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ABSTRACT: Monologic models of reflect ion do not 
a deq uately exp la in how teac hers come to know. Monologic 
co nceptions of r e fl ectio n use language in individual a nd 
isolated ways. Thi s paper critiq ues these co nceptions of 
reflection and s u ggests that individual cognitive models of 
reflection can perpetuate poor pedagogy. I argue that this 
pedagogical irony is estab lished once r e fl ect ion is co nceived 
of as a state of cogito wh ere la nguage is s ubjugate d to an 
ob jective a nd ratio nali st ic function within independent 
pe d agogical qu e ries. A lte rn ative ly , it is with biases , I argu e, 
that teach ers initi a lly fr a me eve nts to reflect upon . Through 
language - dia logue - I uggest that teac h e rs ca n better 
understand th ei r re fl ec tions , t heir practice, a nd event u a lly 
t h e m se lves. I d r aw la rge ly on three arguments that cha ll e nge 
age nt- centered e pi ste mologies that , in turn , imp licate the 
beliefs of teachers a nd t h e norm a lizing discourse of ed ucation 
in teachers' pedagogica l decisions. I conclude with aspects of 
Hans-Georg Gada m e r' s thoughts towards t h e development of 
a richer conception of reflective practice and self­
unde r sta nding . 

RESUME : Le s mode les de reflexion monologiques 
n 'exp liquen t pa s s uffis a mm e nt comment le s e nseignants en 
vie nnent a se connaitre. Ces conceptions monologistes de la 
re flexion u ti li sent la lang u e de fa<;on individue ll e et isolee. 
Cet a rticle est un e critique des co nception s de la reflexion et 
sµgge r e que !es mode les cognitifs et individue ls de la 
reflexion peuvent e n ge ndrer une pietre pedagogie. Je 
soutiens que cette ironie pedagogique est instauree une fois 
que la reflexion est con<; u e comme un etat de «cogito» (de la 
pensee) , ou la lang ue est ass ujettie a une fonction objective 
et rationnelle a l'interieur de questions p e dagogiques. 
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Co mme a ltern ative , c'est avec un prejuge que je prete nds que 
les e n se ignan ts forgent a priori les situations su r lesque lles 
ils r e fl echissent . J e s u gge re que, pa r le bi ais du di a log ue , les 
ense ignants peuve n t mie ux co mprendre le urs r e fl exion s, le ur 
prat ique et event uelleme n t e ux -me mes. J 'a va nce trois 
a r gume n ts qui mette n t e n question les ep iste mologies 
centrees s ur l'agissa n t qui , a le ur tour, impliquent les 
croya nces des enseignant et le di sco ur s d'education 
normalisa n t p ropres a ux decisio ns pedagogiq ues des 
e nseignants. J e co nclu s e n me referant a certains aspects de 
la pe nsee de H ans -Georg Gadame r qui favo rise n t le 
deve loppement d'une plus riche concep tion de la pratique 
r e fl exive et de la compre h e nsion de soi . 

dia , a prefix occurring in .. . the formation of 
compound words to mean passing through 

logue, denotin g a specified kind of discourse , 
spok e n or writte n. 

(Webs ter's Encyc lop edic Unabridged Di ctiona ry of 
th e English Language, 1983) 

Introduction 
In h is book Th e In terpretation of Cultures, Clifford Geertz 
d escribe d how an idea emerges onto the socia l scie n ce landscape 
promising ne w answers to persistent problem s (1973). Geertz 
ch a racterized t his phenomenon as a "grande idee," a n idea that 

resolves so m a n y fund a m e ntal problems at once that t hey 
see m to promise that they will ... cla rify a ll obscure issues . 
Everyone snaps the m up as the open sesame of some new 
pos itive science; the conceptual center-point a round which 
a comprehensive syste m of analysis can be built. (p. 3) 

In teacher education, r e flective teaching h as emerged as a 
contemporary gra nde idee . Advocates ofreflective teaching a rgue 
that teachers who think dee ply about their pedagogy will enhance 
their practice , improving student achievement as a result . 
R eflective teaching is not a dis tinct type of pedagogy ; rather , i t is 
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a method teachers use to examine the teaching practices they 
already use . 

This logical line of reasoning has provoked a large discussion 
about what reflection is and how to foster this kind of thinking 
with teachers in schools (Hess , 1999). The pursuit of reflective 
teaching has spawned shifts in teacher education curricu la in 
order to cu ltiv a te reflective thinking from student teachers: 
autobiographies (Pinar , Reynolds , Slattery , & Taubman , 1995) , 
dialogic journals (Roderick , 1986) , case studie s (Richert , 1991) , 
action research (Noffke & Brennan , 1991) , portfolios (Wo lf, 1994), 
and reflective seminars (Anderson et al., 1995) . These activities 
prepare preservice te achers to think a bout how pedagogy is 
continually assessed as it meets the challenges of a diverse and 
evolving classroom . 

Many activities that foster reflection a im to "o vercome the 
apprenticeship of observation ," 1 the prior knowledge and beliefs 
that preservice teachers enter the profession with that may 
perpetuate poor pedagogy (Dewey, 1904 ; Lortie , 1975; Grossman , 
1991). Student teachers' own familiarity with the classroom 
restricts their ability to conceptualize alternate visions of 
teaching and learning. Reflective activities strive to help 
preservice teachers interrogate their deeply held beliefs about 
teaching and learning and frequently replace beginning teachers' 
prior beliefs with more productive and equitabl e conceptions of 
instruction. 

The process of examining one 's pedagogical beliefs implicitly 
asks beginning teachers to investigate other epistemological 
issues as well. The acquisition of new instructiona l strategies 
typically clashes with the kinds of instruction beginning teachers 
received as students in classrooms. This clash challenges 
beginning teachers to understand how knowledge is generated 
from a variety of instructional methods , raising complex issues 
over the values associated with selecting multiple, and at times 
different, ways of knowing. This is often an unsettling time for 
beginning teachers as they become more aware that pedagogy is 
a conscious decision laden with particular values (Hokanson, 
1999). As a result, beginning teachers frequently observe their 
teacher educators to see if they are modeling the kinds of 
instruction being advocated and to catch a glimpse of how to 
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manage such complex decisions. In the end, reflective thinking 
provides beginning teachers opportunities to align their 
instructional strategies with the values they hold important. 

Problem 
The use ofreflective activities in teacher education has generated 
questions about what reflective teaching looks like and, more 
genera lly , what reflective thought is. Definitions of reflection 
proliferate teacher education literature, and just as Geertz's 
prophetic statement demonstrates , understanding reflection has 
become a fertile research agenda in teaching and teacher 
education. Even a cursory read of the literature demonstrates 
how varied, and enormous , the inquiry h as become. However, it 
is clear that the literature consistently conceptualizes reflection 
as a cognitive process that is conducted individually. 2 

Individual reflection, what I call monologica.l reflection, relies 
on notions of objectivity and rationality to explain how teachers 
improve their pedagogy . Mono logic definitions assume that 
teachers are reservoirs of pedagogical knowledge and that 
careful, systematic thought will generate appropriate solutions 
to pedagogical queries . As a solitary practice, monologic reflection 
does not adequately explain how teachers ' values are implicated 
in assessing instruction or adequately explain how teachers 
construct solutions to pedagogical queries ; rather , monologic 
reflection erroneously suggests that teachers make decisions 
according to an assumed body of professional knowledge. 
However, this knowledge is contested (Kennedy , 1987). Monologic 
conceptions may portray teachers in an empowered professional 
role; however this conception continues to perpetuate teaching as 
a solitary profession that privileges the episteme of the 
individual. 

Organization of the Paper 
In this paper, I suggest that teachers who reflect alone may, rn 
fact, promote bad practice. If reflection is to improve teachers' 
pedagogy then reflection must be practiced in dialogue with 
others . My critique of reflection focuses on how teachers reflect 
with less attention paid to what teachers think about. I am 
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intereste d in identifying how reflection is co nceived and how 
these conceptions explain the ways teachers investigate their 
pedagogy. I suggest that when reflection is conceived as a dia logic 
process, it enhances teachers ' understanding of their pedagogy 
and eventually , themselves. None of this is new; philosophy of 
science has questioned the objectivity of the observer s ince the 
beginning of interpre tative research. But the co nsequences of 
these critiques h ave not been sufficiently examined in relation to 
reflective teaching. 

I begin by explaining the rationale supporting reflective 
teaching. Next, I in troduce three philosophical critiques of agent­
centered epistemologies that ch a llenge notions of objectivity and 
rationa lity embedded in monologic characterizations of reflection. 
I am particularly interested in how teachers use language to 
frame expe rience s and how langu age constructs knowledge. I end 
by discussing, broadly, how reflection, characterized as a dialogic 
process, assists teachers to learn about the values that shape 
t heir practice. I liberally apply aspects of Hans Georg Gadamer's 
thoughts toward this end. 

Rationale for Reflective Teaching 
Reflective teaching signals an importa nt shift in the 
conceptualization of teachers. Reflective teaching atte mpts to 
move teachers towards greater awareness of the reasons , motives, 
values, and pressures that direct and influence their pedagogy. It 
is distinguished from conceptions of teachers as technicians. 
Teacher technicians genera lly operate from a number of fixed 
assumptions about teaching and learning . An examp le of 
technical teaching is the Florida Perform ance Measurement 
System (FPMS). FPMS is an observation instrument that 
identifies strengths and weaknesses of teachers' pedagogy 
according to items coded for specific teacher behaviors. Items 
such as "begins instruction promptly," "orients/maintains focus," 
"provides for practice" a re easily observable behaviors an d when 
completed by teachers, generate a "succe ssfu l" teaching episode 
(Peterson, Kromrey, Micerri, & Smith, 1986) . 

Critiques levied against technica l teaching state that teaching 
is far more complex t h an any list of techniques could hope to 
capture. The reduction of teaching to a set of techniques narrows 
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the act of learning to acquiring a set of behaviors . Furthermore, 
generic princip les of teaching do not provide sufficient instruction 
for sophisticated content that n ee ds to be taught to a variety of 
learners. Perhaps most important, teach ing is a moral endeavor 
where teachers m ake frequent decisions about complex ethical 
issue s. Teachers who rely on teaching techniques that fail to 
consider the moral implicat ion s of the classroom and the school 
neglect the public missio n of ed ucating competent a nd caring 
citizens. The imp orta nce of r e fl ect ive teaching rests on its ability 
to meet these dem ocr atic aspects of teachin g a nd learning that 
unfortun ate ly fall outside the ausp ices of traditio n a l technical 
teaching (McKenna , 1999) . 

Re flective teaching initiates a type of thinking that weighs 
teachers' values in relation to the reasons which s upport 
pedagogical decision-making. This kind of expla natory thinking 
is different from rou tine thinking that is guided by impulse , 
tradition, or a uthor ity (Dewey, 1904). Karen Evans (1995) 
exemplified exp lanatory t hinkin g a s s h e attempts to improve her 
writing curric ulum . Eva ns dismisse d ce rtai n principles of the 
writer's workshop that she believed are not cu ltura lly co n gruent 
with the stud e nt s in h e r classroom. As a result , Evans concluded 
that, "I a llow ed my beliefs in wh at I thought I shou ld be doing to 
result in tunnel vision. Having to face such a situation 
[pedagogical doubts] a ll owed me to explore other in st ructional 
poss ibilities a nd different ways of utilizin g process writing" (p. 
270). Evans s upported reflective thinking because s he believed it 
assists teachers to avoid becoming trapped in routine thinking . 

Reflection ha s a lso been ch aracter ized as a te mporal event . 
Schon (1983) distinguished between refl ection-in-action and 
reflection-on-action , indicating that reflection monitors our 
actions during and after teaching . Schon's distinction emphasized 
the epistemic importa nce of practice and experience. He believed 
that technical mod e ls of epistemology , such as the FPMS, are 
se riou s ly fl awed becau ·e they mai ntain a rtificial boundaries 
between theory a nd practice . Schon a rgued t h at epistemic models 
that di stinguis h between t h eo ry and practice do not help 
practitioners a n swer the t h orny ethica l problems in the field. His 
definition of reflection appreciated the episteme of the 
practitioner - during work a nd in t he thinking t hat takes place 
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after work. As important as is Schi:in's distinction, most 
descriptions of reflection emphasized the time after teaching. 

Valli (1997) reminded educators that reflection is derived 
from the Latin reflectere, meaning to bend bach. In this regard, 
the reflective teacher is someone "who contemplates, who is a 
deliberative thinker" (p. 68). Valli's definition of reflection 
focused on the thinking that occurs after teaching as means to 
prepare for futur e action. By implication, Valli sugges ted , 
"reflective teaching is teaching with careful thought and 
judgement" (p. 68) . 

Perhaps Calderhead (1992) effective ly summ arize d the above 
descriptions of reflectio n a nd reflective teaching when he stated, 

the reflective teacher is one who is ab le to a n a lyze their 
own practice and the context in which it occurs; the 
reflective te acher is expected to be able to stand back from 
their own teaching, evaluate their situation and take 
responsibility for their own future action. (p. 141) 

Calderhead similarly conceptualized reflection as a process that 
initi a lly bends back. With the exception of Schi:in ' s "reflection-in­
action," characterizations ofreflection tend to isolate the thinking 
that occurs after, and up on , a teaching episode that h as a lready 
taken place. 

I believe that when reflection is conceived as a process of 
bending/standing back a lone, it may not improve pedagogy. 
Definitions that describe reflection as a n individual cognitive 
process do not explain how personal biases generate the framing 
of situations. Monologic reflection assumes that teachers possess 
an omniscient eye in their classrooms and that answers to 
pedagogical predicame nts lie in careful , systematic thinking. The 
assumption that reflection is an objective and rational act is 
misleading and maintains teachers in isolated roles in schools. 
This assumption also neglects how language constitutes 
knowledge, and is constituted, through social interaction. In the 
next two sections, I argue that this view of la n guage is not 
sufficient for understanding the personal biases that constitute 
perception. 

The study of reflect ion might be enhanced by a sking questions 
generally left out of t he research agenda - for example, What 
methods do teachers use to frame teaching ep isodes? How do the 
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m ethods t h a t reflec tiv e t each e r s e mploy comp a r e wh e n r e fl ecting 
alone or in dialo gu e? T o wh at extent do these diffe r e nces in 
reflection affect p e r ception of a classroom eve n t? A nd , do these 
differe nces impact s ub se que nt ac tion? Question s co ncerned with 
ho w refl ec tion is p ract iced illu m in a t e what t each e r s re fl ect on a nd 
p rov ide a dditional in fo rm ation a bou t th e r easons why t h ey a lte r 
pe d agogy. 

Critiques of Agent-Centered Epistemologies 

The Myth of Objec tivity 
Rece n t critique s in e p is t em ology s ugge s t e d t h at t h e process of 
s t eppin g back and evaluat in g on ese lf a nd one's prac tice i s ve ry 
co mplex. D a vid Bohm (199 6) is dubious wh eth er or not it 1s 
poss ible to be object ive at a ll. Bo h m state d t h at if 

I say I am goin g to loo k into my mind bu t I don't co n sider 
my ass ump t ions, t h en t he p ictu r e is wrong beca use t h e 
ass u mption s a re looking . T h at is a common pro blem of 
in t r ospect ion. You say, "I a m go in g to look at myse lf 
inwa r d ly ," bu t t h e assumptio ns a r e not looked at - t h e 
ass ump t ion s are loo kin g. (p . 70) 

U nders t a nding is filt e r ed t h ro u gh assumptions . If teach e r s are 
not a ware of th eir assumptio ns, t h e n the s itu a tion t h ey fr a m e for 
r e fl ectio n m ay be co nstr ued as a n obj ective acco un t of t h e eve n t 
r a the r tha n a r ete llin g co nstr ucte d from t h e ir b iases. O f co ur se, 
r eflective teach e r s m u t begin re fl ectin g fr om perso na l va n tages; 
h oweve r , act in g so le ly upo n pe r so n a l va n tages may pe rp etu a te 
b a d p r act ice. F or instance , if teach e r s believe t h at fe male 
·tud e n ts will not do as we ll as m a le st ude n ts in m ath ematic s 
co ur ses, a dju s tm e n ts to pedagogy will be fil tered t h ro u gh sexis t 
pe r ce p t ion s, proba bl y e nact in g, a nd r eify in g, teac h ers' 
exp ec t a tions . In this exa mpl e, ge nd e r m ay h a ve nothing t o do 
wi t h m ath e m atica l a bi li ty, bu t r ath e r , gen der m ay have 
eve r y thin g to do with t h e amo un t a nd qu a li ty of in st ruction 
·tu de n ts receive (Ka hl e & Meece, 1994). 

Bohm's a r gum e n t insiste d that r e fl ective teac h ing i ncl ude 
teach ers' be liefs , va lues, and biases . This h e lps distin guis h 
r e fl ect ion as a meth odo logy , a lthoug h a s lippery one, from notio n s 
of cogi lo wh e r e a nswe r s a re d iscove r ed t h ro ugh objective 
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reflective thinking. 3 Ball (1990) powerfully contributed to this 
idea with her case-study that suggested that teachers may believe 
their pedagogy is gro unded on certain principles when in fact 
their practice may contradict those very principles. The teacher 
in Ball's study only reified her beliefs through individual 
thinking, contradicting the new improvements in curriculum a nd 
instruction. The power of Ball's study stemmed from the fact that 
the teacher believed she was engaged in new practices when in 
fact she was not. Here , Ball demonstrated that teachers ' beliefs 
and values powerfully influenced how they envision and practice 
teaching. 

Language as Filters - Selecting and Deflecting 
Kenneth Burke (1966) believed that people 's assumptions , beliefs , 
and values fun ction as "terministic screens" and through these 
screens people come to understand. Like Bohm, Burke believed 
that assumptions direct attention and the re-constructions of 
"'reality' may be but the spinning out of possibilities implicit in 
our particular choice of terms" (p. 46). Burke was concerned with 
how language directs our assumptions. For Burke , language 
cannot be separated from beliefs , va lues , and assumptions - these 
are our "terministic screens" (p. 46). In fact, it is through 
langua ge that we identify our assumptions , state our intentions , 
and come to know our world. Therefore , language powerfully 
identifies our assumptions and "directs the attention into some 
channels rather tha n others" (p. 45). 

For example , Ryan (1976) showed how language directs 
attention in one way and deflects attention from equally 
compelling areas of inquiry. Ryan s ugge sted that the sentence 

Poor children come to school culturally deprived and 
disadvantaged for learning. 

could be written 

We are dealing, it would seem , not so much with culturally 
deprived children as with culturally depriving schools (p. 
37). 

Ryan s howed that by rewriting, or inverting, sente nces, other 
arenas for inquiry appear. The first sentence stressed students' 
preparation for scho ol and the second sentence illustrates school 
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effects. Teach er s less incline d to think and talk abou t the social 
co ndition s of schooling m ay co nsiste ntly see pe dagogical prob lem s 
ste mmin g from stud e n t inade quacies (a nd vice versa). Teachers' 
reflections are a product of the la nguage they u se to describe 
s i t u atio ns . If teachers a r e not awa r e of multiple w ays to assess 
and desc r ibe situations, they may con s iste ntly misreprese nt 
events . 

Wh e n teach ers fr a m e a n eve nt to reflect upon , they do so with 
the terministic scree n s t h ey h ave deve loped ove r time an d not 
with a n a ll-knowin g obj ectivity . In fact , teachers reflec tively 
frame eve n ts with their ava ila bl e terms a nd langu age. This 
process necessar ily focuses teach er s' atte n tio n in so m e directions , 
de fl ectin g their a tte ntion from oth e r directions . What is use ful for 
th e purpo se of t his p a pe r is to explore how teachers use 
termini tic sc reens . How do ass umption s, beliefs, a nd va lues 
a bout teac hin g affect t each e r s' reflections? How does la n gu age 
func t ion in framin g teach er s' r e fl ections? And , wh at is privileged 
a nd /o r exc lu ded wh e n framing reflections? 

Normalizing Discour se 

Re n ato Rosa ldo (1987) argued t h at t he act of framing is e ntirely 
rh etorica l a nd claims to objectivity a r e situa te d wi thin the 
domin a n t patte rn s of disciplin ary disco urse. Rosa ldo , an 
a nthropologist , wa concerned t h at t he pe r vasive sty le of writing 
in ethn ograp h y te nde d to objectify a nd dehum a nize culture being 
investigated. Rosa ldo cla im e d that situatio ns are frequently 
mis r e prese n ted because inquiries seek the norm a lizing discourse 
of t he discipline . 

For instance , a teacher reflecting on how to help a gro up of 
stu dents improve t heir r ea din g skills can s ituate t h e problem 
from a variety of disciplinary pe r s pective s - pedagogy, m ateria ls , 
motivation , classroo m m a n age ment , a nd so on. The teach er 
framed t h e sit uatio n depe ndin g on h e r or his beliefs and the 
prevailin g norm s of teaching. As a r es ul t, t h e teach e r might 
believe that the student s' poor reading skills manda te a cra sh 
co urse in the b as ics. H owever, student difficulty in r ea din g at 
school may be the result of u sin g a diffe r e nt kind of discourse at 
hom e, a nd reme dial teachin g will only exacerbate poor test 
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scores. This is often the unfortunate case when sch oo l and home 
are culturally incon gruent settings (Heath , 1982) . 

The disciplinary trend to bolster children's ba sic skills in 
response to poor achievement is a solution that can perpetuate 
stude nts' poor performances because the normalizing disco urse 
often ne glects important cul t u ra l considerations involved in 
teaching and learning . Furthermore, th e re is no guarantee that 
r eflection will improve teaching . In fact , reflecting alone can 
obfuscate understanding of teachin g episodes because language 
seeks a norm a lizing di co urse and isola ted teaching dissuades 
teachers from challengin g the pervasive norms of teaching 
(Lortie, 1975). Reflective t eaching, intended to challe nge 
pervasive conceptions of teachers as technicians, only preserves 
the privileged position of technica l teaching when con ducted 
individually. 

Summary 
Reflective teachin g is bound by language. As s uch , reflection must 
be distinguished from notions of cogito that s ugge st that 
deliberative thinking will discover answers to pedagogical 
problems. Definitions of reflection t h at rely on arguments of 
cogito ass ume that pedagogica l solutions are within teachers 
rather than among teachers. This assumption displaces the 
dialogic use of language by relying on notions of objectivity . 

Since teaching is bound by language , it is tied to the biases, 
beliefs, a nd values teachers have abo ut teaching . Teache rs who 
reflect a lone may not visualize options beyond the scope of their 
assumptions and therefore reflection can be a m ethod that 
r e inforces bad practice. 4 Fina lly , reflection is a method for 
describing and reconstituting events and as such, it is linked to 
the organizational structu res that define the field. Therefore, 
reflection de scribe s teaching episodes from teachers' perspectives 
and from disciplinary perspectives . The powerful dynamic 
between the individua l and the system pe rpetuates technica l 
teachin g because of the isolating feat ures this dynamic produces. 
As s uch , I believe mono logical reflection can neglect the socia l, 
moral , and comp lex subject-matter concerns involved in teaching 
a diverse stude nt body. 
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Re flective teachin g is worthwhile practice. However, I have 
a r gu e d t hat this practice mus t be aware of some limit ations. 
Refl ection might e nforce b a d pra ctice because reflec tion cannot, 
by it se lf, transcend la ng uage . H ere , reflection m a y become a 
va lu a bl e tool in the a r se n a l of technical te a chin g beca u se of its 
a bi li ty to a sse ss through normalizing discourses. However , 
r e fl ection t h a t u ses la n gu age in dia logue ca n h elp teach er s t a lk 
throu gh issues wi t h co ll eagues . Dia logue r evea ls t h e ass umptions 
t hat in evit a bly direc t inquiry in reflection. 5 Teach ers w ho 
und e r sta nd t h eir own ass umption s ca n m a k e be tte r-informed 
judge me nts a bout their teaching and th eir stu de n ts. There 
foll ows a lis t , in ve ry bro a d s t r okes , som e principles of self­
und e r s t a nding as sociate d with r e flecting dia lo gica lly . 

Gadamerian Implications for Self-Understanding 
H a ns -Georg Gad a m er (1997) in s iste d t h a t m onologic r eflec t ion 
m oves us a way from i mp orta n t se lf-cha r a cte ri zat ion s a nd self­
knowl e dge. For Ga da me r , "the se lf ' me diate s understa nding 
t hrou gh history an d tradition . La nguage is h ow w e "come to 
und e r sta nd" ourse lves a nd each ot h e r , because words a r e s ituated 
in his tory a nd tradition (p . 446). Language is full of ourselve s -
our ass umptions, be lie fs , and va lues. Dialogue is t h e process that 
ide n t ifies our beliefs a nd va lues . Gada mer is concerned that 
re movin g socia l context disables our a bili ty to under s tand 
ourse lves. I t is , Gada m er a r gu e d , only t hrough socia l con text, 
throu gh socia l in t eract ion , t hat we understa nd : 

A pe r son who does no t a dmi t t h a t h e is domin ate d by 
prejudices will fa il to see wha t manife sts i tse lf by t heir 
light . It is like the r e la tion be tw een I and Thou . A per so n 
who reflects himself out of th e mutuality of s u ch a r e la tion 
ch a nges this relation ship a nd destroys its moral bond . A 
pe r son who reflects himself out of a living rela tion ship to 
tr a dition destroys the true meaning of th is tr a dition in 
e xa ctly the same way. In seeking to under sta nd tr a dition , 
histo rica l conscious ness mu st not rely on t h e critic a l 
m e thod with which i t appro ach es its sources , as if this 
prese rved it from mixi ng in i ts own judgm e nts a nd 
prejudices. It mu st , i n fact, think wi thin its own 
his toricity . To be s itu ate d within a tradition does n ot limit 
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the freedom of knowledge but makes it possible . (pp. 360-361) 
Gadamer argued that meetings between people develop self­
understandings , further claiming tha t a ll understanding is 
ultimately, self-understanding (p. 260) . He suggested that 
mono logic reflection destroys the moral bond between individuals. 
Gadamer's moral bond was predicated on conceptualizations of 
language as communicative, dialogic. It is the sharing of 
assumptions to self and other, not the analytic objectification of 
assumptions, which reveal who we are and what we believe. It is 
with our assumptions that we come to understand our 
assumptions , but only in contact with others - the familiar with 
the strange (Kerdeman, 1999). Thus, the moral bond between 
individuals would be the trusting interactions among people 
within safe communities that increase and promote talk. 

Dialogic reflection allows teachers to understand their beliefs 
by interacting with other teachers and other beliefs. The 
interactions among and between teachers, the "fusion of 
horizons," illuminate the tradition and history teachers 
participate in and help teachers understand these perspectives 
(pp. 306-307). Gadamer's idea fusion of h orizons establishes the 
theoretical groundwork ne ede d to broaden how reflection 
contributes to self-knowledge. Dialogic reflection h elps teachers 
come to underst a nd , and improve , their practice through sharing, 
reve ali ng, and discussing the values that are either exp licit or 
implicit in practice . 

As such, questions are raised a bout what should be the nature 
of professional interactio ns among teachers during, and after, the 
school day. Additional questions should be raised a bout the 
additional leaders hip s kill s beginning teachers ne e d in order to 
enter organizations that do not support dialogue or dialogic 
reflection. And finally, curricular questions a imed at educating 
dialogic teachers may raise fruitful deliberations in teacher 
education. Gadamer's thoughts help expand how reflection can 
improve teaching. 

NOTES 
1. An adaptat ion of Grossman' s (1991) title. 
2. See Zeichner and Liston (1996) for a n exte nded analysis of this 
point a nd for additiona l r eferences , pp. 18- 22. 
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3. Descartes (1641 /1985) ques tion ed himse lf in to what h e believe d 
to b e t h e quintessen ti a l hum a n qu a lity, cogito . Cogito represe n t s t he 
unique ly hum a n cap a city to think a nd, Des ca r tes contends, this 
quality is essenti a lly rational. The r e a re numerous critiqu es of the se 
claims - for instance , the u se of la nguage is what ch aracte rizes 
huma n beings , no t thou ght , a nd r ationa li ty is just one of many ways 
to construct knowledge. 
4. I a m indebte d t o Linda Va lli fo r s u gges tin g t h a t individua ls ca n 
b e dialogic while gro u ps ca n be monologic. S ee Bohm (1996), Code 
(1991) and Taylor (1991) fo r e x te nded discuss ion s of t h ese points. 
5. Buckley (1999) acute ly states that s u ch co mmunication is 
cul tu r a lly bound as we ll. 
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