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ABSTRACT

TEACHERSGOG DI SPOSI TI ONS AS HARRDMSAS OF MI N
NARRATIVE INQUIRY INTO THE SIGNIFICANT LIFE EXPERIENCES OF
TURKISH TEACHERS

Servet Altan

Ph. D., Program of Curriculum and Instruction
SupervisorAsst. Prof. DrJennie Farber Lane

June2017

This study investigates the role of significant life experiences that potentially
contributed to development of five Turki
The study also further investigates the influences of selected significant life

experienes (travelling, reading, professional development, spending time in nature,
having hobbies) identified by the participants on their teaching pradieestive

i nquiry was used as the methodology to pi
significant life experiences through three-depth interviews with each informant

that took place over the course of a year. The gathered narrative data was first

analysed to determine the significant life experiences and to identify emerging
categories and themes. Thelanas i s of participantsod signi
resulted in two categories: learning environments and personal attributes. The
experiences related to learning environments included the themes of family

environment, school environment, and neighbourhaddle the experiences related

to personal attributes were travelling, reading, professional development, spending

time in nature, and hobbies. In an effort to relate these categories and their themes to
dispositions as Habits of Mind, the researcher ldgpesl a conceptual framework.

The framework was established through a deductive content analysis of literature,

using intelligent behaviours to find relations between Habits of Mind and established
educational theories. The framework also served to prak&aetical groundings to

the model of Habits of Mind. The results of narrative data analysis using the

conceptual framework revealed that all participants consider their experiences related

to family environment, travelling, reading, professional devaleqt, spending time

in nature, and having hobbies as the most significant life experiences, which

contributed to development of their Habits of Mind. The findings also indicated that
these |ife experiences potenonsasHadbys cont r |
of Mind and teaching practices in a positive manner. Based on the findings of the

study the researcher suggest travelling, reading, professional development, spending
time in nature, and having hobbies be emulated in teacher education agram

order to help preervice teachers develop effective teaching dispositions and

teaching practices. The conceptual framework can be used to elevate understanding

of dispositions in teacher education and teacher educators can use the conceptual
framewok for monitoring and assisting pervice teachers to develop effective

dispositions as Habits of Mind.

Key Words: Narrative Inquiry; Habits of Mind; Significant Life Experiences;
T e a ¢ h ispostions. D
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CHAPTER 1: INTRODUCTION
Introduction

To a music lover watching a concert from the audieitogpuld be
easy to believe a conductor has one of the easiest jobs in the world.
There he stands, waving his arms in time with the music, and the
orchestra produces glorious sounds, to all appearances quite
spontaneously. Hidden from the audiericeespea@lly from the
musical novicd ar e t he conductorods abilities
of the parts at once, to play several instruments and understand the
capacities of many more, to organize and coordinate the disparate
parts, to motivate and communieatith all of the orchestra members.

In the same way that conducting looks like hand waving to the
uninitiated (Darling-Hammond & Brasford, 2005, p. 1)

Similar to how the work and responsibilities of a conductor may be
underappreciated, many people gére that teaching is an easy job. They may not
appreciate how teachers need to be aware of the learning needs of all their students
and to conduct their class in such a way that all learners are involved. Furthermore,
with today©6s r i gdardoandhiglpstakes testingaeadhiagiss t a

becoming even more complicated and demanding.

Darling-Hammond (2000) emphasizes that teachers are one of the foremost change
agents in societies. She notkattwithin schools, class sizes, administration, and

resources are important, but emphasizes that teachers have the most influence on
studentsé achievement. She argues that,
matter for teacechearapsd afofwe antoirveen éersas, bef or
Therefore, the role and competencies of teachers are beilefimed. This re

defining has brought novel changes into teacher education curricula internationally

one of which is the integration of effective teaching dispositions in teacher

education.



Nel sen (2015) suggests that we Aconsider

clustersofhabit¢ p. 2; emphasis in original). Tho
disppsitions as fihabits of mind including &
filter oneb6és knowledge, skills, and bel i
classroom or professional settingso (p. |

habitand habits of mind when referg to dispositions (Dottin 2009, 20110

Using the terms disposition and habit interchangeably is not a new idea. John Dewey
(1922) allocated a considerable part on the concepts of habit and disposition in his
book An Introdudion to Social Psychology: Human Conduct and Nat&iace

Dewey, many scholar®pttin & Sockett, 2006Nelsen, 2015Richhart, 2001,

Thornton, 2006 have turned back to Deweyds conc

dispositions in teacher education.

Dewey (193) considers disposition as the underlying motivator and organizer for

intelligent behaviors. Behaving intelligently refers to problem solving behavior that

is constructed by experience gained through social interactions (Dewey, 1933).

These behaviorsmayr ovi de c¢cl ues about onedbds cognit
skills, strategies and oneds d-evidgnbsi ti on.
and observable, but in other cases one needs to inquire into these behaviors as they

may include cognitive npcesses that are not directly observable. These behaviors are

embedded in oneds disposition (Dewey, 19:

Dewey (1922) uses dispositions and habits interchangeably except when habit is
used in its ordinary sense where it may sound like a mindless andadiat
response: i Bsensawundetstandssommethiognpractical and moving. It

understands the body bébits of active dispositionfemphasis in the original]



which makes a man do what he doeso (p. 4.
revisabh e and ot her conditions are met (e.g.,
sensitivity, motivation, and ability), Al
with dispositiono (Dewey, 1922, p. 32). |
habits: immutable and revisable and its only through educative experiences and
reflection that one can revise the habit. However, Dewey does not claim that all

habits are subject to change.

Educative experiences play a significant role in shaping our habits (D2928).

Through the theory of experience Dewey (1938) expliiasonditions under which
experiences are educative in the sense that they help us change and grow. Dewey
refers to two criteria when defining educative experiences: continuity and

interaction Continuity indicates the interconnectedness of our experiences within the
experiential continuum. Interaction refers to the interaction between the physical
environment and internal factors such as sensitivity, inclination and emotions.
AEvery eixypeaimaowieng forceo (Dewey, 1938,

are met.

The current study preserdaei nvesti gation of five Turki s|
experiences and the potential influences of their significant life experiences on
developmenbf dispositions as Habits of Mind. The following section provides

further background about the conceptions relevant to this study. In particular, the

works of Costa and Kallick (2000, 2008, 20&a#d their model of sixteen Habits of

Mind are featured. llso introduces the research staaiyg the problem investigated,

in addition to the a) background to the study, this chapter includes the b) statement of

problem, c) purpose, d) research questions, e) significance, f) limitations, and g)



definition of terns. The chapter concludes with a brief review and an overview of the

remaining chapters of this dissertation.

Background to the study
As expectations of the society change demands from teachers, teacher education
programs change to®dIcNergney 2009. Expe¢ at i ons f or todayods
essential question: Do teacher education programs prepare teachers in alignment with
the expectations of the society today? Teacher education programs traditionally used
the transmission model to prepare teacherdfield. Acording to Darling
Hammond (2000, 20Q@he transmission model is outdated to meet the needs of
today's learners because individuals are seen as passive receivers of knowledge and
often students attend a collection of courses that are notlliokene another. The
acquisition of skills is challenging through the outdated transmission model and the
transmission model no longer appears teuigable (DarlingHammond, 2000,
2006. In contrast, the dominant approach to compulsory education in ohticé
world is the outdated transmission model of education that is based on transmission
of factual knowledge to students through lectures and textbooks (OECD, 2009). As a
result, the education community around the world has focused on reforming teacher

education programs with a view to increasing the effectiveness of teaching.

In the light of the reforms in teacher education programs, which take place
internationally, teacher education system in Turkey has also gone undergone changes
since 1982 when theigher education institutions took over the teacher education
institutionsk i mkek & Yeéel deér &.8ince thénpltlere havetbken 2 00 7
several attempts to restructure the Turkish teacher education system and discussions
continue to take place. Theiistry of National Education (MoNE) has passed a law

in order to prepare pigervice teachers for teaching profession through teacher



education institutions. According to this law teacher education institutions are

expected to help preervice teachers fia qualifications on general culture,

knowledge and competence on teaching skills, and suijgiter knowledge (MEB,

2010). Together with the reform in teacher education program in Turkey, which took

place in 2008, the competencies of teachers startddftdrom subject knowledge

to skills and general culture. Previously the focus of teacher education in Turkey was
academic and theoretical knowledge in the subject matter and practice was ignored

(ki mkek & Yeldéereéem, 2001)mthatHaokmacedrr , t og el
2008 the focus has shiftedttte competencies ad good/successful/effective teacher.

These competencies weredefined under main and sub competencies by a

committee that consisted of experts in teacher education from a wideofange

Turkish universities (MEB, 2008). The focus has shifted to personal and professional
values of teachers and the i mportance of
emphasized. The MONE«®e f i ned t he role of teacher a
student a individual and values all. Teacher conductsas#iessment and strives for
continuous change and development. Teacher is open to new ideas and knowledge

and plays an active role in developing hi
12). It is evidehfrom the newly defined role of the teacher that teacher education
system in Turkey has attempted to take p:
competencies that is happening internationally. Despite of the fact that reforms have

taken placein Turkeywyt devel op teachersd competenci e
of research on the sustainability of reforms in teacher education that would provide

evidence for the reform acts and their implementation (Ok & Eret, 2012).

Currently, the reforms in teacher education in the U.S. and Europe have shifted their

focus to more habitual ways tfinkingand behaving in teacher education.-Pre



service teachers are introduced to novel ways of knowing and behaving. These novel
ways ofknowing and behaving, which are defined as dispositions, came back to the
stage in full force in the early 1990s. In 1992, the Interstate New Teacher
Assessment and Support Consortium (INTASC) and then in 2008atienal

Council for Accreditation of Teder EducatiofNCATE) referred to the importance

of dispositions in teacher education programs. Focusing on dispositions in teacher
education has gained interest not because they affect current teaching behaviors, but
also because they can predict futuebdwvioral trends (Serdyukov & Ferguson,

2011). Practicing these behavioral trends over the course of a prograserpoe

teachers can continue displaying the same approaches when starting work in the
field. In the early 2000s, NCATE emphasized thatheaeducation programs across

the U.S. should cultivate professional dispositions. To achieve this, the glossary of

the NCATE website defined dispositions a
beliefs demonstrated through both verbal andvenbal behawrs as educators

interact with students, families, coll ea
The inclusion of dispositions in teacher
debate over the term teachersod6 dp.spositi
359). The abstract nature of the term ca
di spositionsd (Misco, Thomas and Shivel

came up with their own set of teacher dispositions, there vadiseflom scholars
and journalgo join in this heated debate. A variety of definitions have been
proposed and scholars have researched the connections between dispositions and

some other terms such as beliefs, identities, self, habits, manners, and values.

e -

\



Table 1

Suggested definitions for disposition(s)

Sources Suggested definitions for disposition(s)
Borko, Liston, Di sposi tions are individual
and Whitcomb  manner.

(2007, p. 361)

Diez (2007a, p.
394).

Dispositions are part ofset of larger abilities that include
knowledge, skill, values, beliefs, and commitments.

Dottin (2010, p.
27)

Pedagogical dispositions represent characteristics that anime
motivate, and directé abil.
professionalconduegnd are recogni zed
frequently exhibited, voluntary behaviors. If the dispositions, t
is, habits of mind, which in pedagogy are objects of intention,
to be distinguished from temperament, then they will have wr
may be termed @ognitive core. That is, pedagogical actions w
stem from cognitive appraisals of situations in which the
pedagogue must act and within which his/her dispositions are
embedded.

Katz (1993, p.
16)

A disposition as a pattern of behavior exhibitesdjuently in the
absence of coercion constituting a habit of mind under some
conscious and voluntary control intentional to broad goals.
Dispositions should not be confused with mindless habits suc
stopping at red light.

Katz and Raths
(1985, p. 306)

A disposition is an attributed characteristic of a teacher, one t
summari zes the trend of a t

NCATE

Dispositions are professional attitudes, values, and beliefs
demonstrated through both verbal and-merbalbehaviors as
educators interact with students, families, colleagues, and
communities. These positive behaviors support student learn
and development. (Retrieved on September 7, 2016 from
http://www.ncate.org/Standards/UnitStandards/Glossary/tabic
7/Default.aspx).

Nelsen (2015)

Dispositions are constituted of clusters of habits.

Perkins, Jay &
Tishman (1993)

Dispositions are consistent behavioral tendencies that include
three essential concepts: inclination, sensitivity and ability.

Thornton (2006,
p. 62)

Dispositions are habits of mind including both cognitive and
affective attributes that f
and impact the action one takes in classroom or professional
setting. They are manifested within relationships as mgan
making occurs with others and they are evidences through
interactions in the form of discourse.

The debate on the importance of dispositions in teacher education has encouraged

authorities to reconsider the effectiveness of their teacher education programs. The

Council of the European Union for teacher education included dispositions among its



priorities for teacher achievement; however, they acknowledged disposition as a
construct is challenging to define and assess (Caena, 2011). Therefore, many
educators have been calling for a more constructive examination and clarification of
what dispositionsra and the role they play in teacher educati2enion, 2007;

Murray, 2007;Stookderry, Schussler & Bercaw, 200€ontrary to the call for a

more constructivist examination of dispositions, some teacher education institutions
viewed dispositions as an egdal rather than a construct that can be developed over
time (Diez, 2007b). This has led some institutions use teaching dispositions as
screening tool to select teachers for a program, which in extreme cases has led to
malpractice suits where candidatek they were wrongly judged and prevented

from enrolling in a program. Such an approach to dispositions has started a new
tension among scholars, namely whether dispositions are fixed or malleable traits
(Diez, 2007a; Wasicsko, 2007). In either casedibeourse on dispositions is seen

as a significant in raising the consciousness of teacher educators and candidates

(Diez, 2007a).

Different than the recent reforms in teacher education in the U.S. and Europe, which
focus on t eac hersindeacher sdpoatmon in Tiurkay baye note f or m
focused on teachersod dispositions yet. S
only started to gain attention by a group of scholars in Turkey. In 2014, an

organizationin Turkeyd Ti p Mi yswmrdedddentien on the types of

dispositions to offer differentiated strategies for developing effective dispositions for
educational achievement. This organization in Turkey mainly aimed to draw

attention to the role of school counselors and parents imigetpildren develop

their dispositions. When compared to research on effective teaching dispositions in



other countries, the importance of cultivating effective teaching dispositions in

teacher education has not gained interest amongst scholars in Tetkey y

The lack of common grounding for dispositions in teacher education and the variance
amongst teacher education programs have created a gap in the sense that there is a
need to define effective teachingfdispos:i
Mind are offered as ongay of viewing dispositions in teacher education (Dottin,

2009, 2010). These sixteen Habits of Mind are defined as follows.

=

Applying past knowledge to novel situations

1 Creating, imagining, and innovating

1 Finding humor

1 Gathering dta through all senses

1 Listening with understanding and empathy

1 Managing impulsivity

1 Metacognition (Thinking about your own thinking)
1 Persisting

1 Questioning and problem posing

1 Remaining open to continuous learning

1 Responding with wonderment and awe

1 Striving for accuracy

1 Taking responsible risks

1 Thinking and communicating with clarity and precision
{ Thinking flexibly

1 Thinking interdependently



Each Habit of Mind consists of a set of intelligent behaviors, which are unpacked
and discussed in detail amdrelation to a conceptual framework, in the following

chapter.

For the purposes of this study, the researcher finds it essential to clarify certain

concepts and under which conditions they are used interchangeably. These concepts

are disposition, dispositions, and Habits of Mind. Clarification of these concepts for

the reader plays an i mportant role in unde

these terms are used interchangeably.

A disposition, in singular form, refers |
(teacher), one that summarizesthetrendof mperé s (t eacher 6s) act.i
contextso (Katz ®&i BRpobsti ba85efprprs306) a
character, temperament, nature and the r
combination of (or sum of) her/his dispositions/Halmt Mind.As Nelsen (2015)

suggests, fAifocusing on clusters of habit:

support the emergence of the | arger disp

Dispositions when used in plural form referctasters of habit¢§Nelsen, 2015).

ADi spositions are patterns of behavior e;:
coercion, constituting habits of mind under some conscious and voluntary control
intentional to broad goal so0 (dsmositbns 199 3,
toward belving intelligently when confronted with a problem to which the answer

is not known (Costa, 1991). In the light of these definitions, which are critical to this
study,dispositiongin plural form) and Habits of Mindreused interchangeably

throughout theext.

1C



It is also important to note that Dewey has been seen as the philosophical founder of
habits of mind (Campbell, 2006) and ther .
sense throughout the text. On the other hand, habit is a construct that has been
investigated in education, philosophy, psychology, and sociology, which is beyond

the purpose of this study to examine habit in other areas than education.

People have many dispositioasd many kinds of dispositions. Some researchers

would use dispositions to encompass beliefs, values, attitudes, and perceptions

(Combs, Soper, Gooding, Benton, Dedrick & Usher, 1969; Wasiscko, Wirtz &

Resor, 2009 For this study, the focus is on thostated to Habits of Mind as

identified by Costa and Kallick-henumberof habits or dispositions that a person

acquires may be more than what this study intends to exantadollowing

diagram intends to clarify how these concepts intercept or differ from one another for

the purposes of this study.is important to note that there may be other factors that

hel p gain insight into onefigedinthefsllpmngi t i on

diagram.

Habits of ™.

Mind )
(Dispositions)

Other :
dispositions and -
habits

Figure 1. A diagram displaying the intercepts of disposition, dispositions, and
Habits of Mind

11



As the diagram aims to inform, a teacher
habits/Habits of Mind/dispositions.ik beyond the purpose of this study to

investigate into each of these factors and the relation between these factors and
dispositions. Instead, the researcher focuses on sixteen Habits of Mind, which are
dispositions, and not any other habits or dispasiso. Ther ef ore, Cost a
model of dispositions, sixteen Habits of Mind, has been used as analytical framework

to examine the life experiences that have potentially contributed to five Turkish
teachersdé dispositi ons arawewaditoxe aeparhof Habi t s

their disposition.

Statement of problem
Teacher education institutions across the world continue to put dispositions amongst
their priorities in teacher education even though disposition is considered a
challenging construct tdefine and assess (Caena, 2011). There is a variety of
definitions offered by scholar8¢rko, Liston & Whitcomb, 2007; Diez, 2007b;
Dottin, 2010; Katz, 1993; Katz & Raths, 1985; Perkins, Jay & Tishman; 1993;
Nelsen, 2015Thornton, 200%bto understand dpositions in teacher education.
However, it is evident from the literature that there is not a consensus on definition

of disposition and how to assess it.

Onewayof viewing dispositions is Costa and
(Costa &Kallick, 2014). Habits of Mind have become popularized in education

programs and student learning as one way of viewing dispositions. In the current

study, tle works of Costa & Kallick (2000, 2008, 2Ql1ahd their representation of

Habits of Mind are feared. Their publications include a review of the literature and

an explanation of how they identified sixteen habits of mind associated with thinking

di spositions. Currentl vy, Costa and Kal |l

12



operationalized insomecourr i es & curricula such as Aust
(Habits of Mind Hub, n.d.). Although many educators are familiar with habits of
mind in general, and the model presented by Costa and Kallick in particular, there

has been limited research associated thigir work.

The current study began with the intention of investigating significant life
experiences that may have contributed to the development sixteen Habits of Mind as
presented by Costa and Kallick. The interest in this investigation came from the
recognition thanew ways of thinking and behaving in teacher education that can

help prepare teachers for a more challenging work field. However, these ways of
knowing and behaving can be manifested in different ways by different teachers;
some may adopt and apply themore efficiently than others. According to Darling
Hammond and BaratZnowden (2005) many teachers who complete teacher
education program are observed to lack even basic knowledge and field experience

in order to become a successful teacher in their fulasses.

This leads to the question of which life experiences have helped an effective teacher
develop her/his dispositions or Habits of Mind and which life experiences have
potentially contributed to this Hatacher 06:
of Mind significantly. Preservice teachers do not come to teacher education
programs asl mdiawnikdisdlag ®@ sdeviel opment, cul't
factors as inner filtersemwiudea tded ehari k)
dispositios ¢ Ser dyukov & Ferguson, 2011, p. 108
a moving forcedo (Dewey, 1938, p. 38) if
informs being open to growth and being motivated to increase knowledge and

abilities (Dweck, 2016).om t he 1 ncr ement al point of v

dispositions, which this study adopts, 4service teachers continue developing their

13



dispositions as their experience develops in the field. Some of their experiences

within the experiential continuum may lnénce their teaching practices and teacher

profiles. Therefore, this study is intended to investigate the influences of significant

|l i fe experiences of a group of teachers

Mind, which are based on intelligent beltas, as the analytical framework.

The researcher soon realized, however, that the theory behind Habits of Mind was

lacking in the literature. Therefore, a new problem emerged that a framework was

needed to identify and organize the theoretical foundatibrbits of Mind.The

researcher also needed a research methodology, which encouraged and allowed

teachers to constructively and thoughtfully identify their significant life experiences.

The researcher needed rich and extensive data to analyze howxpesences have
potentially influenced teachersd di sposi i
suggested narrative research as a way of
personal and professional lives. Therefore, narrative inquiry was the methodology

used for this study.

Purpose
The purpose of this narrative inquiry study, under the qualitative inquiry paradigm,
was to investigate the significant life experiences of five female teachers from
Turkey and the potential influences of those experiences ordtheslopment othe
dispositions as sixteen Habits of Mind. The researcher purposefully selected five
female teachers because all five participants were observed by the researcher to
display some or all Habits of Mind to varying degrees in and out & aamtext.
They were also recognized as successful teachers by the school communities that

they worked for, and they were open to sharing their life stories, which helped the

14



researcher understand the influences of significant life experiences on particga

dispositions as Habits of Mind through narrative inquiry.

To facilitate the analysis, a conceptual framework was developed based on extensive
review of the literature on dispositions, habit, and established educational theories
(Constructivism, SelRegulated Learning Theory, Incremental Learning Theory,
Mindfulness, and Emotional Intelligence). The purpose of developing the conceptual
framework stemmed from the lack of such a framework in the literature. The
conceptual framework was used as a datéysisaool to analyze the potential

i nfluences of significant | ife experienc:
displaying the connections between research findings in selected educational theories
and Habits of Mind. Through the framework the researalmed to provide

theoretical grounding for Habits of Mind and offer a conceptual framework that
enhances effective teaching dispositions based on established research in well

grounded educational theories.

The narrative inquiry phase included thre@lépth and operended interviews for
each participating informant. Through these interviews the significance of the shared
experiences and in what ways these exper.|
Habits of Mind and teaching practices were discudsealddition to these interviews
with each participant self and peer reports were developed to learn more about
participants.

Research questions
The research questions and guestions that guided this study include the
following:
1. Which significantlifee x per i ences, revealed from par

contributed to participantsé dispositio

15



2. What do the narratives of five Turkish teachers reveal about the contribution of

participantsdé significanmvind? i fe experien

a. Sub-question: What are the theoretical foundations to Habits of Mind?
b. Sub-question: How can these theoretical foundations be utilized to
devel op a framework to understand

significant life experiences on developmentaibits of Mind?

t

h

3. Based on the findings from participants

significant life experiences contributed to their teaching practices?

The results for the sutpuestions for the second main research question are provided

in Chapter 2, and revisited in Chapter 5 during the discussion of major finding 2.

Significance
Each year millions of teachers enter their classrooms. Some enter with strong
preparation and competencies while others may lack sufficient preparation and

competencies to teach all children. Darliigmmond and Barat3nowden (2005)

refer to strategiestoe |l p t eachers develop sufficient

thinking and actonsa bout teaching, children, and
They suggest exposing candidate teachers to excellent teaching and modeling of
good practice as one way daflping develop these habits. However, they emphasize
that i1t is I mportant to understand how
over time in order to design successful teacher education. Therefore, a first step is to
identify experiences that mdave contributed to the development of exemplary
teaching dispositions. Once these experiences are known, teacher education
programs can revise their course of studies to incorporate as many of these

experiences as feasible. To learn if the experieacehelping their prgervice

16
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teachers develop effective teaching dispositions, teacher educators can use Habits of
Mind. Since these habits are based on intelligent behaviors, they can look for these
actions in their candidates to gain insights into teeetbpment of teaching

dispositions.

In this study, narrative inquiry method was utilized to investigate the significant life
experiences of five Turkish teachers and explore the potential influences of their life
experiences on their development of Haloit Mind. Narrative inquiry was offered

as the method to frame when teachersdo | i
2000; Goodson, 1992). Therefore, it was hypothesized that the narratives of five

female Turkish teachers would provide rich data &laah significant life
experience and its influences on partici |

curriculum designers of teacher education.

While there have been discussions in the literature about the integration of intelligent
habits (Nelen, 2015) and, more specifically, Habits of Mind in teacher education
(Campbell, 2006; Costa, 199Cpsta & Kallick, 2014Dewey, 1922; Dottin, 2010,

2009, to date there has not been a conceptual framework for the theoretical
grounding for Habitsof Mindg s peci al |l y Costa and Kallick
This study provides such a framework; it is designed to explore the intersections

bet ween each Habit of Mind and the habit
established educational theories.tharmore, the study applies the framework as

part of its narrative inquiry into teach:i
the teacher education with a tool it can use to help analyze and devekgnpce

teachersod6 Habits of Mi nd.

17



The studyalso aims to raise awareness about the inclusion of dispositions in teacher
education programs within Turkish context as the restructuring of teacher education

programs in Turkey has not yet focused on teachers' dispositions.

Definition of terms

The defnitions of terms that attach importance for this study are provided below.

Dispositiont/A di sposition, in singular form, re
person (teacher), one that summari zes t hi
particular contextso (Katz & Raths, 1985

her/his personality, temperament and accumulation of her/his habits and dispositions.

Dispositions:Dispositions refer talusters of habitgNelsen, 2015), which are

referrel as sixteen Habits of Md in this study (Dottin, 2009, 20} @lispositions are
attributed characteristics of a teacher
tendencies to act in a particular manner (Borko, Liston & Whitcomb, 2007; Katz &

Raths, 1985)Thereforedi sposi ti ons include teachersé

classroom through which values and beliefs are displayed.

Habit of Mind: A Habit of Mind refers to having a disposition toward behaving

intelligently when confronted with a problem to whicle gmswer is not known

(Costa, 1991). For the purposes of this study | am using Costa and Kallick's sixteen

Habits Of Mind as the conceptual framework for exploring dispositions. The term

Habits of Mind will be capitalized throughout the text wheneverékearcher refers

to specifically Costa and Kallickés mode!
uses of habits of mind (e.g., Deweyods r el

mind will not be capitalized.

18



Intelligent behaviorintelligent behavwr refers to problem solving behavior that is
constructed by experience gained through social interactions (Dewey, 1933). Each

Habit of Mind includes intelligent behaviors that are expected to be in action when a
specific disposition is displayed. For iaste: if a person has the habit of thinking

flexibly that person can display the intelligent behavior of changing perspective and
generate alternatives as well as considering a variety of options. The intelligent

behaviors associated with Costa and Kaflick si xt een Habits of Mi

italicized throughout the text.

Significant Life ExperiencesSignificant life experiences refer to the experiences

t hat are subjectively valued by the indi-~
form a new way of timking; continue forming, expanding and/or changing his or her

way of thinking (Merriam & Clark, 1993). Therefore, in order for an experience to

be considered as significant for this study it is expected to include the following

aspects:

1 The significant lie experiences are personally valued. An experience may be
regarded as significant for one, but it may not be for another. Therefore, any
experience that is personally valued by an individual will be probed into more
deeply.

1 The significant life experience leads to some kind of change within the
individual. This change is not always for the good (e.g. individuals may stop
getting on well with people after a traumatic experience). The significant life
experiences may influentceh e i ndi vi dual sé present al
or a bad way. Such a view is also subjective. Therefore, the discussions on

significant | ife experiences in this
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significant | i fe expericaethifeexperieaces but a|

influences individuals.

Conclusion
This introductory chapter has provided background to the study, established the
research problem, described the purpose of study, identified the guiding research
questions, determined the significanof the study, and defined the key terms that

attach significance for this study.

Chapter two consists of two parts. Part | providesew ofselected literatureelated

to Deweyds concept of habit and disposit]
Mind and theoretical foundation to sixteen Habits of Mind, the constructed

conceptual framework for this study. Part Il provides review of literature related to
Deweyds theory of experience, significan
narrative imuiry to investigate the role of experiences within the context of

education.

Chapter three describes the methodology of the study and it consists of the following
sections: background on research methods, qualitative paradigm, narrative inquiry,
methodolgical assumptions, narrative epistemology, research design, context,
participants/sampling, instrumentation, method of data collection, method of data

analysis, and establishing trustworthiness in qualitative inquiry.

Chapter four consists of three staglse first stage provides the results of exploring
narratives to define the significant life experiences. The second stage provides the
results of analysis of narrative data using the conceptual framework that is developed

by the researcher with the comfiation of an expert in educational psychology. The
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third stage provides the results for the

life experiences on their teaching practices and teacher profile.

Chapter five provides theonclusions of the study. It consists of overview of the
study, overview of findings, major findings and conclusions, implications for

practice, implications for further research, and limitations of the study
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CHAPTER 2: REVIEW OF RELATED LITERATURE

Introduction
The main purpose of this study was to use narrative inquithyeasethodology to
investigate the potential influences of significant life experiences on the development
off i ve tdispositiorsmassixteen Habits of Mind as delineatediosta
andKallick (2000). This chapteconsists of two parts. Part | provideview
of selected literature e | at ed t o Deweyds concept of ha
Kallickés sixteen Habits of Mind and t he:
Mind that includes review of literature related to educational theories
(Constructivism, SelRegulated Learning Theory, Incremental Theory, Mindfulness,
Emotional Intelligence), and the constructed conceptual framévarkhis study.
Part Il providesreéew of | i terature related to Dewe
significant life experience research, and the use of narrative inquiry to investigate the

role of experiences within the context of education.

! The constructed conceptual framework for this study and most of Part | of Chapter 2 has

been used as a resource for researcherés pub
press)Using Habits of Mind, intelligent behaviors and educationalribedo create a

conceptual framework for developing effective teaching dispositlmsnal of Teacher

Education Used with permission.
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PART |
Deweyan habit and dispogion

Many scholars@osta & Kallick, 2014Dottin & Sockett, 2006Dottin, 2009;
Nel sen, 2015; Richhart, 2001; Thornton,
habit to investigate the effective use of the term dispositions in teacher education.
Almost a century ago Dewey too struggled with finding a term to best express
dispositions.

But we need a word to express the kind of human activity which is

influenced by prior activity and in that sense acquired; which contains

within itself a certain ordering or systematization of minor elements

of action; which is projective, dynamic in dity, ready for overt

manifestation; and which is operative in some subdued subordinate

form even when not obviously dominating activifpewey, 1922, p.

41)
In his early work, Dewey (1922) referred to disposition as the underlying motivator
and organizefor intelligent behaviors. He uses disposition and habit interchangeably
except when habit is used in its ordinary sense where it may sound like a mindless
and automati c r es psenmsasunderstanBsysomethihglpracticalo mmo n
and moving. It undstands the body dfabits of active dispositionemphasis in the
original] which makes a man do what he d
to confuse the concept of Deweyan habit with the ordinary use of habit.

The word habit may seem twistednsewhat from its customary use

when employed as we have been using it. But we need a word to

express that kind of human activity, which is influenced by prior

activity and in that sense acquired; which contains within itself a

certain ordering or systemadizon of minor elements of action; which

i's projective, dynamic in qualityé Ha

nearer to donating these facts than any other words. If facts are

recognized we may also use the words attitude and dispositions
(Dewey, 1922, pp31-32)
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Deweyan habit is built mindfully as a result of interacting environing and internal

factors. These environing factors include people, events, problems, and situations as

well as physical factors with which the individual interacts. The internal factors

include sensitivity, motivation, and ability. Dewey criticizes the ones who tended to
define habit as solely repetitive acts. |

been used in a somewhat broader sense than is usual, we must protest against the

tendeemy i n psychol ogi cal l' iterature to | i mi
p. 32). Habits can appear in two for ms:
terms, grow from our experiences and fev

1938, p.38). However, not all our experiences are educative and Dewey suggests

that the goal of education is to focus on educative experiences that are likely to help
learners develop effective habits. Dewey (1922) considers these effective habits as
intelligent habits that retain their plasticity, and that are revisable. When habit is

viewed as dynamic and revisable and other conditions are met (e.g., the individual

|l earnerd6s internal factors: sensitivity,

usedinte changeably with dispositiono (p. 32)

Dottin (2009) also argues, f@Athat disposi:
there is a relation of dispositions as habits of mind and intelligent professional
conducto (p. 87). Heyodrse meinnddosr stehnee nrte aodfe rr e
thinking and the development of mindful and thoughtful habits for intelligent
behaviors. Dottin emphasizes that these |
behaviors, but developed deliberately through reflective experimentabm

solving. When a person employs these habi

intelligent professional conducto (p. 86
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educational perspectives on qualities of intelligent professional conduct, including

Cosa and Kallickdés (2000) Habits of Mind.

Teachersdé dispositions as sixteen
Although viewing dispositions, as clusters of habits is not a new idea, using Costa
and Kallickds model of sixteen Habits of
rarely mentioned in the literatur&.Habit of Mind means having a disposition
toward behaving intelligently when confronted with a problem to which the answer
is not known (Costa, 1991). Behaving intelligently refers to problem solving
behavior that is catructed by experience gained through social interactions

(Dewey, 1933)These sixteen Habits of Mind are:

1 Applying Past Knowledge to Novel Situations
1 Creating, Imagining, and Innovating

1 Finding Humor

1 Gathering Data through All Senses

1 Listening withUnderstanding and Empathy
1 Managing Impulsivity

1 Metacognition (Thinking about Thinking)

1 Persisting

1 Questioning and Problem Posing

1 Remaining Open to Continuous Learning
1 Responding with Wonderment and Awe

9 Striving for Accuracy

1 Taking Responsible Risks

1 Thinking and Communicating with Clarity and Precision
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1 Thinking Flexibly

1 Thinking Interdependently

Each Habit of Mind includes intelligent behaviors that are delineated by Costa and

Kallick, and are expected to be in action when a specific disposition is didplagr

example, if a person has the Habit to Think Flexibly, that person displays the

intelligent behavior othanging perspectivendgenerates alternatives as well as

considering a variety of optiontntelligent behaviors are the external outcomes of

the interaction between our cognition and emotions; they are what we can observe

unlike neurological processes (Peddrarez & TimonedaGallart, 2007). These
behaviors may provide clues about oneds
strategiesash oneds di sposition (Diez, 2006; Mu |
behaviors are selvident and observable, but in other cases one needs to inquire into

these behaviors as they may include cognitive processes that are not directly

observable (Burant, Chubblkk , & Whi pp, 2007) . Burant et
and experience tell us that behavior can accurately be described as frequently, if not
always, flowing congruently from interior values, dispositions, and moral
convictionso (p. AdtBerelation heevgen dispésiiomswane d g e |
behaviors are complex and that Athis c¢omj
analysiso (p. 402). This call supports t|

of the relation between dispositions and inteltigbehaviors.
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Theoretical foundations to Habits of Mind: Towards constructing a conceptual

framework

When the literature related to sixteen Habits of Mind is reviewed, there is little

theoretical backgrounithathas been provided for Costadfd | | i ck 6s model
Therefore, the researcher aimed to develop a conceptual framework that would
provide theoretical grounding for Costa
constructive way of viewing teachersoé6 di
investigation with searching for consistenciesassn intelligent behaviors, which

are associated witkixteenHabit of Mindand research from establesheducational

theories. In order to find out the consistencies, the researcher conducted an extensive
qualitative content analysis to explore which educational theories could be used to
associate with intelligent behaviors, aubsequenti{dabits of Mind. The

researcher started the content analysis process with experiential knowledgéhthat is

r e s e asrownrkeowlédge and experience about sixteen Habits of Mind which he
developed through readim@evelopmental Series of Habits of Miaad meeting

with an expert educator who is knowledgeable and experienced in using Habits of

Mind in educational setting¥he content analysis process (see Figure 2) included
continuous search and relating of what is found in the literature about established

educational theories with intelligent behaviors.
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Which habits fit best with which theories?
-

Reviewing the lterature and defining potential theories
\ 71| that could be linked to the Habits of Mind - /

Drawing the preliminary links between theories and Habits of Mind using
intelligent behaviors as codes to identify consistencies

Narrowing the list of theories thatcan be linked to the
\ Habits of Mind

Blind coding of the Habits of Mind and selected educational theories by an expert
educational psychologist andhe researcher

J

Clustering the Habits of Mind and associated theories ir|
two categories: Thoughtfulness and mindfulness

Review of the clustered theories, associated Habits of Mind, and intelligent beha
by research committee experts in the field of teacher education and educational
psychology

Reporting the results of directed content analysis:
Constucting a conceptual framework

Figure 2.A model displaying the qualitative content analysis process to develop a
conceptual framework

A directed approach was used to guide the content analysis pfdsess &

Shannon, 2005). This approach, also called deductive category assignment

(Marrying, 2014), entails identifying categories prior to the analysis and using
predetermined codes or key concepts to assign the reviewed text to the categories.

For the currenaralysis the categories used were educational theories and the codes

were the intelligent behaviors associated with Habits of Mind. Through review of the
literature and consulting with pgrts in the field of educatiom;i t hi n t he st ud

examiningcommittee, the researcher chose the following theories as categories:
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Constructivism, Incremental Theory, S&8légulated Learning Theory, Mindfulness,

and Emotional Intelligence.

The next step was to get a better understanding of the codes that researcher planned

to use to relate Habits of Mind ealucationatheories. The researcher unpacked the
intelligent behaviors associatedbwith Co:
and used them as a common denominator to cluster the educational theories and
construct a&onceptual framework. Bommon denominators def i ned as fAs
(such as a feature or quality) that 1is sl

fa common trait-Webstert hemeo (Merriam

These common denominators served as codes to hefppaleseidentify
consistencies betwesixteen Habits of Minénd educational theories (Patton,
2002). As consistencies emerged, the intelligent behaviors that were previously
clustered under certain Habits of Mind by Costa and Kallick (2000, pp5p&ere
re-grouped under associated theories. For example, one of the Habits of Mind,
Persisting, includes the following two intelligent behaviti®zing a repertoire of
alternative strategies for problem solving and employing a whole range of these
strategiesandnot giving up easilyBased on the findings of content analysis, the
researcher decided to place the first behavior undeiRegjtilated Learning Theory

and the second under Incremental Theory

With the directed content analysis approach, there limace for researcher bias

(Hsieh & Shannon, 2005). I n order to deal
consulted with an expert educational psychologist knowledgeable with these theories

to confirmtheassociations. The researcher conducted a blind coding process with an

expert educational psychologist. During this process, the associations between
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Habits of Mind and educational theories were made separately by each coder using
the intelligent behavieras common denominator. After the blind coding process, the
researcher and educational psychologist compared their findings to see how they
coded the associations. The initial agreement level betweeesibarcheand the
educational psychologist was hi¢g87 %). In order to learn the reasons behind the
differences between the coders, tegearcheand the educational psychologist had a
meeting during which they referred to the relevant literature to resolve the

differences. After the meeting, there Wal agreement.

Then the researcher decided to group the theories, as some theories were related to
cognition and others were related to emotions. A logical start to the grouping the
theories was found in work of Dottin (2009) and his discussion ofripertance of
thoughtfulness and mindfulness to make professional conduct more intelligent (p.
85). To Dottin, mindfulness and thoughtfulness help to ground pedagogical
dispositions as habits of pedagogical mindfulness and thoughtfulness that render
profesgonal actions and conduct more intelligent. Mindfulness and thoughtfulness
are key factors in acting intelligently, for to get results without intelligent control of
means is to forego intelligent inquiry and intelligently controlled habit (Dewey,

1922). Therefore, the researcher used findings from content analysis to decide which
theories were more thoughtful (directly related to learning) and which more mindful
(supportive of learning). The analysis resulted in grouping Constructivism,
Incremental Theory$elf-Regulated Learning Theory together as theories directly
related to learning, and identifying Mindfulness and Emotional Intelligence as

theories that are supportive of learning processes.
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Theories that are directly related Theories that are supportive of
to learning learning

Constructivism

Mindfulness
theory

Incremental
Learning Theory

Emotional
Intelligence

Self-regulated
Learning Theory

Figure 3.A model displaying theories relevant to thatfginess and mindfulness

After forming these two groups, content analysis was used to deduct which
intelligent behaviors and associated Habits of Mind were directly related to learning

(thoughtfulness) and which were supportive of learning (mindfulness).

Intelligent behaviors and Habits of Mind related to thoughtfulness

Constructivism theory and associated intelligent behaviors

Constructivism is a learning and meaning making theory that focuses on the

construction of knowledge and meaning by individgals | t anér , 2012) .
principles of constructivism are that learners can only make sense of new situations

in terms of their existing understanding. Learning involves an active process in

which learners construct meaning by linking new ideas \iir £xisting

knowl edgedo (Naylor & Keigh, 1999, p. 93)
So far many educational theorists have s
knowledge Piaget claims that knowledge is acquired as a result of modifying

existing structures to fit the new data or ditmathrough assimilation and

accommodation (Bodner, 1986). For Piaget acquisition of knowledge islange

process through which we-structure and modify our experiences based on the

existing schemes in our minds to expand these existing schenwesitoraodate the
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new knowledge or situation. Therefore, learning becomes meaningful only if the new

knowledge is relevant to the existing schemes (Bodner, 1986).

Like Piaget, Vygotsky claims that individuals create knowledge that is built upon the
existingknowledge and that is relevant to existing knowledge (Powell & Kalina,

2009). Vygotsky focuses more on the social aspects of the mind when constructing
the knowledge. Vygotsky stresses the importance of language development and
collaboration when learningPowell & Kalina, 2009). Vygotsky draws our attention

to the importance of clarity in language as learning occurs when there is clarity
(Powell & Kalina, 2009). Within the teaching context, some students may grasp
concepts more quickly compared to otherd aome may struggle during the tasks.

In a similar case some students may seek help from others (e.g., peers or teachers) to
assist their learning. Teachers who use a constructivist approach are likely to create a
community of collaboration in the classra that may provide opportunities for

learners to interact more and develop thinking dispositions (Da/Bssles &

FowlerHaughey, 2007).

In constructivism there is an emphasis on modeling new behaviors through careful
observation (Bandura, 1977), worgim teams (Coppen, 2002), building upon prior
experience and knowledge, transferring the prior knowledge to novel situations,
questioning and inquiring, collaborating with others and use of language as a means
of communication, and gathering data usingaety of sources especially sources

from real life. The importance of the application of past knowledge to new situations,
cooperative learning, developing and using mental maps, inquiring, and clarity in
communication are consistent with the specifrgdlligent behaviors and Habits of

Mind.
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Table 2

Habits of Mind and intelligent behaviors related to Constructivism

Habits of Mind

Intelligent behaviors

Applying Past

Knowledge to New

Situations

Accessing prior knowledge and work to transfer knowle
beyond the situation in which it was learned
Calling upon oneb6s store
sources of data to solve each new challenge
Abstracting meaning from one experience, carrying it
forth, and applying it in a novel situation

Creating,Imagining

and Innovating

Generating new and novel ideas, fluency and originality
Seeking feedback from others to refine their techniques

Gathering Data througt

All Senses

Paying attention to the world around and gathering date
through all of the senses

Metacognition
(Thinking about
Thinking)

Reflecting on experiences
Developing and using mental maps
|l ncreasingly aware of one

Questioning and Posini

Problems

Developing questioning strategies to produce data
Asking questions that makausal connections and
relationships

Remaining Open

to

Continuous Learning

Continuously searching for new and better ways

Taking Responsible

Risks

Drawing on past knowledge, being thoughtful about
consequences

Thinking and

Communicating with
Clarity and Precision

Striving for accurate communication in both written and
oral form

Thinking Flexibly

Changing oneb6s perspectiwv
well as considering a variety of options

Thinking
Interdependently

Being able to work with anigarn from others

Note.FromCosta, A., & Kallick, B. (2000)Discovering and exploring habits of mifup.
22-38). Alexandria, VA: Association for Supervision and Curriculum Development.

Incremental theory and associated intelligent behaviors

Although discussions over the malleability of intelligence continue to take place,

NCATE (2008) proposed that one of the professional dispositions that teachers are

expected to attain is the belief that all students can learn. This statement has put an

emfhasi s on teachersd beldi

ef s

and

moti vat.i

students to build positive attitudes and perception toward leatdiG@gA T E 6 s

expectations from teachers and research findings on attaining positive attitudes and

perceptiongbout learning as the key dimension for successful learning suggest that
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both teachersdé and studentsd own moti vat

successes (Haimatz, Wormington & Corpus, 2011).

Seeing positive attitudes and perceptions about leaasinige key dimension for

|l earning holds significance for DweckOos |
learner. Entity learners believe that intelligence is fixed andchanging. They are

motivated by successful displays of ability and attaining favierjudgments. They

may quit when problems prove difficult, assuming they are not smart enough. On the
contrary, incremental learners view intelligence as malleable (Haimatz, Wormington,

& Corpus, 2011). They are motivated to increase their knowledgakalitees

approaching challenging situations with persistence and a desire to learn (Dweck,

2000. The work of Bandura and Dweck (1985) provides an insight into dispositional
side of thinking and how oneds atctitudes
intell ectual growth. The findings of thei
intelligence works determines how persistently that person will invest in a

challenging intellectual taskacremental learners are in contrast to entity learners

who beleve that intelligence is fixed and nehanging. Entity learners are

motivated by successful displays of ability and attaining favorable judgments. They

may quit when problems prove difficult and assume they are not smart enough.

Mindsets can shape socfalccess at school as well as academic success and this is
promising for educators and parents. Furthermore, there has been a growing body of
research demonstrating that growth mindset behaviors can help thwart depression
and aggression and help increase/@r and creativity (Dweck, 2016). Since

intellectual ability beliefs have roots in parenting and education, this means it is
important to appreciate that a fixed mindset can be reset (Dweck, 2016). Research

has shown that positive attitudes and perceptabout learning are key for
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successful learning and that both teacher and student motivation may affect student

achievement (Haimovitz et al., 2011). Furthermore, modeling positive perceptions

and attitudes toward | ear mofthgroway i mpact

perceptions and attitudes (Rattan, Good, & Dweck, 2012).

Costa and Kallick (2008) suggest that successful learners constantly look for ways to
improve and see challenges as opportunities to learn, they have high expectations of
themselves ey are eager to learn throughout their lives, and they strive for
improvement, growing, learning and improving themselves. These intelligent

behaviors find their places in Dweck©o6s

Table 3
Habits of Mind and intelligerttehaviors related to Incremental Theory

Habits of Mind Intelligent behaviors

Persisting Remaining focused on tasks and looking for ways to rei
a goal even when one is stuck
Not giving up easily
Persevering in tasks through to completion

Remaining Opeto  Continuously searching for new and better ways

Continuous Being eager to learn throughout lifetime

Learning Striving for improvement, growing, learning, modifying,
and improving oneself

Responding with  Enjoying the challenge giroblem solving and continuing
Wonderment and  to learn throughout their lifetimes

Awe Being curious about ordinary things

Striving for Striving to always do one
Accuracy Checking for ways to improve constantly

Taking Accepting confusionyncertainty, and the higher risks of

Responsible Risks failure as part of the normal process
Accepting setbacks as challenging and growth producir

Note.FromCosta, A., & Kallick, B. (2000)Discovering and exploring habits of miap.
22-38). Alexandria, VA: Association for Supervision and Curriculum Development.

SelfRegulated Learning Theory and associated intelligent behaviors

In an era of technological distractions, selfjulated learning is becoming more

important.Self-regulation inplies learners monitor and govern their own learning.
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They resist being distracted and reactive to external motivations. It involves

understanding and contting learning environments fBink, 1996). The ability for
selfregulation can be a predictor®ft udent sé6 success in schoo
way to succeed even in the cases of obstacles, poor study conditions, demotivating
teachers punclear texts (Zimmerman, 1990, 199elfregulation includes setting

goals, managing time, applying learningagtgies, conducting sedfvaluation,

seeking support, fostering intrinsic motivation, and developingesitfacy

(Zimmerman, 2002).

Zimmerman (2002) claims thatselfe gul at ed | earning strateg
from instruction and modeling by parents, teachers, coaches, and peers. In fact, self
regul ated | earners seek out help from ot |
(200 1) suggests that teachers can model st
ATeachi ng -regulatibndirsteequirasasttomg teacher sefjulation.

Children learn to regulate thoughts, feeling, behavior and emotion by watching and
respondingtoad!| t s-ve gell dti ono (Florez, 2011, p.
show their students how planning results in positive outcomes and reduces anxiety.
Teachers can also model persisting in complex situations and not giving up as

persisting through chahging tasks can help learners regulate their anxiety and

teachers can show how they persist in the face of challenges. Schraw, Crippen and
Hartley (2006) suggest that these strategies may help individuals understand and

control their learning environmeand help them plan, monitor, and evaluate their

own learning. In other words, they will develop ways of thinking that help them

regulate and monitor their own learning.

Individuals can improve their selégulatory processes by setting goals, selecting

appropriate strategies to achieve our purposes, implementing those strategies, and
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monitoring progress3chunk & Zimmerman, 199&hunk, 199% Marzano (1992)
and Costa and Kallick (2000) suggest that habits of mind can help learners to

regulae their own larning processes.

Table 4
Habits of Mind and intelligent behaviors related to $&dfgulated Learning Theory

Habits of Mind Intelligent behaviors

Applying Past Knowledge Accessing prior knowledge and work to transfer knowlec

to New Situations beyond the situation in which it was learned
Calling upon oneds store
sources of data to solve each new challenge
Abstracting meaning from one experience, carryirigrih,
and applying it in a novel situation

Creating, Imagining and Conceiving problem solutions differently, examining

Innovating alternative possibilities from many angles

Gathering Data through Being aware of the pathways for gathering data making
All Senses use of a variety of sources

Managing Impulsivity Intentionally establishing a vision of a product, action plz

goal, or destination before acting

Developing a strategy for approaching a problem
Taking time and thinking before acting
Remaining calm, thoughtful and reflective

Metacognition (Thinking Developing a plan of action, maintaining that plan in min
about Thinking) over a period of time, then reflecting on and evaluating t
plan upon its completion
Reflecting on and evaluatinbe quality of skills and
strategies
Reflecting on experiences
Developing an action plan based on reflection
Being aware of oneds own
and their effects on others

Persisting Remaining focused on tasks and look for wayedoh a
goal even when one is stuck
Having a repertoire of alternative strategies for problem
solving, and employing a whole range of these strategie
Collecting evidence to indicate if the problawlving
strategy is working,okand
knowing how to back up and try another
Persevering in tasks through to completion

Questioning and Posing Developing questioning strategies to produce data
Problems Asking questions that make causal connections and
relationships

Taking Responsible Rks Drawing on past knowledge, being thoughtful about
consequences

Note.FromCosta, A., & Kallick, B. (2000)Discovering and exploring habits of mifup.
22-38). Alexandria, VA: Association for Supervision and Curriculum Development.
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Intelligent behaviors and Habits of Mind related to mindfulness

The increasingly complex dynamics of schools as learning environments demands
teachers to possess the habits of mind in order to be able to pertain and develop their
emotional and psychological wadeingwhen faced with problems. Teachers may

face many challenges during a school day and then continue teaching while trying to
contribute to student s 0-bengi®everalohCodtaaadn d p s
Kallickds Habits ofhaNbrsrhdt havenaffdctivelagtributas.t e | | i
These behaviors involve the development of emotional and psychological well

being. The theories of mindfulness and emotional intelligence serve to further

understand these behaviors.

Mindfulness theory and associatetkelligent behaviors

Schools as being one of the most dynamic working places teachers may face many
chall enges during a school day Wwdngch can
and thus, the supportive classroom environment. Mindfulness pracdices

contribute to emotional setegulation and improve flexibility of teachers and

student s. I ntegrating mindfulness practi
psychological welbeing and contribute to positive relationships between teachers

and stuents(Meiklejohn et al, 2012).

A number of theorists and researchers have explained what is meant by mindfulness.
KabatZi nn (2003) defines mindfulness as MfApe
present moment, and nqgudgmentally . . . unfolding the experience moment by

mo me n t1é4). Thp idea is for individuals to be aware and conscious of their
thinking processes. Langer (2000) define
which we are actively engaged in the present, noticing new things and sensitive to

context.o Kepyt 22D016) defines mindful ness
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the capacity in each of us to be present one hundred percent to what is happening
within and around us. It is the miracle that allows us to become fully alive in each
mo ment 0 (tpree defiitipns holdlimplications for the benefits of practicing
mindfulness in educational settings such as thinking before acting, giving thinking
time for students before they rush in for the answers and solutions, and paying full

attention (Hoyt, 206).

Mindfulness is relatively new to-K2 education; however teacher professional

programs in many countries offer mindfulness training. Roeser, Skinner, Beers and
Jennings (2012) have created Mindfulness Training programs for teachers to develop
habitsé mi nd r el ated to awareness of oneos
helping teachers be more mindful improves their health andbegib; they learn

how to create positive learning environments for their students. Broderick and Frank
(2014) considesustained and structured mindfulness programs fundamental for
educators to support | earners6é cognitive
distress tolerance. As schools are places where students spend most of their-times, in
school mindfulness pctices may help students enhance their emotional competence
and manage negative emotions. Broderick and Metz (2009) suggest that through
sustained and structured mindfulness programs (e.g., learning2breathe.org) may help
reduce negative feelings and inese calmness and relaxation. Mindfulness practices

can also help students become more aware of their own feelings and manage

negative emotions. Therefore, Broderick and Metz (2009) suggest that educators
should be knowledgeable about cognitive and emdtaeselopmental processes.

Table 5 identifies intelligent behaviors associated with Mindfulness Theory. The
findings from Mindfulness research and related intelligent behaviors can provide

strategies to support the development of mindfulness skills.
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Table5
Habits of Mind and intelligent behaviors related to Mindfulness Theory

Habits of Mind Intelligent behaviors
Gathering Data througt Being aware of the pathways for gathering data at
All Senses making use of a variety of sources

Paying attention to thevorld around and gathering
data through all of the senses

Managing Impulsivity — Taking time and thinking before acting
Remaining calm, thoughtful and reflective

Responding with Finding the world as an awesome and mysterious
Wonderment and Awe entity
Being intrigued with phenomena and the surrounc

beauty
Taking Responsible Accepting confusion, uncertainty, and the higher
Risks risks of failure as part of the normal process

Not behaving impulsively

Note.FromCosta, A., & Kallick, B. (2000)Discovering and exploring habits of miap.
22-38). Alexandria, VA: Association for Supervision and Curriculum Development.

Emotional Intelligence and associated intelligent behaviors

Finally, there are intelligent behaviors associated with emoéindghinking.

Emotions can direct our short and letegm thoughts (Rchhart, 2001). When we
encounter a situation that we can feel empathy for, then our emotions may guide us
to do something about that situation. The increasing number of demands and
stressors teachers face can influence their ways of thinking and their ability to
manage emotions. Therefore, teacher education needs to address emotion in
education more explicitly to help teachers improve their social and emotional

competence (Hawkey, 2008tayer, Caruso, & Salovey, 1999).

Jennings and Greenberg (2009) provide a model of emotional intelligence that

il lustrates how teacher sd s darngaffectthend e mo !
classroom climate and st udndcoutodessoci al a
Emoti onal I ntelligence Aincludes the abil

access and generate emotions so as to assist thought, to understand emotions and
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emotional knowledge, and to reflectively regulate emotions as to promotepaioti

and intellectual growtho (Mayer, Salovey
(1995) definition of emotional intelligence includes attributes such as empathy,

impulse control, persistence, and delayed gratification. Factors such as family,

friends, maital relations, and life stress play a role in developing emotional
intelligence. Ferro (1993) states fAemot i
29) and indicates the importance of teacl

emotional intelligene.

Teacher educators can use intelligent behaviors to identify strategies that help pre
service teachers become socially and emotionally more competent (Goleman, 1995).
For instance, teacher educators can place value on sense of humor and how it may
contibute to supportive learning environments. Likewise, teacher educators can
model these behaviors lggntly attending to another personremaining calm and

not behaving impulsivelyntelligent behaviors related to Emotional Intelligence are

listed in thetable below.
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Table 6

Habits of Mind and intelligent behaviors related to Emotional Intelligence

Habits of Mind

Intelligent behaviors

Finding Humor

Placing value on having sense of humor
Appreciating and under st
Being able tdaugh at situations and themselves

Gathering Data
through All Senses

Being aware of the pathways for gathering data and
making use of a variety of sources

Paying attention to the world around and gathering d
through all of the senses

Listening with
Understanding and
Empathy

Gently attending to another person demonstrating an
understanding of and empathy for an idea or feeling
Making an effort to perc
emotions

Managing Remaining calm, thoughtful amdflective
Impulsivity
Persisting Being comfortable with ambiguous situations

Taking Responsible
Risks

Accepting confusion, uncertainty, and the higher risk:
failure as part of the normal process

Not behaving impulsively

Knowing when to take educated insteadgjulsive
risks

Thinking and
Communicating
with Clarity and
Precision

Striving for accurate communication in both written a
oral form

Thinking Flexibly

Considering alternative points of views
Tolerating ambiguity up to a point

Thinking
Interdependetty

Being able to work with and learn from others
Being sensitive to the needs of others

Note.FromCosta, A., & Kallick, B. (2000)Discovering and exploring habits of mind
(pp. 2238). Alexandria, VA: Association for Supervision and CurriculDevelopment.

Intelligent behaviors associated with more than one theory

The above discussion explained how intelligent behaviors can be associated with
selected educational theories. Based on the findings from content analytaseof re

literature, some of these intelligent behaviors can be linked to more than one theory.

For instance, the behavior @maining calm, thoughtful and reflectivader the

Habit of Persisting can also be associated with-Beffulated Learning Theory,

Mindfulness, and Emotional Intelligence. An individual with seljulated learning
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skills is expected to display the behavioreiaining thoughtfylan individual with
mindfulness skills is expected to display the behavioefdction and an individual
with emotional regulation skills is expected to display the statens&ining calm
Such an integrated approach to Habits of Mind is also discussed by Costa and
Kallick (2000). They suggest that the habits can be clustered and ircasagthey
are not displayed in isolation. The findings of content analysis support such an
argument. Table 7 shows only the common intelligent behaviors and with which

theories they are associated.
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Table 7
Intelligent behaviors that are associated withrerthan one theory (C =Constructivism, IT = Incremental Theory, SRL=Regjfilated
Learning, M = Mindfulness, El = Emotional Intelligence)

144

Habits of Mind Intelligent behaviors CIT SRL M EI
Accessing prior knowledge and work to transfer knowledge beyond & 6
Applying Past situation in which it was learned
Knowledge to New Situations Calling upon oneds store of knod )
data to solve each new challenge
Abstracting meaning from orexperience, carrying it forth, and 6 6
applying it in a novel situation
Gathering Data through Being aware of the pathways for gathering data and making use of 6 6 6
All Senses variety of sources
Paying attention to the world around agdthering data through all of & 6 6
the senses
Managing Impulsivity Taking time and thinking before acting 6 6
Remaining calm, thoughtful and reflective 6 6 6
Metacognition Reflecting on experiences 6 6
(Thinking about Thinking) Beingpaware of one6s own thoughts 6 O
effects on others
Remaining focused on tasks and look for ways to reach a goal ever o (o)
Persisting when one is stuck
Persevering in tasks through to completion O o6
Beingcomfortable with ambiguous situations 6 6
Questioning and Posing Developing questioning strategies to produce data ) )
Problems Asking questions that make causal connections and relationships O 6
Drawing on pasknowledge, being thoughtful about consequences & (o)
Taking Responsible Risks Accepting confusion, uncertainty, and the higher risks of failureas & 6 6
of the normal process
Not behaving impulsively 6 6
Thinking and Communicating Striving for accurate communication in both written and oral form & 6

with Clarity and Precision




Table 7 (contdd)

Intelligent behaviors that are associated with more than one theory (C =Constructivism, IT = Incremental Theory, SRigulaétd
Learning, M = Mindfulness, ElI Emotional Intelligence)

Habits of Mind Intelligent behaviors CIT SRL MEI
Changing oneds perspective and©®d 6
Thinking Flexibly considering a variety of options
Considering alternative points of views @) (@)
Thinking Interdependently Being able to work with and learn from others 6 @)

1%

Note.FromCosta, A., & Kallick, B. (2000)Discovering and exploring habits of mifpp. 2238). Alexandria, VA: Association for Supervision and
Curriculum Development.



The conceptual framework
The content analysis, which entailed revi
dispositions, Habits of Mind, and educational theories (Constructivism, Incremental
Theory, SeHregulatel Learning Theory, Mindfulness Theory, Emotional
Intelligence) and using intelligent behaviors as common denominator, resulted in
developing the conceptual framework (see Figure 4) for this study. This framework
is drawn upon the intelligent behaviors asated by sixteen Habits of Mind and
findings from research in established educational theories. As a result of the
extensive content analysis the researcher found out that there is not an existing
framework that i s si milaar rtecs etahlricsh esrtdusd yi on
develop a conceptual framework that showed the relationships between sixteen
Habits of Mind and established educational theories. The relationships between
Habits of Mind and established educational theories are drawn uparggrfdom

research in related literature not on empirical findings.

In order to establish this framework Dot
and mindfulness is used to categorize the Habits of Mincstadblished theories.

Such a categorization was found useful in terms of designating sixteen Habits of

Mind into two groups: thoughtfulness and mindfulness. Constructivism, Incremental
Theory, and SelRegulated Learning Theory were related to thoughtdne

category, and Mindfulness Theory and Emotional Intelligence were related to

mindfulness category. Accordingly the intelligent behaviors, which are associated

with each Habit of Mind, were found to be intersecting with one or more educational
theories. h some cases one Habit of Mind would intersect with one educational

theory (e.g.Applying Past Knowledge to New Situatiamsl Constructivism), in

other cases one Habit of Mind would related to two or three theorieJ (enging
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Flexibly and Mindfulnes§ heory, and Emotional Intelligence ©hinking

Interdependentland Selfregulated Learning Theory, Mindfulness Theory, and

Emotional Intelligence). The conceptual framework is utilized for the analysis of

narrative data in order to find out the potentiah f | uences of parti ci g
life experiences on their dispositions as Habits of Mind and the results are presented

and discussed in Chapter 4.
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16 Habitsof Mind

Applying past knowledge to new
situations

Theories that are directly related to /
learning /

/ Creating, imagining and innovating

‘ Theories that are supportive of
learning

Finding humor

Gathering data through all senses

Listening with understanding and
enpathy

Managing impulsivity

Metacognition

Pesisting

Questioning and posing problems

R P ,

\J Emotional Intelligence

Remaining open to continuous learning

Responding with wonderment and awe

Striving for accuracy ‘ / RS
R
Taking responsible risks Y . /
/7 0
Thinking and communicating with / / ¥
clarity and predsion K /
N\ / g
N
N R
Thinking flexibly / 3
Thinking interdependently g

Figure 4 The conceptual framework basedtba connections among intelligent behaviors, Habits of Mind, and educational theories



PART Il

This section provides an overview of Dew
investigate how and under which conditions our habits grow from experiences,
significant life experience research, and narrative inquiry as a methodology to study

experience.

Deweybds theory of experience
In Experience andducation(1938), Dewey discusses the connection between
experience and habit, andeehhowoe an AfAor gal
experiences and grows his capacity as a result of experiences (p. 25). It is important
to remind this organic connection between experience and education as our prior
experiences may help us deal witfanovel
moving forceo (1938, p.38), but not al/l |
growth. Whatever an experience holds for further experiences affects the quality of
an experience. Educative experiences encourage individuals to improve, whereas
experiences that are not educative may distort the growth of further experience.
Dewey (1938) suggests two criteria for theory of experience: continuity and
interaction. All experiences, in educative sense, include these two criteria. Dewey
cl ai ms yehperiencé enacted and undergone modified the one who acts and
undergoes, while this modification affects, whether we wish it or not, the quality of
subsequent experienceso (p. 35). Dewey il
present and future expeniec e s . Deweyds second criterion
interaction. Interacting is the chief principle for interpreting an experience in
Deweyds sense. When one undergoes an exp!

environing factors, but also internal factoThe internal factors include cognitive
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and emotional aspects. Dewey claims that there is a need for theory of experience

that pays attention to both external and internal factors.

The two principles of experience, continuity and interaction, areapairate from

each other. They are intercepting. The principle of continuity makes it possible to

take something from past and carry it forward. As a result of experiences, individuals
grow their habits to deal wi tntheWayoft her s
knowledge and skill in one situation becomes an instrument of understanding and

dealing with effectively with the situations which follow. The process goes on as

l ong as | ife and |l earning contisnmeodo ( Dewi
restricted to repetition and our prior experiences are dynamic and projected to future
experiences (Dewey, 1938). When life is viewed as the experiential continuum,

every experience leads to growth (in a better or worse sense) and the continuity of
experiences may help us envision what experiences may have contributed to our

current habits.

Significant life experience research
The relationship between life experiences and learning has long been researched by a
number of educators and psychologifiswey, 1938; Jarvis, 1987; Kolb, 1984;
Merriam & Clark, 1993 Mezirow, 1990. Dewey (1938) irExperience and
Educationclaims that all learning is a consequence of personal experience and
individuals learn when they are engaged in-tiéalexperiences. Kol§1984) on the
ot her hand suggests filearning is the proi

combination of grasping experience and t |

Ailife is about experience; whmrever ther.:
experienceso (p. 164). Mezirow (1990) ex|
and | earning by the notion of perspecti v
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process of becoming critically aware of how and why our presuppositions have come
to congrain the way we perceive, understand, and feel about our world; of
formulating these assumptions to permit a more inclusive, discriminating, permeable,
and integrative perspective; and of making decisions or otherwise acting upon these
new under(p.t14. Bath Dewey and Mezirow draw attention to the

continuity aspect of experience and thus, role of past experiences on our current way

of thinking and behaving.

James (2015) emphasized the connection between experience and habit, and he
claimsthath bi t s are formed through | ife exper
habits are under investigation, James suggests that it is important to know about their

past experiences.

Teachers do not arrive to teaching as a blank slate; neither do they go
into teacher education programs as such. Rather, habits have been
formed in their own educational experience, from their own teachers,
from their families, from culture, and from their own beliefs about
what it means to be a good teach@ames, 2015, p. 137)

While the connection between experience and learning has been discussed by a

number of the most outstanding theorists there is little in the literature about what

turns our experiences into significant lifepexiences (Merriam & Clark, 1993).

Merriamand Clark (199Bconducted a large research project that investigated the

patterns of work, love, and learning in adult life. A part of their study focused on
understanding the connection between life experience and learning in adult life. For

this studythey used qualitative research design and 400 adults from a variety of

graduate education programs took part in this research. During the first phase of the
study, participants were askedopem ded questions to refl ect

or personal larning experiences that were especially meaningful, significant, or
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intenseo (p. 180). The second phase of t|
understanding about the connection between significant life experience and
participant s o6 |eeanalygingnhg respdnbesto @sraed e, af t
guestions, irdepth interviews were conducted to probe the connection between

learning experiences and their significance for participants. The findings of their

study indicated that meanings attached to life egpegs vary among participants

and some patrticipants associated negative experiences with positive outcomes (e.g.,
associating divorcer with recognition of inner coping strengths or associating death

of mother with the reality of life). Merriam and Clarkggest that in order for an
experience to be considered as significal
be subjectively valued by the | earner o al
authors suggest that the significant experience resuiteix pansi on of s ki |
learning to get along with people) and abilities, sense of self, or life perspective, or it
precipitates a transformationthamvol ve t he whm182). Ther sono (
authors add that the significant experience is patsamd therefore the individual

pl aces a fApersonal st amp otancetinthisorbexper i en

Il i f eqp.8)9 9 3

Teachersé6é significant | ife experiences r
Within teachersd | ives r esearperienceahase r ol e
gained attention as Goodsand Gill (2014) staté per son al experience
irrevocably to practice. It is as if the
I n order to understand teacher so6 thetnowl ed
help teachers develop, Butt et al. (1990) conducted an autobiographical research. For

this study, the authors collected and reviewed more than 100 stories from teachers

focusing on the nature of their reality, their ways of thinking and reasons kbgind
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ways of thinking, experiences and personal histories that influenced the way they are,

and their future stance in regard to teaching profession. Analysis of data was done

using qualitative data analysis methods and patterns emerged within and across
stories. Some of the factors that infl ue
be common across all stories. Findings from the study suggested that, teacher
development is based on personal and professional experiences that are personal and
unique.However, it was revealed that three major categories emerged across all

teacher stories that influence their development withcatiegories: a) personal life
experiences, b) professional experiences.
student at schdoBased on the findings of the study, Butt et al. (1990) suggest that

an examination of these categories incl ui
adulthood, and other phases of development can bring forth an understanding of

teacher dispositionso (p. 7).

StrekalovaHughes, Maarouf, and Keskin (2015) examined how early childhood
experiences affect the personal beliefs and pedagogies of early childhood education
preservice teachers. The authors used Dewe
to explore tle connection between experience and personal beliefs. The authors used
opentended questions and follewp interviews with participants to gather data. The

data was analyzed using thematic analysis approach. The themes emerging from

analysis of data were diod to be patterns between early family, school, and peer past
experiences and present personality/personal principles, career choices and teaching
phil osophies. These patterns were connec!
beliefs using the qualitatevdata gathered. Based on the findings of the study, the

authors suggest that early childhood experiences, including experiences with peers,

are likely to influence the present personal beliefs and pedagogy of early childhood
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education students.

Narrative inquiry as a methodology to study experience
The conceptualization of narrative inquiry arises from Deweyan (1938) notion that
life is education. Narrative inquiry studies investigate the ways humans experience
the world through stories (Connelly & Clandi, 1990). Within the context of
educational research, narrative inquiry aims to construct and reconstruct personal
stories for and from learners, teachers, and researchers are storytellers (Connelly &
Clandinin, 1990). Te acdkesensdofthea own bvesiay e s

well as provide researchers with valuable information and insights into the social and

cul tural aspects of teaching and teacher:

In most of the cases, early experiences of teachers areemcas@nportant as the

training periods, but in many cases teac
important. Goodsoand Gill (2014)refet o t eacher so | i fe exper
background factors as fAkey ingrkegi ent so

i ngredients shape teaching practice (p.

background is a favorite teacher or the way they are brought up. These factors and

ot hers shape teachersd pracihand@onreltyd | i

(2000refer t o the relationship between teach

They refer to teachersodé | ife spaces as

communal places with others. Therefore,

provide insightmt o t eacher sdé teaching practice

background factors on their teaching and thinking.

The following section provides an overvi®ivstudies, which used narrative inquiry
as methodology to explore the influences of (significhig)experiences. The

researcher selected the following studies based on the insights that they provided to
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understand an important phenomenon for the study: the investigation of the role of

significant life experiences through narrative inquiry.

Narrative inquiry studies in education
Narrative inquiry as a methodology and framework has been used to explore the role
of experiences on teaching and learning, to understand social and professional

identity construction, and to investigate the applicatioedwcational reforms.

Narrative inquiry is used to probe into
of personal, cultural, historical and so:i
construction. Court, Merav and Ornan (2010) investigatecale | i f emal e t ea

(N = 10) reasons for choosing to become teachers and their reasoning processes. The
authors used narrative inquiry to explore these motives. For this study the

participants were asked to reflect on thiéer cycles with a retrospective look at their
decisionmaking processes. All participants were selected purposefully to serve the

aims of the study and they were all considered to be individuals who were enjoying

and valuing teaching. Their teaching exeece ranged between 8 to 30 years. Data

collected from two interviews were analyzed using content analysis that included

reading and reeading of all narratives, identifying recurring ideas and classifying

these ideas into themes. The firstinterviewaaith t o f i nd out parti ci
experiences and key events in their lives that played a role in their decision to

become teachers. Linguistic analysis was also used through metaphors as
participantsd use of | angu diggsindicatgdar ev e al
few major themes that emerged as the mos:
decision to become teachers. These themes included: the ongoing influence of key
people and events, choice of profession

relationship with the work environment and shaping of the professional self. The
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most influential theme was found to be the ongoing influence of key people and
events. These events and people included family members, teachers, and internships.
Oneothermdi ng of the study was that the shay

a composite of key events and key people, which played a significant role.

Beattie (2000) used narrative inquiry as a tool to encourage prospective teachers to
inquire into the cration of their professional and personal identities. For this study,
900 narratives from prospective teachers were used. Upon reading and analysis of
900 narratives, the author comes to the conclusion that there are three major themes
among the narrativesf prospective teachers: (a) creating a professional identity by
connecting the personal and professional; (b) creating relationships and making new
relations and learning from and with others, and (c) connecting self, school, and
society (Beattie 2000, p). The narrative accounts, which evolved around these

three major themes, indicated that prospective teachers question their life histories,
their socialization and ideologies regarding teaching. The narrative accounts showed
that constructing professiahidentity is a unique process that includes the
transformation of existing knowledge and transferring prior experience and skills to

adapt to new professional situations.

Chan (2012) claimed that narrative inquiry as a constructivist tool can offer

oppotunities for preservice teachers to make sense of their past experiences and

facilitate active learning. Chan constructed a narrative curriculum that included
autobiographic sessions and satjuiries into stories and used this curriculum with

a group ofpre-service teachers. Based on the analysis of the constructed narratives of
pre-service teachers Chan (2012) suggests that there are different factors affecting
preservice teachersod identity devel opment .

narratives iglude: physical and social environment, and family background.
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Dickinson (2012s uggests that it 1is important to
identity construction as teachersoé ident.
teachers are and how thagt. The author proposes that teacher educators view
teachersodé identities as central to teachi
focused on understanding how their identities are constructed. For this study,
Dickinson util i gteexpldrettse infuences 6n teachingr at i v e
identities of five preservice teachers. Dickinson used narrative inquiry to examine

the influences on teacher identities and determined important questions that could be
viewed as important for teachers and teaeleicators. This study included six

interviews with operended questions with each of the participants. Dickinson

conducted thematic analysis of the narratives and the themes appeared as a result of

the analysis were analyzed within and across participinéscommon themes that

appeared among five stories were compared. The findings from the analysis of five
preservice teachersdéd stories offered theme
their teaching identities. These themes included interactidghgeers, with

supervisors, and with students.

Cavendish (2011) sought i f and how inter|
overseas provided insight into their perspectives of culture and their teaching in an
international school setting. Cavendishdisarrative inquiry to describe how three

i nternational teachersé positions, exper |
to culture in their own teaching. Cavendish conducted interviews and observations of

three international teachers in their oglassrooms over several weeks. The data

was gathered from interviews, artifacts from classrooms, photographs, and field

notes. For the interviews teachers told their experiences that helped them construct

their identities as international educators. Fuggifrom the study indicated that
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teachers with constructivist education philosophy are more likely to be culturally

responsive in their classrooms.

Polya, Lazslo, and Forgas (2005) used narrative inquiry to explore the hidden
messages that important life events may convey for social identities. The authors
based their study on Ericksonds Soci al
integrity ofinvolvement of negative life events, which may signal present unresolved
issues related to identity. The undergraduate students (N = 61) shared important life
events through interviews. The life stories were analyzed by the psychotherapists to
find out tre personal characteristics of narrators and in what ways the important life

events may have impressed their identities. The findings from life stories provided

evidence about the |link between i mport
identities.
I n addition to inquiring into teachers

a way to understand ways of feelings and knowing. Day and Leitch (2001) utilized
narrative inquiry as methodology to en
emotions play a key role in their professional growth. This study sought to elicit
answers to how teachersd personal hi st
impact of inservice courses in helping to increase understanding the role of
emotions andagnition on teaching. For this study, teachers (N = 39) from two
different contexts, English and Northern Irish, were selected and all participants were
required to engage in twyrear partime Masters degree. During the course of the
Masters program aleachers were involved in various approaches to autobiography
and narrative to reflect on their emotions and cognition. Each narrative aimed to

introduce the narrator and mainly focused on the critical incidents that helped shape
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t eacher s6 psrihdsecsitedl incidents indluded: gamily background,

school reforms, early career experiences, and relationships with colleagues.

Johnson and Golombek (2002) utilized life history approach to explore six white
teacher sé per s p ecalevensehat mayfhave affeced their he cr i t |
perspectives, and how their perspectives of race were reflected in their teaching
philosophies. For this study data were gathered in four stages through interviews.

The first interview included opeended question®t el i cit participant
experiences including childhood, adolescence, young adulthood, and adulthood.
Questions for the first interview were about key influences on their perspectives of

race. For the second interview the participants were dekiescribe their racial and

ethnic identity. During the third interview the participants were asked to describe

their teaching philosophy and the fourth interview focused on sharing the emerging

t hemes with participant sau@hodrappiear t i ci pant
narratives. The data analysis included analysis of individual narratives and

identification of common themes and patterns across the stories. Based on the

analysis of life stories, three themes emerged and discussed further. These themes
were the i mportance of prior personal e X |
perspectives on race and racism, the importance of work experience for interracial
organi zations, and the relationship bet wi

how they learnetb empathize with marginalized racial groups.

OrlandBarak and Maskit (2011) conducted a study with-fyesar teachers (N = 70)
to write stories about their first year of teaching experience. Teachers in this context
were all newly graduates in Isragldathey were required to undergo a-gear

internship program in order to be accredited with a teaching certificate. Ten stories
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were selected and analyzed by using content analysis by two different readers and
themes, motifs, plots, and metaphors emefged the stories. The analysis of the

stories indicated that there were three common major themes that were found to be
infl uenti al in first year of teaching: fi
their capacity, realization of the incoref# vision to cope with challenges that
appeared in first year of teaching, and |

voices in the educational system.

Conclusion
This literature review served two purposes. The first was to present historic and more
recent research on teachersdo disposition:
educational theories (constructivism, incremental learning theoryegglfated
learning theory, mindfulness theory, and emotional intelligence). Through a content
analyss , t he researcher constructed the stuc
purpose was to explore scholarly work related to significant life experience research
and to the methodology for the current study: narrative inquiry. How narrative

inquiry was usedh the current study is presented in the following chapter.
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CHAPTER 3: METHODOLOGY

Introduction

This chapter discusses the position of the research study, research design, context for
the study, participants, instrumentation, method of data collection, and method of
data analysis. Narrative inquiryas methodologused to answehe primary
researh questions.

Positioning the research study
This section aims to provide-otepth information about the position of the research
study and introduce narrative inquiry research, including the role of the researcher
and participants (collaborators) in thetmod.
Narrative inquiry is classified under qualitative inquiry and lies within the
interpretive paradigm. Guba and Lincoln (1994) refer to the term qualitative as an
Aumbrella term superior to filhmbrnelrlmad@atr an

qualitative inquiry are a variety of paradigms that help researchers define the limits

of their inquiry. AParadigm represents t |
nature of the world; the ofposgsiblei dual 6s pl .
relationships to that world and its part:

paradigms under this umbrella is the interpretivist paradigm. According to the

interpretivist paradigm, reality is socially constructed and the researclesrtterely

upon the fAparticipantds view of the situ:
Gutman, & Hanson, 2003, p. 8). The researcher aims to make meaning of
participantsdé | ives rather than deter mini

researcheis to analyze the data and generate a theory, a pattern of meanings,
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inductively (Creswell et al, 2003). For the current study, participants shared their
significant life experiences with the researcher whom inquired into the data and

interpreted their staes.

From the perspective of narrative inquiry, individuals are storytelling organisms and
narrative researchers deal with how human beings experience the world and how
they make meaning of their experiences (Connelly & Clandinin, 1990). Human
beings undestand the world around them based on their own construction and

reconstruction of personal and social experiences.

The set of answers given in all cases are human constructions; that is,

they are all inventions of the human mindldrence subject to huma

e r r aanyéparticular construction must rely on persuasiveness and

utility rather than proof in arguing their positiofGuba & Lincoln,

1994, p. 108)
To gain an understanding of this constru
collect storiesinterpret them, and construct the narrative texts. The researcher is
seen as the main data collection tool and participants becemaguiters. It is the
researcherods task to make sure that all
Clandinin, 1990)Although theresearcher may use different pronouns or
pseudonyms for participants while compiling the narrative texts, it is critical in
narrative inquiry that the participants collaborate in the process. Furthermore, the
role of qualitative inquirers is to gvide thick and deep data about the issue under

investigation, rather than trying to provide proofs for causal links between concepts.

Each detail in narratives can provide highly useful data for research.

One of the main data collection tools in narratirquiry is the unstructured
interview. This form of interview is conducted between the participants and

researcher. After the unstructured interviews, the researcher transcribes the
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interviews and meetings are arranged to discuss the preliminary amatisis
participants. The transcripts become part of the ongoing narrative record (Connelly
& Clandinin, 1990). The representation of narrative data can take many forms. It can
be in the form of field notes, interview transcripts, photos, metaphors, lettelrs,

diaries, autobiographical/biographical pieces of writing, newsletter, and personal
philosophies (Connelly & Clandinin, 1990). The data are usually based on large texts
or life stories which could be presented as life stories themselves or using other
qualitative research methodologies. Writing the narrative texts could be
overwhelming for the researcher as it is often not clear when the writing of the study
will begin. It is important to be conscious of the end as the inquiry begins (Connelly

& Clandinin, 1990).

While the amount of data could be overwhelming for narrative researcher, reading
and rereading the narratives to construct the plot outlines in meaningful ways
contributes to the narrative truth and aesthetic finality (Connelly & Clandini®)199

The narrative data can be used based on the purpose and choice of the researcher. If
the purpose is to give readers useful contexts, the data could be either given
condensed small portions or as stories. The form of representation could be decided

during the inquiry process (Connelly and Clandinin, 1990).

Methodological assumptions

Qualitative researchers assume that social reality is created by human interpretation

that is based on actions in natural settings and reality is socially constructed through
interactions with others (Gall, Gall & Borg, 2003). Therefore, the qualitative
researcher seeks to answer fAhowo instead
Hatch (2002) <c¢claims that the research pa

ontology and episteatogy. Therefore, as part of methodolgocial assumptions, the
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reasons for the researcher choosing narrative inquiry as paradigm is explored through
the lenses of ontological and epistemological beliefs and constructivism within

narrative paradigm.

Epi stemology is defined as fna way of und:
what we know, o (Crotty, 2003, p.3). Epi s
a philosophical grounding for deciding what kinds of knowledge are possible and

howwe canensue t hat they are both adequate anc
10). Qualitative researchers believe that there are multiple realities constructed by
participants and researchersamstruct understandings and knowledge through

inquiry (Hatch, 2002). Téy produce modes of narratives, interpretations and

reconstruction of knowledgéiétch, 2002; Sandelowski & Barosso, 2p0iva way

that serves the purpose of their investigation.

Ont ol ogy is concerned with Awhdhenakiend of
of existence, with the structure of real]
ontol ogical assumptions are those that r
or Awhat is the nature of r esoltithergt8@lie | f r
studied, captured, and understoodo the r
stance rests upon positivist paradigm (Hatch, 2002, p. 13). The form of knowledge

product will be facts, laws, theories, or predictions. However, foatae

researchers knowledge and experiences are socially constructed.

Within narrative inquiry the reality is how we understand the world and the way we
interpret the events in our lives (Speektersel, 2010). It is through narratives that
we share ournderstandings and our realities of the world as we see it (Sikes &

Gale, 2006). We share our stories through our perspectives and through other stories
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we tell. Our stories are constructed through the lenses of other experiences and

beliefs (Worth, 2004 )}-or narrative inquirers, there is not a single way of knowing.

There will always be other interpretations of stories and ways of explaining as

human experience iIis central to construct
to develop theirownundest andi ng of participantsd rea

experiences are being narrated (Clandinin & Rosiek, 2006).

Issues of validity, reliability, and generalizability in narrative inquiry

Clandinin and Connelly (1990) caution narrative researchers dimatiteria to be

used for validity, reliability, and generalizability for narrative research. They suggest
that narrative researchers should not tr
i nto a |l anguage creat ed.Ihstead, tleey suggest f or ms
narrative researchers seek for the best criteria that apply to their works. Riessman

(1993) suggests that these criteria should rely upon two aspects of narrative texts:
persuasiveness and coherence as narrative data are sulgjedtoantexspecific. It

iI's the responsibility of narrative reseal
that the claim can serve as a basis for understanding of and action in the human

real mo (Pol kinghorne, 2007, p. 476).

Like other qualitativeesearch methods, narrative inquiry relies on some aspects that
constitute a good narrative. fANarrative |
consists of continuity, closure, aesthet.|
1982, p. 31). The sea®f wholeness of the narrative is an aspect of a good narrative
rather than cause and effect relationshi|
properly, one does not feel lost in minutia but always has a sense of the whole;

change from beginningtotheeke® ( Connel |l y and Clandinin,

narrative invites other researchers to examine what has been lived, done, and told.
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Polkinghorne (2007) lists two threats to validity of any narrative research: (a)

di fferences i n pe amlsteriéessthegskgrecand (B)the ed e v e n |

connection between researcherds interprel
that these two criteria are inherent asp
the validity of interviewgenerated evidencecantioe el i mi natedo (p. ¢

However, Polkinghorne reminds that narrative researchers do not ask the readers to
grant validity. Instead readers are asked to make judgments on whether the

arguments convince them (p. 477).

There are strategies offered to hedprative researchers validate the generated text.

Using an iterative research process by returning the assembled texts to participants to

gain clarification and further exploration of questions, and providing the generated

texts to participants for thetheck to confirm whether the text captures the essential
features of the meaning that they felt; |
expansions of the text to more clearly di

482).

Narrative reseahers should not be concerned about generalizability of the findings

in the positivist sense, which typically refers generating findings from the study

sample to the entire population (Myers, 2000). Moreover, the aim of narrative
researchisnottofindomee ner al i zabl e truth but to fAsi
(Byrne-Armstrong, 2001, p. 112). Like other qualitative inquiry researchers narrative
researchers seek for practical and functional uses rather than cultivating persistent

laws (Stake, 1980, pO7.

For this narrative inquiry study, the researcher created an iterative research design

that provided opportunities for participants to check the generated texts and provide
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feedback for the researcher to alter or expand the texts in order to beteey thisp
meaning. Essentially, the researcher used strategies from the Qualitative Inquiry

realm in order to contribute to the validation of the generated texts and the findings.

Establishing trustworthiness in qualitative inquiry

Qualitative inquirers wesvarious lenses to extract data and make inferences in order

to establish the trustworthiness of findings. Creswell and Miller (2000) claim that

there are three lenses to establish credibility of a qualitative study. The first one is the
lens of researcneThe researcher determines how the analysis of data evolves into a
persuasive narrative. The second lens is the lens of participants. The third lens is the
memberchecks and feedback loops established among the interviews that are used to
contribute to lhe trustworthiness of the findings. The researcher used the following
strategies to establish trustworthiness of the generateatina accounts for this

study.

Member checking

Member checking is a process for which the final report or specific desurigtio

taken back to the participants (Creswell
to provide context and an alternative i ni
participants become the collaborators of research, narrative texts were taken back to

participants to provide them opportunity for alternative interpretations.

Peer and expert validation

Peer validation comes from Aschol ars f ami
theories applied to the i ntasworkigmthee xt s o
similar field, or working within a similar branch of research, would have familiarity

with relevant research literature and research methods; thus, corroboration with peers
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and experts might be useful for the interpretation of the @amresearch supervisor
(Asst. Prof. Jennie Farber Lane) provided both peer and expert review to the findings
as she has become familiar research context and methodology. In addition, an expert
educational psychologist (Asst. Prof. Aikaterini Michou) rexed the findings from
narrative interviews. Discussions between the researcher and two experts took place
about the findings of research and how to best interpret the data gathered before

finalizing the findings. Discussions took place until a common aggaeéwas made.

Reflexive journal

Reflexive journal is a kind of diary in which the investigator on a daily basis, or as
needed, records a variety of information about self and the method (Guba &

Lincoln, 1989).The reflexive journal technique is used as a base for a number of
judgment <calls, especially about to what
the outcomes. The journal provides information about methodological decisions and

the reasons for making themhd journal helps the researcher arrange the logistics

of the study on a daily basis, reflect upon what is happening, and any

methodological decisions made (Guba & Lincoln, 1989).

For narrative inquirers the relationships among them and participantstiaechaiart

of what they do and it is important to make all voices heard equally (Clandinin &
Connelly, 2000). Using a reflexive journal can help to develop a personal voice over
the course of the study and Akeemalng a r
responses as researchers and capture our changing and developing understanding of

met hod and contento (Etherington, 2009,

Throughout the study, the researcher kept a reflexive journal. Excerpts from this

journal are provided at the end oéthurrent chapter and more extensively in
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Chapter 4 to provide deeper reflections of the researcher and show the audience how
the researcher built his capacity and understanding of the method before and during
the research process. The researcher tolekrupted, and continued the narratives.

The researcher used his voice while writing these excerpts and these notes are

provided in boxes.

Self and peer reports

In addition to the abovenentioned strategies to contribute to the trustworthiness of
thefindngs of this study, the researcher con
peer ( Ap p e ntdatwereBdministergddoreachk participant and two of her

peers respectivelyAs Vazire (2010) proposed that we are far from observing

ourselves perfectly accueaaind others (outsiders: friends, coworkers, family

members) are at least as accurate as the self to describe what a person is like.

During the analysis of the narrativéise researcher revisitedese reports as part of

the reiterative process. In razases, where participants did not mention an

experience that would provide significant information for the narratthes,

researcher was able to spot from the responses to the questions in the self and peer
reports.For instance: in one case the partiaipaeferred to the role of her hobbies in

her life during the selfeport. Knowing this, the researcher was able to inquire into

the influences of the hobbies on her dispositions during the interviews.

Eventually, the data gathered from self and peer tep@re transformed

intoA c har act e(see Ghiptet 4 e accaunts ahese sketchdselp other
researchers and individuals who are reading the results of the current study to get a

better sense of thearticipant§Ospina& Do d g e , 2005) . As narr af
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contextspecific and it is the responsibility of the researcher to convince the readers

of the likelihood of the claims (Reissman, 1993), the reseaaduad theseeports

as a separate criterion to contribthe thooughness of the narratives.

Research design
This section summarizes the flow of the research design including preliminary
activities that were regarded to be wusef

the concepts and relationships among tiiese fkgure 5)
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The research design aimed to follow a logical flow that led to developing working
connections between concepts, finally drawing findings. The preliminary activities
refer t o tdomstructiensobhes unddrstanding through a review of
literature and his experiential knowledge. Experiential knowledge refers to the

r es e ar c-fo-ene meetingswith a practitioner of Habits of Mind who has been
applying sixteen Habits of Mindacrods f f er ent school s and t he
relationship with the participants within the professional community prior to this
study. The data collection started informally and through observations and
experiences with participants within the same work envikemt. These observations
and experiences helped researcher select the participants who displayed most or
some of the Habits of Mind and share their stories willingfyer the purposeful

selection of participants, the self and peer reports were utilized.

The main data for this study were obtained through threleth interviews. The
structure of each interview enabled member checks by taking the analysis of
narratives back to the participants to check if their stories and the meaning behind the
stories vere truly reflected. The member checks also provided opportunities for
participants to reflect on significant life experiences in a deeper way. Such a strategy
helped the researcher get feedback from participants as participants are seen as
collaboratorsn narrative inquiry. Their contribution to meaning making helped the
researcher reonstruct the narratives and aimed to contribute to the trustworthiness

of findings.

Context
Narrative research aims to i nqungebeuti nt o |

people and their lives, and interpreting their experiences require narrative researchers
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consider various aspects of the contexts that helped produce narrative identities.
These aspects may include partir@l pant sé
political, economical contexts, and gender (Bruner 1990; Polkinghorne, 1988).

As narrative researchers gather stories as data, the context may be easier to access,

and the holistic aspect of stories may make it possible for the researcher to

communcate the context to the reader (Speditarsel, 2011). The context in
narrative research can take a few for ms:
Macro context refers to where the narrative identities, which are the participants, are
produced anthicoc ont ext refers to the narratoros
the past) (Spectevlersel, 2011, p. 173). For this study too, thacro(i.e., physical,

economical, social, geographical aspects that helped participants develop their

identities) andmicro( i . e. , participantsd significant
provided through their narratives. Part i
provide some aspects of participants®é ma:i
professionabackground, and family environment. A third context for narrative

research is thenmediatecontext that refers to the time and place of the actual
happening of partici panMesd,2Ehp.4d73)nTdist hei r
study took place in Akara, Turkey over the course of a year. At the time of the

study, all participants were working at prestigious schools as teachers. Four of the
participants were working at a wddhown private school in Ankara and one of the
participants was working for@restigious public school. The interviews took place

i n participantso6 selection of place and

sometimes it was a caf® where they felt
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Participants
Purposeful sampling methedas used to select participants for this study and five
female Turkish teachers were purposefully selected based on their display of
behaviors associated with Habits of Mind and openness to share their experiences.
The researcher 6s withthé pasicpants ara bbsesvatiprsr i en c e
contributed to the selection of participants. The five female teachers were all
experienced teachers and their colleagues, head masters, students, and parents
regarded them as effective teachers. The character sketehich are located before
each narrative, aim to provide rich infol
background, parental attitudes of their parents, work experience, and responses to
opentended questions from the peers of participartie. consenfrom each
participant was obtained using the informed consent forms (Appendix C) and all
participants were assured that their preferred pseudonyms would be used throughout

the narratives.

I n Pattonds view (1990), alrdimaypgppes of s a
encompassed under the broad term of purp
Patton added that fAqualitative inquiry n
on relatively small samples, volunteer sample even single cases, selected

purposefuy 6 (pMonl6$€&)(1991) also noted, Awhen
theoretical) sample, the researcher selects a participant according to the needs of the
study o Qrgswell (2007A discussed the importance of selecting the

appropriate participas for narrative inquiry. He suggested that the researcher should
utilize one of the various types of sampling strategies in order to obtain qualified

candidates that will provide the most credible information to the study. Creswell also
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mentioned the imptance of acquiring participants who will be willing to openly and

honestly share information or fAtheir stol

Instrumentation
The main data collection tools for this study were thregejpth interviews. The
prompts for these interviews veeconstructed based on the similar studies that aimed
to explore significant life experiences that have contributed to current ways of
thinking and behaving (see Chawla, 2010). The first interview was designed to probe
i nto partici p axpdriences, svhich constituted theirtlife toriefs.eThe
second interviews served the purposes of merabecking the narratives and
probing deeper into the relationships among significant life experiences and ways of
thinking and behaving. The third inteew provided the participants with an
opportunity to review the reonstructed narratives that were analyzed to show the
relationships among significant life experiences and Habits of Mind, and asked the
participants to inquire into the influences of sigant life experiences on their

teaching practices.

The main instruments (Interview |, II, Il), which are used to guide this study,

included phenomenological aspects in the sensg#natipants were asked to

describe their own significant life experiescand what these life experiences hold

for the development of their dispositions as Habits of Mind. The data collection and
data analysis process was iterative because the narratives and thematic analysis of the
narratives were returned to the particigaior them to check and discuss more

deeply.
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Method of data collection
Data collection for this sty took place inthree stag€s1l) pr ompti ng part
significant life experiences that potentially contributed to development of their
dispositions asiabits of Mind, (2) providing opportunities for memidreck and
probing deeper into significant life experiences, and (3) reflecting on the influences
of significant life experiences on their teaching practices and probing deeper into the

selected signi@iant life experiences.

StagelPr ompting participantsd significant |
contributed to development of their dispositions as Habits of Mind

The purpose of the first interview was to promt the significant life experiences that
contributed to the devel opment of partici
researcher used an unstructured interview to help participants retrieve their

significant Ifie experiences that potentially contributed to their dispositions.

Significant Ife experiences explores memories that are the most reliable and durable
because it invites people to engage in recall of past experiences of personal

importance with a focus on outstanding facts about major periods of their life

(Chawla, 2010).

Before tte first interview, reflections from the self and peer reports were read-and re

read by the researcher and some initials ideas are jotted tioths sense, the self

and peer turned out to serve a new purpose: to help the researcher build some initial

ideas about what can be asked during the interview to get a breadth of life

experiencesThe interview with each of the five participants was arranged upon the
participantsd choice of time and pl ace b

comfortableThe interviews took place between one to two hours.
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As the purpose of the first interview was to help participants retrieve the significant
|l i fe experiences that potentially contril
utility of autobiographical memories holds significant importance. Brewer (1986)
definesautobiographical memory to be the recollection of memories that people have
about personal events that are experienced at a specific moment in time. Although
memory is fallible (Hirst, Cuc, & Wohl, 2012), recent studies of autobiographical
memory showthat, memories are often inaccurate about the exact details of what
happened, they are usually accurate about the general course of events (Herlihy,
Jobson, & Turner, 2012). Events that are highly significant produce more vivid
memories unlike events ofdoimportance (Herlihy et. al., 2012) and people can

recall more reliable and significant memories for them if they are asked to recall the

past in unconstrained way (Chawla, 2010).

Given the importance of avoiding potential bias, the researcher chasediact
unstructured interview when prompting participants retrieve the significant life
experiences that potentially contributed to their dispositions. The participants were
asked to bring any objects, photos, diaries, letters, notes or artifacts thlatctta
importance to them and that would help them retrieve memories from

autobiographical memories.

The following operended prompt was given to all participants for the first
interview.
Imagine that your life has been a journey from birth until todayk alabut
your life experiences at home, school, or as a learner during this life journey,

which had an impact on or contributed to your ways of thinking. You can
stop any time you feel uncomfortable.
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Stage 2: Member checking and probing deeper intsignificant life experiences

Upon the analysis of the first narratives, a second interview was arranged with all
participants in order to take the narratives back to them and get their confirmation on

the reflection of significant life experiences. Theaarcher aimed to check that his
refining of participantsdé significant | i
that of participants. The second interview also served to probe deeper into the

significant life experiences and explore any possible ections between
participantsdé significant | ife experienc:
All second interviews lasted between one to two hours. The participants were given
sufficient time to review and reflect on each report and indicated changes if any.
Afterget ti ng participantsdé feedback on sign
provided some guiding questions (Appendix D) that aimed to probe deeper into the
contribution of significant life experiences to their Habits of Mind. In order to

achieve thigpurposehe researcher asked opemded questions to elicit responses

from the interviewee (e.g., Which experiences are you choosing as significant?

Why?).

The researcher aimed to get participant s
significant lifeexperiences. Therefore, the researcher shared all the themes that

appeared across all five narratives and checked with each participant if there were

any life experiences that they had not mentioned yet, but they regarded as significant.

This helped the searcher to reonstruct the narratives and revise the themes

emerged from the narratives.

78



Stage 3:Reflecting on the influences of significant life experiences on
participantsd teaching practices and pr ol
selected signifiant life experiences
Upon the completion of data analysis from second interviews, the researcher
arranged a final interview with each research participant. This interview served the
following purposes:
T To obtain partici pant sdonstruetedinarativeaford f ee d
final review
T To |l earn participantso6é review and feedb
emerged themes
1 To ask participants to probe deeper into the influences of selected significant life
experiences on their Habits Mlind and teaching practices. These significant life
experiences, namely travelling, professional development, reading, spending time
in nature, and having hobbies, were selected based on the applicability criteria
that could be offered for teacher educatim order to probe deeper in the
influences of selected significant | ife
Habits of Mind and their teaching practices the following questions were
pursued.
1 In what ways did these (travelling, reading, profasaidearning,
spending time in nature, having hobbies) contribute to your dispositions?
1 In what ways did these (travelling, reading, professional learning,
spending time in nature, having hobbies) contribute to your teaching
practices?
Upon the completion of third interviews the researcher synthesized the analysis and

revised all the narratives to draw the findings. In the next section the data analysis
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methods are discussed in details and justification for the choice of data analysis

methods are provided.

Method of data analysis
For this study data analysis started with a general question: What do the lengthy
narratives tell the researcher? The researcher analyzed the data gathered in three
stages. The first stage focused on the prodnaif narratives that led to
identification of categories and themes, and thematic analysis of narrative data; for
the second stage the researcher utilized the conceptual framework (Figure 4)
established to explore the relationships between significargxieriences and
participantsdé dispositions as Habits of |
deeper into the influences of selected significant life experiences (travelling, reading,
professional development, spending time in nature, having holbies) par t i ci pan
dispositions as Habits of Mind and teaching practices. For the third stage the
researcher used the conceptual framework and analyzed the data inductively to find

out the influences of | ife experiences o0

Stage 1: Construction of narratives and identifying the categories, themes, and

life experiences within and across the narratives

The narrative data analysis used for this research used strategies from Clandinin and
Connel | y o s-difheBsioBfabDappiethland ©kerenshaw and Cresswell

(2002). The basi s f or -dinersiondliapproathimnd Conn.
Deweyds philosophy of experience, and t h
This approach highlights the importance of personal and sotahctions to
understand peopleds experiences.

The data analysis process for the first interview involved the following steps.
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1. The interviews were audiotaped and transcribed.
2. In order to get a sense of the data the transcripts were read read re
3. The transcripts were colaroded for the elements that included information
about the life experiences such as individuals involved in the experience,
actions, and outcomes. In vivo coding technique was used to label the
sections of data. The purpose of gsim vivo coding is to ensure that
concepts stay as close as possible to
for coding were taken from participan:
4. The researcher organized the sequence of past experiences and labels. The
researber reworked the organization until it made sense, as wholeness is one
of the criteria of good quality narrative.
5. After labeling and sequencing the original data researcher begtoryag.
The researcher narrated the story and identified categori¢bends that

emerged from the story.

Upon the construction of narratives following the abowentioned stages the
researcher utilized Reissmandés (2008) t hi
thematic stance to narrative data help to focus on coraleptaupings and

relationships within the narrative texts (Reissman, 2008). Thematic analysis of

narrative data helped the researcher to analyze the emerged categories and themes

within and across the narratives and the occurrence of themes acrossdatneesarr

and to restructure the narratives to give the readers the sense of wholeness.
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Stage 2: Utilizing the conceptual framework to explore the potential influences

of participantsdé significant | ife experi.
Mind

Forthis stage of data analysis, the researcher used the significant life experiences,
which emerged from participantsd narrati:
researcher got the lists of significant life experiences checked by each participant

before proceeding to this stage of data analysis.

The researcher again used the conceptual framework (Figure 4) to find out the
potenti al i nfluences of participantsod si
as Habits of Mind. Rather than seekangauseandeffect relationship between the
significant | ife experiences and partici |
conceptual framework to contemplate pot el
significant life experiences and their dispiosis as Habits of Mind. The results of
the analysis of participants6 significan:

framework are relayed and discussed in the following chapter.

Stage 3: Probing deeper into the influences of selected significant life
experiences on participants6é Habits of Mi
The third interview probed deeper into the influences of selected significant life
experiences (travelling, reading, professional development, spending time in nature,
having hobbies) on participantsd Habits
expeaiences on their teaching practices. The researcher explored meanings attached

to significant | ife experiences in terms
development of Habits of Mind and their teaching practices. Through the analysis of

this interviewthe researcher gained a deeper insight into the influences of significant

life experiences of which results would help suggest implications for teacher
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education. The researcher used the conceptual framework to analyze the data
obtained from interviewlland t hemati cally organized re
to the five selected experiences. The pa
question ih what ways have selected significant life experiences contributed to
parti ci pant s 6 wdreecanatyze@inducpvelato interpret tee@nfluences
of the selected five |Iife experiences o0on
are presented and discussed in the following chapter, complemented with excerpts
from participants®d responses.

Conclusion
Narrative inquiry was used as the methodology of this study to explore the
significant life experiences of five female Turkish teachers that contributed to the
development of their dispositions as Habits of Mind. In this section the researcher
provided: the research paradigm, methodological assumptions, research design,
context, participants, instrumentation, data collection, and analysis methods. The
chapter concludes on the foll owing page
reflexive journal providing more thoughts on the research metholodogy. The

following chapter provides the results of the data analysis for this study.
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Notes from researcherods refl exive

In this section | would like to provide s@ concluding remarks about narrative
inquiry as my research methodology. Utilizing narrative inquiry as methodolg
for my study did not seem to be an easy process for me as a novice researc
the beginning. Firstly, | started to question how | caié objective to the data
and participants as the main research tool while constructing and reconstrug
stories with my participants. | tried to find ways that | could approach to my
participants to invite them share their stories. | met with a psyglsblevery
week for six weeks, and read suggested books and studies to find out the w
that could help me encourage my participants prompt their significant life
experiences. These experiences helped me become an objective and attent
listenertomypr ti ci pantsdé stories. | was
participants at times but | was always an interested researcher who enjoyed
l' i stening to my participantsod stor
stories. | was aware of the fact tihetrieving significant life experiences would
not be an easy job for a novice researcher. Therefore, | started with carrying
minute narrative interviews to test the narrative interview structure. In my ve
first attempt, which happened one year befoyeactual study, | tested my belief
as a novice researcher. | wanted to see if | could get the responses from the
participant using questions in a structured way. For the first attempt, | selecty
participant (a teacher who was not involved in theaatudy) whom | thought
displayed most of the sixteen Habits of Mind and would provide me her story
openly. | designed a structured interview consisted of several questions abo
significant life experiences that helped her to develop her disposisoHabits of
Mind. The interview results were not very satisfactory for me in the sense tha
responses from the participant were very brief and did not include significant
experiences. So, |+eonsidered my research questions and | startecitbmere
about narrative inquiry from Connelly and Clandinin, Huberman, Mishler, ang
Polkinghorne to understand narrative inquiry as a methodology to prompt
significant life experiences. While getting more knowledgeable about narrati
inquiry | thought thait was by nature that | chose narrative inquiry as
methodology to find answers for my research questions. | felt more confiden
about framing the methodology of my study and dealing the issue of
verisimilitude through membashecks, peer and expert revge | came to realize
that narrative inquirers are not seeking for one ultimate truth. Instead they s¢
multiple realities of participant&inally, it was challenging for me to decide ho
to locate my voice in this narrative journey. | was indecisiMeo ut t he
as a researcher and as a critic. However, considering the collaborative resed
process and making all voices heard equally | decided to locate my voice as
in order to provide full breadth of my research journey for readerstaed
narrative researchers in the field of education.
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CHAPTER 4: RESULTS

Introduction
In this chapter the results of data analysis are presented and discussed in three stages
(Figure 6). The first stage (Section 4.1) includes the results of the narratives along
with the emerging categories, themes, and significant life experidndass
section, participantsd reconstructed nar |
are provided as block quotes throughout the narrafitesfirst stage also
introduces the character sketches that were constructed based on peer and self
reports. Theeacond stage (Section 4.2) presents the results of the analysis of
significant | ife experiences and their p
as Habits of Mind. In the third stage (Section 4.3) shares the influences of the
selected significarlt i f e experi ences on participant s
and their teaching practices. The relationships between the research questions and

related results are illustrated in the figure below.
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Stage |: Character sketches of five female Turkish teachers
The data obtained from self and peer reports were analyzed and written in the form
of an introduction to participants®d Amac|
parental attitudes, the geography that they livetheir personality traits so forth
Each character sketch provides information from three different perspectives: the
participants and two close peers of each participant. All the perspectives served to

provide information about the participants.

In some cases, participants mentioned expeegin the selfeport that could be
important when analyzing the narrative data. For instance: Ada and Mor talked about
a variety of their hobbies (e.g., collecting stones, playing the guitar and photography)
in their selfreports, which (i.e., having hbkes) turned out to be one of the

noteworthy findings of the studyhe results of the analysis of self and peer reports

are presented before the formatted narratives to give the readers the sense of
wholeness while reading the story of each participams Way, readers will get to

know each participant from the lenses of participant and two close peers, and then

read the restructured narratives that are analyzed using themes and experiences.

Notes from researcherodés reflexiyv
The researcher keptraflexive journal from the beginning till the end of the
research process. Reflexijgirnal is regarded ame of the ways to contribute to
the validity of findings in Qualitative inquir§Cresswell & Miler, 2000; Lincoln &
Guba, 198k This journal is a kind of diary in which the researcher, on a daily basis
or as needed, recorded a variety of information about self, participants and the
method. The results of the analysis of this journal are presented before and during
the narrativesThe researcher told, interrupted, and continued the narratives. The

researcheros notes that are based on hi s
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spent with participants outside of the interview time were recorded in this journal.
The researcharsed his voice while writing these excerpts and these notes are

provided in boxes.

Teachersd narratives: Analysis of dat s
The narrative data for this study were gathered through thieepith interviews
with each informant aheach interview prompt was developed for the purpose of the
specific interview. The first i nterview |
significant life experiences. The participants were asked to reflect on significant life
experiences, whichontributed to their ways of thinking and behaving. As this
prompt aimed to help participants recall significant life experiences that contributed
to their ways of thinking, the prompt was kept general and participants were asked to
bring some objects thatould help them recall their significant life experiences. The
data gathering process happened in a natural andtressful way, as these two are
important to retrieve past experiences that may sometimes be upsetting for
participants. Therefore, the reseher started building up good rapport with each
participant. The data obtained from first interviews were analyzed using the

following process.
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\ Constructing five teachers' narratives /

Defining significant life experiences
through member check

Exploring categories,
themes and experiences

Re-structuring the
narratives using

Figure 7. Process aialysis of data obtained from Interview |

Defining significant life experiences through member check

After constructing the narratives based
analyzed the narratives to find out the significant life experiencesdér to achieve

this, the narratives were read andead. Lists of significant life experiences

(Appendix E) that were defined were taken back to the participants for member

check to ensure that there was amf alignm

significant life experiences and those of the participants.
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Exploring categories, themes, and experiences through expert review

For Pol kinghorne (1995) nAthe goal of nar

themes or plots in the data. Analysis is carried by hermeneutic techniques for noting
underlying patterns across examples of
the reseather make sense of the narratives and explore connections between
conceptual themes and more specific life experiences. For this stage of analysis, the
researcher and two experts (Asst. Prof. Dr. Aikaterini Michou and Asst. Prof. Dr.
Jennie Farber Lane),he are familiar with the research process from the beginning
and are knowledgeable about Qualitative research, analyzed the life experiences and
came up with the emerging categories and themes. In order to define the emerging
categories and themes from tieta, two experts and the researcher conducted
extensive debates until common agreement was achieved. For this study, themes are
defined as big (abstract) conceptual ideas that include an experience or several
experiences. For instance: the thembrahding outincludes two experiences:

reading and professional development; wheeceassing frontiersncludes only

travelling.
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Table 8

Emerged categories, themes, and experiences from narratives

Categories  Themes Experiences
n
S Developing personally - Family environment
> £ through supportive - School environment
€2 environments - Neighborhood
c >
o C
- O
Crossing frontiers - Travelling
@ Branching out - Reading
g - Professional development
E Enjoying life - Spending time in nature
© - Having hobbies
c Being unique and - Finding oneos
% different - Leaving home at an early ag
P Persisting - Striving for education

Not giving
endeavor

up

The significant life experiences emerging from the study were found to be thi¢hin

participantsé®o

experienti al

conti nuum,

experiences. The experiences that emerged were found to be consistent with data

categories

(personal

i fe

experiencessaa student at school) that are discussed in the literature regarding

t e a ¢ h e ficanblife sxpagiances (Butl,ownseed® Raymond 1990).

As the significant life experiences were analyzed more deeply with two experts (to

define themes and experieneesr d f |

thinking and behaving), the researcher and two experts determined that themes and

nd out

t heir

experiences can be clustered into two categgsEsonal attributesindlearning

environmentsPersonal attributesefer to the cluster of experiences that are

constituted of internal factors such as being persistent, enjoying life or being unique
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and different. On the other harldarning environmentas second category refer to

the experiences related to environmaitthe family, school, and neighborhood.
These two categories and associated life experiences with overarching themes are
displayed in the Figure 8. The themes associated with personal attributes are
gathered in the middle and shown with colors, and theés associated with

learning environments are clustered around personal attributes.

In order to present the emerging categories, themes, and experiences the researcher
found that aratomgraphic served as a useful metaphor. In this diagram, the nucleus
includes an individual s personal attribu
motivation, and striving. The orbiting electrons represented learning environments;

these are physical locations, contexts, and cultures (i.e. family, school and

neighbohood) that encompass and influence individuals.
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Category: Learningenvironments
Theme: Developing personally
through supportive environments.
Experiences:Family environment,
School environment, Neighborhood

School
Family
Neighborhood
Learning | ® @ ® Personal
environments attributes

Category: Personal attributes
Themes & Experiences
D Crossing frontiers: Travelling
E Branching outReading, professional development
E Enjoying life: Spending time in nature, having hobbies
Being unique and different: Finding a space for their own, leaving home at an early

Persisting: Striving foeducation, not giving up on
oneds endeavors

Figure 8. Categories, themes, and experiences

Afterdef i ning the emerging categories, them
narratives, the definitions for each category and theme was defined. The definitions

were drawn from the deeper meaning that the narratives conveyed. Therefore, it is
important tonote that these definitions hold significance for defining the findings for

the purposes of this study as they are constructed in a unique way.
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Table 9

Definitions of categories and themes showing related experiences

Category

Definition

Learning
environments

Learning environments refer to diverse physical locations,
contexts, and cultures in which individuals develop personally.
More specifically | earning e
home and school environments, and the neighborhoatiich

the participants grew up.

Themes Definitions Experiences
Developing Developing personally through - Family environment
personally attributes of the surrounding - School environment
through environments that influence individua - Neighborhood
supportive  (e.g., family environmenparental

environments

attitudes, school environment, school
teachersodé charact
peers, friends and neighbors).

Category Definition
Personal Attributes or characteristics of a perdbat may have acquired a:
attributes a result of significant experiences that the person purposefully
initiated.
Themes Definitions Experiences
Crossing Venturing out and visiting new and - Travelling
frontiers different place; cultural exchange;
br oad e n iparspectives ehdgh
experiences and observing novel and
different places, events, and lifestyles.
Branching To expand; to go into new areas; to - Reading
out become involved in a wider range of - Professional
activities that will contribute to personal development
andprofessional repository of knowledge
and experience; to find opportunities to
expand professional knowledge; to be of
to continuous learning and view challeng
as opportunities to grow.
Enjoying life To appreciate theatural world; to be - Spending time in
aware of and have ways to satisfy onese nature
to take pleasure in creating and collectin - Having hobbies
to enjoy the moment; to unwind.
Being unique To pursue being original and different - Finding a space
and different from others (e.g., siblings and peers) in t of their own
same community; to make different - Leaving home at
choices than others in the same an early age

community; to value spending time alone
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Table 9 (contdd)
Definitions of categorieand themes showing related experiences

Themes Definition Experiences
Persisting  To purposefully pursue a course of action -  Striving for
spite of oppositi or education

individual endeavors despite the opposinc - Not giving up on
conditions or people. oneos en

Thus far, the narratives were constructed and analyzed, and the categories and

themes were defined through a common agreement among qualified reviewers. In the
following section, the narratives are formatted around theme®xperiences.

Through these restructured narratives, the researcher aimed to further explore
connections among experiences of all five narratives and to gain deeper insights into
the potenti al i nfluences of phairti ci pant s

dispositions as Habits of Mind.

Restructuring the narratives using categories, themes and experiences
In this section, the restructured narratives are provided based on the results of
analysis of data obtained from Interview |. The narratives amnargd based on the
following format.

Table 10
The flow of restructured narratives

1. Character sketches
2. Restructured narratives
A photo that attaches significance for t
participant in terms of the significant ever
and/or people.

Category: Learning environments

- Family environment
- School environment
- Neighborhood
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Table 10 (contdd)
The flow of restructured narratives

Category: Personal attributes
- Travelling
- Reading
- Professional development
- Spending time in nature
- Having hobbies
- Striving for education
- Not giving up on o
- Finding a space of their own
- Leaving home at an early age

This structure is based on the most repeated experiences across all narratives, starting
with significant life experiences related to family because they were most frequently
recalled by all participants. Experiences that were only relevant to one or two
participants (e.g., finding a space of their own and leaving home at an early age) are

discussed later and less extensively compared to the most repeated life experiences.

The value attached to significant life experiences varied across participants. For
instance: G¢l ken recalled the most about
the case for Mor. Another example is that Ada is the only one who views leaving

home at an early age as a significant experience. Therefore, the amount of memories
attachd t o specific | ife experiences is diff

voice is used to provide the meanings attached to the significant life experiences.

Adads character sketch

Ada comes from a family of six. She has been a language teachseftythree

years. She also worked as a secretary in government offices for a short period before
becoming a teacher. Ada moved to Ankara, the capital city of Turkey, for her

university education and stayed there afterwards. She has a few hobbiedatiatr h
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to unwind: jogging, travelling, collecting stones and old books, and writing. Ada

defined her parents as fAauthoritative. o

One of her best friends, who has been acquainted with Ada for sixteen years, defined

her as:

A sociable and emotional person. She has strong moral values and she always
tries to improve her thinking skills. | think she is intelligent! She is careful
about evaluating situations. She does not have a judgmental point of view.
She respects differenbmt of views. She has a strong sense of humor and
she loves nature. She uses figurative language to express her opinions on a
topic and uses a lot of similes, which I admire. She is a good communicator.
She knows how to make others feel secure and daexaggerate. She is
impressed by every small detail of nature. When confronted with a problem,
she does not act on impulses. Instead, she makes others think about the
solutions to that problem. She can get on well with youngsters and she is
definitely a god mother.

Another friend of Ada, who has been known her for thiwyg years added:

I have known Ada since our undergraduate years. She is always sincere and
sharing. She is sociable and emotional. She has got strong ethical values. She
does not say swething just for the sake of saying it, but she always has

deeper opinions about issues. She is a good thinker. She has got leadership
skills and sometimes she worries about not being seen as a strong person. |
am glad that | met her at the university. $ared a lot of good moments and
she is a very precious person fie.
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Adads restructured narrative

o

lNcoGN"

Seni riance =
sem,g:nda geger aklimizda
Ay

- dusnce.- -
;i)r duvar gibi aramizda

Figure 9 Some important books for Ada

Adads experiences related to |l earning en
The family environment in which Ada was broughtAga started off talking about
her father. She remembers her father as a just person with a modern outlook. She

mentioned how important education was for her father a number of times.

My father could not finish university because my grandfather did romtedié
sufficient financi al resources for
with his own father. However, my f a
his anger to us. He was proud of all of us. He would buy presents and support
our educ artllefohoréde foMdeeondary school, he did not say a

word and he supported me financially. He did the same for my sister who
studied Law. He would even sell his clothes to be able to allocate money to
education. Education was very important for him.

t hi
t h

Adadesnt i nued tal king about her fatherds p
her identity. Ada described her father a:
opinions and encourage Ada and her sibl i/

createfamiypar | i ament because he wanted to be
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Ada remembers experiences with her father that helped her overcome her fears.

While talking about the relationship between her father and grandfather, she

mentioned that some negative experiences actreglyited in positive future

experiences.
My father did not give up easily. He taught us how to stay strong. When |
was a kid, | was scared to take out the trash. My father encouraged me to face
what | was scared of and thakgood he tr a:
relations with his father and he was always encouraging family relations
based on love and respect.

Adads significant | ife experiences about

father especially her pearesseonrltemative panisr e f o

of views, and how her father dealt with difficulties.

Adads experiences rel at ed Adateftleec ho ol envi |
hometown at the age of twelve to attend middle school in another town. During that

time her Physal Education teacher, who was also her Volleyball coach, had a

significant influence upon her. . She recalled that she was selected to play on the
school 6s Voll eyball team even though she
t he s c hooltéas endaurlageckherticabe dble to work with and learn from
others in the | ater stages of her 1ife: |
Physical Education teacher who was also my volleyball coach. | learnt teamwork

with the help of my Physicallaidc at i on t eacher 0.
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Adads experiences related to personal at

Adads exper i enc e .sdaretired to bed tripttaEndlandairvtieel | i n g
1980s as one of the most significant experiences of her life. Although Ada and others
around her sawhis trip as a risk at that time, Ada took that risk without knowing that

it would be one of the most significant experiences of her life. Her trip to England

not only introduced her to a new culture, but also helped her explore her own

strengths and weaksses. She stated that she learnt about family life too.

| think the most significant life experience that contributed to my life today
was my trip to England. | realized that the world was not limited to Turkey. |
was encouraged to go by my friend of mimeo went to stay with a family in
England. Then | asked my father to buy me awag ticket and to give me
some spending money. | was almost sure that | was going to earn my life
there. The first time | went there, | was impressed by the magnolias and
architecture. | was in London. | stayed with an artist couple and helped them
do the chores to earn some money.

As Ada continued to talk about her experience in England she seemed to be excited
about telling everything in detail. Her trip to England not qarlyvided her with an
opportunity to reflect on her strengths and weaknesses, but also allowed her to think
outside of the box.
| saw that there were interesting lives outside of Turkey. | had international
friends with different interests. The coupledy#d with were impressed to
see how independent | was. | could go to the post office and run some
errands. But my appearance was very different from people living there. My
friends had piercings and tattoos, bu
judge people based on appearance. | learnt not to be prejudiced.
Witnessing different lives outside of Turkey helped her change her perspectives and
develop personally.
| worked at different jobs in London. | used to help an elderly lady clean her

apartments well. | learnt a lot from the couple that | worked for. They took
me to different places in London. They used to pour a glass of wine after
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work instead of worrying about things. This taught me that | should enjoy the
moment.

Ada stated that her expenices in London helped her look at things differently than

she did before.

Adads exper i enc.eMilemevin@fitora ehe dityto anaherdueriog
her fatherods ijlo,e Ada rkeeavdalngpedidads par e
mother, encourage her to become a good reader: AN
graduate but she would read magazines a |
When | was a kid we lived in a small town. It was difficult to find books,
newspapers, or magazines at that time in Turkey. Newspapers were sent to
ourtown after 4:00 pm everyday. My father would find a way to get a hold of
books and newspapers. Thus, | used to read the books slowly so that they
would not finish long before the next ones arrived.
Adads experiences r el aAdewhas gassiomtpwhiedi ng t i
talking about her love of nature and the big gardens where she played games with her
friends till midnight. She added that she misses those days and it is so unfortunate
that nowadays not many people care about nature and its canifige ct : Al gr e
in a house surrounded by gardens. We used to play outside till midnight. | love

natur e. Il cannot throw away a fruit seed

was talking about what pelgpare doing to nature nowadays.

A d ae&periences related to having hobbidsd a 6 s | ove of nature h
her to start a hobby: collecting stones |
collection. I am always excited by nature or maybe | am just a romantic. | enjoy
collecting stones. Wdtever nature produces is unique. What else in this world is

uni que?o
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Adads experiences rel at ed.Adaorememberstipat vi n g
she would solve problems that occurred during her playtime outside. She added that
this may have contrilied to her problem solving and interpersonal skills as they

used to play in teams.

| was not a problem maker. | think this might be because of my love for

nature. | like feeling relaxed. | tried to solve problems. | used to solve

problems whenlwasakml ayi ng outsi de. Il didnodot

even though | felt hungry. | used to find a way to eat a quick snack instead.
Adads experiences r el at elifferendfrof oteedfoung a s
participants Ada had a desire to be unignd different from her five sisters.
Growing up in a big family and surrounded by nature, Ada found ways to regulate
her own learning and enjoy her freedom. The strategies that she created may be the
result of conditi ons aothave &apumtregeinme and pl ;

garden and | would climb that tree and read my books at the top of the tree. That was

where | could stay alone and freebo.

Ada explained that while growing up, she had to share her bedroom with her
siblings. Although she enjoyed being alone, there was hardly any time for this
luxury. However, her problem solving approach, she claimed, helped her find ways:
il had t edrooriwithrmg fivensigterd)but | enjoyed staying alone more.

Therefore, | used to stay in the bathroom for ten minutes to read books and just to stay alone

for some ti meo.
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Adads experiences rel at eMdatecalledheravi ng hom
relationship with her sisters. When asked about her relationship with her family Ada
explained that she felt different than t|
traditional and addicted to my parents. | had a different perspective than others in my

fam |y and thatdés why | decided to | eave h

another cityo.

Notes from researchero6s refl exive

Ada had a moment of reflection on all of the memories she had shared and 4

made the following comments opéeartedlyfi Somet i mes | t h
loser because of my experiences and moving away from my family at an ear
|l also think that | had other inte
what | should have become in the e

G¢l kenods sketclar act er

G¢l ken has been a c-éightysars.Sbewastberaic dasenall f or
city in the eastern part of Turkey and then moved to Ankara, the capital, during the

late 1990s. She defines herself as a continuous learner. She considers every

friendship and acquaintance as an opportunity to learn. She adds that she has always

had good friends in her life that made her life more meaningful.

G¢l ken has been reading since the age of
global classical pieces wofriting. She reads every day. There are a few hobbies that

hel p G¢lken to Adisconnect with the real.
mindo. These hobbies are: swimming, wal ki
places that she has been to béfdtritting, gardening, painting stones with different

cultural and historical images, and making dolls using wooden spoons and wool. She
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has had some of the habits since her childhood but painting stones and making dolls

are comparatively new.

G¢ | k e es framoarfamily of seven. She views her elder sister as one of the most

influential people in her life.

She was one year aheafdme at school and she was more independent even
though she was just two years older than me. She used to play anywhere she
liked, but | was more attached to my mother. | always admired my sister. She
was always successful at school and she used tolstrasehool stories with

me. She was my role model and she definitely had an impact on my thinking
skills.

G¢l ken described her parents as authorit.
had rules that they expectatehdrclosdfaends c hi | d|

say about her:

Gé¢lken is very careful about selectin
her friends and she expects the same from her friends. She is a caring mother.

She is a perfect figure for all mothers as she does evmgyfitr her kid. She

builds strong attachments with her family and friends. She follows her own

opinions even if they are not the most popular and she does this without

hurting anyone else. She is a problem solver and-opeded. She cares

about all livirg things around her and she feels sorry for anybody who is in

need. She shares the joy and grief of her friends and family. She is quite an
intellectual. She has something to say about almost any issue.
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G¢l kends restructured narrative

Figurel0.An i mportant photo from Ggl

G¢l kends experiences related to I earning

Thef ami |y environment i n.Fanilysedms6pavekhadn wa s
the most influence on G¢l Ken desalledmgny of t hi
memories about her family. She started her story talking about the role of her parents

in shaping her attitude towards life. She talked about her positive attitude and her

sense of humor that she claimed to take after from her parents.

| think | have a good sense of humor, which comes from my mom. My mom

used to burst into laughter when | told jokes. My parents always encouraged

me for the good and see the bright si.
G¢l ken continued Gsalskd mgi taibwiutty hteawd rad hsea
that when she was at school, Turkey was going through a political phase and not
many people would send their daughters to school, but her father did and strongly
encouraged others to do so.

| grew up in a small vidge in the Eastern part of Turkey. When | was a kid |
could not get books easily. My father used to travel to big cities to buy books
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for us for the coming school year. At that time not many people would send
their daughters to school.

Startingataneayl age G¢l ken was encouraged to co
community by her parents. Most people who lived in the same village were illiterate.

So, G¢lkends father strongly encouraged |
AMy dad used tanthugslkh mewspapead it for t

read the newspaper in front of a group of

G¢l ken recall ed memories about her mot he

opinions clearly.

My mother used to be my model for accuracy and belear about her

decisions. She was a fair person who taught us how to share. | come from a
big family so we had to learn how to share. When it was mealtime, everybody
had the same amount of food. That gave me felling of justice. Now, | think of
others bafre | act.

When it comes to the role of siblings, G
and sisters helped her to develop her desire for higher education.
My parents were very fair. They provided equal opportunities for everyone in
the familyforni gher educati on. However, my br
hi gher education as much as we were a:
rejection for higher education and my
caring person contributed to my identity ip@sitive way.
Growing up in a big family in a small village where everybody would help each
ot her also helped G¢l ken develop her sen:
explained that each person in the family had a different responsibility and that her
parents were fair in allocating those responsibilities.
My parents were sensitive toward the needs of others. Our house used to be
known as Athe house of everyoneo for |
we used to have different responsibilities stgrfnom the age of four. The

responsibility would differ according to age. For example: we could feed the
cows or hens. Everybody enjoyed having a responsibility at home.
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G¢l ken described her father as both enco
addedhat her father had limits and everyone in the family would know those limits.
However, she described herself as a risk taker and she would attempt to do things
that none of the other family members would have the courage to do.

We used to have a tractbremember one day | told my father | wanted to

drive the tractor and my father encouraged me to drive it and carry something

from one field to another. This was actually something that none of my

siblings dared to do until that time.
Li ke Ada,ntethtg bekndependenat as well and she credits her sister for
showing her the way: fiAMy sister was one
She used to be an independent person and she was always successful at school. She

used to share her storieshit me 0 .

G¢l kenbds experiences rel at.egltkens dlesalr i él
most of her teachers at the school as global citizens. They were graduates of the
Village Institutions. The Village Institutions were built in Turkey to train teacfoers
villages. These schools used a constructivist approach and aimed to contribute to the
wel fare of wvillages by sending their grai
teachers as supportive, sharing, and caring.
My teachers at middle and high schowlsuld teach us to think as a global
citizen. They would share books with us about how to become more sharing
and efficient in our communities. My French teacher would give me the keys
for her cupboard at school because she trusted me.
G¢ | k e n dhe acttonsiofther drrenich teacher as trust building because it was

such an honor to have the teacherds keys
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Gé¢l kenbds experiences with tkeel renghiledt ho.
the communityin which she raised played a fundamental role in shaping her current
identity: Al grew up in a big family in

ot her and sharedo.

G¢l kenbds experiences related to personal

G¢l kenbds expetravelimydnenerselfred ppd retd, t@¢ | ken r ef e
travelling as one of her hobbies. She did not mention her experiences related to

travelling in during the interviews.

Notes from researcherdés reflexive |

Al t hough G¢l ken did not mention me
researcherds visit to G¢glken she it
after the interview. She enjoys discoverififferent countries and at her house §
has a collection of photos that are from her trips to various countries. Most of
photos were about nature and architecture. She seemed to admire different
lifestyles that are within nature.

G¢l kenbds exper i enlcheasn krse [taot ehde rt os irsetaedri,n gG¢
strong reading habit.

My elder sister and | used to sit under the trees in our garden and read books

to each other in turn. The first book

would read a few pages and then it was my turn to read. This reading game
turned into a habit in time.

G¢l ken still reads a | ot . When the reseal
had a pile of books by her side and she |

more about the worl d, [ think there is s
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G ¢ | Kk expebesnces related to professional developn@f| Kk en i s a contii
learner. She reads anything that might help her grow personally and professionally.
Inspired by Spanish culture during her trip to Spain, she is currently learning the

| angua gagshave & desiré far education. Nowadays, | am attending Spanish

cour seso.

G¢l kenbds experiences r elNawtebabplayedaspendi ng
fundament al role in both G¢l kKenbs past al
village at the heartfadhe nature. While describing her hometown and village home,

her eyes got wet [she described it so vividly that | could visualize it]. She talked

about the importance of physical, emotional, and cognitive balance and in what ways

nature has contributed those areas of development for her.

Nature has always been an important part of my life. | think being-open

minded has got something to do with nature. Can you imagine the openness

when you have eternal nature lying under your feet? | grew up in a house

where | could watch the lake from my bedroom window. The lake was big. In

Winter, when it was frozen, it was a wonderful scene.
She continued talking about wusing her seil
seem very happy talking about ways of <col
smell, hear, taste, and feel things in nature. You could observe and explore things in

nature. Mt like the cyber feelings of today. | feel like the big cities of today are not

real o.

She emphasized the impact of nature on her emotionabweell ng: A Gr owi ng
nature helped me build my emotional balance. Whenever | feel stressed today, | want

toescape to my hometown to nature. 't heal



G¢l kenbds experiencesG¢rlekleant ead stoo shpaovkien go fh
of enjoying life and the importance of hobbies in achieving this enjoyment.

| have got a few dbbies. | started skiing at the age of 45 and it was a risk for

me at that age. | also enjoy painting stones that | collected from different

places. It has a healing effect on me. Physical, emotional and cognitive

balance is important, | think. Resting ydaody and mind is necessary to

have a peaceful mind. My mother would knit socks when she wanted to relax.
Experiences related to nature and hobbi e:

associates these two elements with her emotionalbeeil.

G¢l kenbds experiences r.6haked tdesstrirbednp.
persistent person when it came to education. Like Ada, she faced some challenges
about being sent to school, but she overcame those challenges.

When | was in grade 5, Idinot know if | would be able to attend middle

school or not because at that time there was no middle school in our village.

One day, while | was serving tea to my parents, my father said that they

would not send me to middle school. | started cryingas ®o determined to
study and become a teacher.

G¢l kenbs experiences rel at eAfteryearsafot gi vi |
studying in a different city to become a
a village school. She faced some challes when she attempted to improve the

environment, but she didnét give up her |

During my first teaching experience, | worked at a school in a village. The
garden of school was devastated. | was so determined to take care of the
garden. | hiredjardeners on behalf of the school. | planted trees. But, within

a few days there was none. People living in the neighborhood stole all trees at
night [laughs].

Today she recalls these memories with humor and she views this as a success.

G¢ | ke n softea attendpted tb feelp others who were in need. Her caring
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personality and persistent character encouraged her to offer free courses for the

village women at night.

I taught

She viewed this experience as a big accomplishment because as a woman she faced

readi

ng and wr i
for any umber of reasons. Those classes were mainly offered for women.
Although | experienced some obstacles offering the courses, it was a big

accomplishment for me.

t i

ng t

o il

challenges wherhe wanted to go to school. This experience helped her touch the

hearts of

f a mi

than just the teacher of children.
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Pelin comes from a family of two. She has been a teacher fortirtyyears. She

states thiashe was always very fond of her fatherand that he has always been a

model for her. She has a brother, but they have not seen each other for several years.

She has got a strong habit of reading. Pelin enjoys reading realist, surrealist, and

researckbasedieces of writing. She adds that she enjoys poetry as well. She reads

everyday.

Wh e n

it

comes t o

her

hobbies

collections. For example: | have a collection of notebooks that | use to write poems

in and bookmarks.é nj oy

nature wal ks,

Pelin has a strong bond with her father:
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My father is the one who helped me become who | am today and my
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encouraged metread and taught me games to play when | was a kid. When
you are a kid, games are essential for you! So was my father. He helped me
gain selfconfidence and become a problem solver.

Pelin was also affected by her neighbor Fikret.

Fikret taught me how tplay chess. He also gave me resources to conduct
research for my homework assignments. At that time there was no internet!
We used to have encyclopedias. Fikret used to listen to my problems and he
always took them seriously.

Pelin defined the parentirggyle of her parents as a combination of authoritative and
permi ssive: fAMy father had rules that

well .0 Here is a description eoheydaesl i n

My friend is a bookwormShe enjoys researching. She is intellectual. | must
add that she has had a challenging life, but she could cope with all the
difficulties and became happy. She is a bit emotional at times and sensitive.
She is very sharing and open to criticism. She @p#tes in voluntary

actions about education. | feel like | am having a therapy session from a
psychologist every time | spend time with her. | am thankful for having her in
my life.

Another friend of Pelin described her in a similar way:

If you are shang the same or similar outlook toward issues, she can get on
well with you. But if not, she does not have much tolerance. | guess this is
because she thinks that she represents the minorities arsupparts the

rights of people where she has come frdims is not only related to the

region she comes from, but also to being an educated girl and having almost
no relatives around. She is sociable. She regularly goes to theatre, cinema and
exhibitions. She enjoys travelling too. Friendship means a l@rtdShe is an
inquirer. She does not hesitate to ask questions to make things clearer. She is
always polite and sensitive about the use of language. She refrains from using
slang. Pelin looks at life from her own perspective that she has created after
so many challenges. | admire her!
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Pelinbébs restructured narrative

Figure 11. An i mportant object fro
Pelinds experiences related to | earning

The family environment in which Pelin was broughtRgdin started hestory
talking about the characteristics of her father. She described her father as the most

influential person in her life. Therefore, she mostly recalled memories with her

father.

My father was ahead of his time. He was a good speaker. He was open to
disaussion. | could easily discuss my concerns and opinions with him. He was
sometimes closer than my friends. My father and | would solve problems
together just like two best friends. We would discuss problems and come up

with solutions.

Pelin recalled mangnemories about her parents, especially her father. She said that

she was very careful not to upset her parents. This obviously helped her to become

an organized person as she decl ared: A My
but rather about upsettinggm par ent s. That 6s why | have
pl anned. However, I did the things that
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about her family she expressed that her parents would encourage her to become an

independent person and therefore, theyil encourage her to solve her problems

herself.
Li ke Adads and G¢l kenbs fat her, Pelinbs |
i ndependent . Pelinbs father also encour ai

One day while wal king bd mer:e sRlae a ne Kd
hesitate to do what you wanted to doo:
party and | asked my father for permission. My father encouraged me to go
and not to rush back home early.
Pelin talked about how much she learnt from hermarand of their love of reading.
She stated that her father encouraged her to read books and reminisced about how
they would play games together. Today Pel

parents bought for me were books. My parents would read larémhember that

they had reading corners where they woul

Pelinds experiences rel at eWhenPelintalkedoo!l en:
about her memories of school, she seemed very happy to be a teacher. She stated that
she She was a successful student who enjoyed teaching her peers and that she uses
every opportunity to teach her students how to become a caring pehgoalso

talked about those teachers who inspired her.

| used to have inspiring teachers who motivated me for further research and
projects. Two of them were the Math and Turkish teachers. My Turkish

literature teacher would value my opinions and encadage to do more.

My Math teacher believed in me and encouraged me to inquire and ask more
guestionsé My classmates were al ways
wi th them. | wasndét concerned about m
have funandstudy. coul dnét dedicate my time t
had a strong sense of responsibility for school.
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Pelinds experiences with t hPelintalkedabubor hoo
the difficulty of social gatherings in Turkey when she was &l cBhe mentioned

that girls were not allowed to go out at night very often. However, she added that this

was not the case for her. Her father thought differently and he would encourage her

to attend social gatherings such as tea parties, fairs, and singéh@aadded that she

misses those tea parties today.

Pelinds experiences related to personal

Pelinds exper i en cRelnsharedsarieedmotiesabout avel | i n
travelling. Travelling used to be a vacation activity with her parents sihemvas a
kid. She had fun while exploring new places. She came up with her own ways of

finding her way in a new place.

Travelling to different cities was fun, and | enjoyed exploring other cities. |
used to love walking in the streets by myself. In eaghl could find a tall
apartment or a clock tower to mark where | started. It helped me find my
directions back.

(@)}

Pelinds experienkAeisde effacmdhern fretalde m@s i
Pelinds reading habit shesstodalh &wknvathlimied e i mp .
access to books at that time, Pelin found ways to get books.
At that time there was an old bookstore in our street and we would rent books
monthly. But we could only read the ones that were available in the
bookstore. Therefe, | had to read many different books even though some
of them were not my taste. Books have been like ports for me where | can
refrain from sadness and difficulties. They helped me heal myself.
Her parents would read a lot too and she explained tbattghkeeps all of her

parent s books. She has got a strong reai

habit, she got very excited.

11¢



When | am reading, | meet people from different cultures. | become a part of
the character so bndklappmnesa. mhis helpls e develppr o b |
empathy in real life. | start understanding people and their problems. The
books enrich my imagination. You can travel the world or fly just like
Superman! | did that when | was a kid [laughs].
Pel i nds e xtpddaa professional sleveloprhelihe experiences related to
professional development were not institutionalized experiences that were offered by
a school or trainer. Instead, Pelin saw challenges as opportunities to develop
professionally. She strived tedrn by and for herself. During her teaching career she
taught seventeen different subjects and she takes pride in that. She said that when she
first started out as a teacher there was lack of teachers at schools and it was difficult

to find a teacher whwas specialized in certain subjects. So, she saw this challenge

as an opportunity to grow.

| taught 17 different subjects during my teaching career. | even taught
Physcial Education. This was because | was open to learning. Therefore,
whenever there wasreed for a teacher in the school, the administrators
would ask me research about that subject and teach the course until a
specialized teacher was assigned. When | was assigned to be a Physical
Education teacher | used to meet a Physical Education temwuthézarnt the
movements from him. | did not give up easily if | was assigned to do
something. Besides, people would trust me.
As a kid her parents would encourage Pelin to solve her problems herself and then at
a later stage in her life she was ablsdtve the challenges that she faced. She even

turned those challenges into accomplishment.

Pelinds experiences r e.lPdindddotmentiosagngndi ng !
memories related to nature. This may be |
who was brought up in a village. However, this does not mean that she does not

enjoy being in nature. She also added that she enjoyed having some time to herself

after work and long conversations with friends.

11€



Pelinds experi enc e sAsmepdsanwhdareatisa lothReinihasg h o |
a collection of bookmarks. She very often goes to the cinema and theatre. She also

enjoys watching TV serials.

Pelinds experiences r dlndti &k tAd as tarnidv iGryd K
did not need to stve to go to school because her parents encouraged her to go to

school.

Pelinds experiences rel at eB8hetescribedbt gi vi n

herself as a principled and organized person who did not easily give up.

Notes from rewejammalher 6s refl ex

Consequently, Pelin talked about her optimistic character. While talking

her positive attitude toward || if
herself easily. #fAl always smil e,
at things that | watch or read. | think it is a matter of personality. | have
passion for |ife. Once my father
most beauti ful gir]l i n the world
difficult situation with such xpectations. However, if you smile, you will
al ways | ook goodo.

Ekin Suds character sketch

Ekin Su is fiftynine years old. She is a retired Arts teacher who owns her own Arts

studio nowadays. Ekin Su comes from a family of five. Her father is known to have

i nteresting artistic skills as Ekin Su st
fencesm the shape of spaceships and solar system. Everybody in town knew him

very well because he was extraordinarily
people in her family was Ekin Subds el der

was inspired by wahing her sister at work and by the products she made. She



defines her parents as being authoritati:?

expected to follow but they were still democratic. They would listen to our ideas and
were responsive. Theywevery s uppor t i v &kindSti has aireperioicke a s 0 .
of her own paintings and she has opened individual exhibitions a number of times.
When Ekin Su talks about people who have inspired her to become who she is, she
focuses on her teachers. She loves reading. She mostly reads stawmelstories,

poems, and magazines. She enjoys reading anything that is related to arts, philosophy
and culture. She reads three to four books each month. One of the things she is strong

at is her voluntary participation in educational projects.

After he retirement she started writing about the places she has travelled to. One of
the most recent hobbies that she has developed is travelling. She identifies herself as
the perfect tourist because she reads about the geography, culture and history of the
places she visits before the trip starts. She makes sure to visit all of the Arts
museums in the places that she visits and collects materials to bring back as
souvenirs or teaching materials. Her close friends describe Ekin Su as having an
artistic personaty and knowledge on a variety of issues such as history and politics.

She is also known for her strong work ethic and being very creative.
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Ekin Subs restructured narrative

Figure 121 mport ant objects from Ekin S

E k i n expariénees related to learning environments

The family environment in which Ekin Su was brough&lm Su started her story
recalling her significant life experiences with her grandmother. She explained that
her grandmother would live with them at tingesd she described her grandmother as
a very strong character. She added that she takes after her grandmother because she
was so hardworking and enjoyed her life.
My grandmother would encourage us to work hard and never give up. We
lost her at the age oB8Even when she was 87, she would take us to the
cinema. She would not give us gifts just for nothing. She would define a
target and encourage us to work towards that. Only if we achieved our goals,
would we get the gifts. | remember that she used todndebject and give a
gift to the one who could find it.
Ekin Su also credits her grandmother for her own creativity and social skills. She
al so |l oved her grandmotherés simplicity
My grandmother was very creative. She would come up witbrdnt games.
For example, she would use some matches to make up a game. My

grandmother was a bit hyperactive | think. She would take me to different
communities with her. It was like a game for me at that time.

11¢€



