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But the self, whatever its age, is subject to the usual laws of optics. However
peripheral we may bein the lives of others, each of usis always a central point
round which the entire world whirls in radiating perspectives. (Alison Lurie,

Foreign Affairs, 1984.)

A starting point for thisarticleisabelief that if weareto devel op valued models
of teacher development, we first need to listen closely to the teacher’ s voice. We
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need to continue, almost obsessively, that act of
listening. Hence, it is judged that the best way to
develop sensitive models of professional develop-
ment is first of all to listen to the professionals at
whom the development is aimed. This process of
sensitivelistening hasbeen advocated at anumber of
levels recently. For instance, an emerging body of
work has suggestively recommended the develop-
ment of collaborative case studies, life stories, and
narratives that seek to elicit the teacher’ s “ personal
practical knowledge” (e.g., Connelly & Clandinin
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1988, 1990) or the teacher’s “pedagogical content knowledge” (Shulman 1986,
1987; Grossman, 1990; Gudmundsdottir, 1990).

It is the view advanced in this article that whilst these approaches make a
valuablestartinsensitizing ustotheteacher’ svoice, they may encouragetoo partial
aview of teachers' knowledge. The research reported herein impliesthat personal
practical knowledge or pedagogical content knowledgeisonly apart of teachers’
“professional knowledge.” This professional knowledge moves well beyond the
personal, practical, and pedagogical. To confine it thereis to speak in a voice of
empowerment whilst ultimately disempowering. To define teachers’ knowledgein
terms of its location within the confines of the classroom is to set limits on its
potential and use.

Our work pointsto arangeof levelsat whichteachers' professional knowledge
canbediscerned. Itiscertainly truethat thereisarangeof practical and pedagogical
knowledge that is of vital import in understanding the teacher’s conduct in
classrooms. But alongside that, we have found, there is arange of knowledge of
great importance that deals with the micro-political and contextua realities of
school life. Such knowledge is critically important, not least because these micro-
political and contextual factors affect the lives and arenas in which personal
practical and pedagogica knowledge are utilized.

Backgr ound and Gont ext

Our study of teachers' professional knowledge and development involved
seven full-time instructors newly hired to a community college in southwestern
Ontario, Canada. The community college system in Canadabegan during the 1960s
and 1970s to meet the growing demands for skilled and technical workers, and to
respond to the post-war population explosion. These community colleges are
loosely defined as post-secondary, non-degree granting institutions. They are
governed by a board of representatives from the local community, and offer
programs reflecting the concerns of the region. The largest college system in
Canadais found in Ontario, where there are 23 community colleges serving over
100,000 full-time post-secondary students, with part-time enrolments of more than
700,000.

There are approximately 6,000 full-time faculty employed in the community
college system. Asagroup, collegeteachersare unique. Almost without exception,
teaching is not their first career. Most are hired because of their practical work
experience and move into the community college setting from some area of
business, industry, technology, trades, or the professions. They receive no formal
preparation for their teaching roles; yet they are expected to carry out all the roles
and responsibilities associated with being ateacher.

In order to gain afuller understanding of what it meansto become ateacher in
a community college, we (Goodson and Cole, along with Fliesser, a curriculum
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consultant at the College) invited asmall group of newly hired full-time community
college teachersto join usin atwo-year exploration of their experiences, develop-
ment, and socialization as community college instructors. Like most community
college teachers, they joined the faculty “fresh from the field.” For each, teaching
in acommunity college represented both a career change and a change in profes-
sional venue.

TheTeacher s

Bill is achef teaching in the Department of Applied Arts. Catherine and Ann
are early childhood educators with several years experiencein that field, Annasa
director of Day Care Services and Catherine as a creative performing artist. Brian
is an architectural technologist; Karen atelevision production technician; Jim an
industrial engineer; and Nadia a chemical engineer. Linda's background was in
social work and shejoined the collegetoteachin the Department of Humanitiesand
Social Sciences. (Unfortunately, for reasonsunrel ated to the project, Lindawas not
able to participate in the project for the full two years.)

Studying the socialization and devel opment of theinstructorswas particularly
interesting becausethey had not beenthroughany conventional teacher preparation
program; hence, we were able to observe their “on the job” responses to the new
educational workplace. As we followed them through their first two years of
teaching, we saw the teachers struggl e to define their new role(s) and contextsand
to understand themselves as teachersin the community college setting. Although
not always articulated explicitly, they seemed to spend much of their induction
period searching for answers to questions such as: What does it mean to be a
teacher? What does it mean to be part of a new professional community? How do
| definethe boundaries of my new professional community? How do | become part
of that community? Todevel op an understanding of their answerstothesequestions
and to ground it in afuller context for each person we employed the life history
method and particularly thelife history interview (for afull discussion of life history
work see, e.g., Goodson, 1980).

Teacher Devel opnent, Teachers’ Li ves

Teacher development has been characterized in avariety of ways. Fuller and
Bown (1975), for example, propose that new teachers progress through a series of
concerns-based developmental stages beginning with actions based on self-cen-
tered concernsabout survival throughto actionsbased on concernsabout students
and curricular issues. Ryan (1986) suggeststhat beginning teachers movethrough
stages of “fantasy,” “survival,” “mastery,” and “impact.” Burke, Fessler, and
Christensen (1984) characterize teacher development in a model of career cycles.
Huberman (19809) reflectsour own and others’ dissatisfactionwith such generalized
characterizations when he states:
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Modal trendssuch astheseare suspect. Put together, they would probably describe
no singleindividual in [a] sample, and only pieces of subgroups. They are, in fact,
normative constructs enabling usto keep analytic order in our minds until we can
handle more differentiation and complexity. (p. 53)

A morerecent focusonteachers’ livesand personal biographiesconsequently
has|ed to conceptualizations of teacher development rootedinthe* personal” (e.g.,
Bullough, Knowles, & Crow, 1991; Butt & Raymond, 1987; Clandinin, 1986;
Connelly & Clandinin, 1990; Knowles, 1992; Knowles & Holt-Reynolds, 1991).
Other studies have argued for a personal mode linked to broader contextual
parameters (e.g., Apple, 1986; Bal & Goodson, 1985; Britzman, 1986; Cole, 1990,
1991; Goodson, 1980, 1988, 1989, 1990, 1991; Zeichner & Grant, 1981; Zeichner
& Tabachnick, 1985). This article seeks to extend this latter view.

Towar d a Br oadened Per spect i ve i n Teacher Devel opnent

Our concept of teacher development is rooted both in the personal and
professional. We consider teachers as persons and professionalswhose lives and
work are influenced and made meaningful by factors and conditions inside and
outside the classroom and school . Events and experiences, both past and present,
that take place at home, school, and in the broader social sphere help to shape
teachers' livesand careers. How teachers construe their professional realities and
how they carry out their livesin classroomsisan ongoing process of personal and
contextual interpretation. In this paper, we further devel op this concept. We move
beyond the primarily personal, practical, and pedagogical notions to define a
broader conception of professional knowledge and teacher devel opment, one that
placesteachersin the broader micro-political and contextual realities of school life.

In our study of the development and socialization of seven new community
college teachers, a pattern of teacher development emerged that clearly reflects a
transitional quality totheteachers' perceptionsof their experiences. We character-
izethe personal aspect of their development asastruggleto establish professional
identity; the context we characterizein termsof defining boundariesof professional
community. Personal/professional development within that personally-defined
context we describe in terms of belonging.

Two interlinked analytic foci are employed as we examine these issues of
professional development:

1. Constructing Professional Identities.
2. Constructing Professional Communities.

A Note on Method. To illustrate our conception of professional knowledge
andteacher devel opment, werely onthoughts, ideas, and observationstheteachers
provided usthroughout the two-year period. In particular, we draw on information
collectedinaseriesof lifehistory interviewswith each teacher and bi-weekly group
discussionsthat took placethroughout the period of thestudy. Thesegroup sessions
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werethe major collective milieux for the teachersto voice their views and concerns
and expresstheir devel oping perspectives. Because of our commitment to sponsor-
ing the teacher’ svoice and learning from what teachers have to say, much of what
followsis excerpts from interviews with and discussions among the teachers. We
havetried to keep our commentary to aminimum. Not all of theteachers' voicesare
heard individually inthispaper, however. (For amoreextensivelife history account
of each teacher, see Goodson, Cole, & Fliesser, manuscript in preparation.) We
sel ected excerptsfromthelifehistory interviewsand group discussionsthat seemed
particularly illustrative of theideaswe advance here. Because the entire group was
involved in the bi-weekly discussions, all seven teachers (eight, when Linda was
still part of the project) are, in fact, represented although frequently as acollective
voice.

Articul atingtheLi nk betweenl| dentity and Gonmuni ty

To rehearse the interlinked nature of our two analytic themes, we begin with

alengthy passage from an interview with Karen, who, at the time of the interview,

had recently left her job in technical production at anational television station and

joined the community college faculty to teach in her areaof practical expertise. We

guote at length to capture the essence of the link between conceptions of profes-
sional identity and professional community.

Karen: | started [at the television station] in ' 78, and later was married. [My
husband and I] were friends first because we ran in a crew. He was an editor.
Everybody onthat crew | knew on afirst namebasis. | wasthe one supplying them
with the tapes—the gopher. And wewould go for lunch together, all of us, so | got
to know all of these guys.

Ivor: Y ou were the only female there at the time?

Karen: Yeah, except for the service secretaries who worked in the scheduling
office and who would schedule the shows in the different suites. During the
evening shifts we'd go for lunch and then for a beer after the shifts were over at
11:00. [The crew members] became my friends. Some of them had girlfriends, and
we sort of got a group going. | started dating Jim. We were married in 82 and
bought our house in ’83. We had our daughter in ’84.

Right after wegot married, | switched fromvideotapeto production. | applied
to thewoman who wasin charge of production services, said | would be happy in
videotape but | wanted to learn something else and that | would like to get into
production. | think | wanted to use morecreativity. Thevideotapewascreative but
you were al so pushing the buttons for somebody beside you. They would assign
aproducer tocomeinwho would say, “ Okay, cut thisitem and edit thisitem.” He/
shewouldsitbesideyouandsay, “Editthere. Let’ sputthismusicon.” Itwasalittle
frustrating. So | thought, “Well I'll goto [the production] side and seewhat that's
like for awhile. Since | know the editing it might help.” So | went into production
and was offered a job.
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First of all you have to go through another training, first as a script assistant
and then a production assistant. The script assistant isin the control room timing
the shows. It tended to be alittle more clerical than | would have liked. I’'m not a
clerical typeof personbut | certainly learned how totimeashow—I did[twonews
programs]—and | certainly know the fegling of going live with anew show. It is
very exciting.

Everythingis[trade] unions|at thestation] soeverythingisclassified at union
scale. Going from videotape to production was essentially alateral move but since
therearejust three[job classification] groupsin production, | just moved up tothe
third group.

Ardra: So you were in the top group?

Karen: Yeah, the top of the script assistant group. And then, | worked on [an
afternoon news and information show] where | became what they call a service
producer. Because of budget cutsyou didn’t get any extramoney for it but thejob
functionwasstill thereand they still trained peopleforit. | likeddoingitsol didn't
really care about the money.

I was kind of a producer who oversees the videotape department. It was a
perfect setting for me because it was production; yet, | was in the videotape
department with al the old guys, the gang. My job was basically organizing and
coordinating the whole videotape department for that whole particular show. You
weretherein the morning until it was off-air and then you go back and prepare for
the next day. And that’s where | was when we left in June’ 88.

Ardra: Where was Jm?

Karen: Jimwasan editor, one of the top editors. Then he started with [anational
prime-time news show]. Whenwegot marriedin’ 82, | went to production. At the
same time he went to [the news show] which was, at that time, quite a separate
section of videotape. Supposedly, the “€elite” editors went to work on that show
because it was a new show with new equipment. They had to do alot more work
and they became more production editorg/directors doing alot more than straight
editing. He stayed with [that show] until we |eft. He was there for seven years.

It wasthewinter of ' 87 when we started thinking about leaving. | was getting
sick of [the afternoon show] but there wasn’t ajob to go to next. It was like the
ladder was chopped off, and therewasn’ t anything | could seetogoto. | could have
gone into a producer’s job but the work was not any more chalenging. And it
wasn’t amove up either. It wasn’t any more money. It wasn’t any more prestige.
It wasjust another job. It didn’t interest me. Management wasthe only other area
and, since managers are adime adozen there, there just wasn’t any little niche that
| could see that | wanted to go into.

So work was getting a little depressing and we were getting just a little
stagnated there. Although my husband washappy on [thenewsshow]—thepeople
were good, he loved the show, loved the equipment—his boss was from the old
department and there was arivalry going between him and the supervisor of the
other department. So therewerealot of moral e problems, back-stabbing, and some
terrible things that went on that just ruined it for some of the people there.
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It was just a time when Jim was getting frustrated with the politics of the
corporation—mostly the politics, not anything else. And | was getting sick and
tired because there wasn’t anything elseto go into. There weren’t any new shows
then. | mean anew show would have been great ‘ cause | would have been starting

all over again. (Interview, August, 1989)

As is illustrated in the above case with Karen, the teachers entered the
community college setting with already well-devel oped concepts both of profes-
sional community and professional identity—antecedents to the new notions of
professional context and identity they would develop. After 10 years, Karen, for
exampl e, left the community of visual broadcasting. Whilethere she had devel oped
strong personal and professional ties, gained considerable knowledge of the
political workings of the corporation, and acquired experience and expertisein her
area of work. Beginning at the bottom rung, she had worked her way up the
corporate ladder until it “was chopped off.” In her reading of her work context, she
did not seefurther possibilitiesfor the kind of creative expression and professional
autonomy she needed. And so, yearning for a new challenge, Karen opted for a
change and to become part of anew professional community of community college
teachers.

Changing professional roles/career and moving into a new professiona com-
munity initiated a process of redefinition. In aperiod of transition and adjustment,
Karen and the others had to reconstruct their notions of professional self-identity
and develop new understandings about their new workplace community. As we
followed them through this process, trying to make sense of the personal/profes-
sional reconstruction that took place, an image of expanding concentric circles
presented itself to us. Aswe listened to and talked with the teachers we picked up
aclear senseof outward movement, both conceptually intermsof how they defined
their new role(s) within the new work context, and physically, asthey became more
involved in activities outside their own classrooms. They seemed to keep pushing
back the boundaries of their thinking about what it means to be a teacher in a
community college, as well as the boundaries that defined their work community.

The boundaries that initially defined the teachers' personal conceptions of
community were narrow and tight. In the beginning, the professional milieuwasthe
classroom. Over time, this notion was broadened to encompass an increasing
amount of territory outside the classroom, until finally the teachers' concept of
community included the community college venue in abroad sense. Similarly, the
process of redefining professional self-identity first involved a gradual shift from
seeing oneself asprimarily defined by the previous occupation to seeing oneself as
ateacher. And within the new conceptual frame, the teachers gradually expanded
their ideas about what it means to be ateacher. For the remainder of the paper we
deal separately with these two analytic foci.
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Qnstructi nghrof essi onal | dentities
With each teacher, qualitative shifts in self-perception occurred over time.
They entered the community college not thinking of themselves asteachers. Each
had an antecedent professional identity rooted in a previous professional context.
A progressive change both in breadth and depth was evidenced in the individual
interviewsand inthegroup discussionsastheteacherscameto defineand redefine
their roles and see themselves as teachers. Excerpts from two of the life history
interviews provide examples of how the teachers began teaching not yet “feeling
like teachers,” not thinking about themselves as teachers. These interviews took
place prior to or very early in the first term of the first year.

Karen: The thought of teaching [at the time of a first career decision] was
“Teaching what? What do | teach?’ Teaching students, standing up in front of the
class. | mean | just didn’'t seeit asthe job | wanted to do.

I can't think like ateacher yet. | can’t ook at acalendar and say: “Mid-terms
are worth this percentage; 25 per cent have to be of written marks; and, when am
| going to write atest?’ | haven't put together tests yet or projects or figured out
how many weeks [l haveto work with]. | mean, | keep looking at the calendar and
going, “How many weeks are in this semester?’ | haven't thought yet in that
thought process as a teacher as far as long-term planning of curriculum...I think
obviously after oneyear I'll be ableto say, “Well, that didn’t work. I’ m throwing
that out next year and I’ m going to add this and shorten this and |lengthen that and
maybe spend more time doing this.” Then I’'ll know, but right now it's...
(Interview, August, 1989)

Brian: [When | started] | thought | felt like a teacher—a teacher of architectural
technol ogy—because | had learned [the content of] what | had to teach. I’d been
in theindustry for anumber of years so | felt | had something. | felt confident in
my position. I’'m not saying | felt like a teacher yet. But | felt confident in my
position [with regard to content expertise]. (Interview, September, 1989)

Initially, theteachers seemed to be striving towards goal s of improved practice
based on a narrow and technical view of teaching, their implicit assumption being
“1 have the content knowledge so | will be ateacher once | master certain technical
skillsforitsdelivery.” Inthe early group discussions, facilitated by the curriculum
consultant at the college, theteachersfocused their conversationson thetechnical
aspects of teaching. Excerpts from our field notesillustrate.

Thegroup explored possiblewaysof handling difficult students. Therewasfurther
discussion on how to handle missed assignments. Brian rai sed aquestion about the
appropriate use of overhead transparencies, a topic which precipitated much
discussion. Thisled to further talk about the use of hand-outs and other teaching
aids. (Field Notes, September, 1989)

There was almost a unanimous concern about time and organization. Lecture
preparation and text construction were seen asespecially timeconsuming.... Karen
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expressed concern about how to coordinate groups within the classroom. She is
also trying to individualize instruction but is having trouble figuring out what she

needs to teach them by a given time. (Field Notes, Octaober, 1989)

Quialitative shifts in thinking, however, occurred over time. As the following
two passagesindicate, changesin the nature and content of the group discussions
indicated an ongoing redefinition of theteachers' ideas on what it meansto teach.
We can interpret a shift to a focus on curricular issues, the teaching-learning
process, and discussions of different teaching philosophiesastheteachersbegin-
ning to see themselves as pedagogues rather than as mere technicians. Thesefield
notesweretaken during two group discussionsheld inthefirst year, oneat theend
of the first term and the other at the beginning of the second term.

Ann offered to share abit about what wasgoing onin her class. The studentswere
doing presentationswhich, shesaid, weregoing very well. But shewanted to know
how to take the presentations one step further so that all the students could build
on them. In other words, how could the presentations be used as a teaching-
learning tool ? “How can | teach with [the students] rather than to them?’ (Field
Notes December, 1989)

The subject shifted to eval uating studentsin cooperativelearning situations. Brian
offered to share some of hisideas about using peer evaluation as ateam-building
activity. A lot of suggestions about using group work and cooperative learning
were made. Then Ann posed a question about the role of the teacher in an
independent learning situation. The discussion turned to the issue of theimage of
theteacher—asdirector, teller, facilitator. They all seemto be struggling with their
image of what ateacher is, what their classrooms should be, and what their roleis
in the classroom. Brian offered his perspective that in spite of theinitial tendency
to want to “teach,” it'sokay to “guide.” (Field Notes, January, 1990)

The following passages from an interview with Karen mid-way through her
first year are particularly illustrative of the re-identification process. Shereflectson
how her thinking about teaching has changed, articul ates some of her developing
conceptionsabout her role, andlooksforwardto further change and role expansion
over time.

Karen: | thought | wasteaching because | was knowledgeabl e about tel evision and
that’swhat | was teaching. Whenever I’d say the word “teaching,” in the back of
my head I'd still think “me teaching?’ Friends would say “You're a teacher?’
Everybody thinksback to their teachersin high school or elementary or university.
And that would throw me for awhile. But then after awhile| thought “ Y eah, I'm
here because | know what I’m talking about.”

When | was hired | was excited. | got ajob teaching in a college. [I thought]
“Thisisthecareer of alifetime.” It' ssomething | never imagined doing. And it was
perfect. It was exactly what | needed to do or wanted to do. | never thought of it
like, “Yes, | wanted to be acollege teacher someday.” Y t, it wasthe accumulation
of my television background....
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I’m a people person. And | like to move and talk and generate ideas, and to
get people going. | just like the whole atmosphere [of teaching and learning]. You
see a product at the end. | like working hard but | also like to see something
completely accomplished at the end. And this was the perfect job where that all
would come to be. When | started it was, “I’'m ateacher! I'm ateacher! I'm a
teacher! | can’t believeit!” My husband and everybody would jokeabout it. It was
like, “I can’t believe that | got this job. It's the chance of alifetime!”

Now, [the idea of being a teacher] is not important to me any more. It's
important that [the students] arelearning something from me. Andthat it’ sfunand
it'sencouraging. Maybe’ll [change my mind |ater on] but at this point every day
is different. So to me that’s the ideal job.

That’ swhat most people complain about. They come home after awhile and
their job is mundane. Nothing changes. [ Teaching] is something in which you see
the accomplishment at the end of the day. Some days you come home and you're
alittlefrustrated. It didn’t gotheway youwant. Thenext day it’ seither adifferent
group of faces or the same faces but a different situation. And one person comes
uptoyouand says, “Yeah, | got that. I’m going to do thisand this.” Y ou think, “I
got to that person. | really got to that person and it meant something.”

| want these studentsto come back after acouple of yearswhen they get jobs
andsay, “Youknow youreally helpedme.” | hopethey will say that, “| had agood
timeat collegeand | really learned alot. Y ou were encouraging.” So, | think that's
moreimportant now to methan it wasthefirst couple of months. Thefirst months
I was till on that cloud about what | was doing—alittle nervous, but now I’ m not
Nervous any more.

| don’t think [some of the older, more experienced teachers] get to know the
students. | think they get to apoint wherethey haveacurriculumtofollow and they
teach to a class, not to individuals. By not getting to know the individuals—and
| don’t mean really personally, | just mean getting to know their irks and how
they’ remotivated or how they’ renot motivated—youdon’t seetheoneswhodon’t
think highly of themselves and that you have to give alittle extra pat on the back
or whatever. By not focusing on those individual s the classroom becomes “ cattle
going in, cattle going out.”

I’m changing. | should say changing the program but | don’t want to make it
sound that large scale. | mean changing thingsthat | see haven't worked. I’ ve been
through that course[asastudent at the same college] and it hasn’t changed and now
I’m saying, “ Okay, can we up-date it alittle bit?" And [the other instructors] are
very receptive which is something | never imagined possible.

| thought that comingin asthelow person onthetotem pole[theimplicit rules
would be]: “Learn. Watch where you walk. And don’t step on any toes.” Butit's
not likethat. That’s exciting for me because to me, that’ s part of the job aswell—
if you have thetime.

Ardra: Your involvement in the extra curricular activities, things that take you
outside the classroom, isthat part of your teacher role?

Karen: Someare. Someare palitical. When someone asks meto do something I'm
thetypethat usually says, “Ohyeah|’ll doit.” | alwaystakeontoomuchbut’m
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also in a position where | would like to do other things. Eventualy, I'd like to
coordinate our program so the more | learn about the different aspects—the
budgeting process for programs and things like that—the more knowledge I'll

have. So I'm enjoying that.

I think one of thethings|’ m enjoying isthat our coordinator isvery receptive
to change. Hewantsto re-vamp the program, to keep it current. And he hasn’t had
alot of feedback or encouragement from other colleaguesasyet. Most of the other
colleaguesarecloseto retirement and the one replaced actually wasvery resistant
to change. | think [the coordinator] sees the potential for some new ideas because
I’'m new in theindustry. And | didn’t expect that.

I really thought that | woul d bethelow persononthetotem pole. “ Thisiswhat
we're doing. We' Il help you out and show you some things but take alittle bit at
atime.” Instead I’'m getting, “Have you got any ideas? Can we do this? How do
you want to changeit?’ There' smore power there, more freedom to do thingsthat
| never thought | would be able to do. We're talking about re-vamping the whole
year next year and they’re going on my idea. | think, “Wow, thisis exciting. It's
very encouraging.” (Interview, January, 1990)

Karen was clear in her initial conception of teaching as delivery of content
knowledge. She was less certain about her identity as teacher. She experienced
initial discomfort/confusion over having the label “teacher” attached to her—not
certain that it fit. She was, however, euphoric over the opportunities for creative
expression and accomplishment that shethought her new rolewould provide. Soon,
Karenacceptedthe“teacher” label and beganto devel op her understandingsabout
therole(s) associated withthat |abel . Shebegantoidentify successand satisfaction
intermsof her ability tofacilitate students' learning. Later, sheexpandedthecriteria
to include her ahility to effect program change.

Along with the expanding conceptions of teaching came increasing role
complexity and arelated need to devel op new knowledge. Content knowledge was
no longer sufficient to carry out the multipleand complex rolesK aren was adopting.
She also recognized the need for knowledge of : herself asteacher; the students as
individuals; how to best facilitate their learning; curriculum (beyond content
knowledge); and how to effect program change in her own class and department.
Essentially, she was experiencing and demonstrating aneed for personal, practical,
pedagogical, and professional knowledge of the micro-political context.

The following passages further illustrate how the teachers changed their
perceptions of their role to extend beyond the technical and pedagogical to the
institutional. They began to see themselves as contributing members of a depart-
ment, designing institutional strategies.

Ann: You know, personaly | can do things creatively with my kids in the
classroom but that’ snot all thereistoit. It' swider than that. | feel asif we've got
astake, or I've got a stake, in looking at changing our early childhood education
field. There' sbeen amovement for probably about the last ten yearsto recognize
the child as child. It's against that whole notion of “the hurried child’—the
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disappearance of childhood if you like. When | think of young four month old
babiesgoinginto care, | think we need to address some of those aspectsof how that
affectsthat child long term. “What sort of program do we want that child to bein
whenthey’ rewith useight or ninehoursaday?Andwhat should that program ook

like?’

The expectation for the child entering grade one is that the child knows
colours, and reading and writing skillsfor readiness. We used to talk about that for
grade one. So the Kindergarten then adjusts their program to meet what the grade
oneneeds. If you look at Junior Kindergarten, we' re talking about three year olds
whoarenow being pushedintothat situation for readiness. We'resaying, “No, just
aminute. The child at that age needs to develop in al areas. Thisis not just an
intellectual approach.”

And so here we' ve got almost a new movement which is child-centered. All
our texts reflect it but some of our practice in the field doesn’t. So we have some
dissension among [the community college] people. We retrying to movefromthat
traditional look at what the teacher knows best to what the child needs. And the
reason we're looking at the child’s needs is because of that potential institution-
alization of children from the age of four months up.

It sscary! | think those are some of the issues that we need to deal with and
we're not. There are a couple of us who are on the same wave length. We're not
saying that thisis something new. Thisis not new. It's not that we' ve suddenly
thought this up and we're going to try and mix the pot here. Other community
colleges have a child-centered approach in place. We now want the curriculum to
fit the child rather than the child to fit the curriculum. And that’ s where the clash
is, | think.

If youredlly believein child devel opment, how can you not acknowledge the
development? In the private sector, when I’'m talking about education, | would
have far more responseto our innovativeideasthan | do in theteaching institution
which | anticipated would be full of innovative ideas and creativity. If we don’t
have it here, whereisit?

Andthen| hear peoplesaying, “Well, you know, wecan'’ t tell thecommunity
collegewhat to do.” Somebody hasto start somewhere. It's not my approach [to
be directive]. I'm much more persuasive. But give me a chance to persuade. Give

me a forum to persuade and Il do it (laughs). (Interview, May, 1991)

Astime went on, there was less and less talk about the technical aspects of
teaching (other than as aterm of reference for growth) and increasing attention to
concernsabout how to effect substantive changewithin and outsidetheclassroom.
Broadly stated, theteachersexpandedtheir conceptionsof teaching andthemsel ves
asteachersfrom an early image of teacher as classroom technician to one of teacher
as agent of change.

Karen: The peoplein my department arevery congenial. It’svery small. There's
only acoordinator and another full-time colleague and myself. They bothweremy
teacherswhen | took thecoursetheresoit wasabit strangeat first. But it’ sworked
out very well. They’re agood group and we get along very well. They were very
good. They werevery supportive. | just stood back and was quiet for awhile. And
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now of course | never shut up (laughs). Now I try to take over (laughs).

Our coordinator isavery positive person, very enthusiastic. He' swilling to
take any ideasthat | have and go with them. He wants the course to change but he
just has no ideawhat to do. So that isgood for me. | haveto watch it too. | can be
very political. But it's very enthusiastic for me because I ve been ableto do alot
of thingsand change alot of things. A ot of peoplejust sit back or sit on thefence
but I'll gotoit.

Maybe I'm having a lot more political freedom in our department than in
some of the others as far as changing things, just because things haven't been
changed for along time. They want the change. They know they have to keep up
butthey’ vebeentheresolongthey don’tknow what to do. So, it’ snot just teaching,
it's re-vamping the whole thing. In 10 years they’ re going to be retired and there
will be other new teacherscomingin. | want it to goinaway that | can seeworking
there still in 15 years. So that's been really good for me.

Some of thethings my coordinator said “we” would do, thetwo of us. | don’t
know what happened but he kind of took a step back and | was standing alone.
(Interview, April, 1991)

Tosummarizetheteachers development of self-identity we onceagainturnto
theteachers. Karen and Brian describetheir devel opment of “ self asteacher” inthis
way:

Karen: | don't really know whenit clicked or when it happened. It just seemed to
assimilate. | remember that first interview the day before | went to teach thefirst
day. | remember thinking, “1 can’'t believe I’'m ateacher.” I'd pinch mysdlf, “Gee,
I’'mworking at acollege. Thisisridiculous.” And thenit’sjust kind of come about
so that now it's almost like, “Oh yeah, no big deal.”

[Thetransition to teaching is] not as scary as | thought it would be. It was a
lot more stimulating than | thought it would be. You just start thinking like a
teacher, talking like a teacher. Throughout the year | found | was constantly
[collecting information related to teaching]. Anything | read | think, “Oh yeah,
that's great. That's great | could use that. Or | could do that.” [The same thing
applies] if | hear about somebody using some other method. And you start
automatically applying everything that comes in. You kind of put ideas about
methods and things on that teaching shelf so that you can use them. And you just
start thinking about making yourself abetter teacher. It just kind of happens. Y ou
just kind of evolve and just start thinking that way. | never imagined it would be
that easy to transform into ateacher. But it's something that just starts to come
comfortably. (Interview, May, 1990)

Brian: | have alot better idea of what a teacher doesthan | did at the beginning.
Atthebeginning | thought, “How hard canitbe?’ | meanyoujust stand up and you
talk, and you show them how it's done. How hard can that be? And now | know
how hard it can be.

Ardra: It's not longer just standing up and talking?

Brian: It'sjust nuts. | mean there’s alot more involved in being a good teacher.
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[Y ou need] to know your material and how to present the material. Therearealot
of peoplewho know their material insideout, but if they can’t get it acrossto other
people so that the people can walk away and understand it... And then [you need]
theability toknow how to useaclassroomtoitsbest abilities, and what worksbest
in presenting that material. And then, after the material is presented, how to
evaluate it, how to evaluate the students, and their abilities to understand.

Thereis alot more to teaching than just standing up in front of people and
talking. At the beginning | didn’t think there was. Y ou also can’t teach something
unless you understand it.

Ardra: Sothecomplex rolesof theteacher are sort of presenting themselvestoyou
asyou...

Brian: And again, at the beginning, teaching was, “Oh, they're all the same.
They’ restudents. They wanttolearnarchitectural technology.” They’renotall the
same. Some of them need more time. And there are other issues on hand for the
student now that | need to take into consideration. A part-timejob seemsto bea
big thing, a necessity these daysin order to go to school.

In my first year | was saying to my students, “Well no, it’s either school or
work. You can’t do both.” | didn’t mean it as an ultimatum. And now you talk to
some of these peopleand literally the part-timejobiswhat’ s putting food on their
table and paying their rent, because [assistance funds] didn’t come through or
whatever. Sol’ mnot asharsh aboutit. Now, instead of, “No, you can’ t haveapart-
timejob”, it's, “ Okay, but just make sure you schedul e your hours appropriately.
Make sure you have the time to do the work.” I’m more supportive of those
[situations] rather than harsh and judgemental.

And now | think [teaching] is much more complex. The one and only time |
walkedinto aclassroom unprepared taught methat lesson. | wasvery busy andjust
didn’t havethechanceto fully prepare. | had an outline of what | wanted to do but
| didn’t have things down pat the way | should have. That taught me never again
[to beunprepared]. It wasreally embarrassing and difficult. And | felt asif | really
cheated the students, and that didn’t sit well with me. So | never did that again.

Ardra: Since you came on full-time a couple of years ago amost, do you see that
your role has changed very much?

Brian: | look at myself as ateacher and that’s my job.
Ardra: You didn’t in the beginning? (laughs)

Brian: No. No. But now | do. | guess my attitudes have changed. | wasn’t quite
sure that | was teacher. Yeah, | guess that’s right, when | look back on it.

Ardra: You think of yourself as ateacher. Do you still think of yourself though
as an architectural technologist?

Brian: Oh yes, but not as much. | still think of myself as an architectural
technologist because that was my choice of profession. But what I’ m doing now
isinstead of practising it, (and | do still practiceit) I'm now ateacher. So, I'm a
teacher of architectural technology. And | feel alot more comfortable now than |

98



Goodson and Cole
|

did two years ago. (Interview, May, 1991)

Andso, astheteachersreflect ontheir transitiontoteaching, their metamorpho-
sis seems complete. Theinitial discomfort with the idea of identifying themselves
as teachers no longer exists. Brian’s final comments reflect the sentiments of the
entire group. With an acknowledgment of their “first choice of profession,” they
now talk about themselves, not in terms of their previous role in their respective
fields, but as teachers. They seem to have a achieved a level of comfort in the
development of their professional identity as teachers that approximates that
previously defined within the earlier professional/vocational context.

@nst ruct i ng Prof essi onal Conmuni ti es

Using asimilar representational processwe now turn to our second focusand,
once again, rely on the teachers to illustrate the concept of “constructing profes-
sional communities.” We remind the reader of our image of the ever-widening
circle of development, and begin with the teachers’ initial and somewhat narrowly
defined view of “classroom as professional community.” Returning to the discus-
sionsand interviewsheld at thebeginning of thefirst year, onceagainwefollow the
teachersthrough their first two years. Asour first passageindicates, the teachers
initial understandings of what teachers do and where roles are played out were
bounded by the classroom walls. An analysis of field notes on the first two group
sessions, held in the early part of the first termin thefirst year, revealsafocuson
topics/concernswhich relateintimately to the classroom: managing time; preparing
lesson plans; interpreting curriculum guidelines and developing new curriculum;
long-range planning; individualized instruction; |esson presentation; use of audio-
visual equipment and aids.

At some point latein thefirst term, there was evidence of an initial qualitative
shift in the nature and content of the group discussions. The following examples
show how conversation began and continued to move beyond the classroomwalls.
Boundaries were extended; walls were pushed back; the circle widened to encom-
pass a greater territory.

Karen: | think theanswer, at least for our department, istotry toget moreindustry
involved in community colleges whether it be sponsorship of private companies
or just industries that are going to benefit from our graduates. | think it may take
some marketing on our part asindividualsin our divisions or in the college as a
whole. Butweneedtotry tosay, “ L ook, weareputting thesestudentsout andwe' re
giving you something. We need something back.” And it can’t just be the
government. They can’'t be the only one funding right now.

We haveto look at ourselves as public relations people and sales people, as
well asteachers, if wewant our departmentsto keep up. To keep upwiththelevel
that we need to teach [we need] to keep up with theindustry. And industry isalso
going to have to give back what they get out. | think we' ve got to get that across
to them that we can’t just keep churning out students. If we can’t keep up, those
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students we' re churning out are becoming less and less qualified.

Industry can afford to keep up becausethey have profitsto proveit. Wehave
to say, “Well, you' ve got to give what we give. Y ou haveto help us produce these
students who are up to date and excellent.” That way you also generate more
students coming into the system—if they can seean end, if they can see something
that is a goal worth going after. But | think we have to actively start doing
something. (Group Discussion, December, 1989)

Ann: There' salot of money goingin. | think that one of the problemsisaquestion
of wherethat money isgoing and what it'sgoing for. | can see we may have anew
building going up out there which is going to be very beneficial but it realy
dependson how thewholething isoperated. We asked if we could have our offices
out there or if wewould have closetieswith that new building. “No, we' d haveto
stay up in our own building.” In [another community college] the whole early
childhood department isall part of that whole building. They havedirect accessto
the resource rooms and things like that going on right there. The sad part is that
we're building that beautiful building out there and here we are till over here.
(Group Discussion, December, 1989)

As the year progressed and the teachers became more settled in their new
professional milieu, we began to see increasing evidence of an interest in depart-
mental activity.

Karen: In May and June I’m going to work on changing the evaluation. | can do
whatever | want. | find [the current method] very awkward. | would prefer to do
my own and have[theother instructor] goand do hisown, and thentaketheaverage
of the two because | happened to get to know the students earlier. He just found
he didn’t know all the faces. Now he does tend to |et me do most of the marking
but to meit’ sawaste of time. We have 30 studentsto go through and it’ s probably
about 20 minutes per student to dothis. It doesn’t sit well withme. Soit’ sbeen | eft
that | can changeit in May. (Group Discussion, March 1990)

Theteachers’ increasing involvement in activities outside the classroom was
further evidenced in agroup discussion that took place early in the second term of
thefirst year. Thetopic of apre-session conversation was of their involvement in
extra-curricular activities. Karen talked about her key role in the production of a
video related to community college activities to be shown on a local television
station. Bill commented on some culinary competitions in which he had become
involved in support of the students. Jim had taken on extraresponsibilities related
to the provision of inservice training on a recently implemented policy affecting
work environment.

As time passed, the teachers continued to express a growing interest in life
beyond the classroom walls. Another significant shift occurred during another
discussionthat took placeearly inthesecond term of year onewhereaninterest was
expressed in learning the micropolitics of the institution: how things work; how
things get done; how to make changes. Again, we quote from our field notes:
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Aninteresting sequence of eventstook place here. Lindaspoke about the* politics
of theingtitution.” Shetalked about the constraints, the road blocksto change, and
the need to acquire early insight into the politics of an ingtitution in order to bring
about any change. Ann shared her expertise and knowledge about collegidity in
the college and issues of power and control in relation to statusin program design
and development. Brian brought up the notion of the need for new people to

conform. “Otherwise”, he said, “they’ re not wanted.”

Thisis the first time there has been such an informed and lively discussion
around the issue of institutional politics and the need to be aware of and learn
institutional normsaspart of thewhole socialization process. It will beinteresting
towatch that develop. Weare half-way through year onenow. Beforetherewasn’t
much interest beyond the walls of the classroom. Now we are starting to see the
classroom walls being pushed back. (Field Notes, January, 1990)

The teachers continued to ask questions which took them farther afield from
the classroom—questions about budget, how to make curricular changes, and how
to strengthen links with industry and the community beyond the college. Astime
went on there was even less, indeed very little, talk situated in or confined to the
classroom. A goodillustration of thispointisfoundinthefirst group session of the
secondyear. Thefirst part of thismeeting was spent planning session topicsfor the
year. Theteachersgenerated alist of possibletopicsand then placed themin order
of priority. Institutional micropolitics was ranked number one and classroom-
specific issues came up last!

Karen made arequest that really changed the whole nature of the discussion. She
requested information or a workshop session on school-community relations,
particularly on funding issues. | think thisisacritical incident in her development
and certainly in the development of the teachers, considering the response she
receivedto that request. Herewe seetheteachers pushing back the classroomwalls
even further wanting to move out into the community and trying to establish,
maintain, and encourage school-community links.

Karen commented, “Last year | was just worried about teaching. Now I'm
interested in changing the program.” A very critical statement, | think. “How do
we get things to change?’ she asked. Karen talked about her growing interest in
learning how the system works and how to get things done. “Perhaps,” she said,
“someone from [the college] could explain how [the college] works.” There was
alively discussion and no more suggestions after this.

After arank-ordering of the five topics suggested for workshop sessions, it
came down to adecision between “micropolitics’ and aworkshop on group work
for the first to be held. There was consensus, in the end, that micropolitics was
definitely the topic of interest, especially over the long term. It was perceived to
be quite essential. Particularly, there was interest in budgeting—how the budget
works and how decisions are made. (Field Notes, September, 1990)

The boundaries of community continued to be extended; the circle ever-
widened. In most of the last individual interviews and certainly in the final group
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discussion of the second year, the entiretalk waslocated in the broader community
collegevenue. Oftentheteachersreturned to their previous experiences of occupa-
tional community and drew parallels between the previous and present contexts.
And so, after atwo year period of induction/socialization to a new professional
venue, theteachers, for the most part, had devel oped a concept of community that
has degrees of continuity with that defined within the previous vocational context.
Aswith Karen:

Karen: It makesmefee slightly disappointed. | think, at any job when you start
you think, “Thisis going to be it. Thisis going to be wonderful.” And, all of a
sudden, reality setsin and you say, “Y ou know, there are the same problemsin
every job. Whether you’ reacarpenter, or whether you' rein the educationfield, or
whether you'rein the television field, the same problems are there. Some people
do the job well and you have to work with those people.”

I’'malittlesurprisedinthat | didn’t expect thereto bealack of interest [among
the senior colleagues] in their own professional development. | just assumed that
youwould alwayswant to bebetter, especially intheeducationfield, becausethere
are new mindscoming in every year and it' s such achanging field. Becauseyou're
teaching, that field is constantly growing but also because you' re being challenged
every year from young minds and different people. Y ou’re not around the same
people. | would think that you would want to be constantly on the ball and that
everybody would naturally be gung-ho. There are people who may not be as
excited about [ongoing professional development]. | guess I'm surprised that
there’s no push for it to continue.

When | got my first job after | graduated from college, | knew | wanted to be
intelevision. | usedto tell myself | wanted to be a producer because | like making
decisions. | like organizing and | like working with a large group of people. | do
like being the boss, if you'd like to put it that way, not for the title so much, but
because when | have anideal seeworking, | haveto bethe bossto seeit followed
through. And that’ swhat | used to think | wanted to do.

So | saw this job—after being in television and not necessarily being the
producer—as an opportunity to make decisions that had some meaning, that had
some influence on other peopl€e’ s lives, that people could benefit from—not like
with atelevision show wherethey would say, “Well, that wasagood show but it’s
gone.” But maybe someone would say, “That was a great teacher” or, “ That was
agreat course | took.” (Interview, January, 1991)

Faci | i tati ngTeacher Devel opnent

Aswefollowedtheteachersthroughtheir transition period, it became apparent
that the process of redefining what it means to be ateacher and their developing
senseof new professional identity werecontextual ly dependent ontheir devel oping
notions of professional community. This leads us to suspect that in order for
teachers to have opportunities to realize their individually-defined personal/
professional potential, teaching and devel opment need to be defined, interpreted,
and facilitated within a broader institutional context. When, in the context of
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professional development, the boundaries of a teacher’s professional community
are pushed back to encompassthe entire workpl ace context and attentionispaid to
the micro-political and contextual realities of school life, it seems to us that then
teachershaveabetter chance of becomingtruly empowered. Inother words, teacher
developmentinitsbroadest sensedependsonteachershavingaccessto professional
knowledge beyond just the personal, practical, and pedagogical.

It is in the broader institutional arenas that the teachers see both major
frustrations and the possibilities for significant change. The frustration and anger
about “thesystem” becomesarisingtidewithinthetranscriptsof themeetings. Take
the following statement by Jim who describes his new job asa*“dream come true.”

Jim: | love my job, | really do, but constantly institutional politics intercede.
People trying to build empires with hidden agendas and all the bullshit shouldn’t
be getting in the way between me and the student. It ticks me right off. I’ ve never
been good at poalitics. | don’'t want to be good at politics. | just want to do the
damned job. But it gets to the point where it's almost impossible to be able to do
it properly.

Therearepeoplewhojust dowhat they want todo and that’ sit. It keepsthem
happy. Sometimesit’s bloody sad. In fact, to me, that’ s depressing because that
spark of enthusiasm just gets smaller and smaller and smaller. Andintheendit's
going to be extinguished. What do you do? Do you fight the system until you just
end up on the floor or do you roll along with it? (Discussion, May 1991)

In this quote, and indeed within the testimonies carried within this paper, we
seetherichness of pursuing detailed accounts of thelife histories of teachers. The
grounding of our datainthesehistorical contexts, both personal and micropolitical,
offers alternative insights into pedagogical and curricular rationales. At least as
importantly, the eloquence of theteachers' voices exhort usto devel op new modes
of teacher education which give new respect to the personal and political realities
of teachers’ lives.

Werecognizethat in exposing thereader to agood deal of unedited transcripts
of teacher’ svoicewe have placed an extratask upon them. So much of our research
normally comprises researcher’s commentary—it, therefore, may appear amost a
“dereliction of duty” to provide so much “raw data” and so little commentary. But
research paradigms and our expectations of them are social constructs. Moreover,
they are social constructswhich have, unwittingly or not, silenced teachers’ voices
andteachers’ lives. The processof rehabilitating theteachers' voicesislikely to be
painstaking and contested. It is not by chance that paradigms have silenced the
teacher but without such rehabilitation we believe much of theresearch onteachers
will continue as arid and decontextualized, irrelevant for the teachersit so system-
atically silences and disenfranchises. Aswe have written elsewhere.

The kind of theory we are searching for would not be the sole prerogative of the
university scholar. Our educational study should be more collaborative, more
broad-based, publicly available. But it should be possible too for us to make it
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interesting, critical, vital and useful. (Goodson & Walker, 1991, pp. 203-4)

Thisarticle marks our tentative search for such amode of study and reportage
inwork that is currently underway. We recognise we are at the first stage of along
journey. Behind thisjourney, however, liesaclear val ue position that embracesthe
notion of theteacher aspotentially thecentral changeinrestructuring schooling. To
guote from Lawrence Stenhouse’ smemorial plaque, “It isteacherswho, inthe end,
will change the world of the school by understanding it.”
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