.

The purpose of creating a good, rigorous case study design is to be as prepared as possible for what is going to happen, without knowing what is going to happen.  I worked to make sure that the data came as close as possible to reflecting what was going on and what is happening in the program as much as possible.  The basic design of a case study includes: the research questions, the case and a discussion of case study methodology, methods for gathering data, analysis and interpretation, the role of the researcher, and issues of ethics, validity and reliability, triangulation, and finally the writing and presentation of the research.

Restatement of the Research Questions

Research Question #1: How is the concept of professionalism defined and addressed in the ISCC program, a secondary teacher education program?

Research Question #2: What are the ISCC students’ definitions of and views of professionalism?

Research Design: Case Study Methodology


Conducting a study of a small specialized program with a small number of participants at a particular university is not generalizable, which is another reason case study methodology is a good fit for this type of research.  Hays (2004) points out that case study entities are known for being “unique in their content and character” (p. 218).  According to Yin (1994), case studies should be used in research when “how” and “why” questions are being posed, “when the investigator has little control over events, and when 

the focus is on a contemporary phenomenon within some real-life context” (p. 1).  Case studies can be used to explore, describe, or explain, and there are four basic designs and five basic applications for case study research (Yin, 1994).  There are single-case holistic designs, single case embedded designs, multiple-case holistic designs, and multiple-case embedded designs.  An embedded design can investigate individual events or features within the case, such as processes, meetings, roles, and locations.  A holistic design examines only the global nature of the case or program (Yin, 1994), 


Case studies can be used to “explain the causal links in real-life interventions that are too complex for the survey or experimental strategies” (Yin, 1994, p. 15).  Case studies can also be used to “describe an intervention and the real-life context in which it occurred” (Yin, 1994, p. 15).  Case studies can “illustrate certain topics within an evaluation, again within a descriptive mode—even from a journalistic perspective” (Yin, 1994, p. 15).  Case studies can “explore those situations in which the intervention being evaluated has not clear, single set of outcomes” (Yin, 1994, p. 15), and finally, case studies can serve as a form of “meta-evaluation—a study of an evaluation study” (Yin, 1994, p. 15).  While these are the basic applications and designs, there are many situations that have no clearly preferred strategy, and the characteristics, strengths, and weakness of the various strategies may overlap.


For the purposes of my study, case study methodology is a better overall design than an experiment, which deals with the random assignment of subjects to treatment conditions.  I’ve also chosen it over survey methodology, which has the intent of generalizing from a sample to a population.


Although case studies are often confused with ethnographies (Yin, 1994), an ethnography is different than a case study in that an ethnography studies an intact cultural group in a natural setting over a prolonged period of time.


What makes case study methodology particularly effective as a type of empirical inquiry is that it “investigates a contemporary phenomenon within its real-life context, especially when the boundaries between phenomenon and context are not clearly evident” (p. 13).  This is particularly true in my study, which seeks to identity the implicit existence of discussions of professionalism, a concept that may be woven into the curriculum and the students’ prior experiences in a way that cannot be clearly separated, delineated, and defined.
The Case


The case is that of a pre-service teacher educaiton program at a mid-sized state university that offers two tracks for secondary education majors, either the “traditional” track in which students take each of their education course requirements separately, or the Integrated Secondary Certification Cohert (ISCC) in which students complete their education courses as a single integrated course during one intensive semester before their student teaching.  Students attend one class, team-taught by four different professors, which meets for three hours every morning.  One day per week the students spend the day working in the public schools with a secondary teacher to whom they’ve been assigned.  They spend half of the semester with a teacher from a middle school and half of the semester with a teacher from the high school.  During the course of the semester, students read current texts and articles focused on secondary teaching methods, theories, trends, and issues.  The students write a large number of reflections and personal narratives, and they engage in cooperative group activities that simulate real-life activities taking place in public schools, such as I.E.P. meetings, parent-teacher conferences, school board meetings, curriculum design and lesson plan creation and implementation.  At the end the program the students give an exhibition in which they present and address what they have learned, creating a picture of themselves as teachers, articulating their teaching philosophy and their hopes for their future classroom.  This program is the culmination and final assessment of the pre-service teachers’ university experience, after which they usually leave the university campus and go directly to the public schools to begin their student teaching.  


This study is not an evaluation of the program but rather of description of the program and the events that unfold throughout the course of the semester. 

The purpose of the ISCC is described on their website and in their syllabus as follows:


The ISCC program incorporates the objectives and learning experiences from ISC 300-practicum, 301, 302, 400, 401, and SEI 410.  The program directs student learning to integrate the concepts and skills of each of the above courses in a final exhibition that synthesizes the material.  The course is inquiry-based, interdisciplinary, and contextually grounded through guided experiences in school sites.  ISCC addresses the State Department of Education Standards for Teachers

Course Objectives:

Pedagogical Knowledge
Students demonstrate an understanding of the following:
1. the nature of adolescents;
2. theories and principles of curriculum development;
3. theories and principles of classroom management;
4. theories and principles of instructional methodologies;
5. the role of subject area content in instruction;
6. the role of context of schooling and instruction—


social contexts,
historical contexts,
philosophical contexts,
political contexts,
ethical contexts;


7. the role and techniques of assessment in instruction;
8. issues of diversity and special students in secondary classrooms;
9. realities and structures of the teaching profession;
10. resources available for use in instruction.

Instructional Skills
Students will demonstrate a proficiency in the following areas:
1. communicating effectively with others--peers, students, faculty, administrators, parents
community members;
2. designing, planning and implementing instruction--writing instructional objectives, planning,
unit and course design;
3. using technology and other resources in instruction;
4. designing and implementing classroom management plans;
5. critiquing , evaluating, and developing curriculum documents;
6. assessing students and classroom instruction;
7. motivating students and fostering student learning;
8. delivering instruction through multiple methodologies;
9. organizing and managing use of time for instructional and non-instructional tasks;
10. developing habits of mind for professional growth.

Attitudes (Teaching Dispositions)
Students will demonstrate appropriate levels of development in: 
1. affirming and nurturing diversity in schools and classrooms;
2. reliability;
3. taking initiative;
4. establishing collaborative and cooperative relationships with students, peers, and supervisors;
5. establishing a credible reputation as an educator;
6. reflective practices in instructional and personal contexts;
7. maintaining personal wellness;
8. respecting others;
9. continuing professional development (i.e. life-long learning);
10. creativity; 
11. social and emotional intelligence;

Course Structure/Approach

These objectives will be accomplished through:
• Class lecture and discussion
• In-class demonstrations
• Video presentations
• Small-group/cooperative activities
• Role-playing and simulations
• Reading of required texts, articles, outside readings
• Guest presenters
• Completion of problems/projects/assignments
• Site observations and activities
• Micro-teaching
• Final Exhibitions

I chose to study the ISCC program because of its intensive, interdisciplinary, integrated approach.  It is an ideal setting for studying the formation of teacher identity at the pre-service stage of teaching because the students in the program see each other daily, develop a closeness and sense of community, and discuss all aspects of teaching in the program.  They are also exposed to the public school setting, and at least two different public school teachers, all of which are factors that might play a role in the formation of their professional identity. 

The ISCC program was developed beginning in 1993 as a reconceptualization of the traditional approach to secondary teacher education.  The first semester the program was implemented was in 1995, so at the time of my study the program was in place for over ten years.  The idea was to provide an integrated education experience for secondary education majors to be taken after all of their other coursework was complete and the semester before student teaching.

Methods for Data Collection

During the Fall 2005 I developed and piloted three types of instruments: semi-structured qualitative interviews, semi-structured qualitative questionnaires, and observations.  Interview questions and questionnaires were piloted with ISCC students from the Fall 2005 semester, students who will not be part of my study.  I also conducted two focus group interviews, one with three graduate students from the ISCC program and one with two undergraduate students.  The results of the pilot and field test are included in the appendices.

Before my study began I did a bracketing interview, conducted by a professor in the college of education who is an expert in both interpretive research and conducting bracketing interviews.  The bracketing interview helped me as the researcher both discover and acknowledge the biases I brought to this project.  I also kept a detailed research journal during the entire course of the research process.  This helped me identity areas in which I might have influenced the results of my study.  I used both the results of the bracketing interview and the research journal when analyzing my data and writing up my findings.

After meeting with the program directors and professors to obtain permission to conduct my study, secure access to the site, and discuss my study, I met with the students of the program at the beginning of the Spring 2006 semester.  I attended class on the first day, sitting in the back of the room.  I was not introduced until the end of the class, but the students didn’t appear to notice me until then due to the chaos and confusion of the first day.

One of the professors in the program introduced me toward the end of the class, emphasizing to the students that as professionals and educators, herself and the professors in the program not only engage in and support educational research, but are happy to have me conduct a study of their program and are fully supportive of my presence.  I then stood up and briefly introduced myself and my study, emphasizing the fact that my study was not evaluative of the program, of their professors, or of the students.  Without going into detail about my research questions or the theme of my research; I briefly discussed the purpose of my research.  

I administered IRB-approved consent forms to the students in the class asking their consent to be observed and giving me access to their coursework. I also administered questionnaires to help me gather some data about attitudes toward the teaching profession and preconceived notions of professionalism.  Copies of both the consent form and the questionnaire appear in the appendices.

Contact with participants usually took place outside of class and outside of the building that houses the program, although I sometimes spoke with them in the hallway during breaks and before and after class, I always interviewed them in a location outside of the building where the ISCC program classes were held.  Identity of selected participants was kept confidential, from the professors, from the rest of the class, and from each other, although the participants themselves often shared with each other the fact of their participation.  I’ve included more information on specific measures I have took to ensure confidentiality in the section on ethical considerations.

I spent the entire Spring 2006 semester (approximately sixteen weeks) observing the ISCC classes in session. I did not attend practicum in the public schools with the students, although I read a number of their practicum reflections and I discussed their practicum with them during their interviews.

3-4 days per week I sat at the back of the room, in the far corner by the door, and took notes on legal pads.  I avoided using a laptop because none of the other students were using laptops to take notes and I didn’t want to make myself more conspicuous.  I also felt that a laptop might make my notes more visible, and would also place a small barrier between me and participants.  I did not participate in class activities or discussion, but rather observed silently and took notes.  In the beginning I did not interact with the students in any way, nor did I sit in on small group sessions.  As the semester went by and the students got used to my presence, many of the students greeted me and chatted with me before and after class and during breaks.  After awhile I chose to sit in on some group work sessions as well, with the verbal permission of the entire group.  While the groups were likely aware of my presence and influenced by it, they gave no outward indication of this.

Over the course of the semester I conducted semi-structured interviews with a total of sixteen participants.  A copy of the questions I asked and a discussion of my interview protocol is in the appendices. 

The qualitative interview was important to my study because it allowed me to capture the views and perspectives of the participants in a way the observations could not.  While what was addressed explicitly in the program could be observed in class or read in the course materials, what was addressed and interpreted implicitly could only be discovered through interviews and questionnaires.  Also, beliefs and attitudes about professionalism and professional knowledge and identity must be discovered through these methods as well.  By interviewing and delivering questionnaires at the beginning and end of the program, I could look for patterns of change in beliefs and attitudes.

Validity and Triangulation


Validity in interpretive, qualitative research does not carry the same connotations as it does in positivist, quantitative research.  For the purpose of my study, validity was used to help me determine whether my findings were accurate from the standpoint of the researcher, the participants, and the readers of the final report of the study (Creswell, 2003).  Recommendations for improving validity that I incorporated into my study include:

· triangulation of data sources

· member-checking

· use of rich, thick description to convey findings

· identifying and clarifying the bias the researcher brings to the study

· using researcher triangulation or peer review (Creswell, 2003, p. 196)


I triangulated my data sources by obtaining data to answer specific research questions from more than one source.  I triangulated my methods by gathering data using more than one data collection method.   Included on the next page is a triangulation table based on research questions, data sources, and data collection methods.

Triangulation Table

	Research question
	Source of data
	Method of collecting data

	Research Question #1

How is the concept of professionalism defined and addressed in the ISCC program, a secondary teacher education program?

	Course lectures/activities

Class discussions

Course syllabus and materials

Assignments and activities

ISCC students
	Observations

Document Analysis

Interviews

Questionnaires



	Research Question #2

What are the ISCC students’ definitions of and views of professionalism?


	ISCC Students

Class discussions

Written reflections
	Observations

Interviews

Questionnaires

Document Analysis



I triangulated my interpretations in two ways.  First, I engaged in member-checking by discussing my findings and interpretations with several of the ISCC participants from the Spring 2006 semester and also providing those participants with a copy of my findings and analysis.  An early discussion with one of the participant about my findings led to a second, follow-up interview that had a significant impact on the final report.


After analyzing my data, I also gave samples of my data in the form of excerpts from questionnaire responses, interview transcripts, and field notes to different groups of people.  The first group consisted of two former colleagues who work outside the university, one who is the Chair of English and Liberal Studies at a community college and other who is a public school teacher.  The community college chair has been teaching college composition for eleven years and has an MA in English.  The public school teacher has been teaching high school and middle school social studies for twelve years and has an MS in Public School Administration.  Both have been trained in reading and analyzing research, having taken masters-level research courses and having participated in regularly reading empirical research in their field as well as attending conferences and writing for publication.  They read and open-coded my data to corroborate the thematic categories that emerged in Chapter Four.  They also each read an early draft of the research report that eventually became Chapter Four.  More information about how their feedback contributed to my findings is included in Chapter Four.  

The second group consisted of two classes of students in doctoral-level research class.  In one class, four students provided me with hard copies of their findings while two students emailed me their findings, and in the other class two students emailed me their findings. 

 Finally, I gave a copy of an early and later draft of the final report in the form of Chapter Four to a fellow colleague in English education and a professor in the ISCC program.  Although the ISCC professor was reading the report as an editor and not as a participant, she provided me with valuable insight into the presentation of my findings, which led to a significant re-write of the final report.  My colleague in English education has a Ph.D. in Curriculum and Instruction and has been trained in interpretive, qualitative research.  She has been a public school and college-level teacher for the past twelve years and has been an assistant professor of English Education for one year.  She provided a thorough peer review of two drafts of the final report that eventually became Chapter Four.  More on how her comments contributed to the final report is included in Chapter Four.

Methods for Analysis and Interpretation of Data

Before my data analysis began I transcribed both my field notes and the audio recorded interviews of the participants. This left me with several hundred pages of data.  I then undertook a process known as open-coding which helped me discover and describe patterns and themes in the data.  According to Strauss and Corbin (1998), this allows for the discovering of “concepts and relationships in raw data and then organizing these into a theoretical explanatory scheme” (p. 11).  Theory is then derived from the research data which has been systematically gathered and analyzed. 

The first step in my data analysis was a review of my research questions.  I then engaged in a line-by-line analysis of the data using the following steps in Creswell (2003) as a guide:

1. Get a sense of the whole.  Read the transcript carefully.  Jot down topics, ideas, and concepts in the margins as they come to mind.

2. Make a list of all topics.  Cluster together similar topics and give them a single name.

3. Once you have finalized your list of topics, abbreviate each topic with one word or a code.  Go back through your data and write the codes next to the appropriate segments of text.

4. Make a table or grouping of codes by theme and assemble the data belonging to each category in one place, either by physically cutting up and pasting the paper onto note cards or another sheet of paper, or by cutting and pasting the data within the document.  All data must be accounted for.  If you have data that doesn’t seem to fit any category, put it together into its own category.

Writing the Report


After the data were analyzed and coded and themes were developed, I began writing brief memos about those themes, simply by thinking about them and free writing about them.  I used Wolcott (2001) as a guide to writing my final report.  I initially wrote a chronological description of the entire semester.  Wolcot writes,

In this approach, you introduce the study the way you experienced it, reaching as far back as you feel is necessary to put things in context….Drawing readers into the account the way you were drawn into the setting offers a natural way to unfold the story, with a ready-made sequence to follow. (p. 29)  
This approach worked very well for me, and enabled me to reinterpret my data after reading through the entire chronology.  Because of my reinterpretation of the findings I ended up abandoning the chronological approach to use a more thematic outline, but the writing of the first draft served as an aspect of internalizing and re-visioning my data.

Ethical Considerations

“Funding, scholarly intent, or Institutional Review Board authorization does not constitute license to invade the privacy of others. . . . Qualitative researchers are guests in the private spaces of the world.  Their manners should be good and their code of ethics strict” (Stake, 2005, p. 459).

One of the problems I faced as a researcher in this project was the fact that I studied former professors and in which I was formerly an insider and student, and am now a colleague and friend.  This created an enormous level of discomfort and stress for me, during my study and writing my final report, because I knew that at least one of the ISCC professors was going to read it.  When she read the final report in Chapter Four it upset her very much, which was something we discussed at great length and both finally came to peace with.  Her comments were enormously helpful in guiding me in the reframing of my arguments and the overall structure of the final report, because I realized that my purpose was unclear and my findings were not clearly expressed.

In conducing this study I undertook the risk that students and teachers in the program would feel uncomfortable being observed, interviewed, and written about, and that they may not have revealed or disclosed all relevant aspects of their experience in the program for fear of being judged, revealed, or in some way exposed or embarrassed.  I tried to alleviate that as much as possible by disclosing the nature of my study upon attempting to gain access to the program and its site, as well as finding agreeable and cooperative subjects through the use of questionnaires.  

To protect the identity of the students and teachers in the final report and throughout all five chapters, I use pseudonyms for the program, the professors, and the students.  I also withheld the identity of the university and left out some of the identifying details of the program, the students, and the professors.  In addition, I took the following steps to ensure confidentiality:

1. Consent forms are stored in a file folder in a locked drawer and will be stored separately from all other data and study materials.  These will be stored for three years as per the rules of the Institutional Review Board.

2. Other data, documents, and materials are stored in a filing cabinet in a locked office that only the researcher has access to.

3. Data, documents, and materials contain no factors identifying participants or the site.  

4. Audio files and computer documents are stored on the computer hard drive in my office, accessible only by a password that only I know.  

5. Hard copies of other documents, transcripts, and consent forms must be stored for three years according to IRB.  These and my computer are in a locked office that only I use.

6. All meetings with participants will took place outside of the building in which program classes were held.  Participants never expressed any worry about being “discovered” and even discussed their participation with the other members of the class.  They were aware that the faculty were supportive of my study.

7. Participants had the option of withdrawing from my study at any time for any reason.  All participants received compensation for participation. Participants were told that their participation would not affect their final grade in the program and that the ISCC professors would not see any data or the final report until months after final grades were posted.


All subjects studied were over the age of eighteen, provided consent in the form of written documentation, and participated freely and of their own volition after I disclosed the exact nature of my research and my study and made participants aware of any risks before my study began.  My study also received approval from the Institutional Review Board at Northern Arizona University.

Conclusion


As a secondary education instructor preparing pre-service teachers for their future classroom, I struggle with the contradictions of trying to professionalize teaching while increasing external control and reducing teacher autonomy and efficacy.  I left the public school classroom after only two years when offered a position at a university because my experience with public school teachers is that many of them did not see themselves as professionals.  The professional development opportunities I was offered were, in my view, a complete waste of time, and the more important and effective professional activities that I wished to engage in, such as taking graduate courses, attending national conferences, and conducting research, were not supported by my school, my district, or my peers.


I undertook this study because I hoped to come to a better understanding of why the concept and construct of professionalism is so limited and full of contradictions.  The findings from my study are presented in Chapter Four.

Chapter Four— Findings

Introduction and Overview of the Chapter

The purpose of this chapter is to report the findings of a descriptive, interpretive case study conducted in a teacher education program during the Spring 2006 semester.  This is a study of a case of how professionalism is addressed and how the meaning of professionalism is constructed and perceived by the students in a secondary teacher education program. With this study I do not seek to define professionalism, nor do I seek to evaluate it or prescribe it.  Instead, I investigate how aspects and meanings of professionalism might be discovered in the perceptions, experiences, actions, and words of the students and professors in a secondary teacher education program over the course of the semester.  I then demonstrate how these aspects of professionalism might be divided into thematic categories, organizing the data that illustrates each category either chronologically or according to the levels of certainty within that category.

The purpose of this approach is to develop a few key issues, which, according to Stake (1995), is an approach “not for the purpose of generalizing beyond the case but for understanding the complexity of the case” (p. 123).  

In following the conventions of reporting case study research, as described by both Stake (1995) and Yin (1994), interpretation of the data will take place in Chapter Five, when, after presenting in this chapter what Stake refers to as “a body of relatively uninterrupted observations” (p. 123), I will summarize what I have come to understand about this particular case.  The purpose of providing this information is to allow “readers to reconsider their knowledge of the case or even modify existing generalizations about such cases” (p. 123).  In other words, the data is presented in such a way as to hopefully allow the reader to come to his or her own conclusions about the case.

Validity and Triangulation

Data in this chapter is presented in way that demonstrates how I attempted to achieve triangulation of the data by collecting the data from multiple sources using multiple data collection methods.  

Yin (1994) recommends having a draft of the report reviewed, not just by peers, “but also by the participants and informants in the case.  If the comments are especially helpful, the investigator may even want to publish them as part of the entire case study” (p. 144).  This process of having participants review a draft of the report is referred to by Yin, and also by other qualitative researchers (Stake, 1995, Creswell, 2003, Wolcott, 2001) as member checking.  How the comments from peer reviewers and participants impacted the analysis and reporting of this data appears at the end of this chapter.

The process of triangulation is useful even when the ontological assumption is made that no objective truth exists.  It should be expected that participants will always have slightly different renditions of the same concept or event, however, according to Yin (1994), the procedure of triangulation of data “should help to identify the various perspectives, which can then be represented in the case study report” (p. 146).  I try to be as explicit as possible about presenting these alternative views and perspectives.

An exemplary case study (Yin, 1994):

· Is significant, or of public interest in that “the underlying issues are nationally important, either in theoretical terms or in policy or practical terms” (p. 147).

· Is complete, in which the boundaries of the case are made explicit and “exhaustive effort” was made “in collecting the relevant evidence” (p. 148).

· Considers alternative perspectives.

· Displays sufficient evidence.  “The exemplary case study is one that judiciously and effectively presents the most compelling evidence, so that the reader can reach an independent judgment regarding the merits of the analysis” (p. 150).

I attempt to follow and explain how I follow each of these recommendations throughout this chapter.

Summary of Research Design


During the Spring 2006 semester I conducted a descriptive, interpretive case study of a secondary education teacher preparation program called the ISCC (Integrated Secondary Certification Cohort), a pseudonym, in order to watch and observe what goes on in teacher education in one particular program during one particular semester (a thorough description of the program is included in the section in Chapter Three titled “The Case”).  Seven years ago, in 1999, I completed the ISCC program as a student when I was a post-degree Master of Arts graduate seeking secondary certification.  As someone who was successful in the program, I believe it played a role in shaping my views of professionalism and I also wanted to achieve a greater understanding of what my views were and how the program impacted them.  In addition to what might actually take place in the program during the semester, I wondered what role the concept of professionalism played in the curriculum.  My research was guided by the following questions:

Research Question #1

How is the concept of professionalism defined and addressed in the ISCC program, a secondary teacher education program?

Research Question #2

What are the ISCC students’ definitions of and views of professionalism?


This chapter contains descriptions, analyses, and interpretations of the findings from data collected during the Spring 2006 semester of the ISCC program at a medium-sized state university.  I obtained data from field notes taken during daily observations of the class meetings, transcripts of interviews with sixteen participants, open-ended questionnaire responses, course documents such as the syllabus and a selection of handouts, and samples of student writing from reflection papers and course assignments.  Data also came to me in the form of informal discussions between me and the ISCC faculty and students which I wrote about in my journal and revisited when analyzing data and writing this chapter.  An on-going analysis of the data, during and after the study, led to interpretations made based on categories and themes that emerged during the coding and analyzing process described in Chapter Three.

The findings are presented as narrative mixed with commentary and analysis.  The findings include:

· descriptions of participants, events, and interactions as I recorded them, 

· excerpts of dialogue from class sessions, 

· quotations from participants taken from interviews, 

· questionnaires and written reflections, 

· a discussion and analysis of themes that emerged during the data analysis process and how those themes relate back to the research questions and to professionalism. 

Chapter Five of this study will contain a summary of these findings and a discussion of possible interpretations and implications, as well as new questions that arose during the study, and a discussion of areas for further research.

I begin Part One of this chapter by recreating several class sessions from the early weeks of the semester to give a sense of a typical class period, to help set the scene, and to introduce the ISCC faculty and students.  I then move to a discussion of the major categories around which I organized my data and how those categories contribute to answering my research questions.  To illustrate each category I will incorporate interview and questionnaire responses, excerpts from student reflections, and descriptions of class discussions and interactions taken from my field notes.


Analysis and interpretations in this chapter and in Chapter Five will be presented as both etic and emic issues.  According to Stake (1995), “Etic issues are the researcher’s issues, sometimes the issues of a larger research community, colleagues, and writers” whereas emic issues emerge during the study.  “These are the issues of the actors, the people who belong to the case.  These are issues from the inside”(p. 20).  Etic issues presented in this chapter are themes that emerged originally in the literature and then appeared again in my data.  I analyzed different definitions and perceptions of professionalism in relation to how it is defined in the literature, scholarship, and studies described in Chapter Two.  The emic issues came from the observation field notes, questionnaire responses, written reflections, and interviews and were issues that weren’t addressed in the literature.


After analyzing the data according to the procedures outlined in Chapter Three, coming up with themes through open coding and combining and finalizing those themes through axial coding, I divided the data, for the purpose of reporting it, into ten thematic categories. The thematic categories are listed below, though no in order of importance, frequency, or certainty of data:

1. Professionalism as behavior

2. Professionalism as dispositions 

3. Professionalism as self-reflection

4. Professionalism as public service

5. Professionalism as training, knowledge and expertise

6. Professionalism as autonomy and judgment

7. Professionalism as speech

8. Professionalism as modeling

9. Professionalism as respect and caring

10. Professionalism as scholarship and professional development

Each of these categories will include excerpts from questionnaire, interview, and observation data as well as discussion and analysis of that data.  Further discussion and interpretation of each category will occur in Chapter Five.


Throughout the course of my study I observed a classroom of twenty-three students and four professors.  Of the twenty-three students, thirteen were graduate students and ten were undergraduate students.  Twelve were women and eleven were men.  In addition to having each student fill out a questionnaire at the beginning of the semester, I also conducted one-on-one interviews toward the middle and end of the semester, with seventeen students: six undergraduates (four women and two men) and eleven graduates (six women and five men).  I also read the newsletters, professional disposition papers, and site reflections of a select number of students.  The names of all of the participants have been changed and pseudonyms used.  Some minor identifying details have also been altered.

The Semester Begins

Tuesday, January 17, 2006

I arrive at the education building at 9:20.  I am aware of the time because I have been told to arrive exactly at 9:30 in the hope of reducing my association with the faculty, rather than being in the room with the faculty when the students arrived.  The ISCC program meets daily, Monday through Thursday, from 9:30-12:30.  After the first three weeks students will spend one day per week in the public schools completing a practicum with an assigned mentor teacher. Twice during the semester the students will experience what is called an “intensive” week in which they will spend the entire week in the public schools working and teaching. During the practicum the ISCC students observe, assist teachers, and on occasion teach lessons.

With ten minutes to kill I head for the vending machines where I buy myself a diet Coke.  This becomes a regular habit, serving not only my caffeine addiction, but also giving the students a chance to approach me.  I find during the semester that many students approach me when I am at the vending machines.  Because of this, I make a habit of hanging around the vending machines often.   On this day, however, I am anonymous, so I buy my Coke and sit down in the lobby.  I pull out my research questions and begin to study them.  How will professionalism be addressed in the ISCC program and how would the students define and perceive professionalism?  More importantly, how will the program impact their views of professionalism?  I look these over and wonder what the semester will be like; wonder what the students will be like.  I already know the faculty, both from having participated in the program in the past and from having met with them last semester to discuss my research and gain access to the program.  The ISCC professors are very enthusiastic about my study and my presence in the program during the semester.

At 9:29 the room is already full of students, a few still coming in and looking for seats.  It is January, and cold outside, so everyone is bundled up in coats and sweater.  Most of the students wear jeans, boots or sneakers, and sweaters or sweatshirts.  Two of the professors already at the front of the room are talking and sorting through papers.  The other two professors and the rest of the students arrive within minutes, and everyone is present by 9:31. On this first day we are in the smaller of the two classrooms in which the ISCC program will be held, a carpeted room with a wall of windows opposite the door, green chalkboards and a sliding white board at the front, and a double horseshoe of tables and chairs.  During a meeting with the ISCC professors before the semester began I was told to sit separately from the students in order to minimize my association with the students or the faculty, so I pull a chair over to the back corner by the door and sit down.  Nobody seems takes notice of me and I take out my pen and legal pad, one of almost a dozen that I will fill with notes over the course of semester.  I draw a line down the middle of the first page.  On one side of the page I will write descriptions and dialogue, and on the other side I will keep a sort of research journal to keep my impressions separate from my observations.  

Dr. Janie Evans stands up from the table where she has been sitting and talking with the other professors, Dr. Cindy Ellis and Dr. Marie Williams.  Another professor, Dr. Elizabeth Murray, who her fellow professors refer to as Liz, stands at the back of the room near me.  Dr. Evans, originally from the Midwest, has been at this university for seventeen years, after eighteen years of public school teaching experience, including middle school social studies and gifted education.  She has been part of the ISCC program from the beginning of the program eleven years ago.  She facilitated my access to the program and tells the students when introducing me on the first day that she is a strong advocate of teacher education research. 

Dr. Williams has taught at the university for fifteen years, Dr. Williams was once a secondary language arts teacher.  Dr. Ellis has been at the university for eleven years, after twelve years as both an elementary school teacher and a specialist in literacy and second language development. Dr. Murray has only been at the university for two years, but before that she taught at another university in the west for eight years and was also a special education teacher for all grade levels for about five years.  Dr. Ellis jokes to the class, “Between the four of us we have about two hundred years of teaching experience.”

Dr. Evans addresses the class of twenty-three students, all who are present, all who sit quietly and watch her closely. “We try to start at 9:30…or I should say…we start right at 9:30, so be sure to be 3-4 minutes early.”

Dr. Williams adds, “We do take attendance; we do care about being tardy.”

Dr. Evans takes attendance by area.  Students represent their secondary subject areas, whose methods courses are taught in their respective departments and colleges.  There are students present from history, English, science, art, and modern languages, but none from mathematics, physical education, or performing arts such a music or theater.   After attendance is taken, Dr. Williams begins a discussion of the course assignments, procedures, and expectations by saying, “We encourage you to ask questions rather than complain to each other, to ask openly in class.  We believe, in education, that it’s very important, that we integrate these things.”  She talks about how each of the four classes plus the practicum is integrated into one big class, rather than being presented as four separate classes, which can sometimes be overwhelming to the students.  She compares this to the experiences of public school teachers.  “Public school teachers don’t think of the elements of their day as separate, but rather they think of methods and curriculum and other things as intertwined.”  She encourages students to get to know each other and to rely on each other.  “By the end of the semester this will be a family.  You’re all great resources for each other.  It’s so important that you don’t think of teaching as an isolated profession.”

Throughout the course of the semester in the ISCC program, teaching is always referred to as a profession.  The concept of professionalism is also presented in a variety of ways.  Some of the ways are explicit in that the term professionalism or professional is used or taught in relation to a specific desirable behavior or attitude.  There are also ways in which the concept of professionalism appears implicitly or in some way that is unspoken but appears as actions or behaviors associated with professionalism by the students or in the literature.  In this investigation of professionalism, the data illustrates different ways in which aspects of professionalism are addressed and perceived in the ISCC program.  I have divided the data into a series of thematic categories related to professionalism.

Category #1—Professionalism as Behavior

Understanding how professionalism as behavior became the first thematic category begins with a look at an excerpt of data taken from my field notes from the first day of the ISCC program.  Other data in this section comes from field notes, the course syllabus, questionnaire responses from open-ended questionnaires administered on the first day of class, and from one-on-one interviews with the ISCC students from the last few weeks of the semester.  

In my field notes I describe how in the first class Dr. Evans goes over course assignments, policies, and procedures.  She stands at the front of the classroom room while the students look at a copy of the syllabus.  She tells the students, “Professionalism makes up 20% of the grade.  We will talk about this more during the semester.”  In the syllabus the professionalism grade is described as:

A holistic score assigned by the faculty team based on your level of development and growth on [ISCC’s] Dispositional Objectives, which include, but are not limited to Reliability, Respect, Cooperation, Initiative, Affirming Diversity, etc. (see On Becoming a Professional: Student Code of Conduct for further explication), attendance (which includes tardiness), participation in class, peer evaluations on group projects, evaluations by [practicum] mentor teachers, etc.

The ISCC's Dispositional Objectives exist in the form of a professional disposition reflection assignment.  The professional disposition assignment will be described and analyzed a little later in this section, as dispositions may be a factor in how the students experience and define professionalism, and dispositions as a category of professionalism appears later in this chapter.


In addition to the description of the professionalism grade as part of the course, the word professional also appears as a bold-type warning on the syllabus: “Grade grubbing is not professional behavior!” 


On day one, one more type of behavior is mentioned: attendance.  Students are reminded that for each day they miss, they are really missing four classes.  Dr. Murray says, “Call in if you’re going to be sick.  That really shows your professionalism.”


In the ISCC program, the importance of appearance is emphasized at the beginning of the semester, especially as students get ready to begin attending the practicum in the third week and as they get ready to begin giving in-class presentations. Dr. Evans says, “If you’re going to Mr. or Ms., a teacher, you can’t dress like a student, you have to dress like a teacher.  In many cases, you will be better dressed than the teachers.”  She then points out several students, a couple of men and a couple of women, and gives examples of the type of clothing that is appropriate.  For the men she suggests chino pants that are ironed, a shirt with a collar, and no sandals or tennis shoes.  “Females, it gets a little more complicated.  Check for cleavage.  If you have a low-cut blouse you don’t want to be around adolescent males.”  The class laughs. Students who are dressed appropriately are pointed out as exemplars, but the professors do not call attention to students who are not dressed appropriately.  Inappropriate or unprofessional dress is addressed privately to the students.

Betty Jean will be reprimanded for how she dresses.  This will become a source of great frustration for Betty Jean, who as a graduate student in her late twenties feels that she dresses very well.  She often wears skirts and pants combined with shorts where there is a slight separation between the two, showing her stomach.  

Each of the above examples supports the idea that behavior is associated with professionalism in the ISCC program, by the professors and in the course syllabus, especially at the beginning of the semester.

To get a sense of the students’ perceptions and definitions of professionalism at the beginning of the semester, questionnaires were given out on the first day of class.  One of the questions on the questionnaire, “What does the term professionalism mean to you?” led to a variety of responses.  Eighteen out of twenty-three responses make reference to some type of behavior as related to professionalism. The phrase on-time appears five times out of twenty-three responses.  Other responses use the words reliable, timely, punctual, and prompt.  There is also mention of having good work habits.


Other behaviors addressed in the questionnaire include being dressed appropriately, being optimistic, hard working, self-motivated, polite, thoughtful, respectful, organized, enthusiastic, and courteous.  Specific comments include:

Professionalism means timely, courteous, appropriately dressed, appropriate language and manners.

Being reliable, dressed appropriately, prepared, optimistic, hard working, and a team worker who is self-motivated.

Professionalism means conducting yourself in a healthy, civilized manner.

Working well with others and maintaining good work habits.

Ability to interact with others.

Keeping their personal feelings out of their work.

Conducting yourself in a respectful manner, you are polite and thoughtful.

Professionalism means being prompt, respectful, courteous, in physical appearance as well as attitude.

These responses illustrate that many of the ISCC students, at the beginning of the semester, associated professionalism with behaviors such as appearance, attendance and punctuality.

Some students continue to associate professionalism with behavior near the end of the semester during their one-on-one interviews.  I began conducting interviews after Spring Break, about three-quarters of the way through the semester. Out of seventeen students interviewed, six refer specifically to the concept of behavior as related to professionalism.

Dave refers to professionalism as

Holding your self to a certain level of conduct and respect. Dressing a certain way. Acting professional. Talking professional.

Maggie says:


You have to act accordingly.

Cynthia says:


How you dress and act.

Stacy says:


Being personally responsible for your actions.

Carrie says:


I guess as a student the main thing I associate with professionalism is 
professional dress, so I automatically associate how someone dresses with 
professionalism, but I 
think there’s a lot more to it.

Another student, Scott, explains professionalism as more than just behavior, although he says behavior is part of it.  

Scott says:


The way you talk, the way you behave, those are all indications of 
professionalism but they don’t by themselves make you a professional.  You 
don’t gain respect just by putting on a tie.  You gain respect by working toward it 
with your students, and by actively trying to earn that respect from your students 
on a daily basis.

While both Carrie and Scott equate professionalism with behavior, they also see professionalism as going beyond behavior.  While Carrie isn’t yet sure what those qualities might be, Scott has begun to conceptualize professionalism as something that has to be worked toward and earned.  He also sees professionalism in teaching as gaining respect from his students.  Other ways in which the ISCC students perceive professionalism are included in the other categories that follow in this chapter.  Further discussion of these varied views of professionalism and implications of these views are discussed in Chapter Five.

Category #2—Professionalism as Dispositions


A disposition is defined by the dictionary as being a mood or inclination or a natural or acquired habit.  Whereas behavior may be what is observed, a disposition implies an internal state of mind as well as an external behavior.

Understanding how the concept of dispositions as professionalism became a category related to professionalism begins with descriptions of class periods in which the idea of personality is discussed.  These class period descriptions illustrate the beginning of the emphasis on personality, which leads to an emphasis on dispositions.  In addition to this emphasis, there is a disposition reflection assignment.  These descriptions are followed by excerpts from one-on-one student interviews conducted during the last few weeks of the semester during which students discuss how the course emphasis on dispositions impacted their view of professionalism.

On the second day of classes Dr. Williams begins class by pacing back and forth in front of the room and reading a poem by Daniel Ferri called “Backwards Day” from the book Bearing Witness: Poetry by Teachers about Teaching.  She concludes the poem by saying, “I have a theory that whoever we are as people is who we are as teachers.  What about your personality is going to serve you well and what might be a hindrance?”


This begins a day of taking personality tests.  Students are given what the professors refer to as “self-assessments,” which include the Jung Typology, the Myers-Briggs, and the Multiple Intelligences Inventory.  While Dr. Williams introduces and discusses these “self-assessments,” Dr. Ellis sits off to one side and listens, and Dr. Murray stands at the back of the room.  Dr. Evans comes and goes in and out of the room several times, something all of the professors will make of habit of doing during the semester.


Dr. Williams puts the results of her self-assessments on the overhead.  “This personality stuff, it is real, and it plays out in every aspect of our lives.”  Maggie, who is seated near me today, turns to another student, Christa, and rolls her eyes.  Daniel, who is seated next to Christa doesn’t appear to notice this, because he is watching Dr. Williams and nodding thoughtfully.  He writes something down in his notebook.  Cynthia says she “loves this personality stuff,” saying, 

At first I had a lot of fun.  I really liked the self-assessment part.  It was interesting to find out how you could or could not apply that to your classroom.  How to look at the different kinds of learners we have in our class.  We don’t realize that not everyone is like us.  I think that was a really important thing for us to cover.


The students in the ISCC program are encouraged to administer these personality tests, also referred to as inventories and self-assessments, to their students.  Dr. Williams says, “Our main goal is to teach you to plan instruction for different students.  If I only do it one way all the time will it best serve every student? No.”  


Another lesson on dispositions takes place the same day when Dr. Ellis hands out another inventory to the students, a diversity profile, which the students are to complete and bring back the next day.  She then takes over the class from Dr. Williams.  “We are now going to talk about professional dispositions that we’re going to practice together and hopefully acquire.”


Students are instructed to close their eyes.  For a moment the class is quiet.


“I want you think about the best teacher you’ve ever had.  What did that person do to make them the best teacher you’ve ever had?  What did they do and what do you think their attitudes were that made them do those things?”


After a few minutes students are instructed to turn to a student next to them to share.  There is a low rumbling of conversation as students talk about their past teachers.


Dr. Ellis continues, “We assign attitudes to behaviors.  We do expect to see some growth in dispositional behaviors.”


Students are directed to look at the Professional Disposition Reflection assignment in their course packs, a collection of handouts and articles that the students have purchased at a local printer.  The Professional Disposition Reflection assignment states:

Each week you are responsible for reflecting on the criteria for one professional dispositions assigned for that week.  During that week and successive weeks, you will deliberately act to acquire behaviors that demonstrate you are gaining dispositions required of educators.  At four-week intervals during the semester, you will evaluate your progress toward acquiring the professional dispositions.  Your ISTEP professors will offer their scores/feedback regarding your progress and your self-assessments.


The dispositions listed in the assignment include:

· Reliability

· Collaboration

· Respect

· Initiative

· Affirm/Nurture Diversity

· Reflective Competence

· Personal Wellness

· Social and Emotional Intelligence

· Creativity

· Exhibit Academic Competence

· Establish a Credible Reputation/Provide Leadership  

· Demonstrate a Student-Centered Philosophy

· Promote a Student-Centered Environment

· Life-long Learning

Dr. Ellis says, “Three times during the semester you’ll be required to hand in one of these reflection papers.”  She then goes on to discuss the first three dispositions, which include reliability, collaboration, and respect.  She says, “If students are resistant, we call them in to talk to them.  But that’s not going to happen to you, none of you is going to be resistant, right?”  

When asked, “How is professionalism addressed in the ISCC program?” five of the seventeen students interviewed make reference to dispositions.

Dave says:

They make us do our little professional dispositions, which is basically just busy work.  Well, it is for me, I’m just making stuff up.  I’m just like, ok, whatever, I just want to get this done and out of the way.

Cynthia:

The professional dispositions ask us to always try to better ourselves, always try to improve ourselves, always be aware of what you’re doing.

Michael:

I think we are asked to think about it, especially in the disposition reflections. 

Betty Jean:


Well, they’re having us do the disposition papers.  And those, actually, I wasn’t very thrilled about doing them, but while I was actually writing, they do help you reflect on those areas.

Lisa:


Professionalism is addressed as a list of characteristics.  Organized.  Health and wellness.  Being on time.  Being respectful.  Each of those we have to reflect on.  We have to set goals for ourselves.  Which usually happens about five minutes before I have to write the reflection [laughs].  Well, the first one especially.  Now, I look at them and then I actually work on those characteristics over the next three weeks.


These students’ own words show that these particular students make some connection between professionalism and dispositions, and see the concept of dispositions as it is presented in the course, which is as a list of characteristics.  The students’ perceptions of the disposition assignment range from an activity that furthers the process of self-improvement toward becoming a professional, to a serious of assignments constituted by some students as “busy work.”

Category #3—Professionalism as Reflection


Understanding how professionalism as reflection became a thematic category involves looking at both the assignment requirements of the course as well as students’ experience with that assignment requirement. 

When asked in their one-on-one interviews, conducted in the last few weeks of the semester, to tell me about the goals and objectives of the ISCC program, ten of the seventeen students interviewed, a little more than half, mentioned writing reflections. Their responses were characterized by Lisa’s statement:

I think self-awareness is a big goal.  They want us to understand who we are as teachers and where we’re coming from.

The other nine responses are similar, with one phrase or line stating either “self-awareness” or “self-reflection” as a goal.

In addition to writing disposition reflections, each week during their practicum the ISCC students are responsible for writing site reflections each week based on topics Dr. Evans will give them to think about.  Once the students have begun attending their practicum placements in the public schools, she asks, “Are you seeing in the schools what we’ve taught or are you seeing something different?  What are you seeing in the schools?”


Dr. Evans discusses the progression she always sees happening in the students’ writing and reflecting, a progression that emphasizes the importance of these reflections.  “At first you’re going to write like a student, but almost always, near the end, everyone begins to sound like a teacher.”

The ISCC students have at this point been given two different reflection assignments, the disposition reflections and the practicum reflections.  After the students have completed their first set of disposition papers, Dr. Ellis addresses the class:  

Let me say a brief word about the disposition papers.  Generally speaking you did a nice job.  One of the things I’ll always look for is how you are still doing on the three dispositions.  It occurred to me that many of your goal statements were very good, except you didn’t tell me how you were going to accomplish it.  It’s not enough to tell me that your goal statement is to be more reliable; you have to tell me how you’re going to be more reliable.


According to the ISCC syllabus, one of the teaching dispositions the students are required to “demonstrate appropriate levels of development in” is “reflective practices in instructional and personal contexts.”  According to the Professional Dispositions Reflection assignment handout, reflection means to:

· adjust ideas/plans in response to professional feedback

· adjust ideas/plans in response to student needs

· evaluate and monitor my own learning

· thoughtfully critique my own work

Reflection also takes place in the form of whole-class discussions.  Below are descriptions of a couple of scenes illustrating this type of reflective discussion.


Dr. Evans asks, “Anyone teach in the schools this week?  How did it go?”


Sylvia: “They’re very chatty!  I actually see wanting to teach middle school more than I did before.”


Kyle: “I learned a lot.  You have to really guide them through every step in the process.”


Dr. Evans: “One thing with middle school students is that the directions have to be explicit.  You almost go crazy.”


Cynthia: “I sat in on a world history and the teacher played a video and the students talked the whole time.  It was very discouraging.”


Leah: “I think it’s because they’re not interested.  I think the key is trying to make it fun.”


Dr. Evans: “Teachers have these unspoken agreements with their students.  If the students are all talking during the video, at some point the teacher has in some way given them permission to do so.  They may have tried to get the students to stop at one time, but then they just gave up.  I hope you never go to that place, because in some ways you’ve given up on other things as well.”

Here is another example of reflection that occurs with Dr. Evans:

“We’re going to get in a circle and do some more discussion.  What are you seeing with grading in the public schools?”


Leah: “A lot of students are getting Ds.  They’ll have an open book test and still get a D or an F.”


Kyle: “I see students get zeros on their quizzes and then just throw them away.”


Dr. Evans: “Why are students getting Ds on open-book tests?”


Leah: “Some of it is attendance.”


Dr. Evans: “Oh.  I’ve noticed there are attendance problems in this district.  What do we do with students who are disenfranchised in school?  How do I have things that are engaging to the students and relate to their life?  If, as a student, you think I care about how you’re doing in class, you’re actually going to do better.”


Kyle: “I notice a difference between AP students and ESL students.  The AP students really engage with the material, but working with the ESL students, or ELL students, is like pulling teeth.  I modified the lesson I used with them, but I had to modify it even more.”


Dr. Evans: “That’s how teachers stay the freshest, when they create new stuff.  Teachers have to figure out how to motivate students and how to get them to engage with the material.  Sometimes you have teachers who don’t give homework because the students aren’t doing it.”

Another form of reflection that the ISCC professors have the students engage in is a more personal introspection, or autobiographical writing, in the form of an assignment called “The Family Dinner Paper.”  This assignment requires students to think about and reflect on their family dinners while growing up.  The professors point out that everyone has had a different upbringing reflected in different traditions and dynamics around the dinner table.  They assert that there is much to be learned about people through these papers, acknowledging that such an assignment is highly personal. 

Jeff, a graduate art major, raises his hand and says that there were no conflicts at this family dinner and that he’s not interested in “deep introspection.”  He is the only student to express in class a reluctance to participate in reflection activities.

The above examples demonstrate that the ISCC program presents reflection as an aspect of professionalism.  In their discussions of the goals and objectives of the program, students see reflection as a component of the ISCC program. 

At the beginning of the semester, none of the students referred to reflection as an aspect of professionalism in their questionnaire responses.  Toward the end of the semester in their one-on-one interviews, none of the students used the word reflection when discussing their own definitions of professionalism. They do not appear to associate professionalism with reflection.  However, the word reflection does appear when students discuss their overall experiences in the ISCC program.

Lisa says:

Probably out all of the characteristics or dispositions we had to reflect on, maybe two of them were difficult for me or important for me and I actually benefited from the reflection.

Leah:

I think the site reflections are a big waste of time.  I like to write, and I consider myself pretty creative. If I were given freedom, to say, just write about classroom management in general, I could be more objective and have more to say.  But when I have to look at questions like, “What is the teacher’s contract with the students? What are the classroom rules?”  When I see that kind of thing I’m not paying attention to the class, I’m just looking for those specific things in the class.  It comes down to getting those points on the assignment.

Michael:

I think we’ve gotten reflectioned out.    

Maggie:

The reflections are driving me crazy.  I think the problem is they have specific requirements for what they want us to do because that’s what they want us to do, that’s not my own reflection.  

Jeff:

It would be nice if there were an aspect of personal growth, instead of all this busy work.  Like, I really want to write a lot of lesson plans.  Picking something I really want to work on.  

Student perceptions of the reflection assignments, as expressed through one-one-one interviews, range from seeing them as helpful to seeing them as “busy work.”  The frustration expressed by the students seems to be related to what they express as a lack of choice in deciding when they will reflect and what they will reflect on in the program, in the practicum, and related to their professionalism.

Category #4—Professionalism as Public Service 


Understanding how professionalism as public service became a category involves a further exploration of how teacher personality is addressed in the program, as well as an exploration into why the ISCC students decided to become public school teachers.  



During the first couple of weeks of class the concept of personality is explored through the use of personality profiles and self-assessments. Dr. Williams says, “There’s a consistent profile among people who choose to go into teaching.  It’s one of the helping professions, just like nursing.”

Then, on the first day of the third week of the semester, ISCC professors have a discussion about the practicum.  This is the day before the ISCC students begin their practicum, spending one day each week in the public schools observing a teacher in their content area, helping out, and practice teaching.  Some of the students have been in the classroom recently, in other practicum placements or as volunteers.  Some of the students have parents who are teachers or administrators and are quite comfortable in public school settings.  However, for some of the students, this is the first time they will be setting foot in a middle school or high school since they were middle school or high school students themselves.  A student named Scott raises his hand.


“How do most teachers view university students?”


Dr. Evans is quiet for a minute and then says, “They feel like it’s their obligation to the profession.”

In the questionnaire given at the beginning of the semester, student responses to the question, “Why do you want to be a teacher?” resulted in ten out of twenty-three students writing something having to do with public service, or “helping people.” Reponses include:

I want to be a teacher because I have a passion for assisting people…

I love working with others and having a positive influence (I hope) in their lives.

Helping people is also a passion and education is a vital part of our society that many people take for granted…I love to try to change that.

To influence future leaders in a way that will give them the tools to understand social justice.

To help the wheels of society turn better.  I want to have a good job that helps others and makes me feel that I have something to contribute.

I believe that teachers perform an integral/necessary role in society by preparing people of all abilities, ethnicities, races, religions, and other indefinable traits, to act as educated individuals in a shared community.  I feel called to do this work.

I am a teaching assistant at the college level now and I see how unprepared students are coming into college and I want to fix that.  Plus, children are special and growing and need support from someone who cares not only about who they are but their education as well.

To do something with my life that will affect positively in the world around me.

To relate the world in a way the younger people can see and understand.

I think that I can help students in their process of learning not only my subject but skills needed for everyday life.
When asking the students why they want to be teachers, some of the students respond as follows: 

Christa: 

My mom and dad and grandpa were all school teachers so I thought it was, like, a noble profession to have and they weren’t the type to say, oh, you won’t make money so don’t do it, like some people. 

Lisa:

Well, I think first I’m a Christian and I believe that, like, I truly believe that God calls you for different things and I feel called to work with teenagers.  I didn’t really know in what capacity but the first thing that came to my mind was teaching, so the more I pray about it and the more I study it the more I feel my heard just really, really called to that….
Chris:

There’s like four or five things in this world I really want to do and one of them is education.  My experiences in school were horrible.  I graduated from high school with like a 1.6 GPA.  The teachers had given up on me, the kids called me stupid in class, I was kind of like the butt of all jokes, and now here I am with two degrees working on my masters.  The school literally gave up on me, they didn’t care, and they showed it in their ways they can.  And it bugs me, it really bugs me.  And I love being around kids.  I would love to teach them…. I work with a kid who is a senior now, he’s basically being pushed out of school.  He’s on the verge of not graduating.  He’s having to work to support his mom, and I’ve been working with him.  And it is kids like that; I just want to jump in there.  I don’t want to work with…I can’t work at a rich school [laughs]. I want to work with kids who need the help.


The above data illustrates a pattern of seeing teaching as “calling” and as a “noble profession,” which connects the concept of public service to professionalism and illustrates that the students in the ISCC program associate teaching with public service throughout the semester.  This is related to their professional identity in that it demonstrates that they identify their profession, teaching, with public service.

Category #5—Professionalism as Training, Knowledge and Expertise

Understanding how training, knowledge, and expertise became a category begins with the questionnaires administered at the beginning of the semester.  Responses to the question “What does professionalism mean to you?” include:


completing assignments thoroughly


willingness to work hard to improve


being regimented and driven

These comments illustrate that some students connected professionalism to training, knowledge and expertise at the beginning of the program.

Four of the questionnaire responses associate professionalism with content knowledge.  Professionalism is referred to as:


Knowing and enjoying a subject.


Being a learned expert in your area.


Being knowledgeable in their field.


Professionalism implies knowledge.


Training is one aspect of professionalism that drew certain students to the program. In response to being asked why he chose to do the ISCC program versus the traditional program of taking all of the secondary education certification classes separately, Daniel says, 

I heard it was really good preparation for student teaching.

Chris decided to participate in the program for a similar reason:


A lot of people said it was a good program, they said it was the best [this university] had to offer as far as certification, that it was really detailed and overall it was a good program.  I was told that it prepares you for teaching, because it is a cohort, and because it is so intensive with the amount of work, that definitely prepares you for the first year of teaching a lot better than a traditional program.

Carrie agrees: 

I head a lot of people say that the ISCC students were better prepared going into student teaching.


In a document titled “ISCC Advice from Fall 2000 Semester,” posted on Web CT and read to the ISCC students in the Spring 2006 semester, past ISCC students give advice to future ISCC students. The former students write:


If you do not feel committed to teaching, this program might not be for you.


If you admit you know so little, you will learn so much.

Don’t be afraid of the hard work—most of it will be second to your nature as a future teacher.
The intensity of this course may seem overwhelming, but if you’re persistent the payoff is well worth your while.

Don’t fall behind—when you are assigned a project or paper do it right away!  Stay on track and you will succeed.

Be willing to bend and others will bend with you.

Keep the teachers informed about your life.  They are concerned and willing to help if you let them know what’s going on.


On the first day of classes the workload in the course is discussed.  Students are repeatedly reminded that the program represents a total of four courses plus a practicum.  Dr. Williams says, “This is going to be different from any other course or courses that you’ve taken at the university.  The courses are integrated.  It’s very…I guess the work I like to use is…intense.”
According to the questionnaires I have the students fill out that first week, two of the students expect some level of intensity.  When asked, “What are your expectations for what the program will be like?” two students respond:

Intense; very informing and giving me a feel for what it takes to be a teacher.


Intensive, and will prepare me for the next step.
Other responses include use words like hard, tough, comprehensive, eye-opening, busy, informative, fun, practical, in-depth, challenging, and fast-paced.  The phrase hands-on is appears five times, although none of the students describes what they mean by that.


Although about half of the twenty-three respondents, twelve participants total, anticipate being overworked and overwhelmed, many of them express excitement and a desire to work hard and be well-prepared for their student teaching.  However, not all of the students have positive expectations for the program or the semester:

I expect it to be disorganized and chaotic based on reports from previous ISCC students.  I hope to be proven wrong.

I have mixed feelings.  I am a history grad student, so I’m used to very academic work—tons of writing and research.  I think I will have to adjust to the format and curriculum.

I expect it to be a little dry, but to teach/prepare one to teach in a secondary education situation.

The ISCC program is presented as unique in its level of intensity compared to what students might experience in the traditional secondary certification program of taking all of the classes separately, and professors tell the students that the ISCC program is also unlike any other class the students have experienced in college.


In one-on-one interviews conducted near the end of the semester, four out of seventeen students refer to professionalism as knowledge and expertise.

Maggie says, 

You need to know your content area.  If you’re not knowledgeable then you’re not a professional.

Chris sees professionalism not as just having the knowledge and expertise, but also as 

being good at what you do.

Lisa takes this a step further by defining professionalism as 

being enthusiastic about what you know and what you’ve prepared for.

For Carrie, professionalism goes beyond knowing content.  It’s also about 

employing a sound methodology.


 The issue of knowledge and expertise is inherent in the ISCC program because one purpose of the program is to prepare student for student teaching.  However, the approach is a general education approach, rather than a discipline specific approach, which some of the students find frustrating.  This leads to what is an outlying issue regarding training and expertise as professionalism, but an issue that I feel reflects the experience of a few particular students.

Jeff, an art major, says:

I feel lost and forgotten in there, as far as my content area.  I can do the work and everything.  I feel like most of the content in the class is set up for history and English people.  I don’t feel like they understand what I do in art at all and I’ve learned more about lesson planning and being an art teacher from my content area professors.

Carrie:

A lot of times they try to give things you can do across disciplines, which I think is really hard.  I mean, I loved the young adult lit assignment, but I can tell you that the rest of the members of my group hated it, but that’s because it’s relevant to my content but in art class or in a biology class they were ever going to use a young adult literature thing, but so, you know, I find that for English it’s somewhat mainstream, you know there’s a lot of things I can apply but, um, I just start thinking about well how does this apply to some  of the, you know, science majors, or art majors or…but I also just feel that methods classes within my content have been where I’ve learned the most and also being in the classroom, seeing theory put into practice.  


These responses indicate that the expectations of certain ISCC students are that the program should meet the specific needs of students in every subject area. The other art student expressed a similar concern to Jeff’s, and Carrie refers to the experiences of her group. The art and science students expressed the most frustration about this issue throughout the semester.


Training, knowledge and expertise are emphasized when the ISCC professors address the concepts and techniques of curriculum and design, objectives, standards, and assessment.  This happens on the second day of class as well as other times throughout the semester.  What follows are descriptions of several class periods that illustrate how professionalism as knowledge and expertise are addressed in the program.  One aspect of the program that is considered to be an important body of knowledge for public school teachers is the idea of curriculum and instruction.

Dr. Williams begins a discussion of curriculum by writing the word curriculum on the board and turning to the class.  “Write me a definition of curriculum.  What is it?”


Amanda raises her hand.  “The means by which educators work to help students gain understanding.”


Joel:
“A framework of goals for learning.”


Scott:
“A set of procedures and materials used to achieve a stated goal.”


Sylvia:
“The art of gathering materials and using them in a way that facilitates learning.”


Dr. Williams nods, smiles, writes on the board.  “Look through the definitions, select the one you most resonate with or like, and tell me why.”


The students bend their heads over their course packs, write, whisper quietly.  Dr. Williams paces and gestures with the chalk.  “It’s not the how, which would be methods, it’s the what.  What determines curriculum?”


Andrew raises his hand.  “Standards?”


Carrie:
“Resources?”


Andrew nods and calls out, “What your kids’ parents think they should be learning?”


Dr. Williams points at Andrew.  “Yes, community.”


Sylvia: “Testing?”


Dr. Williams smiles and nods vigorously.  “Yes, absolutely, high-stakes testing.  There’s just no getting around it,” she pauses and looks at the class, “you’re public servants.”


Dr. Williams then goes on the equate curriculum with the concepts of enduring understandings and essential questions from the textbook Understanding by Design.  She asks the students to think about the enduring understandings of their disciplines.  “What I’m seeing in classrooms is trivia.  But what is it that we should be spending our time on?  I believe that if every teacher in America said ‘no’ to standardized tests they would go away.”


When the discussion on curriculum ends, the students are given a group assignment.  They will meet with the students in their content area to develop a set of enduring understandings and essential questions for their area.  These will be presented to their classmates.


Dr. Evans follows Dr. Williams with a discussion of how assessment fits in curriculum.  She states, “To find out what your students know, you’re almost a researcher.  As a teacher I’m a researcher all the time.  As a teacher I do lots of observations.”


Dr. Williams nods and says, “As you get to work in your groups, think about how you know something is worthy of being an enduring understanding.”


It is noon, and students are given a short break during which they stand, stretch, and wander out to the lobby to use the restroom and get sodas and candy and chips from the vending machines.  Some of the students use this time to begin talking about their projects.


Dr. Evans introduces another major cooperative learning project later in the semester.   She says, “We are going to discuss something called problem based learning.  It’s referred to as a PBL.  Problem based learning began, really, with the medical profession.  Problem based learning is when you have a problem that could exist in real life.  The one thing that is different than medical professions is that there isn’t a right or wrong way to go about solving these problems.  It’s kind of what they call unstructured.  These are things each of us have faced in schools.  Instead of looking at it as frustrating we encourage you to look at it as challenging and invigorating.”  The students will take part in two such PBLs, or problem-based-learning assignments.


The second PBL assignment is referred to as the “Andy PBL.”  While the focus of the first PLB is on having the groups create a multicultural curriculum, the focus of this next PBL is on a student named Andy and his unique problems and disabilities and how to accommodate him in a mainstream classroom and insure that he is successful.  After presenting this PBL, Dr. Evans reminds students to evaluate their sources, and while it’s ok to trust major organizations, they should investigate individuals.  “Find out who this person is.” 


Dr. Murray then goes over the Andy PBL packet with the students.  The packet contains comments from Andy’s teachers.  “Just so you know, you really can’t write this kind of stuff that is in this packet about your students.  If you got sued, this information would be public.”


After a short break Dr. Evans takes over and presents some of the background information the students will need to complete their PBL assignment.  “Ok, I’m going to start now.  The percentage of Native American students at Local High School is 26 percent.  Therefore, 26 percent of the students in an AP class should be Native American and 26 percent of the students in a special education class should be Native American, but you will find that that is not the case.  Some people argue that there is a cultural bias to IQ tests and AP tests.”


Scott: “What about student motivation?  The students I’ve worked with in the ESL class for instance don’t seem very motivated.”


Dr. Evans: “I can’t tell you how much motivation in school is related to students thinking that you care about them.  Punitive things don’t work with kids who act out.  These kids have been punished so much that it doesn’t work anymore.


After introducing the concept of ADD and ADHD, Dr. Evans allows the class to share their stories.


“Thanks for all the things you have shared.  A lot of what you shared are personal things and I appreciate that.”


After a break during which students eat the snacks they have brought they are shown another video about special education.  Before the video begins Dr. Murray says, “Sometimes special education kids’ dreams may seem farfetched.  I knew a girl with Downs Syndrome who wanted to be a dancer.  She ended up joining a troupe of dancers with physical and mental disabilities.”


The class is quiet for a moment and Dr. Murray finishes by saying, “Who are we to say they can’t do that or to discourage them?”


The next day class begins when Dr. Evans says, “I want to start with something Liz wanted me to share with you.”  She turns on the overhead and puts a transparency of a handwritten letter. “This is from a special education student.  It’s a written plea to stay at this school instead of being moved to the alternative school.”


After everyone reads the letter, Dr. Evans turns off the overhead and points out two newspaper stories on the back wall about high functioning autistic kids.  Students are often given copies of articles from newspapers, magazines, and from the internet.


Dr. Evans then starts an “Investigative Reports” video about suicide.  After a few segments she stops the video and says, “We’re not going to watch the rest of this, but what I’d like you to do is take out your handout on suicide and read over it for a few minutes.  When students are done reading the class discusses teen suicide.  Dr. Evans tells them to refer any student who talks about suicide to the school counselor.


“We’re trained as teachers; we’re not trained as people who deal with these types of serious problems.  You’re not a professional [counselor]; you should not spend your time trying to talk a student out of suicide; there are people who are trained to do this.  The one thing you can do is seem like you’re accessible to the students.  Now, I’m going to switch topics because you need time to work in your PBL groups.”


Each of the ISCC professors demonstrates a level of training and expertise in certain areas.  In addition to addressing issues such as special and gifted education and issues such as teen suicide, Dr. Evans teaches assessment.  One part of the training that takes place in the ISCC program is teaching students how to make teacher-made tests. Dr. Evans lectures on different types of test items, such as true/false, multiple choice, matching, short answer, and essay questions.  She introduces each item with a lecture accompanied by examples on the overhead.  The students then discuss as a class the effectiveness and ineffectiveness of the different examples, a sort of “do’s and don’ts” of writing test questions.  Most of the students I spoke with told me they found this to be an interesting, important, and helpful lesson and assignment in preparing them for students teaching.

Dr. Evans stands by the overhead and puts a transparency on it, but waits to turn it on.  “We’re going to talk about teacher-made tests.  Which type of test do you prefer to take?” The students discuss the pros and cons of different types of test questions, including essay questions, true and false, multiple choice, and short answer.


Dr. Evans: “As college students, you have a four year history of taking bad tests.  Most university professors never have a course in how to construct tests.  We’re going to go through how to make questions for each of these different types of tests.  This is your first big assessment assignment.  There are some of these types of questions that you’ll never do, but you need to know how to do them as a professional in the field.”


Dr. Evans turns on the overhead projector.  “When using chapter tests I have to know if these are good test questions.  You should be able to evaluate questions and to write your own.”  She goes through several different examples on the overhead, pointing out effective and ineffective examples, then reminds students to read over the test question assignment in the course pack.  “If these assignments build up, let me know.”


Dr. Evans then puts up an overhead showing the elements of multiple-choice questions.  While she is talking she shows some varied and interesting examples of multiple-choice questions that use interpretive information such as maps, diagrams, text excerpts, poems, and science experiments.


Kyle: “Could you use multimedia?”


Dr. Evans: “Yes, that’s a great idea.”


Joel: “Is there any particular way we should order the test items?”


Dr. Evans: “That’s a good question. I recommend warming students up with cognitive memory tasks and then moving to interpretive tasks, then ending with an essay question.  To get ideas for tests you might want to look at textbooks related to your subject area.”

The test question item lesson and assignment takes place over a couple of weeks.  The following week, Dr. Evans asks the students to not only work on the test-making assignment, but also to connect that assignment to what they are seeing in the public schools.  She tells the students, “On your next site reflection I’d like for you to look at a teacher-made test, if you can.  Ok, essay questions.  There are several pros and cons to using them.  Now, you can’t assume your students know how to write them.  Just because a student takes English doesn’t mean they take what they learned in class and use it in their other classes.  That’s why we teach ISCC so integrated.  If I was going back to teach at the middle school or high school I would start off by teaching students how to answer essay questions.”  She puts an example of an essay question on the overhead and goes over it.  After that she reviews the teacher-made test assignment in which the ISCC students are to create a test using all of the different types of questions they have learned about. 

In another lesson on assessment, Dr. Evans says: “Assessment right now, amazingly, has been very little touched by the standards, which say what students should learn but give teachers very little guidance for how they should assess learning.  We’re going to start by talking about portfolio assessment, which began with art and then eventually portfolios were picked up by English.”


Students are directed to the handout in their course pack that addresses portfolios.  “There are four kinds of portfolios”:

1. portfolios that demonstrate progress

2. portfolios that are a collection of work

3. portfolios that organize the work of a particular topic

4. and portfolios that hold daily or short assignments, such as bell work or journals

The ISCC students will design a portfolio assignment for a unit.  The assignment will include the title and description of the unit, the purpose of the unit, the assessment purpose of the portfolio with a rationale, examples, and a question for reflection.  After Dr. Evans goes over the assignment she instructs them to read silently from their course pack.  “I’m missing two pages from my binder so I’m going to my office to get them.”


When Dr. Evans returns she says it’s a good idea to have secondary students reflect on the unit they’ve just been taught, “Ask the students what was hard, what was easy, what do they want to know more about.  If you’ve got a lot of students saying the same thing, that’s very helpful feedback and information.  I would like you to do this portfolio assignment, if possible, based on the unit you wrote for this class.  If you can’t, that’s ok.”


Andrew: “When is this due?”


Dr. Evans: “When we made the schedule we set a date, and now we can’t find it.  I would be best if you could do it before spring break, but if you can’t I understand, but you should turn it in the Tuesday after spring break.”


Everyone takes a minute to write this down.


Dr. Evans: “You might always do portfolios, or you might want to do a portfolio for one unit and a different type of assessment for another unit, or a portfolio and a test.”

If one of Dr. Evans’ areas of expertise is assessment, one of Dr. Williams’ areas of expertise is language arts. She begins a lesson by saying, “What I want to talk about today is young adult literature.  How can literature enhance your curriculum?  I’m just going to throw a pitch out here and you’re going to decide.  I say anything that gets kids to be more literate is a good thing.  I think literature is important because I think it helps kids make sense of their lives.  Now, once you have them read literature, then what do you do with it?”

For their next assignment, the ISCC students will read a young adult literature novel.  Dr. Williams says, “The reason I picked young adult literature is that I like it so much.  I wasn’t always a reader growing up but now I read all the time.  As an adult I read a lot of young adult literature.  Your students will love it.”  Betty Jean and Carrie, who are sitting next to each other, nod and smile.   Young adult literature is a big focus in their English Education curriculum. Dr. Williams continues: “As a teacher, you should help your students find something that interests them.  Fill your classroom with books.  Write grants, beg and borrow, befriend the librarian, participate in book clubs and book fairs.  You can even write reviews to get free books.  Sometimes I spend my whole summer writing reviews, and one summer I got 250 free books.  You can also go to conferences.  A conference like NCTE is a place where you can get free books.  You can even solicit local businesses.  Whatever it takes.”  Quite a few aspects of professionalism are addressed here, from training and expertise to engaging in professional activities such as grant writing and fundraising to attending conferences.  What Dr. Williams might be implying here is that professionals will do “whatever it takes” to achieve their goals, this goal being establishing an effective learning environment for students and becoming an “expert” in adolescent literature, going so far as to review books and go to conferences.


Each of the above excerpts from a particular class period illustrates that each of the ISCC professors demonstrates a level of expertise in one or more specific subject areas, emphasizing the idea that professionals have specialize knowledge.  Dr. Evans teaches the students about special and gifted education and assessment, demonstrating her expertise in that area.  The other ISCC professors also demonstrate a level of training and expertise in different areas related to secondary education.  For instance, Dr. Williams shows her expertise in secondary language arts when she teaches a lesson on the use of young adult literature, emphasizing its use across the curriculum.  She also demonstrates expertise in curriculum design.  Dr. Murray displays expertise in the area of using technology in the classroom.  Dr. Ellis teaches the history of ESL laws and issues. 

Category #6—Professionalism as Autonomy and Professional Judgment


Understanding how professionalism as autonomy and professional judgment became a category begins when Dr. Williams talks about developing enduring understandings and essential questions in the content areas near the beginning of the semester. She emphasizes that that the important thing is for the ISCC students to remember is that “you’re trying to get kids to defend their thinking.  We don’t spend enough time creating good questions in class.  How do we make our students better investigators?”  She then goes on to ask, “What kind of evidence would you expect from kids if you asked essential questions based on enduring understandings?  If you could design a whole course around a series of questions, what would those questions be?”


When a student raises his hand and asks about textbooks, Dr. Williams responds, “Are you teaching the class or is the publishing industry teaching the class?  Some publishing companies have called their teaching materials ‘teacher-proof.’  I want you to think about who is teaching the class, you or the materials you use.  You have to ask yourself, who developed the materials?  Whose perspective is this? What is the bias?  Whose interests are being served?”


Dr. Williams asks, “What is your current philosophical orientation about education?”  She then introduces three orientations: essentialists or traditionalists, progressivists, and existentialists, who are the most student-centered. She says, “I’m going to help you with language because I want you to have a professional language to talk about your philosophy.  You need to be able to defend what you do as a professional.”


In discussing the enduring understandings and essential questions assignment, Dr. Williams says the following about being a public school teacher, “The ideal is that we design our own curriculum, but who decides if that curriculum is rigorous?”  This is a reminder that although some teachers may have autonomy at the classroom level, in being able to design or created their own curriculum, they do not have autonomy at a professional level.  One student, Diana, asks, “What are teachers doing about NCLB?”


Dr. Evans: “There are some states who have said they are not going to get involved but then they have to turn down federal money.  As a teacher, you really have to keep up, get involved.  I read the Sunday New York Times and listen to NPR.   If you’re a teacher do you want people telling you what to do?  That really kind of makes us a worker, doesn’t it?”


During the second week of the semester the students watch a video, called “Teen Species,” about the developing adolescent.  Before starting the video Dr. Ellis says, “It’s easy to complain about teenagers, and there will be times when they drive you crazy, but this is an amazing time in human development.”  Students are then given a note-taking guide to fill out during and after the video as homework.  Students refer to this type of assignment when asked, in one-on-one interviews in the last weeks of the semester, to tell me about their experiences in the program.
Scott:

It’s insulting as a thirty-year-old graduate student to have to spend hours filling out worksheets to prove that I’ve done the reading or watched the video.  

Michael:


I’ve felt like a lot of it is busy work.

Joel:

So many of the assignments I do in this class I feel like, I don’t know how this is going to help me be a better teacher.  It’s not practical knowledge; it’s busywork.  It’s not teaching me how to be a teacher.   It’s dumping a load of work on me.

Maggie:

The assignments they give us just seem like busy work.  They just want to keep us busy, and that’s so frustrating.


These comments relate to autonomy and professionalism in that students are beginning to think critically about their training.  Students also begin to think critically about other issues related to their training and to public education.  What follows are more examples.

During one class period students are asked to analyze and evaluate classroom practices regarding sheltered English immersion.


Betty Jean: “It seems like there is a severe ignorance about how language is acquired.”


Diana: “They don’t seem to make the curriculum very fun or plausible.”


Kyle: “What is the logical justification for English Only laws?”


Dr. Ellis: “I think the answer to that depends on who you talk to.  To be politically active you have to stay in the system.  You can’t just be a rabble-rouser because if you lose your job you can’t make changes.”


Kyle: “Do they have any scientific data to back up their rhetoric?”


Dr. Evans: “As educators we have to take some of the blame.  Often when asked to take a student we say, couldn’t this student be in the ESL class instead of my class?  To save myself some work.  If they’re in their ESL classroom I don’t have to think about those kids; I can teach history.”


Dr. Ellis: “We have accountability to ourselves as professionals, to look at what we’re doing in a classroom and make sure our curriculum is accessible.”


These comments by Dr. Evans and Dr. Ellis illustrate that the ISCC professors not only encourage, but also facilitate, critical thinking.
 Dr. Williams engages the students in a critical thinking exercise.  She asks, “How does your philosophical stance affect how you make decisions about teaching?  Are there certain topics or methods that your professional organizations are trying to promote?”  The class is then divided up into their content area groups to work on their group assignment to determine the enduring understandings and essentials questions of their area.  I sit in on one of the groups where all of the language students have been joined together.  Some of the students are studying to teach German, others are studying to teach Spanish.

Cynthia begins the group work: “All I learned from high school German was to hate my teacher.  That’s one of the reasons I want to be a teacher.”

Diana: “One of the reasons I’m choosing to teaching a language is because you can really teach anything.  You can teach gardening, or you can talk about social problems, and the students are still learning sentences and words.”

Cynthia: “One of the things I came up with is clearing up cultural misconceptions.”

Andrew: “I think our philosophy basically boils down to…we teach kids and we teach linguistics.”

Diana: “And maybe communication?”

Andrew: “So part of our philosophy is that they need to study abroad.”

Diana: “Or travel…and not being scared to travel.”

Andrew: “How do we think kids learn language best?”

Diana: “I think it’s important to tell students that it’s ok to make mistakes.”

Andrew: “We need to encourage them to make mistakes and really make a safe environment.”

Cynthia: “Our purpose is to give the students the tools to make the right decisions.”  She picks up her pen.  “Ok, let’s form a paragraph here.”

This dialogue among one group of ISCC students typifies what normally goes on during each student group meeting and demonstrates that the ISCC students are capable of thinking critically about how students learn and making judgments about aspects of curriculum design.
Another discussion about professional judgment takes place when students are given an article to read on the subject of grading.  Dr. Evans says, “When you are finished reading, there are three things I want you to think about.”  She point to the board where the words zeros, cheating, and extra credit are written.  “What would you say about these and why?”

 
The students begin reading silently.  Dr. Evans says, “No one is going to tell you which way to do this.  When you come in to student teaching there will be a system already in place and you’re going to have to ask yourself, what am I going to take for myself and what am I not going to take?  This is part of your professional judgment.”


The students continue reading.  When they are done Dr. Evans says, “Let’s have some conversation.  What are some of your views about cheating and plagiarism?  What would you do?”


The class is silent.  Some of the students keep reading.  Others look at Dr. Evans.  Nobody says anything.  “This is your opinion.  Come on…”


Lisa: “I think it depends on the grade level or assignment.”


Dr. Evans: “Some of these are ethical issues.”


Betty Jean: “It is an ethical issue.  It’s not an academic issue.  I think we have to separate the behavioral consequences from the grades, not punishing cheating with a lower grade but with some other punishment, plus redoing the test or assignment.”


Kyle: “You also have to think about the possibility that you think someone is cheating and they’re not.”


Dr. Evans: “And now they have text messaging.  You have to walk around and watch your students during a test.  You can’t just sit at your desk. What about extra credit?  What are some views on extra credit?”


Jeff: “Would you call extra credit enrichment?”


Leah: “I’m a strong believer in extra credit, especially because some students are terrible test takers.  I also believe in extra credit with rubrics, which I hate, because with a rubric there’s only room to lose points.”


Stacy: “You could use it to get students to interact with the community.  My practicum teacher gives extra credit to her students who go to university functions like readings and gallery showings and plays.”


Amanda: “I think many teachers are giving extra credit to compensate for poor teaching.”


Betty Jean: “I don’t like extra credit, personally, because it puts too much emphasis on grades.  Also, if you’re going to offer it, you want to make sure students have equal access to it.  If it’s after school and off campus, a lot of students don’t have a car.  Their parents work two jobs, or work at night.  Or they have to take care of siblings.”

These types of discussions in class during the ISCC semester, with no comments from the professors on who is “right” or “wrong” in their opinions and ideas, are typical of discussions that take place throughout the semester.  Students are told again and again that they will have to use their own judgment.

Putting It All Together—Presentations and Professionalism
After several weeks of working on their PBL assignments, students are presenting today in two groups.  The group who is not presenting will be serving as board members, and each board member has a role, such as a parent or administrator, and they will be expected to ask questions in that role.  Before the first group begins, Dr. Williams says, “Remember, ‘you guys’ is sexist language, so I want you to keep that in mind as you present.”


Before her presentation, Carrie, biting her thumbnail, says to me in the hallway before class, “All the work I put into this, and I know I’m going to say it.”  She is referring the phrase “you guys.”


The first group gets up to present.  Amanda strides and gets the Power Point set up. The group begins by proposing a program that includes art and dance as part of a multicultural curriculum.  For weeks the students have been working on their PBL, which involves incorporating a multicultural curriculum into a diverse school. 

Stacy discusses a program called African Drum and Dance that already exists in the community and is successful generating funding and community and school involvement.  Stacy says, “Extended learning will take place after school, and there will also be extended library hours, funded by grants.”


The group also recommends bringing in strong leaders representing different ethnic groups from the community as guest speakers to act as role models.  The group finishes up their presentation and takes questions from the board members.


Jeff: “I question the relevance of my white son attending African Dance classes.”


Stacy: “Well, the classes are not required so…”


Cynthia interrupts: “Actually, diversity is something that helps everyone and it can benefit all of the students, not just the students of different ethnicities.”


Betty Jean: “As teachers, do you have plans for getting paid more for all of this extra work and additional after-school time?”


Cynthia:  “It is our hope that teachers would want to do this without compensation.  Like doctors, our job is to help people.”


Michael: “A lot of teachers volunteer because they want their students to succeed.”


The “school board” seems satisfied with these answers so the class takes a break while the next group sets up.


In the next group, Betty Jean begins by standing up and saying, “We want to thank you guys…uh…ladies and gentlemen, for coming today.”  She turns around at her group and shrugs nervously.  They are grinning.


The overall idea of this group is to have a year-round school to improve the students’ performance.  As for the multicultural curriculum, Betty Jean says, “We are basically keeping the curriculum as it is and just adding to it.”  She launches into a discussion about how this will be done through a year-long schooling program.

In the question and answer session with the mock school board, two students question the idea of year-round schooling.  Dr. Evans interrupts and says, “Year-round schooling is a complicated process and not easy.”  She then shares her own experiences with year-round schooling and says that many districts and schools make it work.


When the presentations have ended, the professors stand up to talk about the presentations.  Dr. Williams begins by saying, “If you’re going to propose any kind of solution you have to make sure your proposal is grounded in credible expert resources.  When you proposed something, did you consider the resources?  Did you cite the research?  What are Ed Change?  They are obviously a for-profit organization that goes around giving in-services.”


Dr. Ellis says, “One thing I notice among all the groups.  The issue of schools is very political.  You can’t make effective changes unless you keep your job and you want to keep in mind the political context.”


Dr. Evans says, “I think you did a really good job trying to seek out ideas as solutions like after-school tutoring and parental involvement.  The hardest thing about changes is that parents want school to be the way it was when they were in school.  Little tiny changes that seem minor to us can be very, very difficult for the community to accept.”


Dr. Ellis: “I like the way the groups identified overarching, solid themes.”


Dr. Murray: “I would like to know from you, what are the things you learned that are really critical?”


A student named Sylvia raises her hand and says, “Not to go too far with multicultural curriculum.”


Scott: “To make small changes to the curriculum.  Not to let the pendulum swing too far.”


Dr. Murray says, with a touch of exasperation to her voice, “If you’re incorporating a multicultural curriculum there is no pendulum.”


Dr. Williams: “Yes, we often take the status quo for granted.  The invisible advantage or white privilege.  Really, what is multicultural education?  We are having you go out in groups and investigate real-life issues in the schools.  The danger of this experience is that students might not actually get the concepts we wanted you to.  Did you in fact discover the major content knowledge we wanted you to?”


Stacy: “I understand the point of the PBL but I don’t think it’s very effective.”


Dr. Williams: “And that’s exactly what you should have gotten out of this, that it’s very difficult.  The field of teaching is full of ambiguity and full of holes.  You will often be asked to make decisions when you don’t have all of the information you need.  What is it that we call learning?  What is this thing called learning?  A PBL is a vehicle for thinking about learning. Everybody at some point gets stretched out of their comfort zone.  We are grappling with issues and resources.”


The second round of PBL presentations, on the “Andy” PBL, continue to demonstrate how the different components of professionalism are beginning to come together for some of the students.  

The presentations take place during one class period.

Dr. Evans says, “Here’s what we’re going to do.  Three groups will present up here and two groups will present downstairs.”


As the groups split up, I follow one of the groups down to the elementary education science room.  I sit in the back by a wall of fish tanks.  As the students file into the room, Michael comes up to me and says, “My cooperating teacher for my student teaching is also the head football coach, and I keep having nightmares that he’s going to ask me to play.”  We laugh and Michael goes over to join his group.


Group one begins.  Stacy stands up and says, “We’re being told that Andy is one child in class and another out of class.  We’re here to look at this discrepancy.”


Carrie takes over when Stacy is done talking.  “One of things I was focusing on as Andy’s English teacher is improving Andy’s reading and writing skills.  I’ve done some research into some things that can help Andy become a better reader and writer.”  Carrie then lists the following suggestions:

1. Journaling

2. Group work such a literature circles and writer’s workshops

3. Sustained silent reading time

4. Five vocabulary words per week from his reading

Carrie continues, “At home he should read stories out loud to his family members and also sometimes read a book and listen to it on tape at the same time.”


The second group that presents their Andy PBL focus more on reinforcement of on-task behaviors, rather than the specific curricular recommendations of the last groups.  The group suggests having Andy log his study time and work on organizational skills and study habits.  They also recommend having Andy spend more time with the custodian, who they keep referring to as “the janitor,” for an hour each day to speak Spanish.

When the presentations have been completed, everyone goes back to their seats for a whole-class discussion.  All four professors are present.


Dr. Evans: “I want to go through one thing I’ve been seeing in your site reflections and it came up today: teacher’s aide has an e on the end of it.  And the principal is spelled like the principal is your pal.


Dr. Murray: “We did have a discussion, in one of the groups, about what does professional development look like.” Dr. Williams and Dr. Evans stand at the back of the room talking to each other.  Dr. Murray continues: “A lot of teachers who need it don’t get it, or they pick something wimpy that’s not helpful to them.”


Dr. Evans addresses Andy’s problems and the presentations themselves: “It can be hard to accept that there’s not really an answer, but that’s part of the challenge of teaching.  You are all doing some things very, very well.”


Dr. Williams: “Yes, one of the groups made a special brochure on mentoring, special education, tutoring, and home strategies.” She passes around the brochure, which has pictures, clip art, and bulleted information.  “I would recommend presenting this to your school district.  It’s professional in every way.”


The importance of formal presentations in the ISCC program is highlighted by the final project in the class, the student exhibition, which will be discussed later in the chapter.

Category #7—Professionalism as Scholarship and Professional Development


An understanding of how professionalism as scholarship and professional development became an issue begins with pointing out that throughout the semester in the ISCC program, according to my field notes, almost every class period, at least several times each week, students are given journal and newspaper articles, encouraged to read the newspaper, encouraged to attend conferences, and encouraged to write grants.  They also actively practice this type of professionalism in the form of formal presentations which closely resemble the types of presentations they will be asked to give as profession teachers.  However, at both the beginning and end of the semester only one student associates professionalism with scholarship each time.  

In the questionnaire responses to the questionnaire question given at the beginning the semester, “What does professionalism mean to you?” only one of the students responded:

Professionalism includes staying on top of research and informing yourself about new things around your subject.

Additionally, in their one-on-one interviews, when asked what professionalism meant to them, only one student associated professionalism with scholarship, Diana, who said, 

Professionalism is doing research and going beyond what you already know.

One specific example of how professionalism as scholarship is addressed in the program occurs when Dr. Ellis when goes over tips for grant writing.  She puts up an overhead:

· grow an idea

· do the research

· conduct a needs assessment

· collaborate

· know government and state funding agencies

· talk to colleagues 

· talk to funding agencies

· learn about professional organizations and private foundations

· stimulate local funding interest

· network at professional conferences

· draft a grant and get it reviewed

· read the local paper


Kyle raises his hand: “Are there hot topics that are more likely to get money?”


Dr. Ellis: “Well, there’s always a lot of funding for math and science research, and for educating underrepresented students.

On Wednesday, March 29, the ISCC students attend a small, local teaching conference held at the university in the education building.  They were required to attend a couple of the sessions, and they also had an opportunity to hear the National Teacher of the Year give a talk.  One of the students, Chris expressed to me in his one-on-one interview the day after the conference that he enjoyed the conference.  He says,

At the conference yesterday I went to one of the breakout sessions for classroom management and I actually got some tips.  Um, some great tips on handing a class.  The teacher that talked could have talked for another hour.  We only got halfway into what she wanted to talk about.  I almost wish they had given them an hour and a half. 

This is a typical response among the ISCC students regarding the conference. 

About attending conferences, Dr. Evans says: “You’ve to go to some of these conferences to get out of the little world of your school and your district.  Now, unfortunately, depending on your school district, there’s usually very little money to go to these things.  If you go, you’re going to be a leader in your school.”


Kyle: “Are there conferences for international teachers?”


Dr. Evans: “You can go on the web and find out more about national and national organizations.”


Kyle: “Also, I recommend if you are a graduate student applying to the provost for travel money.  Last year I got $150 travel grant.  Be sure to apply early, because they only have so much money to give out each year.”


Although students discuss scholarship and professional development, such as Kyle’s comment, and express the usefulness of conferences sessions such as what Chris expressed, apart from the two comments, one from the questionnaire at the beginning of the semester and one from Diana near the end of the semester, the students do not use the words scholarship or conferences and professionalism in the same discussion or context.

ISCC Student Experiences in the Program


Students are asked, in one-on-one interviews beginning after Spring Break around the tenth week and continuing for the next three weeks, to tell me about their experiences in the program.  The following five responses represent a pattern or thread that appears in all seventeen responses.

Dave says:

It’s kind of difficult with having four different professors, because we won’t see a professor for like, three weeks and then they’ll come in, drop a big assignment on us, and then leave again for another three weeks.  So it’s kind of like, Dr. Evans is the only one actually teaching us and the other three just give us assignments.  They try to explain it, but it doesn’t feel like it’s enough for me.  I feel like I’m in the dark a lot of the time about what they want or how they want us to do it.  We’re asking each other, “What’s going on?”


Maggie:


It’s frustrating never knowing when things are due, until like the day before.


Michael:


It has felt a little unorganized.  


Carrie:

I just struggle with the class, like I struggle organizationally.  I find it hard to keep track of what’s going on at any given point I find myself distracted.  A three-hour block of class is hard for me, especially in the morning; I’m not a morning person.  You know, I have to get used to it for teaching but, um, I think it will be easier for me to focus at a different time a day.  So I find myself fazing out and saying, “What did we just talk about, and um…especially because a lot of times they’ll kind of lecture for over a half hour or forty-five minutes.  Sometimes it over an hour and I’m just like [sigh] and I totally don’t mean to but I just like start looking out the window and, um, and organizationally, yeah, it’s really hard for me to keep track of what’s going on at any given time, which I think some of the other students struggle with and some don’t, so I think that’s partially a personality thing, but I seem to do better with having all my different teachers and having everything, putting everything in my own planner.


Daniel:

After being in the program this semester, I felt like this was the first time they were doing the program.  I don’t know, maybe it wasn’t as organized as I would expect it to me, having been done so many times.  It’s not efficient.  I see ways the program could be run better, just from giving the assignments to turning in the assignments.  


What follows are some descriptions of class periods which provide examples of what the students express as a lack of organization.

 
One day early in the semester Diana raises her hand and points out that there are no due dates on the schedule.  Dr. Murray agrees that some things are confusing on Web CT and that she is working on it.  “We’ll try to be patient if you try to be patient.”


Dr. Ellis smiles and says, “Diana, that’s a reflection of the way we work.”


Betty Jean rolls her eyes at Diana but the professors don’t witness this.  Later in the semester Betty Jean will acknowledge that she allowed her frustrations with the class to get the better of her and she found herself acting unprofessionally.  She feels that she helped play a role in leading the class toward a mood of negativity and almost a level of she refers to as “brattyness.”

Before class begins one day Betty Jean comes up to me to tell me that she had a dream about ISCC last night.  “I dreamed they lost one of my papers, an important one, in all those boxes.  I was angry and I blurted out, ‘I hate this class.’ Just like a little kid!” She laughs.  “Then, you got up to give a presentation and you weren’t using PC language.  You know, ‘Words of Dignity.’  They are mad at you.”  She laughs again.  “They were so mad at you!”

This episode represents how students have begun to express their feelings about the program in class.  What follows is another series of examples of students expressing their feelings in class.

At the end of February, Dr. Murray reminds students to get their Task Stream Portfolio subscriptions. Task Stream is an electronic portfolio program adopted by this education college to meet NCATE requirements.

Task Stream is an on on-line portfolio service with a $40 per year subscription fee.  The students get a $15 discount and will pay $25 for the subscription.  “You will need to keep it until graduation, and this is an NCATE requirement.”  She does not go over NCATE requirements in detail, what it means for a university to seek NCATE accreditation, and how NCATE may or may not benefit teacher education and public school teachers.


Dr. Evans: “I would say get it done before spring break, ok?”


Joel raises his hand.  “I don’t have a credit card, so how to I pay for it?”


Scott: “Well, you can get a pre-paid credit card.”


Joel: “Where?”


Amanda: “I think they sell them at the grocery store.”


Joel: “Thanks.”


Dr. Evans: “Ok, let’s start a new topic.  What we’re going to start talking about today is learning problems.  We use the word learning disability and it is an enormous umbrella.”


The students watch a video called “Frustration, Anxiety, and Tension: The Fat City Workshop.”  After the video the students go into the hallway for an activity called “Blind Stretch.”  As they walk out the door Joel says, to nobody in particular, “Can we stretch credibility?”


Amanda runs the activity during which a student stands in the middle of the floor and the other students stand in a circle around that student.  There is a stretch leader, known to all of the students except the student in the middle.  As the students stretch, the stretch leader changes positions while the person in the middle tries to guess who the stretch leader is.  


After they’ve been playing the game for awhile, Amanda says, “People in the middle, is it kind of frustrating not knowing what’s going on?”


Joel: “I’m used to it.”


Dr. Evans says, “Joel, be quiet.”


The students go back into the classroom and Amanda then leads the class in an activity where the students read from a paper where the letters are mixed up, making it difficult to read and simulating what it’s like to have a learning disability.  Dr. Evans hands out a sheet on the early warning signs of a learning disability.


Dr. Evans says, “Students learn compensation, or ways to deal with their problems.”  She then shares with the class her own experience of being learning disabled and not being diagnosed until college, thinking she was dumb and being told year after year that she just needed try harder.  “You always get feedback that you’re not very smart, and unless you know the reasons, you believe it.”

During one class period, Dr. Evans begins the class by telling the students that it takes a long time to grade their papers, lessons, and evaluations and she appreciates their patience.  This leads to a discussion about grading.


Betty Jean: “What is the professionalism grade?”


Dr. Evans: “The dispositions, your site work, the group work, your attendance, and your participation.  I know this is difficult, but you need to kind of calm down about the grades.”


Leah: “Why does our PBL rubric say our presentation exceeded expectations when our group grade was a C?”


Dr. Murray: “The labels on that rubric should have really been on that rubric.  It’s more numbers than labels.”


At this, Leah stares at Dr. Murray for a minute but says nothing.  Later she will tell me that she was simply “speechless.”  The ISCC students often focus on these types of incidents during their one-on-one interviews.


These students’ experiences in their own words as well as descriptions of class periods have been included to illustrate how students may have arrived at their conceptions of how professionalism was reflected in the ISCC program.
Category #8—Professionalism as Speech

Understanding how professionalism as speech became a category begins with an analysis of data from the questionnaires and one-on-one interviews.  Several questionnaire responses on speech include:

Professionalism should be reflected by a teacher in every way, dress, speech, and interactions with others.


Appropriate language and manners.


Professionalism is reflected in someone who speaks well.

During one particular class period, Dr. Murray turns the students’ attention to the posters at the back of the room.  The “Words of Dignity” poster instructs students to say, “The person who is deaf” instead of “The deaf person.”  Dr. Murray says, while looking at the poster, “Put the person before the category.”  She then turns to the class and says, “I know some of you are thinking, why do we have to bother being politically correct?”  I think of the student’s reaction this morning.  Dr. Murray goes on, “I hate that phrase, politically correct, because it has a negative connotation.  Don’t use that an excuse not to use appropriate language.

On the “Phrases not to use” poster are the following:

· Colored people

· You guys

· The situation is black or white

· Low man on the totem pole

· Rule of thumb

· Minority

· Handicapped

Leah raises her hand and says, “In the Spanish language, the male pronoun is all-encompassing.  I think the phrase “you guys” is used because there is no plural equivalent of you.”


Dr. Murray: “The word you can be plural on its own.  I don’t want you to always be afraid to say the wrong thing; I just want you to be aware.  Terms that have white attached to them are usually positive and terms that have black attached to them are usually negative.”


Joel: “It seems that any term that is used to describe a group of people changes over time to become negative.”


Carrie says during her one-on-one interview:


I’ve had several professors harp on me for the “you guys” thing and it’s really a part of my vocabulary and I’m having a really hard time getting rid of it but I go out to the schools and my teacher says it and pretty much all the other teachers I’ve seen have said it and it’s not this, like, traumatic thing for the kids.  And I know why they tell us these things, why it’s important in the long run, but I also think that, like, I definitely think that for my generation it’s just part of the vocabulary and I don’t even think about it and that’s really hard to change.


One student, when asked what he thought were the goals and objectives of the program, said, “Not to say you guys.”

A discussion of what to call the professors:

Dr. Murray says, “It’s typically the male students who call female professors by their first names.  The title Doctor is a form of respect.  There’s a line that’s there between the teachers and the students.” 

Carrie refers to this discussion when she says during her one-on-one interview:

They come in and address each other by first name all the time, which gets really confusing, well it’s not confusing now, but at the beginning of the semester I didn’t know all their names right away and so when I was hearing, “Hey Janie” or “Hey Marie” I was like, now who is that?  You know, what last name goes with that?  You know? [laughs] And so that’s not necessarily very professional.


The above examples point to an emphasis on speech in the program, especially regarding what to call professors and other groups of people and appropriate words to use in certain contexts.  This emphasis leads Carrie, in the above quote, to notice how the professors themselves use language.  
Category #9—Professionalism as Modeling

Understanding how professionalism as modeling became a category begins with excerpts from the one-on-one interviews, which carry the highest level of certainty (Patton, 1987) in the data with regard to how the ISCC program had an impact on the students’ view of professionalism.  When asked how professionalism is reflected in the program students respond:

Jeff:

I think professionalism is reflected to an extent, but I see it as lacking in some ways, as far as what’s being modeled for us.  They don’t address people the way they say they should be addressed.  They don’t use “person first.” 

Scott:

I think they are so focused on the procedures that they’ve missed the point, and that diminishes the professionalism.  It’s do as a I say, not as a I do.  They teach the ideal.  The ideal of how to respect your students, how to build up a relationship, build up a community and all that, which is admirable.  They talk about the ideal.  I think the problem though is that there is a disconnect between how they teach us to teach and how they do it.  When it comes to modeling I have found that they’re not modeling what they’re teaching, which is frustrating for me as a future teaching.  I am here because I want all the tools I can get to create a constructive learning environment in my classroom.  Not just because that’s how I’m supposed to do it, but because it’s important to me.  I have actually felt animosity from the teachers toward the students.  There’s the academic approach to it, and then how it’s actually implemented, and that’s where I found the disconnect.  They don’t teach by example.  

Maggie:

They don’t dress real professional.  I mean, I know they’re college professors, but if they’re supposed to be modeling for future teachers on how to dress, they don’t do a very good job.  

Chris:

Professionalism is about modeling.  I think in a different semester we might get more of it, like I said, they all have so much information and the way it’s gone this semester I’ve gotten none of it.  They are professionals in one way or another, but they’re not acting like professionals in my opinion.

Well…I don’t really think our ISCC professors are very professional.  So.  Well, but I think that it’s made me want to be more professional because, I mean, you know what I mean you get good models and you get bad models and they kind of both make you want to be better.

What follows are descriptions of some class periods:
On Wednesday, January 25th, Dr. Ellis begins the day with what she refers to as “bell work.”  Some teachers assign bell work at the beginning of every class.  It is called bell work because students are to begin working on it when they come to class and be working on as the bell rings.  The purpose of bell work is to get the students seated, quiet, and focused right away at the beginning of class.  This activity is introduced and encouraged in the ISCC program, but not used on a daily or even weekly basis.


Today’s bell work assignment is based on the iceberg metaphor of culture.  Dr. Ellis explains the overhead and the worksheet in the course pack, and then finishes with, “I won’t collect it this morning but I will collect it.”  Many of the students are talking to each other, rummaging through bags and purses, eating, or flipping through their course packs.   

Modeling comes up again the following week.  On Wednesday the first of February, the class begins with an introduction to a new system for turning in and handing back papers.  Dr. Evans tells the class, “This whole thing is really under classroom management called procedures.  A lot of time can be wasted handing back and collecting papers.”  The system involves having students turn in and get back papers from a series of plastic file boxes.  Dr. Evans goes over the system and the different boxes, and then reminds students that bell work can be an effective way to begin each class.  This leads to a discussion of what the students witnessed in the public schools during their practicum.

Dr Evans: “Did anyone go to a school with a ninety minute period?”

Andrew: “It seems like the teacher was struggling to waste time.”

Dr. Evans: “One of the biggest mistakes schools make is when they make changes in the schools and they don’t train their teachers.  Some teachers use the time by giving their students time to do homework.  Often there is an awful lot of chatting going on, off-task behavior.  Also, if your teacher isn’t using bell work, ask why.  Ask yourself, what does the teacher do during that time and what are the students doing during that time.

Lisa raises her hand.  “I’m kind of scared to ask my teacher about bell work because it doesn’t seem to be established.  Not all the students started on it.  Five minutes into the class she says, ‘If you haven’t noticed, there’s a question on the board.’ Then, halfway through the class period she changed her mind about grading it.”

Joel: “What got me was that the work was so boring.  They got, like, twenty minutes to write down, like, six vocabulary words.” 

During a lesson on using graphic organizers, Dr. Evans moves to the front of the room and turns on the overhead projector.  “I’m talking or lecturing for X amount of time. How do I tell my students what is important that they should be taking notes on?”  She places an example of a graphic organizer on the overhead projector.  “Your main purpose is to have something that interests the students and some way for them to keep track of the information.”  During her discussion Dr. Evans shows what she refers to as effective and ineffective examples of different graphic organizers.  She also shows examples of graphic organizers from a variety of subject areas, from social studies to science.  After putting one example on the overhead she says, “As a teacher you might be filling this out on the overhead while you are talking.” She does not do this.


Dr. Murray leads a discussion on lesson planning for an assignment: “As a teacher you may not make a full-blown lesson plan on a day-to-day basis, but this is a teacher education class and I want you to understand and demonstrate the different components.”


Dr. Murray teaches students about establishing sets or anticipatory sets.  Students are to spend a few minutes coming up with ideas for anticipatory sets.  A low rumbling of conversation emerges as students begin the task.


When the talking dies down a little, Dr. Murray says, “Let’s just go around to each group and have you share what you talked about.  And I want you to talk to your peers instead of me.”


The group brainstorms a list of possible anticipatory sets, including photos, journal entrees, storytelling, reviewing homework, and drawing pictures.  Amanda raises her hand: “I think something active or kinesthetic would be good to get them going.”


Christa: “Actually, I would think that students need to be settled down and make to focus at the beginning of class, then doing something active or energizing when they get tired or lose focus.”


Dr. Murray: “That’s a good point.  Sometimes it depends on the class, but students usually only have an attention span of 10-20 minutes.  Now I want you to get into group and talk about the qualities of a good lecture versus a bad or poor lecture.”


When the class comes back together as a large group, they brainstorm the following characteristics on the board:

Good lecture:

interaction

question/answer

engaging

telling stories

using visuals

variation in voice

movement of the lecturer

eye contact

organization

Poor lecture:

monotone speaking

not connecting the facts

no questions or interaction with the students

teaching to the test

standing behind the podium

lack of enthusiasm

lack of visual displays

Dr. Murray: “A lecture is a lot of work, so these are some things to keep in mind.  Have your questions scripted.  It’s very difficult to think of things to ask while you’re up there talking.”

In the discussion about the lesson presentations that will take place the following week, Diana raises her hand: “The write-up is due next Tuesday as well?”

Dr. Murray: “It’s due sometime next week.  I don’t know.  You’re only graded on the written component of your lesson.  The rubric for the assignment is on Web CT.” 

The issue of classroom management is taught to the ISCC students with an emphasis on procedures.  Dr. Evans introduces a video on classroom management titled, “The Effective Teacher,” by Harry Wong.  Before starting the video she says, “There’s one particular part of this video we think is important, and that is procedures.”


After the video begins Dr. Evans and Dr. Murray go out to talk in the hallway.  The video begins with Harry Wong standing in the middle of a stage.  Behind him the set has been made to look like a classroom.  There is a large audience, very noisy and talkative.  Harry Wong stands in the middle of the stage and holds up his hand.  He says nothing.  Within a few seconds the room is silent and he begins.  He says, “Procedures must be rehearsed again and again and again before they become routines.”


He says, “I do not teach by sitting behind my desk. I am always with the class.” 

About halfway through the video, Dr. Evans comes in and presses the stop button on the VCR.  She turns to the class. “Have you all seen classrooms where the teachers have system for getting the students’ attention?”


When the video is over the discussion of the tips and procedures continues.  Dr. Evans says, “Our procedure with the plastic boxes wasn’t as effective as it could have been because we didn’t start it at the beginning of the semester.  But we came up with it because we need a more efficient way of handing back and collecting papers.  We were laughing one day last year because Marie was going around the classroom collecting papers and we timed her and it took her seventeen minutes.”


Dr. Evans goes on, “For your next site reflection I want you to write about what procedures do you see the secondary teachers doing.”


Dr. Williams teaches the students about web quests.  She takes them down to the computer lab and asks them to explore and practice existing web quests.  

Dr. Williams: “Not all web quests are created equal.  Just like lessons, there are some really bad ones.  What I want you to do is find two web quests that have a very similar topic and compare them.”  She directs them to a website that has a listing of web quest links.  As a follow-up assignment students will then find a web quest that will fit into a hypothetical unit and write a rationale for using that web quest, writing up and pointing out the enduring understandings as well as the content standards.  “In other words,” says Dr. Williams, “where would you use it, why would you use it, and how would you use it?  I want you to me thoughtful about whether web quests are something you want to use.”


Students spend the next ninety minutes in the lab reading and evaluating web quests on line. The students lean over to look at their neighbors’ sites, sometimes getting up and exclaiming that everyone “has to see this web quest.” 

In another class period Dr. Ellis asks, “What are your thoughts about cooperative learning?”


Andrew:  “It’s difficult to assess.”


Joel: “I always end up doing everything or nothing.”


Carol: “It can be difficult to get students to work together.  I just taught five lessons of jigsaw during the intensive week and some of the groups did well but I couldn’t get some of them to work together.”


Carrie: “For me it got easier in college than it was in high school.”


Dr. Ellis: “Anything else?”


Andrew: “Well, sometimes it’s hard to manage the students’ behavior.”


Dr. Ellis: “Can you elaborate on that?”


Andrew: “It’s easy for the students to get off task and then you can lose control.”


Betty Jean: “I’ve had some really great experiences with cooperative learning and group projects in high school and college.”


Kyle: “I’m just curious, are we confusing group projects with cooperative learning?”


Dr. Ellis: “That’s a great question.”


Kyle: “In my experience, with cooperative learning there have been set, defined roles, such as a moderator and a time keeper.”


Dr. Ellis: “One of the things you will see in this video I’m about to show you is that cooperative learning has been around for decades, since the 1970s.  Typically, what we find in classrooms is that teachers don’t do the preparations they need to do to make the structures work effectively.  The good thing about cooperative learning is that it typically raises the energy level in the classroom.  Now, this video is dated.  We should produce our own cooperative learning video!” She laughs.  “Forget the fact that it’s a little dated.  Also, forget the fact, or critique it, that some of teachers aren’t doing a very good job with the teaching part.  Your job, after the video, is going to be to design a lesson using Jigsaw II.”


Michael, the graduate assistant, begins the video, which addresses several different types of cooperative learning structures, such as STAD (student teams and achievement divisions), TGT (teams, games, and tournaments), and Jigsaw II, which is a modification of another type of cooperative learning structure called Jigsaw.


About halfway through the video Dr. Ellis asks Michael to stop the tape.  She says, “My experience has been that the more you prepare and the more your lessons connect with what the students know, the fewer management problems you have.”


Kyle: “How does this work with ESL students?”


Scott: “I like the fact that the competition is based on improvement.  Are there more examples?”


Dr. Ellis: “I knew you were going to ask that.  There will be more examples in the video.”


Michael starts the video again, and during the video, many of the students talk, read, and write.  After the video ends there is more discussion.


Leah asks about the activity that uses teams and games.  “What do you do if one group never wins?”


Kyle: “Could you change the assessment?”


Dr. Ellis:  “If it were me, Leah, I’d really want to examine what’s going on in that group.”  She turns to the class.  “What is the teacher’s responsibility? How do we make it doable but not too easy?”


Diana: “What do you do with groups that finish before the other groups?”


Dr. Ellis: “I’m not sure how to answer that.”


Scott:  “Do you guys have examples or a list of other types of assessments we could use with cooperative learning groups?”


Dr. Ellis: “Let me just go ahead and tell you what your assignment is on this.  If you turn to the lesson plan outline in your course packs you can use this to guide you.  You will create a cooperative learning assignment using Jigsaw II.  You may work on this individually or in pairs.  Now, thanks for your good feedback about cooperative learning.”


Dr. Evans moves to the front of the room.  “I’d like to answer Diana’s question about groups finishing early.  If students are given only a short period of time to do the activity they will stay focused.  Also, it doesn’t always go smoothly the first time you do it.”


Students take a break and after the break Dr. Evans addresses the practicum logs and reflections.  “One thing I forgot to tell you is that part of the hours includes preparation hours.  In front of you are two pages.  These are handouts about cooperative learning.  As for the cooperative learning assignment, I’ll type this up for you so you’ll have it eventually.  When I came in this morning they changed the schedule so that this cooperative learning stuff was today and so I don’t have the assignment ready.”


The above examples illustrate how sometimes modeling is used and sometimes modeling is not used.  That the students, in their comments, focus on when modeling is not used versus when it is used cannot be explained definitively.  One possible explanation, based on speculation only, is if the students desire more modeling than they are getting, they may take a deficit view of the modeling that does occur.  The excerpts from the student interviews at the beginning the section lead me to the conclusion that modeling is important to the students and impacts their view of professionalism and how professionalism is reflected in the ISCC program.
Category #10—Professionalism as Respect and Caring


Understanding how professionalism as respect and caring became a category involves looking at a couple of illustrative class periods followed by the students’ own words describing their experiences in the ISCC program. 

Dr. Ellis lectures on ESL students’ needs and on the history of ESL, putting up an overhead with an excerpt from the 1964 Civil Rights Act, Title VI that says, “No person in the United States shall, on the grounds of race, color, or national origin, be denied the benefits of any program or activity receiving Federal financial assistance.”  She lectures for thirty minutes then asks if there are any questions.  She continues to discuss ESL students.

Dr. Ellis: “To not be praised and celebrated for what you already know can be very, very painful and would be for anyone in that situation.”  Dr. Ellis continues by recommending using more small groups in their future classrooms.  “As opposed to the way we do things in ISCC, moving so fast and covering so much, without using more small groups.”


She finishes up the class period by saying, “The real challenge for all of us is to find the structures that support you.”

When asked in their one-on-one interviews during the last weeks of the semester what professionalism means to them, several of the ISCC students discussed both respect and caring, as well as the idea of developing a connection with students.

Dave:


Professionalism is treating other people professionally.  Treating them with respect, not being judgmental.

Maggie:

As a teacher you have to respect your students; you have to respect the parents, you have to respect your fellow teachers and the administration.  

Scott:

You don’t gain respect just by putting on a tie, you gain respect by working toward it with your students, and by actively trying to earn that respect from your students on a daily basis, which is something that…your title does not give you professionalism.  In the field of teaching it would be someone who strives to bridge that relationship gap between themselves an their students.  They should concerned about whether or not their students are actually gaining knowledge, and to check on that.

Jeff

Make everyone you come in contact with believe in what you’re doing, because they believe in you.  They see that you take things seriously and they see that you’re going to do what’s right as much of the time as humanly possible.  Being honest.  Firm, fair, and consistent.

Carrie says:

I feel like some of [the faculty] don’t really care about me as a student, and so that’s really hard for me.  In some ways they’re too distant from us.  They’re so far removed that I can’t approach them and I don’t really want to.
Amanda:

I think [the faculty] don’t give the graduate students as much credit as we deserve.  The teachers are rather demeaning at some points.  As students, we want to be treated like future teachers.  We want to go into this profession and we don’t want you to think poorly of us.  We want you to be respectful of us.  That’s the only we will be able to respect our professors.

Stacy:

Opinions aren’t really valued.

Scott:

They don’t seem to have any respect for prior experiences.  I think a lot of them have lost that connection between themselves and their students.  Students can feel that some of the professors don’t enjoy what they do.  We can feel that animosity from them.  Now, I could understand if it was a bunch of slackers.  But I know these students are smart and hard workers and they are receiving horrible grades because of a personality conflict.

Leah:

Individual experiences are not valued at all.  It seems…more like we come into the classroom as a collective whole, but it’s more of a blank slate approach that they use, which is understandable, I mean, everybody is at different places, were not encouraged in any way to draw on our own experiences and the bring them to the class.  Personally I feel like I’m not being enriched to the degree I could because it is frowned upon to have, to share your background.  You’re not seen as a professional, you’re not valued for your experiences.

Jeff:

I don’t feel comfortable in there.  I feel like there’s an attitude toward me because I’m a white male.  Dr. Murray told us that men tend to call female professors by their first name, but these professors all call each other by their first names.  I don’t want to complain or raise a ruckus.  I feel like anything I say in there is going to be seen as negative.  I don’t want to make any waves.  I don’t feel like a difference of opinion is valued in there.  And I also don’t feel like I have to say anything because so many other people are willing to complain and speak their mind.  If I was one of those four professor, I would kind be wondering what was going on, just by some of the things people have said in class and outside of class.
Maggie:

I don’t think the professors respect us as students and as fellow teachers.  Today Leah was asking a good question about assessment.  We were talking about how the students should be involved, because they’re going to know best how to assess them, and Dr. Evans just stood there with this expression on her face like “Why are you talking? Why do I need to listen to you?”  They also play favorites.  Dr. Murray and Dr. Williams are never there.  They come in say what they need to say to us and then leave.  They don’t interact with us at all.  

Diana:

I think they treat a lot of us differently.  They’re very much against grade grubbing, and they treat the grade grubbers differently.  There’s an underlying thing that if something doesn’t come naturally they shouldn’t be a teacher. 

Stacy:

I feel like we’re being judged every day.  I feel like they’re watching us constantly.  I guess they try to see if our presentations are of professional quality.  I think it’s like the professors are saying, we’re going to grade you but we’re not going to worry about our own professional behavior.  Being really defensive, not listening, not being there for students, so I don’t think they’re taking their job very seriously.  The quality of work that we’re asked to do is not increasing our ability as teachers and writers.  They have favorites in the class.  That’s not professional, I don’t think.

The students quoted above say they value respect for their previous knowledge and experiences.  They also express a desire to be cared about by the professors.  However, two students have a different perspective: 

Michael says:

Some of my classmates are really, really negative, and that’s kind of disappointing, because there’s this kind of negative vibe in the classroom amongst the students.  Animosity toward the instructors.  To me, it’s like, just get over it, do it and push through it.  I’ve had classes with some of the students before and they can get a little carried away with questioning the professors.  Some of the students are pretty confrontational.  I don’t want to name names.  There are better ways to go about it. 
Betty Jean:

It just blew me away, the way that the students would combat with the professors in front of everybody.  As far as I know, nobody in the classroom has taught.  And yet they would go one on one with professors with teaching experience.  And if you have issues, I’m ok with that, but do it out of class.  I don’t want to hear it in class.  That goes back to professionalism.  

What follows are more examples of data taken from the field notes describing a variety of different class periods.
In one class period, after Spring Break and toward the end of the semester, Dr. Williams introduces a course guide assignment.  She paces back and forth at the front of the room as students trickle back in from break.  “Let’s get started.  We have a huge amount to cover in a very short period of time.  You are going to be asked to form groups, or committees.  Let’s look at the charge of the committee.  It’s to create a course guide.  I want you to be able to create a course from the ground up.  A thirty-six week course. The first thing I want you to think about are the elements of a course guide.”

The elements of a course guide:

1. Table of contents

2. A well-developed, well-written, well-crafted philosophy of about one page

3. A one-page rationale

4. A one-page audience description

5. A fifteen-page course outline

6. 1-2 pages of course objectives

7. A scope and sequence matrix

8. A service learning component

9. Current and future trends incorporated throughout, such as technology, globalization, diversity, etc.

10. A senior project or exhibition

Dr. Williams: “Let’s quickly see some examples of the pieces.”  She puts a sample philosophy on the board and reads it.  “These are not necessarily complete exemplars, but they’re examples.  She puts up another example.  “I’m not sure if this is philosophy or rationale.”  She reads it and then puts up another overhead.  “This is not the fun part.  It’s called objectives.  It’s a shame we have to worry about this.  I’m at a little bit of a disadvantage here because I’m not sure how much of this Janie went over with you about writing objectives.”  She begins a lecture on cognitive, affective, and psychomotor objectives.  “Now, have you all had a lesson on this from Janie?”  The class nods.


Betty Jean:  “I think we have a handout on this.”


Dr. Williams put ups an overhead about GOs, or general objectives, and SLOs, or specific learning objectives.


Betty Jean: “Can we get a copy of that?”


Dr. Williams, “Absolutely.  Now, for your course guide you will be required to have between fifteen and twenty objectives for the whole course.” 


Although Dr. Williams gets them a copy of the overhead, it is actually the same as a handout the students have already been given by Dr. Evans, one that was revised from Dr. Williams’ version. 

On Monday, April 10, Dr. Ellis says: “Disposition paper #3 has been graded and is ready to be handed back.”


Leah: “Can I ask a question about Task Stream?  The Task Stream portfolio?  I signed up for it at the beginning of the semester and paid my $25.  Since we’re not using it is there any way I can get my money back?”


Dr. Ellis:  “You’ll be doing something with Task Stream next week.”


Scott: “Can I ask about this exhibition?  What is it?  What is required?”


Dr. Ellis:  “We’ll talk about that later.  The assignment I want to talk about today is the one I want to walk through part of.”  The projector is one showing the computer desktop on the big screen.  Dr. Ellis goes over the computer and pulls up a website.  “Turn to the SEI, or sheltered English immersion part of your course pack.  This is an analysis of ESL talk assignment.  You will watch video clips on the SEI website and analyze the clips using the ESL talk worksheets.  You will complete four worksheets related to the video clips and write a one-page reflection.”


Scott: “Can we have a copy of that overhead?”


Dr. Ellis: “Sure.  I wasn’t sure if that was in your course pack or not.”


Dave: “When is this due?”


Dr. Ellis:  “I’ll have to get back to you on that.  Thank you for your kind attention.  I’ll let you go a few minutes early for your break.  Let’s meet back here at 11:15 for Janie.”


After the break Dr. Evans says, “Ok, um, two students had questions about future assignments.”


Sylvia: “Just about the assignment due Thursday.”


Dr. Evans: “While you were on break I handed out two pages that go in your course pack.  This first thing I want you to do today is you’re going to read four pages in your course pack.  While you are reading I want to see if you did your work. All you have to do is lay it by your desk or lay it where I can see it.  I’m going to talk afterward about different ways you can check homework.”


While the students are reading Dr. Evans walks around looking over everyone’s shoulder and making notes on a pad of paper.  When the students are done reading she says, “There are various ways to check and see if students have done homework.  You can collect it and grade it, do a visual check, or don’t do anything.  I’m left with the dilemma of nine out of twenty-two students today who haven’t done the worksheet and maybe haven’t done the reading.  I’m not going to talk about the questions that were on the worksheet because that’s not fair to those who did the work.”


Dr. Evans then begins discussing effective and ineffective ways of grading students’ work.  “It’s important to be consistent.  Rubrics help provide validity and reliability.”


Leah: “Does anyone ever ask the students?”


Amanda: “Isn’t there still bias in rubrics?”


Dr. Evans: “We have to accept that grading will always be subjective.”  She goes over to the chalkboard and writes the words product, process, and progress on the board.  “Everyone has an index card.  I want you to write whether you are a product person, a process person, or a progress person.”


Diana: “Do we write our names on the card?”


Dr. Evans:  “Yeeees, you are writing your names on the card.”  She laughs.  While the students begin writing she walks around and hands out grade printouts for each of the ISCC classes.  She then collects the index cards.  “These are called exit cards.  That’s it for today.  Ok, you have group work time now.”


At the end of the thirteenth week, with only two weeks left in the semester, Dr. Evans says, “On Monday we are going to be putting assignments on Task Stream.  Has everyone subscribed to that yet?”


Amanda: “So we have to have our assignments posted to the university server?  Do you know what assignments we’ll need?”


Dr. Evans: “Yes, I know what assignments you’ll need.  You’ll need the content trends paper for Dr. Williams, one lesson plan, the rubric assignment you did for me.  And I will tell you, I don’t know what you need for Dr. Ellis.  This is required as part of NCATE accreditation.”


Leah: “For some of us, $25 is a lot of money.”


Jeff: “There’s a service called TappedIn.Org, which is a free on-line portfolio service.”


Dave: “Can we use the free one?”


Dr. Evans: “No, we can’t.  You knew about this from the beginning so…” She pauses and then says, “I don’t have anything to say about this.”


Everyone is quiet for a minute and then Daniel says, “That looks like breakfast food over there.”  Everyone laughs and Dr. Evans excuses the class for a short break to eat the donuts and cereal brought by another student.


When students come back from break Dr. Evans says, “I want to talk to you about grading issues.  I thought about the whole idea of grading and how difficult that is for beginning teachers.  That’s why I want to spend some time getting you to think about grading.  This is more to get you to think about the issues; I’m not going to tell you who to do it.  Now, open your course pack.  What you have listed here are six purposes for grading.  What I want you to do is kind of read through these and rank them.  While you’re doing this I want you to take out your homework and lay it on your desk.  All I am doing is a kind of spot check.  I don’t want to hear the reasons why you didn’t do it.  As a teacher I’m concerned about the student who never does their homework.”


Stacy raises her hand: “So if I have a reason for not doing it…”


Dr. Evans: “It doesn’t matter to me.”  She goes around and looks at the homework students have set out, making notes on her pad of paper.  “Quite honestly, I might let things go for awhile, and then if I thought students weren’t doing the work I’d collect it.”  Students keep working for awhile while Dr. Evans walks around the room.  “Ok, everyone got that done?  We’re going to come back and look at these later.  Now, when you get ready to do grades, there are two ways to go about it and whichever way you do it the students will adapt.  You can use points or percentages.  You have to explain very explicitly to your students how you’re grading.  Your students want to know what to expect from you.”


Dr. Evans reviews formative versus summative assessment.  “What I want you to always think about is could you explain this to a parent who comes in and asks how their kid got this grade.  Also, when grading you have to remember that anything that appears to be punitive to the students will definitely backfire on you.  Unsuccessful students will view something punitive differently than successful students will.”


At 11:45 she says, “I know you can’t sit still any longer.  I can see that.” After offering to take the students down the computer lab to look at electronic grading program, which the students say they don’t want to do because it will be different at every school, Dr. Evans says, “Ok, we’re done for today.” 


The second to the last week of the semester begins with a presentation on the Task Stream portfolio program, which allows students to produce a web page, an on-line résumé, and an on-line professional teaching portfolio.  The program also contains a number of other tools, such as rubric makers, lesson plan templates, email, and instant messaging among other features.   While still down in the lab after the presentation, Lisa says, “We should have had this Task Stream program introduced to us at the beginning!  There are some great tools here that I could have used this semester.”


Dr. Williams responds, “I don’t know why this was put off.”


The student head back up the classroom.  Dr. Evans and Dr. Ellis are there.  Dr. Evans says, “We’ve got a lot of different things to go through, so Sally, you’re on first.”


Joel: “Who’s on first?”  The class laughs.


Leah: “What’s due next week?”


Dr. Evans: “You’ve got something due every day.”


Dr. Ellis reminds students that for the Task Stream portfolio she wants them to upload the assignments and give the professors a hard copy.


Diana:  “I have a question about the Task Stream assignments.”


Dr. Evans laughs.  “You’ve done all the assignments!”


Diana: “When do you want them uploaded?”


Dr. Evans: “Oh, I don’t know.  We didn’t talk about that. Some time next week.  For the Task Stream, Lisa suggested to us that we use this at the beginning of the semester.  It’s always hard when it’s not your idea, when it’s somebody else’s idea, trying to figure out how to use it.”

“Ok, now we’re going to talk about the exhibitions.”

 Dr. Evans says, “Lets take a look at the exhibition rubric. I’m going to hand around a sign-up sheet for when you will available to present during finals week.”  She then holds up a poster from an exhibition from last semester.


Dr. Williams: “When I look at the poster I’m going to see what you value.”


The professors take turns going over the rubric and the requirements for the exhibition.  Jeff says, “I’ve been wrong several times this semester and I just want to make sure that I’m very clear on the expectations for this assignment.”


Amanda looks down at the rubric: “What are the five ISCC habits?”


Dr. Williams: “The five habits of mind.  I’m going to address those.  As teachers we’re constantly asking ourselves, what am I going to teach?  How am I going to teach it? How am I going to assess it?  There are four habits of mind that all lead into the fifth habit which is the learners.  This has been your curriculum this semester, and all of this has been integrated.  You want to remember, regarding the learners, or the fifth habit of mind, is that the students who are your greatest challenge are also your greatest teachers.”  While she is talking Dr. Evans and Dr. Ellis talk at the back of the room.  Dr. Williams then shows a clip from a previous exhibition.  “This is like presenting at a conference.  Also think of this as a dress rehearsal for an interview.”

Near the end of the semester, in the second to last week, the ISCC students are presented with a guest speaker who is there to talk about the state certification test for secondary education teachers.  All of the teachers have to pass the test to get certified.  As she presents, she uses the phrase “you guys” repeatedly.  She wears a suit and demonstrates preparedness and knowledge of her subject matter by giving information and answering the students’ questions.  I listen as she goes over registration, dates, fees, and locations.  When she can’t answer the students’ questions she refers them to the web site.


Dr. Evans: “Michael, you’ve taken the test, haven’t you?”


Michael: “Do you want to tell us about it?”


Michael: “Well, the questions are pretty vague and there could be more than one right answer to most of the questions.”


On Monday, May 1st, the last week of the semester begins with a lesson on differentiated instruction.  At the end of last week, Dr. Evans handed around two articles on differentiated instruction for the students to read. 
Dr. Evans tells the class that she’s excited about these articles, about differentiated instruction, and about a video she is going to show them.  She says, “Even though I’ve spent my entire life in education I don’t know the answers, and I’m still changing.”


“For students to learn best you’ve got to take them where they are and expand.  Part of looking at differentiated instruction is either knowing your students really well, or finding out what your students know.”  She turns on the overhead projector and puts up an overhead showing the characteristics of differentiated instruction.  There is a list of different assignment choices, with suggestions such as having students write poems, create posters, give oral presentations, work in small groups, draw pictures, etc. “If I was doing this with my students for the first time I wouldn’t give them this many choices.  I think it’s better to start with 2-3 choices.  A lot of times you’ve got to try something and be prepared if it falls on its face.”


As she starts the video, “The Differentiated Classroom” from the Association of for Supervision and Curriculum Development she says, “Think about whether you have seen these types of things in the schools yourselves.”


The video profiles a middle school language arts teacher who is trying to teach the concept of author’s voice in writing.  He gives his students a pretest in which he has them write about their conceptions of writer’s voice.  Using this pretest he divides the students into two different groups.  One group of students will analyze a complex piece of writing for voice while the other group will write a little story from the point of view of different inanimate objects.  Over the course of the activity, each group learns the same concept in a different way.


When the video is over the students discuss it.


Diana: “I think this is unrealistic.”


Kyle: “What was the socioeconomic status of the students in the video?”


Amanda: “I had a lot of resistance to this type of instruction when I was a student.  I wanted it to be very clear at all times what I had to do to succeed.  Just give me the chapters to read and give me the test.  I would never do this to my students.”


While the students discuss differentiated instruction, Betty Jean looks down and shakes her head.  I know from a conversation that we had outside of class yesterday that she is a big fan of differentiated instruction.  In fact, she’s writing a paper on it for a graduate class she is taking. 

The discussion on differentiated instruction ends and talk turn to the exhibitions students will be presenting next week.  Students express a great deal of frustration and confusion about what is expected of them in the exhibition.  The professors have brought in some poster examples and showing clips from previous exhibitions.


Leah: “Does the poster have to be cutesy?  Because all of those posters are cutesy and mine is not going to be cutesy.”


The students have been told not to refer to items on the poster during their fifteen-minute presentation.  The poster and the presentation itself should be separate.  Dr. Williams says. “If you refer to something you wrote for the poster, I’m not going to remember exactly what you wrote.  Your presentation should stand alone from your poster.”


Jeff: “This is worth fifteen percent of the grade and you’re not going to remember what I wrote?”


Dr. Evans: “We’ll be sitting and looking at these posters and watching the presentations for hours at a time.”


Betty Jean gets up and leaves.  Later she tells me that she can’t stand the negativity of her fellow students.  The next morning she will go to Dr. Evan’s office and apologize. She discusses this further in the transcript of a follow up interview with her at the end of this chapter.

Wednesday, May 3rd is the last class of the semester.  The students watch a DVD of a documentary called “First Year” which follows first year public school teachers around, filming them and interviewing them during their first year of teaching.  The DVD ends at 11:00 and the students take a break. 

When the students come back from the break Dr. Evans stands in the front of the room. Dr. Ellis stands nearby.


“There is something we want to talk about.”  Dr. Evans turns to Dr. Ellis and gives a little laugh.  “I feel a little nervous about this.”  She continues, “We have been a little uncomfortable with the community in this classroom.  We’ve heard from a lot of people a lot of different things. There have been concerns about grads and undergrads.  We have to solve this; how are we going to solve this?  Everyone here is responsible for these concerns, the students and the faculty.  But we don’t want to get into blame.”


Dr. Ellis says, “One of our responsibilities as teachers is to model what we teach about.  It’s called integrity.”


Dr. Evans: “This is very late in the semester.  Sometimes we do this earlier, but it didn’t seem like there was a need to do this earlier.”  She is silent for a moment and Leah raises her hand. Dr. Evans says, “We don’t want to have a discussion about this.  If you have something to say, we would like you to come talk to us outside of class.”


Leah: “One of the reasons I haven’t felt comfortable coming to talk to you is because of this professionalism grade.  I don’t know how you decide this grade, and it seems very subjective to me.”  Some of the students have expressed hesitation about approaching the ISCC faculty before, either because someone wasn’t available when they looked for them, or because they were afraid of being accused of grade grubbing.

Because I have to leave right after Leah’s question, this is where my field notes end.  The next week, in a follow-up interview with Betty Jean, I ask her if I missed anything and she says, “No, we didn’t have a discussion.  I’m glad because I didn’t want to hear the students go on.  We just ate banana splits and talked and then class was over.  And that was the end of ISCC.”  She laughs.


Each the above examples of descriptions of class periods provided further data related to students’ comments about not being respected and cared about.  These are the class periods reflecting the frustrations that the students express in their interviews.  The students’ views that the professors don’t respect or care about them are only one perspective coming out of the ISCC program.  I included descriptions of class periods in order to provide the researcher’s view, a form of triangulating the data to give the reader of slightly larger picture of what occurred during the semester.


How I used both triangulation and other techniques to improve the validity of my findings is included in the next section,

How Member-Checking and Peer Review Played a Role in the Final Report

In addition to including data from multiple sources using multiple data collection methods, I also gave a preliminary draft of the final report to two of the ISCC student participants.  About a week after the program ended, Betty Jean came to me and asked for a follow-up interview.  Her request came after a conversation I had with her about my preliminary findings, and she was concerned that her role in the program had an impact on the outcome of the semester. Here is a transcript of our conversation:

S:

Tell me why you wanted a follow-up interview.

BJ:

I’ve changed my view on the professionalism, or lack of professionalism of my colleagues, my fellow students.  I was just blown away, that these people are going to be stepping into a classroom in three months and they’re so combative.  It was a growing thing.  I take partial blame because I was negative during this semester, and I think everyone’s negativity fed on each other and finally I got to a point where I was like, ok, I’m not going to be negative any more, but other people would just feed off of the negativity.  I think it was a gradual process and it really got bad after spring break.  During the last month I didn’t even want to be there, which is too bad because that’s when I thought we were finally doing stuff that was useful.

S:

Like what?

BJ:

Designing the test.  I thought the Andy PBL was really useful, although we were given too much time for it.  The curriculum guide, which we weren’t given enough time for.  I thought the differentiated education was really important.  But at that point there was so much resistance that nobody got engaged, nobody was listening or willing to be open.

S:

Do you think your decision to stop being negative is what enabled you to get more out of the program?

BJ:

Yes, and I wish I had done that earlier in the semester.  I wish I had done that at the beginning.  It’s a philosophical thing.  If you are more positive about something you’ll get more out of it.  It just blew me away, the way that the students would combat with the professors in front of everybody.  As far as I know, nobody in the classroom has taught.  And yet they would go one on one with professors with teaching experience.  And if you have issues, I’m ok with that, but do it out of class.  I don’t want to hear it in class.   That goes back to professionalism.  I’ve been thinking a lot about what allowed it to get to that point.  Was it just the students or could the professors have stepped in earlier.  Should you even have to when you’re a college professor?  Why did it get to that point?  Was it just student-fed or did the professors play a role?

S:

I don’t know the answer to that.  But I can tell you that this is not an unusual dynamic in the ISCC program.  I know it happened last semester, and it happened the semester I was in it.  Although not to such a degree.  In my own teaching, I’ve noticed that some students take things very personally.  I have students who, for some reason, cannot do what I ask, even though what I ask them to do is very straightforward.  Somehow they become convinced that the reason they are not doing well in my class is because I don’t like them or because my directions are unclear, or because I disagree with their political views, or whatever.  This semester, observing the program and the level of student frustration, I kind of wanted to shake some of the students and say, “Look, they’re not trying to trick you.  They don’t want you to fail.”

BJ:

That became the conversation I was having with people during the last week.  Students were so worried about the exhibition and I was like, are you kidding me, why are you so worried about this exhibition.  They want you to succeed.  And despite what I’ve said before, I do like the professors.  I can’t help but wonder if being a graduate student and being asked to step into a program that is run at a very undergraduate level, there’s this kind of elitism.  I should have to do this because I’m above this.  I don’t know how you would deal with that.  Some people suggest breaking it up, which I’m really against.  You’ve got these people who have been in graduate school who are going to step into the public school system where there are all different levels of people.  That last day of class was really bizarre.  I think it was good of them to address the class but I think it should have happened a month earlier instead of on the last day. I’m really glad they did that, because it’s a really good example of what to do, but they just did it so late.  They should have done it earlier.  But everyone was so set in their ways of being negative.


When Betty Jean saw a preliminary draft of the report she asked that the results of this follow-up interview be included in some way, and after discussing we agreed to include a transcript of our conversation.  After reading a preliminary draft of the report, Betty Jean told me she thought part of developing a professional identity was dependent on such “epiphanies” as she had during the semester.


Another student in the program, Cynthia, read a preliminary draft of the report and told me that, although she felt the descriptions of the class periods were accurate, and “I don’t really want to take back anything I said,” she also thought that this type of study might benefit from further data collection over time.  She said, “You should interview us after student teaching!”


Having peers, both doctoral students and colleagues, provide feedback was also insightful.  Two types of feedback were provided.  Having outsiders code and analyze that data led to some interesting results.  Four outside coders, three who were doctoral students and one who was a middle-school teacher, demonstrated a focus on student expectations for the program and whether or not those expectations were met.  Because such analysis was more evaluative than what is appropriate in a case study, I did not include these factors in the final report.  However, certain categories that emerged in the coding included the idea of “real vs. ideal” which reminded me of a comment Scott made in his one-on-one interview in which he said, “They teach the ideal.”  The idea of teachers as “semi-professionals” also emerged from the outside coding, which is a conclusion that I discuss further in Chapter Five.


Finally, I incorporated feedback from peer review of the final draft.  Comments from the peer review stated that “not everything here relates to professionalism.”  Because of this, a whole section on what courses the students should or shouldn’t take was eliminated from the final report, as well as descriptions of certain class periods that were not illustrative of the major categories in which the data were divided.  When I had a hard time figuring out how presentations related to the ten categories I devised for organizing the chapter, my colleague in the English department recommended including it as a separate section.  Each of my peer reviewers also helped me find and cut the evaluative statements that peppered the initial draft of Chapter Four.


In the next section of this report I briefly summarize the findings.  Then, in Chapter Five, I will give a brief interpretation of each of the ten categories of professionalism as seen through the lens of the literature.

Summary of Findings


In answering the first research question, “How is the concept of professionalism defined and addressed in the ISCC program, a secondary teacher education program?” the following themes emerged from the data:

· Professionalism as behavior

· Professionalism as dispositions

· Professionalism as self-reflection

· Professionalism as public service

· Professionalism as training and expertise

· Professionalism as autonomy and judgment

· Professionalism as scholarship
· Professionalism as speech

These are all aspects of professionalism that were presented in the course or that somehow became apparent after looking at descriptions of class periods.  Although some of these categories were also perceived as related to professionalism by the students, some of them were categories of professionalism valued by the professors but not linked to professionalism by the students.  Conversely, two categories were connected to professionalism by the students, but not by the ISCC professors.
In answering the second research question, “What are the ISCC students’ definitions of and views of professionalism?” the above themes emerged, as well as two additional themes:

· Modeling, and

· Respect and Caring

These are the two categories that appear in the one-on-one interviews with the students toward the end of the semester.  How these categories related to professionalism and how they are addressed, or not addressed in the literature is discussed further in Chapter Five.

Chapter Five—Summary, Interpretations, Conclusions, Further Research

Introduction


The public school teaching profession in the United States has always undergone a process of change and reform.  At the heart of this change and reform lies the concept of professionalism.  One group seeks to define and enforce professionalism from outside the teaching profession.  One group believes that professionalism must emerge from within the membership of the teaching profession itself.  However, none of the literature puts forward an agreed upon or operationalized definition of professionalism.  That is why I decided to conduct this study of how professionalism is addressed and perceived in a secondary education certification program.  In other words, how is the concept of professionalism taught, how is it talked about, how to the students perceive it, and what impact does this have on their own professional identity.

The focus in literature of professionalism is on specialized knowledge, autonomy, and having a code of ethics.  The focus in the ISCC program during the Spring 2006 semester was on behavior, dispositions, reflection, speech, scholarship and professional development.  For the ISCC students, the focus was on behavior, modeling, respect, and caring.


Professionalism in the ISCC Program was never limited to one definition or idea, either by the program or by the students.  Although there was no consensus on the meaning of professionalism, there were overlapping concepts, in the literature, the program, and the students’ perceptions.  In the ISCC program, no one aspect of professionalism took priority.  For the students, the one aspect of professionalism that took priority, within the context of the ISCC program during the Spring 2006, was modeling.  The ISCC students’ interest modeling drew their attention away from their own professionalism and led them to focus on the professionalism of their professors.  The impact this may have on teacher education is discussed later in this chapter.

This chapter contains a summary of the literature review, a summary of the study purpose and design, a discussion of the limitations of the study, a summary of the findings, interpretations and conclusions related to those findings, a discussion of the need for future research, and a reflection as well as recommendations that go beyond the data and conventions of case study research.

Summary of the Literature Review


Professionalism has become a popular term in the discourse and rhetoric of education reform, specifically in scholarship and commentary on proposed reforms of the teaching profession.  What is troubling about the frequent reference to professionalism as the key to improving teachers and teaching is the wide range of sometimes conflicting definitions of professionalism that exist depending on context.  While Downie (1990) defines professionalism as having “skills or expertise which proceed from a broad knowledge base” (p. 154), Sockett (1993) puts more emphasis on aspects of public service and personal character. 


Also troubling in the literature of teacher education is the assumption that professionalism, whatever it might mean, can be enforced from outside the teaching profession through a series of standards developed by organizations such as NCATE and by administrators, politicians, and scholars, rather than growing out of the teaching profession and being enforced from within by its own members. MacMillan (1993) asks, “Can state-or district-imposed codes of professional conduct be anything other than bureaucratic regulations of individual teachers and the profession-at-large are not in control of their destinies?  Can bureaucratic regulations become or stand in for professional ethics?” (p. 189).  Certain scholars, such as Devaney and Sykes (1988) and Case, Norlander-Case, and Reagan (1999) believe that professionalism cannot be regulated from outside a profession.  

Developing a work culture that is professional must be done in partnership with the workers themselves—teachers.  Professionalism is a form of liberty that is not simply conferred, it is earned.  Teachers themselves must not only be enabled,; they must convinced that tasks in their work can be accomplished only under professional standards, norms, and conditions.  Then teachers themselves must set about achieving these.  A profession cannot exist without a serious and committed group of individuals who constitute its membership. (p. 4)

Scholars like Carr and Kemmis (1986), who study ethics and professionalism, provide as a criteria of professionalism that professionalism be able to make autonomous judgments about their profession free from external controls. 
Summary of Study Purpose and Design

I conducted this case study because I felt there was a need for more research on professionalism in teacher education.   After conducting a literature review on the scholarship of teacher education, teacher reform, and professionalism, I realized that although many scholars were talking about professionalism, they were not all discussing the same concept.  For someone like Darling-Hammond (1999, 2003) professionalism in teaching is about status and working conditions.  Pay teachers more, and treat them better, and the situation will improve.  For education theorists like Carr (2000), professionalism in teaching is about developing a code of ethics and a code of practice and organizing the teaching profession so that it is self-regulating.  An empirical study of teachers by Tichenor and Tichenor (2005) makes assumptions about professionalism that includes looking at the superficial behaviors of neatness and politeness.

A review of the literature of teacher education, teacher reform, and professionalism emphasizes a debate about the benefit or feasibility of “professionalizing” teaching, while also illuminating the fact that no clear, agreed upon definition of professionalism exists.

My study explored how professionalism is implicitly constructed and explicitly addressed and how pre-service teachers, or secondary education majors, might view the concept of professionalism, both in terms of how a secondary education certification program like the ISCC might impact their view of professionalism, as well as how they define and identify with professionalism as pre-service teachers.  


Through the methodology of a descriptive case study within an interpretive social science research paradigm I focused on how pre-service teachers, or secondary education majors, negotiated and perceive the meaning of professionalism as addressed in a secondary education certification program such as the ISCC.  I chose to conduct an interpretive, descriptive case study because I came to the topic of teacher education with the ontological assumption that reality is subjective and the epistemology that knowledge is socially constructed.  When I read this paragraph in Creswell (2003) I knew I had found the framework in which to conduct my study:


[I]ndividuals seek understanding of the world in which they live and work.  They 
develop subjective meanings of their experiences—meanings directed toward 
objects or things.  These meanings are varied and multiple, leading the researcher 
to look for the complexity of views rather than narrowing meanings into a few 
categories or ideas.  The goal of research then, is to rely as much as possible on 
the participants’ views of the situation being studied. (p. 8)
My research was guided by two questions:

Research Question #1

How is the concept of professionalism defined and addressed in the ISCC program, a secondary teacher education program?

Research Question #2

What are the ISCC students’ definitions of and views of professionalism?


In consideration of these questions I chose to study a secondary education certification program called the Integrated Secondary Certification Cohort, or the ISCC (a pseudonym), a secondary education certification program at a medium-sized university.  Using observation as the primary method of data collection I began attending ISCC classes on the first day of the Spring 2006 semester and attended the ISCC program 2-3 days each week until the last day of class in May 2006, spending over 130 hours at the site.  In addition to observation, I also conducted semi-structured qualitative interviews.  The sample of interview participants (n=16) was self-selected among the ISCC students.  In other words, I asked for interview volunteers and then interviewed every student who came to me as a volunteer.  During the first week of classes I administered questionnaires with open-ended questions.  I also read selected student reflections and assignments and looked at a variety of course documents such as the syllabus, the website, the schedule, and various assignment handouts, rubrics, worksheets, and course readings.


I transcribed my field notes and audio recordings of the interviews.  By the end of the study I had accumulated 150 pages of observation field notes and 120 pages of interview and questionnaire transcripts, as well as several hundred pages of student writing and course documents.


I began analyzing the data from these multiple sources by first reading through the pages of data several times to look for patterns.  I assigned categories to these patterns through the process of open coding.  After sorting and combining categories I narrowed the categories to several etic themes that I could corroborate with the literature and several emic themes that emerged from the participants own meanings and perceptions.

Limitations 

One limitation of this study may be related to case study methodology.  The individual circumstances, personality traits of the participants, and other unknown factors may have biased the results in unanticipated or uncontrollable ways.  This case is bounded by time and place, and also bounded by the perceptions of the researcher and those students who volunteered to be participants.

Another limitation to this study is the absence of the voices and perspectives of the professors in the ISCC program.  If I were to conduct this exact study again, I do not know if I would want to include this in the study.  My hesitation has to do with my biased assumption that if the professors’ voices were included, those voices might be seen as “the expert voices” and might overshadow what the students expressed as their experiences.  The possibility of this has been reinforced in my mind by one of the professors reading drafts of this study and commenting that certain events “didn’t happen that way” and poking holes in some of the students’ comments.  If conducting this study again I may choose to interview the professors as a further form of triangulation.  I do see the value in including more voices and more data, to reduce the overall source-dependency of my data, which, while including observations and course documents, relies heavily on student input.

If I were to conduct this study again I would administer open-ended questionnaires at the middle and end of the semester, in addition to the beginning of the semester, in order to get a better sense of how the students overall impressions of professionalism were changing.  A comparison of the questionnaire data with the interview data led to some interesting insights about how students’ views of professionalism were changing, for instance there were fewer references to behavior in the interviews than in the questionnaires.  However, it was difficult to compare the responses directly as both were different data types with different protocols.


I also believe it would be effective to compare multiple semesters to see if some of the students’ comments and experiences were limited to the time and place of the study or if those comments and experiences would appear again.

As I pointed out at the beginning of this chapter, in the fall semester of 1999 I participated in the ISCC program as a post-degree certification student. I was twenty-eight years old at the time.  When the program ended I went on to teach middle school and then I became an instructor at the college level in English education.  In addition to studying teacher education, I also participated in it. My past experience in the ISCC program and as a middle school teacher and my current role as a teacher educator allows me multiple and constantly shifting perspectives during this study.  At times in this study I found myself sympathetic to the frustrations and fears of the ISCC students, and at other times I feel distant to their concerns, more likely to sympathize with the program professors.


It is important to emphasize that my presence as a research has had an impact on both my study and the students’ interactions with faculty during the semester.  Students came to see me as an outsider who was willing to “listen,” an interpretation of my role as a researcher that grew out of my desire to gain access to interview participants.  I agreed to speak with every student that came to me, simply listening to the students and recording their responses.  As part of my interview protocol I did not ask leading questions, nor did I attempt to defend either the students or the faculty.  Not only was my lack of response probably interpreted as sympathy, but my recording of their interviews, both with a digital audio recorder and ultimately in this dissertation, was a way for students to make their voices heard.  It was also a safe way for the students to speak and vent without fear of retribution.


Seven out of the twenty-three students in the program did not approach me for an interview and I have no idea of those students’ views and experiences in the program, except for what they said or did in class or wrote in their questionnaire responses or in reflection papers or assignments I was given access to.  


The comparison of data from different sources, using a variety of data collection methods, was a way to triangulate my findings, a strategy that not only improves the validity of a study but also allows the reader to experience multiple perspectives of different events and issues.  However, I purposefully left out the views of the ISCC professors, except what they expressed out loud in class, and except for informal interactions and discussions outside of class that I do not quote but that likely influenced some of my perceptions toward them, the students, and the program.  I chose not to interview the ISCC professors for a several reasons.  First of all, my research interests and my research questions focus on the students’ perceptions, not only of professionalism, but also of how professionalism is addressed and reflected in the program and how the program impacted their views of professionalism.  I felt that by interviewing the professors, I would be adding not only their perceptions but also their intentions to the pool of data, which might confuse the issues or bias my findings.  Regardless of what the professors perceived or meant to do or not do during the semester, what mattered to me is what the students walked away thinking about professionalism.  In the context of my specific research questions and what I was interested in looking at, what the professors either intended to say or do or what thought they said or did with regard to teaching, defining, and modeling professionalism is not important. What matters to me is what the students experienced.  I was not concerned with or attempting to evaluate the effectiveness of the ISCC program or how professionalism was addressed. 

Summary of Findings


In answering the question, “How is the concept of professionalism defined and addressed in the ISCC program, a secondary teacher education program?” the themes that emerged from the findings in Chapter Four were:

· Professionalism as behavior

· Professionalism as dispositions

· Professionalism as reflection

· Professionalism as public service

· Professionalism as training and expertise

· Professionalism as autonomy and judgment

· Professionalism as scholarship.

· Professionalism as speech

The ISCC program professors associates certain behaviors, including punctuality, attendance, appropriate dress, and refraining from grade grubbing as professional behaviors.  

In addition to an emphasis on these behaviors, a professional disposition assignment provides a list of qualities that the students must work toward improving or achieving.  The students are required to reflect on and write about these dispositions.  

Reflection takes place in other required reflection assignments as well, emphasizing the ISCC program’s emphasis on it as a professional activity.  

An aspect of public service in teaching is emphasized, but teaching is also seen as an activity requiring rigorous training and preparation, as well as a highly specialized knowledge base. 

In addition to providing a knowledge base to the students, the program asks students to think critically about that knowledge and to practice and to be aware of instances in which they will need to exercise professional judgment.  

Professionalism is also seen as scholarship and professional judgment in that the ISCC professors share their enthusiasm for scholarly and professional development activities such as continuing education, attending conferences, reading professional journals and belonging to professional organizations, and attending conferences.  They share their own experiences engaging in such activities and provide opportunities for the ISCC students to do so as well.  

Finally, the ISCC program puts a great deal emphasis on appropriate speech that not only reflects professional demeanor but also respects individual differences.

In answering the second research question, “What are the ISCC students’ definitions of and views of professionalism?” two major themes emerged:

· Modeling, and

· Respect and Caring


The ISCC students value modeling and want to see the professors “practice what they preach,” not only with regard to teaching methods, but also in modeling the professionalism they expect to see in their students.

Interpretations and Conclusions

In this section, interpretations about the data are made through the lens of the literature.  I feel that the data presented in Chapter Four supports the following interpretations and conclusions.  I begin by looking at interpretations of the findings through the lens of the literature.
Professionalism as Behavior
Behavior in this context carries with it the connotation of the word conduct.  Sociologists often refer to conduct as taking place in the categories of acceptable, unacceptable, usual, and unusual (Lemert, 2004).  Professionalism as behavior exists as an emphasis on the behaviors that are considered to be normal and expected of professionals. These behaviors do not refer to or exist in the context of any specific level of training or education, skill, or knowledge of subject matter nor are they related to issues of ethics or autonomy as defined by the literature of professionalism and discussed in Chapter Two.  Behaviors equated with professionalism can exist in any individual, regardless of their background, training, level or education, or what job they do. There is a tendency in the literature and in the above data to refer to professionalism as consisting of such behaviors as being timely and well-dressed.


Professionalism as behavior is both an etic issue that appears extensively throughout the literature of professionalism and teacher education, as well as an emic issue that appears in the ISCC class throughout the semester, in the course documents and assignments, in the evaluation of presentations and assignments, and in the student participants’ views of professionalism.


The focus on professionalism as behavior begins for a practical purpose, but for the students this focus changes from a focus on their own behaviors to a focus on the behaviors of the ISCC professors.
Professionalism as Dispositions and as Reflection
In the literature of teacher education, as discussed in Chapter Two, the concept of dispositions is hotly debated, with some teacher educators valuing their importance and others seeing them either too difficult to measure or as a way to weed out students with views that conflict with education faculty.  McKnight (2005), writes, “There are questions of whether dispositions, as vaguely spelled out in the NCATE standards (2001, 2002), can be assessed at the college level, much less taught in a way that would lead the teacher candidate to alter his or her already settled dispositions.  There simply may be too little time and access” (p. 214).  

I combined these two categories because, like the reflections, some of the students quoted in Chapter Four see the dispositions as “prescribed” or as “busy work” they come to view the list of characteristics they are given in class superficially, as something that needs to be checked off like a to-do list, rather than thinking reflectively about dispositions and how their own dispositions impact their professionalism.

Professionalism as Training and Expertise


Downie (1990) refers to professionals as having “skills or expertise which proceed from a broad knowledge base” (p. 154).  Scholars such as Schon (1983) and House and Lapan (1988) also point to the idea of highly specialized knowledge and training.  Students value not only rigorous training, but also the expertise of their professors.

Professionalism as Autonomy and Professional Judgment
Carr (2000) writes, “There would appear to be a link—though by no means a straightforward one—between the theory implicatedness of professional practice and the need for professional autonomy” (p. 24).  Different aspects of professional autonomy are discussed on and off in the ISCC program throughout the semester.

In addition to thinking about the enduring understandings and essential questions of their content areas, students are also asked to think about theory and philosophy.  This goes along with the idea that “professional training cannot be solely a matter of hands-on apprenticeship in the matter of carpentry or hairdressing” and that a professional “is rightly required to have mastered a good deal of…knowledge, information, theory…”(Carr, 2000, p. 24).


Because Carr and Kemmis (1986), in their discussion of professionalism as related to ethics and autonomy, believe that teaching is not free from external controls and constraints, teaching is sometimes viewed as quasi-profession.  While the students recognize some level of autonomy in their ability to make decisions about curriculum and classroom management, as indicated to them throughout the semester, they do see teachers as externally controlled and constrained.
Professionalism as Scholarship and Professional Development


In the literature and ISCC program as well as in the ISCC students’ responses to the questionnaire and interview questions, professionalism, especially in the field of teaching, is sometimes seen as a scholarship in the form of reading professional journals, attending conferences, publishing articles, and in general, “keeping up” with the field.  This aspect of professionalism is highly regarded in the ISCC program in that students are given journal and newspaper articles, encouraged to read the newspaper, encouraged to attend conferences, and encouraged to write grants.  However, despite an emphasis on this in the program and in the literature, only one student, at the beginning and the end of the semester, equates professionalism with scholarship and professional development.
Professionalism as Speech, Caring, and Respect


Although each of these issues appeared as a category in the findings and were important to the ISCC professors and students, neither of these issues appears in the literature of professionalism or teacher education.

Professionalism as Modeling

One of the emic issues that emerged during my study that was not in the literature was the ISCC students’ conception of professionalism as modeling.  I was struck by how much more important actions were to the students than words.  Because this became such an important issue for the students, I discuss if further in the next section.
Conclusions about the Findings

Professionalism is discussed in the context of behaviors that the ISCC professors associate with professionalism, such as punctuality, attendance, appropriate dress, and refraining from grade grubbing.  Professional dispositions are taught in the form a list of qualities that the students must work toward improving or achieving.  The students are required to reflect on and write about these dispositions.  Self-reflection also takes place in other required reflection assignments, emphasizing the ISCC program’s emphasis on it as a professional activity.  Teaching is presented in the ISCC program as a form of public service, but also as an activity requiring rigorous training and preparation, as well as a highly specialized knowledge base.  Rather than just transmitting knowledge to the ISCC students, the program asks students to think critically about knowledge and practice and to be aware of instances in which they will need to exercise professional judgment.  The ISCC professors share their enthusiasm for scholarly and professional development activities such as continuing education, attending conferences, reading professional journals and belonging to professional organizations, and attending conferences.  They share their own experiences engaging in such activities and provide opportunities for the ISCC students to do so as well.  Finally, the ISCC program puts a great deal emphasis on appropriate speech that not only reflects professional demeanor but also respects individual differences.


Another important finding in my study was the lack of a finding.  I was troubled by the fact that most of the ISCC students from this semester do not equate professionalism with the same qualities of professionalism found in the literature of professionalism that encompasses the paradigm professions such as law and medicine.  In other words, the ISCC students did not seem as concerned with autonomy, ethics, scholarship and continued professional development as I had hoped they would be.  The ISCC students didn’t put much emphasis on professionalism as scholarship and professional development, although these qualities are valued by the ISCC professors. 


In my interpretation, professionalism is a series of qualities a person exhibits that lead to other’s belief in their commitment and competency.  A professional also knows how to “read” and adapt to almost any situation.  Professionalism in teaching is a collection of qualities that demonstrate the teacher’s commitment to their students and their competency and training.  However, these qualities are not superficial and formulaic, but change according to context and experience and depend on judgment and reflection.  These qualities much emerge naturally from within an individual, organization, or profession and cannot be prescribed or legislated from the outside.  

After analyzing and then writing about the themes that emerged from the data gathered during my study, I came to the following conclusions about teacher education. 

There is no consensus on the meaning of professionalism, a factor that teacher education should be aware of and make their students aware of.  Professionalism in teacher education and in the literature of teacher education is defined mainly as behavior and dispositions.  
The ISCC students value modeling.  They want to see some of the teaching methods advocated by the ISCC professors put into practice, such as cooperative learning activities like the Jigsaw II, or bell work, or regularity of procedures.  One interesting outcome of this emphasis on modeling is that the ISCC students spent the semester caring much more about what the professors did than what they said.  In the next section I discuss the implications of this as well as the implications of certain topics that I feel are important to teacher education.
No Consensus on the Meaning of Professionalism


Like the scholars in the literature of teacher education, the ISCC professors presented no single definition of professionalism to the students at any time throughout the semester.  In other words, the term professionalism was equated to a variety of behaviors, actions, and attitudes.  

Professionalism was referred to throughout the semester in many different contexts.  On the one hand, the syllabus stated that “grade grubbing” is not professional behavior, which would imply a need to accept the judgments of others, but later in the semester Both Dr. Evans and Dr. Williams equated professionalism with teachers being able to make their own judgments about how to design the curriculum or ask good test questions, without relying on textbook companies or pre-packaged curriculum to do it for them.  

Based on the Disposition Reflection assignment the ISCC students were given, professionalism was also referred to in the ISCC program as a collection of dispositions ranging from arriving on time to caring about your health to exhibiting creativity to collaborating with your peers.  Although it is possible and expected for one concept to have multiple meanings, in this case the wide range of meanings without a sense of prioritizing one over the other often might leave pre-service and beginning teachers unsure of which aspects of professionalism to focus on in order to meet their goals as a teacher and a professional.

The ISCC students also had no common definition of professionalism, either during the first week of the semester when they filled out a questionnaire asking them what professionalism means to them, or about three-quarters of the way through the semester up until the end of the semester, I conducted one-on-one interviews with the students asking them, not only what the term professionalism means to them, but also how professionalism was reflected in the ISCC program.

Professionalism is Mainly Perceived as Behavior


Based on my research, I came to the conclusion that both the education professors in the ISCC program as well as the students, perceived professionalism mainly as a form of appropriate behavior involving dress, punctuality, and manner of speaking.  Although asked to engage in self-reflection in this area in the form of professional disposition reflections, an activity designed to make students more aware of their own professional behavior and how to improve on it, the students became very aware of and focused on, not their own behavior, but that of the professors.


The students became convinced that the professors were trying to micromanage every aspect of their behavior, attitudes, and actions.  As one student noticed, “I think they’ve become so focused on procedures they’ve missed the point, and that diminishes the professionalism.”    Another student pointed out, “I see the technical aspects being addressed.  How you dress, how you speak, the words you use.”  The reason these observations are important is that the students became very overwhelmed by the work early on in the semester, which led to feelings of frustration for normally successful students, who had to then find an outlet for that frustration.  They felt that if they were going to be “nitpicked” in terms how they dressed, spoke, acted, and wrote, they were going to turn the table on the ISCC professors.  At least, this is what I saw happening.  Because the program information and assignments are presented in a different way than that of a traditional classroom, the students perceived the class as being unorganized.  They became aware of every time their professors were late, didn’t start class on time, or dressed or spoke in a way that contradicted what they had said in class.  I will go into more detail about this in the section on modeling.

The Importance of Modeling


If students are asked to be on time to class, they want their professors to begin class on time.  I have seen again and again, in my experience as both a teacher and a student, as well as during my semester observing the ISCC program, that students will begin arriving late on a regular basis when they realize that class is not going to start on time.


Education majors in the ISCC program during the Spring 2006 semester seemed particularly attune to whether or not professors “practice what they preach.”  Many of the students in the program became frustrated that while the teaching philosophy they were asked to adopt was a student-centered constructivist philosophy, the actual content of the course was delivered in a traditional lecture format, and the students perceived the program as being strongly teacher centered, to the extreme that many of the students did not feel respected, appreciated, or welcome.  Just like public school students, college students are very sensitive to whether or not their professors like them, think they are capable of succeeding, are fair, don’t play favorites, and want to be there.  This ties in to professionalism in that many of ISCC students view professionalism as mutual respect, and as modeling.  As one student complained, “It’s do as I say, not as I do.”  The students say they want to be treated as teachers, as professionals, even though they know they are not quite there yet.


Secondary education students are also very interested in having certain methods and techniques modeled for them.  For instance, many of the students I talked to would have liked to have seen the professors model a Jigsaw II method of cooperative learning, rather than just showing a video on it.  One of the students heard from a previous student that the professors had tried it the previous semester but it hadn’t worked.  He said, “So it doesn’t work, and not only do they tell us to use it in our classroom, but they won’t try it again?  What kind of message is that?”  The students expressed frustration that bell work wasn’t used regularly and that papers were not handed back in a timely manner.  These were all procedures that were being taught to them by people who they perceived were experts in the field, but if these experienced experts weren’t able to put these suggestions into practice, how would they, as novice teachers?  The matter isn’t helped by the fact that many students observe their practicum teachers doing things differently than what they’ve been taught at the university.  It might be helpful to have a discussion with teacher education students about why some aspects of their university education cannot be modeled in a university classroom or are not being modeled in a public school classroom.  

Teaching as a quasi-profession

Public school teachers are employees of the state, subordinate to administrators, superintendents, and school boards, rather than to their fellow teachers and professional organizations.  While professional organizations such as NCATE may have the ability to give something called “accreditation” to teacher education programs, such programs are under no obligation to become accredited in order to certify teachers.  Also, professional organizations have no actual power over teachers themselves, or over who becomes a member of the profession and who will be “censored” or removed from the profession. 

Teaching has never been an occupation that lends itself to the classical definition of a profession.  Teachers have been, by and large, employees.  Because of their special charge—the education of the young to participate in a social and political democracy—they have always been under intense scrutiny, and their autonomy has been limited. Teachers have recently been subjected to more and more regulation.  Standards and testing dog them from the time they apply for admission to a preparation program until they retire.  The rules of their work, always changing, allow little time for analysis of and reflection on their own practice or the knowledge they choose to impart to their pupils.  Prescribe curricula and assessments have greatly curtailed their freedom to tailor curriculum and instruction to the needs and interests of individual children. States are attempting once more to “teacher-proof” schooling. (Case, Norlander-Case, Reagan, 1999, p. 11-12)

What does this quote mean for teacher education and professionalism?  In order to “professionalize” teaching, if that is a desired outcome, teachers have to gain more control over their profession, including standards of preparation, entry, and practice, as well as a code of ethics, increased autonomy legally and politically as well as in the classroom, and the ability to reprimand, censor, and remove ineffective or rogue members.  Much doubt exists as to whether or not this can ever happen in the teaching profession.  Scholars such as Lortie (1975) see professionalism as a sociological problem inherent in the profession, one that cannot be changed with legislation or reform. Fullan (2005) argues that this kind of sweeping change cannot happen from outside the profession but can only grow organically from within the profession.

The Need for Future Research
In the paradigmatic professions, professionals must have mechanisms for describing, sharing, and commenting on changes in their practice (Schon, 1987).  According to Lortie (1975), teachers do not have this culture of professional growth and development that emphasizes the individual’s responsibility to share significant new information with peers, and they do not feel obligated to pay attention to such information circulated by others in the profession.  Kerr (2000) agrees with Lortie, “Teachers generally do not have a culture of shared professional information exchange.  While individuals may and do take the initiative to publish descriptions of new techniques in professional journals and to present them at conferences, many do not” (p. 3).  How can teacher educators help create among pre-service teachers a “mechanism for describing, sharing, and commending on changes in their practice”?  

It’s not enough to say more teachers should go to conferences without trying to figure out a practical way to make this happen. Many public school teachers are given neither time nor money to attend conferences or receive further education beyond the professional development workshops offered by their own districts.  Deeper partnerships between universities and public schools may be part of the answer, although this will not be feasible in every district, as so many districts are not located near universities. Therefore, an important area of further research might be to look at how a culture of professionalism and shared discussion and information exchanged might be cultivated in the public schools in a way that grows organically out of the teachers’ sense of their own autonomy, training and expertise, and commitment to their students or “clients” and to public service, rather than being created and mandated in a “top down” way by outside forces.  This would involve engaging in participant research with teachers in which teachers make their own discoveries about how to improve public education and are allowed to implement changes based on those discoveries, rather than accepting prescriptions from either legislators or university professors.  

Two specific types of research might work toward the direction of the above goals.  First, there needs to be a better understanding of the professional identity of public school teachers.  This might be achieved through case studies such as this one or through ethnographic research, participant research, or even conducing qualitative interview studies.  Second, engaging teachers as researchers themselves is key, either in the form of participant research or action research.


Finally, I would interested in conducting case studies of teacher education in the subject areas, to see how professionalism is addressed in science, English, and social studies methods courses.

Reflections beyond the Data

In this section I step away from the conventions of interpretive, descriptive case study design and talk about my own feelings about this study, the results of the study, what the data showed me, and the direction I see teacher education headed.

Although this case study research cannot be generalized to teacher education as a whole, I feel that this study may provide a reflective opportunity for teacher educators.

Context has an impact on professionalism.  In this instance, the word context refers to the students’ collective expectations for the program, their unique experiences in the program, and the overall dynamic created by the students, the professors, and the events of the program over the course of a specific semester.

What I found in this study surprised me.  The students in the ISCC Program were much more concerned about the actions of their professors than they were about the content of the curriculum.  This focus on the ISCC faculty became unbalanced and unusually negative, creating a particular dynamic among the students that drew the students away from a focus on their own professionalism and their own ability to be self-reflective in this context.

It is important to me that professionalism not be something that is canned into a lesson and formally taught.  In other words, addressing or teaching professionalism in an explicit way does not mean it has to be prescribed or turned in a formula. Professionalism is not necessarily the sum of its parts, nor is it something that can be achieved by following a checklist.


A major component of the process of becoming a professional is learning to be open to experience, learning to adapt and change and grow, and learning to act in a variety of situations by observing models of professionalism in the form of education faculty and university faculty, public school teachers, and peers, learning to practice actions associated with professionalism, and reflecting on professionalism in informal and spontaneous ways that will easily carry over into teaching.

Recommendations beyond the Data


This section is based only on my personal experience with the study and the conclusions I came to regarding teacher education.  Because case study research is not generalizable beyond the case itself, I cannot make the claim that these recommendations are based on data.  Rather, I would say that the recommendations are based on my own reflections as to where we might go from here in terms of teacher education and teacher professionalism.

It is difficult to make significant strides in the professionalization of teaching when nobody in the literature or in the profession can agree on what it means to be a professional, what a profession is, and how to define professionalism.  There are varied, mixed, and even contradictory approaches to what professionalism means and what it looks like, in the literature, in teacher education and in the perceptions of teachers and pre-service teachers.  The first step in teacher education might be to explicitly study and discuss the differences between the paradigm professions of medicine and law versus teaching, both currently and historically.  Students might benefit from looking at examples of codes of ethics from the medical and legal profession, and discussing how those codes of ethics might look if developed specifically for teachers by teachers.  Maybe even have pre-service teachers practice developing, presenting, and defending a code of ethics.   Students should also be given a time and space, not to reflect in writing, but to openly discuss and question, the assumptions and implications behind, not only the methods and theories they are studying, but also behind the structure and nature of public education.  It should be explicitly brought to light, as was sometimes lightly touched upon in the ISCC program, that teachers are not in control of their own profession and do not make professional decisions impacting their classrooms and their students.


In addition to having students discuss the concept of professionalism historically and across professions, it is important for pre-service teachers to develop their own profession identity.  Professionalism cannot be achieved by working through a checklist or attending a series of required professional development workshops or writing a series or required self-reflection papers.  Rather, professionalism is achieved through a combination of observing role models, experience, training, enthusiasms, self-direction, and self-reflection or self-awareness, and an ability to balance priorities.

Specifically with regard to student professionalism in teacher education, I would make the following recommendations.  One is to have students brainstorm as a class or in small groups the qualities and dispositions of a professional rather than giving them a list of those qualities.  Then, rather than having students write reflections on all of the dispositional qualities they associate with professionalism, have them choose two or three that they need to work on.  If students are giving a list of qualities and asked to write on all of them, even the ones which are already strongly a part of their identity, they begin to view the task as busywork. 

Rather than having student write formal, typed reflections it might be more valuable to engage the students in brief bouts of journaling, five minutes or so, several times per week in class, even using this as a form of bell work.  Another way to engage students in reflection would be to allow them to group informally together in small discussion groups, using their discussions as jumping off points for whole-class discussion or writing assignments.  The ISCC students I worked with in my study expressed a strong desire to be respected for prior knowledge and abilities and to have a chance to make decisions in what they are learning and reflecting on.

Because pre-service teacher may have difficulty articulating a conception of professionalism, or constructing their own identity as professionals, an valuable exercise might be to have pre-service teachers develop a vision of professionalism, including a definition, a concept, a set of goals, and a discussion of their own professional identity, over the course of a semester.  Students should come to an understanding that professionalism is not only knowing what to wear, but also how to act in every situation.  A professional does this not by following a formula, but through a combination of experience, reflection, and judgment.


I would also argue that teacher education programs should engage students actively in researching pedagogical methods and theories, rather than in just transmitting the information to the students through lectures.  This will allow the pre-service teachers to begin to see themselves as experts in their field.  


NCATE accreditation allows university certification and teacher education program to examine their programs and see if they are meeting certain criteria and standards for teacher education.   NBPTS allows a “voluntary” and very expensive option of receive National Board Certification.  However, these are organizations attempting to changed and improve teaching from the outside. Public school teachers cannot take control over their profession, changing it from within, unless they have a stronger conception of themselves as professionals who have specialized knowledge, a high degree of training, and the ability to make judgments and decisions about how their students learn and how to best teach them.

In Chapter One I quoted Michael Fullan (2001) who said, “Reform is not just putting into place the latest policy.  It means changing the cultures of the classrooms, the schools, the districts, the universities, and so on.  There is much more to educational reform than people realize” (p. 7).  Fullan asserts that throughout the history of school reform there have been no real success stories, primarily because “change often is not conceived of as being multidimensional” (p. 38).  In other words, change most often occurs on the surface without understanding of the underlying theoretical principles behind the change or the original problem.


In this case, I believe that changes in public school teaching and public school reform cannot be achieved through the professionalization of teaching from outside forces.  A group of people cannot come in wave a magic want and “professionalize” a group of people, especially when that group of people cannot agree on what professionalism is in the first place.  The changes within the teaching profession must come from the teachers themselves, and it is possible that the only way to do that is to change how we educate teachers.  If teachers are educated to view professionalism merely as a collection of mundane and appropriate behaviors, rather than as a larger way of identifying with and taking control over their work, they will not change.  If teachers are trained to follow orders and not to question the assumptions and implications behind what they are asked to do, they will not change.
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Appendices

Appendix A—Informed Consent Document with IRB Approval Stamp


[image: image1.png]@@ NORTHERN ARIZONA UNIVERSITY

INFORMED CONSENT DOGUMENT FOR ADULTS
Projoct Title

Professianalism and Identity in Teacher Education: Impilcations for Teacher Refor—A,
Descriptive Cage Study

Dear Particlpant,

You are being asked to participats in a project conducted through Northern Arizona
University. The University requires that you give your signed agreement to participate in
this project. The investigator will explain to you in detail: (a) the purpose of the project,
(b) the procedures or protocols to be used, (¢} how your personal information will be Kept
confidential, and (d) the potential benefits and possible fisks of participation. You may
ask him/her any questions you have to help you understand the project, A basic
explanation of the project s written below. Please read this explanation and discuss with
the researcher any questions you may have.

Please sign on the (ast page of this form in the presence of the person who explained
the project to you.

1. Projoct Purpose and Description:

‘The purposa &f this study Is to descrive pre-service teacher edusation In the setiing
of a secondary education certification program.

2. Explanation of Proceduras or Protocols:

Throughout the epring semester 2006 | plan to.abserv the -STEP program daily from
9:30-12:30, excapt when the students are in the public schaols doing their practicum. |
plan to take nates but | will not be recording class sessions. Throughout the semester |
alsa plan to canduct two interviews each with 6-10 volunteer participants. | also plan to
view selected course documents and written reflections.

3. Confidentlality:

To prolect the identty of the students and teachers in my final report, the researcher
plans to Use pseudonyms. The researcher alsa plans to change the identifying details of
the students, the school and the classroom setting in the final report. All documents.
acquired during the research process wil be kept canfidential.

4. Benefits:

Itis impartant for both curcent and future teachers to have a voice. | believe that
looking closely at teacher education wil provide valuable insight.





[image: image2.png]5. Risks:

Desplte the measures of confidentiality, there still exists the potential for
exposure, discomfort, disagreement, and even embarrassment during the
member-checking, research triangulation, and reporting process. These risks
are heightened by my prior acquaintance with professors and some of the
participants in the program. | hope to minimize these risks as much as
possible through careful ptarning to maintain confidentiality and open
communication about the nature and purpose of my research.

8. Refusal/Withdrawal:

(a) Refusal fo participate in this study will have no effect on any present
or future services or benefits that | may be enfitied to from the University.
(6) Anyone who agrees to participate in this study is free to withdraw
from the study at any time without penalty.

(c) ) understand that it is not possible 1o Identify ail potential risks in

an experimental procedure.

Date

Signature of Participant

Printed Name

>, Rﬁimmg pate_1 [N |ote
Signature of Research Representativa T
Printed Name : éangﬁm &é ondd

Thers is a dated approval stamp on this consent form (below). The stamp indicates iat thie
project has been reviewed and approved by the Northern Arizona University Institutional Review
Boerd (IRB) for the Protection of Human Subjecs in Research. Contact the Humen Ressarch
Protections Administrator at 928-523-4340 if you have any questions sbout: (1) the conduct of the.
project, or (2) your rights as & research participant, or (3) a research-related injury. Any other
questions about the conduct of this research project should be directed to:

Principal Investigator(s) Sandra Raymond
University or Business Address Box 6032
Business Phone/E-mail (928) 523-0951

Narme of Faculty Sponsor/nstitute Supervisor/Other Supervisor Dr. Pat Hays
Phone/E-mail pat hays@nau.edu 523-3852
Sponsoring Department/Institute/Organization

Coliege of Education—Department of Curriculum and instruction Box 5774




Appendix B—Interview Questions

1. Tell me about your decision to participate in the ISCC program.

· What had you heard about the program?

· What were your expectations coming into the program?

2. What do you view as the goals and objectives of the program?

· Describe a successful student in the program.

3. Describe your experience in the program.

4. Tell me about your practicum experience.

5. Why do you want to be a teacher?

6. What is your view of public school teachers?

7. What do you see as the public’s view of public school teachers?

8. What does the word professionalism mean to you?

9. How is professionalism addressed or reflected in the ISCC program?

10. What else about your experience in the ISCC program do you want to add or talk about? 

Appendix C—Questionnaire

Please do not put your name on this questionnaire.  I will be the only one who will read these questionnaires, and all of the information on this questionnaire will be kept confidential.  You may refrain from answering any or all of the questions.  Your input is a valuable component to my research.

1. What made you decide to enter the I-STEP program rather than completing the traditional program and taking the courses separately?

2. What are your expectations for what the program will be like?

3. Why do you want to be a teacher?

4. What does the term professional mean to you?
Appendix D—Creating Interview Questions and an Observation Protocol


I decided to fine-tune the number of questions I had so that each interview would take between 30-45 minutes.  The purpose of this time frame is to get enough data without causing fatigue, either for the participant or the researcher.  I also created a couple of follow up questions for the questions that sometimes failed to generate enough data.  I decided to make the follow-up questions optional in the protocol because sometimes the interviewee answered them before they were asked, as part of the main stem, and I didn’t want to be repetitive.


While conducting my pilot and field test interviews I made sure not to give positive feedback, not to lead the participant, and not be afraid to use silence.  I found that I had a hard time not nodding, smiling, or providing reassurance when asked for it.  In getting feedback from my participants after the pilot and field test interviews I was told that some nodding and smiling was simply interpreted as “yes, yes, go on.”  I also found it helpful to look down at my legal pad and write some notes during silent periods, often prompting the interviewee to add more.


After four years as a university supervisor of student teachers, I have a little more experience observing than I do interviewing.  However, during supervision I simply fill out evaluation forms.  I don’t have experience trying to write field notes.  I found both Patton’s (1987) book and also Emerson’s (1995) Writing Ethnographic Field Notes to be helpful resources for preparing myself to conduct and write-up observations in the field.


Patton (1987) begins by asking the researcher to “write the description in a way that permits the reader to enter the observed situation” (p. 72).  As someone who teaches writing, and repeatedly tried to bring home the concept of showing vs. telling, I thought I had an idea of what this meant.  However, Patton asks the reader to write up a description and give it to someone else to read.  I did this the next time I went to the Laundromat and showed it to Dr. Francis Reimer, a professor who specializes in educational ethnography and qualitative research design and methods.  She gave me valuable feedback on where I was showing and where I was telling.  She gave me some useful advice about what to describe and what not to describe.  She also gave me some pointers for trying to write descriptive rather than evaluative statements. For instance, “He yawned,” instead of “He was bored.”  I know that as an observer, I will also face the challenge of how students will react to my presence in the classroom.  In addition to taking detailed observation notes I plan to keep a double-entry journal in which I write down impressions as well as observations, but keeping them in separate columns. 

Appendix E—Pilot and Field Test Report

During the Fall 2005 I developed, piloted, and field-tested qualitative interviews and questionnaires.  Interview questions and questionnaires were piloted with colleagues and field tested with I-STEP students from the Fall 2005 semester, students who will not be part of my study.  I also conducted two focus group interviews, one with three graduate students from the I-STEP program and one with two undergraduate students.

Pilot

Writing the questions for my interviews and my questionnaire was an on-going, evolving process.  I began brainstorming and trying out different interview questions in the summer of 2005, during the Dissertation Seminar class.  My fellow doctoral students emailed me comments and we also discussed question writing in class, where we received several handouts on the dos and don’ts of question writing.  We were warned to avoid leading questions, questions that require only a yes or no or brief answer, or questions with multiple stems.  After trying out several different questions and creating questions in class I came up with a first draft of interview questions.


I took this first draft of interview questions, along with the first draft of my questionnaire, to a meeting I set up with my friend Colleen Carscallen, who is the chair of the English department at Coconino Community College.  We met in a coffee shop off-campus and I interviewed her by reading each question off the sheet of questions exactly as they were worded.  I recorded the interview on a digital audio recorder and also took notes on the sheet of questions.  After the interview I solicited feedback about the questions, also recording and taking notes on the feedback.  I later transcribed the interview and feedback and used the information to help me revise my questions.  I noticed that Colleen did not give detailed answers to some of the questions, so I developed follow-up questions to draw out the subject a little more.  I also noticed that some of the questions seemed to be either leading or testing.  I also administered the questionnaire, checked to see how long it took, and checked the thoroughness of the answers.


I decided to pilot the interview questions and the questionnaire with one more colleague before making any changes, so I met with Dr. Angela Hansen, an English education professor in the English department.  I followed the same protocol and procedure as above, and then made changes in both the interviews questions and the questionnaire before moving on to the field test. All drafts of the interview questions and the questionnaire are included at the back of this packet.

Focus Groups and Field Test


I learned from several of the sources I read for this project, and also from the Dissertation Seminar, that focus groups are useful in seeing what themes and ideas emerge and that they can also be used to develop interview questions.


After revising the interview questions and the questionnaire I decided to field test two focus groups.  Both focus groups were conduced in December, before the end of the semester.  I put together a focus group of three graduate students from the Fall 2005 I-STEP class who would not be part of my dissertation study.  We met in an off-campus coffee shop and I taped the discussion that took place after I read each of the revised interview questions.  The focus group responses allowed me to get a sense of the quantity and type of data I might get from the questions during my spring study.  I also solicited feedback about the questions and administered the questionnaire.  I later transcribed the responses and the feedback and used the information to help me make final changes to interview questions.  I decided to make not further changes to the questionnaire. 

I decided to conduct a second focus group interview of two undergraduate students from the Fall 2005 I-STEP program who would not be part of my spring study.  I followed the same protocol and procedure above for interviewing and administering the questionnaire.  


In addition to the focus groups I also field tested the interview questions in a one-on-one situation, interviewing one undergraduate and one graduate student each individually in an off-campus coffee shop.  After conducting the final field tests I made a couple of minor changes to the interview questions and came up with a final draft. 

PAGE  
90

_1214574860.bin

_1214574905.bin

