Connelly and Clandinin

TdlingTeachngS aries

By F. Michad Conndly and D. Jean Clandinin

ItisApril 1959, I'm standing at therailing of the“ Batory’s’ upper deck, and | feel
that my lifeisending. I’ m looking out at the crowd that has gathered on the shore
to see the ship's departure from Gdynia—a crowd that, al of a sudden, is
irrevocably on the other side—and | want to break out, run back, run toward the
familiar excitement, the waving hands, the exclamations. We can't be leaving al
this behind—but we are. | am thirteen years old, and we are emigrating. It's a
notion of such crushing, definitivefinality that to meit might aswell mean theend
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of theworld.

My sister, four yearsyounger than |, isclutching
my hand wordlessly; she hardly understands where
we are, or what is happening to us. My parents are
highly agitated; they had just been put through abody
search by thecustomspolice, probably asthefarewell
gesture of anti-Jewish harassment.

* * * *

“Communism is a political philosophy based on the
ideathat thereis no private property and everything
should be shared equally between everybody,” the
teacher tells the class of ninth-graders.

“But isn't Communism evil?’ somebody asks.
“Don’t they kill people over there?’

Mr. Jones—he has a kindly, square face and a
crew cut that looks like it’s made of horsehair—then
has an inspiration. He turns to me and asks me to
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describe what life in a Communist country is really like.

Resdlly like? Redlly, I've never seen Communism walking down the street.
Redlly, there is life there, water, colors, even happiness. Yes, even happiness.
People live their lives. How to explain? In my classmates’ minds| senseavision
of adark, Plutonian realm in which a spectral citizenry walks bent under the yoke
of oppression. The very word “Communism” seems to send a frisson up their
spines, as if they were in a horror movie; it’s the demonic unknown. Doesn’t
everyonetherewal k bent under theyokeof oppression? Thereisnofreedomtherel

Yes, thereis, | tell them, becoming vehement in my frustration. More so than
here, maybe. Politicsis one thing, but what good is freedom if you behave like a
conformist, if you don’t laugh or cry when you want to? My outburst is greeted
with stares not so much of hostility as of incomprehension. What odd ideas this
foreign student has! Theteacher, whoisobviously delighted by what | say—hehas
found an ally in his battle against provincia priggishness—attempts to get some
discussion going. Then he interrupts himself and asks whether everyone in the
class knows where Poland is. There are negative shakes of the head. No, not
everyonedoes. Hepointsit out onthemap, towhichthestudentsturnwith adutiful
indifference. Obviously, most of them will forget this small square on the map,
wedged in between larger blocks of other colors, by tomorrow. “1s Poland a part
of Russia?’ some especially inquisitive soul asks. Ah—now | understand. There
isno point in my getting so excited. Of course, | will not convince these teenagers
in this Vancouver classroom that Poland is the center of the universe rather than
agray patch of land inhabited by ghosts. It is| who will haveto learn how to live
withadoublevision. Until now, Poland has covered an areain my head coeval with
thedimensions of reality, and all other places on the globe have been measured by
their distancefromit. Now, simultaneoudly, | seeit asmy classmatesdo—adistant
spot, somewhere on the peripheries of the imagination, crowded together with
countless other hard-to-remember places of equal insignificance. The reference
pointsinside my head are beginning to do aflickering dance. | supposethisisthe
most palpable meaning of displacement. | have been dislocated from my own
center of the world, and that world has been shifted away from my center. There
is no longer a straight axis anchoring my imagination; it begins to oscillate, and |
rotate around it unsteadily. (Hoffman, 1989, 2, 131-132)

This story and others like it are important to the way we think about teacher
education, both pre-service and professional development. In our work we read
stories of people’s lives, lives of disruption and lives of humble straightforward-
ness. We study people’s lives, teachers', students’, and childrens' lives. In our
courses we tell stories of our lives both in and out of the classroom, in and out of
school. Wetell stories of the professional and stories of the personal. Storiessuch
asthisare both our leisure reading, our research, our teaching, and our continuing
teacher education. Our purpose in this paper is to illustrate how these kinds of
matters are central to teacher education, to teacher development, and to the
improvement of schools.
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In our work (Connelly and Clandinin, 1988) we focus on the place of teachers
and students’ livesin education. Thisfocusisfounded on our own knowledge of
practice, in our knowledge that teachers are the single most important force in
school improvement. While this seems simple enough, practices in educational
reform and school improvement often seem founded on adifferent view of practice.
In a chapter for the American Educational Research Association’s Handbook of
Research on Curriculum (Jackson, 1991), we reviewed the history of the place of
teachers in curriculum development and school reform. Both historically and
currently, teachers have been viewed asin aconduit, their purposes flowing down
tothemfromothers. Onereading of thisliteratureistounderstandthat teachershave
not been viewed as creative, independent agents of their own, as people who are
composing livesthat make a difference and that those differences areimportant in
children’slearning. When governments and boards of education pour money and
energy into the improvement of schooling, they traditionally pour money into
curriculum development or into new government or board policies, such as the
current push for school restructuring. From our knowing of schooling, this money
and energy is misdirected. We believe teachers more than policy change, curricu-
lum development, or school reorganization make the difference.

Four Assunpt i ons

Webelievethat if wewant to understand stability and changein the schoals,
if we want to improve education, we need to understand and support teacher
development. In order to make sense of teacher and student devel opment, wefocus
on the lives of students and teachers and make a number of assumptions about
teacher education.

Our first assumption is that teacher education is lifelong. Too often, teacher
educationisthought of as preserviceteacher education. We seeteacher education
as ongoing throughout life. We continue to educate ourselves as teachers in our
classroomsandinour livesasawhole. A second assumptionwemakeisthat to think
about teacher education isto think about alife line, alife history. When we think
about teacher education, wedo not focusonly onwhat i shappening at thismoment.
Wethink aboutit historically, thatis, what led uptoit, aswell aswhat isinthefuture.
The past, the present, and the future are alwaysin mind aswethink about teachers,
teaching, andteacher education. A third assumptionisthat teachingisan educative
relationship among people. It is not only a role conferred by government or by
accreditation bodies. Teachers are found in many places, not only in classrooms.
Theconferring of ateaching certificateisnot thethingthat makesateacher. A fourth
assumption isthat teacher education isacontinuum. Thisassumptionisrelated to
the first assumption, that is, that teacher education is lifelong and ongoing.

147



Telling Teaching Stories

__________________________________________________________________________________________________|
Preservice, induction into the profession, and service are al part of the continuum
of teacher education.

Two Met aphor s of Teacher Educat i on

For those of uswho work in teacher education programs, we take for granted
acurriculum of teacher education composed of courses from the discipline areas
such ashistory or biology, courses from the foundation areas such as educational
psychology and philosophy, courses on school organization, curriculum and
instruction courses in various school curriculum subject matter areas, and some
practicum experiences. We take for granted that a curriculum of teacher education
isbuilt around research and theories of teaching, around various school curriculum
subject matter areas, around school organization, aswell aswhat we might call the
professional knowledge context of teaching (Clandinin & Connelly, 1990) and,
perhaps, the wisdom of practice.

For most of usin Canada, this has been the teacher education curriculum with
only minor revisions and variations since the preparation of teachers became part
of the universities. We have a flash of recognition when Schon describes the
professional education curriculum which first offers “the relevant basic science,
then the relevant applied science, and finally a practicum in which students are
presumed to learn to apply research-based knowledgeto the problems of everyday
practice” (Schon, 1987, 8). For many of us, Schén’'s description gives the broad
outline of what we know as the preservice teacher education curriculum.

Teacher Education as Injection. One way of thinking about the curriculum
of teacher education is to see it as a kind of injection curriculum. We see, for
example, that student teachers come to their teacher education programs with
lifetimes of experience. They begin teacher education after having lived for 20 or
moreyears. Furthermore, they continueto live, to story and restory their narratives
of experience as they participate in the teacher education program. However, the
curriculum of teacher education too often appears to ignore the lives of the
prospective teachers. Rather, the curriculum seems to be structured around an
implicit metaphor of teacher education as an injection.

Thefirstinjectionisaninjection of knowledgeand skillsinto theteacherswhile
they take the basic arts and science courses, the foundation courses, and the
curriculum courses at the university. They are then sent out to schools and
classrooms for a practicum experience. Often this seems to be a separate kind of
injection, an injection that combinestheir experience of teaching in practicum with
the wisdom of the teachers with whom they work. After this experience, they
engage in practice with occasional “booster” shots of inservice or professional
development teacher education to fortify the earlier injection administered during
preserviceteacher education. Thisisatoo simplisticrepresentation of whatisgoing
on, butit givesasenseof how, too often, teacher educationisexperienced by student
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teachersand teacher educators.

Teacher Education as Reconstruction. As we consider teacher education
from anarrative perspective, we seereconstruction asamore appropriate metaphor
of teacher education. Thismetaphor isan attempt to cometo gripswith theideathat
education is not linear, moving forward step by step. Rather, education is more a
process of rethinking and rebuilding the past. The significance of this metaphor is
that at every moment in our lives, whether we arein class or not, our entire person
isthere: our pastisthere. Wecannot shakeour pasts. EvaHoffman cannot shakethe
13 years of her life growing up in Poland. She cannot shake her feelings of
uprootednessasshestood at therailing of theboat | eaving Gdynia. Shecannot shake
the oscillation of the axisanchoring her imagination as she suddenly saw Poland as
agrey patchonthemap rather thanthe center of theuniverse. Our viewsonthisowe
much to the influence of Dewey (1938), who saw education as the reconstruction
of experience. We view teacher education in this reconstructed way.

A metaphor of reconstruction allows us to think of teachers' and student
teachers' lives as central to the curriculum of teacher education. From this
perspective, we understand that student teachers bring with them their life stories,
stories they have lived but rarely told in the sense of creating narrative texts that
become away of giving an account of their lives. It is a perspective that allows us
to work with them to make sense of their teaching and learning as expressions of
their personal practical knowledge (Clandinin, 1986; Connelly & Clandinin, 1988),
the experiential knowledge that is embodied in them as persons and is enacted in
their classroom practicesandintheirlives. Itisknowingthat comesout of their pasts
and finds expression in the present situationsin which they find themselves. Itisa
perspective that acknowledges that student teachers are writing their lives as
knowing people (Heilbrun, 1988). This narrative perspective insists we acknowl-
edge the need to give voice to their experiences.

The Central Met aphorsi nQur Vér k

L akoff and Johnson (1980) writethat metaphorsarefoundin our speech, in our
actions, and in the lives we construct around them. They write “that metaphor is
pervasive in everyday life, not just in language but in thought and action. Our
ordinary conceptual system, in terms of which we think and act, is fundamentally
metaphorical in nature” (p. 3). Our metaphors of teachers and teacher education
permeate this paper. We will attempt to summarize them.

Thefirst metaphor isthat lifeis a story welive. We think of life almost as one
thinks of awork of fiction: we have one or many plot lines; we are acharacter in our
own stories; others become charactersin our stories; welive our storiesin cultural
andsocial settingsthat shapethestoriesweliveandtell; wearegendered characters;
we are charactersin other’ s stories. Thinking of life asastory isapowerful way to
imagine who we are, where we have been, and where we are going. In our view,
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peoplelivelivesandtell storiesof thoselives, and peoplearecharactersintheir own
and others' life stories. Thisis a consequence of viewing life as a story. We live
stories. When wetalk to others about ourselves wetell life stories. Biography and
autobiography are the formal fields of inquiry most closely connected with this.

The second metaphor, borrowed from Dewey (1938), isthat education equals
growth equalsinquiry. Theideaisthat education is not something doneto people,
but it is something that people do to themselves, and in so doing they grow—that
is, they are educated. They do this not through passivity, but by engaging in
situations, by taking charge of their inquiry. A third metaphor is that people make
meaning of their livesthrough story. In the metaphorswelive by, we make meaning
through thetelling of stories. Itisstory that confers meaning. It isin the stories of
ourselvesthat wetell ourselves and tell othersthat we make and re-make meaning.

Our fourth metaphor isthat if ateacher understands (can tell) the story of her
own education, she will better understand (tell the stories of) her students
education. EvaHoffman wanted to tell the story of herself asaPolishimmigrant to
Canada and all that meant for her. In so doing, she better understands not only
herself but others who have had experiences similar to, or different from, hers. It is
arespect for thoselife storiesthat makesthedifference. We, asteachers, needtobe
abletotell our storiesnot only for oursel vesbut sothat wewill understand the power
of story inthelives of the students we teach.

The fifth and sixth metaphors concern teacher education directly. Our fifth
metaphor is that teacher education is a process of learning to tell and retell
educational stories of teachers and students. Our sixth metaphor is that teacher
education is a sustained conversation in which we need many responses to our
storiesin order to be able to tell and retell them with added possibility. Conversa-
tions with theory, research, social conditions, different cultural groups, other
teachers, students, teacher educators, and children allow for a response-filled
environment and encourage more mindful retellings. These tellings and retellings
are education.

These metaphors find expression in our practices of teaching and teacher
education. What we arelearning to do when we educate ourselvesislearningtottell
and retell our stories and learning to tell and retell the stories of our students. We
dothisinour research, inour teaching, inour lives. Telling, retelling and responding
to storiesis at the heart of our work.

Characteri zi ngQur Mt aphors, Qur Sories

We have come to realize that the most important thingsin our lives, what we
value most, have equal power for hurt or for healing. A charismatic leader may lead
for good or for evil. A deep and fulfilling love of aperson has the potential for the
greatest heartache. The moreimportant and powerful somethingisto us, theriskier
and more dangerous it may be to our being.
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AsPrisons

Thus, whenwethink about lives, teachers' and students’ lives, asthebasisfor
thinking about teacher education, wetread afineline between a potential for good
in education and apotential for harm. Our use of the term prisonsis borrowed from
Britzman (1986, 1989), who writes of the prisons of our biographies. She draws our
attentiontothewaysour livesgiveusfreedom and creativity but alsolock usinand
limit our horizons of knowing. Our lives are both our source of imaginative
possibility and the prisonsfor our habits. We see at | east three kinds of prisons.

Thefirst prisonisour school experience, that is, our personal mythsandstories.
For almost all of us, school is ataken-for-granted part of our experience. We grow
up, have expectationsof school, goto school, learn to think about school in certain
ways, gotofacultiesof educationwhoseprofessorshavebeeninschoolslikeus, and
move into a professional life with other teachers who have the same school
experience and who have been through this same process. Our school experience
can be a closed system, a prison out of which it is hard to break. But school
experienceisalso central to theimaginative freedom to view different possibilities.
It is both prison and source of freedom.

A second prisonisthecultural mythsand storiesof education. By thiswemean
that thereareviews of schooling in society so profoundly embedded in the popular
imagination that a different view seems all but impossible. In most of the English-
speaking world, the words “school” and “education” conjure up barren-looking
buildings, rows of studentsin desks, a stern teacher at the front of the classroom.
Thereisacultural myththat school will leadtowork, that is, thereisatransitionfrom
one to another. These myths exist and they lock usin, but they also offer us the
possibility of imagining how schooling might be otherwise.

A third prison is the prison of biography. Like Eva Hoffman, all of us have
storiesof ourselvesasindividual sand aspersonsthat wetell to oursel vesand others.
These stories are given back to us by our friendsand others. All of these stories of
ourselves interact dramatically with how and what we do in the classroom. In a
recent review of the literature (Clandinin & Connelly, 1991), we found that
frequently reformers blame teachers for not carrying out the reformers’ intentions
in classrooms. Almost al reformers had in place mechanismsto prevent teachers’
biographies from making a difference, that is, ways to prevent teachers' stories of
themselves from influencing and modifying the developers' grand schemes for
reform. From our perspective, instead of denigrating our biographies of ourselves,
we, asteachers, need to acknowledge that our lives and our stories of our livesare
important. We need to imagine possibilitiesin our own and our students’ livesthat
will change what others see as a prison into the potential for other futures.

As Vys of Thi nki ng About Escapi ngt he Pri sons
Thevery thingsthat areour prisonsareal so our hopefor education, forinquiry,
. _________________________________________________________________________________________]
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for growth. Aswe work with students, teachers, and others, we havetried to think
about constructing and reconstructing our lives. Oneway of thinking about thisis
to seethat weliveour lives, tell and write our lives, retell and rewrite our lives, and
attempt to live those retold lives. Heilbrun (1988) writes about women telling and
writing their lives and attempting to retell and relive their lives with added
possibility. She notes that even in the writing and telling of our lives there is a
retelling. Crites (1971) says something similar about sacred stories that, in being
retold generation after generation, change even though they maintain a common
core. Weseethat itisthrough therewriting and retelling, that we begin to transform
ourselves and see new possihilities.

As Vdys of Wrki ngw thTeachers: Tel lingAndRetel lingSories

In our work with teachers in university classrooms and in schools, we often
begin with various tellings and retellings of our life chronicles. We share our own
chroniclesand ask teachersto construct theirs. Weask themto construct alife-line,
a chronicle of personal and professional events, to record the dates, to try to
remember the emotionsthey felt at these times. These chronicles become away of
moving into telling storiesand theninto retelling stories. In thefollowing story, we
try to give some sense of how we engage in story telling and retelling.

One of Clandinin’s closest colleaguesis Pat Hogan, agrade one teacher in an
inner city school. Hogan often tells Clandinin stories of how sheis making sense of
her work withtheyoung childrenwho arein her class. Most of her children are non-
native speakersof English and many of them arevery new to Canada. Many of them
transfer in part way through the year at the time they arrivein Canada. They often
transfer out to another school before very many months when their families find
more permanent housing.

Shortly before the Christmas break, Clandinin was in Hogan' s classroom and
met Pedro. Hogan told astory of Pedro as shetried to make sense of an occurrence
from the day before. Pedro was new to Canada, new to the school, and English was
not his first language. He was very uncertain in Hogan’s classroom. His father
stayed with him for at least part of hisfirst few days. Both Hogan and Pedro’ s dad
wanted himto learnto be comfortable. Hogan thought about thisin termsof helping
Pedro find his place. For Hogan this concern for place is connected to her way of
knowing teaching, it is connected to a concern for place and voice for herself, for
other teachers, and for children.

One December afternoon shortly after Pedro’sarrival, thefirealarmrangin the
school. Pedro and the other children and teachersin the school wereto file out of
the school. Thisisafrightening occurrence for many children. It was especially so
for Pedro. Pedro began to cry and could not be comforted. Finally Hogan took him
down to the school officeto put in acall to hisdad. There was no recorded phone
number for the dad in the office. Hogan tried to explain that to Pedro. Pedro wasstill
not comforted. Hetook Hogan’ shand andled her back totheclassroom, tothehouse
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centre where the pay phone was. There was a phone directory. Pedro then told
Hogan the name of the insurance company where he knew his father worked and
insisted that she look up the number. The number was found, the call placed, and
Pedro’s father came.

Hogan told this story after she had writtenitin her journal. She wanted to talk
about how it felt when something frightening happened when you were far from
homein another country and you did not know thelanguage. Shewastrying, in her
telling and retelling, to figure out what it meant to be Pedro, to find a place and to
learn to have asense of voice. She thought about her own experience, but Pedro’s
experience was not her experience. She wondered what meaning Pedro brought
with him. What story had he lived with bells and alarms and leaving the school.
Pedro had come from a central American country often in political turmoil. As she
talked and wrote we began to see the ways in which Pedro’ s experience of thefire
alarm would have meaning brought from his experience in another country. What
Hogan was engaged with in those tellings and retellings in her journal and with
Clandininwasaprocessof reflection. Asshetoldthestory, shecametonewinsights
into what it means to work with Pedro and with other children new to the country.
Inthisprocessof reflection through storying shewasl earning new thingsabout her
own story of place and voice and about Pedro’ s story of learning to feel at homein
her classroom.

Thissimplestory isnot out of theordinary. Itis, rather, thereverse. Thisisthe
humdrum, the day-by-day things out of which our schooling is made up. Y et this
small incident is profound in many ways becauseit shows, asdid Hoffman’ sstory,
the cultivations (as described bel ow) and the prisonsthey createin how welive our
everyday life. Herewastheeveryday school business of getting the children out of
the school for afiredrill being confounded by achild’ sfear generated by living in
another culture. Here also was ateacher who understood that children were more
than obedient or disobedient, good listeners or bad ones. Hogan might have
dismissed Pedro as simply a child who wouldn’t follow orders or who wouldn’t
listen, butinstead shethought of Pedroasapersonlivingandtellinghisstory, astory
inwhich bellsand alarmswere frightening things that may havelead to arrestsand
imprisonments.

As Gl tivations, Anakeni ngs, and Tr ansf or nat i ons

In our recent work (Clandinin & Connelly, in preparation), we have begun to
think about our life storiesin more educational terms. We recognized that living an
educated life was an ongoing process. Peopl € sliveswere composed over time, life
storieswerelived andtold, relived and retold. Initially we saw thisongoing process
asone of cultivation, aliving and telling of our stories. Cultivationiswhat we often
hear spoken of aseducation, that i s, when someoneactsintentionally upon someone
elsein order to changethem, to preparethem for something. For us, thisisaprocess
in which someone el se blends most fruitfully what isin the environment with what
. _________________________________________________________________________________________]
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isin the person to be educated. This gives a partial sense of what we mean by
cultivation. We also understand the process of cultivation as occurring when an
individual, a group of individuals, an institution, or a culture acts upon a person.
Cultivation is mostly found in the intentional work of schooling and in the
unintentional lessons of play and other forms of daily life.

We do not wish to imply that the intentional work of schooling is necessarily
undertaken without reflection. Nor do wewish to imply that those who act upon us
outside of school in order to “cultivate” us do so without reflection upon their
actions. What wewant to suggest hereisthat theindividual who actsupontheother
can do so by more or less thoughtfully considering how their actions will be
experienced by the other. For example, we can be cultivated by our parentsor other
cultural forces. Parents, for example, may structure opportunities for their child to
attend ballet classes or symphony performancesin order to cultivate their child’s
appreciation for music or dance. Teachers may introduce their students to
Shakespeare’ splaysin order to cultivatetheir appreciation of drama. However, this
process of cultivation can be undertaken with more or lessreflection about how an
individual is constructing her knowing as this cultivation is experienced. A parent
may, for example, consider how a particular child's experience in ballet classes
shapesher experienceasadgirl in Western society. Or theteacher may consider how
only instructing a child in Shakespeare's work shapes her experience of modern
drama. It isby being attentive to how each individual isundergoing the experience
that we can be reflective about the ways the cultivation is shaping the horizons of
the individual’s knowing.

However, when there is no reflection, or when the reflection no longer opens
further possibilities, the boundaries of knowing are established. Therefore, in some
ways, it isin the process of cultivation that a person’s horizons of knowing are
constructed. These horizons of knowing shapethe storiesthat weliveandtell. The
young girl inthe ballet classmay learn to live and tell astory of herself as needing
to have aparticular body image in order to be seen as beautiful in our society. Itis
through this process of cultivation that the bounds of culture, gender, and race
become part of the invisible glass walls that bound our knowing.

Butfor us, theprocessof cultivationwasonly apartial account of what it means
to live an educated life. Education is more interwoven with living and with the
possibility of retelling and reliving our life stories. We understood, as we thought
about our own lives and the lives of teachers and children with whom we engaged,
that there was always the possibility of change and growth in an educated life. We
begantolistenclosely totheir storiesandtoours, to beattentiveto changing patterns
and themes.

We made distinctions among living and telling our storiesthrough cultivation
and retelling our stories and reliving our stories. As part of our educative
experiences, wedo awaken to the possibility of retellings, to new waysof telling our
stories. The horizons of our knowing shift and change as we awaken to new ways

154



Connelly and Clandinin
__________________________________________________________________________________________________|

of “seeing” our world, to different waysof seeing ourselvesinrelationto each other
and to the world. We begin to retell our stories with new insights, in new ways.

But, for us, these retellings remained retellings. They were not yet relivings of
our stories. Wesaw inour own storiesand in other’ sstorieswhat wemight describe
astransformation, that is, areliving of our storieswith changed actionsin our lives.
Transformationisthe processof living out these new ways of seeingin our stories.

One way of reading what we have written might be as aseries of three stages,
a linear progression through an educated life. This is not our intent, for we
understand life as having a more seamless quality. We imagine as we try to give
accounts of our own lives that we undergo cultivation, awakenings, and transfor-
mations throughout our lives. People’s lives are composed of many narrative
unities, some of which, at any one time, may be thought of educationally in terms
of cultivation, othersin terms of awakening, and still othersin terms of transforma-
tion. The horizons of our knowing shift and are reshaped asweretell and relive our
stories and as we undergo new experiences. And as we retell one new story of
ourselves, weseepossibility for retelling other life stories. Wemay learnto tell new
storiesof oursel vesasteachersand then to seewaystoretell our storiesas parents
or as men or women.

We do imagine, however, that there are some situations that block the
possibility for retelling and reliving our stories. Life gets in the way.

In Eva Hoffman’s story with which we began, we see the cultivations of her
early lifein Poland. Those cultivations became deeply embedded in her being. We
also heard her tell of amoment of awakening when shelooked at the map of Poland
in her Vancouver classroom. And finally, the moments of awakening lead to
transformationsin her life. In her book, shetellsof alife-long struggleto copewith
livinginexileand being astranger. She concludesher book, in effect, by saying that
shehasbeen transformed but, in someways, sheisstill “lostintranslation.” Asshe
thinksabout how longit hastaken, shewrites*...perhaps|’ ve had to gather enough
knowledge of my new world to trust it, and enough affection for it to breathe life
into it, to image it forth”. (Hoffman, 1989, 280)

Anakeni ngt oNewRossi bi [ i tiesfor ATeacher’ sLife

In afinal story we wish to illustrate the ways in which we see the telling,
retelling, andreliving of our storiesasleadingto changeinour practices. Itisastory
of awakening (Clandinin & Connelly, in preparation) in a pre-service teacher’s
story.

We turn to a letter written by Sherri Pearce, a preservice teacher. In it, she
describes an experience of awakening to herself as a teacher. We begin with an
excerpt from arecent letter and then go back to her earlier accounts of her teacher
education, to illustrate this process of awakening, this process of becoming aware
through living, telling, and retelling her stories.
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Pearce writes:

| saw kidsin situations last year (in an aternative program in teacher education)
that serioudly affected them and, asaresult, their schooling. At work at the Coop
| see more and more kids hanging out in the store, as more and more housing
becomeslow rental. Oneboy with hismother and two brothersstopped meand said
very loudly, “You know what? We're poor!” | began to think that something is
growing bigger. Thisismy neighborhood. When | grew up here, therewas no such
hardship evident. My elementary school library teacher told me last month what
atough place my old school had become because of low income housing kids. My
interest isin what is being done in the schools for these kids... But | have a hard
time figuring out the right questionsto ask myself, before | can even begin to look
for answersl!... Diane (a friend from the Alternative Program) and | were
discussing this, thisevening. Wetossed around ideaslike: afull-time psychologist
and socia worker in every school, but | feel there is an answer there, something
obvious that | just can't see, or quite put my finger on. Individual and equal
education?? Well that’ s going on one huge assumption—that the kids are equal to
begin with. I’'m not asking you for answers. |'m asking so that | can figure out the
questionsthat need to be asked. How can these kidsjust be equal when they walk
into the class? What can be done so that, to them, it doesn’t matter where or what
they come from? To any of the kids. Of course we could wipe out violence and
abuse, then we could solve the problem but these things are here now and so are
thekids. Last year will stay withmeforever. Through somany eyes, throughyours
(Clandinin) and Pat’s (Hogan, a university teacher) and Deb’s (Nettesheim, her
cooperating teacher) and Diane’s, | saw aworld of pain and questionsthat | never
sought to answer because it had never occurred to me to ask.

As she begins her letter, Pearce reflects on having seen that children in her
student teaching classroom had been affected by their out-of-school situations. She
beginsin away that suggests she was not surprised by this. Her sense of surprise,
the first glimmers of her awakening, become very apparent as she awakens to the
many children around her who are growing up in poverty and dealing with aworld
different thanthe onesheconstructed. Assheawakensto herself intheworld, there
isasense of how the horizons of her knowing are being shifted, even asshewrites
the letter. In her letter, there is a sense of her struggle to retell, to find new plots
around whichto construct her story of herself, of childrenand of herself asateacher
of children. Thereisaremarkablesenseintheletter that shedoesnot want ustogive
her theanswer. Shenolonger wantstobecultivated but wantsto claimtheauthoring
of her ownretelling of her story through her writing. Shewas, asshesought her own
sense of retelling her story, letting us know that she wanted to “authorize that
perspective” andthroughretelling her story gain“anopportunity for her authorship
(and authority) to be expressed” (Tappan & Brown, 1989, 193). Furthermore, in her
expressed wish to awaken to writing her own retelling, she grasps an opportunity
“to learn more from her experience—by claiming more authority and assuming
more responsibility for her thoughts, feelings, actions” (Tappan & Brown, 1989,
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193).

Itis, asshewritesher |etter, that she beginsto seethe many shifting horizons,
storiesthat, onceacknowledged, shift other horizons, other boundaries. Sheseesin
her awakening aworld in which much isto be questioned, many of her storiesopen
to retelling. Pearce’s letter was reminiscent of Dillard’s (1987) words:

I never wake, at first without recalling, chilled, all those other waking times, those
similar stark views from similarly lighted precipices: dizzying precipices from
which the distant, glittering world revealed itself as a brooding and separated
scene—and so let slip a queer implication, that | myself was both observer and
observable, and so a possible object of my own humming awareness (12).

Dillard’ swordsareechoedin Pearce’ sletter asshewrites”| saw aworld of pain
and questionsthat | never sought to answer becauseit hasnever occurred to meto
ask.” Pearcebeginsto awakentowho sheisintheworld, aprospectiveteacher who
isboth observing theworld with “new” eyesand seeing who sheisintheworld, a
new awarenessof who sheisandwhosheisinrelationtochildren. Assheunderwent
this awakening, she began to see herself in a world that asked questions of her,
guestionsshehad not been aware of before. Assheengaged with childrenin school
and with colleagues and with her own storiesin her teacher education program and
then looked around her world, she had asense of knowing herself and theworld as
if she had awakened.

What we see happening in Pearce’s letter is a sense of her awakening, her
realization that she is authoring her own experience, writing her life as a teacher.
However, perhapsmore striking as she awakens, is her sense of seeing theworldin
new ways. What she had seen assmooth and nonproblematic, thetaken-for-granted
world of her lived and told stories, aworld where al children are equal and cared
forinthesameway, now becomesfull of questions. In her awakening, shestruggles
toretell astory of herself asateacher inwhich shequestionshow school sand soci ety
more generally are appropriate situations for children. She explores possible ways
to construct aretelling of her story that will help her make sense of education and
her experience. Shelinks her questioning, her awakening, to collaboration with Deb
Nettesheim, with her university teachers and with her friends. Although she does
not makeexplicit thelink between her awakening and the children shehasobserved,
thereisastrong sensethat they too have contributed to her unease, to her inquiry.
Asshe awakensto her story of herself asteacher, she now questions not only the
culture and institutions in which her stories are embedded but her own stories of
growing up which had been unquestioned.

Pearce’ stold and retold story isyet to belived out in her teaching practice. We
imaginethat thetransformationsin her lived story will bedifficult ones, but wehave
asensethat her retold story will lead to significant change in her practices.
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Webegan this paper by saying that we wanted toillustrate how teachers’ and
students’ storiesarecentral toteacher educationandtotheimprovement of schools.
We have tried to illustrate the ways in which the telling and writing, retelling and
rewriting of teachers' and students’ stories|ead to awakenings and to transforma-
tions, to changesin our practicesasteachers. Wedo not intend to convey that this
isan easy process. Weneed to create spaces so teachersand students can beginto
tell their stories and to have responses from many different voicesin order to help
them imagine new possible retellings. As we continue to work with teachers and
studentswe al so see theimportance of working in more collaborative waysthat we
think offer the most possibility for all of usto transform our practices.
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