




















































































































































































































































































Pre-Introduction 
My presentation reflects a study that is designated as research-in-process. This 

basically means that the research is on-going and the final results are pending. 
Presently, the study is about 60% completed. Remaining to be completed are 
instrument finalization, data collection, data analysis and results reporting. 

The focus of my presentation will entail sharing with you the theoretical 
foundation of the study, purpose, objectives, employed methods, expected 
outcomes, and the research significance and benefactors. 

Introduction 
The United States has one of the highest pregnancy rates involving teenagers 

in the industrialized world. Invariably, unplanned births and child-rearing often 
mean lack of preparation for both the teen mother and father. Initially, most of the 
child-caring and support responsibilities are assumed by the teen mother, with 
limited, if any at all, significant supportive contributions coming from the teen 
father (Hardy, 1988). Most often teen fathers are unable to provide financial and 
other parental support. The main question is in what ways can adolescent minority 
fathers assume greater nonfinancial responsibilities in the care and support of their 
children? 

A clear picture is painted of a teenage male who is virtually unprepared 
financially, emotionally, psychologically, and socially to assume the weighty 
responsibilities of parenting. Unlike the female, most males in the United States, 
regardless of ethnic background and culture, have not been required to, expected to, 
or socialized early on to acquire parenting-type skills, attitudes, and behaviors 
(Redmond, 1985). 

Whether in the schools, homes, churches, or elsewhere, certainly programs 
and services of all sorts aimed at educating minority teen fathers are needed and 
welcomed (Robinson & Barret, 1985). 

There is no question that long-held male unassuming attitudes and 
behaviors are very difficult to change. Assuredly, even the most modest individual, 
who shows promise of contributing to aiding teen fathers to become better fathers, 
deserves serious attention and wide support. 

Purpose 
The purpose of this study is to determine the availability of local and 

statewide programs and services designed specifically to train and support 
adolescent minority teen fathers in their efforts to become effective parents. 
Additionally, this research will provide suggestions and plans for improving 
childcare and rearing involvement of minority teen fathers. 

Proposed is a research initiative designed to achieve the following objectives: 
1) to determine the availability and the extent to which local and statewide 
programs and services specifically target, train, and support adolescent minority teen 
fathers to become more effective parents and 2) to elicit, from a variety of 
community, educational, religious, social and governmental sources, suggestions 
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and plans for improving childcare and rearing involvement of minority teen 
fathers. 

Methods 
The subjects of the research will be a select combination of people and 

organizations. In terms of people, the subjects will include select samples of teen 
fathers and teen nonfathers; teen mothers and teen nonmothers; parents, teachers, 

:, ministers and school counselors. Organization subjects will include those which are 
identified, locally and statewide, having programs and services designed to support 
effective adolescent parenting such as Planned Parenthood of Kansas, Family Center 
Resources, Family and Children Enrichment, Family Life Services, Parents without 
Partners and other related organizations. Most of the subjects will be located in the 
Wichita and Sedgwick County areas of Kansas. 

) 

The research plan will entail identifying, selecting, and interviewing multi­
stratified pools of subjects representing cross-generational and gender groups, 
religious, community-based, educational, social and governmental organizations 
located across the state of Kansas. The instrumentation for data collection will 
consist of the combined methods of structured interviews and self-administered 
customized questionnaires. The customization and testing of the data collection 
instruments are in the process of finalization. 

Expected Outcomes 
The anticipated and expected outcomes are expected to provide significant 

and relevant information with regard to the availability, preparedness, and 
accessibility of local government, social, community and religious organization 
which sponsor and manage programs targeted to educate and support parenting 
abilities of minority adolescent fathers. Additionally, it is anticipated that the results 
of this research will provide paternal and attitudinal suggestions and strategies 
enabling many minority adolescent fathers to improve their parental abilities and 
assume a more active contributing role in the lives of their children. 

It is expected that the results of this research will contribute to the broader 
social science and education literature. Further, the anticipated suggestions of 
valued nonfinancial contributions of minority teen fathers will serve as an 
important reference and support source for parents of teenagers, adolescent parents, 
teachers, counselors, community-based organizations, and other social service 
agencies for training, counseling, and advising of teen fathers and fathers-to-be. 

Benefactors and Significance 
The benefactors of this research will be primarily adolescent minority fathers 

and fathers-to-be, especially between the ages of 15-17. Also, it is expected that other 
teen fathers will benefit as well. Additionally, schools, colleges, and other people­
helping organizations and agencies, whose primary responsibilities are to support 
the well-being of young adults, are expected to benefit from this research in terms of 
relevant information for counseling, advising, teaching, and simply face-to-face 
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encouragement. The financially unprepared adolescent fathers are raised ultimately 
to be confident, motivated, and in possession of certain acquired parenting skills, 
which may enable them to significantly contribute to the support of their children. 

Lastly, it is urgent and potentially beneficial to pursue theories and initiative 
strategies to help financially unprepared minority and other teen fathers to become 
more contributing and dynamically involved in the lives of their children as 
proposed by this research in process. The continuation of the research to 
completion is validly important. 
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Abstract 

Transformations: Women and Recovery, 
Women Changing Research 

Christine Taylor, McNair Scholar 
Dr. Carol Wolfe Konek, Faculty Scholar 

Dr. Carol Wolfe Konek is a professor of women's studies and assistant dean at 
Wichita State University. Her book, Transformations; Stories of Women in 
Recoverv is nearing completion. My job as her research assistant was to help with 
Transformations. Not only did I learn a great deal about the narrative as a research 
method, I also learned the value of qualitative research and a great deal about 
myself. Transformations is a collection of narratives, stories told to Dr. Konek by 
women in recovery. Each narrative is an intimate look at one woman's battle with 
addiction, and the road back. As social research, Transformations shows us 
women's lives at the individual level, the micro level. Thev women's voices come 
through as they tell their own stories. Each woman uniquely told her story , 
recreating and re-defining her life with her own words, her own vision. Often these 
women seemed to gain insight into their addiction and recovery by telling their 
stories. What I learned as a researcher is how difficult it can be to tell another's story 
without damaging their voice, their truth. With the women's voices in mind, Dr. 
Konek decided to do little with each story, but rather concentrate on finding research 
that supports our assumptions about the similarities and differences between the 
women and review the most recent literature concerning addiction and recovery. 
The following article is an experiential look at Transformations and the process of 
qualitative research. 

Introduction 
Dr. Carol Wolfe Konek is a professor of Women's Studies and Assistant Dean 

at Wichita State University. Her book Transformations; Stories of Women in 
Recovery is nearing completion. My job as her research assistant was to help with 
Transformations. Not only did I learn a great deal about the narrative as a research 
method, I also learned the value of qualitative research and a great deal about 
myself. 

Transformations is a collection of narratives, stories told to Dr. Konek by 
women in recovery. Each narrative is an intimate look at one woman's battle with 
addiction, and the road back. As social research, Transformations shows us 
women's lives at the individual level, the micro level. The women's voices come 
through as they tell their own stories. 

Dr. Konek collected these narratives through interviews with the women. 
When revising and refining the text, I asked Dr. Konek if she wondered about the 
danger in changing any of the text for fear of damaging the women's stories. We 
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agreed that the stories these women told were important in their form. Each 
woman uniquely told her story, recreating and redefining her life with her own 
words, her own vision. Often these women seemed to gain insight into their 
addiction and recovery by telling their stories. 

I'd like to say that doing this interview is helping me. Until 
I offered to be a participant in your study, I'd never said I was 
alcoholic to anyone in my life. You are the first person I've 
said that to. I've been thinking about it ever since you told me 
about the study. I've been thinking about telling you that I 
would like to participate in the study, but until yesterday, I 
didn't know if I would actually say it. So, this is going to give 
me a chance to think it through (Diedre, 1). 

What I learned as a researcher is how difficult it can be to tell another's story 
without damaging their voice, their truth. 

With the women's voices in mind, Dr. Konek decided to do little with each 
story, but rather concentrate on finding research that supports our assumptions 
about the similarities and differences between the women and review the most 
recent literature concerning addiction and recovery. Purely objective research is a 
myth. Just the act of doing research is a political one, affecting the women involved, 
their ideas about addiction; the researcher and her ideas about research. I learned a 
great deal about research as an agent of social change. 

I began my process as research assistant by reading Dr. Konek's text. Each story 
had its similarities and differences. However, all the women wanted to tell their 
stories and by doing so, they were changing, their lives and their perceptions of 
themselves. The power of insight and self•reflectivity became overwhelming to me. 
These women were changing as they spoke, creating new identities and new lives. 
Each telling of the story resulted in new insight into the process of recovery. 

One reason I agreed to do this interview was that there is 
so much I have left t<' disclose. I thought if I could tell one 
other person about some of my past, I might find it easier 
to write my story. If I could tell the whole story of all I grew 
up with (there was always sexual or physical abuse, and 
there was always verbal abuse or neglect). I might make 
progress in getting better (Shandra). 

The telling of the story changed the story. 
Dr. Konek called recovery "creative imagining." These women imagine new 

lives and make their lives new. Dr. Konek writes: 
In recovery, she makes whole that which is scattered asunder, 
restoring her power to imagine, to look at one thing and see 
another, to make whole what is greater than the sum of its 
parts, to experiment with points of view, and to compare and 
choose ways of seeing. 

This whole idea of creative imagining changed how I see research and the process of 
that research. 
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I see research as creative, ever-changing, ever-evolving. Research has become 
for me a way of seeing more clearly, telling stories and sharing histories. No longer 
is research merely massive amounts of numbers, but it defines real people, real 
lives. 

Over the years, qualitative forms of research have often been looked upon as 
semi-research, not "real" research because the data cannot be quantified, or the 
sample is not "large" enough. One of the questions I began to ask myself as a 
researcher was, "How large does the sample have to be?" Or, "Do we lump 
individuals into piles of numbers that create a blur of addition overpowering the 
good of our research?" Must good research be scientific? 

The women in Transformations came to life for me through their stories, 
revelations, and insights into addiction and recovery. Dr. Konek asked me to think 
about the patterns, the histories, and the places these women had come from and 
where they were going. She asked that I look at ways in which their stories could 
benefit those in the recovery process. We also did extensive Internet and Library 
research to update the literature concerning addiction and recovery. I found 
massive amounts of theories, and statistics that all told the same story. The battle 
against substance use and abuse is not new, nor is it subsiding. I frequently asked 
myself, "Why?" Why with all of those statistics, is it so hard to convince people of 
the harm that occurs to oneself and one's family and friends? I began to believe that 
perhaps all of those statistics that tell us just how bad these things are for us do not 
really show us much about the human condition. 

As a researcher, I cannot risk losing sight of the people affected by my 
research. This awareness is the most important thing I have learned from Dr. 
Konek. We can learn to study responsively. We can learn to be scholarly agents of 
social change. We have to. The women of Transformations not only change their 
own lives through the telling of their stories, but they affect the lives of everyone 
who reads their stories. This is how change is affected and how research is effective. 
"A woman whose story is witnessed by those who have agreed to disrupt the worlds 
of others with their transgressive telling is a woman becoming dangerous" (Konek). 
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Abstract 

Using Portfolios in Teacher Education 

Jessica Tinsmon, McNair Scholar 
Dr. Frank Kline, Faculty Scholar 

While there is much research describing the use of portfolios in teacher 
education programs, there is little work describing the format that portfolios may 
take. It was noted that most of the described portfolio entries were paper-based, 
allowing little opportunity for the expression of non-verbal intelligences. This 
discussion of portfolio formats seeks to answer the questions: What type of entries 
are found in student portfolios? Why do students choose those entries? Is it 
possible (or necessary) to encourage a wider variety of portfolio entries? 

Introduction 
It has been over a decade since our nation's colleges and universities first 

began to utilize portfolios as a means of assessment in teacher education programs 
(Tierney, 1994). This effort toward alternative assessment has led to the creation of a 
number of different portfolio programs. These programs all contain some common 
elements--a focus on teacher education, some elements of student selection, and an 
expectation of reflection by the students. However, each program is unique in its 
scope and demands. For the purposes of this discussion, portfolio will be defined as 
the total display used to demonstrate a student's abilities and entry as the 
individual parts which make up a portfolio. 

Many colleges of education have developed program-wide portfolio 
requirements that culminate at the end of the student teaching semester (Biddies, 
1992; Douglas & Fennerty, 1994; Jensen & Shepston, 1994; Pedras, 1994; Tierney, 
1994). Others have chosen to implement portfolio assessment at the graduate level 
(Mathies & Uphoff, 1992; Tierney, 1992). In many cases however, it is the individual 
professor in the context of an individual class who takes the initiative to use 
portfolio assessment with teacher education students (Niles & Bruneau, 1994; 
Rafferty, 1994; Tierney, 1994; Vogt, 1994). 

Despite, or perhaps because of, the wide variety of programs that exist, many 
students and evaluators are confused about different formats a portfolio can take, 
and what might be included within a portfolio. This confusion may also be related 
to the nature of a portfolio which, because it often includes an element of student 
selection of entries, defies standardization. In spite of these forces toward diversity, 
if teacher educators are asked to describe a portfolio, that description often begins 
with the mention of some type of notebook. Occasionally, the answer is much more 
inclusive--"a display case of selected contents, ... A case for competence" (Biddle, 1992 
p .2). 
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The question that has become a focal point for those attempting to implement 
a portfolio assessment program is, how do students make a case for competence? 
Probably in an effort to deal with this ambiguity, many portfolio program 
documents begin with a list of specific requirements. At the University of Idaho, for 
example, the portfolio project in the Introduction to Teaching course consists of 
seven specific requirements. The first six are non-negotiable: 

1) Teacher Resume--based on guidelines presented in class 
2) Lesson Plan(s)--refined from the class presentation including: 

a. The plan used for class delivery, and 
b. Modified plan based on your reflection for improvement 

3) Self Enhancement Plan--as discussed in class including: 
a. Original submitted in class, and 
b. Evidence suggesting your progress by the end of class 

4) Educational Philosophy--a brief discussion of your perceived 
contribution to the institution of education 

5) Professional Growth--a brief discussion of your perceived contribution 
to the institution of education 

6) Reflection Question-- select one reflection question assigned during the 
semester. Comment on how you would readdress the same 
issue after having completed most of the course (Pedras, 1991 
pgs. 8-9). 

For the final portfolio entry, the student may complete an activity in one of five 
areas: 1. Education issue, 2. Interview, 3. Discipline, 4. Case Study, or 5. Extra 
Curricular Activity. 

Other programs have a list of outcomes or program goals which shape the 
portfolio contents. The special education program at Central Washington 
University has devised criteria by which it evaluates teacher education students. At 
the end of their time in teacher education courses, students' portfolios must indicate 
competency in three critical areas: 

1. All special education teacher candidates should have mastery of course 
competencies established for effective teaching. 

2. The competencies established are important and necessary for effective 
teaching. 

3. All special education teacher candidates should be able to generalize 
information learned into any diverse situation (Douglas & Fennerty, 
1994 pg. 3). 

These critical areas are also broken down into specific program goals and students 
are expected to explain how their portfolio meets these program requirements. 

A few have left the decision making to the student, though the student must 
reflect upon and justify each entry. At the University of Dayton, students work 
under the advisement of a faculty member, who applies a constructionist approach 
to the portfolio process. With their portfolios, students show their progress toward 
reaching the Teacher Education Department theme of "Teacher as Reflective 
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Decision Maker in a Pluralistic Democracy"(Biddle, 1992 pg.5). 
These three programs represent points on a continuum of specificity of 

portfolio requirements. This continuum ranges from tight specification of entries 
with a minimum amount of student choice to very loose specification of entries and 
a great deal of student choice. Many other programs are at other points on this 
continuum providing a great variety of portfolios. This continuum is important to 
this article because the more tightly contents are specified, the more uniform the 
portfolios become and the less variety in format and type of entry naturally occur. 

Whether formally stated or informally implied, it seems as though many 
programs are situated toward the more tightly specified end of the continuum. The 
common thread that runs through the vast majority of final portfolios is the fact 
that, with the exception of videotape, most portfolios are simply a collection of 
papers, written projects, and assignments that the student has completed and 
reflected upon. 

Encouraging students to move away from being verbally linguistic in their 
entries has several important advantages. So students are pushed toward a diversity 
of expression as they showcase their own personal strengths, they are exposed to 
their own nonverbal expressive abilities, and leave the teacher education program 
with a more complete understanding of both their own abilities and those of the 
children they will serve. It is possible to demonstrate competence using nonverbal 
methods (i.e., visual, musical, etc.), but teacher education programs and their 
students often seem to find it difficult to move away from the concept of black print 
on white paper in a three ring binder to alternative portfolio formats. This paper 
intends to detail current portfolio formats and encourage the broadening of focus for 
portfolios to include more alternative (i.e., non-verbal) entries. 

Review of Literature 
The search for descriptions of portfolio formats began by using the key words 

"portfolios," "teacher education," and "format" in a search of ERIC. This produced a 
grand total of three articles, only one of which would help us to document the 
variety of different portfolio formats currently used in teacher education programs. 
Broadening the search to "teacher education" and "portfolios" as key words 
produced 139 results. Through a review of the abstracts, seventeen articles were 
selected that seemed related to portfolio formats. Two of these articles were later 
eliminated, because they did not contain a single mention of portfolio format. 

It is startling how few articles are available that discuss the possible formats or 
shapes a portfolio may assume. A minority of the articles dealt with the subject 
directly, either in whole or part. For the remainder of the articles, format 
descriptions were extracted bit by bit, finding them hidden here and there within the 
context of other subjects. The reader must recognize that because there are no 
formal studies of portfolio formats, this is an extremely limited view of what 
formats might actually exist within different teacher education programs. Because 
each program referred to in the articles could not be visited, it was assumed that if 
the article stated students included these particular items in their portfolios, that is 
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what was included. One has no way of knowing what items may have been 
included if they were not specifically referred to within the article. 

As we reviewed the final selection of articles, a few consistent formats began 
to emerge. We decided to track the incidence of eighteen entries/formats-­
introduction/ cover letter, philosophy statement, lesson/unit plans, poetry, 
literature review, student work, photographs, artwork, video tape, audio tape, 
justification for entries, personal reflections, class notes, miscellaneous writing, case 
studies, teaching evaluation, resume, and computer/software. Table 1 matches the 
various formats with the articles which mention them. This allows a quick 
appraisal of how frequently each format is used. 

The vast majority of identified portfolio formats are print-oriented and paper­
based. Though video and audio tape are also frequently used, it is often within the 
context of the student teaching semester and not unique to programs using portfolio 
assessment. Only one article truly began to touch on the wide range of possibilities 
for portfolio formats. Lasley & Tillman (1994) focused on how each of seven 
intelligences (linguistic, logical-mathematical, spatial, musical, bodily-kinesthetic, 
interpersonal, and intrapersonal) could be assessed using portfolios, thus noting a 
wide variety of possible portfolio formats and entries. 

No single element was mentioned in all fifteen articles, though 
miscellaneous writing appeared in fourteen. The miscellaneous writing category 
references all written work students put into their portfolios that does not fit into 
one of the other categories. Examples include personal growth plans (Pedras, 1994), 
research projects (Douglas & Fennerty, 1994), journals (Touzel, 1993), theories of 
classroom management (Folio, 1994; Touzel, 1993), observations of a teacher or class 
(Touzel, 1993; Vogt, 1994), et cetera. 

Other elements that appear in at least seven articles are a philosophy 
statement, lesson/unit plans, photographs, videotape, audiotape, and personal 
reflection. A philosophy statement may be used as evidence of professional 
responsibility (Mathies & Uphoff, 1992) or as a means to outline the pre-service 
teacher's goals for future students (Touzel, 1993). A philosophy statement may also 
simply be a student's personal philosophy of teaching (Pedras, 1994) 

Lesson/Unit plans can be garnered from a variety of different sources. 
Students often include lesson plans developed in methods courses or for student 
teaching (Biddle, 1992; Niles & Bruneau, 1994}. The student may also include 
modifications of a lesson used in a regular education classroom for use with a class 
of special education students (Douglas & Fennerty, 1994}. A closely related 
possibility is for the student to create a unit outline with corresponding lesson plans 
for some or all of the unit (Pedras, 1994). 

Students often wish to include photographs of their experiences in the 
classroom, thus enabling others to get a two dimensional picture of what they have 
accomplished (Lasley & Tillman, 1994). These pictures can be of the pre-service 
teacher in action in front of the classroom (Follo, 1994) or used as part of a larger 
visual exhibit, demonstrating what the student feels s/he has learned during the 
portfolio process (Niles & Bruneau, 1994). Photographs can also be used to showcase 
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the progression and finished product of a large, unwieldy project (Hauser, 1993). 
Establishing teaching competency is often easier using video. Videotapes 

have been used for some time in teacher education. Capturing a lesson delivery on 
tape is an easy way for pre-service teachers to present their teaching technique 
(Pedras, 1994). In several teacher education programs, audiotape was also used as 
evidence of teacher competency. The audiotapes can be used to document 
experience in a standard classroom setting (Follo, 1994) or for those student teachers 

:, in a music education field experience (Lasley & Tillman, 1994). 
The personal reflection can take on a variety of different meanings. A pre­

service teacher may reflect over which pre-established competency a piece of work 
fulfills (Biddle, 1992). The pre-service teacher may also wish to reflect on a lesson 
plan just taught (Mathies & Uphoff, 1992) or on an article that they have read (Niles 
& Bruneau, 1994). 

In summary, although there is apparently no literature describing portfolio 
formats, a few generally descriptive pieces give us clues as to what portfolios might 
include. In these program descriptions, there were no types of entries common to 
all portfolios. Miscellaneous written works were common to most of the articles 
and several formats were common to about half of them. 

The articles reviewed contained very little mention of the shape of the 
students' final products. There are a couple of possibilities to explain this 
conspicuous deficit. One is that it is difficult for students and teachers to even 
comprehend the many options that are available to them as they create portfolios. 
Another possibility would be that those involved in teacher education programs 
simply assumed that portfolios come in a notebook. Whatever the reason, there is a 
true absence of literature describing various portfolios and their entries. 
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