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In this article I present the argument that the simple inclusion of the reflective
component in student teaching is insufficient. Both supervising teacher and
student need to examine what they understand by reflection and what they
mean by teaching. It is possible that, in their mutual assumption that these
terms share a common definition, communication between the student and the
supervising teacher is being undermined. [ suggest that the use of an
unexamined reflection as a tool for teacher education has the potential for
causing confusion and frustration.

Dans cet article, je montre que le simple fait d’exiger de la réflexion est
insuffisant dans l’enseignement. Le professeur et I'étudiant ont besoin
d’examiner ce qu’ils entendent par la’réflexion et par I'enseignement. 11 est
possible que 1’on assume que ces deux termes ajent une définition commune.
A ce moment, la communication entre professeur et étudiant est vouée a
I’échec. Je suggeére donc que I'utilisation d’une réflexion d’une maniére
arbitraire, comme outil dans la formation des maitres, peut devenir
éventuellement un élément de frustration et de confusion.

The Reflective Prism

Reflection, as the intentional self-examinationof thinking, is a concept that
is attracting attention in the field of research into the education of teachers
and other professionals (Cruikshank, 1987; Dewey, 1904/1962, 1933;
Erickson & MacKinnon, 1990; Schoén, 1983, 1987, 1990). However, the
purpose of reflection remains inadequately defined in either conceptual or
operational terms (Griffiths & Tann, 1992; Richardson-Koehler, 1988; Tom,
1984). Descriptions of the reflective component of reflective teaching tend
to be somewhat vague, and, depending on the context, the use of the term
varies. While developing an awareness for the process behind the act of
teaching, the term reflection itself does not guarantee an understanding of
its limitations — it does not ensure the examination of personal knowledge
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1. The historical background to the concept of reflection drawn from the
literature on teacher thinking and the origins of its current
fragmentation.

2. An example of the difficulties that can arise due to the different images
projected by a fragmented reflective process, illustrated by the missed
communication between Peter, a supervising teacher, and Janis, his
interning student teacher.

3. The considerations that must be included in the development of a
"focused” reflective practice.

The Fragmentation of Reflection

The origin of fragmentation. Dewey (1933) originally defined reflective
thought as

the active, persistent and careful consideration of any belief or
supposed form of knowledge in light of the grounds that support it
and the further conclusions to which it tends ... it includes a
conscious and voluntary effort to establish belief upon a firm basis
of evidence and rationality. (p. 9)

According to Dewey’s pragmatic interpretation of the scientific method,
the veracity of a conclusion or the adequacy of an action was to be
determined by the degree of fit that existed between the conclusion and an
external norm (truth) or by how closely the results of the action
approximated the desired effects (Church, 1977). The purpose of Dewey’s
reflection was to compare acts and conclusions to empirical evidence
through the logical reduction of general information to facts.

Removed from the straightforward logic of Dewey’s positivism, the
world is no longer independent of the perceptions that framed it. The
postmodernist era replaced the assumption that facts are based upon a
single and transcendent truth with the concept of facts as being a product
of the theoretical construct which defined them (Rorty, 1980). What is
perceived is the world (Merleau-Ponty, 1962). Reflection within such a
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anomalous response to a situation is, in fact, a rational reaction to a
problem “that means something in the life experience of the person giving
the response” (p. 6). In other words, to separate the realm of observable
action from the reasoning that motivated it is to reduce behavior to a
series of technical problems, where the function to be performed specifies
the problem itself. Teaching, under these conditions, is reduced to
matching teaching technique to curricular objective.

The three facets of reflection. Margolis’s statement suggests that
normative comparison not only operates in the formulation of the problem
(Schon) and the solution of the problem (Dewey) but also in determining
what is problematic and demanding of reflection in itself.

While it is unreasonable to expect that the way in which student
teachers deliberate upon their teaching can neatly be confined to one of
the three elements, emphasis on the significance of any particular facet of
reflection not only reduces the likelihood of a personal construction of
meaning, but also increases the ease with which reflection can become
shaped to suit and support a particular educational approach. That is,
when the reflective component of teacher education is used to emphasize
the consideration of desirable conclusions, then student teachers are
encouraged exclusively to think in terms of the technical aspects of the
educational process; the purpose of reflection becomes the systematic
matching of existing method to predetermined objective. For example, if
the objective is to have a pupil correctly identify the functions of nouns,
verbs, and adjectives, then transferring the process of identification from
teacher to pupil becomes the pedagogical problem to which a teacher can
apply prescribed solutions. This concept of reflection defines the teacher

as technician.

The second facet of reflection, that concerning content, can also both
shape teacher thought and influence the kind of teaching that will result
from its application. To examine the substance or content of what is to be
taught certainly reduces the significance of means, but only at the expense
of emphasizing ends.  Schon, in discussing the apprenticeship of the
reflective practitioner, is primarily concerned with the ways in which the
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Janis

The student teacher interning in Peter’s classroom, Janis, was a
psychology major with a B.A. degree completing an after-degree teaching
program. Observation of her teaching and subsequent discussion of her
lessons revealed a predominance of the technical aspect of reflection. Her
use of teaching techniques and the children’s ability to use skills were given
prime consideration when she rated the degree to which she felt the lesson
was more or less successful.

After a physical education lesson on basketball, she commented that
she was disappointed because the children did not understand and
appropriately use a particular move that she had demonstrated. While
discussing this with Peter, she commented that she did not "blame the kids"
but felt at fault herself for introducing a skill "they clearly weren’t ready
for." Further questioning revealed that she had taught this skill because
those children who would go on to play competitive basketball would need
the skill during competition.

This incident occurred after Peter’s comments on the importance of
preparing children for an unknown future and suggests that a breakdown
in communication had occurred between Peter and Janis. Peter, when
thinking about the future needs of his pupils, had addressed questions that
ask what (content) should he be doing to prepare them and also why
(context) should he be doing it. Janis, on the other hand, translated
Peter’s statement in terms of Aow (objectives) she could pass on a set of
skills. Not only was Peter functioning at a level of abstraction that Janis
was reworking in more concrete terms and hence altering his meaning, but
this (typical) expert/neophyte conceptual asymmetry was compounded by
the fact that they each were unaware of the reflective frame of reference
of the other (Benner, 1984).

Mid-way through the observation period, Janis introduced a new
element into her conversation, one which implicd that her reflections on
her teaching now included an awareness of the way that the content of her
teaching was used by the children. I‘rom a preoccupation with the mastery
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may be tempered by student teaching but remains largely
unchanged. Students must become conscious of their own taken-
for-granted philosophy of education and attempt to understand how
they arrived at it in order to adequately critique and develop it.

(p. 53)

The three facets of the reflective process — conclusions, content, and
context — when taken as a whole can serve to remove the restrictions to
teacher thinking and professional growth inherent in the taken-for-granted
mind-set that Bolin writes of. In doing so, they also facilitate the
communication between student teacher and supervising teacher. Janis’s
misinterpretation of Peter’s concern about preparation for the future
resulted in disappointment for her and confusion for the children she was
teaching. At this time, Janis was functioning within a paradigm that saw
teachers as the dispensers of skills and knowledge, while Peter was
operating within one in which teachers were guides and mentors within a
given temporal and societal context. Consequently, Janis’s reflection
concentrated on the technical aspects, whereas Peter’s tended towards the
substantive and contextual. Because neither Janis nor Peter thought to
question their own paradigms, the value of Peter’s experience and approach
was lost in the translation from his logic to hers. Without confronting the
frameworks that influence their teaching practice, intern and supervising
teacher may unknowingly be at odds. The supervising teacher, therefore,
has to discover the values and beliefs that the intern holds about teaching
and learning while examining his or her own. How the interning student
teacher views both teaching and the purposes of the practical component
of teacher preparation may have implications for the consequent
development of a personal theory of teaching that is grounded in action.
That is, interning student teachers may not make the necessary connections
between the information that they are being presented with and the beliefs
that they, and the supervising teacher, hold (Shuell, 1990). The supervising
teacher may, consequently, proceed under the mistaken assumption that the
way he or she thinks about education and the manner in which these
beliefs give meaning to his or her classroom practices is correct, evident
and understood by the intern.
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other. If, for example, Janis had asked Peter why he believed it was
necessary to prepare children for the future, she may sooner have realized
that he was not merely referring to the acquisition of skills.

Conclusion

I have argued in this paper that the unexamined use of reflection can
compound the difficulties already inherent in supervising teacher/intern
communication and that, for the purposes of teacher preparation, the
framework provided by the notion of a fragmented reflection serves, if not
to actually overcome these difficulties, then at least to make their existence
known.

The interning student teacher can only be expected to alter his or her
own personal understanding of the classroom situation to the extent that
he or she understands the supervising teacher’s interpretations as being
relevant. Observing individuals as they teach and asking them to reflect
upon their actions needs to be complimented by a consideration of "what
their actions mean within the frameworks which give their actions meaning"
(Olson, 1989, p. 174).

To come to an understanding of the beliefs and actions of another
requires an understanding of the beliefs and actions of oneself. The ways
in which a personal theory of education colors all matters pertaining to
teaching and learning need to be recognized if the reflective process is to
be a useful tool in the development of teachers.

Note: This work was developed during the preparation of a dissertation
pilot study, and the author was supported by a scholarship from the
University of Saskatchewan.











