16

Literature Related to the Theoretical Frameworks

As mentioned in chapter one, learning is a continuous process that combines
experience, perception, cognition, and behavior. Grounded in experience, learning
occurs when people generate knowledge through reflection on their previous experience.
Therefore, the meaning structures of knowledge are better understood and developed
through reflection (Kolb, 1984). When people reflect on their past experience, they
refine or elaborate meaning schemes, learn new schemes, transform schemes, or
transform meaning perspectives (Mezirow, 1981). Such a learning process is
challenging, filled with tension and conflict; thus, “requires the resolution of conflict
between dialectically opposed modes of adaptation to the world” (Kolb, 1984, p. 29).

The greatest challenge for any professional to learn is not to apply new theoretical
knowledge, but to learn from experience. Just as Cochran-Smith and Lytle (1999) put it,
“members of professions have to develop the capacity to learn from the experience and
contemplation of their own practice” (p. 535). Reflected in the field of teacher
education, novice teachers are more likely to learn and bridge the gap between theory
and practice through the analysis and reflection about situations, knowledge, theories,
and problems about teaching and learning (Korthagen, 2001), which will eventually help
address the challenge that novice teachers have encountered in linking the theoretical
knowledge they have learned in the teacher education program to their practical personal
knowledge that drives their decision-making in teaching (Korthagen & Kessels, 1999).

Novice teachers constantly experience and process information about teaching
during their development. They actually have two jobs —“they have to teach and they

have to learn to teach (Feiman-Nemser, 2001, p. 1026). Novice teachers acquire
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Becky’s schemata and schematization evidenced in her video-aided reflection. | inferred
that it might be caused because of the different scaffoldings Becky had in her video
reflection assignment. In Fall 2011 Becky used a sample CIR form that the instructor
recommended, which might have provided more structured scaffolding for Becky’s
reflection and helped her make more connections among various elements of teaching
and learning in her CIR forms. While in Spring 2012, Becky’s Critical Friends Group
members observed her teaching in the video, discussed the critical incident she identified
in the video, which could also affected her reflection. One of the focuses of the Critical
Friends process is to encourage reflective practice.

The focuses of the Critical Friends process are developing collegial relationships,
encouraging reflective practice, and rethinking leadership. The three occasions that uses
the Critical Friends protocol are peer observations, tuning a teaching artifact, and
consulting about an issue. Each of the three occasions involves the basic elements of
reflection through careful description, thoughtful listening, and questioning feedback that
consists of supportive and appreciative statements and different ways to think about the
issue to challenge thinking and raise concerns (Bambino, 2002).

Table 8

Becky's Schema Development and VAST

Fall 2011 Spring 2012

-Schema accretion -Schema accretion
(CIR forms: 1, 2, 3, 4) (CIR form: 5)
-Schema tuning (CIR forms: 1, 2) '
-Schematization -Schematization
-Theorization -Theorization

Schema
Development

VAST
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What could be a development in Becky’s schemata is that she realized that not
only her teaching could affect student learning, but also students’ interaction and
behavior could affect each other in their learning. In other words, Becky’s schema of
learning environment evolved to include more elements: the interactions between both
the teacher and students and among students as well. Table 8 summarizes Becky’s
schema development and VAST evidenced in her CIR forms in Fall 2011 and Spring

2012.

Summary

To sum up, Becky focused on various elements that were related to teaching and
learning when reviewing videos of her teaching and reflecting on her teaching
experiences captured in the video, such as planning for instructions, instructional
strategies, assessment, learner development, learning differences, and learning
development. The instructional strategies included different elements, such as classroom
management and communications that were involved in creating a learning environment
that encouraged positive interaction, active engagement in learning. Her video-aided
reflection on her teaching practices (RoA) helped her realize what needed to be improved
in her teaching and how to improve it (RfA). She made rich connections among the
different elements that were related to teaching and learning, thus expanding her prior
knowledge about teaching and learning. She constructed, restructured, and reconstructed
her knowledge through schema accretion and tuning.

The level of knowledge Becky demonstrated in her CIR forms is mostly
information with some characteristics of theory because her knowledge about teaching

and learning were contextualized, with some organized. The phases/levels of learning she



93

showed is intermediate or schema toward terminal or theory because most of her
information about teaching and learning were concrete, contextualized, and organized in
networks of related elements, as are demonstrated between and among the rectangle and
the hexagon shapes in Figure 5, with some of the information integrated and logically
ordered schemata as shown in the shapes of hexagon and diamond. Thus, she experienced
schematization and theorization in her video-aided reflection. Becky was at
developmental stages between three and five because her reflection focused on

developing teaching strategies, student learning, and learning environment.
Daisy

Introduction

Daisy is a White female between the age of 51 and 60. She had no previous
teaching experience other than some substitute teaching experience. She was teaching 7™
grade math and science. The data collected from her included five CIR forms: four in Fall
2011 and one in Spring 2012. The five CIR forms described five critical incidents: two
from the video of her practicum teaching, two from the video of her peer teaching in Fall
2011, and one from the video of her practicum teaching in Spring 2012. These CIR forms
are presented in the chronological order below. In addition, Daisy also participated in the

interview.

Daisy’s Foci of Reflection
CIR Form # 1: This incident described in her CIR form of the practicum teaching

in Fall 2011 occurred between three to seven minutes into the video. In her video-aided

reflection, Daisy focused on planning for instructions, instructional strategies, including
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communication, time management, supportive interaction, learner development, learning
differences, and learning environment, including student engagement, inquiry, student
input and thoughts, and meaningful learning.

CIR Form # 2: This incident described in her CIR form of the practicum teaching
in Fall 2011 occurred around two minutes into the video. In her video-aided reflection,
Daisy focused on learner development, learning differences and learning environment,
including engagement, meaningful learning.

CIR Form # 3: This incident described in her CIR form of the peer teaching in
Fall 2011 occurred between 15 to 18 minutes into the video. In her video-aided reflection,
Daisy focused on assessment, learner development, learning differences, and learning
environment to support meaningful learning.

CIR Form # 4: This incident described in her CIR form of the peer teaching Fall
2011 occurred between 22 to 24 minutes into the video. In her video-aided reflection,
Daisy focused on planning for instruction, instructional strategies, including,
communication, learner development, learning differences, and learning environment.

CIR Form # 5: This incident described in her CIR form of the practicum teaching
in Spring 2012 had no time frame provided. In her video-aided reflection, Daisy focused
on planning for instruction, instructional strategies, such as time management and student

input and engagement, assessment, and learner development.

Daisy’s VAST

CIR Form # 1. In this video Daisy was teaching a lesson on clouds to a 4" grade

class. She was using guided facilitation in a demonstration of the four types of clouds.
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She noticed, with the help of the video, that she did not have time to answer a student’s

question.

| realized that | was running low on time. A student in the front raised his hand,

and I told him to wait a minute. Basically, | did not have time to answer him and

stated that we need to move on. The student appeared to disengage from the
discussion.... I proceeded with my lesson without recognizing if he understood.

He could have decided to just disengage completely.

Daisy’s reflection on her teaching (RoA) made her aware of what to improve in her
teaching, and how to make the improvement (RfA). She wrote that she should have
answered the student's question because he could have been confused. She, however,
moved ahead because she was short on time.

| did not meet my student's needs of inquiry. Also, | made it appear as if I did not

care or what he had to say was not important. For this reason, the student

disengaged. As a teacher, | failed this student. He may not want to ask questions
the next time.... 1did not utilize effective verbal communication for supportive

interaction among my student and I.

She needed to be more responsive to her students’ questions and better at time
management. Moreover, she elaborated on how she needed do to improve her teaching:
“I consciously need to be attentive and monitor such actions. | will self-reflect on my
future lessons and become more effective in time management and recognizing my
students ' needs”.

Daisy experienced schema accretion in her video-aided reflection. She added to
her existing schema of instructional strategies the new information of addressing
students’ questions to engage and support them in learning in spite of time constraints in
the classroom.

I will specifically recognize students who raise their hands and give them a voice

in my classroom. Students want to be heard. | cannot push them aside due to time
restraints. If I must have them to hold that question, it is vital that | return my
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attention back to them. So, they realize that what they have to say is important to
me, and | value their input and questions.

As can be seen from what has been described above, Daisy was able to make

connection between the various elements of teaching and learning, such as planning for

instructions, instructional strategies, including communication, time management,

supportive interaction, learner development, learning differences, and learning

environment, including student engagement, inquiry, student input and thoughts, and

meaningful learning (see Figure 6). Daisy experienced schema accretion when reflecting

on the video of her teaching. She added to her existing schemata of instructional

strategies and learner development and learning differences the new information that
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Figure 6. Daisy's Foci of Reflection and VAST Evidenced in the Example CIR
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some students might have confusion about what they were learning and she needed to
address each student’s and not leave any student with confusion about what he or she was
learning in order to create a supportive learning environment that meet the needs of all
students and support their learning.

CIR Form # 2. In this incident Daisy was teaching 6™ grade Cumulonimbus
clouds and bad weather and how they were associated. A student asked whether
hurricanes occur from those clouds, with a look of wonder on his face. As students would
not learn that topic until they would be in higher grade, Daisy did not want to confuse
him. She chose not to go ahead with this inquiry. She was also instructed by her mentor
not to go beyond the lesson.

The student's face ignited such a desire to engage him within his inquiry that |

could not just move on. | wrestled with myself for a split second after | told him

that the class would learn this knowledge later.

Daisy restated her belief and theory she had learned from the program and how
she had been taught that students learn best with scientific inquiry and student
development.

| know how students learn and develop knowledge; yet, | did not support the

intellectual development of this student and probably the entire class. | should

have recognized the cognitive development occurring as the student was in a state
of trying to assimilate a new schema and was experiencing disequilibrium. The
student is questioning this new knowledge.
Her video-aided reflection on what she did in her teaching and what needed to improve
(RoA) helped her realize how to improve teaching in the future (RfA).

This student could have been in Hurricane Katrina and was concerned. Therefore,

I did not fully connect with students’ culture concerning weather events which

they may have experienced in other countries....I will never hesitate to an inquiry

question. | became hesitant and will not falter again. I recognize the golden
opportunity which all the students in that class had to learn. They were connecting
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to prior knowledge, and I did not follow through with the student to accommodate

and reach equilibrium.... In the future, I shall immediately recognize the

intellectual development occurring and continue instead of hesitating.

When reviewing the videos of her teaching, Daisy was able to make connections
between satisfying a student’s inquiry with other elements relevant to teaching and
learning, including instructional strategies, learner development, and learning
environment that could engage students in meaningful learning. Daisy experienced
schema accretion because she added to her existing schema of teaching and learning the
new information: acknowledging learner development, encouraging inquiry and learner
development.

CIR Form # 3. In this incident Daisy noticed that students looked confused
because she forgot to assess students’ prior knowledge.

| did not effectively plan or assess my students' prior knowledge to ensure they

had the skills to complete the assignment and advance their meaningful learning. |

must plan and recognize this essential element in teaching to ensure my students
are not confused which can lead to disengagement and affect their cognitive
development.
When reviewing the videos of her teaching, Daisy realized what she did wrong (RoA),
and how to make the improvement in her future teaching (RfA).

| could have asked if any students have lived near any of the oceans to relate to

their real life. | could have further enhanced their learning with this student's

knowledge by having this student relate their experience of living near an ocean.
She emphasized that she would never forget to assess prior knowledge and proper
planning for instruction to ensure that student were not confused and make learning more
relevant and meaningful to them.

Daisy’s reflection on the video of her teaching helped he make connections

between various elements of teaching and learning, such as assessment of learners’ prior
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knowledge and understanding, learner development, learning environment to engage
meaningful learning. Daisy experienced schema accretion in her video-aided reflection
because she added the new information of assessing students’ prior knowledge and
proper planning for instruction into her existing schema of teaching and learning.

CIR Form # 4. In this incident Daisy noticed from the video that students were
confused in the prediction of the oceans on the earth. She did not recognize students’
puzzlement until she had shown them the website that had the listing of the estimation.

| did not provide or support their learning experience. When students are telling

me that their data is different, | must immediately stop teaching and modify. Also,
| did not effectively communicate to my students and dismiss their group's data as
all predictions are different. This dismissal was not only disrespectful. It did not
foster an appreciative learning environment of my student's group work.
Daisy’s reflection on what she needed to improve (RoA) helped her realized what she
needed to do in her future teaching (RfA): she needed to effectively communicate with
the students and modify her planning for instructions to create a learning environment
that encouraged meaningful learning. In addition, she needed to have better
communication with students: “I believe in listening to your students because they will
let you know what they need to learn.”

Daisy’s reflection on the video of her teaching helped her make connections
between the various elements related to teaching and learning, such a learner
development, planning for instruction, instructional strategies, particularly
communication, and learning environment. Daisy experienced schema accretion in her
video-aided reflection. She expanded her existing schema of teaching and learning by

adding the new information of assessing students’ prior knowledge, adjusting lesson

plans, and having better communication with students to encourage student learning.
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CIR Form # 5. In this incident Daisy was teaching 6" graders on cyclones,
anticyclones, and storm formation. She noticed from the video that she kept saying “OK”
during the entire PowerPoint presentation and forgot to assess students’ prior knowledge.
She also realized her “OK” was just her assumption that students were OK with their
understanding.

When Daisy was reflecting on her teaching experience captured on the video, she
realized that she could have reached out to her students and gave them the opportunity to
speak and explain their understanding of the content instead of her self-confirmation by
saying “OK”. She also realized that they were running behind due to her time
management. Even though she could have adjusted her lesson, she did not make the
decision to do so: “lI must demonstrate time management and ensure students recognize
that their understanding is important to me. Just getting through the lesson is not my
objective. | really realize that decision making during lessons is an ongoing learning
experience”.

Daisy’s reflection on the video of her teaching helped her make connections
among various elements related to teaching and learning, such as planning for instruction,
instructional strategies including time management and verbal communication, and
assessment of students’ prior knowledge. Daisy experienced schema tuning and schema
accretion. Schema tuning occurred when she realized that saying “OK” did not mean that
students were OK with their understanding. Therefore, her schema about communication
had to change by not saying “OK” if she was not sure that students were OK with their

understanding. Schema accretion occurred when she added to her existing schema the
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Table 9

Daisy's Schema Development and VAST

Fall 2011 Spring 2012
Schema -Schema accretion -Schema accretion and tuning
Development | (CIR forms: 1, 2, 3, 4) (CIR form: 5)
-Schematization -Schematization
VAST -Theorization -Theorization

new information of time management and adjustment of lesson plans to ensure student
understanding.

Daisy considered that the feedback from peers was extremely beneficial. Their
feedback, on the one hand, confirmed her choice of media and technology and her
communication style, on the other hand directed her to things she needed to improve in
her teaching. As she said, “I enjoyed the comments and learned from my peers. Teaching
is a collaborative effort. As a future teacher, | can use all assistance from my fellow
students and future teachers.”

Table 9 summarizes Daisy’s schema development and VAST evidenced in Fall
2011 and Spring 2012. It seemed that Daisy’s schematization in Spring 2012 became
more mature than in Fall 2011 because she experienced both schema tuning and accretion

and made more connections between the different elements of teaching and learning.

Summary

To sum up, Daisy focused on various elements that were related to teaching and
learning when reviewing videos of her teaching and reflecting on her teaching

experiences captured in the video, such as planning for instructions, instructional
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strategies, assessment, learner development, learning differences, and learning
development. The instructional strategies included different elements, such as time
management and communications, that were involved in creating a learning environment
that encourage inquiry, and meaningful learning. Her video-aided reflection on her
teaching practices (RoA) helped her realize what needed to be improved in her teaching
and how to improve it (RfA). She made rich connections among the different elements
that were related to teaching and learning, thus expanding her prior knowledge about
teaching and learning. She constructed, restructured, and reconstructed her knowledge
through schema accretion and tuning.

The level of knowledge Daisy demonstrated in her CIR forms is mostly
information with some characteristics of theory because her knowledge about teaching
and learning were contextualized, with some organized. The phases/levels of learning she
showed is intermediate or schema toward terminal or theory because most of her
information about teaching and learning were concrete, contextualized, and organized in
networks of related elements, as are demonstrated between and among the rectangle and
the hexagon shapes in Figure 6, with some of the information integrated and logically
ordered schemata as shown in the shapes hexagon and diamond. Thus, she experienced
schematization and theorization in her video-aided reflection. Daisy was at
developmental stages between three and five because her reflection focused on

developing teaching strategies, student learning, and learning environment.
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Elliot

Introduction

Elliot is a White male at the age 61 and above. He had no previous teaching
experience. The subject he was teaching was 5™ and 8" grade general science. The data
collected from him included four CIR forms: two in Fall 2011 and two in Spring 2012.
The four CIR forms described four critical incidents: two from the video of his practicum
teaching and two from the video of his peer teaching in Fall 2011. These CIR forms are
presented in the chronological order below. I contacted Elliot via e-mail asking him to
continue his participation in Spring 2012, but he refuse to give me permission to use his

CIR form in Spring 2012.

Elliot’s Foci of Reflection

CIR Form # 1: This incident described in the CIR form of his practicum teaching
in Fall 2011 occurred within the first minute into the video. In his video-aided reflection,
Elliot focused on instructional strategies, particularly communication, learner
development, learning differences, and professional learning.

CIR Form # 2: This incident described in his CIR form of his practicum teaching
in Fall 2011 occurred within the first minute of the video. In his video-aided reflection,
Elliot focused on instructional strategies and student engagement.

CIR Form # 3: This incident described in his CIR form of his peer teaching in
Fall 2011 occurred around seven minutes into the video. In his video-aided reflection
Elliot focused on planning for instruction, instructional strategies, particularly classroom

management, and learner.
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CIR Form # 4: This incident described in his CIR form of his peer teaching in
Fall 2011 occurred about 20 minutes into the video. In his video-aided reflection, Elliot
focused on planning for instruction, instructional strategies, including communication

and technology, classroom management, learning differences and professional growth.

Elliot’s VAST

CIR Form # 1. This incident helped Elliot realize that he was not talking loud
enough for every student to hear him while he was teaching an 8™ grade class in a large
science lab with 32 students.

| started to talk in a voice that | thought was loud but in reviewing the tape it was

not. My mentor teacher said | needed to project my voice more because the group

in the back had trouble hearing me. I never realized that | was a soft spoken
person, but the tape doesn’t lie.
Elliot thought that students at the back could hear him, but apparently they couldn’t. The
auditory stimulus from the video made him realize how it could have affected students
and what he needed to improve.
| feel like it is one of the major things I need to work on. I really felt bad for the
students that missed out on that part of the lesson...I was not able to directly talk
to the student and let the ones that could not hear me understand the points that |
was making clearly. | was walking around stopping at different desk so | know
they could hear me, but not that well. A student with a different culture may feel
ignored and left out.
In addition, Elliot valued student understanding and the opportunities he could have
provided for them to learn.

As a teacher | value the level of understanding that I can give out. | want

everyone to have the same opportunity to learn and prosper. If they are left out of

the lesson they may feel bad about themselves and not care about learning other

things that they may have otherwise cared about.

Elliot’s reflection on the video of his teaching (RoA) made him aware of what he should
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Figure 7. Elliot's Foci of Reflection and VAST Evidenced in the Example CIR

do to improve his performance in the future (RfA): “I have started practicing being
louder. I am looking up some voice courses online and locally to see if | can improve.” In
addition, he realized that he needed to adjust his instructional strategies. “I am also going
to stand closer to the center of the room when | am talking.”

In his video-aided reflection, Elliot’s was able to make connections among some
elements related to teaching and learning, such as instructional strategies, learner
development, learning differences, including cultural background, as well as professional
learning (see Figure 7). He realized that students at the back could not hear him well,
which could have affected their understanding of the subject. Students from a different
background could feel that they were ignored. With the realization of what he needed to
improve, Elliot was looking up some training to help improve his performance in his
future teaching. Elliot experienced schema tuning in his video-aided reflection because
the auditory stimulus of not talking loud enough caused him to accommaodate his existing

schema that he was not a soft speaking person to incorporate the new information that he
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was not talking in a way that every student in the class.

CIR Form # 2. In this incident Elliot planned to have an interactive session to
increase students involvement by using a graph on the white board in the front of the
classroom, which was hard to see from the back of the room.

| wanted the have an interactive session with the students. The idea was to have

the student come up to the board and draw a couple of different kinds of paths on

the board... The only corner of the board available was on the far side of the front
and not very well lite. Once again | felt bad for the students who had to strain to
see what was going on up there.
He realized how that could have affected student learning because some of the students
were not engaged because they were not able to see what was on the white board.

| felt bad when | discovered that some of the class was not with me. As a teacher |

value the level of understanding that | can give out. | want everyone to have the

same opportunity to learn and prosper. If they are left out of the lesson they may
feel bad about themselves and not care about learning other things that they may
have otherwise cared about. There is a balance that I have to find between
personal involvement and function. I’m sure | can find a comfort level at the
overhead machine.

Elliot’s reflection on the video of his teaching (RoA) helped him make the
connections between the inappropriate use of the white board and other elements of
teaching and learning, such as instructional strategies, including use of technology, and
learning environment to engage student. He, however, did not find a positive solution to
solve the problem (RfA). He simply chose not to use the white board although he did
mention that using the overhead could be an option. He also mentioned that he was not
comfortable using the overhead or any technology in his class: “As a Teacher I will not

be using the front board [the white board in the front of the classroom] again, if I can help

it. I have started practicing with the overhead. There is a balance that I have to find
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between personal involvement and function. I’m sure I can find a comfort level at the
overhead machine”.

Elliot was able to make an addition to his existing schema, which was using
technology in a way that could enhance student learning; therefore, his schema changed
by schema accretion. He wanted to use the white board to create an interactive session so
that students could use the white board to draw different kinds of paths on the board. His
intention was to engage student in the class. The result, however, did not turn out to be
what he had planned because the white board was too far for students at the back of the
classroom to see. Instead of finding a solution about how to use the white board
effectively, Elliot simply chose to try out using the overhead although he though “it
would be a lot more impersonal if I used the overhead”.

CIR Form # 3. This incident helped Elliot identify that he and his peer “denied
the students the opportunity to experience doing that”.

The incident involved a plastic bag and a glass jar that the students were supposed

to put together themselves, but because we were nervous, we put the bag on the

glass ourselves before we brought it out. So, we basically denied the students the
opportunity to experience doing that.
Although Elliot thought it was just a minor thing, students could have learned something
from doing it.

| feel like it is one of the minor things that could have gone wrong, but if too

many minor things go wrong you’re in trouble. I really felt bad for the students

that missed out on that part of the lesson.
He further explained how the incident could have affected students: “If they are left out
of an experience they may feel bad about themselves and not care about learning other

things that they may have otherwise cared about”. The future action he planned to take

was to start practicing his lesson plan more.
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Elliot’s reflection on the video of his teaching helped him make connections
between planning for instruction and instructional strategies with student learning,
particularly learning opportunity or meaningful learning. Elliot experienced schema
accretion in his video-aided reflection because he added to his existing schemata of
planning for instruction the new information of creating meaningful learning experience
for students.

CIR Form # 4. This incident helped Elliot notice that he sat on a chair and let his
peer take charge. He also realized what he was to do to improve.

As ateacher, | should be judged as a professional and not sit down on the job.

Plus I could not see what was going on in the class. | could have been walking

around the room helping the student understand the lesson.

Elliot’s reflection on the video of his teaching helped him realize that as a professional he
was not supposed to sit in the classroom and let his peer take the responsibility of
teaching. He experienced schema accretion because he added to his existing schema
about the teaching professionals the new information that as a teacher, he was and was
not supposed to do in the classroom. Table 10 summarizes Elliot’s schema development
and VAST.

Table 10

Elliot's Schema Development and VAST

Fall 2011 Spring 2012

-Schema accretion
(CIR forms: 2, 3, 4) N/A
-Schema tuning (CIR form: 1)

Schema
Development

VAST -Schematization N/A
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Summary

To sum up, Elliot focused on some elements that were related to teaching and
learning when reviewing videos of his teaching and reflecting on his teaching experiences
captured in the videos, such as planning for instructions, instructional strategies,
communication, learner differences, and professional learning. The instructional
strategies included different elements, such as communication and technology, creating a
learning environment that supports learning. His video-aided reflection on his teaching
practices (RoA) helped him realize what needed to be improved in his teaching and how
to improve it (RfA). He was able to make some connections among the elements related
to teaching and learning and was able to adjust or expand his existing schemata about
teaching and learning through schema accretion and tuning.

The level of knowledge Elliot demonstrated in his CIR forms is mostly data and
information because most of his knowledge about teaching and learning were raw and
incomplete, with some of it contextualized. The phases/levels of learning he showed is
initial to intermediate or image to schema because most of his information about teaching
and learning was isolated facts or pieces of information with some being concrete and
contextualized, as are demonstrated in the rectangle and hexagon shapes in Figure 7.
Therefore, Elliot experienced initial phase or image level toward intermediate phase or
schematization level of learning. Elliot was at the developmental stages between mostly
one and two, with a few evidences in stage three because his reflection focused mostly on
himself and the immediate concern for survival and class control, with some evidences on

developing instructional strategies.
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Emily

Introduction

Emily is a White female between the age of 51 and 60. She had no previous
teaching experience besides some substitute teaching experience. The subject she was
teaching was 7" grade math and science. The data collected from her included five CIR
forms: four in Fall 2011 and one in Spring 2012. The five CIR forms described five
critical incidents: two from the video of her practicum teaching and two from the video of
her peer teaching in Fall 2011, and one from the video of her practicum teaching in
Spring 2012. These CIR forms are presented in the chronological order below. In

addition, Emily also participated in the interview

Emily’s Foci of Reflection

CIR Form # 1: This incident described in her CIR form of the practicum teaching
in Fall 2011 occurred between 22 to 23 minutes into the video. In her video-aided
reflection, Emily focused on instructional strategies, including collaboration, higher-level
thinking, communication, technology, and time management, learner development,
learning differences, and learning environment.

CIR Form # 2: This incident described in her CIR form of the practicum teaching
in Fall 2011 occurred between 40 to 50 minutes into the video. In her video-aided
reflection, Emily focused on content knowledge, learner development, learning
differences, instructional strategies, and a learning environment that could engage and

motivate students and support meaningful learning.
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CIR Form # 3: This incident described in her CIR form of the peer teaching in
Fall 2011 occurred between eight minutes into the video and continued to the end of the
video. In her video-aided reflection, Emily focused on learner development, learning
differences, instructional strategies, especially management, and a learning environment
that could engage, challenge, and motivate students to learn.

CIR Form # 4: This incident described in her CIR form of the peer teaching in
Fall 2011 occurred between 11 to 13 minutes into the video. In her video-aided reflection,
Emily focused on learner development, learning differences, instructional strategies, such
as management and communication, and a learning environment that could engage and
motivate students to learn.

CIR Form # 5: This incident described in her CIR form of the practicum teaching
in Spring 2012 occurred within the first eight minutes into the video. In her video-aided
reflection, Emily focused on planning for instruction, instructional strategies, and a

learning environment that could engage students and encourage.

Emily’s VAST

CIR Form # 1. The video described in her CIR form #1 helped Emily notice her
performance in the classroom that she could not have recalled without it. Just as she
wrote: “There are many incidents in this video that | am thankful to have had the
opportunity to review”. In her video-aided reflection, Emily was asking questions
because she believed that by asking questions she could “keep students thinking and
engaged, while what really astonished her was how her response to a girl sitting in the

front when she tried to answer her question.
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There was one student in the front row that kept raising her hand to answer any
and all questions, and | called on her several times.... I asked a question and she,
again, raised her hand. My response was “someone else this time”, and I moved
on to another student for a response.

Emily explained that she was feeling rushed, behind schedule and anxious about being
evaluated by her supervisor, so she was thinking more about herself than the student. She

added, “It was perfectly acceptable for me to call on someone else, but I should not have
said anything to her”.
Emily’s video-aided reflection helped her realize what she did wrong (RoA) and

what she needed to do to improve her future teaching (RfA). She realized what she did

not handle the situation properly.

| value the humanity of my students. | value who they are and what they bring to
the class. While | was aware of the fact that there is not enough time in one
classroom setting to give every student a voice, | believe all students have
something important to say. In my nervousness and sense of general insecurity, |
silenced a voice that should have been respected. As an educator, | believe |
should have been more aware of the dynamics of my classroom.

In addition, Emily explained what she could have done to approach the situation,
with specific information about how she would do differently. Moreover, she also stated

that she was going to record her teaching for the purpose of her own personal and

professional growth.

| learned that watching myself teach a class of students is extremely useful in my
personal growth — both as a person and a teacher. | will strive to pace my teaching
into timed segments so | will not feel rushed and more focus on where the lesson
is headed instead of where we are in the lesson at that moment. It is my job and
my privilege, as an educator, to provide a safe environment for all children to
learn. It is also my responsibility to always remember the developmental and
educational needs of my students and to be mindful of the words | speak. Though
I cannot call on all students, all students should feel that | value what they have to
say. | should have kept quiet and then called on another student, or | should have
thanked her for volunteering but suggested that we let others have a turn. I know |
will make more mistakes, but | work to learn from my mistakes.
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Figure 8. Emily's Foci of Reflection and VAST Evidenced in the Example CIR

Emily’s reflection on the video of her teaching helped her make rich connections
among the various elements in teaching and learning, such as instructional strategies,
including time and classroom management, learner development, learning differences,
and a learning environment that could support learning of all students (see Figure 8).

The visual stimulus of her not calling on the student and how she responded to the
student made Emily realize that her action could have affected the student in different
ways in terms of instructional strategies and learner development and learning
differences. For example, she could have disengaged the student, affect her understanding

of her expectations and student needs, understanding and development. She could have

A w affect
affect / \ Schematization
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communicated her expectations in a more supportive way. In addition, she could have

had a better time management. Emily experienced schema accretion in her video-aided
reflection because she added to her existing schema of instructional strategies the new

information that she needed to communicate her expectation in an appropriate way and
respect the input of all students.

CIR Form # 2. In this incident Emily noticed from the video that a male student
in the front row was never on task and never engaged during the task portion of the class
when other students were working either individually or in groups. She never paid
attention to him. She realized that she could have done something to engage him, but she
had been told not to spend too much time with any one student. “I should have been more
aware of each individual student within the greater group. | feel frustrated because | am
not sure what I could have done to make him be engaged in the task.” She realized that
the student deserved her attention and deserved to have a one-on-one time with her. She
should have provided him with an alternative activity that might have made more sense to
him. Or she could have asked somebody else to help him.

Maybe there is a student or group of students that he has a connection with that

would motivate him to do the assigned tasks. Maybe his other teachers have better

ways of helping him that would help me to help him with learning science.

Emily’s reflection on the video of her teaching helped her make connections
among the various elements related to teaching and learning, such as content knowledge,
instructional strategies, learner development, learning differences, and a learning
environment that could engage and motivate every student in meaningful learning. Emily
experience schema accretion in her video-aided reflection because she added to her

existing schema of teaching the new information that she needed to create an engaging
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and meaningful learning environment to support the learning of all students despite their
development and learning differences.

CIR Form # 3. In this incident, Emily noticed from the video that one of the
students was not engaged in the class because she “spent most of the time resting her
head on her hands and displayed little or no interest.” The visual stimulus from the video
made Emily wonder what she had done wrong (RoA) and how she could fix it (RfA). She
valued engaging all students in meaningful learning and realized that she could have done
something to engage the student.

| believe it is important to make sure all students are engaged in learning and

motivated to learn. | also believe students need freedom in the classroom

environment to take risks in learning. Risk taking in the classroom includes
having the ability to try new learning strategies without the burden of having to
worry about what others think or what they will say. All students are diverse, not
only in their personal lives, but also in their learning needs and abilities. A good
educator will recognize that students need variety in their learning experiences as
different students learn best in different ways.

To improve her future teaching, Emily decided to continue to study and learn by
reading books and attending seminars in order to become a better teacher. She also
wanted to provide students with a lesson that enabled them to demonstrate content
knowledge in a format free from rote learning. She would allow student to work either in
groups or individually and to allow them choose from a list of ideas.

Emily’s reflection on the video of her teaching helped her make connections
among the various elements of teaching and learning, such as learner development,
learning differences, a learning environment that could engage, motivate, and challenge

the learning of all students, and professional learning. Emily experienced schema

accretion in her video-aided reflection because she added to her existing schema of
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teaching and learning the new information of supporting the learning of all students
despite their differences in development and learning.

CIR Form # 4. In this incident, Emily noticed from the video that she seemed to
be rushed in her instructions. She was not able to provide students with immediate access
to highly detailed information about the required task. Some students needed more time
to process information, while others needed more specific models to follow (RoA). She
should have made sure this was accomplished right from the start. She also explained that
what she needed to do to improve her teaching (RfA).

Emily’s reflection on the video of her teaching helped her make connections
among such elements of teaching and learning as learner development, learning
difference, instructional strategies to communicate her expectations of students, and a
learning environment that could motivate students to learn. Emily experienced schema
accretion in her video-aided reflection because added to her existing schema of teaching
and learning the new information of taking into consideration learner development,
learning differences, and instructional strategies that could support the learning of all
students.

CIR Form # 5. In this incident, Emily noticed that she lost her focus in the class
due to an emergent change of the class. What made it worse was that she was required to
teach using the mentor teacher’s style, which was rote learning (RoA). The conflicting
interests in teaching put her into a dilemma.

| was only rarely allowed to teach in the style | prefer: constructive learning. My

mentor teacher was a lecturer and that is how she wanted me to teach, so | knew
the students were going to fidget, talk, and become easily distracted.
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She also added that she tried to incorporate the initial concepts into the new concepts
with as much fluidity as possible (RfA) because

Most of the students had some form of learning disability.... it is important that |

am able to relate to my students and to understand their individual learning styles

and needs. It is also important that students recognize that my true role in their
learning is that of a facilitator and that I, too, make mistakes.
She further elaborated that if allowed she wanted to fully engage students in learning and
lecture as little as possible (RfA)

| want my students to be excited to come to my class and excited to learn. If my

students do not learn, it is not because they cannot learn. It is because | have not

provided the proper environment and/or a well-prepared and engaging lesson. If |
always place the needs of the students before my own, provide them with an
engaging learning environment, and treat my students the same way | expect them
to treat me, | will be on the way to becoming the best that I can be in the
classroom.

Emily’s reflection on the video of her teaching helped her make connection
among different elements of teaching and learning, such as planning for instruction,
instructional strategies, including mode of teaching, learner development, learning
differences, a learning environment that could encourage inquiry and engagement. Emily
experienced schema accretion by adding to her existing schema of instructional strategies
the new information, which was taking into consideration of learner development,

learning difference, and an engaging and supportive learning environment. Table 11

summarizes Emily’s schema development and VAST.

Summary

To sum up, Emily focused on various elements related to teaching and learning

when reviewing videos of her teaching and reflecting on her teaching experiences
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Table 11

Emily’s Schema Development and VAST

Fall 2011 Spring 2012
Schema -Schema accretion -Schema accretion
Development | (CIR forms: 1, 2, 3, 4) (CIR form: 5)

-Schematization -Schematization
VAST -Theorization -Theorization

captured in the video, such as planning for instructions, instructional strategies, learner
development, learning differences, and learning development. The instructional strategies
included different elements, such as time management and communications of
expectations in order to create a learning environment that encourage inquiry, and
meaningful learning.

Her video-aided reflection on her teaching practices (RoA) helped her realize
what needed to be improved in her teaching and how to improve it (RfA). She made rich
connections among the different elements that were related to teaching and learning, thus
expanding her prior knowledge about teaching and learning. She constructed her
knowledge through schema accretion. Although Emily only experienced schema
accretion in her VAST in both of the semesters, there was an obvious change in Emily’s
VAST in Spring 2012 compared with that in Fall 2011, which was she was beginning to
question the decision of the authority. She added a new element into her existing schema
that school authority could indirectly affect student learning and the choice of

instructional strategies.
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The level of knowledge Emily demonstrated in her CIR forms is mostly
information with some characteristics of theory because her knowledge about teaching
and learning were mostly contextualized, with some organizations. The phases/levels of
learning she showed is intermediate or schema toward terminal or theory because most of
her information about teaching and learning were concrete, contextualized, and organized
in networks of related elements, as are demonstrated between and among the rectangle
and the hexagon shapes in Figure 8, with some of the information integrated and logically
ordered schemata as shown in the shapes hexagon and diamond. Thus, she experienced
schematization and theorization in her video-aided reflection. Daisy was at
developmental stages between two and five because her reflection focused on fitting into

school, developing teaching strategies, student learning, and learning environment.
Kate

Introduction

Kate is an Asian-Pacific Islander female between the age of 22 and 25. She had
no previous teaching experience. The subjects she was teaching on the videos were 6
and 4™ grade science and math. The data collected from her included five CIR forms:
four in Fall 2011 and one in Spring 2012. The four CIR forms, which were collected in
Fall 2011, described four critical incidents: two from the video of her practicum teaching
and two from the video of her peer. The one collected in Spring 2011 is about the video
of her practicum teaching. These CIR forms are presented in the chronological order

below.
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Kate’s Foci of Reflection

CIR Form # 1: This incident described in this CIR form of her practicum
teaching in Fall 2011 occurred within the first minute of the video. In her video-aided
reflection, Kate focused on instructional strategy and student learning.

CIR Form # 2: This incident described in this CIR form of her practicum
teaching in Fall 2011 occurred within the first minute of the video. In her video-aided
reflection, Kate focused on instructional strategy and student learning.

CIR Form # 3: This incident described in this CIR form of her peer teaching in
Fall 2011 occurred between one to three minutes into and throughout most parts of the
video. In her video-aided reflection, Kate focused on teacher performance, students’
perception of the teacher, student engagement, student learning, and the learning
environment.

CIR Form # 4: This incident described in this CIR form of her peer teaching in
Fall 2011 occurred within the entire video. In her video-aided reflection, Kate focused on
teacher performance, lesson planning and student learning.

CIR Form # 5: Kate did not provide the time frame for this CIR form described
in her practicum teaching in Spring 2012. In her video-aided reflection, Kate focused on

teacher confidence, student learning, and teacher professional development.

Kate’s VAST

CIR Form # 1. The video described in this CIR form helped Kate notice that she
was very nervous and her nervousness affected her performance in the class. As she
could not see the board at the back of the classroom, she had to try really hard, which

made students feel that she did not know what she was teaching.
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During the class | felt very nervous and | could not see the back board. 1 try to

focus really hard so that I could see the back board and read the numbers out loud.

As | am watching the video, | see that | am also nervous while teaching the class.

| see that students are attentive and listen but the nervousness causing me to not

be able to see the back board.
Kate realized that she could have found a way to see the back board and to make good
use of it. In addition, she was not paying attention to student needs and their learning
since her only concentration at that moment was trying to read the board: “I felt that I did
not give enough attention to some students. | need to be more aware of shy students. |
also need to be aware that I could not see the backboard”.

Kate’s reflection on the videos of her teaching helped her make connections
between the different elements of her performance in the class and student teaching, such
as instructional planning and strategy and student learning (see Figure 9). The visual
stimulus that she had a hard time seeing what was on the board at the back of the room
due to her nervousness made her wonder how that could have affected student learning
and how she could improve her instructional strategies and make better use of classroom

Planning for Instruction
and Instructional Strategies \

T affect \

Schematization Student Learning
(accretion) 7
| affect 71
affect

Teacher Nervousness

cause Not Seeing the

Back Board

Figure 9. Kate's Foci of Reflection and VAST Evidenced in the Example CIR
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resources and technology. The visual stimulus also caused Kate’s schema to change
through schema accretion. She added to her existing schema the new information of the
appropriate use of the classroom resources in her lesson planning.

Kate’s video-aided reflection on her teaching experience helped her understand
what improvement she needed to make (RoA) and how to do it in her future teaching
(RfA).

I will be more responsive in students learning by creating a better sight to look at

the backboard. I need to show more understanding in the content. Some

improvement that | need to do is providing a better understanding of the lesson. |
would do differently in the future is moving the backboard or move closer to the
backboard as | read the questions aloud.

CIR Form # 2. The incident described in this CIR form helped Kate notice that
she could not pronounce the word “numeral” correctly, which was caused by her
nervousness. “During the class period, I notice that I did not say “numeral” correctly. ... |
looked nervous; therefore I could not say the words correctly”. She realized that her
nervousness was affecting her performance in the class and that she needed to be less
nervous and more active in teaching: “I need to be less nervous because the more nervous
| become, the more uncomfortable students will feel”. She was also aware that she
needed to be more accurate in her communication with her students and explained the
reason:

| need to be more aware of what | am saying around students. Since these are

young students, they are more like a sponge and they can soak up any words you

are saying. | do not want to confuse students between words and make them feel
uncomfortable in learning the vocabulary.

Kate’ reflection on the video of her teaching helped her make connections between

communication and student learning.
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| have clearly identify [sic] how nervous I was .... When being nervous, my

speech pattern will not be up to part and the responsive from students will be less

because they will not understand the lesson or the vocabulary.

The visual stimulus of her nervousness caused Kate’s schema to change through
schema accretion. She added to her existing schema the new information that she needed
to pronounce vocabulary accurately to improve her communication with the students.
Kate’s video-aided reflection on her teaching experience (RoA) helped her understand
what improvement she needed to make and how to do it in her future teaching (RfA),
which was overcoming her nervousness and improving her communication.

CIR Form # 3. The video described in this CIR form was about Kate’s peer
teaching experience. From this video, Kate noticed that she was standing behind a desk
most of the time during the teaching and looked nervous, which also made the students
nervous because she was not with them. Kate explained, “Standing behind the desk is
good because it allows you to see the entire class. It also allows you to look at all
students’ emotions.” Although Kate gave a reason for standing behind the desk, she did
realize it was a mistake:

Students would not be at a high active level. This creates a nervous of both

teacher and student. When I stand behind the desk too long ... I look nervous.

Students also look nervous and confuse because | was not with them during the

teaching.

She was also aware that students needed to “feel comfortable learning and with a fun
learning environment”.

Kate’s video-aided reflection on her teaching experience helped her understand

what she needed to improve (RoA) and how to make the improvement in her future

teaching (RfA).



124

I should have been more alert in how students feel toward me standing behind the
desk. I did not fully understand how the factors in the classroom environment
affected these students’ learning that day because I was standing behind the desk.

I should have walked around the class and adapt to students. | should have come

close and get to know students’ learning style. I will keep this standard in mind

and practice more in how I teach and how | want to relate to teaching.

In addition, Kate’s video-aided reflection helped her make connections between
her standing behind the desk with students’ perception of the teacher: teacher looking
nervous, student engagement: students’ feeling nervous and uncomfortable, student
learning: students feeling confused, and the learning environment: not supportive and no
fun, and how these elements could have affected each other. Just as she elaborated:

| did not feel that my students were comfortable in learning while I was standing

behind the desk. ... My students were nervous and afraid to ask questions....

Since | stand behind the desk to give instruction, it will make students distracted

from learning because it creates the emotion of scare and afraid.

The visual stimulus triggered a change in Kate’s schema by schema accretion, or
the addition into her existing schema of the newly-acquired information: being better
involved in student learning by mobilizing more in the classroom and paying more
attention to students’ learning: “I want to improve by walking around the class next time.
I would improve my teaching style asking students one-on-one and creating a relationship
where students will feel comfortable learning.”

CIR Form # 4. The video described in this CIR form, was about Kate’s peer
teaching experience. When reviewing this video, Kate noticed that she was not speaking
much since most of the time her peer was teaching. She felt that she was not given the
credit and ownership she deserved.

Since this is team teaching, we should do better in dividing the work and the

lecture part. I did not speak much during teaching.... The only role I had was
planning the lesson and did not have a role of speaking.... I did not walk around
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or jumped in. | did not have a role as a teacher. | only stand behind the scene and
does the technology stuff.

Kate’s video-aided reflection on her teaching experience helped her understand
what she needed to improve (RoA) and how to make the improvement in her future
teaching (RfA): she needed to be more involved and responsive in the students’ learning.

By teaching the child and not being in the back, | feel as if | could respond to their

learning. | want to teach students and plan effectively by having a role in the

teaching. When | have a role in the teaching the child will be more sensitive,
alert, and responsive in all learning.
She was also able to find a solution to fix the problem in her future lesson planning to
give every member in the team ownership of their team work.

| believe that | do not give [sic] any teaching role in this experience. 1 only give

the planning which contains the background of how to teach but I did not make it

clear on how to divide the roles. The main believe that as an educator | should be

providing the same role as the main teacher.... I will plan better. I will try to
divide the roles more even....

With the help of the video, Kate was able to make connection between her
performance in the lesson and lesson planning and student learning.

By teaching the child and not being in the back, I feel as if I could respond to their

learning. | want to teach students and plan effectively by having a role in the

teaching.... I wish that | would have done more planning and better activities with
incorporate my teaching into the class.

The visual stimulus of the video triggered a change in Kate’s schema by schema
accretion, or an addition to her existing schema the new information: being more
involved in teaching as a team by clearly dividing the roles of the team members in
lesson planning and giving every member in the team the sense of ownership.

| inferred that Kate was not given a role in the lecture of the lesson possibly due

to her being a non-native speaker of English, which might have explained why she was
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behind the scene and did all the planning, but not giving the ownership she should have
been credited to.

CIR Form #5. The incident described in this CIR form helped Kate notice that
she felt calm and confident while she was giving an introduction and review of the
lesson: “I felt calm and confident.... | spoke very nervous, but I did not allow the
nervousness to overcome my fear to teach”. Kate realized that her confidence as a teacher
could affect her interaction with the students:

As a teacher, this incident shows that | believe I can do anything I put my mind

to. In that aspect, I will show that | can overcome the fear of nervousness and

teach students with confident....I also believe that students will be more
appreciative of a teacher when a teacher is more confident in the subject matter
and the speaking matter.

Kate’s reflection on the video of her teaching (RoA) helped her make connections
between her confidence as a teacher and student learning as well as her professional
development: “I also believe that all students can learn when a teacher is confident in his
[sic] or herself” as well as teacher professional development.

The visual stimulus of the video triggered a change in Kate’s schema by schema
accretion. She added to her existing schema the new information that her confidence as a
teacher could enhance students’ learning. Moreover, she was able to elaborate on the
specific tactics that would use in her future to show her confidence in her teaching (RfA).

This incident directs me to improve in my confident and become a better teacher.

To improve, | will practice more and take each practice to the highest level. | will

do differently next time | practice teaching. 1 will be calm and look at the

students as learners and those who want to learn and not look at them as “all eyes
on me.” As | watch the video, | was impressed at myself that I could stand up
there and teach. | feel very confident and matured.

Kate mentioned in the CIR form that her partners, who collaborated with her in her

video-aided reflection, helped her establish her confidence:
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My cohort (names omitted here) has helped me overcome my nervousness by
telling me to stay calm when | teach. We talked about how I speak in front of the
class and how | can remain calm and be myself when | teach. | realized that when
I am myself, students will like and understand to learn more

Kate’s video-aided reflection had helped her to improve her future teaching.
Overall, I am more confident now and I will be more confident in the future.
Through the critical incident video, | have learned about my style of teaching and
| need to improve on confident and being calm while | teach.

Table 12 summarizes Kate’s schema development and VAST.

Summary

To sum up, Kate focused on some elements that were related to teaching and
learning when reviewing videos of her teaching and reflecting on her teaching
experiences captured in the video, such as planning for instructions and instructional
strategies. The Instructional strategies included different elements, such as
communication and technology. Her video-aided reflection on her teaching practices
(RoA) helped her realize what needed to be improved in her teaching and how to improve
it (RfA). She was able to make some connections among elements related to teaching
and learning and was able to expand her existing schemata about teaching and learning
Table 12

Kate's Schema Development and VAST

Fall 2011 Spring 2012
Schema -Schema accretion -Schema accretion
Development | (CIR forms: 1, 2, 3, 4) (CIR form: 5)
-Image -Image
VAST -Schematization -Schematization
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through schema accretion. Although Kate only experienced schema accretion in her
VAST in both of the semesters, an obvious development was evidenced in Kate’s CIR
forms. In Spring 2012, Kate made more connections among various elements about
teaching and learning.

The level of knowledge Kate demonstrated in her CIR forms is mostly data and
information because most of her knowledge about teaching and learning were raw and
incomplete, with some of it contextualized. The phases/levels of learning she showed is
initial to intermediate or image to schema because most of her information about teaching
and learning was isolated facts or pieces of information with some being concrete and
contextualized, as are demonstrated in the rectangle and hexagon shapes in Figure 9.
Therefore, Kate experienced initial phase or image level toward intermediate phase or
schematization level of learning. Kate was at the developmental stages between mostly
one and two, with a few evidences in stage three because her reflection focused mostly on
herself and the immediate concern for survival and class control, with some evidences on

developing instructional strategies.
Lance

Introduction

Lance is a White male between the age of 41 and 50. He had no previous teaching
experience. The subject he was teaching was 4 grade social studies and science. The
data collected from him included five CIR forms: four in Fall 2011 and one in Spring
2012. The five CIR forms described five critical incidents: two from the video of his

practicum teaching, two from the video of his peer teaching in Fall 2011, and one from
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the video of his practicum teaching in Spring 2012. These CIR forms are presented in the

chronological order below.

Lance’s Foci of Reflection

CIR Form # 1: This incident described in the CIR form of his practicum teaching
in Fall 2011 occurred between one to four minutes into the video. In his video-aided
reflection, Lance focused instructional strategies, such as classroom management, learner
development, and learning environment.

CIR Form # 2: This incident described in his CIR form of his practicum teaching
in Fall 2011 occurred between six to nine minutes into the video. In his video-aided
reflection, Lance focused on instructional strategies, such as classroom management, and
student learning.

CIR Form # 3: This incident described in his CIR form of his peer teaching in
Fall 2011 occurred within the first 29 seconds into the video. In his video-aided
reflection, Lance focused instructional strategies, such as communication, classroom
management, teacher-student relationship, student behavior, student learning and learning
environment.

CIR Form # 4: This incident described in his CIR form of his peer teaching in
the fall of 2011 occurred between 13 and 14 minutes into the video. In his video-aided
reflection, Lance focused on instructional strategies, such as classroom management, and
student learning, including student engagement,

CIR Form # 5: No time frame was provided for this incident described in his
CIR form of his practicum teaching in Spring 2012. In his video-aided reflection, Lance

focused on planning for instructions, instructional strategies, including classroom



130

management, and learner development, learning differences, such as student

understanding, assessment, and student engagement.

Lance’s VAST

CIR Form # 1. The video described in Lance’s CIR form #1 was about his
practicum teaching experience. In the lesson, students were divided into 5 groups to work
on a boat activity, in which they worked together to sort the slips into true facts about
Columbus and false facts and put the true facts on the sail of the boat and false facts off
the boat.

When reviewing the video, Lance noticed that students “were a little confused
about what was expected from them.... Some students did not understand the directions
clearly like I thought they did”; thus, they became off task. Instead of working on their
group project, some of the students began to talk about things that were not related to
what they were supposed to do. After he spotted students’ confusion and off-task
activities, Lance walked around, trying to alleviate the problem, but was unable to cover
all groups:

| walked around to the groups to encourage them to discuss and work as groups to

see what was false or true about Christopher Columbus. There was some times

when students were off task and | went to those groups ask them questions to get
them back on task. | realized that I did not get to all groups and | should spend
more time with some groups.
The video-aided reflection helped Lance realize what he needed to improve (RoA) and
how to make the improvements in his future teaching (RfA).
I should have slowed down and explained the activity better and asked the

students if they had any questions about the activity.... I should have explained
the activity better than | did. | thought that I could do a better job.
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saw that they had built a ramp. Their ramp was not very sturdy, so | brought them two toy
cars to use to test the ramp that they build. I told this group to work on their ramp some
more and use the toy cars to test their machine to make sure it worked correctly. | then
turned around and began talking to and working with the group behind the inclined plane

group.

Portfolio Standards (2 points)

Which of the portfolio standards do you think can be addressed through this experience
and briefly explain how/why? The incident that occurred can be best addressed though
the Doman 2: Knowledge of Students and their Learning standards:

2.2 understand how learning occurs in general and in the content areas (e.g., how diverse
learners construct knowledge, acquire skills, and develop habits of mind).

2.3 are sensitive, alert, and responsive to all aspects of a child’s well-being.

2.4 understand how factors in environments inside and outside of school may influence
students’ lives and learning.

| feel that these three standards best address this incident because as a teacher | should
have been more alert and responsive to the inclined plane group during this lesson. I did
not fully understand how the factors in the classroom environment affected these
students’ learning that day. I feel that I should have showed better understanding of how
learning occurs in my students and given them more materials to engage in deeper
inquiry about inclined planes and their usages. Instead, | gave this group a car to use to
demonstrate the usage of an inclined plane and it merely distracted my students. In the
future, 1 will keep these standards in mind and be more sensitive and responsive to the
learning environment and needs of my students.

Cultural Relevance (4 points)

In what ways did you employ culturally relevant teaching? (For example, communicating
high expectations for all students; using cultural referents for imparting knowledge,
skills, and attitudes; creating a learning environment that honors and promotes cultural
diversity; helping students challenge the status quo.) You might begin with “As an
educator, I was/was not able to. ...”

As an educator | was able to give students an opportunity to learn, engage, and inquire
with their peers. | was able to introduce a new science topic to the classroom, by drawing
on student’s prior knowledge and everyday activities that involve simple machines.
Students were challenged with a basket of supplies, a lab guide, and a mission. |
challenged each group to create one of the six simple machines using just the supplies
they were given. | encouraged students to create simple machines keeping in mind the
many types of them that they use each day. As an educator | was able to create a learning
environment that honors and promotes diversity and values the ideas and input of
students. I do feel thought that my expectations for students were not high enough at
times during this lesson. | feel that I was not able to challenge students enough at times so
that they did not have time to get off task. | feel that this lesson went very well, but |
could be a more culturally relevant teacher if | work harder to challenge students in a way
that creates an even richer learning environment than in this lesson.
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Position (4 points)

What are some of your personal beliefs related to teaching and learning that you
identified when reflecting on this incident and the portfolio standards that you addressed.
You might begin with “As an educator, I believe/value. ...”

While experiencing this critical incident or “ooops” moment as I watched my practicum
teaching video, | was able to identify several personal beliefs that | have related to
teaching. The main belief | have, is that as an educator | should be providing each student
with the same attention, respect, and worth. | believe that it is extremely important for
teachers to pay attention to all of their students and do their best to help each and every
student succeed. During my critical incident, | feel that I did not give my inclined plane
group the attention they needed and | also did not require them to work as hard to think as
critically as I required the other groups to. I know that during my lesson, | was more
concerned with completing the lesson and getting through all of the activities than | was
with each student truly learning how their simple machine worked and feeling that it was
important. This was my first time teaching in my practicum experience, and there are a
lot of improvements that | have made and want to continue to make. My main concern
with this critical incident, is that | was not able to make the right call in giving my
inclined plane group materials. | feel that I should have given them enough materials to
have every person building a type of inclined plane so that they would be engaged in
hands-on learning. I also think that | should have only given them the toy cars at the very
end to demonstrate how their inclined planes work. This way | could monitor their use of
the cars and not allow them to get away with playing while the other groups were still
hard at work. This can be very distracting for a class if others are playing and not off task,
and | should have seen this happening and done something about it. | also believe as an
educator that it is my job to notice if a group is not working well together or staying on
task and intervene. | believe that as an educator it is important for us to exercise good
classroom management skills at all times and | did not do this as well during this critical
incident.

Actions (4 points)
After considering this incident, what will you do differently in the future in light of your
new understandings? You might begin with “As an educator, I will....”

In light of my new understandings, as an educator | will be more responsive to each
student and group in my class. | will also have a clearly defined classroom management
policy so that if a few students are not on task or are playing instead of working I will be
able to remove them from their group and have an activity that they can work on
independently. For future labs and hands-on activities in which | have students work in
groups, | will be sure to have at least two or three extra stations available for students
who get off task or need to work independently. This will give me an easy and effective
way to manage discipline in my class when there is a lot going on and | am trying to give
each group my attention and input. The final thing that I will do differently in the future
is to make sure that students do not get away with playing during an activity because | am
too busy helping other groups and trying to keep the time of the lesson. While watching
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this incident, it appeared that | was satisfied with how all of the students were doing and |
was relieved that my inclined plane group had at least engaged and worked for a few
minutes. It appeared that this was enough for me from this group, as they usually do very
little in class. Unfortunately, | wish I had given this group more challenges and more
materials so that they would stay engaged. But instead, | rewarded them with toys and
didn’t stop them from playing because I was too busy working with other groups. I regret
that I let this group get away with playing, and | regret that | did not have higher
expectations with them. | want to have higher expectations of my students in the future
because | feel that high expectations motivate students to do better and achieve more!
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APPENDIX G

VIDEO-AIDED CRITICAL INCIDENT REFLECTION ASSIGNMENT
(COURSE SYLLABUS, SPRING 2012)

Critical Incident Assignment Guidelines*

Critical Incidents are the ‘oops,” ‘ouch,’ ‘aha...,” or ‘oh...” moments that you experience
during a teaching episode or as you watch your videotaped lesson. The incident may be
something that ‘amused’ or ‘annoyed’, was ‘typical’ or ‘atypical’, or ‘felt difficult or ‘felt
successful.” One goal of using critical incidents is to help you look beyond the experience
of the incident to the meaning of the incident. This is a form of reflection-on-action.
Another goal is to help you develop your ability to reflect on these incidents as they
happen, or reflection-in-action. Finally, using critical incidents can help you adjust your
lesson and strategies for future teaching cycles, or reflection-for-action. Remember, there
is no “right” or “wrong” way to select an incident. It should be something useful and
meaningful to you.

Video and Presentation Requirements:

You will be required to share your critical incidence video during one pre-determined
class session. The following pieces of the project are due on the day you are scheduled to
present:

10 copies of backwards design lesson plan for the lesson covered in your video.

10 minute edited video segment(s) to share in class on your assigned presentation day.

A verbal summary of your ideas/thoughts on the video clips and overall lesson.
Questions to guide the class in discussion of / reflection on your video segment(s).

Reflection Paper Requirements:

The final reflection paper is due within 2 weeks (14 days) of your scheduled presentation
date and should include the following components submitted via LiveText.

Description of the Critical Incident:
What: Provide an in-depth description of the event. Try to write this without judgment or
interpretation.

Emotions: Describe the feelings you had as you ‘experienced’ the incident.
Why: Explain the incident from the perspective of each participant (student, teacher,
etc.). Use ‘I’ for each participant’s explanation.

Analysis of the Critical Incident:
Standards & Proficiencies:

Which of the Standards for Middle Level Teacher Preparation are related to this incident?
(review NMSA Initial Standards document on LiveText)
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Which Content Standard(s) (from GPS) does this teaching episode cover?

Cultural Relevance: Were you able to employ culturally relevant teaching? Examples
include (1) socially important issues; (2) relating your content area to the community; (3)
building on student background knowledge that is culture-specific; (4) communicating
high expectations for all students; (5) helping students challenge the status quo. You
might begin with “As a teacher, I was/was not able to...”

Position: What are some of your personal beliefs related to teaching and learning that you
identified when reflecting on this incident. You might begin with “As a teacher, this
incident shows that I believe/value...”

Peer feedback: Summarize the feedback you received from peers and respond to it
briefly. This might feed into your action plan below.

Actions: What do you learn from viewing the critical incident? Specify steps that you will
take to improve your teaching practices in response to this critical incident. After
considering this incident, what will you do differently in light of your new
understanding? You might begin with “As a teacher, this incident directs me to...”

Backwards design lesson plan should be included as an appendix.
Adapted from, “The Role of Digital Video and Critical Incident Analysis In Learning to
Teach.” Laurie Dias, AERA, 2008.
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APPENDIX H
INTERVIEW PROTOCOL
Introduction

Hi, (Participants Name)! How are you doing? Are you going to start teaching in the
fall semester?

I want to thank you again for your participation in my study and for allowing me to
interview you today. In today’s interview, I will first go over the procedure of
getting your verbal permission and then I will ask you some questions about your
experience of using video technology in your classes during Fall 2011 and Spring
2012. If you do not understand my question, please stop me, and I will repeat. If you
do not want to answer a question, please feel free to do it.

Before we start, [ want to tell you that I guarantee that your name will not be used
anywhere in my research. A pseudonym will be used to protect your identity.
Nobody will be able to identify you by any means.

Procedure Questions

Let’s go over the procedure first. I will ask you some questions about your
permission for me to interview you.

1. Would you please tell me your name?
2. Would you allow me, Yuelu Sun-Ongerth to interview you for my research?
3. Are you aware that this interview is audio-recorded?

Thank you, (Participants Name)! Let’s talk about your experience with the video
reflections.

Guiding Interview Questions

1. Would you please describe your experience using digital video technology in your
courses during Fall 2011 and Spring 2012?

2. Would you please explain how the critical incidents you identified in the video
affected you in terms of your later teaching practice?

3. Would you please give an example about how your reflection on the videos
affected you | handling similar situations in your teaching?
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4. Inthe spring of 2012, you had the opportunity to reflect on your video with peers.
Would you please explain whether reflection with peers made any difference from
reflection on your own?

5. Do you have anything else to say about the video-reflection activity you did?

6. Do you have any comments and suggestions about the future use of this
technology?

7. Do you have any questions for me?

Thank you again for your time and participation! I will send you the transcript of our
today’s interview for you to check the accuracy.

You have a wonderful day, (Participants Name)!
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APPENDIX |

CRITICAL INCIDENT REFLECTION FORM

What are Critical Incidents?

Ciritical Incidents are the “oops,” “ouch,” “aha...,” or “oh...” moments that you experience during a
teaching episode or as you watch your videotaped lesson. The incident may be something that “amused”
or “annoyed,” was “typical” or “atypical,” or was a “felt difficulty” or “felt success.”

”

Why use Critical Incidents?

One goal of using critical incidents is to help you look beyond the experience of the incident to the
meaning of the incident. This is a form of reflection-on-action. Another goal is to help you develop your
ability to reflect on these incidents as they happen, or reflection-in-action. Finally, using critical incidents
can help you adjust your lesson and strategies for future teaching cycles, or reflection-for-action.

How do I reflect on the Critical Incidents that | select?

Remember, there is no “right” or “wrong” way to select an incident. It should be something useful and
meaningful to you. After watching and editing your videotaped lesson for critical incidents, use the
statements and questions below to guide you as you reflect about the two-three critical incidents that you
selected.

Incident:

What

Provide an in-depth description of the event. Try to write this without judgment or interpretation.
Emotions

Describe the feelings you had as you “experienced” the incident.

Why

Explain the incident from the perspective of each participant (student, teacher, etc.). Use
participant’s explanation.

uln

for each

Critical Incident:

Portfolio Standards

Which of the portfolio standards from content knowledge, teaching performance, and impact on student
learning are addressed in this incident?

Cultural Relevance

In what ways did you employ culturally relevant teaching? (For example, communicating high expectations
for all students; using cultural referents for imparting knowledge, skills, and attitudes; creating a learning
environment that honors and promotes cultural diversity; helping students challenge the status quo.) You
might begin with “As an educator, | was/was not able to. ...”

Position

What are some of your personal beliefs related to teaching and learning that you identified when
reflecting on this incident and the portfolio standards that you addressed. You might begin with “As an
educator, | believe/value. ...”

Actions

After considering this incident, what will you do differently in the next lesson in light of your new
understandings? You might begin with “As an educator, | will....”
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CODING GUIDEBOOK FOR FOCI OF REFLECTIONS

(Note: The InTASC model core teaching standards (2011) provide a guideline for
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coding the focus of novice teachers’ video-aided reflection. Sub-categories should be
identified in the coding. For example, instructional strategies may include classroom

management, time management, verbal communication and use of media and
technology for communication.)

The INTASC Model Core Teaching Standards (April 2011)
The Learner and Learning

Standard #1: Learner Development

The teacher understands how learners grow and development, recognizing that
patterns of learning and development vary individually within and across the

cognitive, linguistic, social, emotional, and physical areas, and designs and

implements developmentally appropriate and challenging learning experiences.

Standard #2: Learning Differences

The teacher uses understanding of individual differences and diverse cultures and
communities to ensure inclusive learning environment that enable each learner to

meet standards.

Standard #3: Learning Environment

The teacher works with others to create environment that support individual and

collaborative learning, and that encourage positive social interaction, active
engagement in learning, and self motivation.

Content Knowledge

Standard #4: Content Knowledge

The teacher understands the central concepts, tools of inquiry, and structures of

the discipline(s) he or she teachers and creates learning experiences that make
these aspects of the discipline accessible and meaningful for learners to assure

mastery of the content.

Standard #5: Application of Content

The teacher understands how to connect concepts and use differing perspectives

to engage learners in critical thinking, creativity, and collaborative problem
solving related to authentic local and global issues.

Instructional Practice
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Standard #6: Assessment

The teacher understands and uses multiple methods of assessment to engage
learners in their own growth, to monitor learner progress, and to guide the
teacher’s and learner’s decision making.

Standard #7: Planning for Instruction

The teacher plans instruction that supports every student in meeting rigorous
learning goals by drawing upon knowledge of content areas, curriculum, cross-
disciplinary skills, and pedagogy, as well as knowledge of learners and the
community context.

Standard #8: Instructional Strategies

The teacher understands and uses a variety of instructional strategies to encourage
learners to develop deep understanding of content areas and their connections, and
to build skills to apply knowledge in meaningful ways.

Professional Responsibility

Standard #9: Professional Learning and Ethical Practice

The teacher engages in ongoing professional learning and uses evidence to
continually evaluate his/her practice, particularly the effects of his/her choices and
actions on others (learners, families, other professionals, and the community), and
adapts practice to meet the needs of each learner.

Standard #10: Leadership and Collaboration

The teacher seeks appropriate leadership roles and opportunities to take
responsibility for student learning, to collaborate with learners, families,
colleagues, other school professionals, and community members to ensure learner
growth, and to advance the profession
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APPENDIX K
CODING GUIDEBOOK FOR VAST

Schema accretion occurs when the new information can easily fit into a slot in an
existing schema, and thus be quickly comprehended. It is a simple addition of new
information into existing schema. Schema accretion is similar to fact learning, and
information is remembered that was used as an instance within a schema as a result of
text comprehension or understanding of an event(Rumelhart & Norman, 1981).

Schema tuning occurs when the existing schema has to be adjusted to accommodate the
new information; thus, making the existing schema more accurate, complete, or useful. In
other words, existing schemata become more consistent with experience, incorporates
minor schema modification (Rumelhart & Norman, 1981).

Schema restructuring occurs when the new information cannot fit into an existing
schema; thus, an entirely new schema has to be created to replace or incorporate the old
ones in order to hold the new information (Rumelhart & Norman, 1981).

Schematization is the process of forming schemata. It is originated in a need for more
clarity. This clarification of the new images and new experiences provides an individual
the opportunities to explain and justify what they are doing, and to verify the result. It
occurs when an individual’s schema changes by schema accretion, tuning, and
restructuring (Korthagen & Lagerwerf, 1995).

Theorization is originated in a need for the organization of the constructed schemata. It is
the logical structuring of the schemata. It occurs when an individual is making a network
to connect different schemata (Korthagen & Lagerwerf, 1995).
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APPENDIX L

CODING FORM

Pseudonym of Participant:

Instructions for Coding: The coding form consists of two parts: Foci of Video-Aided
Reflection and the VAST Table. The Network of Schema graph is used to label the
foci of the participant’s video-aided reflection as well as the relationship between or
among the foci. Fill out the slots with the identified foci of the participants’
reflection. Draw a line to indicate the relationship between or among them. There is
no need to indicate the direction of the relationship. A slot may be connected to
more than one slots to indicate its relationship with multiple elements. The central
circle should indicate the visual stimulus, which is what participants see in the
video. Refer to the Codebook for Foci of Participant’s Reflection to regulate the
terms used for the identified foci of reflection (see Appendix J).

The VAST Table is used for the identified schema activity of the participant. Refer to
the VAST coding guide book as a guide in the determination of the schema activity of
the participants the Schema Coding guide (see Appendix K).

Foci of Vide-Aided Reflection




Participant’s VAST
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Types of
Schema
Change

Yes or
No

Supporting Evidence

Schema
Accretion

Schema
Tuning

Schema
Restructuring

Schematization

Theorization




