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Robyn' sS ary:
Qut of theS | ence

By Andrew Gitlin and Robyn Russdl

The writing of personal narrativesis aform of story telling. In this paper we
would like to tell several stories. The first is about the making of a personal
narrative. The construction of stories, the method used to produce personal
narratives, is not innocent and needsto be included as part of the story told. In our
case, the method that structures the story telling process is Educative Research.
The underlying practi ces and assumptions of thisalternative method, an approach
wehavebeendevelopingfor several years, isthecentral focusof thefirst story. The
second story is about Robyn, a second grade teacher, who as a participant in the
Educative Research process, rai sesquestionsabout teachingand schooling and acts
on them. Her story is both an account of how self and context informs question
posing and how she acted on the questions posed. Thethird story wewouldliketo
tell isareflection on Robyn’ sexperience. Wetell thisstory to rai se questions about
theway thestory wasconstructed, theactual story itself, andwhat thestory suggests
about the power and limits of personal narratives.

Beforedescribing how EducativeResearch struc-
I tured Robyn’ s story, it may be helpful to say afew
Andrew Gitlinand Robyn  words about the context in which Robyn and others
Russell are professors at gathered to participate in what came to be known as
the College of Education,  the Educative Research Project (ERP). The Univer-
University of Utah, Salt sity of Utah has a masters program that is uniquein
LakeCity. several ways: first, those entering are all teachers
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from a particular district; second, the program has a very flexible curriculum; and
third, the classes are held at the school s at times convenient for teachers. Because
this program is flexible and allows a group of teachers to stay together for an
extended period of time, two years, it provides an ideal context for a university
instructor and teachersto work on along-term project to rai se questionsabout their
work, act ontheir questions, and write up their experiences. Itiswithinthestructure
of this masters program that Robyn articulates her story as part of the Educative
Research process.

Educat i ve Resear ch

Assunpt i ons
Resear cher/“ Subject” Relationships: Educative Research attempts to re-
structure the traditional relationship between researcher and “ subject.” Instead of
a one-way process where researchers extract data from “subjects,” Educative
Research encouragesadial ogical processwhere participantsnegotiate meaningsat
the level of question posing, data collection, and data analysis. This dialogical
relation allows both participants to become the “changer and the changed”
(Williamson, in Lather, 1988, p. 570). It also encourages participants to work
together on an equal basisto reach amutual understanding. Neither standsapartin
an aloof or judgmental manner; neither is silenced (Bernstein, 1983). Instead, both
participants are united by the quest to examine the topic at hand as well as reveal
contradictionsand constraintswithintheeducative processitself. Theintent of this
dialogue is not to discover absolutes, or thetruth, but to scrutinize normative
“truths’ that are embedded in aspecific historical and cultural context. Inthisway,
taken-for-granted notionscan bechallenged aseducatorswork to better understand
schooling.

Voice: The central motivation for encouraging adialogical approachisthat it
can further the aim of developing voice among those who have been historically
silenced. Theopportunity tospeak, toquestion, andtoexploreissuesisanimportant
aspect of thisprocess. But the notion of voice can go far beyond the opportunity to
speak; it can be about protest. Understood inthisway, voiceisinherently political;
itsaim isto question what is taken for granted, to act on what is seen to be unjust
in an attempt to shape and guide future educational directions. Injustice or
oppression cannot be defined outside of ahistorical context; however, members of
the educational community are encouraged to scrutinize rel ationswhere one group
has power over another. Included in this analysis should be the structures that
unnecessarily elevate particular groups, while stereotyping and constraining oth-
ers. Voiceasaform of protest isdirected both outward at the social construction of
meani ng making and the structuresthat reinforcethose meanings, and inward at the
way theindividual takes part in the production of certain constrained beliefs, roles,
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and practices.

Under standing and Practice: For this type of protest to make a difference,
these insights and practice are linked. Educative Research attempts to do so by
shifting the primary responsibility of doing research from the university faculty
member to the practitioner. While the university member still has arole, the focus
on the practitioner allows those who are acting at the level of practiceto also gain
understanding through theinquiry process. Thereisno need for theunderstanding
to “trickle down,” because those who do conceptual work and those who practice
teaching are one in the same person.

Makingit possiblefor practitionerstobeinvolvedintheresearch processgoes
a long way toward linking understanding and practice; however, there are still
potential threatsto thislinkage. Onesuchthreat isthetraditional view that research
isaproduct. When research is approached in this manner, even if conducted by a
person acting at thelevel of practice, understanding is still separated from practice
within a temporal frame such that understanding occurs and then is applied to
practiceasan*answer.” Furthermore, thisseparation of understanding and practice
makes it difficult for the research to act back on the research question.

To confront thisthreat to thelinkage of understanding and practice, Educative
Research isviewed primarily as aprocess with turning points that redirect inquiry,
rather than being seen as a product. This allows the research process to alter the
questions asked and influence practice asinsights are gained.

Authenticity: Most educational research leavesthe author out of the text; the
researcher’ sjudgments, biases, and evolving views are not included as part of the
report. This omission is not the result of forgetfulness, but rather reflects the
assumption that to present data that will be convincing and deemed legitimate,
attempts must be made to bracket out the subjective. The illusion created by this
bracketing can be very convincing. However, the author is part of the research not
only becausethe questions posed refl ect afocus on one set of concernsrather than
another, but al so becausetheconstructsdevel oped (i.e., theorganization of thedata)
and even the form and style of the communication all arelinked to the perspective
and orientation that the author brings to the research project. For research to be
authentic, therelationship between what is said and the person(s) doing thetalking
must be made apparent. Put simply, the author must beincluded in the story being
told.

Validity and Reliability: Validity and reliability are the criteria that set the
standards on which research is judged. Because Educative Research attempts to
alter the meaning of research and its purposes, traditional definitions of reliability
and validity must be altered. The validity, or “truthfulness’ of the data, can no
longer be understood as something extracted by an individual armed with a set of
researchprocedures, but rather asamutual process, pursued by researcher andthose

123



Out of the Silence

__________________________________________________________________________________________________|
studied, that recognizes the value of practical knowledge, theoretical inquiry, and
systematic examinations. The researcher’s knowledge is not assumed to be more
legitimate than the “ subjects’,” nor is his/her role one of helping the needy other.
Rather, theresearcher and subject attempt to cometo amutual understanding based
on their own strongly articulated positions.

Questions of validity, however, must go beyond the truthful ness of the data.
Theinfluence of theresearch process on who produces knowledge, whoisseen as
expert, and the resulting changes at the level of school practice are also part of an
expanded and political view of validity. For example, one criteria of validity would
bethedegreetowhichtheresearch processenablesdisenfranchised groupstofully
participate in the decision-making process, examine their beliefs, and make
changes based on this understanding. Research that establishes authoritarian
relationshipsand silencesparticular groupswoul d becriticized based onthisnotion
of validity.

Traditional notions of reliability are also altered when the central aim of the
research process is to develop voice. Within traditional methods, reliability is
understood in terms of the ability of independent researchersto come to the same
conclusions when the same procedures are used. In contrast, when the aim is the
development of voice, it is not expected and undesirable that independent re-
searcher-subject teamswould come to the same conclusions. It isalso undesirable
for theproceduresto remain unchanged from context to context. Proceduresshould
not only be allowed to evolve within a specific research study, but also to change
given the needs and priorities of a particular population. Reliability, therefore,
cannot be based on duplicating procedures, but rather must center on attemptsto
satisfy the underlying principle of voice and itsrelation to adesired type of school
change.

Ractices
While most research involves question posing, data collection, and analysis,
our approach differsfrom othersin that the data collection and analysis stages, as
well astheactionstaken, act back onthequestionsposed. Furthermore, attemptsare
then made to act on these revised questions. Put simply, we do not follow alinear
approach to research, but instead try to foster a process orientation. Educative
Research also differs from other approaches by emphasizing the question-posing
process. Thisprocessinvolvestheproductionof “texts’ that focusattentionon self,
context, and the connections between understanding and practice. By examining
these “texts” and their relationship, the basis for aresearch question emerges. To
clarify thisimportant aspect of Educative Research, itisnecessary to describe more
fully the production of these “texts.”

Sef and Context: Educative Research begins with the creation of two texts,
apersonal history and a school history. Personal histories, as one might imagine,
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focus on the individual, revealing how past experiences, circumstances, and
significant eventsmay berel atedtotheperspectivesteachersbringtotheclassroom,
theway they actin particul ar situations, and what they seeasproblemsor questions
to be asked about their work and the functioning of schooling. School histories, on
the other hand, center moredirectly on context, illuminating both the structuresand
norms of alocal school aswell as widely held beliefs about schooling.

Theintent of thefirstdraft, for both school and personal histories, istodescribe,
as opposed to analyze, aspects of self and context. Although all descriptions
embody the roots of analysis because they reflect a particular slant on the events
told, thisform of analysisis not emphasized in the beginning. These descriptions
direct participants to ask educational questions, reflect on their behavior in the
classroom, and examine the ethos of the school.

Oncethese descriptions of self and context are drafted, participants engagein
areflective process where the intent is to rework the descriptions by considering
what is left out, aswell asto clarify the events and circumstances explained in the
text. To facilitate this type of reflectivity, texts can be shared with other members
of theproject. Whenthe participantsfeel itisappropriate, they end thisphase of the
processand switch their focusfrom description to analysis. To do so, they look for
recurring themes or categories that capture their stories.

To further this process, texts written by “others’ are examined. In part, the
purpose isto make it possible for participants to look at the relationship between
their own understanding of teaching and schooling and that of others, while
centering their specific histories within the broader frame of the history of
schooling. It would be quite adeception, however, to suggest that the sol e purpose
of utilizing texts written by others is to compare one point of view with another.
Instead, these texts are seen as a way to expose the political. While it would be
antithetical to our position to arguethat all personal and school histories must use
aparticular set of “political” readings, if voice asaform of protest isthe aim of the
research process, one criteria for selection should be the potential of readings to
clarify and disclose oppressive formations.

With readings of thistypein mind, theanalysis proceedsin afreeflowing way
with partici pantsusing thethree sets of texts, (personal history, school history, and
those written by others) to createa“plot” that imposes meaning on aset of events.
In some cases, the analysis of context helps participants rethink their personal
histories. For others, the outside readings hel p them rethink their understanding of
contextandviceversa. Ineither case, theoutsidereadingsdo not obtain aprivileged
status; it isnot assumed that thisform of knowing is more valuable, worthwhile, or
legitimate than the knowledge produced in the personal and school histories.
Instead, different ways of knowing are valued in ways that are likely to illuminate
angles and shades of the question or issue not initially considered.

Once these analyses reach a point where the participants feel satisfied about
their authenticity and power, thefinal stage of the processisto ook across school
. _________________________________________________________________________________________]
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and personal histories to identify common themes and differences. This compara-
tive processenhancesthe possibility of identifying constraintsand limitationsheld
in common, whileraising questions about what is still taken-for-granted or deemed
impossible to change at the school level .2

Linking Theory and Practice: To link insights associated with self and
context with practice, participants in the Educative Research process used Hori-
zontal Evaluation. Horizontal Evaluation is a process in which teachers
collaboratively analyzetherel ationship between their teaching intentionsand their
practicesinwaysthat point to “living contradictions’ (Whitehead & L omax, 1987).
Thisisanother way of sayingthat they are searching for the gap between what they
desireto do in their teaching and what they actually end up doing. Wherethereis
not this mismatch between intention and practice, teachersthink through why they
want to achievetheparticular endsthey haveidentified, asopposed to unquestion-
ingly accepting them. Intentions can be stated in advance or can emerge from
discussion. When stated in advance, they becomeatext for analysis. A teacher, for
example, might hold theintention of covering the major issuesoutlined in the social
studiestext. I nstead of simply observing theextent towhich her/hispracticereflects
this intent, it is important that participants discuss why these issues should be
covered, what isleft out, and how thetextbook actsto further aparticular ideology.
Onceissueslike these are clarified, their desirability can be examined and debated
in relation to a normative framework.?

Typically, at thepoint that Horizontal Evaluationisintroduced, several aspects
of a research question have already been developed. First, understanding how
questionsarerel ated to aseriesof beliefsand eventsembeddedin personal histories
hasbeen addressed. Second, theway questionsarerelated totheschool cultureand
context also is apparent. One aspect of the question posing process that is still
missing, however, is the way questions arise from our understanding of the limits
and tensions embedded in our everyday practices and between our practices and
aims. Horizontal Evaluationisused, in part, to encouragethistype of reflectionand,
in certain cases, to enabl e research participantsto work together to pose questions
and examine data. It can become an important key to linking the literature and
personal and school history to everyday classroom experience in the formulation
and development of aresearch focus.

In summary, these practices and assumptions that are part of Educative
Research suggest some significant changesin theway wethink about and conduct
research. Includedinthesechangesisashifttoaprocessapproachtoresearchwhere
guestions, analyses, and actions become momentsin acontinuousendeavor. This
give and take between questions, analyses, and actions differs from traditional
methods by taking an activist stancetoward research and giving moreweight to the
processof question posing. For itisnot only theresultsthat count, but therelation
betweenresults, analyses, actions, and questionsthat isof concern. Tofacilitatethis
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processof question posing, Educative Research encouragesthose participating to
createtexts(personal and school histories) that expose aspectsof self, context, and
wider cultural norms. Horizontal Evaluation is then used to see the relationship
between these texts and to enable all research participants to have a say in the
guestionsaddressed andtheanal ysi sof thosequestions. When successf ul, thissort
of dialogical process makes it possible for those traditionally silenced to have a
voiceineducational matters. It canal soencourage protestsabout one’ sactionsand
the school context.

Robyn' sSory
[As noted in the introduction, Robyn’s story is both an account of how self and
context informs question posing and how she acted on the questions posed.]

The struggle between silence and voice has been lifelong for me. The
ramifications of swinging back and forth between the act of speaking out and
reticence are markersalong apath that defineswho | am. Society told meto be seen
and not heard, like some naughty child, while an inside whisper begged for a
listening ear. | wasin this state of frustration when | began ajourney into further
study of theeducational system. Thisstory isabout my chosen project of developing
teacher voice, but more than this, it is about my own travels in a previously
uncharted terrain; to speak and to be heard.

When | entered teaching, little did | realize how suited to silence was my
occupational choice. My mother promoted it asthe “ideal woman'’s profession.” It
wasn’t until much later that | discovered that teachers have historically held a
passive voice in the whirlwind of educational research and theory. This passivity,
inmy case, wasoften coupledwith strategiestofal sify my behavior to pleaseothers.
As| notein my personal history:

My “falsifying” or “cheating” took on three main behaviors, recognizable evenin
my personal relationships. These are described by Jackson (1968) as common to
most schools' implicit curriculum. ... “ (1) to behavein such away asto enhancethe
likelihood of praise and reduce the likelihood of punishment... (2) publicize
positive evaluations and conceal negative ones... (3) behave in waysthat disguise
the failure to comply” (p. 26).

I amstill living theimprint of theselessonsas| copewith the balancing act of being
asotherswish meto beand gaining an acceptance of self. Professionally, | facethis
guandary each time my principal enters my classroom to do ateaching evaluation.

The writing of my school history furthered my understanding of voice and
silence by pointing to the way school structures silence teachers. | found the
mandated curriculum and required texts used at the school played aroleinsilencing
my educational beliefsand aims. My analysisof ateacher survey, conducted aspart
of my school history, suggeststhat other teachersfelt constrained as well.

Thereis so much aready determined by the state core and the district, that many
. _________________________________________________________________________________________]
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of uslimit our involvement to how and inwhat order thematerial will be presented.
Some don’t even do that. This causes one to suspect that teachers have almost
completely withdrawn from the professional aspects of curriculum planning and
development. But not without hard feelings.

Much of my growing awareness about educational voice and silence was also
enhanced when | explored a vast array of literature as part of the ERP. These
readings released me from the guilt of what | could not change, and gave me
permission to change all | could. | gained confidence in my teaching. | began to
speak out and not hide behind my “closed classroom door.” Thissignified amajor
shift in my relationship to the system. | had learned to conceal what | was doing to
surviveinteaching. | recognized how my own hidden curriculum was perpetuating
aprofession of silent subversion; apolitical act that continued the hierarchy and
status quo. | realized that | had been a guard in a prison of my own making.

Horizontal Evaluation furthered my desireto understand theissue of voiceand
silence by providing thefirst glimpse of what could be doneto confront my silence
and the silence of teachers generally. | found that when | used this dialogical
process, | wasincreasingly willing to examine and change my old teaching patterns.
The benefits of this form of evaluation were numerous, as | note in one of my
Horizontal Evaluation conferences:

The benefits are spreading as | develop a stronger voice about my values with
regard to school issues. Newly found confidencein my teaching and itsunderlying
val ues enables me to express my viewsto colleagues, parents, administrators, and
the school board. I’m more willing to risk exposing my opinions about our school
structures and issues. This benefit has come directly from Horizontal Evaluation
as | reflect on my values and express them in the clearest terms to Kathy, my

partner.

It wasfor these reasonsthat | decided to reach out to my peers, through dialogue,
to share in this adventure of the development of teacher voice.

Thelnitial Devel opnent of aQuestion

Asl| participated in each of these practices of the ERP, acommon theme began
to emerge; teachers, in general, do not have avoice in educational reform. Further
investigation led to therealization that school structures, such asteacher isolation,
job intensification, and the schedule of the teaching day, as well as the historical
feminization of teaching, contributed to this result.

The simple act of talking about these i ssues began to change my professional
life. The empowerment for which | so longed in my profession and my life was
within me. This is not to say there were and are no structural barriers, but as |
addressed the self-imposed restrictions, theother barriersweremoreclearly defined
and understood.

These changes in my perception of the teacher role caused meto look at how
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otherscould al so benefit from dialogue. A recurrent question beganto appear inmy
thoughts and writing: How might our school, or even our profession, change if
discussion and reflection were made available and encouraged in awider audience
of teachers? Asthis possibility was discussed at |ength with Kathy, my Horizontal
Evaluation partner, | began to look for away to answer that question.

Toward this end, | decided to: 1. determine teachers’ attitudes about profes-
sional dialogue, defined as “a discussion among two or more colleagues about
issues related to the profession”, 2 (see Appendix A); 2. organize amethod for the
development of teacher voice through dialogue; and 3. evaluate and analyze the
dialogue sessions to better understand their import. | analyzed the results of the
teacher attitude survey in combination with the themes and patternsfound consis-
tently within the teacher dial ogue sessions.

During the week following each of the first four teacher discussion sessions,
and twice during the 1989-90 school year, Kathy and | met to review and compare
notes. These comprised a second area of data collection. We used Horizontal
Evaluation to compare the intentions for the meeting with the realities of what
transpired. Transcripts of my dialogue with Kathy provided an additional text to
determine how the process was influencing each dial ogue session.

As | trace here my two-year study, | start with the question of professional
dialogueand consider how thisconcern changed over time. | then discussrecurrent
themesfoundinthesurvey, (teacher interest, perceived administrativesupport, and
constraints on dialogue). My reflection on the meetings, possibilities for change
among the participants, and future directions will follow.

Revi siti ngt heQuesti on

When | beganthisproject, | assumed everyoneknew what | meant by dial ogue.
| soon discovered that the definition of dialogue was deceptively broad with many
implications. | waswarned by several people that this could become an exercisein
futility, with teachers merely using the dialogue forum as a gripe session. While |
wasn'’t surethat allowing teachersto gripewasall bad (asapeer pointed out, some
might call this “problem-posing” if mentioned in reference to, say, businessmen),
| did look upon a more formal dialogue about broader educational issues as
preferable to the common presentist talk about “what happened to Johnny today”
(Bullough, 1987). | have, however, since rediscovered the value inherent in
informal conversations among teachers.

These informal discussions were a foundation for teachers to break through
their isolation and build confidence. It is only where trust and openness are
encouraged that a more formal sense of dialogue is likely to take place. Since the
more common, informal talk of teachers provides a starting point for more formal
dialogue, any combination of thetwowasacceptabl efor the purposesof thesurvey.
Withthisdevel oping senseof dialogueinmind, | turned my attentiontothequestion
of why, asagroup, teachers’ voices are not heard.

. _________________________________________________________________________________________]
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I nSear chof anAudi ence

It appearsthat silence and its seeming flip side of talking has alot to do with
the question of audience. At times, silence can be more alack of acceptable voice,
not an absence of voice. Teachers do discuss educational issues, but theseissues
tend to be skewed toward classroom concerns, (what to do about Suzy’ sbehavior,
how to deal with yet another district mandate, etc.). Teachers' tendenciesto focus
on these sorts of issues has much to do with the expectation that no one of
importance will listen or consider their views. They have grown to anticipate the
continuance of school structures and mandates, instigated without their input and
often in the face of their objections. The challenge for teachers, as well as other
silenced groups such asBlack women, isnot to “ emergefrom silenceto speech, but
to change the nature and direction of our speech. To make a speech that compels
listeners, one that is heard” (Hooks, 1989, as quoted in Ellsworth, 1989, p. 313).
Thereismuch that peopletraditionally silenced share and the shift of voiceto“ one
that is heard” is exactly what teachers must do if we hope to have an impact on
current educational structures, theories, and aims.

One way to move the dialogue from perceived futile griping to one that
“compelslisteners’ might betoincorporateresearch asaway to cultivateourselves
and validate our views. | found a growing audience as | learned to incorporate
research into my expressions. Surprisingly, | discovered a maturing acceptance of
my expertise as a practitioner through reading the works of those considered
educational experts.

Teacherstypically have very little awareness of or access to current research
which could contributeto teacher dial ogue. | had been hesitant toread journal sthat
continuously blame the classroom teacher for our educational illswhile promoting
strategies that are out of touch with the realities of class size, minimal pay, and
intensified scheduling. | haveal so seen how thisabsenceof outsideinput haslimited
theexpression of my educati onal views, thuscontributingtomy frustrationand aura
of silence. While recognizing the value of practical knowledge, my own aswell as
others', | havegrown to accept and respect the placeresearch canholdininforming
practice. If research is to be made more available to classroom teachers, the
assumptions of the process need to be examined. Research cannot be accepted as
“truth,” but rather asafocusfor discussionand comparisontothepractical concerns
of teachers.

A vital connectioninthisaccesstoresearchistimeto sharethismaterial anong
peers, whether such discussion entailstheir own or others' research. It hasproven
important to my development to discuss research and educational theory with
others as | find it applies to my classroom and teaching. With these developing
assumptionsregardingthecultivation of anaudienceshaping my perspective, | now
turn to the analysis of my survey and the recurrent themesthat | found.
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The survey addressed three major areas of concern in relation to dialogue:
teacher interest, administrativesupport asseenfromtheteachers' point of view, and
possible constraints on teacher dialogue. The results of the questions regarding
teacher interest seemed to confirm what | had believed from the inception of my
project: teachersareinterested in dialogue and that the teachers' level of involve-
ment in the discussion of educational issueswould deepen if they were given the
opportunity. Thesepositiveresultsgavemetheencouragement | neededto proceed
with my project. | wasready tojoust with windmillsintheface of structural barriers,
guestions of power, and conflicting teacher priorities. With the armor of teacher
interest securely in place, | turned to theissue of administrative support, asviewed
by teachers.

Administrative Support: The majority of teachers responded negatively to
guestions regarding administrative support, listing examplesthat gave credenceto
their perceptions. Comments addressed arange of topicsfrom thefact that salaried
timewasnot all otted toteachersfor collegial exchange, totheobservationthat when
time was provided, the discussion had to be on the administration’s terms. The
dialogue usually allowed was defined as*“ controlled” by one teacher, who summa-
rized the process as, “ outcome before dialogue.” Another teacher went so far asto
say the district was not supportive of dialogue because that lack of support wasa
way to “divide and conquer.”

This lack of administrative support compounds the structural constraints to
dialogue inherent in the educational system. One predominant concern of the
surveyed teachers was that of time. Many expressed concern about the time
constrai nts under which they had to work. Even those teacherswho stated interest
in and commitment to attending dial ogue sessions outside regular school hours
qualified their answers with disclaimers about subject matter and time limitations.
Other schedul ed responsibilities had to be taken into consideration, at the expense
of dialogue.

Constraints: As this project developed, | began to see time as my biggest
obstacle. No matter when the dial ogue sessions were scheduled, conflicts arose. |
believed if time could be officially designated, my problems in establishing
dialogue with my peerswould be solved. | found much support for thisbelief in my
readings. Traditionally, teachers’ work has been defined solely in terms of student
contact. Timeaway from studentsto plan or discusseducational concernshasbeen
scarce. Hargreaves (1990) furthered my understanding of time by arguing that it
was directly tied to power relations (p. 6). Since most elementary school teachers
arewomen, while men are more often found in teaching situationsin the secondary
schools, university levels, and administration, notions of gender and power rela-
tions are implicated in the uneven distribution of time for professional pursuits
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outside of student contact. This realization fueled my anger and frustration at the
lack of time for dialogue with my peers.

As my understanding of the issue of time grew, | began to recognize another
factor that complicated the question. In addition to the absence of timefor teachers
to engage in dial ogue, the question of how important this processisin relation to
other teaching responsibilitiesemerged asacentral concern. When | wasfirst asked
by theinstructor of theERPto get together with apeer to discusseducational issues,
| waswilling to do it because it was required, not because | felt aburning desire to
enter into such an arrangement. It wasn'’t until well into the processthat | began to
seetheimport of what we were doing. | innocently expected my peersto make such
aleap in the redefinition of their role without similar motivation. The traditional
training of teachersincludesthe perception that their domain of influenceissolely
concerned with practical issues. The determination of educational aimsis |eft for
experts. If that is the case, why waste limited time on dialogue that is outside the
range of traditional concerns? Part of the difficulty | faced and continue to address
isthisconstructed role boundary.

Along with this limit, the dichotomy of teacher isolation/autonomy posed
another major obstacle. Thisdouble-edged sword isoften seen asthelast refuge of
teacher control and thereisgreat reluctanceto surrender it for the uncertain results
of professional exchange (Goodlad & Klein, 1974; Tye & Tye, 1984; Freedman,
Jackson, & Boles, 1986). As Flinders (1988) notes, isolation is often used as an
adaptive strategy to protect time and energy for the more immediate demands of
instruction. This preference must be seen in the context of the pressures and
demandsof acomplex occupation. If someof the other pressuresof teaching are not
relieved, dialogue will rarely appear at the top of ateachers’ list of priorities. Until
these multiple constraints are addressed, along with the lack of administrative
support, there will be limits on the quality and quantity of dialogue pursued. In
addition, theseconstrai ntshavehad definiteeffectsontheactual sessionspromoted
throughthisstudy.

Ref | ecti onsont heD al ogue Sessi ons
Twenty-fiveteachersattended thefirst sessionin April of 1989. Teacherswere
eager to talk to each other, and | felt exhilarated at this successful beginning. Some
objectedtomy request to audio-tapethesession, eventhough| assuredthem| would
be the only person to hear it, and it would be used only for the purposes of my
research. Promises of anonymity were rejected, so we went on to the topic of
“teacher isolation” completely dependent on my marginal note-taking skills.
Several teacherscontinued animated conversation after themeeting had ended, and
one teacher enthusiastically commented during recess duty, “Congratul ations!
Y ou’ve gotten teachers talking to each other!” | was feeling quite pleased and
believed this dialogue session idea was going to work.
As | later reflected on the four dialogue sessions instigated in the 1988-89
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school year, | realized | had certain naive expectations about how they would

transpire based, in part, on thisinitial success. | thought that given the chance to

discusseducational issueswith their peers, many teachers of diverse philosophies

would attend often. | expected to establish acoregroup, at thevery least. Thiswas

not the case. Attendancehad becomeso erratic by theend of thefourth session that

this “core group” was composed of Kathy, who had to attend for our Horizontal

Evaluation conference, and myself. Somehow, these dialogue sessions were not

meeting teachers needs. Otherwise, it seemed to me, attendance would be a
priority.

A common fear | faced, and with which | continue to deal, concerns my own
abilities and qualifications in conducting these sessions. | had never attended a
teacher dialogue meeting before | introduced them to my peers. My experiencewas
comprised of faculty meetings. | knew | did not want to duplicate those, but what
type of session would be an appropriate model ? When few teachers attended or
participated, | was certain it was due to my inability to discern their needs and
desires. Surely, another teacher with better skills and knowledge could do justice
to this cause, yet who wasthis person?

Other structures and issues besides my feelings of incompetence affected
attendance. The lack of trust among teachers as well as between the teachers and
administration wasobvious. Therefusal to participateif thefirst sessionwasaudio-
taped is one example of such lack of trust. The interference of other scheduled
meetingsal so limited attendance. The absence of administrative support, although
not altogether unexpected, did surprise me in its intensity. Perhaps inadeguate
teacher input on the topics for dialogue was an inhibiting factor. Questions about
my level of influenceinthe sessionscontinuedto beraisedinmy mind. | wroteabout
my concerns in a reflection about my project:

Teachers complained of attending meetings where the agenda is determined and
manipulated by the administration. How differentisit if the agendais determined
and manipulated by me? Probably a minimal difference. The intention of this
project is to give teachers a forum to develop their voices, in whatever direction
that might be. How can that happen if they cannot have avoicein how the meeting
isorganized?If | perceive my position as onewho is more knowledgesbl e because
| have experienced or read more, am | any different from those in administration?

No.

It waswithinthe storm of these previously unforeseen obstructions, priorities, and
guestionsthat the 1989-90 teacher discussion sessions were approached.

At thistime, the notion of dialogue was maturing within my mind. | washoping
that as teachers discussed educational issues among themselves, dialogue could
begin with administrators, some level of agreement could be achieved, and we
could moveforward toward new educational horizons. Unfortunately, thisgoal was
still [imited by anumber of problemsin simply getting the dial ogue sessions off the

ground; many of which were experienced the year before: inconsistent attendance,
. _________________________________________________________________________________________]
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time constraints, lack of recognition by the administration, and alack of ownership.

When oneteacher summed up her inconsistent involvement inthe sessionsas
“supporting (me) in (my) little deal.” | became especially discouraged. How could
I make it her “little deal” too? Questions | started asking myself included:

Why would |, as ateacher, get involved in the group?

How can | get the teachers past the stage of thinking thisiswhat they do
for meand toward doing it for themselves? They picked the schedule
and the topics, yet still the meetings are my “little deal.”

This question of ownership seemed to further point to the possibility that the
professional dial ogue sessions were not yet meeting teachers' needs. | decided to
take the issue right to the teachers and ask them what they wanted to spend time
working on.

During our December meeting, it was decided wewould devel op aproposal for
a computer lab for the school. An earlier request for alab had been refused. This
push for what teachers wanted in the face of the administration’s refusal was an
aspect of empowerment previously unseen. The organizational power of thegroup,
in contrast to individual effort, had begun to be realized. Suggestionsfor research-
ing benefits and detriments found in other schools with labs was pursued, as well
as exploring costs and potential funding. One of our teachers had studied the
philosophical implications of computer technol ogy with regard to gender and class
andwasaskedto present her findings. With thistopicasafocus, andthepossibility
of change within the reach of teachers, a core group of seven began to formalize.

The developing sense of full participation greatly affected the nature of our
next dialogue session; the last one of the 1989-90 school year was attended by the
district superintendent. Hehad previously indicated aninterest in our meetingsand
accepted our invitation. Our discussion involved the district’ s recommendation of
the use of only one kindergarten through sixth grade science program. We
discussed possibilities such asfunding science equi pment and material sinstead of
classroom sets of textbooks that, for many of us, most likely would sit, unused, on
the shelves. Ideas were explored as we worked around the previously perceived
impenetrabl e structuresand mandates of the administration. Many teachers, myself
included, were unaware of this potential flexibility onthe part of the administration.
This was also a significant shift in the teachers’ willingness to discuss issues of
concernwith thosein power. The alternativeswe explored weretaken to thefaculty
and discussed further. Many intended to follow the alternate path and order
equipment, not textbooks. Empowerment through dial ogue and our ability to make
more substantive choices was beginning to be experienced.

Wii sper s of Change
At thebeginning of thisjourney, | asked aquestion: How might our school, or
even our profession, change if discussion and reflection were made available and
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encouraged in awider audience of teachers? Changeisan elusive perception, hard
to document and prove. Nevertheless, | believe change has occurred for teachers
and administrators. While recognizing that changes within me were motivating
factorsfor this project, |, too have continued to change.

Teachers discussed some perceived changes during our | ast dial ogue session
of the 1989-90 school year. In general, it was enthusiastically agreed that isolation
was decreased and trust was growing between members of the group. Often the
topics we discussed were continued among a wider audience during lunch, and
comments about more sharing between grade levels were made. Barriers of
isolation were beginning to break down.

The heightened sense of power a group can hold, as opposed to individual
teachers attempting to initiate change, was acknowledged. The speed with which
thosechangescantakeplacewhenagroup of teachersaresupportingthem, wasal so
explored. This growing sense of empowerment to address and change structures
through dialogue, in an environment of trust, isin direct contrast to the traditional
isolation and acceptance of the hierarchy. Asmore and more educational issuesare
addressed, these teachers are redefining and recreating their own sense of profes-
sionalism to include the investigation of the aims, as well as means, of education.

While changing the administration was not a goal, it was an unforeseen side
benefit that occurred as teachers began speaking of their views and concerns.
Administratorsbegantolisten. Onechangetranspired at the beginning of the 1989-
90 school year. The principal announced that our faculty meetings would have
schedul ed timefor sharing ideas and discussions of professional issues generated
by the faculty. Only a small portion of time would be taken for business and
administrator-generated items. This had not been addressed before, and our
principal admittedthat thiswasher responsetotheinterest displayedinour dialogue
gatherings.

Our superintendent has spoken highly of our attempts to generate dialogue
among the teachers in our school. In arecent letter, he wrote:

| enjoyed thediscussion...and wasimpressed with theimportanceof theissuesyou
dealt with and the thoughtful ness with which those i ssues were discussed. | think
that you have launched something very important and worthwhile. | would liketo
see similar groups develop all over the digtrict. | think if teachers had the
opportunity to participate in discussions such as [these], they would find their
professional work much more stimulating and growth promoting. Moreover, there
would be, over time, an increase in the quality and effectiveness of teaching and
learning.

It appearsour superintendent was redefining traditional notionsof professionalism
infavor of theideathat dialogueisconduciveto growth. Thisbodeswell for future
possibilities for this forum.

Thedial oguebetweentheteachersand our superintendent extendstherangeof

thisproject. Asl wroteinaletter to the superintendent after hisvisit: “Itisimportant
. _________________________________________________________________________________________]
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for me and others at my school to see your interest in what we are doing. I’ m sure
| cannolonger speak of ‘ theadministration’ asa...facel esspower structure, asl have
been known to do in the past.”

Personal Changes: Asl havediscovered over the past twoyears, thisstudy is
about process. It hasnofinal product, noendresult. Inmy initial effortstowritethis
story, | learned yet another way of denying voice and my experiences by molding
them into a more traditional research format, into the voice of the disembodied
researcher. Part of my training when | entered the masters program included
learning to write up my research in the acceptable manner: as an unidentifiable and
unapproachableexpert. Atfirst, | adoptedthisformand begantowriteasadisguised
colleague. As the ERP explored what it might mean to write in our own voices, |
resisted moving away from this form because | was sure it would make me silent;
researchers would reject my practitioner voice as unimportant, illiterate, and
inexpert. | had worked too hard at developing this expertise to have my words not
heard by thetheorists. Beneath the surface of thisposition wasarejection of myself
as important or integral to what | might have to say. After all that | had written or
studied about voice, | still looked for ways to mute my story or costumeit in more
agreeablewaysto suit my audience. Over time, | realized anew level of acceptance
of my experienceastext. It hastaken mealong timeto cometo aplacewherel could
accept my views as legitimate and allow my voice to be heard.

Learning to be silent can entail alifelong training. To unlearn it, and begin to
speak, can also require education. The issue of voice and silence has been
representative of more than the mere production of sound; it has ramifications for
my sense of being, of becoming aperson, that resembles the metaphor repeated in
Women's Ways of Knowing (Belenky, Clinchy, Goldberger, & Tarule, 1986): “We
found that...the development of a sense of voice, mind, and self were intricately
intertwined” (p. 18).

Through the past year, | have begun to reassess the assumptionswith which|
began thisjourney. | had hoped to |ead teachers out of the tyranny of their prison
of silence. As the dialogue sessions developed, | realized they would lead them-
selvestothelevel of articulationfor whichthey wereready. | found | could notforce
change in a pre-determined way. | could only offer a forum and encouragement,
thenlet teacherschooseamongarangeof self-determined optionsand proceed from
there.

When | analyzed my school history, the established school structures seemed
impenetrable and unchanging. Time constraints and district mandatesin particular
seemed to be the walls within which | had to make myself comfortable. | can now
seethey havedoors, and someareonly madeof paper. Asdial oguecontinueswithin
our school, we see more and more structuresdissolve aswe ask questionsand seek
answers. | am learning to accept less on face value, as | dialogue with my peersin
a “language of possibility” (Aronowitz and Giroux, 1985). | am continually
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learning to trust my peersto know what they want in adiscussion format. They are
hel pingmetodefinemy roleasthepersonwho setsup thesessionsandthen sitsback
and participatesinwhat next transpires. It isessentially what | had originally hoped
would occur. My goals are changing and now correspond more with Rorty (1980)
in his stressing that “the conversation should be kept going rather than to find
objective truth” (p. 377).

It isimportant that more dial ogue be cultivated between teachers and admin-
istratorsasthe usual questionsof method grow toincludeeducational aimsandthe
traditionally unseen parameters of teaching. Parents and students have been even
more discouraged from speaking than teachers. Eventually, | must find ways to
includetheir voicesaswell. My personal journey to develop my teacher voice has
taken me further down the path to the doors of more partners in silence than |
imagined to be possible.

Ultimately, for me and for my profession there is much unfinished work to be
donein the area of developing teacher voice. Encouraging or ignoring the silence
has not produced the hoped for educational result. For, as Adrienne Rich (1978)
acknowledges inCartographiesof Slence, thereismorebehind thissilencethan at
first appears:

It isapresence
it hasahistory, aform

Do not confuseiit
with any kind of absence (p. 17)

Revi si ti ngt heText
Close scrutiny of Robyn’s story and its construction suggests a number of
guestions about personal narratives. Thefirst query we will address concernsthe
relationship between personal narratives and voice; the second centers on the
import of personal narratives, and the third considers the politics of personal
narratives.

Personal Narrati ves and\bi ce
At first glance, it would appear that one of the benefits of personal narratives
isthat they provideaforumfor thosewho have been silenced to speak out and enter
intoeducational discoursesinwaysthat historically havenot beenpossible. Clearly,
for Robyn, the writing of her personal narrative enabled her to act in this way.
However, it is also the case that in speaking out, Robyn, at times, silenced others.
Not only did she note thisin her reflections on the dialogue sessions but when
referring to othersin her personal narrative, the writing often slipsinto a passive
voice suggesting that “these others” are objects more so than critical subjects.
What thistension suggestsisthat personal narrativesare not simply individu-
alistic endeavors. Whilethey may be produced by anindividual, they havelinksto
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othersin the sensethat speaking out and audience arein many waystwo sides of a
connected whole. When wereflect on Robyn’ s personal history, it isapparent that
thefocusison the person speaking, deemphasizing what the speaking out doesto
others. Toaddressthequestion of what speaking out doesto others, wewould have
needed to shift our orientation sothat consideration could havebeen giventoissues
of power between those speaking and the audience.

Related to the above concern isthe question of whose storiesget to betoldin
the first place. Traditionally, there can be little doubt that teachers have been
silencedandignoredin substantivepolicy debatesand decisions. However, they are
only one of several significant groups who have been denied an opportunity to
speak. Parents and students, especially those from working class and minority
backgrounds, continue to be denied access to educational decisions (Connell,
1982). Furthermore, Robyn’s opportunity to write her story came about primarily
because shewasparticipating in auniversity program. One could claim without too
much exaggeration, therefore, that those who write personal narratives represent a
privileged segment of a group, even if that group is generally disenfranchised in
terms of their opportunity to participate in policy debates.

If the writing of personal narratives is in one sense a privilege, than it is
important to consider what this privilege means for the formation of particular
groups and how this privilege is distributed across groups. One possible way to
examine thisissueisto focus on the context or material conditions that shape the
terrain on which personal narrativestake place. When onedoesso, itisevident that
personal narratives are not distributed into an innocent world, but rather aworld
saturated by power relations. They are dispersed into a context that is inherently
structured by hierarchical power relations. L eaving theserelationsof power inplace
enables those who work and live within a set of material conditions that provide
flexibility, time, and the development of communicative skills, to have their voices
heard. Ontheother hand, thosewho do not havetheopportunity toenterintoal ong-
term reflective process and work in intensified work environments, are likely to
remain silent (Apple, 1986). If personal histories are to enable those historically
silenced to speak out then efforts must be made to alter the wide disparities in
material conditionsthat allow certain groups, or segments of groups, to engagein
thisprocess.

Inthisregard, the construction of Robyn’ sstory suggeststhat efforts need to
take place on several fronts. First, the question should be raised about why one
should start with teachers and how, if at all, the process should be expanded to
includeothers. Second, if thebeginning pointisteachers, effortsneedto bedirected
at altering their isolated, intensified work environment. It isnot enough, aswasthe
casewith Robyn, to temporarily alter work conditionsfor afew. Instead, part of the
challenge of personal narrativesisto providean altered context so that theinsights
and development inherent in thisform of story telling do not become the province
of an advantaged few.
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Wiy Per sonal Narrat i ves?

Besides these general concerns about “others” and context, the import of the
storiesthemselves needsto be scrutinized. Oneway to understand these narratives
is as achallenge to traditional notions of |egitimate knowledge, especially within
aresearch context. Viewed from this perspective, theimport of these storiesisthat
they further multiply ways of knowing and provide opportunities, especially for
thoseworking at thelevel of practiceto usetheir experience asaform of knowledge
to play amore central role in policy making. Because most research is an attempt
tocodify experiencesuchthat it producesinsightsunlikely to begarnered by simply
having a particular set of experiences, personal narratives challenge this view by
creating aform of knowledge that isdirectly linked to experience. The quest, inthe
writing of personal narratives, isnot to create laboratory situations which produce
generalized insights, or to explicate the main orientations, themes and patterns of
a culture, but rather to describe and expose experience. In this way, legitimate
knowledge is expanded such that the articulation of experience is seen as having
value.

Viewing experience as a legitimate form of knowledge, however, does not
suggest that this form is beyond reproach. Asis true of the powerful criticisms
level ed agai nst positivist research, scientismand even morequalitativeapproaches,
(Lather, 1986; Carr & Kemmis, 1986; Gitlin, Siegel, & Boru, 1989), the knowledge
producedfrom personal narrativesisopento systematicdistortionsand oversights.
In assessing the import of these narratives, therefore, it is important to ask what
mechanisms are in place that provide a critical account of the stories told.

One such mechanism found in many personal narrativesisto have an outsider
encourage the author of the narrative to rethink the content, form and style of the
story. Another mechanism found in Robyn'’s story is to examine the relation
between texts to develop a critical look at the story being told. Although both
structures provide aforum for criticism, this criticism can be skewed and distorted
in systematic ways by hierarchical power relations. In the case of the outsider,
becausetheprocessof criticismisoneway (fromtheoutsider totheauthor), agame-
likeatmospheremay befurthered such that changesaremadeto pleasetheoutsider.
On the other hand, if the critique of knowledge results from looking across texts,
then the criticism may be systematically altered if someone other than the author
determinesthe structure of the texts. Robyn’sstory isacasein point. In her story,
criticismwasfurthered by producing atext that focused on self and context and then
by comparing this relation with other accounts of a similar nature produced by
peers. This process enabled her to challenge her initial assumption about what is
dialogue and importantly her interpretation of why therewas such astrugglewithin
thedial ogue sessionsthemselves. Her story was not aseaml essaccount that traced
aseriesof events, but rather afluid processof articul ationthat shifted back andforth
between telling the story and reconsidering it. It is also the case, however, that
. _________________________________________________________________________________________]
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Robyn structured these texts according to guidelines imposed by Andrew, the
instructor of the course. Although criticism was part of the process of story telling,
this criticism was in some ways focused by the structure imposed on the author.

Andsothequestionarises, how doreaders, researchers, theauthor, and others
interact critically with a personal narrative? Letting the story stand without
comment allows inevitable distortions within the knowledge form to go unchal-
lenged. Conversely, thereis no easy way to challenge the authenticity and power
of the story without reverting to hierarchical power relations.

Thepoliticsof personal narrativesandtheset of valuesthese narrativesfurther
also needsto be debated. Oneway to think about the politicsof thisform of inquiry
isasan attempt to strengthen atype of understanding which can challengewhat are
seen to be oppressive relations. Can such a claim be made about these personal
accounts? We suggest that one way to do so isto argue that personal narratives
confront traditional and narrow notions of legitimate knowledge and play arole,
although asmall one, in paving the way for silenced groupsto speak out and enter
into policy debates. For example, when Fine (1991) includes autobiographical
sketchesinher book ondrop-outs, sheall owsstudentsof col or who havenever been
given an opportunity to speak out, to provideinsights about racism and schooling.
When Tierney (1991) usesthe personal narrative of aNative American gay student
to frame arguments about prejudicein higher education, the reader seesfirst hand
what assumptions about sexuality and race mean for those who operate on the
margins. Inthese examples, personal narrativesclearly play apolitical role, both by
enabling disenfranchised groups to speak out and importantly by furthering an
understanding of common forms of oppression.

There are, however, possible tensions within this view of personal narratives.
One such tension occurs when an academic authorsthe story of adisenfranchised
actor. Inthisinstance, not only hasthe academic used the personal narrative of the
other to speak out, but often the story told is framed by a set of assumptions,
priorities, and constraints which silence in subtle ways the personal narrative
embedded within the manuscript. Another tension in this view of personal narra-
tivesisthat the story written centers on past experiences. As a consequence, the
story may help the reader understand the complex and violent ways that prejudice
weavesitself through the lives of those at the bottom rungs of our society without
providing much insight about what can be done or the difficulties in making
changes which confront one’ s location in our hierarchical society.

In sum, there are many questions|eft to be raised about this new and powerful
form of inquiry. What Robyn’ sstory suggestsisthat we need to look more closely
at the construction of the story. Further, questions need to be raised about the
relation between thestory teller and other. Andfinally, therelationship betweenthe
story and the material conditions that enable some to tell their story needs to
scrutinized.
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! For example, in one school history conducted by three members of the ERP, the teachers
had almost absolute autonomy over curriculum matters. Others in the group not only
had very different storiesto tell, but, importantly, did not think that sort of autonomy
was possible within their district.

2 For a more complete description of Horizontal Evaluation, see Gitlin and Smyth (1987)
Teacher Evaluation: Educative Alternatives.

8 Twenty-one of the 34 distributed surveyswere returned, representing about 62 per cent of
theteachers. Their teaching experiences ranged from three to 29 years, with grade level
assignments from kindergarten through sixth grade, one media specidist, and seven
teachersfrom specia programs, ie., resource, self-contained learning disabled, severely
intellectually handicapped, speech, and gifted and talented. Eleven had graduate
degrees, while three indicated that getting a graduate degree was a career goa. Two
teachers were working on a “Master’s Equivalency” offered through the district.
Sixteen teachers indicated “Career Ladder” status, a district program devised to
determine outstanding teachers for leadership positions.

Ref erences

Apple, M. (1986). Teachers and text: A political economy of class and gender relationsin
education. New York: Routledge and Kegan Paul.

Aronowitz, S., & Giroux, H. (1985). Education under siege: The conservative, liberal and
radical debate over schooling. South Hadley, MA.: Bergin and Garvey.

Belenky, M., Clinchy, B., Goldberger, N., & Tarule, J. (1986). Women’ s ways of knowing:
The development of self, voice, and mind. New Y ork: Basic Books.

Bernstein, R. (1983). Beyond objectivismand relativism: Science, hermeneutics and praxis.
Philadelphia, PA: University of Pennsylvania Press.

Bullough, R. (1987). Accommodation and tension: Teachers, teacher role, and the culture of
teaching. In J. Smyth (Ed.), Educating teachers: Changing the nature of pedagogical
knowledge. (pp. 83-94). New Y ork: The Falmer Press.

Carr, W., & Kemmis, S. (1986). Becoming critical: Education, knowledge and action
research. London: Falmer Press.

Connell, R. W. (1982). Making the difference: Schools, families and social division. Berne
Convention.

Ellsworth, E. (1989). Why doesn't this feel empowering? Working through the repressive
myths of critical pedagogy. Harvard Educational Review, 59, 297-324.

Fine, M. (1991). Framing dropouts: Notes on the palitics of an urban public high school.
Albany, NY: State University of New Y ork Press.

Flinders, D. (1988). Teacher isolation and the new reform. Journal of Curriculum and
Supervision, 4 (1), 17-29.

Freedman, S., Jackson, J., & Boles, K. (1986). The effect of teaching on teachers. Boston,
MA..: Boston Women'’ s Teachers' Group. (ERIC Document Reproduction Service No.
Ed 85 63735).

Gitlin, A., Siegel, M., & Boru, K. (1989). The palitics of method: From leftist ethnography

141



Out of the Silence

__________________________________________________________________________________________________|
to educative research. Qualitative Sudies in Education, 2 (3), 237-253.

Goodlad, J., & Klein, F. (1974). Looking behind the classroom door. Worthington, OH:
Jones and Co.

Hargreaves, A. (1990). Cultures of teaching. Unpublished paper, Ontario Institute for
Studies in Education.

Hooks, B. (1989). Talking back: Thinking feminist, thinking black. Boston, MA: South End
Press.

Jackson, P. (1968). Life in classrooms. New Y ork: Holt, Rinehart and Winston, Inc.

Lather, P. (1988). Feminist perspectives on empowering research methodol ogies. Women's
Studies International Forum, 2, (6) p. 569-581.

Lather, P. (1986). Research as praxis. Harvard Educational Review, 52 (3), 255-277.

Rich, A. (1978). Cartographies of silence. In The dream of a common language. New Y ork:
W. W. Norton.

Rorty, R. (1980). Philosophy and the mirror of nature Princeton, NJ: Princeton University
Press.

Tierney, W. (1991). Self andidentity inapost modernworld: A lifestory. A paper presented
at the annual American Anthropology of Education Conference, Chicago.

Tye K., & Tye, B. (1984). Teacher isolation and school reform. Phi Delta Kappan, January,
1984, 319-322.

Whitehead, J., & Lomax, P. (1987). Action research and the politics of educational
knowledge. British Educational Research Journal. 13,(2), 175-190.

Appendi x A
ASurvey of Teacher Attitudes onProf essi onal O al ogue

Individual responsesto thissurvey will be kept confidential . Participationisvoluntary. The
datafrom this survey will be reported to thosein the Educative Research Project and will be
available to participants upon request. Thank you for your candor and participation in this
project.

Present school assignment
Number of years teaching
Career Ladder Status?

Definition of “professional dialogue”’—a discussion among two or more colleagues about
issues of, related to, or suitable to the profession.

1. How oftenistime for professional dialogue provided by the administration?
a. once aweek or more
b. once a month or more
C. once a term or more
d. once ayear or more
e. never
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2. How often do you seek out professiona dialogue, on average?

a once aweek or more
b. once a month or more
C. once a term or more
d. once ayear or more
e. never
3. Please indicate the topics most often addressed during the time, if any, you spend in
professiona dialogue: (check off one or more)
a. complaints
b. classroom ideas
c. educational philosophy
d. curriculum development
e. student issues
f. current research
other, (please specify):

4. How would you characterize the professional dialogue in which you
participate most of thetime?
a. not very productive
b. somewhat productive
c. productive
d. very productive
5. Do you fed aneed for more time spent in professional dialogue?
Yes No

Please explain:

6. Do you feel your principal is supportive of professional dialogue?
Yes No

Please explain:

7. Doyou feel thedistrict is supportive of professional dialogue?
Yes No
Please explain:

8. If aschedule for professional dialogue was arranged at times outside of your regular,
salaried time, would you attend?
Yes No

Please explain:

9. If aschedulefor professional dial ogue was arranged during regular school hours, would
you attend?
Yes No

Please explain:
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10. Of the following ideas, which do you believe reflect benefits to be gained from
participation in professional dialogue? (Prioritize from #1- most important, #2 next, etc.)

a to ease teacher isolation
b. to devel op a support group
C. to share ideas
d. to explore alternatives
e. to discuss educational issues
f. to expand my knowledge base
g. to learn what others feel and think
h. very little or no benefit, that | can see
i. other, (please specify):

Thank youfor your cooperationinthisproject. Feel freeto add commentsontheback. Please
return your completed survey to Robyn Russell.
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