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“The Greut Book ‘of the universe _lies forever before our eyes but which

" we cannot read since we have not learned the script in which it was

written” .

Galileo )

INTRODUCTION k \

Lagscly defined, and stripped of all implication, "lcarning” can be
scet as an "acquisition of krowledge”. Complexity and the diversity
oi{interprctations of this term arises from the multitude of viewpoints
about what construes "knowledge" and what is the nature of
an"acquisiticn™ process. .

* Galileo's'metaphor of the "Great Book™ betrays his positivistic
perspective of knowledge and reality. From that angle, science is seen
as a pursuit leading to the exposure of ultimate truths lying.beneaih
an objective reality, while knowledge is regarded 2s an understanding
of the fruits of these discoveries which conform to the agreed-upon
standards of a community of scholars. . . .

An antithetical perspective (and the stance of this-paper) is
that of constructivism or relativism. "Reality” is seen as @ conceptual
rendering of experience, i.c. that which passes through the filter of
human senses to be actively constructed through an interactive network
of associations, language, symbols and tacit memories of prior
expericnce.  Knowledge is thus regarded as personal; -dynamic, and
necessarily context-bound. Had Galileo been a- constructivist he might
have described the Great Book as being written by ourselves; cach of
us composing a “different version, written in our own personal
languages and in a constant state of revision.

While a positivistic pedagogy (albeit a stercotypical onz) is
directed at imparting its version of knowledge unambiguously, a
constructivist pedagogy is considerably more complex. Proponents of
this view recognize that new learning is influenced by personal
knowledge borne out of a student's prior experience. Osborne and
Freyberg (1985) have documented a varicty gf alternate conceptions
arising from children's prior belicfs_that ‘oé&lcad to problematic
Altemate interpretations of new- informdtion.  Driver(1987) and Posner”
et al (1982), among others, view learning as a modification of prior
personal knowledge and is therefore contindent upon: 1. the
recognition and identification of, prior knowledge, (termed clicitation

1 -

in this-context); 2. the provision of significant (and sometimes counter-

intuitive) experiences; and 3. subsequent opportunitics to negotiate new

meanings in a social context to piovoke reflection and restructuting of ¥

concepts and connections. - Soar

) A growing body of literature over the last ten years reports

school-age children's prior conceptions about topics in many subject

areas. Students' ideas about particular scicnce concepts have typically

.been elicited using interviews andfor written instruments, commonly

involving task-centered activitics and problem solving scttings for

stimulated recall.  (See, -for example, Erickson, 1979; Warts, 1983;

Schollum-and Happs, 1982). When ledrning is. viewed as conceptual

change or accommodation rather than as mere assimilation with prior .

knowledge {Piaget 1951) the results from. these kinds of studies may :

be seen to have clearly sighificant implications and utility for science

instruction h
Little has been done, however, to explore the notions held by .

preservice teachers. ubout the nature of teaching and learning. With-

reference to clicitation, Hewson and Hewson (1988) make an assertion

which-is central to the inquiry described in this paper.
"It is at lcast reasonable to expect all pre- and inservice
science teachers to have some conception of teaching science,
because they will themselves have been taught over a period
of some fiftcen years and presumably will have thought about
teaching before deciding to become-a teacher.” (p. 609) -

In terms of preservice teacher education and when viewed
through constructivist lenses, it is essential (and indeced interesting!) to
tap into these prior ideas. Firstly, it is important that students be”
initially awarce of their own .attitudes and belicf systems they carry
with them into a course of instruction. Secondly, it provides a refer-
ence point about which the students may reflect as new meanings
unfurl. Thirdly, it acquaints the instructor with the thinking of his/her
students, both individually: and generally, and,-may afford, uscful

. insights from which to plan purposeful instructional manoeuvres.

THE STUDY

The accompanying paper (Aguitre & Haggerty, 1989) describes one
aspect of ar: ongoing project .nvolving preservice teachers. and methods
instructors at three Canadian universitics over two years. The overall
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purpose of the study is to collect and anaiyze data relating to the
conceptions held by preservice secondary science teachers about the
nature of science, of teaching and of learning. Data were collected ‘in
the form of three-phase questionnaires, interviews and videotsr :s of
class interactions. An interpretation of these data is leading .o the
development and piloting of some strategics aimed at promoting
meaningful preservice instruction.

Data for the exploratory study described in this paper were
derived from responses to one particular item on the questionnaire
administered at the start of the one-ycar tcacher education program at
the University of British Columbia. Preservice students were asked to
"Give your own metaphor for the teaching/ learning process. .The
entire insttument was intended as an elicitation device for the
articulation of conceptions which were in place prior to any formal
instruction of teaching and-learning in science.

METAPHOR AND LANGUAGE

Driver & Erickson (1983) and Schon (1983, 1987) remind us that
oersonal knowledge -is deeply held,. tacit and inarticulate. Any
expression of these ideas as well as a subscquent interpretation
thereof are therefore subjective and context-bound. Dewey (1944)
refers to these prior and personal beliefs as a product of "original
leaming” and suggests that "learning... is not primarily cognitive."
Garrison and Bentley (1990) weave the arguments of Dewey,
Wittgenstein gnd Kuhn together to conclude that "the world-picture
cannot be rationally learned." Quoting Wittgenstein, "the
propositions describing this world-picture might be part of a kind of
mythology. And their role is like that of rules of a game; and the
galmc can'be learned purely practically, without learning any explicit
rules.” -
What, then, is the currency for communication if language is
seen in this way as-Leing inherently ambiguous? "Communication”,
(according to Encyclopedia Britannica, 1990) involves the "g:gchange of
ideas through the use of a set of commonly agreed upon symbols."
These symbols, ‘Wittgenstein- would argue, ate .not the words
themselves- but some clements of common human experiences with
which the words arc associated. He distinguishes between "first
language” which is fundamentally experiential and tacit, and "second
language” which is expressed through.the translational medium of the
first. Barker (1982) compares this to the learning English as a firct

language and subsequently learning French "by 'connccﬁng the new

‘language to the language | aiready understand.” (p 72)

It is.my contention _that metaphorical language stems close to
the experiential roots of "first_language", and an examination of
personal metaphors reveals one's original world-views in a way that
literal language cannot. 1 take issue with Entwistle (1970) who claims
that "our educational theorics would become sharper instruments, less
liable to fallacy, if we could dispense with metaphors altogether.” By
virtue of the fact that literal language is specific and precise it is thus
restrictive and perhaps paradoxically inadequate for the purposes of
conveying meanings implicit in personal world-views. In fact an
extension of Wittgenstein's notion that language is personally
copstructed froni experience is the view that metaphor is a basic
corponent of language-igself. Peppered vith metaphot, Taylor
(1984) cxplains this nicely: "Language works by means of transference
from one kind of reality to another. ‘It is thus essentially rather than
incidenially or decoratively or even illegitimately--metaphorical.” (p
8) Elscwhere he says "ietaphor... is the basis of the conceptual -
systems by means of which we undérstand and-dct within our world.”
(p. 5) Aspin (1984) regards metaphor as a basic feature of language.

Quine (1979) cencurs, claiming that "metaphor, or something like it,

governs both the growth of our language,and.our acquisition of it" In.
fact it is extremely difficult to use language which is strictly literal
aad devoid of metaphor, particularly when attempting to articulate
abstract- concepts. Gombrich (1972) describes this notion with a lovely -
vhoice. of metaphor; "Our language, in \act, favours this twilight region
between the literal-and the metaphorical. Who can always tell where
the one begins and the other ends™ :

Even .in-the positivistic réalm-of science, metaphor has gower-
ful communicative value through its illustrative use in models and in
its role in the conceptualization of theory.: :Considér the economy of:
expression yet richness of mcanilng in the metaphors of "black holes",
"selfish genes”, "light waves", "Big Bang" and "natural” sclection”.
Holton (1984) asserts that "in the work of the action scientist there are
not ‘merely-occasions for using metaphot, but necessities for doing so,.
as when trying to remove an unbearable gap or monstrous fault” The
scicntist Thomas Young removed such a gap in.explaining-the physical
distinctions between colours of light when he created a ‘metaphor
inspired by the different sounds’ emanating from” a serics “of -organ
pipes. Charles Darwin developed his theory of natural selection
based on Malthus' notions of competition for economic survival in
capitalistic cociety (Bernal, 1969). Schon (1979) claborates on the
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utility of metaphor in problem solving, refering to the creation of
parallel conceptualization as generative metaphor, that is, "a
perspective or frame, a way of looking at things--and... a cerfain kind
of process--a process by which new perspectives on the world come
into existence." (p. 254) In a similar ,way, the common usage of
metaphor.as a descriptive linguistic‘tool is useful for the clarification;
elaboration and extension of ideas in both communication and self

reflection. ‘
AY

STUDENT METAPHORS -

All 151 students preparing as secondary science teachers_at the
University of British Columbia in September 1988 and September
1989 were administered a questionnaire at the first meeting. The
purpose of the instrument-was to elicit their preconceptions about the

» nature of science, of teaching and of lcaming: (Aguirre ct al, 19892).
One hundred and tiirtv students responded. to the question: "Give your

> own metaphor fot the teaching/learning process."! of which 116 were
coﬁsidcre(f suitable. ’

*®

QUALIFICATION .
In order to be considered. "suitable” for the purpose of this analysis
- the metaphor had to satisfy these-two characteristics: ‘

1. That there was a non-literal image presented which made an
implicit or explicit correspondence to the principal topic or to-some
properties of it. Phrased in the language of Black (1977) there must
be a "duality of meaning” between a non-literal "secondary subject”
and the "primary subject" which are related through an "implicative
complex". Consider these cxamples.

"Teaching is like raising a plant. Give-it water (information)
and sunlight (stimulation) and it will grow and mature."
"The teachingflcarning process is like the symbiotic relaton-
ship between corals and the plants that live within them. The
plants capturc energy from the sun and leak out
carbohydrates to nourish the corals."

1 An exanple of a metaphor unrelated to education was provided
orally by the instructor in order to clarify the mecaning of the term.

& 0
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One obvious difference between these two statements is that,

in the first case, the correspondence betweén the primary. and

secondary subjects is explicit and the metaphor is fairly transparent to
the thinking which lies behind it. The second example, however,
makes only implicit reference to the primary subjec, at times creating
simultancously rich and-ambiguous meanings. If I may use an ‘implicit
.mctaphor as a tool.to analyzing one, I would say that a non-specific
. implicative complex is iridescent rather than opaque; rich and
changeable in"colout depending upon the angle from which one views
it. Co ‘ )
The following response is an example: from thirteen which
wire disqualificd as metaphors-because of the lack of a sccondary
subject. ) ) ‘ x

“ s - - | 4
"Presenting ideas and matérial in a logical manner, ¢ngaging
students in questionfanswer of material, aud giving assign-
ments to complete to see if they have learned it."

1 ~ 4 1 ~ il ~

It is thus a litcral rather than a metaphoric statement .

2. That the primary subject be specifically related to the teaching/
learning process. The following fesponse is one of four which were
identificd as mis-targeted ‘metaphors.
"Lack of educatior in today's socicty is like only speaking
English in a forcign country. You can get by but you miss out
onalot." t ' ‘
This particular metaphor targets the "role of education” as a primary
subject - rather. than the teachingflearning dynamic, rendering it
difficult to classify for the purposes of this inquiry.

_CLASSIFICATION- .~ . . o ,
Scveral elzinents were identified among the student metaphors which
could ‘be -zonsidered as categorization criteria.” Among these are

image,-mood, and"theme.

N
~ -

A. Image Certain images recurred frequently in. this- sample. “Some
version of "journeys" were comimon metaphors’(16) ras were
"horticultural® metaphors (10) and *finding trcasure™. (6). In fact, at
lcast twenty separate images were used by two or more respondents.
However, it is rcadily apparent that the same image can be used to
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illustrate quite different aspects of teaching/learning, and from
fundarientally different attitudes. The following examples illustrate
such contradictory ccaceptions derived from parallel images:

"It is iike the shaping of a sculpture from a square biock of
marble. The person already has a lot of information, but as
he_ learns why things occur or how it happens, this everyday
knowledge takes shapes and gives new meaning to the
learner.” ‘

"A-teacher is a sculptor molding others'in his own image."

The first of these metaphors may be interpreted to mean that Ieaming
is scen as uniquely personal and actively constructed ouc¢ of the
learner's world-experience. The entry conditions of the learner are
respected. Using the same image, the latter reveals a view of leaming
as the product of a manipulativé process where the learner is
regarded as @ passive -object rather than -an active subject of this
process. '

Hence, the similarity of the images as common attributes
were -considered to be at a level too superficial for purposeful
classification. By making such comparisons, however, we are made
aware of decper and more subtle distinctions which will be termed:
"mood". ~
B. Moad As a subjective characteristic of a metaphor, an analysis of
mood ‘requires some interpretation on the part of the reader.
Davidson ((1978) cloquently captures the flavour of this subjective
characreristic.

"Mctaphor is the dreamwork 4f language, and like all drcam-
work, its interpretation reflects as much on the interpreter as
on the originator.The interpretation of dreams requités collab-
oration between a drcamer and a waker, even .if they be the
same person; and the act of interpetation itsélf is a work of
the imagination. So, too, undeistanding a metaphor is-an-fauch

. a creative endeavour as making a metaphor, and as little
guided by rules.”

It scems almost paradoxical to want to objectify these same
qualitics of a metaphor that make them so rich. Translating a meta-
phoric statement into literal language .is rather like explaining the

f
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punchliné to a joke, for the act of clarifying the meaning through
specification consequiently s rves to make ifs mcaning restfictive.
Nevertheless, it is necessary to unpack these metaphors in order to
develop a scheme te reate the conceptualizations of a diverse group

" of individuals into patterns ’

For the purpose of this study, and in fclation to the
teaching/lecarning process, mood is deemed to have three dichotomous
dimensions identified as: Effort {active/passive), Affect (positive/
ncgative), and Controf (teacher centeredfstudent centered).

1) Effort: refers to the extend to which teaching.and fcaming
is scen to be deliberate, and with the requircment of ‘conscious
involvement on the part of teacher andfor student. "Active” Effort
usually involves the notion-of a struggle and persistence in the face of
sctbacks, wherear "Passive™ Effort implics an unconscious.inevitability,
-usually as it appiies to the icarner. ‘The endpoints of this dimension
arc illustrated without claboration with the following examples taken
from the studys

Active Effort ‘ . .
"..like climbing a hill of sand. One is frequently sinking ot
sliding back down but progress is possible 2s long as onc is
not content to sink.in a "comfortable" region along the way."

1

Passive  Effort ) 4
"Learning is iike breathing--if one is alive, 1t is incvitable."

i
2) Affect: refers to the emotional aspect of téaching and
learning. Some metaphors evoke the moods of optimism and satisfac-
tion, while others allude to the frustration expérienced by cither
teacher or student. o

Positive Affect .
"Teaching is like turning on the lights and learing is realizing
the lights are an, and slowly working towards: waking up and
opening your cyes.  Once you. learn something, you then
become grateful that the lights are on."

Negative Affect ,
"A mother spoon:feeding: a ‘young child--to have the food
swallow! o~ spat back into her face."
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3) Control: relates to the Effert dimension in"that the subject

‘to-which notions of Active Effort (and therefore the one in whom the

onus for swdent learning is seen to reside) is  directly or indirectly
identified as either the .teacher: or the learner.- Teacher-centered
Control is characterized by transmissive or manipulative activity by the
teacher. Only benign cooperation is required of the student.

Teacher-centered  Control
"Teaching is. like throwing a snowball at a wall. Snme of the
snow sticks but most bounces back. It also seems that just

throwing harder doesn't necessari'y make more of the
snowball stick."

"A teacher serves as a guide to a trail. The.student is like a

hiker new to that trail. The teacher can point out easier paths

and pitalls.and must ensure the-hiker makes the end"of the
- trail" - - : <

- ———Teferedwoas—"Delivery* ;£ range®; i

Metaphors in the mood of Leamér-centéred Control frequent-
ly place the Jearner i= an environmental setting. Conditions or
experiences from such an environment are modified by the learner to
genergte uniguely per$onal outcomes. The teacher is frequently
pictured as only one of the many characteristics of that environment.

Leamer-centered  control L
~ "The teaching/leaning process reminds me of crystals
forming in a magma chamber. They acquire their particular
Fabit from the .physical and chemical properties of the
magma (teacher) to form their own unique shape, growing ever
larges." - -~

"Like a hike zlong a fountain path. At every Ann something
new and:interesting can be discovered"

The organization of this collection of mataphor: :5-based on
the premis¢ that a useful classification scheme has a minimum of
unclassifiable or cross-catagorized items. There are at least two
difficulties which arise when attempting to use the primery rttributes
of mood to classify the entire sample into a system. Firstly, some
particular aspect of mood is not ~lways present in a metaphoric
statement, or it might be neutral. Secondly, classification of any
particular item possessing features of scveral dichotomics creates a

» «
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multidimensional matrix which is both complex and cumbersome.
However, as_a secondary characteristic the notions of mocd will be
shown to be legitimate attributes and will indeed -be uscful for the
interpretation of metaphors;

C Themes refer to the fundamental and primitive images or root

concepts residing—in-Wittgenstein's "first. language” or Dewey’s
"original learning”(1926). Derived and distilled from images, they
forge thé baric common links between diverse. metaphoric- statements.
For this reason, Theme was chosen as a primary criterion for the
classification of this sample of metaphors. Grouped almost by "fzel”
it has in fact proved difficult to coin appropriate labels to each
category due to personal connotations inherent in second ldnguage
descriptives that_inevitably lead to restrictive or unintended meanings.

THEMATIC CLASSIFICATION :
* -~ Four themes ‘were identified from these data and will be

ne*ard-*Humuanics®:
It will be shown, .as mentioned earlier, that several disparate images
may be found under the same theme. For example, a "Delivery”
concept of teaching and learning may be revealed through images of
throwing, pouring, filtering, messdging, transferring, absorbing,
feeding, filling, falling, giving or carrying. Although the specific
images evoked, are variable, there is a basic primitive element which-is
shared. among them and which provide the foundation for grouping

within the same theme.

A. Delivery describes a system of uni-directional tfansference, usually.

of information from tezcher to learner. That information is seen as
largely unchanged through the transfer process although it is often
incomplerely received. o

"Teaching is like the job of a messenger."

*... like electron transfer through collision between

molecules...
".can be seen as water being poured on a sponge..."

"A student'can be a hog rating the nutritious myriad found in
the slop of life... force feeding is not uncommion..."

12
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Learner choice

Some kinds.of selectivity results in the discrepancy between

what is "known" ir: 2 public or positivistic sense and what the student
ultimately dearns. This may be as a consequence of choice (either by
the leamer.or the teacher) or chance as seen in the following excerpt.

©

".like the rain falling from the sky--some people choose to
get wet, others hide beneath an umbrella”

Teacher cﬁqice

"The teacher acts like a coarse sead sifter that filters out the
undesirable chunks of useless or unnccessary material.”

Chance - N

"... like a lottery..." . .

"Filtering" was a common allegory for describing the

sel:ctive outcomes of teaching and fearning. Tike the “tcacher as
coarse sand sifter" example above, the following metaphars {!lustrate
images related under this theme.

"Like a filter feeder {a Baleen Whale). Filter out and
absorb the important constituents (concepts, facts). Don't fill
up on watcr (get weighted down by the bulk of the subject
matter)." ) ’ ‘

-—— -

N *..like making maple syrup. After pouring 40 gallons of sap
into a hot pot, if you're lucky you are left with one gallon of -
rich syrup." . N '

One student makes the connection between teacher choice in
planning and lcarner choice in ‘'carning with reference ‘to
salesmanship.

"Teaching is like marketing--it's not how good the product
(knowledge) is, it's how you package(convey) it

Note also the different notions of "Control” moods which are evident
in these examples

13

B. The' theme of Change centers on the view that the learner becomes
different in some way-as a consequenice of learning. These diffcrences
are modelled on either. "growth” or "transformation" metsphors. \

. Hotriculture is a common vehicle for-growth metaphors. The
student is consistently portrayed as a growing plant, whereas the
teacher is seen as either a benign source of solar encrgy (passive) or a
caring aad dcdicaiéq gardéner (active). . <

. "The teaching Experience is like the sun giving energy to

plants or sceds v develop and grow, and.eventually blossom -

into a fulfilled ano more informed organic eatity.”

-~ seedling grow into a beautifuf flower. J.earning is being that
flower and' growing strong (because- of the love, carc and
nutrients that gardener provides." ! .
. [N ~—

""Teaching is like being a chnci and watching a young

—— -

Other growth images include crysvals, building -a “wall of
house, smoldering ember. ("burning slowly ‘but read to burmn brightly
at any time") and moncy in the bank ("the more-you put into it, the
more you get out of it.") “In éach of these' examples growth is

~dependant upon the supgort of the learning environment. In’two

unique cxamples, tezching is portrayed as-a support system but geowth
or change is neitherstated norimplied.

"Teaching provides the rock for students to stand on"2 .

LA} ~ '

"The cducationaf process is like the living cells of :a body...we,
qthe teachers are the organs. The kids-are-the cells. -

Throughout this class of metaphor the Affective mood is

positive whereas. Control and Effort are génerally teacher-centered
and passive.” ’

I

2 In this cxample there is a degree of ambiguity which results from

1. the uncxpressed reference to a priniary subjecy, ‘and

2. the usc of the work "provides” which can cither be taken to
mean "is" or "gives". - : - ’

- N . - Lo~ . b - .
It is unclear, therefore, if the "rock” is a metaphor for -the teacher-or”

for foundational knowledge that is gained.
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A sccond kind of Change, although not always distinct from

growth3, involves "transformation” where the product of the learning
precess is different from. and.inevitably better than the input.

"Meramorphisis from caterpillar to butterfly.”

*The teacher, like the suh, radiates. her knowledge in beams

onto the faces of her pupils, or plunts. Some plants witiier
and dic, athers conve:t tais energy intor food which cen be
assimilated to-enhance further life."

*Teaching is to leaming as electricity is to a stereo... »f (there:

is a) normal, sterdy supply, something beautiful ka3 the
opportunity to be produced.”

! "
In contrasr to the positive mood depicted by the friendly
" images in the previous examples, ‘several transformation/change

7

The “journey" metaphor was commonly used but it was °
interesting to find such a wide diversity of moods within the sample.
For example, the journey may be depicted as a solitary trek by the
learner into an enriching environment.. :

.

"A-hike along a mountain path. At every tum something new
and interesting can be discovered.”.

"The, teachingflearning process is like travelling to a foreign
countty, where one experiences many difficulties..and - frust-
rations, yet finishes with a sensé of satisfaction having exper-
iecnced many pleasant and exciting adventures, and having
become that much more knowledgeable.” ;

~ . ~ ~ '
or a'trip where the traveller is.accompanied by a guide (typically the
-teacher). Note the difference in the Cor‘;trdl mood between these next

-~ two examples: : ' ' Co ) -~

metaphors reflect a view that contormity 15 a desirable outcome of
instru~tion, and that educational goals can be attained through
manipulation and Teacher-centered Control.
A
*Teaching is like cooking; you need the correct ingredients and
supplies and do it in the proper order. Hopefully. you can
stomach “he results.”
~"..the obtainmerit of power ovat knowledgé: Thc raming of a
wild beast to befriend it and have it wotk for you on your
side." h ~ : ’
".like :a stream meeting a larger river. The stream is the
learner and the river is the teacher."

C. Enlightenment encompasses the images of journey, discovery,
illumsnation, vision, clanty, exploration, and treasure-hunting. The
common, primitive element to metapho:s classed under this theme is
the concept that there is a preexistent 'quality’--either” valuable
knowledge or some hidden gotential of the lcarners themselves--which
hicomes revealed through learring. -

3 Although plants grow, many wili also "bloom".

\ 1

f
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"The idcal teacher-is;a guidé who points the student-in -the
direction of the knowledge and shows the -student how to
attain that knowledge." -~ ‘ \ ~
"You see Star Trek? Well in tcaching the teachet leads
others boldly {one hopes) into new worlds .~d facilitates
their discovery' of things they have never known before.” '

In the latter-case the readeris.directed to the fact that the -
captain "facilitates" (rather than "leads") the journéy into uncharted
redlms. It is significant that the "new worlds” are equally unfamiliac
torcaptain and crew. Drawing on another metaphor, the cantain/
teacher is a "mediator” of discovery. In contrast, the guide in the first
metaphor knows both the destination and the well-travelled rrate

leading to it.* - -

‘ “ At another extreme, teachers- may be portrayed as rather
aggressive guides.

"Teachers are tug boats, tiny but strong, pulling the giant ships
of society's youth towards knowledge and understanding that
will allow them to survive in the-occan of the future.”

' .

That the ‘goal is wsually rewirding :suggésts a Positive * -

Affective mood. The concept of "reward™ tends to be regarded as

- :~ —1 ‘ : 1-6
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5 .
either a tangible treasure which can be uncovered with the investment
of son(\c'effort...

"The teacher as miner using the proper tools of the trade

searching and bringing out precious gems or minerals that he

knows are there"
or the gift of new vision...

"..like the role of an optometrist: you take a piece of raw
glass and slowly alter its optical proper.es so that the
wearer of the glasses sees the world more clearly."

"If the subject is a black, lifcless envelope; the'thching/
learning . process is slowly opening that envelope to find
something colourful emerging and developing as the envelope
-~is pushed. farther and farther back." - ' )

" : 3

) know!edge and the teacher gains the satisfaction of passing on
. that knowledge rather than recciving money." . - .

N n’

Symbiotic relationships, ‘two-way szreets, a balance scale,
horse.and rider ("one is lost without the other”) and games are further
interactive metaphors used to convey simitar meaning.

- "..a tennis match. There is a continual interchange between
. teacher and student. Occasionally, the teacher $mashes the .
ball too hard -or the student hits .the ball qut of bounds. -
However, after a brief interuption of play, the exchange:
continues.” ( , .

)
.

The nature -of the learnérdto-teacker response is .typically .
cither in the form of feedback about the learning status of the student,
(scen in the "tennis game" metaphor.above) or it is unspecific beyond
general inotions-of sharing or exchange. Onc student, demonstrating

ARENR Y

"...removing clouds offog..."

D. The Humanics theme has a strong mood components and is variable
in its scope. Metaphors under this class tend to imply that teaching
and learning is regarded by their authors as a ‘personal, and very
human activity. Images involving interaction, exchange, struggle and
persistence are recurrent.  This theme is epitomized-by the following
example: T L o

~ ~

"Watch a parent and child ds the child takes its first steps--

the parent stands back, the child wobbles forward, the parent
, claps, the child claps, the child begins to fall, the parent
moves forward to offer support with a hug and plenty of
‘praise.” '

Neither the_parent (teacher) nor the child*{lcarner) is seen to

do it in isolation from the other. The abilitics reside in the learner,
but the fmportance of the teachers' role in providing support,
encouragement and feed-back is highlighted.
The image of a "transaction™ conveys this meaning by, drawing
a metaphor of mutual exchange for mutual benefit. ' |
"..similar to a commercial transactior: with a buyer and scller.
Instcad of recciving goods or scrvices, the student gains

i vl
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the tichnicss and potency of a weil-chiosen mctaphior, conceprualizcs the

, cooperative and interdependent nature of. the teachérflearner relation-

ship. -0 }
. is like a two-person three-legged team where ope person’
(teacher) knows the way to the finish linc (hopefully the best
way)--legs tied together, kecp close together yet both partners
affect each. other by-their progress and dircction. ' They must
pay attention to cach-other.” =

e R = -
The "struggle” component of the Humanics themé¢ conveys a
powerful: Effort mood, and’ the images within_the métaphors suggest
the nced for /cither cooperation of the learner or persistence on the
part of either the teacher or. ledrner if successful learning is to occur.
*Teaching is-like trying to put on a wet suit. Id's diffi~,ic but
you can do-it if you persevére. - Learning is like zomeone else
trying to get you to wear a wet suit. You'll only do it if you
want to." . : .

"You can bring a horse to'H20 but you can't make it <rink."
"Any metaphor for ‘the tcaching/learning process would have

to include patience on the side of the tcacher -and general
apathy on the part of the learncr all taking place in a
1t . ) {

-
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Aruitoxt provided by Eic:

as to the demoralization of defeated students.

N 4 ' "

. ~
complex environment. How about combing one's hair vhile
walking into the wind."

METAPHORS AND ATTITUDE

There were four mctaphorical stateinents which were
especially puzzling. Dug to the omission of any explicit references to
a primarty subject,the literal meanings are difficult to extract. But if
not exactly transparcnt, they are 2t least translucent to the underlying
themes and moods. Each is worth 2 moment of study for the richness
of personal meaning they contain. The personal nature of these
images revealed through their passive, learner-centered-and somewhat
negative moods them led me to class them under the'Humanics theme.

"Watching a movie on flying versus actual flying."

"Helping an individual sce the other side of the moon so
he/she knows what it looks like if hefshe ever goces there”
"Learning process is like the clouds in the sky--it is conscantly
changing, sometimes it moves very quickly, other times hardly
at all. Somectimes they are dark and ‘mysterious, yet other
times they are white and enlightening.”

"Set them up and knock them down.”

It is 'of course true that non-litcral statcments--and that
includes metaphors such as these which lack an explicit reference to

the primary subject--may introduce an clement of gmbiguity‘*. Recal-
ling Davidson's carlicr comment we are made aware of the creative

4 Empson (1930) defines ambiguity as "any verbal nuance, however
slight, which gives room for alernative reactions to the same piece of
language." "Set them up and knoca them down" could as casily refer
to the accomplishment: of solving problems and overcoming obstacles
However if onc
considers: that all language and word -meanings are bound up in
personal and ,therefore not universal contexts, it must be argued that
all language --cven so-called "literal: fanguage” if such a thing exists--

is pronc to ambiguity.
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aspect of both the interpretation and the composition of metaphoric
statements. Nonctheless, it-is evident to me chat, fundameritally, these
mctaphors convey personal 'attitude -* .ut teaching and learning
beyond the students' conceptualizations of the process itself. What
glares through the imageries are the deeply rocted feelings of
individuals who, dlthoiigh now preservice teachers, are still viewing the
enrerprise through the eyes of experienced; long-time students. They
convey messages of bitterness as passive lcarners; of the bewildering
irrclevance of curriculvin content that they have endured; and of the
manic-depressive nature of the_learning expcrience which scemis to
straddle the states of confusion and enlightenment. ?

. Metaphoric commentarics such 2s these cffectively commun-
icate the student's Welthild --Wittgenstein's "world picture”--forged
from the wealth of prior experience as a learier in formal settings.
Several researchérs have shown how these conceptions can profoundly
influcnce onc's sense-making of subspquent learning experiences

(Osharne, Bell and Gilbert, 1982). Further, we are. alerted to the -

—--~—contribytion—thatthese—residual—*learncr"arthudes==consistingof

consisting of values, emotional reactions, dispositions and the way
schooling is regarded--have on prescrvice conceptions of teaching and
learning. .In addition to but apart from prior concepts, atdtudes are
significant components of that world picture. °

SUMMARY
Black (1977) writes about the inextricable inter-relationships among
language, perception, knowledge, expericnce and metaphor. An
extension of this, grounded in ‘Wittgenstein's notion of the symbolic,

- experiential basis of "first language”, is the view that metaphors are

windows into 'this primitive, personal framework. The purpose of this
paper is to-take an exploratory look at preservice teachers' metaphors
of teaching and learning and to examine some componénts of student
teachers' own intuitions {n this arca.

A fairly consistent pattern of conceptualization ¢merges from
onc sample of metaphoric statements. Based upon the primary
criteria of "deep” images or themes, student teachers tend to view the
teaching/learning dynamic as a process of delivery, change,
enlightenment, or humanics. At a more primitive "gut" level, these
themes might be more simply expressed as "give/getting”, "finding",

"becoming® and "trying".
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Within cach theme there are different expressions of inood
which cxpose the students' perc.ived roles of teacher and student,
personal attitudes, and perspectives on the nature of knowledge, which
iikely stem out of their own history 3s long-time students.

In the light of constructivist pedagogy, the eliciration of
students’, preconceptions is seen to be germanc to the organization of
learning experiences. Firstly it recognizes that existing belicfs have
some influence on the meanings that one constructs from new learning
experiences.  Secondly, insight into the nature of this intuitive
knowladge provides a basis for the organization of either specific or
generic teaching strategies lecading to-the fulfillment of intended
outcomes. Thirdly, a student's stlf recognition of prior knowledge
furnishes a reference point upon which they can reflect as learning
progresscs. . N

‘ The value of metaphor has thus been demonstrated for its use
in conceptualization (such as the construction of scientific models),

problem solving (what Schon calls "gencrative metaphors”) diagnosis .

of-learner-preconceptions {clicitation); and-as—a tich communication
device. Communication that is referenced to our common base f
shared images and scnsations can be thought of as tapping directly
into the repository of human experience. Further, there are certain,
inexpressible, aesthetic qualitic. to good metaphor which, like an
artform, a line of poctry or the product 6f any other creative act,
cannot be satisfactorily translated into literal terms. To do so would
be to compromise their intent. These constructions convey a richness
that is enhanced through their interaction with both the producer and
interpreter in ways that are as uniquely personal as oursclves.
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A DELIVERY

1. ABSORPTION
Teaching is like the job of a
messenger. Learning is..

The t/1 process is like electron
transfer through collision between

molecules-often a change event, -

but we can increase the likelihood

of it happening from 20%to .

= 799.99%.by improving the reaction
~ conditionsthat favor completion.

The educational process Is like the
living cells of a body. there is an
exchange of energy (knowledge)
the cell matures, replicates, and
another cell is born. - it is-con-
stantly "soaking up” more food/
energy through tts membrane -
which is from the organ it is a
part of. We, the teachers, are the
organs. The kids are the cells.
How’s that for a metaphor!

Students and knowledge are like
sponges and water respectively.
Under the right conditions-they
will soak up everything, but lean
on them too hard and it is all lost.

Teaching Is like pouring water on
a3 sponge. If it's a good sponge and
in theright condition and place, it
will absorb some of the water.

.Can be seen as water being
poured onto a sponge. The teacher
provides the water (knowledge)
which is absorbed (learned) by the
student.

Teaching Is like pouring tea—if the

25

- STUDENTS' METAPHORIC STATEMENTS

Cup thinks it is full, it will not ac-
cept any more-tea. - -
1

Sun rdys radiating to the planets
where the sun is the teacher and
the rays are iceas and concepts
being projected to the planets and
then being absorbed by each
planet. Some planets will absord
more than others.

(I'm emperical, not literary, but
0K 1I'1l try) - - -
A student, can be () hogeating the

_ nutritious myriad found In the slop
-of life. Although force-feeding is

not uncommon, unfortunately, find
the best flavours! (sic)

.. 3 mother spoonfeeding a young
child-to have the.food-swaljowed
or spat back Into her face.

What goes in, must sooner or
later come out.

2 FILTERING

Like a filter feeder (a Baleen
Whale) Filter out and absorb the |
important constituents (concepts,
facts) Don't fill up on water (get
weighted down by the bulk of the
subject matter.)

The teacher acts like a coarse
sand sifter that filters out the un-
desirable chunks of useless or
unecessary material. The student
must sift through these materials
and picK out the grains of knowi-
edge that they will retain and or
use.

The process is like flitering;

pouring in a large amount of
‘material and working to ensure

(and hoping) thzt the pore siZes
are-1arge enough to allow a sub-
stantial amount of the information
(to) get through to the student.

.maKing maple syrup. After
pouring:40 gatlons of s3p into a
hot pot, if you're-lucky you are .
left-with onie ggl{wch/syrﬁp.

3. CHOICES
Teaching Is giving an opportunity, —
learning is taking the opportunity.

Like the rain falling from the.sky~
some_people choose to get wet,
others hide beneath an umbrella, .

4."RANDOM '
The t/1 process is like a lottery. .
Nothing is absalute, but if you win
the prize you would gladly buy
another ticket.

T Is }ike throwing a snowball at a
wall. Some of the snow sticks but
most bounces back. It also seems
that just throwing harder dcesn't
necessarily make more of ‘the
snowball stick. >

S.MARKETING .

T Is like marketing-it's not how
good the product (knowledge)'is,
it's how you package (convey) it.

B. ENLIGHTENMENT

1. JOURNEY (SELF DISCOVERY)
"Going where no man/woman has
gone-before.™ (As a teacher you
are helping to open up.and develop
new areas of « student’s mind.)
(As a student you are learning
new concepts.and ways of. thinking
that you haven't been exposed to
before)

Teaching Is often like walking
down a street. As one walks
down a street one meets and
discoyers new challenges, stimuli
and problems but a calm, obser-
vant and purposeful step will
always-help. -
tearning is like an intellectual .
adventure in which.a stugent
starts at a certain point, not
really knowing the ultimate desti-
nation, but on the way experi-

-ences many good times and many
diffjcult times, all of which are

€njoyable (and looked back on in
later life as very valuable,
rewarding and simu!ating)

Teaching Is similar to committing
yourself to a ten day wilderness
hike. it Is physically and psycho-
logically unpleasant for the entire
10 days but when it Is over you

-have learned a lot, shared 3 Iot

and you are very glad you went
along.

The T/L process Is like travelling
to a foreign country, where one
experiences many difficulties and

frustrations, yet finishes with a
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sense of satisfaction havin
experienced many pleasant and
exciting adventures, and having
‘beconie that imuch more knowl-
edgeable.

——1is like kayaking down ariver

canyon. The canyon is the teacher
- -and-the-paddler-is the student.

The Canyon has a lot of informa-
tion to convey. it isup tothe
paddler to absorb it and utilize it

- fn apositive fashion.

. 2. GUIDED JOURNEY
Friendly perSuasion (?) Leading a
person with the hepe that they
will see something from a new
perspective.

Teachers are tugboats, tiny-but
strong,.pulling the giant ship of
society’s youth toward knowledge
and understanding that will allow
them to survive in the ocean of
the future.

.- trying to find ahotel ina

“strange city, say Bangkok. You
can bump around and find a place
to stay by yourself. This is being
self taught. Cr you can use'a map
and ask others for help and guid-
ance. Thisrole as a "guide” is
the role of ateacher. With a
teacher you can get there faster,
and you'l1 get there for sure.

it is like showing a friend from”
another country and culture your
city.

.being in a continuously branching

rcad. As a teacher there are
many roads that can be taken to
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arrive at the same.point. As a
learner the choice of paths need to

‘be narowed to lead to 2 conclusion

or diversified to all for more ex-
periences.

- a long road trip; If you, the
driver, just rush straight to the
destination, your passengers are
bored andindifferent. 'If you make
many interesting stops along the
way, they will enjoy-the trip and
may want to come with you age'n.

Learning is like a Journey that
never ends, and teaching is like
road signs, maps and other navi-
gational'aids (eg the guy at the
gas station who could make the
directions very easy or very
difficult)

The student is an explorer and the
teacher is his guide-orie who is
familiar with most of the area to
be explored.

A teacher serves as a guide L0 a
trail. The student is like ahiker
new to that trail. The teacher can
point out easier paths and pitfalls
and must ensure the hiker-makes
the end of the trail.

The ideal tedther is a guide who

-. points the student in the direction

of the knowledge and shows.the

. student how to attain that knowl-

edge.

You see Star Trek? Well'in
teaching the teacher leads others
boldly (one.hopes) into new
worlds and facilitates their
discovery of things they have

-never known of before

e N

. a prospecior with a guide. The |

teacher can guide *he students as
to what questions .0 ask and how
to solve them but the nuggets

-mined contribute to the students’
, wealth of knowledge.. The better

the guide, -the Ficher the students.

3. DISCOVERY ]

The T/L process is_like opening
Pandora's Box—ana hope fully
learning to contend with what we
find there, and 2poreciate it
rather than be horrified by the
complexity. -

T/L process is like looking for a

gold mine and finding one-devel-

oping it into a mine only to lust

for another minet (To'teach, to

learn, and once knowledgable, to
know more.)

Ahike along-a mountain path, At
every turn something new.an? ,
interesting can be discovered) |

The teaching/learning process is
11ke a treasure chest-cace you
open it youeficounter all sorts of
new and wonderful things. -

The teacher as miner using the
proper too]s of the trade search-
ing and bringing out precious gems
or minerals that he knows are
there.

4. ILLUMINATION

It is-like the old Ford commercial;
the TV screen is in darkness.
Suddenly the light comes-on and
the vuice says "Ford has abetter

idea”. .in other words, the stu-
dent has littie understanding of
the subject at hand, the teacher . _
introduces the subject, and
eventually the light comes on.

Teaching is like turning on the

lights and leaming is realizing the .

lights are on; and slowly working
towards waking up and opening
your .eyes. -Once you learn some-
thing, you then become grateful
that the lights are on.

Fwould say it is something like -
the rolé of an optometrist: you
take a piece of raw glass and
slowly alter its optical properties
s0 that.the wearer of the glasses
sees-the.world more clearly. _

Teachingis the removal of"clougds
of-fog from about the learner so
that at first he gains knowledge
and urderstanding ofwhat is-
immediate to him and then the
boundariées are pushed back
farther and farther.

If the subject is ablack, hifeless
envelope; the t/1 process is
slowly opening that envelope to
find something colourful emerging

- and dévelopirig as the envelope is ..

pushed farther and rarther back.
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C. CHANGE

1. GROWTH (HORTICULTURE)

T s to L what the plant roots are
tothe stem. without the roots the
plant would not be able to reach to
the Tight and grow, it would
remaln small and unchanging until
it'died. But with roots the piant
grown tall and strong, branching
out here and there and eventually
flowering.

- Is like-an oak tree which begins
as a seed, each year growing,

rooting Ina foundation of knowi-

edge, with branches expanding In
curiosity, complexity and height.

TreT experience Is 1iké the sun
giving energy to plants or seeds.
This energy. Is converted to food
(for thought) which suppiies the
essent lals for-the seed to dévelop
and grow, and eventually blossom
into 2 fuifilled more Iptormed
organic entlty. ~ |
The sun Is the teacher ard the
pient is the student. The more
rays of knowledge the piant soaks
inthe bigger and more beautiful it
grows.

Teaching Is iike raising a plant.
Glve It water (Informat on)-
sunlight (stimulation) and it wili
grow and mature.

Teaching Is pouring water ona
witheredpiant i.e. it enables the
plant to grow.and become more
than It was before,

The process Is llke growinga
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tree. If the teaching Is done well
and the environmental ¢ondjtions
are'good, then the learhing wilk
grow and eventually bear fruit.

Teaching 5 11ke nurturing a young
plant or animal. You provide a
good learning/growing environ-

* ment for the students, and all the

care/commitment you are able to
give, and students should fiourish

and grow and learn

Like watering and fertiiizing a
piant until it blooms.

T Is like being a gardener and
watching a young seediing grow
into a beautiful flower. Leaming,
Is being that flower afid growing
strong because of the love, carz
and nutrients that gardener
provides. (Corny!)

The leaming process Is like the
fertilizer that helps a seedijng
grow Into a full blooming flower.

2. GROWTH (NON-HORTICULTURE)
The t/).process Is like a stream
meeting a iarger river. The

'stream i< the lcamer and the

river Is the teacher.

Perhaps something like a wall in
time. The support provided by the
lower bricks in the wall repre-
sents the structure and knowledge
provided by the teacher to the
student-which are the next level
of bricks. These, too, become the
support for the subsequent layer.

.reminds me of crystals ronﬁlng
ina magma chamber. They acquire

P )

their particuiart abit-from the
physical and chemical properties
of the magma (teacher) to form
‘their own unique shape, growing
ever iarger.

.2 smoldering coal, burning
slowly but ready to burn brightiy .
at any time. - .

T Is.like money In the bank; the
more you put into it, the more you
get out of it.

3. GROWTH (CONSTRUCTION)

A metaphor is £ooking. The
teacher is the recipe and the
students are the Ingredients. Both
are required to make a cake just

as students and teachers are_
required for 2 successfu, learning
process. : :

Teaching is 11ke cooking; you need
the correct ingredients and
supplies and do It in the proper
order. Hopefully you can stomach
the resuits. :

- baking a cake. All the ingredi-
ents must-be In the right propor-
tions, the oven must be on and the
baker paying attention. The cake-
asuccess I 1lke having learnt an
Idea-can be utilized and shared.

Perhaps 1lke bullding-something (a.
house?) One has to do things in an
orderly/logical manner, and there
are establlshed ways of doing
things In order to be successful
(l.e. build walls before roof) It is
a gradual and accumulative proc-
ess.

The leaming process |s-1ike ar

. Inverted pyramid such thatyou .

start at the bottom which is the
tip and work up to a large under-
standing. There are a few basic
Ideas which must be mastered and
on these through various Intcr-
connectlons the whole body of

-science rests with all of It's

broad reaching implications.

4, TRANSFORMATION

- Ateacheris a sculptor molding

others in his 0w Image. -

The obtainment of power over
Ignorance. The taming of a wiid
beast to befriend it and have it
work for you on your side.

..a substance which can exist in
different phases (solid, liquid, : 3
gas) as external conditions are C
changed. The environment can
have a major impact on theresult
of the process and the same
"substance” can be so different.

it Is-the shaping ¢f 2 sculpture
from a squére block of marble.
The person already has a lot If
information, but as he learn(s)
why things ot:cur or how It hap-
pens, this everyday knowledge
takes.shapes and gives new
meaning to the learner.

Metamorphisls rromlcaterplllar to
butterfly.

The teacher, 1lke the sun, radiates
her knowledge in beams onto the
faces of -her puplls, or piants.
Some plants wilher and dle,
others convert this energy Into

N
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food which can be assimilated to .
enhance further life.

TistoL as.electricity istoa
stereo. If there s no power going
in, nothing of any consequence
comes out. If improper power
supply, garbage comes out. Af
normal, steady supply; something
beautiful has the opportunity to b2
produced,

D, HUMANIC

1. INTERACTIVE

Watch a parent and a child as the
child takes its first steps-the
parent stands back, the child
wobbles forward, the parent
claps, the child claps, the chiid
begins to fall, the parent moves
forward to of fer support with a
hug and plenty of praise.

A completed/successful transac-
tion. Like punching information
you want to be conveyed Into a
computer and the computer
spitting out a printed copy of the
completed task.

Teaching Is to learning as the tree
Is to the fruit. Each grows to-
gether, but to bear the most fruit
the tree has to be.pruned now and
again,

~much like symblosis in nature,
whereby two distinct individuals
live very closely together, both
benefiting from each other by
some form of sharing, yet not.al-

31

ways appeérlng to enjoy the -
process.

~Similar to a commercial transac-
tion with a buyer and seiler. In-
stead of receiving goods or
services, the student gains
knowledge ard the teacher gains
the satisfaction of passing on that
knowledge rather than receiving
money. A

.a-two way street in that those.
‘teaching must want to and those

learning must also want to 1éam,

. the symbiotic-relationship
between.corals and the plants that
live within them. The plants
capture énergy from the sun.and
leak out carbohydrates to nourish
the corals. o

.IS a two-way street. As infor-
mation Is driven out to Ine learner
by the teacher, the learner must
also drive’back some feedback to
Indlcate his understanding of the
material.

I'm better at analogies than
metaphors, “Teaching Is iearning.
T/L Is like a horse and rider. One
Is lost without the other.

. 15 like a‘two person 3-legged
team where one person (teacher)
knows the way to the finish line
(hopefully best way)- legs tied
together keeps close together yet
botiiHartners affect each other by
their progress and direction.

They must pay attentionto each
other.

}
'

-1t is like,a tennls game-the

teacher serves the information
[or: skills) to the student,.and the
student returns it, which allows
the teacher to know that the
‘student understood the informa-
tion,

~atennis match. There'is contin-
‘ual Interchande between teacher

© and student. Occasionally, the

teacher smashes the ball too hard-

or the-student hits the ball out of -

bounds. However, after a brief
interuption of play, the:exchange
continues. ro

Initlally, It Is-like an hour glass:
where the information and deas

+ are passed on.to the students (like

sand flows Into une side of the
hour glass) Following, the proc-
ess Is like a balance of a scale
where deas, questions-and an-
Swers are exchanged between
students and the teacher. How-
ever, It Is never a one-sided
discussion but agive and take
situation for everyone Involved,

- Aclive transport vetween teacher

and student.

2. EFFORT -

Like a sallboat in the wind. The
teaching being thé wind applied to
the sail. The leaming being the
sall and the'learner the boat. The
teaching only s as effective as
the sail s put into the wind.

The T/L process can often be }ike
using a battering ram to enter a
castle when the side door is wide
open. Co

. ariver flowing'down stream. it
‘may be resistedbut If strong
enough it will eventually reach
even the most extreme corners of
the river bed. :

- the'steady drip of water hitting
a stone. *Each drop of water
makes little difference but over
the years, collectively those
drips grind @ hole in the rock.

.£limbing a hill-of sand. Gne is
frequently sinking or sliding back
down but progress Is possible, as
long as one 1s not content ;
ina “comfortable” region along

‘the way.

“"Beating oneself into satisfac-
tion.” from “beating a crocodile
Jnto submission.” Corocodile
Dundee.

- Is 11ke cheap liquor, at first It's
hard to swallow, then It gets
easler, then you start té tike it,
then you're addicted.

Teaching Is like trying to put on a
wet suit. Its difficult but you can
do It If you persevere, Learning
Is.llke somgone else trying to get
you to wear a wet suit. you'H
only.do it If you'want to.

You can bring a horse to H,0-hut
you can't make it drink. I It
wants to, it will drink. 'You can
only encourage along the way to
the watering hole.

~trying t6 make a bull’s eye,
sometimes you wiil have.to
reinforce an idea/topic, more
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than once or twice in order for
the sluder)ts to understand it.

.can'be’likened to backcountry
skling-a tremendous effort 'Is
required to get to the top of the
mountain (learning the concept)
but once on top, heading downhill
is.easy. -

Any metaphor for the t/1 process
would have to include patience on
the side of the teacher and general
apathy on the part of the I~arner

- "all taking place in a comples

environment. How about ¢
one's hair while walking inte
wind.

Teaching Is'similar‘to committing
yourself-to & ten day wilderness
hike. It is physically and psycho=
logically unpleasant for the entire
ten days but when it is over vou
have leamed a lot, sharzd a Iot
and you are very giad you went
along.

Turtles are the best teachers,
they show you how to crawl step
by step.

3. (COMMENTARIES /

MIS-TARGETED MET APHORS)
kelping an individual see the other
side of th= moon so he/she knows
what it looks like if he/she ever
goes therel

L.earning process is Iike the clouds
inthe sky-it is constantly chang-
ing, somethimes it moves very
quickly, other times hardiy at all.
Sometimes they are dark and
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mysterious yet other times they
are white and enlightening.

‘Watching a movie on flying versus

actual flylng.

Set them up and knock them down.
. Is like trying to tell sonieone
something is good for them and
they don't believe {t.

Teaching Is like parents. Once you

. think you krow all there is to

know about 1t you learn something
new.

Teaching Is for the love of it.
(Not exactly a metaphor, but it is
the clogest i could think of)

Teaching is like being a parent in
fast forward; you have your kids
for only a few months, and in that
time they go from uninformed
students to (hopefully)
knowledgable students. You are
kind, yet firm, and.y:u become
good friends, and then you let
them go into the harsh world of
the next grade.

.agame. The teachc: triesto
reach the students, give them in-
formation, help them learn and
understand it and want to learn
more. It Is a challenge that the
teacher can't afford to lose, for
the students sake. The teacier
also gains valuable experience
from this “encounter”,

~abotlle of wire. It gets better
with age and its enjoyment or
benefit Is finally “uncorked".

$

The T/L process is-a merry-go-
round, with its up and downs, spi=
ralling to the-top of a never ending
tower.

- should be like Beaver Cleaver
asking his Mom andDad all of the

questions Wally could not answer, .

Teaching provides the rock for
students to stand on.

Achild walking. Achild learns to
walk through teactiing and the
child's own observations.

Lack of education in today's
society is like only speaking
english in a foreign country. You
catn get by but you miss out.on a
lot.

Learning Is like breathing--if one
is alive, It is inevitable.

LITERAL ’
The stuuent doe’s the learning,

The teacher helps by creating op-
portunilies for this to occur and
motivating the student to take ad~
vantage of these opportunities,
"Doing is usually more important
than hearing.”

Aistudent learns by “doing”, and
by recognizing the concepts being
taught and being applied in their
normal sphere of reality-in their
everyday world. A teacher
asssits a learner by reminding
hin/her of their innate curiosi ty
anc by providing him/her an
orgenized framework to exercise

this curiosity and discovery.

Presenting ideas and material in a
‘logical manner, engaging-students.
in question/answer of material,

and giving assignment to complete

.to see if they have learned it.

A teacher is a soi:,rce of informa-
tion, a communicator, and a
motivator of his/her students.

The-teacher should have definite
goals and objectives. He /she
should consider initially student's
beliefs, should try and use a
variety of approaches and materi-
als; should involve students in tie
activityes discussion, should en-
tertain inquisitive minds.

The learning process Is life, yor
life without learning isn't really
much of a life at all. As the.most
complex thinking organisms of
earth (humans), tearning should be
as important as the basic necessi-
ties of sustenance.

Repitition and interest on the
student's behalf.

Cooperation,

Being reflective-and decisive
enhances capability

To try to make someone under-
stand something by visual, verbal
and “doing it" means,

A
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