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Helen Freidus, Ed.D.
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ABSTRACT

By examining the role of supervision in the induction process of second
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career transition of second career teachers and for viewing the role of
instructional supervision.. Using case study methodology, the transitions of
three cohorts (N=38) of participants in a teacher education program
specifically designed for second career teachers and two cohorts (N=12) in
a program designed to serve both second career and traditional entry
teachers were explored. The data from the cohorts, separately and as a
whole, indicate that a model of supervision combining institutionalized
opportunities for dialogue between the second career teacher and his or
her supervisor with weekly forums for peer exchange facilitated by a
supervisor were most effective in addressing the concerns of second career
teachers, helping them to bridge theory and practice by identifying,
adapting, and utilizing their own strengths, and supporting their sense of
agency.Findings of the study support a social constructivist approach to
teacher education by documenting the relationship between the knowledge
and experience individuals bring to the field and the ways in which a
dialogical approach to supervision can facilitate the extension and
applicaticn of this knowledge base to the realities of schools.




Supervision of Second Career Teachers: What's Qur Line?
by
Helen Freidus, Ed.D.
Bank Street Cdllege of Education

ABSTRACT

By examining the role of supervision in the induction process of second
career teachers, this research provides anew lens both for examining the
career transition of sccond career teachers and for viewing the role of
instructional supervision. Using case study methodology, the transitions of
three cohorts (N=38) of participants in a teacher education program
specifically designed for second career teachers and two cohorts (N=12) in
a program designed to serve both second career and traditional entry
teachers were explored. The data from the cohorts, separately and as a
whole, indicate that a model of supervision combining institutionalized
opportunities for dialogue between the second career teacher and his or
her supervisor witih weekly forums for peer exchange facilitated by a
supervisor were most effective in addressing the concerns of second career
teachers, helping them to bridge theory and practice by identifying,
adapting, and utilizing their own strengths, and supporting their sense of
agency.Findings of the study support a social constructivist approach to
teacher education by documenting the relationship between the knowledge
and experience individuals bring to the field and the ways in which a
dialogical approach to supervision can facilitate the extension and
application of this knowledge base to the realities of schools.




Supervision of Second Career Teachers: What's Our Line?
by
Helen Freidus, Ed.D.
Bank Streer Cadliege «f Education

WixYly incgoencent o aksire ar intent, every expanane lives an in further
exianes (Dewey, |, 1938, 63, p.27)

"B 1f 1 Lreak the anneicn Letnan the staring pont thar exparance ana
Wi they know tharsaves 11y ga to the glace wikare whae they know can't hap
therm unadirsitand wiat ycu're talking aawg, than yu ise than. ” (Hoton, M. &
Freire, P., 1991, p.152)

Traditionaily, men and wamen have entered the teaching profession upan the
completion of their undergraduate studies. In recent years, however, a new pod of
teachers has arisen fram those whose early career chidices were unrelated to education.
These non-traditional candidates, from fields as diverse as business and law, hctel
management and theater, have chosen to leave these fields and prepare for new careers
as teachers.

Our understanding of these men and wamen is just beginning to emerge. Early
research indicates that second career teachers bring with them a wide range of
protessional and personal experiences that are qualitatively ditferent from the experiences
o those who select teaching as their first professicn {Freidus, 1989,91,92; Perll, 1992;
Bennett, C. & Spalding, E, 1991, Bullough, R & Knowles, J. G,1990. Choosing to become
teachers after knowing the “outside world,” they came to teaching with a repertaire of
protessional skills and knowledge, a serise of commitment, and an articulated sense of
agency. They want to use these “to make a difference.” Sharing many qualities, secand
career teachers, nonetheless, are as diverse as thzy are alike They come fram different
cultural, social, and economic backgrounds, eihr:ic origins, and educational experiences.
They range in age from late twenties to mid-tifties and have diverse personal needs and

interests. As they make their career changes, these similanties and differences shape the
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second career teacher’s visions of teachers and teaching, Ultimately, they shape the form
and substance of thar classroom practice ( Bullough and Knowiles, 9U; Freidus, 89,92;
Knowles, 92).

| The unique profile of the career changers has spurred many teacher education

! programs to pay careful attention to the specific needs and interests of second career

‘ teachers, ways of recruiting them, and ways o retaining them in the field! One area,

however, that remains little studied is the role of supervision in relation to these issues.

W
| What kinds of instructional supervision best supports second career teachers as they make
their transition into the dassroom? This research will explore this question and its
implications for programs of teacher education.
Objiect

Like all teachers, second career teachers bring the sum total of their life
experience with them into the dassroom {Ayers, 1989 ; Knowles, 1992; Bullough, 1993).
Sensitive to this, it is the gcal of this study to explare the implications of instructional
; supervision for the successful transition of second caree teachers into the world of
education

This research addresses the foliowing objectives:

1. To identity the mativations and concerns of second career teachers as they

make a career change into teaching
2. Toidentity ways in which the process of supervision can meaningfully address
these mativations and concerns
3. To1dentity ways in which the process of supervision can support secand
career teachers’ sense of agency and enable them to meet the chalienge of taday’s
schoals.

IExamples include the New Teacher Recruitment Project at Teachers College,
Columbia University, the Teacher as Decision Maker Program at Indiana University,
the Harvard Mid-Career Math and Science Program, and the University of Southern
Maine [eachers for Secondary Schools Project

(&)

2 ¢




Second Career Teachers

This study begins by looking at the recent body of literature on second career
teachers (Bullough and Knowles, 1990; 1988; Bennett & Spalding, 1991; Crow, Nager, &
Levine, 1988, Freidus, 1989, 91, 92; Merseth, 1991; Poweli, 1992; Reports of the New
Teacher Recruitment and Retention Prgject, 1994 ). Research indicates that there are
motivations and cancerns common to those who choose to make a career change into
teaching. These men and wamen become teachers by choice not by default. They have
tried and succeeded at careers in other'ﬁeids Even those whose career choice is a
forced one, those whaose jobs have been eliminated through corporate mergers or
finandial cutbacks, appear to have taken advantage of the breach in the career path they
had been taking to reassess their priorities and their goals. They see teaching as an
important and desirable career chaice. Second career teachers have made conscious
decisions that teaching is the career they want.

Second career teachers come with an articulated sense of mission. Having
chosen o trade in actual or patential financial rewards for an opportunity to make a
difference in today’s indifferent world, they tend to bring with them a transtarmative
vision of education. They believe that the schoadl experience should be meaningful and
relevant to the lives of the children they teach. This belief often turns from motivation
into concern  as they struggie to fulfill their gaals within the real world of the dassroom.
Regardiess of thar prior experience, second career teachers find that an understanding
of pedagogy is directly related to their sense of comfort and competence in the
dassroom (Darling-Hammond, Hudson & Kirby, 1989; Powell, 1992).

As they move intotheir new careers, men and women are eager to learn the
culture and mares of their new warld.  Eager to find mentars to help them through thar
career transition, they anticipate that their cooperating teachers will fill this role For

some, this happens. Others, however, find their cooperating teachers believe that their




age and prior career experience exempt them from novice standing.  These cooperating
teachers assume there is no need to explain the fundamentals of classrooms to those
versed all ready versed in the way o the business world. Still other second career
teachers find their cooperating teachers are suspicious about why someone would
reaily give up what looks like an interesting and lucrative career to become a teacher.
Finding it hard to believe that others value the career they take tor granted, they doubt
the commutment of career changers. Yet another group o second career teachers find
that their cooperating teachers are just too busy with the demands of overcrowded
classrooms to provide the kinds of suppart and resources they need. When the
relationship with their cooperating teachers is less than anticipated, it frequently
becomes a source of great concern for all invalved (Freidus, 1991; Powell, 1992).

A third set of concerns has been documented as emerging from the nature o the
career change itself (Freidus, 1992). Career changers are mativated by the opportunity
to take on a new image of self, to become actively engaged in service However, despite
this carefully thought out motivation, several unexpected concerns emerge upon entry
into this new world. The first has to do with the social image of teachers and teaching
in today's worlds.  This is particularly anxiety-producing to wamen who aften recount
stories of how when engaged in priar careers, their response to the question: “ What dao
you do?” would elicit interest and conversation. Now the response, “1 am a teacher.”
elicits silences or comments like “How nice” Men often, but not always, fare better in
this sphere. They evoke interest by their willingness to transcend traditional social
expectations. However, both men and women experience stress coping with the realities
of their adjusted income and the fatigue that ensues as they struggle to manage on the

salaries that characterize the world of service.

[ knew the figures. [ had caretully investigated and planned things out.
What I didn’t understand was what it would fedl like...just how hard it
would be tolive on a salary that is half of what I used to make”

(Freidus, unpublished conference notes, January, 1994)




The research of the last few years provides a clear picture of the motivations and

concerns of many second career teachers. If they are to become effective teachers bringing
new perspectives to children and to schools, they need nat only information but also
support. In many ways, their needs far support may be even greater than those who enter
teaching directly from calege (Powelil, 1992; Freidus, 1992). This may be related to the
camplexity of their lives, the seriousness of their intent, or their immediate grasp of how
complex, demanding, and important the role of a teacher 1s. "I knew 1t would be hard, but
I never dreamed it would be this hard” (L.C, Freidus,1992) are words that echo throughout
the data. Thus, the question persists as to how programs of teacher education can best help
second career teachers through the transition and into the long-term shaping of a successtul

career. It stands to reason that in this process the role of supervision is an impartant one

Teaching and Learning as Constructivist Processes

The writings of scholars in the fields of philcsophy (Dewey, 1931, Greene 1978),
psychology (fiaget, Duckworth, Brookfield), and educational research (Yonemura,
O'Laughlin) indicate that the ways in which teachers act and react in their classrooms are
directly related to their own experience and to their own philosophical and ideological
constructs. This has frequently been confirmed by clinical experience (Bullough, 1989 ;
Kogan, 1993). In classrooms across the country - whether situated in public or private
schoals, wealthy, poor, ar sodo-econamically mixed communities, there is all too
frequently a wide disparity between the vision of teaching that is espoused and the practice
that is enacted. Teachers who articulate goals of "empowerment," "autonomy, "
"development of voice" create classrooms in which children are told which books they
should read, when they should read them, and in precisely how they should respond to
them In the name of the same goals, another group of teachers, fearful of being
disrespectful and/or not valuing individual styles leave children alone to discover - or all

too often nat discover - basic skills, patterns of thought, and a sense of internal disapline




Believing in but never having personally experenced emancipatary teaching, many
teachers cannot envision what their goals look like 1in practice. Uthers hold visions o that
to which they aspire, but lack an understanding of the pedagogical theory and methods
that will enable them to realize these goals. There is a senaus risk that those who come into
teaching as a second career will be plagued by these same obstacies.

It we accept a constructivist theory of learning as a mode! of lifelong learming, it
appears that in order to realize their transfmnat{ve visian, teachers need the same kinds o
learning experiences as do their students ( Duckworth, 1987 ). The information they receive
must make sense to them in light of their prior learning if nat, it will ultimately be rejected
rather than assimilated. Hencg, it is important for second career teachers to have
oppartunities to discover how personal biography influences and shapes classroom
practice, forums in which they can experiment with new ideas, and repeated opportunities
within safe havens to pracice and construct new understandings about the meaning and
enactment of emancipatory education.

Dewey (1931) wrote that the fallacy of traditional education was nat the emphasis
an content matter but the failure to recognize the importance of the learner and the
relevance of the learning environment. Constructivist visions of teacher education do not
substitute “touchy - feddy” sharing for academic rigor. To the contrary, they make it
possible for all students to engage in teaching and learning in intensely rigarous ways.
Rather than teaving their priar knowledge at the door of their new career chaice,
constructivist approaches enable second career teachers to call forth all that they have
learned in their personal and career growth to date, to examine it, perhaps to reconfigure it,
but definitely to use it as a foundation for further professional growth. It not only allows
but requires that teachers recogmze that every experience builds on preceding ones...bath
for themselves and for their students.

Although second career teachers are far beyond the age of puberty, the age when

they are traditionally considered to have become abstract thinkers, the exploration of new




fields of knowliedge brings back the need for more concrete experiences ( Duckworth, 1987),

Like ther students, second career teachers appear to thrive in environments in which they
are allowed to experience, reconstruct and reflect. Contrary to traditional expectations,
research indicates that adults learn best when new information is related to their
developmental concerns, when the learning enviranment is nan threatening and supports
risk taking, wheﬁ different learning styles are recognized and respected, when learning
activities are experiential and relevant to their life situation (Brookfield,1986). In short,
adults, like children, learn best when there is acknowledgment of and r&spéct tor the who
they are and what they know, when they can use what they know as a basis for building
new insights, when they are aliowed and encouraged to become partners in the dialogue of
their own learning. This needs to be barn in mind in the design of programs of supervision

and the construction o individuai teacher/supervisary relationships.

Post structural Perspectives

This paosition is consistent with the critical and post structural perspective that
knowledge is a personal construdion situated in time, place, and personal experience
(Lather, 1991; Apple, 1991). For the process of supervision, this means that supervisary
knowledge cannat exist separate from the person and context (Sergiovanni, 1990).
Consequently, it becomes impossible to articulate a single way of being and relating
within the supervisory process. This does not mean that standards must fall to the
wayside, but rather that it is incumbent upon the supervisor and teacher to find and
define what works within the context of clearly articulated goals that are relevant both
to the individuals invdved and the setting,

Within this perspective, the process of dialogue becomes an essential compaonent of

supervision. Articulation of the “practical theory” of the teacher, his or her “private,
integrated but ever-changing system of knowledge, experience, and values’ {Handal and

Lauvas in Sergiovanm, 1990, p.249) serves as a starting point for the work of supervision.
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The supervisory role invaves listening, acknowledging, validating, and utihzing what

teachers know and balieve. The supervisor assumes the role of the Deweyan educator,
recognizing the experience of his or her student and creating oppartunities for practice and
retlection that will lead to further growth {Dewey, 1938). Gaals meaningful within the
knowledge base and belief system of the supervisary dyad enable teachers to construct
new insignts into their pradice. A supervisory relationship based not an authority but on
collaboration and reflection faalitates ongming proressional growth and development
(Sergiovanni, 1982; Gitlin & Price, Darling-Hammond & Sclan, 1992; Kagan, 1992). The
knowledge and experience of both teacher and supervisor is validated within this dialogue
The process is important for all teachers. For second career teachers whase transformative
visions of education aften emerge from an ideological basis rather than personal

experience, it is essential.

Methodalogy

A qualitative approach was chosen as most appropriate for the exploration of
the implications of instructional supervision for the transition of second career teachers.
This methodalogy enabled the researcher to follow the transitions of three cohorts
(N=38) of particpants in a teacher education program spedfically designed for secand
career teachers and two oohorts (N=12) in a program designed to serve both second
career and traditional entry teachers. Both programs were at the graduate level and
were designed for those who had littie or no prior experience in teaching,

This study grows out of a series of case studies that have investigated the career
transitions of second career ter .hers. Earlier research focused on attitudes, expectations,
and concerns of second career teachers. While much of the earlier research focused on the
ways in which these attitudes, expectations, and concerns might be related to gender
expectations and gender socalization, this study looks at the population of secand career

teachers as a whae  Building upon prior case study work, a cross case analysis was made
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to ehiart recurting themes related to the experiences of second career teachers as they

partiapated in supervised field work. It considers what was helpful, what was
problematic, and what - in their opinions- would have been helptul.

A variety of d.ta-generating tools have been utilized in this study. The organizing
tool has been individual interviews in which open-ended questions (Mishler, 1986) were
asked. Interviews were taped, and selected segments were transcribed. [n addition,
autobiographical statements were eliated from all participants at the beginning o ther
nrograms, and written questionnaires were administered at the mid-point and end of the
programs.

Data was scanned on an ongoing basis with thc goal of identifying emergent themes
and categcries related to teacher development and instructional supervision. Through a
process of reference to the literature and anstant anparisan o data (Glaser & Strauss,
1967), emergent categories were darified on an angaing basis. Data sources were than once
again scanned and coded according to identified categories. Throughout the process, each

stage of data cdlection infarmed and was informed by the next.

Di .
The data confirms that muost second careei teachers come to teaching with a sence of
mission. Looking to make the warld a better place, they choase to trade in actual or
potential success measured by financial gain and status for the rewards of personal
satisfaction through service. Some, happy with the education they have received, seek to
“pay back” what has been given to them to extend the circle of thase for wham education
leads to empowerment. Others, feeling they have succeet._d in spite of rather than because

of their own experiences, hope to make the process different for others. They believe there

" is a “tremendous need for professional, caring teachers” (Freidus, 1989, p.129) and they

want to be part of the response to that need.




There 1s 2 "real world” however, and no matter how much thought they had given ta
the signmificance ot their career change, many second career teachers had second thou ghts as
they began to experience not only the possibnitties but also the constraints of their new
careers. The combination of now belanging to a prafession that was percatved by much of
sodety as low status, living a life with limuited finandal resources, and feeling the
inadequacy that 1s bound to accompany “neonovicedom” was overwhelming to many. “I
just didn’t know what 1t would feel like” “Iknew 1t would be hard, but I never knew 1t
would be this hard.” were statements echoed over and over in the responses of career
changers. The data overwhelmingly confirmed the findings of prior research that second
career teachers need support both at the time of career transition and throughout the course
of their entry into the classroom

Even the most committed and confident second career teachers participating in this
study felt anxiety as they began their experiences in classrooms. They came to teaching
with the belief that classroom practice should be emancipatary for both themselves and
their students. They enthusiastically articulated their evalving visions of teaching and were
eager to engage with others in dialogue about ways to make this happen. “Second career
teachers feel the need to talk about what they are daing. They are eager to develop
interpersonal relationships with uiher professionals” (Sabatini, New Teacher Recruitment
and Retention Advisory Board, 1993). They came with the belief that this dialogue would
be a part of the culture of schodl life  Consequently, the reality of isolation existing within
the structures of traditional classrooms (Sarason, 1982; Lanier & Little, 1986) came as a form
of culture shock. More than shocking, however, they found isolation was an obstacle to
pursuit of the vision of teaching that motivated their career change. They knew what they

wanted but they didn’t know how to make it happen.

The desire to teach in a certain way does not magically erase all of my
own negative experiences. We are a produd of our experiences. We tend
to teach the way we were taught. (WT.., Fall, 1593)




Throughout therr teacher education experience these second career teachers
resonated to desariptions of the “process approach” to teacming,  Nonetheless, in what
Lortie (1975) cails the apprenticeship of 16 to 20 years they served as students, few had ever
experienced environments in which divergent thought was truly valued, problem salving
was the core of the curriculum, or the building of community was seen as an articulated

gaal.

"1 don’t think I ever had a teacher who told me that my i1deas were ak.
when they differed from [his or] hers” (M.A, 1994).

At home, at work, and at school, most were immersed in a world in which hierarchical
position was equated with authoritative knowledge Consequently, there was oiten a gap
between what these men and women cognitively valued and what they viscerally knew. It
became apparent that from the perspective of a constructivist theory of education, it was
important for these men and women to have oppartunities to “ construct {this kind of]
knowledge for themselves, on their own terms, so that they can act to change the world”
(O’'Laughlin, 1992, 337).

Realization of one's desire to engage in emandpatory practice entails a long and
complex process. It requires a genuine questioning of what is and ought to be, a rewriting
of the narrative of one's own experience, and a re-imaging of the relationship between
authority and education. One domain within the teacher education program where this
process can readily be nurtured is that of supervision. It is here that the opportunities for
sustained dialogue and the building of the Kinds o relationships that support risk taking
are most available: The literature suggests that second career teachers will only be able to
shape constructivist learning environments in which students bear responsibility for their
own learning when they, themselves, have had these experiences. The data indicates that it
is possible for this to occur within the supervisory process when the “super” in
supervision referred to a process of warking together to see from different perspectives

rather than to the superiar knowledge of one member of the supervisory dyad.
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My greatest surprise during this [neld] placement was when my
supervisor asked, “What do you want to do? What do you want to
get out of this placement?” No one told me what [ had to do. The
objectives were not given to me, | had to deterrmine them for myself.
No one said, “This 1s what you will learn in this placement...: as they
had in every other institutionalized educational experience I have
had. I was asked, “What do you want to learn...?” [t made me
responsible for my education, for my development. It took me
completely off guard. [t also made me realize how seldom (if ever)
students have the opportunity to be responsible for their education,
feel the effects of that.responsitility, and address the questions and
problems it brings with it. (H.C, Fall, 1993)

For all their eagerness to talk, second car¢ 2r teachers are still often resistant tc
asking the tough questions, the questions that challenge the fundamental rdes of
authority in our schools and in our society as a whole It is unlikely that this kind of
questioning will ever happen when traditional structures of authority prevail within the
supervisary relationship. Fostering the process of critical questioning is in many ways a
formidable task. It disrupts the well-entrenched model of passive education, the niceties
of social conduct, and, for wornen, it challenges many of the basic constructs of gender
sodalization. To question, one must discard the comfort of the status quo and be willing
to assume an active as well as an interactive stance.  Second career teachers have moved
toward this end by making a career change based on an articulated awareness that
individuals can and should make a difference  However, the data clearly indicates that
they need support if they are to continue to move farward in this quest.

The data also indicates that the supervisory process can provide and facilitate this
needed support in many ways. Just as there can be no one right way to design or define
the supervisory relationship, there can be no one right way to nurture the process of
critical questioning. The research indicates that the supervisory process is most
successtul when it allows multiple oppartunities for dialogue, multiple formats for
reflection and questioning. For sane, because of cultural arientation or personal style,
one forum, activity, or style of interaction may be preferable to anather. For some, having

a vehide for reflection that is more consonant with one’s own culture or learning style

12 .6




may help develop an attitudinal set in which the rruit O one's rerlection 1s a greater
willingness to take nisks. [n response to a request made to one set of second career
teachers that they auchotape segments of dassroom discussions 1n order to obtain a more
accurate picture of what was happerung n their ctassrooms, one student noted 1n her
journai:

I realize now that ray reluctance to use the tape recorder in my classroom
emerged not from the problems the children might have but from my
discomfort 1n heaning my own vace. 1 was never taught to speak out. 1
now know that 1f the children are to feel free to ask and to learn, I must
create an environment in which this is modeled and valued. {].T., Summer,
1992)

For her, the use of a tape recorder was, at this point, overwhelming. She was, however,
willing and able to record and reflect an her experiences within the context of a written
journal. This medium did not provide her with the same data that an audictape would
have, but it did enable her to grappie with important issues o classroom practice in a way
that was, for her, developmentally appropriate. Beginning with a format for reflection with
which she was quite canfortable, she began to look at her own work and that of her
children in increasingly more open and complex ways. She identified what she perceived
to be an area of risk for herself and articulated goals and strategies for her own personal
and professional growth.

This supports Kottkamp's contention(1990) that there are multiple means of
tfostering reflective practice. These diverse farmats include one-to-one conferences, three-
way conferences with co-operating teachers, personal journals, dialogue journals, role
plays, and use of case studies. Implementation of a diversity of methodological tools
provides a variety of lenses which not only access voices that might otherwise remain
silent but which provide individuals with opportunities to develop more complex ways
of thinking about themselves and their practice. Each oneis part of a pedagogy of
possitality that values the individual and allows him or her to access and examine beliefs

and practices in the ongang process of professional growth and development. Together
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they oifer a repertaire o strategies and skills that supervisors can draw upon to construct
meaningful experiences for the teachers with whom they work.

Whiie the process of pre-service and in-service 1s traditionaily construed as a
relationship between student and supervisor or student, supervisar, and cooperating
teacher, it 1s possible for the process to include a peer component as well. This was the case
with all five coharts included 1n this study. In each case career changers supervised by the
sarme faculty member met with this faculty member on a weekly basts throughout the
academic year. At one institution, this was called a seminar; at the other, 1t was called a
conference group. In both cases the agenda tor the meetings emerged fram tne concerns ot
the students. Problems encourtared in the cassroom farmed the basis of discussion and
retfledion. The sessions provided ongoing opportunities for career changers to negotiate
tiie gap between what they thought they knew, what they actually knew, and what they
were able to put into practice Experiencing similar concerns and relating within each
other's zwre o proxara! dvelqrnent (Vygotsky,1962), career changers were able to areate a
suppartive community and to scaffold each other’s protessional development in extremely
meaningtul ways.

The group process enabled students toc develop substantive visions of the goals
toward which they were working. It provided them with opportumties to keep ownership
o the vision that mativated their career change and the strategies through which they

would implement it.

Plato somewhere speaks of the slave as one who in his actions does not
express his own ideas, but those of some other man. It is our social problem
now, even more urgent than in the time of Plato, that method, purpose,
understanding, shall exist in the consciousness of the aone who does the
work, that his activity shall have meaning to himself.

(Dewey in Dworkin, 1959, p.45)

The experiences emerging fram this group process often contlicted with the deeply

embedded concepts o teacher that had emerged from the “ apprenticeships” they served as
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students (Lortie, 1975) 1n trachtional hierarcnical ctassrooms. They provided a model tor
creating relanonshups and defining authonty within an educanonal setting that dittered
from the nam. Supervisors partiapated 1n the groups as faalitatars and group members.
They endeavared, as Dewey wrote (1938) nather to abandon the insights that had come
with years of experience nor to impose them on their new colleagues. Theirs was one
perspective among many. The consistent emphamé on dialogue and experience enabled

students to be begin to question and reconstruct their visions of teachers and teaching,

In a traditional teaching environment such as my own education, the
teachers are always more powertul than the students. The students are
the redpients and the listeners. Our work has always involved shared
meaning. (K.C,1993)

The data indicates that by adding the peer component to the process of
supervision, career changers are more likely to be open about their concerns, maore able to
hear vaoices that are meaningful in terms of their own experience, and mare likely to
build schemas of teaching that make sense in terms of their prior experiences but are not
limited by them.

For two cohorts, there was an additional component of peer interaction within the
experience of supervision. In these instances there were structured opportunities for
second career teachers who had made the career change within the preceding year to
partidpate in dialogue, provide insights from their experience, and generally provide a
farm of collegiality, support, and mentorship. The experience was highly benefical to all
involved. For the “veterans,” it affirmed their career deasions by enabling them to serve as
models for other intelligent, caring men and women with similar values and visions of
teaching , provided them with an important marker of their own progress, and created new
opportunities far reflection as they responded to the questions and concerns of their new
oolleagues. For the “novices,” it provided a welcame into the community of teachers by

those who had moved along a similar path, a farum for discussing teaching practice from a




different perspective, and an attfirmation that "1t could be done.” For supervisors,

observing the dialogue provided an opportunity to gain new nsights into the strengths
and concerns of second career teachers and to refiect on ways that they might improve their
own practice  For all invoived, these opportunities provided an opportunity to learn more
about a wide range of teaching styles and contexts and to actively partiapate in an
extended commumity of colieagues.

Taken as a whole, the data confirms Sergiovanni’s statement that no longer can 1t
be assumed that there is a body of “supervisary knowledge existing separately from
persan and context” (1990, 247). The second career teachers in this study drew their
strength from the multiple opportunities they had to relate to other professionals within
the supervisary process and the multiple forms in which these opportunities were
constructed.  The role of supervisor in this process moves from repository of expertise
to facilitator of the knowledge and expertise in others. The data supports the notion
that supervision is most effective far secand career teachers when it adheres to the
model of a community of teachers and learners working together to improve their

practice rather than to the traditional vision of a hierarchical relationship.

Summary
The data from the cohorts, separately and as a whole, supports a social

constructivist approach to the supervisory process. It suggests that supervision of second
career teachers is most effective when :
1. The supervisory role 1s defined as one of facilitator rather than dispenser of
knowledge.
2. Opportunities are systematically provided for second career teachers to

articulate, examine, deconstruct, and reconstruct their visions of teachers and

teaching.




3. Multipie farmats are provided to faalitate this process and to help men and

women to identity and set ciassroam goals cansisterit with vheir vision.
4. The needs far suppart and dialogue are nat mumimized but instead are
recognized and institutionally built into the process of supervision.
5. It is acknowledged that second career teachers need as much help and
teedback as their younger colleagues in the prafession and multiplie
vaices are provided to tacilitate this.
6. It is recognized that second career teachers come with common mativations
but that there is a vast diversity in their prior experiences. Supervision is most
etfective when it promotes sense of cammunity as well as providing individual
support.
In these ways, the process of supervision may suppart the sense of mission and agency
that brings these men and women into teaching and help them to create the kinds of
resources and support systems that will better enable them to meet the challenge of

today’s schoois

17




References:
le, M (1992). Othigal Knowijedge. INY-Routledge
App ge 8

Ayers,W. (1989). The good preschool teacher. NY: Teachers College Press

Benmnett, C. & Spalding, E. (1991). A longitiudinal study of teactung perspectives held
by career change teachers. A paper presented at the 1991 Meeting of AERA,
Chicagqg Ii

Bullough, R & Knowles, . G. (1990). Becoming a teacher: Struggles of a second career

beginming teacher. Qualtanve Studies in Education. (3)2,

Bullough,, W. & Stokes, D. (1993). Analyzing personal teaching metaphors in
preservice teacher education as a means for exploring self and encouraging
development. A paper presented at the 1993 Meeting of AERA, Atlanta, GA

Darling-Hammond, L. & Sdan, E. (1992). in Glickman,C.D. (Ed) Supervisionin
transition: 1992 ASCD Yearbook, Alexandria, VA: ASCD

Dewey, J. (1938, 63). Experience and education. NY: Callier Books

Dewey, J. in Dworkin, M. (1959). Dewey on education. NY: Teachers College Press
Duckwarth, E. (1987). The having of wonderful ideas. NY: Teachers Cdllege Press
Freidus, H. (1989).

Unpublished doctoral dlssertatlon Teachers Cdlege, Cdumbla Umversuty,
New Yark.

Freidus, H. (1992). Menin a women's world: A study of male second career teachers,
A paper presented at the 1992 Meeting of AERA, San Francisca CA

Freidus, H. & Krasnow. (1991). Theme and variations: Second career teachers A
paper presented at the 1991 Meeting of AERA, Chicago, IL

Freire P. (1984). Pedagogy of the Oppressed. NY: Herder and Herder.

Gitlin, A & Price, K. (1992). in Glickman,C.D. (Ed.) Supervision in {rzgsition: 1992,
ASCD Yearbook. Alexandria VA: ASCD

Glaser, B.G. & Strauss, A.L. (1967). The discovery of grounded theary: Sirategies for.
qualitative research. NY: Aldine Publishing Co

Grimmett, P. & Crehan, EP. (1990). Barry: A case study of teacher reflection in clinical

supervision. Journal of Curriculum and Supervision, 5(3), 214-35.

18 -2




Horton, M. & Frere, P. (1991). We make the road by walking: Conversations on.
education and soial change. Philadelphia: Tempie University Press.

Kagan, D.M. (1992). Professional growth among preservice and beginning teachers.
Review of Educational Research. 62(2). 29-69

Kottkamp, R (February, 1990). Means for facilitating reflection. Education and
Urban Sodiety. 22(2), p182-203

Lanier, .E & lattle J. W. (1986). Research on teacher education. In M C. Witrock (Ed.)

Handbook of Research.on Teaching. (3rd edition, pp527-509). NY: MacMillan
Lather, P. (1986). Research as praxis. Harvard Educational Review, 56, 257-277.
Lather, P. (1992). Getting Smart. NY: Routledge

Lortie, D. (1975). Schoditeacher. Chicaga University of Chicago Press.

Merseth, K. (1991). Career changers who become teachers: How long do they teach and
ied ? A paper presented at the 1991 Meeting of AERA,
Chicago, IL

O Loughlin, Michael. (November-December,1992). Engaging teachers in emancipatory
knowledge construction. Journal of teacher education. vol. 43, na5. 336-46.

Osterman, K F. (February, 1990). Reflective practice. Education and Urban Society.
22(2), p.133-52.

Powell, Barbara. (1992). Transition to teaching. An unpublished report prepared for
Michigan State University.

Mishler, E (1986). Research Interviewing Cambridge Harvard University Press.

Sarason, S. (1982). The culture of the school and the problem of change. Boston: Allyn
& Bacon

Shar, L & Freire, P. (1987). A pedgogy ' Jon:
education. South Hadley, MA: Bergin & Garvey

Sergiovarmi, T. (1982). Toward a theory of supervisory practice: Integrating sdentific,

clinical and artishc views, in T. Sergiovanni (ed.) Supervision of teaching (ASCD
Yearbook). Alexandna VA.:ASCD

Sergiovanmy, T. (1990). An emerging scholarship of practice. Journal of Curriculum and
Supervision, 3(3), 247-51.

Y
‘.

19




L S

Vygotsky, L. (1962). Thought and language Cambridge, MA: MIT Press

Vygotsky, L (1978). Mind and soaety. (M Cdle, et. al, editars).  Cambndge, MA:
Harvard Umversity Press

Weiler, K (1988). Women teaching tor change Gender, (lass, and power. South Hadley,

MA: Bergin & Garvey

~4

RRY. C



