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Abstract
As part of practicum, student teachers are often asked to provide written reflections on their teaching, sometimes in the form ofself-inquiry confessions. Confessional practices in teacher education havebeen critiqued in earlier research, andthis article provide an empirically-based discussion from four student teachers’ reflectivelogbooks. The findings show and how confessional reflections are entangled with five discourses aboutgood teachers:they interactwithlearners, follow curriculum, legitimise mathematics, use educational theory, andhold particular attributes of body and soul. The first move in confessions, the self-examination, was part of all four logbooks. However, it was rarely used for the second move of self-improvement. From this, the purposefulness of confessional reflections can be questioned, and hence the ethical considerations of intruding student teachers’ integrity by assessing their inner feelings and beliefs.
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Introduction
Student teachers’ reflections on their teaching has an almost sacred status in teacher education.This article joins the critical conversation about the confessional nature of self-inquiry reflections in education (Fejes&Nicoll, 2014).The confessional practices relate to those instances where reflection in teacher education go beyond learning to teach, and target the personal development of student teachers (Lanas&Kelchtermans, 2015).Such confessional reflections are to be found for example in mathematics student teachers’ reflective logbooks.
Dear logbook! I’m sorry I’ve abandoned you for a while. I’ve had intense practicum from day one. First week was observations and administrative work. The following weeks I started to teach. Every day I had two lessons in two different mathematics courses. The time for lesson planning was then only a couple of hours. This feels challenging, especially considering the lack of sleep. Despite the challenges, this has been to my advantage in terms of my development (Alfred’s logbook, final practicum).
In his logbook, Alfred bravely submits his challenges and feelings to scrutiny. Alfred is a mathematics student teacher, and his digital teaching logbook was one of the assessment tasks used in practicum, the school-based part of teacher education. Confessions have been described as a “ritual of discourse, in which the speaking subject is also the subject of the statement” (Foucault, 1976/1998, p. 61).Apart from being a Catholic ritual,confessions are also considered a mechanism for exposing hidden truths as part of both law enforcement and family life. Based on Foucaults theorisation, Fejes (2016) have described the confessional nature of self-inquiry reflections in education. At the same time, student teachers are aware of increased workload, responsibilitiesand burn out among teachers (Lindquist et al., 2021).When Alfred writes about the lack of sleep, too little time and challenging conditions as advantageous for his development, it is a confession which may reinforce a potentially harmful personal accontability, rather than providing a liberationof his soul.
The notion of a reflective teacher is common in teacher education and research (see f ex. Clarà, 2015). However, Clarà (2015) argue that reflection is an ambiguous notion, sometimes understood as spontaneous thinking in common language, sometimes as theory-based reflection on practice. As a contrast to how confessional reflections touch on the inner soul of student teachers, high quality or in-depth reflections in mathematics education research, are often associated with the use of theoretical approaches to practicum experiences (e.g., Lutovac&Kaasila, 2018; Oonk et al., 2015; Österling, 2021). To avoid the conceptual vagueness of reflections,concepts as noticing (Wallin&Amadore, 2019) or pedagogical judgement (Horn, 2019) are used to clarify the focus on reflections based on classroom events. Hence, at least some of the reflectional practices are found to be important for teachers, although the concept is challenging to grasp. 
In an often-cited article, reflections have been described as layers in an onion-model (Korthagen &Vasalos, 2005), moving from the core of the student teacher outwards, addressing identity, beliefs, behaviours, and environment. Korthagen and Vasalos(2005) suggest practicum mentoring need to focus on student teachers’ core, their believes and identity; “In other words, promoting core reflection is about facilitating the process whereby the inner levels influence the outer levels.” (Korthagen &Vasalos, 2005, p. 58). This interpretation of reflectionsfocuses the inner core of student teachers for developing their teaching, andresearch on teachers’ affect, beliefs and identity has made substantial contributions within mathematics education (e.g., Darragh, 2016; Graven &Heyd-Metzuyanim, 2019; Hannula, 2016; Watson &Marschall, 2019). Still, the self-inquiry reflections border closely toconfessional practices, and hence also to ethical limitations (Nicoll, 2014) of inscribing the self in assessments. 
Inscribing the self in teacher assessment is not neutral, since the discourse of teachers as reflective practitioners is related to the kind of teacherwhich is desired at a particular place and time in history (Nicoll, 2014). Differentattributes of good teachers have been documented throughout the history of teacher education (see, for example,Christiansen et al., 2019; Connell, 2009; Sjöberg, 2010). One growing desire is that the teacher is made accountable for learners achievment (Popkewitz&Kirchgasler, 2014), and even to compensate for inequalities in the educational system (Montecino& Valero, 2017). In this logic, teachers reflective practices becomes a mechanism for making teachers accept this accountability.
The Excellent Teacher is a linear narrative through which the reflective teacher comes to know him or herself as within a mode of living that orders how to think, judge and give value as the morally appropriate teacher. (Popkewitz&Kirchgasler, 2014, p. 29).
Thus, the changing narratives about the good teacher requires the confessing teacher to constantly improve themselves, according to the narrative in policy. 
In practicum, student teachers’ reflections on teaching and on themselves are entangled in implicit or explicit expectations from learners, mentor teachers, university lecturers, and at the same time in the ongoing political and societal discourse about good teachers.Popkewitz and Kirchgasler (2014) foreground a need to add the real life of teachers to the conversation about confessions, and this article aligns with this quest, and uses the confessions of student teachers as part of their practicum logbooks. I ask: What are the discoursesentangled in confessions? And will student teachers accept the responsibility of self-improve?
A theoretical background to confessions
According to Foucault (1976/1998), the ritual of confession is strongly related to the production of truths, and based on the idea that truths can be extracted from the depth of the soul. Consequently, the role of the confession in examinations are assumed to makes the inner truths, the qualities of the student teacher available for inspection.Confession can be perceived as a way to liberate personal truths from the constraints that lodge them in our most secret spaces, however, Foucault (1976/1998) claims how political history reveals these truths to be not so personal;instead, their production is imbued with relations of power. Thus, the ritual of confessing is a reproduction of truths,but the regime of what comes to count as true relatesto discourse and power. 
Confessions work through two moves; first, an objectifying move of scrutinising self-examination, and second, a move of self-modification. The first move of self-examination entails the identification of faults and sins, connected to what is taken to be true in discourse. The search of inner impurity,related to hidden truths,casts the self into constant self-judgement, doubt and insecurity (Nicoll, 2014). This second move of self-improvement sets a disciplining power in motion, where the confessing subject submits him/herself to improve in line with what is taken as truths.Fejes (2016) claimthat reflections of a confessional naturepermeate academia, and teacher education in particular.Hence, the two moves of confessions require student teachers to submit to first, engage in self-examination, and second, in self-improvement.
Methodology
On the classroom wall there are several posts, where learners have described the important attributes of a good teacher. They think a good teacher needs to be friendly, kind, content-knowledgeable, pedagogue, fair, firm, make effort, antiracist, caring, engaged, helpful...(Alfred’s logbook, first practicum)
Similar stories about good teachers can probably be found in many classrooms, and student teachers’ confessions are entangled in discourses about the good teacher. In this chapter, I first describe the context and selection of empirical data for this study. Thereafter, the methodological considerations made for using the theoretical concept of confessions on this particular data-set are described.
Context and data
In Sweden, higher education, including teacher education, is regulated through nationally stated regulations and objectives (Christiansen et al., 2021). At the researched university, the new objectives for practicum are closely connected to the national goals. One such goal is that teachers are to ‘demonstrate the ability to identify one’s need for more knowledge and develop one’s competence in pedagogical work’ (SFS 2013:1118, p. 13, my translation). Thus, every student teacher needs constant improvement, which legitimises the practice of confessions. At my university, the new mandatory online logbook hence follows the self-improving logic. Two examples are tasks such as (w)rite your self-evaluation or (w)rite a summary reflection on your learning and your challenges, two tasks which invite student teachers to engage in confessions. Student teachers’ responses to such tasks were included as empiric data in this article. 
The collected data contain logbooks from 35 mathematics student teachers who all gave their consent for me to includethe portfolios as data, as did the lecturers involved in practicum courses. Among the students, four were selected for the purpose of this article: Alfred, Ida, Lina and Emil (pseudonyms) for their different experiences, and for their different approaches to the task of providing a practicum logbook. Alfred, Ida and Lina had previous experience as engineers. Alfred had immigrated to Sweden and had little acquaintance with Swedish schools; Lina’s own school experience dated back many years. Ida and Emil were younger, Ida has a couple of years experiences from engineering, andEmil had just finalised his mathematics bachelor’s degree and little experience from working life. I included Ida since I perceived her logbook to be nuanced and well-written. Lina also submitted an extensive logbook, and I selected it since she quite openly confessed her struggle. Both Ida and Lina provided several references to courseliterature, and often discussed approaches to mathematics. Emil produced a somewhat thin logbook, responding to the tasks without much detail. Alfred’s logbook had open-hearted descriptions of his feelings and challenges, as exemplified in the opening quote. The data are in Swedish, and I translated excerpts for the purpose of this article. In these excerpts, names and places were changed to grant anonymity.
For these student teachers, I was one of their teachers in mathematics education, and researching students I have taught and assessed, in my own department, raises several ethical considerations. To avoid unduly influence from my role as lecturer and assessor, I asked permission to use students’ logbooks after their graduation. Thus, when writing their logbook, they were not aware that it would be used as data for research, and their grades had already been determined at the time permission was requested. Also, the research approach was designed retrospectively and the course- or task design of the portfolios was not adapted beforehand. Student teachers are anonymised, and so are supervisors, learners andlecturers when mentioned. The researcher bias in this case, I confess, is mainly my negative experiences of the logbook tasks for this group of students, and the focus on confessions in analysis leavesmany positive learning opportunities uncommented. 
From reflections to confessions: analytical steps
My operationalisation of confessionsuses two analytic distinctions. First, the presence of first-person pronouns (I, me), which indicate that the speaking subject is also the subject of the statement, in line with Foucaults (1976/1988) description of confessions. These pronouns are sometimes omitted, as in ‘(t)he difficulty was…’ where the context implies that the difficulty was on the part of the student teacher. Second, the presence of value statements indicating that something needs improvement; it was either faulty, unfulfilled, lacking or unsatisfactory (need to, had not thought of, wanted to …). This quote exemplifies a confession: ‘I would have needed to give a clearer definition of the sides; catheti and hypotenuse.’ (Ida, final practicum). First, ‘I would…’ signals how Ida as a subject focuses on herself. Second, ‘needed…clearer definition’ implies that there is a betterdefinition, that a mathematical improvement is needed. In this sentence, Ida makes herself the object of improvement—to become a better mathematics teacher through providing ‘clearer definitions. 
The next analytic step is to distinguish the discourses, the hidden truths against which students measure their sins, their need to change. In the above example, Ida bases her confession on the need to ‘give clearer definitions’, where clear definitions are taken to be a truth concerning mathematics. A pattern where mathematical clarity was repeated in several confessions, and thus I used such pattern to form a theme. This theme in turn was related to a discourse in mathematics, where regimes of truth determine what it means to be mathematical. A similar thematisation of all confessions resulted in five discourses. Four such discourses are truth-regimes about what the good teacher needs to do, and one is what the good teacher needs to be. 
Result: the confessions
This result section is organised based on first, four discourses were entangled in confessions about what the good teacher does: interactions-with learners, follow curriculum, legitimising mathematics, and use educational theory, followed of one discourse about what the good teacher need to be: the teachers’ body and soul.
The interaction-with-learners-discourse
Learners were often present in confessions. The relational and emotional experience of practicum is strong, and Alfred confessed he will miss the learners after leaving the practicum school. The expectation to form relations and interact with learners is reflected in statements about learners sharing their thinking, getting learners’ attention, or paying attention to ‘all learners’. In the confessions, unsuccessful interactions with learners were common, as non-learning, non-participatory, undesired behaviours, but also theoretical aspects on learning and participation was present.
Lina confessed she failed to invite learners to share their thinking:
When finalising the example, a unit conversion was included in the calculation performed by the selected learner (one of the highest achieving) but s/he got insecure and backed down without completing [the task]. When s/he didn’t want to continue, I turned my back on the class and wrote the final solution on the board myself. Had I only waited for another moment, I would have seen at least three other learners eagerly raise their hands to respond, but I didn’t. This was brought to my attention by the observers in the subsequent three-part-conversation. (Lina, first practicum)
The rule of attending to learners’ thinking was brought to Lina’s attention in the post-lesson conversation with the university lecturer and her mentor teacher. Lina privileged providing the mathematical answer andneglected allowing time for learners to raise their hands. Her confession about turning her back on the class is an image of her failure to fulfil expectations of interacting with learners.Interactions with learners also brought forth confessions about engagement (Lina), fear of not having their attention (Alfred), or how time is distributed among learners (Ida). Thus, student teachers to a large extent accepts the responsibility to improve their teaching, to interact and adapt to learners needs.
Alfred confessed‘It seemed the question was not as simple as I had thought. I should have waited to pose such a question.’ (Alfred, first practicum),thus, interactions with learners were also a means for learning question posing.Hence, Alfred recognises the bi-directional learning opportunity from interactions with learners, where both learners and student teachers are part, and he accepts the opportunity to learn from learners. 
Thediscourse of following curriculum
Policy[footnoteRef:2], and the mathematics curriculum in particular, was present in student teachers’ confessions. Emil allowed for the curriculum to be the starting point for planning:  [2:  In Sweden, all schools follow the same national mathematics curriculum, stating content and goals for mathematics, and where problem solving is emphasised. ] 

The curriculum from the department of education says: “Teaching should contribute to the development of knowledge of learners to formulate and solve problems, and to reflect on chosen strategies, methods, models and results.” This is what I will try to do; during my presentation they will achieve knowledge of how to solve and how to think when solving a problem. (Emil, first practicum)
Even though Emil confessed his uncertainty about the outcome—‘This is what I will try to do’—the expectations arose from policy, where half of the quote above is more or less quoted from the steering documents. Alfred and Ida also confessed that they learned to plan according to curricular goals, although Ida remarked how the content descriptions were vague enough to motivate almost everything. Thus, although the expectation to fulfil curricular goals was present in confessions, students took different stances to this responsibility. 
Ida confessed how the need to cover content in time for national tests, another steering policy, affected her teaching choices:
When presenting inequalities, it turned out that learners have difficulties with the use of parentheses […] and even the symbols ‘<’;‘>’ were new concepts. At the same time, learners must be prepared for their national tests in two months, which means we have a lot of content to cover in a short time. (Ida, second practicum)
Several times, Ida returned to how the timeframes were insufficient for learning important content. Here, she recognises the expectation to cover content, but she refers to it as a balance, and is not admonishing herself for not following the rule.The challenge of finding time forall content, and at the same time all different learners, was confessed by all four student teachers. Even though this was a frustration, it seems the student teachers do not accept to be accountable for this. Ida clearly foregrounds how this is a problem on the level of the system, still accepting to be responsible for the “balancing” of time and content.
The discourse oflegitimisingmathematical
When mathematics teaching was part of confessions, a few different themes emerged: mathematical clarity, mathematical knowledge, and beliefs of what constitutes mathematics. 
A repeated expectation was that of mathematical clarity. Student teachers confessed to being unclear about, not sufficiently attentive to, or not sufficiently prepared with respect to the mathematical content. In Emil’s first confession, mathematical clarity involved adjusting explanations to learners’ mathematical level; he needed to clarify his explanations when helping learners with individual seatwork: 
When I helped learners with their mathematics tasks, I noticed that I needed to structure my response to the question; I had to be very detailed and show every step I made. (Emil, first practicum)
Here, Emil confesses that he ‘needed to’ structure his response and ‘had to’ be very detailed. Emil attributes substantial power over what constitutes good teachingto learners’ learning, and his salvation consists inproviding more structure and detail. Similarly, Ida confesses a need for mathematical precision: ‘I never defined that the hypotenuse always is “opposite” the right angle. I only said it was the longest side’ (Ida, first practicum). She continued to foreground the need for correct representations, clear definitions and visual representations of concepts. Similarly, Alfred noticed how learners were not familiar with formulating an equation as part of problem-solving, and Lina stated that concepts and instructions must be very explicit.Thus, mathematical clarityappears astaken-to-be-truefor teaching mathematics correctly.
Confessions concerning student teachers’ own insufficient mathematical knowledge occurred only in two instances. Lina felt that teaching upper secondary mathematics posed strong demands on her preparation and on her content knowledge, and Alfred felt a need to revisit content for teaching the final, specialised mathematics course at upper secondary level. On no occasion, students, learners, mentors or university teachers questioned the responsibility for student teachers tobe knowledgeable in mathematics.
On few occasions, a discourse about beliefs about mathematicsare confessed. Ida recognises the discrepancy between her beliefs of mathematics and her teaching:
I realised how my mentor and I had focused overmuch on pushing and “fixing” basic knowledge in large parts of the class who thought that the content (e.g., the textbook) was too difficult. At the same time, the more advanced part of the class suffered from boredom since everything was too simple and they were discontent with the content. […] we had not considered groupwork or reasoning tasks. It came as a surprise that we were this blind. (Ida, final practicum)
Ida took this revelation as a departure point for a confession about how her teaching had been dominated by an ‘IRE-pattern[footnoteRef:3]’ (Ida, final practicum) with few opportunities for learner interaction. Ida confessed that basic knowledge does not equate to learning mathematics and engaged in a discussion about how to improve mathematics teaching with more learner reasoning and collaboration. Ida was the only student who really confessed to this discrepancy. Lina explained her view of mathematics learning as ‘cardio training one must practise continuously over time’ (final practicum), and assigned the responsibility for such training to learners. As such, she could strenghten her choices in teaching, based on beliefs. [3: IRE – Initiate – Response – Evaluation (Mehan, 1979), a modell for characterising classroom communication, which Ida is familiar with from educational courses.] 

Returning to Korthagens and Vaslovs (2005) terminology, confessions worked for Lina as a way of holding on to her core beliefs, of mathematics as cardio-training, whereas it challenged Ida to undergo a change in teaching. For Ida, it was a visit from the university teacher which prompted the confession, but she also draws on her course readings, and is in full agreement with her mentor teacher. Thus, her acceptance to change her teaching emerges from not only Ida’s core beliefs of mathematics, but the assemblage of messages, converging in a discourse of mathematics teaching as engaging learners in reasoning and group-work, rather than “basic knowledge”.
The discourse of using educational theory
The expectation to base reflections on teaching in theory was included as an instruction in the teaching logbook. In the discourse of using theory, good teaching aligns with theories about formative assessments, learning theories or in few instances, particular theories from mathematics education.
For Lina, her awareness of formative assessment helps her to articulate and challenge her instincts: 
The instinct to take a more active role and help them concretely and stepwise to move on, which I experienced strongly in the beginning of the practicum period when I felt I had to make an effort to step back, is no longer there. It has been replaced by my goal of collecting material for formative assessment of learners’ learning and of how well my teaching works.(Lina, first practicum)
Here, the use of formative assessment provides means for anevaluation of her own teaching, where formative assessment is taken as truths about good teaching, as opposed to her own ‘instincts’. Similarly, Alfred used formative evaluations of both learner thinking and as a means for getting feedback on his own teaching. There were recurring references to formative assessment or feedback practicesin both Alfred’s and Lina’sconfessions. In addition, all four students referred to‘Vygotskij and Piaget’, only Emil confessed that he did not consider learning theories very much. Still, Emils confession only strengthens the message that not using theory is faulty. Ida on the other hand, wrote how she often considered learning theories, Vygotskij’s in particular. Ida was the only one who challenged theory. After realising that her learners did not follow her complex explanations, she concluded, ‘(i)t was enriching to understand that perhaps it is rather premature—even if Piaget believes that 15–16 years implies complete abstraction ability for the individual ’ (Ida, final practicum), the smiley indicating an awareness of this being a somewhat ironic way of using Piaget. This irony is part of a narrative where theory can be challenged and resisted.
It is also Ida who uses mathematicseducational theoryin her confessions about challenges in teaching, as in the example below:
The difficulty was that an important part of the class managed mathematics at a pre-formal level (Skott et al, p. 359[footnoteRef:4]). In a class with a different spread, the planning must look different. Primarily, this course (Matematik 1c) should lead to a vertical development (Skott et al, p. 359) of i.e. the concept of equations. (Ida, final practicum) [4:  Student refers to the textbook: Skott, J., Jess, K., Hansen, H. C., & Lundin, S. (2010). Matematik för lärare: Delta Didaktik. GleerupsUtbildning, and the chapter based on Freudenthals’ Realistic Mathematics Education. ] 

Drawing on educational concepts, her description allows her to expressconcerns about learners’ actual knowledge (pre-formal) in relation to the desired knowledge (vertical). 
As for mathematics content knowledge, student teachers do accept their responsibility for basing their reflections on teaching in theory, or, at least, they do so when they are assessed based on a demand of using educational theory in logbooks. Lina account for formative assessment as changing her instincts, hence, at least in one occasion, a discourse of using educational theory is part of the movement of self-improvement.
Discourses of the body and emotions of the teacher
Where the above expectations mostly concerned an improvement of teaching, other confessionsfocused the individual, the body, but also attributes of the core, the soulof student teachers. Two main themes underpinned such discourse:the desire for teachers to be a good leader, and to inspire. Even though these confessions were formulated by the student teacher, they were also prompted by the mentors, the learners, or the university lecturer. 
Feedback on classroom leadership prompted Emil to reflect on his bodily expressions, as when heconfessed what he needed to improve his use of the voice, based on feedback he received from his mentor teacher:
But my mentor believed I could speak up more loudly and clearly because this demonstrates confidence in what you say and shows that you have a leadership role. 
I tried to speak louder and more clearly than I did during my first lesson but it was still not sufficient; I must get better at this, particularly with the older learners. The learners in grade nine notice more easily if the teacher is insecure; it is therefore even more important to speak clearly and take a leadership role. (Emil, first practicum)
For Emil, but also in Linas confessions, leadership in the classroom took several bodily expressions, as using body language (Emil),to improve handwriting (Lina), or to vary the voice (Emil and Lina). Thus,expectations on classroom leadership were connected to surface traits of voice and body language.For Emil, he accepts the responsibility to master such techniques, to live up to the truth about teachers as confidentleaders.
All four student teachers expressed a desire to engage, inspire or generate interest among learners. In her final practicum, Lina confesses the need to inspire in terms of finding the courage to let go, to express enthusiasm, fantasy and spontaneity:
When I express my enthusiasm and fantasy or allow a spontaneous idea (from a learner or myself) to take up space, it gets more fun, and I feel I get more learners to follow. Then I feel that I am the leader I want to be: the one who facilitates learners to engage and take initiative for learning themselves. 
In the three-part conversations in my first practicum, we talked a lot about finding courage to “let go”. I feel I am regressing now that I am teaching upper secondary for the first time, but I can and should dare to be more spontaneous and not fear to lose control over the lesson.(Lina, final practicum)
To be able to inspire, Lina talks about inner attributes as courage, to dare and not fear a loss of control. Here, her inner emotions are openly shared. In an earlier example, Lina described learning mathematics as ‘cardio training’, wheretesting was the means of engaging learners. She refers to how she has received feedback to make better use of interactions with learners, and herconfessions of fear ofspontaneity was prompted by supervisors and visiting university teachers.
Apart from fear, other affects and emotions wereconfessed. Emil confessedto finding lessonplanning difficult and feelings ofinsecurity in his leadershiprole; he wanted to be more independent and creative. Alfred on the other hand, described how he felt joy from succeeding, and howteaching even made him feel younger. When Ida described herself, she revealed how she set high standards for herself and always sought development.Thus, all student teachers at some pointexposed their inner emotions.
Lina’s confession of how her fears hindered her from being an inspiring teacher demonstrates the duality in confessions.On the one hand, she deals with overcoming her fear for being able to become the inspiring teacher she envisions. On the other hand, the expectation to inspire by engaging learners was prompted by others, and initially not her own desire. The overt exploitationher feelings and inner thoughts as part inlearning require Lina to self-improve, toovercome fear and beliefs, and transform into an inspiring teacher, 
The discourse about teachersas leaders and as inspiring involves both their body and the emotions hidden in their souls.The true teacher is attributed a clear and varied voice and uses body language, but also core attributes asfeeling joyous, young, inspiring and feel desire fordevelopment.Student teachers do accept some responsibility for self-improvement in line with this discourse, as when Lina confess a need to conquer emotions of fear of losing control.
Discussion
In this article, I problematise the practices of using of reflections in the form of confessions. To the student teachers, now excellent teachers, I ask your forgiveness for focusing on your confessed errors and faults. There were also much wisdom and knowledge in your logbooks which is not visible here.Cleary, student teachers do engage in confessions, at least in the sense of engaging self-inquiry scrutiny. However, from the above, it is not always they expose their souls to scrutiny and salvation. 
Alfred’s confessions revealed how he engaged emotionally as he struggled with the workload, with mathematics, with leadership and relationships with learners. Despite confessing his feelings openly for inspection, every confession was a story of success, of personal development, or of a new step towards improved leadership. Thus, on the surface, while his confessions exposed his feelings, the confession was always turned into a story of success. Consciously or not, Alfred controlled the narrative about himself. He shared his feelings of both frustration and success, but the happy endings in his logbook left the lecturer reassured that he was on the right track. In describing successful developments, a narrative about the excellent teacher (Popkewiz&Kirchgasler, 2014) re-emerges. However, Alfred mainly focuses an improvement of teaching, not himself, and whether there were still forbidden thoughts lurking in Alfred’s soul will never be revealed.
The story of Emil is different. Emil submitted to following rules about helping learners, giving clear presentations of content, in particular the content of the official curriculum, and using his body language and voice appropriately. Emil simply proclaimed ‘I do’ to engage with following the curriculum and using proper techniques for classroom leadership. His avoidanceof inscribing his core in confessions is a sign of insufficient reflections from the view of Korthagen and Vaslos (2005), at the same time, his soul escapes themove of self-improvement.  
Ida in contrast, confessed the constant need to adapt and improve her teaching: to interact with learners, to provide mathematical clarity and to legitimate the desired mathematical knowledge. Thus, she gave several accounts of what to improve in her teaching. She was also the one who engaged most with the rule of using theory, but was also the only one who really challenged theory. Ida also avoided to accept responsibility for dilemmas on a system level. When time was limited, she described how preparing for national tests was an act of balance, where the conceptual focus in teaching was still what she said she should rather be doing. Thus, she positioned the conflict outside herself, and resisted to accept responsibility for the dilemma she found herself in.
Finally, Lina confessed how she got rid of her instinct to provide right answers and instead engaged formative assessment as a means to evaluate her teaching. This change of instinct can be seen as a confession that penetrates her soul, transforming her beliefs about what constitutes good teaching, and as a move of improving herself. However, in her final practicum, she still confessed a fear of losing control, and how the move to upper secondary made the rule of engagement challenging again. The sin of not interacting with learners was repeated, and when she still describes learning mathematics as ‘cardio training’ (Lina, final practicum), she reveals a contrasting belief lurking in her soul. 
The empirical examples from Alfred, Emil, Ida and Lina illuminate how confessions are based on the regimes of truths in discourse, the themes of confessions have not emerged in a vacuum. For example, to interact with learners has been described as both difficult and important for student teachers (e.g., Horn, 2019; Wallin&Amadore, 2019), the rule of mathematical clarity provides access to mathematics discourse (e.g., Adler & Davis, 2006; Nachlieli&Tabach, 2019), the rule to adapt to timeconstraintswhile fulfilling curricular demands is a balance all teachers face and is an important part of practicum (Herbst & Chazan, 2012), and connecting educational theory to practicum is a desired part of teacher education (e.g.,Researcher 1 et al., 2019). The assumption was that confessions could be part of a disciplining and governance of teachers to align with discourses about good teaching and excellent teachers (Nicoll, 2014; Popkewitz&Kirchgasler, 2014). However, student teachers seem to control the story about themselves, the narrative of confessionsis of balancing demands, of challenging theories, and of happy endings.This way, at the same time as they re-produce the truths about the excellent teacher, they escape their disciplining power. When they find themselves trapped in dilemmas, for example between beliefs about mathematics and maintaining learner interaction (for Lina), or between time to cover content and the time required for conceptual understanding (for Ida), they deal with the dilemma without accepting the responsibility for transforming the soul.
The ambition to purify the souls of these four teachers seem to be quite ineffective, despite their revelations of their inner core, their beliefs and emotions. But rather than arriving at the conclusion that reflections need to enter more deeply into the soul of the student teachers to be effective, I urge we consider the violation of student integrity which such reflections impose. 
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