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ABSTRACT 

The field of teacher education is in tumultuous times. Criticisms and questions about teacher 

preparation have led to calls for reform, including grounding teacher preparation programs in 

clinically rich experiences.  Responsible for preparing these teachers, university- based 

supervisors are under added pressure to provide opportunities that connects theoretical 

knowledge with field experience. Complicating matters, views of supervision continue to 

evolve and remain divided, creating uncertainty over how to best approach the role. In light of 

these challenges, I argue in this study that current conceptions of supervision need to be 

reevaluated and expanded by entertaining new views, namely those from outside of traditional 

Western perspectives. For instance, scholars (Burns, Jacobs, & Yendol-Hoppey, 2018; Glanz, 

1995; Tremmel, 1993) have referenced Eastern philosophies of Taoism and Zen Buddhism as 

ways to improve supervision practices. To more deeply explore this line of thinking, I studied 

the enactment of Zen Buddhist constructs within my role of supervising teacher candidates in a 

clinically rich teacher program. Using a spiritual self-study methodology, I collected data 

through journaling, field notes, surveying candidates, and candidate artifacts, such as lesson 

plans and observation reflections. I analyzed data through meditative writings and mindful 

coding practices. Eight findings, or “awakenings,” emerged from the analysis, including 

experiencing anxiety as a I became more mindful of my supervision practices, experiencing a 

flow state during supervision, feeling more connected with triad members, and noticing an 

enhancement of the observation cycle through deep listening and other mindfulness techniques. 

Implications from the study include Zen assisting in developing a state of mind that enables 
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supervisors to flow more seamlessly between tasks and functions, manage the stresses of the 

function and role, and became more mindful of the needs of teacher candidates. I also present a 

reconceptualizing of supervision, reframing it as a present-moment experience that can 

transform.
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CHAPTER 1: 

INTRODUCTION 

“It’s called in Zen, satori, or sudden awakening, and at that moment, the observing self which 

comments on oneself, the self which obstructs, dissolves and disappears…the monk becomes 

unobstructed, free as the clouds…cloud and water, where he drifts like cloud and flows like 

water” (Watts, 1960, n.p.). 

I followed the steep, stone path that led towards the structure, admiring the prayer flags 

that waved in the wind. Two, fierce Shinto-god statues greeted me at the entrance.  My partner, 

friends, and I had trekked to the top of an ancient, Shinto temple in Kamakura, Japan, about an 

hour outside of Tokyo. Out of breath, I sat on the creaking wooden steps, constructed with 

centuries-old wood. Closing my eyes, I imagined how the monks who lived in this temple so 

long ago meditated and sought enlightenment. I looked down, past the hill, at the Zen bamboo 

garden in the distance. A peace washed over me. The excursion encapsulated my decades-old 

fascination with Eastern philosophy.  

My interest in Eastern philosophy and all-things Zen naturally surfaced when, as a PhD 

student, I began supervising teacher candidates. I wondered how Eastern views might intersect 

with my current supervision stance, which I believed had been overshadowed by Western 

perspectives. I stumbled (maybe synchronously) across journal articles by teacher education 

scholars, who introduced the ancient Chinese philosophy of Taoism as an approach to helping 
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teacher educators find balance and Zen Buddhism as a way to foster reflective practice.  

These writings fueled my curiosity. Might a mental state such as beginner’s mind (think of the 

wonderment of a child) found within Zen teachings enable me to be more open and aware to 

teacher candidates’ needs? Could embracing concepts such as interconnectedness and 

impermanence encourage strong relationships with teacher candidates and mentor teachers?  

Further, could meditation, mindfulness, awareness and other more Eastern notions help me 

navigate the daily challenges and struggles of supervision? These questions whirled through my 

mind like a koan (Zen riddle), causing me to dig deeper into the subject.  

Subsequently, I struggled in my first year as a teacher educator. Like other supervisors, I 

grappled with problems of enactment (Darling-Hammond, 2006), falling back on what I knew as 

a k-12 teacher. I falsely believed that because I had been successful as a classroom teacher, I 

could simply transfer that knowledge and content to teacher candidates (Bullock, 2007, 2009).   

Professional development offered by the university, PhD coursework, and experience in the field 

helped me develop a sense of the role. The university program strongly advocated a reflective 

practitioner model. I also dabbled with cognitive coaching (Costa & Garmston, 2002) and 

strengths-based coaching (Tschannen & Tschannen, 2011). But honestly, I was overwhelmed by 

the number of approaches to supervision. Furthermore, I did not know how to envision myself— 

a coach, a collegiate partner, a guide, an evaluator? What exactly was I? While I grew aware of 

the decisions, reactions, and responses that influenced my teaching of teachers (Russell & 

Loughran, 2007, p. 2), I was not sure how to best assume the position of supervisor.  

My dilemma is not unique, as it reflects the larger narrative of instructional supervision 

and the long, complexed history of teacher education. Views of supervision, for instance, have 

greatly changed, and at times, clashed. Supervision was initially considered merely an 
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inspection-oriented role, but the focus later shifted to democratic relationships and teacher 

improvement (Glanz, 2000). Regardless, post modernists, have deemed this more recent focus as 

“overly technicist” (Glanz, 2000, p. 77), with some suggesting that the term “supervision” be 

eliminated entirely. The expansive views of supervision might be compared to holding an over-

ambitious restaurant menu, the customer overwhelmed by too many options and unsure what to 

order. As Snow-Gerono (2008) put it:  

The multitude of supervisory approaches and models leaves educators in a place in which 

they may be unsure of specific roles and responsibilities or supervision’s place as a field 

and as a profession, not to mention professional ethics and responsibility in the current 

age of accountability (p. 1502).  

In addition, the role of teacher educators has come under additional pressure, as criticisms have 

been leveled against the quality and effectiveness of teacher education programs on an 

international scale, including in the United States (Heck & Ambrosetti, 2018). As the challenges 

of teacher education continue to become more complex, scholars contend the importance of the 

supervisor’s role grows exponentially (Burns, Jacobs, & Yendol-Hoppey, 2016). For instance, 

the Blue Ribbon Panel report (NCATE, 2010) and more recently, the AACTE’s (2018) 

commissioned report, have called for teacher education programs to be firmly grounded in 

clinical practice. This means clinical educators “must themselves be effective practitioners, 

skilled in differentiating instruction, proficient in using assessment to monitor learning and 

provide feedback, persistent searchers for data to guide and adjust practice, and exhibitors of the 

skills of clinical educators” (NCATE, 2010, p. 6). A “new” demand that has emerged from these 

added pressures is the need for supervisors to practice pedagogical mindfulness or not reacting 

but being mindful or more aware of practice (AACTE, 2018). In reality, this need is not entirely 
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new as it has been implied or worded differently throughout supervision literature. For instance, 

Pajak (2003), when describing different styles of observers within a clinical supervision model, 

referenced an intuiting function, or “sixth sense,” which makes holistic inferences “about 

possibilities inherent in a situation” (p. 12).  Burns and Badiali (2016b) also emphasized the 

importance of noticing, or “the ability to distinguish some incidents from other incidents in 

practice” (p. 162), as one of the six, pedagogical skills needed by supervisors.  To promote 

teacher candidate learning, supervisors in clinical settings must also “create a balanced approach 

to supervision,” knowing when to combine high-leverage practices with routines of practice 

(Burns, Jacobs & Yendol-Hoppey, 2018, p. 22). A supervisor, for example, must know how to 

address instructional support with a teacher candidate without neglecting the critical aspect of 

building relationships. In essence, the effective teacher educator must become more “consciously 

skilled…being metacognitive about how to skillfully select, couple, and enact different 

pedagogical routines of supervisory practice” (Burns, Jacobs & Yendol-Hoppey, 2018, p. 23).  

Within clinical-oriented programs, teacher candidates require developmentally appropriate, 

scaffolded opportunities to problem-solve in practical settings.  This requires “unprecedented 

levels of support” and the ability to prepare a new type of teacher candidate. Thus, the role of the 

supervisor also needs to be “reconceptualized” (Burns, Jacobs & YendolHoppey, 2016, p. 46-

47).   

In light of this perfect storm—evolving, conflicting views of supervision, increased 

pressure on the role, and the demand for more mindful, conscious practice—I also argue that 

conceptions of supervisor should be reimagined.  Traditionally, supervision views have been 

limited and narrow in scope (Cohen & Bai, 2007; Glanz, 1995; Zeichner, 1983). To expand 

these views, I contend that scholars venture outside typical beliefs, epistemologies, and 
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traditions-to reach beyond Westernized, Cartesian perspectives. For instance, Glanz (1995) 

introduced the idea of blending principles from Taoism to improve supervision by bringing 

together varied approaches and lending balance to an unstable field. “If the Taoist premise of 

complementarity and harmony among seemingly diverse, if not opposing, ideas or frameworks 

can be accepted, supervision can be conceived as a function that uses a wide array of strategies, 

methodologies, and approaches” (p. 207). Contemporary scholars extended this metaphor of 

Taoist balance to clinical settings, as an approach to assist supervisors in balancing the myriad of 

practices and tasks (Burns et. al, 2018).  

Purpose of the Study  

In this self-study, I explored how Zen Buddhism constructs might illuminate 

my views of supervision. I was particularly interested in how Eastern notions, including 

awareness, emptiness, and impermanence, might be enacted during my naturally occurring role 

as teacher educator for candidates in their third semester in a clinical internship program. For 

instance, how might these constructs illuminate my experiences in participating in the formal 

observation process (e.g. conferencing, observing and gathering data, providing feedback)? I 

was also curious as to how these ideas might enlighten my interactions with the triad (teacher 

candidate, mentor teacher, and supervisor). I was equally interested in how these constructs 

might help me navigate, negotiate, and make peace with the inevitable challenges, stresses, and 

trials that arise when supervising in a teacher preparation program.  The specific questions that 

guided my research were:   

1. What do I experience as I attempt to enact Zen constructs within an undergraduate

elementary teacher education program? 
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2. How might Zen constructs interact with routines of practice I regularly

perform within supervision?

3. In what ways might Zen constructs illuminate my views as a supervisor

working with teacher candidates?

Rationale for the Study 

Why does this research matter? Why should others involved with teacher education care 

about my interest in Zen and its relationship to supervision? One answer is that supervision is a 

complex role, with many functions, which is constantly being tested by educational reform and 

outside forces. This is happening within a field that is conceptually and philosophically 

divided—unsteady, constantly waffling between supervisory views (Glanz, 1995).  In other 

words, supervisors are like tight-rope walkers perched atop a wire that is constantly being 

wobbled. I believe the best defense against this uncertainty is to broaden our conceptions of 

supervision, to seek new and innovative approaches that assist supervisors in meeting these ever- 

present challenges. This requires being bold enough to entertain different, more foreign views 

that assist teacher educators in facing the inevitable storms. Presently, recommendations to adapt 

non-Westernized views of supervision have consisted solely of conceptual papers (Glanz, 1997; 

Tremmel, 1993).  These ideas have not been fully enacted in practice. While scholars have 

researched a wide range of topics and concerns within instructional supervision, expanding 

supervision through Eastern ideologies, including Zen, remains unchartered. I also engaged in 

self-study to carry out this research. Self-study is extremely significant to the field of 

supervision and teacher education literature (Zeichner, 1999), as it has produced much of what is 
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known about how teacher educators work in the field.  By conducting what I am coining a 

“spiritual self-study,” I examined self-study methodology as a possible vehicle for investigating 

new dimension, for instance, matters of spirituality, consciousness, and meditation.  

Methodology for the Study  

I conducted this self-study over two semesters (Fall 2018/Spring 2019) during my role 

as a graduate assistant/supervisor in an undergraduate teacher preparation program at a 

research 1 university. During this time, I enacted constructs found within Zen Buddhism and 

collected data during my time working with 11 teacher candidates in their third semester of 

the elementary teacher program. I used self-study as a methodology. Self-study is commonly 

used within teacher educator circles to examine practice and advanced findings in the field 

(Dinkleman, 2003; Korthagena & Lunenberg, 2004; Zeichner, 1999). However, I blended 

tenets of contemplative inquiry (Janesick, 2016) with self-study methodology to more 

appropriately investigate matters of a contemplative and spiritual nature (e.g. consciousness, 

mindfulness). Thus, I coined my approach, spiritual self-study. I collected data on my 

experiences enacting Zen constructs by maintaining a researcher’s journal, creating poetry, 

recording field notes, gathering teacher candidate artifacts, completing mindful observations 

(to be explained) and issuing exit surveys to candidates. I analyzed data through meditative 

writings and mindful coding practices, methods that supported my spiritual research paradigm. 

A Conceptual Framework for Supervision  

In designing my conceptual framework, I drew upon Glickman, Gordan, and Ross-  

Gordan’s (2001) framework of supervision. These images of the supervisor help me envision 

how scholars and teacher educators have presently conceptualized the image of the supervisor, 

and thus, how we can expand upon those images and entertain fresh images that could push the 
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field forward. The Glickman, Gordan, and Ross-Gordan framework features three prerequisite 

skills needed by supervisors: 1) knowledge; 2) interpersonal skills and 3) technical skills. The 

framework also addresses supervisory tasks, including direct assistance, group development, 

professional development, and curriculum development. I also build upon the theoretical work of 

Burns (2012), who asserting that the Glickman, Gordon and Ross-Gordan model failed to 

account for the supervision process in the context of field experiences, added the construct of 

beliefs as a fourth prerequisite. In addition, Burns (2012) referenced extreme images of the 

supervisor, which she based off the work of Sergiovanni and Starratt (2007). Calling them 

Supervisor A, B, C, and D, Sergiovanni and Starratt (2007) originally conceived four images of 

the supervisor. Burns (2012) added monikers and descriptions for each image as well as potential 

sources of authority and power bases (Table 1).  I agree with Burns, that although supervisors 

will likely not exist solely as one of these images but rather a combination, together these 

caricatures provide a conceptual basis for how supervisors are conceived.  The following is a 

brief description of each image:  

Supervisor A (The Monitor) 

Grounded in the scientific management area (Bolin & Panaritis, 1992; McNeil, 1980;   

Sergiovanni & Starratt, 2007), this supervisor views teachers as the issue and “need to be held 

accountable for their actions and trained properly” (Burns, 2012, p. 36). This supervisor focuses 

on monitoring the behaviors and performance of the teacher and wields much control over the 

supervisory process. Consequently, the relationship is very hierarchal. As Burns notes (2012), 

teachers respond to this supervisor because he or she is in a position of power.  
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Supervisor B (Ms. Congeniality) 

 This supervisor operates within the human relations model of supervision, where 

relationships are the major focus. Ms. Congeniality is most interested in teachers as individuals, 

in their “interests, their happiness, and their well-being” (Burns, 2012, p. 36). The supervisor   

Table 1: Revised Images of the Supervisor 

` Description Source of 

Authority 
Power Base 

Image:  

(Burns, 2012;  

Arnold, 2016;  

Jacobs & Casciola, 

2016)  

(Sergiovanni & Starratt, 

2007) 

(Levin & Nolan, 

2010  

The Monitor Scientific Management 

Era  

Efficiency, Training,  

Evaluation, Hierarchal  

Relationship   

Bureaucratic Legitimate  

Reward/Coercive 

Ms. Congeniality Human Relations 

Relationships take 

precedence  

Personal Referent 
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` Description Source of 

Authority 
Power Base 

The Critical Friend Relationships and  

Discomfort  

Mutual Dissatisfaction 

Professional Referent 

Expert 

The Organic 

Member 

Learning Community & 

Ideas  

Shared Values/ Norms  

Moral Communal 

*This table was adapted from a table featured in Burns, R. W. (2012). Conceptualizing

supervision in the professional development school context: A case analysis (Doctoral

dissertation).

spends much time with the teacher, and it’s not uncommon for them to socialize after hours. 

Supervisor C (The Critical Friend)   

Like Ms. Congeniality, the Critical Friend supervisor values relationships and perceives 

each teacher as an individual, however, the difference is that there exists a “mutual 

dissatisfaction” (Burns, 2012, p. 37), which connects the supervisor and teacher candidate to the 

learning community.  The teacher is given authority and responsibility to make decisions, and as 

a result, is more empowered under this supervisor than others mentioned. As Burns (2012) 

explains, both the supervisor and teacher hold expertise, which is valued among members in the 

learning community.  

Table 1 (Continued) 
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Supervisor D (The Organic Member) 

In describing this image, Burns references Garman’s (1982) work, which positions 

collegiality as a frame of mind. One frame of mind is the organic supervisor, who is   

“indiscernible from the teacher as participant” (Burns, 2012, p. 37) in the learning community 

The organic member supervisor understands her or his role to be to help teachers find leadership 

potential within themselves; the label, transformational leader, is associated with this image 

(Nolan, Badiali, McDonough, & Bauer, 2007).  

Expanding the Supervisor Image  

The images above have assisted teacher educators and scholars in describing various 

types of supervisors and how they approach their roles. These images help to identify 

supervisors’ beliefs, where they place their attention, and where they draw power. However, 

there is room to expand upon these images. For example, Glanz (1997) proposed the idea of 

embracing a “new ontological and epistemological perspective” (p. 194) in the form of Taoism. 

Glanz realized the potential for Taoism to be “particularly instructive” (p. 194) on reflecting 

upon the field of supervision in hopes of gaining greater conceptual clarity, writing: 

Often clearer perspectives can be achieved through the assumption of a different frame— 

a lens for viewing and understanding a particular problem. Such a frame can provide a 

different, perhaps more enlightening perspective and help individuals achieve higher 

levels of conceptual clarity. Taoist teachings and Eastern philosophy provide a unique 

perspective or frame through which issues in educational supervision can gain greater 

meaning (p. 203).  

Similarly, Tremmel (1993) pondered how Zen Buddhism could help teacher candidates 

become more reflective in practice, noting how Western culture had largely shaped teacher 
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education programs. For instance, teacher education programs often encourage linear processes 

of reflection, rooted in Dewey’s five distinct steps of reflection. However, Tremmel drew 

connections to Schon’s (1983) ideas on reflection, which view “reflective practice as being 

intuitive and as emerging out of the self rather than being rule bound” (p. 440). Working with 

teacher candidates, Tremmel experimented with more meditative types of reflection, such as a 

stream-of-consciousness technique, where students freely write down what comes into the mind 

without hesitation.   

Cohen and Bai (2007) also suggested teacher educators consider Eastern philosophies to 

help bridge the gap between teacher candidates acquiring knowledge and skills and the need to 

consider the human being and consciousness., articulating:  

In this picture, what gets lost or left out is, of course, the human being who is undertaking 

all this doing in the service of having. The focus is on what he or she has, not on who he 

or she is. The focus on the person would take us to a very different paradigm: the being 

mode of existence and schooling… Can we conceive of an alternative educational 

paradigm that takes the states of consciousness seriously and deems them to be the 

legitimate and central educational concern? Yes, we can. For that, we need to go to 

radically different ontological views like the Daoist qi philosophy and the Zen 

philosophy (p. 5).  

Such conversations raise questions about present views of supervision and what might added. 

What about the supervisor who might operate from a space of openness, awareness, and 

mindfulness, fully engaged in the role of supervisor? How do we imagine the teacher educator 

that remains centered and balanced, embracing change and interconnectedness, despite the chaos 

around him or her? How might we conceive such a supervisor? Glickman, Gordon, and Ross 
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Gordon, Sergiovanni and Starratt, and Burns significantly contributed to the conception of the 

supervisor, however, their images and descriptions of the supervisor fail to account for those 

supervisors seeking to operate under more contemplative, spiritual paradigms. Clearly, more 

work is needed to theorize these new possibilities.  

The Awakened Supervisor  

To expand present conceptions, I propose another image of the supervisor: The 

Awakened Supervisor (Table 2). The Awakened Supervisor approaches each day, each function, 

with curiosity or what is known as beginner’s mind. He or she operates from a space that   

Table 2: The Awakened Supervisor 

Image Description Source of 

Authority 

Power Base 

Awakened Supervisor Impermanence, 

emptiness, mindfulness, 

openness, simplicity, 

beginner’s mind, 

paradox, 

interconnectedness 

Spiritual Embodiment 

*This table was adapted from a table featured in Burns, R. W. (2012). Conceptualizing supervision

in the professional development school context: A case analysis (Doctoral dissertation).

transcends logic and rationality and socially-trained behavior. Rather, the Awakened Supervisor 

is mindful, intuitive, and present in every moment. Meditation and the inner world of the 
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supervisor are highly valued within this view. Additionally, the Awakened Supervisor embraces 

the notion of impermanence--that things are constantly changing--the teacher candidates’ 

perceptions, beliefs, experiences, the supervisor’s expectations and experiences, the classroom 

dynamic, the triad dynamic-everything. Accepting constant change, the Awakened Supervisor 

attempts to flow with this movement, gently navigating the process like a skilled kayaker on a 

fast-moving river. In addition, the Awakened Supervisor represents an individual, whose flexible 

mind enables him to embrace other supervision images and approaches, as he sees fit, based on 

the given context and circumstances. This ability to find balance within seemingly opposing 

views is reminiscent of Glanz’s (1997) assertion that Taoism could benefit instructional 

supervision.   

Being a conceptual framework, uncertainties exist around this image, which I explored 

during this research. For example, the Awakened Supervisor’s authority might be based on his 

or her spiritual strength or her inner power. No consensus exists on what constitutes spirituality 

(Claxton, 2002). For the purposes of this framework and study, I subscribe to the notion of 

spirituality encompassing various qualities, including aliveness, timeliness, an experience of 

oneness, and a sense of self beyond the physical reality (Claxton, 2002; Pava, 2007; Piechowski, 

2003). While drawing upon other sources as well, the Awakened Supervisor might find his or 

her power base within the practices of contemplation, mindfulness, being one with the 

supervision process, and the like. The powerbase for the Awakened Supervisor may reflect 

elements from other power bases, namely referent and communal aspects. For instance, he or 

she might feel interconnected to others, and thus, enjoy deep relationships with triad members. 

However, teacher candidates also might respond positively and follow the lead of this supervisor 

because he or she “embodies” the qualities—the awakening-they seek.  
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In propositioning this new view of the supervisor, I anticipate some resistance from those 

unfamiliar with Eastern concepts. As Ho (1995) noted when observing Western psychologists, 

Eastern perspectives are often quickly dismissed as being unscientific, an “exotic curiosity” (p. 

115) or taken more seriously by those dissatisfied with the “spiritual emptiness” (p. 155) found

in the West, who are seeking wisdom and direction.  Perhaps I fall into the second category, but 

I ask that scholars and others reading this study suspend their disbelief long enough for teacher 

educators to examine the possibilities inherent within this research. To comprehend how non-

Western perspectives might assist supervision, it’s necessary to discuss some epistemological 

and ontological differences between Western and Eastern philosophy.  In the United States, for 

instance, idealism, pragmatism, and existentialism, and other philosophies have dominated the 

ideological landscape, heavily influencing educators (Smith & Hu, 2013).   The U.S. education 

system has also been greatly influenced by the thinking of Dewey, who promoted a progressive, 

practical education, which relied on scientific problem-solving, inquiry, and project work, the 

focus being on the growth of the individual (Smith & Hu, 2013). Contrast this philosophy with 

that of Confucianism, which greatly molded Chinese classrooms to be more collectivist, 

emphasizing virtue, discipline and conformity (Smith & Hu, 2013), and the disparities quickly 

become apparent.  

Considering Eastern views within the context of supervision introduces a concept largely 

missing from teacher education--spirituality. Discussions of interconnectedness, consciousness, 

intuition, meditation, balance, flow states, openness, mindfulness, and other more esoteric topics 

are almost absent from teacher education literature. Such concepts could expand current 

understandings and epistemology of the field and perhaps could help guide teacher educators- 

both new and experienced-through some of the challenges inherent in the role. This new image 
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of the Awakened Supervisor takes into account the greater landscape of supervision, not only 

performing high-leverage practices and routine tasks but learning to expertly operate within the 

larger context. For instance, for supervisors burdened with responsibilities, meditation could 

help supervisors maintain a mental state conducive to “fresh, creative, and surprising insights 

that spring from an encounter with what is: the awesome, complex, and evolving reality in front 

of our eyes” (Cohen & Bai, 2007, p. 6). In much the same way that Glanz (1997) proposed 

Taoism as a way to balance supervision, Zen constructs might assist supervisors in navigating 

the storms, the rough seas of supervision. The Awakened Supervisor might be positioned to 

move between roles, to remain calm amidst the many responsibilities and demands, and to stay 

balanced despite the pressures and reforms bursting within the clouds of teacher education (see  

Figure 1.)  

The Awakened Supervisor represents a new imaging of the role. Traditionally, the 

supervisor has been imagined as an individual that monitors teacher candidates, who works 

collegiately with them, who merges with the triad, and focuses a lens on issues such as social 

justice and cultural responsiveness. Building upon these conceptions, the Awakened Supervisor

Figure 1. The Awakened Supervisor 
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operating within the greater context of teacher education draws upon constructs largely absent 

from teacher educator conversations. The image invites exploration and questions into how 

awareness, mindfulness, openness, interconnectedness, even spirituality, factor into the role of 

supervision, including the routine practices, such as providing instructional and emotional 

support to teacher candidates. The Awakened Supervisor is open and aware of these other 

representations—for instance, he might value relationships and social equity—but emphasizes 

present-moment awareness and mental states of calmness and equanimity, which could aid in 

navigating the many challenges of supervision.     

Definition of Terms 

Before concluding this chapter, I provide a definition of key terms used throughout this 

research.  

Clinically Rich Teacher Education Program. A program that integrates content and coursework 

with clinical field experiences. Clinical practice is integrated throughout the program, and the 

focus is on student learning. Furthermore, such a program features strategic partnerships and 

shared accountability between k-12 schools and colleges and universities regarding pre-service 

teachers’ progress, collaborative communities and research (NCATE, 2010).  

Mindfulness. Various definitions exist for mindfulness, the most common dealing with the idea 

of intentionally paying attention to the present moment. Segal, Williams and Teasdale (2002) 

provide a more sophisticated definition, writing that mindfulness “has to do with refining our 

capacities for paying attention, for sustained and penetrative awareness, and for emergent insight 

that is beyond thought but that can be articulated through thought” (p. 8).  
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Mentor Teacher.  A teacher who is the school-based teacher educator for a candidate in a clinical 

program (AACTE, 2018).  

Self-study. A method of examining one’s own practice within teacher education. Self-study can   

occur independently or collaboratively (Dinkleman, 2003).  

Spirituality. The concept has been associated with qualities such as experience of oneness, 

awareness, and a sense of self beyond the physical reality (Claxton, 2002; Pava, 2007; Piechowski, 

2003). However, there is no consensus on the definition of spirituality.   

Supervision. There is no agreed upon definition for instructional supervision (Waite, 1995).   

Definitions include: “improvement of instruction” (Weller, 1971, p. 5).  Gordon and Ross- 

Gordon (2013) contend that, “supervision itself is not a role but rather a set of tasks aimed at 

improving pre-K–12 student achievement” (p. 400)  

Supervisor. An individual that provides support to a teacher candidate within a clinical setting 

(Burns, Jacobs & Yendol-Hoppey, 2018).  

Teacher candidate. These are individuals enrolled in teacher preparation programs. The term 

pre-service teacher has been used to identify these individuals, however, teacher candidate is 

being used to reflect language in AACTE’s (2018) report, A Pivot Toward Clinical Practice, Its 

Lexicon, and the Renewal of Educator Preparation.  

Triad. The triad consists of the teacher candidate, mentor teacher, and supervisor (e.g.   

the university supervisor). Each role carries different responsibilities, however, the purpose of 

the triad is to provide support and encourage the candidate’s growth and development.  

Zen Buddhism. A subdivision of Buddhism, Zen has significantly influenced Eastern culture, 

predominately in Japan, where it has underpinnings in art, architecture, food, martial arts, and 
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other aspects of society. Zen holds various definitions and arguments exist over whether it is a 

religion, philosophy, or way of life.  

Conclusion  

Views on instructional supervision remain divided. The field of teacher education 

continues to oscillate between varied approaches, models, and paradigms, presenting a 

complexing situation to the supervisor. Supervisors are also under added pressure to prepare 

teacher candidates in clinical settings, as criticisms and concerns have been expressed over 

teacher preparation programs worldwide. Scholars need to reimagine current views of the 

supervisor in ways that position them to meet these increasing demands. This includes looking 

to other, diverse perspectives, philosophies, and ideologies. In this chapter, I have argued that by 

researching my enactment of Zen constructs in my supervisory role, I am furthering this idea of 

expansion and positioning myself to productively contribute to the professional literature.  Ideas 

around imagining the supervisor, for instance, have mainly consisted of conceptual papers rather 

than actual research within clinical settings. I also engaged in self-study— drawing on spiritual 

elements- in a manner that could invite new discourse on how teacher education practice is 

examined. In the next chapter, I review empirical studies within instructional supervision, 

provide historical context, elaborate on various supervisor views, and explain Zen and its 

constructs relevant to this research. I also discuss my plan for enacting these ideas within the 

context of a clinical teacher preparation program. 
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CHAPTER 2: 

REVIEW OF THE RELEVANT LITERATURE 

“They’re so contradictory these people. Don’t expect consistency out of a Zen master. There’s a 

big book called the Shogogenzo I talked with a Zen master about this book.. He said, ‘Oh, that’s 

a terrible book. It explains everything so clearly It gives the show away’” (Watts, 2014, n.p.). 

In this chapter, I review the professional literature relevant to instructional supervision, I 

begin with an overview of the state of teacher education before defining instructional 

supervision. From there, I explain the various eras of supervision, providing a historical  

snapshot of how these views have evolved and conflicted overtime.  I then address the current 

empirical literature on instructional supervision, including what has been reported from self-

study research.  I move into a detailed description of Zen and the constructs to be enacted in this 

study before ending the chapter with a plan for enacting those constructs within my supervisory 

role. It should be noted that the literature on supervision is vast and diverse, and many topics, 

theories, and ideas were intentionally not included in this review. My criteria for inclusion 

revolved around these questions: 1) what are the various views/approaches of supervision and 

what are the underlying ideologies, and how have these views/approaches evolved, intersected, 

and conflicted? and 2) what is the current research around instructional supervision? Likewise, 

one could spend a lifetime studying Zen; countless books have been written on these subjects
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Hence, I included information on these topics that addressed the following: 1) what are the basic, 

underlying teachings and concepts embedded in this tradition? 2) What particular notions, 

concepts, and ideas might be relevant to supervision?   

The State of Teacher Education  

Prior to discussing instructional supervision, I believe it will help to present the broader 

landscape of teacher education. The supervisor might be pictured as a captain of a vessel, the 

vessel as supervision, and the ocean as the field of teacher education. Whatever occurs within 

teacher education impacts supervision, and hence the supervisor, at some level. A tumultuous 

ocean also requires a more skilled captain. Right now, internationally, teacher education “faces 

uncertain times” (Heck & Ambrosetti, 2018, p. 3). Reviews in Australia and New Zealand, for 

instance, have questioned the efficacy and impact of teacher education programs. Teacher 

education in England is undergoing a “period of dramatic and seemingly irrevocable change,” as 

teacher programs are pressured to become school-led (Bamber & Moore, 2017, p. 1). University 

and college teacher preparation systems in the United States have been called a failure, with 

debate around what teachers should know and be able to accomplish, and how teacher candidates 

should be prepared for the job (Heck & Ambrosetti, 2018; Zeichner, Payne, & Brayko, 2015). 

NCATE’s (2010) Blue Ribbon report called for major reform of teacher preparation, 

recommending that teacher programs be “fully grounded in clinical practice and interwoven with 

academic content and professional courses” (p. ii). The report also highlighted the need for 

increased accountability for teacher programs, strengthening the candidate base, conducting 

research on clinical preparation, and focusing candidate preparation on positively impacting 

student outcomes. As a result, teacher educators must be clinically trained and be “accountable 

for the performance of the candidates they supervise, as well as that of the students they teach” 
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(p. 21).  Teacher educators in clinical programs must provide candidates with pedagogical 

experiences situated within high-leverage practices, or “a set of practices that are fundamental to 

support PK-12 student learning, and that can be taught, learned, and implemented by those 

entering the profession” (Windschitl, Thompson, Braaten, & Stroupe, 2012). Clinically based 

teacher educators must also encourage reflective practice or pedagogical mindfulness—not 

reacting but being mindful or more aware of practice (AACTE, 2018).  Despite the challenges of 

teaching teachers, the work of university-based teacher educators is often undervalued within 

teacher education (Cuenca, 2013). Teacher education as a whole, in fact, is not taken seriously in 

colleges and universities (Cuenca, 2013; Labaree, 2004; Zeichner, 2006). “As a result, those with 

the least status and authority within colleges of education—clinical faculty, graduate students, or 

retired educators-often assume the greatest responsibility for teaching student teachers” (Cuenca, 

2013, p. xi). Such pressures, criticisms, and reforms centered around teacher education programs 

are like the waves crashing against the vessel of supervision, unavoidable and impactful. These 

waves undoubtedly impact the supervisor, making their skill and presence even more needed 

(Burns & Badiali, 2016a).   

A Brief History of Instructional Supervision  

Instructional supervision in the United States can be traced to at least the 1700s, where 

the term, inspector, regularly appears in writings about schools (Grumet, 1979). During  

this time, supervision methods “stressed strict control and close inspection of school facilities” 

(Sullivan, 2004, p. 7). The industrial revolution of the second half of the 19th century resulted in 

massive expansion of the American education system, and supervisory responsibilities fell to 

school superintendents (Sullivan, 2004). Schools became centralized bureaucracies, with 

superintendents justifying their existence through supervision (Glanz, 1991). Later, new 
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administrative positions were created to assist the superintendents, such as non-teaching roles 

that were charged with supervising teachers (Auala, 1987). The role of supervisor became more 

distinct, with positions involving special supervisors (mostly female) and general supervisors 

(mostly male) to assist with various areas of instruction (Sullivan, 2004). By the 1920s, 

opposition to bureaucratic supervision practices led to more democratic methods and a focus on 

helping teachers improve. It should be noted that supervision literature originally focused on 

working with in-service teachers, or those already in the job, but later included pre-service 

teachers, or those preparing to enter the field. This research and literature review focuses on pre- 

service teachers, or rather teacher candidates, the term being used to reflect more recent 

language in the field, but also draws from foundational supervision literature.     

 Defining Supervision 

Supervision originates from two Latin words, super “over” and videre “to view”.  There 

is no agreed upon definition for instructional supervision (Waite, 1995).  The goal of   

“improvement of instruction” (Weller, 1971, p. 5) has been commonly used. The role of 

instructional supervision has been surrounded by ambiguity, prompting researchers to repeatedly 

request clearer delineation of those roles (Gimbert & Nolan, 2003). As Gimbert and Nolan 

(2003) explain, supervisors working in a triad (supervisor, teacher candidate, and mentor 

teacher) have existed in some form for the last 70 years, but exactly what that position involves 

remains vague. Burns, Jacobs and Yendol-Hoppey (2016) believe a supervisor “typically refers 

to the person who supports preservice teacher learning within the clinical context,” but 

referencing Glickman, Gordon and Ross-Gordon (2013) assert that, “supervision itself is not a 

role but rather a set of tasks aimed at improving pre-K–12 student achievement” (p.   

400). Other definitions of supervision include:  
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• “An organizational function concerned with promoting teacher growth, leading to

improvement in teaching performance and greater student learning. Supervision is not

 concerned with making global judgments concerning the teacher’s competence and 

 performance” (Nolan & Hoover, 2011, p. 6).  

• “Assistance for the enhancement of teaching and learning” (Glickman, Gordon & Ross-

Gordon, 2013, p. 9).

• “Assistance or hand of help given to a professional colleague, the teacher in the process

of teaching” (Runcan, 2013, p. 4-6).  

Instructional supervision involves ongoing support and focusing on the teacher’s professional 

growth. Supervisors perform a variety of functions, including facilitating pre-and-post 

conferences, professional development activities (e.g. leading seminars and workshops), 

gathering data as part of research, and portfolio development (Mette, Anderson, Nieuwenhuizen, 

Range, Hvidston, & Doty, 2017).  Furthermore, supervision may be carried out by a variety of 

school and university-related staff, including administrators, classroom teachers, and 

independent consultants. Due to the complex nature of the role, supervisors inherently face 

many challenges, including smoothly transitioning from a classroom teacher to a supervisor of 

teachers (Bullock, 2012; Williams, Ritter, & Bullock, 2007, 2009). Supervisors often tread the 

line between carrying out evaluation duties and serving as a supportive guide or coach. While 

Nolan and Hoover (2011) recommend the best way to handle the separation of evaluation and 

supervision is to have two, different individuals do the jobs, this is not always an option, leaving 

the supervisor responsible for both functions. Burns and Badiali (2015) note the tensions that 

exist when supervision is conflated with evaluation, as the two have different purposes, 

rationales, scopes, and other dimensions. Teacher candidates might worry about receiving high 
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evaluations to complete programs. Supervisors must also manage relationships between 

themselves, teacher candidates, and mentor teachers. This element of a third person can cause 

challenges, as the roles of these three players are “often are unclear and shifting” and to make 

matters worse “these triads are inevitably hierarchical and thus promote shifting alliances, one 

with the university supervisor on top and another with the cooperating teacher on top” (Bullough 

& Draper, 2004, p. 417). Finally, supervisors “wear multiple hats,” including “evaluator, liaison, 

colleague, resource, mentor, and instructor of record” (Johnson & Napper-Owen, 2011, p. 50-

52). In addition to performing academic and instructional tasks, such as providing observational 

feedback to teacher candidates, supervisors must perform other tasks, including a public 

relations role at field placement sites (Cuenca, 2013). Supervisors are often charged with 

communicating expectations of teacher education programs to collaborating teachers and school 

administrators. Supervisors find themselves having to “smooth out” conflicts and “troubled 

relationships” (p. x) they arise between personality mismatches between mentor teachers and 

candidates or situations caused by problematic teacher candidates.  

High-Leverage Practices 

Based a meta-analysis of empirical studies of teacher candidate supervision, Burns, 

Jacobs, & Yendol-Hoppey (2018) proposed a Scope and Nature of Teacher Candidate 

Supervision Framework. The framework consists of two tasks, eight high-leverage practices, and 

84 pedagogical routines of practice engaged by supervisors. The tasks are 1) Collaboration and 

Community, or practices that cultivate the learning environment through establishing, building, 

maintaining, and renewing relationships” (p. 9-10) and 2) Curricular and Instructional Support, 

or “practices that offer targeted instructional support to meet the demands of learning to teach in 

the clinical context” (p. 10). Within those two tasks are eight, high-leverage practices that enable 

supervisors to actualize routine tasks in their practice (Burns, Jacobs, & Yendol-Hoppey, 2018). 
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theoretical orientations. Rather than being conflicted, the supervisor views disparity and change 

as necessary to maximizing his or her potentialities and negotiate the “supervision dance” (Trout, 

2008). I liken the benefits of supervising in the moment to Tricarico’s (2015) description of how 

Zen can help classroom teachers.  

Teaching’s ability to stay in the moment is one of our profession’s greatest gifts and why 

it shares such a kinship with Zen. When our teaching comes from who we are and 

originates from our passions and our heart, we increase the likelihood that we will 

experience flow and be “in the zone.” Being open to what may happen, without sticking 

to rigid anticipated outcomes (p. 12). 

Interestingly, a by-product—or perhaps a destination-is experiencing a greater 

interconnectedness with teacher candidates and mentor teachers. This results from the 

supervisor’s improved mindfulness in each moment, from his greater ability to remain calm, 

flexible, and responsive, but also due to realizing how each member is essential for the other’s 

existence. I think this speaks to the Awakened Supervisor’s possible source of power and 

influence, which in my experience, emanates from the power of being in the present moment. By 

being in the present moment, the supervisor can better connect with others involved in the 

supervision process and become more in-tune with the needs, motivations, difficulties, and 

developmental stages of teacher candidates, thus gain the ability to influence.  While the 

Awakened Supervisor’s power base and authority might have tinges of referent power and come 

in part from strong relationships, the notion of present-moment awareness as a source of 

centrifugal power represents a new understanding.  

Finally, using the Awakened Supervisor Framework, Zen might be considered a 

primer—a mental preparation for supervision. Centering oneself through breathing, walking 
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meditation, and other methods (the praxis of mindful supervision), the supervisor places him or 

herself in a place where they could become more effective, more connected to the needs of the 

triad, and more efficient with one’s energy and limited time. By reducing stress, clearing one’s 

mind, and engaging fully in the present moment, a supervisor could better participate in 

conferencing, observing, coaching, and interacting with candidates as well as mentor teachers. 

With full awareness, perhaps a supervisor is tapping their best self, regardless of the inevitable 

challenges involved.  A centered supervisor can operate even within a chaotic, seemingly 

unsupportive environment, knowing that it is her frame of mind that will determine how she 

engages with the practices and tasks of supervision. In summary, Zen-particularly the construct 

of mindfulness-could enhance all facets of supervision.  

Implications for Future Research 

In this section, I explicate the implications of my study in regards to research, including 

self-study methodologies that delve into spiritual matters. Conflating concepts of contemplative 

inquiry with teacher education self-study opened up new dimensions and avenues. This research 

added to the scant literature on inquiry frameworks and the work of others using non-traditional 

methods to explore consciousness and other spiritual dimensions (Llewellyn,1998; Romero, 

2016). As Anderson (2016) pointed out, sometimes current research vehicles are not appropriate 

to study spiritual-based phenomena. 

Self-Study Methodology Implications 

 I believe the methods used in this study help create new mechanisms to examine such 

topics, whether they occur in teacher education or other fields. Furthermore, utilizing 

unconventional means of collecting and analyzing data also enlarges the repertoire of self-study 

tools. In particular, meditating on data moved me beyond the possible constraints of analytically 
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and cerebrally coding data and determining findings. I was able to experiment with intuitively 

sorting out data, relaxing and transcending thought, and thus, able to allow insights to naturally 

surface, like fish coming up for air. While I had practiced the use of traditional qualitative data 

analysis methods, such as thematic coding, meditating on data created a new doorway, another 

technique to dig for meaning.  Curiously, there were times when I was not intentionally 

analyzing data for this study and insights emerged, spontaneously, without effort. This occurred 

when I was meditating without research questions or data in mind, driving my car, or taking a 

walk. It’s as if I had planted a seed, which later germinated and sprouted when the time was 

right. Additionally, I believe I should discuss my use of the term, awakenings, as opposed to 

using the word, findings. While qualitative researchers might consider they are “finding” patterns 

and themes within data, I questioned whether this is the most appropriate phrasing.  As 

researchers, what are we really finding? What exists in the data is already there, is it not? Rather, 

it seems more appropriate for researchers to state they are “awakening” to what’s there, as this 

suggests they are coming to greater understanding and greater intimacy with the data. For those 

conducting self-study, this term also denotes that was has been revealed within the data-and the 

study itself-has somehow transformed them. 

Another implication for research centers on my use of the label, spiritual self-study. 

Calling self-study as such initially makes sense as the purpose is to examine one’s practice. As 

Laboskey (2004) outlined, self-study should be self-initiated and self-improvement aimed, but 

she also advocated self-study be collaborative. Loughran (2004) declared that self-study, to be 

truly meaningful, should extend past the individual. These ideas move towards the conception of 

Zen and the Self. Zen practitioners believe in the absence of a separate self, seeing everything 

and everyone has connected on some level. As Zen Master Dogen wrote: 
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[But] to study the self is to forget the self [ jiko o narau to iu wa, jiko o wasururu nari ]. 

To forget the self is to be verified by the myriad things [of the world]. To be verified by 

the myriad things is to let drop off the body-mind of the self and the body-mind of others. 

(Davis 2009, 256 –257) 

If one subscribes to this idea of no-self, then it turns the entire notion of a self-study upside 

down. If there’s no self, what would there be to pursue in self-study? Where would the 

researcher fit into this idea? I posed this question to several Zen practitioners, who simply 

responded with a shrug of the shoulders, or as my Zen Critical Friend said, “you got me on that 

one.” After much thought, I realized the issue I had with the term, self-study: no study is truly a 

study of the self. While the focus might be on an individual’s practice, self-study, like other 

research, connects and impacts participants—others involved. For example, while not officially 

consented participants in this research, mentor teachers of the teacher candidates I worked with 

were impacted or influenced on some level, even if it were simply the energy or awareness I 

brought into their classroom. It could have been words I spoke or actions I took as I enacted Zen. 

Certainly, teacher candidates were touched on some level by this research.  Recording and 

reading back mindful notes caused surprised, perhaps a mini-awakening-in some candidates. 

Other scholars have posited this Zen-like philosophy of self-study as well. Zumic (2002) wrote: 

My research is certainly connected to the teachers with whom I work, but I did not 

initiate or conduct this project for them. And yet, in the ways I have come to see myself 

differently, it is through them that I own these understandings (p. 232-233). 

In the end, I am not advocating that scholars must toss out the term, self-study. I just 

come to believe the name can be misleading, as I have found that self-study methodology is 

intensively inter-connected, more than the name suggests. 
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Implications for Future Research of Supervision 

Based on this work, scholars might want to further investigate the moment-to-moment 

experiences of instructional supervisors. Along with empirical research conducted around the 

functions and practices of supervisor, the cannon can be expanded through examining the mental 

processes of supervisors, the thinking on their feet, their decisions in the moment and what 

influenced those decisions. Another area of future research involves the enactment and infusion 

of Eastern-based philosophies. For example, based on Glanz’s (1997) contributions and Burns, 

Jacobs, & Yendoll-Hoppey’s (2018) theoretical framework, how might a supervisor enacting 

Taoism describe his or her experiences in the field? As spiritual practices grow exponentially 

when situated within a community, investigating Eastern ideologies and supervision could 

benefit from collaborative inquiries, which are often carried out by self-study researchers (Louie, 

Drevdahl, Purdy, & Stackman, 2003). 

Following the Zen circle, I return to the original state of mind that brought me to this 

research in the first place: curiosity or a beginner’s mind. While I have gained new experiences, 

learned new insights, and made contributions through my study of Zen and supervision, I believe 

it is prudent I remain open to new possibilities and new outcomes. In that vein, I pose the 

following curiosities, leaving them open for future study: 

• How might other supervisors experience Zen-or at least mindfulness?

• Can mindfulness help fellow supervisors and other teacher educators stay grounded

and centered in the midst of action?

• What other possibilities does Zen and other Eastern-based philosophies (e.g. Taoism,

Confucianism) hold for supervision and the larger landscape of supervision?
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• How might constructs from this study—such as mindful breathing and mindful

walking-be extended to teacher candidates? Might they be open to trying such

methods and might they find them beneficial?

• What are the long-term effects of my practicing Zen not only as a teacher educator

but as a human being seeking self-improvement?

While some academics might feel uneasy ending a dissertation with questions or unanswered 

theories, I am comfortable with concluding (more like pausing) at this point in the journey. 

Filled with knowledge and new ideas, I realize the necessity to begin again,  to reexamine my 

preconceptions and notions, to begin questioning them again, to clear my mind, and empty my 

cup. 
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APPENDIX A: 

SUPERVISION PLATFORM #1 

Aims and Definition of Supervision 

I believe the goal of supervision is to foster growth and development in preservice teachers and 

prepare them to effectively work in schools. Supervision in teacher education is a complex 

endeavor, involving many tasks and responsibilities (Burns & Badiali, 2016a). In addition to 

conducting observations, leading seminars, establishing relationships with collaborating 

teachers, and completing paperwork, supervisors must also handle logistical concerns, such as 

scheduling and placement, which involves working closely with school administration. I think a 

tension exists between supervision and evaluation. As Tschannen and Tschannen (2011) note, 

there is a clear distinction between evaluation practices, which are bureaucratic in nature, and 

professional development, which reflects a coaching model. While my current position requires 

me to evaluate through the observation cycle and completing summative course paperwork, I 

resonate with developing preservice teachers through a strengths-based, growth-focused, 

coaching orientation (to be discussed later in this paper). When I consider the role of supervision 

holistically—metaphorically-- the following images come to mind: 

1) The Coach-one who encourages, “cheers on,” motivates, challenges preservice

teachers to higher-levels of performance
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2) The Gardner-one who nurtures growth in preservice teachers by providing attention

and proper condition (e.g. new knowledge, guidance, support, feedback, reflection)

3) The Chameleon -one who can effectively blend into various school environments,

assume various roles (e.g. teacher, coach, counselor, advisor, colleague, mediator)

Views on Knowledge and Learning 

I subscribe to the theoretical framework that teachers practicing inquiry-based models 

and those who practice inquiry better understand their craft and take charge of their own 

professional development (Dana and Yendol-Hoppey, 2014). Through the inquiry model, 

student teachers are encouraged to grow beyond the technical knowledge taught in coursework 

and develop into independent, autonomous professionals (Loughran, 2004).  Additionally, 

teachers who self-reflect gain useful knowledge about their experiences, which consequently, 

can be applied to future experiences, producing additional knowledge and insight (Dinkleman, 

2003).  Critical, reflective thinking generates new insights and understandings—essential 

components to growth. Additionally, students learn reflective thinking from their teachers, from 

how teachers model this type of thinking. Thus, practicing self-reflection as an educator is of 

paramount importance. To assess learning in preservice teachers, I believe we can use a variety 

of tools that allow us to look across periods of time to determine growth. For instance, having 

the advantage of supervising the same students over two consecutive semesters, I can ascertain 

growth and learning through observation notes, conferencing, and coursework, such as student 

reflections. I can analyze patterns in areas of growth and areas of concern to determine whether 

the student is making adequate progress and reaching his or her goals in the program.  
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The Image of the Supervisor and Learner 

I envision the supervision/preservice teacher relationship in two ways. First, I picture it 

using the gardener metaphor (See Figure 1). As a supervisor, I must carefully “care” for the 

preservice teacher, with my priority being his or her growth.  I must provide the right conditions 

for growth, without providing too much of any one thing. For instance, watering is essential to a 

plant, but watering too much can kill it. Likewise, providing guidance or advice must be 

distributed in the proper amount, based on the situation and the developmental stage of the 

preservice teacher. If I provide too much guidance, the teacher does not learn to think 

independently. I also perceive the relationship as of one the master-apprentice (see Figure 2). As 

a former teacher with a decade of classroom experience, I have already assumed the role, the 

position, that the preservice teacher is seeking. I have experience, wisdom, and knowledge “to 

pass down” to this person in training. The hope is that my apprentice will someday surpass me, 

and become the master, and thus, be in a position to mentor others as well.  

Beliefs about Curriculum and Supervision Pedagogy 

As a supervisor, my practices reflect the traditional strategies used by many supervisors 

(e.g. observation cycles, critical reflection, seminar/workshops). More specifically, my strategies 

reflect my philosophical orientation of assuming a strengths-based, growth-oriented, 

relationship-centered approach. For instance, during conferences, I discuss with preservice 

teachers their individual talents and strengths and how they might utilize these traits in their 

observed lessons. Rather than pose as the “one who knows,” I collaboratively engage with them 

to move away from focusing on weaker areas and towards building upon what works. I provide 

ample space for the student teachers to express themselves and ask questions. As   
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Tschannen and Tschannen  (2011) note, “When conversations are deficit-based, the weaknesses  

of teachers have the upper hand. The focus is on problem areas that need to be fixed. Focusing 

on deficits also shifts the responsibility for learning to the coach, who presumably knows how to 

do things better. Strengths-based coaching starts with a different assumption: In every situation, 

no matter how bleak something always works,” (p. 15-16). I also adhere to the notion of an 

engaged pedagogy where teaching is a performative act (hooks, 1994, 2010). Under this   

premise, the teacher must engage students. This begins being with building a community of 

learners. For instance, the instructor and students must take time to get to know each another and 

practice sharing ideas and thoughts through mutual participation. For me, it also involves 

bringing them into the curriculum by asking them how they want to learn topics and letting them 

share in the teaching. The test to determine whether these pedological practices are effective is 

through inquiry-the same mindset I instill in preservice teachers. I question, wonder, observe, 

collect data, and discuss findings with colleagues to determine whether what I’m doing is 

working, what needs to be adjusted, and what needs to be abandoned. For instance, in my current 

inquiry, I’ve noticed that incorporating strengths methods into the observation cycle has shown 

promising results, therefore, I will continue in that direction and monitor progress.  

Influence of the Specific Context 

I have realized the context (i.e. the school) where I supervise has a major impact on my 

my work. Student demographics, faculty, test scores, culture, and community must all be taken 

into account when planning seminars, conducting observations, providing advice to preservice 

teachers, etc. For instance, one school where I currently supervise, is situated in the middle of 

strawberry fields and other farms and about 70 percent of the students can be described as 

second-language learners. This means that I must be aware of how the preservice teachers will 



180 

address ELL accommodations in every observed lesson and how they will differentiate to meet 

the diverse needs of the classroom. It also means bringing in guest speakers to seminar and 

having the preservice teachers conduct projects that better familiarize them with the challenges 

and unique need of this school community. Similarly, another school where I supervise, has 

struggled with test scores, which has resulted in school administrative changes and impacted 

pressures and demands place on teachers. I must account for this situation when discussing 

issues and establishing expectations with the preservice teachers at this school.  

Criteria for Effective Teaching 

My main criteria for a successful observation cycle relates to my growth orientation. If 

growth has occurred in the preservice teacher in some area, I feel like I have been at least 

partially successful. The growth emanates from critical reflection. For instance, if during a 

preconference, I prompt a teacher to question his or her design, differentiation strategies, 

assessment, or use of resources, causing them to reflect deeply on those areas and resulting in 

improvements, then I have facilitated growth through the observation cycle. Additionally, if a 

teacher critically analyzes a lesson they taught and with no or little prompting begins to identify 

area for enhancement and makes plans to put those improvements into place, the observation 

cycle has effectively facilitated growth. The real key, I believe, is whether the teacher can 

engage the critical reflection process throughout the entire cycle independently. As that happens, 

the circle becomes complete, and as the infamous Darth Vader informed his former teacher, “I 

am now the master.” 
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APPENDIX B:  

SUPERVISOR PLATFORM (EXAMPLE OF SECOND REITERATION 

Practice:  

Creating a Culture of Collegiality: 

Pedagogical routines that create the conditions for a trusting environment where all voices 

are honored and respected  

Mindfulness:  Be mindful and sensitive to the needs of the group and of 

individual members; notice how each other’s actions and words 

impact the triad and individual members. Be aware of the  

“health” of the triad, whether it’s existing within a positive 

energy or whether negativity is entering the dynamic.   

Beginner’s Mind: Remain open and curious about triad members. Don’t assume I 

know what they are thinking, what they need…ask constant 

questions. Learn about each member. See them as “new 

friends” each time, taking time to learn about how they are 

doing mentally, emotionally.   

Impermanence: See the triad as living dynamic, subject to constant change; this 

could mean the triad is growing stronger, staying neutral or 

weakening. Perceptions of each other might be changing, 

evolving. Beliefs about the triad itself may be influx.   

Emptiness: 

 Realize that the triad cannot exist without each member; triad 

members are not separate but rather the triad only exists because 

of this interactions of individuals. The triad is also made up of 

abstractions such as trust, dialogue, and interaction.  

Simplicity: 

Practice clear, simple communication with triad members. Do 

not allude or “beat around the bush.” Be direct and simple in my 

speech.  

Paradox: Contemplate how relationships can impact the overall triad. For 

instance, if the candidate and mentor teacher bond (which could 

help the candidate’s growth), how this might weaken the 

relationship with the supervisor. Or how my relationship with a  
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APPENDIX C: 

SUPERVISOR PLATFORM (THIRD ITERATION) 

*Note: Revisions/additions to original platform italicized.

Aims and Definition of Supervision 

I believe the goal of supervision is to foster growth and development in preservice  

teachers and prepare them to effectively work in schools. Supervision in teacher education is a  

complex endeavor, involving many tasks and responsibilities (Burns & Badiali, 2016a). In  

addition to conducting observations, leading seminars, establishing relationships with  

collaborating teachers, and completing paperwork, supervisors must also handle logistical 

concerns, such as scheduling and placement, which involves working closely with school 

administration. While I believe a tension may exist between supervision and evaluation-- 

Tschannen and Tschannen (2011) note, there is a clear distinction between evaluation practices, 

which are bureaucratic in nature, and professional development--- I think supervisors can find 

flow and balance between these functions, provided they remain centered. I resonate with 

developing teacher candidates through a strengths-based, growth-focused, coaching orientation, I 

believe supervisors hold an even higher purpose. I believe supervisors have an ethical obligation 

to serve as an example, a model for awakened, mindful practices in education. They must 

demonstrate the ability to remain highly aware, centered, connected, and intuitively responsive 
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to students, teachers, parents, and others in the schools. When I consider the role of supervision 

holistically—metaphorically-- the following image comes to mind: 

The Awakened Supervisor: One who practices daily mindful engagement in working with teacher 

candidates, mentor teachers, and others involved in teacher preparation; an individual who 

consciously expands awareness of one’s own feelings, beliefs, strengths, shortcomings, and the 

impact of one’s thoughts, words, and actions on the other; furthermore, this supervisor remains 

grounded while flowing effortlessly between high-leverage practices and tasks and assuming 

various roles as they situation arises. 

Views on Knowledge and Learning 

While I still subscribe to the theoretical framework that teachers practicing inquiry based 

models and those who practice inquiry better understand their craft and take charge of their own  

professional development (Dana and Yendol-Hoppey, 2014), my conceptions of learning and 

knowledge have altered. I believe deep knowledge and learning also result from spiritual 

consciousness and direct experience through practices such as mindfulness and meditation. 

While I think teachers and supervisor who self-reflect gain useful knowledge about their 

experiences (Dinkleman, 2003), I think, for example, meditating on experiences and data 

produces another, deeper layer of intuitive understanding that cannot be obtained through 

analytical thinking alone. Critical, reflective thinking generates new insights and 

understandings—essential components to growth. Additionally, students learn reflective thinking 

from their teachers, from how teachers model this type of thinking. Thus, practicing self-

reflection as an educator is of paramount importance. To assess learning in preservice teachers, I 

believe we can use a variety of tools that allow us to look across periods of time to determine 



184 

growth. For instance, having the advantage of supervising the same students over two 

consecutive semesters, I can ascertain growth and learning through observation notes, 

conferencing, and coursework, such as student reflections. I can analyze patterns in areas of 

growth and areas of concern to determine whether the student is making adequate progress and 

reaching his or her goals in the program. Moreover, through practices such as Deep Listening 

and Mindful Observation note-taking, I can be fully present during the observation cycle with 

teacher candidates, experiencing a deep, centered awareness that helps promote thoughtful 

reflection and new insights.   

The Image of the Supervisor and Learner 

I have come to reimagine the supervisor/teacher candidate relationship. I see the 

supervisor’s responsibility as serving as a beacon of light and an oasis of calm—providing a 

model of centered, focused, awakened teaching. I also view the relationship as one of deep 

interconnectedness—the supervisor and candidate being as one, operating differently but 

entirely dependent on each other. For instance, the emotions and internal struggles of the 

candidate invariably affect the supervisor and vice-versa. The two are like the clouds and the 

sun, different entities but in constant contact and engaged in dynamic interaction. I also view the 

roles as interdependent and inter-changeable at times. For instance, the supervisor guides the 

candidate, but the supervisor also learns and becomes more awakened through her interaction 
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with the candidate. Helping candidate’s cope with stress and their emotions is more an art form, 

a “feel.” One only knows the right move when immersed in the moment and acting from that 

space. 

Beliefs about Curriculum and Supervision Pedagogy 

As a supervisor, my practices reflect the traditional strategies used by many supervisors  

(e.g. observation cycles, critical reflection, seminar/workshops). More specifically, my strategies 

reflect my philosophical orientation of assuming a strengths-based, growth-oriented,  

relationship-centered approach. For instance, during conferences, I discuss with preservice  

teachers their individual talents and strengths and how they might utilize these traits in their 

observed lessons. Rather than pose as the “one who knows,” I collaboratively engage with 

teacher candidates. However, I believe that all pedagogical practices and approaches can 

enhanced with the practitioner is more fully engaged and present, more mindful and aware of the 

practices being used, why they are being used, and the moment-to-moment experience of using 

them. For example, when the supervisor is fully centered and grounded—mentally, emotionally, 

philosophically—then he or she can operate from this space, directing focus, attention, and 

energy with maximum results. Thus, the tools in hand become more powerful tools because of the 

focused state of the one wielding that tool. Like a skilled archer, the bow becomes 

more powerful in the hand of one who knows how to calm his or her mind, to focus, and to fully 

experience each moment.  

Influence of the Specific Context 

While I have realized the context (i.e. the school) where I supervise has a major impact 

on my work, I have reconsidered how much weight to assign this element of supervision. Of 
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course, the climate and environment can impact the coaching and development of teachers, 

however, I have come to realize that ultimately it is the mental state-the mindset and 

consciousness-of the supervisor that matters most. A centered supervisor can operate even 

within a chaotic, seemingly unsupportive environment, knowing that it is her frame of mind 

that will determine how she engages with the practices and tasks of supervision. The Awakened 

Supervisor learns to operate as a sort of eye of the hurricane, remaining calm despite the 

disorder that encompasses practice. The supervisor cannot control the environment of a school 

setting, however, through practices of mindfulness and meditation, he can influence his own state 

of mind. 

Criteria for Effective Teaching 

My main criteria for a successful observation cycle relates to my growth orientation. If  

growth has occurred in the preservice teacher in some area, I feel like I have been at least  

partially successful. The growth emanates from critical reflection. For instance, if during a  

preconference, I prompt a teacher to question his or her design, differentiation strategies,  

assessment, or use of resources, causing them to reflect deeply on those areas and resulting in  

improvements, then I have facilitated growth through the observation cycle. Additionally, if a  

teacher critically analyzes a lesson they taught and with no or little prompting begins to identify  

area for enhancement and makes plans to put those improvements into place, the observation  

cycle has effectively facilitated growth. I would add that expansion of awareness-of one’s self 

and of one’s teaching practice and impact on students—is also a factor for determining effective 

teaching. The goal is to help the candidate expand their consciousness so they are more aware of 

their pedagogy.  
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High-Leverage Practices 

1. Creating a Culture of Collegiality: routines that build a trusting environment

where everyone is heard and respected.

Being mindful and fully aware of the needs of the other, of the responses and reactions of 

teacher candidates, mentor teachers, and school administrators can assist one in 

achieving an interconnectedness; the supervisor may begin to see how closely 

intertwined the members of the triad are and to perceive it as a living, breathing 

dynamic that is influenced by all parties. 

2. Developing Interpersonal Familiarity: routines that help teacher educators get

to know each other

The supervisor can become more conscious of the interactions with candidates and 

mentor teachers, and thus, identify and practice the “small gestures” that may help 

strengthen interpersonal familiarity. For instance, even becoming aware of the other’s 

facial expressions, tone of voice, and other mannerisms, could influence this familiarity 

and the supervisor’s ability to develop relationships. 

3. Developing Quality Placements-routines that put into place structures and

process to build and sustain schools as clinical places for teacher candidate

growth.’

Developing quality placements requires being mindful of the impact of those placements 
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on all triad members. The supervisor must be sensitive to the relationships between 

candidates and possible mentors but also be aware of the relationships that result after 

placements occur and whether those relationships are synergetic and fruitful. This 

requires being in-tune with this dynamic. 

4. Fostering Reflective Thinking- routines that encourage reflection on the impact

of the teacher’s actions but also the larger socio-political and historical

landscape.

Supervisors should first serve as models of reflective practice, of curious, open minds 

that explore existing assumptions and bias. This means that supervisors should strive to 

develop mindfulness and beginner’s mind in themselves, which is then demonstrated to 

candidates through daily interactions (e.g. conferences, observation notes, inquiry). 

Expansion of consciousness can benefit reflection as one becomes more aware of both 

the self and environment. 

5. Fostering Theory and Practice Connections-routines that assist teachers to move

beyond isolated theoretical and practical learning.

Drawing deep, theory-practice connections requires being fully aware and open to these 

connections during each moment of the field experience as well during coursework. The 

mind of both the supervisor and candidate must remain open to all possibilities. 
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6. Helping Educators Cope with Stress: routines that support the social and

emotional needs of teacher candidates.

Providing emotional support to candidates demands that supervisors be highly mindful 

and responsive to their needs, to their stressors and daily challenges, frustrations and 

struggles. This means engaging in Deep Listening as well as being aware of the physical 

signs and other indicators that might suggest candidates are faced with social-emotional 

struggles. 

7. Providing Focused Instructional Feedback: routines that support the providing

of targeted feedback on teaching.

Providing targeted, meaningful instructional feedback to candidates might be better 

facilitated through mindful observations and conferences. This means that supervisors 

thrust themselves fully and deeply into the observed teaching of candidates, being fully 

engaged in the process. It also means deeply listening to candidates during conferences 

and engaging in conversation that enlightens and awakens both parties to new 

possibilities. 

8. Strengthening Curriculum Planning: routines that create understanding on the

instructional planning process.

Similarly, supervisors should engage in mindful, Deep Listening when pre-planning with 

teacher candidates, thus providing optimal guidance and inspiration. Supervisors should 
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allow candidates to fully express their ideas and plans, and grounded in the experience, 

provide the appropriate amount of directions based on the candidate’s developmental 

needs in that moment.
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APPENDIX D: 

FIELD NOTE FORM 

Date Zen Principle (s) Observations 
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APPENDIX E:  

EXAMPLES OF EXIT SURVEY QUESTIONS FOR TEACHER CANDIDATES 

Exit Survey Question Example Response 

How would you describe the observation #1 

cycle with your supervisor? How might you 

describe the pre-conference interactions 

between you the supervisor, for instance, the 

observation and how feedback was delivered, 

etc. 

Overall I believe that the pre-conferences and 

post-conferences are very useful. They help 

with my observations and with my future 

teaching strategies. I feel as if sometimes the 

post-conferences are repetitive since we write 

a reflection that basically says how we feel. I 

would find it more useful if we just built off 

of the reflection instead. I wish we had a little 

more time to discuss the observations right 

after they happen but a lot of times even the 

observations are cut short unfortunately. As a 

whole I really enjoy the process. I just wish 

we had the supervisor there for more than one 

day. 

Please respond to the following: How would 

you describe your supervisor's ability to help 

you cope with stress/emotional distress in the 

internship? 

I think you are a very accommodating 

supervisor, you always start seminar by 

letting us share how we feel. You respond to 

our concerns/emails in a timely manner. I 

think you do a great job with explaining 

assignments in a way that eases stress and 

extend due dates when our workload becomes 

too much. 

Please answer the following: How would you 

describe Steve's ability to help you (as an 

intern) become reflective about your practice? 

Steve always has me reflect on my ability as a 

teacher. During pre and post conference he 

always questions me and encourages me to 

think deeper. I see things from a different 

perspective and I always learn something 

new. Whenever I leave a conference, I feel 

more confident in my abilities as a teacher 

and I feel reassurance. 
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APPENDIX F: 

EXAMPLE OF A MEDITATIVE MEMO 

Meditative Memo #5 

I feel as though time stands still a bit, time slows down, when I focus on the moment and breath. 

Like Thich Nhat Hanh recommends, I slowed down before entering classrooms, one foot in front 

of another. I became aware of the sunshine on my sky outside, the air passing, the children’s 

laughter. Things seem magnified. When I enter a classroom, things seem more colorful. The 

students’ faces, their smiles, expand. But the stress—the creases, the wrinkles of the CTs faces 

also blows up in my mind. I also notice the expressions on the interns—the tension around the 

mouth, the strain in the eyes, the dark circles under the eyes-if they exist. This heightened focus  

aids me in using my time, in deciding what high-leverage practices to use and at what moment in 

time. For instance, Burns, Jacobs and Yendol-Hoppey (2018) discuss knowing when to employ  

what practice, knowing when to emphasize certain practices, tasks, and functions. Breathing in  

and out, I slow down, they my vision becomes clearer regarding practices. In the classroom  

scenario above, I focused on collegiality with myself and the CT—as well as bringing in the  

intern. I spent more time chatting, joking, touching base, then maybe I would have in the past.  

This experience, in a sense, is like the clouds passing, clearing, then you can see the  

horizon better. I am able to see better. This same experience occurred when facilitating seminar  

later that day. Prior, I practiced centering myself in the moment. The worries of the day seemed  

to subside, then I could focus on what I believed was essential in the moment—the high-leverage 

practice of helping interns cope with stress and emotional distress. I asked them how they were  

feeling the first day back to internship—and I really listened. 
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I studied their faces and body language and really was there. But I find I can’t hold this  

present-moment awareness. After several minutes of talking-both in the classroom and in  

seminar, I seem to become distracted again. I lose my focus, my Zen.  I don’t know what is  

possible in terms of remaining in the moment.  Nevertheless, I find the practice of occasionally  

centering extremely beneficial, as supervision is highly complex (Glickman, Gordon, & Ross- 

Gordon, 2013). At least, I can relax and regain composure, even if it’s short-lived. In truth, this  

whole study scares me at times. Become strongly aware of my supervision practices is  

frightening. My major professor agreed, I am making myself very vulnerable-open to criticisms.  

Self-study requires this vulnerability; to improve practice, one must be open to the  

positive and negative aspects.  I surveyed the interns, asking them to describe my qualities. This  

was scary! I didn’t know what to expect, as I made the survey anonymous. I wanted to determine  

what qualities I possess and how they might relate to Zen.  The results were positive. Interns  

repeatedly used the words “caring” and “helpful.” One even called my inspiring (quite a  

compliment).  But I don’t know how truthful these comments are—I am their course instructor.  

Caring does seem to align with ideas of compassion encouraged in Buddhism. Thich Nhat Hanh  

draws deep connections between caring and compassion and being mindful—for example,  

practicing deep listening with someone who needs to talk with someone. However, I could be  

reading into this—maybe I’m just caring in my personality, something I learned growing up, or a 

family value, etc. and I could have nothing to do with mindfulness.
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APPENDIX G: 

E-MAIL EXCHANGE WITH CRITICAL FRIEND

Steve, 

I think your answer to the "why Zen?" question was a good one. There will likely be some more 

push-back on the religion issue. I remember that I co-won an NCTE award for the Harvard Ed. 

Review article, and I heard later that the committee decided they needed to declare two winners 

because some members felt uncomfortable giving an award to an article "about religion."  

At this point you really don't need to defend your research because your committee, overall, must 

like what you're doing. One further defense, though, is to make the writing good and the 

research orderly and systematic. As far as I can tell, you're doing that. 

I had a chance to read your meditative memos. My first reaction is that you're operating at a 

pretty high level of abstraction. To a significant degree, you're just talking about Zen and 

mindfulness and other related concepts. It seems to me that if you're really concerned about 

mindfulness, you need to dig into the details of your teaching practice. Don't just mention the 

student and then worry about how you handled her situation--whatever it was. Instead, consider 

digging into the details of the event, reconstructing the dialog, the action, her physical responses 

to you and your responses to her, the setting, the other students. How hot or cold was the 

classroom? I think I mentioned "slices of classroom life" in the HER piece. Starting about that 

time and continuing to the present, our program has required student teachers to write (what 

have come to be called) SOLs, in which the first part is a detailed narrative account of some 

classroom encounter or event. The second part, then, is a commentary on the event--a 

commentary that has clear, concrete meaning because it is preceded by what the reader needs to 

know about what happened and why it's important. If you're truly mindful, you're mindful, first of 

all, of the concrete details of life in the classroom. It's quite revealing that some student teachers 

have real trouble temporarily suspending their judgement and discursive mind and first focusing 

on the details--where the action really is. To paraphrase Mark Twain: "Don't say the old lady 

screamed; bring her on and let her scream."  Also, I remember one Zen teacher being asked 

"what is Zen?" and he answered "details, details, details." 

Or think about it this way: don't write about Zen; write Zen.
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(Name removed) 

*** 

(Critical Friend name removed) 

This is already so helpful. I really resonate with the idea of the awakened supervisor as an image 

of the flexible mind, the individual that can entertain and employ all the other approaches, can 

step in and out of other images, remaining centered and in the present.  Glanz (1997) suggested 

this, when he applied Taoism to supervision--a philosophical orientation that strove for balance 

among the conflicting views. 

I did have one committee member push back on why I chose Zen rather than say, Jon Kabot's 

mindfulness, which is research backed-saying it would avoid possible secular/religious 

controversy. 

 My answer was that, first, all Westernized mindfulness stems from Zen and Buddhism, that's 

simply a fact. Second, since Zen was complex, abstract, and paradoxical, it would produce a 

richer, more complex dissertation.  A dish is only as good as its ingredients. 

There was some commending on the committee's part, saying I was pushing the boundaries and 

they expected my dissertation to get some attention. In the same breath, they told me to be 

prepared to be questioned and criticized and challenged by some, who were not comfortable 

with this risk. I wonder how you think I might better "defend" my work and prepare myself for 

future sparring matches.
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APPENDIX H: 

EXAMPLE OF A “CODED” MEDITATIVE MEMO 

Meditative Memo # 10 

I’ve become interested in how a flow state produced from being mindful and aware relates to the 

various images in my theoretical framework. For instance, I noticed that being in a certain frame  

of mind, I can flow or move from one image or role to another. 

For example, during an observation today, I began with small talk, asking a candidate how they  

are doing, being personal, then moved into the Evaluator role when I ran through the Danielson  

feedback. I also problematized the lesson/the candidate’s teaching (the Critical Friend) by asking 

how she could better differentiate the lesson-though the lesson went well. This led to exploring  

different options together-I created this sense of dissatisfaction to push the candidate’s growing  

skill level. 

Another example from my journaling this week: 

Intern began crying over evaluation scores. I asked her if she wanted to take break, talk about  

later. She said no and calmed down. We went through the rubric, and I gave suggestions. Later,  

she seemed more relaxed and began smiling. I seemed to move from Evaluator to Miss  

Collegiality then back to Evaluator-later I shifted back to friend mode, checking on her well- 

begin. 

It seems just being aware of the different images and being mindful in the moment, allows one 

to move in and out of these images/roles—to flow between them. They don’t necessarily 
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conflict but are interrelated.  For instance, providing difficult feedback is easier when coming 

across in a friendly manner (e.g. we are on the same team. I am here to help you).
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APPENDIX I:   

INSTITUTIONAL REVIEW BOARD APPROVAL LETTER 
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