DOCUMENT RESUME

ED 420 422

AUTHOR
TITLE
PUB DATE
NOTE

PUB TYPE
EDRS PRICE
DESCRIPTORS

PS 026 593

Johnson-Kwartler, Patricia
Early Childhood Education Student Teachers' Pedagogical
Perspectives: Rural Socialization and Professional Growth.
1998-04-00
16p.; Paper presented at the Annual Meeting of the American
Educational Research Association (San Diego, CA, April
13-17, 1998).
Speeches/Meeting Papers (150)
Reports
Research (143)
MF01/PC01 Plus Postage.
*Early Childhood Education; Higher Education; *Preservice
Teacher Education; *Professional Development; Rural Areas;
*Rural Environment; Rural Schools; Socialization; Student
Attitudes; *Student Teachers; Teacher Education Curriculum;
*Teaching Experience

ABSTRACT

The literature on teaching does not include the perspectives
of the student teacher in learning to teach, particularly in rural contexts.
This study explored the development of two early childhood education student
teachers' pedagogical perspectives, with respect to enactment of curriculum
in two rural contexts. Two case studies illustrate the phenomenological
experience and meaning-making of each student teacher. The case studies were
compared and contrasted with aspects of rural socialization and seven
theories of a teacher's personal growth. The study identified conventional
wisdom, cultural myths, and beliefs about the context of student teaching.
Two significant findings that emerged from the experiences were that the two
student teachers: (1) tend to reflect "rural socialization" that contradicts
their spoken progressive ideology; and (2) "professional growth" was limited
due to energy spent decoding the perceived power of the classroom context
which was more urgent than decoding the cultural context or needs of the
children. The study method reflects the view that pedagogy is a way of being,
rather than an assembly of technical products. The findings pose implications
for both teacher education and future research. (JPB)

********************************************************************************
Reproductions supplied by EDRS are the best that can be made
from the original document.
********************************************************************************

-rn
U.S. DEPARTMENT OF EDUCATION

Office of Educational Research and Improvement

EDUCATIONAL RESOURCES INFORMATION
CENTER (ERIC)
Kfhis document has been reproduced as

eceived from the person or organization
originating it.

0 Minor changes have been made to
improve reproduction quality.

EARLY CHILDHOOD RURAL STUDENT TEACHERS

Points of view or opinions stated in this
document do not necessarily represent
official OERI position or policy.

Early Childhood Education Student Teachers' Pedagogical Perspectives:
Rural Socialization and Professional Growth
Patricia Johnson-Kwartler, Ph.D.
College of Education
Ashland University
327 Bixler Hall
Ashland, OH 44805
(419) 289-5339
pjohnso2@ashland.edu

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

gozkvm,(3....
TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)
1

Presented at the
Annual Meeting of the
American Educational Research Association
San Diego, CA
April, 1998

Running Head: EARLY CHILDHOOD RURAL STUDENT TEACHERS

Abstract

The focus of this paper is to identify aspects of the development of early
childhood education student teachers' pedagogical perspectives reasoning relative to
rural socialization and professional growth. The perspectives of the student teacher in
learning to teach is surprisingly lacking in the literature, particularly in rural contexts.
Therefore, this study makes central the phenomenological experience and meaningmaking of each student teacher within two case studies. This study identified
conventional wisdom, cultural myths, and beliefs about the context of student teaching.
The phenomenological data were held up to the light of seven theories of teacher
development. This method, therefore, reflects the contemporary view in curriculum
studies at pedagogy is not a "bag of tricks", assembling technical products, but rather a
"way of being." The findings include (a) pedagogy reflects rural socialization over
spoken ideology for blending content and $edagogy; (b) decoding the perceived power
of classroom context is more urgent than decoding the cultural context or needs of
children. Implications for future research and higher education are suggested.
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Early Childhood Education Student Teachers' Pedagogical Perspectives:
Rural Socialization and Professional Growth
BACKGROUND OF THE PROBLEM

Much of the research on teaching has moved away from an emphasis on the
problematic (Berliner, 1979; Brophy & Good, 1973) toward studies of exemplary
models. Lanier and Little, among others, suggest that, "A more productive approach is
the study of meanings and views prospective and practicing teachers bring to and take
from the most exemplary and effective teacher education practices" (1986, p. 543).
Additionally, available research produces a contradictory picture of the value of teacher
preparation programs. Although isolated programs receive acclaim for preparing their
students for challenges met in the classroom, the perspectives of student teachers in
learning to teach is noticeably left out of the literature on teacher development
(vanManen, 1991). Additionally few studies can be found which have a focus on
teacher education for rural settings. This contrasts with numerous studies about teacher
education students preparing for careers in metropolitan areas. Overall, most studies of
preservice teachers do not focus on culture or geographic circumstance, but rather on
curriculum enactment. In response to this need in the literature and my curiosity to
understand student teachers better, I decided to conduct a small, in-depth study. The
purpose is to understand the perspectives of those who are not reflected in the
literature, student teachers in rural settings. The broad focus of this qualitative study is
to identify the development of two early childhood education student teachers'
pedagogical perspectives employing case study methodology. The theoretical
framework undergirding the design is that of phenomenology, which blurs the line
between the researched and researcher; attention falls on perception itself and the
feelings it evokes (Willis, 1991). The change in focus in curriculum studies from
external objectives to internal experiences has influenced this work (Pinar & Grumet,
1976).

The literature review that seems relevant to ascertain pedagogical perspectives
does not appear with an ERIC search with those descriptors. However, I found studies
of preservice teacher socialization and professional growth that hint at perspectives
(e.g., Caruso, 1977; Cochran-Smith, 1991; Goodman, 1985; Lin, 1993; Ross & Smith,
1992). Other relevant researchers studied preservice teachers' journals without sharing
their geographic or cultural contexts. (Bullough, 1991; LaBoskey, 1994; Measor &
Sikes, 1992). Because the majority of early childhood student teachers are women, I
decided to also reflect on women's' development.
Significant studies on women's development dealt with perspectives and life
stories useful for conceptualization through analysis of this study (Belenky, et.al., 1986;
Gilligan, 1982). This study was designed to focus on, not hint at student teachers'
experiences, expectations and meanings with an emphasis on rurality. Therefore a
phenomenological framework to the perspectives of two early childhood education,
rural student teachers was employed. A pilot study of twelve student teachers in rural
placements was conducted to inform this design. As a former public school teacher in
urban and suburban settings with life experience at rural, urban and suburban schools,
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I decided to explore preservice teacher professional growth to enhance my own
sensitivity. At the time this study was in the design phase, I was relatively new to higher
education as a university instructor and student teaching supervisor at a large
Midwestern university. Two assumptions that I held included a belief that student
teachers develop pedagogy that is informed by their total life experience (Lortie, 1975)
and that they are "curriculum makers" (Clandinin & Connelly, 1992). At that time I
understood curriculum making as an intellectually personal task, strongly influenced by
the university experience/ curriculum in the broadest sense.
I arrived at questions that guided the case studies. (Student teachers are
referred to in the singular.) These questions are:
1. What perspectives are involved in the development of a student teacher's
pedagogical reasoning, particularly with respect to enactment of primary curriculum?
2. How are the significant cultural, political, demographic, historical, and fiscal
features of the rural schooling context understood by the student teacher?
3. Based on themes identified in the study, what are implications for school
and university based, rural, teacher preparation?

Pedagogical Perspectives

What is pedagogy? According to the dictionary definition, it the art, science, or
profession of teaching (Merriam-Webster's Collegiate Dictionary. 1986). However, in
early childhood educational circles it connotes living with children in a deliberate way
from Horace Mann's "soft line" pedagogy which furthered the cause of women's entry
into teaching, to today's proponents for the pedagogical constructs of developmentally
appropriate practice, commonly called "DAP" . Pedagogy includes curriculum building,
no so much as a maker of curriculum, but as a part of, not a transmitter of it. "An
account of teachers' and students' lives over time is the curriculum, although
intentionality, objectives, and curriculum materials do play a part in it." (Clandinin and
Connelly, (1992 p. 365). Clandinin and Connelly also conclude that the literature on
teachers as curriculum makers is not adequately covered by the literature on teaching
(1992). The invisibility of pedagogical perspectives of novice teachers demonstrates the
lack of interest for low status persons in schools.
Pedagogical perspectives of student teachers are not values due to their
perceived competency levels. This perceived lack of competence of student teachers is
usually directed at the inability of initial preparation programs, colleges, to prepare and
support teachers for the full range of their responsibilities. It is the "job" of the novice to
learn from the practical knowledge of the cooperating teacher in this traditional
paradigm. It appeared to me, therefore, that an analysis of pedagogical perspectives of
student teachers, beyond technical proficiency, as lesson planning, may have the
potential to inform myself as a teacher edv.cator and perhaps others.
Indeed, for the novice or experienced teacher perspectives of teaching are often
based on the influences of prior socialization (Lortie, 1975; Lubeck, 1985). Pedagogical
perspectives of student teachers is surely influenced by the approximately thirteen
thousand hours of participant observation before beginning formalized teacher
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education. Also, student teachers usually regard student teaching as the most valuable
aspect of their preparation (Evertson, 1990; Lortie, 1975).
Preservice teachers make curricular decisions, selecting course content when it
confirms their beliefs, ignoring what they do not believe in from their undergraduate
course work (Bullough, 1991). Also, student teachers tend to make curricular decisions
based on beliefs about themselves as teachers (Ruttan, 1994). This conventional
wisdom helps to sustain the dualism between content and pedagogy, confirming my
assumptions about teachers as curriculum builders.
The intellectual work of student teaching becomes overshadowed by the cultural
myths of experience as the best teacher. The conventional wisdom is that learning to
teach occurs automatically as a result of modeling classroom experience. The
valorization of student teaching as the authentic moment in teacher education, and the
real ground for knowledge production, requires the student teacher to accept
preordained paths (Britzman, 1991; Zeichner & Tabachnick, 1981). Pedagogical
perspectives often reflect a familiarity with the teacher's role, clouding the complexity of
learning to teach.
Recent early childhood education undergraduate education provides students
with theoretical and field experience in constructivist pedagogy. Constructivist
pedagogical orientations are reflections of progressive ideologies. Current practice
employing Developmentally Appropriate Practice, "DAP" (Bredekamp & Rosegrant,
1992), the Bank Street Approach (Antler, 1987), and the Cognitively Oriented
Curriculum (Weikart, 1967), for example, attempts to integrate learning objectives for
and from the child. Specific objectives are learned through emergent and varied
outcomes, within the context of children's environments and interest (Devries &
Kohlberg, 1987; Lincoln, 1992).
An obstacle on the pathway to reflective pedagogical perspectives and
constructivist teaching is the notion that teaching is essentially technical. Creating
lesson and management plans with preplanned objectives does not help the novice
grow in experience, develop skill in unique situations, or attain judgment. The
experience of student teaching is often understood as apprenticeship for lesson
planning and evaluation from the cooperating teacher and the college supervisor.
Attainment of judgement is therefore limited to the assessments of those with power to
the situations. In contrast, if given the opportunity to attend to the inner pedagogical
processes (as young children's perspectives), instead of the bureaucracy (or one's own
socialization), the student teacher has the potential to listen to the more immediate and
important voices of the children (Ayers, 1993; Goodman, 1988). This attention to
develop authentic, reflective pedagogical habits is frequently omitted from teacher
education (Pajares, 1992; vanManen, 1990a). One pedagogical habit includes
curriculum building. D. Jean Clandinin and F. Michael Connelly conclude that the
literature on teachers as curriculum makers is not adequately covered by the literature
on teaching (1992). This is particularly apparent in the literature on rural education. For
the purpose of background information aspects of rural socialization will be addressed
in the following section.
Rural Socialization
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Social alienation of rural families has increased as the modernizing of the
districts have provided consolidated schools, often far from home. Many students in
rural areas are from low income families with relatively low achievement, particularly in
economically depressed areas as Appalachia. In addition to economic disadvantages,
many children have low educational aspirations, as school is not perceived as desirable
for youth to become fulfilled rural citizens (De Young & Kent-Lawrence, 1995). All to
often the rural school is not considered desirable as it provides limited resources and
inappropriate curriculum for the context of the residents (Kozol, 1991). Among the most
severe of problems in diverse rural areas are the lack of financial resources, shortages
of teachers, and difficulty in meeting new state standards (Montague, 1986; Sherman,
1992).

The socialization of rural college students, pupils, and teachers is in need of the
attention of decision makers and researchers to promote policies for these areas that
are sustainable. "Redesigning education for the purpose of recreating communitycommunity that is ecologically sustainable may well be one of the most critical needs of
today's society" (Theobald & Nachtigal, 1995, p. 135). Rural schools enroll 16.6% of all
public school students and include over 47% of all school districts (Stephens & Hunter,
1993). On the surface, rural environments and people may appear to be suburban, but
their socialization and subsequent needs have similarities and differences when
compared to their metropolitan peers. Some defining features affecting socialization in
rural communities are low school enrollment, low population density, economic decline
and relative isolation. Schools in rural locales often have difficulty providing resources
equal to those offered by more affluent areas. Also, student teachers have been trained
to provide curriculum designed for suburban contexts; this further conceals and
complicates the value of curriculum and ideas about professional growth.
Professional Growth

The complexities of learning to teach is complicated for the student teacher in an
attempt to define "success" and professional growth. The lack of a coherent body of
research about student teachers in Early Childhood (Reynolds, 1992) makes me
wonder if what is expected for "success" meets the needs of children and teachers. In
spite of the lack of coherence in the literature on competent novice teachers, I selected
seven theories, some well known, others obscure, to guide my analysis on professional
growth of the two participants in this study. This eclectic of theories has ultimately been
an asset to this inquiry, some were added after field work stages when I had to consider
the concept in a more complex manner. Each of the participants in this study have been
considered in relation to the seven theories.
Theorists have viewed professional growth as differing processes. Fuller studied
growth by representing it as levels of concerns (1969). Berliner (1986) used a social
efficiency model to determine success. V4aManen (1991b), famous for his levels of
reflection, also developed a theory of groWth to be observed through demonstrations of
intuition and tact. LaBoskey (1994) describes professional growth as reflection; she
provides sample criteria for teacher education students' perceptions (p. 30) and a
scoring system. LaBoskey's study is somewhat congruent with this one, but all the data
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was from written essays, and the number of participants was large.
Cochran-Smith (1991) designated professional growth for the preservice teacher
as three contrasting relationships to the whole environment, merging content with
pedagogy. Her contrasting relationships are: consonance, critical dissonance, and
collaborative resonance. Goodman's "political tactics" of student teachers describes
similar relationships, also merging content and pedagogy. The purpose of his
observations was to determine what really happens, rather than looking for
predetermined behaviors. The results are a description of "tactics" along a continuum:
overt compliance, critical compliance, accommodative resistance, resistant alteration,
and transformative action (1985, 1988).
The seventh and final theory to be used to define professional growth in the
analysis of the two case studies was Caruso's phases in student teaching (1977), all
described by ambivalent feelings. The phases are passed through. They can spiral or
repeat patterns for different student teachers at different times or situations. The
phases are (a) anxiety/euphoria; (b) confusion/clarity; (c) competence/inadequacy; (d)
criticism/new awareness; (e) more confidence/greater inadequacy; and (f) loss/relief.
In this study two significant findings (rural socialization and professional growth)
emerged from what really happened as perceived by the student teachers, Anne and
Terri. My concepts of professional growth changed as I revisited people, sites and the
literature to ponder the lack of congruence with portions of my assumptions and original
research questions.

RESEARCHING STUDENT TEACHERS' PERSPECTIVES
Methods

/11`

The methods used for design, data collection and analysis are eclectic. The

> constant is that phenomenology undergirds whole project. The two case studies are
compared and contrasted with aspects of rural socialization and seven theories of
professional growth. The characteristics of phenomenological case study, participants
and settings, components of the design and rendering and analysis are subheading to
summarize the preplanned as well as emergent methodology.
Characteristics of phenomenological case study research

The two merging case studies blended into one inquiry meet the three criteria for
case study design. The criteria are: (a) investigates a contemporary phenomenon within
its real-life context; (b) when the boundaries between phenomenon and context are not
clearly evident; and in which (c) multiple sources of evidence are used (Yin, 1989). I
investigated a contemporary phenomenorof student teachers in naturalistic settings,
rural public schools and a university branch, rural campus. The boundaries between the
their phenomena and the contexts were not clear. Interrogating their beliefs and
describing facts/observations from ideas was difficult to determine. Therefore, multiple
source of evidence were used, some became secondary as the experiences emerged.
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For example, I originally felt that interviews with administrators, county consultants and
university supervisors would inform the study. They were useful for thick description,
(Geertz, 1973) and used for testing findings for fittingness (Guba & Lincoln, 1981) only.
Additional multiple data sources (Stake, 1988) that reflect the experience and essences
of the participants are discussed below in Components of the Design.
Phenomenological study, as one type of interpretive research, focuses on
meaning in terms of intentionality, assuming that all consciousness is intentional. This
leads research from the realm of facts to that of general essences, we raise our
knowledge from the level of facts to the sphere of 'ideas' (Kockelmans, 1967, p. 30).

Systematic analysis of subjective meaning is the essence of interpretive research in
education. The form I used from interpretive inquiry was phenomenology. This form
attempts to search for deep social structures and connections between inner life and
the outer world experience of a particular person's conscious intentionality
(Kockelmans, 1967). In this way subjects have the potential to gain power because they
are valued for themselves, when what they say and do is accorded status, when their
voice is acknowledged. (Cherryholmes, 1988, p. 110)
Participants and Settings

The two student teachers, Anne and Terri, spent their childhoods and
adolescence with their families in the Appalachian area of southeastern Ohio. They
both attended a large state university far from their homes. They both requested to
return home for the student teaching semester, primarily for financial reasons. They
could be considered traditional students in their early twenties.
Anne and Terri were asked to participate in this study because they were in early
childhood education and assigned to rural schools. They attended a required weekly
student teacher seminar at the branch campus of the university with other rural student
teachers, grades 5-12. I facilitated this seminar. Attendance and verbal participation
were the only requirements, thereby not confounding my role as researcher as
compared to an evaluator. Many times they stayed after seminar to informally talk.
Anne's school, in the southern portion of the large county, was at the edge of a
pre World War I thriving industrial city that was still in economic decline. She lived 20
miles from the school in another economically depressed small city. In contrast, Terri
lived, and was assigned to a placement in the more affluent portion of the county, an
area dotted with small historical towns, farms and shopping centers.
During the semester Anne and Terri formed a "telephoning friendship." They
were the only early childhood education student teachers in the seminar as well as in
this large geographical area. They did not have contact with former early childhood
peers from the university. The primary sites for data collection were two rural
Midwestern public schools and the rural regional university campus.
Components of the Design

Components of the design were detailed on an ever expanding research time
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which included: proposal and entry, data collection, transcription, developing themes,
member checking, writing cases, analysis of cases, reviewing additional literature, tests
for rigor, and summarizing conclusions and implications.
The eclectic data collection components were selected as a result of an
appreciation of phenomenology, namely seeking the essence of experience. One well
known study in early childhood education that informed this study was from the work of
Vivian Paley (1989) which includes daily journal entries and audio taping. Another study
that I borrowed some components for the design was from Lubeck's, Sandbox Society
(1985). This famous study in early childhood education details settings, movement
patterns, physical environments, schedules, language and activities for studying
pedagogical perspectives of teachers.
Probing for units of analysis became challenging to control. Participant
observation in the field resulted in days of interaction, travel, numerous interviews,
some videos and many artifacts that needed to be sorted through to ascertain
applicability. Many were used only for description and triangulation, after I left the field
and determined tentative themes, revisiting the theoretical framework (Patton, 1990). I
bracketed (McGee-Brown, 1995) my meanings, attempting to remain true to the
participants.
I participated for 16 weeks in the field as a participant observer twice weekly at
the schools while attempting to build trust and collect data. I videotaped some lessons
to use for recall sessions, to ponder what was thought about in action. Interviews,
participant observation, audio journals, audio conversations and field notes were
among the data sources. The actual context was narrowed over time as I moved truer
to the theoretical construct, rather than searching for answers to my questions. The
participants in this study conducted their activities within the settings of primary school,
home and university seminars.
Specifically, seven different interview protocols were used with each student
teacher to audio tape and transcribe. The interviews are titled: life history, perception of
pedagogy, pedagogy and context, assessing actions in context, assessing journal and
conversation transcriptions, and reflective interviews. Perception of pedagogy was
used early and late in the semester with each participant; responses were compared.
Two effective methods emerged in the field, yielding invaluable data that was
collected in my absence! Each student was given as a "gift" a cassette recorder to use
for an "audio journal" that I would transcribe and discuss later with them after they read
their spoken words in print. They welcomed this, initially believing that it would be easier
than the usual written journal; the university supervisors agreed that they would not ask
to read the journal transcriptions. This data was emotional and candid; they said things
that I never heard even in private conversations at school. Also, a few planning
conversations with their cooperating teachers were recorded voluntarily. I gave the
student teachers the transcripts and we later discussed their reactions to both formats.
These last two techniques were spontaneously created after a few weeks in the field
when I felt that the traditional interviews lacked some authenticity.
Rendering and Analysis
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During and after field work stages rendering and analysis became more intense.
The multiple data sources included: preparing to interpret the data through interviews,
weekly seminar meetings videotaping, use of space and movement analysis, video
recall sessions, participant observations with selective verbatim style field notes and
photos.
The meanings, and possible themes, that the student teachers ascribed to
personal survival, success, children, learning, school, curriculum, and other facets were
synthesized through thematic investigation. As stated by Freire (1994), thematic
investigation is organized with the student's view of the world. Once again, I bracketed
my views and organized themes based on their perspectives.
Historical awareness was deepened before, during, and after data collection for
me. Before the study, I worked for a year in the county as an associate researcher with
classroom and in service teacher contact. After the study I read more about rural issues
and women's development and social class.
With rendering (video analysis and transcriptions) complete, I moved into final
analysis using the tests of rigor from Guba and Lincoln (1981). They contend that the
basic concerns used to test rigor in scientific inquiry also hold for naturalistic inquiry. The
required interpretations are assigned more appropriate names to better fit the naturalistic
paradigm. The four tests of rigor credibility (internal validity), fittingness (external
validity), auditability (reliability), and confirmability (objectivity) were met with the
procedures/ methods noted in the table below.

Scientific Term

TESTS OF RIGOR
Naturalistic Term

Procedure

1

Internal Validity

Credibility

participant observation; prolonged
engagement; field notes; ST:
phenomenon recognition (member
check); video recall

2

External Validity

Fittingness

rendering with thick description and
coding; participant observation

3

Reliability

Auditability

OA pilot study; autobiographical
information; epoch; multiple sources

4

Objectivity

Confirmability

Human Subjects Review; interview
protocols; consents; ST: concerns/
perspectives; OA raw data-concerns

KEY ST: Student Teacher OA: Outside Auditor

FINDINGS.AND CONCLUSIONS

The purpose of this study was to examine from a phenomenological perspective
the development of early childhood education student teachers' pedagogical reasoning
with respect to enactment of curriculum, in rural contexts.
The contribution of this study to the eXisting research is the thick description in
case study format of two young women, student teaching in similar environments who
developed different meanings for practice, feelings and context. Their stories are
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different, but they have two findings in common. The two student teachers
1. Tend to reflect rural socialization that contradicts their spoken progressive ideology.
2. Limited professional growth was limited due to energy spent decoding the
perceived power of the classroom context which was more urgent than decoding the
cultural context or needs of the children.
Rural socialization included rural, female concepts of knowing, social relations
and childhood. For the majority of the semester they both promoted basic literacy and
character training for obedience, contradicting spoken progressive ideology. Patterns
of personal values bear on classroom pedagogy. Anne, tended to stress enjoyment of
home, the need for male companionship and ownership of material goods. She put little
value on learning for other than practical purposes. She spent time at home talking
about the children, but rarely preparing lessons. She preferred to be dependent on the
cooperating teacher for ideas, assessment of children and borrowing resources. Anne
tended to construct children's lives by considering teaching as "bring up" children. She
watched over, narrating objects and events for children to attend to. Her progressive
cooperating teachers were frustrated by her presence, they continually prompted Anne
to be independent. Anne claimed incompetence, forcing her tendency to remain an
apprentice with a "black- white/ good- bad" conception of children, schooling, and the
totality of her experience. For example after a Valentine party on week 5 Anne spoke
definitively about her "insights" about the different children and her self image:
all five year olds, it's just really weird- I know they all com from different places
and different families but to see the different levels, you know there are a couple
who are totally out of it, lost, it's not because of the bad teaching and because
they have a great teacher and a good student teacher, I must say.
Taking on the challenge to facilitate children's intrinsic motivation and intellectual needs
was not evident during Anne's student teaching semester in either setting. She
separated content and pedagogy; teaching was about technical aspects and simplicity.
By the end of the semester, week 15, she had a decidedly different, lower self image
about her competence, but she did not know what to do to change it observing that the
children did not respond to her the same way they did with the cooperating teacher
when she "did the same thing"....maybe I'm just not there?"
In comparison to Anne, Terri had attitudes of professionalism. She spent
enormous amounts of time and personal resources to prepare for student teaching.
After attempting to assess children's knowledge and personalities to provide
progressive practices, she met with subtle displeasure because she did not have "as
many activities as we did when we graduated 22 years ago ... in file boxes.." Terri
determined to be successful decided to become "like a daughter" and was soon
scripted by the cooperating teacher to develop thematic units and running narratives
that had been used for years. Submerged4rom critical to overt compliance, Terri
became the "model" visitor. It seemed that Terri performed with less finesse as she
learned to please and imitate pedagogy. She began to feel physically ill and tense,
while being narrated by her new "close friend" the cooperating teacher. Fortunately, in
her final placement she was given greater flexibility in the last three weeks, regaining
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her health and creativity while taking transformative actions (Goodman, 1986) to benefit
young children's learning.
Within a few days Terri decoded the context of her cooperating teacher's
displeasure, sensing that her own discourse was disapproved. Weeks later she referred
to her situation as an "unfair political triangle" between the university the cooperating
teacher and herself. Her critique for which she was rewarded in college, was soon
submerged into a desire to meet with success. Success was determined by matching
her own evaluation for effectiveness with that of the cooperating teacher. In spite of the
constant monitoring Terri had made some professional growth; she availed herself of
opportunities to participate in special events, especially getting to know parents. For
example, early in the semester when asked about the families she responded that they
were, "low class and they come in the video store where I work, with dirty boots..." By
the end of the semester she changed her beliefs about the families saying, "I really do
believe that they want the best for their kids. They realize that the school they have, the
school I'm teaching in, is a very valuable school system... So I know the parents are
expecting their kids to get a good education while they are there."
Professional growth was limited because both student teachers spent a lot of
time and energy decoding the perceived power over self of the stakeholders. They
rarely noted the historical, cultural and fiscal concepts that I was looking for in the 3
research questions! Instead, they expressed concern about meeting the needs of the
university supervisor as well as the cooperating teachers. Rarely did they mention the
children or their own professional needs. They both searched for a social and
professional space. In so doing, they asked many "what" and "how" questions,
neglecting to ask "why?" Anne decided that she would learn from the cooperating
teacher with an imitated pedagogy. She assumed that both her work and competency
would progress from simple to complex, as an apprenticeship model (Lortie, 1975).
Implications for Teacher Education

The study raises a number of questions for teacher educators. For example, are
we acting in ways that model how students learn to become teachers? Are we teaching
for meaningful learning, as we ask them to do for small children? Should the professor
and/ or supervisor provide support to meet the student teacher's needs, particularly in
charged political contexts? Perhaps a prospectus, similar to a graduate program, could
be individually developed for preservice teachers. That is, some students may need
more field experience; others more academic rigor; others cultural and demographic
knowledge before entry to a field placement.
Perhaps the undergraduate student should be treated more as a colleague to
prepare for the final field experience. Grading could be done in ways that support
independence not dependancy. Developing pedagogy that is contextually responsive.
Must involve self knowledge as well as thqt of others. Clearly the students in these case
studies were ill prepared for the rural settings, just as the settings were not prepared for
them. The in depth case study method afforded me an opportunity to be with the
student teachers in a new role. Their tale of events and perceptions about the teaching
professional would not have been shared with me if I had been the supervisor. As a
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result of this investigation, I strongly support this attention to novice teachers' voices as
full participants in their professional development.
Implications for Further Research

The data from this study resulted in two major implications for further research.
Both implications underscore the role of social construction of meaning for student
teachers in rural contexts. To grow professionally, and in a way meaningful for the
context we must be cognizant of, as well as celebrate rural socialization. Some aspects
of this resonate with the demand today for respect for diversity. The second implication
for further research is to understand the process of student teaching from the
perspectives of the children. If we understood the perspectives of the low status student
teacher and the children in the experience, we could perhaps formulate policy together.
It may be possible to refocus research on ecologically sustainable practice that could
impact social policy to reduce stratification (Swadener, 1995). The children may have
insights to inform teacher educators to teach other people's children (Delpit, 1988).
What is the essence of the experience for a child to have a temporary, young
inexperienced teacher "take over" portions of the class?
Limitations of the Study
The purpose of this study was to identify the development of early childhood
student teachers' pedagogical perspectives, with respect to enactment of curriculum in
two rural contexts. There are four primary limitations of this study: lack of
generalizability, truth value if analyzed through a different theoretical lens, the issue of
epoche' (removing assumptions and prejudices), and the relatively short time of data
collection.
REFERENCES

Ayers, W. (1993). To teach: The journey of a teacher. New York: Teachers
College Press.
Belenky, M. F., Clinchy, B. M., Goldberger, N. R., & Tarule, J. M. (1986).
Women's ways of knowing: The development of self. voice, and mind. New York: Basic
Books.

Berliner, D. (1979). Research on teaching: Concepts. findings. and implications.
Berkeley, CA: McCutcheon.
Berliner, D. C. (1986). In pursuit of t4rie expert pedagogue. Educational
Research, 15(7), 5-13.

Bredekamp, S., & Rosegrant, T. (Eds.). (1992). Reaching potentials: Appropriate
curriculum and assessment for young children (Vol. 1). Washington DC: National

13

EARLY CHILDHOOD RURAL STUDENT TEACHERS
13

Association for the Education of Young Children.
Britzman, D. P. (1991). Practice makes practice: A critical study of learning to
teach. Albany: SUNY.

Bullough, Jr., R. V. (1991). Exploring personal teaching metaphors in preservice
teacher education. Journal of Teacher Education, 42(1), 43-51.
Caruso, J. J. (1977, November). Phases in student teaching. Young Children.
33(1), 57-63.
Cherryholmes, C. H., (1988). Power and criticism: Poststructural investigations in
education. New York: Teachers College Press.
Clandinin, D. J., & Connelly, F. M. (1992). Teacher as curriculum maker. In P.
Jackson (Ed.), Handbook of research on curriculum (pp. 363-401). New York:
Macmillan.

Cochran-Smith, M. (1991). Learning to teach against the grain. Harvard
Educational Review. 61(3), 279-310.
Delpit, L. (1988). The silenced dialogue: Power and pedagogy in educating other
people's children. Harvard Educational Review. 58(3), 280-298.
De Vries, R., & Kohlberg, L. (1987). Constructivist early education: Overview and
comparison with other programs. Washington DC: NAEYC.
De Young, A., & Kent-Lawrence, B. (1995, October). On Hoosiers, Yankees, and
Mountaineers. Phi Delta Kappan. 77(2),105-112.

Freire, P. (1994). Pedagogy of the oppressed (translated by Myra Bergman
Ramos). New York: Continuum.
Fuller, F. F. (1969). Concerns of teachers: A developmental conceptualization.
American Educational Research Journal. 6(2), 207-226.

Geertz, C. (1973). Thick description: Toward an interpretive theory of culture. In
C. Geertz (Ed.), The interpretation of cultures (pp. 3-30). New York: Basic Books.
Gilligan, C. (1982). In a different voice: Psychological theory and women's
development. Cambridge, MA: Harvard Upiversity Press.
Guba, E. G., & Lincoln, Y. 5. (1981). Effective evaluation: Improving the
usefulness of evaluation results through responsive and naturalistic approaches. San
Francisco: Jossey-Bass.

14

EARLY CHILDHOOD RURAL STUDENT TEACHERS
14

Kockelmans, J. J. (1967). What is phenomenology? In J. J. Kockelmans (Ed.),
Phenomenology: The philosophy of Edmund Husserl and its interpretation (pp. 24-36).
Garden City, NY: Doubleday.
Kozol, J. (1991). Savage inequalities: Children in America's schools. New York:
Crown.

LaBoskey, V. K. (1994). Development of reflective practice: A study of preservice
teachers. New York: Teachers College Press.
Lin, Y. (1993). Early childhood student teachers' images and their classroom
practice. Dissertation Abstracts International. 54(05), 1658. (University Microfilms No.
AAC 9329099)

Lortie, D. C. (1975). School teacher: A sociological study. Chicago: University of
College Press.
Lubeck, S. (1985). Sandbox society: Early education in Black and White
America--A comparative ethnography. London: The Falmer Press.
McGee-Brown, M. J. (1995). Multiple voices, contexts, and methods: Making
choices in qualitative evaluation in early childhood education settings. In J. A. Hatch
(Ed.), Qualitative research in early childhood settings (pp. 191-211). Westport, CT:
Praeger.

Measor, L., & Sikes, P. (1992). Visiting lives: Ethics and methodology in life
history. In I. F. Goodson (Ed.), Studying teachers' lives. New York: Teachers College,
Columbia University.
Merriam-Webster's collegiate dictionary (9th ed.). (1986). Springfield, MA:
Merriam-Webster.

Montague, B. (1986). Rural educators say "networking". Education Week, 5(38),
4-15.

Paley, V. G. (1989). White teacher. Cambridge: Harvard University Press.
Patton, M. Q. (1990). Qualitative evaluation and research methods (2nd ed.).
Beverly Hills, CA: Sage.
Pinar. W. F. & Grumet, M. (1976). Toward a poor curriculum. Dubuque, IA:
Kendall/Hunt.
Ruttan, D. M. (1994). A qualitative case study of the influence of the student
teaching experience on the perspectives of two student teachers in regard to literacy

15

EARLY CHILDHOOD RURAL STUDENT TEACHERS
15

teaching and learningin kindergarten. Unpublished doctoral dissertation, Kent State
University, Kent, Ohio.
Stake, R. E. (1988). Case study methods in educational research: Seeking sweet
water. In R. M. Jaeger (Ed.), Complementary methods for research in education (pp.
253-269). Washington, DC: AERA.
Stephens, R., & Hunter, B. (1993). The nation's rural school districts: Orphans in
the school reform debate. Holistic Education Review, 6(1), 16-24.
Swadener, B. B. (1995). Stratification in early childhood social policy and
programs. Educational Policy. 9(4), 404-425.
Tabachnick, R. B., & Zeichner, K. (1984). The impact of the student teaching
experience on the development of teacher perspectives. Journal of Teacher Education,
35, 28-36.
Theobald, P., & Nachtigal, P. (1995).. Culture, community, and the promise of
rural education. Phi Delta Kappan, 77(2).

VanManen, M. (1991) Reflectivity and the pedagogical moment. Journal of
Curriculum Studies. 23(6), 507-536.
vanManen, M. (1990a). Researching the lived experience. Albany: State
University of New York Press.
VanManen, M. (1991b). The tact of teaching: The meaning of pedagogical
thoughtfulness. Albany: State University of New York Press.
Weikart, D. P. (1967). Preschool programs: Preliminary findings. Journal of
Special Education. 1, 163-181.
Willis, G. (1991). Phenomenological inquiry: Life-World perceptions. In E. C.
Short (Ed.), Forms of curriculum inquiry (pp. 173-186). Albany: SUNY Press.
Yin, R. K. (1989). Case study research: Design and methods. London: Sage.
Zeichner, K. M., & Tabachnick, R. B. (1981). Are the effects of university teacher
education "washed out" by school experience? Journal of Teacher Evaluation, 32(3),
7-11.

ERIC

U.S. Department of Education
Office of Educational Research and Improvement (0ER1)
National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE
(Specific Document)

I. DOCUMENT IDENTIFICATION:
Early Childhood Education Student Teachers' Pedagogical Perspectives:Rural
Socialization and Professional Growth

Title:

Author(s):

Patricia Johnson-Kwartler, Ph.D.
Publication Date:

Corporate Source:

II. REPRODUCTION RELEASE:
In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly abstract journal of the ERIC system, Resources In Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). 0 Credit is given to the source of each document, and, if
reproduction release is granted, one of the following notices is affixed to the document.
If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom
of the page.
The sample sticker shown below will be
affixed to all Level 1 documents

The sample sticker shown below will be
affixed to all Level 2A documents

The sample sticker shown below will be
affixed to all Level 28 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,
HAS BEEN GRANTED BY

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE ONLY HAS BEEN GRANTED BY

\e

Qua

ND

ra

Sa

P
TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

2B

2A

Level 2B

Level 2A

Level 1

Or5

1E11

Cilleck here for Level I release, permitting reproduction
d dissemination in microfiche or other ERIC archival
media (e.g.. electronic) and paper copy.
?Ii-

Check here for Level 2A release. permitling reproduction
and dissemination In rnicratIche and In electronic media
for ERIC ardilval collection subscribers only

Check here for Level 2B release. perrnitling
reproduction and dissemination In microfiche only

Documents will be processed as Indicated provided reproduction quality permits.
If permission to reproduce Is granted, but no box ts chedted. documents win be processed at Level 1,

GJ

10'
I hereby grant to the Educational Resources Information CenteKF-RIC) nonexclusive permission to reproduce anddisseminate this document

as indicated above. Reproductioir from the ERIC microfiche or electronic media by persons other than ERIC employees and its system
contractors requires permission from the copyright holder. Exception is made for non - profit reproduction by libraries andother service agencies
to satisfy information needs of educators in response to discrete inquiries.
Printed Name/Position/Title:

Ign

Patricia Johnson -Kwartler, Assistant ProfOrganization/Address:

lease Ashland University 327 Bixler Hall
Ashland, Ohio 44805

Telephone:

FIVt

E-Mail Address:

Date:

pjohnso2Tashland.p

eScOr

4=21411-_-

III. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):
If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor:

Address:

Price:

IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:
If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and
address:
Name:

Address:

V. WHERE TO SEND THIS FORM:
Send this form to the following ERIC Clearinghouse:

THE UNIVERSITY OF MARYLAND
ERIC CLEARINGHOUSE ON ASSESSMENT AND EVALUATION
1129 SHRIVER LAB, CAMPUS DRIVE
COLLEGE PARK, MD 20742-5701
Attn: Acquisitions
However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being
contributed) to:

ERIC Processing And Reference Facility
1100 West Street, 2" Floor
Laurel, Maryland 20707-3598
Telephone: 301-497-4080
Toll Free: 800-799-3742
FAX: 301-953-0263

e-mail: ericfac@ineted.gov
WWW: http://ericfac.piccard.csc.com
EFF-088 (Rev. 9/97)
PREVIOUS VERSIONS OF THIS FORM ARE OBSOLETE.

