Is THERE A METHOD IN THIS M ADNESS?

SuzanneM. Wilson

| learned to teach the way most people did: |

taught alot asachild and teenager, | took afew
teacher education courses, | had someteachers
who served aspositiveand negativeexamples. |

never had avery high opinion of teacher educa-
tion or staff devel opment, encountering nothing
officially called teacher education—as a pro-
spective or practicing teacher—that served to
enhance my work. In college | designed lesson
plans, laid out objectives. Yet as | taught, the
objectiveschanged, thelesson plansseemed pale
versions—often downright misrepresentative—
of what actually happenedinclass. Theinservice
folkswho cameto my school stalked at me, gave
mepackagesof activitiestodo, yetleft mewithno
senseof why | should usethosemateria sor under
what circumstancesthey worked anddidn’t. They
seemed tothink that teacher educationwasmore
likearevival meetingthanacritical examination of
thepotential and problemsof acertain approach.
It'san old story. | think most of uscould tell a
Smilartae.

But teachers aren’t the only critics of teacher
education. Peersin other university departments
sneer at the intellectual level of both our
coursework and scholarship. Policymakerscall
for aternateroutes, claimingthat wemight aswell
put teachersin classroomsright away and teach
them where they need to learn—in schools—
whilejournalistsportray our “follies” (Kramer,
1991). Thewall of evidence seemshigh, perhaps
insurmountable: Teacher educationisdissatisfy-
ingtoamost everyone.
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So whatever made me think that | should be a
teacher educator? Some cynics might say it's
becausel couldn’tteach. When| wasyounger, a
teacher, and still idealistic, | thought that if |

becameateacher educator, | could changethings
for futureteachersinwayssimilar tohow teachers
might changethingsfor their students. | thought
for surethat | couldteach new teacherswhat they
neededtoknow. I’molder now. |’ mnot sonaive
about what it takestolearn, and who control sthe
process.

There’ slotswrong with teacher education. But
no onehasbeen ableto convincemethat thereis
norolefor university-based teacher educationas
apart of theendeavor. There salot wrongwith
schools: Why would we want to leave teacher
educationuptothem? And university teachingis
no better off; higher educationisequally barraged
with contemporary critics (cf., Smith, 1990;
Sykes, 1988). Rather than wasting time pointing
blamingfingersor throwingtheproverbial baby
out with the bathwater, I’ d rather we all admit
we' vegot aproblemand that wecould all usea
little—or alot of—help. Weneedto becritical of
ourselvesand make somebig changes.

Thisis an essay about re-invention. My own.
Specifically, it’s about re-thinking the idea of
“methods.” Thefolkloreof teacher preparationis
that “methods” courses are wherewe all learn
how to teach. We learn to create simulations,
cooperativegroups, jigsaws, roleplays, Socratic
dialogues, computer-assistedinstruction. These
methods courses—especially for prospective
secondary school teachers—come in subject
matter flavors: social studiesmethodsdiffer from
mathematics, English/languageartsfromphysica
education. Methods courses are supposed to
help you know what to do when you walk into
your classroomon Tuesday and havetoteach 30
snarling juniorsabout the Civil War. Youlearn
how toteach, how to discipline, how totest, how
tograde.
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| work in ateacher education program that is
guestioning many traditional teacher education
structuresand practices. Whileworkingin that
program, I’ ve been thinking some about meth-
ods, and what they areinteaching. Inthisessay,
I’d like to lay out some of these thoughts for
public review.! | begin with some background
information about the course | teach that has
made mewonder about method. | thengoonto
proposethat thereareat | east threewaystothink
about teaching methodsthat differ fromthetradi-
tional “ methods’ weall know.

THE CoNTEXT, MY COURSE

| work inthe College of Education at Michigan
State University where we've recently trans-
formed our teacher education programinlight of
callsfor thereform of teacher education. We're
trying hard to maketeacher education asubstan-
tive, intellectual experiencethat rivalsthat of any
other department or college. Inour new program,
seniorstakeayear long course(TE401/402) in
whichthey learn about teaching subj ect matters.
Two days a week, secondary school teachers
gather in subject-specific groupstolearn about
teaching and learning science or mathemeatics,
foreign language or English. Once aweek—on
Fridays—the subject groups break up and they
meet in cross-subject groupsto addressfounda-
tional issues: knowledge, learning, power, diver-
sity, andthelike. Wewanttotry integrating these
issuesthroughout their work, rather than offering
separate courseslike* Educational Psychology”
or “Schoolsand Society.”

Wedothis, inpart, becausealthoughit’' seasier
for the professorsto put thingsin such boxes, the
box-ing makes it hard for teachers to see the
connection between the abstract and isolated
conceptstothereal world of classrooms. How,
for instance, do ivy-covered tower theories of
power and statushelpmewhenMitchandMaria
start pulling each othershair inthe middleof our
cooperativegroupwork?What intheworldam
| supposed to dowithmy “educational psychol-
ogy” jargon when | need to find away to make
fractionsinterestingtomy inner city fifthgraders?
We' ve created the 401/402 sequence to try to
confront thisproblem. During theweek, students
talk about teaching certai n subject matters—and
they spend aconsiderableamount ontimeinthe

field watching othersdo it. On Fridays—using
their experiences from other classes and the
field—we search out the foundational issues,
demonstrating that theoretical and conceptual
work caninform both what we seeand what we
doasteachersinreal world settings.

Friday ismy piece.? My studentsareprospective
secondary school teachers, seniors who have
beenmajoringinmathematicsor Spanish, Italian,
English, biology, chemistry, history. It’ stheir |ast
year asundergraduatesand they’ rechamping at
thebit, eager tostart their lives, ready tobeoutin
the“real” world. Anyonewho’ staught teachers
or who hasreadtheliterature knowsthemtobe
atoughaudience. Afteral, I’mfromtheuniver-
sity. I justdon’tgetit. | haven’t beenahighschool
teacher snce1982. Thelast timel taught elemen-
tary school wasnearly fiveyearsagonow. More-
over, theissues|’ m concerned with—knowing,
learning, power, diversity—are irrelevant ab-
stractionswhenyou’ replanning your first lesson
or disciplining a bunch of rambunctious ninth
graders. Eric, one of my students, describedthe
beginning of theyear:®

[When he first started this class, he thought]
Whoisthiscrazy lady? . . . Hethought that this
classwasthe same old TE thing—nothing but a
bunch of out-of-touch professorswho havetheir
heads in the clouds (to put it nicely), thinking
about the abstract issues in education but never
offering anything practical or helpful. By this
timeintheprogram, hehad becomevery skeptical
about those involved in teacher education and
wasextremely cynical. . . . Hethought hewasin
for just another semester of “Whoam1?’,“What
doesit meantoknow something?’, “Wheredoes
knowledge come from?" And “What does it
mean to teach?’ blahblahblahbl ah.

| guessed that my studentswouldfeel likeEric,
and | worried about how to structure a course
that would be helpful. | agreedwithhimin part:
Thereareprofessorswho areout of touch. But |
also disagreed, for | think thereisalot one can
learn about how to teach well withinthewallsof
theuniversity (evenif teacher educatorshaven’t
been able to prove this to the public). | also
remembered how hard it was to be a senior,
worrying about what to do next, feeling alot of
pressuretogrow up. It’ shard, asJennifer said, to
pay attentionto professorswhen* so may things
inour livesarechanging.”
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| started my courseplanning by nominatingthree
overarchinggodls.

* tohelp students (teachers) learn to respect
oneanother andlearntogether

* to help students (teachers) become “well
educated” citizens

* to help students learn about “high quality
teaching” fromtheinsideand out

Andfivefoundational questions:

* What doesit meanto know something?

* How do peoplelearn?

* Whatisdiversity and why doesit matter?

¢ How can we understand power in schools
and classrooms and our rolein power rela-
tionships?

* How areany of theseissuesrelated toteach-
ing?

Teaching, for me, iswholecloth, anubby tapestry
of multiplecolors, bumpy, richly textured. Inthis
class, | pulled out these goal sand these questions
asthe warp and woof of that cloth (which was
which, | couldn’t say). They becamethestructure
for this class. In another class, | might choose
other questions, embrace other goal's, have other
intentionsand structure.

Generating these goal s and questions—as any
teacher knows—still left mewith questionsabout
how to teach. | tried a number of things, all of
whichl can’tgointohere. Instead, I’ Il focuson
four kinds of activities that were interwoven
throughout theyear. Theactivitiesdon’ tdirectly
map onto oneof my goals, or oneof my questions.

Rather, | see each set of activitiesasasitefor
exploring any of thequestionsor goals. | think of
theterritory likealandscapeto beexplored. My
goalsand questionsaretheaxesof theterritory,
my activitiesdifferent terrainsthat wevisitasa
class. ItwasDewey who originally helped meto
think about my curriculuminthisway. Inexplain-
ing the difference between thelogical and psy-
chological aspects of knowing, Dewey (1902/
1964) speaksof exploration:

We may compare the difference between the
logical and the psychological tothedifference
between the noteswhich an explorer makesin
anew country, blazing atrail and finding his
way along asbest he may, and thefinished map
that is constructed after the country has been
thoroughly explored. The two are mutually
dependent. Without the more or |ess acciden-
tal and devious paths traced by the explorer,
therewould be no factswhich could beutilized
inthemaking of thecompleteandrel ated chart.
But no one would get the benefit of the
explorer’s trip if it was not compared and
checked up with similar wanderings under-
taken by others; unless the new geographical
facts learned, the streams crossed, the moun-
tains climbed, etc., were viewed not as mere
accidentsinthejourney of the particular trav-
eler, but (quite apart from the individual
explorer’slife) inrelationto other similar facts
already known. Themap ordersindividual ex-
periences, connecting them with one another
irrespective of thelocal and temporal circum-
stancesand accidentsof their original discov-
ery. (pp. 349-350)

Themap of my coursemight look somethinglike
this

Curriculum
Development

Foundational Questions

Figure 1. The Map of My Course
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Exploring Knowingand Learning

Oneset of activitiesinvol vedinvestigating ques-
tionsof knowledgeand |earningthrough readings
and interviews. One week the students had to
watchamovieof their choiceand writean essay
onthenatureof learning. Another week, they had
to read anovel or short story and reflect on its
insights into learning. | had them read book
reviews in the New York Times and New York
Review of Books becausel wanted themto think
about how reviewsreflectissuesconcerningthe
nature of knowledge. | also had theminterview
professorsintheir homedisciplinary departments
about how knowledgeisinvented.

Every timethey had oneof theseassignments, the
studentswroteessays. Daniellewroteabout Dar-
win, Johanna about Watson and Crick. Leah
wroteabout amathematicsprofessor that shehad
alwaysadmired, Liz about another student who
wasalsoanovelist. Meanwhile, | would planan
activity to build upon their essays. Often, | had
them working in small groups before we con-
vened as alarge group to discuss our findings.
Many of those discussions and experiences be-
cameideaswecarried throughout theyear, each
with special label. Dewey might claim that we
were*” orderingindividual experience.” Oneday,
for example, after they had watched amovieand
written about itsinsightsinto learning, | asked
them to get into small groups and—based on
thoseinsights—construct a“theory” of learning.
Wethenmetinalargegrouptoarray our theories.
Onegroup suggested that | earning happensthrough
crisis: One can have the same experience over
andover again, but thereisno changein behavior
until thereiscrisisor tragedy. | drew thefollowing
representationontheboard:

Tragedy

Figure 2. The Tragedy Theory of Learning

Another group suggested that in aclass of 30,
theremight be six peoplewho learninoneway,
twothat prefer another, tenthat haveother inter-
ests, and so on. | drew apicture of squaresand
circlesandtrianglestorepresent different waysof
knowingandlearning:
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Figure 3. The Dorito Theory of Learners
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Fromthat day on, theidea—that withinany class
therearestudentswithdifferentinterests, under-
standings, and dispositions—wascalled“Doritos’
(my trianglesreminded the studentsmoreof food
than geometry). These concepts—sharedideas
that we had created as a community—became
the coin of our conversational realm. Danielle
explains.

I's zero true? Taxi-cab geometry, administra-
tion and their hold on teachers, knowing and
understanding and there is a difference, and
Doritos, circlesand squares. All of theseideas
were central to the course.

| had many goals during such conversations.
Probably foremost, | wanted studentsto seethat
they hadideas, abstract conceptualizationsof the
way that theworld worked. | wanted themto see
thoseideasbecausel believethat whether anidea
istacitor explicit, it still informsone’ sbehavior.
In addition, | wanted them to seetheir ideas so
that they would have a sense of themselves as
thinkers. Finally, | wanted themto seewhat | —
asateacher—could doto show themtheir ideas.
Instead of giving themmy ideastoabsorb, insuch
discussions | was acting alittle like a magical
mirror: asking themtotalk to meand then show-
ingthemwhat they already knew. | wanted them
to see that this was possible for far too often,
beginning teachersthink that teachershavethe
knowledgeand studentsneedtotakeitin. They
don’t recognize that students bring with them
knowledgethat teachers—muchlikePlatowanted
us to understand—might be in the business of
elicitingthat knowledge.

Witnessing Teaching

Another set of activitiesinvolvedlearning subj ect
matter lessons. Often | would teach alesson on
Rosa Parksin which weall constructed silly—
andthen serious—explanationsfor why shedidn’t
moveto the back of thebus; adiscussiononthe
history of zero or fractions, taxicab geometry; a
lesson on etymol ogy and how weclassify bugs. |
wanted to help my students see other subject
matters. | wanted the Spanish majorsto learn
something of mathemati csand thebiology majors
to learn something about literature. | wanted
everyone to feel that their subject matter was
attended to and respected. | washopingthat they
wouldlearnthingsfromoneanother, both about

their own subject fieldsand about the nature of
knowledgein other domains. | wanted them to
taste the range of knowledge, and the intersec-
tionsof disciplines. | wanted themtorespect the
integrity, worth, andinteresting-nessof boththeir
fellow students and the fields of study those
students pursued. | thought thiswasimportant
because one aspect of awell-educated personis
an appreciation for and engagement in several
different subject matters. | wasn’t surethat this
wassomething my studentshad |earned asunder-
graduates.

| also wanted them to experience someteaching
together: totouch and seeandfeel good teaching.
| have anideaof thekind of teachers| want my
studentsto be: smart, liberating, exciting, thought-
ful, kind, plan-full, rational, reflective, open, full
of information andideas, enthusiasticabout | earn-
ing. I’'mnot surethey’ veall witnessed that kind of
teaching. And so | taught. Melissa noted that
she’ d seldom encountered such experience:

I’'mglad | wasexposedtoasituationwherethe
act of being inquisitive and taking the respon-
sibility to seek out one’s own answer was
encouraged, rather than being molded into
academic “sponges’ who might accept a par-
ticular methodology asif it werehanded down
asthe word of God.

Erichad asimilar reaction:

[ Teaching] had all seemed so black-and-white
before. If you want to be a good teacher, you
do thisand you don’t do that. If you do X, the
studentswill learn Y, and so on. But he never
realized all of the stuff that could be going on
whileteaching and, furthermore, he never re-
ally had a clear concept of what “teaching”
was. Everyone had always SAID that not only
was the teacher responsible for teaching, but
that the students could actually teach each
other aswell astheteacher. Sure, they all said
that, but he had never seen it happen. He had
never really noticed the complex nature of
teaching and, inthe back of hismind, heclung
to the notion that teaching was going on only
if theteacher wasgiving alessonor an activity,
standing upinthefront of theclass. Hecouldn't
imagine anything else because he had never
seenitorreallyfeltitbefore.... Thisclassfelt
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like acommunity where everyone wasin part
responsible for the collective. “Isn’t that the
kind of classroom he hoped to create?” he
wondered.

In part, | also taught these lessons for selfish
reasons: | thought they’ dtakememoreseriously
if they thought | knew thingsabout teaching. And
oneway todemonstratethat understandingwould
betoreflectitinmy actions: toteach well.

After each lesson, we then talked about my
teaching: Thedecisions| made, my goals, how it
felt to be a student. Eric described them in his
story about theclass:

The" debriefingsessions” . .. gavestudentsin
the class a chance to reflect on what had
happened to them as an individual and to the
class dynamic as a whole, how each of them
might have perceived something distinct, and
to make surethat thejourney of the day would
not be forgotten or missed.

These*" debriefing sessions’ weremeant tomake
the hidden aspects of teaching more public. |
thought if | modeled a critical stance toward
myself: admitting confusi on; confronting thefact
that | didn’t makeeveryonehappy; getting people
to say that they weren’t content, satisfied, and
that they wereconfused, that | wouldbemodeling
the kind of openness and reflectiveness that |
think isessential toteaching. For instance, | know
that my tendency to ask studentswhy they believe
something can be experienced as aggressive,
invasive, scary. | know that some studentsfeel
likeElizabeth:

| found out really quickly that | hadto beonmy
toes just in case you questioned me. You
didn’t—and still don’ t—take simpleanswers.
| lovetotalk. Infact,it’sreally hard to keep me
quiet. However, | can be quite timid in large
groups, and your method of asking students
guestions had me nervous. Would she call on
me today? Would | have some brilliant com-
ment?

Oneday astudent, Dodie, arrivedinclassfor the
first time. The class had met for three or four
weeks already and we had begun developing a
collectivesenseof oneanother. | forgot to attend
tothefact that Dodiewasnew to us, and thusdid

not sharethiscollective sense. In the middle of
our discussion, sheraised her hand and voiced an
opinion. | forget what it wasabout. | wasexcited
by her ideaand wanted her to say more:

“And why do you think that, Dodie?’ | asked
in my predictably questioning way.

“Oh, all right, maybe I’'m wrong,” she said,
sinking down in her seat.

“No, no, please, tell mewhy. I’ m not suggest-
ing that you' re wrong, but | am interested in
your reasoning,” | said, trying to save my
sinking student.

Duringthedebriefingthat day, | used theexperi-
encewith Dodietotalk about oneof thedilemmas
| faceinteaching. | want to know how and why
my students reason through the problems and
ideaswediscuss. | needto surfacethat reasoning,
those beliefs. So | ask them pretty straightfor-
wardquestionssuchas: “Why doyouthink that?’
| know that it makessome studentsuneasy, so
try todoit with humor and grace, but | oftenslip
up. And no matter what you do, you havelittle
control over how someoneelseisgoingtointer-
pret the “text” of your actions. | was worried
about thistoday because of the obviousimpact
that my questioninghadonDodie. | had asked her
totalk through her comment becauseshehad said
something very very smart that | wanted to pur-
sue. But | wanted her to explicateher reasoning
sothat wecould havearicher discussion. And|
needed to know more about what she meant
(teachers all too often overinterpret their stu-
dents’ commentswithout | etting studentsexplain
themselves). | wasexcited and enthusi astic about
her ideabut sheexperienced it asaggressiveand
obnoxious.

Theensuing discussion alowed many studentsto
talk about how they initia ly had difficulty withmy
questioning. “ Atfirst,” Jennifer said, “| thought to
myself, ‘Who does this woman think sheis, a
lawyer? Butthen| realized that shejust wanted
to know what was in our heads.” Such discus-
sionshad multiplepurposes: | wastryingtomodel
areflective and modest stance toward my own
teaching. | wasattempting to show studentshow
the same teaching action can be experienced in
multipleways. | also wanted them to seethat a
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teacher’ sintentions (my excitement) arenot al-
wayscommunicated throughtheir actionstothe
students(Dodie sexperienceof aggression). Fi-
nally, | wanted the classto devel op an openness
and honesty, awillingnesstoforgivetransgres-
sionsand akindnesstoward my—and downthe
road, their—attemptsto teach. Thiskind of cul-
turewasessential tome, for eventually, | want my
studentstolearn how to dothisthemselves, even
thoughit’ san uncomfortableand risky business.
Danielledescribed how nerve-wrackingit could
be:

| don’twanttolook insidemyself. ... Thisclass
made me force myself to look inside. | didn’t
likethat at first. Infact, | hatedit. It made me
vulnerable, andif | could wear armor all of the
time, | would be happy. | realized that thisis
how students feel sometimes, like they are
opening themselvesupfor criticism and could
be completely destroyed.

Asthey taught moreand more, weal soused their
teaching astext for critique (instead of mine).
Turning thespotlight ontheir work teaching was
instructiveinwaysthat thecritiqueof minecould
never be. For example, Mitra had watched me
lead discussionsall year and had participatedin
the critique of those sessions. Y et consider her
comments when she found herself leading the
discussion:

Y ouoncesaid, Suzanne, that |eading adiscus-
sionislikebeinga“good dancer.” Y ou haveto
makeitlook likeyou’ renot working at all. But
trying tolead the classthrough adiscussion of
Generation X showed me just how hard that
dancingis.

Mitra’ scomment reminded me, again, that stu-
dentslearnthingsindifferent ways, at different
times. For anentireyear | had discussed with my
classthedifficultiesof managingour discussions:
thedecisions| hadto make, themiresl fell into,
my worries about how certain students would
react. Yetitwasn’'tuntil shetriedit herself that
Mitra realized how difficult it was to get that
grouptotalk.

Book Club

Around Christmas, we evaluated our work to-
gether. “Okay, Suzanne, you’ ve convinced us
that we haveto continueto learn forever and a
day. Now, show us how we can do that as
schoolteachers.” | thought thiswasareasonable
challenge: Could | helptheminvent ameansfor
their ownon-goinglearning?After thinking about
this over Christmas, Steve Mattson (who was
joiningthecourseat thispoint) and | cameupwith
theideaof aBook Club. Havethe studentssel ect
booksto read (how better to nominatethingsthey
wanttodoandfindrelevant). Have studentslead
the discussions (so they can have some experi-

enceteaching and being debriefed about teach-

ing, ahd someexperienceorganizingandfacilitating
a book club). The idea also appealed to us
becauseit complemented theknowingandlearn-
ing activities. | believeteachersneed to bewell

educated peoplewho read widely and often. We
started theyear by reading book reviews, essays,

and short stories; it seemed anatural progression
to then read books.

We started with abook | picked—Lost in Trans-
lation by EvaHoffman. L ater selectionswerepicked
by thestudents: Generation X, Buried Child, Like
Water for Chocolate, Woman Warrior, and Ev-
erything | Ever Needed to Know | Learned in
Kindergarten were some of the textswe visited.
Studentstaught thebooksingroups, andeachgroup
metwithmebeforehandtodiscusswhat they wanted
to do, and why. | thought of these meetings as
tutorialsin teaching. | learned alot during those
discussions, athoughl’ mnot surethat they did. For
example, amost every group cametothemeeting
withasmpleplan: We |l ask onequestionandopen
thefloorfor discusson. Theirreasoning: ThisisaTE
classandnooneever hasany troubletalking. | was
alittlehorrifiedandinsulted by thisway of thinking.
Afteral,didtheythink that that washow Steveand
| prepared for our classes? We came up with one
guestion, andany old questionwoulddo?I redized
that thiswasoneof theconsequencesof, asMitra
recdled, “dancingwell.” My studentsdidn’ tunder-
stand how hardwethought about what wouldwork
and why, who the students were and what they
caredabout. They didn’ tknow that Steveand | had
several plansfor thetimewespent together, back-
upsif whatweinitidly triedfdl flat. Weevenhadlaid
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out schedulesof how long each thingwouldtake,
and had discussi onsabout which oneof uswould
leadandwhen. Quickly, | learnedtoask themsome
questions

What do you want therest of theclassto learn
from this discussion?

Givenwhat you know about thestudentsinthe
class, can you predict some of the reactions?

What isPlan B if Plan A fails?

Who isgoing to do what? |s one person going
tolead, and the others support? Areyou going
to share leadership?

How are you going to assess how successful
the discussion was?

What instructional strategiesareyou goingto
use? Will there be small groups? A lecture?
Role plays?

Taking responsibility for theclassprovided my
studentswithadifferent perspectiveonteaching.
Mitraand Charlie’ sgroup, for instance, opened
withaquestionthat they thought would beinter-
esting. After they askedit, noonehad anythingto
say. Mitrastarted to squirm; Charlietook off his
overshirt, “Isit realy hot in here?’ After each
groupledadiscussion, | ledthedebriefing, asking
thegroup leaderstotalk about how they felt, or
theother studentstotal k about what they thought.
It was my hope that the teaching would lead to
someinsightsthat other aspectsof theclasshad
not. In some cases it did. Leah noted, for ex-
ample, that

The book club gave me some surprising in-
sights into how | teach. My tendency is to
worry about timean awful lot. Thefirsttimewe
presented our book, | was keeping notes on
how long it took to present each section. Y et,
even while | was doing that, | realized how
futileit wasto strugglefor that kind of control .
| had to relax and let the conversation flow,
evenif it wasn'tin the direction | intended. |
learnedthat | needtoflow alongwiththeclass,
and be prepared to guide it gently.

For other students, the book club served other
purposes. Melissawasjust happy for therambling
conversations, aliberatingandrelaxing experience
after four yearsof thestudent grind. Dan, whoredlly
doesn' tliketoread very much, foundhimself relax-
ing and calming down after a stressful week of
school when reading Like Water for Chocolate.
Mitraliked hearing how | could find things about
teaching in anything and everything that weread.
Elizabethlovedreadingabout Asanculturein\Woman
Warrior, for it hel ped her think about thisabstract
notionof “multiculturalism” andteaching. Dodie, on
theother hand, foundtheexperiencefrustratingand
amateurish, “| did abetter job when | wasinfifth
gradewithmy friends.”

Curriculum Development

Finally, because| wanted them to do something
that they believedwasclearly rel ated toteaching,
| had the studentscompletetwo different curricu-
lum projects. During thefirst term they had to
critiqueaunitfromtheperspectiveof theknowing
andlearning questionswe had pursued during that
term. After January, they hadto createtheir own
“polished stone,” beginning with atopic they
knew littleabout and endingwithaunit planthat
they could usethe next year. In preparation for
compl eting theseassignments, they analyzed and
critiqued textbooks, interviewed professors, in-
vestigated topics they might teach but about
whichthey knew little. They interviewed students
about their knowledge and interest, and devel -
oped alternative assessmentsand afew | essons.
Theseforayswereintendedtofeel relevant and
practical andto helpthemlearnto“inquire” into
theideasthat they woul d beteaching about.

It was probably the piece of class | felt least
satisfiedwith. | toldthemit felt disconnected, and
that | hadn’t found waysto weave that work in
withtherest of our discussions. Some, likeDan,
agreed that it was “hopelessly disconnected.”
Othersfeltdifferently. Jennifer, for instance, re-
markedthat:

Thecurriculum project wasgreat, | thought. |
never realized how much work can go into
planning alesson! But what wasgreat wasthat
| learned other ways of preparing the lesson
rather than straight fromthebooks. Thisproject
tied upthewholeyear forme. All along. .. I had
been discovering other ways to learn. You
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gave us the opportunity (a much nicer word
that assignment, don’t you think?) to create
something very useful—at least in my situa-
tion—withwhat we had learned. It all fell into
place for me with this project.

Kevinhad asimilar experience:

Thingsfromall my TE experiencesand classes
started to come together when | thought hard
about how | needed to work this unit out. |
started thinking about scientific discourseand
how powerless some of the students would
feel as they entered my chemistry classroom
for thefirst time. | tried to come up with ways
to lower that anxiety. | thought about their
possible misconceptions and trying to fit ev-
erything they learn new into that misconcep-
tion. | worked on changing the misconceptions
they might have and prepared waysto find the
misconceptions. Planning my unit gave me a
chance to struggle with all of these issues.
Everything started to seem relevant and | felt
that now | had achanceto work onimproving
my ability to master theseissues. | wasimple-
menting the ideas of the last two years.

| still believeintheideaof curriculum devel op-
ment, for | respect my students' need to have
“stuff,” material sthat they canusenow andinthe
future. Thechallengefor me—inthefuture—isto
find waysto better integrate that work into our
discussionsand activitiesso that morestudents
have Jennifer’ sand Kevin' sexperiences.

Youcan'trealy get asenseof theclassfromthis
list of activities, but it wasagood group and the
studentstaught mealot about |earningto teach,
about graduating from college, about the clash
betweentheuniversity and schools. Their obser-
vationsand questionsmademethink, specifically
about what | thought | wasteachi ng them about
teaching. Thesethoughtswerewithmealways.
But they became especially prominent one day
whenastudent softly murmuredasanaside: “ This
isnot amethodscourse.” Thecomment took me
aback, and sent my head areel. Was| teaching
methods?1f so, how could | hel p my studentssee
that?1f not, what was| teaching?

WHERE’S THE METHOD?

Theweek after Derek madethat comment, Steve
and | asked each student to think about hisor her
best teacher. Charlie' s best teacher was a sci-
ence teacher who didn’t let him get away with
anything. Melissa’ sbest teacher taught Spanish
with an infectious enthusiasm and passion.
Wendy’ sbest teacher didn’ t assumethat shewas
atroublemaker (likeher friends) and found ways
to make Wendy feel good about herself and her
writing. After listening to each student’ sstory,
Jennifer madeaclaim, anattempt todifferentiate
between the different kinds of capacities that
werementioned duringthediscussion: “Thereare
two categoriesof thingsteachersneed to know.
Theinnateability togetinsideof someone smind
(andyoucan’'tlearnthat),” sheinitially claimed,
“and pedagogy, you know, teaching skills. And
THAT you can learn.” Jennifer’s second cat-
egory is what teachershave often been taught as
“methods.”

| realized that | have another ideaabout “ meth-
ods,” for now, atripartiteconception. Clumsy as
they may be, I’'ll temporarily label the pieces:
“Subject Matter as Methodized,” “Manner as
Method,” and“Methodsof Thinking.”

Subject Matter as Methodized

Every subject matter hasamethod, and for part
of the year, we explored disciplines and their
waysof knowing. Wespent alot of timetryingto
understand how knowledgeiscreated. Students
interviewed“knowledgecreators’—writers, po-
ets, chemists, mathematicians, literary critics—
and asked them questionsabout whereknowledge
comesfrom. They read biographiesand autobi-
ographiesof “knowers’ —scientists, novelists,
historians—and tried to learn something about
how peoplecameto makeintellectual discover-
ies. Wedid other thingsaswell.

Throughall theseactivities, | wantedtoseeif we
could explorethewaysinwhich* method” wasan
inextricablepart of “subject matter.” Theseare
often seen asseparateentities, asDewey (1916/
1964) explains:
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Theideathat mind and theworld of thingsand
persons are two separate and independent
realms—a theory which philosophically is
known asdualism—carrieswithit theconclu-
sionthat method and subject matter of instruc-
tion are separate affairs. Subject matter then
becomes a ready-made systematized classifi-
cation of facts and principles of the world of
nature and man. M ethod then hasfor its prov-
ince aconsideration of thewaysin which this
antecedent subject matter may be best pre-
sented and impressed upon the mind; or, a
consideration of the ways in which the mind
may be externally brought to bear upon the
matter so as to facilitate its acquisition and
possession. (p. 387)

Dewey goesonto arguethat subject matter and
method arenot separate, such an assumption, he
clams,is“radically false’:

Thefact that the material of ascienceisorga-
nized is evidence that it has already been
subjected to intelligence; it has been method-
ized, soto say. Zoology asasystematic branch
of knowledge represents crude scattered facts
of our ordinary acquaintancewith animalsaf-
ter they have been subjected to careful exami-
nation, to deliberate supplementation, and to
arrangement to bring out connections which
assist observation, memory, and further in-
quiry. ... Method meansthat arrangement of
subject matter which makesit most effectivein
use. Never ismethod something outside of the
material . (p. 388)

Toillustratethisidea, | taught ahistory lesson
about RosaParksinwhich studentshad to con-
struct historical explanations and consider the
natureof historical knowledge. Historiansinter-
pret, draw on assumptionsand val ues, usewhat
factsthey canfind, createalternativeexplanations
for thesameevents. Asonehistorian putsit:

[H]istorians are left forever chasing shadows,
painfully aware of their inability ever to recon-
struct an ideal world in its completeness, how-
ever thorough or revealing their documentation.
Of course, they make do with other work: the
business of formulating problems, of supplying
explanations about cause and effect. But the
certainty of such answers always remains con-
tingent on their unavoidable remoteness from
their subjects. We are doomed to be forever
hailing someone who has just gone around the
corner and out of earshot. (Schama, 1991, p. 320)

Themethodsof history, therefore, areinextrica-
bly tied tothesubject matter. Thestoriesthat are
told (the subject matter) are shaped and defined
by the meanshistorianshaveto construct those
stories. Readerswho know nothing about histori-
cal method cannot entirely grasp themeaning of
histories: their limitations, tentativeness, fragility,
humanness. Our strugglesto understandtherel a-
tionship betweenknowledge, truthandinterpre-
tation made an impression on my students. Liz
said, “ Ever sincethe RosaParksdiscussion, my
mind has been warped! | still don’t know what
“truth’ is! | wonder what my future studentswill
say truthis...”

Liz' sworriesaremine, for thesamefragility of
knowledgehol dstrueinscience, inmathematics,
inlanguage (although weseldomlearn about the
limitations of knowledge in school). And they
haveimplicationsfor what weshould beteaching.
Typically in school, we're taught theories asif
they arefacts, interpretationsasif they aresome
singular, forever and ever truth. | wasworried
that although my students had undergraduate
degreesin an array of disciplines, they hadn’t
learned these things. Charlie’s comments vali-
dated my concern:

| had alwaysthought as a student that science
wasall about facts. Traditionally, | wastaught
to memorizerules, names, and laws and—if |
could—I understood science. On the con-
trary—withthe help of thisclass—I found that
scienceisquite the opposite. In my schooling
| did not come to see scientists as explorers
trying to explain the physical world around
them. | wasrarely exposed to the concept that
scienceisabout asking questions and propos-
ing theories. Rather, | was taught that you
memorizewhat you aretold becausethat isthe
way that theworld works. Thankfully, by ques-
tioning my past, traditional experiences, | have
cometo realize anew meaning of science. By
definition, science is a branch of knowledge
and study. But somewhereal ongtheline, some-
one forgot about the idea of “study.”

When | had them constructing narratives about
RosaParks, | wanted to do two things at once:
Havethem seewhat it takesto create historical
knowledge(albeitin brief, underdevel oped, and
underinformedways) and havethem seehow the
waysthat oneteaches affect theunderstandings
students develop. | wanted the teaching and
learning to produce an understanding of Parks
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and an understanding of the tentativeness and
interpretativenessof that understanding. And so
“method” had two meanings in that class: the
methodsof history (interpretation, problemiden-
tification, searching for causeand effect, assum-
ing thingsabout human intention and behavior,
and so on) and my pedagogical methods(having
themwork insmall groups, generating silly—and
then serious—explanations). For me, the two
were bound together: | had to make my “peda-
gogical method” choices based on my assump-
tionsabout “ subject matter method.”

| asked them to think about these same issues
whenthey taught their ownlessons: Theforeign
language group had useating Spanishfood, lis-
tening to Spani shmusi ¢, speaking Spanishwords.
They wanted to communi catethecultural aspects
of language and knowing by engaging usin a
culture-laden experience. The science group
startedwithan experiment; themathematicsgroup
tried to help usunderstand the history of math-
ematics and how mathematicians' thinking has
changed. Eachgroup triedto exploreoneway to
connect “subject matter method” with * peda-
gogical method.” Without doingitwell, | now see
that | wastryingto hel pthem seethat “method” is
bigger than that traditional conception most of us
enter teaching with. Andthat methodsof inquiry
within our relevant subject matters might bear
some relation to methods of pedagogy in our
classrooms. Thismight seem an obvious point.
Y et nooneever explaineditto measateacher-
to-be. Oneof my students, Eric, spent theentire
year tryingtowork ontheidea:

In about thethird or fourth week of class, this
Suzanne person said something that really
made him think—not like before where he
thought about TE things superficially for the
sake of makingtheteacher think hewasdoing
his part and contributing his two cents worth
to the mind-numbing conversation—but he
REALLY thought about it thistimeandwhat it
could possibly mean. He left class with her
wordsbouncingaroundin hishead and couldn’t
leave them alone. But all she said was “how
you teach is asimportant as what you teach.”
It was so simple, but it meant alot of things.

Method as Manner

But all along we explored other aspects of
“method,” too. Another part of method I’ Il tem-
porarily call “manner.” Fenstermacher (1990)
oncewrote:

Nearly everything that ateacher doeswhilein
contact with students carries moral weight.
Every response to a question, every assign-
ment handed out, every discussion on issues,
every resolution of a dispute, every grade
given to a student carries with it the moral
character of theteacher. Thismoral character
can bethought of asthemanner of theteacher.

Manner is an accompaniment to everything
teachersdointheir classrooms. Chemistry can
be taught in myriad ways, but however it is
taught, theteacher will alwaysbegivingdirec-
tions, explaining, demonstrating, checking,
adjudicating, motivating, reprimanding, andin
all these activities displaying the manner that
markshim or her asmorally well-devel oped or
not. Teacherswho understand their impact as
moral educatorstake their manner quite seri-
ously. They understand that they cannot ex-
pect honesty without being honest or
generosity without being generous or dili-
gencewithout themselves being diligent. Just
asweunderstand that teachers must engagein
critical thinking with students if they expect
students to think critically in their presence,
they must exemplify moral principlesandvir-
tues in order to elicit them from students.
Indeed, thereismoretothis. . . . Teachersmust
also . . . draw attentiontowhat they are doing
and why, hold it up for the studentsto see and
understand, and, by suggestion and demeanor,
call on students to follow along. There must
then be support for those students to model
the teacher and some sense of safety for those
who are not yet ready to do so. (pp. 134-135)

When Charlietalked about his best teacher, he
mentioned the fact that the teacher expected
Charlietotakeresponsibility. “Hedidn’t put up
withmy crap,” Charlietoldus. Melissamentioned
the fact that her best teacher created a real
community, agroup of studentswho knew each
other well. Andthat shewasreally well educated.
Sheknew alot. Wendy told usastory of learning
tobelieveinherself andtheroleateacher played
in helping her see herself as a thinker, reader,
writer. It wasthisdiscussionthat led Jennifer to
her claimabout “ theinnateability to get inside of
someone’ shead.” Tome—thistalk soundslike
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Fenstermacher’ smanner. Teaching requiresde-
veloping meanstofacilitate honesty, diligence,
personal responsibility, generosity, critical think-
ing.

If all it took to facilitate such thingswas akeen
mind, a gentle spirit, and good intentions, we
would haveall met more* great teachers.” We'd
all be goodteachers. But we' renot, becauseit’s
hardwork finding waysto teach personal respon-
sihility, tohelp peoplesay what they arethinking,
to create an atmosphere in which there can be
disagreement and debate, honesty, diversity, tur-
moil. | want to claimthat devel oping theseskills
and understandings, commitmentsand disposi-
tionsisalso“method.” Andthat they areskillsthat
can belearned (eventhoughyou areall right to
remind meof how tied they areto personality).
Dewey nominatesafew critical characteristics:
directness, open-mindedness, whol eheartedness,
andresponsibility. Hecallsthesetraitsmethod.
Consider how Dewey (1916/1964) talks about
thefirsttwo:

Confidenceisagood namefor what isintended
by the term directness. It should not be con-
fused, however, with self confidence which
may be a form of self consciousness—of
“cheek.” Confidenceisnot anamefor what one
thinksor feel sabout hisattitude; itisnot reflex.
It denotesthe straightforwardnesswith which
one goes at what he has to do. It denotes not
conscious trust in the efficacy of one’s power
but unconscious faith in the possibilities of
thesituation. It signifiesrising to the needs of
thesituation. (pp. 397-398)

Opennessof mind meansaccessibility of mindto
any and every considerationthat will throw light
upon the situation that needs to be cleared up,
andthat will hel p determinethe consequencesof
acting thisway or that. . . . Intellectual growth
means constant expansion of horizonsand con-
sequent formation of new purposes and new
responses. These are impossible without an ac-
tive disposition to welcome points of view hith-
erto alien; an active desire to entertain
considerationswhich modify existing purposes.
Retention of capacity to grow is the reward of
such intellectual hospitality. The worst thing
about stubbornnessof mind, about prejudices, is
that they arrest devel opment; they shut themind
off from new stimuli. Open-mindedness means
retention of a childlike attitude; closed-
mindedness means premature intellectual old
age. (pp. 398-399)

Clearly, Dewey thinks of method in a broader
sensethanthetraditional methodsclasseswe’ ve
all beenofferedinour education. Heputs“ method”
and“ attitude” inthe same sentence:

Expressedintermsof attitude of theindividual
thetraitsof good method are straightforward-
ness, flexible intellectual interest or open-
minded will tolearn, integrity of purpose, and
acceptance of responsibility for the conse-
guences of one’s activity including thought.
(Dewey, 1916/1964, p. 403)

| heard my students’ recollections of their best
teachers echoing in Dewey’ s words. Maybe it
wasn’t an accident that Wendy’ s teacher was
abletomake her feel intellectually worthwhile.
I nstead, that teacher knew something about how
to listen to Wendy and see a person instead of
pigeon-holing her theway that othershad done.
Neither wasit serendipity that M elissa’ steacher
was well educated. And Melissa didn’t notice
that by accident. That teacher wasableto com-
municate a quality of mind, a commitment to
learning that enabled Melissato embraceit, to
want to be like that. These teachers—and the
others we discussed—had devel oped methods
of manner, waysof facilitating learningintheir
students. They learned how tolisten, to hear, to
probe. They learned how to usetheir bodiesand
their humor and their mindsto create environ-
mentsand rel ationshi psthat affected some stu-
dents’ commitment and capacity tolearn. Itwas
striking that not oneof my studentsgavereasons
why someone was a good teacher that were
based ontheinstructional strategiesthey used. |

wanted themto seethat teaching—anditsmeth-
ods—wasan endeavor that embraced muchmore
than a technology of organizing cooperative
groups, lecturingclearly, establishingdisciplinary
procedures, using alternative forms of assess-
ment andthelike.

Butif thesethingsaremethods—Dewey’ s* atti-
tude,” Fenstermacher’ s“manner”—how am|—
as a teacher educator—to teach my students,
prospectiveteachers—those kindsof methods?
| don’ tknow. Right now, primarily fromtheinside
out. By that, | mean that I’ve tried to have a
manner, to be aware of that manner, and to talk
about it—honestly and critically—with my stu-
dents: about thechoicesl wasmaking, about my
worriesandfears, about dilemmasand mistakes
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and occasional triumphs. | wasthinking that if
they “lived” theexperienceof ateacher withsome
of those manners, they might learn something
about developingtheir ownmanner. Sol triedto
create a classroom in which we can laugh and
disagree, argue, get hurt, forgive, act kindly to-
ward others, experienceintellectual respect, be
challenged, andthelike. | triedtoget themtotalk
to one another, and learn from others’ experi-
ences. | mademy thinking public. | gavethemalot
of control and choice. | kept hoping that they
might seehow | think about teaching and develop
their ownversion, onethat treatseducation like
thecomplicated enterpriseitis. | wishedthat they
might seehow muchfunitistokeeplearning, and
how it sokay to becritical of yourself—and to
openyourself uptothecritical commentsof your
students.

Steve smanner, for exampl e, had adirect impact
onK.C. asisclear fromastory shetellsabout her
experiencesasastudentintwodifferent univer-
sity classes(oneof whichwasours):

Themost important lesson | havelearned con-
cerns teacher flexibility and the ability to re-
ceivecriticismobjectively. Somestudentshave
suggestions which could only improve the
atmosphere and lessons which occur in the
classroom. Y et, someteacherstakethiskind of
criticism poorly. My theater professor is just
such a person. When the students tried to
voice their opinions and confusions concern-
ing proper classcriticism, thisparticular pro-
fessor dismissed these fears and refused to
discusstheissue. Also, after | had a personal
discussionwiththe professor onthetopic, she
begantotreat mevery poorly and, at times, was
openly rude. | find this behavior extremely
distressing. Teachersare supposed to beopen,
understanding, and objective. Y et | know that
thisgoal isdifficulttoachieveat all times: My
theater professor isaperfect example. So how
doteachersbal ancetheir human sidewiththeir
educational responsibilities?

| think the answer to this question hasalot to
dowiththetypeof teacher you areandthetype
of educator you wish to become. Take Steve,
for example. | wasn’treally happy with one of
our class sessions, mainly because | felt that
the class and myself lacked a chanceto voice
our opinions. | went to Steve, as | had done
with my other professor, and this experience
was completely different. First of all, Steve
listened to me without becoming defensive.

Thisisaskill whichisvery important to main-
taining a positive teacher/student relation-
ship. Also, a teacher needs to realize that
receiving feedback from studentsisan oppor-
tunity to hear whether or not your teaching
styleis effective, that the experience can bea
positive one for them as well. Therefore, an
open relationship can only benefit both par-
ties. This positive experience was extremely
empowering for me, | felt like | was avalued
member of theclass. Thisfeelingisonewhich
| want all of my studentsto experience. Y et one
of my major fearsisthat | will reactinthesame
manner as my theater professor. How does a
teacher learn to receive criticism openly?
Maybe | should talk to Steve about it because
| really don’tknow. I think that thisisaskill one
must learn. It takes practicetoreceivecriticism
well.

Whileit isimportant to methat K.C. identified
some of her goals as a teacher (to be open, to
receivecriticismwell), itismoreimportanttome
that shetalksasif she’ sonthebeginning of such
ajourney and that learning such things means
morethan simply embracing thenotion. For KC,
being open to criticism is a craft—not just a
commitment—that takestimetolearn and hone.
Sherealizesthat |earning toteach—at least this
part of it—takesmuch morethansimply saying, “|
want to be open.” It takes time, practice, pa-
tience, and openness.

Methods of Thinkingand Learning

Andyet, thereisathirdway | thought of methods
inthisclass. | believethat teachingisboth behav-
ior andthought, instructional strategy and peda-
gogical reasoning. The thinking ishard. “You
make methink so hard that my head hurtsafter-
wards. | likethat!” Lizdeclared. Mitrasaid:

[I found] what was said [in class] so interest-
ing, challenging, real. | often left class frus-
trated, confused, or exhausted. | left class
thinking—sometimesabout | earning and know-
ing, sometimes about Doritos and taxicab ge-
ometry—but | was alwaysthinking.

Teachers need to be, as Elizabeth noted, “more
consciousof their choices, assumptions, beliefs, and
desires.” A teacher can’tjust haveagoodidea, alot
of enthusiasm, and a helpful group of students.
Sometimes—if you' relucky—thingswill work out,

Michigan State University, East Lansing, Michigan 48824-1034

CP 94-3 Page 13



but sometimes they won't. Teachers need to be
moreprofessional thanthat. Likeartists, they need
practice, knowledgeof theavailablematerial s, and
theskillsof usingthetools. | returnto Dewey:

Themethod of teachingisthemethod of anart of
action intelligently directed by ends. But the
practiceof afineartisfar from being amatter of
extemporized inspirations. Study of the opera-
tions and results of those in the past who have
greatly succeeded isessential. Thereisalwaysa
tradition, or schools of art, definite enough to
impress beginners, and often to take them cap-
tive. Methods of artistsin every branch depend
upon thorough acquai ntancewith materialsand
tools; the painter must know the canvas, pig-
ments, brushes, and the technique of manipula-
tion of al his appliances. Attainment of this
knowledgerequirespersistent and concentrated
attention to objective materials. The artist stud-
iesthe progress of hisown attemptsto see what
succeeds and what fails. The assumption that
therearenoalternativesbetweenfollowingready-
maderulesandtrustingto nativegifts, theinspi-
ration of themoment and undirected“ hardwork,”
is contradicted by the procedures of every art.

Such matters as knowledge of the past, of
current technique, of material, of thewaysin
which one’s own best results are assured,
supply the material for what may be called
general method. (pp. 393-394)

Teaching, Dewey goesonto say, involvesusing
thosegenera methods* intellectuadly.” Usingtools
intellectually involveslearninghowtothink likea
teacher: toreason pedagogically, towonder about
what studentsknow and careabout, tolistento
their contributions, to select instructional tools
that might be hel pful avenuesto educative expe-
riences, tolearnfromexperience. Developingthis
capacity to think and learn is another way of
thinking about method. Thisleadsbeback tothe
same question: How to teach about these meth-
ods?How to teach people how to think?

| often showed my studentshow | wasthinking,
learning. Steve did the same thing, openly dis-
cussing hisworriesand concerns. We also cre-
ated occasions for them to think like teachers.
When they had to select the readings for the
wholeclassduring thesecond semester, they had
toengageinteacherly thinking about curriculum:
What would peopleliketoread?What would be
good for them to think about? When we asked

themto planfor thediscussions, they hadtothink
of themselvesastheteacher and of their peersas
students. What tasks would engage them sub-
stantively?How will studentslikethisreading?
What will they want totalk about?What activities
might help me pursuemy goals?What isitthat |
want peopleto usethisreading to think about, to
learn from? How arewe going to act infront of
everyone else? When we discussed how the
classeswent, in public, withthehelp of theentire
class, they also werethinking liketeachers. Dur-
ingthecurriculumdevel opment project, weasked
themtodoaseriesof tasksthat requiredinquiry.
AsK.C.commented, “ Just likestudentshaveto
research papersbeforethey turnthemin, maybe
teachersneedtoresearch curriculumbeforethey
teachit.” Insmall andlargeways, then, | triedto
find multiple moments of practicethinking like
teachers, or watching methink likeone.

I’m not sure how successful | was, for helping
othersboth seeinsideyour head andlearnto see
insidetheir own might beimpossible. But Mitra
observed at the end of theyear that:

Perhapswhat ismost significant [to me] isthat
you didn’t give me the “tricks” | thought |
needed. Instead of the traditional “how to”
approach to teacher education, you’' ve shown
me how to view teaching as an intellectual
process. You' ve shown methat it’ s not about
mastering a subject area. It’s thinking about
learning and knowing, power and diversity.
And transforming those thoughtsinto a prac-
tice.

Jennifer alsoleft thinking about teaching asintel -
lectual work:

Thisclassforcesmeto think about learning—
mine and others—in order to better under-
stand myself and to be able to convey that to
my future students. That cliché about love—
that you can never really love anybody until
you can love (at least like) yourself—can be
appliedto MSU’ sTE philosophy about educa-
tion. You cannot really teach others how to
think until you know how to think yourself.
Y ou need to have some skill at unraveling the
intellectual knot in your mind and this class
and TE have hel ped me pull at the heart of that
knot. The thing about this class is that the
causal observer could walk in, listen to the
conversations, and never know thatitwasaTE
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course. It’ssort of likeintellectual calisthen-
ics. Friday allowsyour mindto limber upwhen
it'sbecomealittlestiff. . . | valuethat most of
my search into how | am going to be ateacher
isreally anintellectual search. My TE knowl-
edge is not going to be part of the 80% of the
forgettable knowledge that someone says un-
dergraduates acquire . . . because so much of
what | learned herewere skillsat how to know
things, how to question things, and what to
make of themwhen | did.

| believethat teaching is anintellectual process
(aswell asamoral enterprise), and that themore
prospectiveteacherslearntothink inteacherly
ways, the better prepared they are to meet the
needsof diversestudents. Teaching, for me, isnot
about acquiring atool bag of tricks, arepertoireof
handy |lessonsthat “work” (although thoseactivi-
ties and ideas are necessary components and |
clingtoeach* polished stone” I’ vegeneratedin
my work asateacher). Rather, it’ sabout estab-
lishing goals, creating communities, listeningto
your charges, usingtheir knowledgeand skillsto
enhance the enterprise, and so on. It requires
constant, deep, and critical thought. Andtoim-
proveit requiresthecapacity tolearnfromexpe-
rience (something we do not all do naturally or
well). Central tothisconception of teachingisthe
awarenessthat weare humaninstruments—Ilike
historiansor doctorsor therapists—andthat who
weareinfluenceswhat wethink and seeand do.
Themoreweknow, therefore, about that person,
themorecontrol wehaveover using our human-
nesstoitsgreatest advantage and doing theleast
damage. Dewey usestheanal ogy of playingthe
piano: “Piano playing is not hitting the keys at
random.” Such astrategy producesan unpleasant
cacophony moreoftenthanpleasingmusic. Teach-
ersneedto protect their studentsfromasimilar
mayhem, and learn to “play the keys’ in an
orderly, thoughtful, moral, and reasonedfashion.

But WiLL THEY BEBETTER TEACHERS?
| writethisessay withmorethan alittletrepida-
tion. Some might find me confused, a fuzzy-
headed academic who doesn’t know what she’s
doing. (Muchlikewhat my studentsassume be-
foreweget toknow oneanother.) Perhapsthisis
simply another example of Kramer’sfollies, a
foolish academic spoutingrhetoricwithlittlerela-
tiontothereality of what teachersneedtolearn
and how. Or maybethisisaperfect example of

why we should wrest the education of teachers
out of the hands of teacher educators. Others
might find meself-indulgent, focusing solely on
my own practice. My criticsmight beright. 1 don’t
know. | dobelievethat I’ magoodteacher, not at
all confused. | have clear ideas and opinions. |
know what 1I'm doing, and | do it well. My
studentsknow, asWendy observed, that | “have
anagenda.” “Always, every time, after leaving
this class, my wheels were kicking for several
hours. It wasagood feeling: My brain hasbeen
somewhat neglected for the last year or two,”
Derek said. That’ stheway most of my students
feel,and| takeitasasignthat I’ mstretchingtheir
minds, helpingthem|earn.

Y et eventhough| think I know what I’ mdoingon
adaily basis, my thinking and actionsarefluid,
dynamic. They change as | acquire wisdom,
through experiences both pleasant and painful.
I’ mapermanent work-in-progress. | would hope
that we all are, no matter what we do. | think
that’sasignof intelligent life.

It might be most troubling to outsidersthat this
discussion is about method, for method (read
hereinstructional strategies) could very well beat
the heart of what outsidersthink teacher educa-
tion ought to be about. Many people may think
that acquiring the capacity to teach ismerely a
matter of first, learning a subject matter and
second, learning a few techniques (lecturing,
Socraticdiscussion, using technology, setting up
small groups, andthelike) withwhichto deliver
that subject matter. Teachersmight alsoneeda
dash about discipline and afew tipson testing.
But that might beit. Jennifer had her ownversion
of thisset of assumptions:

The vast majority of American citizens think
that a teacher education program consists of
reading textsthat describein great detail how
to use the chalk board, how to fill out a hall
pass, or how to make those ridiculous paper
creationsthat are* decorating” our room. Per-
hapsbeforel wasimmersedin TE, | subscribed
to thisfallacy, too.

| don’t know where these beliefs come from, al-
though othershavehypothesized. Morethanlikely,
ithassomethingtodowiththefact that teachingis
fdsdyfamiliar: Unlikemoreglamorousprofessons,
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everyonethinksthey know what it takesto teach.
We' veall taught alittlesomethingand seenal ot of
teaching, both good andbad.

| don’t agree that teaching is so readily under-
stood. Teaching well is as specialized away of
thinking and acting as any craft: parenting,
lawyering, nursing, researching, piano playing.
Teaching well entails listening with care and
respect to theother peopleintheroom, havinga
clear senseof purposeand beingwillingto alter
that sense when we learn something new, and
hold on to it when we know we're right. It
requiresknowingalot moreabout theideasbeing
taught than what we learned in high school or
college. | deaskeep changing, and so must teach-
ers. Thus, teachingrequiresafluidity, adaptabil -
ity, flexibility, opennessand aninquiring stance
that many peopledon’t possess. . . and alot of
specialized skill and deep knowledge.

Y et, sadly enough, no matter what our field—
law, medicine, history, business—weknow that
therearemany peopleout therewith degreesbut
noskill, credentialsbut no expertise. Asateacher
educator, | don't intend to put my stamp of
approval on anyonewho promisesto be content
withthestatusquo, doingthesamethingyearin
andyear out. | want my studentsto becomegood
teachers, andtodothat they needto expandtheir
ideasabout themethods needed. Y es, you need
toknow how to usethelatest softwareto support
your instruction, and you need to have aclear
sense of how to teach your students to act re-
sponsibly, indisciplinedways. Y ouasoneedto
know how to lecturewell and how to help your
studentsteach oneanother whenit’ sappropriate.

| knew all of that when | started teaching. |

learned someitin my teacher education classes.
Someof thosenascent understandingswereborne
of my own experiences as an oldest child, asa
swimminginstructor attheY MCA, asatutor for
lesstal ented mathematicsstudents. But there' sa
lot no onetaught me. No onetaught methat some
of my studentsmight ook at thefloor—andnotin
my eye—asasign of respect. No onetaught me
thatif | pushed onestudent like Charlie steacher
did of him, other studentsmight besilenced out of
thefear that | would dothesametothem. Noone
taught methat | might needtoknow six alternative

models for electricity instead of one, because
studentsbring different talents, experiences, back-
ground knowledge, andinterests. No onetaught
me that a note | write in earnest concern for a
student’ swell-being might beinterpreted by the
student aspatronizing or condescending. Noone
taught me what it means to respect someone’s
mind: not just believe in him or her, but help
uncover—bothfor the student and for myself—
their special talentsand understandings. No one
taught me how to be unthreatened by criticism
and opentochange. . . how tomakemy thinking
public, and my capacity to question my assump-
tionsand actionsendless.

I’ ve taught now for nearly 20 years, and |’ ve
learned alot. But | would havelearned moreif |
hadn’t had to discover by myself that teaching
means |earning something new all thetime and
that therearewaysof both thinking about peda-
gogy and of inquiring into experiencethat help
you learn more. | was smart enough when |
graduated from college to understand that the
methodsof teachinggofar beyondlearningto set
uproleplays; that they might have somethingto
do with the way | thought or carried myself. |
would have been abetter teacher to my earliest
students if someone had bothered to teach me
that the* methods’ requiredinteaching aremul-
tiple: Teachersneedtoknow how toinstruct; how
toidentify, explore, and solve pedagogical prob-
lems; how to inquire into and learn from their
experience; and how to actinwaysrespectful and
moral. Perhapswewould wish thosethingsfor
everyone, but they are necessary conditionsfor
goodteaching. And asamethodsinstructor (who
is perhaps atouch crazy, as Eric worried), the
challenge | see before me is to find ways to
nurturethedevel opment of all of these methods
in the company | keep: future teachers. All the
whileknowingthat theplacewherel’ll learnthe
most about how to do that isin their company,
using—and refining—thevery methods| hopeto
teachthem.
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Notes

References

! The place that | work inisrich with interesting people and
ideas. The thoughts | lay out here are mine, but collaboratively
constructed by many colleagues, including: Deborah Ball, Carol
Barnes, Helen Featherstone, Jay Featherstone, Magdalene
Lampert, Steve Mattson, and Dirck Roosevelt al of whom
contributed to this essay. In addition, these ideas have been
nurtured and shaped by my students.

2 For the second half of the year, | co-taught the course with
a colleague, Steve Mattson. His contributions to the course were
immeasurable and we easily could have written an essay together
about our experiences. It feels, in many ways, both awkward and
unfair not to write this essay with him. Much of what | report,
we did together as a team. But much of what | report happened
as| worked alone. Inthisessay, | choose to write done but | want
to make it clear that for haf the year | had apartner in crime and
that his hand-holding, company, and insights made a qualitative
difference in my understanding and teaching.

*Throughout the essay, | sometimes use comments written
by my students. These comments come from evaluations of the
course, small essays | had them write, and journal entries.
Sometimes students used the first person, at other times they
wrote stories in the third person. | have left all of their comments
in the way they were written. | also use their real names, with
permission. | do this because | fedl that their comments are more
eloquent than anything | could say and they deserve recognition
for their insights.
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