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ABSTRACT 

The purpose of this study was to examine the evolving 

event-structured knowledge of one student teacher in a 

second grade classroom containing a diverse population of 

students. His understandings, interpretations, and 

reflections were documented before, during, and after 

enactment of units of content in the classroom. 

9 

Weekly interviews designed to elicit the student 

teacher's "well-remembered events" provided the primary data 

for the study. In addition, daily observations by the 

researcher supplemented analysis of the student teacher's 

interpretations. Interviews with the cooperating teacher to 

establish an understanding of the context in which the 

student teacher was learning to teach completed data 

collection. 

Findings indicated that the student teacher faced major 

difficulties in the areas of instructional time and unit 

context. Based on the demands of the curriculum, students, 

and cooperating teacher and his interpretations of 

difficulties encountered, the student teacher concluded that 

the second grade curriculum was above grade level, that it 

was constraining on planning and teaching, and that it 

contained discrepancies. The student teacher resolved these 

difficulties by moving ~~tudents back in the curriculum or 
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by condensing or eliminating portions of the curriculum 

before and during the enactment of content. 

10 

Analysis of the data suggests that other factors may 

have contributed to the problems faced by the student 

teacher in learning to teach. For example, he reported 

having limited knowledge of the curriculum as well as 

teaching methods. These limitations may have affected the 

struggles he experienced as he learned, represented, and 

enacted the curriculum with a group of students in a complex 

environment. 
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CHAPTER 1 

INTRODUCTION 

statement of Problems 

11 

The student teaching process is considered the most 

important component in the preparation of teachers 

(Richardson-Koehler, 1988). In this phase of teacher 

education, student teachers are placed in classrooms and 

confronted with the task of teaching students as they, 

themselves, learn to teach. Thus, the multiple dimensions 

of classroom life are learned while one is actively 

instructing students and attending to the observations and 

feedback of a cooperating teacher and university supervisor 

(Calderhead, 1987; Griffin, 1987; Zimpher, 1987). Student 

teachers must, then, simultaneously (a) learn how to work 

collaboratively with both a cooperating teacher and a 

university supervisor who may have different views about 

teaching and learning (Calderhead, 1987; Griffin, 1987; 

Richardson-Koehler, 1988); (b) cope with the demands of the 

classroom environment and acquire a set of behaviors that 

are consistent with the demands of that setting (Doyle, 

1977; 1986); (c) acquire knowledge of students' personal and 

academic lives (Leinhardt, 1983; 1988); (d) learn classroom 

organization and management (Doyle, 1986); (e) familiarize 
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themselves with the school curriculum, especially at the 

grade level in which they are placed; and (f) use their 

newly acquired knowledge of students and the classroom 

context for enacting curriculum (Doyle, 1988). 

12 

A core element in this process of learning to teach is 

learning how to enact curriculum, that is, how to carry out 

events in which students interact with the content they are 

supposed to learn (Doyle, 1987, 1988). At a minimum, 

curriculum enactment involves thinking about content within 

the goals and structures of a curriculum for a particular 

grade level, using appropriate pedagogical processes and 

forms of representation that will help students understand 

the content, accomplish work with respect to that content, 

and manage classroom action systems within which these 

encounters with content occur (Carter & Doyle, 1987, 1989; 

Doyle, 1990). At this level, issues of content, pedagogy, 

and classroom management are deeply intertwined, if not 

inseparable (Doyle, 1986, 1990). 

Attention to content and curriculum has long been 

neglected in both research and practice in teacher education 

(Carter, 1990; Shulman, 1987). Recently, however, 

researchers have developed powerful analytical frameworks 

for understanding both action systems and curricular 

processes in classrooms (Doyle, 1986a, 1986b, in press) . 

studies of activity structures and programs of action in 
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classroom have revealed how classroom order is established 

and sustained (Doyle, 1986a; Doyle & Carter, 1984). 

Similarly, research on academic work has captured the 

curriculum in motion in classrooms and shown how the work 

students are assigned affects classroom order (Doyle, 1983; 

Doyle & Carter, 1984). It is now possible, therefore, to 

examine, at a classroom level, how the curriculum comes to 

life and becomes a part of the immediate experiences of 

teachers and students. 

An important question for teacher education is: How do 

novices learn the complex processes involved in enacting 

curriculum in classroom settings? To answer this question 

it is first necessary to have a conception of the knowledge 

structures of experienced teachers. Carter and Doyle (1987, 

1989; see also Carter, 1990; Carter & Richardson, 1987) 

argue that experienced teachers' knowledge is 

"event-structured," that is, what they know about the work 

of teaching, including action systems and curriculum, is 

organized around the events they experience repeatedly in 

classroom environments. 

From this perspective, learning to teach is, in part, a 

process of learning the curriculum as a set of classroom 

events (Doyle, 1990). That is, what a teacher comes to know 

about place value in the mathematics curriculum, for 

instance, includes how students are likely to react to this 
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content, what difficulties and misconceptions they will 

probably have, what mistakes they will make in completing 

assignments, and the like. To understand how novice 

teachers learn to enact curriculum, therefore, it is 

necessary to examine their evolving event knowledge 

(Carter,1990; Doyle, 1990). 

Along these lines, Carter (1991) has developed a 

strategy for studying the learning-to-teach process. The 

strategy involves focusing on novice teachers' 
~ 

14 

"well-remembered events," that is, the events they find most 

salient as they begin to observe classrooms, interact with 

students, and take on responsibilities for teaching. By 

closely examining what novices attend to and underscore in 

their descriptions of such salient events, one gains a 

powerful window into the interpretive frameworks they use to 

organize their knowledge about teaching (see Carter, 1991; 

Carter & Gonzalez, 1990; Gonzalez, 1990). 

Purpose of the study 

The purpose of the present study was to explore the 

evolving event knowledge of a student teacher. The special 

focus of this analysis was the student teacher's growing 

event knowledge of how to enact math and language arts 

curricula in a second-grade classroom with a diverse 

population of students. The primary data for this analysis 

was seven weekly interviews designed to elicit the student 
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teacher's "well-remembered events." In addition, daily 

classroom observations were conducted to enable the 

investigator to have first-hand knowledge of the events that 

occurred in the classroom and to supplement the analysis of 

the student teacher's interpretations. Finally, the 

cooperating teacher was observed and interviewed to 

establish an understanding of the context in which the 

student teacher was learning to teach. 

Background and significance 

In recent'years the 1earning-to-teach question has 

occupied a prominent place in the field of teaching and 

teacher education (Carter, 1990). This concern has stemmed 

partly from research on the nature of expertise that 

indicates qualitative differences in the thinking and 

actions of expert and novice teachers (Carter, Sabers, 

Cushing, Pinnegar, & Berliner, 1987; Leinhardt, 1983). 

These differences in thinking have generated an interest in 

exploring the path to expertise. In attempting to trace 

this process, several lines of inquiry have emerged, each 

focusing on different aspects of this prodess (Carter, 

1990) . 

During the 1960's and early 1970's there was 

considerable agreement among researchers that learning to 

teach simply meant learning a set of teaching skills 

(Carter, 1990). That is, student teachers should know how 
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to manage and explain the content, formulate questions, and 

react to students' answers (Gliesssman 1984; Peck & Tucker, 

1973; watts, 1987). However, researchers began to discover 

that implementation of teaching skills was dependent on or 

mediated by cognitive processes and context (Copeland, 1980; 

Wagner, 1973; Gliessman, Pugh, & Bielat, 1979). studies 

focusing on the ecology of the classroom and the 

interactions among participants clearly suggested that these 

factors have a powerful influence on teaching and learning 

to teach (Copeland, 1980; Doyle, 1977). These studies 

demonstrated that in the classroom the demands of the 

environment coupled with the interactions of participants 

define what will be taught and how it will be taught. 

A concern for ecological factors did not, however, gain 

prominence in the study of personality or developmental 

perspectives in teacher education. Emphasis in these 

studies was on changes in attitudes and concerns during the 

induction phase and the factors that motivated teacher 

candidates to enter the teaching profession. Research on 

attitudes was informative in that it revealed that in the 

classroom environment student teachers' attitudes towards 

students changed across time, i.e., they developed a 

"custodial" attitude toward students (Hoy, 1968). Likewise, 

studies focusing on teachers' developmental concerns 

demonstrated that in the classroom environment student 
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teachers' concerns went through phases, i.e., from survival 

and practical techniques to curriculum and student learning 

(Fuller, 1969). Studies focusing on motives found 

connections between teachers' career choices and their 

experience with early authority figures (Wright & Tuska, 

1967, 1968). These studies certainly tapped several 

components that affect teachers' professional development 

and most importantly, demonstrated that changes did occur 

when student teachers interacted with the classroom 

environment. However, little information was provided for 

understanding why these changes occurred and how. That is, 

how did student teachers process all the information 

generated from the environment across time and arrive at 

their present dispositions. 

Along similar lines, research on occupational and 

institutional aspects of teaching emerged with an emphasis 

on how teachers become socialized into the norms and 

perspectives of their profession (Zeichner, 1986). Emphasis 

here was on defining all the school based experienced 

teacher candidates have had (i.e., as students in 

classrooms, contact with experienced teachers, etc.) and 

connecting these to their subsequent classroom practice, 

attitude towards change, and the impact of teacher education 

programs. Although these studies have been useful, Zeichner 

(1986) argues that in failing to examine the complex 
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interactions of the setting and the people, research on 

teacher socialization has been unsatisfactory in describing 

the influence of field experiences on teacher d€velopment. 

Although Zeichner's argument is certainly reasonable, it 

still bypasses the importance of examining the complex 

intersections among participants, curriculum, and the 

environment and how student teachers learn to comprehend and 

interpret these intersections in classroom events and thus 

develop strategies for managing the dimensions of classroom 

life. 

Despite these concerns, current research on learning to 

teach has continued to devote considerable effort to 

investigating teacher candidates' biographies, developing 

attitudes and concerns, and examining professional 

orientations and perspectives (Carter, 1990). However, two 

approaches are beginning to emerge: (a) attempts to assess 

knowledge of subject matter and learners before the 

induction phase and (b) efforts to understand how classroom 

experience influences changes in orientation and 

perspectives. 

For example, Ball (1988) studied the understanding 

teacher candidates had of division with fractions and how 

they would represent this topic in real-life settings. The 

findings revealed that teacher candidates had a limited 

knowledge of this topic, and this limitation was attributed 
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to student teachers' knowledge of mathematics being 

rule-bound and compartmentalized. However, these findings 

were not discussed in terms of student teachers not having 

experience with content representation and enactment with 

students in actual classroom settings. 

19 

In contrast, other studies have examined the processes 

of learning to teach in real-life settings. Research on the 

effects of classroom experience on teacher candidates' 

changes in perspectives and orientations has been useful in 

demonstrating how educational programs, people, and settings 

affect aspects of the learning-to-teach process. For 

example, Ball and Noordhoff (1985) found that student 

teachers' prior disposition about the use of textbooks was 

affected by several informal and formal sources. These 

researchers concluded that educational programs, setting, 

and people were contributing factors in student teachers' 

changes in orientation and perspectives. Calderhead (1987) 

analyzed the kinds of interpretive frameworks student 

teachers used in their thinking about classroom practice and 

how these frameworks were impacted by student teachers' 

professional development and student teaching experience. 

Of particular interest in this study was the stages that 

student teachers went through during the induction phase. 

Current research on learning to teach has begun to call 

attention to a closer examination of the substance and 
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character of teachers' knowledge and how that knowledge is 

acquired and organized across time (Carter, 1990). These 

concerns stemmed largely from the findings of research on 

the nature of expertise. These studies found qualitative 

differences in the thinking and actions of expert and novice 

teachers (Carter, et al., 1987; Leindhart, 1983). That is, 

expert teachers, in contrast to novices, draw on richly 

elaborate knowledge structures that are derived from 

classroom experiences and use these when confronted with the 

task of understanding, interpreting, and predicting familiar 

or novel classroom events. This event-structured 

knowledge seems to help experts make finer predictions about 

what will or might occur in a classroom event (Carter, 

1990). In addition, this line of research suggested that 

experts' knowledge can be characterized as specialized and 

domain-specific (Carter & Doyle, 1989). 

These features of the nature of expertise called 

attention to a more thorough understanding of the path to 

expertise or learning to teach. Researchers have begun to 

employ frameworks derived from studies of pedagogical 

content knowledge and of classroom knowledge in exploring 

how teachers learn to teach (Carter, 1990). These two lines 

of inquiry, although similar in many features, represent two 

different approaches for studying how knowledge is acquired. 
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Research on pedagogical content knowledge is primarily 

concerned with how teachers transform their disciplinary 

knowledge for classroom use. According to Shulman (1987), 

pedagogical content knowledge "identifies the distinctive 

bodies of knowledge for teaching. It represents the 

blending 'of content and pedagogy into an understanding of 

how particular topics, problems, or issues are organized, 

represented, and adapted to the diverse interests and 

abilities of learners, and presented for instruction" 

(Shulman, 1987, p. 8). 

Studies examining the learning to teach process from 

this perspective have yielded an incomplete picture of what 

it means to learn to teach. Focusing on how stUdent 

teachers "will" represent the content to students without 

the actual experience of enacting the content with students 

in the classroom bypasses the issue of how knowledge is 

reconceptualized and curriculum scripts developed in the 

process of learning classrooms structures and processes 

(Ball, 1988; Gomez, 1988; Putnam, 1987). Similarly, 

focusing on how stUdent teachers' knowledge structures 

change before, during, and after a course of instruction in 

a subject area unveils only the first steps in the process 

of learning how to represent and enact the subject matter. 

It would seem important to take this process a step further 

and examine how stUdent teachers' subject matter knowledge, 
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acquired through formal instruction, reconceptualizes and 

changes across time as it is enacted in the classroom 

environment. Examining how knowledge structures change in 

light of the reciprocal nature of the setting (i.e., 

context, participants, curriculum) would provide a better 

understanding of how knowledge structures change across time 

and why disciplinary knowledge becomes transformed in the 

ways it does for classroom use. 

Researchers on classroom knowledge have begun to 

examine teachers' knowledge structures and how these are 

organized and used in comprehending classroom events (Carter 

& Doyle, 1987; 1989; Doyle, 1986). Recently this line of 

research has been extended to include studies of teacher 

candidates' knowledge acquisition and comprehension 

processes. Carter and Gonzalez (1990), for example, 

examined student teachers' knowledge of classrooms and 

classroom events. The purpose of this study was 

specifically to examine student teachers' acquisition of 

"event-structured knowledge" as it developed through 

on-going classroom events. By tracing well-remembered 

events of student teachers and their reflections about them, 

the researcher found that student teachers differed 

significantly in their comprehension and interpretations of 

classroom events they witness or experienced. Successful 

student teachers appeared to have learned the reciprocal 



I· 

23 

nature of classrooms. That is, they seemed to have learned 

that the interactions of students with the content created 

changes in how they had planned to represent and enact the 

curriculum before and during a classroom event. In 

addition, they described future instructional and content 

changes and attributed these to their previous experiences 

in teaching events. On the other hand, unsuccessful student 

teachers formed comparatively fewer functional 

interpretations of classroom events. They often saw 

themselves as the victim of circumstances when problems 

surfaced during a lesson. They seemed to interpret flaws as 

failure and blamed these on external factors, i.e., "nobody 

told me" or "Ben [student] seems to have more control of the 

class." What this study suggests is that although student 

teachers are placed in similar environments (i.e., these 

environments all have a curriculum program, students, 

cooperating teacher, and resources) and must learn and 

implement similar teaching functions (i.e., planning and 

implementing lessons, organizing students, assigning work to 

students), the sUbstance of the knowledge acquired may be 

quite different, in part because they differ in their 

understanding and comprehension of classroom events. 

Along similar lines, Gonzalez (1990) examined how 

bilingual student teachers acquired "event-structured 

knowledge" during their student teaching experience. 



Embedded in the student teachers' accounts of classroom 

events were clear descriptions of the tension the exited 

between management and the enactment of curriculum. 
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Findings from this study revealed that student teachers 

coped with this tension by changing, modifying, and at times 

eliminating chunks of the curriculum. In addition, student 

assignments or academic tasks were often modified or 

completely changed based on how student teachers understood 

and interpreted the interactions of the content with student 

responses in on-going classroom events. Similarly, student 

teachers seemed to rely extensively on hands-on activities 

and visual aides because they felt the use of these would 

help students understand the content better rather than 

preparing the students in advance for the work and involving 

them in the intellectual processes needed to accomplish that 

work. What this study suggests is that during the early 

stages of learning to teach, as student teachers learn to 

repres~nt and enact the curriculum with students, problems 

that arise in classroom events are either attributed to 

students' abilities or to how the curriculum is 

designed. Solutions to problems seem to be solved through 

the manipulation of the curriculum. 

The central purpose of the present study was to extend 

this line of inquiry into the acquisition of classroom 

knowledge, with a particular focus on learning to enact the 
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curriculum. The study brings together, therefore, the two 

traditions of work on novice teachers' content knowledge and 

their classroom knowledge. 

Research Questions 

The analysis of interview and observational data 

collected in this study was organized to answer the 

following research questions: 

1. How does a student teacher interpret classroom 

events she/he considers salient when curriculum is 

a central focus? 

2. How do these interpretations change over the 

course of a seven-week student teaching 

experience? 

3. What do these interpretations suggest about the 

student teacher's evolving knowledge of how to 

enact curriculum? 

Definition of Terms 

In order to provide clarity, the following terms are 

defined: 

Classroom event: An event, whether instructional or 

non-instructional, that takes place in the classroom 

environment. Here, classroom events are seen as containers 

in which the activity, content, and the interactions of 
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participants with the content are manifested (Carter & 

Richardson-Koehler, 1987; Doyle, 1988; Carter and Gonzalez, 

1990) . 

Curriculum enactment: Curriculum enactment refers to 

the process of actually carrying out a segment of the 

curriculum with students in a classroom setting. Enactment 

involves such elements as organizing the students; 

representing the content; providing explanations, feedback, 

and other pedagogical resources; and assigning work for 

students to accomplish (Doyle,1990). 

Event-structured knowledge: The term "event-structured 

knowledge" refers to the character of teachers' knowledge 

(Carter & Richardson, 1987; Carter & Doyle, 1989; Doyle, 

1988). What teachers know about content, instructional 

actions, or management strategies is tied to specific events 

they have experienced in classrooms (Doyle, 1988). That is, 

teachers remember specific details, whether positive or 

negative, from classroom events and use these as points of 

referencs for comprehending the event or for future planning 

and decision making. When these details appear in a 

subsequent event, they are then reconstructed and understood 

differently while other details become important. 

Salient: An event is considered to be salient to the 

student teacher if it is described in an interview designed 
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especially to elicit "well-remembered events" (Carter, 

1991) . 

summary 
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The present study, then, focused on a student teacher's 

interpretations of classroom events and the implications of 

these interpretations for understanding his evolving 

understanding of how to enact curriculum in reading and math 

in a second-grade classroom. Data for this analysis were 

obtained from seven weekly interviews designed to elicit 

well-remembered events from the student teacher and from 

daily classroom observations of the events in which he 

participated. In addition, observations of and interviews 

with the cooperating teacher were used to provide an 

understanding of the context in which the student teacher 

worked. Findings from this study were intended as a 

contribution to the emerging literature on the process of 

learning to teach. 
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REVIEW OF THE LITERATURE 

Introduction 
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There is considerable agreement among researchers that 

learning to teach is a complex, on-going process that 

extends throughout a teacher's career (Borko, 1989; 

Feiman-Nemser, 1983; Carter & Doyle, 1989). Similarly, 

during the process of learning to teach, continuous changes 

occur in teachers' thinking and actions (Borko, 1989). The 

nature of these changes is especially important in research 

on learning to teach. The purpose of this chapter is to 

trace the development of research programs in the area of 

learning to teach. The focus of the review is on the 

effects of experience on teaching, with special attention to 

early experience, such as student teaching and beginning 

teaching. 

Historical Background 

Over the years an increasing number of attempts 

havebeen made to examine how teachers learn to teach 

(Carter, 1990; Feiman-Nemser, 1983). within this research 

area several lines of inquiry have emerged, each 

representative of a different approach and view of what it 

means to become a teacher. Because these strands of 
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research differ in theoretical perspectives and focus on 

different phases of learning to teach, each provides insight 

into one aspect of learning to teach and calls attention to 

others. This evolution has moved research on learning to 

teach from a focus on changes that occur with teaching 

experience to one of how teaching experiences are 

comprehended and interpreted and how classroom knowledge is 

acquired. 

This chapter is divided into six major sections, each 

consisting of a selective review of representative studies. 

The first section examines research on changes 

indispositions, specifically changes in attitudes, motives, 

and concerns before, during, and after practice teaching. 

The purpose of the analysis is to assess contributions to 

research on learning to teach and to illustrate the problem 

of examining changes outside the context in which they 

occur. The second section examines research on changes in 

behavior, including microteaching studies, which focus 

specifically on cooperating teachers and the ecology of the 

classroom. special attention in this section is given to 

the effects of classrooms on teaching behaviors and the need 

to examine learning to teach within an ecological framework. 

In the third section the ecological model of classrooms is 

discussed. In this section emphasis is given to the tasks 

embedded in these settings and the effects that these have 
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on participants. special attention is given to studies of 

teachers' behaviors, managerial decisions, and comprehension 

processes. The fourth sections examines a selective body of 

research on expert and novice differences, specifically 

differences in knowledge of students, pedagogical processes, 

and curriculum. This literature serves to illustrate that 

classroom knowledge varies with different levels of 

experience. The fifth section is directed to research on 

subject~matter knowledge, changes in orientations, and 

teachers' thoughts about planning and specific teaching 

events. special attention in this section is given to the 

reanalysis of findings from selected studies, using findings 

from ecological studies of classrooms, in order to 

illustrate the limitations of this research for capturing 

the process of learning to teach. In the final section 

three studies of classroom knowledge are discussed in light 

of the present review. Emphasis in this section is given to 

how experience is comprehended and interpreted and how these 

processes have a bearing on the character of knowledge and 

knowledge growth in teaching. The purpose of this analysis 

is to provide evidence in support of a close process-tracing 

approach to the study of learning to teach and to 

demonstrate the need to apply anecological and 

event-structured framework in exploring the process of 

learning to teach. 
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Changes in Disposition 

Traditionally research on learning to teach focused on 

the effects of experience on changes in attitudes, concerns, 

and motives. Broadly speaking, these concerns stemmed 

largely from research examining teachers'dissatisfaction 

with teacher preparation programs and the demands placed on 

them by the teaching profession (Hoy, 1968; Wright & Tuska, 

1969). For example, Wright and Tuska (1968) argued that 

teacher preparation programs were not bridging the gap 

between educational courses and practice teaching and that 

practice teaching was not adequately preparing student 

teachers for the role of teaching. similarly, Hoy (1968) 

contended that as student teachers became socialized into 

the teaching profession, they tended to adopt more 

central-based ideologies or norms. Along similar lines, 

Fuller (1969) argued that teacher education courses were 

perhaps irrelevant to the concerns of preservice and 

beginning teachers or perhaps teacher candidates were not 

prepared to benefit from the education courses offered. 

In the following section research on the effects of 

experience on perspectives, attitudes, and concerns is 

examined. Descriptions of the methodologies and procedures 

are included in order to guide the preceding discussion on 

the major contributions and limitations of this research. 
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In an attempt to investigate why some teachers 

abandoned the teaching profession before graduation and 

after the first year of teaching, Wright and Tuska (1968) 

conducted a longitudinal study with 508 teacher candidates 

who were planning to teach at the elementary, middle, or 

high school level. Using Freud's structural hypothesis of 

personality theory and the Teaching Attitude Questionnaire, 

these researchers attempted to unveil what occurs between 

the dream of becoming a teacher and the realities of 

actually being a teacher. The assumption here was that 

teachers learn to teach from infancy (see also, Lortie, 

1975) as they experience the process of being taught by 

significant others (i.e., parents and teachers), and these 

early experiences shape their perspectives on teaching. 

However, these perspectives then change as student teachers 

undergo the process of becoming real teachers. 

Based on psychoanalytic accounts, these ~esearchers 

concluded that an individual's childhood experience with 

significant others (mother, father, and teachers) was a 

motivating factor in their choice of becoming a teacher, and 

student teachers' choice of grade level was a reflection of 

their personality. Analysis of questionnaire data indicated 

several similarities and differences among student teachers 

in their conceptions of themselves and the kind of teacher 

they expected to be prior to and after student teaching. For 
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example, student teachers perceived themselves as happy, 

relaxed, active, obedient, conforming, and individualistic 

(with the exception of high school teachers who perceived 

themselves as impulsive and controlled). By the same token, 

student teachers perceived their role as teachers as happy, 

understanding, participating, relaxed, and demanding (with 

the exception of high school teachers who described the role 

as active and controlled). However, changes in perspective 

escalated as student teachers began to experience real-life 

classrooms. By the end of practice teaching student 

teachers perceived themselves as less conforming and, in the 

case of middle school teachers, less relaxed. In addition, 

they perceived their role as teachers as less confident, 

active, demanding, and inspiring (with the exception of 

lower school teachers who developed more understanding and 

became more individualistic). At the end of their first 

year of teaching it was evident that these teachers were 

frustrated. They perceived themselves as less happy, 

obedient, and inspiring. In addition, they had become more 

loud, less quiet, and responsive in the classroom. 

According to Wright and Tuska (1968), these women had become 

disillusioned with their first year of teaching (with the 

exception of high school teachers who appeared to become 

disillusioned as early as practice teaching). 
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Based on these findings, these researchers argued that 

lower, middle, and high school teachers have different 

personality and academic ,eeds, and therefore practice 

teaching ought to be tailored to meet these individual 

needs. Subconsciously, lower grade student teachers want to 

remain children, and they express this by panicking 

"prematurely" and asking to be rescued by supervising 

teachers. Supervising teachers hinder the process of 

learning to teach by maintaining control of the class, 

assigning students unimportant chores, and exposing student 

teachers to brief experiences with whole class instruction. 

Their recommendation for supervising teachers is that they 

give control of the class to student teachers early in the 

semester and that they learn how much a student teacher can 

endure and not corne to their rescue, thus allowing them to 

"suffer through the inevitable difficulties" of becoming 

ateacher. The high school teacher, on the other hand, longs 

to become an adult teacher and is concerned with the 

psychology of teaching. However, her disillusion sterns from 

the emphasis on the mastery of subject matter rather than on 

teaching. Finally, they contended that the problem of 

disillusion would be alleviated if practice teaching were 

handled as "real" teaching. 

Hoy (1968) examined the effects of experience on 

attitudes toward pupil control. Participants in this study 
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consisted of eighty-two elementary and ninety-three 

secondary teachers who were asked to respond to a Pupil 

Control Ideology survey (PCI) before and eight weeks into 

practice teaching and approximately one year after the first 

PCI survey was completed. The PCI questionnaire contained 

such questions as "A few pupils are just young hoodlums and 

should be be treated accordingly," "It is often necessary to 

remind pupils that their status in schools differs from that 

of teacher," and "pupils can be trusted to work together 

without supervision" (Hoy, 1968, p. 317). 

Of the 162 student teachers who complete the study, 

twenty-eight did not teach after practice teaching and seven 

returned to the university as graduate assistants after 

practice teaching. The assumption here was that student 

teachers' concerns for pupil control undergo changes upon 

entering the real world of teaching. Prior to practice 

teaching, student teachers are socialized into the 

profession through education courses that instill in them 

ideal images about teaching. However, these images change 

as student teachers enter the real world of teaching where 

they encounter already established ideologies and 

philosophies of cooperating teachers and school 

organizations. 

From the analysis of the data three important findings 

emerged. First, participants who went on to teaching after 
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student teaching developed, across time, a more custodial 

attitude toward pupil control. Second, participants who did 

not teach after practice teaching maintained a custodial 

approach attitude but remained stable. Finally, student 

teachers who returned to the university as graduate 

assistants after practice teaching reversed to a more 

humanistic approach to pupil control. In addition, 

participants also responded to a set of questions eliciting 

their perceptions of their teacher education program and 

their student teaching setting. Analysis of the these data 

indicated considerable agreement among student teachers 

regarding the lack of preparation provided by their teacher 

education program and the "custodial" ideology held by their 

school settings. 

Based on these findings, Hoy (1968) concluded that 

teaching experience influences student teachers' attitudes 

toward pupil control. However, he suggested that the 

influence carne from the cooperating teachers and the school 

subcultures who equate good teaching to good discipline. 

This attitude is conveyed through a custodial approach to 

pupil control, and as student teachers undergo the process 

of socialization into the school organization, they tend to 

adopt this ideology. 

Fuller (1969) examined the effects of experience on 

developing concerns about teaching. The assumption here was 
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that as teachers begin to experience "teaching," their 

concerns shift or change to different aspects of teaching 

and that these developing concerns are similar and develop 

during the same intervals of time across teachers. 
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In an attempt to provide evidence supporting these 

assumptions, Fuller (1969) documented the concerns of two 

groups of prospective teachers during their student teaching 

experience. The first group consisted of fourteen stUdent 

teachers who met for two hours on a weekly basis with a 

counseling psychologist to discuss what concerned them at 

that particular point in time. The second group consisted 

of twenty-nine student teachers. This group met bi-weekly 

for informal luncheons with a counseling psychologist, and 

after group discussions they wrote their response to the 

question of "what you are concerned about now" (Fuller, 

1969, p. 214). 

Data from the first group of stUdent teachers were 

categorized into topics. The analysis indicated that 

student teachers were primarily concerned with the school 

environment and student discipline during the early weeks. 

Specifically, stUdent teachers were concerned with their 

personal survival in the new environment, focusing on such 

issues as subject~matter adequacy and the grading system, 

discipline, defining their role in the school structure, and 

understanding what was expected of them by university 
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supervisors, school administrators, and parents. During the 

later weeks, concerns shifted to student learning and 

student progress. 

written responses from the second study werecategorized 

into three broad topics: "1) Where do I stand? How 

adequate am I? How do others think I'm doing? 2) Problem 

behavior of pupils. Classcontrol. Why do they do that? 3) 

Are pupils learning? How does what I do affect their gain" 

(Fuller, 1969, p. 214). Analysis of the data indicated that 

twenty-two stud~nt teachers were primarily concerned with 

number (l),six were concerned with (1) and (2), one was 

concerned with (1), and none expressed concerns with number 

(3) • 

Based on a reanalysis of other findings, combined with 

the data in this study, Fuller suggested three developmental 

phases of teachers' concern. The first is the pre-teaching 

phase in which student teachers are informed of what occurs 

in classrooms through their own experience as students, 

through education courses, and hear-say. This phase is 

characterized as vague and unclear in that student teachers 

are not sure of what to be concerned about. The second is 

the early teaching phase. Here concerns for "self" or 

"self-adequacy" are reflected. That is, as student teachers 

begin to experience teaching, concerns shift to their role 

in the classroom, understanding subject matter, classroom 
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management, and understanding university and supervisor's 

requirements. The third phase commences in the first year 

and beyond of full-time teaching. Concerns here center 

around student abilities and student progress and on what 

can be done to secure academic gains. 
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Taken together, these pioneer studies have made two 

important contributions to research on learning to teach. 

The findings suggest that significant others and prior 

experiences shape student ~eachers' conceptions, 

perspectives, attitudes, and concerns about teaching. Most 

importantly, the reported changes that occurred strongly 

suggested that teaching experience shapes or reshapes 

entering dispositions. 

Despite these advances, the approaches used have 

several deficiencies as a source for tracing the learning

to-teach process. For example, these studies view learning 

to teach in a restricted sense as changes in dispositions as 

measured through written responses to questionnaires or 

surveys that restrict what teachers can report. Although 

the studies appear to be about the effects of teaching 

experi~nce, these experiences are not reported. Changes, in 

other words, are isolated and examined outside the context 

in which they occur. In sum, these approaches do not 

provide information about the particulars student teachers 
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teach. 

Changes in Behavior 
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A second view of learning to teach is represented by 

behaviorists who viewed the process of becoming a teacher as 

one of imparting specified teaching skills and providing 

guided practice and feedback in the use of these skills 

instructured laboratory settings. The assumption was that 

teacher candidates needed to know certain technical skills 

(i.e., establishing set, asking probing questions, waiting 

time for student responses, bringing closure to a lesson) 

and that these could best be taught through mini- courses or 

lessons that included a) student teachers listening to 

lectures on the target skills; b) student teachers 

observing demonstrations of the target skills in use through 

short films; c) student teachers practicing the target 

skills while being videotaped; d) student teachers 

receiving feedback from supervisors after viewing their 

videotape; and e) student teachers following a 

feedback-reteach-feedback cycle until complete mastery of 

the target skills is achieved (Copeland, 1979; Gliessman, 

Pugh, & Bielat, 1979). The objectives of the technical 

skills training approach were to master the skills in 

minimal time, elaborate the repertoire of teaching behaviors 

used by student teachers in classroom settings, and increase 
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the probability of student teachers using th~ target skills 

after the training (Carter, 1990; Copeland, 1979). 

The technical skills approach was seen as a powerful 

component of teacher education programs. Gage (1968) 

defined technical skills as "specific instructional 

techniques and procedures that a teacher may use in a 

classroom. They represent an analysis of the teaching 

process into relatively discrete components that can be used 

in different combinations in the continuous flow of 

teacher's performance" (Gage, 1968, p. 602). However, 

several studies examining the effects of training on 

classroom performance found that some student teachers 

appeared to abandon the use of technical skills acquired 

through microteaching training during the first few weeks of 

actual classroom training (Copeland 1977; Copeland & Doyle, 

1973; Gliessman, 1984; Peterson, 1973). 

For example, in a comparison study of the effects of 

experience on microteaching training, Peterson (1973) found 

that student teachers appeared to abandon the use of the 

target skills between the time they completed the 

microteaching training and the first seven weeks of their 

student teaching experience. In addition, a within-group 

comparison revealed that both experimental and control 

groups appeared to employ, with almost the same consistency, 

the target skills in the classrooms. Based on these 
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findings, Peterson (1973) posed two possible explanations 

for these phenomena: a) student teachers had become too 

busy with other aspects of classroom life (i.e., lesson 

plans, student discipline) to concentrate on the use of the 

target skills, and b) evaluation of target skill exhicition 

had been conducted while student teachers' taught full class 

discussion in actual classroom settings; prior to this they 

had practiced the target skills with small groups in 

laboratory settings. 

Findings such as these led several researchers to 

conclude that the transfer of skills was mediated by 

classroom factors that either encouraged or hindered its use 

(Copeland 1975; Copeland & Doyle, 1973; Gliessman, 1984). 

For example, Copeland (1975) and Copeland and Doyle (1973) 

found that student teachers' lack of target skills 

exhibition was not simply a matter of "forgetting" how to 

perform the skill once in the classroom; rather there 

appeared to be factors within the classroom environment that 

encouraged or discouraged student teachers from performing 

the target skills. 

Given these findings, Copeland (1975) drew from 

ecological studies of classrooms (Doyle 1977a; Doyle & 

Ponder, 1975) and conducted a series of studies exploring 

the effects of some classroom factors on the transfer and 
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microteaching training. 
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In the first of these studies, Copeland (1977) 

investigated the direct and indirect influence of 

cooperating teachers on student teachers' behavior. In this 

study, Copeland (1977) found that participants who had 

received microteaching training transferred and continued 

using the target skill in classrooms where cooperating 

teachers either used the skill in their teaching or had been 

trained to give direct and effective supervision in 

improving student teachers' teaching behaviors. In 

contrast, student teachers who received microteaching 

training tended to cease using the target skill in 

classrooms where cooperating teachers neither used the skill 

in their teaching nor had been trained in direct and 

effective supervision. The major finding in this study was 

the relationship between cooperating teachers' use or lack 

of use of the target skill in their teaching and student 

teachers' transfer and use of the target skill. The 

findings in this called attention to a closer examination of 

effects of the ecology of the classroom on student teachers 

behaviors. 

Drawing on Doyle and Ponder's (1975) research on the 

ecology of the classroom and teachers' behaviors, Copeland 

(1977, 1978) began to speculate that when cooperating 
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teachers used the target skills in their teaching, they made 

them part of the ecological network of the classroom. Once 

the skill is part of this system, student teachers transfer 

and continuous use of the skills is facilitated. The 

opposite holds when the skills are not part of this 

ecological network, and student teachers attempt to utilize 

the skills in these setting. In other words, students' 

familiarity with the target skill is a key factor here. 

Copeland (1978) provided evidence supporting these 

assumptions in a comparative study designed to examine the 

influence of cooperating teachers who rated either "high" or 

"low" on target skills exhibition on student teachers' 

transfer and use of target skills. One major finding from 

this study was that student teachers who had been placed in 

classrooms where cooperating teachers used the target skills 

appeared to transfer the target skills with ease. However, 

when switched to classrooms where cooperating teachers 

seldom or never used the target skills in their teaching, 

these same student teachers experienced difficulty 

implementing the target skills in these classrooms. What 

these findings suggested was that cooperating teachers 

either had or had not familiarized the students in their 

classes with the target skills. Students' familiarity with 

the target skills appeared to mediate student teachers' 

transfer and persistent use of the target skills. 
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Given these findings, Copeland (1980) began to give 

special attention to the effects of students on student 

teachers' behaviors. Drawing from Doyle's (1979a, 1979c) 

work on the reciprocal nature of teaching, Copeland (1980) 

argued that in classrooms, participants' patterns of 

behaviors were the products of their interactions with one 

another and the environment. From this perspective, student 

teachers would be implementing newly acquired target skills 

in classrooms where participants had established patterns of 

behaviors. 

In a study designed to examine these effects, Copeland 

(1980) followed two student teachers across their student 

teaching experience and closely traced their patterns of 

behavior as they exchanged teaching assignments. In the 

first semester each subject was placed in a fourth-grade 

classroom in different schools. During the second semester 

the student teachers exchanged classroom assignments and 

entered the other's classroom. A major finding in this 

study was that with the exchange of teaching assignments 

came an exchange of some patterns of behavior. 

For example, during the initial phase of the student 

teaching experience, the student teachers differed 

substantially in the approaches they used to maintain order 

in the classroom. One student teacher not only tended to 

yell aloud but used a direct approach to pupil control, 
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i.e., directly reprimanding the student or students or 

threatening detention. On the other hand, the second 

student teacher tended to speak in a quieter voice and used 

an indirect approach for maintaining order, i.e., praised 

students who were behaving appropriately in order to get the 

attention of the rest of the class or used non-verbal 

communication techniques, such as standing 

quietly in front of the class until all students were back 

on task. However, when these student teachers exchanged 

classrooms, they also appeared to exchange some behavioral 

patterns. For example, the student teacher who yelled aloud 

began to use a quieter voice in the new classroom, and the 

opposite happened for the other student teacher. 

This study provided additional evidence that classrooms 

have existing patterns of behaviors and actions and that 

these patterns have been established by participants across 

time. From this perspective, student teachers' attempts to 

implement new behaviors or modify existing ones are part of 

a process that is negotiated between them and participants. 

The studies reviewed above illustrate how research on 

learning to teach began to incorporate systematically 

several classrooms factors in accounting for the evaporation 

or persistent use of target skills. with this new 

direction, vague explanations, such as "something happened 

to erase" student teachers' exhibition of target skills 
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during practice teaching, became clearer and more specific 

as the effects of some classroom factors were taken into 

account in the transfer of skills process. In addition, the 

findings in this review also shed light on earlier work on 

changes in dispositions by suggesting that the reported 

changes may have been tied to the nature of the interactions 

of student teachers with students in the environment. 

The progress made here involved unveiling and 

underscoring the importance of the effects that some 

classrooms factors have on student teachers behaviors. 

However, it is important to note that the full ecological 

model of classrooms was not applied in these studies. 

Missing in these studies were the activities, units of 

content, and academic work in which the target skills were 

embedded. Perhaps if this information had been provided, a 

different interpretation of the findings would have been 

formulated and a better understanding would have been 

reached of the process by which student teachers went about 

implementing the skill and, based on their experience, 

choosing to abandoned it or continue using it. 

Ecological Model of Classrooms 

Although a great deal of attention in research on 

learning to teach was given to documenting student teachers' 

changes in personality or developmental perspectives and 

behaviors, little consideration (with the exception of 
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Copeland's later work) was given to the environment in which 

these changes occurred. This point has clearly been made 

across the years by ecologically oriented researchers 

(Doyle, 1977b, 1979b, 1979c, Kounin, 1970; Gump, 1982) who 

argue that examining teachers' behaviors in isolation from 

the context in which they occur provides inadequate 

information about teachers' work. From this perspective, 

examining the development of teacher candidates without rich 

descriptions of the setting in which they are learning to 

teach provides'an incomplete picture of how and why their 

perspectives, orientations, and behaviors change across 

time. This section begins with an overview of the 

ecological model of classrooms and then turns attention to a 

selected body of studies which have applied the ecological 

framework in examining teachers' behaviors, managerial 

decisions, and comprehension processes. 

Classroom structures and Processes 

Over the past several years a body of research has 

accumulated providing detailed descriptions of classroom 

structures, processes, and effects. The findings from these 

studies have provided evidence that classrooms regulate 

participants behaviors (Doyle, 1977b; 1979b; Gump, 1969). 

Ecologically-oriented researchers (see also Doyle, 1977a, 

1979a; Gump, 1967, 1969) attempting to understand this 

phenomenon have been instrumental in developing an 
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ecological model of classrooms that accqunts for why 

individuals respond the way they do in these settings. This 

ecological model of classrooms includes such elements as a) 

the physical arrangement of furniture and resources; b) 

number of students; 

d) academic tasks; 

c) activities and programs of action; 

and e) most importantly, how 

participants influence and are influenced by the setting 

(see, Doyle, 1977a; Doyle, 1983; Doyle & Carter 1984; Gump, 

1967, 1969; Kounin, 1970; Jackson, 1968; Weinstein, 1979). 

In addition, the model reflects how all these elements come 

together and create a complex and demanding environment. 

Physical Arrangement 

It is common knowledge that classrooms contain 

furniture and resources and that the arrangement of these 

items is dependent on the teacher's preference or the 

activity at hand (i.e., small groups, whole class, or 

independent seatwork). Although few attempts have been made 

to examine why teachers choose to arrange the furniture and 

resources the way they do (i.e., U-shape, straight rows, or 

circles), research on the physical design of classrooms has 

found that these decisions do have some effect on 

participants' attitudes and behaviors (see Doyle, 1986). 

For example, research suggests that a crowded or dense 

classroom decreases student attentiveness. In addition, 

student and teacher location in the room affects the nature, 
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frequency, and duration of teacher/student interaction. 

similarly, student location in the room (back, middle, front 

of the room) affects their accesses to the activity or event 

at hand (Doyle, 1986; Weinstein, 1979). 

Students 

The physical setting serves to accommodate a large 

group of people. In this environment twenty to thirty 

students, each with different abilities, interests, needs, 

motivations, and personal backgrounds, are required to meet 

with a teacher on a daily basis for a nine-month period. 

Since classrooms are institutions where teaching and 

learning must take place (Doyle, 1979b, 1986), all students 

are required, in one form or another, to participate in 

predetermined schedules consisting of curricular activities, 

recess, lunch, holidays, etc., regardless of their personal 

need or desire to participate. This setting then must be 

organized and orchestrated by the teacher. That is, the 

teacher must arrange the furniture, assign students to 

seats, distribute resources, communicate rules and 

procedures for appropriate conduct, design activities, and 

assign academic work. 

Activities 

From this perspective, it is clear that one of the 

major tasks a teacher faces is that of organizing all the 

elements in the environment in order to manage groups of 
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students effectively. For the teacher, managing a classroom 

consists of filling time with activities and creating and 

sustaining the work systems within these designated periods 

of time (Doyle & Carter, 1984). An activity contains the 

following proprieties: a) focal content (i.e., spelling, 

reading, or mathematics), b) designated segment of time 

(i.e. spelling fifteen minutes, reading one hour, or math 

forty-five minutes), c) physical setting or design (shape 

of site, i.e., indoors, outdoors, learning center, 

semi-circle, the number of participants, and the resources 

available), d) participants instructional format (i.e., 

recitation, lecture, small group or large group discussion, 

or seatwork), and e) appropriate behavioral pattern (Doyle, 

1986) . 

Program of Action 

An important dimension of an activity is the 

program of action (Doyle, 1984). The program of action is 

created and established by che teacher and communicated to 

the students. It defines the appropriate patterns of 

behaviors and the rules and procedures for participation. 

For example, during a mathematics activity in adding whole 

numbers, students are to listen to the teacher's directions, 

follow along as she gives examples on the board, raise their 

hand and wait to be called if they have any questions about 

the assignment, then independently complete one or two pages 
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in their mathematics book. From this perspective, the 

program of action carries participants along a specified 

path (Doyle, 1984). However, programs of action are 

susceptible to breakdowns. They are constantly threaten by 

academic and social events (Doyle & Carter, 1984). For 

example, students may ask an irrelevant question and gain 

the attention of the whole class. Or, a group of students 

may decide they want to talk about baseball during all 

whole-class discussion. These competing vectors compound 

the management task of the teacher in that she has to usher 

the students in one way or another back to the program of 

action. Given this example, the teacher's task in managing 

activities is to protect the program of action by detecting 

signs of possible breakdowns (Carter & Doyle, 1989). 

Academic Tasks 

Embedded in activities are what Doyle (1979c; see also, 

1983) termed academic tasks, "task" referring to "a goal and 

a set of operations designed to achieve that goal (Doyle, 

1977b, p. 45), and academic tasks referring to the type of 

work that students are to accomplish with a segment of the 

curriculum. Doyle (1983) has noted four general types of 

academic tasks: a) memorizing, b) routines or procedural, 

c) opinion, and d) comprehension tasks. Because each 

requires a different set of cognitive operations for its 

accomplishment, they are characterized by different levels 
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of ambiguity and risk. For example, after reviewing a list 

of words in a spelling activity, the students are asked to 

memorize the list of words. The following day they may be 

asked to construct a sentence with each word. Although the 

activity (i.e., spelling, fifteen minutes, small group of 

students) on both occasions is the same, students are 

required to use a different set of cognitive operations to 

generate an end product for eaC.l. 

Given the above discussions, it is clear that academic 

tasks play a key role in determining the degree of class 

order and the selection, representation, and enactment of 

curriculum. That is, teachers influence the curriculum by 

selecting or emphasizing particular topics, by the examples 

and analogies they use in explaining the content, by the 

responses or reactions they give to students' questions or 

comments, and by the tasks they assign to students (Doyle, 

1988) . Students, on the other hand, influence the 

curriculum by their ability to understand and accomplish the 

task. When understanding is not possible, then the pressure 

is on the teacher to modify or change the examples, 

analogies, or the unit of content, simply narrow the task. 

From this perspective, both management and curriculum affect 

one another, and, most importantly, these two are 

accomplished jointly by teacher and students (Doyle, 1979c; 

Doyle & Carter, 1984). 
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This point was clearly demonstrated in an important 

study by Doyle and Carter (1984) examining academic tasks in 

three English classes. These researchers found that 

academic tasks have different effects on teacher and student 

behavior. For example, they noted that academic tasks that 

are familiar to students or simple to accomplish (i.e. 

memorizing a list of ten words) are enacted and accomplished 

with ease. Academic tasks that require students to take 

novel information and understand, interpret, and make 

decisions with it in order to generate a product were more 

difficult for the teacher to enact and the students to 

accomplish. According to Doyle and Carter (1984), this 

problem tended to be solved through a negotiation process 

between the teacher and students. Students began to demand 

more information, and the teacher began to narrow the task 

(Doyle & Carter, 1984). In the final analysis, the 

announced work was different from the final product. 

Finally, Doyle (1977a, 1979a, 1986) has noted that 

classrooms have such properties as multidimentionality, 

simultaneity, immediacy, unpredictability, publicness, and 

history. What this means is that teachers and students have 

to deal on a regular basis with a tremendous number of 

events and tasks, different things occurring simultaneously, 

rapid movement or pacing, and frequent distractions and 

interruptions. In addition, because teachers and students 
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are required to meet on a daily basis for designated periods 

of time, classrooms develop a history or a shared experience 

which defines the norms and routines for activities or 

events. similarly, the behaviors that occur in classrooms 

are public information; therefore, how student conduct is 

dealt with has consequences on the whole class and 

subsequent class meetings. These features of classroom 

life, according to Doyle (1986, p 396) are "already in place 

when teachers and students arrive at the classroom door" and 

affect participants' behavior regardless of how the teacher 

arranges the students for learning or the educational 

philosophy she/he brings on board. 

Given this ecological model of classrooms, it is clear 

that teachers must employ management strategies to create 

and sustain this environment functioning properly. This 

point was clearly demonstrated in Kounin's (1970; see also, 

Kounin & Gump, 1958) work on group management skills. These 

researchers noted that student involvement was an effect of 

teachers' management skills. In these studies successful 

managers exhibited such managerial skills as a) 

"withitness" or the ability to know what was occurring in 

all places of the classroom, b) "overlap" or the ability to 

manage two or more events simultaneously, c) "movement 

management" or the ability to sustain students interest in a 

lesson and avoid any possible interruptions that might 
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create breakdowns in the momentum of the lesson, and d) 

"group focus" or the ability to include as many students as 

possible in activities. 

In sum, it is clear that classrooms are complex and 

demanding environments. From this perspective, participants 

are not only interacting and responding to one another, but 

they are also interacting with the environment and 

responding to its demands. This ecological model of 

classrooms has gained considerable attention in recent 

years. Researchers have begun to apply it in examining 

teachers' behaviors, managerial decisions, and most 

recently, teachers' comprehension precesses. The following 

studies are representative of this redirection in research 

on teaching. 

Teacher Behaviors 

Doyle (l977b) applied this ecological framework in 

examining teachers' nonverbal behaviors. Drawing from 

research on human nonverbal communication and grounding it 

on an ecological framework and Kounin's (1970) research on 

group management, Doyle found that teachers used nonverbal 

communication as a means of regulating the demands posed by 

the classroom environment rather than to foster student 

learning. In this study, Doyle (l977b) focused on two 

specific nonverbal communication categories, "distance" and 

"eye contact." The purpose of this selection was clear, 
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"nonverbal specialists n teaching research emphasize that 

distance and eye contact are ways of communicating personal 

interest, responsiveness, and receptivity" (Doyle, 1977b, p. 

182). However, according to Doyle, it is equally important 

to argue "that nonverbal behaviors can be used, and indeed 

are used, for regulatory effects (Doyle, 1977b, p. 182) ." 

From this perspective, Doyle argued that the demands 

posed by the classroom environment required teachers to 

employ management strategies. Drawing on Kounin's (1970) 

management framework, Doyle contended that teachers needed 

to posses such skills as withitness, overlap, movement 

management, and group focus in order to manage classrooms 

effectively. In examining the behaviors of "distance and 

eye contact," Doyle noted that effective managers maintain 

distance and reduced eye contact with the student or 

students they are interacting with in order to bring more 

students into his or her s '?e of attention and, thus, be 

able to detect and intervene quicker when deviant 

misbehavior threatens the flow of the activity. 

On the other hand, Doyle (1977a, 1977b) found that 

beginning teachers, when engaged in large group discussions, 

tended to localize attention to a sUbsection of the 

classroom, thus providing opportunities for students outside 

their vision range to initiate misbehavior. similarly, they 

tended to maintain high levels of eye contact with the 
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student or groups of students seated closer to their 

position in the classroom, and as they began to move closer 

to these individuals, they began to reduce their vision 

awareness of the rest of the class. Because beginning 

teachers are inexperienced in managing large groups of 

students, Doyle (1977a) suggested that these strategies are 

a way of reducing the complexity of the environment. 

However, given the realities of the classroom, these 

strategies compound the complexity of the classroom because 

students outside their scope of attention become bored and 

inattentive and begin to disrupt the sequence of the 

activity. 

Based on this analysis, Doyle (1977b) cautioned that 

recommendations, such as maintaining close distance and high 

levels of eye contact, made by behavior-oriented researchers 

are in conflict with the realities of classrooms. From an 

ecological and management perspective, increasing distance 

and reducing eye contact are management skills that will 

enable beginning teachers to meet some of the demands of the 

classroom. 

Teacher Decision-Making 

Doyle (1979b) applied the ecological framework in 

exploring teachers' decision making. In this study 

particular attention was given to the role that classroom 

knowledge played in the management decisions teachers made 
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in responding to the demands of the environment. Given the 

group dimensions associated with classrooms, Doyle (1979b) 

argued that the immediate task teachers faced in classroom 

management was one of gaining and sustaining the cooperation 

of groups of students throughout an activity or event. From 

this perspective, teachers' beha _ors in classrooms must be 

understood in terms of operations they used in accomplishing 

the task of management (see also Carter & Doyle, 1987). 

Specifically, what teachers attend to (i.e., reprimanding a 

student, stopping an activity, changing the originally 

assigned work) during an activity must be understood as 

behaviors or actions carried out to prevent any possible 

disruptions at the group level. This type of analysis viewed 

classroom management as a joint effort between teacher and 

students and the environment in which they interact. 

Doyle (197gb) noted that in implementing an activity a 

teacher must continuously adjust the flow of events in order 

to respond to the moment to moment demands posed by the 

environment (i.e., move furniture away from pathways, focus 

attention to behavioral tasks, move objects that block 

teacher's view of certain regions of the classroom, modify 

the work assigned, etc). This process requires continuous 

monitoring in search of signs and cues that indicate 

potential breakdowns in the flow of the activity and the 

cooperation of students at the group level. Given the 
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enormous and complex amount of information generated by the 

environment at any given moment and an individual's ability 

to process only selected segments of this incoming 

information, Doyle (1979b) argued that teachers routinize 

many of the operations in the classroom as a way of reducing 

the information processing load. According to Doyle 

(1979b), routines are operations that have become automatic 

for teachers. That is, routines can be implemented 

automatically and with ease, thereby allowing the teacher to 

focus attention on other aspects of the activity (i.e., scan 

for deviant misbehavior or assist students who need help) or 

the environment (i.e., attending to unexpected visitors or 

answering a call from the office). From an information 

processing perspective, routines are cognitive strategies 

that teachers use to enable them to monitor more at a given 

moment and respond to the simultaneous, immediate, and 

unpredictable aspects of classroom life. 

It is important to note here that routines are the 

product of teachers' interactions with the environment, 

students, and the curriculum across time (Doyle, 1979b). 

For example, in teaching subtraction, teachers note students 

responses or behaviors to specific examples, explanations, 

grouping patterns (i.e., cooperative learning verses whole 

class discussion), resources, and the activity sequence 

(i.e., ten minutes of instruction followed by fifteen 
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minutes of seatwork). If specific examples grasp student 

attention and aid comprehension in the skill, then the 

teacher will employ these in subsequent lessons. If the 

grouping patterns encourage behavioral task initiation, then 

the teacher will not use this pattern again. In other 

words, teachers make mental notes of what secures student 

cooperation and involvement and integrate those strategies 

into a routine. Once the routine has been created and 

becomes automatic for the teacher, then the next task is to 

teach it to the students. Once the students have learned 

the behavioral and instructional pattern for the routine 

activity, then the teacher can run the activity while 

focusing attention on other aspects of classroom life. This 

automatic processing is what enables teachers to manage the 

complex and demanding environment (Doyle, 1979b). 

From this perspective, routines can be understood in 

terms of a teachers' classroom "scripts." They are part of 

what constitutes teachers' classroom knowledge. Doyle 

(1979b; see also Carter & Doyle, 1987)) suggested that a 

teachers' classroom schema not only enable them to 

understand and interpret familiar events but also provide 

the foundation or structures for integrating novel 

information and predicting what is likely or unlikely to 

occur in an event. Classroom knowledge, therefore, plays an 

important role in teachers' managerial decisions in that it 
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provides the teacher with the information necessary to know 

when and what kind of decisions to make in responding to the 

complex environment with which they are familiar. 

From a learning-to-teach perspective, experienced 

teachers use routines during the early stages of the school 

year to allow themselves the opportunity to gather 

information about the new group of students and make 

decisions regarding grouping, duration of activities, and 

units of content. Beginning teachers are busy ~athering 

information from the environment as a whole and developing a 

schema that will account for the events they are 

experiencing. They are simultaneously learning to teach 

while they teach (Doyle, 1979b). 

Carter and Doyle (1987) applied the ecological 

framework in exploring teachers' comprehension processes. 

These researchers argued that the tasks teachers face in 

classrooms are creating and sustaining order while 

representing and enacting the curriculum. From this 

perspective, teachers' planning and decision making are 

driven by what they know about content, pedagogy, learners, 

and how these elements interact and manifest themselves in 

classroom events. In accomplishing the tasks of order and 

enactment of curriculum, a teacher's classroom knowledge 

provides a backdrop for comprehending and interpreting 

familiar or novel instances in classroom events. 
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In sum, Doyle (1990) has argued that in order to 

understand teaching one must first understand teachers' 

classroom knowledge. That is, one must first understand how 

classroom knowledge is used by teachers in making sense of 

classroom events. The study of classroom knowledge has 

emerged only recently. It draws on research on management 

and classroom processes. By focusing on how teachers 

describe their thoughts, actions, and decisions they made 

when confronted with dilemmas in classroom events, a better 

understanding of how they use their knowledge in navigating 

the complex environment is gained. Similarly, by focusing 

on how teachers reflect, comprehend, and interpret the 

dilemmas associated with teaching, a better understanding 

can be gained of what and how knowledge is acquired. 

The demands posed by the environment and the tension 

that exits between management and curriculum are quite 

evident in early work on learning to teach. For example, 

Wright and Tuska (1968), in supporting their argument that 

teacher preparation programs were not bridging the gap 

between training and classroom practice, used several 

teachers' excerpts in which they reflected on their teacher 

preparation program and their student teaching experience. 

For example, a lower grade teacher reported: 

I was taught how to present a lesson but not what 
to do if the children didn't listen. Education 
courses teach everything except how to keep 
control of the classroom. But that is one of the 
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most important aspects. I was completely 
unprepared for this. Nowhere along the way was I 
told what to do with the mentally incompetent, the 
mentally disturbed, the unmotivated kid, the 
sleeper, the clown, the underachiever. All of 
these disrupted me and my class of children--I had 
no idea how to handle them. 

A high school teacher said: 

All my time was consumed in mastering the subject 
I was supposed to present to the stUdents. I 
never even touched upon the problem of how to 
challenge them or set going the process of 
self-initiated learning. 

64 

These excerpts, when reinterpreted in light of an 

ecological framework, suggest that these beginning teachers 

were simultaneously learning the curriculum and how to 

manage groups of students. However, given their lack of 

classroom knowledge, these teachers were unable to identify 

and prevent early the "unmotivated, the sleeper, the clown, 

and the underachiever" from disrupting the flow of the 

activity and the cooperation of the rest of the class. 

similarly, microteaching studies provide evidence in 

support of the ecological framework. Student teachers in 

these studies were walking into classrooms in which teacher 

and stUdents had established programs of action and routine 

activities. Attempting to implement target skills that were 

not part of these processes compounded the management 

systems in these settings. It can be argued that student 

teachers abandon the use of the skills as a way of reducing 

the complexity. 



I· 

65 

Expert and Novice Research 

Research on expert and novice differences has been 

instrumental in confirming that there are differences in 

classroom knowledge and in the way information is processed 

by expert and novice teachers (Leinhardt, 1983; Borko & 

Livingston, 1988; Borko, Lalik, & Tomchin, 1987; Carter, 

Cushing, Sabers, Brown, & Berliner, 1988; Magliaro & Borko, 

1986). Evidence of these differences has been found in such 

areas as students, subject matter, and pedagogical 

knowledge. 

In an attempt to explore how teachers with different 

levels of teaching experience processed and used information 

about students, Carter, Sabers, cushing, Pinnegar, and 

Berliner (1987) designed a simulated task in which the 

subjects were told to prepare to take over a biology or a 

mathematics class five weeks into the school year. 

Participants were given student information cards with the 

former teacher's comments and additional information about 

the class. Subjects were then asked to recall information 

about the students and, based on this information, discuss 

how they would instruct, manage, and organize the classroom. 

In addition, participants were asked to prepare and discuss 

two forty-minute lessons to be taught the first two days of 

instruction. 
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In this study, Carter et al. (1987) found that expert 

teachers disregarded most of the information about 

individual students provided by the former teacher and 

appeared to be more concerned with students performance at 

the group level. These teachers provided detailed 

descriptions of what appeared to be well rehearsed routines 

they would use for organizing, managing instruction, and for 

familiarizing themselves with the new set of students. In 

addition, they were eager to start from scratch and group 

students in order to get them to work as soon as possible. 

In contrast, novice teachers appeared to rely more on the 

information provided by the former teacher and were more 

general in describing the changes they might make in class 

routines and assignments. What this study suggests is that 

unlike novices, expert teachers through extended classroom 

experiences had acquired a schema for students, routines, 

management, and organization, and based on this knowledge 

selected and processed only the pieces of information they 

regarded as salient in accomplishing the task at hand. 

Along similar lines, Carter, Cushing, Sabers, Stein, 

and Berliner (1987) examined the differences in visual 

information processing of expert and novice teachers. In 

this study photographic slides were made of two secondary 

class sessions. The subjects participated in a series of 

tasks which involved viewing the slides and providing 
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written and oral responses to structured interviews 

pertaining to the tasks. Analysis of the data indicated 

expert teachers seemed to have mental images of the 

classroom as a moving system and were able to transform the 

slides into sequence and action events. Expert teachers 

seemed to describe the slides in terms of the work they 

perceived the student were doing (i. e., "it's a hands-on 

activity of some type," or "group of students may be doing 

small group discussion") and were quick to identify what 

seemed "typical" or "atypical" in the slides. When slides 

contained something "atypical", expert teachers attempted to 

make sense of the abnormalities. In contrast, novice 

teachers appeared to describe the physical appearance of the 

students and the environment (i.e., "a blonde haired boy at 

the table, looking at papers" or "a room with students 

sitting at their desks talking") but were unable to provide 

interpretations for what might be occurring in the slides. 

Based on these findings Carter et al. (1987) suggested that 

through years of teaching experience, expert teachers have 

acquired a rich store of classroom knowledge and are able to 

access and use this knowledge in understanding and 

explaining classroom events. 

In another study, Leinhardt (1983) examined the 

differences between expert and novice teachers' knowledge of 

individual student's achievement. The subjects for this 
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study consisted of novice observers who had completed fifty 

hours of classroom observation in a two-year period and the 

expert teachers in the classroom under study. Both groups 

were given a copy of a standardized test in reading and 

asked to discuss aloud if certain students had received 

enough instruction to complete each problem. Analysis of 

the data indicated that expert teachers drew on their rich 

stored knowledge of students and the curriculum in making 

their predictions. Expert teachers' knowledge appeared to 

unfold at different levels. For example, first they 

analyzed the task and then the operations needed to 

accomplish the task. Second, they described whether they 

did or did not think the student would be able to answer the 

item correctly. Third, they appeared to unfold a mental 

curriculum script and described where the item and student 

in question were located on this script. Novice teachers, 

on the other hand, did not analyze the task and seldom 

discussed where the item or students were located on the 

text. What this study suggests is that expert and novice 

teachers were drawing on different schemata. Experts were 

using classroom schema while novices appeared to be drawing 

on their experience as students, i.e., "how hard would this 

be for me?" (Leinhardt, 1983, p. 23). 

Peterson and Comeaux (1985) explored the differences,in 

recall, analysis, and approaches to classroom problems of 
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experienced and novice secondary social studies teachers. 

Participants in this study were asked to view twice three 

different four-minute videotaped vignettes of problem events 

during interactive teaching. After the first viewing they 

were asked to recall as many events as possible. After 

viewing the same videotaped vignettes the second time, 

participants were asked to discuss specific points in which 

they thought the teacher could have made a different 

decision and changed the direction of the classroom event. 

They were then asked to discuss what decisions could have 

been made and which one they would have chosen and why. 

These researchers found that expert teachers not only had a 

greater recall of classroom events, but in their discussions 

of alternative approaches, they appeared to rely more on 

procedural knowledge than their counterparts. That is, they 

knew the sequence and actions of the events they were 

viewing and how their alternative decisions could 

substantially change these. Given these findings, Peterson 

and Comeaux (1987) concluded that experienced teachers have 

a better developed schemata of classroom teaching than do 

novices. 

Borko and Livingston (1988) examined and compared the 

planning, teaching, and post-lesson reflections of expert 

and novice mathematics teachers. In this study, 

participants were observed for one week and were interviewed 
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before and after interactive teaching. These researchers 

found that, unlike experts, novice teachers' planning was 

more time consuming and less efficient. similarly, during 

interactive teaching novices experienced difficulties when 

questions and comments from students were not part of their 

original plan, and they attempted to improvise as a way of 

solving the problem at hand. In addition, post-lesson 

reflections revealed that novice teachers had a wider range 

of concerns that appeared to focus on what had occurred on 

that particular day. Barko and Livingston explained these 

differences in terms of novices having less elaborate, 

interconnected, and accessible schemata than those of 

experts teachers. 

Taken together, these studies demonstrate that expert 

teachers have a richer schema for students, subject matter, 

and for the management and organization of instruction. 

Experts have well-rehearsed routines for organizing and 

managing classrooms, and given their rich store of knowledge 

of classrooms, they are better able to predict student 

outcomes and the direction of classroom events. Their rich 

store of classroom knowledge enables them to sort out 

relevant information from the environment and gives meaning 

and interpretation to familiar and novel instances in 

events. These studies suggest, in other words, that 

classroom knowledge plays a central role in enabling 
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teachers to navigate the environment. As Carter (1990) has 

noted, expert and experienced teachers know the structure 

and processes of classrooms. They know what activities 

ought to look like and what is likely or unlikely to occur 

with different types of activities and academic tasks. 

Most importantly, Carter (1990) suggests that classroom 

knowledge is constructed though extended classroom 

experience, and the characteristic of this knowledge is 

dependent on how teachers come to understand and interpret 

classroom events across time. From this perspective, it can 

be argued that novice teachers are in the process of 

developing classroom knowledge structures. Given that this 

knowledge is in its formative stage, it is reasonable to 

conclude that they are ill equipped to understand, analyze, 

and provide solutions for natural or simulated teaching 

problems and dilemmas. 

Although research on experts and novices proved useful 

in that it demonstrated that teachers with different levels 

of experience had different levels of knowledge, 

nevertheless, it did not provide insight into how knowledge 

develops or'the process of moving to expertise. This line 

of inquiry did, however, call attention to this important 

aspect of teaching and led several researchers to conclude 

that a better understanding of the learning to teach process 

was needed (Borko, Lalik, & Tomchin, 1987). 
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In the last few years, researchers have attempted to 

explore this process by focusing on teacher candidates' 

disciplinary knowledge or pedagogical content knowledge, 

which includes studies of subject matter knowledge and 

changes in orientations and perspectives. In addition, 

within this line of inquiry, learning to teach is examined 

prior to teaching experience and then systematically moves 

into the classroom where teacher candidates are experiencing 

the process of becoming teachers. Representative studies 

are described here to suggest new frameworks for examining 

the process of learning to teach. 

Knowledge of Subject Matter 

Research on pedagogical content knowledge has emerged 

recently in the field of teacher education. This strand of 

research focuses extensively on teachers' disciplinary 

knowledge and how they transform this knowledge for 

classroom use. Among the main features of this research 

program are teachers' knowledge of the subject matter, 

management and organization, learners and their 

characteristics, and pedagogical content knowledge (the 

integration of content and pedagogy). within this domain, 

particular emphasis is given to pedagogical content 

knowledge "because it identifies the distinctive bodies of 

knowledge for teaching. It represents the blending of 

content and pedagogy into an understanding of how particular 
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topics, problems, or issues are organized, represented, and 

adapted to the diverse interests and abilities of learners, 

and presented for instruction" (Shulman, 1987, p. 8). What 

this suggests is that a teacher's knowledge of the school 

setting, curriculum, learners, classroom context, and 

management are revealed through the ways in which the 

teacher transforms and adapts his or her knowledge of the 

discipline to learners. Quite recently, research on 

pedagogical content knowledge has expanded to include 

studies of learning to teach. Two general strands have 

emerged: a) studies focusing on subject matter 

understanding and b) studies focusing on changes in subject 

matter orientations. 

using a questionnaire and interviews, Ball (1988) 

attempted to unveil prospective teachers' understanding of 

division with fractions prior to entering their teacher 

education program. In this study participants were given 

four story problems and a division with fraction statement 

and were asked to select the story that best represented the 

mathematical problem. If participants felt none of the 

stories were representative of the math problem, they were 

given the opportunity to write their own. In addition, 

participants were interviewed around a division with 

fraction problem. They were asked (a) how they had been 

taught to divide with fractions, (b) to solve the problem, 
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and (c) to provide an example of how they would represent 

this math statement to students. Ball argued that this 

procedure would provide insight into prospective teachers' 

understanding of the algorithm and concept of the 

mathematical statement. Analysis of the data indicated that 

prospective teachers' knowledge of mathematics was both 

rule-bound and compartmentalized. That is, most prospective 

teachers knew the procedure for solving the problem, but 

experienced difficulty in describing their ideas of how they 

would represent it to students. Based on these findings, 

Ball concluded that teacher candidates had a limited 

knowledge of mathematics. 

In another study designed to examine prospective 

teachers' understanding and knowledge of the writing process 

prior to entering their teacher education program, Gomez 

(1988) found that prospective teachers appeared to focus on 

the surface features of the text, indicating a limited 

knowledge of the writing process. Roehler, Duffy, Conley, 

Herrmann, Johnson, and Michelsen (1987) focused on a 

developmental approach to the study of preservice teachers' 

knowledge of teaching of reading. Using an ordered tree 

technique to trace how knowledge structures developed over 

the course of instruction in reading methods, these 

researcher found that prospective teachers who were enrolled 

in the reading methods course that included a field 
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experience appeared to have developed more expert-like 

knowledge structures about "teaching reading" than their 

counterparts who participated in the reading methods course 

without field experience. 

It is important to note here that the aforementioned 

studies (with the exception of Duffy et al., 1987) focused 

on deficits rather than growth. That is, emphasis was on 

what preservice teachers did not know about the subject 

matter rather than on what they knew and how this knowledge 

would develop with teaching experience. Evidence that new 

knowledge is acquired as individuals interact with the 

environment and that this new knowledge is integrated and 

reconceptualize with prior knowledge has been demonstrated 

in studies of this tradition and studies of classroom 

knowledge (see Duffy & Roehler, 1986; Roehler, Duffy, 

Conley, Herrman, Johnson, Michelsen, 1987; Carter & 

Gonzalez, 1990; Gonzalez & Carter, 1990). It can be 

inferred that preservice teachers' inexperience with the 

school curriculum in which skills such as division with 

fractions are illustrated with ideas and teaching strategies 

perhaps accounts for their inability to provide examples 

quickly for introducing concepts such as these to students. 

Similarly, their lack of experience in teaching mathematical 

skills to a group of students would seem to limit their 

options of appropriate examples. During interactive 
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teaching students at times generate examples themselves or 

help teachers formulate them with their responses and 

behavior. 
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Given this brief discussion it would seem reasonable to 

conclude that focusing on preservice teachers' deficits 

yields an incomplete picture of learning to teach. What is 

missing here is the process by which teachers corne to 

understand what works and what does not as a result of 

experiencing classroom events. Some researchers have 

attempted to explore this process by analyzing changes in 

subject matter orientations with teaching experience. The 

following studies are representative of this approach. 

Changes in Subject Matter orientations 

In a study designed to examine student teachers' 

orientations toward the subject matter of English, Grossman 

(1987) found that individuals' orientations toward subject 

matter influenced the selection and representation of 

content. These differences were attributed to student 

teachers' knowledge and understanding of the subject matter. 

In this study, Grossman interviewed and observed two 

beginning English teachers, Colleen and Martha, during their 

teacher preparation program and student teaching experience, 

and then followed Martha through her first year of teaching. 

Grossman reported that the differences found in these 

teachers' understandings and orientations toward the subject 
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were mirrored in the ways they described planning strategies 

and content focus. 

For example, Colleen expressed her love for words in 

literature and focused on the analysis of the text, which 

indicated a text-centered orientation. In contrast, Martha 

extracted from the text pieces of information that she and 

her students could relate to and focused on students' 

personal reactions. Grossman found that these differences 

influenced the way these teachers planned strategies and 

enacted segments of the curriculum. For example, these 

teachers were interviewed prior to teaching the a short 

story called "The stone Boy." Colleen's primary concern was 

to find where the short story fit in the curriculum and then 

how to integrate it with other units of content. She then 

described how she would organize the students for work and 

how questions, techniques, and assignments would vary in 

order to engage the students in the work and meet the 

different needs of students with different levels of 

academic ability. Her goal was to engage the students in a 

thorough analysis of the text through various writing 

activities. 

Martha, on the other hand, appeared to be first 

concerned with student reactions. Unlike Colleen, who 

seemed to unfold her knowledge of the subject and classrooms 

at different levels while planning (i.e., first where the 
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story fits in the curriculum and then how to engage all 

students), Martha's teaching strategy was to get the 

students to read the story and then focus on both oral and 

written personal reactions of the students. In addition, it 

is important to note that when it carne to selecting segments 

of the English curriculum to teach, Martha reported relying 

extensively on her own knowledge and understand of the 

subject. As she stated: "A lot of it has to do with what 

I've been exposed to. I can't very well choose something 

that I've never seen before that I don't even know exists. 

Then probably I use . . . what I know about kids" (Grossman, 

1987, p. 9). Although Grossman did not apply the notion of 

"curriculum scripts" (see Putnam, 1987) in the analysis of 

these data, this excerpt suggests that Martha perhaps felt 

more comfortable teaching units of content for which she had 

a curriculum "script" and could predict or foresee how 

students would react to this script in a classroom event. 

Attempting to implement a segment of the curriculum she did 

not know meant learning it herself, figuring out how to 

represent it to students, and experiencing student reaction 

to this content for the first time. Perhaps it was a sense 

of uncertainty the led her to stay away from the unknown. 

This point is illustrated in Martha's account of 

teaching poetry during her first year of teaching. She had 

not studied poetry formally so that teaching poetry in the 
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class meant simultaneously learning the curriculum while 

preparing to teach it to students. Martha used a unit on 

poetry with lesson plans and unit tests created by the 

teacher she replaced in the classroom and a textbook with 
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poems organized by units and themes. During the early 

stages of implementation, Martha reported having difficulty 

with the unit because it was at odds with her goals. The 

unit stressed analysis while she believed in personal 

responses. She began to modify or alter the unit in an 

attempt to create slots for student responses. In addition, 

conflict arose when decisions had to be made about using the 

unit test created by the teacher or a pre-fabricated test 

provided by the text. In choosing the pre-fabricated test, 

which consisted of multiple choice questions, she found 

herself teaching to the test. The following excerpt 

illustrates her frustration: 

I've been thinking philosophically through what's 
being accomplished in my approach to this unit, 
and averting what I value, such as reading the 
poem to find some common element that they can 
relate to, that this is part of the human 
experience as we've talked about for a year or 
more about. All that stuff is getting brushed off 
because I don't have time to talk about what these 
poems mean in our lives because I have to tell you 
the difference between an iamb and a trochee. 

This excerpt provides a useful way for suggesting that 

Martha's problem stemmed from her lack of experience in 

representing and enacting this segment of the curriculum. 

Her comment that "I don't have time to talk about what these 
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poems mean in our lives," is especially important. It 

suggests that perhaps if she had previous experience 

teaching this unit of content with students and as a result 

had formulated and routinized discussions and examples that 

would help students more quickly understand the difference, 

for example, between an "iamb and a trochee" she could have 

moved students faster through the curriculum and during the 

course of the activity had "time" to discuss with the 

students "what these poems mean in their lives." 

In addition, implicit in Martha's accounts are signs of 

struggling with the tension that exists between management 

and curriculum. For example, she describes this classroom 

event in the following way: 

Martha: 

student: 
Martha: 

students: 
Martha: 
student: 
Martha: 

What do we learn from 'the house was 
like a ship?'" 
It moves. 
It's floating and what is the water in this 
poem? 
I don't know. 
Night is like water. 
I don't understand. 
Oh, I don't want you to not like poetry. 
Don't worry about right answers. We're not 
looking for right answers. 

The above narrative or teaching event is incomplete in 

that it is missing such aspects as discussions, examples, 

and students' physical and verbal behavior during this 

lesson. However, it is clear that because students were not 

understanding, she decided to calm them down by telling them 

not to "worry about right answers." It can be inferred that 
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the management system in the classroom was being affected by 

the curriculum and Martha gained control of management by 

changing the task. 

What this reanalysis suggests is that enactment of 

content may be a powerful predictor of selection and 

representation of content. Some researchers (Ball & 

Noordhoff, 1985; Borko, Lalik, and Tomchin; 1987) have begun 

to tap into this phenomenon by directly focusing on how 

orientations toward a subject matter change with teaching 

experience. Although it is not stated explicitly in these 

studies, the picture that emerges is one of how teaching 

experience shapes orientations developed through prior 

experiences and educational programs. 

For example, Ball and Noordhoff (1985) examined student 

teachers' orientations toward the use of textbooks in 

teaching. Using interviews and observations, Ball and 

Noordhoff followed two student teachers, Danielle and Sarah, 

who were trained under different educational programs across 

their student teaching experience. Danielle was enrolled in 

an academic program which emphasized theoretical and subject 

matter knowledge in learning to teach. The program's 

philosophy about learning to read was consistent with 

Danielle's own personal beliefs about the reading process. 

The courses in reading focused on the language experience 

approach rather than reading skills and phonics that are 
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central to the basal approach. Sarah was enrolled in a 

decision making program which stressed generic methods of 

teaching and research-based decision-making with personal 

reflection. The program emphasized the role of teachers as 

curriculum planners and developers and encouraged teachers 

to avoid the textbook or use it as resource from which 

creative and original planning could stem. This approach to 

teacher planning, decision making, and teaching was 

consistent with Sarah's own belief about the role of 

teachers. In sum, both programs conveyed in different ways 

the negative aspects of relying on the textbooks for 

teaching, and both student teachers had enrolled in these 

programs with already formed conceptions about the use of 

textbooks that paralleled their respective educational 

program. 

Analysis of the data revealed that student teachers' 

orientations towards the use of textbooks changed during the 

course of the student teaching experience. For example, 

Danielle, who believed and had been taught that an 

experience approach to reading was more efficient in 

teaching reading than the basal approach, came to the 

conclusion that basals had a place in the reading process. 

Sarah, who had been taught to avoid or use the text as a 

resource and encourage creativity by generating her own 

ideas for planning activities and teaching, arrived at the 
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conclusion that the textbook for mathematics made her 

planning more efficient and less time consuming and helped 

her learn and manage the subject matter. In sum, neither 

student teacher's entering dispositions toward the use of 

textbooks changed but they appeared to be altered to include 

a new perspective on the role of textbooks in teaching. 

These findings led Ball and Noordhoof to conclude that 

student teachers' prior dispositions were influenced by the 

interactions of personal, people, program, and setting. 

It is important to note that in this study participants 

on various occasions made reference to their lack of 

experience and understanding of various aspect of teaching 

and content before and after the enactment of lessons. For 

example, Danielle reported having difficulty integrating her 

ideas into the content area because of her "lack of 

experience and know-how" (Ball & Noordhoof, 1985, p. 9). 

Sarah stated that she didn't "know math that much" (Ball & 

Noordhoof, 1985, p. 16), and in teaching a social studies 

unit she said, "I want them to understand what 'culture' is 

[but] I am having a hard time understanding what it it 

myself" (Ball & Noordhoof, 1985, p. 20). Concerns for lack 

of experience in teaching are especially important in 

research on learning to teach given that across their 

student teaching experience these student teachers began to 

make important curricular changes in their planning and 
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implementation of lessons as a result of enacting segments 

of the curriculum. 
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For example, in Danielle's case, she began to skip 

workbook pages and add lessons based on her perceptions of 

student comprehension. According to Ball and Noordhoof, she 

"handled the contradictions between the program messages and 

the setting by doing what she though the classroom 

circumstances called for" (1985, p. 11). similarly, in 

mathematics, Sarah felt the students had to learn to play 

the "Banker's game" (trading chips) in order to understand 

place value. She spent a lesson and a half teaching the 

rules of the game and after giving the students several 

practice problems, they still didn't understand the concept. 

Based on this experience, Sarah disagreed with the textbook 

by saying that the students were "never going to say it like 

that when they say the number. If it's 74, they're going to 

say 'seventy four' not seven tens and four ones." What 

this brief discussion suggests is that both student teachers 

appeared to be acquiring classroom knowledge as they 

navigated the classroom. That is, they were developing 

their unique schema for students, curriculum, and the 

environment and beginning to respond to the demands of the 

setting by modifying the curriculum based on their 

understanding of content and students. 
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The body of research on learning to teach reviewed thus 

far contains powerful components that are part of the 

processes of learning to teach. using results from these 

studies, a developmental model of learning to teach can be 

"sketched." Student teachers bring with them their own 

experiences and subject matter knowledge to teacher 

education programs. During formal pedagogical coursework 

they begin to integrate prior knowledge with newly acquired 

knowledge. During practice teaching their orientations 

toward teaching and subject matter (constructed through 

prior experience and pedagogical coursework) influence and 

are influenced by events they experience in the classrooms, 

i.e., planning, selection of content, instructional 

strategies, and the enactment of these with students. 

Despite the progress made in understanding what 

prospective teacheri know before and during training 

experience, considerably less is known about how and what 

they learn through their interactions with content, 

students, and the environment, specifically, how they come 

to understand and interpret observed and experienced 

teaching events in the classroom. Thus far, the studies 

reviewed provide a "skeletal" process of learning to teach. 

Clearly missing in these studies are rich descriptions of 

how classroom knowledge is acquired across time and used in 

navigating the complex environment. 



I· 

86 

Recently, however, researchers have begun to explore 

prospective teachers' thoughts about planning and specific 

teaching events. These advances in research on learning are 

promising in that by focusing on how prospective teachers 

reflect and talk about their experience of specific 

classroom events, a better understanding of what they are 

learning is gained. 

How Experience Shapes conceptions 

Borko, Lalik, and Tomchin (1987) explored student 

teachers' developing conceptions of teaching. Using weekly 

journals guided by questions that asked participants to 

select the most successful or unsuccessful lesson of the 

week, outline what they attempted to do in the lesson, 

comment on students' reactions, and indicate why they 

believed the lesson was either successful or 

unsuccessful, these researchers not only provided rich 

descriptions of novices' thoughts but insignt into their. 

developing understandings about teaching and planning. 

Based on the findings, participants in this study were 

divided into weaker or stronger student teachers. Analysis 

of the data indicated that both groups shared similar 

conceptions of successful lessons, and this remained stable 

throughout the field experience. Reported successful 

lessons were characterized by presenting content through 

creative and unique activities in such a way that it secured 
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students' active participation, fostered learning, and 

achieved a positive effect. Both groups also reported that 

appropriate timing, pacing, grouping, and a positive 

approach to classroom management and discipline were 

important aspects of successful lessons. 

In addition, planning was viewed as a time to learn 

content and identify or create new ideas for teaching. 

However, stronger student teachers added that planning was 

also a time to "think of every possible potential problem 

in order to prevent it before it actually occurred" and to 

think "about what can go wrong and how to make changes 

quickly" (Borko et al., 1987, p. 85). 

Qualitative differences emerged between both groups in 

their descriptions of unsuccessful lessons. stronger 

student teachers reported fewer unsuccessful lessons and 

generally these were attributed to the content or the 

prescribed instructional program. These two component at 

times did not lend themselves to be modified or complemented 

with additional materials or activities. In contrast, 

weaker student teachers reported more unsuccessful lessons, 

and made references to an array of factors. Embedded in 

their accounts were difficulties with student involvement, 

deviant misbehavior, classroom and instructional management, 

and a lack of appropriate planning and preparation. The 

investigators also noted that student teachers' conceptions 
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of successful teaching did not change across the field 

experience. Given these findings, Borko et al. (1987) 

concluded that clinical field experience affords prospective 

teachers the opportunity to acquire procedural knowledge 

(know-how) • 

This study is especially important in that it focuses 

on student teachers' thoughts about important aspects of 

teaching (i.e., planning, instructional strategies, 

curriculum) and how these influence the success or lack of 

success of lessons enacted in the classroom. However, 

little attention is given to the interpretation that student 

teachers gave these thoughts or conceptions or how these 

were shaped with experience across time. This would have 

been especially useful for understanding why student 

teachers' confidence and ability to implement their 

conceptions about teaching increase during student teaching. 

An increase in confidence and ability to enact ideas would 

indicate an increase in classroom knowledge or knowledge of 

students, curriculum, and environmental conditions. 

The apparent need to examine novice teachers' 

understandings and interpretive processes is evidence in 

several excerpts from student teachers used in Borko's et 

al.'s, (1987) study. For example, a stronger student 

teacher's description of a successful lesson and an 

unsuccessful lesson serves to illustrate this need. In a 
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lesson taught on foods in Mexico, Marilyn described the 

lesson as successful because she was able to supplement the 

textbook with additional materials (i.e., cookbooks and 

pictures) and provide the students with the opportunity to 

compare foods and plan and participate in a food-tasting 

party, which she said had gone very well. Marilyn then 

described a language arts lesson as unsuccessful because it 

was boring. She appeared to attribute this boredom not only 

to being confined to teaching a certain set of skills but 

not knowing how to present them in an interesting way. The 

account of the successful lesson suggests that Marilyn 

interpreted the success of the teaching event in terms of 

"enrichment materials secure students interest;" therefore, 

textbooks ought to be supplemented with additional 

materials. When the knowledge for identifying and 

integrating additional ideas or activities to a segment of 

the curriculum was missing, as in the case with the 

unsuccessful language arts lesson, then the event was 

interpreted as boring. However, Marilyn appeared to 

interpret the lack of success to content representation. In 

addition, it seemed that student interest in the successful 

lesson was the result of their familiarity with the content 

(foods of Mexico) and the task that they were to accomplish 

(comparing foods and a food tasting-party). On the other 

hand, the unsuccessful lesson suggests that students perhaps 
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were required to understand a set of skills and perhaps 

demonstrate their understanding through an assignment. If 

students were experiencing difficulty grasping the concepts 

and Marilyn didn't know a better way of presenting these, 

then it would seem reasonable to conclude that both teacher 

and students were experiencing different levels of 

frustration. What this suggests is that curricular 

knowledge, student comprehension, and academic work may be 

key issues here. 

The above is further evidence in weaker student 

teachers' accounts of unsuccessful lessons. Debbie, for 

instance, discussed the difficulty with learning mathematics 

and social studies allover again and how this affected 

lesson implementation. According to Debbie, when students 

needed more examples and she formulated them from the top of 

her head, these were sometimes wrong. Similarly, other 

student teachers reported students having a hard time 

following along during a lesson. They were fidgeting, 

talking, or squirmy. Some student teachers interpreted 

these behaviors as normal for the age group or that they 

were testing them. However, even though they reported a 

lack of subject matter knowledge and a difficulty providing 

appropriate examples for representing the content, a 

connection between the curriculum and student behaviors was 

not made. 
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Broechmans' (1986) study, however, provides some 

insight into how student teachers begin to interpret their 

newly acquired knowledge of students, curriculum, and 

environment and translate this knowledge into their planning 

of lessons. Broechmans applied the action-oriented model in 

examining short-term developments in student teachers' 

lesson plans. Using the action-oriented model, several 

components or actions and sub-actions are used in modeling a 

lesson plan. In this study, observations, self-reports, and 

all information and materials used by participants in 

planning their lessons were used. These data were then 

embedded in the action-oriented model and used in the 

analysis. Analysis of the data yielded two important 

findings. First, student teachers' lesson plan descriptions 

were reduced with familiarly with the content and with 

rehearsal of similar lessons. That is, if a lesson plan 

containing extensive details was implemented with ease, then 

there was a likelihood that it would be used again with 

relevant content. However, when the same lesson was planned 

two or three time, it was usually condensed or abbreviated. 

The same holds true of descriptions of activities. 

Broeckrnans suggested that the reduction of lesson plans was 

the result of student teachers developing a repertoire of 

familiar activities. Extensive details were then not needed 

in order to feel comfortable. In addition, as lessons and 
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activities became familiar, student teachers then engaged in 

identifying, interpreting, and elaborating on other aspects 

of teaching. 

Implicit in this study was student teachers' 

understandings and interpretations of problems encountered 

during interactive teaching. This can be illustrated by 

reexamining their reflections of teaching events and the 

solutions they incorporated in subsequent lessons. For 

example, during a reading lesson a student teacher 

experienced problems defining words in the reading text. He 

attributed this problem to a lack of preparation and decided 

to familiarize himself with the words prior to teaching. 

Another student teacher attributed students' lack of 

cooperation and inattentiveness to spending too much time 

writing on the blackboard. He then decided to include 

student participation in this type of activity. In another 

case, a student teacher noticed that students were 

interested in the topic of pets and later used this topic in 

designing a mathematics lesson. 

What this study suggests is that the elaboration or 

reduction of lesson plans is the result of student teachers 

becoming familiarized with lessons and activities and 

developing routines and procedures. In addition, as these 

routines and procedures for lessons and activities are 

established, student teachers begin to direct attention to 



other aspects of teaching. similarly, as classroom 

knowledge develops, student behaviors are connected to 

curricular and activity structures rather than attempts to 

test the teacher or inclinations to misbehave. 
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Taken together these studies suggest that the 

acquisition of classroom knowledge begins when prior 

knowledge (acquired through personal experiences and 

pedagogical coursework) is integrated with newly acquired 

classroom knowledge (knowledge of student, curriculum, and 

environment) for the planning and implementation of lessons 

and activities with students in real-life settings. Most 

importantly, it suggests that the character of teachers' 

knowledge is determined by how individuals make sense of and 

interpret familiar and novel situations and instances that 

arise during the enactment of curriculum. From this 

perspective, learning to teach may be an individualistic 

process. 

This point is clearly demonstrated in an earlier study 

of learning to teach framed in an ecological framework. 

Drawing on ecological studies of classrooms, Doyle (1977a) 

noted that subject matter, instructional procedures, and 

activities structures affect the implementation of lessons 

and the magnitude of environmental demands. From a 

learning-to-teach perspective, Doyle (l977a) argued that an 

important dimension of learning to teach is learning the 
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"texture of the classroom and a set of behaviors congruent 

with the demands of that setting" (Doyle, 1977a, p. 51). 

Acquiring Classroom Knowledge 
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In a three-year study designed to explore how student 

teachers learned to cope with the demands of the 

environment, Doyle (1977a) found that multidimensionality, 

simultaneity, and unpredictability were the most salient 

features of classroom life for student teachers. Analysis 

of the data indicated that all student teachers developed 

adaptive strategies that were used to reduce the complexity 

created by these dimensions, however, these strategies 

differed and produced different results in the classroom. 

For example, "unsuccessful" student teachers did not seem to 

view the classroom as a moving system filled with students 

who were continuously manifesting different interests and 

behaviors that needed to be monitored by them. Instead, 

these student teachers ignored the classroom as a whole body 

and only focused their attention on a region of the 

classroom or a group of students at a time. On the other 

hand, Doyle noted that "successful" student teachers 

developed cognitive strategies that he termed chunking, 

differentiation, overlap, timing, and rapid judgment. That 

is, student teachers were able to predict classroom events 

and knew how and when to intervene in order to secure the 

direction and flow of activities. These predictions 
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appeared to be based on what they had learned about 

individual students and students as a group. Most 

importantly, these student teachers appeared to make 

powerful connections between student behavior and units of 

content. In other words, they were able to predict how 

students would respond to certain chunks of the curriculum. 

Doyle's (1977a) work suggests that the process of 

learning to teach involves the development of cognitive and 

managerial strategies that reflect how relationships among 

curriculum, student behaviors, and the environment are 

understood and interpreted. From this perspective, the 

planning and thoughts about subject matter, instructional 

procedures, and activities, and teachers' overt behaviors 

during the enactment of these in the classroom, may be 

interpreted as attempts to reduce and respond to the demands 

of the setting. In addition, the differences found in 

adaptive strategies also suggest that interpretations of 

teaching events vary with individuals. 

Evidence supporting the above argument have been found 

in recent studies of learning to teach framed in ecological 

and event-structured knowledge frameworks. For example, 

Carter and Gonzalez's (1990) study of student teachers' 

knowledge of classrooms and classroom events uncovered the 

important roles that comprehension and interpretation of 

classroom events have on what is learned from experience. 
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These researchers followed fourteen student teachers during 

the duration of their student teaching experience. Using 

structured interviews at four-week intervals, which 

consisted of asking student teachers to recall the classroom 

events they remembered, react to them, interpret these 

events, and talk about the what changes were created in 

their teaching, these researchers found student teachers 

understood and formulated very different interpretations of 

events observed and experienced varied. 

In addition, it was found that reported changes in 

content and instructional procedures were tied to the sense 

and interpretations they made of specific teaching events. 

Similarly, across time their interpretations of the same 

teaching event changed as did their teaching strategies. 

That is, student teachers tended to recall the same events 

from interview to interview. Interestingly, however, 

descriptions of the repeated events at first were in great 

detail, and when recalled a second or third time, they were 

narrowed down to only a few details that were used in 

describing changes in their teaching or examples for a 

current event they were remembering. The following serves 

to illustrate this phenomenon. 

One student teacher described thoroughly everything 

that occurred during a handwriting lesson, including student 

physical and verbal behaviors (they were correcting her 



97 

handwriting), to how she felt emotionally during the event 

(very nervous). When asked how she had interpreted this 

event she said that students were testing her. However, the 

second time the event was recalled she narrowed it down to 

"I remember that I was very nervous when I was trying to do 

handwriting with the students. And I learned . . . since 

then to calm down and to write the handwriting with them and 

do a little game . . . so that they are more interested in 

it." These brief excerpts strongly suggest that with 

increasing classroom experience different interpretations 

are formulated across time for the same teaching events and 

the type of changes in teaching reflect the nature of the 

interpretation. 

Along similar lines, Gonzalez (1990) applied the same 

frameworks in exploring how bilingual student teachers 

acquired the cognition for teaching. 

Using the same structured interviews and procedures employed 

by Carter & Gonzalez (1990) and extensive observations, 

Gonzalez followed six bilingual student teachers during the 

duration of their student teaching experience. From the 

analysis of participants, well-remembered events three 

important patterns emerged: a) they were experiencing the 

tension that exists between management and curriculum 

(Doyle, 1986); b) they had difficulty getting students to 

understand the content; and c) changing, modifying, and 
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eliminating chunks of the curriculum was a reoccurring 

event. In this study, students' lack of understanding 

usually created management and organizational problems. At 

first student teachers interpreted student behaviors in 

terms of students abilities, interests, or following lessons 

right out of the text. As time progressed, student teachers 

began to associate and interpret student behaviors to units 

of content and activities. Based on these interpretations, 

they began to manipulate the curriculum and relied 

extensively on·manipulatives and visual aids. changing, 

modifying, adding, and eliminating chunks of the curriculum 

appeared to be the ways in which student teachers responded 

to the problem of order. In addition, consistent 

with Carter and Gonzalez (1990) findings, student teachers 

in this study recalled the same classroom events across time 

and formulated different interpretations with increases in 

classroom experience. 

At this present stage of development, the 

event-structured knowledge and classroom ecology frameworks 

should contribute to research on learning to teach by 

offering a framework that focuses on how observed and 

experienced classroom events are understood and interpreted 

across time. The ecology framework, then, would supplement 

the event-structured knowledge framework by offering a more 

complete understanding of participants' behaviors and 
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actions as they navigate the environment. By integrating 

these two frameworks, a model for how classroom knowledge is 

acquired, organized, and used in the environment can be 

constructed. A study of this nature would require a close 

process-tracing approach. 

A close process-tracing approach to the study of 

learning to teach would encompass novice teachers' thoughts, 

comprehension, and interpretations of classroom events. In 

addition, their intended actions, as mirrored in their 

thinking and planning, and actual actions carried out during 

the enactment of lessons would be included. 

Summary 

This review traces the development of research on 

learning to teach. Research on the effects of experience on 

student teachers' attitudes, concerns, and motives has been 

examined. This area of research has been instrumental in 

providing evidence that prospective teachers' dispositions 

or perspectives about teaching do change as they experience 

life in the classroom. However, it has been argued that an 

important limitation in this line of research has been a 

lack of consideration for the environment in which learning 

is taking place. 

Copeland's work on student teachers' transfer and 

persistent use of target skills acquired through 

microteaching training has been examined with an eye for 
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systematically unveiling several classroom factors that have 

a positive or negative effect on learning to integrate newly 

acquired knowledge in a complex environment. This line of 

research has provided evidence of the impact that 

cooperating teacher's, ecology of the classroom, and student 

behaviors have on transfers of knowledge from one setting to 

another. 

Given the influence of the classroom on learning to 

teach, the ecological model of classrooms is presented and 

discussed. Studies applying this framework are reviewed in 

order to illustrate the role that classroom knowledge plays 

in teachers' behaviors, decision making, and comprehension 

processes. Taken together these studies suggest that how 

teachers corne to understand and interpret classroom events 

is reflected in the actions and decisions they make as they 

accomplish the tasks of creating and sustaining order while 

enacting the curriculum. 

Research on expert and novice differences was 

highlighted. This line of inquiry provides evidence that 

teachers with different levels of experience differ in the 

knowledge they have of students, pedagogical processes, and 

curriculum. Studies within this domain have found 

qualitative differences in the ways expert and novice 

teachers select, process, and use classroom information. 

Findings from these studies have called attention to the 
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need for examining the process of learning to teach or the 

path to expertise. 

Recent research on learning to teach was examined. 

studies of subject matter knowledge, changes in 

orientations, and thoughts about planning and specific 

teaching events strongly suggest the possibility that 

experience shapes student teachers' knowledge and 

orientations toward subject matter and other aspects of 

teaching. In integrating these lines of research, it can be 

argued that student teachers do know something about subject 

matter and pose particular orientations about certain 

aspects of teaching. However, as prior knowledge is 

integrated with newly acquired classroom knowledge, 

alterations or changes do occur, and this is evident in 

their accounts of specific teaching events and in the ways 

they rationalize the choices they make about planning, 

selection, representation, and enactment of the content. 

Most importantly, in reexamining these studies it is argued 

that student teachers' changes and decisions about teaching 

are determined by the sense they make of classroom events 

and the interpretations they afford these experiences. 

Finally, recent research on the acquisition of 

classroom knowledge was reviewed. Findings from these 

studies suggest that comprehension and interpretation of 

classroom events are a window into the process of learning 
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to teach. How student teachers comprehend and formulate 

interpretations of classroom events has been shown to 

determine how and from what the curriculum is enacted in the 

classroom. Similarly, it has been documented that 

individuals' understanding of observed and experienced 

events varies, and these variations suggest that learning to 

teach may be an individualistic process. This area of 

research has called attention to the need for a close 

process-tracing approach that entails two important aspects 

of learning to teach: a) a close, detailed examination of 

how student teachers' learn to manage groups of students 

while simultaneously learning and enacting the school 

curriculum and b) how they reflect and formulate 

interpretations of these experienced events, specifically, 

how, based on these events, they formulate solutions for 

subsequent class meetings. A close process-tracing 

approach to these aspects of learning to teach would yield a 

more complete picture of how and what is learned from 

experience. 
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CHAPTER 3 

METHOD 
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This field study focused on tracing the interpretations 

of a student teacher over a seven-week period as he 

struggled with the task of learning to teach in a 

second-grade classroom. The purpose of this chapter is to 

describe the specific character of the study and the methods 

used in data collection and analysis. The chapter is 

divided into three major parts: (a) a description of the 

setting in which the study was conducted, (b) a 

description of the procedures used for the collection of 

data, and (c) a presentation of the strategies used for 

the analysis of the data. 

The Setting 

The study took place in an ethnically diverse 

second-grade classroom consisting of 11 Southeast Asians, 10 

Hispanics, and 2 Blacks. These students had all been born 

and raised in the United States, and all appeared to speak 

English fluently, although six had been classified as 

Limited English Proficient and were taught by a special 

tutor for half an hour every day. Overall, this group of 

students was cheerful and arrived at school on time every 

morning. This class represented a "typical" class for the 

southern part of the city, typical in that it consisted of 
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minority students and typical in the sense that there 

appeared to be a variety of personalities and patterns of 

behavior. Some of the students were quiet and shy, others 

were talkative and jumped at the opportunity to respond in 

the class, some were mischievous, and others were studious 

and always concerned about their work. 

The class was taught by a highly regarded teacher, 

called here Mr. Lee. He has been an elementary educator for 

19 years and holds a bachelor's degree in Liberal Studies 

with a Multiple Subjects Credential. He had teaching 

experience in first through sixth grade and was in his 

fourth year of teaching second grade. During informal 

conversations, Mr. Lee stated on numerous occasions that he 

enjoyed teaching this particular grade level because these 

were the most important years in a student's academic 

career. In addition to holding a full-time teaching job, 

Mr. Lee taught English as a Second Language classes twice a 

week for a small group of Southeast Asian parents within the 

school community. 

Mr. Lee had 12 years of experience as a cooperating 

teacher. He was also judged outstanding by the school 

principal, vice principal, and resource teacher. In 

addition, several lower and upper grade teachers thought of 

him as an outstanding teacher and at times consulted with 

him on ideas for academic activities or instructional 
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suggestions for dealing with specific students. In sum, he 

appeared to be an excellent candidate to be the cooperating 

teacher in this study. 

Sample 

The participant in this study was one student teacher 

in his last phase of his teacher preparation program, which 

involved being in the classroom every day for the entire 

semester. The university required that student teaching be 

divided into two phases such that the student teachers are 

assigned to a ,lower-grade classroom for the first half of 

the semester and then to an upper-grade classroom for the 

second half or vice versa. 

The student teacher, called here Mr. Langford, was 33 

years old at the time of the study and held Bachelor's and 

Master's degrees in Art. His teaching experience included 

five years of teaching art at a magnet middle school for six 

weeks, four hours a day, each summer. The teaching occurred 

in a summer enrichment program designed by the district for 

students from different ethnic backgrounds. Students were 

selected from across the district and included grades one 

through eight. Across the five years Mr. Langford had 

taught first through third grade and fourth through sixth 

grade combination classes for this program. In addition, 

Mr. Langford had, in the last four years, been a substitute 

teacher on call for the district during the summer and 
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winter vacations. Because Mr. Langford had more than 80 

hours of teaching experience upon entering the teacher 

education program, the introductory course, which involved a 

semester of lectures and 20 hours of classroom observation, 

was waived. 

Mr. Langford's additional classroom experience included 

a teacher education course in which he spent 120 hours 

observing reading and mathematics in two classrooms. The 

first half of the semester was spent observing a third

grade, self-contained classroom, and for the remaining hours 

he observed in a fifth-grade, self-contained classroom. 

According to Mr. Langford, during the last two weeks in each 

placement he planned and implemented several lessons in 

reading. The cooperating teachers started him with small 

groups, and by the end of each placement allowed him to 

teach two or three whole group lessons in the same subject. 

Mr. Langford was in the last phase of his teacher 

preparation program during the fall of 1989. He was student 

teaching full time and taking a methods course in 

mathematics every Thursday evening. By December of that 

year, he would have completed all the requirements for a 

multiple subjects preliminary credential and would be ready 

to begin full time teaching in the spring of 1990. He did 

mention that although he had a BA and an MA in art, his goal 

was to obtain a teaching position in a self contained 
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elementary classroom. He didn't indicate a grade preference 

before or after student teaching. 

Mr. Langford was randomly selected by the teacher 

education department in one West coast iniversity and 

assigned to the participant observer. 

Data Collection 

The study employed participant observation as the main 

data gathering technique. Spradley (1980) described the 

participant observer as a person with two purposes: "(1) 

to engage in the activities appropriate to the situation and 

(2) to observe the activities, people, and physical aspects 

of the situation" (p. 54). The participant observer in this 

study was Mr. Langford's university supervisor. 

Data were collected through weekly semi-structured 

interviews with Mr. Langford, and formal daily classroom 

observations focused on reading and mathematics lessons. 

The focus of the interviews, which formed the central data 

set for the study, was on Mr. Langford's "well-remembered 

events" (Carter, 1991; Carter & Gonzalez, 1990). Carter 

and Doyle (1987, 1989) have noted that teachers' classroom 

knowledge is event-structured, that is, what teachers know 

is embedded in the activities, tasks, and other classroom 

occurrences they experience repeatedly. From this 

perspective, the processes of learning to teach are embedded 

in on-going classroom events. Thus, tracing how these 
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events are comprehended, interpreted, and organized in 

navigating the environment is likely to provide a useful 

window into the substance and character of beginning 

teachers' knowledge. 

Initial Preparation for Observation 
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At the beginning of the study, the investigator met 

with Mr. Lee and Mr. Langford to discuss the purpose of the 

study and their role as participants. Mr. Lee was asked to 

perform his usual obligations as a cooperating teacher and 

to allow the participant observer to perform daily 

observations in the classroom during reading and mathematics 

time blocks for seven weeks. Mr. Langford was informed 

about the observer's role as a university supervisor and as 

a participant observer in the study. Mr. Langford was 

required to fulfill all of the university requirements for 

student teaching (i.e., observing the classroom during the 

first week, planning and implementing lessons in a subject 

matter for small groups, planning and implementing lessons 

in a subject matter for whole group instruction, and taking 

over the classroom during the last two weeks of each 

placement). He was told that the researcher would conduct 

daily observations, take field notes, and collect all 

relevant materials in reading and mathematics during the 

seven-week duration of student teaching in Mr. Lee's 

classroom. In addition, he was told that he would be 
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interviewed at the end of each week. In this discussion it 

was emphasized that the research was separate from the 

investigator's role as a university supervisor and that the 

interviews would not affect his teaching evaluations. 

Observations began on the first day of Mr. Langford's 

student teaching assignment. The participant observer 

selected a place to sit, a place that was unobtrusive but 

one from where events in the classroom were easily visible. 

Since student teachers are required to observe during the 

first week, this time was used to gather data about the 

cooperating teacher's instruction in reading and 

mathematics. These data were used to map how Mr. Lee 

grouped students; selected, represented, and enacted the 

curriculum; and responded to student's verbal and physical 

behaviors. In addition, Mr. Langford was observed as he 

watched the class and interacted with students and Mr. Lee. 

In subsequent weeks, observations shifted to Mr. Langford as 

he began to plan and implement lessons and eventually took 

responsibility for the entire day of instruction. 

During the first day of observation, the observer drew 

a map of the physical arrangement of the room. Any changes 

thereafter were noted. Similarly, curricular programs and 

resources used and available were noted. Changes in 

organization and management of students, content, and 
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instructional strategies, whether instigated by Mr. Lee or 

Mr. Langford, were subsequently noted. 

Interview Protocol 

At the beginning of the study, the investigator met 

with Mr. Langford to discuss the nature and purpose of the 

interviews. Mr. Langford was informed that he would be 

interviewed once a week using semi-structured interviews. 

The dates of the interviews were schewduled for Friday of 

each week at approximately 4:00 p.m. in the participant 

observer's office through the duration of the seven weeks of 

student teaching. 

Each interview began with the questions, "What do you 

remember from your experiences in the classroom this week?" 

or "What do you remember from teaching?" Probing was 

conducted when deemed necessary. For example, the 

interviewer asked clarifying questions, such as "Are you 

talking about math page 22 of the mathematics book?" or "Are 

you talking about the vocabulary lesson you conducted on 

Monday?" Similarly, interview questions were also based on 

the participant observer's classroom observations. At 

times, the interviewer asked Mr. Langford how he felt about 

a particular lesson the interv iewer had just observed 

(i.e., how he felt about the Dinograph activity). 

Throughout the seven weeks, these interviews ranged from 

forty-five minutes to an hour and a half. 
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Procedures for the Analysis of the Data 

Analysis of interviews followed a four-phase process 

that has been used by Doyle (1979). The weekly interviews 

were first transcribed for analysis. 

Phase I of the analysis consisted of reading and 

rereading all interviews for each student teacher and 

transforming them into clearer and more concise descriptions 

of their responses (i.e., eliminating false starts and 

repeated phases, Le., "okay, okay, yesterday, I, I well not 

actually today, hum, actually today ..• "). Phase II 

involved reading and rereading each individual narrative 

record and identifying beginning and endings of Mr. 

Langford's "well-remembered events." 

Phase III focused on analyzing individual interviews 

and identifying: (a) the source of events (i.e., observed 

or experienced); (b) the focus (i.e., did the event carry 

a focus on a particular student or students, unit of 

content, organization and management of instruction, etc.) i 

(c) Mr. Langford's reflections before, during, or after the 

enactment of a specific unit of content (i.e., reported 

instructional strategies used and interactive thoughts 

during the enactment), and (d) reactions to the event, his 

interpretation, and any statement which suggested that he 

had done or would do something as a result of an event or 

events he had experienced. The above analysis was then 
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examined in light of data obtained from classroom 

observations. That is, this data source was selectively 

read to provide an independent source of information about 

the student teacher's well-remembered events. This phase 

was conducted to gain a more complete understanding of the 

circumstances in which Mr. Langford was struggling with the 

task of learning to teach. This independent source of 

information about the student teacher's well-remembered 

events was considered essential in rendering an 

interpretation of the contextual factors that might have 

been impinging upon Mr. Langford's processes of learning to 

teach. 

Phase IV was a comparative analysis across all Mr. 

Langford's interviews as supplemented by information from 

classroom observations. Here the emphasis was on 

identifying emerging themes and patterns across events. 

Summary 

In this chapter, the setting and the methodology used 

in this study were described. Data collection procedures 

consisted of formal weekly interviews and daily 

observations. A descriptive system was used to record a 

narrative for daily observation in reading and mathematics. 

Interview with the student teacher were conducted on a 

weekly basis and transcribed. 
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Analysis of the interviews followed a four-phase 

process consisting of (a) reading and rereading all 

interviews from the student teacher and transforming them 

into clearer and more concise descriptions of what they he 

was recounting; (b) analyzing each interview and locating 

beginnings and endings of "well-remembered events"; (c) 

analyzing each well-remembered event and identifying its 

source and focus. Emphasis here was on examining the 

participant's reflections before, during, and after the 

enactment of specific units of content as well as his 

reactions to the events, his interpretations, and any 

statement that suggested that the student teacher had done 

or would do something as a result of his experienced event 

or events. In addition, the well-remembered events were 

examined in light of data obtained from classroom 

observations; and (d) a comparative analysis across all 

well-remembered events was conducted and supplemented by 

data gained from classroom observations. Here the emphasis 

was on identifying emerging patterns and themes across 

events. 
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CHAPTER 4 

THE CONTEXT: MR. LEE'S CLASSROOM 

The purpose of this chapter is to provide a general 

description of the setting in which Mr. Langford completed 

his seven weeks of student teaching. The description 

includes (a) the physical features of Mr. Lee's 

second-grade classroom, (b) the curriculum in language arts 

and math that was covered during the seven weeks Mr. 

Langford was a student teacher, (c) the daily schedule of 

lessons and the selection of content, (d) the typical 

structure of Mr Lee's lessons in language arts and math, (e) 

and Mr. Lee's approach to discipline. This information is 

intended to serve as a backdrop for the analysis, presented 

in Chapter 5, of Mr. Langford's interpretations of 

curriculum events in this classroom. 

Mr. Lee's classroom is a large rectangle room located 

in one of the back buildings of the school site. The three 

walls without windows face east, west, and south (hereafter 

referred to as front, back, and right wall, see map in 

Appendix A). The north wall (hereafter referred to as left 

wall) contained a large window that extended from almost one 

side of the wall to the next and from the ceiling down to 

about four feet from above the floor. Student desks were 

built to accommodate two students per desk, each containing 
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a separate space for student supplies and materials. Desks 

were organized in straight columns facing the front wall. 

Each column was made up of two desks across and five desks 

in length. There was a total twenty desks in the room and 

thirty one students. 

There were two reading tables in the room, one located 

by the front wall and the second located at the back of the 

room. Mr. Lee's desk was also located at the back of the 

room parallel to the latter reading table. 

Description of the front wall: The major portion of 

the front wall was take up by a large chalkboard. At the 

top of the chalkboard and extending across the wall was a 

narrow bulletin board, about eighteen inches in height. 

During the first week it was covered with blue construction 

paper and lined with a white boarder. However, the 

following week Mr. Lee put a number line chart (about 12 

inches in width and 10 feet in length) designed with frogs 

leaping from one lily pad to another. This bulletin board 

then remained the same across the seven weeks of 

observation. 

There were two additional bulletin boards on the front 

wall, one to the right and one to the left of the 

chalkboard, each extending from the chalkboard to the 

adjoining wall. These bulletin boards contained topical 

information around themes (e.g., "Mexican Independence Day" 
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or "America the Beautiful") which changed periodically, a 

calendar that changed each month, and projects related to 

the work students did (e.g., drawings of 

a garden students had done with the story "The Garden") . 

Over the right bulletin board was a chart about two 

feet wide and three feet long containing the following 

rules: 

1. We will be polite. 

2. We will finish our work. 

3. We will listen carefully. 

4. We will read our books. 

5. We will play fair on the playground. 

6. We will complete our homework. 

7. We will be on time. 

8. We will get plenty of sleep. 

9. We will ask a question by raising our hands. 

This chart remained in the same place during observations 

and was often referred to by Mr. Lee and Mr. Langford. 
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Description of the right wall: The right wall had the 

same physical design as the front wall: a narrow bulletin 

board above the centered chalkboard and one bulletin board 

on each side of the chalkboard. The narrow bulletin board 

contained the alphabet all across it. The bulletin board 

adjoining the front wall was divided in half. The side 

adjoining the front wall was covered by a book shelf. The 
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other half contained a heading with the. words Problem 

Solving and beneath it was the story of "The Zoo 

Keeper," which read: 

The zoo keeper needs help! 
Some of the cages were left opened 
the critters got loose. Now the zoo 
keeper must decide who went where 
and with whom. Can you help him? 

Under this story were four separate sheets of paper 
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each containing one of the following headings: Long Necks, 

No Necks, Long Nose, and Snakes. This activity was done 

during the thir.d week of observation. After that this side 

of the bulletin board was used to exhibit students' work. 

The bulletin board on the right had a heading saying 

"Back to School", and under the heading were several 

drawings of what appeared to be individual student's stories 

of what they did during the summer. This bulletin board 

changed each month to reflect seasonal themes. 

On the left, upper corner of the chalkboard was the 

class schedule. It read: 

Class Schedule 

8:15-8:30 Flag salute, roll, announcements 

8:30-10:45 Reading (Language Arts) 

10:00-10:10 Recess 

10:45-11:45 Math 
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On the right side of the chalkboard, opposite the class 

schedule chart, was another chart. This chart's heading 

read "Every Student Can Learn", and beneath the heading were 

vertical columns of vowels and consonant blends. 

On the right wall adjoining the back wall was the door 

to the classroom and the pencil sharpener. 

Description of back wall: The back wall, next to the 

door, consisted of three long cabinets that extended from 

the floor to about two feet from the ceiling and from the 

corner of the +ight wall to the middle of the wall. Next to 

the cabinets was a long counter with baskets of writing 

paper and other supplies. At the corner of the counter and 

adjoining the left wall was a wash sink with a water 

fountain. Over the counter was a bulletin board that 

remained empty during the observation period. 

Description of left wall: The left wall consisted of 

large windows from corner to corner corning down from the 

ceiling to about four feet from the floor. The bottom of 

the wall had book shelves with a variety of school books on 

them. Mr. Lee on several occasion taped the students' work 

on the windows. 

Changes in physical arrangement: It is important to 

note that the physical arrangement of the desks changed on 

the Monday of the fourth week of observation. Mr. Lee 

arranged the desks into three semi-circles, each containing 
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a small reading table at the center (see map in Appendix B) . 

The first semi- circle faced the right wall, the seccnd 

semi-circle faced the front, and the third semi-circle faced 

the north. In addition, these semi- circles were then 

referred to as reading groups one (right wall), two (front 

wall), and three (left wall). 

Reading/Language Arts Curriculum 

The reading program for the school site used in this 

study was the newest version of the Houghton Mifflin Reading 

series (1989). The Houghton Mifflin Literary Readers 

program had been adopted by the district in 1989, and 

implementation began in the fall of that year. Only those 

components which the observer noted being used during the 

period in which this study was conducted are described here. 

Mr. Lee used the Teacher's Manual called Selection 

Plans and Instructional Support Book 2. The first section, 

Selection Plans, contained an introduction to the program 

and planning and organizational ideas for teachers. 

Specifically, the latter part included all the stories, 

teaching plans, instructional procedures, and activities for 

before, during, and after the reading of each story. Here 

reading stories were divided into 8 major themes: 1) 

Humorous tales, 2) Heroic Deeds, 3) Wishing and Wishing 

Again, 4) Nobody's Perfect, 5) Once Upon a Time, 6) 

Friends, 7) Sharing, and 8) Great Escapes. Each theme or 
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section contained two to three narrative stories, a poem, 

two expository stories (included in two and eight) and 

ended with a separate paperback trade book supplement 

(traditional and contemporary literature story). 
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Each narrative and expository story or poem contained 

the instructional and skills sequence. In addition, 

detailed suggestions (including prewritten sentences and 

questions) were provided for numerous activities. The 

Teacher's Manual then ended with an Instructional Support 

section consisting of Additional Lessons and Activities, 

Placement Evaluation, and working with Parents. The Lessons 

and Activities section included a series of reading skills 

lessons (for specific stories) recommended as additional 

reinforcement or guidance when students required it. 

Student readers contained all 8 themes. In addition, 

each reader came with a complete set of paperback trade 

books. These classics were introduced at the end of each 

theme in the reader, and the paperback copies were provided 

by the teacher. Activities for these trade books were found 

in the Student Literature Journal. This resource book 

focused on a series of activities using higher-order 

thinking skills, such as understanding, interpreting, and 

appreciating literature features. For example, for the 

classic cloudy with a Chance of Meatballs, which was part of 



I· 

the Humorous Tales theme, it was introduced as follows in 

the student reader: 

You have just read two funny stories. Here is 
another one--Cloudy with a Chance of Meatballs, by 
Judi Barrett. Grandpa tells a tale about a town 
called Chewandswallow where the weather is so good 
you can eat it! (Houghton Mifflin, 1989, p. 22). 
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The reading program also contained two resource books 

for students. The Selection Response Booklet (blue cover) 

was designed for children to write about literature and for 

developing critical thinking skills. The focus was on 

journal writing, comprehension activities, and 

writing/language arts projects. The Student Resource 

Booklet (white cover), which was tied to the "Lessons and 

Activities" section of the Teacher's Manual offered 

vocabulary and skills introductions. 

Mathematics curriculum 

For the duration of this study, Mr. Lee was noted using 

the Teacher's Manual for Mathematics Unlimited, published by 

Holt, Rinehart and Winston, Inc. (1988, 87). The book was 

divided into 12 chapters Deginning with addition and 

subtraction of facts and ending with multiplication. Mr. 

Lee used the pretests and the posttest at the beginning and 

end of each chapter. In addition to teaching and assigning 

pages from the regular math book, on occasion he also used 

the practice worksheets from the Mathematics Unlimited 
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student Resource Book and enrichment and reteach worksheets 

for some chapters. 

students' mathematics books contained the same math 

pages as those in the Teacher's Manual. In addition, there 

was a Mathematics Unlimited Student Resource Book that Mr. 

Lee did not use during the observational period. 

The Lesson Schedule 

As stated earlier, Mr. Lee had a chart containing the 

class schedule for the day taped to the right wall of the 

classroom. The. morning time was reserved for 

reading/language arts and mathematics. The afternoons were 

usually reserved for teaching either social studies, 

science, health or art and physical education. The time 

allotted for reading/language arts generally 

remained consistent. However, there were slight variations 

for the math schedule depending on three factors: a) when 

reading/language arts took up the entire morning, math was 

taught in the afternoon; b) when a segment of the math 

lesson had to be canceled due to lunch time, it was picked 

up and taught in the afternoon; and c) on several occasions 

across the seven weeks of observation, the afternoon time 

was used for reinforcing a specific math skill by either the 

cooperating teacher or the student teacher. 
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Selection of Content-First Week 

During the first day of observation, Mr. Lee informed 

the participant observer and Mr. Langford that the district 

had recommended that each teacher begin the school year by 

reviewing the basic skills covered in the preceding grade 

level. For him, this meant reviewing the basic skills in 

reading and mathematics from the first grade curriculum. 

After using the first grade reading materials for two weeks, 

the resource teacher for the school informed all the second 

grade teachers .that there were not enough first grade 

textbooks for both first and second grade classrooms, 

therefore second grade teachers were required to turn in 

their first grade readers. In addition, they were told that 

their second grade reading materials would be delivered on 

Monday of the third week. Mr. Lee informed both the 

participant observer and Mr. Langford that neither of these 

changes would be a problem. He stated that since he had 

taught first grade in the past and remembered the basic 

skills and concepts of this curriculum, he wouldn't find it 

difficult to draw from his experience to teach them with or 

without the textbooks. In addition, he stated that he had 

begun the story "The Little Red Hen" from the first grade 

reader, and as soon as he was done teaching it, he would 

start with "The Garden" from the second grade reader. The 

students not having their second grade readers yet wouldn't 
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be a problem because he had his Reading Teacher's Manual for 

second grade and would teach and read the story to the 

students from it. 

Mr. Lee carried out the above plans as he had stated. 

On Monday of the second week he did receive his reading 

curriculum, and students were given a basal reader, two 

resource books (Selection Response Booklet and Student 

Resource Booklet), and a literature journal booklet. 

Grouping of Students--First Week 

It is important to note here that the district office 

had adopted a new student grouping procedure for all 

sUbjects. Traditionally, students were grouped for reading 

by ability. This year it was decided and recommended to 

teachers throughout the district to group students for 

reading in cooperative learning groups. 

Mr. Lee informed the observer and Mr. Langford of this 

new policy. He stated that he was going to try to conduct 

whole class discussions in all sUbjects. However, for 

reading and mathematics, he was going to explain the unit of 

content, assign independent seatwork, and then gather small 

groups of students at the front table, while the rest of the 

class did independent seatwork. As he stated, on Wednesday 

of the first week, after correcting the math homework, he 

assigned several pages from the math book as independent 
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seatwork, told Mr. Langford to monitor, and gathered six 

students at the front table. 
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The second week followed the first week's pattern of 

grouping students. However, by the third week ,students 

were divided into two groups for vocabulary/spelling 

lessons. One group was assigned to Mr. Lee at the front of 

the room, and the second group was assigned to Mr. Langford 

by the right wall. During the fourth week, with the new 

seating arrangement (three semi-circles), reading and 

vocabulary lessons were tied together and taught in three 

separate groups. But, as stated earlier, members of the 

newly formed reading groups were not selected by ability. 

Rather, their membership in the reading group was dependent 

on which semi-circle their desk was assigned to. This new 

seating arrangement and grouping of students for 

reading/language arts remained the same for the duration of 

Mr. Langford's stay in this classroom. 

selection of Content for Reading 

During the first week, in comparing the observational 

data on the activities Mr. Lee enacted for reading to the 

activities suggested in the Teacher's Manual, it was found 

that he did follow the suggestions offered in the reading 

curriculum. However, he revised and added other pieces of 

content to an activity during the enactment. For example, 

the introductory lesson suggested in the Teacher's Manual 
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for introducing the story "The Garden" consisted of 

introducing to the students the author and the type of 

stories he writes. It asked the teacher to tell the 

students that the story was about two animals who were 

friends and that these animals were Frog and Toad. In 

addition, it suggested that the teacher tell the students 

that they were first going to listen to a short story called 

"The Corner" about a Toad and a Frog, and then they would 

listen to the story "The Garden." Mr. Lee did all of the 

above except read the students the story "The Corner". In 

addition, he talked for about five minutes about the 

difference between a Frog and a Toad. 

Similarly, the Teacher's Manual suggested writing the 

vocabulary words for this story on the chalkboard, but 

instead he wrote them on flashcards and used them all week 

for different activities. The Teacher's Manual suggested 

that teachers use choral responses for most of these 

activities. Mr. Lee elicited choral responses for most of 

the activities he taught with this particular story. 

Likewise, the sentences provided in the Teacher's Manual for 

teaching vocabulary words in context (fill in the blank 

sentences) were taken verbatim from the Teacher's Manual by 

Mr. Lee. However, in the Teacher's Manual each sentence 

contained a blank where each representative vocabulary word 

fit. Mr. Lee copied the sentences exactly, but during the 
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first segment of the lesson, he put the flashcard on the 

blank part of the sentences and had the students read after 

him each sentence. Then he took the flashcards off and had 

the students figure out which vocabulary word went on which 

sentence. This was not suggested in the Teacher's Manual. 

The Teacher's Manual suggested an activity in which the 

teacher would bring in bags of seeds for the students to 

compare such flowers as marigolds, pansies, and zinnias. 

Mr. Lee instead conducted a lesson in which he discussed 

everything that made up a garden from the soil to the 

watering of flowers. He then had the students draw their 

own garden on construction paper, and he exhibited their 

work on the front and left wall. 

There was also an activity in the Teacher's Manual for 

teaching "summarizing Skills." It suggested that the 

teacher "ask" the students five specific questions related 

to the story. The questions were provided in the Teacher's 

Manual, and each one began with either "who, where, when, 

what, or how." It appeared as though this activity was 

intended to be an oral activity. However, Mr. Lee taught 

this lesson in the form of sequence of events. Later in the 

week he taught a similar or revised version of this same 

activity but instead asked the students to remember anything 

they could from the story, "The Garden". As students gave 

him responses, he wrote them down in the form of sentences, 
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fourteen sentences in all, and then, with the help of the 

students, he numbered the sentences in the order they 

occurred in the story. After this segment of the lesson was 

done, he taught the meaning of "one and two digit numbers" 

with the numbers in front of each sentence and adding and 

subtracting (i.e., 5 - 2= , 12 - 5= _) . 

During the times Mr. Lee was observed he seemed to 

follow a similar pattern to that of the first week for each 

story he taught. However, two changes did occur after the 

first and third weeks. Once the students received their 

reading basal, he conducted whole group readings. That is, 

as he stood in the middle of the classroom, he would read a 

sentence from the story and then have the whole class in 

choral read the same sentence after him. Or, he would read 

a sentence in the story and then select one student to read 

the same sentence aloud. In the fourth week, when the class 

was divided into reading groups, he would sit with one 

reading group at a time, while the rest of the class did 

independent seatwork and follow one of the two above 

procedures with each group. This pattern was evident across 

all observations; however, when the student teacher began to 

take over or assist him in reading, the student teacher 

would monitor or teach vocabulary while he taught reading. 

After the student teacher took over the entire 

reading/language arts program, Mr. Lee sat at the back and 
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observed while the student teacher taught each reading group 

and assigned independent seatwork to the rest of the class. 

The reading skills taught also came from the Teacher's 

Manual, with the exception of the first week when he 

reviewed such skills as reading from left to right, 

vocabulary words in alphabetical order, and comparing the 

letter "c" in the word "music" with the letter "k". During 

the second week and across both semesters, both Mr. Lee and 

the student teacher taught the skills or language mechanics 

recommended in the reading curriculum for each story. For 

example, for the story "Three Up a Tree," short vowel sounds 

were reviewed, and the beginning, middle, and ending of a 

story were discussed. For the story "Jasper and the Hero 

Business," "ie" sounds were reviewed and "Using Descriptive 

Words" was taught. 

The vocabulary activities taught each week for every 

story were basically the same activities taught across both 

semesters. Observational data indicated that Mr. Lee taught 

these activities during the first and second weeks, and 

later these same activities were taught by the student 

teacher. For example, during the first week, after 

introducing the vocabulary words for the week, he had the 

students write these in pencil on sentence strips and then 

trace over them with a color crayon. The students then cut 

out each letter from each vocabulary word and kept them in a 
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vocabulary folder. These "cut out letters" were used for 

several activities in vocabulary. For example, the first 

day Mr. Lee had the students face all the letters down on 

top of their desk. He then said a vocabulary word, i.e., 

music or frightened, and then the students turned their 

letters over and began to spell the word on top of their 

desk. The first student who spelled it correctly and raised 

her/his hand got to spell it and sound it out. However, Mr. 

Lee waited for all students to have the word spelled 

correctly before moving on to the next vocabulary word. 

Each week is independent seatwork assignments included the 

writing and cutting out of letters for each vocabulary word 

for the week. 

A second activity that remained stable across all 

observations was the introduction of vocabulary words with 

flashcards, fill in the sentence with a missing vocabulary 

word, and alphabetizing vocabulary words. A third activity 

designed for seatwork was the writing of each vocabulary 

word five times. 

In summary, for reading/language arts, observational 

data indicated that Mr. Lee followed fairly closely the 

above procedure for every story and across both semesters: 

a) introducing each story in the same manner; b) teaching 

sequence of events or the beginning, middle, and ending for 

stories; c) including an art activity for each story; d) 
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teaching language mechanics suggested in the Teacher's 

Manual for each story; e) teaching the vocabulary words in 

isolation and in context using the sentences provided in the 

Teacher's Manual; f) including the cut out letters 

activity for each set of vocabulary words and using them for 

games; and g) making reference to math with specific 

activities. 

Selection of content for Math 

Integrating mathematics into reading and other subject 

activities was a reoccurring pattern for Mr. Lee. However, 

two important prerequisi~~s for this were noted: a) 

integrating or making reference to math was dependent on 

whether the activity lent itself to it and c) the math skill 

was usually broad or global skills, Le., "ones and tens," 

"one and two digit numbers," or "fractions." For example, 

during the second week he was teaching an activity in which 

students were supposed to fold a paper into four parts and 

draw a picture on each square. As he was guiding the 

students through this process, he deviated and said that by 

folding the paper in half that meant they now had two halves 

of one whole and wrote "1/2" on the chalkboard. By folding 

the paper a second time that meant they now had four one

fourths and wrote "1/4" on the board. He told them they 

would be learning fractions later but that for right now he 

just wanted to give them a little introduction. 
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Mr. Lee followed the mathematics scope and sequence. 

students were assigned homework , which was corrected the 

following day during whole class discussion, followed by 

explanations and examples of the present day's math 

assignment, and then followed by seatwork assignments. On 

numerous occasions both Mr. Lee and the student teacher 

taught mathematics using visual aids. For example, Mr. Lee 

conducted a problem-solving lesson for the whole class where 

he drew a picture of marbles and then made a math problem 

out of it. Mr. Langford taught "adding doubles" using 

pumpkins. 

In summary, it is important to note that by the time 

the student teacher began to take on the responsibilities of 

the classroom, the above activities and assignments had been 

established, and students appeared to know what was expected 

of them. 

The Typical Lesson structure 

Typical Lesson in Language Arts 

During the first three weeks of observation, Mr. Lee 

was observed teaching reading/language arts. The following 

lesson structure is representative of the manner in which he 

enacted the curriculum across all observations. 

For the vocabulary lesson for the story "The Garden," 

Mr. Lee first began by using the "Count Down" technique, 

starting with the number ten and counting slowly down to 
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zero. As soon as he reached the number zero, all students 

were quietly sitting at their desks and looking up at him. 

Mr. Lee then began the lesson by reviewing the 

previous day's spelling words, which were still pinned to 

the top bulletin board. This segment of the activity 

consisted of asking individual students the meaning of each 

spelling word. When a student did not have an answer, he 

would help them by providing them with clues until the 

student was able to give him the correct answer. After all 

spelling words were reviewed in this manner, he would then 

focus on another aspect of the words. For example, the "s" 

in "candles" meant that it was more than one candle. 

Similarly, the word "world" was illustrated by showing the 

students a globe and then asking them what the difference 

was between a globe and a map. 

The second segment of the activity consisted of Mr. Lee 

asking the students to look at the spelling words to see if 

they could find words that began with the same sound and to 

raise their hand when they had found them. This segment of 

the activity consisted of students raising their hands and 

providing answers and Mr. Lee either acknowledging their 

answers or if the answer was wrong, guiding the students 

through questions until their answers became the right 

answers. 
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The third segment of the activity consisted of Mr. Lee 

going back to the word "candles" and stressing the "c" 

letter. At this time he began to ask the students if there 

were other words that began with the letter "c." Once he 

had gotten several responses he reviewed the meaning of each 

word and moved to the next segment of the activity. 

Mr. Lee then put up a big chart and taped it to the 

chalkboard at the front of the room. He told the students 

that he took the spelling words and put them in sentences so 

that they could understand how they are used. He then told 

them that he wanted them to look and listen. The chart 

contained the following sentences: 

1. Ann is quite happy in her new school. 

2. The poor little boy had no one to play with. 

3. The monster frightened me. 

4. Please put the candles on the table. 

5. We will read one story and two poems. 

6. will you play some music for me? 

7. We can't eat that whole loaf of bread 

8. Would you like to go around the world? 

After he had read all eight sentences by himself, he then 

went back to sentence number one and told the students that 

now he was going to read the sentence by himself again, but 

then they were going to read them as a whole class or in 

choral. During this segment of the activity, the class 
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became very noisy. Mr. Lee then singled out students who 

were quiet and began to say, "I like the way Vanessa is 

sitting, I like the way Irene is quiet, and I like the way 

Jenny is listening." At this point the class settled down, 

and noise and laughter ceased. 

Toward the end of the above segment, Mr. Lee heard the 

students say the word "bees" instead of "please." 

to correct the students on their pronunciation. 

He began 

When he 

made the students read the same sentence with the word 

"please," he heard the same mistake. At this point he began 

to single out individual students and had them say the word 

"please" until he found the student who was making the 

mispronunciation error. He quickly corrected the student on 

the mistake and moved on. 

The next phase of the activity consisted of calling on 

individual students to come up to the front of the room and 

read one sentence. If students stumbled, Mr. Lee helped 

them with the pronunciation of the words. When volunteers 

finished reading a sentence, Mr. Lee would ask them about 

the punctuation. For example, is it a question mark, a 

period, or an exclamation mark? If students could not 

respond, he would provide the answer, and he would read the 

sentence with the proper intonation. The student would have 

to repeat after him. 
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When he noted that students were beginning to get 

restless, for example, putting their heads on the table, 

playing with their hair, or scratching their heads, he would 

quickly single out students who were quiet and listening (as 

he had been doing all along), and the rest of the students 

began to sit up straight. 

The last segment of the activity consisted of Mr. Lee 

telling the students he was going to cover the spelling 

words in each sentence, and they had to guess which spelling 

word was covered. He then took a piece of paper and taped 

over each spelling word in the sentences. Next, he asked 

individual students to tell him which word had been covered. 

When a volunteer or a student he would calIon could not 

answer, he would provide context clues until she or he could 

figure out which word had been covered. When he noted that 

the class was becoming restless again, he told them they 

would be done shortly, and he would let them stretch because 

he knew it had been a long morning. When the last sentence 

was accomplished, Mr. Lee had the class stand and stretch 

for a couple of minutes. At this point he told them to 

relax and that now he was going to begin to read the story 

"The Garden" for them. 

Summary: The above narrative is representative of the 

multiple ways in which content was represented and enacted 

in the classroom by Mr. Lee. Data across all observations 
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indicated that Mr. Lee always tended to elicit students' 

personal experience when teaching the meaning of vocabulary 

words and when explaining certain aspects of a story. 

During most of his lessons, he involved students by having 

them come up to the chalkboard or portable bulletin board 

and either point at a word or read a sentence. He seemed to 

incorporate language mechanics in his lessons as he did with 

the words "candles" and "candle" and with the discussion in 

which words began with the same letter. Any time a 

vocabulary word could be illustrated with an object, as in 

the case with "globe", and compared to another object, as he 

did with "map," Mr. Lee incorporated it into his lesson. 

similarly, he tended to use facial expressions in 

illustrating what specific words meant, as in the case of 

"squint." In addition, he used the pre-written sentences in 

the Teacher's Manual to teach words in context across all 

observations. And last, he seemed to be in tune with how 

students pronounced words, even when they responded in 

choral and always made sure he taught the appropriate 

pronunciation. Similarly, the management and discipline 

techniques he used during the enactment of this lesson were 

the same across all lessons. 

Typical Lesson in Mathematics 

During the first three weeks of observation, Mr. Lee 

was observed teaching lessons in mathematics. The following 
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lesson structure is representative of the manner in which he 

represented and enacted the curriculum across all 

observations. 

Mr. Lee began his lesson by telling the students to 

take out the math homework assignment and begin with math 

page 11. As he he saying the above, he took a math book 

from a student and showed the class which page he was 

talking about. He then told them that it was math page "one 

tens and one ones." When a student asked him "what about 

page 9?" Mr. Lee responded, "oh yes, let's do page 9 

first." He then assisted those students who could not seem 

to find the page, and when he was sure that they were all on 

page 9, he opened his Teacher's Manual to page nine and 

began to callout the answers for each row of math problems. 

He repeated each answer twice. students appeared to follow 

along; they were all looking down at their book. After 

calling out the numbers of all rows, he told the students to 

count the number of wrong answers and at the top of the page 

put a minus sign followed by the number of wrong answers. 

If they got a 100 (- 0) he told them to circle it. He also 

told them that he would put these pages in their math 

folder. He followed this same procedure for math pages 11 

and 35. However, at times the students would read their 

answers, and he would acknowledge if they were correct or 

wrong. 
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After all math pages were corrected, Mr. Lee told them 

to put their homework assignment away or clear their desks 

except for their math book. During this segment of the 

activity there was a lot of noise and movement, but it 

appeared to be work related. He then began a "Count Down" 

starting with the number 5. By the time he got to number 

one, students had cleared their desks. 

He told the student to open their math books to page 

"three tens and five ones." After the students found the 

page, Mr. Lee went to the chalkboard and wrote "tens" and 

"ones" and put the number 3 under the tens and the number 5 

under the ones. He told them this was the way 35 was 

represented in tens and ones. Mr. Lee then quickly walked 

around the room; he appeared to be checking to make sure all 

students were on the right page. At this time he moved over 

to Sam and closed his book and set it aside (it seemed that 

Sam was not following directions and was playing with his 

book by turning it around in circles). He then asked 

George, "what number is in the ones place for question 

number one?" George said, "3 and then on the ones is 7." 

He asked George, "what is the blank line next to the problem 

for?" Garrett says, "to put the number 37 on it." 

Mr. Lee then moved to question number two and asked 

June for the answer as he did with George. Mr. Lee 

proceeded with this line of questioning until he had gone 
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over all the math problems on the page. At one point he 

said, "tens have hens" and the whole class started laughing. 

He apologized to them for that comment. He told them he 

was still thinking about the story "The Little Red Hen." 

After he finished math page 35, he told the students 

that on the next page, page 36, they were going to do the 

opposite of what they did on this page. He explained the 

math page thoroughly to them and even provided addition 

examples on the chalkboard. He specifically pointed out any 

math problem that would potentially be confusing to the 

students. For example, he told them to notice that question 

number one had the number sixty-three. The task was for 

them to put the number six under the ten and the number 

three under the ones. After the entire page had been 

thoroughly explained, he told them that they had one minute 

to finish the page. By this time, George was already 

yelling, "I finished!!!" Vanesa was the second one to yell 

"I finished," and before the minute was over the entire 

class had accomplished all the math problems on that 

particular page. Mr. Lee went around the room quickly to 

make sure that indeed they were all done. He then told them 

to put their math book away and to get ready for lunch. 

Summary: The narrative for this math lesson is 

representative of how Mr. Lee represented and enacted units 

of content in math across all observations. The first 
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segment began with the correcting of previous homework. 

During this segment he called out the answers, but there 

were several times when he chose specific students to do it. 

He explained the skill in detail, however, using the same 

examples but wording them differently. During these lessons 

he never made reference to topics found in other subjects, 

except in cases like the comment he made about "Tens have 

Hens." It is important to note here, however, that during 

other lessons he involved students by having them come up to 

the chalkboard and work out math problems, or he used them 

as objects for math problems. For example, taking three 

students and separating them into one pair and singling one 

off to the side to illustrate 2 - I = 

One of the most important aspects of the enactment of 

math was oral responses to the written work. Regardless of 

how content was represented, the goal was for the students 

to accomplish all of the math problems correctly. During 

the enactment the focus was on participating in choral 

responses and being prepared to corne and perform or be used 

for a math problem. This segment of the lessons became 

routinized to the point where students would ask him ahead 

of time if they could corne up to the chalkboard. However, 

it was clear from the way in which Mr. Lee emphasized the 

correcting of math pages and the follow-up practice sheets 
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that accomplishing the math problems was the task regardless 

of how it was explained. 

Discipline Techniques 

"Count Down," "Praise statements," "getting students' 

attention physically or indirectly," and "Time out," for the 

most part, were his discipline techniques across all 

observations. During whole class activities in which 

students were involved (e.g., an art project where he was 

helping individual students, or independent seatwork while 

he monitored and assisted individual students, or while he 

conducted small group discussions at the front of the room 

and the rest of the class did independent seatwork), he 

usually used the "Count Down" technique starting with number 

five when members of the class engaged in behaviors that 

were not in line with the rules of participation for the 

activity. 

During those times when he monitored and assisted 

individual students during seatwork, he often used the 

"praise statements II approach. For example, when misbehavior 

was initiated by a student or a group of students, he would 

quickly say, "I like the way Jennifer is sitting, I like the 

way Jason is working, I like the way Claudia is sitting 

quietly and working. II The student or students who were 

misbehaving and those who were perhaps starting to join them 

would almost immediately sit up straight and begin to work. 
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When Mr. Lee conducted whole class activities in which 

he lectured about a topic or read a story, the discipline 

technique took on the form of a "physical or indirect" 

approach. For example, at times when he would be reading a 

story to the whole class and a student began to play with an 

object underneath his or her desk, he would walk toward the 

student while lecturing and simply pat him or her gently on 

the back, and this would usually stop the behavior. other 

times, when students sitting next to each other would begin 

to giggle during a lesson, he would simply pause for two or 

three seconds and the behavior would cease. If he was 

conducting a small group discussion at the front of the room 

and events similar to the above occurred, he would stop the 

lesson and from the front of the room call the student's or 

students' name while pointing with his finger. As soon as 

the student or students stopped the behavior, he would 

continue with his lesson. 

Mr. Lee used a form of "Count Down" technique for 

management and organization across all transitions f e.g., 

at the beginning and ending of the day, before and after 

recess and lunch, between subjects, and between activity 

segments. During the first week of instruction, he informed 

the students when a major transition or a transition within 

the activity was going to occur by saying "I'm going to 

count from twenty down to one and by the time I get to one, 
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I want everybody seated and quiet, or I want everyone to put 

your vocabulary folders away and take out your math book, or 

I want everyone to hand me your math homework and pullout 

your math book." As the days progressed he simple started 

the "Count Down" and students automatically did what they 

were told by him to do. 

Toward the end of the first week and across the 

duration of the observations, the starting and ending number 

for "Count down" changed. The factors governing these 

changes appeared to be related to the nature of the 

transition and the students' willingness to cooperate. For. 

example, at the beginning of the day and before and after 

recess and lunch, "Count Down" usually started with number 

twenty and down to number one. As the days progressed, the 

final number changed. For example, if he arrived at number 

thirteen, ten, or nine and all the students were quietly 

sitting down, he'd stop and begin instruction. The starting 

number for "Count Down" between transitions for subjects 

also changed from number twenty to ten. As in major 

transitions, the ending number varied with student 

cooperation. similarly, the starting number for "Count 

Down" between segments in an activity changed to number five 

and the ending number, again, depended on student 

cooperation. 
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For all classroom observations in which Mr. Lee was 

observed using either one of these discipline techniques, 

the observer got a sense that they were useful tools for 

steering the students back to the mainstream of an activity. 

The only exceptions in which either of these techniques 

failed to work as quickly as they normally did was during 

days in which special events were occurring in the school or 

in which the students were overly excited. Examples would 

be the Halloween party and School Picture Day in the fall of 

1989. 

Summary 

The classroom in which Mr. Langford hegan his formal 

attempt to learn the second-grade curriculum was a well

organized world in which students engaged in a set of 

carefully guided experiences with basic math and literacy 

tasks. Reflecting his years of experience, Mr. Lee seemed 

to have a strong sense of personal control over the 

curriculum and a well-formed structure for gaining and 

maintaining order in this setting. By the time Mr. Langford 

began to assume teaching responsibilities, these management 

and curriculum structures were firmly established. 
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CHAPTER 5 

DATA ANALYSIS AND INTERPRETATION 

The purpose of Chapter 4 was to provide a description 

of the context in which Mr. Langford participated for the 

first seven weeks of student teaching. This description 

included the classroom, the curriculum, and the ways in 

which the cooperating teacher, Mr. Lee, selected, 

represented, and enacted the curriculum. It is now possible 

to describe in detail Mr. Langford's emerging 

interpretations of classroom events during the seven weeks 

in which he served as a student teacher in this setting. 

This tracing of Mr. Langford's interpretations is based 

primarily on his descriptions of "well-remembered events" 

(Carter, 1991) during weekly interviews. These descriptions 

were supplemented, as necessary, with information obtained 

from classroom observations and from interviews with Mr. 

Lee. 

Mr. Langford followed a four-phase procedure for 

student teaching: (a) he began by observing, monitoring, 

and helping students with specific assignments in 

reading/language arts and mathematics, (b) he planned and 

implemented specific lessons in both subjects, (c) he took 

over all of the responsibilities for the reading language 

arts block and planned and implemented lessons in math, and 
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(d) he took over all of the responsibilities of the 

classroom during the last two weeks of student teaching. 
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Over the course of the seven interviews which spanned 

the first half of Mr. Langford's student teaching 

assignment, he recalled and discussed twenty-two classroom 

events drawn from his teaching experience (see Table 1). 

Nine of these well-remembered events occurred during the 

reading/language arts block, and thirteen occurred during 

the mathematics block. All classroom events mentioned by 

Mr. Langford during the interviews were analyzed. However, 

for the purpose of this study representative events were 

selected based on the character and content of each event. 

Special attention was given to event descriptions that 

contained information about a unit of content, how that 

content was enacted, and Mr. Langford's reflections of the 

enactment, i.e., what he thought about before, during, and 

after the classroom event. These events are marked with an 

asterisk on Table 1. 

The chapter is divided into eight major sections. The 

first seven sections each focus on an individual interview. 

Each section begins with a presentation of the theme or 

themes followed by the classroom event or events that these 

themes emerged from. Observational data are used to provide 

the context for each interview and for the event or events 

and are used in conjunction with the analysis in 
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Table 1 

Mr. Langford's Events 

Interview #1 

1. Teaching Family Facts (mathematics)* 

2. Adding on a Number Line (mathematics)* 

3. Closure Lesson/Vocabulary (reading/language arts) 

Interview #2 

4. The Rhyme Lesson (reading/language arts)* 

Interview #3 

Recount, the Rhyme Lesson (reading/language arts) * 

5. Vocabulary Lesson tied to Bird Cage and VCR Camera 

Activity (reading/language arts) 

6. The spelling Test (reading/language arts) 

7. cooperating Teacher Teaching Problem Solving 

(mathematics) 

Interview #4 

8. The Balloon Activity (mathematics) 

9. The Grid Activity (mathematics)* 

10. The Card Activity (mathematics) 

11. Creating a story with Beginning, Middle, and 

Ending (reading/language arts) 

Interview #5 

12. Cloudy with A Chance of Meatballs 

(reading/language arts)* 
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Table 1--continued 

13. The Seven-Up Game (mathematics) 

14. The Dinograph Activity (mathematics) 

Interview #6 

15. Lesson on "ie" Sounds (reading/language arts) * 
16. Comparing units of Content (reading/language 

arts) * 

17. Lesson on Beginning, Middle, and Ending 

(reading/language arts) 

18. The Guessing Game (mathematics) 

19. Teaching the Number Line with a Skyscraper 

(mathematics) 

20. Thursday's Problem Solving with Pumpkins 

(mathematics) 

Interview #7 

Recount, Cloudy with A Chance of Meatballs 

(reading/language arts)* 

Recount, Teaching Family Facts (mathematics) 

21. Math, Teaching Doubles (mathematics) 

22. Math, Teaching Adding Triplets (mathematics) 

149 
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order to render a more accurate interpretation. In the 

final section, the patterns that emerged across all 

interviews are presented and discussed. 

Event #1, Teaching Family Facts 

During the first week of student teaching, Mr. 

Langford's classroom responsibilities consisted of 

familiarizing himself with students' names and the 
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curriculum guides, observing Mr. Lee teach, and monitoring 

independent seatwork. During the first interview, two 

classroom events in the area of mathematics were 

specifically tecalled by Mr. Langford that were tied to two 

mathematics pages from the mathematics textbook: teaching 

the skill of family facts and teaching adding on a number 

line. Through his interactions with students during these 

two assignments, which took place on two consecutive days, 

Mr. Langford experienced a tension between the curriculum 

and students. The theme that emerged from the analysis of 

these two events was that there was not a "good fit" between 

the curriculum and students and that a way of resolving this 

lack of fit was through moving the students back in the 

curriculum and adjusting the curriculum itself. 

When Mr. Langford was asked what he remembered about 

his interactions with the students, he recalled: 

Up to yesterday most of my interaction shave been 
more on the one-on-one experience. Helping 
students that aren't quite getting [or] 
understanding certain aspects of maybe their math. 



Just explanations of a Xerox sheet of material 
[or] certain things. 'Because, like I said, their 
reading skills [are poor] and they're not quite 
picking up what little there is on the paper as 
far as writing. ' 
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When he was asked how he knew that the students weren't 

comprehending certain "aspects of their math," he said that 

the students he'd been working with "basically just sit 

there, and they have a blank look on their face." When he 

notices these "blank stares" he "probes" in search of 

factors that might be creating the problem. Such factors 

included the student's background with respect to the 

materials he was using. The word "materials" led into a 

comment about how he had talked to his math professor and 

his supervisor about "how the materials were too advanced at 

their second grade level. The stuff was too high." 

When asked if he was referring to page number 22 of the 

mathematics textbook, he immediately began to describe Event 

# 1 in detail. 

Observational Data 

The content. The math page that was the focus of this 

classroom event was page 22, completing Family of Facts. 

The page was divided into two sections. The top half 

consisted of three circles (yellow, blue, yellow), each of 

which contained three numbers inside. The first circle had 

the numbers 3, 4, and 7. The second circle had the numbers 

2, 3, and 5, and the last circle has the numbers 5, 7, and 
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12. Below each circle were four math problems: two 

addition and two subtraction. Each problem contained two 

numbers drawn from its respective circle with the sum left 

blank, i.e., 4 + 3 = __ , and 7 - 3 = __ . The bottom half of 

the page had the same format, but here the sum was provided 

and the addends were left blank, i.e., + = 11, and __ 

= = 6. 

The context. During the first segment of this event, 

the cooperating teacher had corrected the math homework 

assignments from the previous night with the whole class and 

then wrote on the chalkboard, "math pages 9, 15, 16, 17, 18, 

21, and 22." He gathered a small group of students at the 

front station and told the rest of the class that while he 

worked with this small group, the math pages written on the 

chalkboard were their seatwork assignment and that Mr. 

Langford would be monitoring and helping them with that 

work. 

As Mr. Lee began to conduct his small group 

instruction, the rest of the class began to work on their 

seatwork assignment. However, it appeared that some of the 

students didn't follow the cooperating teacher's directions. 

Instead of beginning to work on page 9, some students began 

to work on pages 15 or 16 while other started on page 22. 

Mr. Langford first began to help those students who started 

working on page 15 or 16. During this time he was noted 
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helping the students cross out the hears that were provided 

for solving some of the subtraction problems on those pages 

and then showing them what hearts to count to get the sum. 

When the students reached the sections of these math pages 

that didn't have hearts, Mr. Langford was observed using his 

fingers in helping the students. He would raise both hands 

and extend all ten fingers and then tell the students to 

pull down the number of fingers that were to be subtracted. 

After the students did this, he would tell them that if they 

counted the fingers "standing up," they would get the sum. 

James, who was one of the students who had skipped over 

to page 22, was the first to calIon Mr. Langford for 

assistance on this particular page. Mr. Langford went over 

to him and began to explain the problems on that page. 

While working with James, several students who were also 

working on page 22 gathered around James and Mr. Langford 

and began to ask Mr. Langford "how do you do this?" or say 

"I don't know how to do this." Mr. Langford continued 

working with James while simultaneously trying to answer 

questions for the students who were gathering around him. 

When Mr. Langford would tell these students that he would 

help them in a minute, instead of waiting for help, they 

would run over to Mr. Lee at the front of the room (where he 

was conducting small group instruction) and ask him to 

explain those aspects of page 22 they couldn't understand. 
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As the event progressed, the students continued going from 

Mr. Langford to Mr. Lee for assistance. In addition, there 

carne a point at which Mr. Langford left James and went over 

to Mr. Lee two or three times to ask him for suggestions or 

ideas for explaining the skill on page 22 to the students. 

Mr. Lee, during these times, had to leave his math group 

unattended to help Mr. Langford with the students doing 

seatwork or to answer Mr. Langford's questions. 

The observational data suggest that perhaps three 

factors were creating complexity during the enactment of 

this event. First, students appeared to be having a 

difficult time accomplishing the work on the math page. 

Second, Mr. Langford was attempting to divide his attention 

between James and those students who needed help with that 

particular page. Third, Mr. Langford and some students 

eventually went over to Mr. Lee for additional help. 

Perhaps this is why Mr. Lee decided to end the activity by 

standing in the middle of the room and telling the students 

they were going to stop for now and continue after lunch. 

Reflections on the Enactment 

The most salient pieces of information MR> Langford 

recalled from his interactions with the students during this 

event were his understanding of the content, the student he 

was mostly working with, the instructional strategies he 
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used to struggle with explaining the skill, and the learning 

strategy that the students used. 

Mr. Langford described the content on the pages as 

having "a circle that includes [the numbers] eleven, five, 

and six." He thought that the students "were supposed to 

known that those are the only numbers that fit" in the 

column of math problems below each circle. The circle with 

the three numbers inside provided something to go by, but 

each circle (there were six circles, each with a respective 

column of math problems) only worked for the column of math 

problems beneath it. 

He recalled that the student he was "mostly" working 

with was James, a Southeast Asian student who is bright, but 

had, according to Mr. Langford, a "language barrier" and 

lacked academic "experience." Mr. Langford felt that it was 

just a matter of finding the right way to make James 

"click," but there wasn't enough information on the math 

paqe to give him a "foundation to start." 

The instructional approach he used in helping James and 

other students was described as follows: 

At first I tried just speaking and then wright 
down ont eh paper that they have (math page). I'd 
say, 'these are the only numbers that you can use 
(those inside the circle),' and I'd point at them 
and then have him point at them to see if he 
understands, [and] ask him, 'show me where the 
five is.' Just start out as basic as I could 
figure out how to start and see as quickly as we 
could move to get to the answer. 
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According to Mr. Langford "no matter how I tried to explain 

that, it didn't work." 

While working with James, he noticed that when he asked 

James to point at the number five, sometimes he'd point at 

number five and other times he'd point at number six. Mr. 

Langford's interpretation of ·these actions was that "some of 

the times he [James] was guessing." In fact, through his 

interactions with the rest of the students, he had also 

noticed that they used a "guessing" strategy in attempting 

to solve the math problems. He speculated that the students 

were reading his facial expressions before or after 

providing an answer to his questions to check to see if 

tjeir answers were right or wrong. 

They've got me there, they'll play me and figure 
out the emotions from me, and if they feel or they 
can sense maybe that, 'oh this is the right 
answer,' they'll try to guess the correct answer. 

For Mr. Langford, "guessing" was "okay" if the students 

were on or above grade level. However, his understanding of 

these students was that they were below grade level and 

"catching up in the curriculum," and the "guessing" strategy 

had to be "closed down" in order to "make them go from point 

A to point 8" or learn the skill rather than guess their way 

through a piece of content. 

Reflections After the Enactment 

After the enactment of this particular unit of content, 

Mr. Langford consulted with his math professor at his 



I 

157 

university. His math professor told him that this skill, 

family facts, shouldn't be in the second grade curriculum. 

In using what appeared to be this conversation and his 

experience during the enactment of this event, Mr. Langford 

had revisited this event and thought things through. 

Four understandings or interpretations emerged that 

seemed to be tied to the conversation with his math 

professor and his experience during the enactment of this 

event. First, in using the information he had gathered from 

his math professor, he thought back on the event and said he 

didn't know during enactment that the skill, family facts, 

"was maybe for a third or fourth grade level." However, now 

that he knew, his sense was that this skill should be 

"developed later on as they [students] build up to it 

through repetition and understanding of the basic math." 

Although he didn't know mathematics "laws or theories," he 

felt that through repetition of adding and subtracting basic 

numbers eventually th~s skill would "snap" or "just pop" in 

the students' minds. 

Second, the struggle that James and the rest of the 

students were experiencing in accomplishing the math pages 

was interpreted as the students needing to move back into 

the curriculum. For example, James "needed to go back to a 

couple of places in math problems" in order to understand 

the skill he was trying to teach him on math page 22. That 
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is, he needed first to learn how to add 2 plus 3 to get the 

sum of 5 so that he'd understand that the number 5 was a 5 

and not 6. Similarly, given his understanding that the 

skill was above grade level, even if the students had been 

at the second grade level it "would have been difficult" or 

"probably hard" for most of them to understand the skill. 

When the cooperating teacher stopped the activity, Mr. 

Langford interpreted this action as the cooperating teacher 

"realizing that we had to move back in the math book a 

little bit, move back to where they [students] could 

understand the math problems," in order to build up 

confidence in the students. 

Third, now that he knew that the math page was above 

grade level and that the students needed to move back to an 

earlier page in the mathematics book, he began to make sense 

of the instructional strategies he used and the struggle he 

was experiencing in explaining the skill to the students. 

He first stated he had gone over to Mr. Lee to ask him "how 

can I get this across? How can I express this? And, what 

are you going to do?" Now that he thought the problem was 

the curriculum itself, he concluded that "whichever way" he 

would have "probed" or explained the skill "it wouldn't have 

worked." 

Finally, in thinking about students' "guessing" 

strategies, he had found a way of resolving this or 
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discouraging students from employing the above strategy. He 

needed to make changes in himself. He had to find a "more 

neutral way of being," that is, when they answered a 

question, he would "be enthusiastic, but not too soon" so 

that the students could get away from guessing." 

Summary 

The understanding and interpretations that Mr. Langford 

formed from this event appeared to be constructed from his 

conversation with his math professor and his experience in 

the interactions of students with the curriculum. The 

manifestation of tension between the curriculum and students 

was interpreted as a "poor fit" between the content and 

students' abilities. The interpretations he formed were 

that the unit of content was above grade level and that the 

students needed to be moved back in the curriculum. That 

is, move James back and teach him first how to add, i.e., 

2 + 3 = 5 and move the rest of the class to an earlier page 

in the math book. His interpretation of the results of his 

instructional strategies and struggle with explaining this 

skill to the students was that whatever approach he would 

have used would not have worked because the skill was for a 

"third or fourth grade" level. 

It is also interesting to note that he realized 

students used context clues in solving problems. In this 

particular case, they used his facial expressions in 
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attempting to know if their tentative answers were correct. 

However, Mr. Langford's interpretation of this was that 

students who were below grade level need to learn and not 

guess their way through a piece of content. 

comments on Event #1 

From the analysis of the narrative record in 

conjunction with the observational data for this event, two 

critical factors emerge that might have partly contributed 

to the tensions Mr. Langford noted between the curriculum 

and the students. First, for a period of time during the 

enactment, Mr. Langford was attempting to divide his 

attention between James and the rest of the class. His 

inexperience with managing such a relatively complex 

situation may well have compounded the complexity in this 

event. Second, Mr. Langford's comments about struggling 

with not being able to "explain or get the concept across" 

to the students and his attempts to ask Mr. Lee for 

suggestions would seem to suggest that Mr. Langford might 

have had a limited knowledge of this particular chunk of 

curriculum and of the pedagogy necessary to teach it 

effectively. In particular, he appeared to lack readily 

available examples, illustrations, and procedures that would 

have aided the students in comprehending this concept. The 

observational data suggest that Mr. Langford did not seem to 

experience difficulty explaining how to do the exercises on 
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pages 15 and 16 which had visual images that accompanied the 

problems. When these resources were not available in the 

text for page 22, Mr. Langford was unable to clarify his 

explanations. 

These alternative interpretations, based on outside 

observations, strongly suggest that Mr. Langford's solutions 

to the tension he was experiencing in the classroom (i.e., 

to move the students back in the curriculum) were based on 

his limited view of the demands of the environment and the 

skills he brought to the situation. This theme is pursued 

in more detail in the analysis of subsequent events. 

Event #2, Adding On A Number Line 

As stated earlier, Mr. Langford's major interpretation 

of Event #1 was that James as well as the rest of the class 

needed to move back in the curriculum to a place where they 

understood the math problems in order to "build up their 

confidence" for the problems on page 22. Event #2, Adding 

On A Number Line, which took place the following day, was 

the enacted solution to Event #1. That is, "moving back 

into the curriculum" meant moving back from page 21 to 

page 9. 

Observational Data 

The content. The mathematics page 9, Adding On A 

Number Line, contained a number line at the top with the 

numbers 1-12. Above the number line was a little girl 
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illustrating the mathematical problem 6 + 3 = 9 by hopping 

from the number 6 to the number 9 on the number line. The 

bottom of the page contained 3 columns with a total of 24 

mathematics problems for addition. The students were to 

solve math problems using the number line. 

The context. On the day following Event #1, Mr. Lee 

began the mathematics block by writing on the front 

chalkboard, "Math Pages 9, 15, 16, 17, 18," and telling the 

students "not to skip pages this time." He told them that 

he would go over pages 21 and 22 with them later but that 

for now he wanted them to start on page 9 and work their way 

through page 18. He followed the same routine as with Event 

#1, that is, he gathered a group of six students and took 

them to the front station and told the rest of the class 

that Mr. Langford would be available to assist them if they 

needed help with their seatwork assignment. Mr. Langford 

immediately began to monitor and assist students with 

page 9. 

James was the first to raise his hand and ask for 

assistance. Mr. Langford went over and sat by him and began 

to help him with the problems on page 9. During the time he 

was working with James on identifying numbers on the page, 

other students began to raise their hand at their seat or 

walk over to him and ask questions about the math page. Mr. 

Langford simultaneously began to help James while assisting 
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those students who were either coming to him for help or 

raising their hands at their seats. That is, he kept going 

back and forth between James and the rest of the class, or 

he stayed with James and answered questions for those 

students who came to him. 

While working with James, there came a point at which 

he had four students surrounding him and three or four 

raising their hands at their seats and calling out for help. 

At this point Mr. Langford walked over to Mr. Lee and asked 

him for manipulative. Mr. Lee gave him a box of blocks. 

Mr. Langford began to distribute the blocks to James and the 

rest of the students while telling the students to stop 

working on page 9 and, instead, begin to "add" numbers with 

the blocks. However, he didn't tell them what numbers to 

add. While the students began to "touch and move blocks 

around," Mr. Langford went back to James and continued 

working on identifying numbers and counting with blocks. 

occasionally he would get up and walk around, look over 

students' shoulders, and then he'd go back to James. 

students appeared to be "playing" quietly with the blocks. 

For example, some began to construct different shapes with 

the blocks on top of their desks. 

At about 10:40 A.M., twenty minutes into the activity, 

Mr. Langford left James and told all the students to start 

working again on page 9. As students began to work on this 
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page, they began to calIon him for assistance. During this 

time, Mr. Langford began to move rather quickly from student 

to stUdent helping them with the math page. As the event 

progressed, some students finished math page 9 sooner than 

others and began to work on math page 17, Subtraction On A 

Number Line. Toward the end of the lesson Mr. Langford ,.,as 

already beginning to instruct briefly some stUdents on this 

particular math page. 

Reflections on the Enactment 

The most salient pieces of information Mr. Langford 

recalled from his interactions with students during this 

event were his understandings of the instructional decisions 

he made, what he was attempting to accomplish with these 

decisions, the struggle stUdents were experiencing in trying 

to explain the skill, and the need to adjust the curriculum 

in order to make the task comprehensible to the stUdents. 

The instructional decisions he made during this event 

were largely tied to his emerging interpretation of 

students' academic abilities. He felt that students needed 

to learn to add numbers with blocks before they could 

accomplish the tasks on page 9. However, he did remember 

thinking during the enactment that "as soon as he could" he 

would "move" the students from the blocks to the number 

lines on page 9. 
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When the students began to work on page 9, he noticed 

they were having a difficult time using the number line to 

solve the math problems. In observing the students trying 

to accomplish the task, he noticed the problem: 

The problem the [students) have I think with the 
number line is, if you are adding five plus six, 
the five on the number line is one number and the 
six is the other number [right next to it) so 
instead of going six places over [from the number 
five), the students go from five to the number six 
right next to it instead of five and then count 
six numbers above that. 

The students wanted to "go back and forth on the number 

line." This became clear to him as he worked with Mary and 

other students on the task. 

[If) you have eight plus three, I think it was 
Mary [who) showed me that, she pointed out eight 
and then I said, 'I want you to add three to that 
and what do we have?' And she went back to three 
[the number three on the number line). 

In explaining to the students about adding on the 

number line, Mr. Langford said that it was "difficult 

getting the students to understand about advancing six 

numbers on the number line." 

As he continued to work with the students, he 

identified what was creating the lack of comprehension for 

the students. He said that the mathematics term "add didn't 

mean anything to the kids." As a result, he "had to find a 

word like advance or find the place over" to replace the 

above word. However, he still had to continue to remind the 

students to "go one way" on the number line. That is, to go 



forward on the number line because they were working with 

addition problems. 

Reflections After the Enactment 
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From his experience in this event Mr. Langford raised 

an important issue that he was now struggling with and 

formulated an interpretation of what was going to occur in a 

similar classroom event. He was now questioning whether it 

was "okay" to teach the students to "count." And, based on 

his experience in teaching this skill, he had begun to 

anticipate the problems that were going to emerge when he 

taught subtraction on the number line. 

He reported using blocks to help the students with 

counting. However, he seemed to be reluctant about the 

whole idea of "counting" because he had read in his 

"textbook for his elementary math class" [at the university] 

that they don't "want us to have the kids count." 

Therefore, he stated that he needed to consult with his 

cooperating teacher and supervisor about this issue. He 

wanted to know whether it was "okay" or not to teach the 

students to "count." 

He had realized during the enactment that the only way 

he could get the students to perform the math problems was 

first to teach them how to count, specifically, how to count 

with blocks. 

But if they [the students] are at such a 
simplified [below grade level] place, how do I 
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show them not to count because [with these math] 
problems the only way I can do it right now seems 
[to be to] have [them] count it out, and these 
bloc: will make five once they count it out. 
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At the moment he could see no way of going around "counting" 

because the students were "at such a simple place" or below 

grade level and because the only way he could show them how 

to do the math problems "right now" seemed to be through 

counting with blocks. He ended this segment of the 

conversation by saying that this was something that he 

needed "to figure out." 

Through his interactions with students, as he taught 

them how to add on a number line, Mr. Langford apparently 

began to anticipate a problem between the students and the 

math on page 17, subtraction On A Number Line. His emerging 

interpretation was that in going from adding or going 

forward to subtracting or going backwards on the number line 

he was "sure there was going to be a little bit of confusion 

with some of the students." He seemed to "know" what the 

students were going to be thinking during the "big change." 

The students will be thinking, 'well we've been 
going this way [forward], shouldn't we always go 
to whichever way is it to add? 'Now all of a 
sudden we are going to have this big change so I'm 
trying to think of how to explain that to them. 

When asked if he had any ideas so far as to how he 

would teach subtraction, he didn't have an answer. He 

addressed the question by saying: 
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When they probe I'm probing them to find a correct 
behavior on my part, as far as [using certain] 
definitions and explanations. I mean it has to do 
with amount of experience on that type of thing. 

He seemed to be saying two things. First, students' 
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reactions to his definitions and explanations were the cues 

as to whether he was using the right definitions or 

explanation. Second, as he mentioned later, he used 

students' reactions in formulating the appropriate 

definitions or explanations. In addition, he appeared to be 

saying that this ability to "read" students and react 

appropriately to them came with the amount of teaching 

experience. 

Summary 

The understandings and interpretations that Mr. 

Langford formulated from this classroom event appeared to be 

tied again to the interactions of students with the 

curriculum. As with Event #1, his interpretation of the 

tension between students and the curriculum was that there 

was not a "good fit" between these factors. The problem was 

resolved in two ways. First, he moved the students back in 

the curriculum by having them start counting numbers with 

blocks. Then, he adjusted the curriculum by substituting 

the mathematics term "add" with "advance" or "find the place 

over." However, both solutions were accompanied by 

additional problems. with the first solution came the 

conflict between "theory" and "practice." He had been 
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taught in a mathematics course not to have the students 

"count." However, his immediate reaction was that at this 

point he did not seem to know how to get around counting 

because the students were "below grade" level, and he did 

not know how else to teach them the basic skills necessary 

to do the mathematics problems on page 9. The second 

solution was only temporary. After adjusting the 

curriculum, he still had to remind the students to "go one 

way on the number line." 

From his experience in teaching this particular unit of 

content with this particular group of students, Mr. Langford 

began to interpret what might occur in another similar 

classroom event with a similar unit of content. He seemed 

to "know" that some of the students were going to be "a 

little confused" with the "big change" between going forward 

or adding to backwards or subtracting on the number line. 

He seemed to know that this "big change" was going to create 

enough of a problem for students that he had already begun 

to think about and "figure out" a way of explaining 

subtraction on the number line. 

Although Mr. Langford did not clearly indicate how he 

would work out the problem of subtraction above, he did 

mention an important aspect of teaching that he seemed to be 

acquiring an understanding of: student cues. Rather than 

looking at broad factors, such as academic experience, home 
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experience, and materials, as he had mentioned with Event 

#1, he was now focusing on the instructional aspects of 

teaching. He seemed to be saying that he was using 

students' "reactions" to determine whether his definitions 

or explanations were comprehensible. similarly, he was 

beginning to use the students' "reactions" to formulate 

definitions and explanations for instruction. 

comments on Event #2 

From the analysis of the narrative record coupled with 

the observational data, two critical factors again emerged 

that are worth noting: Mr. Langford's limited knowledge of 

this particular unit of content and his inexperience with 

group management. First, as in the case with Event #1, Mr. 

Langford, again, struggled with explaining to the students 

this particular unit of content. When he moved the students 

back from page 9 to counting with blocks, he clearly stated 

that he didn't know how to show the students how to count 

without the use of blocks. Similarly, when the students 

began to work on page 9 the second time, he reported having 

a "difficult" time "getting the students to understand about 

advancing" or adding on the number line. Second, as 

indicated through observational data, group management might 

have also played a role here. During the first segment of 

the activity, he was attempting to divide his attention 

between James and the rest of the class. It was at this 
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point that he started the students on counting with blocks 

and directed his attention to James. When he had students 

start on page 9 the second time, he began to move quickly 

from student to student to explain and answer their 

questions. It was at this point that he adjusted the 

curriculum. What this suggests is that, as in the case with 

Event #1, in interpreting and solving the tension between 

stUdents and the curriculum, Mr. Langford might have been 

excluding his own limited knowledge of curriculum and group 

management as possible contributing factors. 

Event #3, The Rhyme Lesson 

One of Mr. Langford's teaching responsibilities for his 

second week of student teaching was planning and enacting a 

small group activity for the reading/language arts block. 

After discussion with his cooperating teacher, they both 

decided he would plan and implement a suggested activity 

from the teacher's manual on "rhymes" using the vocabulary 

words of the week. From the analysis of Event #3, The Rhyme 

Lesson, thrE!e themes emerged: (a) coming to terms with his 

limited knowledge of the curriculum, (b) the emerging 

interpretation that the curriculum contained "technical" 

aspects and did not provide information on the use of 

instructional time, and (c) the constant adjustments that 

needed to be made in a lesson during enactment. 
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observational Data 

The content. The suggested rhyme activity provided a 

brief description of how to enact this particular skill. 

The teacher's guide suggested that the teacher instruct the 

students that rhymes are a group of two or more words that 

contain the same ending sound. A poem was included for 

teaching this skill, with instructions for the teacher to 

read it and have the students identify the words that ended 

with the same sound. 

The context. Mr. Lee gave Mr. Langford the teacher's 

guide and assigned him the section on "rhyming." Mr. Lee 

suggested that he use all six vocabulary words from the 

story of the week and teach the students to find words that 

rhyme with each of these vocabulary words. 

At 10:40 A.M. Mr. Langford began to teach this lesson 

by asking the students what they do before they corne to 

school in the morning. There were no responses. Mr. 

Langford then began to talk about getting up and grooming 

themselves. He finally arrived at the breakfast part of the 

morning and asked the students what they usually had for 

breakfast. Student responses ranged from Cheerios, bacon, 

eggs, and cookies. Mr. Langford at this point began to 

provide the answers for his own questions. He told them 

about "bread" and asked the students where and what bread 
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was made out of. Students did not seem to understand what 

he was talking about. There were no responses. 

During this segment of the lesson, he was asking 

specific questions that required specific answers. Students 

began to callout any answers, and he spent most of his time 

disciplining them and reminding them about the rules of 

participation. 

He appeared to have two objectives in mind for this 

segment of the activity but could only reach them if 

students answered his questions correctly. The specific 

answers to his questions were the vocabulary words of the 

week, which students had not been introduced to yet. If 

this was accomplished successfully, then he would use these 

words in a "sequence-of-event" story, e.g., the "wheat" was 

taken to the "mill," at the "mill" they "pound" the "wheat" 

and turn it into "flour," the "flour" is then made into 

"bread" and people can "eat" the bread. As he attempted 

this between 10:40 and 10:57 A.M., the students were very 

restless and appeared to be tired. Some were looking around 

the room while others had their hands on their desks. When 

Mr. Lan~ford finally told his story of the "Little Red Hen" 

and how she planted the "wheat," took it to the "mill," had 

it "pound[edJ", turned it into "flour," made it into 

"bread," and her friends wanted to "eat" the bread, the 

objective was accomplished. He followed this segment by 
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words for the week. 
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At 10:59 A.M. he asked the students if they could 

identify the vocabulary words that ended with the same 

sound. This appeared to be his introduction to the segment 

on rhymes. However, again there were no responses form the 

students. Finally, Homer said "read" in the word "bread," 

and Mr. Langford began to ask the student to identify words 

within words. As the lesson progressed, one student said "a 

pound of oranges" and Mr. Langford spent the next few 

minutes talking about words that are spelled and sound the 

same but have different meaning. Between 10:57 and 11:41 

A.M., the lesson kept twisting and turning as students 

freely called out answers or comments and Mr. Langford 

entertained them on the floor. All students appeared to be 

involved. There was a sense that they could callout or say 

anything related to the vocabulary words, and Mr. Langford 

would stop what he was saying or doing and revise the 

content and instruction and quickly gear the lesson toward 

their comments. At 11:41 A.M. Mr. Lee signaled him that it 

was time for lunch. Mr. Langford closed the lesson, and as 

he was walking to the back of the room, he said in a 

positive tone, "I was on a role there." 

Between 10:40 and 11:41 A.M., in adjusting to students 

responses," Mr. Langford taught eight skills. The skills 
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were as followed: (a) introduction to the vocabulary words, 

(b) beginning and ending sounds, (c) words within words, (d) 

words with more than one meaning, Le., "pound", (e) 

alphabetizing to the firs letter, (f) alphabetizing to the 

second letter, (g) long and short vowel sounds, and (h) 

rhymes. Rhymes was the last skill he touched on. And, due 

to the lunch hour, he only had a chance to work with the 

word "mill." 

It is important to note here that the original 

objective of this lesson was to teach rhymes with the 

vocabulary words of the week. However, he did not begin to 

teach this objective until 11:23 A.M. He began this segment 

by saying, "what about words that rhyme with these words?' 

Students didn't respond. He went on to answer his own 

question, "what about 'head' and 'bread'?" Students didn't 

respond. Mr. Langford then asked Mary, and she said "seat." 

Mr. Langford said "good, 'seat' and 'eat'," what about words 

with "mill?" At this point, the students were very 

restless. They were looking around and putting their heads 

on their desks. Mr. Langford then began to accept all 

answers from the students, such as "milk," "ill," "pill," 

and even "deal" and wrote these on a large chart. 

Reflections Before the Enactment 

The most important piece of information that Mr. 

Langford recalled from the planning of this event was his 
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sense of being confused with all the suggested activities in 

the curriculum and, thus, coming to terms with his limited 

knowledge of the reading curriculum. However, his emerging 

interpretation was that the curriculum contained "technical 

aspects" and did not provide information on the use of 

instructional time for suggested activities. 

During the planning of Event #3, Mr. langford became 

overwhelmed by the number of skills and activities that 

could be used for language arts in the morning. However, he 

"found out" that he did not know which skills to teach or 

which skills were more important to teach. Similarly, he 

had noted that the curriculum did not contain information on 

the use of instructional time. When asked to provide an 

example he said: 

It could have been questionable as to how far I 
should go on the rhyming lessons instead of maybe 
the pronunciation lesson or whatever. 

When asked how he felt about the vocabulary lesson he 

had taught during the week, he said he felt "a little 

apprehensive at first." The area that he felt the "least 

comfortable" with and felt was his "weakest area" was 

teaching vocabulary words. There were "parts" of the 

vocabulary lessons that he could "act out or express a 

little bit differently because those parts are a little less 

technical" for him and he felt better about them. The most 

difficult aspect of vocabulary seemed to be the 



I 

pronunciation of words. He stated that "trying to get a 

definite thing of a pronunciation of this or that is 

difficult." However, he did feel he did better today and 

that it was a matter of "building confidence" through 

enactment. 

Reflection on the Enactment 

The most salient pieces of information that Mr. 
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Langford recalled from the enactment of this event were 

students' responses to his questions and his understanding 

of what "adjusting to the kids" meant. 

At the beginning of the rhyme segment of the activity, 

he recalled asking students to give him a word that rhymed 

with the word "mill." students began to "say any word." 

However, one particular student called out the word "sell." 

Mr. Langford realized that the student was confusing the 

vowels "i" and "e." As the lesson unfolded, a second 

student made the same mistake. 

The constant adjustments to the kids was understood as 

teaching or correcting the wrong answers students provided 

to his questions by "adjusting" the lesson and his 

instructions and teaching to the wrong answer. For example, 

Mr. Langford said he had a separate lesson on pronunciation 

that he was going to teach, but when the second student made 

the above pronunciation mistake, he felt this was a good 

time to merge this lesson into the rhyming lesson. 
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Similarly, during the enactment he remembered teaching words 

within words, "like you have 'bread' and then within that 

you have another word like 'read'," and he also taught the 

"front and back of words" or words that begin and end with 

the same sound. Although he wasn't quite sure how he began 

to teach those skills, he did remember that "something 

happened" and he "caught it" so he kept "going back" and 

adjusting the lesson in response to the students' answers. 

Reflections after the Enactment 

From his experience during the enactment of this event, 

one interpretation was formed and an important instructional 

concern emerged. First, the actions he took in adjusting 

the lesson to student responses was interpreted as a step in 

developing an awareness of student academic needs. In 

reflecting on this event Mr. Langford felt good about 

developing awareness of students' academic needs. He 

specifically pointed out that he was glad it only took two 

mispronunciation mistakes from students and "not fifty" to 

make him realize that "there was a problem" and that he 

needed to bring in the pronunciation part of the lesson at 

that moment. 

I didn't realize it off the first vocabulary word 
when the first kid made the mispronunciation 
mistake, but when I heard another kid do it then I 
realized that there was a problem or a situation 
that whatever I'm doing I can now blend in the 
pronunciation part of the lesson. Now I can 
introduce it because they [students] pointed it 
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do that. 
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Although he felt good about the instructional actions 

he had taken nevertheless, he realized during the enactment 

that instead of "moving forward" in the lesson he kept 

"going backwards" in responding to student's "mistakes." 

So I kept going back instead of forward on the 
lesson. It's like I'm teaching this thing and 
then I'm going back and teaching this whole thing 
and so I have something '"lithin something, if that 
makes any sense. 

In addition, during the enactment he realized that in 

making all these revisions and modifications to the lesson, 

"because of student's responses," there was a possibility 

that he'd "forgot" what his original objective for the 

lesson was. 

I had this whole lesson with an objective and 
within that these other things were happening with 
student responses. So I would try to work with 
the student's response for the moment and also 
remember what I had started, what my goal was at 
the start of my lesson. And sometimes you do go 
back to the objective after responding to the 
students, and sometimes I'd end up geared off a 
little bit. 

In reflecting further on the "rhyme" lesson, he stated 

that he only used the vocabulary word "mill" during the 

rhyme lesson and made a list, with the help of the students, 

of all the words that rhymed with this particular word. His 

justification was that he couldn't "imagine making a list of 

rhyming words" for all six vocabulary words. He would have 

probably "done" all six words if he felt that the students 
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were "moving quicker and the response time was quicker." if 

this had been the case, he would have taught all six words, 

but he felt that he just wanted to give them an example, 

with the word "mill," of what rhymes are. An introduction 

to rhymes for now was sufficient so that in case they ran 

into this skill "next month, next year," or if this skill 

"fits somewhere in the curriculum, just like the abc's," 

that the students would recognize it from this introduction. 

summary 

The understandings and interpretations that he 

constructed from this event appeared to be tied to the 

planning of Event #3 and his interactions with the students 

and the curriculum during the enactment. He had realized, 

perhaps in reading through the teacher's guide and planning 

this activity, that he did not know which skills "to select 

or which skills were more important" to select and how much 

instructional time each skill required for teaching. 

Similarly, he realized that it was these "technical 

aspects," i.e., pronunciation of words, that he felt the 

least comfortable with teaching. To this point he was 

beginning to interpret the reading curriculum as containing 

"technical" aspects and not providing information on the use 

of instructional time. As far as his teaching was 

concerned, "the constant adjustment to kids" was understood 

as needing to "adjust" the lesson and his instruction in an 
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attempt to teach or correct student's "mistakes," and this 

in turn was interpreted as developing an awareness of 

students' academic needs. 

Comments on Event #3 

In the analysis of this well-remembered event coupled 

with the observational data, two important issues emerged 

that are worth noting and discussing. First, Mr. Langford 

reported having a limited knowledge of language mechanics. 

Second, during the first segments of the lesson, 

observational data indicated that Mr. Langford was asking 

questions that appeared to require correct answers. 

However, when students did not respond, there appeared to be 

slots in which nothing was said or done. That is, Mr. 

Langford paused and waited for students to answer his 

questions. When this did not occur, he answered his own 

questions. As the event progressed, he began to accept 

students' "wrong" answers or "mistakes" and began to adjust 

the lesson and instructions as a result of this. In using 

this instructional approach, there carne a point at which 

"everyone was participating." 

What the above suggests is that perhaps in attempting 

to sustain the activity, Mr. Langford utilized two 

instructional strategies: (a) answering his own questions 

and then (b) revising the content and instructions. The 

first did not involve students therefore, it was abandoned. 
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The second seemed to provide slots for student 

participation. However, in utilizing this strategy he kept 

moving "back" in the curriculum rather than pushing the 

students forward to the original objective. 

Revisiting Event #3, The Rhyme Lesson 

During the third week of student teaching Mr. Langford 

revisited Event #3 as a result of a cooperating 

teacher/supervisor/student teacher conference and added 

other salient pieces of information. During the conference 

both Mr. Lee and the university supervisor made comments 

about observing him teaching too many objectives in one less 

(Event #3) and suggested that he teach only one or two 

objectives per lesson. This conference appeared to have 

made an impact on Mr. Langford because it was at the center 

of conversation during interview #3. Three themes emerged 

from the narrative record that seemed to be tied to his 

understanding and interpretation of what had occurred before 

and during the enactment of Event #3: (a) coming to terms 

with his limited knowledge of subject integration and the 

use of instructional time, (b) his emerging interpretation 

that the reading curriculum contained too many "technical 

base" skills, and (c) his interpretation of the demands 

placed on him by the cooperating teacher and school 

district. 
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Reflections 

Mr. Langford's reaction to the cooperating 

teacher/supervisor/student teacher conference was positive, 

and he suggested that these comments gave him "food for 

thought." He stated that during his teaching experience he 

had been trying to "figure out" how to incorporate skills 

into his lessons so that when he'd hear comments, such as 

those by his cooperating teacher and supervisor, he'd be 

able to "sit down" and think of how to "fit or put" all 

these skills "together" in his lessons. He felt that this 

was an important aspect of teaching, especially in knowing 

that he'd soon be taking over the reading and the 

mathematics blocks. 

Limited knowledge of subject integration and the use of 

instructional time. The manner in which Mr. Langford had 

gone about planning Event #3 was partly tied to the 

knowledge of subject integration he had acquired through 

observing his former and present cooperating teachers. 

Before his final student teaching he had taken an 

educational practicum course in which he conducted a 

semester of classroom observations in a third and a fifth 

grade classroom. In observing the above cooperating 

teachers and now Mr. Lee, he had acquired an understanding 

of subject integration and apparently had attempted to use 

this knowledge in planning Event #3. As he stated: 
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You watch, you follow, you pattern after the 
[cooperating] teachers. Many in TEd 110 
placements to this class (Mr. Lee's). I had 
teachers last summer (TEd 110) and in doing 
language arts, they would do this and this and 
this. 
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Through the enactment of Event #3 he had identified two 

of his teaching limitations. First, he "didn't know how 

quite to work" integration yet. That is, he still hadn't 

developed enough of an understanding of subject integration 

to be able to integrate other pieces of content into his 

lesson and still highlight the main objective or skill of 

the lessons during enactment. Secondly, he didn't know "how 

much time" each skill required for teaching or how much 

instructional time to allot for the teaching of a skill. 

He was especially concerned with his limited knowledge 

of the use of instructional time. Now that he was beginning 

to think about planning one objective per lesson, he was 

worried about not having enough information for the lesson 

and, thus not being able to fill in the allocated time for 

the subject. In thinking, speculating, and projecting how 

to go about this, he had formulated specific and urgent 

questions. 

I've been trying to think •.• if it comes to 
where I have to [do] maybe a lesson on just 
rhymes, different things that we can do with 
rhymes and . . • I only have so much information 
for the lesson, or it will only last so much time, 
and I'm not ready yet or want to do math yet, I 
might introduce something else. I'm trying to 
think of how I can do the one lesson and then 
introduce the next lesson and make it appreciative 
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for the kids. Like, do I have a breather? Do I 
do something totally different, like some drawing? 
Or do I introduce the next [lesson] with an 
action, with something that isn't art, but looks 
like art? Something that's not all so technical, 
in other words. 
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Reading curriculum contains "technical-based" skills. 

As a result of the conference, the enactment of Event #3, 

and all the thinking and speculating he had conducted, 

teaching now was looking too "technical" to him. His sense 

was that there was too much emphasis on spelling and not 

enough on reading. However, he speculated that this was 

perhaps tied to students' abilities. since these students 

were at a "kindergarten level" in reading, "maybe" this had 

something to do with having "more of these introduction 

things [skills]." But, he still wasn't quite sure. He said 

he wasn't coming into this classroom with "ten years of 

teaching experience." But he felt that the second grade 

curriculum had "a lot of little technical base things 

[skills]." 

The demands of the cooperating teacher and school 

district. Mr. Langford sensed that the cooperating teacher 

and school district were making too many demands on him. 

This appeared to be tied to Mr. Lee having shown him a list 

of frequency words that the district recommended for second 

grade and a hand-out that suggested the percentage of oral 

language instruction per day for this particular grade 

level. In addition, Mr. Lee had told him that they would 
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now be incorporating at least ten frequency words from the 

district list with the vocabulary words of the week. Mr. 

Langford had become overwhelmed. On the one hand, he felt 

that Mr. Lee had certain "needs" for his class that had to 

be fulfilled, and on the other hand, the "administration" 

had policies on what they wanted "done each day." Because 

of this there were times when he "didn't know whose needs 

really need to be fulfilled." His sense was that both the 

cooperating teacher and district wanted too many objectives 

taught. 

Summary 

T he understandings, interpretations, and concerns that 

emerged from revisiting Event #3 were tied to Mr. Langford's 

experience during the triad conference and his reflecting 

back on the implementation of this event. Through these 

experiences he had come to terms with his limited knowledge 

of some aspects of teaching. He knew "about" subject 

integration but didn't know how to "quite do that yet." 

Similarly, in making sense of what it meant to enact one 

objective per lesson, he realized that he didn't know "how 

much time" each skill required for teaching or how many 

instructional time to allot for the teaching of a skill. 

His concerns were now centered around not being able to 

"come up with" enough information for one skill and thus not 

filling in the available time allotted for a subject. 
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For now, his interpretation was that there was too much 

emphasis on the "technical" aspects of the curriculum. In 

other words, there was too much emphasis on spelling and not 

enough on reading. To him, the second grade curriculum had 

"a lot of technical base things." Finally, his cooperating 

teacher's guidance and the district's "policies" were 

interpreted as demanding. 

Event #4, The Grid Activity 

During the fourth week of student teaching, Mr. 

Langford's classroom responsibilities consisted of 

familiarizing himself thoroughly with the subjects of 

physical education, music, and art in order to prepare 

himself for taking over all the responsibilities of the 

classroom for the next two weeks. His teaching 

responsibilities for this week consisted of planning and 

enacting lessons for reading, spelling and/or vocabulary, 

and mathematics. 

During this week Mr. Lee assigned Mr. Langford Chapter 

III, Addition of Facts to 18, of the mathematics textbook 

and had him plan and teach lessons from that chapter. One 

such lesson was Event #4, The Grid Activity. From the 

planning and enactment of such activities, Mr. Langford 

reported struggling with covering Chapter III in one week 

and with enacting a lesson within the allotted time frame 

for mathematics. Two themes emerged from the analysis: 
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(a) there was a "good fit" between the suggested activities 

in the mathematics curriculum and the allotted time for the 

subject in the classroom and (b) a way of resolving this 

lack of fit was through adjusting the curriculum, which was 

the manner in which he planned and enacted Event #4. 

Observational Data 

The content. The Grid Activity was suggested as a 

warm-up activity in the teacher's guide. The directions 

consisted of drawing a grid made up of 24 squares on the 

chalkboard. The numbers 4, 5, 6, 7, 8, and 9 were to be 

placed inside the squares at random until all squares had 

one of the above numbers. Students were then to be selected 

to come up to the chalkboard and choose and circle two 

adjacent numbers whose sum equaled 13. The sum of 13 could 

be found and circled horizontally, vertically, or 

diagonally. 

The context. At 10:39 A.M. Mr. Langford began this 

lesson by telling the students that they had done the 

Balloon game yesterday and that today they were going to do 

a different game. (The Balloon Activity was suggested as a 

"getting-started" activity in the teacher's guide before 

introducing the students to math pages 65 and 66. The 

objective of the game was to teach students to join addends 

whose sum equaled 13, 14, or 15. To accomplish this, Mr. 

Langford inflated seven red and eight green balloons, 
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attached strings to these, and taped the red balloons on one 

side of the chalkboard and the green balloons on the 

opposite side. Volunteers were selected to come up to the 

chalkboard and select balloons from each side of the 

chalkboard and add the sum of the above numbers.) He wrote 

on the chalkboard 9 + 6 and told them there were two ways of 

writing up this math problem. The first was horizontal and 

the second was vertical (this was the format of the math 

problems on pages 67 and 68). However, he was going to 

teach them these two ways tomorrow. He then told the 

students to take out their homework assignment from last 

night. After the students pulled out math pages 65 and 66, 

which were assigned as homework after they had played the 

Balloon Activity, Mr. Langford told them to take out their 

math books as well and open them to pages 65 and 66. He 

then began to ask the students for their answers to specific 

math problems from their homework assignment. When the 

students provided the answers, whether they were right or 

wrong, he would write the math problems on the chalkboard 

and instruct the students on how to solve them. This 

segment of the activity lasted until 11:08 A.M. 

The second segment of the activity began at 11:09 A.M. 

Mr. Langford told the students they were going to be working 

with numbers 14, 15, 16, and 17. He then referred the 

students to the grid he had drawn on the south chalkboard 
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and told them that this grid had squares and a number inside 

each square. Solving the mathematics problems on the grid 

was the game for today. The task was for students to corne 

up and circle a pair of adjacent numbers whose sum equaled 

either 14, 15, 16, or 17. The numbers could be circled 

diagonally, horizontally, or vertically. At this point he 

drew on the board four squares with the numbers 6, 8, 7, and 

5. He showed them what he meant by the above instructions. 

At 11:12 A.M. he began to calIon the first student to 

corne up to the chalkboard and perform the above task. As 

the event progressed, when a student couldn't circle two 

adjacent numbers, Mr. Langford called on a second or a third 

student to corne up and help. There were several times in 

which two or three students were standing in front of the 

grid trying to find two adjacent numbers whose sum equalled 

one of the above numbers. 

As circles were added to the grid, it soon became 

difficult not only to identify the direction of the circles, 

but the numbers as well. Students who were attempting the 

task would ask Mr. Langford "what's this number here?" 

However, it also seemed as though Mr. Langford was not aware 

of this problem. This became clear when he would tell the 

students what the number was and continue to wait for the 

student to solve the problem or calIon other students to 

help him or her find the adjacent numbers. 
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During the above waiting periods, there were several 

discipline problems. While one or two students were trying 

to solve the math problems on the grid, the rest were very 

restless. There came a point at which some students had 

half of their bodies lying on their desks, others were 

playing with their pencils, and others were talking to one 

another. Mr. Langford had to divide his time between 

assisting those students who were at the chalkboard and 

disciplining those who were at their seats. On numerous 

occasions he stopped the lesson to tell a student or 

students to "sit up," "sit down correctly," "pay attention," 

or "be quiet." 

At 11:35 A.M. the activity ended, and Mr. Langford told 

the students to begin to work on pages 67 and 68 until lunch 

time. If they didn't finish, they were to complete them for 

homework. 

Reflections Before the Enactment 

The most important pieces of information that Mr. 

Langford recalled before the enactment of Event #4 were tied 

to the interpretations he had formed of the mathematics 

curriculum from planning lessons out of suggested activities 

in the teacher's guide. His interpretation of the 

mathematics scope and sequence was that it was too 

constraining and thus interfered with the allotted time 

frame for the subject. Similarly, the mathematics 
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interfered with the instructional time allotted for the 

lesson. 
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In planning lessons from Chapter III of the textbook, 

he had begun to formulate a sense of how much time he would 

require to teach the chapter. His conclusion was that the 

sequence of the mathematics curriculum was set up in "groups 

of two pages" per skill, and he felt like this was all he 

was allowed to teach in one lesson. Given this 

understanding, he had calculated the number of pages in 

Chapter III times forty-five minutes of instructional time 

per day and concluded, based on "what little he had done in 

math," that "there was no way" he was going to be able to 

cover the chapter in one week. Based on these calculations, 

he "figured out" that if he was going to teach the Chapter 

in one week he had to teach four math pages per day and 

assign one as homework. Going about it in this manner was 

"going to overwhelm the kids." Given this time frame, he 

thought the chapter would require two weeks of instructional 

time. 

Similarly, his interpretation of the mathematics 

curriculum was that it had too many "little knick knacks" or 

suggested activities, and he already knew from having 

enacted the Balloon Activity that if he was going to use 

student participation he was going to have to "condense or 
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shorten" these activities because ~tudents' participation 

"took up" instructional time. His decision for "condensing" 

or "shortening" suggested activities was also tied to his 

understanding of student's abilities. According to him, 

adjustments in the curriculum had to be made because 

"there's not enough time or it takes the kids longer to 

grasp" the content. 

Reflections on the Enactment 

The most important pieces of information that Mr. 

Langford recalled from the enactment of Event #4 were (a) 

the amount of instructional time that was taken up by 

student participation and (b) as a result, having to 

"eliminate" an additional activity he had planned for that 

day. 

He remembered that having the students participate 

during the enactment "took a certain amount of time." There 

came a point at which he had "a lot of kids up there" in 

front of the chalkboard trying to "think of what these 

numbers were on the grid." His rationale for having 

studen'cs help one another was that he did not want to send 

the students back to their seat without having solved the 

problem. So, if the first student could not solve the 

problem, he had a second student come up and help her or him 

if the second student could not solve the problem, he had a 

third student come up and help. 
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However, he was also aware that in trying to keep all 

students participating, it was taking up "too much time." 

Toward the end of the lesson he realized he was running out 

of time and still "had to go over" the mathematics pages 

that accompanied The Grid Activity and also attempt to enact 

a Card Activity he had planned for that day. But he made an 

instructional decision. He decided to calIon a couple of 

more students to do a couple of more math problems and then 

assigned the math pages for horne work and cancelled the Card 

Activity for that day. 

Reflections After the Enactment 

Mr. Langford was quite comfortable with students not 

grasping quickly or moving slowly through Event #4 and with 

his decision to cancel the Card Activity. In fact, he 

thought it had worked out for the best that students didn't 

quickly grasp or understand Event #4. If they had, he would 

have had to enact the Card Activity that day and then 

"figure out something" for the next day. According to him, 

he would have had to "figure out" something that was harder 

to "slow them down a little bit," something that "maybe the 

text didn't suggest." 

know what he might do. 

However, at this point, he did not 

He attributed this to his lack of 

teaching experience. At this time in his teaching career, 

when students "moved through the lesson" quickly or 

comprehended the skill quickly and there was still time 
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left, he didn't have in his "mind rehearsed or memorized" 

activities or materials that he could draw from and enact to 

"fill in time." 

summary 

The understandings and interpretations that Mr. 

Langford constructed this week appeared to be tied to 

planning activities from the mathematics curriculum and to 

his interactions with students during the enactment of Event 

#4. His interpretation of the curriculum was that it was 

too constraining on his planning and teaching. Similarly, 

it contained too many "little knick knacks" that needed to 

be "condensed or shortened" in order to incorporate student 

participation during lessons or address students' lack of 

comprehension. In addition, through his experience during 

the enactment of Event #4, he became aware of his limited 

curriculum script. He was concerned with having "left over" 

time and not having "rehearsed or memorized" activities from 

which to draw to fill in time. His interpretation of this 

was that he didn't have enough teaching experience and until 

he had "taught for a while" he wouldn't know "what tempo to 

have" or how to pace his lessons. 

Comments on Event #4 

In the analysis of this well remembered event coupled 

with the observational data, several important issues 

emerged that are worth discussing. First, Mr. Langford's 
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concern for not having enough information for one objective 

to "fill in" the allotted time for the subject had been 

noted in the analysis of Event #3, and now it emerged again 

with Event #4. During Event #3, he had filled in the 

available ~ime for the lesson by teaching numerous skills. 

However, from the observational data for Event #4, it 

appeared as though Mr. Langford was now employing a 

"reversal of instruction" technique. That is, he first 

assigned the academic work as homework and then, the 

following day, he corrected the work with the students and 

used this time to provide instruction for how to solve the 

problems. Similarly, he used most of the instructional time 

of the mathematics block with a suggested "warm-up" activity 

and then assigned the pages that accompanied this activity 

as homework. 

What the above suggests is that perhaps Mr. Langford, 

in struggling with instructional time and being aware of his 

lack of curriculum script, was exploring different ways of 

making sure he didn't have "time" left over. For example, 

during the enactment of Event #4, he was comfortable with 

the students not "grasping" the skill quickly because if 

they had he would have had to use up the Card Activity, and 

thus he employed what appeared to be a "reversal of 

instruction technique." 
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Finally, as far as student discipline was concerned, 

observational data indicated that Mr. Langford was 

attempting to reverse what he had created the preceding 

week. That is, he was now focusing on rules of appropriate 

conduct and eliciting "correct and appropriate answers" from 

the students. The students seemed to be having a difficult 

time learning this new program of action. This point is 

especially important in that in subsequent weeks it began to 

emerge as an instructional problem. 

Event #5, Cloudy with A Chance of Meatballs 

Mr. Langford's teaching responsibilities for the fifth 

week of student teaching consisted of observing and 

familiarizing himself thoroughly with one of the subject 

areas he had not yet taught and planning to take over all of 

the responsibilities of the classroom for the following 

week. During this week he took over all of the 

responsibilities for the reading/language arts block. The 

unit of content he planned and enacted was from the trade 

book Cloudy with A Chance of Meatballs. From the planning 

and teaching of lessons from this particular unit of content 

and the enactment of one particular lesson (Event #5) tied 

to the pattern of organization for reading, two themes 

emerged: (a) adjusting the curriculum as a result of his 

struggles with instructional time tied to the cooperating 

teacher's instructional demands and the pattern of 
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organization for reading and (b) the effects on his teaching 

of disciplining students during enactment. 

observational Data 

When Mr. Langford was asked to provide an example of 

condensing or eliminating skills or parts of lessons he 

said, "let me give you an example from the reading" and 

began to describe Event #5. 

The content. The trade book, cloudy with A Chance of 

Meatballs came from the "Humorous Tales" themes. This story 

came as a separate copy, that is, it was not included in the 

student's readers. Some of the skills suggested for this 

story were sequence of events, comparison and contrast 

(i.e., the town of Chewandswallow to the student's town), 

making newspaper headlines, observing the art in the 

pictures, recalling details, and predictions. 

The context. During the week Mr. Langford had been 

focusing on the skills suggested in the workbook for this 

story. He had been discussing prediction, comparison and 

contrast, weather reports, and the vocabulary words for the 

story. In addition, each day he had been reading a section 

of the story to the students. Thursday's objective for 

reading was to give the students their own copy of the story 

and to form cooperative reading groups in which the stUdents 

could share and read the story on their own. 
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He began the reading instruction that day at 9:09 A.M. 

During the first segment of the activity, he showed the 

students a boat he had constructed out of a cheese sandwich 

(he had mentioned to the cooperating teacher and 

participant/observer that this art idea came to him at 5:00 

A.M. that morning and he thought it would be a good idea for 

beginning that day's lesson). At 9:12 A.M. he began to go 

over the vocabulary words which he had been teaching during 

the week. He had written the words on an overhead 

transparency and had eliminated certain letters from each 

vocabulary word. The students were to guess which letters 

were missing. By 9:35 A.M. he switched over to the third 

segment of the activity and began to discuss the 

"predictions" students had made about the story from the 

preceding day. At 9:55 A.M. he showed them the Cloud Mobile 

he had constructed (this was an art project he created to 

illustrate to the students how food, rather than rain, came 

out of the clouds in the story Cloudy with A Chance of 

Meatballs). 

Finally, at 10:17 A.M., after recess, he began to tell 

the students how they would be separated into groups of four 

and how they would be reading the story from their own 

copies of the trade book. It was at this time that the 

original objective for reading began. He told the students 

that he would give them some time to explore the book, and 
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after they were done, he would separate them into reading 

groups of four. At 10:23 A.M. he told the students that he 

wanted their attention because it was now time to separate 

into reading groups. He had six cards, each with a 

different letter. He told the students that one student per 

group would receive this card and that student would be the 

leader of the group. The responsibilities of these leaders 

were to help members of each group read and to assign who 

read first, second, or third. The assignment was to read 

page 3-11 from the story. Mr. Langford then began to 

rearrange desks and chairs to accommodate all the reading 

groups. Several students became confused and began to call 

out "which group am I in" or "where do I go?" Mr. Langford 

then began to assign each student at a time to reading 

groups, and at 10:44 A.M. all students seemed to be in their 

groups. However, students began to argue within their 

reading groups as to who would read first, and Mr. Langford 

began to reprimand individual students. At 10:45 A.M. 

everything seemed to be organized. Mr. Langford and Mr. Lee 

were moving from group to group and listening to students 

read. At 11:01 A.M. Mr. Langford told the class that it was 

time for math so they were to pass the books back to him. 
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Reflections Before the Enactment 

The most important pieces of information that Mr. 

Langford recalled from planning the unit on Cloudy with A 

Chance Of Meatballs were (a) his interpretation of his 

cooperating teachers instructional needs and (b) the effects 

that stopping to discipline students had on his teaching. 

As had been the case during his third week of student 

teaching, Mr. Langford continued to think Mr. Lee was too 

demanding. According to him, Mr. Lee had "a lot of stuff 

that he would like done" and there just did not seem to be 

enough instructional time to teach all the skills for 

spelling and for reading. 

Mr. Langford stated that before he knew how much 

instructional time each skill required for teaching, he was 

attempting to enact all the skills Mr. Lee wanted. However, 

now that he knew "that it takes long" he "condenses or 

eliminates" some of those skills. When he finds himself 

"running out of time," he said he wouldn't "do a particular 

thing" or skill. These decisions were based not only on the 

available time for a lesson but also on his conceptions of 

students' abilities and the effects of these on 

instructional time. According to him, there had been times 

when he "can't convince or get the students to understand" 

the content. When this occurred he had to "explain 

stop after one word and explain again." There were several 
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students in the class who had "minimal" academic abilities 

or "poor reading skills," so he had to "speak a lot ••• do 

a lot of reinforcement and a lot of repetition," and this 

"takes a lot of time." 

Mr. Langford also recalled getting a sense that now 

students were responding more to his discipline. He was 

employing a new discipline technique. When he "realized" 

they were talking out of turn, he stopped and said, "I'm 

waiting" and "that had an impact on" the students. However, 

when they "finally shut down and were quiet," he realized he 

had forgotten where he had left off in the lesson. During 

these times he recalled thinking to himself, "oh my God!! I 

almost forgot what I was doing." As a result of this, his 

new interpretation of teaching was that it was going "from 

teaching to behavior, teaching, behavior, and moving around 

with that." 

Mr. Langford recalled "knowing," after reading and 

showing them pictures in the story that the students "really 

wanted to see this book." The students were eager to get to 

the exploration part. He knew this from the students' 

response as he went around the room showing them the red 

sailboat on the front cover of the book and the picture of 

the cloud filled with food. And finally, the night before 

the enactment of Event #5 he remembered getting an art idea 
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at 5:00 A.M. He said he got up and made a "Boat Sandwich" 

out of a cheese sandwich. 

Reflections on the Enactment 

Mr. Langford recalled from the enactment of Event #5 

the struggle he experienced in organizing the stUdents into 

cooperative reading groups and how this affected the 

available time allotted for the reading and thus resulted in 

the elimination of two lessons he had planned on enacting 

that morning. 

He recalled having shown the students a "Cloud Mobile" 

he had made. The purpose of the "Cloud Mobile" was to get 

the stUdents interested in an art activity he was planning 

on enacting at the end of the lesson. In addition, after 

the art activity he had planned on teaching a lesson on 

beginning, middle, and ending of the story. He had first 

decided to pass out a copy of the story to the students and 

then separate them into cooperative reading groups. 

However, when the students got their copy of the trade book, 

they became "very enthusiastic." Mr. Langford remembered 

thinking that as soon as they finished exploring the book 

and calmed down, he would get them into cooperative reading 

groups. But they never calmed down, and this segment of the 

activity "took longer" than he had anticipated. 
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He allowed the students to explore the book until 

recess time, and after recess he began to separate them into 

the reading groups. He told each reading group that he had 

selected one member per group as the leader or helper. 

Because the whole process of organizing the students into 

reading groups had taken up an additional twenty minutes of 

instructional time, Mr. Langford had already decided that he 

would eliminate the two lessons he had planned and "if 

nothing" else at least get them to read a section of the 

book. 

Reflections After the Enactment 

The interpretation Mr. Langford had formed from his 

experience du~ing the enactment of this event was tied to 

his limited knowledge of this particular pattern of 

organization, the unit of content, the cooperating teacher, 

and recess. However, this lesson was instrumental in that 

it allowed him to begin to think about how he would do 

things differently in a similar situation. 

He said that during the enactment he hadn't taken into 

account the additional twenty minutes that it took to 

organize the reading groups. He thought that Mr. Lee 

probably knew it was going to take some time, but he himself 

did not. In addition, Mr. Lee wanted the students in 

cooperative reading groups, and perhaps this made it one of 

"those things where they kind of had to be hurried into it." 



I· 

205 

This segment of the activity turned into a "hurry up, sit 

down, get into reading groups of four, and there's going to 

be a leader or a helper." 

By the same token, he recalled that during the first 

three days when he was reading the story and showing the 

pictures on the pages to the students, they were becoming 

eager and excited about exploring the book on their own. In 

addition, he sensed that if students hadn't gone out for 

recess, the activity "would have gone better." Better yet, 

if the students "didn't have the recess before they got the 

book and broke off into groups, then it would have been 

better." These interpretations led him to decide that if he 

were to do this activity again, he would enact it in a 

different way. He would first organize the students into 

reading groups. Once the students were sitting down in 

their groups he would give them the reading book. This new 

strategy, although maybe more tedious, would have solved the 

problem of management and organization. 

Summary 

The understandings and interpretations Mr. Langford had 

formed from his experiences before, during, and after the 

enactment of this event were tied to his interactions with 

the cooperating teacher, the students, and the pattern of 

organization for reading. First, his cooperating teacher's 

instructional agenda was interpreted as being too demanding. 
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His understanding was that during lessons he had to take 

into consideration instructional time and student's poor 

academic abilities. A way of accommodating both of the 

above factors was found through "condensing or eliminating" 

skills during enactment. Second, stopping to discipline 

students during enactment was at times making him forget 

where he had left off in the lesson. And last, through his 

interactions with students during the enactment of Event #5, 

he had struggled with group management and this, in turn, 

had affected the allotted time for the lesson. The 

interpretations that emerged from the enactment experience 

were that the problems he experienced with group management 

were connected to him not taking into account the additional 

twenty minutes it would take to form the cooperative reading 

groups. similarly, the type of book, the rushing into the 

activity, and students having had recess all compounded the 

management problems for him. Two important outcomes 

occurred as a result of the problems with management. He 

reported eliminating two lessons he had planned to enact 

that morning. In addition, the interpretations drawn from 

this experience were in turn used for beginning to think 

about changes he would make if he had to enact this type of 

activity again. As he stated, he would do things 

differently. First he would organize the reading groups and 

then pass out the readers. 
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Comments on Event #5 

From the analysis of this well-remembered event coupled 

with the observational data, two important issues emerged 

that were not found in Mr. Langford's account of this event. 

First, the available time allotted for reading was filled 

with four separate activities: the Cheese Sandwich, the 

vocabulary lesson, the review of yesterday's work, and the 

Cloud Mobile. What this suggests is that time allotted for 

the original objective, cooperative reading groups, might 

have been reduced and, in turn, the "rushing" to get this 

segment of the activity started compounded the management 

system. In addition, it is also important to note that his 

first interpretation of the students being eater to explore 

the book before the enactment of Event #5 didn't transcend 

into the actual enactment. That is, he predicted before the 

teaching of this lesson that the students were going to be 

eager to get their hands on the book but didn't seem to be 

prepared to deal with the consequences of this "eagerness" 

on management during the actual teaching of the lesson. 

Finally, in making sense and interpreting what occurred 

during the enactment of this event, Mr. Langford focused on 

the content, time, and students. The type of content was 

the factor that had made students too excited and 

unmanageable during the exploration segment of the activity. 

Secondly, given the time allotted, this activity became a 
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"hurry up, sit down, and get into reading groups of four." 

And last, if students had not been too excited about the 

book or had recess before breaking up into reading groups, 

maybe it would have been easier to organize them into 

reading groups, maybe it would have been easier to organize 

them into reading groups. Finally, because of all of these 

elements he had to eliminate two activities he was planning 

on enacting after the cooperative reading group segment, 

which means that if time had permitted, he would have taught 

six activities during the reading block. 

Event #6, Lesson on "ie" Sounds 

During the sixth week of student teaching, Mr. Langford 

had already taken over all of the responsibilities of the 

classroom. In the previous week he taught the story, Cloudy 

with A Chance of Meatballs, a literature-based story or 

trade book, and this week he had enacted the story, Jasper 

and the Hero Business, which was a story that was in the 

students' readers. From the analysis of Event #6, Lesson on 

"ie" Sounds, three themes emerged: (a) his interpretation 

of the unit of content as being "basal" and finding a 

discrepancy in it, (b) there was not a "good fit" between 

the curriculum and students, and (c) the struggle with 

instructional time and group management tied to the pattern 

of organization for reading and the instructional resource 

(reading chart). 
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Observational Data 

The content. The story, Jasper and the Hero Business, 

came from the "Heroic Deeds" theme in the students' reader. 

The teacher's guide suggested activities for such skills as 

drawing on experience, expanding concepts and vocabulary 

words, recognizing sounds for "ie," and making predictions. 

The workbook pages that accompanied this unit of content 

were designed for teaching "ie" sound associations. 

The context. During this week Mr. Langford began to 

teach the story, Jasper and the Hero Business. On Monday, 

the first day of instruction, he began reading instruction 

by telling all the students that reading this week was going 

to be a little different. He told them that the vocabulary 

words came from the story and that they would be rotating to 

him for reading instruction rather than forming cooperative 

reading groups of four like last week. Each station 

(students' desks were organized into three semi-circles 

which became three reading groups or three reading stations) 

would be considered a reading group. 

Mr. Langford conducted the same lesson separately with 

all three reading groups. For example, with the first 

reading group, the first segment of the activity began at 

9:10 A.M. This segment involved Mr. Langford showing and 

sounding out the vocabulary words, which were written on 

flashcards, to the students and then having them repeat each 
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word twice after him. During this segment of the activity, 

he would stop and point out unique characteristics in words, 

i.e., "people" had two "p's" and "going" had two "g's." 

Some students began to identify words within words. For 

example, one student said "ear" in "dear." Mr. Langford 

immediately told him to be quiet and pay attention. Mr. 

Langford also taught during this time the difference between 

the word "their," which was a vocabulary word, and the word 

"there." 

At 9:18 A.M. he began the second segment of the 

activity, which involved teaching the vocabulary words in 

context. Mr. Langford would say a vocabulary word and then 

use it in a sentence. The third segment of the activity was 

a review of the vocabulary words. At 9:22 A.M. he began to 

put up on the portable chalkboard one vocabulary word at a 

time. The vowels for each word had been delineated, and the 

students had to guess which vowels were missing. 

At 9:30 A.M. he began to introduce the story of the 

week. He began by asking the students what they would call 

a "brave" man. When there was no response, he asked them 

what they would all "Batman." When he didn't get a 

response, he told them that the word he was looking for was 

"hero." He then wrote the title of the story on the 

chalkboard. Between 9:30 and 9:43 A.M. Mr. Langford focused 

on teaching the students "what a hero" was and what a hero 
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at 9:45 A.M. he introduced the students to a large 

reading chart that "had all the stories" from their reader 

in it. After going over the story of the week on the 

reading chart, he began to assign seatwork. The seatword 

assignment came from the resource books that accompanied 

their reader. At this time he left group one and began to 

instructing reading group two. 

Reflections Before the Enactment 

The most important information that Mr. Langford 

recalled before the enactment of this event was his 

understanding of the unit of content and his having found a 

discrepancy in the curriculum. The unit of content for 

Jasper and the Hero Business was interpreted as "basal" or 

"technical." Also, he found a discrepancy in the words with 

"ie" sounds between the teacher's guide and the story that 

made him "kind of confused," and as a result, he felt the 

curriculum wasn't "making sense" to him now. His emerging 

interpretation was that these "flaws" in the curriculum made 

teaching not go smoothly. 

The above interpretations were revealed when Mr. 

Langford was asked why he had begun the story Jasper and the 

Hero Business by first introducing the vocabulary words 

rather than the story. His answer was that this was the way 
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it was dictated to him by Mr. Lee. However, he speculated 

that perhaps this was also the way it was "set up" in the 

teacher's guide. The directions in the teacher's guide for 

this story, which he was "considering basal," suggested 

"going over 'ie' sounds." However, he had found 

discrepancies: Some of the words that the teacher's guide 

suggested for use in teaching "ie" sounds were not in the 

story. 

Similarly, from his perspective, it didn't make sense 

that the "first thing the teacher's manual wanted you to 

work with was 'ie' sounds, and it didn't seem to have that 

much to do with the idea of a hero." According to him, the 

"things" or skills that the teacher's manual included for 

each story made teaching feel like "bump and then flow, bump 

and then flow, instead of smooth." His understanding was 

that perhaps all teachers had problems with the curriculum. 

There were "certain things" in the curriculum that "really 

cause and make it difficult to do assignments." 

Reflections on the Enactment 

The most important aspects of the enactment of this 

event was that Mr. Langford recalled the students having a 

difficult time understanding "ie" sounds. He found himself 

"having to go over and over the instructions" because the 

students "just weren't getting it." He was aware of the 

instructional time allotted for reading and remembered 
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monitoring himself with the reading groups to see how much 

time it would take him to teach this particular skill to a 

particular reading group. 

Reflections After the Enactment 

The interpretations Mr. Langford formed from his 

experience during and after the enactment of this event were 

tied to curriculum, students, pattern of organization for 

reading, and the reading chart he used. In addition, as a 

result of his interactions with students and the reading 

chart he used, he had begun to think about the changes he 

would make if he were to use the reading chart in the 

future. 

In recalling the difficultly the students had in 

comprehending "ie" sounds, he speculated that perhaps part 

of this was connected to his inexperience in teaching "ie" 

sounds. However, his final interpretation was that this 

unit of content was "way beyond them (students) for whatever 

reason." The above, coupled with the academic "limitations" 

that the students brought with them, compounded the problems 

he experienced in teaching "ie" sounds. 

Similarly, in thinking back on the pattern of 

organization for reading, he was able to form an 

interpretation of the struggles he had experienced with 

instructional time and group management. He thought that 

organizing the reading groups to rotate to him for 
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instruction was good in the sense that he didn't have to 

move his instructional materials. However, it was "time 

consuming" because it required "a lot of organizing, a lot 

of time, and cut backs on the reading time." He described 

this as follows: 

But having to organize them [to] come over to me 
is time consuming because you have the other kids 
[those doing independent seatwork] stop what they 
are doing and come over [to me]. The other kids 
[the ones I finished instructing] have to move out 
of the way [so that the next group can take their 
seats]. There is a lot of organizing. It takes 
up a lot of time that you aren't doing anything or 
it cuts the reading time. 

By the same token, his interpretation of the use of the 

reading chart was that it had contributed in many ways to 

his struggle with group management. The reading chart was 

about two feet by two feet and hung on a stand. with the 

thirteen-member reading group, not only did he have to move 

the students closer to him because of the largeness of the 

group, but he had to move them even closer because of the 

smallness of the reading chart. Similarly, during the 

enactment he placed a large sheet of paper in front of the 

reading chart to write on. It was here that he noticed that 

the reading chart tilted back, and this presented another 

problem to solve. 
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In reflecting on his struggles with group management 

and the use of the reading chart, Mr. Langford had decided 

that he would make two changes if he found himself in a 

similar situation in the future. First, he thought it would 

be a good idea to "split students into four reading groups 

rather than three." Similarly, if this were his classroom 

and he had to use the reading charts, he would probably 

build a high stand from which to hang the reading chart with 

a board on the back for writing. This would eliminate the 

problem of the, reading chart "falling over or pushing 

through when you write." 

summary 

Mr. Langford formed several important understandings 

and interpretations from his experience in this event. 

First, the curriculum wasn't "straightforward." That is, 

there is was a discrepancy in that the words that the 

teacher's guide provided for teaching "ie" sounds were not 

in the story of the week. similarly, according to him, "ie" 

sounds had nothing to do with the "idea of a hero" or the 

character in the story. His interpretation was that this 

was "confusing" to him, and it didn't make sense that the 

unit of content have these discrepancies. Second, in 

teaching "ie" sounds he noticed that the students were 

having a difficult time comprehending this skill. His 

interpretation was that there wasn't a "good fit" between 
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the curriculum and the students. The curriculum was 

"beyond" the student's level of ability, and the students 

had academic limitations. According to him, the stUdents 

brought with them certain academic "limitations," and when 

these merged with the content, it was no wonder that the 

stUdents had a difficult time with "ie" sounds. Finally, 

the struggles he experienced with instructional time and 

group management were attributed to the pattern of 

organization for reading and the reading chart he was using. 

His interpretation was that having the groups rotate to him 

for instruction required a lot of organizing and this was 

time consuming. In addition, the facts that the reading 

groups were too large and the reading chart was too small 

created group management dilemmas. 

Comments on Event #6 

From the analysis of this well-remembered event, 

coupled with the observational data, other important issues 

emerged related to stUdents' lack of comprehension and group 

management. These issues are tied to Mr. Langford's 

statement of having "inexperience" teaching "ie" sounds and 

the ways in which he represented the content to the 

students. 

First, from the observational data it appeared that his 

explanations and examples might have been misleading at 

times and perhaps unclear to the students. For example, 
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introducing the words "pie" and "die" and then "thief" and 

"piece" at the same time and asking the students "what they 

saw in common" between the words might have been confusing 

to the students since the latter two words had different 

"ie" sounds. Similarly, stopping the lesson and focusing on 

the punctuation of the sentences and telling the students 

how these made a difference in the "tone" of how the 

sentence was read might have clouded the original objective 

of the lesson. 

In addition, when it came to rotating the reading 

groups, the students seemed to be confused with this pattern 

of organization. Rotating from station to station involved 

collecting their work and moving to another station. The 

problem seemed to be that some students didn't know which 

station to move to next. This was evident when a particular 

group would move to station two and then back to three until 

Mr. Langford would stop them and tell them they belonged in 

station number two. During transitions there seemed to be a 

lot of confusion and management dilemmas. 

It is also important to note here that the chart had 

eight sentences that described and gave examples of what a 

hero does. with the first reading group Mr. Langford set 

the chart on the floor and quickly began to read over each 

sentence. When the students exhibited signs of 

inattentiveness, i.e., talking to one another or looking in 
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other directions, he asked them all to come close to the 

chart. with the second reading group he set the chart on 

the table. Again, while reading the sentences himself he 

noticed that students were inattentive, so he began to 

discipline them, i.e., he'd say, "boys and girls I want your 

attention, you're supposed to be looking at the chart and 

not out the window." By the third reading group Mr. Lee had 

suggested he put the chart on two chairs. 

What the above suggests is that perhaps Mr. Langford's 

limited knowledge of Hie" sounds and group management might 

have been two other factors that influenced what occurred 

during the enactment of this event. 

Finally, as had been the case in preceding weeks, in 

making sense of this event, Mr. Langford formed his 

interpretations from his interactions with the curriculum, 

students, pattern of organization for reading, and the 

instructional resource he was using. His interpretation was 

that the curriculum was above grade level and that it 

contained discrepancies. similarly, the students had 

academic limitations that affected their comprehension of 

the Hie" sounds. His solution for the reading chart was to 

be enacted in subsequent lessons. He had decided that if he 

were to use the reading chart in the future he would build a 

high stand for it. 
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Event #7, Comparing units of Content 

Event #7, comparing units of Content, is a summation of 

Mr. Langford's experiences teaching two different units of 

content from the reading curriculum. The previous week he 

taught the story, Cloudy with A Chance Of Meatballs. This 

week he had enacted the story, Jasper and the Hero Business. 

During this interview (interview #6) Mr. Langford 

concentrated primarily on the similarities and differences 

between the experiences of teaching these two stories. This 

summation of events is important to discuss in that it not 

only provides a better understanding of Mr. Langford's 

interpretations of the reading curriculum, but it also 

provides insight into his interpretations of the effects 

that the units of content had on his teaching and student 

behaviors. Three themes emerged from this comparison: (a) 

perspectives on the reading curriculum and reading 

approaches, (b) his limited knowledge of the curriculum and 

teaching, and (c) the effects that the type of content had 

on his teaching and student's behaviors. 

Perspectives on the Reading Curriculum and 

Reading Approaches 

Mr. Langford's experience in teaching the stories 

Cloudy with A Chance Of Meatballs and Jasper and the Hero 

Business had led him to interpret the reading curriculum as 

having "imaginative versus technical" units of content. His 
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formal understanding of these differences in units of 

content seemed to have been that imaginative or literature

based stories were in some way connected to the "whole 

language" approach to reading, and "technical" stories from 

the student's reader were in some way connected to the 

"basal" approach to reading. However, as a result of having 

enacted both units of content, he had formed a new 

interpretation of both reading approaches, namely that both 

reading approaches were the same but simply had different 

titles. 

The above interpretation emerged when he was reminded 

about an earlier conversation in which he said he was having 

problems teaching this week's story, Jasper and the Hero 

Business, after he had taught the previous week's story, 

Cloudy with A Chance Of Meatballs. At this point he began 

to convey his interpretation of the basal approach and the 

whole language experience approach to reading. He said he 

did not have "much background to make big pronouncements," 

but in observing in his TEd 110 placement (the practicum 

course mentioned earlier) and here in this classroom, he was 

sensing that both reading programs were the same, but they 

simply "had different titles." He had become somewhat 

familiar with "whole language" in his TEd 110 placement. 

His third grade cooperating teacher taught "whole language 

too, but still used part of a basal program, so she kind of 
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stayed with that too." His new understandings were 

described in the following manner. 

Both things are very similar. Maybe they want you 
to somehow incorporate all [subject areas] so it 
looks like something else, but it's still 
basically, I think, basal or what they consider 
basal. I assume with the whole language, with the 
literature approach, that you want to incorporate 
maybe the other subjects, but within that you 
still have this thing that's under reading, which 
is vowel sounds to the meaning [of words] to all 
the things that were in basal. I don't see how 
you get around (these skills]. So it's like 
they're calling something by another name. And 
I'm not saying that's good or bad, but it can be 
confusing I think as far as what they want when it 
seems like it still comes out the same. 

Limited Knowledge of the Curriculum and Teaching 
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In talking about the struggles he experienced with the 

different patterns of organization for reading he had sued 

with these units of content (cooperative reading groups and 

reading groups rotating to him for instruction) and with the 

reading chart, he formed two interpretations regarding 

teaching and his own knowledge of teaching. To him teaching 

now meant that "you're kind of trying to arrange or invent 

things through the handicaps of the systems [referring to 

the patterns of organization for reading]". He admitted 

liking this aspect of teaching but not always having the 

answers. He felt that you couldn't spend too much time 

trying to arrange chairs, props, or resources just to make 

them work for an activity. 
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As far as his own knowledge of teaching was concerned, 

he said he felt like he had "a lot more inside him" because 

he kept trying to figure things out. He used as an example 

how he had figured out how to work the reading groups and 

the reading chart (which is discussed later in this 

section). He said his mind was always working and tended to 

"try to innovate off things already there." But here, in 

the classroom, this ability was not "working as much." 

According to him, there were some aspects of teaching that 

were not in his background. If it were art and things 

related to art then he could "work it a little better or 

have more ideas." 

His interpretation of the curriculum was that it 

contained "technical things" that were stumbling blocks for 

him. When it came to "more of a technical thing (language 

mechanics and reading skills) rather than an inventive thing 

(art), things tended to roll around and not click" for him. 

He provided examples with the stories cloudy with A Chance 

of Meatballs and Jasper and the Hero Business. with the 

first, at 5:00 A.M. one morning, he came up with the idea of 

a "Cloud Mobile" and the sailboat which he made out of a 

cheese sandwich. But with the latter unit of content, which 

he called "basal," nothing clicked for him. He had realized 

that he was not "familiar" with the same aspects of 

curriculum so that for him to come up with ideas for "basal 
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stories" took longer and sometimes these things "didn't work 

as much" so it was "frustrating." However, he had been 

trying to "find something" to supplement his limited 

knowledge of this aspect of the curriculum but had not yet 

because the technical aspect of teaching "is left brain 

information," and he had been trying to use "right brain 

information" to come up with ideas for them. 

When he was asked to elaborate on what he was not 

familiar with, he said it was "the content, basically the 

activities that you have for language, math, and well, all 

of it." His rationale for having a difficult time with 

these aspects of teaching was that it was "hard processing 

this information" from left to right brain. It was a 

"reversal" from what he was accustomed to. 

Effects of the units of content on 

Teaching and Student Behaviors 

Through enacting the stories Cloudy with A Chance Of 

Meatballs and Jasper and the Hero Business he had been 

forming his own interpretations about the reading curriculum 

used in this classroom. His understanding were that 

regardless of whether the stories came from the trade books, 

or literature series, or from the basal reader, there were 

language mechanics or reading skills to be taught with them. 

In describing his own preferences, he said that he 

didn't particularly fare for the story Jasper and the Hero 
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Business and that maybe this was due to "just the type of 

story." Although the story had "decent drawings," was about 

a "realistic type of situation involving a boy," and there 

could be some "morals" to teach with it, nevertheless, it 

"didn't lend itself past itself." On the other hand, Cloudy 

with A Chance of Meatballs "extended so much quicker and 

[student] responses were quicker." The imagery allowed for 

"more of an excited behavior" from the students. Cloudy 

with A Chance of Meatballs allowed "more things to happen 

for him." He was able to do two art projects for the story: 

a cloud mobile and a sailboat made out of a cheese sandwich. 

However, he suggested that perhaps his art background 

and the philosophies behind it affected this preference. He 

had learned that with both stories there were "some things 

that you can cover [skills];" however, the literature story 

tended to be more, he did not "want to say imagination," but 

it was not as "technical" as the basal story was. The 

literature story tended to be more "open for the kid's 

imagination," and "somehow it wasn't stripped down to a 

technique" like Jasper and the Hero Business. He argued 

that it was not as though he was being lazy in trying to 

stay away from "techniques" or reading skills. According to 

him, you have techniques whether it's reading, art, or 

whatever, but in art the "importance still tends not to be 

on the technique but on the idea of the content." 
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connecting student Behaviors to the Curriculum: 

Through the enactment experiences with two different units 

of content and the different patterns of organization for 

reading Mr. Langford had formed his own interpretations of 

the interactions of students and the curriculum. with the 

story, Cloudy with A Chance Of Meatballs, he noticed 

students' "excited behavior and quick responses" to the 

content of the story. with the story Jasper and the Hero 

Business, he interpreted student's behaviors as signaling a 

lack of interest in the content of the story. 

capturing Mr. Langford's Interpretations 

Of His Teaching Experience 

The seventh week was Mr. Langford's last week of 

student teaching in Mr. Lee's classroom. During this time 

he had an opportunity to observe in other classrooms and in 

his new placement (fourth grade). When asked what were the 

most important classroom events he remembered from his 

teaching experience, he began to recall what appeared to be 

the most important aspects of teaching he had encountered 

and interpreted through his experiences in the classroom. 

It was interesting to note that these recollections were in 

the form of conclusions he had drawn from his experience of 

classroom events. This interview appeared to have 

"captured" the classroom knowledge Mr. Langford had acquired 

form his student teaching experience. Most importantly, it 



seemed to capture how and what he had learned through the 

enactment of curriculum. 
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Five themes emerged from the analysis of this 

interview: (a) management and organization, (b) the 

influence of the cooperating teacher on instructional time, 

(c) flaws in the curriculum, (d) adjusting the curriculum, 

and (3) knowledge of teaching. In the following section the 

themes are discussed followed by additional comments drawn 

from the analysis of preceding classroom events and 

observational data. 

Management and organization 

When Mr. Langford was asked if he had made any changes 

in his teaching as a result of his classroom experiences, he 

said that mental planning occurred while observing his 

cooperating teacher. When he began teaching, this same 

mental planning repeated itself before and during 

interacting teaching. That is, while observing he began to 

create his "own environment" or how he would like "the place 

to be set up, from chairs to who sits where." When he began 

teaching be mentally began to rearrange the pattern of 

organization for reading to where he knew he could work 

within it and "feel better." 

From his experience in this classroom, he had formed 

two interpretations regarding teaching: (a) teaching was 

associated with management and organization and (b) 
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management and organization cost instructional time. To 

teach, he said, "you do a lot of organization type of 

management in your head." That "seemed to be the biggest 

thing" associated with teaching. In addition, his 

understanding of the solutions to the basic mistakes that he 

made while teaching was that there was nothing more than 

"working" them out and that would corne with "teaching over 

and over," while at the same time, costing instructional 

time. He described it as follows: 

Anytime there was a lot of having to organize 
[and] to have to organize while you are doing [a 
lesson] right there in the classroom, like 
arranging the kids, having them corne [or rotate 
for reading], teaching them, that's always harder 
the first day. But even on the other days, it 
just takes longer [when they're organized in] 
certain ways. So you want to make sure you have 
it set up to where you minimize that so that you 
don't waste a lot of time on organization. That 
was very [hard and] it probably had the biggest 
impact because it cost so much more [time]. Once 
I did it, whether it was the way he wanted it done 
or not, but just from being a part of it, it seems 
like it cost maybe an hour of time [in 
organization]. 

The biggest impact for him had been working through the 

patterns of organization for reading. His sense was that 

there had to be a way to minimizing the organizational 

aspects of activities. Although he didn't state how, 

nevertheless, he realized that organization, specifically 

organization during enactment, consumed the instructional 

time available. 
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From the observational data and the analysis of the 

events across time, there would seem to be other factors 

that might have influenced Mr. Langford's interpretation of 

management and organization. For example, he reported a 

limited knowledge of the curriculum and struggled with 

teaching resources. Moreover, according to observational 

data, there were times during which he did not appear to 

have planned ahead for how he would conduct the patterns of 

organization for reading or had difficulty predicting some 

of the consequences of changing patterns of organization for 

reading. Thus, found himself wrestling with several 

management problems and "running out" of instructional time. 

Influence of Cooperating Teacher on Instructional Time 

In talking about "wasting time" with management and 

organization, he was asked when he had become aware of this. 

His immediate response was that this problem was tied to Mr. 

Lee's unrealistic goals. He said that "most of what he was 

doing had been directed by the teacher." Mr. Lee's 

suggestions for teaching were interpreted as Mr. Lee wanting 

too many skills taught in one lesson. At first he said that 

he tried to cover all "those things" and noted that 

"sometimes it gets maybe zealous in working with him." His 

interpretation of these experiences was that "cooperating 

teachers want everything covered because now they're 

outside" of their teaching role, and as they see inside the 
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classroom from the outside, they begin to say "well, I 

should have this one [skill] done and this done and this 

done and this done." However, according to him, they don't 

realize that you can only cover so much and that what 

they've delegated to teach in one lesson can only be taught 

through several lessons rather than one. 

It is important to note here that perhaps Mr. 

Langford's reported limited knowledge of the curriculum and 

his struggles with management of instruction and group 

management might have played a central role in influencing 

his interpretation of his cooperating teacher as a 

"dictator" or as "demanding." First, Mr. Lee wanted or 

"demanded" the teaching of language mechanics. This was 

something Mr. Langford had continuously stated that he was 

not familiar with. Similarly, Mr. Langford appeared to have 

a difficult time managing instruction. This, too, might 

have been a contributing factor in the breakdowns of the 

management system in the classroom. 

Flaws in the Curriculum 

From the enactment of specific units of content, Mr. 

Langford had formed several interpretations about the 

curriculum. A major interpretation was that through 

enactment you basically found out what in the curriculum did 

not work. similarly, the curriculum contained flaws and 

discrepancies and at times did not make sense. 
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For instance, he said that "the curriculum was somewhat 

confusing." In enacting units of content, he said he had 

"run into things that didn't work, fit, or make sense for 

the kids." In speculating as to why he had experienced this 

with the curriculum or why he felt this way about it, he 

said it could have been due to two factors: (a) teachers' 

individual personalities and how they work the curriculum 

and (b) the students' reading abilities. 

When asked to provide an example of what he was talking 

about, he recounted Event #1. He described the math page, 

the task, and how to solve it. He also recalled the 

conversation with his math professor in detail. 

There was a point early before, when I was still 
observing, where they had in math, they had three 
numbers up in a circle [on a math page], so you 
knew that or at least I knew that those three 
numbers were going to be used in the math 
sentences. [The math sentences had] blank plus 
seven equals eleven. So you find those two 
numbers (7 and 11 in the circle], and eliminate 
them, so [the answer] has to be the third [number 
in the circle]. Even if you don't know what you 
are doing you can do it by process of elimination. 
Of course, they don't teach you to do that off
hand because they want you to know how to add. 
They don't teach you that trick. My math 
professor even said that this is above their grade 
level. 

When Mr. Langford reflected on Event #1 this time, he added 

that the way to approach these math problems was through a 

"process of elimination," but the curriculum didn't approach 

it in this manner because they want the students to learn 

how to add. 
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Mr. Langford also discussed the mathematics page on 

adding doubles. He said that here the math curriculum 

didn't make sense. The math page wanted you to teach 

doubles and doubles plus one and that was "difficult" to 

teach. The math book wanted the students to understand that 

two numbers of the same kind are a double. Then they wanted 

the students to understand the concept of "plus one." That 

didn't make sense to him because "if you have six plus 

seven" then that's "not a double any more." His 

interpretation was that the concept of doubles and doubles 

plus one should "corne later in a different age group." The 

math book wanted the concept taught now, but the "things to 

get it across" to the students are "being taught maybe at a 

grade above." He went on to say: 

That was very hard, it was hard for me to believe 
in it so I'm sure it affected how I would get it 
across to the kids, oecause a double is a double, 
call it what it is. The theory can be this other 
thing (6 + 6 is a double), but when you got little 
kids [and you tell them] the sky is blue for the 
it is not a mixture of two colors (two colors that 
make blue) or I don't know if it's a distributed 
property or what. But it's okay, that was a 
problem. Let's see if there was anything else 
like that that was [similar] (asking himself)? 

In thinking about another similar situation, he 

recalled the mathematics page on teaching adding triplets. 

He said there wasn't much of a problem in this math page, 

and he thought the students could do it, but it should have 
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been divided into two lessons rather than one. He described 

the math page in the following manner: 

The [textbook] had an introduction of [adding] 
triples, like seven plus six plus five, and the 
[textbook] had two ways that they wanted you to 
add them up. You added the top two numbers first 
or the bottom two numbers depending on how you 
worked a problem. 

His interpretation of the objective behind the math page was 

to "catch the people" that added the bottom two numbers or 

the top two numbers first. Given that the math page had two 

ways of adding triplets, he felt that they should have 

divided this page into two "teachings." His rationale was 

that students had to do it "one way and once they got that 

figured out," they had to "figure out" the other way. He 

felt that in having both approaches to adding triplets on 

the same page "was confusing." 

Based on his experience during enactment of this page, 

he decided that if he ever had to teach this math page again 

he would "split the lesson into two days." 

Finally, he had realized that some of the skills on the 

math curriculum test were not covered thoroughly in the 

respective chapters. He questioned where these tests were 

normed because obviously students were not doing well on 

them. He describes it as follows: 

until I did it I didn't realize that [problem]. A 
lot of times you assume that what's in the book 
will [be] tested. They are supposed to test 
anyway. So it's like, 'well, it will [be on the] 
test, you should be able to do this, this kid 



should understand [the chapter because it will be 
on the tests].' I don't know if they've tested on 
who, what, where, when, cultures, or whatever. 
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He went on to say that you do not find out about these 

discrepancies or flaws in the curriculum until you begin to 

enact units of content. He concluded that the ways in which 

he enacted the curriculum would probably be influenced in 

the future as he acquired more teaching experience. 

In summary, it appears that Mr. Langford walked into 

the classroom thinking that the answers to teaching would be 

embedded in the curriculum and that students' level of 

academic abilities would match the second grade curriculum. 

When he found that this was not the case, rather than 

focusing on his own limitations, he focused on the 

curriculum and tied it to all the problems and dilemmas he 

was experiencing. 

Adjusting the Curriculum 

His interpretation of the struggles he had experienced 

with instructional time was formed through what appeared to 

be a self-analysis of his own teaching. After he realized 

that he wasn't covering all the skills Mr. Lee wanted, he 

began to look at his own teaching and described it as 

follows: 

So after a while when you don't get those things 
in, you first say, 'well, maybe it's how I'm 
teaching, I'm doing something wrong,' [but] if you 
feel like you're maybe not that much wrong, other 
than some basic things that you just have to work 
out from experience, then you have to go to the 
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next step, which is, 'what is it that I'm [to 
teach], how much of [the materials] should I use, 
what should I eliminate or if it was my [class] 
what would I eliminate.' 

His final interpretation was that it was not him, that he 

was not doing anything wrong, but he did admit he was 

lacking teaching experience. 

In talking about adjusting the curriculum and 

instructions, he said he wasn't "necessarily eliminating" 

instruction or chunks of the curriculum unless he had to. 
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He admitted that "once in a while he eliminated something if 

he could or if it worked out to where he could eliminate" 

it, but that didn't happen very often. However, when he did 

it was because he was unsure about something. His 

interpretation of the above was tied to teaching experience. 

As he stated, "maybe if you've taught long enough you can 

teach without eliminating," but since he didn't have enough 

teaching experience right now, and he has three reading 

groups to teach, he'd end up reducing instruction and 

eliminating pieces of content from reading group to reading 

group. He described this as follows: 

Maybe if you've [taught] long enough you can 
[teach without eliminating], but since I haven't 
done it long enough and since I have three 
different groups [and I] work all this . 
[information] into [a lesson for the first group] 
and then the next group you work in almost all of 
[the information from the lesson] and you decided 
maybe, 'well I can't do that because I've got 
maybe one group [left to instruct] and I'm running 
out of time and I got to do the math.' 
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Apparently the most powerful contributing factor for 

eliminating chunks of the curriculum and reducing 

instruction was the time element. 
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Given the ways in which he manipulated the curriculum 

in his attempts to meet the time demands and student's lack 

of comprehension, it would seem that to him the curriculum 

was like a classroom artifact that could be pushed and 

shaped to accommodate time and student abilities. The 

curriculum was the solution to most of his "problems" in the 

classroom. If ,the students weren't comprehending a 

particular unit of content, then he moved them back into the 

curriculum. If he was finding it difficult to fill in 

available instructional time, then he revised the content 

and instruction. If he was "running out of time" during a 

lesson, then he "condensed or eliminated" chunks of the 

curriculum. It is also important to note that the 

manipulation of the curriculum was justified, in part, by 

students' levels of academic abilities rather than by his 

limited knowledge of this aspect of teaching. 

Knowledge of Teaching 

As far as his teaching was concerned, he thought the 

most "impressionable" week for him was the week he taught 

the story Cloudy with A Chance Of Meatballs (Event #5). 

That week seemed to go better. His interpretation of 

students' behaviors was that their reactions, responses, and 
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interest were "better" because of the type of content. 

similarly, students' responses were also tied to the way the 

story allowed him to "approach reading." He went on to say: 

It was a literature thing and it had specific 
things, guidelines and stuff, but somehow, maybe 
just from my interest in the story and then liking 
that kind of story with imagination it seemed to 
do something with the kids in general. [There 
are] stories like that [with imagination], and 
then there are other stories that might have some 
ethical or moral good that should be brought 
across [the students] but fall like a dead weight. 

He liked literature stories to begin with, however, now he 

had learned that he could be creative with them by 

incorporating art and that was something students seemed to 

respond to with more interest. There were reading skills to 

be taught with these stories, but somehow they were 

different from those in stories, which he called "basal," 

that seemed to have an ethical or moral theme to them. 

Through his experiences, he had interpreted teaching as 

being situational. He had learned that there was a 

decision-making process involved during enactment. However, 

there was no way of knowing the type or nature of the 

decisions that accompanied each lesson until the lesson was 

enacted. Mostly importantly, these interactive teaching 

decisions were only suitable for that particular lesson and 

that particular piece of content. As he stated: 

It's for maybe that lesson and for that day [and] 
then you have to do it again for the next day 
because you are covering different things or you 
want to cover different things. 
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He also concluded that teachers were curriculum 

shapers. He had heard in the past that in working with the 

curriculum, teachers ended up teaching what they wanted. 

"You end up teaching your own thing anyway." He now 

realized that no matter what you've got from the curriculum 

and no matter what you've been taught, "in the end you will" 

teach "your own thing." The interpretation he had formed 

through enactment was that "once you get the [curriculum] 

and start working it and having the kids react to it, you 

are going to change a lot of it." 

Patterns Across Classroom Events 

Four patterns emerged across all well-remembered 

events. These patterns suggest that across these seven 

weeks of student teaching, Mr. Langford was perhaps in the 

process of developing a curriculum, students, management and 

organization, and instruction "scripts." In the following 

sections these patterns are presented and discussed. 

Developing Knowledge of Curriculum 

Mr. Langford's first encounter with the second grade 

curriculum came about during his first week through 

monitoring and assisting students with independent seatwork. 

In subsequent weeks he read, planned, and enacted specific 

units of content from the reading and mathematics 

curriculum. As he learned the curriculum as a classroom 

event, that is, intertwined with students, management, and 
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time, he began to form his own understandings and 

interpretations of specific units of content. There was a 

clear pattern that ran through the classroom events. The 

curriculum was not providing him with all of the information 

he needed for enacting it in front of a group of students', 

therefore, there were "problems" in the curriculum. 

When he was not successful in enacting a lesson within 

the allotted time frame or when students could not 

comprehend the content from his instructions or accomplish 

an academic task, he tended to focus on the curriculum and 

usually found "flaws," discrepancies, or pieces of content 

that didn't make sense to him and used these in 

rationalizing and justifying his participants' actions and 

patterns of behaviors. For example, the curriculum (a) was 

above grade level, (b) contained too much information and 

included "too many little knick knacks," (c) was 

"technical," (d) suggested activities without information on 

instructional time, and (e) put constraints on his planning 

and teaching. 

In the analysis of classroom events it became clear 

that the curriculum was identified as one of the problems 

associated with planning and enacting lessons within the 

allotted time frame. This pattern became more apparent 

during the fourth week of student teaching when Mr. 

Langford's understanding was that he had to teach Chapter 
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III of the mathematics curriculum in one week, and lessons 

had to be enacted within a forty-five minute time block. In 

calculating the number of pages times five days of forty-

five minutes of instruction, his conclusion was that he 

would need two weeks rather than one to accomplish the task. 

He viewed the curriculum as constraining his planning and 

teaching. That is, the chapters in the mathematics 

curriculum were broken down into units consisting of two 

pages accompanied by activities. His interpretation was 

that this defined all he could enact in one lesson. 

For example, you do page 65 and you also do page 
66. They [teacher's manual] gave me the balloon 
thing [The Balloon Activity] which was for those 
pages ••• i.e., from what little I've seen, it's 
kind of set up for groups of two pages and those 
are the ideas [ie., Balloon Activity] for them. 
So it makes you want to do just that [just the two 
pages per lesson]. 

As he began to look at the curriculum for information 

on the amount of instructional time to devote to its 

suggested activities, he learned that such information did 

not exist. His new understanding was that the enactment 

rather than the curriculum was the best teacher of time. 

And you don't get a sense [of] how long it takes 
to do an activity from having it just suggested in 
the book. You don't know how long it takes until 
you do it the first time, the first year, or 
whatever. 

Similarly, in the analysis of the well-remembered 

events form the fifth and sixth week of student teaching, 

the pattern continued to emerge, but added to it was the new 
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interpretation that the curriculum did not make sense at 

times and that it contained units of content that were 

comparative differently, and these differences affected not 

only his planning and teaching but students' behaviors as 

well. 

Through the enactment of Cloudy with A Chance of 

Meatballs and Jasper and the Hero Business, two different 

understandings emerged. First, Cloudy with A Chance Of 

Meatballs was an imaginative story that was accompanied by 

guidelines and,reading skills, but these were not "stripped 

down to a technique," as was the case with Jasper and the 

Hero Business. That is, the first story didn't contain 

language mechanics, whereas with the second story, he had to 

teach such skills as "ie" sounds. From his perspective, 

"what did 'ie' sounds have to do with the idea of a hero?" 

lIt was these pieces of content that impinged on his 

planning and enactment. When the content was "stripped down 

to a technique" or included language mechanics skills, 

nothing "clicked" for him. That is, he was unable to 

explain the content or create art projects for the story. 

In addition, students were also affected by these 

differences. It was clear that the first story captured 

students' interests, and its content seemed to be easier to 

comprehend. The students responded quicker to his questions 

and comments. On the other hand, with the story Jasper and 
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the Hero Business, he found that the students didn't 

particularly care for this type of story. The story was too 

"realistic" for the students to be interested in it. 

Developing Knowledge of Students 

Over the course of seven weeks, it became clear from 

Mr. Langford's well-remembered events that he was connecting 

students' academic abilities to his instructional approaches 

and to the amount of time it took him to enact a lesson. 

When students couldn't understand or accomplish a task and 

he found himself struggling with enacting a unit of content 

within a time frame, he focused on the students' academic 

abilities. In particular he felt that students lacked 

comprehension skills because of their limited academic 

experience (according to him, they were below grade level). 

Mr. Langford felt these learning "disabilities" not only 

affected his instruction but prolonged the enactment of his 

lessons. 

This pattern became more apparent in the well

remembered events from his fifth and sixth weeks of student 

teaching. Given the students' limitations, he usually found 

himself doing "a lot of reinforcement and a lot of 

repetition" of instruction. There were times during which 

he attempted to enact a lesson within the time frame but 

found that this wasn't possible because he just couldn't 

seem to "convince or get the students to understand" the 
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content. He had to "stop after one word and explain it 

again." 
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In addition to having to "repeat instruction," he also 

needed student responses during enactment in order to move 

forward in the curriculum. Because of their lack of 

comprehension, responses were slower to corne by, and at 

times there were not any at all. He then "had to work 

harder" to get s'i:udents to understand, and this resulted in 

the "slowing down" of the lesson and in "running out" of 

instructional time. 

Developing Knowledge of Management and Organization 

From the analysis of the well-remembered events across 

the seven weeks of student teaching, there appeared to 

another pattern developing, suggesting that Mr. Langford was 

connecting the cooperating teacher, patterns of organization 

for an activity, and the teaching resources as some of the 

factors that impinged upon his teaching. The cooperating 

teacher's guidance and suggestions for teaching were 

interpreted as demands placed on him to enact too many 

skills without consideration of time constraints. The 

patterns of organization for reading affected not only his 

instruction but students' behaviors and the allotted time 

frame for the subject. Also, the teaching resources created 

instructional and management problems during enactment. 
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This pattern of connecting the cooperating teacher to 

the struggles he was experiencing with instructional time 

and management, systematically developed and persisted 

across the seven weeks of student teaching. In 

reinterpreting Event #3, the Rhyme Lesson, in which he 

taught seven skills, he reflected on an incident in which 

Mr. Lee had shown him the vocabulary words of the week and 

instructed him to add these ten words from the district's 

frequency word list and plan a lesson. Mr. Langford tied 

this incident to Event #3 to justify why he had taught "too 

many" Objectives in one lesson. According to him, Mr. Lee 

"had needs" that had to be fulfilled and so did the district 

office, and he just didn't know at times "whose needs to 

fulfill. " 

Similarly, during his fifth week of stUdent teaching, 

he was feeling like there were too many skills to teach and 

not enough time to teach them in. Mr. Lee had an 

overwhelming curricular agenda: 

Well, take spelling. He has a whole list from 
pronunciation to identifying the word to vowel 
sounds. And then to go into the reading there is 
another list of all kinds of things that he would 
like to hit. So I try to figure that out. 

In experiencing instructional and management problems 

with two different patterns of organization for reading, he 

rationalized why those lessons had taken "longer" to enact 

by saying that Mr. Lee "had dictated to him what to do," and 
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he simply followed his directions. And finally, during his 

last week of student teaching, he summarized this pattern by 

saying that "most of what he was doing was directed by the 

teacher." The number of skills Mr. Lee wanted taught 

stemmed from him stepping out of his teaching role and 

looking inside the classroom and forgetting that those 

skills took up instructional time for teaching. 

By the same token, in experiencing the pattern of 

organization for reading with Event #6, when reading groups 

rotating to him for instruction, he had connected these to 

his struggles with instructional time and group management. 

organizing the students to move from one station to another 

was "time consuming," and it required "a lot of organizing" 

which in turn "cut the reading time" or instruction time for 

reading. similarly, during the enactment, he concluded that 

the size of the reading chart was creating instructional, 

management, and instructional time problems. The reading 

groups were too large, and the reading chart was too small. 

Chairs began to get in the way. That is, students were 

sitting too low, and the chart was standing too high. In 

addition, students had to be moved closer to the chart so 

that they all could see the print. 

Finally, during his last week of student teaching, he 

summarized this pattern by saying that organization and 

management, specifically organizing and managing during 
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enactment, cost instructional time. This aspect of teaching 

made the "biggest impact" because it "cost so much more 

time." According to him, it had cost him "maybe an hour" of 

instructional time. 

Developing Knowledge of Instruction 

Across all well-remembered events a clear pattern 

emerged that revealed the manner in which Mr. Langford dealt 

with student's lack of comprehension and instructional time. 

It was evident in the analysis that he was experiencing the 

tension that exists between management and instruction. It 

was also clear in the analysis that he had found a way of 

resolving this tension through adjusting the curriculum and 

instructions by moving students back into the curriculum, 

revising the curriculum, and eliminating chunks of the 

curriculum. All three instructional strategies were 

employed when students weren't "grasping" the content or 

when he was attempting to enact a lesson within the time 

frame allotted. 

This pattern first emerged from the well-remembered 

events of his first week of student teaching. During the 

enactment of Event #1, when students weren't understanding 

the skill "family facts," his interpretation was that the 

curriculum was above grade level and that the students 

needed to move back to a "couple" of places in the 

curriculum in order to learn first to add the numbers 2 + 3 
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and, thus, build up to the above skill. When the students 

were moved back in the curriculum to Event #2, he 

experienced the same problem with students' lack of 

comprehension. His interpretation of the problem here was 

that students were not understanding the mathematics term 

"add." His solution was to adjust the curriculum by 

substituting the above word with "advance" or "find the 

place over." 

When students' lack of comprehension was tied to 

instructional time, Mr. Langford began to revise and 

eliminate chunks of the curriculum to accommodate both 

factors. If it took the students "longer to grasp" a 

concept and he knew that there was a time element involved, 

he would eliminate "a particular thing" or piece of content 

from the lesson in order to accomplish the lesson within the 

time frame. 

By the fourth week of student teaching, he had learned 

that certain skills and activities took a certain amount of 

instructional time to teach. He had concluded that if he 

was going to use the suggested activities in the teacher's 

manual, he had to "condense or shorten" them in order to 

teach them within the time frames. By the same token, he 

recalled that during the early stages of his student 

teaching experience, he had tried to enact everything that 

Mr. Lee wanted; however, across time he learned that skills 



247 

took a certain amount of time to teach. So now he was 

teaching all that Mr. Lee wanted, but he was "condensing and 

eliminating" certain skills based on students' comprehension 

and the available time allotted for the lessons. 

He summarized this pattern in his seventh week of 

student teaching. He said he wasn't "eliminating" chunks of 

curriculum unless he "had to" or found it "necessary." For 

example, when he felt unsure about a particular chunk of 

content or about instructing three reading groups within a 

specific time block, only then did he revise or eliminate 

chunks of the curriculum. For example, he said: 

[I] work all the [information into one lesson] for 
the first group • . . then in the next group you 
work almost all of the [information in] and then 
you decide maybe 'well, I can't do that because 
I've got maybe one group [left to instruct] and 
I'm running out of time and I got to do math.' 

In conclusion, the patterns that emerged from Level Iv 

analysis revealed the kind of knowledge Mr. Langford was 

acquiring from teaching experience. As mentioned at the 

beginning of this section, "with the curriculum" he mostly 

learned "what doesn't work." He had learned that 

organization and management "cost" instruction time, and 

through the revisions and eliminations he had conducted on 

the curriculum, he validated that teachers were indeed 

curriculum shapers. 

It became increasingly clear that the understandings, 

interpretations, and conclusions he had constructed from 
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experienced classroom events were indeed theories that were 

evolving from the process of enactment, all of which 

appeared to be associated with a developing knowledge of 

teaching. In the following section this last finding is 

discussed. 

summary--Mr. Langford's Knowledge of Teaching 

For Mr. Langford, teaching in a classroom filled with 

students was not a new experience. His previous experience 

included five years of teaching summer school and four years 

of part-time sUbstitute teaching. However, learning, 

planning, and enacting the second grade curriculum with this 

particular group of students was a novel experience. It 

was evident in the analysis of the data that from the time 

he entered his student teaching placement, Mr. Langford 

began to make sense of and interpret all the features of the 

environment as these features manifested themselves in 

classroom events. 

Through Mr. Langford's well-remembered events, 

specifically through his reflections before, during, and 

after the enactment of content, it was possible to capture 

and trace the understandings and interpretations he was 

constructing as a result of enacting the curriculum over the 

course of seven weeks of student teaching. Analysis of the 

data indicated that across these seven weeks of teaching 

experience, he was mostly struggling with explaining units 



of content to the students and the use of instructional 

time. As the curriculum intersected with instructional 

time, the demands of the cooperating teacher, students, 

patterns of organization for reading, and instructional 

resources, he began to form several interpretations about 

these elements, interpretations which appeared to have 

remained stable across all well-remembered events. 
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For example, his interpretation of the language arts 

and mathematics curricula was that they were above grade 

level, that they contained "flaws" and discrepancies, that 

they didn't make sense at times, and that their scope and 

sequences were constraining on his planning and teaching. 

Similarly, the cooperating teacher was interpreted as 

demanding and not considerate of the effects that his 

instructional demands had on the available time alloted for 

lessons. The interactions of the curriculum with students 

were interpreted as a "poor fit" between both factors. That 

is, the curriculum was above grade level, and students had 

academic limitations which in turn affected his teaching and 

the available time allotted for a lesson because he had to 

repeat instruction and do more reinforcement, and this in 

turn took up more instructional time. When the patterns of 

organization for reading (cooperative reading groups and 

reading groups rotating to him for instruction) came into 

play during the enactment of units of content in the fifth 
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and sixth week of student teaching, these were identified as 

factors that affected group management and instructional 

time. By the same token, as a result of his experience with 

the reading chart, his interpretation of teaching was that 

you had to "work through the handicaps of the system." And 

finally, as a result of all his experiences across time, he 

arrived at the conclusion that teaching was situational and 

that teachers were, indeed, curriculum shapers. 

In addition, as classroom events were experienced and 

interpreted, he began to project changes he would make in 

his teaching and his management and organization if he found 

himself in similar situations again. For instance, with 

Event #5 he decided he would reverse the pattern of 

instruction. That is, he would first form cooperative 

reading groups and then give the students their copy of the 

trade book to explore. similarly, with Event #6 he decided 

that if this were his classroom, he would form smaller 

reading groups and build a stand for the reading chart. 

It is important to note here, however, that the 

analysis of the data suggests that other factors were corning 

into play during the enactment of these classroom events 

that needed to be taken into consideration. Mr. Langford 

reported limited knowledge of the curriculum, of 

instructional approaches, and of ways in which to manage 

groups of students. Across all well-remembered events, he 
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continuously stated not knowing how to explain a particular 

concept or not being familiar with certain aspects of 

teaching. Similarly, he was aware that he needed more 

teaching experience to acquire a better knowledge of 

teaching. Most importantly, he realized that the decisions 

he made for one lesson did not apply or could not be used 

with another lesson that had a different unit of content, so 

the decision-making process had to be repeated with each new 

experience. Although he mentioned having these limitations, 

these factors were typically not incorporated into his 

understandings and interpretations of classroom events. 

In general, Mr. Langford appeared to have been in the 

process of forming classroom, curriculum, and student 

script~. During enactment, when his "scripts" ended or he 

struggled with explaining the content and instructional 

time, he began to seek out factors that would either help 

him explain what was occurring or aid him in accomplishing 

the task at hand. The factor that he tended to identify was 

the curriculum, and through manipulating it, he was able to 

resolve the tensions he was experiencing. 
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CHAPTER 6 

SUMMARY AND CONCLUSIONS 
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In this chapter, the study is summarized. This 

summarization includes a statement of the problem, the 

design of the study, the findings from the results of the 

analysis, contributions of the study, and implications for 

research and practice as well as general comments from the 

researcher. 

The Nature of the Problem 

The purpose of the present study was to explore the 

evolving event knowledge of a student teacher. The special 

focus of this analysis was on tracing the interpretations 

the student teacher constructed from his experience in 

enacting the language arts and mathematics curricula in a 

second-grade classroom and how these interpretations changed 

over the course of seven weeks. The primary data for this 

analysis were seven weekly structured interviews designed to 

elicit the student teacher's "well-remembered classroom 

events" in which the curriculum was the central focus. In 

addition, daily classroom observations in language arts and 

mathematics were conducted to enable the investigator to 

have first-hand knowledge of the events that occurred in the 

classroom and to supplement the analysis of the student 
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teacher's interpretations of classroom events. Finally, the 

cooperating teacher was observed and interviewed to 

establish an understanding of the context in which the 

student teacher was learning to teach. 

Research Design 

The participation in this study was one student teacher 

in the last phase of his teacher preparation program, which 

involved being in the classroom every day for a complete 

semester. The university required that student teaching be 

divided into two phases such that the student teachers were 

assigned to a lower grade classroom for the first half of 

the semester and then to an upper grade classroom for the 

second half or vice versa. Data collection for this study 

consisted of weekly interviews focusing on the student 

teacher's well-remembered events and daily observations 

focused on language arts and mathematics across the first 

half or seven weeks of his student teaching experience in 

one second grade classroom by a participant observer. 

Procedures for analyzing the interview data followed a 

four-phase process that has been used by Doyle (1979; see 

also Carter, 1991; Carter & Gonzalez, 1990). The interviews 

for each week were transcribed for analysis. Phase I of the 

analysis consisted of reading and rereading all the 

interviews and transforming them into clearer and more 

concise descriptions of the student teacher's responses 
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(i.e., eliminating false starts and repeated phrases, i.e., 

"okay, okay, yesterday I, I, well no actually today, hum, 

actually today"). Phase Ii involved analyzing each 

interview and identifying the beginnings and endings of the 

student teacher's well-remembered events. Phase III of 

analysis consisted of reading and rereading each well

remembered event and identifying: (a) the focus (i.e., did 

the event carry a focus on a particular student or students, 

unit of content, organization and management, etc.), (b) the 

source of the event (i.e., observed or experienced), (c) 

reflections before and/or during the enactment of a specific 

unit of content (i.e., reported instructional strategies 

used and interactive thought during the enactment), and (d) 

reflections after the enactment (i.e., participant's 

reactions to the events, their interpretation, and any 

statements which suggested that the student teacher had done 

or would do something as a result of the experienced event 

or events). 

Data from the classroom observation records were used 

in conjunction with the analysis of the student teacher's 

well-remembered events to make sense of his event 

descriptions. That is, this data source was selectively 

read to provide an independent description of the actual 

event the student teacher remembered. Observational data 

were used to describe the content, context, and other 
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critical factors that might have come into play during the 

actual enactment of the event or events described by the 

student teacher. This independent source of information 

about the student teacher's well-remembered events was 

considered essential in rendering an interpretation of what 

contextual factors were impinging upon the student teacher's 

processes of learning to teach. 

Review of the Findings 

Results of the data analysis procedures showed that it 

was possible to capture the student teacher's 

interpretations of the language arts and mathematics 

curricula as they were enacted in classroom events. By 

focusing on the student teacher's growing event knowledge of 

how he enacted specific units of content, specifically, by 

examining his reflections before, during, and after 

enactnlent, it was possible to trace how he understood and/or 

interpreted the curriculum and how these interpretations 

either changed or remained stable across well-remembered 

classroom events. Similarly, it was possible to capture his 

interpretations of the tension that exited between the 

enactment of content and management of students in a 

classroom event and the manner in which he resolved this 

tension. 

Three important elements were intertwined in the 

experienced classroom events: the curriculum, the students, 
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and the instructional time allotted for the lessons or week. 

From the tension that was created by the intersecting of 

these three elements, Mr. Langford formed a series of 

interpretations, most of which were centered around the 

curricula, which appeared to remain stable across the seven 

weeks of student teaching. However, it is important to note 

here that from the onset Mr. Langford reported and appeared 

to be struggling with explaining the content to the 

students, understanding the curriculu, and the use of 

instructional time. 

From his first experienced classroom event, in which he 

was attempting to teach the students the skill of family 

facts, he experienced the tension between this unit of 

content and the students. He reported struggling with 

explaining the skill to the students. However, his emerging 

interpretation was that there wasn't a "good fit" between 

the curriculum and the students. The curriculum was above 

grade level, and the students had academic limitations. A 

way of resolving this was through moving the students back 

in the curriculum to a place \.,.here they could understand the 

content and accomplish the tasks. When the students were 

moved back into the curriculu, that is, to an earlier page 

in the mathematics textbook, he experienced the same tension 

between the curriculum and the students. the students 

weren't comprehending the skill. He identified the nature 
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of the problem in the mathematical term "add," and a way of 

resolving the tension was through adjusting the curriculum 

during enactment, that is, substituting the word "add" such 

terms as "advance" or "find the place over." 

In enacting a lesson on rhymes using the vocabulary 

words of the week, he experienced a tension between the 

content and the students, and he reported struggling with 

moving forward in the lesson or teaching the original 

objective of the lesson. During enactment he continuously 

"adjusted" the content and instructions as a result of 

students' "wrong" answers to his questions and experienced 

difficulty in steering them back to the original objective. 

As a result, he taught seven different skills during one 

enactment. His interpretation of this event was that he was 

developing an awareness of students' academic needs by 

abandoning the original objective of the lesson and teaching 

to students' "mistakes." 

However, after participating in a supervisor/ 

cooperating teacher/student teacher conference in which 

comments were made about teaching too many skills in one 

lesson, new interpretations of the classroom event were 

formed. He became aware of his limited knowledge of the 

langauge arts curriculum, subject integration, the use of 

instructional tilne, concerns for teaching one objective per 

lesson, and not having sufficient information for "filling 
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in" the available time allotted for the lessons. That is, 

he did not know how to select pieces of content for 

enactment or how much time each piece of content required 

for teaching. Similarly, he had acquired knowledge of 

subject integration through observations of cooperating 

teachers but did not know himself how to integrate other 

pieces of content into his own lessons and still highlight 

the main objective during enactment. His interpretation of 

the curriculum, however, was that it did not provide 

information on the use of instructional time for its 

suggested activities, and it contained "technical" aspects, 

such as language mechanics, an area he felt he had a 

"weakness" in. 

By the fourth week of student teaching, through further 

interactions with the curriculum, students, and 

instructional time, he began to acquire a sense of how much 

time he had to enact a lesson and why he was struggling in 

meeting the time demands. His interpretation of his 

struggles was that because of students' academic abilities, 

he had to repeat instruction and do more reinforcement 

during enactment. similarly, the cooperating teacher 

"demanded" that too many skills be taught and was not aware 

of instructional time. And, his interpretation of the 

mathematics curriculum was that it had too much information 

or too many "little knick knacks" that interfered with the 
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available time allotted for lessons and student 

participation during enactment. A way of resolving all of 

the above was through adjusting the curriculum, that is, 

"condensing or eliminate" chunks of the curriculum during 

enactment in order to accomplish the lesson within the time 

frame and include student participation. 

By the same token, in planning a chapter from the 

mathematics curriculum to be taught in a week, he began to 

struggle not only with the allotment of time for a lesson 

but with the allotted instructional time for an entire unit 

of content. His emerging interpretation was that the 

curriculum was too constraining on his planning, teaching, 

and enactment. The mathematics curriculum scope and 

sequence were understood as strict guidelines for planning 

and enactment. That is, the sequence, two pages per skill, 

was interpreted by him as only allowing him to teach one 

skill and assign two pages of work per lesson. This in turn 

meant that he would need two weeks of instruction rather 

than one to teach one chapter. However, a way of resolving 

this was through adjusting the curriculum, that is, 

"condensing or eliminating" suggested activities in the 

teacher's guide. 
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By the fifth week of student teaching, other teaching 

particulars began to emerge and were identified and 

interpreted as they manifested themselves in classroom 

events. In planning and enacting the unit of content, 

Cloudy with A Chance Of Meatballs, and designing a lesson in 

which the students would be organized into cooperative 

reading groups for reading instruction, he struggled with 

instructional time and group management. His interpretation 

was that the type of unit of content was responsible for 

student misbehavior during enactment, and this in turn had 

negative effects on the time allotted for this particular 

pattern of organization for reading. When he gave the 

students their own copy of the trade book and allowed them 

to "explore" it before forming them into cooperative reading 

groups, the students became too "excited and enthusiastic" 

with the pictures in the book, and he experienced a 

difficult time calming them down. This segment of the 

activity took up an additional twenty minutes of 

instructional time, and by the time he organized them into 

reading groups, it became a "hurry up, sit down, and start 

reading" type of activity. His interpretation of this event 

was that the type of content or story made the students 

unmanageable during enactment and orchestrating this type of 

activity "cut back" or took up time allotted for reading. 

However, as a result of this experience, he formulated a 
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future solution or change. If he ever was faced with a 

similar event, he would first organize the students into 

reading groups and then give them their own copy of the 

story to explore. 
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similarly, by now student discipline had emerged as a 

problem during enactment. In stopping to discipline 

students because of their inattentiveness, he became worried 

that he would forget where he left off or what he was saying 

at the time he stopped to reprimand a student or students. 

By the sixth week of student teaching, through enacting 

the unit of content, Jasper and the Hero Business, and 

designing and enacting a lesson in which he would be 

teaching "ie" sounds, Mr. Langford's interpretation of the 

curriculum extended to include not only that it contained 

"technical" aspects but that it had discrepancies and 

"didn't make sense" at times. In planning the above lesson, 

he noted that the teacher's guide provided words for 

teaching "ie" sounds; however, these words were not included 

in the story. His interpretation was that there was a 

"discrepancy" in the curriculum. similarly, his sense was 

that "ie" sounds had nothing to do with "the idea of a 

hero," the character in the story. 

During enactment of this particular lesson, he 

struggled with four teaching elements that intertwined and 

formed a high level of complexity during this event. 
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Although he reported having "inexperience" teaching this 

skill, his interpretation was that the students had academic 

limitations and the curriculum was above grade level or 

"beyond the students for whatever reason." similarly, the 

pattern of organization for reading, which involved the 

students rotating to him for reading instruction, required 

"a lot of organizing" which in turn affected instructional 

time. And finally, the struggle he experienced with group 

management was attributed to the largeness of the reading 

groups and the smallness of the reading chart he was 

utilizing. The solutions or changes he had formulated from 

his experience in this event were that if he were ever in a 

similar situation, he would divide the students into smaller 

reading groups and build a high stand for the reading chart. 

By this time, having experienced two units of content, 

Cloudy with A Chance Of Meatballs, a literature-based story, 

and Jasper and the Hero Business, a story in the students' 

reader, he began to form different interpretations about the 

reading curriculum and the whole issue of subject 

integration. First, the reading curriculum contained 

"imaginative versus technical" stories. These in turn 

affected not only his teaching but students' behaviors. The 

"imaginative" or literature-based unit of content allowed 

him to be more creative by incorporating art, and the 

students' reactions were more positive, that is, they 
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responded quicker to his questions and were mo~e excited and 

interested during enactment. In contrast, Jasper and the 

Hero Business, which he called "basal," was stripped down to 

a "technique" or contained language mechanics skills. with 

this type of unit of content, "nothing clicked for him," 

that is, he couldn't create or invent additional activities 

to supplement it. similarly, the students were less 

interested in this story. 

His experience with these two units of content also 

made him aware of his limited knowledge of the curriculum 

and teaching. For instance, he reported that he was 

unfamiliar with the "technical aspects of teaching," such as 

language mechanics. Most importantly, he was unfamiliar 

basically with "the content, the ideas behind the content, 

the activities that you have for language, math, and well 

all of it." 

Finally, the issue of subject integration was 

interpreted as a result of the above. He seemed to have 

associated the "imaginative" story, cloudy with A Chance Of 

Meatballs, with the "whole language" approach to reading and 

Jasper and the Hero Business with the "basal" approach to 

reading. His interpretation of both reading approaches was 

that they were the same except that they had different 

titles. Since he had taught language mechanics and reading 

skills with both units of content, his understanding was 
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that both reading approaches stressed the above, and there 

did not seem to be a way around these. 

By the seventh week of student teaching, Mr. Langford 

appeared to have formed several interpretations and 

conclusions about the curriculum and teaching as a result of 

all his experienced classroom events across the seven weeks 

of student teaching in Mr. Lee's classroom. 

To him, the most important elements "associated with 

teaching" were management and organization. Having 

experienced two different patterns of organization for 

reading (cooperative reading groups and reading groups 

rotating to him for instruction), he had concluded that this 

aspect of teaching "cost" instructional time. In addition, 

the cooperating teacher was partly responsible for his 

struggles with management and organization and instructional 

time. The cooperating teacher's suggestions for teaching 

certain skills during enactment were interpreted as 

"demanding" and not realizing that there wasn't enough 

instructional time for teaching all the skills. 

As far as the language arts and mathematics curricula 

was concerned, they were "somewhat confusing." Through 

enacting units of content, he mostly had "run into things 

that didn't work." His interpretation of these experiences 

was that the curriculum contained flaws and discrepancies 

and that at times it didn't "make sense." However, a way of 
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dealing with the above had come through adjusting the 

content. That is, he had learned to select which pieces of 

content could be "condensed or eliminated" during enactment 

when he found himself "running out of time." His sense was 

that for now this was all that he could do until he had 

acquired "enough teaching experience." 

Finally, through all of his experiences during 

classroom events, his interpretation of teaching was that it 

was situational and that teachers were indeed curriculum 

shapers. The instructional decisions he had made during the 

enactment of a specific lesson "worked" only for that lesson 

and that particular unit of content. The following day, 

with the following lesson and its unit of content, new 

instructional decisions had to be made. Through his 

experiences with all of these instructional decisions and 

adjusting the curriculum, he had validated what he had heard 

about teachers being curriculum shapers. His conclusion was 

that as teachers "worked the curriculum" with the students 

in the classroom, they ultimately enacted what they "wanted" 

to enact or what was suitable for the situation at hand. 

The patterns that emerged across classroom events 

indicated that through the process of enacting units of 

content in this second grade classroom, Mr. Langford was 

developing a knowledge of the curriculum, students, 

management and organization, and instruction. His knowledge 



266 

of the curriculum was that it was not providing him with all 

of the information he needed for enacting its content in 

front of a group of students. Therefore, there were 

"problems" in the curriculum that could be resolved through 

adjusting it. 

The knowledge he was developing about this particular 

group of students was tied to their academic abilities and 

how these, in turn, did not "match" the curriculum and 

affected not only his teaching but the available time 

allotted for the lesson. The curriculum was beyond these 

students' level of academic ability. They had academic 

limitations which meant they were below grade level. As a 

result, he had to repeat instructions and do a lot of 

reinforcing during enactment which in turn made him "run 

out" of instructional time before accomplishing the entire 

lesson. 

The knowledge he had acquired thus far above management 

and organization was connected to his cooperating teacher, 

patterns of organization for reading, and the instructional 

resources. These teaching particulars had been identified 

across time as the factors that created management and 

organizational dilemmas for him. The cooperating teacher 

dictated the patterns of organization for reading, and his 

job was to follow directions. However, in utilizing these 

patterns of organization, he realized they both required "a 
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lot of organizing," wasted instructional time, and created 

group management problems. By the same token, the reading 

chart, because it was too small, had been responsible for 

the group management problems he experienced. 

Finally, there were patterns in the ways Mr. Langford 

dealt with students' lack of comprehension and instructional 

time. It was clear across classroom events that he resolved 

the above by adjusting the curriculum and instructions. 

Moving the students back in the curriculum, revising the 

curriculum, and "condensing and eliminating" chunks of the 

curriculum were the ways in which he resolved the problems 

with student's lack of comprehension and met the 

instructional time demands. 

Discussion 

It is important to note here that data gained from 

classroom observations coupled with the analysis across 

well-remembered events suggest that other possible factors 

might have impinged on Mr. Langford's learning to enact the 

curriculum. First, he continuously reported struggling with 

explaining units of content to the students and became aware 

of his limited knowledge of the curriculum, the use of 

instructional time, and teaching. Similarly, during the 

first three weeks of student teaching, he was worried about 

not having enough information for one objective and thus not 

being able to fill in the available time allotted for a 
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lesson. What the above suggests is that perhaps he was 

undergoing the process of developing curriculum, classroom, 

and student "scripts." There appeared to be points during 

enactment in which his present "scripts ended." That is, he 

could not explain the unit of content or struggled with 

meeting the "time" demands. The decisions he made about 

"condensing or eliminating" chunks of the curriculum and the 

instructional decisions he made during enactment were 

perhaps temporary instructional and curricular "coping" 

strategies that allowed him to alleviate the apparent 

tension between curriculum and students during the enactment 

of classroom events and to continue with the enactment 

process or reach the end of the lesson. By the same token, 

the interpretations he formed as a result of these 

experiences were then integrated into his classroom 

"scripts," allowing him to think about subsequent changes in 

his teaching. 

In the analysis it became apparent that such "coping" 

strategies were adjusting the curriculum. For example, he 

substituted for "add" other words when he found himself 

struggling with explaining this term to the students, and he 

"condensed, shortened, or eliminated" chunks of curriculum 

when struggling with instructional time. Similarly, when 

the students could not answer his questions and he found 

himself carrying the program of action on his own, he began 
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to accept students' wrong ans~ers or "mistakes" and adjusted 

the content of the lesson and instructions to accommodate 

these answers and, thus, taught to student "mistakes." 

Finally, he seemed to have employed a "reversal of 

instruction" technique for mathematics. That is, while 

correcting a homework assignment with the students, he 

provided instructions and directions for solving the math 

problems rather than providing directions first and then 

assigning the academic work as homework. The rest of the 

instructional time for the lesson was devoted entirely to 

suggested getting-started and warm-up activities from the 

teacher's guide with extensive student participation. At 

the end of these activities, he assigned the accompanying 

math pages to these activities as homework without providing 

directions for how to solve the math problems, and this 

instructional cycle repeated itself the following day. 

Contributions of the study 

This study contributes to the search for a better 

understanding of how student teachers learn to enact the 

curriculum while teaching students in a complex environment 

(Doyle, 1986, 1990). An attempt was made in this study to 

go beyond the learning that takes place before the induction 

phase or reported changes in dispositions, behaviors, and 

subject matter orientations and, instead, to examine the 

understandings and interpretations that are formed as a 



270 

result of the intersections of the curriculum and students 

in classroom events during the induction phase (Ball & 

Noordhoff, 1987; Ball, 1988; Fuller, 1969; Hoy, 1968; Wright 

& Tuska, 1968). Here, the focus was on exploring how one 

student teacher learned, represented, and enacted the 

curriculum with a group of students in a second grade 

classroom and the interpretations that were formed across 

time from his experiences in these classroom events. 

This study's findings were parallel to the findings 

reported by Hoy (1968) of student teachers' changes in pupil 

control. Participants in his study reported changing from a 

humanistic to a "custodial" approach to student discipline. 

The influential factors that were identified , ... ere the 

cooperating teacher and the school's subcultures. In the 

present study, the student teacher reported becoming a 

"disciplinarian;" however, what appeared to have influenced 

this change was the students' misbehavior during the 

enactment of curriculum. 

Similarly, the findings in this study provide 

additional evidence in support of the effects that the 

ecology of the classroom has on the implementation of 

teaching skills (see, Copeland, 1978, 1980; Doyle, 1977, 

1979). That is, in this study, by focusing on the ecology 

of the classroom and the interactions among participants, it 

was possible to trace how the demands of the environment 
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coupled with the interactions of curriculum and participants 

defined what was taught from the curriculum and how it was 

taught. 

Research on teacher candidates' knowledge of subject 

matter before the induction phase has indicated that teacher 

candidates have a limited knowledge of how to represent the 

subject matter to students (see Ball, 1988; Gomez, 1989). 

The findings in the present study extend the findings from 

this line of inquiry in that they provide insight into how 

student teachers learn to enact curriculum. In this study 

it was evident that the student teacher was struggling with 

explaining the unit of content to the students; however, he 

also reported using student's reactions to his instruction 

as indicators that his examples and explanations were clear, 

and he also used these reactions for formulating examples 

and explanations for representing the content. 

Similarly, studies focusing on the effects of classroom 

experience on teacher candidates' changes in perspectives 

and orientations have demonstrated that educational 

programs, people, and the setting affect aspects of the 

learning-to-teach process (see Ball & Noordhoff, 1985). In 

this study, by focusing on the classroom events in which 

curriculum, students, and instructional time intersected, it 

is suggested that learning how to orchestrate these elements 

within bounded segments of classroom time was a key factor 
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that impinged upon the student teacher's learning-to-teach 

process. Similarly, this study contributes to the above 

research in that it provides insight into how and why 

perspectives and orientations change. That is, there were 

classroom demands that needed to be met, and as a result 

changes needed to be made in order to meet these demands. 

Adjusting the curriculum was a key element that was 

manipulated as a way of resolving the situation at hand. 

This study's findings corroborate research on teachers' 

classroom knowledge and how knowledge structures are 

organized and used in comprehending classroom events (Carter 

& Doyle, 1987, 1989; Doyle, 1986). Studies examining 

teacher candidates' knowledge acquisition and comprehension 

process have found that student teachers' understanding and 

interpretation of the interactions of the content with 

student responses in on-going classroom events determine how 

and what they will enact and represent from the curriculum 

(see carter, 1991; Carter & Gonzalez, 1990; Gonzalez, 1990). 

For example, Gonzalez (1990) found that student teachers 

tended to change, modify, and eliminate chunks of the 

curriculum as a way of resolving the tension between the 

enactment of content and students. similarly, based on 

their interpretation of the tension between management and 

curriculum, they tended to modify or completely change the 

academic tasks they assigned to students. Along similar 
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lines, Carter and Gonzalez (1990) found that student 

teachers differ significantly in their comprehension and 

interpretation of classroom events they witness or 

experience. Although student teachers are placed in similar 

environments (i.e., these environments all have curriculum 

programs, students, cooperating teachers, and resources) and 

they must learn and implement similar teaching functions, 

the substance of the knowledge acquired may be quite 

different, in part because they differ in their 

understanding and comprehension of classroom events. 

Finally, this study's findings corroborate the work of 

Carter and Richardson-Koehler (1987) and Doyle (1988) on 

teacher's knowledge as "event-structured." That is, what 

teachers corne to know about the curriculum, students, 

management, and pedagogical processes is tied to the 

classroom events they experience in on-going classroom 

events. The findings from this study provide additional 

evidence that suggests that student teachers' understanding 

and interpretations of the classroom events they experience 

define how and what will be taught from the curriculum. 

This study contributes in many ways to the research 

conducted by Carter (1991) on "well-remembered events." 

That is, by focusing on events it is possible to capture how 

and what student teachers are learning from their 

experiences in the classroom. Similarly, this study also 
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suggests that learning to teach is an individual process. 

That is, individuals understand and interpret the events 

they experience in different ways. 

Implications of This study 
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This study suggests that while this student teacher was 

experiencing classroom events and attempting to understand 

and interpret all of the teaching elements that were 

intersecting, he was also undergoing the process of 

developing further curriculum, classroom, and student 

"scripts" (Putnam, 1987). The kind of curriculum knowledge 

he was acquiring can be understood in terms of learning to 

manipulate the curriculum as a way of resolving the tension 

between the enactment of content and students. similarly, 

the kind of classroom knowledge he was acquiring can be 

understood in terms of learning the classroom as a system 

filled with "handicaps." And finally, the kind of student 

knowledge he was acquiring can be understood in terms of 

finding "deficiencies" in the students that would explain or 

justify his actions and patterns of behavior in the 

environment. 

Findings form a study of learning the curriculum as it 

is enacted in the classroom and examining the evolving 

interpretations that student teachers afford these 

experiences leads to the following implications for research 

on teaching and for practice: 
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1. Most studies of research on teaching tend to 

neglect all of the classroom variables that corne 

into play during the time the student teachers are 

learning to teach while teaching students. This 

study serves to show the need for further research 

in this area, particularly in the area of student 

teachers' interpretations of their interactions 

with the curriculum, students, and the tasks that 

students are accomplishing. 

2. Findings from this study can be used to design 

courses in which cooperating teachers can develop 

tools for analyzing their craft and sharing this 

knowledge with their student teachers. 

3. This study suggests that perhaps at times student 

teachers might form dysfunctional interpretations 

of their experiences. The study of "well

remembered events" serves as a framework for 

beginning to guide student teachers through the 

process of learning to teach. To this end, Carter 

(1990, 1991; see also Doyle, 1990) suggests that 

classroom events can be used as "text" for 

teachers' learning. That is, by focusing on 

student teachers' well-remembered events" and 

their interpretations of these events right after 

they occur, it is possible to aid them in 



analyzing and exploring functional versus 

dysfunctional ways of thinking. 

General Comments 
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The study of learning to teach is a complex and 

cognitively demanding task. After observing and 

interviewing this student teacher across his first seven 

weeks of student teaching, it became increasingly clear that 

what he was developing was a classroom and curriculum 

script. However, through this process, he was manipulating 

the curriculum in multiple ways to accommodate the tasks at 

hand. This study suggested that there is a need to develop 

case studies for teacher education (Carter, 1990, 1991; 

Carter & Doyle, 1987, 1989). That is, by developing rich 

cases of "well-remembered events," perhaps it would be 

possible to provide student teachers with a clearer 

understanding of what classrooms are about and how they can 

begin to navigate this environment before beginning their 

student teaching experience. 
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Example of Interview Questions and Responses 

Mr. Langford, Interview #4 
10-5-89 
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I: Okay, I'm interviewing you on Thursday because tomorrow 
you and the class are going on a field trip to the 
County Fair. What do you remember from this week? 

s: Well, one of the most important things I remember is 
something we [Mr. Lee and he] talked about either 
earlier today or I think it was yesterday and that was 
from the math assignments or the math lessons. 

I: Can you describe this conversation to me? 

s: The, hum, the amount of time it takes or if you go from 
the information in the book [teacher's guide], the 
suggestions that they have and you try to follow along 
that. Hum, I can already see that I have to condense 
all the little knick knacks that they [curriculum 
writers] try to put into it. So you have to kind of 
figure out, you know, which of these things you think 
is going to be, hum, more suitable for the kids, more 
exciting for the kids, you know. They give a couple of 
suggestions, you know, they don't give a whole bunch, 
but then I have to shorten even that, even the 
suggestions because, hum, there's not enough time or 
the kids don't, hum, it takes a long •.. it takes 
them [the students] longer to get it ••• hum, there's 
a little bit of both, there is a little bit of both. 

I: Let's elaborate on that. You're talking about the math 
textbook? 

s: Well each section, like if I'm doing, hum, for •.. 
chapter three, chapter three can take, hum, if I go two 
pages each day, it will take two weeks and I've already 
asked him [Mr. Lee] about that. 

I: You asked Mr. Lee? 

s: Yeah, because I thought, "okay, I'll take over math for 
a week, but there is no way to do all this in, in, in 
the one week," just knowing from, you know, I haven't 
seen that much math [in the classroom], but I know from 
what little that, hum, if he's giving me, hum, thirty 
or forty-five minutes [time allotted] there is no way 
I'm going to be able to do it [teach chapter three in 
one week]. Hum, it's going to overwhelm the kids 
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I: In other words, if you teach that whole chapter in one 
week, the students would have to do four pages a day? 

s: Yeah. 

I: If you do two pages per day, then it would take them 
two weeks to cover Chapter III? 

s: [He nodded, signaling a yes]. Well, the suggestions 
that go along to introduce each, each, hum . • • skill, 
each, hum, set of, usually they have set up for each 
two pages. 

I: Do you have an example [he interrupts]? 

s: Okay, you, hum, for example you do page 66 and you also 
do page 67 and they [the textbook] gave me like, hum, 
hum, the balloon thing [The Balloon Activity] was for 
those pages. The next day I did that graph thing, 
that's for the next couple of pages. So it is kind of 
set up for, it looks like in groups of two [two pages]. 
From what little I've, you know, you kind of just sense 
that, that okay, this is two pages, this is the ideas 
for them, so it makes you want to just do that for 
that, that day anyway, it's set up that way for it. 

I: The Balloon Activity that you did the other day was 
from the teacher's guide, and it was to be done with 
two pages [66 and 67]? 

S: Yeah, for the two pages that were assigned for that day 
in class and, and I don't know if I had a second 
activity for that day that I just couldn't get to or 
what, I think there was something else that I was going 
to do, I can't remember what. But the next day from 
knowing that these things were taking too long [the 
suggested activities] even if they are supposed to 
stimulate the kids I knew I had to, hum, hum, shorten, 
hum, the suggestions if I wanted to use their 
suggestions, which, hum, • • . • 

I: What do you mean by shortening? 

S: Hum... not have . • • well, I try to have the kids 
do it [participate] so, so that it's more hands on with 
them, they come up and do it, it takes a little bit 
longer so I don't, in other words, I'm not doing it I'm 
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making them come up and do it, so that they see, they 
model for the, for the other kids. 

I: For example, having them come up to the chalkboard and 
put the balloon on the string, that takes longer, is 
that what you are saying? 

S: Yeah. Hum ••• and you don't get a sense of that [the 
instructional time it takes], of that, from having it 
just suggested in the book. You don't know how long 
until you do it the first time, the first year, or, or 
whatever, you know • • . if I give them, like, hum, the 
next day [after The Balloon Activity] I was going to 
have the graph [The Grid Activity] and then I had cards 
[The Card Activity], eight plus five, [math problems on 
them] and then a card that had the sum • • • I was 
going to pass those out, it took a certain amount of 
time for them to stand up there and think what these 
numbers were for the grid, okay, so I didn't do the 
second one [The Card Activity] 'cause I also knew that 
I only had so much time before I had to, hum, go over 
the pages with them. I was allowed so much time to do 
it to begin with, which was either, hum, I assume was 
appropriate just from, hum, you know • • . but, but, 
having the kids up there in, there became a point where 
there was a lot, where I had one kid then I had a 
second kid come up and help him and then I had a third 
kid, cause I didn't want to just, hum, say, hum, "okay 
go back to your seat", so I was trying to keep them 
like they're all participating. But, but, still, and I 
felt it took that much ••• I don't know how long it 
really took, but it seemed a long time like five 
minutes, much, much too long for the humanity of it, so 
I, I did it, but I did a couple more and then I had to 
go into, hum, the pages [math pages]. 

I: So you decided not to teach the second activity, The 
Card Activity? 

S: So, I, so I could do this [The Grid Activity] a couple 
of more times [calIon a couple of students to come up] 
or go into the card activity and eliminated that [doing 
a couple of more problems on the grid], hum, if, if, if 
it, in other words, if it, if it had rolled along where 
the kids just instantly got it then I could have went 
into the next thing [The Card Activity] and see if they 
got that so that they'd have a couple of different 
varieties of activities, and, hum, of course if they 
got it too quickly then the next day I would have had 
to figure out something that maybe the text didn't have 
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suggested that was harder to slow down a little bit, 
you know, yet, I don't know what, I don't know how yet 
what, hum ••. u .•• until I've taught for a while, 
like, what tempo, you don't want too hard, or, or too 
easy, but at this point, at the start of the year and 
from my experience I'm probably going to have it, hum, 
a little lower than, than to high, that way, hum, if 
they are not familiar with me, or, you know, all the 
aspects of it [the curriculum] so that at, at least 
they can succeed and, and get it [the curriculum] to a 
point. So, a little bit easier then a little bit 
harder. Maybe as I went along if I was there, hum, 
more into the year I might start pressing that, you 
know, it depends on how many kids are, are a little 
involved. There is a certain amount of kids that, hum, 
I don't want to say hold back the class, but there's 
certain amount of kids that, hum . • • there, there, 
there is at least two that are, hum lost like most of 
the· time. There is one at least, hum, and so there's, 
there's something hum, that has to be worked out right 
there too, you know. 

I: Okay, let me just go back, are you saying, for example, 
that if the students "catch on" too quick you are 
thinking about making the assignment a little more 
difficult to slow down the students, and if they're 
"not catching on," then you are having to or will take 
certain elements of the pre-planned lesson or activity 
out? 

S: Yeah, if it, if it's too slow then I have or I'll have 
to, hum • • • until, until I can like make up an 
activity [off the top of his head], like those just on 
the board by writing. I can't really pullout from 
something else that I don't have. You know, hum, hum, 
hum, like I know this box over here and they go too 
slow, but I have something that goes faster, I don't, I 
don't have that, but ••• or, or just have the 
material there. You know, I haven't made the material 
and haven't had enough time to think it out and, and 
have the stuff laying around, have it memorized in my 
head, you know, or hopefully, I don't know what, you 
know, hOW, how much of that other people [teachers] 
have. They [teachers] have a little bit, I think, but, 
hum. • • • 
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Example of Level I Analysis 

Mr. Langford, Interview #4 
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I: Okay, I"m interviewing you on Thursday because tomorrow 
you and the class are going on a field trip to the 
County Fair. What do you remember from this week? 

s: Well, one of the most important things I remember is 
something we [Mr. Lee and he] talked about either 
earlier today or I think it was yesterday and that was 
from the math assignments or the math lessons. 

I: Can you describe this conversation to me? 

S: The amount of time it takes or if you go from the 
information in the book [teacher's guide], the 
suggestions that they have and you try to follow along 
that. I can already see that I have to condense all 
the little knick knacks that they [curriculum writers] 
try to put into it [teacher's guide]. You have to kind 
of figure out which of these kings you think is going 
to be more suitable for the kids, more exciting for the 
kids. They give a couple of suggestions, they don't 
give a whole bunch, but then I have to shorten even 
that, because there's not enough time or it takes [the 
kids] longer to get it [understanding]. There is a 
little bit of both. 

I: Let's elaborate on that. You're talking about the math 
textbook? 

S: Well each section, like chapter three can take, if I go 
two pages each day it will take two weeks and I've 
already asked him [Mr. Lee] about that. 

I: You asked Mr. Lee? 

S: Yeah, because I thought, "okay, I'll take over math for 
a week, but there is no way to do all this [Chapter 
III] in one week." I haven't seen that much math [in 
the classroom], but I know from what little that if 
he's giving me thirty or forty-five minutes [time 
allotted] there is no way I'm going to be able to [do 
it] [teach Chapter III in one week]. It's going to 
overwhelm the kids basically. Four pages that they 
have to do in class and then a practice page at home. 
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I: In other words, if you teach that whole chapter in one 
week, the students would have to do four pages a day? 

s: Yeah. 

I: If you do two pages per day, then it would take you two 
weeks to cover Chapter III? 

s: [He nodded, signaling a yes.] Well, the suggestions 
that go along to introduce each skill, each set of 
[pages]. Usually they have it set up for each two 
pages. 

I: Do you have an example [he interrupts]? 

S: Okay, for example, you do page 66 and you also do page 
67. They [teacher's guide] gave me the balloon thing 
[The Balloon Activity] [which was] for those pages. 
The next day I did that graph [The Grid Activity] thing 
that's for the next couple of pages. So it is kind of 
set up for, it looks like in groups of two [two pages]. 
From what little I've [seen] you kind of just sense 
that this is two pages, this is the ideas [activities] 
for them. So it makes you want to just do that [just 
those two pages] for that day. 

I: The Balloon Activity that you did the other day was 
form the teacher's guide, and it was to be done with 
two pages [66 and 67]? 

S: Yeah, for the two pages that were assigned for that day 
in class, and I don't know if I had a second activity 
for that day that I just couldn't get to. I think 
there was something else that I was going to do, I 
can't remember what. But the next day from knowing 
that these things were taking too long [the suggested 
activities], even if they are supposed to stimulate the 
kids, I knew I had to shorten the suggestions if I 
wanted to use their [teacher's guide] suggestions. 

I: What do you mean by shortening? 

S: I try to have the kids do it [participate] so that it's 
more hands on with them. They come up [to the 
chalkboard] and do it. It takes a little bit longer, 
[but] in other words, I'm not doing it I'm making them 
come up and do it, so that they see [and] they model 
for the other kids. 
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I: For example, having them corne up to the chalkboard and 
put the balloon on the string, that takes longer, is 
that what you are saying? 

S: Yeah. And you don't get a sense of that [the 
instructional time it takes] from having it just 
suggested in the book. You don't know how long until 
you do it the first time, the first year or whatever. 
Like the next day [after The Balloon Activity] I was 
going to have the graph [The Grid Activity] and then I 
had cards [The Card Activity] [with] eight plus five 
[math problems on them], and then a card that had the 
sum [that] I was going to pass out [to the students]. 
It took [a] certain amount of time for them to stand up 
there [by the chalkboard] and think what these numbers 
were for the grid [The Grid Activity]. So I didn't do 
the second [activity] [The Card Activity]k because I 
also knew that I only had so much time before I had to 
go over the [math] pages with them [pages that went 
with The Grid Activity]. I was allowed so much time to 
do it to begin with, which I assume was appropriate. 
But, having the kids up there [on the blackboard], 
there became a point where there was a lot [of kids up 
there]. I had one kid then I had a second kid corne up 
and help him and then I had a third kid because I 
didn't want to just [say], "okay, go back to your seat" 
[if they didn't get the answer right]. I was trying to 
keep them all participating. But, still I felt it took 
much, I don't know how long it really took, but it 
seemed a long time, like five minutes, much too long 
for the humanity of it. But I did a couple more [had a 
couple of more students participate in The Grid 
Activity], and then I had to go into the [math] pages. 

I: So you decided not to teach the second activity, The 
Card Activity? 

S: I could do this [The Grid Activity] a couple of more 
times [calIon a couple of students to corne up] or 
eliminate that and go into the card activity. In other 
words, if it had rolled along where the kids just 
instantly got it then I could have went into the next 
thing [The Card Activity] and see if they got that. 
That [way] they'd have a couple of different varieties 
of activities. Of course, if they got it too quickly 
then the next day I would have had to figure out 
something that maybe the text [teacher's guide] didn't 
have suggested that was harder to slow down a bit. I 
don't know what [what he could have planned for the 
next day]. I don't know yet what, until I've taught 
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for a while, like what tempo, you don't want too hard 
or too easy [activities]. But at this point, at the 
start of the year, and from my experience I'm probably 
going to have it a little lower than too high. 
[Because] if they are not familiar with me or all the 
aspects of it [the curriculum] so that at least they 
can succeed and get it [the curriculum] to a point. So 
a little bit easier than a little bit harder. Maybe as 
I went along more into the year I might start pressing 
that [harder tasks]. It depends on how many kids are a 
little involved. There is a certain amount of kids 
that, I don't want to say hold back the class, but 
there is at least two that are lost most of the time. 
There is one at least. So there's something that has 
to be worked out right there too. 

I: Okay, let me just go back, are you saying for example 
that if the students "catch on" too quick, you are 
thinking about making the assignment a little bit more 
difficult'to slow down the students, and if they're 
"not catching on," then you are having to or will take 
certain elements of the pre-planned lesson or activity 
out? 

S: Yeah, if it's too slow then I have or I'll have to. 
until I can like make up an activity [off the top of 
his head], like those just on the board by writing, I 
can't really pullout from something else that I don't 
have. Like I know this box over here and they go too 
slow, but I have something that goes faster, I don't 
have that [rehearsed activities in his head to 
implement on the spot]. Or just have the material 
there. I haven't made the material and haven't had 
enough time to think it out and have the stuff laying 
around, have it memorized in my head. I don't know how 
much of that other people [how many materials and ideas 
teachers have memorized] have. They [teachers] have a 
little bit, I think. 
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EXAMPLE OF LEVEL II ANALYSIS 
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Example of Level II Analysis 

Mr. Langford, Interview #4 
10-5-1989 

Specific Enacted Event #4, The Grid Activity 

Instructional Plans 
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"The next day, [after The Balloon Activity], I was 
going to do the graph [or The Grid Activity], and then 
I had [a second activity], The Card Activity. The 
cards with 8 + 5 and then a card that had the sum that 
I was going to pass out [to the students]." 

During enactment: struggle with instructional time tied to 
student's participation 

"It took [a] certain amount of time for them to stand 
up there [by the chalkboard] and think what these 
numbers were for the grid. There came a point where 
there was a lot [of kids up there]. I had one kid then 
I had a second kid come up and help him and then I had 
a third kid because I didn't want to just [say], 'okay, 
go back to your seat' [if they didn't get the answer 
right]. I was trying to keep them all participating. 
I felt it took too mulch [time]. Much too long for the 
humanity of it. But I did a couple of more [problems], 
and then I had to go into the pages [for that 
activity] ." 

Interactive thinking and decision-making during enactment 

"I could do [The Grid Activity] a couple of more times 
[calIon a couple of more students] or eliminate that 
and go into The Card Activity. [But I decided] I 
wouldn't do the second [activity]. In other words, if 
it had rolled along where the kids just instantly got 
it [The Grid Activity], then I could have gone into the 
next thing [The Card Activity] and see if they got 
that. That [way] they'd have a couple of different 
varieties of activities. But I knew that I only had so 
much time before I had to go over the [math] pages [for 
that activity] with them. I was allowed so much time 
to do [the lesson], which I assume was appropriate." 
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Awareness of limited knowledge of curriculum or curriculum 
script 

"Of course, if they got [The Grid Activity] too quickly 
[and he enacted The Card Activity that same day], then 
the next day I would have had to figure out something 
that maybe the text didn't have suggested that was 
harder to slow down a little bit. I don't know yet 
what. until I've taught for a while [I don't know 
what] tempo [to have]. You don't want too hard or too 
easy [activities], but at this point have it a little 
lower than too high. That way, if they're not familiar 
with me or all the aspects of it [the curriculum] at 
least they can succeed and get it [the content] to a 
point • • • until I can make up an activity [off the 
top of his head], like those just on the board by 
writing, I can't really pullout something else that I 
don't have .•• or just have materials there. I 
haven't made the materials and haven't had enough time 
to think it out and have the stuff laying around, have 
it memorized in my head. 
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Example of Level III Analysis 

Mr. Langford, Interview L#4 
10-5-89 

Source: 

Focus: 

Experienced 

Mathematics, Chapter III, Addition of Facts to 18 
and The Grid Activity, Event #4 

Remembers: "The most important thing I remember . . . was 
from the math assignments or the math lessons." 

Reflections Before Enactment of Event #4 

Teacher's guide tied to instructional time 

"The amount of time it takes" [to teach the lessons] or 
the amount of time it takes "if you try to follow the 
suggestions that they [teacher's guide] have." 

Adjust the curriculum as the solution to the struggle 
with "time" and student comprehension 

"I can already see that I have to condense all the 
little knick knacks that they [curriculum writers] try 
to put into it [textbook]. They give you a couple of 
suggestions, and I have to shorten even that because 
there's not enough time or it takes the [kids longer to 
grasp]. There's a little bit of both." 

curricular constraints/mathematics scope and sequence 

"Usually they have it set up for each two pages. Like 
Chapter III, if I go two pages each day it will take 
two weeks [to teach it]. I haven't seen that much 
math, but I know from what little [I've done and seen] 
that if he's giving me forty-five minutes [a day to 
teach math] there is no way I'm going to be able to 
[cover the chapter in one week] •••• For example, 
you do page 66 and you also do page 67. They gave me 
the balloon thing [The Balloon Activity], which was for 
those pages. The next day I did that graph thing [Grid 
Activity] that's for the next couple of pages ••.. 
From what little I've [seen] you kind of just sense 
that this is two pages and this is the idea for them, 
so it makes you want to just do that [the two pages]. 

Alternate solution won't work 
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[To teach Chapter III in a week] "they [students] have 
to do four pages in class and then a practice page at 
home. Basically that's going to overwhelm the kids." 

Enactment of The Balloon Activity was used to make 
instructional decisions on the enactment of Event #4 

"I try to have the kids do it [participate] so that 
it's more hands on with them. They come up [to the 
chalkboard] and do it [or put the balloon on the 
string]. It takes a little bit longer. In other 
words, I'm not doing it, I'm making them 00me up and do 
it, so that they can see [and] they model for the other 
kids. • •. (The day of the Balloon Activity, pages 66 
and 67 were assigned.] I think there was something 
else I was going to do, but the next day from knowing 
that these things [or activities] were taking too long, 
even if they are supposed to stimulate the kids, I knew 
I had to shorten the suggestions in the [teacher's 
manual] if I wanted to use [them]." 

Learning about instructional time through enactment 

"And you don't get a sense of that [or time it takes to 
do an activity] from having it just suggested in the 
book. You don't know how long [it takes] until you do 
it the first time, the first year or whatever." 

Specific Enacted Event #4, The Grid Activity 

Instructional Plans 

"The next day [after The Balloon Activity], I was going 
to do the graph [or The Grid Activity], and then I had 
[a second activity], The Card Activity, the cards, with 
8 + 5 and then a card that had the sum that I was going 
to pass out to the students." 

During enactment of Grid ACtivity/struggle with 
instructional time tied to student's comprehension 

"It took [a] certain amount of time of them to stand up 
there [by the chalkboard]d and think what these numbers 
were for the grid. There came a point where there was 
a lot [of kids up there]. I had one kid then I had a 
second kid come up and help him and then I had a second 
kid come up and help him and then I had a third kid 
because I didn't want to just [say] 'okay, go back to 
your seat' [if they didn't get the answer right]. I 
was trying to keep them all participating. I felt it 



took too much [time]. But I did a couple of more 
[problems] and then I had to go into the pages [for 
that activity]." 

Interactive thinking and decision-making during 
enactment 

297 

"I could do [The Grid Activity] a couple of more times 
[calIon a couple of more students] or eliminate that 
and go into The Card Activity. [But I decided] I 
wouldn't do the second [activity]. In other words, if 
it had rolled along where the kids just instantly got 
it [The Grid Activity] then I could have gone into the 
next thing [The Card Activity] and see if they got 
that. That [way] they'd have a couple of different 
varieties of activities. But I knew that I only had so 
much time before I had to go over the [math] pages [for 
that activity] with them. I was allowed so much time 
to do [the lesson], which I assume was appropriate." 

Reflections After Enactment 

Limited knowledge of curriculum or curriculum script 

"Of course, if they got it [both grid and card 
activity] too quickly then the next day I would have 
had to figure out something that maybe the text didn't 
have suggested that was harder to slow down a little 
bit. I don't know what. I don't know yet what. until 
I've taught for a while I [won't] know like what tempo 
to [have]. You don't want [activities] to be too hard 
or too easy. But at this point, at the start of the 
year, and from my experience I'm probably going to have 
it a little lower than higher. [Because] if they are 
not familiar with me or all the aspects of it [or the 
curriculum] at least they can succeed and get it to a 
point. So, a little bit easier than a little bit 
harder. • .• Maybe as I go along more into the year 
I might start pressing [harder activities]. It depends 
on how many kids are a little involved. . . . If it's 
too slow then I'll have to [make adjustments] until I 
can make up an activity [off the top of my head] like 
those written on the board. I can't really pullout 
something else that I don't have. If they go too slow 
I have something that goes faster. I don't have that 
yet [doesn't have rehearsed activities in his to 
implement on the spot]. Or just have the material 
there laying around. I haven't made the material and 
haven't had enough time to think it out and memorize 
[those things] in my head. I don't know how much of 
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that other people [how many materials and ideas 
teachers have memorized] have. They [teachers] have a 
little bit, I think. 

Reactions 

He is struggling with instructional time and has a 
sense that there isn't a "good fit" between the mathematics 
scope and sequence and the available instructional time for 
the sUbject. Based on his experience, planning for Chapter 
III of the mathematics curriculum and the enactment of the 
Balloon Activity, he has decided to "condense or shorten 
• • • all the little "knick knacks" or activities that the 
curriculum suggests. After the enactment of The Balloon 
Activity in which he realized that student participation 
takes up instructional time, he decided to "condense or 
shorten" the suggested activity called The Grid Activity for 
the next day. During the enactment of the Grid Activity, he 
decided to eliminate The Card Activity which he had planned 
on enacting that day. After the enactment of The Grid 
Activity and the elimination of The Card Activity, he seemed 
to have reflected back on his instructional decisions and 
realized or became aware of his limited knowledge of the 
curriculum or curriculum script. That is, if he had enacted 
The Grid and The Card Activity on that same day he didn't 
have an activity for the following day. This seemed to have 
led him to realize that he didn't have readily available or 
easily accessible rehearsed or memorized activities in his 
curriculum script from which he could draw. In other words, 
he seemed to be suggesting that he had to construct these 
activities from scratch. 
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