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Abstract 

There is a growing interest in the study of the moral qualities of teachers. Many 

studies emphasize empirical techniques without attention to the philosophical features of 

moral conduct or focus on the philosophical features without connections to the actual 

conduct of teachers. This dissertation combines philosophical and empirical inquir\- to 

study the moral conduct of teachers. 

Using Fenstermacher's distinction among teaching method, style, and manner, the 

technical and personality characteristics of teachers are distinguished from teacher 

conduct that expresses moral virtue. This conduct is known as the manner of the teacher. 

This dissertation investigates how manner may be made explicit, as a philosophical 

concept and an object of empirical inquiry. The philosophical part examines the 

conceptual nature of moral action in the classroom, using an .A.ristotelian ethics as the 

framework for analysis. The empirical part is a case study of three classroom teachers, 

whose moral conduct is examined using the Aristotelian framework. 

This dual philosophical/empirical approach permits inquirers to observe and 

analyze selected moral dimensions of teaching, then draw conclusions about how the 

teachers express moral virtue. The empirical part is a qualitative study of three teachers, 

each interviewed and observed over a one year period. Case studies illustrating the 

teachers" expressions of moral virtue were developed, followed by a cross-case analysis 

that revealed common and distinct elements in the teachers" manner. The cross-case 
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analysis suggests that the teachers' express virtues in similar ways according to the 

Aristotelian framework and in particular ways according their individual style. Further, 

teachers express more than one virtue simultaneously. 

The main conclusion one may draw from this study is that it is possible to 

systematically observe and describe manner in teaching. Suggestions for further research 

include (1) situations in which the expression of one virtue appears to conflict with 

another. (2) the difficulties of analyzing the intellectual virtues, and (3) claritS ing the 

relationship between manner and teachers" context, content, and students. A significant 

implication of this study is that it is possible to attend to manner in ways that permit the 

development of moral virtue in teaching. 
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Chapter One 

Introduction 

The purpose of this dissertation is to make explicit the concept of manner in 

teaching. Central to this task is an effort to understand and to explain manner as a 

concept in the moral domain. By moral. I mean those aspects of teachers" conduct that 

are expressed as virtue. In this study, these virtuous aspects are analyzed, and a concept 

of manner in teaching that centers around the expression of moral virtue is developed. 

Prior to undertaking this task, however, some background is needed to explain what 

makes manner relevant to teaching. 

Perhaps one of the best ways to begin to conceptualize this view of manner in 

teaching is to think about it in terms of how it relates to living a good and happy life. As 

we are all well aware, generations of parents and teachers have read fair\ tales to children 

that end with "...and they lived happily ever after.'" From these stories, children learn 

that living "happily ever after " is the ideal. It is something to which to aspire. Aspiring 

toward happiness is as old as the inception of childhood fairy tales and dates back at least 

to the time of the Ancient Greeks. Sherman (1997) writes: "Aristotle, like Socrates and 

Plato before him, and the Stoics after, begins his inquiry with the question. What is a 

good and happy life for a human being? In their terms. What is eudaimonia 

(happiness)?" (p. 5). Like those of us who were raised hearing fairy tales with happy 
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endings, the Ancient Greeks inquired whether happiness consists of a life of active public 

service, of living with family and friends in pursuit of common ends, of pleasure and 

excitement, of theoretical reflection, or of prosperity, health, or freedom (Sherman. 1997). 

This inquiry led Plato and Aristotle to the conclusion that the best human life 

requires the exercise of virtue. The Greek word for virtue, arete, focuses on ideal types 

of human life, not on universal principles of conduct. The virtues are qualities that enable 

an individual to achieve eudaimonia (Maclntyre, 1984). Eudaimonia is a state of 

objective achievement, of excellence. The aretai, the excellences or virtues, are those 

qualities that make life admirable or excellent. 

Since an excellent life requires virtue, the Ancient Greeks were concerned with 

the acquisition of virtue. Bumyeat (1980) reminds us that: 

The question. "Can virtue be taught?" is perhaps the oldest in moral 

philosophy. Recall the opening of Plato's Meno (70a): "Can you tell me. 

Socrates- can virtue be taught, or is it rather to be acquired by practice? Or is it 

neither to be practiced nor to be learned but something that comes to men by 

nature or in some other way?" ( p. 69). 

Following Socrates and Plato, Aristotle pondered these questions as well. On the subject, 

Aristotle writes, "Moral virtue comes about as a result of habit" (Aristotle, trans. 1925, 

1103al 1). According to Aristotle, we acquire moral virtue through habituation. He 

suggests the moral agent rather than a set of moral principles is the primary source of 

moral knowledge (Prior. 1991). If we wish to become virtuous, we must find a virtuous 
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person and imitate his actions. Within the context of important relations to others, 

children come to full intentionality. and in the best circumstances, characteristic of 

mature virtue (Sherman. 1997). One such relation is the one between teacher and student. 

Through their relations with teachers, students may develop into morally virtuous human 

beings. 

That being the case, the growth and habituation of moral virtue is a concern 

teachers share with others who are significant in the lives of children. According to Ryle 

(1975). *in matters of morals, as in the skills and arts, we first learn by being shown by 

others'" (p. 437). This modeling is important in the learning of virtues (Richardson. 

1993). Teaching is an interpersonal activity directed at shaping and influencing the kind 

of people children become (Sockett, 1993). In part, teachers influence students through 

the conduct they display. Thus, as an aspect of conduct, teachers" manner, today as in the 

time of the Ancient Greeks, plays an integral role in educating children to be moral. 

This chapter introduces a dissertation study that is designed to explore maimer in 

teaching. Generally speaking, this study aims to explore three aspects of manner: 1) 

What is manner in teaching? 2) How may one engage in the examination of manner in 

teaching? and 3) How may one observe and describe manner in terms of moral virtue? 

The chapter begins by providing fixrther background on the relationship between virtue, 

moral education, and teaching. Following that, discussion turns to the study at hand. The 

problem, the purpose, and the research questions are stated. Each of the research 

questions are described to give readers a sense of what is to be explored in this study. 
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The challenges of engaging in such a study are also discussed. Finally, the chapter 

concludes with a brief outline of how this study will be reported in the upcoming 

chapters. 

Virtue. Moral Education, and Teaching 

As stories read during childhood teach us that an ideal life consists of happiness, 

the story of our country's history teaches us that the "pursuit of happiness" is an 

inalienable right. And although many Americans now take these words for granted, the 

author of them. Thomas Jefferson did not. Jefferson recognized that the "pursuit of 

happiness" for all Americans rests with a system of public education. As Tarcov (1996) 

notes: 

Jefferson himself considers that "the natural aristocracy" of virtue and talents, as 

opposed to the artificial aristocracy of wealth and birth, is nature's way of 

providing "virtue and wisdom enough to manage the concerns of the society..." 

...He proposes a system of public education to seek out persons of "worth and 

genius' from every condition of life and prepare them to defeat the competition of 

wealth and birth for public trusts (p. 33). 

For Jefferson, public education for all was essential to preserving democracy and to 

nurturing the capacity of individuals to understand and to enact moral virtues (Darling-

Hammond & Ancess. 1996). 
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Following Jefferson, a general consensus on the necessity of public education 

persisted throughout the nineteenth century (Westbrook, 1996). Education was 

associated with building character, a sense of duty, and a spirit of service (Kliebard. 

1988). Educating for democracy became couched in this kind of moral education. 

During this period known as the Common School Era. it was argued for the first time 

that, "if children from a variety of religious, social-class, and ethnic backgrounds were 

educated in common, there would be a decline in hostility and friction among social 

groups" (Spring, 1994. p. 63). One of the strongest proponents of this ideology was 

Horace Mann, the secretary of Massachusetts' State Board of Education. Being prior to 

the legal separation between schools and prayer. Mann espoused a moral education in 

which children were to receive a common moral education based on the general 

principles of the Bible and on common virtues, and such an education was to eliminate 

crime and corruption in society (Spring. 1994). The moral benefits promised by a 

common education were good work habits, a reduction of crime, and the protection of 

property (Kaestle. 1983). Moral virtue was the key to success (Perkinson. 1995). 

In order to achieve success, teachers were expected to act virtuously and to 

inculcate the society's morals and values. According to Spring (1994). "Through the 

nineteenth century into the twentieth, teachers were expected to live exemplary lives .. .of 

pure tastes, of good manners, and of exemplary morals" (p. 102). They were to model 

good citizenship for their students. As Mann stated. "The teacher should be a model for 

students to emulate during their formative years. .. .Teachers themselves should be 
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patterns of the virtues they are required to inculcate" (as cited in Tozer. Violas, & Senese. 

1995. p.66). The moral role of the teacher was to build character, maintain republican 

virtues, and develop national consciousness (Feinberg. 1990). 

Since the Common School Era, teachers and schools have approached moral 

development and character education in two ways. The first is the "direct" approach in 

which teachers transmit specific moral values through direct teaching and exhortation, 

and the shaping of children's conduct through reward and punishment. The second, 

"indirect" approach to moral education, emphasizes children's active construction of 

moral meaning and their development of a personal commitment to the principles of 

fairness and concem for the welfare of others through processes of social interaction and 

moral discourse (Solomon. Watson. & Battistich. in press). 

The latter approach is most closely identified with the theoretical views and 

educational practices of Dewey and more recently, Kohlberg (Solomon. Watson. & 

Battistich. in press). In the twentieth century, perhaps no thinker is more significant than 

Dewey. According to Westbrook (1996): 

At the heart of Dewey's work as both a philosopher and an activist was a belief 

that democracy as an ethical ideal calls upon men and women to build 

communities in which the necessary opportunities and resources are available for 

every individual to realize flilly his or her particular capacities and powers through 

participation in political, social, and cultural life. ...One might reasonably view 

Dewey's work in the philosophy and practice of education as an effort to 
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reconstruct "common schooling' so that it might remain pertinent to modem 

industrial democracies (p. 137). 

Dewey conceived of an education arising in experience. He talked of this education in 

terms of moral growth as a process in which the human being becomes "more rational, 

more social, and finally more moral" (Greene. 1976. p. 18). 

Included in these discussions of moral growth is Dewey's conception of virtue. 

According to Rice (1996), "Dewey's conception of "virtue" is closely linked to his 

conceptions of ""habit" and ""character." all three are conceived as "interactions" with the 

social and physical environment, and as existing in a state of "interpenetration"" (p. 271). 

Dewey equated virtue with habits. Life is largely governed by habits. Our thoughts, 

language, sense perception, and our manner are all, to a considerable extent, habitual. 

Many habits are seen as beneficial and as enabling the pursuit of desired ends (Rice. 

1996). In this way. habits are related to virtues. Dewey (1960) stated. ""Virtues are ends 

because they are such important means. To be honest, courageous, kindly is to be in the 

way of producing specific natural goods" (p. 118). Dewey suggested that the 

development and consistent practice of these virtues is a result of interaction with those 

who possess them. Dewey (1944) writes: 

The educator's part in the enterprise of education is to flimish the environment 

which stimulates responses and directs the learners' course. In the last analysis, 

all that the educator can do is modify stimuli so that the response will as surely as 
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is possible result in the formation of desirable intellectual and emotional 

dispositions (p. 180). 

This statement exemplifies Dewey's thinking on moral education and the role of the 

teacher in that education. It is a way of thinking that lends itself to the approaches to 

moral education that dominate American practices (Greene, 1976). 

There is a resemblance to Dewey's concept of the moral as growth and Piaget's 

and Kohlberg's stage theories. As Greene (1976) notes in an essay on Dewey's 

contributions to moral education. "A Piagetian stage theory and the typology that detlnes 

Kohlberg's approach are often considered his chief contributions to our understanding of 

how moral judgment develops over time" (p. 18). Kohlberg draws on Dewey to support 

his recommendations for "just community schools" (Noddings. 1995). Kohlberg's "just 

community" programs focus on the creation of a participatory, functioning, collective 

moral atmosphere in the school. In a "just community" program, students and faculty 

participate in establishing and maintaining community norms through community 

meetings. Teachers in these schools function as collaborators, facilitators, and guides. 

They focus on issues of fairness and morality, and they articulate "higher-stage" 

reasoning (Solomon, Watson. & Battistich, in press). 

Since Kohlberg's original stage theory research was based upon a study of boys, 

Gilligan has challenged it. She suggests that girls and women express their moral 

reasoning "in a different voice." Rather than justice, this voice is based upon care 

(Gilligan. 1971). Drawing fi"om Gilligan's work, Noddings (1984) has proposed a more 
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feminine fomi of moral education based upon caring. Noddings suggests moral education 

is a community wide endeavor. Those who plan and conduct education strive to meet all 

those involved morally and foster the ethical ideal. The primary aim of which is the 

maintenance and enhancement of caring. 

In addition to recent interest in this more feminine conception of moral education, 

character education is currently experiencing a revival after a lapse in interest for several 

decades (Noddings. 1995). Yet. according to Lemming (1997). "The current character 

education movement lacks either a theoretical perspective or a common core of practice. 

The movement is eclectic both in terms of its psychological premises and pedagogical 

practices" (p. 41). Generally speaking, however, the comprehensive approach to 

character education challenges educators to look at school through a moral lens and 

capitalize upon opportunities to develop character. Within this approach, virtues are 

qualities of good character. As Lickona (1997) writes. "Especially important is teaching 

students what the virtues are. how their habitual practice will lead to a more fulfilling life, 

and how each of us must take responsibility for developing our own character" (p. 55). 

Teachers are responsible for creating a moral community that supports the virtues 

(Lickona, 1997). 

As this section illustrates, supporting the development of virtue is a responsibility 

teachers and schools have always possessed. Benniga (1997) suggests. "Indeed, 

throughout the history of our country. Americans have always had faith their schools 

could "close the floodgates of corruption and ...arrest the torrent of public immorality,' 



...believing that the nation could not survive unless its citizens were virtuous as well as 

intelligent'' (p. 87). Creating citizens who are virtuous and intelligent is the task of 

educators. To educate is to lead responsibly—to influence students' knowledge, skills, 

and dispositions in ways that will serve them and their society well. This makes teaching 

a moral craft as much as it is a procedural endeavor (Clark, 1990). As Fenstermacher 

(1990) points out: "What makes teaching a moral endeavor is that it is. quite centrally, 

human action undertaken in regard to other human beings. Thus, matters of what is fair, 

right, just, and virtuous are always present. .. .The teacher's conduct, at all times and in 

all ways, is a moral matter" (p. 133). A teacher's manner is an important aspect of her' 

conduct. Yet, despite its importance and the integral role manner plays in each of the 

perspectives on moral education described in this section, it is an aspect of conduct 

previously ignored by many educational researchers. This study attempts to redress the 

scant attention given to teachers' manner as an aspect of their conduct. 

Statement of Problem 

Although the term, manner, is used quite readily in the literature surrounding 

research on teaching, some disparity about the meaning of manner exists. Richardson 

(1993) notes this disparity. She writes: 

Manner, as it refers to teaching, is a term used to signify an approach to action 

(e.g., teaching and interaction with others such as students and other teachers), as 

' Since teaching is a historically feminized profession and the participants in this study 
are women, female pronouns are used to refer to teachers throughout the dissertation. 
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well as an approach to an intellectual activity (e.g.. reflection on subject matter). 

The term is often used loosely, with the assumption that we all have a similar 

notion of what it means" (1993, p. 1). 

In fact, this loose usage of the term results in its ambiguity. Maimer does not have a 

singular meaning in the literature pertaining to research on teaching. 

Manner is not a concept that is well defined or well understood. Yet, the manner 

in which teachers approach the education of their students can strongly affect the ways in 

which students approach the subject matter, the world, and other people (Richardson-

Koehler, 1987). Manner is an accompaniment to everything teachers do (Fenstermacher. 

1990). As such, manner is an important concept in teaching. Yet, it is one that has not 

been thoroughly explored. Despite the historical precedent that teachers be paragons of 

moral virtue and that it is their duty to model virtue, the ways in which teachers exhibit 

their moral virtue through their manner has not been attended to by many educational 

researchers. In addition, teachers have not been encouraged to reflect upon their own 

manner and how they display moral virtue in their practice. These oversights are 

explored in this study. 

Purpose of the Study 

As noted, manner is an important but ill-understood aspect of teachers' conduct. 

The purpose of the present study is to provide a means and a language for observing and 

describing manner in teaching, where it is understood as the expression of moral virtue. 
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Achieving this aim requires that manner be distinguished from other, more saHent and 

familiar aspects of teachers" conduct such as method and style. Thus, in this study, 

method and style are heuristics for making manner a visible aspect of teachers" conduct. 

By utilizing style and method in this way. this study is able to clarify what manner is as it 

is displayed in teachers' conduct. Method and style can be used as an avenue for making 

manner visible. 

In addition to serving this purpose, this study offers a means for observing manner 

in teaching and provides an empirical basis for describing the nature of teachers" moral 

virtues. In other words, this study illustrates how three middle school reading teachers 

express moral virtue in their actions and in discussions about their own moral qualities. 

Once again, the study describes what manner is. how it is observed, and how it is 

displayed in teachers" practices. 

Research Questions 

The research questions for study are both analytical and empirical. They are 

designed to fiirther the conceptual understanding of manner. The questions are as 

follows: 

1) What is meant by the term, manner, and how may it be applied to teaching? 

2) When defined as teachers" expression of moral virtue, how can manner in 

teaching be examined? 
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3) Given a method of observation, do teachers express moral virtue, and if so, 

how do they express it? 

The first research question explores what manner in teaching is. This is an 

analytical and an empirical exploration. A portion of the analytical investigation was 

completed prior to engaging in this particular study. Fenstermacher (1992a) defined 

manner as the dispositions and traits of the teacher as she undertakes the tasks of 

teaching, and he suggested that manner is clearly revealed when we ponder virtue. In this 

study. I stipulate that the term, manner, refers to teachers" expression of moral virtue. 

Yet. despite this narrowing of Fenstermacher's use of the term, there is a degree of 

ambiguity as to how manner in teaching may be observed and described. This ambiguity 

rests in how manner may be distinguished from other aspects of conduct such as style and 

method. Thus, answering this research question requires resolving this ambiguity and 

clarifying what is meant by manner in teaching as the expression of moral virtue. This 

answer is arrived at by analytically distinguishing between aspects of the teachers" 

conduct and by presenting empirical examples of method, style, and manner. The 

analytical distinction between method, style, and manner is made in chapter three, and the 

empirical display of each is illustrated in the case studies of the three teachers: chapters 

four, five, and six. 

The second research question is both analytical and empirical. It asks how 

maimer may be examined when it is defined as teachers' expression of moral virtue. 

Answering this question involves making some judgments about how maimer in teaching 
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as the expression of moral virtue may be empirically studied. Due to his emphasis upon 

the particularity of moral situations, Aristotle's approach to virtue was selected as the 

most appropriate conception of virtue for examining the moral qualities of teachers. 

Having made this selection. 1 constructed a framework from Aristotle's definitions of the 

moral virtues and the literature about teaching to apply the moral virtues to teaching. 

This framework facilitated the examination of teachers" expression of moral virtue. This 

framework is described in chapter three. Also discussed in chapter three are the 

qualitative research methods such as interviews, observations, and videorecordings used 

to examine manner in teaching as the expression of moral virtue. 

The third research question examines whether and how teachers express moral 

virtue. This is an empirical question. Answering this question, requires observing and 

describing how teachers display moral virtue. How each individual teacher expresses 

moral virtue is discussed in their case studies: chapters four, five, and six. Chapter seven 

e.xplores some of the commonalties and the complexities in the teachers" expressions of 

moral virtue. These include the similarity and particularity with which the teachers 

express the virtues, the degree to which the teachers' expression of the virtues are 

Aristotelian, the simultaneity and conflict in teachers' expression of virtue, and the 

observation and interpretation of virtue in the teachers' practices. 

Answering these research questions enhances understanding of manner in 

teaching as the expression of moral virtue. It is both an analytical and an empirical 
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understanding of the concept of manner. The meaning of manner is articulated as well as 

how one may observe and describe manner as teachers" expression of moral virtue. 

Challenges in Undertaking the Study 

As previously noted in the chapter, manner is an aspect of conduct in the moral 

domain that many educational researchers (and educational philosophers, for that matter) 

have ignored. Thus, as a concept in teaching, it is vague and ambiguous. Yet. as the 

earlier portion of the chapter suggests, history and the nature of the activity of teaching 

set precedents for manner being critical to the conduct of teachers. This makes it worthy 

of study; however, undertaking the analytical and the empirical study of a philosophical 

concept such as manner presents a number of challenges. 

The first challenge is that both philosophical and empirical study are required. 

Straddling and remaining true to the integrity of each is difficult, as will be observed. 

Part of this difficulty lies in the fact that manner in teaching has seldom been addressed as 

an object of empirical inquiry. In the way that the term is being used here, manner is 

relatively unknown. Those involved in the study and practice of teaching seldom think 

about teachers' conduct in terms of moral virtue. Thus, describing manner in a way that 

is easily understood is an unwieldy task. 

A second challenge is defining what is meant by the term, manner. Fenstermacher 

(1990. 1992a) uses the term, marmer, to refer to the dispositions of teachers. His original 

use of the term includes both virtuous and unvirtuous dispositions, intellectual as well as 
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moral. In order to work within a reasonable range. I stipulate that manner refers to 

teachers" expression of moral virtue. Making this stipulation was not the challenge so 

much as applying virtues that are thousands of years old to teaching at the close of the 

twentieth century. These virtues are ancient and some are not very applicable to teaching. 

Making them applicable and observing and describing them is a complicated endeavor. 

A third and final challenge is separating maimer from other aspects of conduct, 

such as st>'le and method. Although distinguishing between these aspects of conduct 

analytically can be done quite easily, it is not possible to completely separate them 

empirically. Thus, explicating the relationship between teachers" display of style and 

method and their expression of manner as virtue is difficult. 

With the exception of which conception of virtue would be used to define manner 

in teaching, each of these challenges are on-going. They are continually dealt with 

throughout the study. 

Plan for Reporting the Studv 

This study explores manner in teaching where manner is referred to as the 

expression of moral virtue. It provides a way of looking at and talking about teachers" 

conduct in these terms. The following is a brief outline of how this document reports on 

this study. 

Chapter Two reviews the literature that pertains to this empirical study of manner 

in teaching. 
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Chapter Three discusses the methodology used in this study. The construction of 

the framework that was used to facilitate this study and the research process are 

described. 

Chapters Four. Five, and Six present the case studies of the manner of the three 

middle school reading teachers who participate in this study. 

Chapter Seven is a cross-case analysis that e.xplores the complexity of examining 

maimer in teaching as the expression of moral virtue. 

Chapter Eight concludes the study. This chapter includes a summary of the 

findings for each research question, a discussion of the study's implications, and 

suggestions for further research. 
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Chapter Two 

Review of Literature 

In chapter one. I note that manner has not been attended to by many educational 

researchers or educational philosophers. Thus, as a concept applied to teaching, manner 

is not well understood. As Richardson (1993) notes, however, many discuss it as though 

there is a similar notion of what it means. This similar notion arises from the fact that the 

word, manner, is common. If you approached someone and asked them if they know the 

meaning of the word, they would more than likely respond that they do. If you asked 

them to give you a definition for the term, they would probably offer a definition similar 

to that which appears in the dictionary. For example, according to The American 

Heritage Dictionarv. manner is 

1. A way of doing something or the way in which a thing is done or happens. 

2. A person's bearing or behavior. 

3. The socially correct way of acting (manners). 

4. Practice, style, execution, or method (1993. p. 763). 

To date, these definitions are appropriate definitions of how the term manner is used in 

the literature on teaching. In fact, "manner" has been used as a keyword in more than 

5,000 ERIC abstracts. However, "teaching manner" is a keyword for only seven ERIC 

documents, and "teacher manner" is a keyword for merely three. The subject descriptors 
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of these ten documents include "teaching methods/" "teaching approach."" "teaching 

styles."" "teacher effectiveness,'' "instruction."' and "behavior patterns." 

In this dissertation, however, the range of conduct to which manner refers is 

limited. Herein, manner refers to teachers" expressions of moral virtue. The purpose of 

this literature review is to connect a concept of manner that is virtue based to the 

literature about teaching, to analytically separate it from descriptors such as "teaching 

methods." "teaching approach." "teaching styles." "teacher effectiveness." "instruction."" 

and "behavior patterns." In order to make this separation. I discuss the literature in 

teaching as one of three aspects of teachers' conduct; style, method, or manner. The 

inspiration for separating teachers' conduct in this way emerged from a theory of 

pedagogy outlined by Fenstermacher (1997) at colloquium at the University of Michigan. 

According to Fenstermacher's theory, there are three aspects of a teacher"s conduct; 

method, style, and manner. Methods are commonly accepted practices, principles of 

good practice, or procedures or techniques of demonstrated value. Style is conduct 

unique to a person, elements of personal taste, personality variables, and one"s 

pedagogical persona. Manner is permanent and stable dispositions, traits of character 

believed important in pedagogical relations, and virtues or the absence thereof. 

The aim of this literature review is not to be comprehensive but explanatory. 1 

explore the literature in teaching that may be regarded as relating to teachers" style, 

method, and manner. In the next section, the literature explored presents the historical 

place of style and method in research on teaching. Studies of teacher characteristics. 
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personality, temperament, style, and method are discussed. Following, is a section 

describing literature pertaining to the procedures and techniques that the teachers in this 

study use to teach reading. Afterward, is a brief section on the literature that suggests the 

moral influence of teachers" style. Finally, a concept of manner in teaching as the 

expression of virtue is described. This discussion places the concept of marmer in 

teaching within a philosophical context. It also lays out a conception of manner in 

teaching that permits the concept to be studied empirically. 

The Historical Place of Stvle and Method in Research on Teaching 

Style and method are terms used to describe aspects of teachers" conduct. 

Fenstermacher uses the term, style, to refer to conduct unique to a person, elements of 

personal taste, personality variables, and one"s pedagogical persona, and he uses the term 

method to refer to commonly accepted practices, principles of good practice, or 

procedures or techniques of demonstrated value. However, for the past one hundred 

years, researchers have examined style and method in terms of teacher behavior. In 

particular, style and method have been studied as part of a research program known as 

"teacher effectiveness." As Shulman (1986) notes in his introductory chapter to the third 

edition of the Handbook of Research on Teaching. "Easily the most vigorous and 

productive of the programs of research on teaching during the past decade has been the 

teaching effectiveness approach" (p. 9). The goal has been to use science to search for 
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teaching. 

The search for effective teaching began in the late 1800"s and early 1900"s during 

a new scientific movement in education. According to Berliner and Gage (1976): 

In the early years of this century, psychological insights of value to educators 

came from the child centered movement, for which Dewey was a spokesman, and 

from the connectionism of Thomdike. The latter"s emphasis on measurement and 

statistical analysis in education gave special status to psychology, which appeared 

to be the only discipline that cared to apply a fundamental empiricism and 

thorough-going scientific methodology to educational problems (p. 1). 

Educational researchers found merit in Thomdike's belief that a science of psychology 

would explain teaching and learning processes and could prescribe how teaching would 

most positively affect learning (Dormioyer, 1996). 

Psychology-based research on teacher effectiveness was originally designed to 

generate context-free and scientifically grounded indicators for evaluating teachers 

(Doyle, 1990). For example, as early as 1921, Sears discussed the rationale for measuring 

"teaching success." Sears asserted that teaching success should be measured "in order 

that we may define and recognize merit; and to diagnose, in order that we may rationalize 

and perfect our processes of teaching and supervising" (p. 83). As such, a successful 

teacher was an effective teacher. According to Doyle (1990). "the question of 

effectiveness, that is, who are the best teachers or what is the best way to teach, usually 
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takes the form of a statement or claim about the relationship between teacher 

characteristics or teaching practices and the attainment of some valued educational 

objective" (p. 7). Studies of teaching outcomes have examined relations between 

measures of teacher behavior and student achievement (Shavelson, Webb. & Burstein. 

1986). Simply said, teacher effectiveness research attempted to objectively det'me and to 

describe the relationships between what teachers do and students" achievement. 

The nature of teacher effectiveness studies have changed somewhat over time. As 

Medley (1979) writes in a review of teacher effectiveness research: 

The history of research into the effectiveness of teachers reflects a gradual 

evolution in researchers' conception of the nature of effectiveness. At first, 

effectiveness was perceived as the consequence of certain personality traits or 

characteristics possessed by the teacher, and research was geared towards 

identifying those traits. Later, effectiveness was seen as mainly dependent upon 

the climate the teacher created and maintained in the classroom. More recently, 

effectiveness has been viewed as mastery of a repertoire of competencies, and 

finally, there has been increasing emphasis on the ability to deploy these 

competencies appropriately, that is. on professional decision making (p. 12). 

This emphasis on teachers' competencies may be associated with aspects of teacher 

method and style as is evident upon a closer look at the various cycles of teacher 

effectiveness research. 
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As noted, the first cycle of teacher effectiveness research examined teacher 

characteristics. Most commonly, rating scales were used to measure the characteristics of 

effective teachers. In 1948, Barr wrote a summary of these investigations. According to 

his summar>'. these investigations focused on variables of teacher attitudes, interests, and 

personality. Specifically. Barr noted teacher qualities such as intelligence, attractiveness, 

emotional stability, enthusiasm, integrity, and self-reliance. For example, in a study 

completed in 1930, Barr and his colleague, Emans, analyzed data fi*om teacher rating 

scales to discern what educational leaders regarded as characteristics of effective teachers. 

The most frequently mentioned characteristics include cooperation, personal magnetism, 

personal appearance, breadth and intensity of interest, considerateness, and leadership 

(Barr, 1948). All of which are characteristics that may be associated with teacher style. 

Although these early studies of teacher effectiveness have been criticized for a 

lack of evidence showing that teachers possessing these characteristics are more effective 

(see Gage. 1963; Getzels & Jackson, 1963; Duncan & Biddle, 1974; Medley. 1979; 

Rosenshine. 1979), they were influential in shaping research on teaching. Out of this 

earlier work came studies that more systematically examined teacher personality and 

effective teaching behaviors, styles, and methods. In the first Handbook of Research on 

Teaching. Getzels and Jackson (1963) reviewed the literature on teacher personality and 

characteristics. They note the large number of studies examining teacher personality, and 

they point to the numerous meanings of the term personality. Thus, they broadly define 

personality as "... the person as a psychological or unique whole, and refers to the 
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dynamic organization of motives within the individual" (p. 507). With that definition in 

mind, Getzels and Jackson examine teacher personality in terms of attitudes, values, 

interests, favored activities, adjustment, needs, personality factors, teacher characteristics, 

and cognitive abilities. From reviewing studies on teacher personality. Getzels and 

Jackson conclude that little is known about the nature and measurement of teacher 

personality and teacher effectiveness. Personality is an overused but elusive concept, and 

the instruments used to measure personality do not measure the same things. Although 

studies of teachers' personalities suggest that good teachers are "fnendly, cheerful, 

sympathetic, and morally virtuous," Getzels and Jackson point out that these are not 

results from sound research but simply "the reiteration of the self evident." Hypotheses 

of studies examining teacher personality and characteristics oversimplify the concept of 

personality and the teaching situation. Their methodologies, they suggest, are inadequate, 

and their conclusions are common sense. 

More recently. Snow, Como, and Jackson (1996) reviewed literature on individual 

differences in affective and conative functions. Like Getzels and Jackson (1963). they 

note the expansive nature of the term personality. Snow, Como, and Jackson (1996) 

write: . .personality comprises aspects of both conation and affect. Indeed the term 

•personality' is often taken to subsume all aspects of individual human psychology, 

including intelligence" (p. 247). Studies of teacher personality tend to focus on particular 

attributes of personality and student achievement. For example, Cattell and Butcher 

(1968) correlated teacher personality factors such as intelligence, resourcefulness. 
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reserved, dominance, surgency. conscientiousness, will power, and neuroticism with 

students' performance on the Stanford Achievement Test. Other similar studies have 

been conducted with teachers who work in higher education. Miller (1995) found that an 

encouraging teacher leads to the resilience of undergraduate students who have been 

diagnosed with learning disabilities, and Minner and his colleagues (1995) described 

desirable attributes for college professors who teach Native Americans. These attributes 

included good communication skills, likable, willingness to help, treats students equally, 

flexible, and has high expectations. These attributes of personality are displayed through 

teachers" styles. 

Another aspect of personality that may be related to teacher style is temperament. 

Buss and Plomin (1984) define temperament as inherited personality traits. Temperament 

refers to the characteristic phenomena of an individual's emotional nature (Snow. Como. 

& Jackson. 1996). According to Buss and Plomin. there are three traits of normal 

temperament: activity level, sociability, and emotionality. The activity level trait of 

temperament positively correlates with extroversion, energy, and enthusiasm. The 

sociability trait of temperament positively correlates with agreeableness. altruism, and 

affection. The emotionality trait of temperament positively correlates with neuroticism. 

negativism, and nervousness (Buss & Plomin, 1984). 

Besides investigations of teacher personality and temperament, teacher 

effectiveness research has explored teacher behaviors such as method, role, style, and 

approach. Although differences among these terms can be cited, they have been used 
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similarly, almost interchangeably, in the literature on teaching. Throughout the histor\' of 

research on teaching, method, has been used to refer to teachers" patterns of behavior, 

roles, approaches to instruction, and style (see Broudy. 1963; Wallen & Travers. 1963). 

Research on teachers' patterns of behaviors began in the 1950"s with the work of 

Flanders. Medley, and Mitzel. This program of research came to be known as "process-

product" research. It developed out of teacher effectiveness research that focused on 

teachers" behavior. Medley (1979) writes, "As it became apparent that sound research in 

teacher effectiveness must focus both on teacher behavior (what the teacher does) and on 

pupil learning (teacher effectiveness), the kind of research called "process-product 

research" became more widespread"" (p. 14). The focus of process-product research was 

stable behavior patterns. This cycle of research counted teacher and student behaviors 

and correlated ±em with student gains on achievement tests (Rosenshine, 1979). 

Rosenshine and Furst (1971) reviewed this research and identified teacher behaviors that 

yielded the most consistent results. These behaviors included clarity of presentation, 

enthusiasm, task oriented and business-like, encouraging of students" ideas, and probing 

student responses (Rosenshine. 1979). 

The 1970"s were the hey-day of process-product research. The era of process-

product research was comprehensively reviewed by Brophy and Good (1986) for the 

third Handbook of Research on Teaching. In fact, due to the comprehensive nature of 

this review, not all of the studies will be mentioned here. Only those that seem 

particularly pertinent to teachers' style or method will be addressed. Among them are 
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studies that drew the conclusion that the attributes of teachers do not matter. For 

example, Brophy and Good suggest that content coverage determines achievement more 

directly than the particular teacher behaviors used to teach the content. Additionally, they 

conclude that affective relationships among students and teachers are insignificant and 

that the data does not support the notion that learning requires a warm, emotional 

environment. 

On the other hand, process-product research studies conducted during that same 

period suggest the opposite is true. The first of these studies is the work of Brophy and 

Evertson on the Correlates of Effective Teaching Project. The second is the work of 

Good and Grouws on the Missouri Mathematics Effectiveness Project, and the third is the 

work of Stallings on the Follow Through Evaluation of the Planned Variation Programs. 

In her review of each of the studies. Susan Barnes (1981) found positive relationships 

between classrooms described as "work." "task." or "academically oriented" and student 

achievement gains. In these studies, a "warm, supportive environment" was also found to 

be positively related to student achievement. 

More recently, individual difference constructs have been used to represent 

behavioral patterns. These constructs describe interindividual differences. That is. they 

apply to all persons. An individual difference construct that is interpreted to be relatively 

enduring and stable over time and to apply to a relatively broad range of situations is a 

trait. The study of human traits is reminiscent of the early studies of teacher personality 

and characteristics. In fact, the term characteristic has been used similarly with the term 
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trait. With respect to personality factors, a trait consists of a number of habits. Traits 

interpreted as largely biological are considered temperament differences, whereas 

characteristic mood states are emotional differences (Snow, Como. & Jackson. 1996). 

Traits and habits have been measured using personality type indicators. Several studies 

use the Myers-Briggs Type Indicator to assess the personality types of teachers. These 

studies have examined whether teaching, as a profession, attracts and fits certain kinds of 

personalities (see Getzels & Jackson. 1963; Elias & Elias. 1990; Cano et al., 1992; and 

Clark & Guest. 1995). 

In his summary of the history of empirical research. Medley (1979) notes that 

teacher characteristics and teacher behaviors have been referred to as style. More 

recently, style constructs have been discussed by Snow, Como. and Jackson (1996). Style 

constructs can be thought of as intersections or combinations of cognitive ability and 

personality characteristics. Styles are both expressions of personality in action and the 

expressions of preferred or habitual utilization of abilities. Style definitions emphasize 

task types and performance processes. According to Snow. Como. and Jackson. ".A. style 

can be defined simply as a strategy used consistently across a class of tasks" (p. 281). 

Style constructs describe the expressions of personality and abilities. There are six kinds 

of style constmcts; cognitive styles (perception and thinking), leaming styles (approaches 

to leaming and studying), expressive styles(verbal and nonverbal communication), 

response styles (self-perception), defensive styles (accommodating anxiety and conflict), 

and cognitive controls (fimction specific controls on attention and behavior). These style 
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constructs are defined not simply as consistent strategies but more deeply as characteristic 

habitual or preferred ways in which individuals adapt to the demands and affordances of 

situations involving cognitive or social performance. Matches between student and 

teacher style can lead to optimum social and cognitive benefits. Teachers can choose a 

style that best fits their context and that best meets students' needs. 

Teaching performance has been examined by studying teaching styles. As noted, 

the term style has been used analogously with method, hi these studies, both terms refer 

to approaches to teaching that are teacher centered or student centered. Studies that 

examine these styles compared the methods of direct and open instruction. Describing 

this research, Anderson (1959) writes that "teacher-centered and learner-centered 

methods have been repetitiously investigated not because they were well conceived ideas 

as how one would lead to superior learning, but merely to find out if one style was 

superior to the other" (p. 212). Although Anderson penned these words nearly forty years 

ago, they aptly characterize historical and contemporary research on style and method. 

In 1963, Wallen and Travers reviewed the literature on teaching methods for the 

first Handbook of Research on Teaching. They defined such research as the study of 

consistencies in the behavior of teachers and the effect these consistencies have on the 

learning process. Wallen and Travers suggested that teaching methods derive fi"om a 

number of origins. These include teaching the way one was taught, as a result of one's 

background, according to philosophical traditions, according to one's own needs, as a 

result of school and community standards, and as a result of scientific research. Early 
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studies on teaching methods were referred to as "methods experiments." In these studies, 

two or more classes were taught via different teaching methods. Usually, the teachers 

were assigned to teach using a particular teaching method, and the outcomes of student 

learning were used to compare the methods and to evaluate their success (see Wallen & 

Travers. 1963; Medley, 1979). 

Over the years, a number of teaching methods have evolved which imply patterns 

of teacher behavior (Wallen & Travers, 1963). These patterns of teacher behavior include 

recurrent instructional processes, applicable to various subject matters, and usable by 

more than one teacher. The requirement that a teaching method be usable by more than 

one teacher means that it should not depend upon the talents, traits, or resources unique to 

an individual teacher (Berliner & Gage, 1976). 

One of the best known and most studied teaching methods is direct instruction. 

According to Rosenshine (1979): 

...direct instruction refers to academically focused, teacher-directed classrooms 

using sequenced and structured materials. It refers to teaching activities where 

goals are clear to students, time allocated for instruction is sufficient and 

continuous, coverage of content is extensive, the performance of students is 

monitored, questions are at a low cognitive level so that students can produce 

many correct responses, and feedback to students is immediate and academically 

oriented. In direct instruction, the teacher controls instructional goals, chooses 
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materials appropriate for the student's ability, and paces the instructional episode 

(p. 38). 

The majority of direct instruction studies suggest that direct teaching has the most 

positive result on high student achievement (Noel. 1991). In his review of "Content. 

Time, and Direct Instruction," Rosenshine (1979) notes studies that yield these results. 

For example, the Follow Through studies conducted by Soar and Stallings and Kasowitz 

yielded these results. Similarly, Soloman and Kendall found that teachers who most 

successftilly promoted gains in achievement played the role of a strong leader. These and 

other studies conducted on teaching methods during the period of process- product 

research consistently found that direct instruction positively correlates with student 

achievement, as measured on standardized tests (Rosenshine, 1979). 

In summary, results of process-product research suggest that effective teachers 

exhibit teaching styles and teaching methods that lead to gains in student achievement. 

Successful teacher behavior, styles, and methods assume a form of direct instruction. 

Teachers maintain a strong academic focus and are concerned with the academic progress 

of students. 

Methods For Teaching Reading in Middle School 

According to Berliner and Gage (1976), the term, teaching methods, should not be 

applied to instructional processes that are useful in teaching a specific subject matter. 

Rather, they refer to the teaching of specific subject matter as "teaching techniques." In 
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this dissertation, however. I consider teaching techniques a subsidiary of teaching 

methods. Like Fenstermacher (1997). I refer to metliods as commonly accepted practices, 

principles of good practice, or procedures or techniques of demonstrated value. In this 

section. I discuss those techniques for teaching reading that the teachers in this study 

utilize to teach reading. The purpose for doing this is to familiarize readers with those 

techniques that will be described as the teachers' methods in their case studies. 

The methods that the teachers in this study use to teach literature to adolescents 

are based upon Rosenblatt's (1938. 1978) reader response theory. As Wilhelm (1997) 

notes, Rosenblatt "is widely recognized as the founder of reader response theory" (p. 19). 

In Rosenblatt's theory, reading is a transaction in which the reader makes meaning with 

the text (Wilhelm. 1997). Arising from literary criticism, reader response theory attempts 

to explain how readers read and interpret literature (McGee. 1992). According to 

Rosenblatt (1938), adolescents acquire images of behavior and ways of thinking and 

feeling from the experience offered by books. She (1978) writes: 

The reader-critic savors as frilly as possible his personal evocation during the 

lived-through transaction with the text. ...He must keep his sense of it as vividly 

and frilly in mind as possible, as he goes on to ponder his response to it. He 

achieves a certain objectivity through reflective self-awareness, through 

understanding that the work envisaged is a product of the reverberations between 

what is brought to the text and what it activates. He seeks to understand how his 
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own sense of life, his own values, coincide with, or differ from, the world that he 

has participated in through the transaction with the text (p. 174). 

The student is involved in the literary experience, and it is the teacher's responsibility" to 

foster that involvement. 

Thus, from Rosenblatt's reader response theory, literature-based reading programs 

were bom. Although all such programs are committed to the use of literature to teach 

reading, the nature of these programs vary. Giddens (1992) concludes from her review of 

literature that literature-based means different things to different people, but that a 

commonality is that literature is the primary material used in the teaching of reading. In 

literature-based reading programs, time is set aside in classrooms for students to be with 

books, to listen to works read aloud, and to respond independently (Atwell. 1991). 

In the late 1980's. Atwell. a teacher-researcher made the literature-based reading 

program she calls "reading workshop" popular in classrooms across the country. 

According to Atwell (1987), "...a reading workshop invites their active involvement as 

readers of others" writing. ...In reading workshop. 1 expect everyone will read. 1 expect 

they'll all discover books they love, that together we'll enter the world of literature, make 

connections, become captivated, find satisfaction, and learn" (p.l51). Thus, reading is 

the central activity in the literature program. Students engage in sustained silent reading. 

As Krashen (1993) notes. "In sustained silent reading, both students and teachers simply 

engage in free reading for short periods each day" (p. 2). Such in-school free reading is 

effective for vocabulary development, grammar test performance, writing, and oral/aural 
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language ability. Additionally, a consistent finding of in-school free reading programs is 

that children who participate in them do more free reading than children in traditional 

comparison programs (Krashen. 1993). 

Direct instruction occurs in the form of mini lessons. There are three kinds of 

presentations made during mini lessons. There are presentations of procedural 

information in which the teacher talks about how reading workshop works and how-

students are to fiinction in the workshop. The second kind of presentations are those in 

which the teacher shares useful bits of literary information. This includes discussing 

literature and introducing literacy elements, authors, and genres. The final kind of 

presentations are the ones in which the teacher teaches reading skills (Atwell. 1987). 

Besides conducting mini lessons, the teacher also takes an active role by reading 

aloud to students. According to Trelease (1982), "Reading aloud to children stimulates 

their interest, their emotional development, and their imagination" (p. 28). Additionally, 

reading aloud has multiple effects on literacy development. Hearing stories has an impact 

on gains in reading comprehension and vocabulary knowledge (Krashen, 1993). 

Responding to literature is also an integral part of reading workshop. As Harste. 

Short, and Burke (1988) write, "readers deepen and extend their interpretations of 

literature when they respond to literature in a variety of ways" (p. 305). One of the ways 

that students respond is in writing. Such writing focuses on subjects under consideration 

in the course: books, authors, reading, and writing (Atwell, 1987). Students write about 

their responses to a particular piece of literature. Another form of response to literature 
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are sketch-to-stretches. Students draw what the stories mean to them (Harste. Short, & 

Burke, 1988). Students also express what a piece of literature means to them through 

mind maps. Through mapping, learners enhance their thinking skills. Mind maps allow a 

person to record a great deal of information on one page and to show relationships among 

various concepts and ideas (Marguiles, 1992). 

A final way students respond to literature is by discussing books together in 

literature circles. Literature circles are open-ended discussions, focusing on bringing the 

literature and the reader together. Harste, Short, and Burke (1988) note. "Through talking 

about books with others, readers are given the time they need to absorb and savor a book 

so that the book becomes a significant part of their life experiences" (p 293). In literature 

circles, students can discuss reactions to the book, share favorite parts, and raise questions 

about things they did not understand (Harste, Short, & Burke, (1988). 

By having the opportunity to do these things in literature circles, "reading can lead 

to self discovery and learning" (Wilhelm, 1997, p. 27). Literature can encourage the 

reader to enter the experience and perspectives of others, and to measure one's 

understanding in relationship to others' ideas. To this end, teachers should encourage 

students to read literature written for them and beyond them, from traditional literary 

mainstreams and beyond the mainstream (Wilhelm, 1997). 
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The Moral Importance of Style 

When articulating her theory of reader response. Rosenblatt recognized the moral 

role that teachers of literature play. According to Rosenblatt (1938). 

.. .teachers of literature have indeed been shortsighted. They have not always 

realized that, willy-nilly, they affect the student's sense of human personality and 

human society. More directly than most teachers they foster general ideas or 

theories about human nature and conduct, definite moral attitudes, and habitual 

responses to people and situations (p. 4). 

Teachers foster ideas, attitudes, and habitual responses in the context of their own 

emotions and their curiosity about life and literature (Rosenblatt. 1938). This curiosity 

and these emotions may be displayed through teachers' styles. In this way. style is a 

moral aspect of conduct. 

However, Rosenblatt was not the first to propose that teachers' conduct is morally 

important. Nearly ten years earlier. Whitehead (1929) took the behaviorist term, style, 

and suggested its moral importance. In his essay. "The Aims of Education." he suggested 

that certain mental qualities need to be acquired. One such quality is style. According to 

Whitehead. "Style is the ultimate morality of mind. ...It pervades the whole being" (p. 

12). It is the most austere of all mental qualities. 

Drawing from Whitehead, Garrison (1995) asserts the moral importance of 

teachers possessing individual style. He writes. "To talk of teacher empowerment, 

professionalism, and leadership without talking about individual style is misguided" (p. 
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42). Garrison suggests that teachers with style can calculate and foresee the effect of their 

activity. Their power as an expert is increased. Garrison states, "The teacher possessed 

of pedagogical style creatively organizes curriculum materials, the subject matter, class 

time, their students needs and desires, their own strengths and weaknesses, and much 

more to achieve their ends" (p. 54). Therefore, without individual style in teaching it is 

impossible for teaching to be creative or intelligent. Without style, there can be no strong 

sense of oneself as a creative and competent craftsperson, an empowered professional, or 

a visionary leader taking students to novel ends in view. Style is among the most 

important qualities any practitioner can possess because it expresses so many professional 

virtues (Garrison, 1995). 

The relationship between style and professional virtues makes style a moral 

attribute. While Whitehead and Garrison further a normative conception of style, they 

offer no empirical evidence as to what constitutes the moral dimensions of individual 

teacher style. However. Jackson, Boostrom, and Hansen (1993) empirically examined the 

moral implications of teacher style. They (1993) define a teacher's style as the way in 

which she interacts with others. It predates formal teacher training and is broadly 

expressive of her approach to life in general. According to these researchers: 

Style refers to the teachers typical ways of handling the demands of the job. 

What makes a teacher's style noteworthy from a moral perspective is the way it 

embodies attributes that we normally think of as moral. ...A teacher's style can 
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be reserved and aloof or warm and intimate. It can express kindness or cruelty. It 

can be scatterbrained or methodical (p. 37). 

The teacher's actions reveal something about her typical dealing with students and her 

teaching style. 

The teachers' style is wimessed and experienced by everyone present, and as 

such, it is a form of moral education. Hansen (1993b) states, "through a close look at 

style, one can perceive how a teacher provides students over the course of a school year 

with an ongoing model of conduct" (p. 398). A teacher's style constitutes a medium 

through which her values and aspirations, some of which she may not be aware of herself, 

infuse her classroom. Teachers" style of working can be seen as more than a mere 

function of role, of convention, or of external expectations from school or society. Style 

is expressive of a teacher's personal qualities that can potentially influence students for 

good or for ill. Style is at the heart of a teacher's moral influence on her students. 

The Moral Activities of Teaching 

Although the study of the moral influence of teachers' style represents the 

research on teaching that may be most closely associated to the concept of manner in 

teaching, other research on the moral activities of teaching is also integral to 

understanding manner as a concept in the moral domain. The notion that teaching is a 

moral practice constitutes one of the world's most enduring understandings of the work 

(Hansen, in press). However, throughout most of the history of research on teaching. 
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many educational researchers have not paid close attention to the moral dimensions of 

teaching. Until recently, the moral phenomena have been discussed in the context of 

educational or moral philosophy. There have been very few examples of empirical 

studies (Colnerud. 1997). 

In one such study, Hansen observes the moral layeredness of teaching. He does 

this in two different contexts. First, Hansen (1992) examines the shared morality in a 

sixth grade classroom. With reference to the teacher's role in constructing that shared 

morality, he writes, "Her moral posture as teacher encouraged students to take on 

dispositions that make possible fashioning responsibilities and obligations toward others, 

both in the classroom and possibly I other settings as well" (p. 357). Hansen suggested 

that the teacher exhibited particular character traits and that those traits are influential in 

the character development of students. In the second study. Hansen (1993a) studied the 

role of hand-raising in a number of classrooms. According to Hansen, ".. .tiun-taking 

practices disclose the individual teacher's moral dispositions toward students as learners 

and as persons" (p. 653). The teacher's power to determine how turn-taking in the 

classroom takes place encompasses issues of character and conduct. It represents the 

assumption that some ways of treating persons and that some reasons for being in the 

classroom are better than others. These acts take on moral meaning because conduct, 

often called moral virtue, is the process through which people form the persons they are 

and possibly influence the persons others become (Hansen. 1993a). 
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Drawing upon the categories of moral influence that Hansen and his colleagues 

derived in the Moral Life Project (see Jackson, Boostrom, & Hansen. 1993), Johnston. 

Juhasz, Marken, and Ruiz (1998) examined the role three ESL teachers play as moral 

agents. These researchers argue that morality is highly contextualized and rooted in 

specific relations. They suggest, "The overall message that emerges from our analysis is 

that what teachers do and say in class does matter- their word and their actions carry great 

moral weight. Teachers, unavoidably, act as moral agents; how they choose to direct this 

action is a crucial part of what it means to be a teacher' (p. 180). Particularly, these 

researchers point out that the moral dimension of ESL teaching is complex and multi

valued, and moral meanings are often ambiguous. 

Where these authors examined moral agency in teaching, Higgins (1995) 

interviewed teachers in a Russian and an American school to see if and how they perceive 

of teaching as a moral activity. The Russian teachers put morality at the center of 

teaching. Two primary norms delineated their core moral fiinction. They are "do not 

harm the developing personality of the child and do not harm another" (p. 148). In 

contrast, only two of the teachers in the American school put morality at the center of 

teaching. According to these teachers, their work was moral in that the aim of education 

is to develop the whole person. On a school level, the morality of teaching was embodied 

in the moral cultures of both schools. The moral culture of both schools valued 

community. The teachers in the American school saw their moral authority in the fact 

that they are role models who are responsible to and for the community, and the teachers 



in the Russian school saw their moral authority expressed through being flawless moral 

role models grounded in the school's moral culture and their personal values. 

Another study dealing with the morality of teaching was conducted by Tippins. 

Tobin. and Hook (1993). Using Hook's secondary science teaching as a case, these 

researchers explored ethical decisions from a constructivist perspective. These related to 

laboratory safety, assessment, and presentation of subject matter. These commonplace 

events become dilemmas when they catalyze internal conflict within a teacher leading to 

frustration and ethical deliberations which involve a questioning of values. 

In his work, Oser discusses the role of teachers in moral education. Oser (1986) 

espouses moral discourse as a general concept of moral education, and he points to how 

teachers should conduct themselves in such a discourse. He states, "The central notion of 

moral discourse requires that after the presentation of moral knowledge, after the 

discussion of a moral or value problem, and after questioning the right way of action, the 

educators step back and stimulate a discussion in which the moral ideal is questioned" 

(1986, p. 920). In this context, teachers teach the use of rules and principles, regarding 

justice and respect in discourse, that enable us to defer personal success in favor of 

another person, a community, or a society. Oser (1992) advocates a normative demand in 

which teachers have to consider and address the aspects of dignity, care, and justice 

toward students who are affected by them. 

Noddings (1984, 1992) suggests another moral role for teachers. This is the role 

of the teacher as the one-caring. Noddings (1984) suggests that caring, as a rational 
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moral orientation, is richly applicable to teaching. Teachers want to produce acceptable 

persons. According to Noddings. these are "...persons who will support worthy 

institutions, live compassionately, work productively but not obsessively, care for older 

and younger generations, be admired, trusted, and respected" (p. 176). Teachers help to 

shape such people, and Noddings asserts that such a responsibility requires teachers to not 

only possess intellectual capabilities but also knowledge of those with whom they are 

working. In addition, it requires an ethic of caring that involves modeling, dialogue, 

respect, and consideration. The greatest obligation of educators is to nurture the ethical 

ideals of those with whom they come in contact. 

Noddings" philosophical conception of caring suggests a joining of the moral and 

the intellectual. Select empirical studies of teaching have done the same. For example, 

Lyons (1990) studied teachers' dilemmas of knowing. She found that seventy percent of 

teachers in her sample characterized their professional conflicts as moral or ethical. 

These conflicts involve the self and usually include a teacher's relationships with 

students. According to Lyons, epistemological and ethical dimensions exist in the social 

and intellectual relationships between teacher and student in everyday interactions. 

Elements of these interactions include the teacher's stance towards the self as knower. the 

teacher's stance towards the student as a knower and a learner, and the teacher's stance 

toward knowledge of subject matter. 

Similarly. Elbaz (1992) explored the relationship between teachers' moral and 

intellectual knowledge by examining the moral voice in teaching. In her study of the 
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moral dimensions of teacher thinking, Elbaz focused upon tiiree teachers" stories of hope, 

caring, and attentiveness. She calls these three things aspects of teacher knowledge that 

are moral. Implicitly and explicitly, the teachers' voices express their knowledge that 

"...teaching is an activity that takes place in a complex and difficult world" (p. 430). 

Teachers "'know" that teaching is a moral endeavor. 

In addition to Lyons and Elbaz, Ball (1993) singularly and then with Wilson 

(1996) explores the moral and intellectual tensions in teaching. The authors examine the 

relationship between teaching as a knowledge endeavor and teaching as a moral 

enterprise using episodes from their own practice. Ball (1993) suggests that teachers 

must negotiate their obligations to the moral and intellectual demands of the work. She 

writes, "It is the trying for a justifiable balance of knowledge and learner, obligation and 

autonomy, common standards and personal style that makes teaching a virtuous- and very 

difficult activity" (p. 204). These sentiments are echoed by Ball and Wilson (1996) in a 

more recent study of their practice. They write, "Establishing and maintaining one's 

integrity in teaching depends on a complex interplay of commitments, values, beliefs, and 

understandings of students and subject matter, professional communities, and parents" (p. 

156). Integrity, Ball and Wilson argue, is the intersection between the moral and the 

intellectual aspects of teaching. Through the process of examining their own practice, 

however, they realize that the moral and the intellectual are not so easily separated. As a 

result. Ball and Wilson conclude that the moral and the intellectual are and ought to be 

fused in teaching. 
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The recent turn towards the study of the moral activities of teaching have helped 

to lay the groundwork for the present study of manner in teaching. In this study, three 

teachers' moral virtues are examined. Focus is upon understanding how the teachers 

express moral virtues through their manner. However, before that can be done, a 

conception of manner as virtue must be described. 

Manner in Teaching as the Expression of Virtue 

Although this study of manner in teaching takes an interest in and is informed by 

the lineage of research on teacher characteristics, teacher behaviors, teacher methods, 

teacher knowledge, and the moral activities of teaching, my interest in those attributes of 

teachers and teaching differs from the interests of those who have previously studied 

these aspects of teaching. It is a fundamental difference in conceptions of teachers and 

teaching. For example, in his review of the effectiveness of teachers. Medley (1979) 

writes. "It is what a teacher does rather than what a teacher is that matters" (p. 13). Yet. 

in this study of manner in teaching, what a teacher does is not divorced from who the 

teacher is. In fact, in this study, part of the exploration involves examining how who a 

teacher is manifests itself in what a teacher does. Unlike teacher effectiveness 

researchers, my interest in teachers' character traits and methods is not to check them off 
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and label them as effective or ineffective processes for producing high student 

achievement on standardized tests. In contrast to those who have explored teaching as a 

moral activity, my interest is in looking at teachers" moral virtues and at how these virtues 

may describe teachers" manner. 

Unlike the relatively short one hundred year history of empirical scholarship on 

teachers and teaching, recall from chapter one that the relationship between teaching and 

virtue has been present throughout the history of Western thought. In recent years. 

Fenstermacher (1992a) termed this relationship "manner." Additionally. MacKinnon 

(1996) states, "Teaching manner embodies virtue, trustworthiness, the pursuit of truth, 

respect for evidence, and regard for reasons- things often taken to be the normative 

criteria forjudging teaching acts. These attributes are carried in patterns of appropriate 

action, i.e.. manner that conforms to what is fitting and right" (p. 659). In other words, 

manner not only describes what behavior is; it prescribes how behavior should be. 

Realizing that a prescriptive use of the term, maimer, is foreign to research on teaching, 

and may sound dogmatic to many, it seems necessar>' at this point in the chapter to 

discuss the concept of manner as a referent for teachers" expression of moral virtues. 

In his philosophical writings, Fenstermacher (1990, 1992a) applies the term, 

manner, to the moral character of a teacher. Recalling Shakespeare's phrase "to a manner 

bom" and Scheffler's (1968) statement that teaching is a "restriction of manner,"" 

Fenstermacher adapts the term to refer to the "moral and ethical aspects of teaching"" 

(1992a, p. 95). He uses manner as the term for these aspects of teaching because it is free 
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from much of the baggage associated with the word, moral. Defining manner. 

Fenstermacher (1992a) writes: 

Manner is the term I apply to human action that exhibits the particular traits or 

dispositions of a person. It refers to such characteristics of persons as 

compassion, selfishness, caring, mean-spirited, hard-working, narrow-minded, 

tolerant, and so forth. When we speak of a person as thoughtful or snobbish, we 

are referring to the manner of that person (p. 97). 

The term may also refer to a teacher's dispositions and traits. 

A teacher's manner may be regarded as relatively stable. In the only empirical 

study of manner in teaching to date. Richardson (1993) investigates the stability of 

teacher manner. She observes continuity and change in teacher manner. Using data she 

collected from three teachers as a part of a study of teachers' use of research-based 

practices in reading comprehension instruction (see Richardson. 1994). Richardson 

examines continuity and change in the teachers" manner. Of this endeavor she writes; 

We found that over the course of five years, many changes had occurred in their 

thinking and beliefs about teaching and reading comprehension and in their 

practices. At the same time, we felt a strong sense of continuity. The project staff 

could see this continuity, but had difficulty naming the quality (ies) that seemed to 

remain over the five year period of time. .. .One concept that I felt might help us 

in this pursuit of the elusive continuous quality is manner. We would watch a 

videotape, and say "i really like her manner" (1993, p. 1). 
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In her analysis of her data, Richardson found that the statement, "I really like her manner" 

referred to particular traits and dispositions. These dispositions include fairness (or 

unfairness) to all the students, caring for students, a commitment to educative goals, and 

critical analysis of one's own practices and theories. Richardson also found two ways in 

which a change in manner may occur. The first suggests that a change in manner may be 

caused by a shift of dispositions whereby one disposition becomes more salient than 

another, while the second may occur through the development of new dispositions. 

In contrast to Richardson's study, the present study does not explore change in 

teachers" manner. Rather, it focuses on teachers' dispositions and how these dispositions 

are expressive of moral virtue. The purpose of this study is to examine maimer in 

teaching with respect to how teachers express moral virtue. As Fenstermacher (1992a) 

notes, "The notion of maimer is clearly revealed when we ponder human virtue"" (p. 97). 

This study ponders how the virtue of teachers may be observed, discussed, and described. 

The Selection of Aristotelian Virtue as the Model for Examining Manner in Teaching 

Almost all systematic approaches to ethics have something to say about what 

traits count as virtues and about the nature of virtue (Slote, 1995). Thus, any one of a 

number of lineage's could have been selected as a model for examining manner in 

teaching. For example, manner could be examined from an Aristotelian, a deontological. 

or a consequentialist perspective. Either of these approaches to ethics may have been 

selected for this study of teaching, but due to the particularism in Aristotelian ethics, that 
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was chosen to examine teachers' moral qualities. However, prior to delving into what 

makes Aristotle's particular conception of virtue applicable to teaching, let us briefly 

consider the moral perspectives of deontologists and consequentialists. 

Deontologists assert that certain acts must or must not be done regardless of 

circumstances or consequences. Deontologists, like Kant, believe that some acts are right 

or wrong in themselves, and it is a person's duty and obligation to perform right actions. 

Kant maintains that there can be no exceptions to universal moral rules (Tippins, Tobin. 

& Hook, 1993). For example, murder is wrong. Thus, a person should not kill an 

innocent person even if it means saving more innocent people from death (Crisp. 1995). 

Taking a somewhat different perspective, consequentialists view that all actions 

are right or wrong in virtue of the value of their consequences. A consequentialist 

perspective of ethical issues is one in which the morality of an action is determined by its 

consequences (Tippins, Tobin, & Hook, 1993). They would agree with the deontologists 

that murder is wrong. However, the non-utilitarian consequentialist ground would be that 

murder would be justified in the above example because the lives of others would be 

saved (Garcia, 1995a). 

Unlike either of these moral philosophies. Aristotle's ethics emphasizes virtue. 

Thus, it is appropriate for examining teachers' expression of moral virtues. Additionally. 

Aristotle's work was chosen because it discusses human action, how it is to be explained 

and understood, and what acts are to be done (Maclntyre, 1984). As such, Aristotle's 

moral philosophy is applicable to the social world and thus to teaching. What makes 
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Aristotle's conception of virtue more applicable to teaching than other notions of virtue is 

his particularism. Referring to this, Sherman (1997) writes: 

To make a decision, on the Aristotelian view, is neither to subsume one's choice 

under some general principle or law nor to ask whether others could endorse the 

universalized maxim of one's action. Nor is there the move that others should act 

as we are acting. Thus the orthos logos (right reasoning) of the person of practical 

wisdom does not involve transforming one's choice into some lawlike 

counterpart, despite a modem bias towards translating the phrase as "right rule." 

Rather, the focus is always on the specifics of the case; wise judgment hits the 

mean not in the sense that it always aims at moderation, but in the sense that it 

hits the target for this case. As such, description and narrative of the case are at 

the heart of moral judgment (p. 244). 

Thus, by drawing upon an Aristotelian conception of virtue, one is able to examine 

teachers' conduct in terms of moral virtue. 

In selecting Aristotle's conception of virtue as the basis for exploring maimer in 

teaching, I realize that I might be met with some opposition, particularly from feminist 

scholars who may oppose the selection of a traditionally "masculine" conception of virtue 

for characterizing a "feminized" profession. Such opposition is understandable. Feminist 

ethicist. Held (1993) is correct when she asserts. "The virtues and practices and feelings 

upheld by the ethics of Aristotle... uphold traditions mired in patriarchy" (p. 89). 

Aristotle was, as were many of the ancient Greeks, a classist and a sexist. However, this 
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does not mean that in these more enlightened times, his lectures on ethics cannot have 

applicability to all. As Hutchinson (1995) notes: 

It is useful to keep in mind whom Aristotle was addressing in these lecture 

courses. In the first place, they were all men; women had a distinct social position 

in the ancient Greek world, and were governed by different expectations and 

obligations. ...but this is not to say that there is no relevance at all in Aristotle's 

thought for modem women (p. 198). 

The particularity of Aristotle's conception of virtues enables it to be relevant to diverse 

people and contexts including the virtues of modem women, and more specifically 

teachers. 

The Aristotelian Moral Virtues 

According to Aristotle, virtue is the means to the "good life." The Greek word for 

virtue, arete, focuses on ideal types of human life not on universal principles of conduct. 

The virtues are those qualities the possession of which will enable an individual to 

achieve eudaimonia (Maclntyre, 1984). Eudaimonia is a state of objective achievement, 

of excellence. The aretai, the excellences or virtues, are those qualities that make life 

admirable or excellent. The virtue of man also is the state of character which makes a 

man good and which makes him do his own work well (Prior, 1991). In this sense. 

manner may be equated with virtue. It is those qualities that makes someone an 

admirable or excellent teacher. 
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Aristotle states that conditions must be satisfied in order for a person to be 

virtuous. A person must know that he is doing virtuous actions, and he must decide on 

those virtuous actions for their own sake (Irwin & Fine, 1996). Irwin and Fine (1996) 

write that "it should be said, then, that every virtue causes its possessors to be in a good 

state and to perform their functions well" (p. 223). Therefore, being in a good state and 

being virtuous requires cognizance, choice, and stability of character. 

Virtue is a deliberately cultivated disposition that is characterized by attaining a 

certain kind of mean state (Tessitore, 1996). Aristotle states: 

Virtue, then, is a state of character concemed with choice, lying in a mean, i.e. the 

mean relative to us, that principle by which the man of practical wisdom would 

determine it. Now it is the mean between two vices, that which depends on 

excess and that which depends on defect; and again it is a mean because the vices 

respectively fall short of or exceed what is right in both passions and actions, 

while virtue both finds and chooses that which is intermediate (trans. 1925, 

1107al). 

As an intermediate state, virtue is the mean between pleasure and pain. Virtues are 

concemed with actions and feelings, but every feeling and every action implies pleasure 

or pain. Pleasure and pain are the standards by which all, to a greater or lesser degree, 

regulate their actions (Tessitore, 1996). Virtue is the state that does the best actions 

concemed with pleasures and pains. It is the nature of virtue to be pleased and pained at 

the right objects and in the right manner (Aristotle, trans. 1953, 1121a7). 
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Axistotle refers to the virtues of character as the moral virtues. The moral virtues 

pertain especially to character (Tessitore, 1996). They are the emotional dispositions that 

help us respond correctly to practical situations (J. Barnes. 1995). The moral virtues are 

what make people live well (Garcia, 1995b). According to Aristotle, "...the prize and 

goal of virtue appears to be the best good, something divine and blessed" (trans. 1985, 

1099b 16). As such a teacher whose maimer is e.xpressive of moral virtue is a good 

teacher. The moral virtues are bravery, temperance, generosity, magnificence, 

magnanimity, honor, mildness, fnendliness, truthfiilness. wit. and justice. 

Bravery is synonymous with courage. According to Aristotle, courage is 

concerned with the feelings of fear and confidence (trans. 1925. 1115a7). It is the having 

of courage or the moral strength to do the right thing (J. Barnes. 1995). Habituation in 

disdaining what is fearful and in standing firm against it makes us become brave, and 

when we become brave, we are most able to stand firm (Irwin & Fine. 1996). Aristotle 

states that the courageous are undaunted so far as humanly possible. They fear what is 

natural to fear, but they face it in the right way and as principle directs for the sake of 

what is right and honorable (Aristotle, trans. 1953. 1115b8). 

For Aristotle, temperance is the mean state with regard to pleasures. The 

temperate does not enjoy the things that the licentious enjoys. Nor, does he enjoy wrong 

pleasures in general. He does not enjoy any pleasure violently and is not distressed by the 

absence of pleasure. He desires pleasure moderately and not more than is right (Aristotle, 

trans. 1953, 1119al4). His desires are under the control of reason (J. Barnes, 1995). 
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Generosity is synonymous with liberality. Aristotle states that liberalit\' resides 

not in the multitude of the gifts but in the state of character of the giver. The liberal give 

for the sake of what is noble and what is right. The liberal person gives to the right 

people, the right amounts, and at the right time because virtue consists more in doing 

good than in receiving it and more in doing fine actions than refraining from disgraceful 

ones. Therefore, of all those who are called virtuous, the liberal are probably the best 

liked because they are helpful and their help consists in giving (Aristotie. trans. 1953. 

1120a22). 

Magnificence is a sort of aesthetic taste which avoids vulgar and showy e.xcess as 

well as a penny-pinching tightness of fist (J. Barnes. 1995). Aristotle defines the 

magnificent man as a sort of connoisseur, who considers how he can achieve the finest 

and most appropriate result rather than how much it costs and how it can be done most 

cheaply. The magnificent man shows his magnitude or greatness. The mark of which is 

to produce whatever he is producing magnificently and to make it worthy of what he 

spent on it (Aristotle, trans. 1953. 1123a 16). 

Magnanimity is "greatness of the soul." Greatness is the measure of a 

magnanimous person (Tessitore, 1996, p. 28). A magnanimous person has a sense of 

pride. The manner of a magnanimous person is dignified to those in positions of power, 

but unassuming to those of middle station, and self-deprecating to those of lower rank (J. 

Barnes, 1995). A magnanimous person is worthy of great things, and he believes in his 

worthiness of those things. He possesses self-esteem. The magnanimous person 
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undertakes great and noble deeds, is willing to face great dangers, confers great benefits, 

and is eager to provide help to others. In addition, the magnanimous person is 

characterized by a preference for truth over opinion (Tessitore. 1996). 

In the sphere of honor, there is a virtue that is the mean between being ambitious 

and being unambitious. Aristotle states that in the desire for honor, there are degrees of 

too much and too little, and there is a right source and a right manner. It is this right 

degree of desire that is the disposition which is an intermediate attitude towards honor 

and that is commended (Aristotle, trans. 1953, 1125b21). 

The virtue that is the mean concerned with anger is referred to as mildness. 

Mildness is the having of a good temper. A good tempered person tends to be 

unperturbed and not to be led by passion. She is angry with the right people, at the right 

things, in the right way. and for the right length (Aristotle, trans. 1985. 1126a31). 

According to A.ns\.o\\t, friendliness is a virtue. The Aristotelian conception of 

friendship is broader than that designated by standard English usage. It applies to 

relationships inside and outside the family. It includes intimate relationships as well as 

the bonds of citizenship. Due to its range of applicability, friendship is a necessity in any 

choiceworthy life (Tessitore, 1996). Friendliness may be characterized by the desire to 

please others whenever that is compatible with what is right and expedient. Friendship is 

a relationship between two people who have affection for each other and who recognize 

each other's affection. When we have a deep friendship of the best kind, we wish for the 
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friend what we wish for ourselves- life, health, happiness, and the fulfillment of desire (J. 

Barnes. 1995). 

Aristotle states that the mean belonging to boastfiilness is known as truthfulness. 

Truthfiilness is when one calls a thing by its own name. The truthful person is 

straightforward in what he says and what he does since he acknowledges the qualities he 

has without belittling or exaggerating. Hence the truthful person is a praiseworthy and 

decent person (Aristotle, trans. 1985. 1 127a30). 

fVi! is the state of character possessed by those who joke in a tasteful way. The 

character of a witty person is exhibited by his tact. Tact is saying and listening to the sort 

of things that are suitable for a person of honorable and liberal character. There are 

certain things that are appropriate for such a person to say and allow to be said to him in 

fun (Aristotle, trans. 1925, 1128a20). 

Justice does not have one simple meaning. Aristotle states that justice is complete 

virtue in relation to all other virtues. This is why justice seems supreme among the 

virtues (Aristotle, trans. 1985. 1130a 10 ). Justice is a kind of equality or fairness. A 

person who is just ensures that everybody gets a fair share (J. Barnes, 1995). Justice is 

virtue "toward others" and is especially concerned with the public good. It consists of 

treating equals equally and unequals unequally in proportion to their relative differences. 

These virtues of character result from habit. None of the virtues of character arise 

in us naturally (Irwin & Fine, 1996); we acquire them through habituation. When 

virtuous practices become habitual, they constitute the fixed disposition or character that 
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determines an individual's identity (Tessitore, 1996). It is the moral nature of a teacher's 

identity that this study attempts to discover by examining her expression of the above 

virtues. 

Moral Virtue and Teaching 

Before and since Aristotle, many philosophers have discussed of virtue, and not 

all of them have been in agreement (Maclntyre. 1984). As Maclntyre notes, "...the 

differences and incompatibilities between different accounts at least suggest that there is 

no single, central, core conception of the virtues" (p. 186). In addition, these multiple 

conceptions have been applied to several fields of study. To a small degree, this includes 

teaching. 

In contemporary times, some of the most extensive work in this area has been 

done by Sockett. In his work. Sockett (1993) discusses the moral base for teacher 

professionalism. He asserts that a moral career involves the development of virtue. 

According to Sockett, a virtue is a sustainable moral quality of individual human 

character that is learned. He writes, "Virtues carry standards immanent in them. By 

professional virtues. I mean the collection of these acquired moral qualities that are 

embedded in tlie social practice of teaching and that are necessary to the particular 

professional task" (p. 62). As such, moral character matters in teaching. Moral character 

is important in areas of interpersonal and personal behavior with students, parents, 

colleagues, the public, and with one's self (Sockett, 1993). 
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Sockett (1993) discusses the four moral virtues that he considers central to an 

understanding of the practice of teaching. They are honesty, courage, care, and faimess. 

Sockett suggests, these virtues "...are at the core of professional expertise in teaching and 

seem to me to be constitutive of teaching" (p. 62). What follows is a review of why 

Sockett holds that teaching demands each of them. 

Honesty is important to teaching because a teacher's attitude toward the truth is a 

part of a teacher's character and professional integrity. Honesty and deceit are inherent in 

teaching because virtually everything a teacher says or does could be measured in terms 

of its relation to the truth. Without an enriched view of honesty as a professional virtue, 

and a sophisticated understanding of the many ways in which deceit can undermine the 

educational enterprise, a teacher cannot address issues of ways of seeking for the tmth. 

Professional expertise is manifest in the dogged pursuit of the truth because it matters and 

because truth telling is a moral disposition (Sockett. 1993). 

As a moral quality of teachers, courage can be defined as deliberate practical 

reasoning in circumstances of difficulty, turbulence, or trouble. The courageous teacher 

makes a judgment in troubled circumstances about the worth of what is to be done. She 

also carefiilly reflects upon how to accomplish it. Courage demands this kind of practical 

reasoning in pursuit of long-term commitments that are morally desirable (Sockett, 1993). 

Although caring is not an Aristotelian virtue. Sockett regards it as a virtue in 

teaching. Sockett suggests, "What a teacher cares for is embodied in his or her practice" 

(p. 79). This means to show concern and care for the framework within which children 
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have to grow up, to accept responsibility for them, and to seek to match institutional 

experience with domestic upbringing and relationships. Teachers can model care and 

then teach children to care and to be careful (Sockett, 1993). 

Fairness is not the central moral virtue in teaching, but it is one of them. 

According to Sockett, fairness is central to teaching in one particular respect. He writes: 

•"Teachers are the first adult most children meet who are in positions of authority but are 

unrelated to their personal family lives. Teachers represent adult life. Their 

determination to instill a sense of justice alongside a sense of caring is an initial model of 

the outside world" (p. 82). Teachers need to be morally alert to the opportunities for 

unfairness that come in the application of both rules and norms to individual children 

(Sockett, 1993). 

A perspective that is dominated by an interest in moral virtues is concerned with 

the character of teachers, the kind of people they are. To be concerned with virtue is to be 

concerned that teachers be wise, honest, courageous, or just (Strike, 1996). In the context 

of teaching, teachers" character and commitment are revealed as they display virtue. 

Thus, it is impossible to describe what a teacher does without describing her virtues 

within the teaching act. The present study aims to describe manner in teaching by 

observing and describing the ways teachers exhibit virtues in their teaching. 
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Conclusion 

As this chapter illustrates, manner is an aspect of conduct that is analytically 

different from those aspects of conduct such as method and style that were studied as a 

part of the research programs that examined teacher effectiveness. It is also analytically 

distinguishable from more recent qualitative attempts to observe the moral activities of 

teaching. The most salient distinction between these conceptions of teaching and manner 

is that manner is teachers" expression of moral virtue. Aristotle's list of virtues and 

Sockett's interpretation of how similar virtues apply to teaching are drawn upon in this 

study of how manner in teaching may be described and understood as expressive of moral 

virtue. The next chapter describes a framework constructed from the literature reviewed 

herein to facilitate the empirical examination of manner in teaching as the expression of 

moral virtue. It also presents the process of the empirical examination undertaken in this 

study. 



72 

CHAPTER THREE 

METHODOLOGY 

As the previous chapter suggests, manner as a concept of moral virtue in teaching 

has not been previously studied. Although the term, manner, is one that most people have 

"a notion of what it means" (Richardson, 1993), that notion does not generally have to do 

with the expression of moral virtue. Thus, looking at teachers" conduct in this way is 

quite novel. Further, there is no clear cut approach to looking at how moral virtues are 

displayed in teachers' practice. Hence, two questions arise when it comes to examining 

manner in teaching: What are moral virtues in teaching, and how may they be empirically 

examined? The first question calls for a philosophical analysis that provides the basis for 

answering the second which requires an empirical investigation. This chapter describes 

how these two questions are addressed in this study. 

The chapter is divided into two sections, each responding to one of the questions 

above and each requiring very different approaches. Section one discusses the conceptual 

inquiry. It describes three aspects of teacher conduct: style, method, and manner. This is 

followed by a description of how Aristotelian virtue applies to teaching. This description 

provides a framework for the empirical study. Section two of the chapter describes the 

nature and process of the empirical inquiry. This section of the chapter begins with a 

discussion of the research design. Following that, the research setting, the methods of 

data collection, and the analysis of data are described. Then, there is a brief discussion of 
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how the analyzed data was interpreted to construct the case studies of the teachers" 

theories of pedagogy. The chapter concludes with a presentation of the limitations of the 

study. 

The Conceptual Inquiry 

A Theory of Pedagogy 

As noted in chapter two, Fenstermacher (1997) has outlined the beginning of a 

theory of pedagogy. .A.ccording to Fenstermacher" s theory, there are three aspects of 

teachers" conduct: method. st>'le, and manner. Methods are commonly accepted 

practices, principles of good practice, or procedures or techniques of demonstrated value. 

Style is conduct unique to a person, elements of personal taste, personality yariables. and 

one's pedagogical persona. Manner is permanent and stable dispositions, traits of 

character believed important in pedagogical relations, and virtues or the absence thereof 

(Fenstermacher. 1997). Empirically, these aspects of conduct cannot be completely 

separated from one another. 

Teachers" pedagogies are an articulation of these aspects of their conduct. As the 

review of research in chapter two suggests, the articulation of teachers' conduct has been 

a focus of empirical study for most of the last century. One of the first tasks in 

undertaking the empirical study of manner in teaching is to understand how this research 
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pertains to it. Reviewing these studies in terms of their relationship to teacher style, 

method, and manner assists in this task. 

As noted, style is conduct unique to a person, elements of personal taste, 

personality variables, and one's pedagogical persona. Recall from the previous chapter 

that empirical studies of teacher characteristics, personality, temperament, and style 

constructs encompass this aspect of pedagogy. In these studies, researchers observed a 

number of teacher characteristics, traits, and behaviors that may be considered exemplary 

of teacher style. For example, teacher characteristic studies examined teachers" 

intelligence, attractiveness, emotional stability, enthusiasm, integrity, self-reliance, 

cooperation, personal magnetism, personal appearance, breadth and intensity of interests, 

considerateness. and leadership (Barr, 1948). Studies of teacher personality included 

examinations of attitudes, values, interests, favored activities, cognitive abilities, 

friendliness, cheerfulness, sympatheticness, resourcefulness, reservedness, and 

conscientiousness (Getzels & Jackson, 1963; Snow, Como, & Jackson, 1996). 

Temperament studies focused on extroversion, energy, enthusiasm, agreeableness. 

altruism, affection, neuroticism, negativism, and nervousness; and examination of style 

constructs included looking at cognitive styles, learning styles, expressive styles, 

responsive styles, and defensive styles (Snow, Como, & Jackson, 1996). These attributes 

of style are displayed in conduct unique to a particular individual. They are 

representative of that teachers' personalities or pedagogical personas. 
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In addition to regarding style in terms of these attributes of conduct that are 

uniquely displayed by individuals, teacher style may also be viewed in terms of how-

teachers' conduct reflects elements of their taste. For example, teachers' use of time and 

space in the classroom, their management, and their methods are often influenced by the 

their personal preferences. For example, whether a classroom is teacher-centered or 

leamer-centered, or whether instruction is direct or indirect is indicative of teachers" 

styles. In this way, teacher method and style are linked. As studies of teacher style 

investigated direct instruction, so have studies of teacher method. Studies of a teacher's 

methods have also examined teachers' patterns of behavior, their roles, and their 

approaches to instruction. Specific behavior patterns previously studied include a 

teachers' clarity of presentation, enthusiasm, task orientation, and encouragement and 

probing of students (Wallen & Travers. 1963). 

Historically, the elements of method and style listed above are the aspects of 

teacher conduct emphasized by educational researchers, and in turn, teacher educators. 

However, some attention also has been paid to the moral importance of style. Style has 

been regarded as the morality of the mind (Whitehead, 1929). According to Garrison 

(1995), pedagogical style encompasses professional virtue. Professional virtues or 

"teacherly virtues" (Jackson, Boostrom. and Hansen, 1993) include the ability to 

creatively organize curricular materials, subject matter, class time, and students' needs 

and desires. Similarly, Jackson, Boostrom, & Hansen (1993) have used the term, style, to 

refer to how a teacher handles the demands of the job, and whether she is aloof, reserved. 
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warm, intimate, kind, cruel, scatterbrained, or methodical. A teacher exhibits style via 

her personal qualities, and those personal qualities are moral because she acts as a model 

of conduct (Hansen, 1993b). 

Although the studies referred to in the last paragraph begin to relate to manner in 

teaching because they stress the moral importance of teacher style, they are of little help 

in guiding the empirical study of manner. These studies suggest that nearly everv" action 

reflects teachers' personal qualities and has moral implications. For example, after 

commenting on the moral significance of a teacher's pat response of "very. ver\' nice" to 

students. Jackson. Boostrom. and Hansen (1993) write: "We want only to point out that 

if we are willing to ponder the meaning of such seemingly insignificant events, even 

something as apparently trivial as the way a teacher nods to his students or gives them a 

verbal pat on the head after a recitation can be seen as reflecting enduring moral 

qualities" (p. 89). Yet, it is not clear how these researchers discern the moral nature of 

particular actions and personal qualities from their observations. It is not obvious how-

one is to judge whether a teacher is kind, cruel, scatterbrained, warm, intimate, aloof, or 

reserved. In addition, these studies lead one to assume that, although these personal 

qualities are "habitual," a teacher can shed her style at will and with relative ease. On this 

point, Jackson, Boostrom, and Hansen (1993) state: 

Style, in contrast to personality, is more task specific. It is not something that 

teachers necessarily take home at the end of the day, although some surely do. 

Others seem to shed their style and leave it behind them, the way they might hang 
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a smock in the teacher's closet. They become different people as they step out the 

door and enter their out-of-school life (p. 37). 

In other words, a teacher's style is malleable and specific to her as a teacher. 

Contrasting this assumption about the malleability of teacher style, manner refers 

to permanent and stable dispositions. As Richardson (1993) suggests. "In order to 

develop a better understanding of maimer. ...it is necessary to go beyond an examination 

of style and interaction, and delve into the traits of character and dispositions that the 

manner exhibits" (p. 16). These traits of character and dispositions include fairness, 

caring, a commitment to educative goals, and a critical analysis of one's own practices 

and theories. As this discussion implies, these dispositions reflect human virtue. They are 

teachers' moral virtues enacted in the classroom. There is a universalizability to the 

virtues although an individual teacher's context and style lead to way the virtues are 

individually expressed. The following section describes the framework constructed to 

facilitate the examination of maimer in teaching with regard to human virtue. 

Overview of a Framework for Applying Aristotelian Virtue to Teaching 

Due to the lack of empirical understanding of how to examine manner in 

teaching, some judgments regarding how to go about this task were made. The first of 

those judgments dealt with what is meant by the term, manner. Fenstermacher's (1992a) 

original notion of manner includes a variety of positive and negative dispositions. 

However, he notes that manner is revealed when we ponder human virtue. For this study. 
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Fenstermacher's broad notion of marmer has been limited to refer to teachers" expressions 

of moral virtue. The term, expression, is used here and throughout the dissertation to 

refer to the way in the teachers exhibit moral virtue in their practice because, as Sherman 

(1997) writes, "...we can't know another's virtue except by inference from its expression 

in various kinds of external activity, choices, and conducf (p. 11). In this study. 1 am 

examining the teachers' activity, choices, and conduct for the "expression" of virtue. 

To facilitate this examination, 1 constructed a framework in which 1 apply the 

Aristotelian moral virtues to teaching. As noted in the previous chapter, 1 made a 

judgment to ponder virtue in teaching from an Aristotelian conception of virtue because 

his work is concerned with human action, with how it is to be explained and understood, 

and with what acts are to be done (Maclntyre, 1984). His moral philosophy applies to the 

social world and thus to teaching. What makes Aristotle's conception of virtue applicable 

is his particularism. Recall that in the Aristotelian view, decisions are not under some 

general principle. People do not need to endorse a universalized maxim, and others 

should not be expected to act as we are acting. Rather, when making decisions, one must 

always focus on the specifics of the case. Wise judgment hits the mean not in the sense 

that it always aims at moderation, but in the sense that it hits the target for the case. As 

such, description and narrative of the case are at the heart of moral judgment (Sherman. 

1997). Thus, by using an Aristotelian conception of virtue to examine marmer in 

teaching, one is able to look at teachers' actions in context and to use those contexts to 

describe teachers' virtues. The framework described in the proceeding pages outlines 
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how individual Aristotelian moral virtues are currently seen as applicable to manner in 

teaching. 

The Application of Moral Virtue to Teaching 

Aristotle's notions of moral virtue provide the framework for the analysis of 

manner in teaching undertaken in this study. The moral virtues are what allow people to 

live well (Garcia, 1995b). A teacher with a virtuous manner possesses moral virtue, for. 

as Aristotle states, "...every virtue causes its possessors to be in a good state and to 

perform their functions well" (trans. 1985. 1106aI6). Thus, the moral virtues are integral 

to manner in teaching. Table 3.1 (pp. 81-82) illustrates the application of the Aristotelian 

moral virtues to teaching, and the following discussion elaborates upon the framework 

presented in the table. 

Bravery. Bravery is having the courage or the moral strength to do the right thing 

(J. Barnes, 1995). Aristotle states that the courageous are undaunted so far as humanly 

possible (trans. 1953. 1115b8). As a moral quality of teachers, courage can be defined as 

exhibiting practical reasoning in circumstances of difficulty, turbulence, or trouble. The 

courageous teacher makes a judgment in troubled circumstances about the worth of what 

is to be done. She also carefully reflects upon how to accomplish it. Courage in teaching 

demands practical reasoning in pursuit of long-term commitments that are morally 

desirable (Sockett, 1993). 
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Table 3.1 A Framework for Applying Aristotelian Virtues to Teaching 

MORAL VIRTUE ARISTOTLE'S 
DEFINITION 

APPLICATION TO 
TEACHING 

Bravery Having the courage and the 
moral strength to do the 
right thing. 

Making judgments in 
troubled circumstances 
about the worth of what is 
to be done and how to 
accomplish it. 

Friendliness Having affection for 
someone and wishing for 
them what we wish for 
ourselves. 

Showing care and respect 
for children and accepting 
responsibility for them. 

Truthfulness Being a decent person who 
is straightforward in what 
you say and do. 

Being honest, having 
integrity, and seeking the 
truth. 

Wit Having tact and joking in a 
tasteful way. 

Having tact and 
joking/having fun with 
students in a tasteful way. 

Honor Showing admiration and 
esteem toward those who 
merit. 

Positively reinforcing 
students who merit it for 
their good efforts and work 
well done. 

Mildness Having a good temper. Having a good temper. 

Magnanimity Possessing pride, dignity, 
and self-esteem. 

Expressing dignity and 
pride in yourself, your 
students, and your 
profession. 

Magnificence Achieving the finest and 
most appropriate result. 

Modeling excellence for 
students. 

Generosity Having the character of a 
giver who does good. 

Giving of yourself to your 
students (e.g., time) 

Temperance Desiring pleasure 
moderately and not more 
than is right 

Keeping the expression of 
feeling and actions under 
the control of reason. 

Justice Being fair and treating 
equals equally and unequals 
unequally. 

Fairness in the application 
of both rules and norms to 
individual children. 
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Friendliness. The Aristotelian conception of friendship is broader than that 

designated by standard English usage. It applies to relationships inside and outside the 

family. Due to its range of applicability, friendship is a necessity in any choiceworthy life 

(Tessitore, 1996). Friendliness may be characterized by the desire to please others 

whenever that is compatible with what is right and expedient. Friendship is a relationship 

between two people who have affection for each other and who recognize each other's 

affection. When we have a deep friendship of the best kind, we wish for our friend what 

we wish for ourselves: life, health, happiness, and the fulfillment of her desire (J. Barnes. 

1995). In teaching, friendliness may be likened to Noddings' (1984, 1992) conception of 

caring. The teacher is the "one-caring" and is primarily responsible for the relationship. 

Students are "cared-for." They receive the teacher's caring. As Hugh Sockett (1993) 

suggests, "What a teacher cares for is embodied in his or her practice. Teachers must 

want children to care for what they learn and for each other" (p. 79). For a teacher, this 

means to show concern and care for the framework within which children grow up. to 

accept responsibility for them, and to match institutional experience with domestic 

upbringing and relationships. Teachers model care and then teach children to care and to 

be careful (Sockett, 1993). 

Truthfulness. In Aristotelian rhetoric, truthfiilness is calling a thing by its own 

name. The truthful person is straightforward in what she says and what she does, since 

she acknowledges her qualities without belittling or exaggerating. Hence, the truthful 
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person is praiseworthy (Aristotle, trans. 1985. 1127a30). A truthful teacher is honest. A 

teacher's attitude toward the truth is integral to her character and professional integrity. 

Therefore, honesty and deceit are inherent in teaching. Everything a teacher says or does 

can be measured in terms of its relation to the truth. Without an enriched view of honesty 

as a professional virtue, and a sophisticated understanding of the ways in which deceit 

undermines the educational enterprise, a teacher cannot seek and exemplify the Uaith. 

Thus, professional expertise is manifested by a teacher's pursuit of the truth. Truth 

telling is a moral disposition (Sockett, 1993). 

fV/r. According to Aristotle, wit is the ability to joke in a tasteflil way. The 

character of a witty person is exhibited by tact. Tact is required for the expression of wit. 

The tactful person says and listens to the sort of things suitable for a person of honorable 

and liberal character. There are certain things are appropriate for such a person to say and 

allow to be said in fim (Aristotle, trans. 1925, 1128a20). In teaching, it is the same way. 

Witty teachers have fim and joke with students at the right times and in the right ways. 

During these times, she points out the humor in situations to students. 

Honor. In the sphere of honor, there is a virtue that is the mean between being 

ambitious and being unambitious. Aristotle states that in the desire for honor, there are 

degrees of too much and too little, and there is a right source and a right manner. The 

right degree of desire reflects a disposition with an intermediate attitude towards honor 

(Aristotle, trans. 1953, 1125b21). Thus, a person honors another for something that they 

have done to merit the honor (Maclntyre, 1984) and by showing them esteem and 
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admiration (Irwin, 1985). A teacher exhibits honor when positively reinforcing students 

for their good efforts, for work well done, and for their special qualities and talents. 

Mildness. The virtue that is the mean concerned with anger is expressed as 

mildness. Mildness is the having of a good temper. A good tempered person tends to be 

unperturbed and not to be led by passion. She is angry with the right people, at the right 

things, in the right way. and for the right length (Aristotle, trans. 1985. 1126a31). The 

same is true for mildness in teaching. 

Magnanimity. Magnanimity is greatness of the soul. Greatness is the measure of 

a magnanimous person (Tessitore, 1996). A magnanimous person has a sense of pride. 

The manner of a magnanimous person is dignified to those in positions of power, but 

unassuming to those of middle station, and self-deprecating to those of lower rank (J. 

Bames, 1995). Magnanimous persons are worthy of great things, and they believe in their 

worthiness of those things. Magnanimous people possess self-esteem. The 

magnanimous person undertakes great and noble deeds, is willing to face great dangers, 

confers great benefits, and is eager to provide help to others. In addition, the 

magnanimous person is characterized by a preference for truth over opinion (Tessitore. 

1996). A magnanimous teacher expresses great dignity and pride in herself, her students, 

and her profession. 

Magnificence. Aristotle defines the magnificent person as one who considers how 

she can achieve the finest and most appropriate result rather than how much it will cost 

and how it can be done most cheaply. The magnificent person shows her magnitude or 
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greatness. The mark a magnificent person is to produce whatever she is producing 

magnificently and to make it worthy of what she spent on it (Aristotle, trans. 1953, 

1123a 16). Magnificence in teaching is exemplified in the modeling of excellence a 

teacher does for her students. 

Generosity. The Aristotelian virtue concemed with liberality is generosity. 

Aristotle states that liberality resides not in the multitude of the gifts but in the state of the 

character of the giver. The liberal give for the sake of what is noble and what is right. 

The liberal person gives to the right people, the right amounts, and at the right time. 

Virtue consists more in doing good than in receiving. In addition, the virtuous commit 

fine acts and refrain from disgraceful ones. Therefore, of all those who are called 

virtuous, the liberal person is probably the best liked because she is helpful and her help 

consists in giving (Aristotle, 1953, 1 120a22). A teacher expresses her generosity in a 

multitude of ways, particularly, by giving time and feedback to her students. 

Temperance. The temperate enjoys none of the things that the licentious enjoys. 

Nor, does she enjoy wrong pleasures in general. She does not enjoy any pleasure 

violently and is not distressed by the absence of pleasure. She desires pleasure 

moderately and not more than is right (Aristotle, 1953, 1115b8). A temperate teacher's 

feelings and actions are under the control of reason. 

Justice. Aristotle states that justice is complete virtue in relation to all other 

virtues (trans. 1985, 1130al0). Justice is a kind of equality or fairness. A person who is 

just ensures that everybody gets a fair share (J. Barnes, 1995). Justice is virtue "toward 
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others" and is especially concerned with the public good. It consists of treating equals 

equally and unequals unequally in proportion to their relative differences. A teacher who 

is just is fair. According to Sockett (1993). fairness is central to teaching in one particular 

respect. He writes: "Teachers are the first adult most children meet who are in positions 

of authority but are unrelated to their personal family lives. Teachers represent adult life. 

Their determination to instill a sense of justice alongside a sense of caring is an initial 

model of the outside world" (p. 82). Teachers need to be morally alert to the 

opportunities for unfairness that come in the application of both rules and norms to 

individual children (Sockett. 1993). 

The Empirical Inquiry 

Qualitative Research Design 

In order to gain a more thorough understanding of the concept of manner and to 

ascertain how it applies in classroom situations, 1 employed qualitative research methods. 

The qualitative methods approach used here is the form of research Erickson (1986) calls 

"interpretive." An interpretive approach was selected because it is the best method for 

understanding how Aristotelian moral virtues are displayed in teachers' practice. As the 

Aristotelian view of virtue is particularistic (Sherman, 1997), so is interpretivist research. 

Erickson (1986) writes, "...the primary concem of interpretive research is 

particularizability" (p. 130). Thus, an imderstanding of how the virtues are displayed in 

practice was "arrived at by studying a specific case in great detail and then comparing it 
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with other cases studied in equally great detail" (p. 130). From detailed cases, one is able 

to see how particular teachers express moral virtue in their practice and uncover those 

aspects of manner in teaching that may be "broadly universal." "generalizable to other 

similar situations", or "unique to the given instance" (Erickson. 1986). 

Although not interpretivist in nature, the framework described in section one 

facilitates this interpretive inquiry. Using the framework. I observed the teachers" 

practice and interpreted it in terms of moral virtue. Additionally, the teachers interpreted 

how they expressed the virtues in their manner. Drawing upon these two sources for 

interpretation. I constructed case studies describing how the teachers express moral virtue 

in their practice. Each teacher's case study represents "an intensive, holistic description 

and analysis" (Merriam. 1988. p. 16). As Merriam (1988) states. "Case studies are 

particularistic, descriptive, and heuristic and rely heavily on inductive reasoning in 

handling multiple data sources" (p. 16). In the cross-case analysis, the data from the 

individual teachers' case studies are used to set the expression of moral virtue in teaching 

in a larger theoretical context. The result being a better understanding of how virtue is 

expressed through teachers" manner. 

The Participants 

The participating teachers in this study teach reading at Southwestem Middle 

School in southern Arizona.^ Crystal, Tami, and Karen were all hired by the school three 

" The name of the school has been changed. 
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years ago to teach in a new reading program. Prior to that, each teacher had several years 

of teaching experience and all had earned masters degrees. 

In her mid-thirties. Tami is the youngest of the three teachers. She is married and 

has three children. She became a teacher because she felt that it was a good career for a 

woman with a family. Tami has taught for seven years. Crystal has been teaching about 

the same number of years as Tami. She is in her eighth year of teaching. Now in her 

mid-forties. Crystal is married and has two children. She became a teacher after observing 

her daughter's experiences in elementary school. Like Tami, Crystal wanted to be a 

teacher because it is a good family career. She could be home with her kids after school 

and during the summers. Crystal has taught elementary and middle school in four 

districts in Southern Arizona. Of the three teachers, Karen has been teaching the longest. 

Now in her forties, she began teaching nineteen years ago. After graduating from college 

with a degree in political science, she enrolled in a masters degree program in social 

studies education. As she progressed through that program, she was counseled into 

entering reading or English education. Karen decided to become a reading specialist 

because she loves to read and to write, and she wanted to convey that to students. 

Currently, she is participating in career ladder. 

When this study began, Tami, Crystal, and Karen were a part of a team of six 

teachers and one aide who taught in the reading program. However, the reading program 

was redesigned for the 1997-1998 school year, and since that time, it has been run 

exclusively by these three teachers. As teachers in the reading program, Tami, Crystal. 
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and Karen each have approximately 300 students. They teach four periods of reading a 

day. Class periods are approximately fifty minutes long. In addition, they each have a 

planning period, thirty minutes for lunch, a sixth grade home base, and an elective. For 

the elective, Karen teaches French; Crystal advises student council; and Tami oversees 

the production of the school's morning video announcement program called "Wake-up 

Southwestem." In addition, each of the three teachers serve the school community in 

other ways. Tami is on the school's Strategic Planning Committee. Crystal is the 

school's DRA (Directed Reading Assessment) representative, and Karen is one of the 

building's union representatives. Table 3.2 illustrates the reading teachers' typical daily 

schedule. 

Table 3.2: The Reading Teachers' Typical Daily Schedule 

TIME PERIOD 

8;25-9;35 Elective 

9:40-10:30 Reading 1 

10:35-11:25 Reading 2 

11:25-11:45 Sustained Silent Reading 

11:45-1:15 Lunch/Planning 

1:15-2:05 Reading 5 

2:10-3:00 Reading 6 

3:05-3:35 Homebase 
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The School Site 

This research was conducted at a middle school on a modified calendar (year 

round) in southern Arizona. Southwestern Middle School is a large brick school situated 

on a thirty acre campus. The school was built approximately eight years ago, and its 

boimdary lines were drawn in an effort to address desegregation requirements. The way 

the school's boundary lines were drawn results in the school drawing the most diverse 

student population in the district. The school's population is predominantly white with a 

small percentage of Mexican American. African American, Native American, and Asian 

American students. These students live in either a working class neighborhood located in 

the central part of the city or in a middle class neighborhood located near the school. 

With the exception of the kids who live in the housing development located next to the 

school, the students commute to school. 

The students are divided into teams whose names reflect the regions of the world. 

Thus, there are the Latin America, South America, South Pacific, Europe, Africa, and 

Asia teams. There are four teachers on each team who are responsible for teaching the 

core: English/Language Arts, Math, Social Studies, and Science. In addition to these 

core subjects, the students have physical education, art, and reading. 
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The Reading Program 

The reading program was the primary location at the school for this study. It was 

first instituted at Southwestern Middle School during the 1995-1996 school year. 

According to Tami, the faculty originally conceived of the reading program as a way to 

improve students' study skills. However, with the hire of the program's director, the 

program was reconceptualized as a literature based-reading program, and the teachers 

hired to teach in the program espoused variations of a whole language philosophy for 

teaching reading. Crystal. Tami, and Karen were among those teachers. 

Reading has been designated as a Related Art along with Art and Physical 

Education. As a related art, reading is taught to every student at the school. Students 

have reading every third week for five days at a time. For example, si.xth graders have 

reading one week, seventh graders have reading then next week, and eighth graders have 

reading the week after that. Then, that same rotation begins again with the sixth grade 

students. During the weeks that the students do not have reading, they have art or 

physical education. Table 3.3 illustrates how the related arts schedule rotates tri-weekly. 

Table 3.3: The Related Arts Schedule 

GRADE LEVEL WEEKl WEEK 2 WEEK 3 

Six Reading Art Physical Education 

Seven Art Physical Education Reading 

Eight Physical Education Reading Art 
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Ethical Considerations Regarding Data Collection 

Upon hearing about this study from a colleague, each of the teachers volunteered 

to participate. Before gathering data from them, they each signed consent forms. These 

forms drew upon the ethical principles outlined by James Spradley (1980) in his book. 

Participant Observation. The following is a list of items that were included on the 

consent forms and an explanation of them. 

1. The teachers were assured that their participation was voluntary and that they 

were free to withdraw from the study at any time. 

2. The teachers were informed of the aims of the study. I explained that the goal 

of my dissertation was "to define and describe teacher maimer." but that "I 

currently used the term to refer to teachers' character traits and dispositions." 

3. The teachers were informed of the data collection methods that were to be 

employed. This included interviews, observations, dialogues, and 

videorecording. 

4. The teachers were told that I would inform them of when I would be in their 

classrooms and for how long. Although this was generally the case, the 

teachers gave me an open door and allowed me to drop-in unarmounced. 

5. The teachers were informed of their roles and responsibilities in the study. I 

wanted this study to be as collaborative as possible so 1 told the teachers that 

"I want to work with you at how you approach your teaching," and "to discuss 



92 

episodes on the tape that we each find interesting." Additionally. I told the 

teachers that the study would span a calendar year, and I estimated 

approximately how much of their time would be consumed. 

6. The participants were informed that they would have the opportunity to read, 

to verify, and to comment on all documents pertaining to their participation in 

the research project. They each read drafts of this document, and their 

comments contributed to its revisions, particularly the revisions in their own 

case studies. 

7. The participants determined their anonymity in the reporting of the research. 

Each teacher chose not to select a pseudonym. 

The Chronology of the Study 

With the teacher's consent, the empirical portion of the study began in the 

beginning of March, 1997. Data collection began at that time, continued until school 

closed for the year in the third week in June, resumed when school opened again the first 

week in August, and was completed the first week in December. Table 3.4 illustrates the 

chronology of the study from that time until its completion. Due to our separate physical 

locations during data analysis and interpretation, the teachers and I maintained contact 

through email. This contact served to keep me abreast of what the teachers were doing 

with their students and of how they were thinking about their teaching. It also gave me 

the opportunity to explore questions that arose during data analysis. In addition to 
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emailing the teachers, "member checks" were conducted with the teachers via the regular 

mail. 

Table 3.4: The Chronology of the Study 

DATE WHAT WAS DONE 

January-February 1997 Gaining access 

March 1997 Initial data collection 

April 1997 Review of literature 

May-June 1997 2nd round of data collection 

August 1997 3rd roimd of data collection 

September-November 1997 Data Analysis & Interpretation 

December 1997 FinaJ data collection. Data analysis, & 

Interpretation 

January-April 1998 Data Analysis & Interpretation 

Methods of Data Collection 

The empirical portion of this study examines how teachers' moral virtues may be 

observed and described. It uses a variety of data collection methods. Use of multiple 

data collection methods is based upon Frederick Erickson (1983) assumption that: 

...full understanding of the reflexivity of social action necessitates specification of 

modes of interactional coordination through investigation of 1) directly observable 
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content of action, and 2) the interpretations of meaningfuiness held by the actors, 

which must be inferred from observing the reactions of the partners to each other 

during the event, and from interviewing the participants (and other informants) 

after the event to elicit their interpretations of what was being done (p. 213). 

Through observations and the participants interpretations of their actions, 1 gained an 

understanding of manner in teaching as moral virtue. 

Interviews, a card sort, observations, and video recordings were used to explore 

how the teachers* classroom actions reflect moral virtue. Due to my own lack of initial 

understanding of manner and to its "foreignness" to the teachers, these methods seemed 

to best facilitate this inquiry. The following are discussions of the use of these particular 

data collection methods in understanding how moral virtue in teaching is displayed. 

The first method of inquiry used in this study of maimer in teaching was 

interviewing. An interview is a purposefiil conversation (Bogdan & Biklen. 1992). and it 

is a special kind of speech event that is similar to a friendly conversation (Spradley. 

1979). Although all the interviews were relatively open-ended, most focused around 

particular topics and were guided by some general questions (Bogdan & Biklen. 1992). 

All the interviews conducted throughout the course of the study were audiotaped. 

The initial audiotaped interview with each teacher occurred in March 1997. The 

purpose of this interview was to put the teachers' experiences in context by asking them 

to tell as much as possible about themselves (Seidman, 1991). In these interviews. 1 
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asked the teachers about their backgrounds, their philosophies of education and teaching, 

and their perceptions of their own manner. 

Following these interviews, the interviews conducted in June and August of 1997. 

focused on exploring particular topics that emerged during observations or previous 

interviews (Bogdan & Biklen, 1992). These interviews could be characterized as 

dialogues. The dialogues allowed for on-going engagement, thinking together, 

rediscovering and clarifying beliefs, and advancing understanding (Vasquez-Levy. 1994). 

As Burbules (1993) suggests "there is also a questioning aspect appropriate to this kind of 

dialogue, not with the critical purpose of rejecting these alternatives, but directed toward 

determining the reasons, evidence, and experiences that underlie them, as a way of 

understanding and assessing them more accurately" (p. 116). In this way. dialogue was a 

communicative form of inquiry and a tool for deriving meaning and for enabling 

participants to think about particular aspects of their manner in order to gain an 

understanding of it. Although discussion was not constrained to this, the dialogues 

explored the teachers' most current understandings of their expressions of moral virtue. 

To prepare for these dialogues, I gave the teachers a list of the virtues, but I did not define 

the virtues for them. I asked them to watch the videos of their teaching and determine 

how they saw themselves expressing virtue. Then, the teachers and I sat down and 

watched video tapes of their teaching together. During these meetings, the teachers 

discussed the incidents that they had identified as expressing particular virtues. My role 

in these dialogues was to gain an understanding of how the teachers saw themselves as 
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expressing particular virtues. Thus, most of my questions asked them to elaborate upon 

or clarify how they saw themselves as expressing a virtue during a particular incident. 

The second method used to collect data on the teachers' understandings of their 

maimer was a card sort. The card sort was used to elicit the teachers" conceptions of 

particular virtues and their relationship to teaching. Twenty-five words that might be 

used to describe teachers' manner were place on 3x5 index cards. The cards included the 

words: caring, compassionate, courageous, temperate, mild. just. fair, honorable, 

magnificent, magnanimous, friendly, witty, trustworthy, truthful, tolerant, respectful, 

understanding, knowledgeable, rational, reasonable, intelligent, intellectual, wise, moral, 

and virtuous. I showed the teachers the cards and asked them to talk about those of them 

that they thought pertained to them as teachers. Following this discussion, 1 asked the 

teachers to talk about those cards that they did not select and why they did not select 

them. 

The third method of data collection in this study of manner was observation. 

Three kinds of observations were made: descriptive, focused, and selective. In making 

descriptive observations, as much as possible of what was being seen in the classroom 

was recorded. These kinds of observations were primarily made at the beginning of the 

research. Once able to identify virtues that comprise manner, focused observations were 

made. The focus of the observations was on the teachers' moral virtues. Finally, 

selective observations were made to look for differences in the virtues. 
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While making these observations, 1 was, in Spradley's (1980) words, a "passive 

participant." I was present in the teachers' classrooms but not participating or interacting 

with other people to any great extent. Most of the time in the classroom was spent at an 

"observation post" (Spradley. 1980). Occasionally, in Tami's class. 1 got involved in 

discussions, and on rare occasions. Crystal or Karen would address questions to me. 

However, my primary concern was with making observations of the teachers' expression 

of virtue. 

Observations of the teachers' virtues were recorded by writing fieldnotes and 

videotaping. Fieldnotes are the written account of what the researcher sees, hears, 

experiences in the course of collecting and reflecting upon the data. The researcher 

describes the place, the people, the activities, and the conversations (Bogdan and Biklen. 

1992). Initially in the fieldnotes, I tried to capture as much of what 1 observed and of 

what was said as possible. As time passed, the notes became more focused. Towards the 

end of the study the notes primarily consisted of observations of the teachers" displaying 

particular virtues. 

In order to permanently record the ways in which the teachers displayed moral 

virtue. I videotaped the teachers while teaching. Videotaping was used because the event 

structure in classrooms is too complex to be apprehended all at once (Erickson. 1983). 

Video records allow me to continually re-visit examples of teacher virtue. In addition, 

the teachers and I were able to watch the tapes separately and formulate individual 

interpretations of their manner that served to facilitate dialogue. 
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The final method of data collection was written artifacts. These artifacts included 

all correspondence via mail and email between the teachers and myself. It also consisted 

of copies of the teachers' lesson plans, handouts, or other resources they drew upon in 

their teaching. Crystal also gave me a copy of her masters thesis in which she describes 

her reader response approach to teaching seventh graders reading. 

This study's use of multiple methods of data collection is a fonn of triangulation. 

As Denzin (1970) states. "The rationale for this strategy is that the flaws of one method 

are often the strengths of another, and by combining methods, observers can achieve the 

best of each while overcoming their unique deficiencies" (p. 308). In other words, the 

multiple methods of data collection were used to cross-check the accuracy of data 

gathered in another way (LeCompte & Preissle, 1993). 

Data Analvsis 

The data collected via field notes, video recordings, an audiotaped card sort, and 

audiotaped interviews were analyzed. The analysis was ongoing. In reference to this. 

Merriam (1988) writes: "Data collection and analysis is a simultaneous activity in 

qualitative research. Analysis begins with the first interview, the first observation, the 

first document read" (p. 119). In this on-going process, data were organized, broken into 

units, synthesized, and searched for patterns (Bogdan & Biklen, 1992). Through this 

systematic process, I came to understand aspects of the teachers' conduct, and in 

particular, the way in which the teachers express moral virtue in their practice. 
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Due to the reciprocal nature of data collection and data analysis in qualitative 

research, the first stage of handling data for its analysis was the transcription of the 

audiotaped interviews and card sort. The interviews and the card sort were transcribed 

using a basic script format. In a basic script format, speakers* turns are placed below one 

another. Discourse unfolds downward and utterances that appear below other utterances 

are treated as occurring later in time (Ochs, 1979). 

Once the transcription process was complete, I read the data from the 

transcriptions and the written artifacts several times. As the data were read, certain 

words, phrases, patterns of behavior, and ways of thinking stood-out (Bogdan & Biklen. 

1992). 1 generated a list of words that repeatedly appeared in the transcripts. These 

words became the categories for analysis. Using the "find" command on the word 

processor, I searched, cut, and pasted the documents for phrases that pertained to each 

category. According to Merriam (1988). "This is the process of systematically classifying 

data into some sort of schema consisting of categories, themes, or types. The categories 

describe the data, but to some extent, they also interpret the data" (p. 140). The 

categories were used to begin building cases that interpret the teachers' manner in terms 

of their moral virtues. 

After some sense of the written documents was made, my attention turned to the 

video recordings of the teachers teaching. I identified portions of the videotapes that 

exemplified the teachers displaying particular moral virtues. Identification relied upon 

the theoretical framework described in section one of this chapter. Scenes exemplifying 
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particular virtues were transcribed. These scenes were used to develop case studies of the 

teachers' expression of moral virtue. 

Report of the Data Analvsis 

The analyzed data was interpreted and used to construct case studies of the three 

teachers' manner. The case studies contain the perspectives and the voices of the teachers 

(Strauss & Corbin, 1994) and my attempt, as the researcher, to make sense of what I 

learned (Denzin & Lincoln, 1994). The text elucidates how manner in teaching is 

embodied in the language and actions of the teacher. Meaning is clarified through the use 

of thick description (Schwandt, 1994). The written product is the construction of 

individual case studies of the teachers" aspects of conduct, and most particularly, their 

expression of virtue. 

Upon analyzing the data received from Crystal. Tami. and Karen. 1 observed that 

their practices exemplify the aspects of conduct that Fenstermacher describes in his 

theory of pedagogy (described on the second page of this chapter). That being the case, 

these aspects of conduct represent a useful heuristic for framing the case studies of how to 

discuss, observe, and describe manner in teaching. Thus, style and method are used as an 

avenue toward reaching an understanding of the teachers' maimer. In the following case 

studies, each teacher's style, method, and manner are explored. Since style, method, and 

maimer represent heuristic devices rather than clear cut delineation's of conduct, these 

aspects of pedagogy cannot be completely separated from one another. Thus, in the case 
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studies, readers will find that the range of virtue includes traits of character displayed in a 

teacher's style. Following the case studies of the individual teachers is a cross-case 

analysis of the teachers' manner. However, prior to turning to the case studies and the 

cross-case analysis the following section discusses how these are limited by the study. 

Limitations of the Studv 

Both the conceptual and the empirical aspects of this study are limited by a 

number of factors. These factors pertain to decisions that were made throughout the 

research process. The following discussion explores these limitations. 

First, this study is limited by how maimer is defined here. In this study, it has 

been stipulated that manner refer to teachers' expression of moral virtue. By limiting 

manner to the expression of moral virtue, a number of dispositions that the teachers may 

express are dismissed. Particularly, the intellectual virtues and those dispositions that 

may be regarded as negative are dismissed. This study does not examine whether the 

teachers act unvirtuously. 

Second, this study has been limited to an Aristotelian conception of virtue. The 

selection of Aristotle was justified in the previous chapter. However, as noted selecting 

Aristotle excludes conceptions of ethics tliat could provide insight into manner in 

teaching. Additionally, the teachers are only seen as expressing Aristotelian moral 

virtues, and manner is conceived only terms of those moral virtues. Furthermore, these 

ancient moral virtues were redefined and applied to contemporary teachers' conduct. As 
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mentioned and as will be discussed in the final chapter, the intellectual virtues were 

eliminated fi-om this study, and maimer is primarily conceived in terms of how teachers 

display them. Attention is not paid to the degree to which the teachers display these 

virtues, call-out for students to display these virtues, or construct a community around the 

expression of these virtues. 

A third limitation of this study is the similarity in the teachers" backgrounds and 

teaching context. The teachers who participated in this study are all white women who 

have taught between eight and twenty years. They all teach the same subject and grade 

levels at the same school. Each of these factors limit the degree of imderstanding about 

maimer and its relationship to teachers' backgrounds and teaching contexts. I cannot 

comment on how a teacher's manner may be affected by factors such as gender, race, 

class, ethnicity, or sexual orientation. Further, I cannot draw any conclusions about how 

a teacher's manner is affected by the grade level, content area, or commimity in which a 

teacher teaches. 

A fourth limitation of this study is that I did not talk to students to find how they 

perceive the teachers' manner. How students receive a teacher is important to 

understanding the interactions between teachers and students, and thus, to understanding 

manner in teaching. I agree with Palmer (1997) when he writes: 

I have no question that students who learn... is what teaching is all about: 

students who learn are the finest fmit of teachers who teach. Nor do I doubt that 

students leam in diverse and wondrous ways, including ways that bypass the 
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teacher in the classroom and ways that require neither a classroom nor a teacher! 

But I'm also clear that ...teachers possess the power to create conditions that can 

help students leam a great deal- or keep them from learning much at all. Teaching 

is the intentional act of creating those conditions, and good teaching requires that 

we understand the inner sources of both the intent and the act (p. 6). 

The students are highly important. They should be teachers' primary concern, and their 

well-being should be of grave concern to researchers. Although I did not express that 

concern by interviewing students for this stage of the research, that concern is still there. 

Yet, by not talking to students about their relationships with the teachers, my 

understanding of whetlier the teachers' expressions of virtue carry any moral weight with 

students is limited. 

A fifth limitation is the attempt to be collaborative with the teachers. The teachers 

and I worked to establish a collaborative relationship. We shared a commitment to a 

collaborative relationship based upon cooperation and interdependence (Ervin & Fox. 

1994). Unfortunately, our attempt at complete collaboration fell short. Our collaboration 

was limited by the fact that I had instigated the research relationship and its agenda. Yet. 

despite these limits to our collaboration, we were able to maintain a constructive and 

supponive relationship. At times, however, the supportive nature of our relationship may 

have limited this research. In part, I chose not to explore the unvirtuous aspects of the 

teachers' conduct. In the climate of constant public criticism of teachers, I wanted to 

extol their virtues. I wanted these teachers to participate in a study that would make the 
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feel good about their teaching. That, however, was not my only rationale for limiting this 

research to virtuous conduct. If I had looked for the ways in which the teachers" lack 

virtue or are unvirtuous, I would have had to confront them about such behavior. Due to 

the way in which this research was designed, the teachers would have had to approve 

anything negative that was written about them. Such approval was unlikely. 

A sixth limitation is the interpretive nature of the research. In this study, three 

potentially problematic issues of interpretation are significant. The first is that I only "see 

portions of a cultural reality" (LeCompte & Preissle. 1993. p. 31). I am not in the 

classroom all the time. Although I think that the manner 1 saw the teachers display was 

representative, 1 cannot presume to suggest that would certainly be their manner across all 

classroom contexts and with all students. The second issue regards my "interpreting and 

recoimting accurately the meanings which research participants give to the reality around 

them" (LeCompte & Preissle. 1993, p. 31). 1 must acknowledge that this written 

document is my interpretation of my observations and of what the teachers told me about 

their manner. Although I have done my best to fairly and accurately represent the 

teachers and to use the teachers' voices in this interpretation, this is my perspective, and 

thus, this interpretation is from my limited point of view. The third issue of interpretation 

relates to the fact that once the teachers understood what I was looking at, what the 

teachers said mirrored what I wanted them to say. Partly, this mirroring can be attributed 

to my goal as a researcher to understand their perceptions of their manner and to 
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differentiate their manner from other aspects of their conduct. This may have led to the 

teachers' decisions to emphasize certain aspects of themselves. 

Each of these limitations affect this study's findings. When reading the chapters 

that remain, one must keep them in mind. In the following chapters, manner refers to 

what has been learned about how Tami, Crystal, and Karen express Aristotelian moral 

virtue. Beyond that, generalizations cannot be made. Those who wish to apply these 

findings to other settings, must determine for themselves whether their own contexts are 

sufficiently similar to the context of the research to make the transfer of results possible 

and reasonable (Zeichner & Nofke. in press). 
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CHAPTER FOUR 

TAMPS CASE STUDY 

This chapter describes aspects of Tami's conduct. These aspects are her style, 

method, and manner. Style and method are heuristic devices used to make the distinction 

between these aspects of Tami's conduct and her manner. Through exploring Tami's 

style and method, one arrives at a better understanding of her manner. The aim is to 

make her virtues visible. The rationale for making Tami's moral virtues visible is that 

they are integral to the teaching endeavor. They directly impact the nature of her 

interactions with students. 

The following case study explores how Tami expresses virtue in her conduct as 

she interacts with students. It begins with a description of Tami's biography so that the 

aspects of her conduct may be more readily grasped. Following the description of Tami's 

biography are sections on her style and then, her method. Subsequently. Tami's manner 

is discussed in terms of her moral virtues. Finally, the chapter concludes with a review of 

how Tami's manner is expressive of moral virtue. 

Tami's Biographv 

At the begiiming of the 1997-1998 school year. Tami conducted a get acquainted 

activity with her students. She asked her students make personal totems. The personal 

totems included the individual's name and information about him or her. To introduce 
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the activity to her students. Tami made a personal totem and shared it with students. On 

her personal totem, she wrote that she is a Catholic of Irish and German decent, from 

Montana. Her totem also included that she is a mother and a teacher. She also wrote that 

she loves to leam and is a fiin loving person who speaks out. As Tami says: "This is a 

profile of me: who I am, where Fm from, my blood line. It also gives a sense of what 

Fm like." They are the things that influenced why Tami became a teacher and who she is 

as one. 

As she stated on her totem, Tami is a mother. Motherhood influenced her 

decision to enter teaching. After having her first child at twenty-one, she had to make a 

decision about how she was going to support herself and that child. Recalling this time in 

her life. Tami says: "I was really panicking, and I knew then that I had to do something. 

So, I decided I wanted to go into teaching so that I could be home with her more than any 

other job. It would give me three months with her." With that in mind, Tami directed her 

studies to teacher education. A few years later, she graduated from her initial teacher 

preparation program with a degree in secondary social studies education. 

Already a wife and a mother, Tami began her teaching career. Referring to her 

first teaching job, she states, "I went to work part-time teaching ESL for the county, and I 

never had an ESL class in my life." Tami felt like she got a lot out of this experience. 

She says: "i worked with a really good group of people who were supportive. I learned a 

lot because the woman that was my supervisor that was in charge of adult education 

always pushed us. She was always putting us in positions that would challenge us." 
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Tami also challenged herself by beginning a masters program that emphasized 

multicultural education. 

Despite regarding her experience teaching ESL as wonderful, Tami decided to 

leave this position after a couple of years. She says, 'i decided I needed full time work, 

and I worked teaching eighth grade science." Explaining how as a secondary social 

studies major she ended up teaching science, she says. "They lost a teacher two months 

into the school year, and I had interviewed for a position. He quit, and they called me 

back. They were desperate."' Although science is not Tami's area, she took the job 

because it was teaching the age group with whom she most desired to work. She 

explains: "I knew I wanted to be at the middle school. I don't have the patience for 

elementary kids. I didn't want to put the time that I felt was required into high school, 

and I get along really well with this age group." While gaining experience with this age 

group. Tami continued pursuing her masters degree, placing an emphasis on the teaching 

of reading. 

During this period. Tami went to a conference that has been more influential in 

how she teaches reading than any of the courses she took during her masters program. 

Describing how this experience transformed her teaching, she states: 

This was it for me. What changed me. I was teaching, and they gave me three 

science classes and a language arts block. I was doing traditional language arts 

things: using textbooks, teaching grammar off and on, and how to write a 

paragraph, and all that stuff. But 1 felt like it wasn't right. Linda Rief came to 
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town, and 1 didn't know who she was. 1 just wanted to take a day off. and so 1 

went to a conference. She just blew me away. It was just the most eye-opening 

thing. 1 came back after that, and I started applying it. My language arts class 

changed. These kids just started reading and writing like they hadn't before. 

That was the start of the growth for me. 

Interrupting that growth to some extent, Tami decided to take a year off from teaching to 

complete her masters degree and to concentrate on raising her children. 

Although Tami would have liked staying home with her children until the 

youngest starts school, she returned to teaching so that her husband could make a career 

change. Tami came to Southwestern because it is in the district where she wanted to 

work. She says, "i wanted to work in this district because my children are in this district. 

I really wanted to work at their school, but this is where the reading program is." 

Describing her job at Southwestern, she states: "1 have an ideal job in a lot of senses 

here. 1 work with my fnends, and they're supportive. 1 have a beautifiil classroom and a 

nice school with good kids. There are a lot of advantages here. I don't have the work 

load." The reason Tami cites for the diminished work load is that reading is not a core 

class, and she only sees each group of students every third week. Although she finds this 

schedule extremely fhistrating and hindering what she is trying to accomplish, she sees a 

positive side. She says: "The positive side of that is that you're not as accountable. 

You're seen as an elective, and so you don't have that grading that you have in a regular 

classroom. 1 like the freedom that gives me." That freedom that Tami feels, the 
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transformation that she went through after hearing Linda Rief speak, and her eight years 

of experience are apparent in her style. 

Tami's Personal Style in Life and in the Classroom 

Tami has an individual style that affects her teaching. Tami's style is exemplified 

in her personality, in her rules for managing the classroom, and in her preferred method 

of instruction. For the most part. Tami thinks her personality is the same inside and 

outside the classroom. She says. "Tm pretty much the same person." Inside the 

classroom and out, she is "compassionate," "impatient," and "impulsive." 

As Tami states, compassion is one of her personal traits. She says, "1 consider 

myself a considerate person." One day, Tami displayed her compassion in the way she 

interacted with a seventh grade student named Joe^. On this particular day. the class was 

reading aloud a play published in Read Magazine. Although he has difficult^' with 

reading, Joe volunteered to read the part of the main character. Somewhat wary but 

wanting to encourage him, Tami chose Joe for the lead. Joe struggled to read the part, 

and approximately half-way through the play, he asked if someone else could complete 

the play while he went to the bathroom. Aware that Joe may be feeling self-conscious 

about his reading ability, Tami agreed. At the end of class, Tami privately commended 

Joe for the risk he took and the wonderfiil job he did reading. It was Tami's compassion 

and considerateness that led her to encourage Joe in the ways that she did on that day and 

^ The students' names have been changed throughout the document to protect their 
anonymity. 
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that Tami exemplifies in her interactions with other students and with colleagues, friends, 

and family members. 

In addition to being compassionate, Tami feels as though she is impulsive. Her 

impulsivity is most evident in her interactions with friends and family members. 

Referring to this she says, "If something upsets me, I'm very straightforward about it and 

very impulsive. I think I can come off as being pretty harsh." However, with her 

students. Tami tries to contain her impulsivity. She states, "1 try not to be impulsive." 

Tami wants her students to "know what to expect" from her. This desire leads Tami to 

act somewhat differently at home than at school. Tami says: 'Tm much more even 

tempered here than I am at home. At home, there is a lot of fluctuation, but part of that 

has to do with if I yell at home, they know that I still care about them. There's not a 

problem. If I yell at these guys, it could be the ruin of their day." So. Tami tries not to 

yell at her students or to be "moody" like she sometimes is at home. According to Tami. 

"At home. Tm much more moody, temperamental, emotional." At school, Tami tries to 

keep her emotions in check because she is sensitive to hurting her students. 

One thing that Tami does at home and at school is tease. She says, "i lease 

constantly. We tease constantly in the family. But my favorite thing with the kids, and 1 

do this in the class, 'Mom, why does Ari get this and I don't?' 'Well, because I love Ari 

more.' and so I'll do that in the class. "Well, how come so and so can sit over there?' 

'Because I like him more.'" In this way, she teases her kids at home and at school. This 

teasing is a part of her style. One morning when she was helping the students prepare for 
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"Wake-up Southwestern," she greeted one of the girls by asking, "'How did you get a self-

portrait on your necklace?" The girl looked down at the necklace. On the pendant was 

a monkey. She looked-up at Tami and said. "Shut up." Then both the student and Tami 

laughed. Tami had established a relationship with the student, and she knew that student 

would not be hurt by a sarcastic joke but would respond in kind. 

Tami teases, but she is also a "nurturer." She nurtures her students by giving them 

positive feedback and by supporting their efforts and risk-taking. An example of the way 

in which Tami nurtures her students occurred between her and the same student she 

teased about the monkey on her necklace. As Tami watched the student anchor the 

morning's edition of "Wake-up Southwestern," she observed that the student appeared 

nervous. Concerned, she asked the student. "Are you uncomfortable?" 

The student responded. "A little." 

Tami responded, "Maybe you should go on more." After pausing a moment, she 

added. "You were really smooth with the announcements. You did a good job." With 

these statements, Tami was trying to nurture the student by supporting her efforts. 

In addition to being compassionate, impulsive, and nurturing, Tami organizes her 

classroom in a way that is expressive of her personal style. Tami's classroom 

organization and teaching style contribute to the atmosphere in the classroom. Generally 

speaking, the environment in Tami's classroom is relaxed. Often, students speak-out 

without raising their hands. It frustrates Tami when several students talk at once. She 

says, "I'm trying to establish an environment for conversation, and one of the things they 
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don't understand is that when someone is speaking, someone needs to be listening. They 

all want to speak, but they don't want to listen. So, I'm trying to do that without stifling 

them." In part, she has done this by laying ground rules for the class and posting them on 

the wall for students to refer. These rules include "be a courteous listener" and "be 

respectful." 

These rules support Tami's indirect and student-centered instructional style. Tami 

prefers to lead her classes in whole group discussions. Part of the reason Tami enjoys 

discussion is that it reflects her personal style. In reference to herself, she says, "1 want to 

sit and read a book and talk about it." Likewise, Tami enjoys doing this with students. In 

addition, Tami believes that talking with students about books encourages them to read 

and to think critically. However, for discussion to have those outcomes, Tami believes it 

must be teacher directed. Tami states: "I have something to impart, and I just can't come 

in here everyday and get a paycheck and feel good about saying, "here, read the book, 

now do this, and I'm going to grade it.' It's not my style of teaching, and so I guess 

maybe that's why I'm more teacher directed. I feel like that I have something to teach." 

It's Tami's style to direct by leading discussion. Yet her style is indirect in that these 

discussions are student centered. She does not lecture. The next section elaborates on 

this and other aspects of her method. 
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Tami's Method 

As the last part of the previous section suggests, Tami's method of teaching is 

compatible with her style and may be categorized as indirect and student centered. It 

could be described as a reading workshop that emphasizes literature discussion. Tami 

begins nearly every class period with read aloud. She reads a chapter from an adolescent 

novel to the class. Following read aloud, Tami conducts that day's reading lesson. The 

lesson usually involves the class in reading a piece of literature and doing a follow-up 

activity to what they read. Due to the rotating schedule and the limited amount of time 

Tami sees each group of students, she has made adjustments in what she teaches and how 

she uses her instructional time. With the exception of read aloud, Tami has, by and large, 

forfeited the use of novels in favor of shorter pieces of literature that may be completed in 

a week's time. This includes poems, short stories, plays in Read Magazine, and editorials 

and articles from the newspaper. How these pieces of literature are used changes 

according to the grade level. 

Tami's purposes for reading workshop varies according to the grade level she is 

teaching because she regards certain activities as more developmentally appropriate than 

others. With sixth grade students, Tami reads literature and completes response projects. 

Referring to this, she says, "Mostly in sixth grade that's what we do. We all try to give 

them a really good book and let them do projects." These projects include sketch-to-

stretches, mind maps, and collages. 
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As the students get older. Tami conducts more sophisticated lessons. Referring 

to her method of teaching seventh and eighth grade students, she states: 

With my seventh grade students, I go back to a little more technical type of 

teaching. We look at reading for information, but I try to give them some ways 

of how to organize information and do that quickly and easily. I still let them 

know that there are different types of reading and that just because you hate 

reading in school, it doesn't mean you have to stop reading. By the time they're 

in the eighth grade. I want to start looking at social issues and pulling-in literature. 

I want them really looking at an issue through all types of genres and writing, and 

I want them starting to think and read critically. 

At the eighth grade level, Tami fosters this thinking and reading through whole class 

discussion. She feels as though eighth grade students benefit most from discussion; 

whereas, sixth grade students need to participate in the kinds of hands-on activities that 

book projects provide. Tami offers a specific example of how she deals contrastingly 

with students at different grade levels when she talks about having certain students do 

collages. She says, 

I didn't do collages with eighth grade. I gave them a choice one day. I think 

collage was on there. Seventh grade I didn't do it. Sixth grade I did because I 

still think they're at that level of physical manipulation of things. So, they really 

got into it. The kids were really into it. And so. to me, it's literature 

interpretation with a hands-on activity. I gave them criteria. They had to have 
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five things. They had to have the title. They had to have a minimum 

number of pictures. They had to have pictures to do with the setting [and] the 

relationships with characters. So. when they handed those to me. I saw some 

really interesting interpretations. It's a way to tap into different learning styles 

which 1 think we're learning about as educators as we go. So. ITl use those things 

for those kids that need those things. 

In particular, Tami thinks sixth grade students need to participate in activities in which 

they manipulate materials. These kinds of activities foster an enjoyment for reading, and 

they are developmentally appropriate for sixth grade students. Alluding to this Tami 

says: 

I think that's sixth grade which is why I don't enjoy it so much. I just don't feel 

like they can handle mature discussion. I think one or two sixth grade students 

are capable. It's my perception of sixth grade that I feel like they're just not 

ready. 1 just don't want to go there with them. They're happy to get a book and 

do a little project, and that's ok, they can do that. 

According to Tami, sixth grade students cannot, by and large, handle doing discussion. 

Discussion is reserved for the eighth grade students who are more prepared to 

handle it. With the eighth grade students, Tami enjoys having discussions, but she 

doesn't feel as though she has perfected her role in facilitating them. Discussion is a 

method upon which she is trying to improve. She states: "I'm working on discussion. I 

try to have reasoned through everything before I'm up there, but of course, when you're 
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up there, you're thrown all these curves. They're human beings, and they have different 

ideas. You can't predict and so that's what's hard for me." Another thing that is hard for 

Tami is balancing her desire to have students feel comfortable and enjoy discussions 

while regarding them as profitable learning experiences. It concerns her that students 

may think they are not learning anything. She says, "I get a lot of positive feedback from 

the kids. I think that they enjoy being here. What worries me is that my eighth grade 

class says. "Let's just have a discussion." and they don't see that as learning. It's like. 

"Oh, let's blow off the real stuff and have a discussion.'" As she does, Tami would like 

her students to value discussion as a tool for learning. 

Tami would like her students to more highly value discussion because she values 

it and uses it as her method of instruction most often. Discussion and book projects like 

the collages are how Tami has her students engage in and respond to literature. These 

methods, how she uses them, and the degree to which she uses particular ones with 

particular groups of students describe the context for examining her maimer of teaching. 

Tami's Manner as Expressed in Moral Virtue 

The discussions of Tami's method and style suggest that these aspects of her 

conduct overlap one another. The same is true of the third aspect of her conduct, her 

manner. Relying on the framework presented in the previous chapter and Tami's account 

of her own practice, I was able to attend to Tami's expressions of moral virtue. The 
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following is a discussion of how Tami expresses each of the moral virtues through her 

manner. 

Friendliness is a virtue Tami displays in her teaching. Tami's friendliness is 

expressed through the ways she shows students that she cares for them. For example, 

through some of the aspects of her style. Tami shows she cares, displaying friendliness. 

Tami's compassion is one of those aspects. Through her compassion. Tami expresses her 

affection, and thus, friendliness toward students. Tami also expresses friendliness by 

showing students respect. She states: "Fm not going to embarrass them. Fm not going 

to put them on the spot. Fm going to be aware of their sensitivity. Fm not going to let 

other people disrespect them. In that sense. I care." For Tami. caring about students 

means that you "respect your students as individuals." Tami shows the individuals in her 

classes that she respects them through the ways she listens to them and takes what they 

have to say seriously. Consider the following excerpt of a discussion Tami had with 

some seventh grade students on the topic of identity. Tami wrote "Identity" on the board 

and said: "Identity. Who you are. What kinds of things make you who you are?" 

A girl in the class responded, "Your personality." 

To encourage her to think some more Tami said. "Ok. tell me more about 

personality." 

In response to that request, the student said, "What you do and how you do it." 

Tami pushed the student to say more. She said: "I think I understand you, but tell 

me more. Can you give an example? Can someone help her out?" 
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Another student said, "How you act inside and outside." 

Responding to this comment, Tami said. "Is there a difference in how you act 

inside and outside?" 

A student answered her question by saying, "At home you act a different way than 

when you're at school." 

Tami queried this, "So sometimes when you're with your friends your different 

than you are when you're with your parents?" 

Not completely addressing this question, a boy in the class stated, "Your identity 

is who you are on the outside and your personality is who you are on the inside." 

Confused somewhat by what this student said, I, as a participant observer, jumped into 

the conversation. I told the student that I saw it in reverse. Identity is who you are on the 

inside, and personality is the parts of you that you show to the rest of the world. 

Recognizing the student's and my different perspectives, Tami attempted to put the 

students at ease regarding them. She said: 

That's not saying that Jason is wrong. Jason is saying your identity is what you 

show to people, and Miss Fallona is just reversing it. She is saying your 

personality is what you show to people, and your identity is who you really are. 

And it doesn't really matter. I don't think that either of those are really wrong or 

right. Personality is a pretty big piece of the pie, and we have to agree that 

identity is who you are. It depends on how you look at it. Do you want to look at 

identity as everything about you, or do you want to look at identity as one piece of 
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you? I think for the classroom's sake today, I want to pull as much as we know 

into identity. 

Through the course of this discussion on identity, Tami expresses the virtue of 

friendliness in a myriad of ways. She respects students enough to let their voices be 

heard, and she accepts their answers and pushes their thinking. Tami considers the 

students ideas as valid as those of adults. Through these actions, she expresses what it 

means to care for and respect other human beings. Tami fiirther demonstrates her 

concern for students' understanding of this when she said. "I hope that my kids 

understand that 1 care about and respect them. That's the foundation." Apparently. 

Tami's students have that understanding, and the feelings are mutual. As a seventh grade 

student wrote on the board, "Mrs. G. is loved by all." 

Part of the reason why Tami's students love her is that she relates well to them. 

Tami says: "1 feel relaxed. 1 feel like 1 can have fun wath the kids because 1 like the kids. 

1 feel like 1 can play with them and joke with them." For example, Tami played and 

joked with a student when the class was doing a unit on sexual harassment. Tami asked 

that the class refrain from using students' names when discussing incidents of sexual 

harassment that occurred at the school because she didn't want to "incriminate" people 

who weren't there to defend themselves. Following this statement, a student asked what 

"incriminate" means. Tami defined the word for her and the rest of the class. The 

student said, "I'm going to use that word when 1 get home today." 
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With a smile upon her face, Tami responded, "You do that because I will feel like 

my job is done." In this way. friendliness and wit go hand in hand. As Tami says. "I 

think I'm friendly with them. I think that friendliness and wit go together in my teasing 

and joking with them." Tami's teasing and joking are an integral part of her manner as a 

teacher. 

Although Tami enjoys joking with her students, that does not mean that she 

possesses the virtue of wit. Out of context, Tami' s teasing could be perceived as less than 

virtuous. Tami's virtue lies in the fact that she jokes with and teases her students at 

appropriate times and in the right ways. For example, on the seventh grade students' first 

day in her classroom, Tami used her wit to ease the nervousness that filled the room. 

Tami finished introducing the classroom rules, and she asked, "Do you have any 

questions for me so far?" No one raised their hand or said anything. It appeared as 

though the students and Tami felt uncomfortable with the silence. To break the ice, Tami 

said, "Hey. we caught this is on camera. The seventh grade is speechless." Although the 

students still did not raise questions, everyone in the room seemed more relaxed. 

In this and other cases, Tami uses humor to create a more comfortable classroom 

atmosphere, but she recognizes the potential danger in this. She sees the need to joke 

and tease in moderation. Tami is aware that all the students may not be accustomed to 

having an adult tease them. Referring to this she says, "I think sometimes I just assume 

that kids are used to that, and I tease." I think that's something I need to be aware of If 

the kids didn't know me, they could be really upset. So I need to be aware of that. When 
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I see them teasing, it's like "Ok, that's a relief. They know I'm teasing."" In addition to 

the need to be cognizant of students' response to her teasing, Tami is aware of the need to 

control the level and the amount of teasing that goes on in the classroom. She states: 

Wit is interesting because I'm starting to see that it has to be controlled in the 

classroom because there is a student, an eighth grade boy that 1 have now. and 

I've gone through this before, that is very v^itty and is really on my level with 

humor, but it's very easy, he wants to do that the whole class. I'm very tempted 

to do it because I enjoy it, but in doing that, it gives the message that they all can 

mess around, and you know, it's got to be tempered in the classroom. Or else, 

that's what the classroom becomes. It's just this forum for wittiness. and it takes 

away from the seriousness of the issues. 

Therefore, Tami's virtue is that she maintains a balance of wit in the classroom. She 

jokes with and teases students at the right times and in the right ways. Tami says. "As 

much as I love to joke and tease and play with them. I can't. If I do that. I'll lose it. I'll 

lose the class. But if I ever get to the point where I can't tease the kids, I can't teach. I've 

got to laugh." Laughing, joking, and teasing kids are elements of her manner that she 

exhibits at correct times and in correct ways to express the virtue of wit. 

Tami's wit is well received by her students because she honors them. Tami 

honors students who merit it. For example, Tami was late to class on the first Monday of 

the school year because she had not mastered what time sixth grade students begin their 

first period on Mondays. Upon arriving to class, Tami said: 
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I want to apologize for being late. I didn't have this schedule. I teach sixth, 

seventh, and eighth grade. This is not my schedule every week. You guys have 

the same schedule every week, I don't. Every Monday is different for me. Every 

Tuesday, every week is different for me. So, that's going to happen sometimes. I 

very much appreciate the way you sat outside and waited without any major 

problems. 1 very much appreciate that. Thank you for doing that. 

The students' good behavior merits this thank you. Tami honors them by thanking them. 

She also honors students by calling on them by name, listening intently to what they say. 

and positively reinforcing their contributions to discussions. Tami displays work they 

have done well on the wall. By doing these things, Tami's honor is reflective of her 

fnendliness. It is evidence that she cares about and respects them. 

Tami's respect for students is also evident in that she is good tempered and mild 

with them. Tami exhibits the virtue that is the mean concerned with anger that is referred 

to as mildness. As noted in the section on style. Tami controls her emotions and 

impulsivity when she is in the classroom. Upon watching videotapes of their mother. 

Tami's children noticed how even tempered she is. They said, "'Mom, you explained 

things to them nicely." Even on the first day of class this was evident. When Tami 

introduced her students to the rules and procedures they were to follow in the classroom, 

she did so calmly and openly. Tami explained why "rules have to be a part of any 

institution for anything to happen" and "what works" for her with regard to the specific 

rules. 
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Tami's expression of her own mildness interests her. Referring to this, she says. 

"Mildness was interesting for me because 1 appear to be so mild mannered with them." 

By and large, Tami is calm and refrains from raising her voice. She deals with 

disruptions quickly and discreetly. For example, towards the end of the school year, the 

eighth grade students were getting anxious about their promotion and tended to be 

disruptive in class. An instance of this was when a student loudly crumpled a piece of 

paper while Tami was reading to the group. Tami turned and looked at the student. 

Quietly, she said, "Please don't do that." A short time passed and another student 

crumpled a piece of paper. Tami grit her teeth, and without raising her voice, she stated. 

"T don't want to hear another piece of paper crumble please." Tami calmly expressed her 

displeasure although she later said that internally, she was quite angry. Referring to this, 

Tami said, "Inside me. there's turmoil. There's turmoil and so it really surprised me to 

see how mild 1 came across with them." 

By not being completely forthright about how her students were making her feel. 

Tami could be accused of lacking in the virtue truthfulness. However, as Tami points 

out, "The flip side is if you show a lot of anger to this grade level, seventh grade 

especially, or if you show a lot of emotion they sense that as weakness. They sense that 

as "gotcha.' So, 1 don't scream at them." Yet, if one considers Tami's thoughts and 

actions as representative of the mean state, she may indeed be virtuous in the area of 

truthfulness. 
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Tami exhibits truthfulness to her students in four ways. The first is through her 

personal narratives. Referring to this aspect of her manner, Tami states: "I think I'm 

extremely truthful with them. I think I'm very truthful. I think that they know that about 

me, and I think that I establish trust with my students with my stories, the honesty about 

my life, and the things that happen." On a daily basis. Tami uses stories from her own 

life in her teaching. She often speaks about her experiences as the mother of a daughter 

their age. One day, Tami told a story about the perfectionist stage through which her 

daughter is going. Although her daughter loves playing volleyball at home and all her 

friends were trying out for the team at school. Tami's daughter did not want to try-out. 

She knew that she was not as good as her fnends, and she knew that she would probably 

fail to make the "A" team. If that happened, she was afraid that her friends would laugh 

at her. As Tami told her students, she understood her daughter's perspective, but she 

worried that her daughter's fear of failure could lead to bigger problems like the ones 

adolescents, particularly girls, face. Additionally, she said, "Until you fail, you don't 

leam. ...Learning is about taking risks and supporting others in their explorations." 

Furthermore, about those who do not support you in your explorations. Tami said. "The 

hardest thing [is] you might find out that some of the people you thought were your 

fnends aren't really your fnends." These are two truthful statements about lessons that 

Tami wants her daughter and her students to leam about growing-up. 

The second way in which Tami expresses truthfiilness is by keeping her word. 

Tami says, 'if I say to them, 'Do you want to do this, or do you want to do that?' If I give 
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them a choice. I'll let them have a choice and honor it. I try to do what 1 say with them 

for the most part. I think that's where the honesty comes, the truthfulness." Offering an 

example, she recalled a time when she was scheduled to watch a video with her class but 

didn't. According to Tami. 

I had told them that we were going to be watching the video. So. my reasoning 

was, I don't want to lose your trust. I told you this. This is where I'm at. What 

do you want? I knew what I wanted, but if I had imposed that on them. I could 

lose their trust because I told them that we were going to watch that. 

Being truthful in this way is important to Tami because it is how she maintains her 

students' trust. 

Tami also maintains students" trust through the third way in which she expresses 

the virtue of truthfulness. Tami candidly responds to students" questions. One day. a 

student asked, "If your daughter came home and said that she was gay and that she 

wanted to date girls and not guys would that be ok? 

Tami's answer was. "i would be disappointed that I would never have a 

grandchild.'" 

The student returned, "There's artificial insemination."" 

Tami replied, "Yeah, but there are things you want to share with your children, 

and I wouldn't want her to be victimized." Many teachers may not want to discuss such a 

sensitive issue with their students, but Tami responds truthfully. 
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Tami expresses truthfulness in a fourth way. She clearly and straightforwardly 

conveys her expectations of students to them. For example, consider what Tami said to 

her students with regard to being tardy. She said: 

When you come into the room do not go to the couches, do not wander around the 

room. This is first hour, and I have to take roll. If you are not in your seat, I'm 

going to mark you tardy. ...You have five minutes passing. That's plenty of 

time. .. .I'm going to hold you to that. Three tardies in a nine week period, and 

you're going down to the office. The reason that I hold you to that is because I 

think it's a reflection on students. It's an attitude thing. If you walk into class 

late, it's like saying this isn't important, or I don't care. .. .And I want you to 

leam all sorts of things, that there are expectations of you in society. When you 

go to a job, and you're late all the time, you're not going to have that job for long. 

So, you may as well train yourself now to be on time. 

Through this and the other ways Tami expresses truthfialness. 

Being truthfiil with her students requires bravery. Courage is a virtue that "stood 

out more than anything" for Tami. Tami talks about how she shows courage when she 

discusses controversial issues with her students. She states, "UTien you go places that 

people don't expect you to go or maybe don't believe that you should go. you're probably 

going to catch a lot of flack because of it, but I think that you've got to be willing. 

You've got to believe in it strongly enough that you are willing. You've got to be brave." 

For example, as the excerpt from another conversation indicated, Tami does not shy away 
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Brief Moment in the Life of Angus Bethune" by Chris Crutcher to her eighth grade 

students. 

As Tami read that Angus' parents are gay, some students cringed. Another 

student responded to these students' attitudes by stating: "We shouldn't be like that." 

The students heeded this message, and the class had a discussion of the ways in which 

gays and lesbians are stereotyped. This included the portrayal of gays and lesbians by the 

media and the nature vs. nurture debate. 

After the discussion, Tami commended her students. She said, ""You guys 

handle issues like this so well. In my generation, it wasn't talked about at all." Referring 

to this discussion with her students, Tami said that she had felt uncomfortable during the 

discussion. Partly due to her discomfort and partly because "it's hard to facilitate, and 

there's a good chance you're going to fail." Tami said that she had not wanted to get into 

the discussion. Yet, she did because the students were interested, and she believes it's 

important for students to explore such issues with an adult. Therefore, Tami expresses 

courage and discusses these issues with students. 

Although Tami sees herself as having courage, she does not see herself as a 

generous person. She states: "I don't know how much I give. 1 don't feel like I give a lot. 

I don't really see generosity with me. I don't see myself as giving. I see myself as 

demanding." Thus, there is a limit to Tami's generosity. Tami has a definite sense of 

priorities, and her family comes first. According to Tami. "It's really my family situation 
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pulling me out of here.'' That being the case. Tami gives herself to her teaching and her 

students between the hours of eight and four. After four o'clock, her attention turns 

toward home. Although Tami reflects upon how her day went and what she can and will 

do better the next day, she doesn't let it consume her. For example. Tami limits the 

amount she has her students write because she knows how much of her time is involved 

in reading and responding to that writing. With her family, she doesn't have time for that 

or for writing complete lessons plans. She says; 

I know that I don't give what a lot of people are giving, but I'm not willing to give 

any more because I need to give to other places. Part of me resents that I have to 

give so much of who I am to these classes and to this place because I'm not ready 

to do that yet. And so. I'm not willing to go to sports. I'm not willing to stay 

after school. I work hard. I do put a lot of thought into it. I think a lot about what 

I'm going to do in the classroom, and I will make this classroom experience as 

rich as I can, but I'm not willing to do any more. 

More than that would require time and attention that Tami does not have to give to her 

teaching because her family comes first. However, as Tami suggests, within the span of 

the school day. and especially within the context of the classroom, she does what she can 

to create the best environment for learning. In that sense, Tami is generous. 

Tami is also generous when she considers students' circumstances and 

perspectives. As she says, "When I bring something into the classroom, it's a shared 

experience. I know some things, but I expect to get something back from them as well." 
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Her desire to get something back results from her desire to nurture students. As was 

mentioned in the section on style, Tami nurtures students by giving them positive 

feedback and supporting their efforts. Her support is a form of generosity because she is 

open to all perspectives, and there are no right answers. In addition. Tami is generous in 

that she considers the students' schedules and the fact that reading is not a core class. 

Tami knows that the students have four core classes for which they have to do homework 

so she tries to refrain from giving it to them for her class. By doing this, Tami is being 

generous, but she is also being fair. 

Through acts of fairness, Tami expresses her sense of the virtue, justice. 

Although an important virtue, justice is less apparent in Tami's manner. It is not less 

apparent because Tami is unjust but because justice is difficult to see. Due to this 

difficulty, analysis of this virtue relies heavily upon Tami's sense of it. Tami talks about 

justice as fairness, and she describes how fair she is with her students. Referring to 

fairness, she says, 'i try to be." In addition to regarding herself as fair, she also states that 

the students "seem to think so." According to Tami: 

The first thing that jr. high kids will tell you is 'that's not fair." And I never hear 

that. I never hear that. You know, in an accusatory manner. I may hear it 

jokingly, but if I ever do hear it, it really stops me because I hear it at home all the 

time and so that stops me in my tracks, and I'll look at it and then I'll ask, 'Is that 

fair?' Then I'll ask, 'Why isn't it fair?' So, I really am aware of that one. and I 

think that I am fair. And I think that my students know that I'm fair which is why 
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I don't get a lot of grief. I think when you are doing things unfairly. When you 

are not just to them, that they really become frustrated. I mean, I think that is a 

real important thing in the classroom too because if children feel like you are 

being unfair to them, that's going to start manifesting in their behavior, and I think 

when I say to my students. "You're out. Bye. Go down to the office.' They 

know, I've been fair. I have allowed them more than what's necessary. I never 

get, "she didn't have to send me out. That wasn't very fair.' And that's how I see 

it. 1 see my discipline as affecting the fairness. I think that when you are unjust, 

they don't like that. 

Tami's description of fairness in her classroom is plausible. On one occasion, a 

discussion had gone poorly, and Tami was annoyed because "'the kids don't know how to 

have a discussion and listen to one another." Tami responded to this situation by 

expressing her fhistration with them. She said: "i give you a lot of privileges. You get 

to sit where you want and have open discussion. ... I don't want to play mommy and 

baby-sitter. 1 do that at home. 1 don't want to do it here." Considering the students' 

silliness and lack of order, her response was just. 

Lack of fairness is what one notices. Such incidents are not readily apparent in 

Tami's classroom. On but a few occasions did I wonder about Tami's sense of fairness. 

One day, I noticed a student at the front of the room who was quiet throughout the entire 

lesson. She did not interact with her classmates, and she did not seem to be listening to 

the discussion. Tami did not engage the student. I asked Tami about this, and she 
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informed me that the student is "mildly mentally retarded." Explaining why she did not 

engage this student in the lesson, she said: "This is callous, but part of me says those kids 

are getting special attention. They're going to a class where they're getting groups of 

five. I'm not going to teach to them. I'm not going to stress it. It's the kids that are 

middle level and up that need me." 

Further. Tami made an excellent point that could serve as justification for why she 

did not do more to involve the student in the discussion. Tami said, "To me, if someone 

chooses not to be verbal, that's not a negative thing. ...It's just as good because they're 

listening. As long as they're listening. Listening is a great skill." With Tami's 

explanation of her actions and the thoughts behind her actions, this incident that may be 

perceived as unjust becomes much more just. Tami was fair in the sense that she was 

considering her perception of the individual's needs and skills in relation to other 

students' needs and skills. 

Just as the presence of justice is difficult to see, the same is true of magnificence 

and magnanimity, the moral virtues related to greatness. Tami believes that she expresses 

her magnificence by being a model for students. Through her modeling, Tami aims "to 

instill what is morally right and wrong." She says, "I try to bring to the class moral rights 

because I think that they need to see that modeled." Her magnificence is also evident 

when she leads discussions. In these discussions, she displays how to listen and respond 

to others. These discussions are also forums for exploring issues of right and wrong. 
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They also need to see excellent models of projects. For example. Tami expressed 

magnificence when she completed a model totem. 

The same is true with respect to magnanimity. The greatness of Tami's soul is 

most clearly exemplified in her attitude with regard to her role as a teacher. Consider the 

statement that she makes with regard to her role. She states, "i feel like that 1 have 

something to teach that is important to them." As this statement suggests. Tami has a 

sense of self-respect and pride with regard to her role as a teacher and the contribution she 

can make to students' lives. Thus, she is magnanimous. 

As recognizing Tami's magnanimity carmot be easily done and relies on 

statements she makes about herself, her expression of temperance is camouflaged as well. 

Tami's expression of temperance is hidden among other virtues. In particular, Tami 

expresses the virtue of temperance in her wit and mildness. By controlling the level of 

wit in the classroom, she is displaying temperance. She keeps her desire to tease under 

the control of reason. Tami also keeps her temper under the control of reason. Thus, in 

being mild, Tami is also temperate. Recall, the anger that Tami controlled when students 

were crumpling paper while she was reading. Her actions are tempered by reason . She 

knew that an explosion of anger could have an ill affect on her ability to control the class 

in the future and on some of her relationships with students. 
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Conclusion 

This chapter examines aspects of Tami's conduct in an effort to see what might 

reliably and significantly be said about her manner. That is, are there ways in which 

Tami's manner can be observed, discussed, and described? This case study attempts to 

make clear that this can be done. In it, aspects of style and method are used as heuristic 

devices for the observation of manner, and virtue is used as an analytical device to 

describe manner. Once Tami's style and method are made explicit, the virtues in those 

aspects of conduct become visible, and manner may be observed, discussed, and 

described as the expression of moral virtue. 

Tami's manner is expressive of each of the moral virtues that Aristotle lists. For 

example, Tami displays friendliness by showing students respect and compassion. 

Mildness is expressed in Tami's gentle nature. Similarly, Tami honors students by 

treating them well and praising those who merit it. In expressing wit, she teases and 

laughs with students at the right times and in appropriate ways. She demonstrates her 

courage by talking with students about issues she believes are important. In addition, 

Tami is truthful about her life and when she responds to students' questions. Tami 

expresses generosity by supporting others and considering their perspectives, and she is 

just and temperate in responding to students who are disruptive. Tami displays 

magnificence by modeling excellence and magnanimity by expressing that she has 
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something important to teach. Tami's expression of these moral virtues exemplify her 

moral excellence as a teacher. These expressions of moral virtue exemplify her manner. 
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CHAPTER FIVE 

CRYSTAL'S CASE STUDY 

As the case study of Tami described the aspects of her conduct, this chapter does 

the same with regard to Crystal. Style, method, and manner are likewise used as 

heuristics. Through exploring Crystal's style and method, one arrives at a better 

understanding of her manner. In other words, her moral virtues become visible. The 

purpose of which is to illustrate how Crystal displays these positive dispositions in her 

conduct as a teacher. 

The aspects of Crystal's conduct are presented using the same templates that were 

used in Tamils case study. Crystal's biography is described. That is followed by sections 

on her style, her method, and her moral virtues. The chapter concludes with an overview 

of how her manner is expressive of moral virtue. 

Crystal's Biography 

To start off the school year. Crystal and her students created identity cards. 

During the first few days of the year. Crystal wore her card and the students wore theirs. 

The purpose of wearing these cards was to help Crystal and the students remember one 

another's names. Crystal's name was written in the center of her card, and in each comer 

of the card were words or pictures that describe her. For example. Crystal drew a picture 
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of Italy because she took a vacation there over the summer. She also stated that she is a 

gardener and an adventurer, and she characterized herself as optimistic. As she has 

stated. "I'm an optimist instead of a pessimist. Definitely the glass is half full.'' In 

addition to characterizing herself as an optimist. Crystal wrote that she is friendly. She 

described herself as "relatively outgoing." She included that she has a husband and two 

children. 

Crystal became a teacher after becoming a mother. As she notes, "...the evolution 

of learning and becoming a teacher begins a bit further back to the birth of my daughter." 

Crystal wanted to be a teacher because it is a good family career, and she could be home 

with her kids after school and during the summers. When her daughter was four, she 

went back to school in pursuit of her teaching credential. Crystal progressed through her 

teacher education program as her daughter progressed through a whole language magnet 

school. More than her courses at the University, volunteering in her daughter's 

classrooms and seeing her daughter's growth influenced her practice. Referring to how 

these experiences shaped her thinking she states, "I developed an idea of what I would be 

doing in the classroom." 

Crystal's first teaching job was as a fourth grade teacher. Reflecting upon this 

experience, she says, "I attempted to apply as many of the whole language practices as 1 

could." It was at this time that she was inspired by Atwell's writing about her own 

classroom in In the Middle: Writing, Reading, and Learning with Adolescents (1987). 

As a result of reading Atwell the summer prior to her first year of teaching. Crystal 



138 

instituted a literature-based reading program in her fourth grade. Referring to the book. 

Crystal states, "It made such an impact upon me that I was sold on implementing reading 

and writing workshop in my classroom." Since that first year. Crystal has been employed 

as a middle school teacher in three different districts. In these positions, she has worked 

to perfect the literature-based workshop approach that she read about in Atwell's book. 

Currently, Crystal is in her third year of teaching reading to sixth, seventh, and 

eighth grade students at Southwestern Middle School. She says that she came to 

Southwestem because she is a risk-taker and wanted to try something new. In describing 

how she came to work in her current position, she says: "Our old principal told me the 

reason he hired me is because I was a risk-taker because I approached him and told him. 1 

want to work here. He liked me, and he said, Tm a risk-taker too. I like risk-takers. Tm 

going to take you on.' So, that's how I got my job here." Cr>'StaI was excited about 

working at Southwestem for a couple of reasons. First, she wanted to work in the same 

district and on the same modified calendar as the school her children attended. Second, 

she knew that Southwestem was instituting a literature-based reading program and being 

a risk-taker who welcomes new challenges, she wanted to be a part of it. 

In her three years at Southwestem. both Crystal and the reading program have 

grown. Crystal has leamed from her experiences in the classroom and from the courses 

she took to complete her masters degree. Referring to her personal growth as a teacher. 

Crystal says: 
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I have grown.. .to a teacher of whole language. I am a staunch supporter of truly-

immersing students in the depth and breadth of good literature both fiction and 

non-fiction. I could never imagine myself teaching reading or writing from a 

teacher's manual, a text book, or a basal series. If forced 1 would look for yet 

another school where 1 was able to teach in a manner 1 know my students would 

learn successfully. 

For Crystal, this means a whole language, literature based approach because it is 

compatible with her style. 

Crystal's Personal Style in Life and in the Classroom 

Like Tami, Crystal has a personal style that influences her actions in the 

classroom. For example. Crystal's optimism and the fact that she is outgoing could be 

considered a part of her style. Crystal also considers herself "caring," "compassionate," 

and "thoughtful." These, other aspects of her personality, and how she organizes her 

classroom are all ways she exhibits her style. 

One of the things that is noticeable about Crystal's style is how she acts 

differently inside the classroom and out. Although Crystal is fnendly to her students, she 

considers herself more of a fnend to her own children and their fnends. Crystal states: "1 

definitely treat my kids and kids that 1 interact with at home differently. I'm more on a 

friend basis. Tm more on a diplomatic basis in the classroom." Crystal offered "moving 

some boys that were bothering Chuck" as an example of her diplomacy. Chuck is an 
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autistic child who was being teased by two boys who were sitting close to him. 

Recognizing that this seating arrangement was not working out. Crystal approached the 

boys after class. She said. "Are you going to have a hard time sitting with Chuck?" They 

responded that they would. Crystal moved the boys to new seats, and upon the advice of 

Chuck's aide, two girls were seated with him. 

As Crystal has said, she is outgoing. Crystal's outgoing nature is particularly 

evident in her interactions with people outside the context of the classroom or with 

students before or after class begins. She says, "I go out and talk to the kids and to visit 

with the kids while I'm waiting for my lunch to heat up." At these times. Crystal often 

engages students in discussions about their lives and their interests. For Crystal, 'it's fun 

to see them in a different setting." Outside the classroom, I observed an interaction 

between Crystal and some of her seventh grade students. Referring to this incident. 

Crystal states: "You caught me racing some seventh graders to the class. I thought, "Oh. 

I've got to beat them.' So I started mrming and the next thing 1 know, they're whipping 

past me. It was fun. I like having flin with them. So. whenever. 1 can find that. I want 

to." Crystal takes these opportunities outside the classroom to be friendly and outgoing 

with students in order to improve her relationship with them. 

In addition to noting that she is outgoing as a teacher. Crystal has discussed the 

need to be optimistic as well. As she states, 'it's important to be an optimist as a teacher: 

to see the good, the overall good, or the potential good of any situation." For example, 

there are aspects of her job that Crystal dislikes. In particular, she finds the schedule 
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fhistrating. The fact that she has approximately 300 students and that she does not see 

them on a daily basis is less than ideal, especially for someone like Crystal who values 

community in the classroom highly. As Crystal says, "I just keep thinking diat it's bound 

to get better. It's bound to improve. I can survive these lousy years right now in the 

hopes that in the future we will have the ideal schedule. And if we establish the value of 

this program and the value of literature and reading as a daily activity, I think that we'll 

be able to get somewhere. And so that's why I can wait." 

The reason Crystal cites for being able to wait is her patience. She says, 'i'm a 

patient person in general." Crystal exhibits this patience with her students. Her patience 

is evident in her accepting responses to Chuck, the autistic student. After reading aloud. 

Amber on the Mountain. Crystal engaged the students in a discussion of world literacy. 

Crystal asked: 

Can you imagine not knowing how to read and the excitement of learning how? 

There are countries in the world where not very many people know how to read at 

all. Can anybody think of a name of any one of those countries? Not a continent 

but a country. You know the difference between continents. Look up there at the 

map on the wall, and those big ones. Like Africa's the big yellow one in the 

middle. South America is the big green one on the left. Asia and Europe are 

combined together, and then there's Australia. Those are the continents. Does 

anybody know [a] country where probably not very many people know how to 

read? What do you think? 
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A student replied, "Mozambique." 

Crystal repeated the student's answer and said, "Good." Then she pointed to 

another student for his response. 

The student said, "Kenya." Crystal repeated that and called on Chuck, the autistic 

child. 

Chuck said, "I just found something out about North America and South 

America." 

Responding to Chuck, Crystal asked, "Is it about South America? We're talking 

about places where a lot of people might not read." 

Not responding directly to Crystal's question. Chuck shared his thoughts. He 

said, "Those two up there. Do you see them?" Crystal said that she did. Chuck 

continued: "The reason they're all green is that they have America as a word. South 

America! North America!" 

Although Chuck's response was not related to Crystal's original question, she 

responded to him by saying: "That's good. That's a good point because if you look at the 

continents of Europe and Asia, that's all one color. ...And Australia, down there is a 

different color." Then she returned to the discussion of world literacy. She said, 

"Christine, you named Mozambique and somebody said Kenya, but there are places in 

South America." 
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Not having finished his earlier point. Chuck jumped back into the conversation. 

He said, "There's one other thing about our world. Do you know why Antarctica is so 

white and so bluish?" 

Crystal asked. "Why?" 

Chuck said, "It's because that's the coldest place we ever had of our world." 

Supporting his contribution to the class. Crystal said: "That's a cold, cold 

continent. You're right. And that's a continent too. And that's a big one. Very good 

point." As this exchange shows. Crystal was patient with Chuck. Although his 

comments were not directly relevant to the discussion, she encouraged his participation 

and accepted his responses. 

As Crystal gets tired, she becomes less patient. Referring to this, she says: "I've 

been noticing lately that by the end of the day I'm really fried some days. I don't yell, but 

1 kind of get in a bad mood where I'm short with kids. So, I'm not as pleasant as I would 

be otherwise." Otherwise. Crystal is more caring and compassionate. She says: "I'm 

thinking of other people most of the time. I think I'm caring. I think I care about kids, 

teachers, friends, individuals." An exchange between her and Karen exemplifies 

Crystal's possession of both of these traits. This exchange occurred on a Friday during 

lunch/planning time. Crystal, Karen, and Tami had all gathered in Crystal's room to talk 

about their plans for the next week. Karen, who had not taught eighth grade in recent 

years, asked a question about what they should do to get acquainted with the kids 

throughout the course of the week. At the time. Crystal was tired from a long week, and 
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she was preoccupied because she was trying to prepare for a presentation that she had to 

make at the faculty meeting on the following Monday. This lead her to be short with 

Karen. Upon responding the way she did to Karen. Crystal felt badly and apologized 

profusely. As Crystal said: 

I had to apologize to Karen for last Friday. I called her on the weekend. I said. 

• I'm really sorry. 1 was really uptight on Friday." When you guys were in here. 

1 had to answer the phone, and we needed to meet because we said that we'd 

meet, but I was starting to pull my hair out because I had this presentation 

Monday. I was starting to get stressed, really stressed, and really tired from the 

end of the week, and everything piling up. 1 felt really bad because Karen's 

just such a sweet person, and I didn't want to be taking it out on her. and I felt like 

1 was. 

Her tiredness led to her shormess toward Karen, but Crystal's caring and compassion 

resulted in her feeling remorseful and apologizing to Karen. 

In addition to these emotional aspects of her style, there are more concrete aspects 

to Cr>'stars style as well. The way Crystal organizes her classroom reflects her personal 

style. Consider the rules in Crystal's classroom. They are 1) be courteous and respectful; 

2) follow directions; 3) be an active listener; 4) come prepared and on time; and 5) stay in 

your seat, raise your hand, and wait to be called on. These rules emphasize conduct that 

Crystal wants displayed in her classroom. They help her to create an atmosphere that best 

suits her personal style. 
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In addition to the rules that organize life in Crystal's classroom, the emphasis 

Crystal places on certain activities also exemplify her style. For example. Crystal likes to 

have students write in reading class. Part of the reason for her emphasis on writing in a 

reading classroom is because she considers herself a writer. Crystal thinks that writing is 

a means for sorting out what you think. As she says: 

I believe it is hard to really know what you're thinking until you see what you 

write. For me. writing has always helped me sort out my thoughts and feelings. I 

need quiet time. I need to think. 1 need to collect my thoughts. I need to write. 

I'm a writer. That's the way I work out and process things. I will sit down: 1 will 

write it out, and it really helps me. I'm one of tliose people that has to take notes 

or it just goes in one ear and out the other. That's part of the way I leam. That's 

my processing: to write. So, it comes across in what I expect out of kids. 

Since writing helps her to better understand her thoughts. Crystal thinks it will do the 

same for her students. 

The influence of Crystal's personal style on her professional life can also be 

understood by considering her role as advisor of Southwestem's student council. Crystal 

is "a humanist." She states, "I'm involved in the common causes of people kind." One 

of those causes is the school community. Crystal has a "desire to help the school." 

Referring to student council, she says: 

I'm really positive. I read in one of my leadership magazines that it takes three 

years to get a program going. Last year when we started, we had crowd control 
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because I had like thirty-five in here, and it was just crowd control. One elected 

firom every home base. It was pretty hair raising to me. I did not like it at all. 

This year, having serious kids, we're going to break down into committees and 

work and develop a constitution. Next year we'll really be able to do a lot. 

One of her current concerns for the student council reflects the fact that Crystal is 

"environmentally conscious." She says, "'one of the primary things that I want to do with 

student council is get a good recycling program here." Crystal's interest in such a 

program and the school at-large reflects her sense of responsibility. Crystal considers 

herself a responsible person. She says. "I think I'm responsible in general." In describing 

how she is responsible. Crystal states that she does what is asked and expected of her. and 

she carries through with things. 

The way in which Crystal carries through with things, her sense of responsibility, 

her caring and compassion, as well as her patience, her optimism, and her outgoing nature 

are all a part of her personal style. These attributes reflect the kind of person Crystal is 

outside the classroom and inside of it. Her methods are a reflection upon these 

personality characteristics and personal tastes. Thus, writing is a preferred method of 

instruction. The following section describes other aspects of her method that Crystal 

regards as a part of her teaching style. 
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Crvstars Method 

When asked to describe her style of teaching. Crystal talks about the things that 

she does in the classroom on a daily basis with students. This description of style fits 

with the aspect of conduct called method. Crystal chooses methods that are compatible 

with her style. The following is a description of Cry stal's method of teaching. 

Crystal believes that a literature-based program is the best method for teaching 

reading. She advocates having students read "real" books in reading class. Crystal states. 

"Fm a staunch supporter of truly immersing students in the depth and breadth of good 

literature, both fiction and nonfiction." At each grade level, she introduces students to 

fiction and nonfiction that have relevance to a particular theme. Some of these books are 

read aloud, and the others, students read on their own. 

In Crystal's classroom, read aloud usually occurs at the begirming of every class 

period. Crystal reads picture books, short stories, and novels to her class. Referring to 

her expectations of students during this time, she says. "They are expected to do no more 

than listen and truly engage in the story being read." There are times when Crystal has 

her students sketch-to-stretch while she is reading. 

Crystal calls her method of teaching reading "a modified form of reading 

workshop." Of this method, she says, "I plan on introducing the books, having book 

talks, and letting them read." Students are introduced to six or seven books. Crystal 

states: 
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I begin a cycle of books by giving a book talk on six to eight different books 

ranging in genre from nonfiction to science fiction. I give an approximately tlve 

minute book talk on each of the titles that I have read previously. 1 try to make 

books sound so enticing that everyone wants to read them. I may read a very 

suspensefiil or adventurous part to ftirther capture their interest. After I am 

finished with the book talks, I give them time to browse the books and make 

their final selection. 

Once students select a book, they are given class time to read it silently. During 

Sustained Silent Reading (SSR), students must be quiet, but they may sit where they are 

comfortable. Referring to this period. Crystal says. "SSR might run anywhere from 

twenty minutes to forty-five minutes depending on what else happens during the class 

period. However, once the students possess their chosen books, they know that they will 

receive time every class period to read." SSR is an important part of Crystal's classroom. 

Crystal hopes that the students will get far enough into their books that they will want to 

read them over the two weeks that the class does not meet. 

When the students return to Crystal's class with their books finished, she has them 

do book projects. Usually, she lists the requirements for these projects on the board. 

Describing them she says: 

I'd give them a list [and] a little brief introduction explanation to them. I would 

show examples of each one like a bag book project which would be like a grocery 

bag or a lunch bag with lots of symbolic objects. Maybe a marble because, for 
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example, the book. Pinballs. comes to mind. The kids felt like pinballs. and this 

is a marble from the pinball machine that shoots around. They were just bounced 

all over the place, different homes, and they didn't feel like they belonged 

anywhere. Something like that, and they'd have maybe five to seven items. 

and an explanation for them on an index card or on a piece of paper. They'd have 

to have the bag decorated with the title, the author, and their name on it. 

Bag book projects represent only one of a list of eighty-two ways in which Crystal has her 

students respond to literature. 

In addition to book projects. Crystal has students write about what they have read. 

Crystal states: 

I have journals. Last quarter. I really lightened-up. but I had them writing 

reflections almost regularly, almost daily, either on what I read aloud or what they 

read during reading time because that was one way that I found that 1 could grade 

them, and 1 could see that they were reading and learn their thoughts, feelings, 

opinions, reactions, questions that they have about the book. 

Crystal feels written reflections are a valuable way for kids to look at what they have read 

and for her to assess what they have read. 

Crystal also favors writing because she does not feel as though she has a talent for 

facilitating discussion. She states. "I don't feel like 1 have that talent to stir-up discussion 

and conversation." However, there are times when Crystal engages her students in 
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discussion. At these times. Crystal's approach shows her affection for writing and how it 

connects to thinking. Of her approach, she says: 

My way of bringing about discussion is through thought or contemplation time 

first to give them an idea to think about and give them time to write about it 

briefly or however, in depth they need to, then maybe sharing it amongst their 

table, or partner, and then opening up to the group as stimulating a heartfelt 

discussion. 

Unfortunately, even when using writing to get a discussion of literature going, she has not 

had a lot of success. Of her experiences with literature discussions, she says: "Last year I 

did literature discussions, but this year, I decided that they were fruitless. I didn't do 

literature discussions this year. It just didn't seem genuine. It felt like it was a waste of 

time for the kids and for me. So, I decided on different kinds of book projects that they 

could do." In Crystal's classroom, literature discussion and to a large extent, the 

reflective writing that Crystal likes to have students do have been tabled because of the 

schedule and how that has influenced the classroom community. 

Using writing to make connections to reading and the reading of literature are 

Crystal's favored methods of instruction. In part, these methods exemplify who she is as 

a teacher. They are compatible with, and they describe the context for looking at her 

manner. The following section examines the moral dimensions of Crystal's manner. 
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Crystal's Manner as Expressed in Moral Virtue 

Crystal's method and style are representative of her conduct as a teacher. She 

expresses these aspects of her conduct via her pedagogy. Similar expressions of Cr\ stars 

manner are evident in her pedagogy. Relying on the framework established in chapter 

three and Crystal's interpretation of her practice, I was able to attend to how Crystal 

displays her moral virtues as a teacher. The following discussion describes how Crystal's 

moral virtues are displayed. 

Friendliness is an important virtue to Crystal. Crystal expresses her fnendliness 

by caring about who her students are as people. She says: 

I think it's important to be a friend with the kids. I want them to like me and 

to feel confident and comfortable with me so that they can confide in me if they 

need to. They can come to me with questions or concerns, or confidential 

situations and that's alright. I like feeling close with the kids because I really, 

really like kids, and I like feeling like I really know them so that I know. 'Well 

that's why you did that because that's just you, or that's because of your addiction 

to bananas." Whatever it might be. You know, little quirks about them so that 

they really feel like, 'Oh, she cares about me. She knows something really special 

about me.' 

One day. Crystal showed this kind of friendliness to a student from India. The student 

brought in clothes and pictures from India to show to Crystal. Before class started. 
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She complimented the student on her beautiful pictures and called positive attention to 

them by telling others in the room that they should come over and see them. 

The reason why Crystal pays such attention to these aspects of her students" lives 

is that she has respect for them, and she wants them to have respect for one another. 

Crystal says, "I want there to be respect. Mutual respect is really important where kids 

are not picking on other kids. I think that they need to have that. There has to be mutual 

respect." To create that respect. Crystal often calls her students to attention by referring 

to them as "ladies and gentlemen." She states, "Fm respectful [and] not like. "SIT 

DOWN OVER THERE!' or anything rude which I would consider degrading."' As 

Crystal says, she's diplomatic. When those boys were teasing Chuck, she calmly went 

over to the table to see what was happening. Chuck said that he was upset because the 

boys were picking on him. Quietly. Crystal pointed out two desks on the side of the room 

and said, "1 want you to move to that desk there, and I want you to move to that desk 

there."" 

One of the boys asked. "Can we sit on the couch?"' 

Crystal simply responded, "No," and the issue was resolved for the remainder of 

the class period. Recall that at which time, she asked the boys if sitting with Chuck was 

going to be a problem, and she asked Chuck's aide whether she should rearrange the 

seating chart. By handling the situation this way. Crystal showed caring and respect for 
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all of the students involved. In other words, she expressed the virtue of friendliness. 

Crystal displayed how a person should treat others with whom they have relations. 

In this and other cases. Crystal's expression of friendliness is closely tied to 

honor. A person honors another for something that they have done to merit the honor 

(Maclntyre, 1984). For example. Crystal honors students for work well done. She hangs 

their work on the walls for everyone to see. Crystal also honors students by giving them 

detailed feedback. When she has them write, she responds with more than just a grade. 

According to Crystal, the kinds of comments she makes on papers include: "'I can really 

identify with what you're saying about so and so. I felt that way too.' Or. "I'm really 

happy to see that you got into the book that much and really enjoyed it." Or. "I didn't gel 

that from the book at all. That's [an] interesting perspective."" These conversational 

responses are her way of honoring their perspectives. 

Crystal also honors her students for their individual qualities and talents. For 

example, as mentioned earlier, she honors Chuck by including him in whole group 

discussions and by positively accepting his contributions. She honors the student from 

India by talking with her about her country and respecting her experiences. Similarly. 

Crystal honors the background of her Spanish speaking ESL students by allowing them to 

read books in Spanish. Essentially, Crystal honors other students for those things that are 

special about them. For example. Crystal talks about Maria's unique characteristics that 

made an ice breaker activity with the eighth grade students a success. She says: 
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That's why fifth hour worked out so well. She started describing all these bizarre 

things that she can do with different body parts. She did all these different 

body contortions no problem although she looks really shy and sweet. She sucks 

in her throat and gets this great big cavern in her throat. She does these weird 

things with her hands, and then she turns her mouth. Everybody was amazed 

and had her repeat it and repeat it and repeat it. Maria is just the shyest girl in 

some respects, but she's used to performing on stage because she's a dancer. 

She's a character in her own way. As sweet and innocent as she is. she's a 

character. 

Crystal cares for Maria and respects her for these things that make her a unique. In 

showing this kind of respect. Crystal expresses the virtues of friendliness and honor. 

In addition to caring for, honoring, and respecting students backgrounds and 

talents. Crystal cares for. honors, and respects students by expressing the virtue concerned 

with anger. Crystal displays the virtue of mildness. She acts professionally toward her 

students and maintains an even temper. Crystal exhibited how even tempered she is 

when she responded to the students who were teasing Chuck. As Crystal says. "1 don't 

yell. ...1 don't come across majorly authoritative in any situation." Most often when 

reprimanding students, she goes over and quietly speaks to them. For example, when 

dealing with a student who was acting rowdy, she walked up to him and placed her hand 

upon his back. Then, she said and repeated the words "settle down." On another 
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occasion when a student threw a paperclip across the room, all Crystal said was "please 

don't waste my paperclips."' She was mild. 

Crystal is mild because she cares about her relationships with students. For the 

same reason. Crystal displays the virtue of wit in a variety of situations. Crystal offers 

examples of her wit. One example is when students completed the reading survey in her 

class. Recalling her attempt to make a joke, she says, "When they start to do their reading 

survey. 1 tell them to "scrub their brains and use their imagination in completing the 

reading survey."" Another example is Crystal's ability to laugh at herself. 

On one occasion, she mispronounced the phrase "ships were lost at sea." Rather than 

stating "sea." Crystal said, "shea." She immediately caught her mistake and laughed at 

herself. As Crystal says, "it's funny when 1 goof-up words." Crystal has the wit to 

recognize when things are fimny, and she jokes with students at the right times and in the 

right ways. 

For Crystal, wit in teaching is having fun. being lighthearted, and joking with 

students. When Crystal was reading aloud, she read the words ""shit" and ""fart." Upon 

hearing those words, students laughed. Crystal reminded them, ""I know it's funny, but 

you'll get over it." 

Then a student said, "Miss, what if they bury him, and he shits on him?" 

Crystal responded, "That would be bad." Following that, everyone laughed. It 

was a witty moment. However, by telling students that they would "get over it," Crystal 

also kept the situation in control. 
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At another time. Crystal laughed with her students when she introduced me to 

them. Upon introducing me. she jokingly said. "She is watching each of you individually, 

so you better watch your P"s and Q's. Do you know what those are?" 

Responding with a joke, a student said. "Are those the vegetables that roll off your 

plate?" 

Crystal said, "Yeah, right." Then everyone laughed. As she says. "Reading 

should be fun." 

Crystal wants reading to be fim, but often times, she does not believe that is the 

case. She says. "I would like to think of myself as more light-hearted in reading and 

being able to have fun with them and to joke with them more." The reason why Crystal is 

not as witty as she might otherwise be is because she does not feel as though her students 

respect her. According to Crystal, "They don't respect me." Without that respect. Crj stal 

feels as though she has to keep the level of wit in the classroom under control. She says. 

"There are certain times when I have to be more strict than other times because otherwise 

they're not going to listen because they're caught-up in whatever the situation might be." 

So, Crystal expresses the virtue of wit by joking with students at the right times and in the 

right ways. 

Part of the reason that Crystal is able to be joke with students is that she is open-

minded. In addition, she is willing to try new things and is committed to doing those 

things in which she believes. According to Crystal, teachers who are open-minded 

possess the virtue of courage. Referring to courage in teaching she says. "I think it goes 
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along with open-minded and risk taking. I think you have to have courage to take a 

chance [or] to take a risk." Talking more specifically about herself she states: "I think 

Tm open-minded, both with kids and the concepts for teaching reading. Tm willing to 

take a lot of risks. I'm a risk-taker. 1 like the term risk-taker. I think that being a risk-

taker is important to being a teacher." 

One of the risks that Crystal takes is being a whole language teacher in a climate 

where there is some backlash to such teaching. Recall Crystal's statement at the 

beginning of the chapter about her commitment to whole language and to teaching 

reading in a literature-based program. This displays Crystal's courage. As in many 

places, the district is concemed with raising test scores. There has been a movement 

towards phonics instruction. Most of the elementary schools in the district have adopted 

Success for All. At Southwestern, there has been some pressure for Cr>'stal and her 

colleagues in the reading department to adopt a skills approach to teaching reading. 

Crystal says, "We are under the gun expectation wise from the main building of "What 

are you doing over there? Just reading all the time?' With this DRA (Developmental 

Reading Assessment) thing that's coming down the line we are going to be required to be 

more accountable." Yet, Crystal maintains the courage to teach in the way that she 

believes is right and is best for her students. 

Another example of Crystal's courage is that she exposes her students to literature 

that she believes is of high quality and informational despite the fact that some may 

object to its language. For example, to her eighth grade students. Crystal read the short 
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story, "The Assassin," from Walking Stars by Victor Villasenor. This autobiographical 

story of the author's experiences in Mexico contains words such as "shit" and "fart." She 

maintains the integrity of the written word and does not censor these words despite the 

fact that some students may respond immaturely to them and some parents may not be 

pleased. Taking such risks is how Crystal displays her courage. According to Crystal: 

Courage is really important. I think that there are teachers out there that are very, 

very spineless. They don't have the courage to, to try something different or to 

say. you know, that's wrong, maybe that's what the district is telling me that 1 

need to teach, but I don't agree with it. I don't think it's better for the students. I 

don't think it's for the better of human kind, and I've done that along the line. 

Crystal believes she exhibits the courage to use resources that exhibit quality and 

enhances students' knowledge of people and cultures around the world. According to 

Crystal, such literature "broadens their perspective and their tolerance and their diversity 

because they understand that every culture is so different." Thus, Crystal expresses 

courage by using literature she regards as educative even though some may object to it. 

Ascertaining whether Crystal possesses the virtue of justice was more difficult 

than disceming acts of Crystal's courage. Justice is not a highly visible virtue. Rather, it 

underlies aspects of classroom life. Therefore, on occasions when justice appears to be 

lacking, it is striking. This lack was rarely apparent in Crystal's classroom. On occasion, 

questions of whether she was being just rose when students did not perceive her as being 

fair. Such an incident occiured when Crystal returned a paper to a student, and the 
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student was shocked and disappointed with her grade. She said: "Oh my god! I got a B-. 

I worked so hard on this, and she gave me a B-." Yet. this student did not talk to Crystal 

about her grade. If the student had spoken with Crystal, she might have reconsidered her 

grade. Crystal states: 

I think Fm fair. 1 think if a kid approaches me with reason and says. 'Why did 1 

get this grade?' We look at it. I'm always going to give the kid the benefit of the 

doubt the first time. If I find him pulling it over and over again, then I am going 

to take a look at it. But you know, I think that Fm fair. They can count on me 

carrying through with what is fair. 

Crystal suggests that treating students fairly means treating them equally. For example. 

Crystal believes that the same rules and expectations for behavior should apply to all 

students. Referring to this, she says. "Fm trying not to judge someone differently. 1 

wouldn't want to think of that as justice. Justice would be situations of right and wrong 

where kids are doing something that they really shouldn't do and playing it out." Moving 

the students who were teasing Chuck is an example of when kids were doing something 

that they should not, and Crystal justly played it out. In some respects, however, this 

incident also contradicts Crystal's statement about trying not to judge someone 

differently. Crystal considered Chuck's differences and made a judgment based upon 

them when deciding that the boys needed to be moved, and she took the advice of 

Chuck's aide and sat him next to girls. 
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In the incident just mentioned and in others. Crystal shows her sense of fairness 

by considering the students' backgrounds and accommodating them. For example, one 

day when the rest of the class was writing a poem, she excused a Spanish speaking 

student from doing the writing because she carmot write in English. Instead, she showed 

the student some books that are written in Spanish that she could read. Although 

Crystal's expression of justice in this case contradicts an earlier statement, it is justice all 

the same. Crystal was just in that she fairly treated the student according to her relative 

differences. 

On the whole. Crystal considers herself an "honest individual" and thus 

possessing the virtue, truthfiilness. For example. Crystal was honest with her students 

before she read "shit" and "fart." She stopped reading and apologized to anyone she 

might offend because she was going to be reading about bodily functions. She said, 'i 

need to apologize for one thing, [the language in the story]. If I offend anyone, plug your 

ears." She was truthful with students so that they would know what to expect from the 

story. As she says. "I'm not deceptive." 

Crystal also shows that she is not deceptive during a discussion about nudism. 

This discussion took place during a unit on sexual harassment. A student raised the issue 

by asking, "Why is it illegal for people to walk around the street naked?" 

Rather than answering the student's question herself, she posed it to the group. 

Crystal asked, "Why is it illegal to walk around the streets naked? Does anyone have an 

answer to that?" 
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Students responded. "No." 

Crystal questioned their apparent lack of knowledge. She said. "You don't have 

any idea?" 

A student replied. "No. I see people downtown, like they're naked, and I see cops 

going over there, and I don't see why." 

Upon receiving this response. Crystal probed their thinking by asking, "Ok, what 

do you think the original purpose of clothing was?" 

Uncertain, a student replied, "Wasn't it a leaf?" 

Accepting this answer Crystal stated: "A leaf. Possibly. Do you think it was for 

protection? Warmth? Privacy? Modesty? What do you think?" 

A student said, "Warmth." 

To this Crystal responded, "I think that it wasn't exactly warmth, but that it was 

more of a protection and modesty kind of behavior." 

A student quipped. "I can be modest without my clothes." 

To that Crystal said: "If you're at a nudist colony. You have to be in places 

where it's legal. It's a written rule, but it's also social. It's a social no. no to walk around 

streets in any city naked." 

Furthering Crystal's point, a student stated, "It's like, what's that crime called? 

It's like indecent exposure." Crystal agreed and called on another student. 

This student furthered the discussion more by stating, "If everybody around you 

agrees with what you are doing, then most of the time, within reason, it's alright. If you 
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go to a nudist colony it's alright there, but you can't come back here and be nude because 

nobody else wants you to be." 

Crystal responded, "Nobody else agrees with it. Very good point. Thanks." This 

response concluded the short discussion. Although short, the discussion exemplifies the 

way in which Crystal honors students and is willing to truthfully respond to students' 

queries regarding what is and is not socially and legally acceptable. 

In addition to truthfiilness, generosity is virtue that Crv stal exhibits. Yet. her 

expression of this virtue may be limited by the attitude Crystal holds about her role as a 

teacher. As noted. Crystal does not share a lot of her personal life with her students. A 

colleague once referred to her as the "consummate professional." As such a professional. 

Crystal separates much of who she is from her work. Reflecting upon this separation. 

Crystal states that "'as bad as this sounds, it's a job." Thinking of teaching as a job 

enables Crystal to handle the difficult aspects of her job like the schedule, the large 

number of students, and the lack of community. Yet. it and those frustrations result in 

Crystal being less generous than she might be otherwise. As Crystal says. "It's just a 

really high stressed, really high burnout kind of situation." This kind of situation has led 

Crystal to reduce the amount of work she assigns to be graded. She says. "You have to 

lighten-up somewhere because otherwise, you're breaking your back." In addition. 

Crystal reduced the amount and kind of writing she has her students do. According to 

Crystal, "I abandoned it because I found it was so much easier this last quarter to just be 

grading mind maps and story maps and stuff like that." 
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Although Crystal has become a less generous teacher in these ways, there are 

other ways in which she expresses her generosity. Recall that when she has students 

write, she responds with more than just a grade. Crystal is similarly generous when 

giving students immediate oral feedback. When a student showed her his "Reading is.. 

poster, she read it and responded: "I think that's good. It's simple, but it's good because 

you got the point across. If you want to make it better you might outline the words, but it 

looks fine the way it is." In making such specific comments. Crystal generously responds 

to students. 

Crystal also gives generously in the amount and kind of interactions she has with 

students. As mentioned. Crystal takes the time to talk to students before, after and 

outside of class. She makes an effort to learn about the kids" lives and interests. For 

example. Crystal notes that a particular eighth grade boy often stays after to class to talk 

with her. Referring to this, she says: "He wants that connection. He wants that one-on-

one with you. He stays after every day and talks to me." 

Crystal engages other students in conversation before and after class as well. For 

example, one day a seventh grade group of students walked into class and went up to the 

board to look at a picture she had hung there. She approached the students and said, 

"Isn't that cool the way they did that?" A student said that the girl in the picture is 

wearing her hair the way another teacher in the school wears hers. 

Crystal explained, "That's just the way the computer modeled her, but actually her 

hair could be pulled back. It's hard to say." 
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Looking at the picture of people of different races, a student said. "I don't see an 

African American on there." 

Crystal said. "Yeah, they're there. See them?" Then, she pointed the African 

Americans out to the students and told them to look at the label. The students saw. and 

then they worked their way to their seats. All the while. Crystal spoke with them. By 

doing so. Crystal displayed her interest in talking with students, and she exhibited how 

she generously attends to students outside of formal class times. 

Another and perhaps the most salient example of Crystal's generosity is the time 

she devotes to the school as student council advisor. As Tami states about Crystal's role 

in this, "Crystal plays a nice role in our school. She does student council, and she has 

kids fluidraising." Crystal takes her time to organize bake sales, magazine sales, yo-yo 

sales, and events like dances. It is time which Crystal gives generously in order to make 

what Tami refers to as "positive changes" in the school. 

A last way in which Crystal expresses generosity is with her colleagues. Crystal 

shares her ideas and her resources. Through her expressions of generosity, she also 

simultaneously expresses friendliness. Perhaps the best example of this was the day 1 lost 

my car keys while videotaping Karen in an English teacher's classroom. Without my 

having to ask. Crystal gave of her lunch hour to aid me in the search, and due to her 

efforts, my keys were recovered. Such caring actions towards friends, colleagues, and 

students are characteristic of Crystal, and they illustrate how generous she is. 
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Expressions of Crystal's generosity are easy to see. However, Crystal's 

expression of other virtues are more difficult to observe. Magnanimity and magnificence 

are two such virtues. Both magnificence and magnanimity are virtues relating to the 

expression of greatness. A magnificent person considers how he can achieve the finest 

and most appropriate result. Crystal helps students complete their assignments to the best 

of their ability by clearly giving directions and providing them with models of good work. 

For example, consider the specificity with which Crystal gave the directions for 

completing the reading survey. She said; 

What I'd like to ask you to do now. is called a reading survey. .. .Looking over 

this, 1 just want to point out a few that some people might have questions about. 

I'll read over the questions real quick and then I'll point out the ones that people 

seem to have problems with. Number one. What does one have to do to be a 

good reader? Think about somebody you know that you think is a good reader. 

What is it that you think they do? That's how I want you to answer. Number 

two. What makes reading easy for you? This is a very personal thing. What 

makes it easy for you? Three. What is the hardest part of reading for you? 

Again, very personal. What makes it hard? Nimiber four. This is one that lots of 

people have questions on. How do you go about choosing a book? For example, 

when I say, 'ok, you need to choose a book,' I want you to tell me how you would 

decide if you were going to read this book or for example, this book. How do you 

go about choosing a book? Ok, number five. What are the qualities you look for 
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in a good book? That kind of goes along with number four. Number six. What's 

the best book you have ever read? What made it so good? Ok. that should be 

pretty easy. Seven. How did you leam to read? You might need to scrub your 

brain. Use your imagination, maybe even make stuff up if you do not remember. 

Eight. What kind of reading do you do just for you? In other words, if you could 

read anything you wanted, what would it be? Would it be a Goosebumps book? 

Would it be a dirt bike magazine? What kind of reading do you do just for you? 

And this last one is probably the hardest. Nine. What do you think the 

connections are between reading and writing? How does the ability to do one 

help you do the other? You can think of Amber on the Mountain when you're 

doing that. 

Such complete directions allow the students to complete the survey excellently and to 

fulfill Crystal's expectations. Thus, by giving students models of how to achieve 

greatness Cr>'stal is displaying the virtue of magnificence. 

Although Crystal may act magnificently by expressing virtues such as 

friendliness, wit. honor, or mildness; she does not believe that students see her as a model 

of them. She states: 

If I were a core teacher, I think I would be a lot more of a role model for this kind 

of stuff, but because I see them so erratically I don't think that that's possible. 

You have to have community for anyone to leam this. They have to feel 

comfortable enough with that person to pick-up traits [and] attributes. 
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Thus, Crystal does not see herself as expressing magnificence in a way that results in 

students adopting her as model of moral excellence. 

In addition to indicating Crystal's level of magnificence, these sentiments indicate 

her degree of magnanimity. Crystal did not speak of herself as magnanimous. Due to her 

role in the school. Crystal is not as magnanimous as she might otherwise be. Crystal 

says. "I'm doing as well as can be expected considering the lousy schedule and our lack 

of respect or validation amongst some members of the faculty." As this statement 

suggests. Crystal would be more magnanimous if she were more appreciated, did not 

have so many students, or did not have such a difficult schedule. 

As Crystal's expression of magnanimity is not easy to see. neither is her 

expression of temperance. Like Tami. Crystal expresses temperance when she displays 

the other virtues. For example, consider the way in which Crystal honors students. She 

honors those who merit it. It is those students' work that she hangs on the wall. In this 

way. Crystal's expression of honor is tempered. Her wit is tempered as well. For 

example, recall that she told students. "I know it's fiarmy but you will get over it." 

In this way, she tempers the level of wit in the classroom. Crystal is also temperate in 

that she controls her temper and acts mildly toward students. She suggests that she 

expresses the virtue of temperance when "relating to Chuck" and "dealing with his 

comments, questions and outbreaks." At the same time, she says she expresses 

"mildness, in dealing with Chuck's behavior." According to Crystal. "Temperance [and] 

mildness are very close in some respects to me." Thus, by expressing other virtues. 
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Crystal expresses the virtue of temperance. As each of these examples illustrate, what 

makes Crystal's expression of these moral virtues temperate is that they are under the 

control of reason. 

Conclusion 

This chapter examines aspects of Crystal's conduct in an effort to see what might 

reliably and significantly be said about her manner. It explores whether there ways in 

which Crystal's manner can be observed, discussed, and described as the expression of 

moral virtue. This case study attempts to clarify the ways in which each of these can be 

done. In this case study, as in the others, aspects of style and method are used as heuristic 

devices for the observation of manner, and virtue is used as an analytic device to describe 

manner. Crystal's manner is discussed and described as the expression of moral virtue. 

The moral virtues are observable in Crystal's practice. One of those moral virtues 

is friendliness. Crystal expresses friendliness by being caring and respectful toward 

students. In this way. she also displays the moral virtue of honor. Crystal also honors 

students for their special qualities and talents and for work they have done well. 

Similarly, when Crystal deals with students diplomatically and in a professional manner, 

she demonstrates the virtue of mildness. She also does so by saying "please" or referring 

to students as "iadies and gentlemen." Crystal expresses wit in the jokes she makes and 

in her recognition of students' jokes, and she expresses bravery in her willingness to take 

risks and try new things. In addition to these characteristics. Crystal is not deceptive. 
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She does not censor herself or literature. Thus, she is truthful. Crystal's truthfulness is 

evident in that she teaches in a way that she believes is just. Justice is also an integral 

element in Crystal's classroom. For example, her responses to students are just, and she 

takes students' backgrounds into consideration. In this way. she also expresses generosity 

toward students. Crystal is generous with the time she gives to her students outside class 

and to student council. Through such expressions of moral virtue. Crystal's manner 

becomes visible. 
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CHAPTER SIX 

KAREN'S CASE STUDY 

Similar to the previous two chapters about Crystal and Tami, tliis chapter presents 

the aspects of Karen's conduct as a teacher. Style and method are used as heuristics to 

distinguish between these aspects of her conduct and her manner. Through exploring 

Karen's style and method, one arrives at a better understanding of her manner. In other 

words, her moral virtues become visible. The rationale for making Karen's moral virtues 

visible is that they are integral to her interactions with students. 

As Crystal's and Tami's case studies described their moral virtues, the purpose of 

Karen's case study is to describe hers. This is done by using the same templates that were 

used in Crystal and Tami's case studies. Karen's background is introduced. Following 

that, there are sections uncovering aspects of her style and method, and lastly, there is a 

section discussing her moral virtues. 

Karen's Biography 

One of the things that the teachers in the reading program wanted to explore with 

their students is the issue of identity. Recall Tami's discussion with her students on the 

topic. In addition to such discussions, the teachers had their students write what they call 

"Praise Poems." Karen carefully presented the criteria for the poem. The praise poems 
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were to be written "from the first person point of view." The students were to write about 

how they see themselves. The following is the "Praise Poem" that Karen wrote about 

herself to model how they could be done for students. 

My Roots That Sprouted Wings 

My name "Karen " means virtuous one. 

England, France. Canada. Italy, and Scotland are 

where my ancestors are from. 

My hometown is in New York State, 

I lived there until I was 38. 

Went to a Jesuit College and to graduate school. 

Thought living on the East Coast would be the rule. 

Until the weather became so frightfully bad. 

That I sacrificed the 12 years teaching seniority I had. 

My husband and I headed 2,400 miles to the Southwest. 

And you know the rest. 

What Karen means when she writes, . .you know the rest" is that she is a reading 

teacher with Crystal and Tami at Southwestern. However, as one might suspect, there is 

much more to Karen's life and her teaching career than is evident in her praise poem. 
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Karen has been teaching for over nineteen years. Referring to the beginning of 

her career, she states: 

I started teaching March 1, 1979. I had a bachelor's from a small Jesuit college. 1 

studied political science but changed my mind about what I wanted to do. 1 

graduated magna cum laude in political science with minors in history and 

philosophy. 1 hadn't had any education courses but Catholic schools would allow 

me to teach there. So that was my first teaching experience, and I have been 

teaching fairly continuously from that day until now. 

As Karen notes, she started her career teaching in Catholic schools, but that was not 

where she wanted to stay. She says: "I worked in Catholic schools for awhile. Then I 

began to realize that I needed to get certification and get in public schools because they 

were, in my mind, better run and of course, paid teachers more. It was a more 

professional atmosphere. I enrolled in a masters program." Since Karen's background 

was in political science and history, she enrolled in a masters degree program in 

secondary social studies. According to Karen: "1 got half of my masters degree in social 

science education. 1 was provisionally certified. I applied for a job, but they had too 

many social studies teachers. 1 was put on as a permanent substitute for a year and a half 

until a position opened." As Karen was waiting for a position to open, she received 

advice about changing the direction of her teaching career. Karen was told to enter 

English or reading education. She was given this advice because there was a shortage of 

jobs in social studies education, but there were openings in the field of literacy. 
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Karen decided to focus her attention on reading education because she had met a 

reading specialist and what she did interested her. Referring to this time in her life. Karen 

states: 

I decided to become a reading specialist. Then course by course I continued my 

education. My first job... [was] teaching behavior problem seventh, eighth, ninth 

graders in a pull-out situation... in the inner city. I did this job for eight years. 

Then after eight years I felt like I couldn't teach them anymore. I could not learn 

anymore. I was getting bumt-out with that situation. 

Wanting to do something new, Karen transferred to an elementary school in the district. 

According to Karen, this "was a school that was more on the fringes of the iruier city: a 

neighborhood school, a better school, a school that was a nice mixture of white, Hispanic, 

and black students and faculty." At this school. Karen ran the reading and math labs. 

Describing her position, she said that she was "working with fifth and sixth graders 

pulling-out students, pushing into classrooms, doing demonstration lessons, [and] doing 

some faculty inservice.'" Karen says she "enjoyed that job very much" and was 

"constantly learning.'" Meanwhile, Karen completed her coursework to be certified as a 

reading specialist. 

At this time in her life, Karen was suffering from "a lot of chronic pain." These 

health issues led Karen and her husband to decide that they wanted to move to the 

Southwest. Upon moving, Karen said that she "took a few months off to reorient 

myself" Moving from the city she had lived all of her life "was a big change." Once 
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acclimated, Karen "started looking around." Karen heard from people that the district in 

which Southwestern is located was the one that hired reading specialists so she began 

substituting at schools in the district. Thinking back to this time. Karen says; 

I was getting called a lot for reading, social studies, and French. Those are areas 

I'm strong in. Following that, there was a long-term substitute position at die high 

school. I was teaching reading to ninth and tenth graders. I enjoyed that very 

much and many people felt that I had helped students during that small amount of 

time. Then, the next year 1 got my first actual contract here teaching elementary 

reading. I was the only reading specialist for seven hundred students. Naturally. I 

could not teach all the students, but I worked in grades three through six doing 

demonstration lessons, doing push-in and pull-out. That went very well. 

Unfortunately at the end of the year, Karen was out of a job. The teacher whom she 

replaced resigned, but another teacher with years of seniority was hired as a transfer from 

another school in the district. Thus. Karen was once again in search of a new position. 

Karen's search led her to Southwestern. She heard about the new Title 1 reading 

program that was being started at the school and applied. Karen was hired as the sixth 

grade Title I reading teacher. In this position, she taught reading to sixth grade students, 

and she provided push-in services. For the 1997-1998 school year, the reading program 

was revamped. Like Crystal and Tami, Karen now teaches reading to sixth, seventh, and 

eighth grade students. As the next section illustrates, how she goes about this is 

influenced by her personal style. 
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Karen's Personal Style in Life and in the Classroom 

Like Crystal and Tami. Karen's personal style is embodied in her personality and 

her personal tastes. Karen regards herself as having "'a very approachable personality." 

For example, she is "nurturing," "considerate," "compassionate," "open minded." 

"patient," and "trustworthy." She says. "1 think 1 have a nurturing, pleasant nature. I am 

easy going and nurturing because this, along with friends and relatives, is my interaction 

with the children." Karen is also "very humanistic." When offering an example of a time 

she displayed these characteristics, Karen reminded me of the way she dealt with two 

boys in French class who were having difficulty completing an optional assignment. 

Describing the incident, Karen said, "In French, the boys came up to me and said they 

really couldn't get together on the dialogue because they were both very busy, and they 

didn't have home base together, and they don't really eat lunch together." When talking 

to the boys about this. Karen said, "Do you want "Excellent' in the class, or are you 

willing to take 'Satisfactory?'" The boys responded that they are willing to take a 

'Satisfactory.' To that Karen said, "Fine. The dialogue is no longer a problem. It's 

alright if you don't do the dialogue this particular quarter. Thank you for being 

responsible and coming to tell me." The reason that Karen cites this incident as an 

example of her humanity and nurturing is that she is "giving kids options." She says it is 

"letting kids see that they do have other choices [and] that this particular problem is not 

the be all and end all. Things can get a little bit jumbled and hectic, but we can work it 
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through." Karen helps students work through problems by being a "little extra nurturing" 

and giving them a "little extra consideration." 

In addition to giving students consideration in this way, Karen shows students 

consideration in that she makes an effort to get to know all 300 of them. Karen says. 

"That's a conscious effort on my part- to leam their names better. 1 want to know e\ er\ 

student as much as 1 can, and I feel that's consideration." Besides wanting to get to know 

the students personally, Karen wants the students to get to know one another. Karen 

helps to facilitate this process. She says an "example of consideration was introducing 

new students to the class and welcoming them to the class." According to Karen, she 

does this out of consideration for the students. 

Creating a classroom community is one way Karen shows consideration for 

students. Being "sensitive and understanding to students" is another. For example, she is 

sensitive to whether they are comfortable in class. On a hot day. Karen asked. "Do I need 

to make an adjustment to the air?" Students responded yes because they were hot. Karen 

responded. "Ok, we need to make a little adjustment," and she turned the air conditioner 

up. 

Similarly, Karen shows students consideration when responding to their work. 

Karen says that "...once the students have created a project, done a journal entry, or made 

a sketch-to-stretch," she thinks: 

How am I in turn, responding to what they've done? Am I so bogged down in all 

the little misspellings and grammatical errors, or can I look at what they've got? 
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Can I say this is the meaning this child derived from the book? These are the 

ideas this child felt were valuable about the book. When I respond to them. I 

really need to be taking their work seriously, and appreciating what they've gotten 

out of the book in terms of meaning. 

In other words, she thinks she needs to be considerate and understanding. 

According to Karen, such understanding requires compassion. When you have 

compassion it "'is the idea that you understand." Karen shows compassion in her personal 

and professional life. She says. "I'm compassionate. My husband has been going 

through a chronic pain thing. If I see him in pain. Til say. "How about the humidifier? 

Did you put the heating pad on again? How about resting? Don't worry, I'll clean the 

kitchen.'" Karen displays compassion by doing things for people. This includes "giving 

to people you know" and "giving to organizations." It means being "responsive and 

compassionate" toward students. Karen says. "'Even in my neighborhood I'm caring. 

We got involved in our neighborhood organization. We got some more lights and trees in 

our neighborhood. We try to be good neighbors." Karen also tries to be a good daughter. 

Referring to this. Karen states; "I am an only child. That is a very tricky role. My mom 

will depend extremely heavily on me for things. I have gone with my mother through all 

types of situations, and I have helped her weigh things up. I have helped her make 

decisions. I've been very respectful. I've been open minded." Karen is compassionate 

and responds to her mother's needs by being helpful, open-minded, and willing to listen. 
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Similarly, Karen considers herself open-minded about people's differences. She 

says: 

Tm open-minded of ethnic, religious difference. People can tell me about their 

religion. Like my fHend. Linda, is United Church of God. It's very different from 

being a Catholic. She can think, "I can share this with Karen because she's going 

to listen and not going to interrupt me. She's just going to listen.' 

W'Tiat makes Karen such a good listener is that she is an open-minded, patient person. 

Karen says, "I think I have a little more patience because it has been a part of my 

personality from the time I was very young." Karen displays her patience to friends like 

Linda and to students. Offering an example of her patience with students. Karen talks 

about her "patience with passes." She says. "I've given the same pep talk to everyone. 

The first week you have me. I'm not marking you late. I'm not asking for a pass, but then 

when you come back in again, you need to bring a pass. If you don't, then you have the 

consequences." By doing this, Karen states that she is displaying patience while students 

learn their new schedule at the beginning of the year. 

Although Karen considers patience an attribute she possesses, she knows that her 

patience wears throughout the day. Referring to this. Karen says: 

I'm not probably as patient as I am in the morning. Even though the class is good. 

I may get a tad snappy. Like the other day, I found the class being very good at 

everything, and I complimented them thoroughly. Then suddenly, I found myself 

going, 'We really need to get all these books in.' And I said, 'Now wait a minute 
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Karen, you don't need to say that. They're getting the books in." Once in awhile. 

the paperwork, the record keeping, and the responsibilities kind of get to me. 

At these times, Karen says, "I can be very dogmatic. Now that can be a negative side of 

my personality." Yet overall, Karen says, "I think that I do have a very good, 

professional, and caring presence, and I'm really happy about that." 

Karen believes it is important to be enthusiastic and to have a positive attitude. 

Karen states. "Another thing I feel is very important is to be upbeat and positive. And I 

work on that really hard." She still has passion and enthusiasm for teaching, and she 

displays this for students. According to Karen, it is important for teachers to possess such 

passion and enthusiasm. She says, "You've got to have that passion and that enthusiasm. 

The kids are going to see it, and they're going to pick up on it." Karen feels as though her 

students see this enthusiasm in her. She states, "i think my students see me as being 

enthusiastic about reading and writing." 

According to Karen, her enthusiasm for reading and writing might lead students to 

be more motivated readers and writers. Karen says, "i cannot give motivation, and I let 

the students know that, but I can model motivation. I model motivation by making 

students aware that I am a reader, and I am a writer." Karen's enthusiasm for reading is 

evident in the way she reads stories aloud to students. Karen changes her accent, the tone 

of her voice, and she gestures while reading aloud. For example, Karen states, "I am 
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doing I Am Livina Cumming by Susan Lowell, and when I read the part of Bridget, I try 

to have an Irish brogue. Kids will look-up and look at me. like how can she do that." 

Since Karen loves reading and writing, her students can expect her to "do things 

like that." At the beginning of the year. Karen gave students a list of other things that 

they can expect from her. The list states; 

1) You will see me share my love of reading and books. 

2) You will find that I explain and model relevant segments of the reading and 

writing processes. 

3) You will find that I m willing to share my own interpretations and impressions 

of books. 

4) You will notice that I read many books of young adult fiction. 

5) You will be guided along by me in your efforts to complete all reader response 

projects. 

6) You will be provided with understandings to further enhance your ease and 

pleasure in appreciating literature. 

By establishing these expectations for herself and sharing them with her students. Karen 

hopes to provide some consistency. Karen says, "1 really like to provide as much 

consistency as I can." She attempts to maintain consistency by enforcing the rules she has 

established for her classroom. Karen's classroom rules include: 1) Show respect for all 

people and materials; 2) Please raise your hand when you wish to participate; 3) When 
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someone speaks. let's be courteous, active listeners; 4) Act in ways that promote physical 

safety and a quiet learning environment; 5) Treat others as you wish to be treated; 6) Do 

your best and take pride in your work. These classroom rules help Karen keep her 

classroom organized in a way that is reflective of her personal tastes and style. 

Another aspect of Karen's style is that she is extremely organized. She writes in-

depth plans and types out packets of information explaining what is required for 

assignments. She says, 

I think that when you're organized, when you're knowledgeable, when you're 

willing to listen, and when you're willing to leam from the students, they will say. 

"OK, she's reliable. She's dependable. She understands me so I can share.' Then 

when they do share, they are going to go more into depth in the journal entry, with 

the shrine explanation, with the collage writing selection. 

Karen's desire for in-depth responses to literature reflects her style and in particular, her 

enthusiasm for reading and writing. The journal, the shrine, and the collage are the 

activities Karen assigns to foster that enthusiasm among learners. The following section 

elaborates upon these and the methods that Karen uses. 

Karen's Method 

As reader response activities such as shrines, collages, and joumals suggest. 

Karen's method for teaching reading is holistic and involves a lot of reading and 

responding to literature. Such a method is compatible with her style. Karen says, "1 am 
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not 100% whole language, but I'm very far from traditional. If traditional were on the 

right and whole language were on the left, I lean very heavily toward whole language." 

With her lean towards whole language, Karen places reading and writing at the heart of 

her teaching. Thus, one could characterize her method as a reading workshop that is 

student-centered and literature-centered. 

As mentioned previously, this approach is compatible with Karen's personal style. 

She loves to read and to write and such an approach works well for a highly organized 

teacher like Karen. Thus. Karen always has the day's agenda written on the board for 

students. Referring to this, she says. "I have that agenda on the overhead as the kids 

come in so that they can see what's going on." From day to day. the agenda in Karen's 

classroom follows a similar structure. As Karen says: "1 like to have a lot of structure so 

that each of my lessons has a general pattern. For example, I typically have a read aloud. 

Then, the read aloud is followed by discussion, sketch-to-stretch, or writing in a journal." 

After the kids do one of these follow-up activities to the read aloud. Karen does a mini 

lesson. Through her mini lessons. Karen tries "to let kids in on the secrets." She says. 

"There are certain strategies that good readers use. and I like to let my students know. 

Karen does mini lessons on reading strategies like "rereading, predicting, sampling, and 

looking for confirmation of your predictions." She also tells students about different 

authors, and she talks about how to select a book. Referring to this, Karen states: 

If I am going to talk about selecting a book. I have these seven methods that I 

use. I have a sheet, and I pass it out. I talk about it, and I give examples with the 
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book that I am reading. Then I have books of choice up front. I also feel it's my 

obligation to read most of those books, and I do. Then I give book talks, and I 

write what I call book blurbs critiquing the books, and I present those. 

In the book talks, Karen tells students about die books and shares her thoughts on them. 

For example, Karen says, "I will talk about eight books, but I will hold up this one and 

say, "This is my absolute favorite this time. I really love this book." Students use this 

information to select the books they are going to read during reading workshop. 

Following the mini lesson is readers" workshop time. Describing this time during 

the class period, Karen says, "Either the students are reading a book of choice, or students 

are working on diary entries, poems, sketch-to-stretches, or storybooks." For example, 

students might make a shrine of the book they read. As Karen tells students, a shrine is a 

"stage set...honoring a character, event, idea, or place described in your book of choice." 

In addition to having students respond to the literature that they have read by 

making shrines or other reader response projects like mind maps or collages. Karen has 

students work in groups. Referring to some sample directions that she might give the 

groups, Karen says: "I say, T'm putting you in your groups. Each of you has a paper 

with three questions on it. I want you to approach one of these questions and get into 

your discussion.' Then, at the end, I might have them fill-out a little sheet critiquing who 

said and did what." Besides serving as a cite for discussion, the groups are also a place 

for students to work together on their reader response projects. 
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Karen allows students to work on these projects in groups so that they may benefit 

from one another's knowledge and produce the best project possible. Karen also helps 

students do their best work by letting them know the criteria upon which they will be 

graded. According to Karen, "I do a task analysis. Also, I do criterion evaluation and 

grading." In writing and verbally, Karen informs students of what she needs to see in a 

complete assignment. She says, "I'm going to show them the analysis: what to do, whafs 

expected, what kind of a grade, how much their grade is worth of the total grade. It's all 

laid out for them." For example, regarding their mind maps. Karen told students, "I need 

to see on your mind map: a main idea, some examples, some symbols with your ideas, 

the title, the author, your name, that it is colorful, that it follows the rules of mind 

mapping, that it is all capitals, that it is printing, [and] that there are no more than three 

words on a line." 

Once the assignments are complete, Karen uses rubrics to assess them. Karen 

describes her rubrics as "real simple ones." For example, she says, after reading Plague 

Year with her students, she asked students to "role play how the characters would react." 

She gave the following situation to groups of five students: "The five of you are flying in 

a plane over a very thickly vegetated forest. The pilot has a heart attack, and the plane 

crashes in the middle of nowhere. You have six items of survival with you (your choice). 

What should you do and how should you survive?" The students are to develop and 

present a script based upon this scenario. The assignment is worth one quarter of their 

grade for the second term. The following rubric assesses students' performance. An "A" 
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role play has to be "creative." The roles are to be consistent with the characters in Plague 

Year. The narrative of the role play has to be two pages long, and the role play itself has 

to be well-acted and last between three and five minutes. A "B" role play has to show 

"some creativity." The roles are to "generally fit" the characters fi-om the book. The 

narrative has to be between one and one half and two pages long, and the role play has to 

be "handled well" and last between three and five minutes. A "C" role play has "limited 

creativity." The roles have a "limited connection and little resemblance to the 

characters." The narrative is about a page long and is weak in content, and the role play 

lasts less than three minutes. Referring to this. Karen says. "That's my rubric. I keep it 

simple." By keeping rubrics simple and by clearly outlining the criteria of evaluation. 

Karen shows "kids a way to accomplish something." 

Karen provides her students with "ways to accomplish something" because she 

wants them to succeed. Her methods of instruction which involve reading and 

responding to literature in the form of collages, shrines, and journals are the means by 

which Karen fosters students' engagement with literature. These methods and how she 

uses them describe the context for examining her manner of teaching. 

Karen's Manner as Expressed in Moral Virtue 

Karen's method and style are expressive of her conduct as teacher. These are 

visible dimensions of her practice. However, using the framework described in chapter 

three and Karen's interpretation of how she expressed particular moral virtues, I was able 



186 

to attend to Karen's expression of moral virtues. The following is a description of how 

Karen expresses moral virtue in practice. 

Friendliness is a moral virtue in Karen's teaching. Like Crystal and Tami, Karen 

expresses friendliness through some of the characteristics in her personal style. Recall 

Karen's compassion and responsiveness to friends and family. Karen displays these 

attributes to students as well. As she displays them, she expresses the virtue of 

friendliness. Describing her compassion and responsiveness, Karen says: 

For example, one of my students, Melanie, is living with an aimt and uncle, and 

she does not get enough attention. She's very attached to me, and I try to take a 

lot of time to talk with her. I am compassionate, and I am responding to her needs 

to discuss all the literature she reads and to have adult bonding with female role 

models. She has needs, and I try to respond to those needs. I'm nice, 

responsive, and compassionate. 

In addition to this compassion being reflective of her virtue. Karen's open-mindedness is 

as well. Karen says, "I think that open-mindedness is a really important characteristic to 

share with them, for them to share with each other, to share with me. to have an 

opportunity to practice, and to see exhibited by other people in the room." For Karen, 

open-mindedness is important because it is a prerequisite for learning. As she says: 

I think open minded has to be tops because if you're not open minded, learning 

cannot occur. At least that's what I believe and based on what I've learned as a 

learner, I think that has to be the case. That's number one. The next thing that's 
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really important is respect. If you do not respect the situation, the people, the 

materials, I don't think learning can occur because your spirit has to be in it. 

Someone will do something really good, and I'll say, "That's the spirit." That 

means something to me. Those two are the prerequisites. So. let's say 

respectfial and open minded are the learning prerequisites for teacher to leam from 

student, for student to leam from teacher. 

By being open-minded and respectful of students. Karen expresses the virtue of 

friendliness. According to Karen, she expresses friendliness through open mindedness 

and respect by "allowing a variety of interpretations." For example, consider the 

following discussion of the book, Reading to Matthew. After reading the book. Karen 

asks, "Does anyone have any comments, reflections, or observations? Nick?'' 

Nick says, "I think the book should go on more." 

Karen responds, "What would you like to have happen?" 

Nick replies, "To have Matthew wake-up and read to John." 

Karen responds. "Wow. That's interesting. Thank you. Vicky, did you want to 

add something?'' 

Vicky says, "Yeah, that's probably how he got back consciousness." 

Karen says, "Explain more for us." 

Vicky explained, "From the reading, since it probably brought back memories." 

Karen responds, "Excellent. It's amazing the power that reading has for everyone. 

Aaron?" 
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Aaron says, "I like the suspense." 

Karen asked, "You want suspense in a story?" 

Aaron replied, "Yeah." 

Karen responded, "Ok fine. If you like that genre of book. I'm glad everyone 

enjoyed this. ... We're going to move on." 

Throughout this discussion, Karen is open-minded and respectftil with regard to 

students' responses to the book. Karen shows students that she "respects them as 

learners." Respect is important to Karen. She says, 'it all starts with respect, and that's 

what I tell them. If we respect each other and we respect the materials in the room and 

we respect what we're studying, then we're going to have a lot better class." 

Showing students respect is the way Karen expresses friendliness. Such 

friendliness shows students that she cares for them. As Karen says. "It is really important 

to care for individual kids. You're there to help them." Helping them is how Karen 

shows students affection. According to Karen, students recognize affection when it is 

shown to them. She states, "The kids perceive me as someone who cares about them 

because I take time to listen, and even when I'm upset with them, I'll try to approach 

them in a nurturing way. I have a nurturing manner." Through nurturing, Karen displays 

friendliness. 

Recognizing that Karen is friendly and nurturing, a student approached her rather 

than his English teacher for help while completing an assignment for English class. 

During homebase, Karen was setting-up to teach French in the English teacher's 
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classroom when Curt asked Karen to help him with an assignment he was completing for 

the other teacher. Karen gave him the help for which he asked, and the student went on 

to complete the assignment on his own. When he finished, he had a big smile on his face. 

With pride, he showed Karen the finished product. She congratulated him. and he tumed-

in the assignment to the English teacher. 

As Karen says, she ".. .tries to let them know that 1 care.'" That caring is an 

expression of fiiendliness. This can include "...making sure that you do what's right as a 

student." For example, Karen approached a student who was having trouble completing 

his reader response project so that she could help him make sure he did what is right. 

According to Karen. "Johnny's quite a talker." His talking was a problem because he was 

not getting his reader response project done. To solve this problem, Karen moved Johnny 

away from the other students. Before moving Johimy, Karen said, "i'm going to put your 

desk right up here by me. We're going to be buddies." Further. Karen says that the 

student was fine with this move "...because he likes to buddy-up with his teachers." To 

reinforce his positive attitude. Karen said to him. "Isn't this great sitting up here by me? 

Look at all you're getting done." 

Karen makes sure students like Johnny do what is right because she cares for 

them. She also shows that she cares for students by listening and responding to students 

who participate in class. Karen says, "I listen to them, and I feel that I need to give a 

comment back to them. They've taken a risk to speak in the class. So they need some 

personal attention." 
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In giving students personal attention and listening to them. Karen displays the 

virtue of friendliness and the virtue of honor. Karen honors students by showing them 

consideration. Recall Karen's effort to know students. Karen says. "I've been working 

on names. 1 am determined I am going to learn everybody's name." To Karen, learning 

everyone's name is a way to honor students and create a positive atmosphere in the 

classroom. 

Karen's efforts to honor students and create a positive atmosphere was also 

evident when students performed the dialogues they had written in French class. Karen 

asked for volunteers to do their dialogue. Two girls volunteered. Karen thanked them for 

taking a risk and going first. She asked them from where in the room they wanted to 

speak. They chose to stay in their seats. Karen asked tlie other students to listen 

carefully, and she told them that she would want to know what they thought. The girls 

read their French dialogue. After they finished, Karen asked the other students in the 

class what they learned and what they liked about the girls" dialogue. No one responded 

so Karen told the class what she liked about the girls' dialogue. Karen was polite and 

encouraging with the girls. She thanked the girls and told them that they did "excellent." 

Being positive and giving students positive feedback is how Karen expresses 

honor. Karen says, "Another thing that 1 think is really important for students is positive 

feedback, and I kind of carry that into the extreme. When I'm trying to get students to 

cooperate with me, one of my procedures is to compliment all the people that are doing 

the right thing." For example. Karen asked people to please open a review book for the 



191 

Stanford Nine to page nine. As she looked around, seven people had done it. Karen said 

their names and stated, "Thank you very much for your help." Soon after, nearly 

everybody was open to page nine and Karen said, "As I look around the room and I'm 

monitoring your behavior, ninety-nine percent of you are on-task." Offering a reason why 

she makes comments like this. Karen says. "I try to compliment kids on everything they 

do correctly. I try to see that positive feedback is given appropriately and accurately." 

For example, Karen gives the thumbs up to kids who give correct responses in French, 

and she compliments students after their participation by saying "good job." 

Another way Karen compliments students and honors them is by displaying their 

work. Karen says, "Fm honoring the students by displaying their work. I'm honoring 

quality work." For example, students" "Reading Is..." posters and their totems are hung 

on the wall. 

In these ways. Karen honors students. She also honors them by expressing the 

virtue of mildness. Recall her stating that she responds to students with whom she is 

angry in a nurturing way. As Karen suggests, she is even tempered and polite. She rarely 

raises her voice to students. Offering an example, Karen describes an incident that 

occurred between her and a student who is often a behavioral problem in class. Karen 

told the student to "please move." 

The student responded, "T don't want to." However, he complied and got-up and 

moved. 

After he moved, Karen said, "Thank you very much for your cooperation." 
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Although Karen was polite to the student, she was upset with him. Referring to her 

anger, Karen stated, "It didn't come out." 

Offering another example of when she responded mildly to students. Karen says: 

"Students question dismissal time. Rather than getting annoyed. I said. "It takes time to 

get used to the schedule." And I just calmly pointed to the schedule, and they said. "Oh."" 

In addition to being mild, Karen is generous. She has given her life to teaching. 

"That's my life. It may be because I don't have children, but through the nineteen years 

of my teaching. I feel like I've helped many children. I feel like it is my way to touch the 

ftiture." In addition to expressing generosity on this kind of grand scale. Karen is 

generous in little ways as well. For example, when the students are working on their 

"Reading Is...'" posters, she tells the students. "If you need to borrow the transparency 

with these messages about reading, feel free to come up and get it." When a student 

accidentally tears her poster. Karen fixes it and says, "Here Melanie. I taped the poster on 

the back." As Karen notes, small incidents like these show students that "I'm kind, [and] 

I share. I give of my time and talents." 

Karen expresses these attributes to colleagues as well. It is commonplace for 

Karen to bake carob brownies or muffins and to bring them in to share with other 

teachers. She also shares books and articles that she has read. For example, upon reading 

an article from Education Week (1997) entitled "The 'Who' of Teaching" by James M. 

Baimer, Jr. and Harold C. Cannon, she found that it is related to manner, and she shared 

the article with me. Similarly, Karen told me about an essay in Maya Angelou's book. 
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Even The Stars Look Lonesome (1997). In the essay entitled "Those Who Really Know 

Teach." Angelou writes . .one has to have a calling to become a teacher. And above all 

one needs a bounty of courage. The calling informs the teacher that her knowledge is 

needed in uncharted areas, and the courage makes the teacher dare the journey." 

Having taught for nineteen years, Karen believes she possesses this kind of 

courage. Although she regards herself as a courageous teacher, courage is a moral virtue 

about which Karen rarely speaks. However, referring to her courage, she says, "I 

generally think I have a lot of that." As an example, Karen offers an incident in which 

some students got into a verbal disagreement during class. During the course of the 

disagreement, one boy spit on another. According to Karen. dealt with that really well. 

1 didn't back down from the issue. I let them know that 1 wasn't going to tolerate any of 

that in here." Karen sent the boy who spit to see the assistant principal, and she dealt 

with the victim. The victim was in tears. Karen sat down with him and his friend and 

talked about what happened. Referring to this, Karen says. "I talked to both boys to get a 

general picture of what's going on between those other two boys and them. I was very 

sympathetic towards the student who was the victim." After class ended and the boys 

went on their way, Karen said: "1 felt 1 handled that well. I am very tired so it was hard 

for me to decide how 1 wanted to handle it. All I wanted to do was sit in the chair and 

say, "Wow, could you kids work this out somehow?' 1 was just so tired, but 1 handled it 

really well." Karen felt as though she handled the situation well because she had the 
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courage to deal with the situation despite the fact that she was tired and did not want to 

get involved in the boys' problems. 

On another occasion, Karen says she responded with a similar kind of courage. 

She states: 

I had an episode in French class where a boy cut himself. I do not know how. but 

he was bleeding profusely. I used good judgment, and 1 did not try to be 

Florence Nightingale because 1 had no gloves or pads. 1 said. "Go right down to 

the nurse." Meanwhile the same student had taken the blood and started to do the 

first letter of his name. It was in his French folder. People were getting really 

freaked out. I had to calm them down and assure them that it was ok. I thought I 

was extremely brave because in the face of episodes like that. I still have the gusto 

and gumption to rise to those occasions and not get frazzled, not scream, or lose 

my temper. I feel that's excellent. 

Excellent behavior like the kind Karen displayed in the above mentioned situations are 

exemplary of her courage. 

Karen's courage as a teacher has, perhaps, been more evident in her actions 

outside the classroom. The working conditions at Southwestern have not always been the 

best. Karen and the other Title 1 reading teachers came to the school with the institution 

of the new reading program. For the first two years, Karen spent much of her time 

working with teachers in their classrooms. Referring to that, Karen says: 
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I was mandated to be there but not allowed to help. I was supposed to team teach 

with teachers. I like team teaching, but in most cases, it was not a team teaching 

experience. The teachers wanted to be left at peace with their thirty students. I 

was smiling on the outside and crying on the inside. So, I would go into those 

classrooms, help my reading students when I had the opportunity, and then do my 

own work because you can't force someone to team teach. 

Some teachers did not know how to make use of Karen's talents, and they did not see a 

purpose for her. Thus, when it came time to renew Karen's contract after her first year of 

employment, some of the faculty were opposed. According to Karen. "People made false 

accusations against my work ethic which is an extremely well ingrained work ethic, [and] 

1 fought back." Karen fought for her position and for tenure. In the end, she prevailed, 

but going up against other teachers like this took a lot of courage. It has also taken 

courage to continue working with people who have not highly valued her work. 

Karen has shown courage, but the experience has made her less courageous in 

other ways. For example, Karen is extra cautious and thorough when she plans. She 

says, "i do plan very thoroughly." She makes packets outlining projects for students. 

Karen is also cautious in her literature selections so as not to choose something to which 

parents or other faculty members might object. 

As noted, Karen carefully outlines how to complete assigrunents, and she lets 

students know what the criteria of evaluation will be. Part of the reason Karen gives for 
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providing students with the criteria of evaluation is that "It's really important. I think that 

reveals justice. To me, that's fairness. You want people to succeed, so give them the 

tools to be successful. Let them know ahead of time what it is that they need to do so that 

they can reach their goals.'" Giving students this information is being just, and students 

perceive it as being fair. As one of Karen's students said to her. "You're pretty nice 

about your grading." 

Part of the reason why Karen's grading is perceived as fair is that she has 

constructed grading rubrics based upon the criteria of evaluation that she has provided to 

students. Referring to this, she states. "Even though we have differing abilities and 

different environments, we can create justice by doing things like criteria of evaluation 

and showing models of student work to give everyone the same opportunities to succeed. 

That's what 1 want, the equal opportunity." For Karen, justice is equal opportunity. 

However, such a concept of justice may not be Aristotelian because equal is not always 

fair. 

According to Karen, this is how she and teachers like her express the virtue of 

justice. Speaking about justice in the school setting, Karen says. "I feel the school is a 

place where justice should be central." Karen sees justice at work in the way she 

organizes her classroom. She says: 

I think that if you are consistent and you're fair students like that. It's like a 

security blanket. Students come in and know where 1 am coming from. I'm 

going to get out that old agenda. I'm going to read aloud. We're going to discuss 
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or maybe draw or maybe write in our journal. Sometimes we'll have a mini 

lesson. We'll have time to read our books. We'll have time to work on our 

projects. If they need more time. I'm a flexible person. I'll probably honor 

reasonable requests. I'm easy going within acceptable limits. They can feel that 

I'm another human being, and I understand. I'm not some ogre up there. I feel 

like in dealing with the students I'm humane and fair and just. 

One of the ways Karen displays justice is by considering students backgrounds and needs 

when determining the proper course for instructing them. She says: 

If really low kids are capable of reading Read it to Believe It books. I hand those 

out and encourage those. They like those, and that's good. Or I'll have them go 

to my collection, locate three picture books, read them, and then pick one to write 

a journal summary on. That's fair. That's giving everyone an opportunity to 

learn through reading. 

An example of how Karen gives all students the opportunity to learn through reading was 

when the class had finished a cycle of books and were doing "Talking Circles." Drawing 

upon Mary Pipher's (1997) description of Native Americans" talking circles. Karen came-

up with literature talking circles "in order to allow students even more choice in their 

reading." Students selected books of their choice that they were interested in reading and 

that were at their own particular level of difficulty. In the first half of the lesson, the 

students wrote journal entries telling "what happened," "how they felt about it," "•Cvhat 

they leamed about life and people," and "whether they would recommend it." 
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A student asked Karen. "Can 1 write in Spanish?" 

Karen responded, 'if that would be easier for you, I can consult the ESL teacher to 

read it for me." Then Karen told the student to tell another ESL student "to write in 

Spanish [and to] tell her I want to know how she liked her book." By allowing students 

so much autonomy in selecting books and doing what is easiest and best for them when 

responding to the questions for the journal, Karen is just. 

In addition to exhibiting justice. Karen expresses the virtue of truthfulness. She 

sees herself displaying truthfulness in five ways. The first is her admittance that she can 

learn things from her students. Referring to this, Karen says, "Students can teach me 

things." The second way Karen exhibits truthfulness is that she "tells them about the 

negative." By this, she means that she warns students when she thinks that she is going to 

have them do something that they will not like or that they may find difficult. The third 

way in which Karen sees herself as exhibiting truthfulness is by explaining to students 

how they leam. She offers an example. Karen says. "I tell the kids about the fight/flight 

response at the back of the brain. When you're comfortable that doesn't get triggered. If 

that doesn't get triggered, you'll take a risk. Then you'll leam more, and then you'll take 

another risk. I tell them that it's a cycle." The fourth thing that Karen says is that she's 

honest about is her fallibilities. For example: she "...told the kids, i have 300 students, 

so please be patient with me.'" With so many students, it is hard for her to remember all 

of their names. The final evidence of Karen's truthfulness is the frankness wdth which 

she speaks about the context in which she works. For example, she says, "If they want to 
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get this school to be interdisciplinary and move us to the next level in reading and 

writing, they've got to put money where the district's mouth is. We will need more 

materials, more persormel, and me inservice for some current personnel. How are we 

going to do it otherwise?" 

Identifying these aspects of Karen" truthfijlness relies heavily on Karen's 

interpretation of her own truthfiilness. The same is true when analyzing her expressions 

of magnificence and magnanimity. As noted in Crystal and Tamils case studies, these 

virtues related to greatness are difficult to observe. Thus, Karen helped to interpret her 

own acts of magnificence and magnanimit>'. Karen suggests that she acts magnificently 

when she models excellence for students. According to Karen: it is ".. .the idea that the 

teacher models what she wants from the students. 1 want good marmers from the 

students. 1 model that. I want them to be positive with each other, 1 model that." 

Offering a specific example of her magnificence, Karen states: "1 thought that I did a 

magnificent job with my read aloud because 1 had good intonation, good annunciation. I 

was enthusiastic. 1 changed voices. I gestured. 1 acted it out, and I showed them the 

illustrations. I thought I did as much as 1 could to make the read aioud come alive." In 

this sense what Karen did was magnificent. She did an excellent job on the read aloud 

and demonstrated for students what it means to do a task well. In recognizing her 

greatness, Karen expresses the virtue of magnanimity. She expresses pride in a job well 

done. Karen was also magnanimous when reflecting upon her experiences during her 

fight for tenure. She said. "I am a professional, and I will never let anyone say that Tm 
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not." As this quote suggests. Karen is dignified, and she has a sense of self respect. She 

further expresses that when watching herself on video. Referring to what she sees, she 

states: 

I feel good that I seem very pleasant, polite, easy going, humanistic, [and] 

nurturing. I also feel good about the fact that Pm very specific. I'm very 

articulate. I make a lot of educational references. 1 am impressed that after 

nineteen years of working hard, I know a lot of stuff. I have a very good presence 

and a very professional and caring presence, and I'm really happy about that. 

Karen is happy because she has pride in herself In addition to being proud of who she is 

as a teacher. Karen has pride in her chosen profession. Referring to teachers, she states: 

We try to teach students to be loving, caring, humane, responsible individuals. 

Not only are we fiilly aware of what we are doing. We're well educated 

professionals. We're caring, feeling human beings trying to nurture other human 

beings in what I think of as the right way to be so we can ensure a future for our 

whole country, for the whole world. 

By expressing such pride in her teaching and the teaching profession. Karen is 

magnanimous. 

Another virtue that is not readily apparent in her practice is her wit. Karen rarely 

jokes with students. She feels that by and large, her sense of humor is "too mature'" for 

students. However, Karen recognizes humor and points it out to students. For example. 
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Karen selected a witty dialogue from a French book to read with her students. When 

introducing the dialogue, she said. "This is humorous." 

Although Karen points to the humor in the dialogue, she is rarely humorous 

herself. On a rare occasion, she will joke with students. However, as she gets to know 

students better. Karen feels more comfortable about joking with them because she and the 

students have a common reference point that provides the context for humor. For 

example, one day when a student was slow to begin working on a task. Karen teased a 

student that "this wasn't brain surgery." At times like this when Karen jokes with 

students, she is also acting friendly towards them. Thus, she expresses both, die virtue of 

wit and the virtue of fiiendliness, at once. 

Temperance, the final moral virtue, is also expressed in the company of other 

virtues and because that is the case, it is another virtue not easily identified in Karen's 

practice. Upon identifying Karen' expression of temperance, one can see that she. like 

Tami and Crystal, expresses temperance when displaying other virtues. That is. her 

expression of these virtues are under the control of reason. According to Karen, she 

displays them in "moderation." Recall that Karen feels that her sense of humor is "too 

mature" for middle school students. Thus, she jokes with them in moderation. As her wit 

is tempered by her perceptions of students, so is how she honors them. Karen honors 

students whose work merits it, and recall that she honors students' feelings by asking 

them whether it would be ok if she complimented them. Each of these actions are 

exemplary of temperance because of the way she limits her expression of honor. 
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Similarly, her actions are tempered when she displays the virtue of mildness. As Karen 

says, "When Fm in a situation where Fm getting angry. I try to keep it together." By 

"keeping it together," Karen exhibits how mildness and friendliness are expressed as 

temperance. Karen's expression of mildness and friendliness are tempered by what she 

regards as the proper way for teachers to act towards students. Her actions are under the 

control of reason. That the faculty of reason is what encourages Karen temper her 

actions. 

Conclusion 

This chapter examines aspects of Karen's conduct in an effort to see what might 

reliably and significantly be said about her manner. It explores the ways in which 

Karen's manner can be observed, discussed, and described as the expression of moral 

virtue. As in Crystal's and Tami's case studies, aspects of style and method are used as 

heuristic devices for the observation of manner, and virtue is used as an analytic device to 

describe manner. 

Karen expresses each of the moral virtues in her practice. For example, Karen 

displays friendliness when she is caring, compassionate, nurturing, respectful, and 

responsive toward students. She also exhibits fnendliness in her open-minded acceptance 

of others. Similarly, Karen expresses mildness. She does not raise her voice to students. 

She expresses honor by having good manners, being polite, and listening to students. 

Karen's courage is exemplified in the way she deals with difficult situations head-on and 



203 

the way she has withstood times of difficulty in her teaching. She is magnanimous in that 

she stresses the importance of believing in yourself and having pride in your work and 

your profession. In addition, Karen is truthful about her fallibilities and when she 

responds to students. This requires a sense of justice. Karen's sense of justice 

emphasizes equal opportunity because that is fair. In addition to displaying her sense of 

fairness, Karen's actions also express her generosity. She shares resources and gives of 

her time and talents to students. These expressions of virtue exemplify her marmer. 
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Chapter Seven 

Cross-case Analysis 

The case studies of the three teachers were constructed to make their manner 

visible. This was done by exploring aspects of their style, method, and manner. Having 

described these aspects of the teachers" pedagogies through descriptions of their own and 

my interpretations of their practice, this chapter takes these interpretations to another 

level of analysis. Its purpose is to look across all three case studies to gain a deeper 

understanding of the complexities of discussing, observing, and describing the expression 

of moral virtue in teaching. 

Although this chapter focuses on manner as the expression of moral virtue, 

elements of style and method are not ignored. The first section of the chapter deals with 

moving from looking at and talking about method and style to looking at and talking 

about manner. From there, the discussion turns to the expression of moral virtue in 

practice. To illustrate the complexity of discussing, observing, and describing maimer in 

teaching, several dimensions of how moral virtue is expressed are explored. These 

dimensions include 1) how the teachers similarly and particularly express virtue, 2) how 

the teachers' expressions of virtue are Aristotelian, 3) how virtue is observed and 

interpreted in the teachers' practice, and 4) how virtues are simultaneously expressed in 

the teachers' practice. In this order, how the teachers express virtue in each of these ways 
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will be discussed. After these discussions, the chapter concludes with a brief discussion 

of what these dimensions illustrate about how manner in teaching may and may not be 

discussed, observed, or described. 

From Method To Style To Marmer 

The primary purposes of this study are to explore how manner in teaching can be 

made visible and how it is expressed as moral virtue. This was done by using st}ie and 

method as heuristics for observing and distinguishing manner from them, the more 

apparent and more frequently studied aspects of conduct. 

The methods that Tami, Crystal, and Karen use are fairly similar. They could be 

categorized as a reading workshop approach that draws heavily upon the theory of reader 

response. For example, all three teachers begin most class periods with a read aloud. 

Frequently, they read young adult fiction, but occasionally they will read picture books, 

short stories, or other genres. Sometimes all three teachers read the same book to their 

students, and at other times, they do not. When they plan together, they talk about the 

books that they are going to read, but the selection is left to each teacher's discretion. For 

example, at the beginning of the year, Karen and Crystal chose to read aloud picture 

books that have literacy as a theme; whereas, Tami decided to begin with the adolescent 

novel. 

Following a short discussion or activity pertaining to the read aloud, each teacher 

conducts that day's lesson or activity. Often, all three teachers do the same lesson or 
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reader response activity. As Tami notes, "We'll ail try to give them a really good book 

and just let them do projects.'" However, students have some choice in the books they 

read. According to Karen, there are "eight books in a cycle." "If possible." Crystal says, 

"the books are around a theme. I introduce the books, have book talks, and let them 

read." After they are finished reading, the students do book projects. For example, all 

three teachers have their students make collages, mind maps, and sketch-to-stretches. 

The teachers utilize these methods of responding to literature because they have found 

them to be techniques of demonstrated value. 

Although all the teachers find value in doing lessons on the same topic or the 

same activities, they each go about them in their own way. The individuality with which 

the teachers teach the same topic reflects their style. This may be illustrated with a 

example of a prepackaged unit on sexual harassment. All three teachers watched the 

video that accompanied the unit with their students (although one day in Tami's 

classroom, the discussion was so fervent around the topic that the class decided to forego 

watching the second half of the video). All three used the activities that came with the 

unit. However, what each teacher did beyond that was reflective of that teacher's style. 

For instance, consider Tami's decision to let the class decide not to watch the video in 

favor of continuing the discussion. In actions exemplifying her style, Tami shared the 

story of a family fnend who had been accused of sexual harassment, and she engaged the 

students in a discussion that diverted them from watching the entire video. As is 

compatible with their styles, Karen was so thorough in doing the activities that 
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accompanied the unit, she did not have time to engage in a discussion, and Crystal used 

the time to have the students write and act out roles plays of incidents of sexual 

harassment. 

How the teachers adjust lessons to suit their needs reflects their different personal 

tastes and thus, their individual style. So does how they present the criteria of evaluation 

for assignments. For example, Karen is so organized that she often types handouts for 

students describing the activity and outlining the criteria for evaluation. On the other 

hand, as Crystal says, "I'm not near as structured as Karen. I'll list it on the board." In 

part this is due to Crystal's concern for the environment and her belief that handouts 

"waste too much paper." Having a similar take on the criteria of evaluation. Tami states: 

"i give them criteria. It isn't as elaborate as Karen's. I have it on the overhead." 

As these examples illustrate, although aspects of the teachers" style can be 

anaKtically separated from their methods, they cannot be empirically separated. 

Furthermore, as the upcoming examples will show, aspects of the teachers" style that 

relate to their personalities cannot be separated from what they do and how they do it. 

When the teachers do activities with their students, they express elements of their 

personality that exemplify their style. For example, all three teachers are compassionate. 

Tami is also considerate, nurturing, and she likes to tease. Karen is nurturing as well. 

She is also upbeat and patient. Patience is one Crystal's personal characteristics. She is 

also optimistic and outgoing. Crystal displays her characteristics as she interacts with 
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students, just as Tami and Karen exhibit their characteristics in their interactions with 

students. 

hi contrast to these, there are elements of their personal style that the teachers tr>' 

to contain in the classroom. For example, all three teachers are what Tami refers to as 

"pretty stable." However, each of them have a tendency to be moody or impatient when 

they are tired or upset. Crystal says, "By the end of the day, I'm really fried some days. 

...I kind of get in a bad mood where I'm short with kids." Similarly, Karen states, "i'm 

not probably as patient as I am in the morning," and Tami points out: "1 get really 

impatient. ... If there's a day that something's wrong, the kids pick it up right away." 

This impatience that results in a short temper is something that each of the teachers tr\- to 

control. Tami says: 

One of the things that I am in my personal life that Tm not here is moody. ... I'm 

much more even-tempered here than 1 am at home because at home there is a lot 

of fluctuation, but part of that has to do with if I yell at home, they know that I 

still care about them. If I yell at these guys, it's, it could be the ruin of their day. 

Likewise, Crystal says, "I don't yell," and Karen notes, "I don't yell at students. Studies 

show that is abusive to students." 

The teachers' control over these aspects of their style reflect their virtue. In this 

case, it is the virtue of mildness, but they also control the level of wit in the classroom. 

Recall that Karen believes her sense of humor is too mature for middle school students 

and that when something funny occurred in class, Crystal told students, "You need to 
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listen. I know it's funny but you will get over it." Similarly, referring to wit. Tami says. 

"It has to be controlled in the classroom because... it takes away from the seriousness of 

the issues." Such comments illustrate their understanding that the virtuous state lies at 

the mean. 

Reflecting their understanding that the best state often lies at the mean, the 

teachers constrain those aspects of their style that may not be exemplary of a good teacher 

or conducive to an environment for learning. In these situations, they illustrate ".. .the 

exemplary sort of judgment characteristic of the person of practical wisdom" (Sherman. 

1997, p. 161) In other words, they express virtue. 

The teachers' methods or styles are much more readily observable than their 

manner. For example, one can see that the teachers read a lot of literature and do a lot of 

book projects with their students. One can also see that the teachers are compassionate, 

considerate, nurturing, humorous, or moody. However, until these characteristics of 

method and style are explored, it is difficult to discern whether their actions or traits are 

virtuous, that is reflecting excellence in teaching. It is only upon identifying those aspects 

of pedagogy that the teachers' manner is visible. 

The Similaritv and Particularity of the Teachers' Expressions of Virtue 

In this study, looking at manner means looking at teachers' expressions of virtue. 

Manner is being stipulatively defined as teachers" expression of moral virtue. With that 

definition in mind, this section looks at how the teachers express the list of virtues that 
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have been identified by Aristotle. Seeing virtue in teachers" practice is not easily done. 

As will be discussed later, this is especially true of the more "ancient" virtues. Thus. 

steps were taken in this study to facilitate that examination. Particularly, the construction 

of the framework described in chapter three aided in this endeavor. The framework 

facilitated the process of looking at manner as conduct exemplary of virtue. Constructed 

from both Aristotle's description of the virtues and the research on teaching to explore the 

expression of virtue in teachers' practice, the framework enables an observer to analyze 

teachers' actions in terms of virtue. Working on the assumption that a person possesses 

virtue, one needs only to look for the expression of it. Thus, in each of the case studies, 

the ways in which the teachers expressed all of the virtues were described. 

When looking at how the teachers express each of the virtues, it appears as though 

there is a general similarity that runs through the way in which they express them. To a 

degree this similarity is a result of the framework that was used to examine the teachers" 

expression of virtue. However, despite these parameters for exploring manner in teaching 

as the expression of virtue, there appears to be a particularity to the way in which each 

teacher expresses a virtue. Recall that Aristotle's conception of the virtues was chosen 

due to its suitability to the particular nature of teaching. The particularity with which 

each teacher expresses each virtue is likely due to the influence of their personal style and 

the slight differences in their contexts. The following discussion deals with the ways the 

teachers' expressions of certain virtues are both similar and particular. Throughout the 
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discussion, note that the similarities in expressions of virtue are overarching while the 

particularities are more subtle and often confined to differences in how each teacher acts. 

Friendliness is one of the virtues that the teachers express in a similar manner and 

also in ways suited to their particular styles. For example, Tami. Crystal, and Karen all 

express their friendliness through interest in the welfare of others. Yet, the way in which 

they express their interest is different depending upon each teacher's personal style. For 

example, Karen is compassionate, nurturing, and responsive. Recall the personal 

attention she gives Melanie by talking with her outside of class. In addition, consider 

how she responds to students in class. She is open-minded towards their contributions, 

"allowing for a variety of interpretations." Similarly, when expressing friendliness. 

Crystal is accepting, diplomatic, and respectful toward students. This is particularly 

evident in how she discusses her relationship with Jeff, a student who can be a behavior 

problem. Crystal says that other faculty will say. ""You've got Jeff? Poor you."" Yet, 

due to her expressions of friendliness towards him. Crystal has little trouble with him. 

Referring to Jeff, Crystal states; "He's a bright, gifted kid. I don't mind him. I really 

don't. You have to remind him a few times, but he's a bright kid. He wants that 

connection. He stays after every day and talks to me." Expressing her fnendliness. 

Crystal takes that time after class to talk to him. The way Tami talks with students is 

exemplary of her expressions of fnendliness as well. In dealing with students, she is 

compassionate and accepting during discussions. Recall the discussion on personal 

identity where a student and I disagreed about our conceptions of what constitutes a 
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person's identity. Tami mediated that discussion and each person's contributions to it in 

a way that exhibits her desire to be considerate and fair. In this way, Tami expresses 

friendliness in her own particular way (just as the examples of Crystal's and Karen's 

expressions are particular to them), but like Crystal and Karen, her friendliness was 

expressed in the way she cares for and respects students. 

Honor is expressed by all the teachers in similar and particular ways as well. The 

teachers honor those students who merit it. They commend students who have done work 

well. Work that has been well done is also honored by being displayed on the classroom 

walls. Yet. beyond this, the ways the teachers honor students is somewhat particular. For 

example, Karen honors students by giving them the "thumbs-up" and complimenting 

them on their participation. Crystal honors students by appreciating their backgrounds, 

qualities, and talents. For example, consider these comments she makes regarding a 

student named Maria. Crystal says: 

Maria is just the shyest girl in some respects, but she is used to performing on 

stage because she's a dancer. .. .She does all these different body contortions with 

no problem. .. .She sucks in her throat and gets this great big cavern in her throat. 

She does these weird things with her hands. She's a character in her own way. 

As sweet and innocent as she is, she's a character. 

By appreciating each of these aspects of who Maria is. Crystal honors her. Similarly, 

Tami honors students by taking an interest in their culture. She talks to them about 

fashion, their favorite music, and their groups of friends. One day, she asked students 
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how they identify themselves. "Don't you think that's a big one. the music you like and 

dislike? Don't you guys identify yourself by the music you like and dislike? 

A student responded. ''No." 

Tami followed-up by asking, "'Ok, what're the groups here?" 

A student said, "Skaters." 

Then Tami said, "Help me with this. Aren't skaters identified by the music they 

listen to?" 

A student responded. "No by the clothes they wear." 

After that. Tami asked: "Ok. don't you and your friends listen to the same kind of 

music? Do you have a best friend who listens to country, and you listen to rock? Does 

that ever happen?" 

A student replied, "No." 

Following that "no," Tami continued to ask students about "what makes us who we are." 

Throughout the course of this conversation, she honored them for who they are by trying 

to learn more about their identities. This is Tami's particular way of honoring her 

students, but it and her other expressions of honor are similar in tone to how Crystal and 

Karen honor their students. 

The teachers express mildness in similar and in particular ways as well. They do 

not raise their voices. Crystal and Karen are polite, and Tami is "very gentle." However, 

beyond this general calmness that is consistent across all three teachers, there are 

particular ways in which each teacher expresses her mildness. For example, Karen places 
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and emphasis on manners. Referring to this. Karen states: "i want good maimers from 

the students. I model that. I want them to be positive with each other, I model that." 

Thus, she commonly says "'please" and "thank you." and she commends them by telling 

them when something they have done is "excellent." Crystal is similarly polite, she often 

says "please" when requesting an action from students. However, unlike Karen, she 

expresses her mildness by referring to students as "iadies and gentlemen." Like Karen 

and Crystal. Tami commonly says "please," but at the heart of her mildness is the way in 

which she "explains things so nicely." 

These kinds of similar but particular expressions of virtue are evident in the 

teachers' expressions of wit. All the teachers express their wit by having fun and joking 

with students. Yet. the ways in which they do that is particular to them. As Aristotle 

suggests and as was noted earlier in the chapter, the teachers" expressions of wit are 

aspects of their character. That is why there is a range in the amount and in the way the 

teachers joke with their students. Karen seldom jokes with her students. When she does, 

she is acknowledging the humor in a situation. For example. Karen selected a witty 

dialogue from a French book to read with her students. When introducing the dialogue, 

she said, "This is humorous." On the other hand. Crystal jokes and has fun with students 

more frequently. Like Karen, rather than make a joke, she is more likely to recognize the 

humor in a situation. Recall when she said. "I know it's flmny. but youTl get over it." 

Unlike Karen or Crystal. Tami often teases and laughs with her students. Rather than 

being in the position of recognizing humor, she is often the one making the jokes and 
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bringing humor to the situation. As she says: "I love to joke and tease and play with 

them." 

In addition to the similar and particular ways in which the teachers express their 

wit, there are similar and particular ways in which they express courage. Their 

expressions of courage are all similar to Sockett's (1993) description of the relationship 

between courage and teaching. They all express courage by making judgments in 

troubled circumstances about the worth of what is to be done and how to accomplish it. 

For example, they all take a literature-based approach despite pressures from others to use 

a more skills-based approach to teach reading. More specifically. Crystal and Tami 

display courage in their practice. Crystal's courage shows in her selection of "The 

Assassin" and her decision not to "bleep-out" the language that was used. Similarly, 

Tami displays courage by taking risks and having the discussions she does with students. 

As she says, "When you're up there, you're thrown all these curves. They're human 

beings, and they have different ideas. You can't predict and that's what's hard." In 

entering into such unpredictable discussions with students. Tami shows courage. Karen 

shows her courage in the way in which she maintains a positive attitude after all that she 

has been through as a teacher. There have been many instances, including a fight for 

tenure, in which she has had to display courage, and as Karen says, through each of these, 

she "keeps smiling." 

All of the teachers similarly and particularly express the virtue of truthfulness. A 

teacher who is truthful is honest. Honesty is important to teaching because a teacher's 
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attitude toward the truth is a part of a teacher's character and professional integrity 

(Sockett, 1993). Each of the teachers express integrity. However, their e.xpressions are 

particular to their personal identities. For example. Karen shows integrity by providing 

students with honest feedback. Crystal shows it when she honestly warns students of the 

harsh language in the short story, "The Assassin" by Victor Villasenor. Tami shows it in 

her frankness throughout an honest discussion with students about homosexuality. 

Through these acts of honest integrity, all of the teachers express the virtue of truthfulness 

in similar and particular ways. They are similarly honest, but their honesty applies to the 

particular circumstances that occur in their classrooms. 

Another virtue the teachers similarly and particularly express is generosity. As 

people who have given their lives to teaching, Karen, Crystal, and Tami are similarly 

generous. They all express their generosity in the time and degree of feedback they give 

to their students. They are also generous in the way in which they share books and 

materials with students and colleagues. On the other hand, there are limits each of them 

place on their generosity. Their limits exemplify how each of them particularly express 

generosity. For example. Crystal's generosity may be limited by the attitude she holds 

about her role as a teacher. Crystal separates much of who she is from her work. 

Reflecting upon this separation. Crystal states that "as bad as this sounds, it's a job." 

Thinking of teaching as a job results in Crystal being less generous than she might be 

otherwise. Tami is less generous than she might otherwise be due to her commitment to 

her family. According to Tami, "It's really my family situation pulling me out of here." 
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That being the case, Tami gives herself to her teaching and her students between the 

hours of eight and four. After four o'clock, her attention turns toward home. On the 

other hand because Karen does not have children of her own, she feels that she is able to 

be more generous with regards to her teaching. She says, "That's my life. It may be 

because I don't have children." Thus, she is more able than Crystal and Tami to place her 

attention towards her teaching. 

As the teachers' expressions of generosity vary in ways and to degrees, so do their 

expressions of magnanimity. Magnanimity is the way in which each teacher expresses 

pride, dignity, and self-respect in what she does. Yet. one must be careful that 

expressions of pride, dignity, and self-respect be in moderation and lie at the mean. Too 

much pride is exemplary of conceit or hubris, and too little, suggest that the virtue of 

magnanimity may be lacking. For example. Crystal does not mention being 

magnanimous. Rather than magnanimity, her comments reflect her struggles at work. 

She says, "I'm doing as well as can be expected considering the lousy schedule and our 

lack of respect or validation amongst some members of the faculty." As this statement 

suggests. Crystal could be more proud of her work and more magnanimous if she were 

teaching under better circumstances. Although suffering from similar frustrations, Tami 

is slightly more magnanimous. She states, "I feel like that I have something to teach that 

is important to them." Even more magnanimously, Karen says: "I am a professional, and 

I will never let anyone say that I'm not." She feels as though she is a good teacher, and 

she expresses pride, self-respect, and dignity in what she does. All of which are not so 
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explicitly expressed by Tami and Crystal. Thus, the teachers express particular degrees 

of magnanimity. 

The teachers all express their magnificence in similar and particular ways as well. 

All three teachers create situations in which students can achieve excellence. They are 

magnificent in that they show students how they can complete assignments excellently. 

The teachers create models of projects like the mind maps, sketch to stretches, or personal 

totems, and they provide students with criteria of evaluation. Each of these exemplars for 

how to complete work helps students achieve excellence. Often these exemplars are 

particular to each teacher. Due to the nature of the personal totems, the models the 

teachers presented were highly individual, but the way the teachers presented the 

guidelines for achieving excellence were also individual. Recall each teacher's 

comments about how she presents criteria of evaluation to her students. Karen often 

makes packets to hand out. Crystal writes the criteria on the board, and Tami puts it on 

an overhead. Thus, the individuality with which the teachers help students achieve 

excellence is how they particularly display the virtue of magnificence. 

The effort the teachers make to provide the students with the information that they 

need to do well is an example of how the teachers express justice similarly. The 

particular ways in which that information is presented is exemplary of how teachers 

express justice particularly. What is also particular is the way the teachers perceive 

justice in their classrooms. According to Karen, her criteria of evaluation exemplifies 

justice in the classroom. She states: "The school is .. .a place where justice should be 
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central. So even though we have differing abilities from those different environments, we 

can by doing things like criteria of evaluation and showing models of student work give 

everyone the same opportunities to succeed. And that's what I want, the equal 

opportunity." Contrasting this is the way Crystal views the role of justice in the 

classroom. She says: "I'm trying not to judge someone differently. 1 wouldn't want to 

think of that as justice. Justice would be more situations of right and wrong. Where kids 

are doing something that really shouldn't do and playing it out." Like Crystal, Tami sees 

issues of classroom management as relating to justice. She says, "i see my discipline as 

affecting the fairness." However, what also comes to Tami's mind with regard to justice 

is whether she is being "fair." Tami sees treating all the students the same as "not fair." 

She states; "I can't treat all students equally; they're not equals. And so I think I adjust 

my expectations according to their ability." In this way. her conceptions of justice are 

similar to Karen's. Thus, as justice pervades classroom life, there are ways in which the 

teachers' expressions of it are similar and particular. 

All the teachers' expressions of temperance are similar and particular. Often, 

their expressions of temperance occur when they express other virtues. For example, 

when they express mildness, they are controlling their temper. Maintaining such 

mildness is an expression of temperance. As the discussion has already noted, each 

teacher's expression of mildness is somewhat particular. Similarly, when the teachers 

control the level of wit in their classroom or when they honor only those who merit it. the 
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teachers actions are tempered. At the same time, their expressions of these virtues are 

particular to the individual. 

This discussion has focused on how the teachers have expressed each of the 

virtues in similar and particular ways. Hopefully, from looking at the ways in which the 

teachers express virtue what is meant by marmer as the expression of virtue is better 

understood. Part of this understanding involves the similarity and the particularity in the 

teachers' expressions of virtue. As noted, it is likely that the similarity is because of the 

parameters placed upon observing how the teachers express particular virtues and the 

particularity is due to the individual teacher's style. Thus, the teachers' styles appear to 

be highly indicative of their marmer. 

The Relationship Between Aristotelian Virtue and the Teachers' Expression of Virtue 

As the previous section illustrates, this study aims to discuss, observe, and 

describe the expression of virtue in teaching. Upon looking at how the teachers express 

the virtues, what is noteworthy is that there appears to be varying degrees to which the 

teachers' expressions of the virtues adhere to an Aristotelian conception. First, there is a 

group of virtues (i.e., wit, mildness, honor, and magnificence) about which the literature 

on teaching has not attended, and thus, the teachers' expressions of them appear to 

closely reflect Aristotle's conception of them. Second, there is a group of virtues (i.e.. 

temperance, generosity, and magnanimity) that have not been dealt with in the literature 

on teaching and for which the Aristotelian conceptions do not appear as suitable for 



221 

looking at teaching. Thus, the way those virtues were reconceptualized when the 

framework was constructed influenced how they appeared in practice. Third, there is a 

group of virtues (i.e., friendliness, courage, truthfulness, and justice) whose expression 

closely relates to the Aristotelian conception and that have been described as virtues of 

teaching. What follows is a discussion of the Aristotelian nature and the expression of 

these groups of virtues. 

Recall that the first group of virtues have not been explored in the literature on 

teaching. Therefore, in the case of this group, the Aristotelian conception was adhered to 

quite closely, thereby making the teachers' expression of them very reflective of 

Aristotelian virtue. For example, consider the teachers' expressions of wit, honor, 

mildness, and magnificence. 

According to the Aristotelian definition, wit is joking in a tasteful way, and jokes 

are expressions of character. The character of a witty person is exhibited by tact. Tact is 

saying and listening to the sort of things that are suitable for a person of honorable and 

liberal character because there are certain things that it is appropriate for such a person to 

say and allow to be said in fun. Although not necessarily compatible with contemporary 

definitions of wit, this conception of wit was used to examine the teachers' wit. The 

teachers' expressions of wit appear when the teachers joke and have fiin with students. 

For example, it is out of character for Karen to be witty in the classroom. She jokes 

sparingly with students because she feels that her sense of humor is "too mature" for 

them. In other words, Karen may not appear to be a witty teacher because she has the tact 
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students. Crystal expresses the same sort of tact with regard to wit in the classroom. 

Recall from her case study that she reminded students not to let a furmy situation get out 

of control. She said, "i know it's funny but you will get over it." On the other hand, 

teasing students is a part of Tami's character. Tami frequently teases students, but like 

Crystal and Karen she maintains a level of control over wit in the classroom. Referring to 

these aspects of her wit, she says: "As much as I love to joke and tease and play with 

them, 1 can't. If 1 do that, I lose it. I'll lose the class." Thus, Tami exerts a degree of tact 

when expressing her wit in the classroom. In this sense and in the sense that hers. 

Crystal's, and Karen's wit reflect their character, the ways they express wit is 

Aristotelian. 

In addition to wit, the teachers" expression of honor is Aristotelian. According to 

Irwin's glossary in Nicomachean Ethics, "Honor suggests primarily the attitude of esteem 

and admiration" (p. 409). The teachers express esteem and admiration for students by 

showing them consideration. They honor students by learning all of their names, getting 

to know them, and appreciating their backgrounds, qualities, and talents. They also honor 

students by commending them for work well done. Karen. Crystal, and Tami positively 

reinforce students by saying "thank you" or telling them that something they have done is 

"excellent" or by giving students detailed feedback. Recall the way in which Karen 

complimented and thanked the girls who were first to do their dialogue in French class, or 

how Crystal specifically told a student that she thought he had done well on his "Reading 
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day she was late to class. Think about how all the teachers honor the students by 

displaying their work. These expressions of honor are Aristotelian because as Maclntyre 

(1984) suggests, "We honor others... in virtue for something that they are or have done to 

merit the honor" (p. 116). Essentially, the teachers express honor by honoring students 

who merit it. 

Another virtue that the teachers express in an Aristotelian manner is mildness. 

According to Aristotle, mildness is a virtue concerned with social life. A person who is 

mild, in the Aristotelian sense, has a good temper and is not led by passion. She is angry 

with the right people, at the right things, in the right way, and for the right length 

(Aristotle, trans. 1985, 1126a31). This kind of mildness can be seen in the teachers 

interactions with students. They do not raise their voices. As Crystal and Karen state, 

they "don't yell." and as Tami says, she is "mild mannered." Therefore. Karen did not 

yell the day she was frustrated with sixty sixth grade students for whom she was a 

substitute. Crystal did not yell at the boys who teased another, and Tami was "mild 

mannered" with students who were being disruptive and crumpling paper during read 

aloud. 

The teachers also express the Aristotelian virtue of magnificence. According to 

Aristotle, magnificence is a virtue concerned with external goods. The teachers help the 

students achieve what is good. Karen, Crystal, and Tami are magnificent in that they 

create situations where students can achieve excellence. The teachers consider how they 
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can achieve the best results by creating models of projects like the mind maps, sketch-to-

stretches. or personal totems and by providing students with criteria of evaluation. 

Aristotelian magnificence in teaching is exemplified in the modeling of excellence a 

teacher does for her students. 

Unlike the expressions of wit, honor, mildness, and magnificence; the second 

group of virtues (temperance, generosity, and magnanimity) do not as closely relate to the 

Aristotelian conception of them. The Aristotelian conception is not completely suited to 

an application to teaching because these virtues have to do with bodily pleasures such as 

taste or external goods such as wealth, neither of which are particularly pertinent to 

teaching. However, in the case of each of these virtues, their meanings were expanded 

and redefined to incorporate dispositions that pertain to teaching. 

For example, according to Aristotle, temperance is concerned with enjoying 

bodily pleasures, and in particular, it is concerned with the pleasures of touch and taste. 

The temperate person has a mean state according to these bodily pleasures and likes 

bodily pleasures as correct reason describe. Having the mean state according to bodily 

pleasures is not something the teachers convey in their practice. Thus, when looking at 

temperance in teaching, emphasis was placed upon how the teachers use correct reason. 

Yet, as will be discussed in the next section of the chapter, it is difficult to ascertain the 

degree to which the teachers exercise correct reason in their practice. Such 

determinations require high degrees of interpretation and an observer must rely on 

teachers to aid in that interpretation. For instance, on more than one occasion. Crystal 
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identified her interactions with Chuck, particularly how she mildly dealt with his 

outbursts, as temperate. Similarly, Karen calmly dealt with Terri's disruptions in French 

class by moving her to the back of the classroom and having her write a plan for 

improving her behavior. As Karen says. "I'm getting angry, but I'm like trying to keep it 

together." Likewise. Tami keeps it together with a group of eighth grade students during 

reading class. Even though the students are excited about their impending promotion. 

Tami notes: "'There seems to be no bouncing off the walls. It seems to be pretty even 

flowing." By being temperate. Tami maintains a temperate environment in the 

classroom. In other words, she, Karen, and Crystal express temperance by reasoning 

correctly and remaining calm. 

The teachers' expressions of the virtue of generosity are no more Aristotelian than 

that of temperance. In the Aristotelian sense, generosity is concerned with external goods 

and wealth. According to Aristotle, "We call wealth anything whose worth is measured 

by money" (trans. 1985, 1119b26). As all those familiar with teaching know, money is 

not integral to teaching. Thus, generosity in teaching is looked at in terms of whether the 

teachers give of other aspects of themselves. It is also looked at in terms of whether the 

teachers are liberal and give for the sake of what is noble and what is right. The liberal 

person gives to the right people, the right amounts, and at the right time because virtue 

consists more in doing good than in receiving it and more in doing fine actions than 

refiraining firom disgraceful ones (Aristotle, 1925). Thus, although not in a completely 

Aristotelian manner, the teachers express generosity. In a global sense, their generosity 
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has to do with dedicating their lives to engaging in a moral endeavor such as teaching. 

On a more daily basis, their generosity has to do with things such as giving time or 

feedback to students. 

Like generosity, magnanimity is a virtue concerned with external goods and 

greataess. As Tami points out, seeing how magnanimity, in this sense, relates to teaching 

is a difficult task. She questions, "I had a problem with magnanimity because I didn't 

understand it." Lack of understanding of magnanimity as a contemporary virtue made it 

difficult to judge the applicability that .^stotelian magnanimity has to teaching. It is also 

difficult to ascertain the degree to which the teachers are magnanimous because it is not a 

readily observable virtue. Understanding the degree to which a teacher is magnanimous 

requires talking to the teacher and as the next section of the chapter will discuss, such 

determinations require high degrees of interpretation. However, as Tami and the 

following quote from Crystal suggests, the teachers often did not know how to interpret 

magnanimity. Crystal states, ""rm not really clear. 1 didn't even touch it." Thus, it was 

not a virtue readily seen in the teachers* practice. 

Contrary to the group of virtues just discussed, the next group has much more 

applicability to teaching. Examining the third group of virtues [fi-iendliness (caring), 

bravery (courage), truthfulness (honesty), and justice (fairness)] was not done completely 

according to an Aristotelian conception. They were looked at in light of the way Sockett 

(1993) describes them as virtues of teaching. Although Sockett does not note them all as 

Aristotelian, his interpretations are fairly consistent with Aristotle's. This allows for an 
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interpretation of the teachers' expressions of moral virtues that is fairly consistent with 

the Aristotelian conception of virtue. 

For instance, by being nurturing, responsive, compassionate, or considerate 

toward students the teachers express friendliness toward students. Such interactions 

between teachers and students are exemplary of Aristotelian friendship in the sense that 

the relationship extends beyond the contemporary understanding of friendship as a 

relation between friends and family. Due to the nature of its applicability, friendliness 

between teacher and student may be characteristic of what Noddings (1984) describes as 

caring. The teachers are the "one-caring" in that they take primary responsibility for their 

relationships with students. In this sense, the students are "cared-for" by Tami. Crystal, 

and Karen. Crystal cares for who her students are as people. Recall, the interest she 

showed in the student from India. Similarly, as she showed with Melanie. Karen talks 

with students and gives them personal attention. Tami shows interest in students as well. 

Like in the discussion about identity, she listens carefijlly to what they say. Through 

these and incidents like these, the teachers express their friendliness by showing students 

caring and respect. Sockett (1993) notes that this kind of caring is a virtue because the 

teachers are showing concern and care for the framework within which children have to 

grow-up. As Sockett (1993) writes, "What a teacher cares for is embodied in his or her 

practice" (p. 79). When these teachers express the virtue of friendliness, care for students 

is what is embodied in their practice. They seek relationships with students and show 

respect for them. 
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Another virtue that is reflective of the teachers" character is bravery. In the 

Aristotelian sense, bravery is the having of courage or the moral strength to do the right 

thing (J. Barnes, 1995). Sockett suggests that courage in teaching can be defined as 

exhibiting practical reasoning in circumstances of difficulty, turbulence, or trouble. The 

courageous teacher makes a judgment in troubled circumstances about the worth of what 

is to be done. She also carefully reflects upon how to accomplish it. Courage demands 

this kind of practical reasoning in pursuit of long-term commitments that are morally 

desirable (Sockett, 1993). Each of the teachers express this kind of courage by teaching 

reading using a literature-based approach despite some pressure to have more of a skills 

orientation. In addition, having withstood nineteen years of teaching and a recent fight 

for tenure, Karen displays courage. Tami expresses such courage when she engages 

students in discussion, and Crystal exemplifies this kind of courage when she takes risks 

with some of her literature selections. 

In doing each of these. Crystal. Tami, and Karen are not only expressing courage. 

They are expressing the Aristotelian virtue of truthfiilness because they are calling a thing 

by its own name. The truthful person is straightforward in what he says and what he 

does. A teacher who is truthful is honest. Honesty is important to teaching because a 

teacher's attitude toward the truth is a part of a teacher's character and professional 

integrity. Karen showed such integrity in her fight for tenure. Crystal showed it in her 

selection of the short story "The Assassin" by Victor Villasenor, and Tami showed it in 

her discussion with students about homosexuality. Honesty and deceit are inherent in 
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teaching because virtually everything a teacher says or does could be measured in terms 

of its relation to the truth. Without an enriched view of honesty as a professional virtue, 

and a sophisticated understanding of the many ways in which deceit can undermine the 

educational enterprise, a teacher cannot address issues of ways of seeking for the truth 

(Sockett, 1993). 

Justice is a form of equality or fairness. A person who is just ensures that 

everybody gets a fair share (J. Barnes, 1995). This could be likened to Karen's 

conception of "equal opportunity." In the Aristotelian sense, justice is virtue "toward 

others" and is especially concerned with the public good. It consists of treating equals 

equally and unequals unequally in proportion to their relative differences. For example, 

the teachers are just when they adjust their instruction according to students' differences. 

Crystal's and Karen's letting ESL students read and write in Spanish exemplifies this. So 

does Tami's response to students' misbehavior. A teacher who is just is fair. According 

to Sockett, fairness is central to teaching. 

In this section, the expression of each of these groups of virtues has been 

examined in terms of the degree to which their expressions are Aristotelian. As this 

discussion illustrates, remaining completely faithful to Aristotle is not possible when 

looking at some of the virtues expressions in teaching. However, by stretching Aristotle's 

conceptions of the virtues and in some cases, combining them wdth the literature about 

teaching, a broader notion of what constitutes moral excellences in teaching may been 

gained. 
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Observing and Interpreting Virtue 

The degree to which the teachers' expressions of virtue are Aristotelian, similar, 

or particular are not the only ways to contemplate how virtues are expressed in the 

teachers' practice. Some virtues are more visible than others. Thus, when making a 

determination about whether a teacher expresses a virtue, varying degrees of 

interpretation are required. This section discusses which virtues were more directly 

observable in the teachers' practice and which required higher degrees of inference. 

Some virtues are observable, and thus, more visible when looking for them in 

practice. The moral virtues whose expression are most apparent are fnendliness, wit, 

bravery, honor, mildness, and magnificence. Each of these virtues can be observed in the 

teachers" actions, and thus, require the least amount of interpretation. For example, an 

observer can see the teachers express friendliness towards students when they are 

respectful, responsive, and compassionate. Similarly, the way Tami teases students can 

be seen, and so can Crystal's courage when selecting literature. That all of the teachers 

are mild and do not yell is also observable. So is how they honor students by displaying 

their work. Finally, as they display models of what is good and acceptable work and 

behavior the teachers express magnificence in an observable manner. 

Other virtues are not so visible. Thus, "seeing" them in teachers' practices 

requires high degrees of interpretation. In particular, the moral virtues of magnanimity 

and temperance fall into this category. For example, the expression of magnanimity is 
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highly interpretive because it is not readily apparent in practice. According to Aristotle. 

"The magnanimous person, then, seems to be the one who thinks himself worthy of great 

things and is really worthy of them" (trans. 1985, 1123b2). An observer cannot see what 

a teacher thinks of herself so looking at magnanimity requires talking to teachers. 

Whether a teacher is identified as expressing the virtue of magnanimity is influenced by 

the degree to which that teacher perceives herself as being magnanimous. For example. 

Crystal did not recognize herself as magnanimous. Similarly, Tami said, "I don't really 

see magnanimity with me." However, in a statement about her role as a teacher. Tami 

exemplified her magnanimity. She said. "I feel like that 1 have something to teach that is 

important to them." As this magnanimous statement suggests, Tami has a sense of self-

respect and pride with regard to her role as a teacher and the contribution she can make to 

students' lives. Karen has a similar sense of herself as a teacher. Recall her 

magnanimous statement: 

1 feel good that I seem very pleasant, polite, easy going, humanistic, [and] 

nurturing. I also feel good about the fact that Fm very specific. I'm very 

articulate. I make a lot of educational references. 1 am impressed that after 

nineteen years of working hard, 1 know a lot of stuff. I have a very good presence 

and a very professional and caring presence, and I'm really happy about that. 

These good feelings about her teaching are not easily observable. Neither are Tami's 

self-respect and pride. Thus, magnanimity is a nearly invisible virtue. 



232 

Like magnanimity, the expression of temperance is not readily seen in the 

teachers' practices. Identifying it requires high degrees of interpretation. In part, what 

makes it so interpretive is that it is what Aristotle calls a virtue concerned with feelings 

(Aristotle, trans. 1985. I107a33). Feelings are not easily observable. For example, 

referring to how she expresses temperance, Karen says, "I think sometimes I have to be in 

a situation where I'm getting angry, but I'm like trying to keep it together, and then that 

might show up, but it didn't show up on the video."' Therefore, seeing the teachers' 

expressions of temperance requires some input from them. The examples of temperance 

that the teachers offer are those in which their expressions are hidden behind the 

expression of other virtues. For example. Crystal says she expresses temperance when 

"relating to Chuck" and "dealing with his comments, questions, and outbreaks." In her 

interactions with Chuck. Crystal sees herself as temperate and mild. Referring to her 

expressions of temperance and mildness, she states. "They're very close in some respects 

to me." Similarly, of her expressions of temperance. Tami states. "I just kind of grouped 

that with mildness." Temperance is not easily observed in practice due to the fact that its 

expression appears to be in conjunction with the expression of other virtues. 

Also relatively invisible and requiring high degrees of interpretation is the 

expression of the moral virtue of truthfulness. As Hugh Sockett (1993) suggests, honesty 

and deceit are inherent in teaching because virtually everything a teacher says or does 

could be measured in terms of its relation to the truth. The difficulty in measuring a 

teacher's truthfulness is knowing whether that teacher is telling the truth or not. Often, 



the truth is not obvious or observable. It would not be apparent to an observer whether a 

teacher is telling the truth unless the observer knows her well. Thus, an observer must 

rely on a teacher to admit that she has not or would not tell the truth in certain situations. 

For example, when Tami was upset about a group of students' behavior during class it 

was not obvious to observers because she remained very mild. Upon watching a clip of 

herself on tape, she said, "I was pissed off at that point. I was irritated, but it came out 

very gentle." According to Tami. she should have been more honest with students about 

her feelings. She states: 

It doesn't come across as harsh as I guess it should. ... I'm not showing how I 

feel. But the flip side is if you show a lot of anger to this grade level or if you 

show a lot of emotion, they sense that as weakness. They sense that as "gotcha." 

So, I don't want to be screaming at them or anything, but by the same token that 

just looked very gentle. I know I was not happy at that point. I was getting 

irritated. 

Tami was getting irritated, but she was not honest about her feelings with her students. 

As she suggests, she did not want them to know that they were getting to her out of fear 

that it could result in future behavior problems. However, if she had not explained her 

lack of honesty, it would not have been obvious that she was being dishonest. 

Behavioral problems relate to the way in which the expression of justice may be 

interpreted. As Crystal says: "I'm trying not to judge someone differently. I wouldn't 

want to think of that as justice. Justice would be more situations of right and wrong. 
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Where kids are doing something that really shouldn't do and playing it out." However, 

the .Aristotelian conception of justice pervades more aspects of the classroom than just 

classroom management. Yet, justice is not readily observable. The presence of justice is 

difficult to observe. Often, its absence makes its presence more apparent. 

On the occasions in which Crystal and Karen accommodate Spanish speaking 

ESL students by allowing them to read and write in Spanish, their expression of justice is 

most apparent. However, the situation with mainstreamed students is a little bit different. 

As Crystal states: 

We get them all. He reads picture books. He looks at picture books. He can 

write some. He can read some, but the chapter books that I tried to get him to 

read were beyond him. I learned real quick that I'm not going to waste a whole 

lot of time breaking my back. .. .1 have other kids. .. .1 just basically let those kids 

go by the wayside. ... Why break my neck [and] break my back trying to reach all 

of them? If they make it somehow great, but if not, [when] they're in here, 

they'll just float. I'd rather draw less attention to them than more and make them 

feel more uncomfortable because they're not on-task. 

For example. Crystal deals with Chuck this way. According to Crystal, she is very 

temperate when dealing with Chuck's "comments, questions and outbreaks." She says, "1 

just deal with his question as subtly as possible. I tried to deal with them but without 

trying to call attention to them." Similarly, Tami does not call attention to a 

mainstreamed student in her class. Referring to her situation with this student, she states: 
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She's special ed. She's mildly mentally retarded. This is callous but part of me 

says those kids are getting special attention. They're going to a class where 

they're getting groups of five. I'm not going to teach to them. I'm not going to 

stress it. It's the kids that are middle level and up that need me. .. .And. if 

someone chooses not to be verbal, that's not a negative thing, you know, that's not 

a negative thing. It's just as a good because they're listening. You know, as long 

as they're listening, and not at all paying attention to what's going on. Listening 

to me, is a great skill. 

What makes interpreting justice a complex task in this situation as in the one in Crystal's 

room, is that the teachers are faced with a moral dilemma and must make a decision about 

what course of action is the most just. Do they attend to the special education students at 

the expense of regular education students, or do they attend to regular education students 

at the expense of special education students? Either way. the teacher's course of action 

may be less than just and interpreted as such. Often, teachers must choose the best course 

of action from less than the best options. The end result being that they are judged unjust. 

In other words, they are observed to be lacking in virtue. 

Due to issues like these, making observations of virtue is a complex task. Some 

virtues are more readily observable than others. It also shows that for some virtues 

discerning whether and in what ways they are expressed requires higher degrees of 

interpretation. 
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Simultaneity and Conflict in the Expression of Virtue 

The previous section of the chapter explored the varying degrees the virtues 

require interpretation and the one prior to that examined the Aristotelian nature of the 

expression of the virtues. When looking at how the teachers" expression of virtue are 

visible, it becomes obvious that the teachers often express more than one virtue at a time. 

In other words, there is a simultaneity with which certain virtues are expressed. At other 

times, the expression of particular virtues appear to be in conflict. The following 

discussion describes the ways more than one virtue is expressed at a time and the ways 

the expression of virtue may be in conflict. 

Three virtues that are often expressed simultaneously are friendliness, honor, and 

mildness. In the Aristotelian sense, the expression of fnendliness goes beyond 

contemporary boundary lines, boundary lines that exemplify the teachers' relationships 

with students. Similar to the expression of other virtues, fnendliness has to do with how 

the teachers interact with their students. Often when expressing friendliness teachers 

interact with students in a respectful manner. They honor their students by being polite. 

Their politeness is also exemplary of the virtue of mildness. For example, recall that 

Tami is "mild mannered," and Crystal and Karen "don't yell." Being mild in this way is 

also honoring students. For example, when Karen told the sixth grade students that she 

doesn't yell, she said, "Studies show that is abusive to students." Karen has too much 

respect for students to treat them in an abusive manner. Thus, she expresses friendliness, 

mildness, and honor towards students. 
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As these three virtues are expressed simultaneously, so are fnendliness and wit. 

When teachers joke and have fun with students, they are being fnendly toward them as 

well as being witty. Often throughout the course of showing their students affection, they 

are witty. This is particularly the case with Tami. As she states. "1 think that friendliness 

and wit go together." She expresses both virtues at once "in my teasing with them and 

my joking with them." 

Justice is the whole of virtue in relation to all other virtues. In this sense, the 

virtue of justice pervades the classroom atmosphere and underlies the expression of other 

virtues, or conversely, the expression of other virtues underlie justice's presence in the 

classroom. Justice is a kind of equality or fairness. On the Aristotelian view, it consists 

of treating equals equally and unequals unequally in proportion to their relative 

differences. For example, the teachers are just when they adjust their instruction 

according to students" differences. Crystal's and Karen's letting ESL students read and 

write in Spanish exemplifies this. As they do this, they are also expressing the virtue of 

honor because they are honoring students' backgrounds. 

Like justice, temperance is expressed in conjunction with other virtues. In 

particular, the expression of temperance accompanies the expression of mildness, wit, and 

honor. Temperance and mildness are expressed simultaneously as the teacher works to 

maintain an even temper. In addition, as each of the teachers control the level of wit in 

the classroom, they also express temperance, and as they honor students who merit it. 

they do so as well. For example. Crystal expresses temperance when she displays the 
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other virtues. Consider the way Crystal honors students. She honors those who merit it. 

It is those students work that she hangs on the wall. In this way. Crystal's expression of 

honor is tempered. Her wit is tempered as well. For example, recall that she told 

students, "I know it's funny but you will get over it." In this way. she tempers the level of 

wit in the classroom. Crystal is also temperate in that she controls her temper and acts 

mildly toward students. For example. Crystal suggests that she expresses the virtue of 

temperance when "relating to Chuck" and "dealing with his comments, questions and 

outbreaks." At the same time, she says she expresses "mildness, in dealing with Chuck's 

behavior." According to Crystal, "Temperance [and] mildness are very close in some 

respects to me." Thus, by expressing other virtues. Crystal expresses the virtue of 

temperance. Expressions of other virtues are exemplary of temperance when they are 

reflective of moderation and doing what is not more than what is right. 

Where these virtues are expressed simultaneously, others appear to be in conflict 

with one another. Teachers often face moral dilemmas that conflict with their expression 

of virtue. There appears to be four reasons why conflicts in the expression of virtue occur. 

The first conflict is that a particular virtue may not be compatible with a teacher's style. 

When the expression of a particular virtue is absent from a teacher's practice, it is 

sometimes due to the fact that a virtue is not compatible with that teacher's style. For 

example, recall that Karen is not witty. The second conflict is that the teacher may not 

express a virtue in favor of achieving a greater good. The teacher believes that a greater 

good lies in an alternative action. For example, a teacher who has done drugs may not 
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tell students that she has done drugs because she does not want parents or students to 

think that she is promoting or condoning drug use. A third conflict that may keep a 

teacher from expressing particular virtues is the teacher's personal demands. The 

teacher's responsibilities to her family may keep her from being as virtuous as she might 

otherwise be. For example. Tami is not as generous as she would like to be. She says: 

When I have them write, or I have them respond. .. .1 want to write back, and 1 

can't because I know at 4 o'clock I have to get home. Bill's got to go to work. 

Dinner has to be on the table. I have to switch gears. .. .There are just so many 

other major distractions that I don't feel like I'm doing the job. That's the woes of 

womanhood today? You're never doing every, anything well. You're doing so 

much, that you're not doing anything well. 

In other words because of personal obligations, a teacher cannot be as generous, or as 

virtuous in other ways as she would like. The final conflict that may keep a teacher from 

expressing virtue are the pressures she feels as a result of the organizational constraints 

placed upon her. These constraints include her schedule, the degree of collegiality in the 

school, the amount of administrative support, and the number of students a teacher has. 

For example. Crystal talks about the difficulty in having a relationship based upon 

friendliness with students. She states: 

That doesn't seem to happen when you've got 300 students. I would like to let 

the kids know that I am compassionate, but in this context of the way teaching 

goes on, with very few kids, does that message come across. 1 think the way I 
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think of myself most is as a caring teacher, and I think that is probably what is 

most frustrating to me is because in this set-up. in this school. I don't think that 

hardly any kids see that. So. that's really frustrating for me. 

It is frustrating for Crystal not to be able to display her virtues in the ways that she would 

like. Although the teachers' attempt to act virtuously, they are forced to choose the best 

course of action from less than the best options. The end result being that they are judged 

lacking in a particular virtue. 

Depending upon the situation, there are times like these when a virtue is in 

conflict with another admirable action. When good ends are in conflict, the teachers must 

make choices. These choices sometimes result in a virtue not being expressed. At other 

times, the situation is one in which more than one virtue is expressed. Two or three 

virtues are expressed simultaneously. The simultaneity and conflict in the teachers" 

expressions of virtue illustrates that the expression of virtue is situational and complex. 

Thus, going back to an earlier point, virtue can be difficult to observe and interpret. 

Conclusion 

The chapter presents the ways virtue is expressed in the teachers' practice. It 

illustrates the way each of their expressions are similar and particular. It also discusses 

what made those expressions Aristotelian. It also lays out the degrees of visibility and the 

level of interpretation required when examining how moral virtues are displayed in 

practice, and it shows that virtues are often expressed simultaneously. These discussions 
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suggest that there are a myriad of ways to analyze mamier in teaching as the expression of 

moral virtue. All these ways of looking at virtue in practice show the complexity of the 

endeavor and the layeredness of the teachers" expression of virtue. 
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Chapter Eight 

Conclusions and Implications 

This purpose of this dissertation is to make the concept of manner explicit. 

Manner, as it is used here, refers to how teachers express moral virtues in practice. The 

study's contribution to the literature on teaching is twofold. First, it draws attention the 

place of moral virtue in teaching. Second, it illustrates how those moral virtues may be 

observed, discussed, and analyzed. This chapter reviews these contributions and 

discusses the implications of the study. It begins by reviewing each of the research 

questions and their related findings. Following this review is a discussion of an integral 

aspect of manner that is missing from this study: the intellectual virtues. Afterward, the 

study's implications for teacher education are presented. From there, the need for further 

research is addressed. Finally, the chapter concludes with a brief discussion of how this 

study contracts with other approaches concerned with teaching as a moral endeavor. 

Manner and Its Application to Teaching 

The first research question is what is meant by the term, manner, and how may it 

be applied to teaching. This question calls for an analytical and an empirical exploration 

of the concept of manner in teaching. To answer this question, manner was stipulatively 

defined as teachers' expression of moral virtue. This concept of maimer was clarified by 

distinguishing it analytically and empirically from other aspects of teachers" conduct. 
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their method and style. From this process, an understanding of what manner is and how it 

applies to teaching was gained. 

As noted, prior to engaging in this particular study a definition of manner was 

stipulated. Based upon Fenstermacher's (1992a) use of the term as referring to 

dispositions and traits of the teacher as she undertakes the tasks of teaching and as being 

clearly revealed when we ponder virtue. I stipulate that in this study, manner is det'med as 

teachers" expression of moral virtue. Yet, despite this definition, there is a degree of 

ambiguity as to what manner in teaching looks like. Particularly, this ambiguity rests in 

how manner may be distinguished from other aspects of teacher conduct such as style and 

method. 

According to Fenstermacher (1997), manner is one of three aspects of a teacher's 

conduct. The other two are method and style. Methods are commonly accepted practices, 

principles of good practice, or procedures or techniques of demonstrated value. Style is 

conduct unique to a person, elements of personal taste, personality variables, and one's 

pedagogical persona. 

As the review of literature in chapter two illustrates, most educational researchers 

focus attention on these two aspects of teachers' conduct. The goal of teacher 

effectiveness research was to use science to search for teacher characteristics and teacher 

methods that constitute effective teaching (Noel, 1991). Studies of teachers' methods 

examined teachers' patterns of behavior, their roles, and their approaches to instruction. 

Specific behavior patterns previously studied include clarity of presentation, enthusiasm. 
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task orientation, and how teachers encourage and probe students (Wallen & Travers. 

1963). The methods that Tami, Crystal, and Karen use are fairly similar. They could be 

categorized as a reading workshop approach (Atwell, 1987) that draws heavily upon the 

±eory of reader response (Rosenblatt, 1938. 1978). For example, all three teachers begin 

most class periods with a read aloud. Following a short discussion or activity pertaining 

to the read aloud, each teacher conducts that day's lesson or activity. Often, all three 

teachers do the same lesson or reader response activity. However, students have some 

choice in the books they read. After they are finished reading, the students do book 

projects. For example, all three teachers have their students make collages, mind maps, 

and sketch-to-stretches. The teachers utilize these methods of responding to literature 

because they have found them to be techniques of demonstrated value. 

While methods are techniques of demonstrated value, style is conduct unique to a 

person, elements of personal taste, and personality variables. Empirical studies of teacher 

characteristics, teacher personality, temperament, and style constructs encompass the 

aspect of pedagogy that Fenstermacher labels "style.'' These studies made a number of 

observations of teacher characteristics. They examined teachers in terms of their 

intelligence, attractiveness, emotional stability, enthusiasm, integrity, self-reliance, 

cooperation, personal magnetism, personal appearance, breadth and intensity of interests, 

considerateness, and leadership (Barr, 1948). Studies of teacher personality included 

examinations of attitudes, values, interests, favored activities, cognitive abilities, 

friendliness, cheerfulness, sympatheticness. resourceftilness, reservedness, and 
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conscientiousness (Getzels & Jackson. 1963; Snow. Como. & Jackson. 1996). 

Temperament studies focused on extroversion, energy, enthusiasm, agreeableness. 

altruism, affection, neuroticism, negativism, and nervousness: and examination of style 

constructs include looking at cognitive styles, learning styles, expressive styles, response 

styles, and defensive styles (Snow. Como, & Jackson. 1996). 

The individuality' with which the teachers engage in similar tasks of teaching 

reflects their style. For example, how the teachers adjust lessons to suit their needs 

exemplifies their different personal tastes and thus, their individual style. So. do their 

selection of books to read to students and their use of class time after the read aloud. For 

example, whether time is spent writing responses to literature, meeting in literature 

circles, or discussing the reading as a whole group is generally a reflection upon a 

teacher's personal style. In other words, when the teachers do activities with their 

students they exhibit elements of their personal taste that exemplify their style. In 

addition, they display elements of their personality. For example, all three teachers are 

compassionate. Tami is also considerate, nurturing, and she likes to tease. Karen is 

nurturing as well. She is also upbeat and patient. Patience is one Crystal's personal 

characteristics. She is also optimistic and outgoing. 

Some researchers have paid attention to the fact that aspects of style are of moral 

importance. According to Hansen (1993b), teachers exhibit style via their personal 

qualities, and those personal qualities are moral because teachers act as models of 
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conduct (Hansen, 1993b). This includes whether teachers are aloof, reserved, warm, 

intimate, kind, cruel, scatterbrained, or methodical (Jackson, Boostrom. & Hansen. 1993). 

Maimer is similar. However, as Richardson (1993) suggests, manner goes beyond 

style. It delves into the stable traits of character of teachers and how they are expressive 

of virtue. Manner becomes more visible upon exploring the more observable aspects of 

conduct, method and style. Following an exploration of these more visible aspects of 

conduct, manner can be observed and described as the expression of moral virtue. The 

following section discusses how manner is made visible so that it can be observed and 

described as the expression of moral virtue. 

The Examination of Manner as Teachers' Expression of Moral Virtue 

The second research question, how can manner in teaching be examined when it is 

defined as teachers' expressions of moral virtue, is an analytical and an empirical 

question as well. It is an inquiry into how maimer may be examined when it is defined as 

teachers' expression of moral virtue. Answering this question involves making some 

judgments about how manner in teaching may be empirically studied. The following is a 

summary of those judgments and an overview of the fi-amework that was used to observe 

and describe manner in teaching as the expression of moral virtue. 

Prior to constructing this fi-amework. judgments about how to ponder virtue in 

teaching were made. Aristotle's work was selected to serve as the framework for 

observing and describing manner in teaching because his work is concemed with human 
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action, with how it is to be explained and understood, and with what acts are to be done 

(Maclntyre, 1984). As such, his moral philosophy applies to the social world and thus to 

teaching. What makes Aristotle's conception of virtue more applicable to teaching than 

other notions of virtue is his particularism. On the Aristotelian view, decisions are not 

under some general principle. People do not need to endorse a universalized maxim, and 

others should not be expected to act as we are acting. Rather, when making decisions, 

one must always focus on the specifics of the case (Sherman. 1997). Thus, according to 

an Aristotelian conception of virtue, one is able to look a teacher's action in context and 

to use that context to describe a teacher's manner. 

According to Aristotle, the virtues of character are referred to as the moral virtues. 

The moral virtues are what allow people to live well (Garcia, 1995b). Thus, the moral 

virtues are integral to manner in teaching. The following discussion elaborates upon the 

above framework that has been constructed for this study to observe and describe the 

expression of individual Aristotelian virtues in a teacher's conduct. 

Bravery is having courage or the moral strength to do the right thing (J. Barnes. 

1995). As a moral quality of teachers, courage can be defined as exhibiting practical 

reasoning in circumstances of difficulty, turbulence, or trouble. The courageous teacher 

makes a judgment in troubled circumstances about the worth of what is to be done. She 

also carefully reflects upon how to accomplish it (Sockett, 1993). 

Friendliness may be characterized by the desire to please others whenever that is 

compatible with what is right and expedient. Friendship is a relationship between two 
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people who have affection for each other and who recognize each other's affection. 

When we have a deep friendship of the best kind, we wish for the friend what we wish for 

ourselves: life, health, happiness, and the fulfillment of his desire (J. Barnes, 1995). In 

teaching, friendliness is expressed as caring. The teacher ceires for students. This means 

showing concern and care for the framework within which children grow up, accepting 

responsibility for them, and matching institutional experience with domestic upbringing. 

Teachers model care and teach children to care (Sockett, 1993). 

In Aristotelian rhetoric, truthfulness is calling a thing by its own name. The 

truthful person is straightforward in what he says and what he does, since he 

acknowledges his qualities without belittling or exaggerating. Hence, the truthful person 

is praiseworthy (Aristotle, trans. 1985, 1127a29). A truthful teacher is honest. A 

teacher's attitude toward the truth is integral to her character and professional integrity. 

Therefore, honesty and deceit are inherent in teaching because everything a teacher says 

or does can be measured in terms of its relation to the truth. Without an enriched view of 

honesty as a professional virtue, and a sophisticated understanding of the ways in which 

deceit undermines the educational enterprise, a teacher cannot seek and exemplify the 

truth. Thus, professional expertise is manifested by a teacher's pursuit of the truth, and 

truth telling is a moral disposition (Sockett, 1993). 

Wit is the ability to joke in a tasteful way. The character of a witty person is 

exhibited by tact. Tact is required for the expression of wit because the tactftil person 

says and listens to the sort of things suitable for a person of honorable and liberal 
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character, and there are certain things that it is appropriate for such a person to say and 

allow to be said in fun (Aristotle, trans. 1985, 1128a20). In teaching, it is the same way. 

Witty teachers have fim and joke with students at the right times and in the right ways. 

During these times, she points out the humor in things to students. 

In the sphere of honor, the right degree of desire reflects a disposition with an 

intermediate attitude towards honor (Aristotle, trans. 1925. 1125al9). Thus, a person 

honors another for something that they have done to merit the honor (Maclntyre. 1984) by 

showing them esteem and admiration (Irwin, 1985). A teacher exhibits honor when 

positively reinforcing students for their good efforts, for work well done, and for their 

special qualities and talents. 

The unnamed virtue that is the mean concerned with anger is expressed as 

mildness. Mildness is the having of a good temper. A mild person is angry with the right 

people, at the right things, in the right way. and for the right length (Aristotle, trans. 1985. 

1125a31). The same is true for mildness in teaching. 

Magnanimity is greatness of the soul. A magnanimous person has a sense of 

pride. The manner of a magnanimous person is dignified to those in positions of power, 

but unassuming to those of middle station, and self-deprecating to those of lower rank (J. 

Barnes, 1995). A magnanimous person is worthy of great things, and she believes in her 

worthiness of those things. A magnanimous person possess self-esteem. A 

magnanimous teacher expresses great dignity and pride in herself, her students, and her 

profession. 
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Aristotle defines the magnificent person as one who considers how he can achieve 

the finest and most appropriate result rather than how much it will cost and how it can be 

done most cheaply. The magnificent man shows her magnitude or greatness. The mark a 

magnificent person is to produce whatever she is producing magnificently and to make it 

worthy of what she spent on it (Aristotle, trans. 1953. 1123al6). Magnificence in 

teaching is exemplified in the modeling of excellence a teacher does for her students. 

The Aristotelian virtue concerned with liberality is generosity. Aristotle states 

that liberality resides not in the multitude of the gifts but in the state of the character of 

the giver. The liberal give for the sake of what is noble and what is right. The liberal 

person gives to the right people, the right amounts, and at the right time because virtue 

consists more in doing good than in receiving (Aristotle, trans. 1953. 1120a22). A 

teacher expresses her generosity in a multitude of ways, particularly, by giving time and 

feedback to her students. 

The temperate enjoys none of the things that the licentious enjoys. Nor, does he 

enjoy wrong pleasures in general. He does not enjoy any pleasure violently and is not 

distressed by the absence of pleasure. He desires pleasure moderately and not more than 

is right (Aristotle, trans. 1953, 1119al4). A temperate teacher's feelings and actions are 

under the control of reason. 

Aristotle states that justice is supreme among the virtues (trans. 1925, 1130al0). 

Justice is a kind of equality or fairness. A person who is just ensures that everybody gets 

a fair share (J. Barnes, 1995). Justice is virtue "toward others" and is especially 
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concerned with the public good. It consists of treating equals equally and unequals 

unequally in proportion to their relative differences. A teacher who is just is fair. 

According to Sockett (1993), fairness is central to teaching in one particular respect. He 

writes: "Teachers are the first adult most children meet who are in positions of authorit\-

but are unrelated to their personal family lives. Teachers represent adult life. Their 

determination to instill a sense of justice alongside a sense of caring is an initial model of 

the outside world" (p. 82). Teachers need to be morally alert to the opportunities for 

unfairness that come in the application of both rules and norms to individual children 

(Sockett, 1993). 

This framework answers the question of how manner may be examined as the 

expression of moral virtue. It relates a concept of moral virtue to teaching. By relating 

the literature about teaching to the virtues, the concept of manner becomes less 

ambiguous. Making the expression of virtue more tangible in this way allows one to 

observe manner in teaching and provides one with a language with which to describe it. 

The Teachers' Expression of Moral Virtue 

The third research question is given this framework as a method of observation, 

do teachers express moral virtue. This is an empirical question. To answer this question, 

teachers' expressions of moral virtue were observed and described. Upon embarking 

upon a discussion of this final research question, it is important to remember that each of 

the moral virtues are observable, to varying degrees, in the teachers' practices. In 
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addition, recall from the cross-case analysis that when observing the teachers" expression 

of virtue some of the virtues are more visible than others. Thus, how the virtues may be 

described depends upon their observability and upon what the teachers say about how 

they express particular virtues. The following discussion combines what was learned 

from each of these sources and describes how the teachers display each of the Aristotelian 

virtues. 

Friendliness is displayed by the teachers. For example. Tami. Crystal, and Karen 

can be observed as expressing their friendliness through acts of caring and respect. Karen 

is compassionate, nurturing, and responsive. Similarly, when expressing friendliness. 

Crystal is accepting and diplomatic with students. The way in which Tami talks with 

students is exemplary of her expressions of friendliness. In dealing with students, she is 

compassionate and accepting during discussions with them. Tami respects each person's 

contributions to discussions ways that exhibit her compassion and acceptance. In sum. an 

observer can see the teachers' express friendliness towards students when they are 

respectfiil. responsive, compassionate, diplomatic, and accepting. All of which are 

attributes closely resembling teachers' personal style. 

In addition to friendliness, all the teachers display the virtue of honor. They do so 

by commending students for work well done and by appreciating who students are. For 

example, Karen honors students by learning all of their names and getting to know them. 

Crystal honors students by appreciating their backgrounds, qualities, and talents. 

Similarly, Tami honors students by taking an interest in their culture. Essentially, their 
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style. According to their own personal style, teachers honor students by commending 

students for who they are and the work they do. 

The teachers express the virtue of mildness, too. They do not raise their voices. 

In addition, Karen's mildness can be seen in her manners and politeness. Crystal is 

similarly polite, she often says "please" when requesting an action from students. 

However, unlike Karen, she expresses her mildness by referring to students as "ladies and 

gentlemen." Like Karen and Crystal, Tami commonly says "please," but at the heart of 

her mildness is the way in which she "'explains things so nicely." In sum, the fact that all 

of the teachers are mild is observable in the fact that they do not yell and in their 

politeness. 

The teachers also express wit. All the teachers express their wit by having fun 

and joking with students. Yet, Karen seldom jokes with her students. When she does, 

she is acknowledging the humor in a situation. On the other hand. Crystal jokes and has 

fiin with students more frequently. Like Karen, rather than make a joke, she is more 

likely to recognize the humor in a situation. Unlike Karen or Crystal, Tami teases and 

laughs with her students often. Rather than being in the position of recognizing humor, 

she is often the one making the jokes and bringing humor to the situation. Although all 

the teachers express their wit by joking with students and pointing to humor in situations, 

there are varying degrees of these expressions, depending upon teachers' personal style. 
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Additionally, each of the teachers display the virtue of courage. They all express 

courage by making judgments in troubled circumstances about the worth of what is to be 

done and how to accomplish it. For example, they all take a literature based approach 

despite pressures from others to use a more skills based approach to teaching reading. 

More specifically, Crystal and Tami display courage in their practice. Crystal's courage 

shows in her selection of literature that might be controversial, and Tami displays courage 

by taking risks and discussing controversial topics with students. By entering into such 

discussions and letting students take them in directions for which she is not prepared 

takes courage. Karen expresses similar acts of courage in her practice, but her courage is 

more evident in the way in which she has withstood nineteen years of teaching and has 

maintained a positive attitude. Essentially, courage is expressed as it is call for. 

All of the teachers display the virtue of truthfulness. However, their expressions 

are in ways particular to their identities. For example. Tami is honest with students 

through her sharing of personal narratives, and Crystal is truthfiil with students when she 

tells them what language to expect from the story. Karen displays truthftilness in such 

actions as telling students about her fallibilities and by being frank in the way she speaks 

about the context in which she works. Although truthfijiness is observable in these ways, 

it is relatively invisible and requires high degrees of interpretation. The difficulty in 

measuring a teacher's truthfiilness is knowing whether that teacher is telling the truth or 

not. It would not be apparent to an observer whether a teacher is telling the truth unless 



255 

the observer knows her well. Thus, an observer must rely on a teacher to admit that she 

has not or would not tell the truth in certain situations. 

The teachers display the virtue of generosity. As people who have given their 

lives to teaching, Karen, Crystal, and Tami are generous. When they are working with 

students, they put all of their attention towards students. In addition, they all display their 

generosity in the time and degree of feedback they give to their students. They are also 

generous in the way in which they share books and materials with students and 

colleagues. On the other hand, there are limits each of them place on their generosity. 

For example. Crystal's and Tamils generosity as teachers are limited by the 

responsibilities they have to their families. Since, Karen does not have children of her 

own, she is able to be more generous with regards to the time she devotes to her teaching. 

Thus, although teachers may be generous within the confines of the school day. teachers" 

generosity beyond that is affected by their life circumstances and personal demands. 

Magnanimity is another virtue the teachers display. With regard to teaching, it is 

the way in which each teacher displays pride, dignity, and self-respect in what they do. It 

is a difficult virtue to observe. Thus, to see how teachers display magnanimity, one must 

listen to the ways in which the teachers describe what they do as teachers. Yet. this 

expression must lie at the mean. For a teacher who expresses too much pride or too little 

is not magnanimous in a virtuous sense. For example. Crystal does not mention being 

magnanimous at all, and her expression of the virtue is not observable. Tami's display of 

magnanimity is slightly easier to see because she expresses a sense of respect for herself 
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as a teacher. She states: "I feel like that 1 have something to teach that is important to 

them." Even more magnanimously, Karen says. "'I am a professional, and I will never let 

anyone say that I'm not." She feels as though she is a good teacher, and she expresses 

pride, self-respect, and dignity in what she does. All of which are not so explicitly 

expressed by Tami and Crystal, and thus, not so easily seen. Therefore, making it 

difficult to observe teachers' display magnanimity. 

All three teachers display the vi.nue of magnificence when they create situations in 

which students can achieve excellence. For example, they give students the time, 

feedback, and resources they need to do well. The teachers" magnificence is exemplified 

in the ways that they provide models of excellent projects and in the ways in which they 

present the criteria for achieving excellence. Often these models and the way in which 

they present such criteria is quite particular to each individual. In sum, as they display 

models of what's good and acceptable work and behavior they are expressing 

magnificence in an observable maimer. 

The effort the teachers make to provide the students with the information that the\' 

need to do well is also an example of how the teachers display the virtue of justice. The 

particular ways in which that information is presented is exemplary of how teachers 

express justice. Crystal and Karen are just in the way in which they accommodate the 

ESL students, and Tami is just in the degree to which she considers students' life 

circumstances. She says: "You give them more of a break. ...I'm not going to come in 

and expect a student to be really attentive. I'm going to understand that he is distracted 
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and is not going to do any work, and it doesn't really matter. 1 care enough about that 

child to understand that." That Tami considers the issues in students" lives is not readily 

observable. Thus, the expression of justice is difficult to observe because it is an implicit 

part of the environment, underlying all aspects of life in a classroom. Often, what strikes 

observers are what they perceive as an unjust action. 

All the teachers also express the virtue of temperance. They all display 

temperance when they control their tempers. They also express temperance when they 

display other virtues. In particular, the expression of temperance accompanies the 

expression of mildness, wit, and honor. Temperance and mildness are expressed 

simultaneously as the teacher works to maintain an even temper. In addition, while each 

of the teachers control the level of wit in the classroom, they also express temperance, 

and as they honor students who merit it. they do so as well. Temperance exemplifies the 

ability to reason. 

As this discussion illustrates, the teachers were seen as displaying each of the 

moral virtues. Using the framework constructed for this endeavor, it is possible to 

recognize how teachers express virtue by talking with them about how they express virtue 

and by observing their practice. Upon making observations of the teachers' expression of 

virtues, some virtues are more readily observable than others. Some moral virtues such 

as friendliness, wit, bravery, honor, mildness, and magnificence can be observed in the 

teachers' actions, and thus, require the least amount of interpretation. Other moral virtues 

are not so visible. Thus, "seeing" them in teachers' practices requires high degrees of 
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interpretation. In particular, tlie moral virtues of magnanimity and temperance fall into 

this category. 

In addition, an observer finds that some virtues are expressed simultaneously and 

others are in conflict with one another. Three virtues that are often expressed 

simultaneously by these three teachers are friendliness, honor, and mildness. As these 

three virtues are expressed simultaneously, so is fnendliness and wit. When teachers joke 

and have flin with students, they are being friendly toward them as well as witt>'. 

Temperance is not easily separated from other virtues. Thus, illustrating that the 

simultaneous expression of virtues is common. What is also common is for virtues to 

appear to be in conflict with one another. Teachers often face moral dilemmas that 

conflict with their expression of virtue. There appears to be four reasons why conflicts in 

the expression of virtue occur. The first conflict is that a particular virtue may not be 

compatible with the teacher's style. When the expression of a particular virtue is absent 

from a teacher's practice, it is sometimes due to the fact that a virtue is not compatible 

with that teacher's style. The second conflict is that the teacher may not express a virtue 

in favor of achieving a greater good. The teacher believes that a greater good lies in an 

altemative action. A third conflict that may keep a teacher from expressing particular 

virtues is the teacher's personal responsibilities to her family. The final conflict that may 

keep a teacher from expressing virtue are the pressures she feels as a result of the 

organizational constraints placed upon her. These constraints include her schedule, the 

degree of collegiality in the school, the amount of administrative support, the number of 
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students a teacher has. Due to these conflicts, teachers often have to choose the best 

course of action from less than the best options. The end result being that she may be 

judged as lacking in a particular virtue. 

What all this shows is that given the framework constructed to examine teachers" 

expression of moral virtue, they do express moral virtue within those parameters. 

Further, there is a similarity and a particularity to their expressions. Additionally, their 

expressions are often reflective of their personal style. At times, more than one virtue is 

expressed at once, and at other times, conflicts over what is the best course of action 

inhibit teachers from expressing virtue. Yet, this study does not focus upon those times. 

Issues of whether a teacher is unvirtuous or lacks virtue or whether a lack in virtue can be 

seen are not addressed. This study examines manner solely in terms of the expression of 

moral virtue, and as has been shown here, teaching can be examined and described as 

such. 

Manner Is Not Only Moral 

This study examines manner in teaching only in terms of teachers' expressions of 

moral virtue. Yet. by attending only to the moral, exploration of an important piece of 

manner is missing: the intellectual virtues. Although the intellectual virtues were not 

presented as a focal area of study, they are integral to the concept of maimer. As 

Fenstermacher (1992) writes, ''...manner is usually knovm as virtue and is of two kinds, 

intellectual and moral" (p. 99). Thus, the intellectual virtues are as integral to teachers* 
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manner as the moral virtues. What makes the intellectual virtues so important is that 

possession of them enables teachers to reason correctly. Aristotle states that correct 

reason is the target on which the person with reason focuses; it is thinking and truth 

concerned with action. What moves us is thinking aimed at some goal and concerned 

with some action (Aristotle, trans. 1985. 1139a36). A person with intellectual virtue can 

deliberate well about what is good and expedient for herself. Intellectual virtue is a true 

and reasoned state of capacity to act with regard to the things that are good or bad 

(Aristotle, trans. 1925, 1139a25). 

1 undertook the study of the teachers" expressions of the intellectual virtues as part 

of the original study. To do so, I drew upon the Aristotelian definitions of the intellectual 

virtues and the research on teaching to construct a ft-amework that allowed me to 

empirically examine the teachers" expressions of intellectual virtue. However, 1 found 

that empirically observing and describing the expression of the intellectual virtues was 

exceedingly difficult. In particular, three difficulties were most salient. The first 

difficulty was in applying ancient intellectual virtues to contemporary teaching. The 

second difficulty was that the expression of intellectual virtue can be difficult to observe, 

and the third difficulty is that they are often expressed simultaneously. These difficulties 

were so severe, I felt compelled to drop the intellectual virtues as a focus in this study. 

However, because they are so integral to manner in teaching, the following discussion 

presents the difficulties I faced as I undertook the study of the teachers' intellectual 
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virtues. Embedded in this discussion are descriptions of how each of the intellectual 

virtues may be applied to teaching and are expressed by Karen. Crystal, and Tami. 

Aristotle names five intellectual virtues. They include scientific knowledge, craft 

knowledge, intelligence, understanding, and wisdom. Scientific knowledge is a state or 

capacity to demonstrate the appropriate sort of confidence in their knowledge of the 

origins. Craft knowledge is the knowledge of how to make things and is concemed with 

coming to be, and it lies in the producer not in the product (Aristotle, trans. 1985, 

1140al 1). Intelligence is the state of grasping the truth and is concemed with reasoning 

and action about what is good or bad for a human being (Aristotle, trans. 1985. 1140a27). 

Understanding is the virtue of thought concemed with first principles (Aristotle, trans. 

1985. 1141a7). Wisdom is the union of intuitive reason and science and is the most 

finished form of knowledge (Aristotle, trans. 1985. 1141al6). 

As noted, the first difficulty in making the intellectual aspects of manner visible 

is applying an Aristotelian conception of intellectual virtue to teaching. Consider the 

teachers" expressions of scientific and craft knowledge. According to Aristotle, scientific 

knowledge is a state or capacity to demonstrate what is necessary and eternal. Someone 

has scientific knowledge when the appropriate sort of confidence and the origins are 

known. Contrastingly, craft knowledge is concemed with production. It is the 

knowledge of how to make things, and it involves a true course of reasoning. Every craft 

is concemed with coming to be, and it lies in the producer not in the product (Aristotle, 

trans. 1985, 1140al 1). 
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The way I redefined these virtues to reflect contemporary conceptions of 

knowledge in teaching differed greatly from the Aristotelian conception. I describe 

scientific knowledge in teaching as the relationship between theory and practice that is 

exemplified in pedagogical content knowledge. Pedagogical content knowledge 

identifies the distinctive bodies of knowledge for teaching. It represents the blending of 

content and pedagogy into an understanding of how particular topics, problems, or issues 

are organized, represented, and adapted to the diverse interests and abilities of learners, 

and presented for instruction (Shulman, 1987). 

Karen's, Crystal's, and Tami's scientific knowledge is expressed through the 

ways they incorporate knowledge of theory and research into their practice. This 

knowledge includes formal knowledge about teaching and about subject matter. The 

teachers express their pedagogical content knowledge when they think about "how-

particular topics, problems, or issues are organized, represented, and adapted to the 

diverse interests and abilities of learners, and presented for instruction" (Shulman, 1987). 

Referring to the pedagogical content knowledge she needs to teach reading, Karen says. "I 

have to have a feeling and a pretty good idea about how reading is structured, how I want 

to teach reading, [and] how other subject areas play into reading." The teachers 

demonstrate this knowledge through the ways in which they go about teaching reading 

and the kinds of activities they have students do. For example, the place of reader 

response theory (Rosenblatt, 1938, 1978) is an observable part of each of their practices. 

Students respond to books in a number of ways including sketch-to-stretches (Harste, 
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Short, & Burke, 1988) and mind maps. This knowledge differs from Aristotle's 

conception of scientific knowledge because he was primarily concerned with knowledge 

in terms of the nature of the origins in the natural world. It is doubtful that he would 

regard these theories about teaching as scientific knowledge. Similarly, it is doubtful that 

Aristotle would be pleased with my application of the virtue of craft knowledge to 

teaching. 

I define craft knowledge in terms of practical knowledge and what has been 

written about craft knowledge in teaching. Practical knowledge refers to a teacher's 

knowledge of classroom situations and the practical dilemmas she faces in carrying out 

purposeful action (Carter, 1990). It encompasses first hand experience of students' 

learning styles, interests, needs, strengths and difficulties, and a repertoire of instructional 

techniques and classroom management skills (Fenstermacher, 1994a). 

Karen's, Crystal's, and Tami's craft knowledge is knowledge that they have 

gained through their experiences teaching. It is knowledge of classroom situations and 

the practical dilemmas they face. For example, consider Karen's use of bells to cue 

students that it is time to be quiet, the way in which Crystal explicitly gives directions, or 

how Tami attends to multiple things at once. Each of these examples represent the 

teachers' practical knowledge. From their experiences teaching, Karen, Crystal, and 

Tami have built a "repertoire of instructional techniques and classroom management 

skills" (Fenstermacher, 1994a). This repertoire exemplifies their craft knowledge. 
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In an Aristotelian approach, this conception of craft knowledge is much too 

constructivist to be considered virtuous. According to Aristotle, the virtue of craft 

knowledge lies in the ability to perform a craft excellently and this knowledge is 

relatively fixed. These differentiations between the Aristotelian conceptions of the 

intellectual virtues and my application of them to the intellectual activities of 

contemporary teachers became a chasm to wide to cross in this dissertation. 

The second difficulty I faced when trying to observe and describe teachers" 

intellectual virtues is that the expression of intellectual virtue can be hard to observe. 

Often, the intellectual virtues are very tacit and thus difficult to describe. From the 

teachers" actions, an observer infers that the teacher is expressing a particular intellectual 

virtue. Thus, seeing intellectual virtue requires a good deal of interpretation on the part of 

an observer. For example, the teachers' intelligence was not readily observable, and the 

teachers did not discuss their own intelligence. Therefore, seeing their intelligence 

required high levels of interpretation. These interpretations were based upon how 1 saw 

intelligence as applying to teaching. 

According to Aristotle, intelligence is the state of grasping the truth. It involves 

reason and is concerned with action about what is good or bad for a human being. An 

intelligent person deliberates about living well (Aristotle, trans. 1985. 1140a27). 

Intelligent teachers model that deliberation for their students. Iiitelligent practice is an 

application of knowledge to instrumental decisions. Knowing is inherent in intelligent 

action, but a teacher is not necessarily cognizant of that knowing (Schon, 1987). 
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The teachers displayed the virtue of intelligence when they made good decisions. 

Yet. these decisions were contextual and particular to the individual. For example, with 

high degrees of interpretation an observer can see that Karen expresses her intelligence 

when she tells students in French class that "you've got to stay on top of things as we 

move along. You've got to be studying your notes because if you're not. we're going to 

leave you back here somewhere."' In a similar manner. Tami makes intelligent decisions 

when selecting the literature that she reads with students and by making her practice 

developmentally appropriate, and Crystal expresses her intelligence when she reviews the 

criteria for completing an assignment. In each of these cases, it can be inferred that the 

teachers deliberate about what is good and beneficial for students, and thus, they are 

intelligent. However, such inferences require high levels of interpretation and therein lies 

the difficulty in observing teachers' expressions of intellectual virtue. Intelligence is not 

readily observable. Therefore, seeing teachers" intelligence requires talking to the 

teachers about how they see themselves expressing intelligence- something that is not 

easy for them to articulate. 

The same holds true for the intellectual virtue of understanding. Aristotle calls 

understanding the virtue of thought concerned with first principles. We have 

understanding about origins (Aristotle, trans. 1985, 1141a7). With respect to teaching, 

understanding may be likened to what Schon (1987) refers to as "skillful practice." There 

are actions, recognitions, and judgments which a teacher knows how to carry out 

spontaneously; she does not have to think about them prior to or during her performance. 
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A teacher is often unaware of having learned to do these things and simply finds herself 

doing them. In some cases, a teacher is aware of the understandings which are 

subsequently internalized in her feeling for the stuff of action. In other cases, she is never 

aware of them. In both cases, however, she is usually unable to describe the knowing 

which action reveals (Schon, 1987). 

The teachers express the virtue of understanding when they reflect-in-action and 

make judgments about the best course of action. For example. Crystal expresses her 

understanding when she states that "kids leam in so many different ways." Crystal has an 

"imderstanding [of] their learning styles." Karen expresses her understanding when she 

uses her knowledge of students and teaching to make good judgments about what to do in 

the classroom. Knowing what questions to ask, how to ask them, and when to ask them 

is exemplary of "decision making [and] good deliberation." Tami expresses the virtue of 

understanding in a like manner when she uses her knowledge of students and teaching to 

make good judgments about what to do in the classroom. This was evident on the second 

day of the year when Tami understood that she did not ftilly explain the purpose of an 

activity on the previous day. and she knew that she needed to explain more. 

In each of these cases, as in the cases of the teachers" intelligence, observing 

understanding required a lot of interpretation. Additionally, the teachers were usually 

unable to describe the knowing which action reveals. At best, the teachers could reflect 

on their imderstanding of previous experiences teaching. For example, Crystal says she 

has an "imderstanding [of] their learning styles" and Tami has this understanding as well. 
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Tami talks about how she does book projects with sixth graders, technical things with 

seventh graders, and engages in discussion with eighth graders. Karen has a similar 

understanding about how students can profit from literature. She states: "You can gain 

from literature at different levels of understanding depending upon where you are as a 

reader." These expressions of understanding are not easily visible. Often the teachers 

point to them, but observing these understandings requires a good deal of interpretation. 

The third reason why observing and describing the intellectual virtues is difficult 

is because they are often expressed simultaneously. It is difficult to separate the 

expression of one intellectual virtue from the expression of another. Although the moral 

virtues are expressed simultaneously as well, there are specific behaviors that can be 

attached to each of them; whereas, the intellectual virtues lack observable behaviors. 

Thus, making discerning one intellectual virtue from another difficult. Further, some 

dispositions of thought are characteristic of more than one intellectual virtue. The 

expression of the virtue of wisdom is an excellent case in point. According to Aristotle, 

wisdom is the union of intuitive reason and science. As such, wisdom is the most 

finished form of knowledge. Wisdom is the most exact scientific knowledge, it is 

excellence in a craft, and understanding about what is by nature most honorable 

(Aristotle, trans. 1985, 1141al6). Practical wisdom is a virtue in teaching. Within the 

domain of practical wisdom, Sockett (1993) places pedagogical skill and subject area 

knowledge. Practical wisdom brings into focus the epistemological and technical aspects. 
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the aspects of content and method that are not specifically the domain of any one virtue. 

Practical wisdom would then be the virtue within which the others are integrated. 

Practical wisdom requires qualities of reflectiveness and judgment. The kind of 

reflectiveness and judgment expressed in Karen's statement that "I expand my wisdom 

through reading and living life experience all the time." As noted, within the domain of 

practical wisdom, Sockett places pedagogical skill and subject area knowledge. Crystal 

brought this knowledge and skill together during a discussion following read aloud about 

"continents and literacy" and "where there is lack of literacy." During this discussion 

Crystal says, she displayed wisdom because "I tried to explain continents, and 1 tried to 

focus them a little more." Tami displays wisdom when she questions students using the 

Socratic Method. When using the Socratic Method. Tami integrates the epistemological 

aspects of scientific knowledge and the epistemological aspects of craft knowledge. This 

integration is evident when Tami talks about the process of learning to use Socratic 

Method. Tami says: 

I'm really trying to learn Socratic Method and how to pose the right questions. 

It's really an art. ...[In] The Handbook for Critical Thinking, there's a whole 

section in there on Socratic Method and questions and how you do it. and I think 

that's the way you do it. ...It's something I've learned through watching. ...I'm 

having to reprogram my mind and learn these techniques so there is a lot of 

deliberation going on right now with that. 
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Such deliberation is exemplary of the virtue of wisdom. Taimi's wisdom is the most 

finished form of her knowledge. She displays her wisdom when she provides students 

with her expectations of them. Yet. these expectations encompass her scientific 

knowledge of reading, writing, and learning, her craft knowledge of the importance of 

setting clear expectations for students, her intelligence to make judgments about what 

represents the best and most appropriate expectations, and her understanding of her 

students and the kinds of guidelines they need. 

In instances such as this, practical wisdom brings into focus the epistemological 

and technical aspects of content and method that are not specifically the domain of any 

one virtue. Practical wisdom, similar Aristotle's notion of the virtue of wisdom, is the 

virtue within which others are integrated (Sockett, 1993). However, this simultaneous 

expression of the intellectual virtues makes it difficult isolate the expression of the 

individual intellectual virtues. 

Due to difficulties in isolating particular intellectual virtues, "seeing" the 

intellectual virtues, and applying these ancient virtues to contemporary teaching, 1 could 

not draw any significant conclusions about the teachers' expressions of intellectual virtue. 

Thus, they were dropped as a focal area of study in this dissertation. The necessity of my 

doing so suggests there is a considerable need for a careful study of how the intellectual 

virtues are expressed in the conduct of teachers. Further attention needs to be paid to 

teachers' intellectual virtues and how those virtues are fused with the moral. 
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Implications for Teacher Education 

Observing and describing manner in teaching in terms of moral virtue is but a first 

step. Manner, as an aspect of conduct, needs to be attended to in teacher education. By 

teacher education, I am referring to the education of preservice and inservice teachers. 

The following is a brief discussion of the implications of this study for the education of 

preservice and inservice teachers. 

Belief studies indicate that what we do in preservice teacher education has little 

effect upon how teachers teach (see Richardson. 1996). As Fenstermacher notes in his 

1992 AACTE Presidential Address, "...virtually all newly trained teachers find 

themselves so overtaken by the systemics of schooling that they are unable to attend with 

any seriousness to what I have called the educative purposes of schooling" (p. 11). Thus, 

it is probably safe to assume that there is a limit to how much can be done to develop 

preservice teachers" manner. Therefore, efforts to develop manner in teaching are 

perhaps most useful after teachers have had some experience teaching. When we engage 

in the development of manner, "...we must diminish our involvement in preservice 

teacher education, and increase our involvement in inservice teacher education" 

(Fenstermacher, 1992b, p. 11). Yet this is not the way in which our current system is 

organized. Thus, it is within the current system that efforts to attend to maimer should be 

made. 

The task for teacher educators is to consider how to get preservice teachers to 

attend to the importance and potential impact of a teacher's manner. One thing that can 
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be done is provide preservice teachers with new ways of looking at teaching and their 

roles as educators. This includes moving preservice teachers beyond considerations of 

method and style encouraging them to consider aspects of manner. Rather than 

submitting to preservice teachers' desires for "a bag of tricks/' teacher educators must 

show future teachers that there is much more to teaching than the methods that teachers 

use. First and foremost, teaching is a moral endeavor. As Fenstermacher (1990) points 

out, "What makes teaching a moral endeavor is that it is, quite centrally, human action 

undertaken in regard to other human beings. Thus, matters of what is fair, right, just, and 

virtuous are always present. .. .The teacher's conduct, at all times and in all ways, is a 

moral matter" (p. 133). As many feminist and feminine educational theorists suggest (see 

Noddings, 1984, 1992; Martin, 1994; and Kerr, 1996), the relationship between student 

and teacher is at the heart of teaching. For quality relationships between teachers and 

students to ensue, a teacher must have a manner which expresses moral virtue. With 

preservice teachers, teacher educators cannot ensure that their manner will be exemplary 

of virtue, just as they cannot ensure that they will adopt the methods they are taught. 

However, in the hopes that preservice teachers will consider their manner when they 

teach, teacher educators can ask them to reflect upon attributes of their style that may be 

indicative of their manner and to think about what these attributes suggest with regard to 

who they will be as teachers and how they will interact with students. Secondly, teacher 

educators can ask preservice teachers to attend to the manner of the teachers they observe 

in their field placements. Attention to whether and how teachers convey moral virtue as 
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they interact with their students may lead preservice teachers to consider how important 

the quality of those interactions are. Perhaps, such a consideration will result in teachers 

who attend to all aspects of their conduct and are concerned about the moral quality of 

their interactions with students. 

The goal for teacher education with inservice teachers is the same; to get teachers 

to attend to all aspects of their conduct and the quality of their interactions with students. 

That being the case, the task of inservice teacher education is the development of manner 

that is more expressive of moral virtue. Working toward change in this direction would 

be what Chin and Benne (1969) describe as "normative re-educative." It involves 

"changes in attitudes, values, skills, ...not just changes in knowledge, information, or 

intellectual rationales for action and practice" (p. 34). The direction of change is 

determined by teachers. Movement in that direction is enhanced through deep reflection 

to understand one's beliefs and knowledge and through collaboration with an other 

(Richardson & Placier. in press). Vasquez-Levy (1993) describes the role of the other as 

"dialogical partaer" (p. 127). Those in the partnership share a commitment to a 

collaborative relationship based upon cooperation and interdependence (Ervin & Fox. 

1994). Through dialogue, the teacher and her other attend to the teacher's virtues with 

the goal of developing them fijrther. Such change comes about only through dialogue in a 

trusting atmosphere (Richardson & Anders, 1994b). 

Although this development of a teacher's manner could take a variety of forms, 

the Practical Argument Staff Development Process that Richardson, Anders, and their 
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colleagues utilized in their Reading Instruction Study (see Richardson, 1994) may 

represent one of the best examples of a "normative re-educative" staff development 

process that could be used to work with teachers on developing their manner. According 

to Richardson and Anders (1994b): 

...the PASD process has the potential to free teachers from a reliance on external 

conditions, such as parents, school board policies, and administrators to explain 

their teaching and allow them to develop sophisticated, theoretical premise that 

justify their practices. Ideally, it leads to a change orientation that compels them 

to reflect on their practices and continue to ask themselves why they are doing 

what they are doing... (p. 177). 

Additionally, what makes this process particularly useful for developing manner, is that it 

has the characteristics necessary for undertaking such a task. It is a long-term process 

based upon collaboration and dialogue between a teacher and an other. 

Within the context of dialogue, the teacher and the other reconstruct the teacher's 

practical arguments with respect to her manner. Practical arguments are post hoc 

examinations of actions (Fenstermacher & Richardson, 1993, p. 104). They consist of 

four premises: 1) value, 2) stipulative, 3) empirical, and 4) situational. A value premise 

is a moral claim about what should or ought to be the case. A stipulative premise is a 

statement that provides individual meaning or perspective. An empirical premise is a 

claim that empirical evidence would establish as true or false, and a situational premise is 

a statement that provides a description of the context in which the action takes place 
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(Fenstermacher, 1994; Fenstermacher & Richardson, 1993). Attending to manner in 

teaching by reconstructing teachers' practical arguments contributes to the process of 

developing manner that is expressive of virtue. As Fenstermacher (1994) asserts, 

"practical argument contributes to our capacity for reflection, and to the value of 

reflection for advancing our teaching, by providing perspective on the experiences of 

teaching, by offering a means to reconsider this experience, and by encouraging the 

reconstruction of that experience" (p. 28). The underlying purpose for engaging in the 

practical argument is to enhance the maimer of the teacher to educate children in ways 

that are ennobling and empowering, that successfully and powerfully impart knowledge 

and understanding, that promote the learner's capacity for discernment and reflection, that 

engender the development of character and instruct in virtue, and that promote the 

welfare of the learner as a person and as a perspective citizen in a democracy 

(Fenstermacher and Richardson, 1993). 

Further research 

With respect to research on manner in teaching, this study represents the tip of the 

iceberg. There are a number of areas not explored in this study that require fiirther study. 

The following is a brief discussion of those areas and some of the research that is 

currently underway. 

One area for fiirther study is teachers' expressions of intellectual virtue. Recall 

from the earlier discussion that it is difficult to observe and describe the intellectual 



275 

virtues. Additionally, due to the lack of attention paid in this study to intellectual virtue, 

little can be said about the fusion of the moral and the intellectual. This fiision is 

important to flirther research because Aristotle suggests "that if a man has one virtue, he 

must have them all. because if a man has one ftilly developed virtue, he has practical 

wisdom, and if he has practical wisdom, then he has all the virtues" (Hutchinson. 1995. 

p. 208). Research can further understanding of the relationship between teachers" moral 

virtue and their practical wisdom. It will also further understanding of how the moral and 

intellectual virtues are expressed in concert with one another. Research also needs to be 

done to broaden the concept of manner beyond teachers" expression of Aristotelian virtue. 

For example, are teachers" expression of virtue deontological or consequentialist? 

The concept of manner also needs to be broadened to consider how teachers" 

manner is affected by teachers' self, context, content, and students. Study of manner in 

terms of the teachers" self would include the relationship between teachers" manner and 

their gender, race, class, ethnicity, or sexual orientation. Study of maimer in terms of the 

content would include the relationship between teachers' manner and the grade level or 

subject matter teachers teach. Study of maimer in terms of the teachers' context would 

include the relationship between teachers' manner and the school, district, or community 

in which teachers teach. Study of manner in terms of students would include the 

relationship between teachers' manner and how students receive and perceive their 

manner. 
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The Manner Project funded by the Spencer Foundation, under the direction of 

Virginia Richardson and Gary Fenstermacher. is conducting some of this research. As 

has been done here, the researchers involved in the project are exploring various aspects 

of the concept of manner in teaching. According to the project's proposal, "the question 

to be addressed in this study is whether and with what means teachers can undertake the 

reflective study of their own maimer, attending to it in ways that permit its thoughtful 

connection to instructional method and to their intended results for student learning" (p. 

3). Now in the early stages of researching this question, those involved with The Manner 

Project are working with a group of eleven elementary and middle school teachers to 

explore their manner. This group of teachers come from two schools, one neighborhood 

school located in a small suburban city and another with an Afrocentric focus located in 

an urban area. These teachers represent both genders and a broader range of racial and 

ethnic diversity. Due to the more diverse population of teachers involved, the 

relationship between manner in teaching and the cultural backgrounds, the grade levels, 

and the subject areas of those who teach may be explored. In addition, where I have 

stipulated that manner is an expression of Aristotelian virtue, those on The Manner 

Project are working with a broader, more inclusive conception. They are considering a 

variety of perspectives from virtue ethics and are refraining, at this point, from making 

any definitive judgments about what ethical theories define maimer. For now, as 

Richardson (personal communication, 1998) writes in one of the project's research 

memos, manner is simply "conduct that may or may not be 'valued.'" Those on The 
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Manner Project are trying to understand the ways in which the teachers display virtue, call 

out for students to display virtue, and construct a community that exemplifies virtue. In 

addition to looking at marmer in these ways that go beyond the current study, the Manner 

Project is going beyond this study by examining students' perspectives of their teachers" 

marmer, further illuminating how maimer is perceived and received by those most 

affected by it. 

The Manner Project presents great possibilities for furthering understanding of 

manner in teaching. As noted, it will be looking at how a teacher's marmer is received 

and perceived by students. It and other research project may examine manner in terms of 

the diversity of teachers' self, context, and content. This includes the teacher's gender, 

race, or ethnicity, as well as the climate in school and the grade level in which the teacher 

teaches. All of these and perhaps, the study of the expression of particular virtues 

represent areas in which further research is needed. 

Conclusion 

As the introduction to this study suggests, teaching by its very nature, is and 

always has been regarded a moral endeavor. Throughout history, teachers have been 

expected to model and to inculcate virtue. Although much attention has been paid to how 

teachers can do the latter, little has been given to the former. In the realm of the former, 

explorations have dealt with the moral aspects of teaching but not with teachers' 

expressions of moral virtue. 
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Recent writers have stressed the ethical issues, decisions, and examples that 

abound in everyday school life and that are likely to influence various aspects of students 

moral development, including their notions of justice, the importance of interpersonal 

concern and mutual responsibility, and the connection of the individual to the larger 

group. Out of these, two approaches to moral education have surfaced. The first is the 

"direct" approach in which teachers transmit specific moral values through direct 

teaching and exhortation, and the shaping of children's conduct through reward and 

punishment; and the second, "indirect" approach to moral education emphasizes 

children's active construction of moral meaning and development of a personal 

commitment to principles of fairness and concern for the welfare of others through 

processes of social interaction and moral discourse (Solomon, Watson, & Battistich. in 

press). 

Although character education is "eclectic" and "lacks either a theoretical 

perspective or a common core of practice" (Lemming, 1997), it takes the first approach. 

Researchers in the domain of character education argue for the importance of exhortation 

and moralizing in promoting children's character development (Solomon, Watson. & 

Battistich, in press). The aim is the inculcation of specific virtues. This differs from this 

research where emphasis is placed upon whether teachers display moral virtue and where 

it is presumed that a person becomes moral by being aroimd virtuous people. Emphasis 

in character education is placed upon direct instruction of the virtues and requests that 

students display them. Yet, evidence thus far suggests that such instruction produces 
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youngsters who are very well behaved in the presence of authorities who instruct them 

but who are not so well behaved when authorities are absent (Noddings. 1995). Why this 

is the case is unclear. However, it is logical that students would not listen to the 

exhortations of those who do not express virtue themselves. Therefore, the fact that the 

present study presumes that how teachers express virtue is integral to teaching makes it 

significantly different from those character educators who suggest that exhortations and 

direct instruction are how children become virtuous. 

Like character educators, Kohlberg and other cognitive developmentalists. focus 

on the moral development of the child. As noted in chapter one. these theorists fall into 

the second approach toward moral education in which children are actively engaged in the 

construction of moral meaning. Once again, this approach is fundamentally different 

from that of the present study. One must question whether a focus on the behavior of 

children results in the development of virtue. There is little research that touches directly 

upon the effectiveness of such approaches (Solomon, Watson, & Battistich, in press). 

In contrast to either of these approaches, some studies suggest that the aspects of 

teachers' conduct has moral implications. However, much less research has been 

conducted upon the specific patterns of teacher behaviors on the moral outcomes of 

students. Yet, there is evidence that teacher warmth and patience may be important 

(Solomon, Watson, & Battistich, in press). Similarly, some researchers suggest the moral 

importance of teacher style (Jackson, Boostrom, & Hansen, 1993; Hansen, 1993b). 

According to Hansen (1993b), teachers exhibit style via their personal qualities, and those 
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personal qualities are moral because teachers act as models of conduct. Although these 

studies begin to relate to manner in teaching because they stress the moral aspects of 

teaching, they too, are fundamentally different from the present study. These studies 

suggest that nearly every action reflects a teacher's personal qualities and has moral 

implications. Yet, it is not clear how to discern the moral nature of particular actions and 

personal qualities from observations. In addition, these studies lead one to assume that, 

although these personal qualities are "'habitual," a teacher can shed her style at will and 

witli relative ease. Contrastingly, this study suggests that style, like mamier. is relatively 

stable. Furthermore, style may or may not have moral implications. By using manner as 

a descriptor for those elements of style a separation may be made between that which is 

moral and that which is not. As such, mamier becomes more than a descriptor of a 

teacher's behavior, moral or otherwise. Rather, the term characterizes a teacher's 

normative attributes. By normative. I mean that manner depicts a teacher's standards and 

desirable characteristics. Manner is expressive of a teacher's moral virtues as they 

undertake the task of educating the young in our society. 

This study set out to look at teachers' manner as they engage in the task of 

teaching. This has been a complex endeavor, but one that has been accomplished within 

the parameters set for this study. Manner as an aspect of teachers' conduct has been 

analytically separated from method and style. Empirically however, teachers' expressions 

of virtue are often reflective of their personal style and enacted within the context of their 

methods. Using the framework described in chapter three, manner in teaching has been 
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observed and described in terms of moral virtue. Furthermore, with varying degrees of 

interpretation, every Aristotelian virtue was found in these teachers' practice. In addition, 

it became apparent that although there is a collective way to how the virtues are 

expressed, each teacher's display of the virtues is individual. The particularity with 

which individuals express individual virtues makes it difficult to compare the degree of 

virtue displayed by one teacher versus another. Based upon the ways in which teachers" 

display moral virtue, they cannot be labeled virtuous or unvirtuous. Neither can 

judgments about whether teachers are models of virtue for students be made. These 

dimensions of maimer require further research. 

Despite the need for ftuther research, this study takes a useflil step toward 

enhancing our understanding marmer in teaching. Its central contribution is that it 

provides a new way of looking at the moral nature of teaching. The study provides a 

means and a language for looking at and talking about virtue in teaching. New insight is 

gained by using method and style as an avenue for getting at an understanding of 

teachers' manner as expressive of moral virtue. Upon examination of the virtues, one 

clearly recognizes the complexity inherent in this task. 
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