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Supervision of Second Career Teachers: What's Our Line?

by
Helen Freidus, Ed.D.
Bank Street Cdlege 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 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 conceruas of second career
teachers, helping them to bridge theory and practice by identifying,
adapting, and utllizing 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 expe:ience 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.
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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 second career teachers and for viewing the role of
instructional supervision. Using case study methodology, the transitions nf
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 ‘or 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
application of this knowledge base to the realities of schools.
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Supervision o Second Career Teachers: What's Our Line?

by
Helen Freidus, EAD.
Bank Street Coliege of Education

Wihdly indpenaent o desire ar inter, every axpenanee lives an in further
eparenax (Dewey, |, 1938, 63, p.27)

"B i JUX Lremk S CLNEXTIT XWX 10 513G PN, T ey Jana
wha they know tharsdvey + o gat to the pyace wikare witat they know can 't hap
them undarstand wial yiu re faking aaug then yew ksethen. * (Hoton, ML &
Frare, P, 1991, p.152)

Trachtionally, men and women have entered the teaching profession upon the
completion of their undergraduate studies. In recent years, however, a new poot of
teachers has arisen from those whose early career choices were unretated to educaton.
These non-traditional candidates, from fields as diverse as business and law, hatel
management and theater, have chosen to leave these fields and prepare for new careers
as teachers.

Our understanding of these men and women is just beginning to emerge. Early
research indicates that second career teachers bring with themn a wide range of
professional and personal experiences that are qualitatively different from the expenences
of those who select teaching as their first profession (Freidus, 1989,91,92; Po&ell, 1992,
Bennett, C & Spalding, E, 1991; Bullough, R & Kinuwles, | G, 1990. Choosing to become
teachers after knowing the “outside world,” they come to teaching with a repertaire of
professianal skills and knowledge, a sense of commitment, and an articulated sense of
agency. They want to use these “to make a difference” Sharing many qualities, second
career teachers, nonetheless, are as diverse as they are alike They come from chfferent
cultural, sodial, and economic backgrounds, ethnic origins, and educational experiences.
They range in age from late twenties to rmd-fifties and have diverse persanal 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 Ulhimately, they shape the torm
and substance of thar classroom practice { Bullough and knowles, v, Freidus, 89,92,
Knowles, 92).

The unique prcfile of the carger changers has spurred many teacher education
programs to pay careful attention to the speafic needs and mterests of second career
teachers, ways of recruiting them, and ways of retaining them in the field! One area,
however, that remains httle studied is the rale of supervision in relation Lo these 15sues.
What kinds of instructional supervision best supparts second career teachers as they make
their transition into the classroom? This research will explore this question and its
implications for programs of teacher education.

Ohiecti

Like all teachers, second career teachers bring the suin total of their lite
experience with themn into the dassrcom (Ayers, 1989 ; Knawles, 1992; Bullough, 1993).
Sensitive to this, it is the goal of this study to explore the implications of instructional
supervision for the successful transition of second career teachers into the world of
education

This research addresses the following objectives:

1. To identify the motivations and concerns of second career teachers as they

make a career change into teaching

2. Toidennfy ways in which the jarocess of supervision can meaningfully address

these motivations and concerns

3. Toidentify ways in which the process of supervision can support second

career teachers’ sense of agency and enable them to meet the challenge of today’s

schools.

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

2 6
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Thecretical Framework
Second Career Teachers

This study begins by locking at the recent bady of hterature on second career
teachers {Builough and Knowles, 1990; 1988; Bennett & Spalding, 1991; Crow, Nager, &
Levine, 1988, Frendus, 1989, 91, 92 Merseth, 1991; Powell, 1992; Reports of the New
Teacher Recruitment and Retention Prgect, 1994 ). Research indicates that there are
motivations and concerns common to those who chocse to make a career change into
teaching. These men and women become teachers by choice not by default. They have
tried and succeeded at careers in cther fields, Even those whose career choice is a
foreced one, those whose jobs have been eliminated through corporate mergers or
financial cutbacks, appear to have taken advantage of the breach in the career path they
had been taking to reassess thetr priorities and their gaals. They see teaching as an
important and desirable career choice. Second career teachers have made conscious
dedsions that teaching is the career they want.

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

As they move into their new careers, men and women are eager to learn the
culture and mores of their new warld  Eager to find mentors to help them through their
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
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age and pnor career expernence exempt them trom novice standing,  These cooperating
teachers assume there 1 no need to explain the fundamentals of classrooms to those
versed all ready versed tn the way of the business world  Sall other second career
teachers find their cocperating teachers are suspucious about why someone would
really give up what locks like an interesting and lucrative career to become a teacher.
Finding 1t hard to believe that others value the career they take for granted, they doubt
the commutment ot 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 providle the kinds of support 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 involved (Freidus, 1991; Powell, 1992).

A third set of concerns has been documented as emerging from the nature of the
career change itself (Freidus, 1992). Career changers are motivated by the oppartunity
to take on a new image of seif, to become activery’ engaged in servize However, despite
this carefully thought out mativation, 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 women who dften recoun:
stones of how when engaged in prior careers, their response to the question: “ What do
you do?” would elicit interest and conversation. Now the response, “1 am a teacher.”
elicits stlences o comments like “ How nice” Men often, but not always, fare better in
this sphere. They evoke interest by therr willingness to transcend traditional social
expectations. However, both men and women experience stress coping with the realities
of therr adjusted income and the fatigue that ensues as they struggle to manage on the

salanes that charactenize the world of service

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

{Freidus, unpublished conference notes, January, 1994)
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The research of the last few years provides a clear prcture ot the motivations and
coneerns of many second career teachers. lt they are to become eftective teachers tringing
new perspectives to children and to schools, they need nat only intormation but also
suppcet. In many ways, their needs for support may be even greater than those who enter
teachung cirectly from college {Powell, 1992; Freidus, 1992). This may be related tothe
complexity of ther lives, the senousness of therr mtent, or their immediate grasp of how
complex, demanding, and important the role of a teachier 1s. | knew 1t would be hard, out
I never dreamed 1t would be this hard” (L.C, Freidus 1992) are words that echo throughout
the data. Thus, the questicn persists as to how programs of teacher education can best help
second career teachers through the transition and inta the long-tetrm shaping of a successful

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

Teaching and Learning as Constructivist Processes

The writings of scholars in the fields of philcsophy (Dewey, 1931, Greene 1978),
psychology (Piaget, Duckworth, Erookfield), and educational research (Yonemmra,
O'Laughlin} indicate that the ways in wiich teachers act and react in their classrcoms are
directly related to their own experience and to their own philcsophical and ideological
constructs. This has frequently been confirmed by dinical experience (Bullough, 1989 ;
Kogan, 1993). In classrooms acrass the country - whether situated in public or private
schoals, wealthy, poor, or sodo-economically mixed communities, there is all too
frequently a wide disparity between the vision of teaching that is espoused and the practice
that 1s enacted. Teachers who articulate goals of "empowerment," "autonomy,”
"develgpment of voice” crea*e classrooms in which children are told which books they
shiould read, when they should read them, and 1n predisely how they should respond to
them. In the name of the same goals, ancther group of teachers, fearful of being
disrespectful and/or not valuing inchvidual styles leave children alone to discover - or all

too often not discover - basic skills, patterns of thought, and a sense o intemal disapline
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Believing 1n but never having personally experienced emancipatory teaching, many
teachers cannat envision what ther goals look like in practice.  Others hold visions o that
to which they aspire, but lack an understancing ot the pedagogical theory and methods
that will enable them to realrze these goals. There 1s & serious risk that those wha come into
teadung as a second career will be plagued by these same cbstacles.

It we accept a constructivist theory of learrang as a model of litelong learming, it
appears that in order to reaize therr transtormative vision, teachers need the same kinds o
learning experiences as do their students { Duckworth, 1987 ). The information they receive
must make sense to them 1n light of their prior learning if nct, 1t will vitimately be rejected
rather than assimilated. Hence, it is important for second career teachers to have
opportunities to ciscover how perscnal biography intluences and shapes classroom
practice, forunis in which they can experiment with new ideas, and repeated opportunities
within safe havens to practice and construct new understandings about the meaning and
enactment of emancipatory education.

Dewey (1631} wrate that the fallacy of traditional education was nat the emphasis
an content matter but the failure to recognize the impaortance of the learner and the
relevance of the learning environment. Constructivist visions of teacher education do nat
substitute “touchy - feely” sharnng for academicrigor. To the contrary, they make it
possible for all students to engage in teachung and learming in intensely rigarous ways.
Rather than leaving their prior knowlexige at the door of their new career choice,
constructivist approaches enable second career teachers to call forth ali that they have
jearned 1n their personal and career growth to date, to exarmne 1it, perhaps to reconfigure it,
but defimtely {0 use it as a roundation for further professional growth. It not only aliows
but requires that teachers recogmze that every expenence builds on preceding ones..bath
for themselves and for their students.

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

they are traditionally considered to have become abstract thinkers, the exploration of new
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flelds of knowledge brings back the need for more concrete experiences { Duckwortn, 1447).
Like thar students, second career teachers appear to thrive in environments 1n wihich they
are allowed to expenence reconstruct and reflect. Lontrary to traditional expectahons,
research indicates that adults leam best when new intormation ts related to their
developmental concerns, when the learnipg environment 15 non threatening and supports
risk taking, when ditfferent learning styles are recogmzed and respected, when learning
activities are expenential and relevant to their hite situation (Brookneld, 1980).  In short,
aduits, ike children, learn best when there 1s acknowledgment of and respect far 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 allowed and encouraged to became partners in the dialogue of
their own learming. Tiis needs to be boarn in mind in the design o programs of supervision

and the construction a individual teacher/supervisory relationships.

Post structural Perspectives

This position is consistent with the critical and post structural perspective that
knowledge is a personal amstruction situated in time, place, and personal experience
(Lather, 1991; Apple, 1991). For the process of supervision, this means that supervisory
knowledge cannat exist separate from the person and context (Sergiovanm, 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 1s incumbent upon the supervisor and teacher to find and
define what works within the context of dearly articulated goals that are relevant both
to the individuals involved and the setting,

Within this perspective, the process of cialogue becomes an essenttal component of

supervision. Articulation of the “practical theary” of the teacher, his or her “ private,
integrated but ever-changing system of knowledge, expenence, 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 superviscry role invotves listeming, acknowledging, validating, and utihzing what
teachers know and believe. The supervisor assumes the role ot the Deweyan educator,
recognizing the experience of his or her student and creating opportunities tor practice and
retfiection that will iead tofurther growth {Dewey, 1938). Goals meanmngful witmn the
knowledge base and beliet system of the supervisory dyad enable teachers to construct
new nsights into their prachice. A supervisory relanonship based not on authority but on
collaboration and retlection rachitates ongomng praressional growth and development
(Sergtovanni, 1982; Gitlin & Price, Darling-Hammond & Sdlan, 1992; Kagan, 1992). The
knowledge and experience of both teacher and supervisor is validated within this dialogue
The process is important tor ali teachers. For second career teachers whase transtormative
visions of ectucahon aften emerge from an ideological basis rather than personal

experiencs, it is essential.

Methodology

A qualitative approach was chosen as most appropriate tor the exploration of
the implications of instructional supervision far the -ansition of second career teachers.
This methodology enabled the researcher to follow the transitions of three cohorts
(N=38) of partiapants 1n a teacher educahon program speafically designed for second
career teachers and two cohorts (N=12) 1n a program designed to serve bath second
career and traditional entry teachers. Both programs were at the graduate level and
were designed for thase who had little or no prior expenience in teaching.

This study grows out of a senes of case stuches that have investigated the career
transitions of second career teachers. Earlier research focused on attitudes, expectations,
and concerns of second career teachers. While much of the earher research focused on the
ways in which these athitudes, expectations, and concerns might be related to gender
expectations and gender sociahization, this study 1ooks at the population of second career

teachers as a whale.  Butlding upon prior case study wark, a cross case analysis was made
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to ehat recurming themes related to the experiences ot second career teachers as they
partiapated in superv.sed held work. it considers what was helptul, what was
problematic, and what - 1n their opimions- weuld have been helpul.

A vanety of data-generating tocls have been utilized tn this study. The orgamzing
tool has been individual interviews in which open-ended questions (Mishier, 1986) were
asked. Interviews were taped, and selected segments were transcribed. In addition,
autobiographical statements were ehicited trom all partiapants at the beginning o theair
programs, and written questionnaires were administered at the rmd-point and end of the
pregrams.

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

stage of data cdllection informed and was informed by the next.

Di .

The data confirms that most second career teachers come to teaching with a sense of
mission. Looking to make the world a better place, they choose totrade in actual or
priential success measured by finanaial gain and status for the rewards of personal
satisfachion through service. Some, happy with the education they have received, seek to
“pay back” what has been given to thern to extend the arcle of those for whom education
leads to empowerment. Others, feeling they have succeeded 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.
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There 1s a "real world” however. and no matter how much thought they had given to
the significance of ther career change, many second career teachers had second thoughts as
they began to experience not only the possimhities but also the constraants ct their new
careers. The combinahon of now belonging to a prafession that was percerved by much of
sodety as low status, living a lite with limnted ninanaat resources, and teeling the
inadequacy that 1s bound to accompany “neonovicedan” was overwhelming to many. “1
Just didn t know what 1t wouta reel ke’ " | knew 1t would be hard, but [ never knew 1t
would be this hard.” were stafanents echoed over and over in the responses of career
changers. The data overwhelmingly confiirmed the findings of prior research that second
career teachers need support both at the time of career transitton and throughout the course
d their entry mto the classroom.

Even the mast committed and confident second career teachers participating in this
study feit anxiety as they began their experiences in classroams. They came to teaching
with the belief that classroom practice shouid be emancipatory tor bath themseives and
their students. They enthusiastically articulated their evolving visions of teaching and were
eager to engage with others in dialogue about ways to make this happen. “ Second career
teachers teel the need to talk about what they are doing. They are eager to develop
interpersonal relahonships with other professionals” (Sabatini, New Teacher Recrustiment
and Retenhon Advisory Board, 1993). They came with the behief that thts dialogue waould
be a part of the culture of schoal life  Consequently, the reality of isolation existing withun
the structures of trachtional dassrooms (Sarason, 1982; Lanier & Little, 1986) came as a form
of culture shock. More than shocking, however, they found 1solation was an cbstacle to
pursuit of the vision of teaching that motivated therr career charige. They knew what they

wanted but they didn’t know how to make 1t happen.
The desire to teach in a certain way does hot magically erase all of my

OWN negative experiences. We are a produdt of our experiences. We tend
to teach the way we were taught. (WT.,, Fall, 1993)
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Throughout their teacher ectucation experience, these secona career teachers
resonated to descriptions of the * process approach’ to teaching,  Nonetheless, in what
Lortie (1975) calls the apprenticestup of 16 to 20 vears they served as students, few had ever
experienced environments in which divergent thought was truly valued, problem solving
was the core of the curnculum, or the building of community was seen as an articulated

goal.

“{don't think | ever had a teacher who told me that my 1qeas were ak.
when they differed from [hs or] hers” (M A, 1994).

At hameg at work, and at school, most were immersed in a world in which hierarchical
posttion was equated with authoritative knowledge Consequently, there was often 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 theary of educanon, it was
important for these men and women to have opportunities 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 iong and
complex process. [t recuires a genuine questioning of what is and ought to be, a rewriting
of the nerrative of one’s own experience, and a re-imaging of the relationstup 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 of 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 ocour withtn the supervisory process when the “super” in
supervision referred to a process of working together to see trom different perspectives

rather than to the superior knowledge of cne member of the superviscry dyad.
. 1
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My greatest surprise during this [heid) placement was when my
supervisar askeq, " What du you want to do? What do you want to
get aut of this placement?” No one told me what | had to do. The
abjectives were not given to me, [ had to deterrine them for myself.
No one said, “This 1s what you will learn in this placement.... as they
had 1n every other institutionahzed educational expenence I have
had. [ was asked, "What do you want to leam..?” [t made me
responsible for my education, tor my development. It tock me
completely off guard. [t also made me reaiize how seldom (if ever)
students have the opporturity to be responsible for therr education,
rfeel the effects of that. responsibility, and address the questions and
problems it bnings with it. (H.C, Fall, 1993}

Far all thetrr eagerness to talk, second career teachers are still cften resistant tc
asking the tough questions, the questions that challenge the fundamental roles of
authority in our schools and in our soxdety as a whole It is unlikely that this kind of
questioning will ever happen when traditional structures of authonity prevail within the
supervisory relationship. Fostering the process of crincal questioning is in many ways a
formidable task. It disrupts the well-entrenched modet o passive education, the mceties
of social conduct, and, for women, 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 adtive as well as an interachive 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 forward in this quest.

The data also inchicates that the supervisory process can provide and faclitate this
needled support in many ways. Just as there can be no cne nght way to design or defire
the supervisory relationship, there can be no one nght way to nurture the process of
cntical questiomng. The research indicates that the supervisory process is mast
successful when it allows multiple gpportunities for dialogue, multiple formats for
reflection and questioning. For same, because of cultural arientation or personal style,
one forum, activity, or style of interachion may be preferable to ancther. For some, having

a vehide for reflection that is more consonant with one's own culture or learning style
12 26
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may heip develop an attitudinal set in which the truit f one s rer'ection 15 @ greater
willingness to take risks. In response to a request made to one set Ot second career
teachers that they audhotape segments of dassrocom discussions 1n order to obtain a more
accurate picture of what was happemng m their dassrooms, one student noted in her
journal:

| reahize now that my reluctance to use the tape recorder 1 my dassroom
emerged not from the prablems the chaldren might have but from my
ciscomtort In hearing my own vace. | was never taugit to speak cut. |
now know that it the children are to feel free to ask and to learn, 1 must
¢reate an environment 10 which this is modeied and valued. (). T., Summer,
1492)

For her, the use of a tape recorder was, at this point, overwhelming. She was, however,
willing and able to record and refiect on her expenences within the context of a written
journal. This medium did rict provide her with the same data that an audiotape would
have, but it did enable her to grapple with important issues of classroom practice in a way
that was, far her, developmentally appropriate. Beginning with a format tor reflection with
which she was quite comfortable, she began to look at her own wark 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 Kortkamp's contention(1990) that there are multiple means of
fostenng reflective prachce. These diverse formats include one-to-one conferences, three-
way conferences with co-operating teachers, personal journals, dialogue jaurnals, role
plays, and use of case studies. Implementation of a diversity of methodological tools
provides a variety of lenses which not only acoess voices that might otherwise remain
silent bt which provide individuals with opportunities to develop more complex ways
of thinking about themselves and their practice. Each one 1s part of a pedagogy of
possitality that values the individual and allows him or her to access and examine beliefs

and practices 1 the ongoing process of protessional growth and development. Together
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they ater a repertare of strategies and skills that supervisors can draw upon to construct
meanmingtul expertences tar the teachers with whom they work.

White the process of pre-service and 1n-service 13 tradiionally construed as a
reationship between student and supervisor of student, supervisor, and cooperating
teacher, 1t 1s possible for the process to include a peer component as well. This was the case
with ati five coharts included 1n this study. In each case career changers supervised by the
same taculty member met with this faculty member on a weekly basis throughout the
academic year. At one institution, this was called a sesminar; at the other, 1t was called a
conference group. In both cases the agenda far the meetings emnerged trom the concerns of
the students. Problems enccuntered in the classroom formed the basis of discussion and
reflection. The sessions  provided engong opportunihies for career changers to negotiate
the gap between what they thought they knew, what they actually knew, and what they
were able to put into practice Experiencing similar concerns and refating within each
cther’'s ztre of proxdimes ase'qrrent (Vygotsky,1962), career changers were able to areate a
suppartive community and to scaffold each other’'s professional development in extremely
meaningful ways.

The group process enabled students to develop substantive visions of the gaals
toward which they were warking. It provided them with oppertunihies to keep ownership
of the vision that motivated 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 nat
express his own ideas, but those of some other man, It is our social problem
now, even more urgent than in the time of Platg that method, purpose,
understanding, shall exist in the consciousness of the one who does the
wark, that his achivity shall have meaning to himself.

{Dewey in Dworkin, 1959, p.45)

The experiences emerging from this group process often confhicted with the deeply

embecided concepts of teacher that had emerge from the “ apprenticeships” they served as
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students (Lortie 1¥73) in traditronal hierarcnical dassrooms.  They provided a model tor
creating relanonstips and denining authority within an equcational setting that chitered
from the nam. Supervisars partiapated in the groups as tachtators and group members.
They endeavored, as Dewey wrote (1938) netther to abandon the insights that had come
with years of experience nor to impcse them on ther new calleagues. Theirs was one
perspective among many. The consistent emphasis on chalogue 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 powerful than the students. The students are
the reapients 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, more able to
hear voices that are meaningful in terms of their own experience, and more likely ta
build schemas of teaching that make sense in terms of their priar experiences but are not
limited by them.

For two cohorts, there was an additional component of peer interacion within the
experience of supervision. In these instances there were structured opportunties for
second career teachers who had made the career change within the preceding year ta
participate in dialogue, provide insights from their expenence, and generally provide a
form of collegiahty, support, and mentorship.  The expenence was highly benefiaal to all
mvalved. For the “veterans,” 1t affirmed their career deasions by enabling them to serve as
models for cther intelligent, caring men and women with simular values and visions of
teaching , pravided them with an important marker of their own progress, and reated new
opportunities for retlection as they responded te the questions and concerns of their new
alleagues. For the “novices,” it provided a welcome into the community of teachers by

those who had moved along a sirmilar path, a forum for discussing teaching practice from a
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ditterent perspechve and an atnrmation that "1t could be done.”  For supervisors,
observing the Malogue provided an opportunity to gamn new insights into the strengths
and concems of second carger teachers and to retlect on ways that they might improve their
own practice  For all involved, these opportumties provided an opportunity to leam maore
about a wide range of teaching styles and contexts and to actively participate in an
extended community of colleagues.

Taken as a wholg the gata contirms Sergiovannt’s statement that no longer can it
be assumed that there s a body of “supervisory knowledge existing separately from
perscn and context” (1990, 247). The second career teachers in this study drew ther
strength from the multple opportumities they had to relate to cther professionals within
the supervisory 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 nothion
that supervision is most effective far second career teachers when it acdheres to the
model or a community of teachers and learners working together to improve ther

practice rather than to the tradiuonal vision ot a hierarchical relationship.

Summary

The data from the cohorts, separately and as a whale, supports a social
construchivist approach to the supervisory process. It suggests that supervision of second
career teachers is most effective when :

1. The supervisory role 15 defined as one of faclitator rather than chspenser of

knowledge.

2, Opportunities are systematically provided for second career teachers to

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

teaching.
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3 Muitipte tormats are provided to faahitate this procass and to heip men and
women to identity and set classrcom goals consistent with thar vision.
4. The needs for support and dialogue are not mimruzed but instead are
recognized and instituticnally built into the process of supervision.
5. It 1s acknowledged that seaond career teachers need as much help and
feedback as their younger colleagues in the profession and multiple
vaicss are provided to taclitate this.
6. It 1s recognized that second career teachers come with common motivations
but that there is a vast diversity in their prior experiences. Supervision is mast
effech ve when 1t promotes sense of community as well as providing individual
support,
In these ways, the process of supervision may support the sense of mission and agency
that brings these men and wamen 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 schoais
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