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   Part III 
   Teacher Educators 

             Volume 1 through Parts I and II of the Handbook of Teacher Education has illus-
trated a progression from an exploration of the complexities of teaching and teacher 
education to an examination of the knowledge and practice of teacher education. In 
so doing, the focus has sharpened to create a strong and concentrated look at pos-
sible understandings of teaching and teacher education. In this volume, Part III 
opens up for consideration teacher educators, their many possible roles in the prepa-
ration of teachers and their approaches to inquiry. The section continues to pursue 
issues from an international perspective which is particularly important in challeng-
ing notions that teacher educator identities are universal in nature. This section is 
designed to engage the reader in a deep consideration of teaching and teacher edu-
cation and support the uncovering of new ways to ponder and articulate such 
understandings.      
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    Chapter 15   
 Personal Practical Knowledge of Teacher 
Educators                     

       Vicki     Ross      and     Elaine     Chan    

         Introductory Vignettes 

     Seated in    the     front row of a crowded auditorium ,  we ,  Elaine and Vicki ,  listen to Dr. Jean  
  Clandinin   ’ s     ( 2015 )  address as she receives a Legacy - Lifetime achievement award from 
Division K of    AERA   .  Jean recounts the early days of her academic    career      ,  sharing with us her  
  experience     as a beginning    doctoral student     reading about research on teachers and    teaching   . 
 She tells us that she remembers feeling irate about how teachers were portrayed in the litera-
ture. Teachers she encountered in the research literature were presented as not    knowing     very 
much ,  and criticized for failing to fulfi ll their professional responsibilities of passing    curricu-
lum        on to their    students   .  This representation was at odds with her own experience working 
with teachers in schools. These tensions ,  in turn ,  formed the seeds of her career - long inquiry 
into the intersections of personal and professional experience in teaching . 

  For Vicki ,  a shift came as she read ,  in a  ‘ Foundations of Curriculum ’  course ,  an article 
in which Kathy Carter  ( 1990 )  critiques the portrayal of teachers in the existing research. 
Carter wrote of the kind and good ,  but hapless ,   teacher     played off against the kind and 
good ,  and researcher - approved ,  teacher in studies that dot the education research fi eld. 
This article ,  for Vicki ,  awakened the sense of how teachers are storied by others in the fi eld 
of education research. The teacher in her sees this as an insidious device ,  structuring much 
of the reading she was doing in the fi eld of    mathematics        education reform at the time. This 
kind of portrayal ,  she believes ,  dismisses the    knowledge     of teachers ,  and places    researchers    
 in a position of    judgment        over those in the fi eld . 

  Elaine recalls feeling intimidated in doctoral classes as literature about the lives of 
teachers  –  a life she had lived herself as a    classroom      teacher       –  was discussed. At the time , 
 Elaine did not feel adequately knowledgeable to contribute to discussions about the work 
of    teaching     despite the body of    knowledge     she had acquired through her own    experience       
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 working in schools :  she felt inadequate  –  silenced  –  and severed from her    teacher    
  knowledge   / self. It was not until she found a space in the literature addressing the experi-
ences of immigrant and minority    students     in North American schools that she found a place 
where her experiences could inform her later work with teachers as a teacher    educator   . 

   These vignettes capture tensions buried beneath the surface of the fi eld of 
research focusing on  teacher    knowledge  . These  recollections   provide an opening 
through which we introduce the notion of  personal practical knowledge   (PPK) and, 
then, explore  complexities      of  knowledge   and  knowing      in the lives and work of 
teacher  educators  . To do so, we draw heavily on existing literature based upon and 
addressing personal  practical knowledge   (Connelly & Clandinin,  1988 ) to  better 
   understand   tensions at play in the fi eld of teacher knowledge, and to offer research 
literature and methods that value, document, and fold in details of teachers’ experi-
ences to inform understanding of the work of teacher educators. 

 We begin with a  defi nition   of the term ‘ personal practical knowledge  ’,  proposed   
by Connelly and Clandinin ( 1988 ),  as   an  epistemological stance      whereby teachers 
are recognized as  knowing      and knowledgeable. An  epistemological stance   wherein 
 knowing   is practical grounded in  experience   and best captured narratively. This 
stance conceives of teachers as both  knowing   and knowledgeable. Connelly and 
Clandinin ( 1988 ) argue in this framework that  knowledge   grows out of experience 
and that teachers construct knowledge through their interactions with  students  , 
 teacher   colleagues,  parents  , and others within and beyond their  classroom   and 
 school contexts  . This body of ‘ teacher knowledge  ’ (Clandinin & Connelly,  1996 ) 
gained through personal and professional experiences termed ‘personal  practical 
knowledge  ’ (Connelly & Clandinin,  1990 ) differs from the ‘knowledge of teachers’ 
(Clandinin & Connelly,  1996 ) gained from expert sources such as professional doc-
uments and sources in that it is unique to the circumstances and contexts of each 
teacher. This conceptualization of teacher knowledge melds  epistemology   and 
 ontology  ; thinking and being are intertwined within the individual, and grounded by 
the premise that who we are is what we know. Such  knowing   is visible in the stories 
teachers live, tell,  retell  , and relive in their  classrooms   (see Clandinin & Connelly, 
 2000 ).  

    Directions 

 Our goal in this chapter is to review the development of the term  personal practical 
knowledge   as it emerged in research on  teacher    knowledge   and their practical  know-
ing      of  teaching  . The chapter traces the avenues this has taken since its origin con-
cept (its expansion and clarifi cation as it has been applied in research). In particular, 
we examine and illuminate its applicability for capturing teachers’  knowing      in 
increasingly diverse  school contexts  . Finally, we turn to an exploration of the ways 
in which it has been applied to the  knowledge   of teacher  educators  . 

 First we underscore the value of teachers gaining an understanding of the term 
 personal practical knowledge  , and  becoming   wakeful to themselves as  knowing      and 

V. Ross and E. Chan



5

knowledgeable. We examine the development of this  knowledge   framework within 
the conversation of research on  teaching   and  teacher    education  , specifi cally investi-
gations focused on  teacher knowledge  , and explore ways in which ideas about 
teacher knowledge have shifted and changed across time and place. We consider 
personal  practical knowledge   as a lens through which scholars can develop deeper 
insights into, “the experiential, moral emotional,  embodied knowledge   teachers 
hold and express in their  classroom      practices”    (Clandinin, Downey, & Huber,  2009 , 
p. 141). Such studies can be more carefully positioned to examine the tensions 
between teachers’ knowledge (as it exists and as it develops) and the contexts in 
which teachers work. Conceiving of teacher knowledge in this way enables scholars 
to consider more carefully the “dialectic between each teachers’  personal knowl-
edge   and his/her social contexts as knowledge shaped and lived out” (Clandinin 
et al.,  2009 , p. 141). 

 Personal  practical knowledge   was founded on Dewey’s ( 1938 )  philosophy   of 
 experience   particularly the interaction of the characteristics of continuity and the 
social in the development of  knowing      and acting on that  knowing  . Further, since 
 teacher    educators   utilize their own personal practical  knowing      of  teaching  , specifi -
cally teaching teachers, then it would seem appropriate to extend this work to exam-
ine the  personal practical knowledge   of teacher educators which emerges in their 
own experience as teacher educators. In this  process   of developing personal practi-
cal  knowledge   as teacher educators, they draw upon their  prior experiences   and 
current practices within the  context   of their  teacher education   programmes to inform 
their work with  their   education  students   (Clandinin et al.,  2009 ). 

 We address connections of  conceptions   of  personal practical knowledge   to the 
work of  teacher    educators   and the ways in which the notion of personal  practical 
knowledge   is presented in the  teacher education   literature. We also consider ways in 
which personal practical  knowledge   might inform teacher educators’ work in pre-
paring teachers for increasingly diverse school communities. 

 While much of the work featured in this chapter is set in a North American  con-
text  , we are conscious of the ever-growing interconnections across global lines such 
that ideas about  personal practical knowledge   increasingly refl ect nuances of cross- 
cultural infl uences. At the core of this examination of personal  practical knowledge      
is our goal to better understand  knowing      and working as teachers and how  teacher   
 educators   might draw upon this knowledge and develop their personal practical 
knowledge as teacher educators as a resource in  teacher education  . 

    Importance of Teachers Having an Understanding of Personal 
Practical Knowledge 

 As we noted in the above defi nition,  Connelly   and  Clandinin   ( 1988 ) conceived of 
 personal practical knowledge   as  knowledge   constructed from  experience  , and 
argued that teachers are  knowing      and knowledgeable persons. This notion 
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challenged commonly-held  beliefs   of  teacher    knowledge   at the time, which more 
often consisted of knowledge as held and created by others to be passed on from 
teachers to their  students   through the  curriculum   ( see   Brophy & Good,  1986 ). At the 
time of Connelly and Clandinin’s ( 1986 , 1988) work on teacher knowledge as expe-
rientially based and expressed narratively, other  conceptions   of  teacher thinking   
were also present which focused on categorizing the types of knowledge teachers 
held and used in practice (see Clark & Peterson,  1986 ;  Shulman  ,  1987 ). In contrast, 
Connelly and Clandinin, informed by  Schwab  ’s ( 1969 ,  1978 ) conception of the 
practical along with Lakoff and Johnson’s ( 1980 ,  2003 ) work on embodied  know-
ing     , conceptualized teacher knowledge as  holistic  , embodied, and practical. Further, 
Personal  practical knowledge   was conceived of as constructed from a personal and 
practical base, utilized in creating curriculum with and for students within, but also 
beyond, the  classroom   and  school contexts   in which teachers live and work (e.g., 
Clandinin,  1985 ; Clandinin & Connelly,  1995 ; Clandinin et al.,  2006 ; Craig,  2003 ). 

 In this section of the chapter, we will underscore the signifi cance and value that 
teachers derive from being able to conceptualize their  knowing      in this way with an 
understanding of the epistemological basis of their  knowing   (as practical, embod-
ied,  holistic  , and emerging in the  context   of practice through  sociality   and continu-
ity). The  epistemological stance      of this research is based in an  orientation   toward 
individual  knowing   and to  ontology   as the place from which productive inquiry into 
it and its development proceeds, particularly understanding  experience   and its con-
tribution (see Clandinin & Rosiek  2007 )  rather   than on making  claims   for  generaliz-
able   categorizations. Such understanding supports teachers in being wakeful to 
themselves as  knowing   and knowledgeable – as  knowledge   creators and producers 
and not just knowledge users. Through four avenues, we explore the importance of 
teachers’ understanding  personal practical knowledge  , in that this conceptualization 
of  teacher    knowledge  : (1) offers insights into  curricular choices  ; (2) provides an 
explanation for differences in practices within  milieus   that enforce  conformity   and 
 standardization  ; (3) counterbalances the emphasis on  content    knowledge  ,  best prac-
tices  , and other narrowed and categorical approaches to teacher knowledge and 
practices as trainable; and, (4) opens and connects avenues for understanding and 
developing more productive  responses   to the increasing diversity in classrooms and 
school communities.  

    Personal Practical Knowledge Offers Insights into Curricular 
Choices of Teachers 

 Built on our understandings of  personal practical knowledge  , we believe that recog-
nizing the role of  experience   in shaping teachers’  knowledge   helps teachers to 
understand who they are and what they bring to the  classroom  . Their enriched 
understanding of experience in relation to  curriculum   and  professional identity  , in 
turn, informs their understanding of their curriculum practices and underlying 
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 philosophy  . This exposure to and  refl ection   upon the notion of personal  practical 
knowledge   deepens their understanding of their professional identity – who they are 
as  educators   and people and how they work and interact with their  students  . 

 Jean  Clandinin  ’s early research focused on examining details of  teacher    knowl-
edge  . Clandinin’s inquiry into the mismatch between teachers’  knowledge  , as 
expressed in the literature she read as a  doctoral student  , and her own knowledge of 
teachers with whom she had worked as colleagues during her time as a school coun-
selor, yielded an exploration of the  complexities      underlying teachers’ work in 
schools that was, at the time, not widely recognized. She explored the notion of 
images and metaphors guiding the work of teachers through her detailed documen-
tation of her teacher participant,  Stephanie  , whose  teaching   practices were guided 
by images of school and  classroom   as a home (Clandinin,  1986 ). Clandinin ( 1989 ) 
then went on to examine teachers’  personal practical knowledge   as refl ecting 
‘rhythms’ of events that may unfold over the course of a school day, week, year, 
term, and season in teaching. 

  Clandinin  ’s writing highlighted ways in which the work of teachers intertwined 
with events that unfolded in their  classroom   and school community revealed their 
 knowing      and shifted and shaped it. This in-depth examination of the work of teach-
ers emphasized the  complexity   of  teacher    knowledge  , and revealed the extent to 
which the body of  knowledge   from which teachers draw to inform their work with 
 students   is infl uenced and shaped by many factors within and beyond their school 
and classroom contexts. 

 Emerging from early work conducted  by   Elbaz ( 1981 ,  1983 ) and Clandinin 
( 1986 ,  1989 ),    the interconnections between  teacher    knowledge  , identity, and  cur-
riculum   are explored in further depth in two studies we highlight here. Tsui’s ( 2004 ) 
case study of four second-language teachers in a  Hong Kong   school illustrated the 
interplay between  personal practical knowledge   and  curricular choices  . This 
research was an examination of the  professional development   of these language 
teachers, each of whom were at varying levels of  experience   and, consequently, dif-
ferent levels of development and  profi ciency  . The second study, also focused on 
language teachers, was an examination of the shaping infl uences of prior language- 
 learning   experiences on the  classroom   practice of three teacher participants in a 
school located in  Turkey  . Ariogul ( 2007 ) found that teachers’ participation in a 
study focused on enhancing awareness of their own sense of teacher  knowledge   
raised teachers’ awareness of their teacher practices and decisions. One teacher in 
the study, for example, commented on how participation in the study helped her to 
better understand how she taught, who she was as a teacher, and what she wanted to 
accomplish in her  teaching  . These studies illustrate ways in which teachers’ enriched 
understanding of their own personal  practical knowledge   contribute to deepening 
their insights into their curricular practices and their identity as teachers. As these 
kinds of studies demonstrate, when teachers uncover the specifi cs of their personal 
practical  knowing      as teachers, their practices become more refi ned, deliberate and 
focused and their teaching and  confi dence   in it becomes stronger.  

15 Personal Practical Knowledge of Teacher Educators
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    Personal Practical Knowledge Offers an Explanation 
for Differences in Practices Within Milieus That Enforce 
Conformity and Standardization 

 Standardization of expectations and outcomes for  students  , teachers, and schools is 
currently an often discussed theme in education research and literature. With the 
initiation and subsequent outcomes of ‘ Race to the Top  ,’ we have curricula, materi-
als, and  resources   that span across states. Teachers are frequently mandated and 
coerced into using these materials regardless of fi t with the needs of children or how 
oppositional they are to the good practices of the teachers being forced to use these 
materials. With all the energy being applied to creating uniformity within the edu-
cational systems across the nation, it is puzzling that classrooms in Minnesota look 
different from classrooms in  Arizona  . Despite similarities from one  classroom   to the 
next from Massachusetts to California, for example, we nonetheless see differences 
in practice that undergird this imposed standard  curriculum   when we spend time in 
schools, even from fi fth-grade classroom to fi fth-grade classroom within the same 
school district or within the same school. We believe that the concept of teachers’ 
 personal practical knowledge  , as organically connected to personal and practical 
experiences, offers insight into reasons for these differences. 

 From the early days of the  process  /product approach to  curriculum  , teachers 
have been storied as impediments to implementation of curriculum created by oth-
ers outside the  classroom   (   see Brophy & Good,  1986 ). Those teachers, so the tale 
goes, cannot use curriculum with fi delity. What is lost in this approach to curricu-
lum is the role that teachers’  knowledge   and identity play in the classroom. Teachers 
bring with them into their classrooms, their experiences as  students   (in K-12 public 
schools through university), their experiences as humans and their  beliefs   about 
what schools should look and feel like in addition to their practice, and their interac-
tions with students – the compilation of these in the  knowing      and action of indi-
vidual teachers is unique as is the personal and  practical knowledge   that shapes their 
work and they act in individualized ways. 

 Teachers may (and, we know many who do), quite rightly, chafe under a view of 
their work with  curriculum   development and  enactment   as being imposed from out-
side and designed as  teacher   proof. In similar ways to the  problematic   operational-
ization of such a curricular approach, the conceptualization of curriculum as outside 
the realm of teacher interpretation and adaptation is troubling, as well. Such a view 
of curriculum is dismissive of the work of teachers and their  knowledge   and their 
relational understanding of and  commitment   to the  students   they teach. 

  Clandinin   ( 2013 ), in a recent work, reiterated the pivotal role of  personal practi-
cal knowledge   in the  classroom   lives of teachers. Her research highlighted the foun-
dational place of ‘ image  ’ in  teacher    knowledge  , the argument we support; one tied 
to personal  practical knowledge  :

  Teachers develop and use a special kind of  knowledge  . This knowledge is neither theoreti-
cal, in the sense of theories of  learning  ,  teaching  , and  curriculum  , nor merely practical, in 
the sense of  knowing      children … A  teacher  ’s special knowledge is composed of both kinds 
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of knowledge, blended by the personal background and characteristics of the teacher, and 
expressed by her in particular situations. The idea of “ image  ” is one form of  personal practi-
cal knowledge  , the name given to this special  practical knowledge   of  teachers   … (Clandinin, 
 1985 , p. 361) 

   When teachers and others understand the concept of teachers’  personal practical 
knowledge   as the  knowing      teachers draw on to guide their practice,  teacher   work, 
 knowledge   and  curriculum   making is strengthened and validated. Their work in 
classrooms is more accurately conceptualized as knowledgeable rather than impro-
visational or routine. Teachers benefi t from seeing themselves as  knowing   and 
knowledgeable persons. Such a view can promote a refl ective stance toward practice 
as opposed to enabling them to resist rather than acquiesce to the role of being 
implementers of an imposed  generalizable   curriculum. Conceptualizing teachers 
and teacher  educators  ’ knowledge in this way (teacher educators are more able to 
attend to the “interwoven” nature of  knowing    teaching   that exists (or could) between 
teachers and  teacher education  s) could therefore be more sustaining to both 
( Clandinin   et al.,  2009 ).  

    Personal Practical Knowledge Counterbalances Emphasis 
on Content Knowledge, Best Practices, and Other Narrowed 
Approaches to Teacher Knowledge and Practices 

 Scholars of education recognize  teacher    knowledge   as an amalgam of indispens-
able, inseparable components. We argue that  personal practical knowledge   provides 
a vital complement to the more narrowed understandings of  curriculum   that shape 
the  professional knowledge   landscapes of teachers (Clandinin & Connelly,  1995 ) 
and current practices of curriculum development as well. We describe this as an act 
of counterbalancing. We choose deliberately the idea of counter-balance. Funding is 
readily available to create  professional development   as well as canned curriculum 
targeting  content   areas, particularly in the  STEM   fi elds. Just as problematically 
based on evaluation of such canned approaches,  researchers   have embraced the idea 
of  best practices  . While these programmes (professional development and curricu-
lum programmes that emerge) perhaps improve teacher  quality   in delivering con-
tent, certainly there are other important aspects of teacher  knowledge  , identity, and 
 classroom   practices that are of equal value. In addition, there is the matter of artful 
adjustment of  pedagogy   to ensure the individual advancement of particular chil-
dren. These all might be considered under the umbrella of personal  practical knowl-
edge  . Aspects such as knowledge of learners, pedagogy, classroom guidance, and 
relationships with  parents   are among topics that are certainly part of the  holistic   
all-encompassing conceptualization of personal practical knowledge. Embedded in 
teachers’ holistic, embodied practical  knowing      that guides them is also  content 
knowledge  , knowledge of content for  teaching   it, as well as best practices for devel-
oping thinking, speaking, reading, writing,  listening   and  numeracy   skills. Grossman 
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and Shulman ( 1994 )     supported   such a varied and rich understanding of the knowl-
edge called upon by teachers in their practice:

  At the heart of teachers’ capacity to cope will be their developed pedagogical understand-
ing,  knowledge  , and skills, and their  dispositions   and commitments regarding children, 
their  subject matter  , and the social conditions that surround both. (p. 18) 

   We acknowledge that  content    knowledge  , pedagogical content  knowledge  , and a 
robust repertoire of  teaching   strategies are, of course, important aspects of a  teach-
er  ’s  personal practical knowledge  . We see points of intersection between personal 
 practical knowledge   and pedagogical content knowledge as put forward in the argu-
ment by  Grossman   and  Shulman  . In contrast to the argument for a category of 
 teacher knowledge  , personal practical knowledge highlights teacher  knowing      as 
experiential and  holistic  . In  planning   for teaching and enacting plans, teachers are 
simultaneously drawing on all aspects of their  knowing   rather than merely one com-
ponent of it. Conceptualizing their  knowing   as personal, practical knowledge 
enables those who work to sustain teachers in their work and develop their practice 
and capacity as teachers, teacher  educators   are able to conceptualize better how to 
help teachers thrive in, rather than resist,  professional development  . This enables 
teacher educators to work more relationally  in   supporting teachers in teaching 
themselves to teach (see Clandinin et al.,  2009 ).  

    Personal Practical Knowledge Opens and Connects Ideas 
of Diversity in Classrooms and School Communities 

 Understanding and building into  teaching  ,  learning  , and  curriculum   the cultural, 
linguistic, socio-economic, sexual  orientation  , learning, abilities, racial, and gender 
diversity of members of the school community is a theme throughout education 
research and literature. There is an abundance of research highlighting the need for 
culturally-relevant  pedagogy      (Ladson-Billings,  1995 ,  2001 ; Villegas,  1991 ) and 
culturally-sensitive curricula (Gay,  2000 /2010; Nieto & Bode,  2012 ) that build on 
the experiences and  knowledge   that  students   of ethnic-minority backgrounds bring 
to  school contexts   (Banks,  2015 , Cummins,  2014 ; Igoa,  2007 ; Paley,  1979 ,  1995 ). 

 There are several externally-focused approaches, looking at  resources  , strategies, 
methods, and curricular approaches, presented to and for teachers. We believe that 
teachers’ understanding of the concept of  personal practical knowledge   opens a 
more internally-focused approach. When teachers recognize the role of  experience   
in shaping their  knowledge   and are encouraged to see the connection between who 
they are and what they bring to the  classroom  , they are more likely to then recognize 
and honor the way that  students  ’ experience infuses their identities as well.  Chan  ’s 
work in the area is an example we bring into this conversation. 

 Chan ( 2006 ), in  her   examination of teachers’ experiences of  culture in the cur-
riculum  , considered teachers’  prior experiences   in shaping their  personal practical 
knowledge   that in turn contributed to shaping their decisions about the design and 
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implementation of  curriculum   for their  students  . The teachers featured in her study, 
drawing upon their experiences as students attending schools with little cultural 
diversity throughout their childhood, expressed a  commitment   to including, and 
celebrating, students’  cultural backgrounds   in their interactions with them in their 
diverse, urban middle school. One  teacher   was  motivated   by a desire to provide his 
students with opportunities to  experience   recreation activities that may be limited 
by their family’s fi nancial circumstances while the other teacher featured in the 
research was motivated to include outdoor education experiences for his seventh 
graders due to his previous, positive experience working with pre-teens on outdoor 
adventures. Both teachers expressed a commitment to supporting their students’ 
participation in school curriculum activities. They only realized possible tensions 
associated with different ideas pertaining to gender equality in the implementation 
of curriculum activities when confronted with  parents   whose ideas about appropri-
ate curriculum differed from those they had expressed for their male children. 

 Each student and  teacher   carries into their lives and work in school a unique way 
of  knowing      and being (Craig & You,  2014 ; Lyons & LaBoskey,  2002 ; Pinnegar & 
Hamilton,  2009 ; Schlein & Chan,  2013 ). Examination of their work highlighted the 
interconnections between teachers’  prior experiences   and their  teacher knowledge  , 
and ways in which they drew upon this body of  knowledge   to inform their  curricu-
lum   decisions. In the  process  , nuances of the intersection between  experience   and 
teacher knowledge to inform curricular decisions were revealed. Examining details 
of how teachers drew upon their body of teacher knowledge to inform their work 
with their  students   opened up discussion about ideas of diversity in their  classroom   
and school community, and raised questions about  complexities      of the role of 
teacher knowledge in contributing to teachers’ curricular decisions. Teacher  educa-
tors   can be more proactive in drawing such knowledge into  teacher candidates  ’ 
experience in preparing to be teachers. In such work, teacher educators draw on 
their  personal practical knowledge   as teachers and as teacher educators (see 
Clandinin et al.,  2009 ).   

    Personal Practical Knowledge: Origins of an Idea 
and the Context of Its Growth and Development 

 The concept of  personal practical knowledge   emerged from, and was embedded 
into, a programme of research conducted in the early to mid-1980s when a group of 
 researchers   at the Ontario Institute for Studies in Education, anchored by Michael 
 Connelly  , began exploring and developing a conceptualization of  teacher    knowl-
edge   that recognized teachers as ‘knowledgeable and  knowing     ’ (Connelly & 
Clandinin,  1988 , p. 25).    The early germination of this notion was found in the 
research and writing done by  Elbaz   ( 1981 ,  1983 ) and Dienes (Connelly & Dienes, 
 1982 ). As the concept of teachers as creators of  knowledge    base  d in  experience   was 
taking shape, Clandinin’s ( 1985 ,  1986 ) long-term, narrative inquiry work examin-
ing the  classroom   practices of an elementary teacher,  Stephanie  , shaped the concept 
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further. This work offered a glimpse of the ways in which teachers’ identity and 
experiences outside of the classroom may inform and shape their curricular deci-
sions. This work offered insight into ways in which teachers make curricular deci-
sions that are in turn connected to underlying knowledge gained through personal 
and practical experiences. 

 Clandinin’s ( 1986 )    early work also pulled forward the concept of   image    as a 
knowledge  construct  . As we shared in the introductory vignette, Clandinin ( 2013 ) 
described her dissonance as a beginning  doctoral student   concerning the ways 
teachers were portrayed in the existing research literature. She referred to teachers 
with whom she had worked and knew of the care and consideration they took in 
making curricular decisions for their  students  . Their  knowledge   as teachers was 
grounded in their  prior experiences   with students, their own experiences as teachers 
and as learners, and their vision for what they wanted for their students and for 
themselves. This dissonance in the way that  teacher    knowledge   was lived and the 
way it was portrayed in research inspired her to take a deeper look at the work of 
teachers. Thus, a programme of research beginning with a study entitled the 
‘Personal Practical Knowledge Research Project,’ was initiated. 

 Early in the project, attention was focused nearly exclusively on further exploration 
to deepen understanding of ways in which  teacher    knowledge   may shape  curriculum   
and  classroom   practice.  Connelly   and  Clandinin  ’s collaboration at Bay Street School 
was the  context   out of which a  personal practical knowledge   framework, as understood 
today, was developed. This conceptualization of personal  practical knowledge   (Connelly 
& Clandinin,  1988 ) is grounded in the recognition of the infl uence of personal and 
professional experiences that shape teachers’ curricular decisions and practice. 

 Over the course of the next three decades, the research sites shifted to include 
other schools and education contexts, other research team members, and a second 
research team as  Clandinin   established her Centre ( Centre for Research on Teacher 
Education and Development  ) at another university. Throughout these changes, the 
focus on the  collaborative   development of the  knowledge   framework remained 
strong, as did the knowledge framework they had established. Their work 
 acknowledges  curriculum   as constructed in the intersection of the  personal practical 
knowledge   of members of the school community, including  administrators  ,  stu-
dents  , and  parents  , and built on underlying notions of  theory  , practice and policy 
(see Clandinin &  Connelly  ,  1996 ; Connelly & Clandinin,  1995 ). 

 Important to an understanding of the idea of  personal practical knowledge  , is the 
 context   from which it emanated and in which the idea was given scholarly consid-
eration. A new way of understanding and thinking about  teacher    knowledge   – per-
sonal  practical knowledge   – emerged from a fi eld previously dominated by the idea 
of ‘teacher-proof’  curriculum   and a  taken-for-granted   understanding of teachers as 
consumers of others’  knowledge  . 

 Connelly and Clandinin’s ( 1988 )    conceptualization of personal  practical    knowl-
edge   is grounded in the recognition of the infl uence of personal and professional 
experiences. This  knowledge   shapes all of a  teacher  ’s doing and  knowing      – her cur-
ricular decisions, her  teaching   practices, her interactions with others (teachers,  par-
ents  ,  administrators  , community members and  students  ). Connelly and Clandinin’s 
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work in this area is located in an understanding of  curriculum   as constructed in the 
intersection of between the personal and practical including not just the knowledge 
of teachers but also members of the school community, including administrators, 
students, and parents. Embedded in this  knowing   are teachers underlying notions, 
 lived experience  , and understanding of  theory  , practice and policy. Foundational to 
establishing an understanding of the term personal  practical knowledge   is a sketch 
of the  context   from which this notion of  teacher knowledge   fi nds its origins, and 
within which the idea was given scholarly consideration. 

 Emerging from a fi eld of scholarship in education grounded in ‘ teacher  -proof’ 
 curriculum   and shaped by  taken-for-granted   understandings of teachers as consum-
ers of others’  knowledge  , this period in the literature is sometimes referred to as the 
 process  -product approach to research in curriculum and  teacher knowledge      (for 
example, Brophy & Good,  1986 ). In the decades stretching across the 1970s, 1980s, 
and 1990s, a shift in the fi eld began to emerge with a focus on the knowledge used, 
held, and created by teachers. There was a shift toward the stance whereby teachers 
were viewed as  knowing      and knowledgeable and such  knowing   was embedded in 
the  ontological   (their relationships, practices,  enactment   of and  planning   for  teach-
ing   and their action as teachers). This view developed in contrast to the previously 
accepted modernist epistemological paradigm where utilizing quantitative methods 
foundational  claims   for  knowledge of teaching    generalizable   across contexts were 
made. Researchers’ growing concern with teachers’ individual  knowing   in thinking 
and practice, along with respect for that  knowing  , characterized by work such as 
that focused on  personal practical knowledge   sparked an epistemological  challenge  . 
As a result an important conversation within the community of  educational research-
er   s   and scholars ignited, and the multiple ways of understanding teacher knowledge 
stoked the literature. Several related, though distinct, approaches to studying teacher 
knowledge further fueled the development of a teacher knowledge framework. 

 The  teacher   as researcher movement usually focused on the practice of  action 
research   as a way in which teachers could express their  knowledge   was reintroduced 
and expanded in  this   period (Cochran-Smith & Lytle,  1993 ).  Also   working in the 
area of action research, although in a British  context  , Whitehead and McNiff ( 2006 ) 
used this approach of teachers studying their own practice around their  experience   
of being ‘living contradictions’ (situations where they found their actions in practice 
to be in opposition to what they thought they were doing or their  beliefs   about prac-
tice). Whitehead and McNiff ( 2006 ) argued that such studies revealed ‘ living theo-
ries  ’ – living because as they engaged in studying practice their  knowing      shifted and 
because it lived in the practices they studied. At the same time teacher  educators   
were grappling with the idea of  professional knowledge   for teachers. 

 Tom and Valli ( 1990 ),    in a chapter titled  Professional for teachers , explored para-
digms they felt shaped the ways in which  teacher    knowledge   might be understood. 
Relevant to our work here, is the paradigm they proposed of ‘craft’, as seen in rela-
tion to positivistic, interpretive, and critical ways of seeing the world (work based in 
modernist  epistemology  ), arguing that, “…  classroom    practitioners   and some 
teacher  educators   continue to rely upon a craft conception of  professional knowl-
edge  ; they seem to fi nd little of generative or effective value in  knowledge   derived 
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from the standard epistemological traditions” (p. 390). The notion of craft knowl-
edge in  teaching   was explored  further   by Grimmett and MacKinnon ( 1992 ) and 
defi ned in their review of research in teacher knowledge. They argued for an under-
standing of teacher knowledge as, “a particular form of morally appropriate, intel-
ligent, and sensible know-how that is constructed by teachers, holding progressive 
and radical educational  beliefs  , in the  context   of their  lived experience  s and work 
around issues of  content  -related and  learner  -focused  pedagogy  ” (p. 396). 

  While   Tom and Valli ( 1990 ) explored the  teacher    knowledge   question through 
wrestling with paradigms, Carter ( 1990 , p. 293) considered, “questions of what 
teachers know and how that  knowledge   is acquired” through a different kind of lens. 
As she examined the fi eld of teacher knowledge, she saw three  categories   to help 
organize the work that was developing in the fi eld at the time: ‘teachers’ information 
processing’; ‘pedagogical  content    knowledge  ’; and, ‘teachers’  practical knowl-
edge  ’, which is where she felt there was a fi t with the work built on the concept of 
 personal practical knowledge  . 

 One of the three  categories   put forward by Carter ( 1990 ) in her review of the fi eld 
was pedagogical  content    knowledge  , a way of understanding the  knowledge   of 
teachers which had been put forward by  Shulman   ( 1987 ). In an encyclopedic sum-
mary of this  construct   by Grossman ( 1995 ), pedagogical content knowledge is pre-
sented as a part of a categorization of the knowledge of teachers. Pedagogical 
content knowledge, according to Grossman, was a combination of many types of 
knowledge that teachers create and use within their professional responsibilities. 
She listed six type of knowledge: knowledge of the content; knowledge of learners 
and  learning  ; knowledge of general  pedagogy  ; knowledge of  curriculum  ; knowl-
edge of  context  ; and, knowledge of self. She referred to the phrase ‘wisdom of 
practice’ (Shulman,  2004 ) in talking about the knowledge of experienced teachers. 
   Doyle ( 1990 ) added to this discussion, understanding the concept of  teacher    knowl-
edge   in a framework of decision-making.    Richardson and Anders ( 1994 ) further 
used this framework to explore the notion of teacher knowledge as a changing and 
developing  process  . 

 Initially  Fenstermacher   ( 1986 ) explored teachers’  knowledge   as  practical knowl-
edge   contrasting practical knowledge and  propositional knowledge  . Fenstermacher 
( 1994 ) developed this idea further exploring these new, at the time, ways of under-
standing  teacher    knowledge  . He set out a framework to categorize the, “epistemo-
logical character of what is and can be known by and about teachers and about 
 teaching  ” (p. 5). His classifi cation schemes set up boundaries, long-established in 
the fi eld of  philosophy   and science, between  formal   knowledge and practical knowl-
edge. His work offers a glimpse of the robust and exciting conversation about 
teacher knowledge in the fi eld of education and  curriculum   at the time, showing that 
 personal practical knowledge  , as a way of thinking about teacher knowledge, was 
being explored and framed in the work of  Connelly   and  Clandinin  . Clandinin 
( 1986 ), and Connelly and Clandinin ( 1988 ,  1990 ), shaped and added to this larger 
conversation that acknowledged the contribution of teachers’ personal and profes-
sional experiences in shaping curriculum design and implementation in classrooms. 
Connelly and Clandinin’s ( 1990 ) term personal practical knowledge offered insight 
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into ways in which teachers’ experiences, both personal and professional, may inter-
sect in a  classroom   as teachers design, implement, and assess school curriculum. 

 While these early expansions of the epistemological frame that set the conversa-
tion related to  teacher    knowledge   were invaluable to its inception and development, 
the notion of  personal practical knowledge   really found a place in the fi eld with the 
 publication   of Connelly and Clandinin’s ( 1990 )    article and their foundational book, 
 Teachers as    curriculum     makers :  Narratives of    experience    (Connelly & Clandinin, 
 1988 ). These contributions to the personal  practical knowledge   framework encom-
passed and built on Clandinin’s ( 1986 ) work with  Stephanie  , the teacher participant 
from Bay Street School featured in this work. These early writings created a strong 
link, perhaps an unbreakable connection, between curriculum, defi ned as a ‘life 
course’ (Connelly & Clandinin,  1988 ) and with narrative as both a phenomenon 
emerging from experience and as a methodology used to study experience. 

 The early work related to  personal practical knowledge   focused on teachers’ 
 classroom   practices as the embodied  knowing      of teachers. The idea expanded from 
this beginning point to consider the ways that the contexts of schools and communi-
ties (Clandinin & Connelly,  1995 ), as well as a host of other factors comprising the 
milieu of teachers, contributed this body of  teacher    knowledge  . Current work, 
framed by the conception of personal  practical knowledge  , takes into account the 
 knowing      of the many  stakeholders   of  curriculum  , including  students  , their  parents  , 
and teacher  educators  . 

    Personal Practical Knowledge of Students 

 We present here research examining the  personal practical knowledge   of  students   
   (Chan,  2007 ,  2010 ). Chan’s writing describing the experiences of immigrant and 
minority students in North American schools (Chan,  2007 ,  2010 ; Chan & Schlein, 
 2010 ) contributes to a body of work introduced by Ayers and Schubert and recog-
nized by Jackson in Pinar, Reynolds, Slattery, and Taubman’s ( 1995 ), ‘ Understanding 
Curriculum ’, as ‘ student lore  ’. This, in turn, grows from Ayers and Schubert’s body 
of work referred to as ‘ teacher    lore  ’, a collection of stories documenting the experi-
ences of teachers as they work with their students in school. 

 This work developed in response to the need for, “information and awareness of 
the  cultural backgrounds   of pupils in order better to diagnose strengths, weaknesses, 
and differences in cognitive styles” (Moodley,  1995 , p. 817) of a student population 
that is  becoming   increasingly diverse (LaBoskey,  2012 ; Schlein & Chan,  2013 ). 
Despite existing research acknowledging the importance of home cultures and  lan-
guages   of diverse student populations in  school contexts   and the need to accommo-
date  students   through culturally sensitive and culturally relevant (Gay,  2000 /2010; 
Nieto & Bode,  2012 )  curriculum  , there seems to be little work focusing specifi cally 
on the experiences of immigrant and minority students, and even less examining in 
particular their experiences of participating in curriculum that is identifi ed as 
 culturally -  sensitive . Much of the existing literature examining culturally sensitive 
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curriculum is from a  teacher   perspective, illustrating ways in which students respond 
positively to initiatives to acknowledge or include their home cultures in school 
contexts. There is a general tendency to overlook  student voice   (Cook-Sather,  2002 ), 
and studies examining student response to school events, including examination of 
student  voice   and engagement in school reform, are relatively recent (Mitra,  2003 , 
Rudduck, Chaplain, & Wallace,  1996 ). Furthermore, there is in particular, a puz-
zling lack of research examining the curricular experiences of students of ethnic- 
minority backgrounds from the perspective of the students  themselves   (Chan,  2007 , 
He, Phillion, Chan, & Xu,  2007 ). 

  Chan   used a narrative inquiry  approach   (Clandinin & Connelly,  1994 ,  2000 ), 
   with a focus on ‘stories of  experience  ’ (Connelly & Clandinin,  1988 ) to learn about 
the experiences of immigrant and minority  students   as they interact and work with 
peers, teachers, and  administrators   in schools. Long-term,  classroom  -based partici-
pant observations were conducted at a diverse, urban elementary school, drawing on 
Jackson’s ( 1990 ) work in ‘ Life in Classrooms ’. This approach is in line with Dewey’s 
( 1938 )  theory   of the interconnected-ness between education and experience,  and   
Schwab’s ( 1969 ) argument for the importance of focusing on the particular in  cur-
riculum   development and implementation. 

 Chan’s ( 2007 )    examination of  students  ’ experiences of  culture in the curriculum   
raises questions about tensions when students respond to  teacher   initiatives to 
‘diversify’ their  curriculum   in ways they had not anticipated. Chan ( 2010 ) also 
examines the experiences of immigrant and minority Chinese students as they bal-
ance affi liation to their ethnic, school, and neighborhood communities to address 
ways in which  knowledge   of home, community, culture, and life outside of school 
intersects with school curriculum, practices, and policies. For some students, the 
school curriculum may differ so signifi cantly from what or how they are being 
encouraged to learn at home and in the community that curriculum in these two 
places may be viewed as ‘confl icting stories to live by’ (Chan,  2010 ). This work 
offers further evidence for the need for experiential research focusing specifi cally 
on exploring the intersection of home and school infl uences from the perspective of 
the students themselves. Knowledge gained about students’ experiences of school 
curriculum stands to contribute signifi cantly to the existing body of literature explor-
ing the  personal practical knowledge   of teachers. This knowledge, appropriately 
identifi ed as personal  practical knowledge   of students, acknowledges the  complexi-
ties      and richness of  prior experiences   in contributing and shaping future personal 
and professional experiences. In addition to  learning   about the students’ experiences 
through participant observations conducted in a school research site where she was 
part of a research team who had been based in the school long term, and through 
ongoing  informal   interviews and conversations, Chan also drew upon her own expe-
riences as a fi rst-generation Chinese Canadian (Chan,  2003 ,  2010 ,  2015 ; Chan & 
Boone,  2010 ) to inform her understanding of the interaction of culture and curricu-
lum in schools.  
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    Curriculum of Lives in Transition 

 Recent research raises questions about ways in which home  curriculum   might con-
tribute to shaping the experiences of  students   further and more deeply at the family 
level in ways not previously considered when examining student  knowledge  . This 
knowledge contributes to  learning   in school as students bring to their  school con-
texts   knowledge shaped by  prior experiences   outside of school. Examination of the 
development of this  personal practical knowledge   offers a glimpse of a rich  experi-
ence   overlooked in school when considering what and how children acquire knowl-
edge and a sense of identity in relation to their learning. This realization offers a 
glimpse into possibilities for deeper knowledge of students and their learning. 

 Examination of the details of  students  ’ experiences of  curriculum   within and 
beyond a school  context   offers a glimpse of the importance of these details in shap-
ing the identity and  knowledge   of  students   (Chan,  2007 ,  2010 ;  Clandinin   et al., 
 2006 ,  2013 ; Huber, Murphy, & Clandinin,  2011 ).    Details of students’ experiences as 
they move back and forth from home to school and then back again may be under-
stood as an intersection of  learning   in the home and community, with learning 
through the school curriculum. Recognition of the interconnectedness between 
 experience   and education in this examination of the intersection of home and school 
learning is grounded in Dewey’s ( 1938 ) work. 

 Recognizing these interconnections in  learning  , Huber et al. ( 2011 ) argued that 
understandings of  curriculum   should, appropriately, extend to learning that is expe-
rienced outside of school, such as in families and communities. They describe this 
work as ‘a curriculum of  lives’   (Clandinin, Steeves, & Caine  2013 ), to acknowledge 
the infl uences of family and community experiences in contributing to and extend-
ing the learning of children in ways much more  complex   than previously perceived. 
This strand of the research deliberately reaches beyond the walls of schools or class-
rooms to acknowledge and examine intersections of school and home curriculum by 
considering  students  ’  experience   of curriculum in their home. 

 Shifting the focus to  students   and their families informs our understanding of the 
 complexity   of  curriculum  , by revealing the potential contribution of experiences 
beyond classrooms and schools to the school  learning   of students. This shift informs 
and enriches our understanding of the  complexities      of  teaching   and curriculum.  

    Personal Practical Knowledge of Parents 

 We consider next the  personal practical knowledge   of  parents  . Recognizing that 
 students  ’ experiences of  curriculum   and schooling may be shaped by personal  prac-
tical knowledge   developed through  prior experiences  , we are also extending this 
notion to parents (Nelson,  2014 ). Current school reform includes initiatives to 
engage parents in the schooling of their children. More specifi cally, there have been 
initiatives inviting parents into schools and encouraging parents to participate in 
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school events, as well as to take leadership roles working with teachers and  admin-
istrators   in school councils or other parent groups within the school. Another venue 
receiving attention is the construction of and infl uence within and focused on 
 teacher    educators  .   

    Personal Practical Knowledge of Teacher Educators: Meaning 
and Merit in Teacher Educators Having an Understanding 
of Personal Practical Knowledge 

 Returning to the premise of  personal practical knowledge   as an  epistemological 
stance      whereby teachers are acknowledged as  knowing      and knowledgeable, and 
whereby  knowledge   is recognized as being constructed from  experience  , we use 
this knowledge framework as a lens to understand the work of  teacher    educators  , 
and the interactions between them and their myriad contexts. Taking a logical next 
step, we argue that teacher educators are, fi rst and foremost, teachers, who are also 
designing and implementing  curriculum  . We, too, are constructing knowledge from 
our experience. We, too, are  knowing   and knowledgeable. Teacher educators have a 
personal  practical knowledge   from which we operate and act. The interconnections 
between personal practical knowledge and  teacher education   stand to reason, given 
our assumptions related to the role of experience in shaping the work and lives of 
teachers and the professional decisions they make in their work with  students   in 
school. Implicit in these assumptions is the belief that our commitments and values 
are refl ected in our work as teacher educators. The seemingly overlooked connec-
tion between personal practical knowledge and teacher education is puzzling; for 
this reason, we examine this  relationship   in further depth. 

 Next, we consider ways in which an understanding of the  relationship   between 
 personal practical knowledge   and the experiences of teachers may inform the work 
of  teacher    educators  . Specifi cally, we begin by establishing a  commonplaces   frame-
work to analyze personal  practical knowledge   of teacher educators. Then, we take 
this understanding of the interrelationships of these commonplaces one step further 
by considering ways in which a deepened apprehension and appreciation of per-
sonal practical  knowledge   of teacher educators stands to enrich their work with their 
education  students  .  

    Commonplaces of Personal Practical Knowledge 

 In establishing a  conceptual   framework to strengthen our understanding of the inter-
connections between  personal practical knowledge   and  teacher    education  , we  refer   
to Clandinin and Connelly’s ( 2000 )    three-dimensional narrative inquiry space to 
structure this exploration of personal  practical knowledge   and teacher education. 
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First, we suggest that drawing connections between these two constructs may be a 
way to capture some of the  complexities      as various approaches to teacher education 
weave and intersect, and to outline boundaries on this wide-reaching concept of 
 teacher knowledge   as shaped by the experiences that  educators   bring to their  cur-
riculum   work. Following this line of reasoning, Connelly and Clandinin ( 2006 ) 
argue that the temporal, social, and spatial dimensions of narrative inquiry (Clandinin 
& Connelly,  2000 ) could also be considered  commonplaces   of narrative inquiry. We 
then propose an extension of this idea, and submit that the three dimensions of the 
narrative inquiry space could be conceived of as commonplaces of personal practi-
cal  knowledge  , as it relates to teacher education. Adapting the personal/social, spa-
tial, and temporal commonplaces to explore personal practical knowledge in teacher 
education and teacher educators offers possibilities for addressing the puzzling gap 
between the abundance of research examining teacher knowledge – but which relies 
on implied connections to teacher education. When grounded in the concept of per-
sonal practical knowledge, those individuals who are engaged in teacher education 
embody personal practical knowledge as the foundation of their teacher education. 
Following this explanation of commonplaces for personal practical knowledge, we 
consider some of the existing work in which the concept of personal practical 
knowledge and teacher education are fused together. 

 Within this  personal practical knowledge   commonplace  framework  , Pinnegar 
and Hamilton ( 2012 )    explored their  teaching   practices as  teacher    educators  , expos-
ing and pursuing the following tendencies that seem to emerge in the practices of 
teacher educators (and  narrative research  ers):

   in moving fi eld texts to research texts  narrative research  ers begin in the midst and 
naturally draw upon interpretive tools from other experiences in 
meaning-making;  

  as the  researchers   attend to  sociality  , looking inward and outward, place and tempo-
rality slide naturally, fruitfully and tacitly into developing understandings;  

  in the perpetual motion of moving from internal/external, the  researchers   found 
themselves laying narratives alongside one another so that self is inextricably 
interwoven in  process  ; and  

  as analysis deepens,  ethical   issues regarding relationships between  teachers, teacher   
 educators  , and the duty  to    unseen    children    emerge   (Pinnegar & Hamilton,  2012 ; 
in Chan, Ross, & Keyes,  2012 , p. xxv).    

  Pinnegar   and  Hamilton   ( 2012 ) address in this exploration the extent of connec-
tions among the three dimensions despite their initial intention to focus in particular 
on the personal/social dimension in their work; in fact, they found that interconnec-
tions between all three dimensions were such that temporal and spatial dimensions 
could not be teased apart from the social-personal dimension they intended to exam-
ine in further depth. They found that:

  … stories live alongside their meaning-making, and often the sense they make as a new 
story emerges through the provision of a different new story that repositions through plot, 
theme, and character the  learning   at which they arrive. Just as  experience   never ends and is 
only bounded for a particular interpretation, story escapes from analysis to assert meanings 
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that remain open to restorying or the reconstruction of new understandings. ( Chan   et al., 
 2012 , p. xxv) 

   We perceive in this example by  Hamilton   and  Pinnegar   the extent to which  per-
sonal practical knowledge   of a  teacher   educator is woven into the experiences of 
their  students   and develops alongside those of the people with whom a teacher edu-
cator interacts. 

 Following in this  personal practical knowledge   commonplace analysis, Keyes 
and  Craig   ( 2012 ) examined the infl uence of ‘place’ in the lives and work of  teacher   
 educators  , exploring stories of  tension   and bumps on the professional  landscape   of 
teacher educators. They consider  complexities      that arise when, “the  small stories  
that (teacher) educators live in relation to those far removed, authorized  meta - 
 narratives ,  and question  how we can remain wakeful to the many  story constella-
tions  of others that revolve around us?”    (Chan et al.,  2012 , p. xxvi). Keyes and Craig 
address ways in which teacher educators’ personal  practical knowledge   is woven 
into the meta-narratives of the place in which this  knowledge   and the associated 
stories develop and unfold. 

    Meanwhile,    Murphy, Ross, and Huber ( 2012 ) pondered,

  the relational nature of narrative inquiry and ways in which they became entangled in one 
another’s  knowing     , and lives, through the sharing of stories. This beginning shaped the 
 process   as each author shared a story, followed by storied  responses   from co-authors. The 
commonplace of  temporality   (Connelly & Clandinin,  2006 )  was   strongly foregrounded in 
this relational process. The storytelling and response drew forward past narratives to 
respond to one another, as the authors simultaneously inquired into the shaping infl uence of 
these past experiences in the present “stories we live by” (Connelly & Clandinin,  1999 ) as 
 teacher    educators  . 

 The storied  responses   to one another’s stories became layered one upon another. Evident 
to the authors was that they were also writing of  sociality   and place in their narratives 
despite their intention to focus on the temporal dimension. They were situated as narrative 
inquirers and  teacher    educators   looking inward and outward as they took moments of per-
sonal signifi cance and situated them in the  context   of social signifi cance. Staying attentive 
to the commonplace of temporality helped them stay wakeful to how the past and future are 
understood in the context  of   the present. (Chan et al.,  2012 , p. xxvi) 

   Personal  practical knowledge   is represented in the past, present, and future inter-
connection and interrelationships alluded to in the work of  Murphy  ,  Ross  , and 
Huber. Becoming cognizant of the interplay of temporal elements is fundamental to 
 teacher    educators  ’ making meaning of the role that  personal practical knowledge   
has in their lives and work preparing teachers. 

 Schlein and Chan ( 2012 )    refer to Clandinin and Connelly’s ( 2000 )  notion   of  the   
three-dimensional narrative inquiry space to explore and to deliberate over ways in 
which culture may contribute to the interpretation of fi eld texts when teachers are 
working with  students   of  cultural backgrounds   different from their own. They 
acknowledge the potential nuances of cross cultural infl uences that may further 
complicate interactions across dimensions of time, space, and  sociality  . Schlein and 
Chan ( 2012 ) highlighted the potential of drawing upon the narratives of teachers 
written in cultures and communities different from one’s own, as  resources   for bet-
ter understanding the development of  personal practical knowledge   in relation to 
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 experience  . These chapters serve to illustrate some of the ways in which personal 
 practical knowledge   may be used by  teacher    educators   to study their own lives and 
work. Next, we include examples of research and writing in which preservice stu-
dents are encouraged to draw upon their prior experience to build a body of  teacher 
knowledge   that will in turn inform their future  teaching  . Although not stated explic-
itly, we believe these examples further  communicate   our point that  teacher educa-
tion   is built on a bedrock of personal practical  knowledge  . 

 At one level, acknowledging the  personal practical knowledge   we hold as  teacher   
 educators   calls us to explore and to understand the experiences that shape our prac-
tices and identities. Another aspect where we perceive connections between per-
sonal  practical knowledge   and teacher educators’ lives and work is in the 
philosophical and curricular understandings we share with our preservice teachers. 
We argue for consideration of ways in which more explicit consideration of per-
sonal practical  knowledge   in  teacher education   would be benefi cial. Samples of 
existing research that develop the rationale and methods of using personal practical 
knowledge with preservice teachers in their teacher education programme follow. 
Conle et al. ( 2000 ) explored the potential infl uence of childhood personal experi-
ences in contributing to the personal and  professional knowledge   of  beginning 
teachers   in a teacher education programme in a Canadian  context  . 

 Built into coursework as discussion and research, preservice teachers inquired 
into the personal and professional experiences, to study how these interactions with 
diversity during schooling experiences might inform their  knowledge   about the 
experiences. This research supports the acknowledging of  students  ’ experiences as 
children that inform their understanding of their students of  diverse backgrounds  . A 
deeper understanding of the  relationship   between  personal practical knowledge   and 
teachers’ curricular decisions and practices may inform  teacher    educators  ’ work of 
preparing their preservice teachers for work in increasingly diverse  classroom   
 contexts. Learning about the experiences of others has the potential to highlight 
points in which we may fi nd points of connection, as well as points of difference. 

 Conle et al. ( 2000 ) demonstrated the rich possibilities for  teacher    educators   to 
draw upon their education  students  ’  diverse backgrounds   and  personal histories   as 
 resources   for  learning   about ways in which  experience   may contribute to shaping 
 teacher knowledge  . This work is grounded in notions of the  hermeneutic circle   
whereby students begin with an account of a story or interaction that grows with the 
 responses   of their classmates to their stories and interactions. Through the responses 
of their classmates, preservice teachers’ understanding of experiences grow to 
include a wider and deeper understanding of the potential impact of individual past 
events of relevance to them about issues of diversity. 

 Conle’s work illustrates ways in which  personal practical knowledge   is woven 
into preservice teachers’ narratives such that the personal  practical knowledge   that 
develops across time, space, and through interaction with those in their personal and 
professional settings is, accordingly, interconnected. Experiences from which 
 knowledge   develops is deeply rooted and interconnected with new experiences that 
form the foundation on which  teacher    knowledge   is based. Certainly, connections to 
teacher  educators   and their work in  teacher education   are evident, and from this 

15 Personal Practical Knowledge of Teacher Educators



22

illustration, we  transition   to explore the ways that personal practical knowledge can 
be used in teacher education for  professional development  .  

    Recognizing How Personal Practical Knowledge May 
Be a Tool Used by Teacher Educators to Create Professional 
Development That Supports Teachers 

 We hold that more explicit considerations of  personal practical knowledge   in  teacher   
 education   would invigorate and strengthen our work and seems in many ways a 
natural development of previously published work addressing personal  practical 
knowledge   (   Connelly & Clandinin,  1988 ).    Through recognition of the power of 
 experience   and the importance of understanding how experience informs our under-
standing of our identity and lives and work as teacher  educators   bridges our lives 
and work to the work and lives of teachers. This expanding of the understanding of 
personal practical  knowledge   into the  professional development   endeavors we 
undertake to support teachers is the next avenue we explore from and through the 
education research literature. The expansive nature of the notion of personal practi-
cal knowledge is embedded into this review of work in the area. This stretching of 
the construct, originally focused on the knowledge of teachers, now covers experi-
ences lived by teachers,  administrators  ,  students  , and  parents   within, as well as 
beyond, schools and classrooms and into communities and homes. Personal practi-
cal knowledge includes recognition of the more focused attention to the role of 
experience in shaping  personal knowledge   that may, in turn, inform personal  profes-
sional knowledge   in rich and nuanced ways. 

 As we considered the expansive nature of this term, we also noted more focused 
ways in which  knowledge   about  personal practical knowledge   has been recognized 
as contributing to the development of  educators  . We share, as an example, the work 
of  teacher   educators in Ed.D programmes associated with The  Carnegie Program   on 
the Education Doctorate ( CPED  ), a more institutional approach to bringing the idea 
of  practitioner knowledge   to graduate work. Parallel to work in programmes such as 
CPED, are examples of work at the graduate and undergraduate level to develop and 
understand how personal  experience   may shape teachers’  professional identity  . 
CPED, originated and developed by  Shulman  , is presented as a way of bridging the 
distance between  teacher knowledge   and  teacher education  . In this doctoral pro-
gramme, established  practitioners   examine their own practices and understanding 
of  teaching   and  curriculum   as the foundation for the coursework and doctoral dis-
sertation research to complete their Ed.D. programmes.    Chan, Heaton, Swidler, and 
Wunder’s ( 2014 ) piece and Chan’s ( 2012 ) writing in Macintyre Latta and Wunder’s 
( 2012 ) book outlining ways in which CPED programmes approached the work of 
‘placing practitioner knowledge at the center of teacher education’ examined  com-
plexities      that some of the Ed.D  students   encountered when conducting research for 
their coursework and dissertation projects in their school sites. The need to better 
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