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ABSTRACT 

The purpose of this study was to explore the 

preconceptions of classroom teaching held by the preservice 

teacher education students participating in the study. 

Further, the preconceptions of students majoring in 

elementary education were compared and contrasted with 

students majoring in secondary education for similarities and 

differences in their preconceptions of classroom teaching. 

Lastly, the participants were further divided into subgroups 

of traditional and nontraditional students. The similarities 

and differences of those subgroups' preconceptions were also 

examined. 

The participants included twenty-two students in a 

required first semester teacher education course. The course 

content encompassed material that was non-grade level 

specific or teaching content specific. Qualitative data was 

collected through the students' written assignments, audio

and videotapes of class and teaching lab sessions, small 

group discussions, fieldnotes, and informal interviews. 

Analysis of the data was conducted using Glasser's (1967) 

constant comparative method. 

The study found both similarities and differences across 

the participants' subgroupings of elementary and secondary 

majors, as well as the subgroupings of traditional and 

nontraditional students. The study found that the 



participants held preconceptions of classroom teaching and 

that those views are used as orienting lenses toward their 

teacher education coursework and fieldwork experiences. 

9 

The findings of this study indicate that preservice 

teacher education students' preconceptions examined at the 

beginning of their formal coursework may be a research strand 

worth pursuing in furthering our understandings of teacher 

education students' orientations to teaching. The study's 

final chapter offers suggestions for future teacher education 

research and teach education practices. 



CHAPTER 1 

INTRODUCTION 

10 

The experiences of schooling and the resulting process 

of socialization are difficult to overcome and may contribute 

to the conservation of the recalled traditions of teaching 

for preservice teachers (Buchmann, 1987, 1991; Buchmann & 

Schwille, 1983; Cohen, 1987; Feiman-Nemser, 1983; Goodlad, 

1984, 1990a, 1990b; Grossman, 1991; HOY, 1968; Zeichner & 

Gore, 1990). 

In a study still considered a classic, Lortie (1975) 

cautions teacher educators not to fall into certain pitfalls 

of teaching (Feiman-Nemser & Buchmann, 1985), practices and 

thinking based primarily upon student-oriented experiential 

knowledge, when designing programs for their students. 

Lortie uses the phrase "apprenticeship of observation" when 

discussing the strength of the socializing influence that 

entering teacher candidates experience in their prior 

schooling. Few professions, if any, have aspiring candidates 

with a perceived depth of knowledge and understanding of the 

field, as does the profession of teaching. Lortie (1975) 

writes that " ••• education students have spent years assessing 

teachers and many enter training with strong preconceptions 

based upon firm identifications" (p.66). Thus, most 

education students come into the field with some residue from 

the socialization process. The importance of acknowledging 
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those preconceptions in program design should not be 

underestimated. Again, Lortie cautions teacher educators 

that 

Unless beginning teachers undergo training experiences 
which offset their individualistic and traditional 
experiences, the occupation will be staffed by people 
who have little concern with building a shared technical 
culture, the diverse activity. In that respect, the 
apprenticeship of observation is an ally of continuity 
rather than of change. (p.67) 

Many teacher educators are probably aware of Lortie's 

concerns, yet one may question whether teacher education 

programs and instructional methods are modified or adapted to 

offset or challenge the entering students' preconceptions. 

The recognition of an issue, such as the strength and 

durability of the students' preconceptions and responding to 

them are not the same. 

Scholars and researchers have lamented that classroom 

teaching has not changed very much over the years, despite 

the ever growing amount of educational research (Buchmann, 

1984; Cohen, 1987; Goodlad, 1990a, 1990b; Lortie, 1975). 

Furthermore, those studies and other scholarly works indicate 

that inservice teachers believe that their learning-to-teach 

resulted from on-the-job experiences and that little was 

gained through their formal teacher education programs 

(Goodlad, 1984, 1990a, 1990b; Kagan, 1990; Lortie, 1975; 

Smylie, 1989). The question of how to break this cycle needs 

to be addressed. 
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The make-up of the population of students entering 

teacher education is changing, that is, there are many 

teacher education students who are making career changes, 

starting college for the first time, or returning to college 

(Brookhart & Freeman, 1990; Goodlad, 1990a; 1990b; Novak & 

Knowles, 1992). We need to know who these people are, not 

just the demographics and personal characteristics or 

backgrounds (Brookhart & Freeman, 1990; Kagan, 1990; pajares, 

1990), but the theories or preconceptions about teaching that 

they bring with them to teacher education (Goodlad, 1990a, 

1990c; Grossman, 1991). Thus, the question of whether the 

preconceptions of teacher education students are changing is 

of importance if pre service programs of study are to have an 

impact, and formal teacher education programs are to stay in 

tune with the new population of students. Studies have dealt 

with student teachers' preconceptions, yet few have examined 

the preconceptions of preservice teachers in their first 

semester of coursework (Brookhart & Freeman, 1992; Pajares, 

1992). 

In public schools, some teachers come to recognize that 

the skills, knowledge, and preconceptions of the subject 

matter that students bring with them to the classroom are 

important, if not critical. The formation of both the 

curriculum to be taught and the strategies employed in 

teaching are, to varying degrees, dependent upon such 
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information. Thus, many class sessions at the elementary and 

secondary grade levels begin with a review of, or inquiry 

into the students' knowledge and preconceptions of the 

content to be taught. It could be argued that this approach 

is a constructivist orientation to teaching, which may be 

held either implicitly or explicitly by the teacher. Ball 

(1988) states that the constructivist perspective views 

childrens' learning as the interaction between what they are 

taught and what they bring with them to the learning 

situation. 

The overall aim of this study is to describe the 

preconceptions of teaching that prospective teachers bring to 

their teacher education program. Furthermore, the study 

explores and describes the possible differences in the 

preconceptions of teaching between those participants who 

declare themselves to be elementary teaching majors and those 

declared as secondary majors. Lastly, the differences, if 

any, in the preconceptions of teaching that the participants 

defined as traditional and nontraditional students is 

explored. 

Background 

Grossman (1990) speculates that much of the research in 

teacher education and education in general most likely 

evolves from the researcher's personal biography. Regarding 

this present study, Grossman's contention is correct. My 
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interest in this study stems from my professional experiences 

as a high school social studies teacher, experiences gained 

as a graduate assistant in a teacher education program at a 

major research university, and personally, interactions and 

discussions with people employed outside the field of 

education about teaching, schooling, and schools. 

During my twelve year tenure as a public school teacher, 

I had numerous opportunities to work with preservice teachers 

who were either assigned to me as a student teacher, 

observing my classroom as part of their pre service fieldwork 

experiences, or working in a similar capacity with one of my 

colleagues. Each semester my colleagues and I were amazed 

and/or amused by the high levels of confidence in the 

knowledge and understanding of teaching, students, and the 

school context that those preservice teachers brought with 

them into our school, seemingly grounded in their personal 

experiences in schools. Comments by pre service teachers such 

as, "This isn't how I remember my high school" or when 

referring to students "I don't remember acting like that" 

were not uncommon. 

It became comical, albeit somewhat cruel in retrospect, 

to jokingly speculate which faculty member would have 

assigned to them the new "know-it-all" preservice teacher. 

The question of which teacher's preservice student would be 

challenged to recognize their naivete or shocked into a 
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different level of understanding or reality first, was a kind 

of running bet. Furthermore, as cooperating teachers, we 

believed that our role-modeling responsibilities included 

pressing the preservice students to recognize the 

complexities of the contextual conditions and 

responsibilities inherent in classroom teaching. To that end, 

we often raised issues, problematic scenarios, or posed 

questions for our potential new colleagues that would 

challenge their stated or implied preconceptions. Those 

students recognizing challenges to their preconceptions of 

classroom teaching were awakened to a new view of the 

classroom environment. 

Many, but not all, of our student teachers and student 

observers began to recognize and acknowledge that knowing how 

a teacher behaves is not the same as teaching, nor is the 

viewpoint or lens of a student the same as that of a teacher. 

My colleagues and I worked hard at challenging those 

neophytes to shift from their studenting perspective and 

begin to visualize and orient their thinking toward a 

teacher's perspective 

In my role as a graduate assistant during my doctoral 

program of studies, I again observed high levels of 

confidence and clarity in preservice students' understandings 

and thinking about what it means to be a teacher. As a 

public school teacher, I worked with secondary majors only, 
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as a graduate assistant I worked with both elementary and 

secondary preservice teachers. Informal observations of 

those preservice students' approaches to in-class assignments 

led me to question whether or not there are differences in 

the preconceptions of the different grade-level groups of 

students. For example, I noticed on more than one occasion 

that during small group discussion activities, while grouped 

with their grade-level peers, both the amount of time taken 

to complete the activity and the quality of the group's work 

appeared to be related to the interpreted appropriateness of 

the activity for the cohort's particular grade-level 

emphasis. In other words, if an activity was interpreted by 

secondary majors to be an issue or concern for elementary 

majors, then the secondary students appeared to lack serious 

attention and effort to the activity. Furthermore, if the 

activity was not interpreted as appropriate for serious 

attention, then the amount of time to complete the task was 

quite brief. Again, the students' behaviors and perceived 

attitudes were viewed through an experienced teacher's lens. 

Van Fleet (cited in Pajares, 1992) wrote of observing 

his eight-year-niece playing the part of a teacher to a room 

full of stuffed animals. Van Fleet observed that his niece 

had the role "down pat" and that she had already developed a 

set of beliefs and practices related to being a teacher. 

Like Van Fleet, I have also had similar experiences 
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observing my four-year-old son, Robert. On one occasion, I 

asked Robert to described a good teacher and a bad teacher. 

Based upon his experience at a day-care center, Robert 

defined a bad teacher as someone who would point toward the 

nap area and harshly yell out "You lay down!" Conversely, he 

described a good teacher, his voice becoming much softer, as 

someone who " ••• hugs nice, is pretty, and does not yell." 

Thus, it would seem that Robert has begun to embed into his 

view of the world his definitions of good and bad teachers 

and their accompanying roles. 

The experiences working with preservice teachers as a 

public school teacher and as a graduate assistant, as well as 

my conversations about teachers with Robert, are personal 

experiential reasons that have stirred an interest in this 

study. Considerable justification for this study also 

emerges from an understanding of the literature, as will be 

discussed in Chapter 2. 

Purpose of the Study 

The purpose of the study to explore and describe the 

preconceptions about classroom teaching that prospective 

teachers bring to their formal teacher education program. 

Secondly, the study explores whether or not there are 

differences in the preconceptions held by four different sub

populations of participants, that is the elementary and 

secondary majors, and the students identified as traditional 
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or nontraditional students. Lastly, this study proposes to 

interpret and identify any changes in those preconceptions 

that may occur during the first semester of the participants' 

teacher education program. 

Two cautionary comments are warranted. This study is 

exploratory in nature and will not seek to determine causal 

relationships between the participants' preconceptions and 

possible changes in them, and the course in which the 

participants are observed and the data collected. Also, it 

should be understood from the outset that the focus of the 

study is not the participants' education course or the 

particular university's teacher education program. Thus, the 

study is not intended to evaluate or focus on the education 

course in which the participants were studied and the data 

for the study were collected. 

Statement of the Problem 

Teacher education programs, including the coursework and 

experiences that a preservice student must complete, are 

commonly developed by faculty committees of a teacher 

education institution. These committees develop teacher 

education programs using their personal interpretive 

perspectives, the state of the field, and research results to 

determine what the students are asked to learn or know about 

teaching (Goodlad, 1990a, 1990b; Sarason, 1962). As a 

result, seldom are teacher education programs structured with 
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recognition and understanding of the preconceptions that the 

students bring with them into their programs of study (Ball, 

1988; Grossman, 1990, 1991; Goodlad, 1990a; Lortie, 1975). 

Research on preservice teachers' preconceptions has been 

scant and offers little that contributes to our 

understandings of how to develop and organize a teacher 

education curriculum that might best address the needs of the 

students. The vast majority of studies that have been 

conducted on preservice teacher preconceptions have focused 

on the student teaching phase of the teacher education 

programs, which are typically at the end of the education 

programs (Brookhart & Freeman, 1992; pajares, 1992). 

Furthermore, the studies conducted during the student 

teaching phase are often referred to as studies exploring the 

entering dispositions (wilson, 1990), entering beliefs 

(Grossman, 1990), or entering preconceptions (Ball, 1988), 

yet the thrust of these studies would seem to be about the 

student teachers entering the profession of teaching, not the 

preconceptions of students entering a teacher education 

program. Thus, this study is unique in that it explores the 

preconceptions of the preservice teacher participants that 

are brought into the first semester of teacher education 

studies. 

This study attempts to further our understandings of the 

students' preconceptions and perhaps for this group of 
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students, answer Goodlad's (1990a) question of just who these 

people are that enter teacher education. 

The Research Questions underlying the Study 

This exploratory study is guided by the following 

questions. 

1. What are the preconceptions about classroom teaching 

that the participants bring with them into their teacher 

education program? 

2. What are the similarities and differences in the 

preconceptions of the elementary majors, when compared to the 

secondary majors' preconception? 

3. What are the similarities and differences in the 

preconceptions of the traditional students, when compared to 

the nontraditional students' preconceptions? 

Definition of Terms 

The following definitions are offered for the purposes 

of clarity: 

The traditional student is defined as a student that has 

continued upon a linear schooling track; that is, the student 

has continued his or her educational pursuits directly out of 

public or private secondary schooling experiences into higher 

education (Powell & Birrell, 1992; Richardson & Kile, 1992). 

The nontraditional student is defined as a student that 

has not followed a linear schooling track; that is, these 

students have not been in school for a number of years for a 
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variety of reasons, such as raising a family or pursuing a 

career (Crow, Levine, & Nager, 1990; Powell & Birrell, 1992; 

Richardson & Kile, 1992) 

An elementary education major is defined as a student 

whose professional goal is to teach one specific grade level 

of students, usually ranging from kindergarten to sixth 

grade. University prerequisites for acceptance into teacher 

education include a fairly broad range of liberal studies. 

A secondary education major is defined as a student 

seeking certification to teach in high schools, with grade 

levels ranging from the eighth or ninth grade to twelfth 

grade. Secondary education majors enter their education 

program with the completion of a major and minor in subject 

areas that are traditionally found in a high school 

curriculum. Thus, secondary majors are usually certified to 

teach in one or two specific subject areas. (It should be 

noted that there were no students in this study who declared 

an interest in teaching in the junior high or middle school 

grade levels.) 

preconceptions are defined as those beliefs or sets of 

beliefs, both supportive and contradictory of one another, 

that preservice teachers have formed through their schooling 

and life experiences as students and then carried with them 

into their formal teacher education coursework. Further 

discussion of the research and scholarly works dealing with 



preconceptions, beliefs, and experiential learning will be 

offered in the review of the literature in Chapter Two. 

Procedures 
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This qualitative study, used participant observation 

approaches, is an exploratory (Smith, 1987) and descriptive 

interpretation (Erickson, 1986) of the participants' 

preconceptions about the processes of classroom teaching. 

The participants came from one class section of a required 

teacher education course normally taken in the first semester 

of a student's program. 

The data sources for the study are the participants' 

written assignments, audiotaped whole-class and small group 

discussions, informal and formal interviews, observations, 

videotaped micro-teaching sessions and the researcher's 

fieldnotes. These data sources will be explained in further 

detail in Chapter Three. 

Limitations 

The method of the study and the context within which 

this study takes place create inherent limitations which 

should be acknowledged. The qualitative nature of the study 

creates methodological constraints regarding the 

generalizibilty of the study's findings to other participants 

or contexts. The study is a cross-sectional view of the 

students' preconceptions during their first semester in a 

teacher education program and, as such, the findings should 
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not be interpreted as being definitive of the participants' 

preconceptions during their entire two-year program of 

studies. In other words, this study will be a 'snapshot' of 

the participants' preconceptions during one course in their 

program of studies and does not indicate the change that may 

or may not occur to the preconceptions as a result of their 

entire teacher education program. Furthermore, this study 

was conducted within a single teacher education institution 

and, as such, the findings may not be reflective of other 

teacher education institutions and their students. 

Summary 

The preconceptions that students bring with them into 

their teacher education courses or programs of study should 

be acknowledged and may serve as an important heuristic for 

teacher education curriculum construction and instructional 

strategies. This chapter has offered an introduction to the 

study, the background of the researcher's interest in the 

study, statements of the problems that the study will 

address, the research questions guiding the study, specific 

definitions of terms embedded within the study, and 

cautionary comments on the potential limitations of~he 

study. 

This chapter has also given a brief introduction into a 

limited number of studies and theoretical orientations in the 

area of preservice teacher preconceptions and their impact, 
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or lack of, upon current teacher education programs. In 

order to further clarify the previous work done in preservice 

teacher preconceptions, the next chapter will explore related 

research literature and other relevant scholarship that 

speaks to the study's focus. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

This study is about the preconceptions of teaching that 

preservice teacher education students bring into their formal 

course of study. This chapter presents a discussion of the 

research studies and scholarly works that are related to that 

focus. An attempt has been made to divide the literature 

review into three major areas, yet it should be noted that 

the conceptual and theoretical work discussed in the sections 

often overlap and blend together. The literature reviewed is 

divided into the following sections, (a) education through 

experience, (b) studies of preservice teacher beliefs, and 

(c) learning to teach. 

Education Through Experience 

Three decades ago an extensive research project on 

teacher education by Conant (1963) concluded that teacher 

education programs have little, if any, effect on students 

preparing for a teaching career. More than a decade later 

Lortie (1975), found that teachers believed that the most 

powerful influence on their "learning to teach" was the 

experience they gained through on-the-job-training and their 

prior experiences as students. That is, the teachers claimed 

that their preservice educational programs offered little in 

the way of professional preparation and had little effect on 

altering the way that they viewed teaching in the classroom. 
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Lortie's concept of "apprenticeship of observation" 

partially explains the resilience of these beliefs. That is, 

the approximately 13,000 hours spent by students in 

classrooms observing teachers and complying with teachers' 

expectations generates powerful beliefs about teaching. For 

the student with aspirations to attend college, Lortie 

argues, "the student learns to 'take the role' of the 

classroom teacher" and "anticipate the probable I"eaction to 

his behavior" (p.62). Thus, the taking on of the teacher's 

role may lead to the widespread idea that anyone can teach, 

for as Lortie puts it, what child cannot do a "reasonable 

portrayal" of a classroom teacher? Furthermore, Lortie's 

work reveals the power that the socialization processes, both 

formal and informal, have upon practicing teachers and their 

views of teaching. 

Lortie contends that the students' observations of 

teachers and complying successfully with their demands 

generate powerful beliefs about teaching that formal teacher 

education programs must contend with and attempt to 

accommodate or overcome. Lortie (1975) explains as follows: 

The student's learning about teaching, gained from a 
limited vantage point and relying heavily on 
imagination, is not like that of an apprentice and does 
not represent acquisition of the occupation's technical 
knowledge. It is more a matter of imitation, which, 
being generalized across individuals, becomes tradition. 
It is a potentially powerful influence which transcends 
generations, but the conditions of transfer do not favor 
informed criticism, attention to specifics, or explicit 
rules of assessment. (p.63) 
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The beliefs about teaching that are formed through the 

apprenticeship of observation may be contributors to the 

conservation of traditional teaching practices and inhibit 

changes in those practices. Lortie suggests that the 

activation of this latent culture during formal training and 

later school experience is a major influence in shaping 

teachers' roles and role performance. 

Several scholars have argued that experience can be 

miseducative and lead to unfounded conclusions and practice 

(Dewey, 1904; Feiman-Nemser & Buchmann, 1985; Lortie, 1975; 

Veenman, 1984). The conservation of traditional teaching 

practices has been the focus of several studies and scholarly 

works. Likewise, the power and resilience of the 

apprenticeship of observation has also been investigated (see 

Ball, 1988; Buchmann, 1987, 1991; Buchmann & Schwille, 1983; 

Cohen, 1988; Goodlad, 1990a, 1990b). 

Formal Socialization 

Merton (1957) coined the term "anticipatory 

socialization" to describe the process of assimilating or 

adopting the behaviors perceived by the viewer to be the 

critical attributes of an occupation. The term socialization 

is defined by Merton (1957) as the "process by which people 

acquire the values and attitudes, interests, skills, and 

knowledge current in the groups of which they are, or seek to 

become a member" (p.287; also see Pooley, 1975). It refers 
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to the learning of social roles. 

Merton's research is rooted in the tradition of 

functionalism, a sociological positivism, that is also the 

most pervasive approach to studying teacher socialization. 

The functionalist paradigm emphasizes the "reproduction of 

existing arrangements and assumes that socialization produces 

continuity" and focuses on "central tendencies, de

emphasizing complexity, contradiction, and human agency" 

(Zeichner & Gore, 1990, p.330). Furthermore, functionalists 

attempt to become observers of social contexts and relate 

"their" observations to "their" understanding of what is 

important in a specific context (see Merton, 1957 for an 

analysis of the differing functionalist paradigms). 

The empirical orientation of the functionalist paradigm 

is reviewed in Merton's (1957) discussions of reference group 

theory. The behaviors that are exhibited by an individual 

seeking entrance into a non-membership group and the adoption 

of the behaviors and values of the non-membership group are 

referred to as anticipatory socialization. Thus, for the 

functionalist, the behaviors and values of the individual 

seeking entrance into a non-membership group are empirical 

and aid in the predictability of acceptance into the group. 

Furthermore, Merton suggests both functional and 

dysfunctional consequences of attempting to orient one's 

values to the values of another group. Similarly, Hoy (1968) 



referred to anticipatory socialization in the field of 

teaching as 
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••• adopting the norms and values of the teacher 
subculture to which practice teachers aspire but do not 
fully belong, should facilitate their acceptance by 
teacher and make for easier adjustment to the teacher 
group. (p.321) 

In order for anticipatory socialization to be functional 

for the individual, an open social structure which provides 

mobility is required. The attitudinal and behavioral 

preparation for the membership change followed by an actual 

change of groups or status can only happen in the open 

structure. Conversely, the same anticipatory socialization 

would be dysfunctional in a closed social structure, when 

acceptance by the aspired-to non-membership group would not 

be allowed. Furthermore, the group that an individual is a 

member of may withdraw acceptance due to the anticipatory 

socialization directed toward the aspired group and the 

individual's new out-group orientation. An individual in the 

latter situation is referred to as a "marginal man" 

(hereafter referred to as a marginal person). Thus, the 

allegiance to the contrasting mores of another group means 

the defection from the mores of the in-group, resulting in a 

marginal person, someone not totally accepted by either group 

(Merton, 1957). It could be argued that preservice teachers 

in the student teacher phase of their education program are 

marginal persons, for they are normally not considered to be 
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either student or teacher, but in part, both. Thus, they may 

not be fully accepted by either reference group. 

The integration of a non-membership group's norms and 

values into an individual's behaviors and beliefs, Merton 

argues, is the formal process of education and training. 

Yet, Merton argues further that anticipatory socialization is 

not always a conscious effort. In fact, much of the 

preparation is implicit, unwitting, and informal. This 

informal preparation is not didactic and proceeds beyond what 

is formally provided. 

During the informal preparation an individual responds 

to cues in behavioral situations, draws implications for 

future behavior, and thus, becomes oriented toward a role or 

status that is not yet occupied within the aspired-to non

membership group. This process implies a gradual assuming of 

roles and behaviors which Merton refers to as role

gradations. The individual is continuously moving through a 

sequence of statuses and associated roles with each phase 

differing slightly. Thus, when final or official acceptance 

into the new group is provided, it may seem sudden, yet 

Merton contends that the role-gradation creates an unnoticed 

antecedent preparation for the new role. 

zeichner and Gore (1990) cite Merton, Reader, and 

Kendall's (1957) The Student-Physician as the best known 

study of this type of anticipatory socialization within 
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occupational socialization research. In this study, medical 

students were "infused with the orientations, knowledge, and 

skills fundamental for living the life of a physician" 

(p.330). Socialization was seen as a smooth change in 

personal qualities and the role-gradations were fairly 

negligible. 

Bess (1978) utilized anticipatory socialization as a 

conceptual framework to investigate whether graduate 

students' occupational orientation differed from those of 

their professors. The university in Bess' study had a 

declared policy of employing student-oriented graduate 

students to teach undergraduate courses. Thus, Bess 

investigated the validity of the claim that the graduates 

were student-oriented. 

Prior to entering their graduate studies, the students' 

predispositions were examined through the use of a 

questionnaire. The faculty, with whom the graduate students 

would work, were also given the questionnaire. The responses 

were then compared to examine the difference, if any, between 

the students' and the faculties' preferences to conduct 

research or hold a student-oriented teaching role. 

Bess's study found that graduate students entered into 

their programs with research orientations similar to the 

faculty, as opposed to a student orientation that the college 

advocated. Bess concluded that the graduate students had 
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anticipated the values and orientations which would be 

required of them as faculty members in higher education and 

were socialized into those roles. Bess contends that, in 

part, this anticipatory socialization may be created or 

fostered during the undergraduate studies where a student's 

grades and achievement in the cognitive domain are 

emphasized. The differing influences may be quite varied 

according to Bess, but the continuing of the faculties' 

orientations toward research seems to be assured. Thus, Bess 

argues, if universities seek to have creative and diverse 

student-oriented faculty members, they should reconsider 

entrance policies and ways to recruit graduate students. 

The functionalist paradigm is not the only paradigm used 

in studying the socialization processes in teaching. The 

interpretive paradigm has been used extensively and, in many 

studies, the concept of anticipatory socialization is either 

explicitly stated or embedded within the conceptual 

framework. Zeichner and Gore (1990) contend that within the 

interpretive paradigm 

••• there is a common effort to understand the 
fundamental nature of the social world at the level of 
subjective experience. The descriptors used to 
characterize this paradigm are nominalist, anti
positivist, voluntarist, and ideographic. (p. 330) 

Becker, Geer, Hughes and Strauss' (1961, as cited in 

zeichner & Gore, 1990) Boys in White utilized the 

interpretive perspective and is commonly juxtaposed to the 
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functionalist work of Merton, et al (1957). Becker et ala 

attempt to understand the medical student's perspective and 

"get inside" the medical school's system. This approach, as 

opposed to a functionalist orientation, acknowledges the 

students' ability to reckon with specific situations and act 

accordingly. Thus, where the functionalists see 

socialization as a smooth change, the interpretivists view 

the process as complex and problematic (Zeichner & Gore, 

1990). 

Merton et ala (1957) argue that the skills and knowledge 

of medical practitioners are first shaped by the professional 

school, yet, such is not the case in learning to teach. 

Rather, learning to teach is complex and problematic in that 

the students enters a formal program with an insider's or 

etic orientation (pajares, 1992). Lanier and Little (1986) 

argue that 

••• no such entering assumption is possible for those 
studying the professional self of students coming to 
think, feel, and act like teachers. Learning to teach 
is complicated in many deceptively obvious ways, not the 
least of which are the students' expectations that they 
already have sufficient understanding and there is 
little more of value to be learned. (p. 543) 

Although Lanier and Little may object to the positivist 

orientation of Merton et al.'s (1957) study, the process of 

anticipatory socialization, along with the informal 

preparation is still apparent in the processes of learning to 

teach. 
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posner, Strike, Hewson, & Gertzog (1982) point out that 

when most students enter their academic disciplines, they are 

unlikely to have well-developed theories and preconceptions 

about their fields of study. They must define their new 

surroundings and recreate their world. without such explicit 

or implicit understandings of their new contexts, these 

"strangers face minimal conflict" with preconceived 

expectations (pajares, 1992, p. 323). Teacher education does 

not have strangers to the context. Rather, the students are 

insiders with well-developed and deeply ingrained 

preconceptions. 

Informal Socialization 

The informal process of learning to teach is well 

entrenched long before formal pedagogical courses. Feiman

Nemser (1983) points out that education students "from 

infancy onward, have been taught many things by other people, 

most prominently their parents and teachers" (p. 152). The 

exposure to these patterns and ideas of teaching and 

schooling have a profound effect on the dispositions of 

future teachers. Zeichner and Tabachnick (1981) argue that 

formal teacher preparation may not be powerful enough to 

counteract the early school experiences of preservice 

teachers. 

Feiman-Nemser (1983) offers three different explanations 

for the impact of the informal process. They are the 
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sociological account, evolutionary account, and 

psychoanalytic account. The socialization account, like 

Lortie's (1975) work, emphasizes the powerful role that the 

experience of being a student plays in becoming a teacher 

(Feiman-Nemser, 1983). 

The evolutionary account argues that the tendency to 

teach is ingrained in all human beings and that both the 

informal and formal processes are ongoing. The correcting of 

other people, telling other people what you know, pointing 

out the moral, supplying the answer, and playing teacher or 

parent in the schoolyard has a profound, evolutionary effect 

on teachers' entering dispositions (Stephens, 1969, as cited 

in Feiman-Nemser, 1983). 

The psychoanalytic theory offered by wright and Tuska 

(1968, as cited by Feiman-Nemser, 1983) suggests that 

becoming a teacher is viewed as a way of becoming like the 

significant others in a person's childhood. The impact that 

a parent, teacher, or other significant person has had on an 

individual may affect the decision to become a teacher and 

indicate the type of teacher he or she may become. 

Feiman-Nemser (1983) contends that all three of these 

possible explanations of anticipatory socialization play, to 

one degree or another and depending upon the individual, a 

powerful role in the establishment of the individual's view 

of teaching and schooling. Feiman-Nemser and Buchmann (1985) 
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offer three vignettes which stand out as examples of how 

preservice field experiences may not offset predispositions 

of preservice teachers and, in fact, may reinforce the 

"pitfalls" of conceptual and behavioral traps learned 

informally. 

Buchmann (1991) argues that the "dead hand of the past" 

or the preservice teachers' preconceptions should not 

automatically be discounted. Rather, they should be both 

considered and understood as powerful starting points for 

formal education. Buchmann acknowledges, as does Lortie 

(1975), that preservice teachers do not come into formal 

preparation with minds that are tabula rasa. Instead, they 

are "scratched in deeply with characters plain" (Buchmann, 

1991, p. 288). Buchmann (1991) expresses critical concern 

for transformational teacher educators seeking to separate 

the real world of the informal learning of pre service 

teachers as do other professions. Buchmann concludes that, 

••• just because future teachers are already well versed 
in schooling (and are routinely having many extramural 
experiences of teaching and learning besides), their 
professional socialization must be even more of a 
turning point. Are ever more complete conversions, more 
decided breaks with experience, required for the 
teaching profession? This seems an irrational 
conclusion. In all professions, a separation from 
ordinary beliefs and concerns can be carried too far and 
may become self-serving. (p. 288, emphasis in original) 

Thus, Buchmann (1991) contends that the anticipatory 

socialization of the preservice teachers should not be 
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considered as a liability, but should be looked upon as part 

of the "human household" of knowledge and approached 

accordingly (p. 290). Those "indelible marks" of experience 

can be turned into assets if acknowledged and understood, if 

not teacher education may complete the cycle of the 

preservice teachers' apprenticeship (Buchmann, 1991, p. 290; 

Lortie, 1975). 

Goodman's (1988) study found that pre service teachers 

express their philosophies and preconceptions in verbal 

terms, but the perspectives are rooted in the "visual guiding 

images" of experiences as a student (p. 136). These findings 

were also supported by Calderhead and Robson (1991). 

Another research strand has examined the impact of the 

organizational structures on student teachers' idealism and 

notions of contextual relationships. Hoy and Woolfolk's 

(1990) study of student teachers found that the 

organizational socialization, as well as the occupational 

socialization, resulted in the demise of the ideal images of 

student-teacher relationships that the preservice teachers 

had internalized (also see Hoy, 1968). The study argues that 

the anticipatory socialization and self-efficacy of the 

student teachers, added to the contextual socialization could 

create a level of disillusionment and disappointment leading 

to leaving the profession. Hoy and Woolfolk's findings, 

dealing with organizational socialization, are supported by 
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Smylie's (1989) similar conclusions. 

smylie (1989) suggests that the organization and 

structures of schools as workplaces "be scrutinized to find 

ways to reduce the structural and normative constraints on 

teachers' learning from their own experiences, their teaching 

colleagues, and school administrators" (p. 556). Other 

scholarly works acknowledge the concerns of the 

organizational structure and workplace conditions as powerful 

socializing variables, though often limiting, in the learning 

to teach process (see Feiman-Nemser & Floden, 1986; Lanier & 

Little, 1986; Rosenholtz, 1989). Thus, the combination of 

the preservice teachers' apprenticeship of observation, 

anticipatory socialization, and organizational structures 

contribute to the socialization of teachers both formally and 

informally (Feiman-Nemser, 1983; Feiman-Nemser & Floden, 

1986; Griffin, 1988, 1989b; Lortie, 1975). 

Summary 

The experiences that preservice teachers have as 

students in classroom settings create an apprenticeship of 

observation that contributes to the formation of beliefs 

about teaching. Furthermore, studies have shown that the 

intensity or strength of those beliefs are difficult to 

overcome. 

The structural-functionalist views the process of 

anticipatory socialization, both formally and informally, as 
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another powerful influence on the development of beliefs. 

For the structuralist, the development of beliefs and roles 

are subtle and gradual, as well as institutionally imposed. 

The interpretive perspective views the development of beliefs 

as problematic and suggests that students have a larger part 

in developing their theories or beliefs. Yet, the concept of 

anticipatory socialization is still embedded in the 

interpretive paradigm. 

Educational research and scholarship on the power of 

experiential beliefs have argued that the entering 

preconceptions or beliefs of an individual need to be 

acknowledged and understood. Without such understandings, 

those well-developed beliefs may not be affected and the 

conservation of traditional teaching practices is likely to 

continue. 

Pre service Teacher Beliefs 

Pajares (1992) argues that prior to discussions of 

beliefs, pre service or inservice teacher beliefs, a 

definition of the "messy construct" should be given attention 

(p. 309). The research literature dealing with beliefs "has 

traveled in disguise and often under alias" as attitudes, 

values, judgments, preconceptions, dispositions, implicit 

theories, explicit theories, and several other terms 

(pajares, 1992, p. 309; also see Carter, 1990). 

According to pajares' (1992) interpretation, 
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"Fenstermacher (1979) predicted that the study of beliefs 

would become the focus for teacher effectiveness research", 

due, in part, to the central role they play in teachers' 

actions and responses (also see Richardson, in press). 

Furthermore, Fenstermacher (1979) offers that due to the 

subjective nature of beliefs, such a focus would be best 

served through interpretive research approaches. 

Definitions of Beliefs 

Green (1971) argues his philosophical definition of 

beliefs as being clusters, which have either weak or strong 

connections to each other. The stronger the connections, the 

more central the belief. The possibility and existence of 

contradictory beliefs is predicated on the strength of the 

semi-logical connections between belief clusters (Green, 

1971). 

Rokeach (1968) defined a belief system "as having 

represented within it, in some organized psychological but 

not necessarily logical form, each and everyone of a 

person's countless beliefs about physical and social reality" 

(p.2). Rokeach defines beliefs as a heuristic and attempts 

to distinguish the construct of preconceptions as but one of 

the many possible beliefs that an individual may hold. Three 

assumptions within Rokeach's social psychological definition 

are offered: (1) Beliefs differ in power and intensity; (2) 

beliefs vary along a central-peripheral dimension; and (3) 



41 

the more central a belief, the more it will resist change. 

These assumptions are similar to Green's (1971) conception of 

beliefs being held along a central-periphery and their 

intensity due to their connections. 

Rokeach (1968) contends that the central-peripheral 

dimension of beliefs creates a connectedness, or "the more a 

given belief is functionally connected or in communication 

with other beliefs, the more implications and consequences it 

has for other beliefs and, therefore, the more central the 

belief" (p.S). The centrality of a belief and its 

connectedness are contingent upon a prioritized set of four 

assumptions which offer the perceived importance of the 

belief, the assumptions are: (1) Beliefs touching on an 

individual's identity or self are more connected, just as 

beliefs shared with others; (2) derived beliefs are learned 

from others; (3) underived beliefs have more functional 

connections than derived beliefs, for underived beliefs are 

learned through direct contact with the belief object; and 

(4) there are beliefs about matters of taste, which are 

arbitrary, less central, and have fewer connections (Rokeach, 

1968, as cited in Pajares, 1992). Belief substructures (i.e. 

attitudes, values) that one holds are, according to Rokeach, 

belief networks or webs which connect to a central belief. 

pajares (1992) contends that beliefs must be 

conceptualized as a construct which will offer a clear 
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picture for the focus of a study on beliefs, dispositions, or 

preconceptions. Thus, the construct is conceptualized as the 

core or central beliefs which are touching an individual's 

identity. Core beliefs are underived, or the existential 

phenomenon of "Seeing it with my own eyes" that connects with 

one's sense of self (pajares, 1992). 

Are beliefs and knowledge synonymous? An individual's 

beliefs, due in part to their subjective nature, are 

difficult to bring to the surface and make public. 

Richardson (in press) states that scholars find it difficult, 

if not awkward, to discuss or even identify their personal 

beliefs about teaching. Others may feel that knowledge is a 

higher status term than beliefs, and use the term to indicate 

the professional nature of the occupation. Thus, the beliefs 

that a teacher holds may be transformed or interpreted as 

knowledge even if those beliefs are not consensual or agreed 

upon by others (see Abelson, 1979; Schank & Abelson, 1977). 

Rokeach (1968) also notes that an individual's beliefs 

that are firmly developed and have become time-honored, often 

are interpreted by that individual as being knowledge, with 

or without extrinsic verification. That is, those beliefs 

become so strong and firmly connected to other belief systems 

for the individual that they may subjectively come to be 

known to the individual as knowledge. 

Clark (1986) states that students in teacher preparation 
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programs bring ideas about what it takes to be an effective 

teacher and how students ought to behave, and that those 

beliefs, when articulated, are spoken of as knowledge. Thus, 

for the preservice teacher the empirical or witnessed event 

may become a subjective belief connected with other belief 

systems and ultimately proclaimed as knm'lledge. 

Nespor (1987) argues that belief systems do not require 

general or group consensus to be held as valid and 

appropriate, whereas knowledge needs such consensus. Nespor 

(1987) states, 

••• and yet, for all their idiosyncrasies, beliefs are 
far more influential than knowledge in determining how 
individuals organize and define tasks and problems and 
are stronger predictors of behavior. (p. 319) 

Furthermore, Nespor maintains that preservice teachers' 

beliefs serve as culturally based filters to help make sense 

of program content, their student teaching roles, 

observations of classrooms, and their understanding of 

program content into teaching and learning activities in 

classrooms (see Hollingsworth, 1989). This position lends 

support to Fenstermacher's (1979) assertion that the study of 

teachers' beliefs may offer clearer insights of teacher 

effectiveness. 

pajares (1992) submits that in research studies, beliefs 

are seldom clearly defined or used explicitly as a conceptual 

tool. Pajares continues by suggesting that "the artificial 

distinction between belief and knowledge is common to most 
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knowledge is based on objective fact" (p. 313). 

Preservice Teachers Studies 
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This study examines the preconceptions or beliefs of 

teaching that the preservice participants bring to their 

first semester of professional coursework. The research 

literature on pre service preconceptions and beliefs indicate 

fairly consistent patterns that seem to transcend the issue 

of whether the preservice teacher is beginning or completing 

a program. Thus, the literature reviewed does not focus on a 

specific period of time in the students' program. Attention 

will be given in this study to the themes which emerge from 

the prior studies. Furthermore, as stated earlier, due to 

the overlapping or nebulous delineation between belief 

studies and the learning to teach literature, there are some 

crossovers of the sections. 

Brookhart and Freeman's (1992) review of literature on 

entering teacher candidates found thematic consistencies, and 

offer tentative generalizations of those themes. The 

tentative nature of the generalizations is due to the lack of 

representative samples of different universities. Yet, given 

that limitation, four major themes emerge from the 

literature. Those themes are: (1) demographic background, 

(2) motivation for entering teaching, (3) confidence and/or 

anxiety, and (4) beliefs about teaching (Brookhart & Freeman, 
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1992; also see Pajares, 1992). 

It could be argued that due to the subjective nature of 

the themes of motivation, confidence, and anxiety, which are 

preconceptions (Nisbett & Ross, 1980), the four themes could 

be collapsed into two major themes of preservice teacher 

demographics and beliefs. Thus, this review will approach 

the literature with the demographics and beliefs as the two 

orienting themes and sections. Yet, within the beliefs 

theme, motivation, confidence, and anxiety will be addressed 

as subordinate sections. 

Traditional preservice teacher demographics. Until 

recently studies and discussions of preservice beliefs have 

given demographic aggregates of the study's participants 

through the use of straightforward multiple-choice questions 

about gender, ethnicity, high-school background, and 

socioeconomic status. This is done to give the reader a 

description of the participants and for possible use as 

sorting variables in future data analysis (Brookhart & 

Freeman, 1992). 

The literature on preservice teachers' demographic 

characteristics has produced a general portrait of the 

candidates, but variations across universities are in some 

cases significant (see Andrew, 1983, 1989; Brookhart & 

Freeman, 1992; Lanier & Little, 1986). Studies have shown 

that elementary preservice teachers are typically White and 
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female (Lanier & Little, 1986). Yet, this "White-and-female" 

stereotype may not be consistent, and sizable differences may 

be apparent depending upon the institution studied (Brookhart 

& Freeman, 1992). For example, three studies reported a 

range from 75% to 80% female population of preservice 

teachers (Joseph & Green, 1986; Marso & pigge, 1989; Freeman, 

Martin, Brousseau, & West, 1989). Whereas, another study 

reported a 52% female population of preservice students and 

48% male in both elementary and secondary majors (Evans & 

Tribble, 1986). The percentage of males was almost always 

higher in secondary education than in elementary education 

(Book & Freeman, 1986; Brookhart & Freeman, 1992). Even with 

the differences in percentages, females comprised the largest 

population of education majors, regardless of whether they 

are elementary or secondary majors. 

Brookhart and Freeman (1992) point out that there is a 

significant difference in the ethnic variations across 

studies. The samples of four studies, at different 

universities indicated an ethnic variation from 96% Caucasian 

in one study to 75% Caucasian in another study at a different 

university (Marks & Gregory, 1975, as cited in Brookhart & 

Freeman, 1992). Book, Freeman, & Brousseau (1985) reported 

that education majors are more likely to be both Caucasian 

and female compared to noneducation majors. As with gender, 

significant differences of institutional settings aside, 



Caucasians represent the largest percentage of preservice 

teachers. 
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Preservice teachers come from families with average to 

below average incomes and income overall is less for 

education majors' families than noneducation majors (Andrew, 

1989; Book et al., 1985; Folsom & Lucy, 1970). Furthermore, 

the literature also indicates that entering candidates attend 

a university or college within one-hundred miles of their 

families homes because of locality and cost (Book & Freeman, 

1986; Evans & Tribble, 1986). The candidates do not 

necessarily seek out those teacher education programs which 

offer the best teacher education, rather the most convenient 

(Book et al., 1985; Evans & Tribble, 1986). 

Entering male candidates often view the profession of 

teaching as a stepping stone, or a temporary position until 

something else comes along. Thus, male candidates often 

refer to teaching as a job, as opposed to a career or 

profession (Feiman-Nemser, 1983; Lortie, 1975). Furthermore, 

the number of male candidates majoring in elementary 

education is considerably smaller than the number entering 

secondary education programs (Feiman-Nemser, 1983; Freidus, 

1992; Goodlad, 1990a). 

The number of minority students entering teacher 

education has also been shown to be quite small. Though this 

trend does seem to be changing somewhat in the past decade as 



new opportunities for scholarships and various funding 

sources become available to minority candidates. 

Furthermore, many universities have active recruitment 

programs to encourage minority applicants (Goodlad, 1990a; 

1990b). 

48 

Nontraditional preservice teacher demographics. Teacher 

candidate profiles have begun to change with regard to the 

age of the applicants, That is, an increasing number of 

career-changers or older, nontraditional students are 

beginning to appear in education programs. Recent studies 

have shown that the nontraditional teacher education students 

may comprise anywhere from a third to one half of the 

enrolled students. Furthermore, the nontraditional student 

demographics paint a different picture of the teacher 

candidate (see Andrew, 1989; Bennett & Spalding, 1992; Crow, 

Levine, & Nager, 1990; Freidus, 1992). 

Many of the nontraditional students enter their programs 

having already earned a bachelor's degree, raised a family, 

retired from a previous career, or because they are seeking 

new challenges in their professional and intellectual lives. 

As a result, these candidates enter their formal course of 

studies with broader experiential backgrounds than the 

traditional students (Novak & Knowles, 1992; Powell & 

Birrell, 1992). The findings of the studies on the 

nontraditional preservice teachers beliefs will be discussed 



in the next section. 

Studies of Preservice Teachers' Beliefs 

This section will discuss: (1) findings of selected 

belief studies on preservice teachers, (2) methodological 

approaches and issues, and (3) the limitations of those 

studies. Studies which are representative of a particular 

research strand are discussed. 
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What do the studies on preservice teachers' beliefs tell 

us about the experiences of being a student observer of 

teaching and the beliefs that have formed from those 

experiences? What are the motivations to teach? Are there 

anxieties about classroom teaching for the preservice 

teacher. If so, what are they? Can the education through 

experiential observation of teachers as a student be 

overcome? 

Buchmann (1987) expresses a strong concern that teachers 

and teaching may never elevate to a high level of expertise 

unless the conservative nature of the cycles of learning to 

teach through apprenticeships and folkways can be broken. 

Wilson (1990) has similar concerns that the entering beliefs 

or preconceptions are not being adequately attended to, and 

that those entering beliefs need to be recognized and 

challenged continuously. 

wilson (1990) uses the analogy of tending a garden and 

continually weeding, pruning, and fortifying the growth 
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process of her students' transition from student to teacher. 

She states that her preservice students need to be challenged 

constantly to rethink both their beliefs and orientations 

Furthermore, a major concern is what happens to those student 

beliefs when they leave her class. Wilson questions whether 

the garden of preconceptions will continue to be tended or 

over-grow again and continue the conservation of the status 

quo in teaching. 

What motivates a person to become a teacher? Studies 

examining preservice teachers' decisions to teach have 

remained fairly consistent over the years. Most of the 

studies employed a survey item instrument asking for rank 

ordering or a choose-all-that-applies responses to a list of 

reasons (Brookhart & Freeman, 1992). The findings, 

regardless of the variables or instrument used, paint a 

portrait of preservice teachers entering the profession for 

altruistic, service-oriented, and other intrinsic sources of 

motivation. 

Richards (1960) found, through a survey instrument, that 

the primary motivations to teach for his participants were 

satisfaction other than a paycheck, helping others, and 

helping children (as cited in Brookhart & Freeman, 1992). 

Fox (1961) found that a desire to work with children, 

imparting knowledge, continuance of one's own education, and 

service to society were the top four reasons emerging from 



the survey. These altruistic motivational themes are 

reaffirmed in more recent studies. 
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Studies conducted during the 1980s found that human 

service reasons, helping and serving others, and working with 

people "continue to head the list of motivations" for 

entering teacher education (Brookhart & Freeman, 1992; also 

see Book, Byers, & Freeman, 1983; Book, Freeman, & Brousseau, 

1985; Book & Freeman, 1986; Freeman, Martin, Brousseau, & 

West, 1989; Joseph & Green, 1986; Pigge & Marso, 1988). Once 

more, it bears repeating that the survey instrument has been 

the technique of choice for these types of investigation. 

Studies have also found that reasons to teach may vary 

according to grade levels of interest. Elementary preservice 

teachers are more child centered, whereas secondary are more 

content oriented (Book & Freeman, 1986). Secondary 

preservice teachers were more likely to mention a former 

teacher as an influence in choosing to teach (Book & Freeman, 

1986; Brookhart & Freeman, 1992). 

Preservice teachers levels of confidence. A number 

of studies have found that pre service teachers have a lack of 

concern for the realities of the classroom and classroom 

teaching (Book & Freeman, 1986; Brousseau, Book, & Byers, 

1988; Joseph & Green, 1986; Lortie, 1975; pigge & Marso, 

1988; Weinstein, 1988, 1989, 1990). That is, many entering 

candidates believe that they are already prepared and ready 
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for the profession, and that the intellectual distance from 

the student's desk to the teacher's desk is a short one. 

Research by Book et al. (1983) found that a relatively 

high number of preservice teachers felt adequately prepared, 

prior to taking the formal coursework, to enter classrooms 

and begin their careers. On questionnaires administered to 

473 students entering teacher education, pre service teachers 

indicated that due to previous experiences with children and 

preconceptions of teachers' roles, they were ready to teach. 

Book et al. express concern that the preservice teachers felt 

no need for a formal knowledge base in teaching. Just as 

revealing about the preservice teachers orientations and 

preconceptions is the value placed on enhancing students' 

self-concept and a relative disregard for academic 

achievement. Book et ale conclude that teacher educators 

need to better "understand the characteristics, career 

aspirations, and perceptions" of preservice teachers (p. 13). 

Furthermore, the study recommends adjusting course content to 

overcome the misconceptions and preconceptions that may 

interfere with preservice teachers' learning. 

The theme of optimism and preconceived notions of 

preparedness to teach is supported by weinstein (1988). Using 

a 33-item questionnaire framed by Veenman's (1984) list of 

most frequently perceived problems, the study examined 

preservice teachers' expectations about teaching. Two 
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versions, A and B, of the questionnaire were given to the 

students during the orientation meeting for student teachers. 

All questionnaire items followed the same format, each was 

administered twice. Version A's questions focused on the 

students' perceptions of how much of a problem an average 

first-year teacher will experience. Again, the problematic 

issues were derived from Veenman's (1984) work. Version B's 

questions were identical, except that they were in a reversed 

order and asked about the expectations of problems for the 

preservice teachers. 

comparing the results of the questionnaires by means of 

a t-test, significant levels of optimism by the preservice 

teachers' success were revealed. weinstein found that most 

of the pre service teachers she studied had "unrealistic 

optimism" and beliefs about their personal level of 

professional teaching competencies. Yet, their confidence 

did not extend to their peers, for they viewed teaching as 

less problematic for themselves, but not for their peers. 

At a different university, weinstein (1989) study 

reported similar findings and suggests that there are three 

major implications from her studies: (1) teacher educators 

need to reflect on the extent to which this optimism should 

be tempered with more realistic expectations; (2) attributes 

such as warmth, caring, and enthusiasm are desirable, yet 

teacher educators must think about ways to convey skills, 



understandings, and intellectual capacities necessary for 

effective teaching; and (3) serious examination about 
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pre service teachers' beliefs encourages teacher educators to 

examine their own beliefs and preconceptions (Weinstein, 

1989). Yet, the findings in Weinstein's (1988, 1989, 1990) 

studies indicate that the entering preconceptions did not 

change and in some instances were strengthened. 

Corcoran (1981) also found similar levels of self

confidence that for many beginning teachers became 

"transition shock" for first year teachers. These findings 

support Lortie's (1975) contention that the concerns 

beginning teachers should have are offset through the 

apprenticeship of observation. Furthermore, the anticipatory 

socialization combined with the idealism and humane 

aspirations of preservice teachers often combine to create a 

disequilibrium and discomfort in the classroom (Weinstein, 

1990). 

Preservice teachers' anxieties. pigge and Marso's 

(1988) survey found that, in an almost conflicting manner to 

the studies previously discussed, there are issues which 

create high levels of anxiety for preservice teachers. The 

study found that preservice teachers held anxieties about 

finding teaching satisfying, and their students paying 

attention to them and following instructions. Further, the 

study found student anxieties when questioning whether they 
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possessed sufficient skills in planning, abilities to "think 

on their feet" and recall content information (p. 22). The 

study also found that the participants were least anxious 

about "being happy as a teacher", dealing with students with 

differing backgrounds, answering questions, or teacher-pupil 

rapport (Pigge & Marso, 1988, p. 24). 

Calderhead and Robson (1991) studied 12 elementary 

education students through their first year of formal 

coursework in teacher education. Data collected included 

periodic interviews which questioned the students about their 

levels of anxiety, analysis of videos showing different 

styles of teaching, and an experimental, hypothetical script 

of how the students might interact and teach a lesson similar 

to those in the videos. 

Calderhead and Robson found that the education students 

had clear images of good teaching that were related to their 

own classroom experiences and expressed few anxieties about 

their capabilities. The findings indicate that the students 

were unable to focus on their pupils' needs. Rather, they 

tended to focus on perceptions they had of themselves as 

teachers. Furthermore, the students did not exhibit the 

ability to adapt their images of teachers and lessons to 

different situations and pupil needs (Calderhead & Robson, 

1991; Kagan, 1992). Thus, no change could be found in the 

preconceptions of teachers and teaching that the students 
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brought to their program of study. 

McDaniel's (1991) study using interviews, observations, 

and written data also supports Calderhead and Robson's (1991) 

findings. This qualitative study found that when students 

were asked to connect a social foundation's class content to 

a specific school context, the students drew upon their 

preconceptions of the context (McDaniel, 1991). Thus, 

McDaniel's study found the power of experiential beliefs 

difficult to overcome. 

The majority of studies reviewed indicate that no change 

occurred in the beliefs of pre service teachers. This appears 

to be the case whether the pre service students were studied 

early or late in their programs (see Brookhart & Freeman, 

1992; Griffin, 1989). Yet, as Kagan (1992) points out, the 

findings are not always consistent and in some cases, 

specific programs or coursework have had an impact. The 

section on learning to teach will discuss selected studies 

which have discovered some impact on preservice teachers' 

beliefs. 

Methodological issues and limitations in the study of 

preservice teachers' beliefs. The methods employed in 

examining preservice beliefs is of importance. Due to the 

focus of belief studies, that is, examining subjective realms 

of individuals, care must be exercised in the selection of 

the instruments, participants, and analysis. 
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The instruments of choice in the early studies, from the 

late 1950s up to the early to mid 1980s, were traditionally 

surveys or questionnaires (Brookhart & Freeman, 1992). These 

studies have added to our knowledge of the preservice 

students' beliefs, yet they are inherently limiting. That 

is, the design of an instrument intended to examine 

subjective issues should allow all of the possible variables 

to be examined. But the process of creating the surveyor 

questionnaire naturally includes the author's belief 

structures and may not take into account issues outside of 

the author's beliefs. Thus, the lens or perspective of the 

researcher limits the opportunity of the respondents to 

express all of the possible combinations of beliefs and their 

connections. 

In order to examine beliefs, a wide array of techniques 

could or should be employed (see Kagan, 1990). In the past 

decade, qualitative methods and techniques have become more 

widely accepted, both conceptually and theoretically, and in 

no small measure, according to Smith (1987) for publication 

purposes. Thus, the techniques have begun to include 

instruments that allow the participants' thoughts, writings, 

behaviors, and interactions to create frameworks in which to 

interpret their beliefs. 

Participants for such belief studies have also 

contributed to limiting these strands of study. Much of the 
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work on preservice beliefs give aggregate information on the 

participants' characteristics and the findings (Brookhart & 

Freeman, 1992; Kagan, 1990). Thus, we are unable to 

recognize differences in the preconceptions of differing 

grade level majors, content area specialties, and traditional 

or nontraditional students. 

studies of nontraditional students. There are strands 

of recent research which take sub-populations (i.e., 

elementary & secondary, undergraduate & post baccalaureate, 

traditional & nontraditional) into account, but thus far 

those studies are exceptions, not the norm. 

An example of a study examining differences in cognitive 

development grouped the participants into sub-populations of 

elementary and secondary education majors. Using descriptive 

statistics, Silverman and Creswell (1982) examined the 

cognitive developmental levels of 107 pre service teachers, 57 

elementary education majors and 50 secondary majors. The 

study was conducted one semester prior to the participants 

entering their student teaching semester. Data were gathered 

throughout the semester. 

Data were collected through a series of assessment 

instruments (e.g., piagetian Task Instrument, Revised Math 

Attitude Scale, Watson-Glaser Critical Thinking Appraisal). 

The study examined questions of performance levels of 

concrete and operational preservice teachers on logical 
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reasoning abilities. The scores obtained through the 

assessment instruments were submitted to discriminate 

analysis and then, profiles were developed using "appropriate 

statistical testing" (Silverman & Creswell, 1982, p.181). 

The study questioned whether elementary and secondary 

preservice teachers display similar distribution levels of 

piagetian cognitive development. The study seeks to 

understand the nature of association between cognitive 

development and preference for mathematical consistency for 

preservice teachers. Lastly, the study sought to answer the 

question, whether concrete and formal operational preservice 

teachers exhibit similar degrees of preference for 

mathematical consistency in a mathematical system? 

Findings relevant to the present study suggest that 

elementary and secondary preservice teachers represent 

different populations regarding their cognitive abilities, as 

ascertained on instruments designed to assess levels of 

comfort or anxiety with mathematics. The study suggests that 

teacher educators identify as early as possible the cognitive 

levels at which the preservice teachers are operating. 

Silverman and Creswell (1982) suggest that teacher education 

courses be "more accessible", cognitively, to the many 

concrete operational thinking students in teacher education. 

The researchers express a concern for preservice teachers, 

who upon graduation, are expected to prepare their pupils for 
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the future, when piaget's theories argue that "a concrete 

thinker does not easily disengage from present situations" 

(Silverman & Creswell, 1982, p.183). Thus, teacher educators 

are asked to make educational concerns more immediate and 

believable, less theoretical and remote. 

Interestingly, Silverman and Creswell do not illustrate 

the clear distinctions between the sub-populations that are 

reported as different. That is, although the study indicates 

that preservice students vary, and in some cases markedly, 

according to their cognitive development, the difference 

between the sub-populations is not clearly articulated. 

More recently, Powell and Birrell (1992) conducted a 

study that used sub-populations of 42 secondary pre service 

teachers. This exploratory study examined the influence of 

prior experiences on the pedagogical constructs of 17 

traditional and 25 nontraditional preservice teachers. 

Traditional students were defined as those preservice 

students entering teacher education as a means to their first 

full time employment, whereas the nontraditional students 

were defined as career changers or homemakers who were 

returning to pursue a career in education. The major 

defining distinction between the sub-populations was the 

career or work related experiences of the preservice students 

(Powell & Birrell, 1992). 

The use of concept mapping (Morine-Dershimer, 1989) and 
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stimulated recall interviews (Borko, Livingston, McCaleb, & 

Mauro, 1988) of lessons taught to peers served as the primary 

data sources. Other data sources included think-aloud 

transcripts of an individual's peer teaching, observations, 

and class activities. Transcriptions of all activities were 

developed and "holistic impressions" of the data for each 

student were added to the data sets (Powell & Birrell, 1992, 

p.8). The data were then coded into inductively generated 

categories. Each transcript was divided into three sections: 

autobiography, stimulated recall, and concept map. 

The findings indicate several notable differences 

between traditional and nontraditional preservice students. 

Not surprisingly, nontraditional students were older in years 

and life experiences, and, perhaps because of this, brought a 

deeper level of commitment to becoming a teacher. Many of 

the nontraditional students were parents and much of their 

conceptual views of teaching were grounded in their 

experiences with their children. This conceptually grounded 

view of teaching formed through Child-rearing experiences is 

referred to much more often by nontraditional students, than 

the traditional students' experiences as baby-sitter, Sunday 

school leader, or camp counselor (Powell & Birrell, 1992). 

Secondly, former schooling experiences were primary 

influences on the traditional groups' constructions of 

teaching, this finding confirms several other studies' 
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results (Lortie, 1975; Book, Byers, & Freeman, 1983; 

Weinstein, 1989). The nontraditional students' were 

influenced much more by their former, often autonomous, work 

experiences than their prior schooling. Traditional students 

would indicate former teachers as role models to imitate, 

whereas nontraditional students spoke more often of the body 

of professional knowledge. 

The study found that traditional students expressed 

their beliefs about schooling as being specific and proper 

student behaviors and that their closeness in age would 

assist them in nurturing students. Nontraditional students 

expressed concern about how long it had been since they were 

in schools and a lack of student awareness, but they 

expressed excitement at the prospect of working in schools 

and applying their new knowledge. Traditional students 

emphasized their knowledge of students, whereas 

nontraditional indicated a concern for understanding school 

contexts. 

The study recommends that teacher educators recognize 

and consider the differences between the traditional and 

nontraditional preservice students in program development. 

The study also suggests that teacher education programs may 

need to tailor activities and coursework to better meet the 

needs of nontraditional students (Powell & Birrell, 1992). 

Some of the findings of Powell and Birrell are supported by 



Novak and Knowles (1992) study of selecting teaching as a 

second career. 

63 

The following selected studies are representative of a 

growing body of research on nontraditional pre service 

teachers. But in this fairly new strand of research the 

participants are identified as "second-career teachers" or 

"mid-career changers" (see Bennett & Spalding, 1991, 1992; 

Freidus, 1992; Haipt, 1988; Novak & Knowles, 1992). 

Furthermore, the following studies are not comparative 

studies of the sub-populations of preservice teachers, 

rather, the nontraditional students are the only targeted 

populations. 

Novak and Knowles' (1992) study is one report of a 

program of research designed to explore and develop case 

studies of "second-career teachers" (also see Bennett & 

Spalding, 1991, 1992). Novak and Knowles report the findings 

of two separate sets of case studies, one focusing on 

beginning elementary school teachers and the other on 

beginning secondary school teachers. Both sets of case 

studies relied on qualitative research methods and data was 

collected from classroom observations, journal writing, and 

open-ended, informal interviews. 

Novak and Knowles (1992) find that second-career 

teachers are quite different than "first-career" students. 

The prior experiences brought to the teaching profession 
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influence the "organizational and management structures they 

set up in their classrooms, expectations of and beliefs about 

children that they maintain, ways in which they design 

curriculum and resolve instructional problems, and the views 

they hold of themselves as teachers" (p.31). Similar to 

Freidus' (1992) findings, Novak and Knowles (1992) see the 

decision to teach as based upon the complex interplay of 

developmental concerns, historical context, and personal 

experiences. Furthermore, the Novak and Knowles (1992) study 

of second-career teachers and Freidus' (1992) study focusing 

on gender difference issues related to second-career 

teachers, find that the decision to teach is linked to some 

type of personal transformative goal. 

Once again, as has been the case in many of the studies 

reviewed to this point, Novak and Knowles (1992) express 

concern that teacher education programs and teacher educators 

"do not seriously consider nor facilitate preservice 

teachers' exploration of their prior experiences of schools, 

classrooms, and teachers" (p.32). The researchers question 

the impact of pre service teacher education programs which 

promote personal reflection, but in many cases, fail to use 

the insightful information available to them for curriculum 

and program construction. 

Novak and Knowles agree with Bennett and Spaldings' 

(1992) suggestion of facilitating second-career teachers' 

._---- ..•.. --.---- .. 



65 

explorations of "how their perspectives interact with various 

school contexts and harmonize or clash with them" (Bennett & 

Spalding, 1991, p.30). As a cautionary note, Novak and 

Knowles (1992) express concern about possibly outdated or 

inappropriate pedagogical concepts of some second-career 

teachers. Procedures and policies should be implemented to 

avoid the wholesale employment of such individuals, who may 

assist in maintaining the status quo of public schools (also 

see Buchmann, 1987; Goodlad, 1990a, 1990b; Lortie, 1975). 

Summary 

This section of the literature review has offered a 

brief discussion of attempts at defining the term belief. 

Due in part to the subjective and at times idiosyncratic 

nature of beliefs, there will, in all likelihood, continually 

be discussions of the exact nature of the term. Yet, as 

Pajares (1992) stresses, in order for teacher educators to 

come to terms with and understand the beliefs and 

preconceptions held by preservice and inservice teachers an 

agreed upon frame of reference or construct of beliefs needs 

to be clarified. For the purposes of this study the 

definition of beliefs is guided by the \'lork of Rokeach 

(1968), Green (1971), and the distinctions between beliefs 

and knowledge as discussed by Abelson (1979) and Richardson 

(in press). 

Research studies that have explored and examined the 
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beliefs, dispositions, or preconceptions of preservice 

teachers offer insights into subjective nature and driving 

forces operating within the candidates. That is, across this 

body of literature composite portraits can be sketched of who 

the preservice students are and, what they hold as beliefs 

about the teaching profession. Our knowledge base and 

understanding has broadened through these preservice teacher 

belief studies and replications across sites and contexts 

(e.g., Hoy, 1968; Hoy & Woolfolk, 1990; Weinstein, 1988, 

1989). Yet, as the preservice teacher population changes 

both demographically and intellectually new clusters of 

preconceptions and beliefs are brought into teacher education 

and the charge to come to grips with those new sets of ideas 

and beliefs must be recognized (Bennett & Spalding, 1992; 

Crowet al., 1990; Goodlad, 1990a). For the most part, 

virtually all of the research studies call attention to the 

need for teacher educators, whether in universities or public 

schools, to frame their educative programs and 

responsibilities with their pre service teachers' experiences 

and beliefs in mind. The study of preservice teachers' 

beliefs can be a nebulous undertaking, but with broader 

understandings of those beliefs and their impact on learning 

to teach, perhaps challenging and exploring those beliefs 

will become less of what McDiarmid (1990) refers to as a 

quixotic undertaking. 



67 

Learning to Teach 

An analysis of the belief studies reviewed for this 

study indicate that the majority focus on preservice teachers 

during the student teaching phase of their formal teacher 

education programs (Brookhart & Freeman, 1992; pajares, 

1992). Thus, as suggested in Chapter One, when speaking of 

entering beliefs, dispositions, preconceptions, or 

theoretical orientations about teaching, the focus has been 

primarily on the preconceptions the candidate holds just 

prior to or when entering the profession of teaching (e.g. 

student teaching phase, first year of teaching). Few studies 

have examined those same preconceptions of preservice 

teachers at the time of their entrance into formal studies of 

teacher education (Brookhart & Freeman, 1992; Goodlad, 1990a, 

1990b; Feiman-Nemser & Buchmann, 1986). Yet, while taking 

this temporal notion into account, valuable insights and 

additions to the knowledge base about preservice teachers 

have still been offered in the literature. 

It is generally acknowledged among teacher educators and 

educational researchers that learning to teach is a life-long 

process, as opposed to the culminating results or effects of 

a formalized program of studies (see Borko, 1989; Carter, 

1990b; Dewey, 1963; Feiman-Nemser, 1983; Goodlad, 1984, 

1990a, 1990b; Rosenholtz, 1986; Sirotnik, 1990). As such, 

the processes of learning to teach comes in many differing 
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socialization, role-modeling, and one's life experiences 

(Feiman-Nemser, 1983). 
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This review section focuses primarily on literature 

related to learning to teach in university- or college-based 

teacher education programs, yet selected studies outside of 

those settings deemed applicable are included. Goodlad 

(1990a) suggests that the effectiveness of university based 

teacher education programs is dismal and that studies which 

indicate levels of effectiveness are scant (also see Carter, 

1990b; Feiman-Nemser, 1983; Lanier & Little 1986; Zeichner & 

Gore, 1990). Yet, conversely, at the time of the present 

study, more findings are being reported which indicate that 

formal teacher education programs can have an effect (see 

Applegate, 1986; Ball, 1988; Grossman, 1990, 1991; Gurney, 

1990). This may be due in part to nature of the methods of 

investigation that are currently being employed and which are 

evolving (see Erickson, 1986; Evertson & Green, 1986; 

Rosenshine & Stevens, 1986). 

Historical Overview 

Barnes (1981) points out that research on teaching in 

the 1930's focused on teacher characteristics such as age or 

schooling. Studies in the 1960's focused on the interactions 

between students and teachers (Rosenshine, 1980, as cited in 

Barnes, 1981). The research on teaching in the late 1960's 
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and early 1970's was driven in part by the publication of 

several books which indicated that schools and teachers 

should not realistically be expected to have an impact or 

influence on student learning (Coleman et al., 1966; Jencks 

et al., 1972; cited in Barnes, 1981; also see Evertson & 

Green, 1986; Rosenshine & Stevens, 1986). 

As a result of these reports and the public's response 

to them, several massive research projects (e.g., Texas 

Teacher Effectiveness project, First Grade Reading Group 

Study, The Texas Junior High School Study) using descriptive

correlational, experimental, and process-product designs were 

instituted in an attempt to identify the particular 

characteristics and behaviors of effective teachers (Evertson 

& Green, 1986; Rosenshine, 1987). From these research 

projects, often referred to as "teacher effectiveness" 

studies, a large number of discrete behavioral variables were 

identified that are equated with effective teaching (Barnes, 

1981; Evertson & Green, 1986; Rosenshine, 1987; Rosenshine & 

Stevens, 1986). 

It has been argued that the results of those projects in 

many ways framed the curriculum and content of teacher 

education for many years, and in many instances are still 

prevalent today (Goodlad, 1990a, 1990b). Carter and Doyle 

(1989) argue that process-product research, designed to 

ascertain discrete variables related to effective teaching, 
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provide limited and inadequate information for the 

development of teacher education curriculum. Carter and 

Doyle offer four basic shortcomings of process-product 

research as a source for teacher education curriculum 

construction. The process-product shortcomings are: (1) the 

findings primarily generate predictors of student 

achievement, that is, information related to student 

achievement on standardized tests, (2) the research offers 

little information about the contexts and how those contexts 

are established and maintained, (3) little information is 

offered about the content, the subject matter being taught or 

the tasks, and (4) negligible insight is offered into the 

knowledge structures and comprehension processes teachers use 

to interpret classroom scenes, translate subject matter into 

classroom curriculum, or planning strategies to establish and 

maintain classroom events (Carter & Doyle, 1989). 

These methodological arguments and the findings of 

research using interpretive techniques have led to a move 

away from teaching behaviors as the primary knowledge base 

for future teachers (Goodlad, 1990b, 1990c). Furthermore, 

the shift away from a behaviorist approach to teacher 

education has been the result of recognizing that teaching is 

a highly complex, intellectual activity (Borko, 1989) that 

can not be adequately addressed with a set of discrete 

behaviors and skills. Lanier and Little (1986) state that, 
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••. our observation and belief that the study of social 
entities such as teacher education is apt to be advanced 
least by adherence to the classic natural science modes 
of inquiry. Me.3.ningful isolation and control of 
variables in complex social affairs is rarely, if ever, 
possible and is not recognized, therefore, as a 
particularly fruitful line of contemporary inquiry in 
teacher education. (p. 528) 

The shift away from the natural science modes of inquiry has 

led many educational researchers to research methods which 

inherently examine the social entities left untouched in 

teacher effectiveness studies. Thus, as the research methods 

in teacher education change, so too has the nature of the 

questions being asked. As Carter (1990) contends, 

attention in teacher education has traditionally focused 
on what teachers need to know and how they can be 
trained, rather than on what they actually know or how 
that knowledge is acquired. The perspective, in other 
words, has been from the outside, external to the 
teachers who are learning and the processes by which 
they are educated. (p. 291) 

This approach to understand the inside or emic perspectives 

of teachers is similar to Becker et al.'s (1961) research 

method used to study medical students. As opposed to the 

process-product research strategies which are more akin to 

Merton et al.'s (1957) etic research strategies. 

Recent Research in Learning to Teach 

The body of literature on learning to teach has become 

diverse and extensive (BOrko, 1989; Lanier & Little, 1986). 

Yet, as Carter (1990) notes, although the phrase "learning to 

teach" rolls easily off the tongue, it is difficult to 

define. There are conflicting ways in which the phrase is 
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interpreted. Learning to teach for some may be the outcomes 

of programs (i.e., what should be learned), treatments or 

settings (i.e., what effects can be attributed), or learning 

(i.e., how change occurs in teaching), and as such, the 

literature becomes cumbersome and conceptually mixed (see 

Carter, 1990b). Nonetheless, an attempt will be made to 

review the major research efforts that are in progress, as 

well as, highlight the salient issues and findings of 

research pertinent to this study. 

perhaps due in part to the lack of continuity in 

defining the phrase learning to teach and the overlapping of 

time-frames (i.e., inservice, preservice), as well as the 

questions asked about learning to teach, little is actually 

known about the processes of learning to teach (see Borko, 

Livingston, McCaleb, & Mauro, 1988; Carter, 1990b; Feiman

Nemser, 1983; Lanier & Little, 1986). Leinhardt and Greeno 

(1986) report that learning to teach is a complex cognitive 

skill that involves an awareness of classroom routines, 

lesson structure, and subject matter. Expanding the 

definition further, Borko (1989) includes cognitive skills 

such as decision making, problem solving, and reflection, as 

well as a set of observable, effective teaching behaviors. 

In the past decade there have been illcreasing numbers of 

new research strands, methods, and projects instituted to 

study the processes of teacher education and the 
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developmental needs of pre service teachers. One recent 

research strand examines cognitive differences between expert 

and novice teachers. These studies' findings suggest that 

programs focusing on effective teacher research results are 

not sufficient as the knowledge base for pre service teacher 

education (BOrko, 1989). 

Expert-Novice Research 

Recent research indicates that there are qualitative 

differences in the thinking and actions of experts and 

novices. Information that is useful for experts may hold 

little meaning for novices (Borko & Livingston, 1989). As 

opposed to novices, expert teachers notice different aspects 

of classrooms, are more selective in their use of information 

during planning and interactive teaching, and make better use 

of instructional and management routines (see Berliner, 1986, 

1987; Carter, Cushing, Sabers, Stein, & Berliner, 1987; 

Carter, Sabers, cushing, pinnegar, & Berliner, 1988; Clark & 

Peterson, 1986; Leinhardt & Greeno, 1986; Peterson & Comeaux, 

1987). 

It has been shown in classroom management studies and 

work exploring classroom environments or ecology that 

teachers need to establish routines, procedures, and 

recognize group dynamics processes (see Doyle, 1977, 1986; 

Kounin, 1970; Rosenshine, 1987; Rosenshine & Stevens, 1986). 

In order to establish routines and procedures, work systems 
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and the necessary programs of action (Kounin, 1970), that 

define the nature of order in classroom segments of time, 

teachers must "solve the problem of social order in 

classrooms" (Carter and Doyle, 1989, p.61). Classroom social 

order includes organizing groups of students, establishing 

rules and procedures, gaining student cooperation in 

activities, and maintaining the work system and order over a 

period of time. 

These tasks require highly developed and complex 

cognitive problem solving skills on the part of teachers 

(Carter and Doyle, 1989). Yet, studies have shown that 

preservice teachers may not be cognitively prepared to create 

such classroom environments. Often referred to as "teacher 

information processing", studies have sought to understand 

how expert teachers solve these social order questions, and 

how expert and novice teachers differ in their understandings 

of the tasks (Carter and Doyle, 1989). A representative 

selection of expert-novice studies are reviewed to illustrate 

the cognitive differences between these two populations. 

Carter, Cushing, Sabers, Stein, & Berliner, (1987) 

designed a study to examine how teachers with different 

amounts or levels of teaching experience processed and used 

information about students. A simulated task was designed in 

which the study's participants were asked to prepare to take 

over a class in mid-year. The study found that the routines 
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experts reported for organizing and managing instruction were 

more rehearsed and richer than the novice teachers. Expert 

teachers wanted to "start fresh" and get the students to work 

and the curriculum moving, whereas, the novice teachers 

depended upon the previous teachers' information on the 

students and were more general in describing changes they 

would institute. Furthermore, this study suggests that 

expert teachers, through experience, have developed a 

schemata for students, routines, management, and the 

organization of classrooms. From this knowledge, expert 

teachers would select and process only the information 

necessary to get the class and the curriculum in motion 

(Carter et al., 1987; also see Leinhardt & Greeno, 1986) 

In another study of expert-novice cognitive differences 

Carter, Sabers, Cushing, Pinnegar, & Berliner (1988) examined 

the visual information processing of expert and novice 

teachers through the use of photographic slides. The slides 

were snapshots of two secondary class sessions. The study's 

participants were asked to view the slides and then respond 

both orally and in written form to a series of interview 

questions about the slides. These responses were collected 

for analysis. 

The Carter et al. (1988) findings indicate that expert 

and novice teachers do differ in their levels of visual 

information processing. Expert teachers appeared to use 
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"work" as an organizing concept and described the slides as 

moving systems, that is, the expert teachers seemed to have 

mental images of the classroom and were capable of 

transforming those mental images into sequence and action 

events. Conversely, novice teachers did not reveal similar 

levels of work related interpretations as did the expert 

teachers. Expert teachers described the slides in terms of 

work or activities they perceived the students were doing, 

and differentiated between slides that appeared as typical or 

atypical. When viewing a slide considered to be typical, 

expert teachers had little to say about it, whereas, slides 

assessed to be atypical or unusual, elicited considerable 

efforts and time to make sense of the slide. The notion of 

"typicality" was not apparent or very rare for the novice 

teacher (Carter et al., 1988). 

Borko and Livingston (1989) examined the nature of 

pedagogical expertise by comparing the planning, teaching, 

and postlesson reflections of three student teachers and 

their cooperating teachers. The participants were observed 

for one week, and were interviewed prior to and immediately 

following each interactive teaching lesson. The "consecutive 

planning/observation/reflection cycles" enabled the 

researcher to study the evolution of sequences of 

instruction, the influences of classroom events, and the 

participants' reflections on subsequent planning and teaching 



(Borko & Livingston, 1989, p.477). The observations and 

interviews, along with artifacts, such as lesson plans, 

texts, and written notes, formed the primary data sources. 
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Borko and Livingston's (1989) findings reveal that 

novice teachers' planning was more time consuming and less 

efficient. Novice teachers tended to create scripts for 

their interactive teaching, whereas expert teachers tended to 

mentally frame their lessons and improvise their strategies 

and responses based upon their students reactions. The 

novice teachers struggled during the interactive teaching 

when students' reactions or questions drew the novice away 

from their intended lesson plan or script. Thus, where 

expert teachers' schema allowed the improvisation of their 

lessons according to student cues and reactions, novice 

teachers' pedagogical knowledge was not as sophisticated and 

deviation from their plan was problematic. Borko and 

Livingston concluded that the novice had less "elaborate, 

interconnected, and accessible schemata" than those of the 

experts (p.495). 

Westerman's (1991) findings of the differences between 

expert and novice teachers' decision making confirm the 

findings of Borko and Livingston and Carter et ale (1987). 

Westerman's (1991) study examined the thinking and decision 

making processes in the preactive, interactive, and 

postactive stages of planning and instruction. 
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Data sources included interviews during the lessons' 

preactive or planning stage, videotaping of the interactive 

stage of teaching and stimulated recall interviews, 

postactive interviews, and self-report of the videotaped 

sessions several months later. The data analysis found three 

major differences between the experts and novice teachers in 

the areas of the integration of knowledge, student behavior, 

and the interaction of the three stages of decision making. 

Westerman (1991) found that expert teachers integrate 

prior lessons and current interactive teaching to enhance 

their students' opportunities with the material. Expert 

teachers, more often than not, would start the interactive 

teaching by either reviewing or asking for students to recall 

and briefly discuss prior lessons. Conversely, novice 

teachers seldom referred to prior concepts or lessons and 

began interactive teaching by stating the lesson's objective 

or activity. Furthermore, novice teachers seldom probed 

their students to elicit connections between the current 

lesson and previous work. Expert teachers made those 

connections in relatively all interactive teaching sessions. 

As Westerman points out, the amount of attention to 

student behavior by novice teachers probably comes as no 

surprise, but the methods for classroom management that 

novices used, compared to expert teachers, is revealing. 

Expert teachers, upon recognizing off-task behaviors, would 
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almost immediately bring the student back into the activity 

by highlighting the contributions that the student could make 

to the work. Novice teachers tended to ignore off-task 

behaviors, up to the point of disrupting the entire class, at 

which time novice teachers interrupted the lesson to punish 

the child with a glare, a reprimand, or punitive measures, 

such as sending the child into the hall. 

Lastly, Westerman's study found that expert teachers use 

all three stages of decision making for lesson construction. 

Similar to Carter et al.'s (1987) findings, expert teachers 

formed an image or mental representation of the lesson they 

plan. Novices tended to follow texts and curriculum guides, 

and use those tools as reference points when asked about 

their objectives. Expert teachers modified and adapted their 

lessons based upon the cues and questions from the students. 

For novices, the three stages of lesson planning were 

linearly related, That is, the novices planned, taught the 

lesson, and then they evaluated them. Thus, Westerman's 

(1991) study supports the findings of several other studies 

(BOrko & Livingston, 1989; Carter et al. 1987, 1988) and 

remind teacher educators that both the cognitive and 

experiential knowledge and development need to be addressed 

in preservice education. 

When viewed together, the findings of expert-novice 

studies indicate that expert teachers draw upon rich 
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knowledge structures developed from classroom experiences. 

Expert teachers can respond to changing situations in classes 

based upon their knowledge of classrooms. Further, expert 

teachers are familiar with "typical behaviors, interactions, 

and situations associated with classroom activities and 

occurrences (Carter, 1990b; Carter & Doyle, 1987, 1989). 

Expert teachers' knowledge structures and schema are 

constructed through extended classroom experience (Carter, 

1990b). Thus, for novice teachers the development of these 

knowledge structures and schema are in a formative stage. 

Borko and Livingston (1989) express a concern that 

novice teachers, during their preservice programs, are 

expected to develop similar levels of contextual 

understandings and classroom knowledge. Yet, the expert

novice studies indicate that the novice teachers may not be 

cognitively and experientially ready for such expectations 

(Berliner, 1987; Borko & Livingston, 1989; Borko, Lalik, & 

Tomchin, 1987; Westerman, 1991). 

The expert-novice studies and other research on 

classroom knowledge (see Carter, 1990b) does not nullify the 

process-product work which explores the behaviors of 

effective teachers. Rather, as Carter and Doyle (1989) point 

out 

••• the analysis suggests that process-product findings 
are best seen as analytical categories that inform the 
deliberative processes that teachers use to interpret 
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situations and plan actions. Information about the 
association between time and achievement, for example, 
can sensitize teachers to how time is spent in their 
classrooms and then be combined with information about 
managing classroom activities and constructing academic 
tasks to help design structures and processes to 
maintain or increase the quality of time use by 
students. (p.62, emphasis in original) 

The expert-novice research proves useful in demonstrating 

that teachers with different levels of experience have 

different levels of knowledge, yet, the research does not 

provide insight on how knowledge develops or the process of 

gaining expertise. Borko, Lalik, and Tomchin (1987) and 

Carter (1990) suggest that a better understanding of the 

learning to teach process is needed. 

Several research programs have been instituted 

attempting to gain better insights into the process of 

learning to teach. The following review of selected research 

programs reveal various frameworks used to examine issues in 

the processes of learning to teach. 

Research programs 

The research programs selected for review in this 

section have been identified as broadening the teacher 

education knowledge base (Borko, 1989). The longitudinal 

program review is not exhaustive, but is revealing of some of 

the conceptual research strands that are ongoing concerns. 

The review section includes: (1) Teacher Perspectives 

research program that has been examining the development of 

preservice and first year teachers' teacher perspectives 
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(Tabachnick & Zeichner, 1984; Zeichner, 1981, 1986, 1987; 

zeichner & Tabachnick, 1985), (2) the Decision Making 

research project, which is exploring novice or pre service 

teachers' conceptions of instruction, through planning, 

conducting, and evaluation of instruction (Borko, 1989; Borko 

et al., 1988; Borko & Livingston, 1989), (3) the Knowledge 

Growth in Teaching project examining the development of 

pedagogical content knowledge (Grossman, 1990, 1991; Grossman 

& Richert, 1988; Grossman, Wilson, & Shulman, 1989; Shulman, 

1986a; Wilson, Shulman, & Richert, 1987), (4) Knowledge Use 

in Learning to Teach research program explores preservice 

teachers' acquisition of pedagogical knowledge (Feiman

Nemser, 1990; Feiman-Nemser & Buchmann, 1985, 1986, 1987; 

Feiman-Nemser, MCDiarmid, Melnick, & parker, 1987), and the 

(5) Metaphor, Reflection, and Teachers' Professional 

Knowledge research project (RuSsell, 1986, 1988; Russell & 

Munby, 1991; Russell, Munby, Spafford, & Johnston, 1988). 

These research projects have substantially added to the 

knowledge base in teacher education and the learning to teach 

literature and, as SUCh, an overview of these research 

programs and their major findings is discussed here. 

Teacher Perspectives. Tabachnick and Zeichner's (1984; 

zeichner & Tabachnick, 1985) two-year study examined the 

development of preservice teachers' perspectives on the 

teacher's role, teacher-pupil relationships, student 
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diversity, knowledge, and curriculum. Perspectives were 

defined, borrowing Becker et al.'s (1961) construct, as "a 

coordinated set of ideas and actions a person uses in dealing 

with some problematic situation, to refer to a person's 

ordinary way of thinking about and acting in such a 

situation" (Tabachnick & Zeichner, 1984, p. 28). Thus, with 

this definition of perspectives, the impact of student 

teaching and the first year of teaching on the participants' 

teaching perspectives were examined. 

In the first year of the research study, using a 47 item 

teacher belief inventory, Tabachnick and Zeichner identified 

the teaching perspectives of 13 student teachers in relation 

to four specific categories: teacher's role, teacher-pupil 

relationships, knowledge and curriculum, and student 

diversity. During the course of the student teaching 

experience, data was collected from interviews and 

observations of the participants, as well as the 

participants' reflective journals and transcripts of weekly 

student teacher seminars. Furthermore, the university 

supervisors and cooperating teachers were interviewed. 

Tabachnick and Zeichner (1984) found no significant 

changes to the student teachers' perspectives had taken 

place, "On the contrary, ••• teaching perspectives solidified 

but did not change fundamentally over the course of the 15 

week semester" (p. 33). The student teachers appeared to 
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become more adept at articulating and more skillful in 

implementing the perspectives that were held previously and 

brought into the student teaching experience. The dominant 

trend was for teaching perspectives to develop and grow in a 

direction consistent with the "latent culture" (Lortie, 1975) 

that students brought to student teaching. The findings of 

this particular study are also supported by previous research 

on perspectives and student teaching (see Zeichner, 1980, 

1981; Zeichner & Tabachnick, 1981), and the strengthening or 

"polarizing" of prior theories (LOrd, Ross, & Lepper, 1979). 

zeichner and Tabachnick's (1985) second year of the 

research project followed four novice teachers into their 

first year of teaching to examine the impact of the first 

year experience on their teaching perspectives. Another goal 

was to identify the factors that influenced the continued 

development of those perspectives. The data was collected by 

conducting three one-week observations in each teacher's 

school, during the visit the teacher would be observed and 

interviewed later about instructional plans and reactions to 

what had occurred during the observations. Further data 

sources included in-depth teacher interviews about the four 

categories of perspectives, interviews with six students in 

each of the participants' classes to determine how they 

experienced the classroom life, interviews with the school's 

principal, and interviews with two other teachers concerning 
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their views of institutional pressures at the school. 

By combining the student teaching data and the first 

year teaching data, Zeichner and Tabachnick (1985) 

constructed four case studies "which describe the journeys 

of each teacher and the individual and social influences on 

their development from the beginning of student teaching to 

the end of the first year" (p. 8). Initially, during the 

student teacher year the teaching perspectives were similar, 

but the journeys of the four teachers' perspectives differed. 

One continued developing her original perspectives with the 

support and encouragement of people in her school. In 

response to organizational demands, another teacher's 

perspectives changed significantly. The other two teachers 

were able to maintain their teaching perspectives even though 

they were in conflict with the organizational cultures in 

their schools. One of those teachers was more successful 

than the other in having her perspectives and behaviors 

accepted by the school. Thus, the differing levels of 

success was attributed to a variety of factors, including 

personal characteristics such as political sensitivity, the 

strength of the perspectives, and institutional factors such 

as the degree of contradictions between formal and informal 

school cultures (Zeichner & Tabachnick, 1985). 

The findings of the teacher perspectives research 

program offer teacher educators interesting and challenging 
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suggestions. The studies conclude that the transition from 

student teacher to teacher appears to be "highly person- and 

context-specific" (Zeichner & Tabachnick, 1985, p. 24) As 

such, the researchers suggest that teacher educators find 

ways of "creating and maintaining conditions within schools 

that will enhance the individual expressions of teaching 

perspectives encouraged in teacher education programs" 

(Zeichner & Tabachnick, 1985, p. 35). 

Decision Making and Teacher Planning. Another research 

program examining preservice teachers' perspectives has 

similarities to Zeichner and Tabachnick's work. The major 

difference between these two strands of perspectives research 

is that Zeichner and Tabachnick examined "general" 

perspectives of teaching, whereas Borko (1989) and 

colleagues' (Borko et al., 1988; Borko & Livingston, 1989) 

work focuses on the preservice teachers perspectives of 

specific instructional events. That is, this research 

program examines and seeks to describe the preservice 

teachers' thoughts about the planning, conducting, and 

evaluating of an instructional lesson. Further, there is an 

attempt to identify factors that influence preservice 

teachers' perspectives about those instructional components 

of their teaching (Borko, 1989; Borko et al., 1988). 

During the first year of this longitudinal research 

program, the journals of seven stronger student teachers and 



87 

seven weaker student teachers were analyzed. In biweekly 

journal entries, the students described and evaluated their 

most successful and least successful lessons for the week. 

During the final year of their teacher education program the 

students are enrolled in seven university courses and four 

field placements. At the end of each field experience, the 

students answered a set of questions about their professional 

development during the experience. Also included in the 

study were four other selected student teachers, two weaker 

and two stronger, who participated in an in-depth study of 

the planning and evaluation of a reading lesson (Borko, 1989; 

Borko et al., 1988). 

The findings from the first year's data indicated that 

the stronger and weaker student had similar conceptions of 

successful lessons (Borko et al., 1987). Borko (1989) points 

out that like zeichner and Tabachnick's studies, the students 

general perspectives did not change over the course of the 

year. But, the journal entries did indicate that the 

stronger and weaker student teachers did differ in their 

perspectives of unsuccessful lessons (Borko et al., 1987). 

Apparently, the weaker students taught more lessons that they 

considered unsuccessful, and "those unsuccessful lessons 

seemed to be more discrepant from the shared conception of 

successful teaching (Borko, 1989, p.75). 

The data indicated that the level of detail in the 
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students' planning also differentiated the stronger and 

weaker student teachers. The stronger student teachers' 

lesson plans included contingency plans which anticipated 

potential problems or off-task behaviors and as such, the 

stronger student teachers' lesson plans were constructed 

within a problem solving framework. This framework may have 

assisted the stronger students in realizing more lessons 

which matched their personal conception of a successful 

lesson (Borko et al., 1987, 1988). 

Another study examined the development of two first-year 

teachers in their school sites and classrooms. Borko (1989) 

reports that the experiences of the first-year teachers 

revealed to the research team factors that facilitate or 

impede entry into the profession. Due to a numerous reasons 

including a limited knowledge of the curriculum, limited time 

and energy, and school policies and expectations, both 

teachers relied heavily upon the basal reading programs 

(Borko,1989). Again, the major difference was the teachers' 

interpreted levels of success. One teacher was comfortable 

with the compromises she had made and viewed her year as a 

success. Whereas, the other teacher viewed her experience 

much more negatively. Borko found that the satisfied teacher 

had developed a positive relationship with an experienced 

"buddy teacher" and had, to a much greater extent than the 

least satisfied teacher, been treated as a professional by 



89 

the school administration and colleagues. Thus, the school's 

culture combined with the perspectives of the entering 

teacher strongly contribute to the teacher's perceived level 

of success or failure. 

The findings from Borko and colleagues' research program 

offer several factors associated with learning to teach, that 

were evident across the studies: (1) careful, detailed 

planning incorporating strategies for potential problems; (2) 

strong subject matter knowledge enables novice teachers to 

focus on planning; (3) and a shared perception by the novice 

teacher, colleagues, and administrators that the novice 

teacher is competent about, and responsible for classroom 

events (BOrko, 1989; Borko et al., 1987, 1988). 

The research projects that Zeichner and Tabachnick, and 

Borko and colleagues have initiated have the exploration of 

preservice teachers' perspectives and changes to those 

perspectives, in common, as well as an interest in expanding 

the knowledge base for teacher educators. Furthermore, the 

findings of both perspectives programs indicate clearly, that 

changing the entering conceptions, be they generalities of 

teaching or specific issues, is very problematic. 

Knowledge Growth in Teaching. The research project at 

Stanford University, coordinated by Shulman, focuses 

primarily on novice teachers' subject matter knowledge and 

its transformation into instruction (Grossman, 1990, 1991; 
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Grossman & Richert, 1988; Grossman, Wilson, & Shulman, 1989; 

Shulman, 1986a, 1986b, 1987; wilson, Shulman, & Richert, 

1987). This longitudinal series of studies examines how 

student teachers and teachers develop their "pedagogical 

content knowledge" (Grossman, 1990). That is, the 

" ••• project focuses on what teachers know about their subject 

matter, where and when they acquire that knowledge, how and 

why that knowledge is used in classroom instruction" (Wilson 

et al., 1987, p.110). pedagogical content knowledge 

" ••• 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). Furthermore, Shulman 

(1987) argues that pedagogical content knowledge is unique to 

teaching and as such, the processes of such knowledge need to 

be recognized for without this recognition this form of 

knowledge will continue to be a "missing paradigm" (Shulman, 

1986a). 

The initial study had 21 secondary student teachers as 

participants, enrolled in three separate teacher education 

programs. In the second year of the project, twelve of the 

participants were followed into their first year of teaching. 

Data collection was continuous through out the year and 

included a wide assortment of qualitative information, such 
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as interviews about the students' intellectual histories, 

general knowledge of subject areas, knowledge of specific 

courses they were assigned to teach, general pedagogical 

knowledge, and pedagogical knowledge of their content area. 

Further, data was collected through the use of observations, 

student journals, planning-observation-reflection cycles, and 

each cycle included a think-aloud planning session (for 

details of methods, see Grossman, 1990; wilson et al., 1987). 

The data collected and analyzed from the first year of 

the project led to the development of two theoretical 

frameworks to describe the central components of teaching and 

learning to teach (Shulman, 1987). The first framework 

describes the knowledge bases for teaching, which include 

seven categories of knowledge utilized by teachers. The 

knowledge categories are: (1) subject matter knowledge, (2) 

general pedagogical knowledge, (3) curricular knowledge, (4) 

knowledge of learners, (5) knowledge of educational aims and 

purposes, (6) knowledge of other content, and (7) pedagogical 

content knowledge (see Grossman, 1990; Shulman, 1987). 

The second framework developed through the analysis of 

the first year's data describes the process of pedagogical 

reasoning. The process describes the sets of activities that 

teachers use to transform the content for instruction. The 

five activities are; (1) comprehension, (2) transformation, 

(3) instruction, (4) evaluation, and then (5) reflection 
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(Shulman, 1987; Wilson et al., 1987). 

The major findings from the Knowledge Growth in Teaching 

program are as follows. Yet, it should be noted several new 

strands of research are building upon some of the original 

findings and frameworks (see Gudmundsdottir, 1991; Kleinfeld, 

1992; Stengel, 1992). The researchers found that student 

teachers were influenced in their planning and their 

teaching, depending upon the depth and scope of their content 

knowledge. That is, a student stronger in the subject matter 

knowledge would teach the subject more conceptually, while 

less knowledgeable students taught more specific information. 

As an example, a biology student teacher, rich in subject 

matter knowledge would teach complex relationships of 

biological concepts and plan to teach from general concepts 

to specific information. Whereas, the biology student teacher 

weak in subject matter knowledge taught simpler relationships 

and much more specific or factual information (Grossman & 

Richert, 1988). The studies found that all student teachers 

struggle with ways to transform their subject knowledge to 

instruction and that a variety of strategies exist, such as 

analogies, metaphors, examples, and illustrations. These 

strategies of transforming the subject matter form a new type 

of knowledge for the student teacher, pedagogical content 

knowledge (Shulman, 1986a, 1987). Further, in addition to 

the new knowledge, the process of transforming the student 
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for their pupils is referred to as pedagogical reasoning 

(Shulman, 1986a; Wilson et al., 1987). 
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During the second year of the research project, case 

studies were developed, using data from the student teaching 

studies and data collected of first year teachers. using the 

frameworks for knowledge bases of teaching and pedagogical 

reasoning, the case studies confirmed the findings from the 

first year, specifically that teachers' subject matter 

knowledge could not account for the differences in the 

pedagogical reasoning and actions. Thus, other variables 

found to contribute to pedagogical reasoning were the student 

teachers' perceptions of their pupils, self-perceptions as 

teachers, educational philosophy, beliefs about content, and 

disciplinary perspectives. The studies found that these 

factors playa role in the teachers' goals and instruction 

(Grossman, 1990; Grossman & Richert, 1986). 

It is interesting to note, for the purposes of the 

present study, that the subjects' preconceptions, 

perspectives, or beliefs are either implicitly and explicitly 

suggested as contributing factors in the development of 

pedagogical content knowledge. For example, Grossman (1990, 

1991) examines and suggests strategies for learning to teach 

by overcoming student teachers' apprenticeship of 

observation. using findings from the Knowledge Growth in 
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Teaching case studies, Grossman offers a portrait of a 

methods class that provides lIimages of the possible ll 

(Shulman, 1983), as opposed to the common methods courses 

which have been called a waste of time (Goodlad, 1990a, 

1990b). Furthermore, the findings indicate that while most 

novice teachers suggest their fieldwork as the place where 

they learn to teach, Grossman found that pedagogy can be 

learned in university-based teacher education, as well as in 

the field (Grossman, 1990, 1991; Grossman & Richert, 1986; 

Shulman, 1986a; Wilson et al., 1987). 

Knowledge Use in Learning to Teach. A longitudinal 

research program coordinated by Feiman-Nemser examines 

preservice teachers' learning experiences during their formal 

preparation and how formal education helps or hinders the 

students' transition to pedagogical thinking (Ball & Feiman

Nemser, 1988; Feiman-Nemser, 1983, 1990; Feiman-Nemser & 

Buchmann, 1985; 1986, 1987). Pedagogical thinking is defined 

as the preservice students' thinking about teaching that 

focuses on pupils and what they need to know, as opposed to 

thinking about oneself as the teacher of the subject matter. 

This definition, differing from pedagogical content knowledge 

which focuses on subject matter and its transformation to 

teaching instruction, focuses on the preservice teachers' 

students and their needs. Furthermore, studies originating 

from the program describe and analyze what preservice 
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teachers learn in relation to what they are taught, in both 

coursework and fieldwork (Ball & Feiman-Nemser, 1988; Feiman

Nemser & Buchmann, 1986, 1987). 

The research team followed six elementary preservice 

teachers through the two years of their formal education 

program. Half of the six students were enrolled in the 

Academic Learning Program, the other three students were in 

the Decision-Making Program, two conceptually different 

teacher education programs. An academically oriented 

program, the Academic Learning Program emphasizes theoretical 

and subject matter knowledge and stresses teaching for 

understanding and conceptual change. Whereas, the Decision

Making Program is technologically oriented, emphasizes 

generic knowledge of teaching skills, methods and research

based decision making (see" Feiman-Nemser, 1990). 

During the two year period, data were collected through 

formal and informal interviews designed to elicit the 

students' sense of what they learned each semester. Field 

notes taken during observations of the students in a core 

course in each program. The field notes recorded the 

courses' content, activities, and interactions. Further, in 

the second year of the students' program and during the 

student teaching phase, the student teachers were observed 

weekly and their activities were documented. Informal talks 

with the student teacher, cooperating teacher, and the 
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university supervisor offered insight to the student's 

progress. Formal interviews were also conducted with each 

student teacher prior to and just after student teaching. 

The reports of the research program focus primarily on two 

cases from the first year and two cases from the second year 

(Feiman-Nemser & Buchmann, 1986, 1987). 

The first year findings, influenced by university 

coursework, indicate that the two participants experienced 

difficulty making the transition to pedagogical thinking. 

According to the researchers, this finding may be due to 

their lack of knowledge of subject matter and pedagogy. The 

preservice students, when teaching a particular lesson to a 

group of their peers, would not or could not incorporate 

their peers' comments or prior knowledge about the content as 

guidelines for the lesson's structure. Further, the 

coursework did not appear to offer enough subject matter 

knowledge to remedy the deficits. Likewise, the teacher 

education coursework did not offer the students a solid 

understanding of instruction, supervision, practice, or 

reflection. The participants relied heavily upon the 

textbooks, their own schooling, and practical experience in 

learning to teach (Feiman-Nemser & Buchmann, 1986). 

The researchers suggest that teacher educators must take 

the preconceptions of future teachers into account. Feiman

Nemser and Buchmann (1986) contend that pedagogical thinking 
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is not natural, when compared to everyday activities, and as 

such, future teachers need to look beyond the familiar worlds 

of teaching and learning. For, without help in "examining 

current beliefs and assumptions, teacher candidates are 

likely to maintain conventional beliefs and incorporate new 

information or puzzling experiences into old frameworks 

(Feiman-Nemser & Buchmann, 1986, p. 255). 

The student teaching or second year of the research 

program confirmed the earlier findings, That is, the 

transition to pedagogical thinking is problematic for 

preservice teachers. By focusing on the interactions among 

professional coursework, classroom contexts, and role models, 

the study examined whether the students moved away from 

issues of management and cooperation as central concerns to 

pedagogical thinking, or placing the pupils' learning needs 

as central. The student teachers found difficulty in 

recognizing the differences between their sense of teacher 

roles or behaviors and connecting those activities to the 

needs of student learning. Thus, as with the first year 

findings, the student teachers tended to rely heavily on the 

school provided curriculum materials, especially the 

textbooks. Furthermore, although the two student teachers 

were able to perform the tasks and spend the time necessary 

to feel they learned from the experience and receive positive 

evaluations, neither were able to acquire the pedagogical 
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knowledge that the researchers argue is central to teaching 

(Feiman-Nemser & Buchmann, 1986, 1987). 

The study's findings suggest that for student teaching 

to be teacher education, all parties involved in the activity 

must be cognizant of the teacher candidates' preconceptions 

of teaching and schooling. Further, the school site 

participants and university supervisors should be seen as 

teacher educators and need to play an active role in 

challenging the candidates' transition to pedagogical 

thinking and not primarily focus on, nor be rewarded for, 

classroom cooperation and management. The difficulty may be 

in articulating clear understandings of the roles and 

responsibilities of the teacher educators. Feiman-Nemser and 

Buchmann (1987) see this articulation among teacher educators 

and the transition to pedagogical thinking as a possible way 

to break the conservative and individualistic tendencies of 

teacher candidates. 

The pedagogical thinking studies and other scholarly 

work in the area of preservice teacher preconceptions led 

Michigan State University to create a required introductory 

education class, entitled IIExploring Teaching", designed 

specifically to challenge preservice teachers preconceptions. 

A study was conducted exploring possible conceptual changes 

of 91 students enrolled in the introductory class. The 

researchers were interested in whether and how students' 
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ideas changed over the course of the term, what factors 

influenced the changes, and whether the responses of the 

students in the field version would differ from the students 

in the nonfield version (Feiman-Nemser, McDiarmid, Melnick, & 

Parker, 1989). 

Two versions of the course are offered. One version 

includes four days of participant-observation at an 

elementary school. During each field observation the 

students would be given a field assignment to complete. The 

assignments are designed to focus attention on some aspect of 

classroom activities or environment. The nonfield version 

supplemented the field observations with peer teaching, 

analysis of videotapes of elementary classrooms, and lesson 

transcripts. All of the other assignments and activities 

were the same for both versions. 

The data consisted of essay responses written at the 

beginning and the end of the term. Four major themes are 

represented in the course, they are: (1) traditions of 

teaching, (2) the relationship of teaching and learning, (3) 

the contexts of teaching, and (4) the knowledge required of 

teaching. These four topical themes became the framework 

within which the data \v'aS analyzed. 

The findings indicate that, for the most part, all of 

the students experienced some level of change in their 

preconceptions of the four theme areas. All of the students 
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indicated a change in their conceptions of the traditions of 

teaching. The students' developed multiple images of 

teaching, a recognition that teaching for understanding is 

desirable, and that the teachers' students don't need to be 

passive learners, that active learners bring prior 

experiences with them and those experiences can be useful. 

Some students reported a greater appreciation for the 

uncertainties of teaching, such as how a teacher's actions 

influence student understanding or development. A better 

understanding of contextual factors that influence teaching 

and learning was demonstrated by the majority of students. 

Few students seem to understand the effects of the often 

conflicting purposes society imposes on schools. Lastly, 

nearly half of the students indicated an increase in their 

appreciation for what teachers need to know to teach. 

Interestingly, the field version students indicated that they 

felt somewhat slighted, or left out, of several important 

theoretical discussions due to the field assignments 

(Feiman-Nemser et al., 1989). 

The course instructors and researchers harbor some 

concerns about the data. The changes that the data indicate 

may be attributed to other factors, such as variability 

across the four instructors and the timing of the different 

themes. Teacher knowledge and context were discussed toward 

the end of the course and that may account for the high rate 
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of student initiated discussion in these areas. Furthermore, 

Feiman-Nemser et ale (1989) acknowledge that the data used to 

document changes could be suspect. The responses may be a 

reflection of what the students think the professors want to 

hear, but the researchers assure the reader that they have 

other supporting documentation (e.g., in-class written work, 

papers, responses to study questions, classroom discussions) 

which confirms the integrity of the data. 

Again, just as the Knowledge Use in Learning to Teach 

research program indicated, Feiman-Nemser et ale (1989) urge 

teacher educators to consider the influencing nature of 

preservice teachers' preconceptions. Feiman-Nemser et ale 

(1989) state that 

••• prospective teachers are taught about schema theory 
and children's misconceptions and they learn that 
comprehension results from the interaction of reader and 
text. Ironically, this perspective on learning has had 
little impact on what teacher educators do with their 
students. Instead of taking into account what teacher 
education students already know and believe, teacher 
educators often regard their students as lacking in 
professional knowledge and skill. (p. 18) 

Lastly, the study reveals that as instructors of such a 

course, and when in the process of challenging their students 

to reconsider their preconceptions, their own conceptions are 

being challenged and revisited (Feiman-Nemser et al., 1989; 

also see Wilson, 1990). 

Although not part of Feiman-Nemser and colleagues' 

Knowledge Use in Learning to Teach project, another 
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longitudinal research program examining pre service teachers' 

beliefs will now be reviewed. 

Hollingsworth's (1989) three year research program 

investigated changes in preservice teachers' knowledge and 

beliefs about reading instruction before, during and after a 

fifth-year teacher education program. According to 

Hollingsworth, the preservice students' teacher education 

program can be described "in content as behavioristic or 

teaching as applied science and in structure as a traditional 

or teaching as craft knowledge" (p.164, emphasis in 

original). That is, the preservice students are taught 

prescriptive models of instruction (Hunter, 1982, cited in 

Hollingsworth) and theoretical constructs of learning 

(Piaget, 1971, cited in Hollingsworth). The prescriptive 

teacher education orientation and the findings of 

Hollingsworth's study support Doyle's (1983) notion, embedded 

in the academic task construct, that students will learn what 

teachers ask them to learn. 

The study focused on global changes in the preservice 

students' beliefs about education, teaching, and learning. 

Doyle's (1983) theoretical construct of academic tasks, 

issues of classroom management (Doyle, 1986), and pedagogical 

content knowledge (Shulman, 1986; Wilson et al., 1987) formed 

the study's framework for analyzing and interpreting the 

data. Furthermore, conceptual framing of classroom contexts 
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(Doyle, 1981) and classroom ecology (Doyle, 1977) also served 

as heuristics in decoding the data (also see Doyle, 1990, 

1992). 

Fourteen elementary and secondary preservice teachers 

were interviewed at the beginning of the year and baseline 

profiles of the students' beliefs were established. Data was 

also collected by observing the students in teacher education 

classes, as they taught reading in school classrooms, and 

periodic interviews conducted during the year. using 

constant comparative analysis of the data periodic student 

profiles were formed and then compared with the students' 

baseline profiles to identify consistency with or changes in 

the students' entering beliefs. 

Hollingsworth's findings indicate that prior beliefs 

play a critical role in learning to teach and that changes in 

preservice students' global views of teaching to 

understandings of context-specific student learning could be 

traced in predictable patterns. The subjects were found to 

be incorporating recently learned strategies of classroom 

management, instruction, or learning into their prior belief 

structures and modifying the new knowledge to suit their 

needs. That is, the subjects' changes in thinking were 

accomplished without changing their basic identities. This 

finding of compatibility with or modification to fit one's 

personal beliefs is reminiscent of Doyle and Ponder's (1977) 
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practicality ethic. From the study's findings, Hollingsworth 

(1989) developed a model which offers a conceptual view of 

the subjects' learning to teach process: 

••• preprogram beliefs about teaching serve as filters 
for processing program content and making sense of 
classroom contexts, that general managerial routines had 
to be in place before subject specific content and 
pedagogy became the focus of attention, and that 
interrelated managerial and academic routines were 
needed before teachers could actively focus on students' 
learning from academic tasks in classrooms, while 
preprogram interest in students as individuals and 
program-developed interest in subject pedagogy were 
needed to provide the motivation to do so. In turn, 
each new level of knowledge affected changes in 
preprogram beliefs. (Hollingsworth, 1989, p.168, 
emphasis in original) 

Hollingsworth developed from the data four case studies that 

are composite portraits of the cognitive change of the 

preservice subjects and representative of the described 

learning to teach model. 

Hollingsworth's findings implies that it might be 

possible to educate preservice teachers who will challenge 

conservative school models. Yet, this study also suggests 

that to create those challenges, teacher educators and 

programs must themselves be challenged to understand the 

incoming beliefs of preservice students. Further, 

Hollingsworth (1989) recommends flexible approaches to 

teacher education to assist incoming students' understandings 

of the complexities of classroom life, and learn that the 

methods, management, and content will vary given different 
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school and class contexts. Furthermore, as in several other 

studies and research programs discussed, the power of 

preservice teachers' beliefs and prior experiences are shown 

to be strong, individualistic heuristics for interpreting 

teacher education content and programs. 

The research programs, their accompanying studies, and 

parallel studies are tied together by either their explicit 

or implicit exploration of preservice teachers', and in some 

cases inservice teachers', preconceptions about issues 

associated with teaching and learning, students and 

classrooms, and knowledge, both pedagogical and content. 

Metaphor, Reflection, and Teachers' Professional 

Knowledge. A research program being conducted by Munby, 

Russell, and colleagues examines how teachers learn 

practical, professional knowledge of teaching. The research 

program's subjects include preservice student teachers, 

beginning, and experienced teachers. The data collection 

focuses on interviews with the teachers immediately following 

a classroom observation, when possible interviews are spaced 

at monthly intervals. 

This research proceeds from two primary assumptions 

about teachers' professional knowledge, that is 

••• (1) professional knowledge consists of more than that 
which can be told or written on paper and (2) 
professional learning is something more than a process 
of using "rules" to make decisions about how to behave 
in a classroom situation. (Russell, Munby, Spafford, & 
Johnston, 1988, p.67) 
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Furthermore, the researchers are examining the ways in which 

teachers view their work. That is, the varying ways of 

interpreting classroom events and the teachers' awareness of 

possible alternative interpretations. For as Russell et ale 

(1988) contend, the process of perception is not regarded as 

observation followed by selection and interpretation rather, 

the act of observation is interpretive. Thus, the research 

project is interested in the occurrence and significance of 

teachers' metaphors when discussing their practical knowledge 

(Munby, 1986; Russell, 1986). Lastly, the research program 

is interested in the "changes that occur in teachers' 

perspectives on their work, over time, during, and as a 

result of events of practice" (Russell et al., 1988, p.67). 

The theoretical framework for the research project is 

drawn from Schon's (1983) concepts of reflection-in-action 

and the contrasting concept of technical rationality 

(Russell, 1986, 1988; Russell & Munby, 1991; Russell et al., 

1988). Schon (1983, 1987) defines reflection-in-action as a 

process in which professionals reframe practical problems in 

response to puzzles and surprises (Russell et al., 1988; 

Russell & Munby, 1991). Russell (1986) has found the process 

of reframing through reflection-in-action to be powerful in 

studying the experiences of student teachers and beginning 

teachers. 

Study reports emanating from this research program are 
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offered in the form of case studies. The case studies 

typically focus on a particular aspect of the subjects' 

developmental notions or understandings of professional 

knowledge. For example, Russell and Munby (1991) and Russell 

et ale (1988) discuss case studies of teachers' reframing, 

that is the process of professional development that may 

occur with the encountering of a puzzle or dilemma. 

Reframing then, is a developmental cycle of professional 

practical knowledge. Thus, development through reflection

in-action and the resulting reframing of professional 

practices undermines the premises of traditional teacher 

education which argues that "propositional knowledge from 

lectures and books can be directly translated into practice" 

(Russell & Munby, 1991, p. 185). Their findings show that 

some novice teachers have explicitly rejected what they had 

been told in their education programs, and yet, those novice 

teachers have developed professionally and improved (Russell 

& Munby, 1991). 

In yet another report, Russell (1988) focuses on the 

professional development of a preservice, beginning and 

experienced teachers' views of initiating theory into 

practice (also see Russell, 1986; Russell et al., 1988). The 

teachers' interviews indicate that learning to teach is not a 

two-step process, that is, first you learn the theory, then 

you put the theory into practice. The preservice teachers' 
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interviews show that how theory and practice relate to each 

other is both significant and problematic. Pre service 

teachers emphasized the significant role that experience 

plays in the process of learning to teach, and they suggested 

that experience is also significant in the learning of the 

theory to teach. Russell (1988) states that the data 

indicates that teacher education coursework, which are 

interpreted as dealing with theory, and personal teaching 

experiences, which are clearly defined as practice, is an 

important concern for those who are learning to teach. 

Teacher educators, Russell suggests, may be overlooking 

opportunities to contribute to the development of beginning 

teachers by listening to preservice teachers and helping them 

examine and reshape their assumptions about theory and 

practice. Russell (1988) and his colleagues state 

we are increasingly convinced that the image one holds 
of the relationship between theory and practice can 
significantly influence understanding of the personal 
learning process, at every stage in one's development of 
the personal knowledge of teaching. (p.33) 

The perspective of an individual holding an image of the 

relationship between theory and practice once more calls 

attention to the beliefs of teachers at all levels of 

experience and teacher educators. This research program 

strives to bring to the forefront both the developmental 

changes in professional knowledge and the individuals' 

beliefs that affect that change. Thus, understanding an 
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individual's reframing may broadened our understandings of 

how best to assist in the merging of educational theory and 

practice. 

Summary 

This section of the literature review offers selected 

studies of learning to teach that are both diverse and 

extensive (Borko, 1989) and as such, narrowing and 

categorizing salient studies for this review is problematic. 

A common tread that weaves through the conceptual and 

theoretical studies is the efforts of the research to come to 

grips with preservice teachers experientially formed 

knowledge or beliefs. For the preservice teacher the 

concepts of knowledge and beliefs are often synonymous, often 

resulting in major educational challenges for teacher 

educators. 

The findings of the effective teacher research has been 

shown to be but one facet of the complexities of teachers' 

knowledge. Teachers' cognitive development and 

understandings of teaching, learning, students, and school 

contexts have been brought to the forefront in many research 

agendas. The creative and often inventive methodological 

approaches used in many of the current studies in learning to 

teach are revealing and broadening our knowledge base in 

teacher education. Examples of such innovative studies can 

be found in the expert-novice research. As our knowledge 
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base in teacher education expands, then too might teacher 

educators' approaches to educating tomorrow's teachers. 

Extensive longitudinal research programs are currently 

underway which have begun to reveal such approaches. The 

need to address preservice teachers' preconceptions about the 

teaching profession is as important today, as it was during 

Lortie's (1975) work. Yet, most of the studies reviewed come 

to the brink of admonishing teacher educators for 

superficially addressing their preservice students' 

preconceptions. 
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This chapter describes five major sections of the 

study's method. The sections are: (1) research method; (2) 

contexts within which the study will occur; (3) participants; 

(4) types of data collected and a description of the data 

sources; (5) data analysis procedures. 

Research Method 

The study is qualitative in nature and employs a 

participant observation technique. Through this method the 

study will bring to light the preservice teachers' 

preconceptions about classroom teaching and because of this 

it is understood that the study focuses on exploring and 

interpreting inferences. Rokeach (1968) argues that beliefs 

or, as used in this study, preconceptions are best explored 

through inferences. Erickson (1986) contends that 

recognizing and identifying the IIsubjective inferential II may 

best be accomplished through the qualitative approach. 

Fenstermacher (1979) argues that educational research needs 

to focus on the beliefs and belief structures of teachers, 

and that such a focus would be best served through 

qualitative approaches. 

The ability to talk explicitly about one's 

preconceptions or beliefs about teaching has been shown to be 
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difficult (Ball, 1988; Hollingsworth, 1986; Kagan, 1992; 

Porter & Freeman, 1986; pajares, 1992; Richardson, in press). 

The problematic issue of stating ones' beliefs may be made 

even more difficult for those attempting to enter a new 

profession. Richardson (in press) contends that scholars 

have difficulties in expressing their educational beliefs; 

rather, they express them in terms which represent knowledge, 

a way of professionalizing the discussion. If this is so, 

how are preservice teachers to overtly express their 

preconceptions? The answer may rest in qualitative methods 

which seek Erickson's (1986) subjective inferential. 

In Brookhart and Freeman's (1992) review of studies 

dealing with preconceptions or beliefs, they concluded that 

the studies to date, have over-utilized survey methodology 

and under-utilized written and observational data. They 

further contend that the studies portray teacher candidates 

as a "homogeneous" group and that sub-groupings should be 

used in future studies. 

The Study's Contexts 

Course Description 

This study was conducted in a required " ••• generic 

methods course built from the research on classroom 

management, teaching strategies, and the planning of 

schoolwork ••• " taken in the first semester (15 weeks) of a 

student's formal teacher education program. The course is 
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"an introduction to the processes associated with teaching in 

classrooms." The course was organized around five major 

strands: (a) observing in classrooms; (b) classroom 

management; (c) classroom instruction; (d) planning and 

clinical reasoning; (e) working in schools (Course syllabus, 

p. 1). The text for the course was Richard Arends' (1991) 

Learning to Teach. 

Another objective of the course yet implicit in nature, 

is to press or encourage the preservice students to begin to 

shift their orientation to school classrooms from that of 

being and thinking as a student toward thinking and viewing 

classrooms like a teacher. Thus, the course focuses 

primarily on classroom processes, the contexts of schools and 

schooling, and the instructional strategies of teachers. The 

course is not a specialized teaching methods course in a 

particular content area. Rather, the content of the course 

includes the general concepts, principles and strategies of 

classroom teaching. 

There are three major components to the structure of the 

course. Each week the students must attend, at the 

university, two, 1 1/4 hour lecture sessions, one 55 minute 

teaching lab, and a 2 1/2 hour fieldwork component at an 

assigned public school. 

The Lecture Component's Context 

The lecture component's intent is to engage the 
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students' thinking about classroom processes, instruction, 

educational research, explore their understandings and 

analysis of the reading assignments, and allow the students 

to discuss issues and pose questions resulting from their 

fieldwork observations. 

The Lab Component's Context 

The participants met once a week for 55 minutes in a 

teaching laboratory setting. The teaching lab is a large 

classroom with six permanently mounted video-cameras and 

microphones, as well as desks, chairs, chalkboards, and 

overhead projection equipment. The room also has a movable 

divider door which allows the room to be split into two 

separate rooms. Lastly, the video-taping equipment is 

operated from a control room which is separate from the lab; 

the occupants of the lab may be observed and videotaped from 

the control room. 

The teaching lab was used to discuss "cases" of 

teaching, discuss issues from the fieldwork, and videotape 

the participants' microteaching activities. 

The Fieldwork Component's Contexts 

The participants were assigned to one of three local 

public schools as participant-observers. The three schools 

were chosen, in part, because they offered the preservice 

teachers the opportunity to observe multicultural and 

multiethnic classroom settings, diverse academic levels of 
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students, at-risk populations, and a range of curricular and 

co-curricular activities and settings. Furthermore, the 

fieldwork was intended to contribute and stimulate the 

discussions in both the lecture and lab components of the 

course. The secondary students were assigned to the same 

high school, whereas the elementary students were divided 

into two cohorts, each cohort being assigned to a different 

elementary school. 

The elementary preservice students at each school were 

paired to observe a specified teacher and classroom. This 

pairing was to allow the two students to reflect upon, and 

discuss the observations from differing perspectives. 

Due to the departmentalized nature of the high school 

setting, the pairing process was not considered appropriate, 

although some of the observers did have the opportunity to 

observe teachers outside of their respective content areas. 

But the opportunity to discuss and reflect upon common 

observations due to pairings was not deemed feasible. 

Participants 

This section discusses the participants involved in the 

study and the degree or level of that involvement. The 

participants will be labeled as the participants, the 

graduate assistant as researcher, and the course's professor. 

Participants 

As stated earlier, all students in the teacher education 



116 

program are required to take this introductory course, both 

undergraduate education majors and post-baccalaureate (post

bacs) students seeking teacher certification. This mix of 

elementary and secondary students creates class sections that 

cut across disciplines and grade levels giving attention to 

the differences and similarities that exist among the grade 

levels, school, and participants. 

Twenty-two preservice students (5 males and 17 females), 

in one of five class sections offered, agreed to participant 

in the study. For the purposes of this study, the subject 

population was divided into sub-populations of elementary and 

secondary majors (see Appendix A, Table A-1). Those two 

populations were then divided into traditional and 

nontraditional groupings. This sub-grouping places the 

participants into groups consisting of 14 elementary majors 

(11 traditional and 3 nontraditional students) and 8 

secondary majors (5 traditional and 3 nontraditional 

students). 

The teacher education program has an enrollment cap, and 

several entrance criteria affected the nature of the 

population. One criterion, for example, called for 

experience and interest in working with children. Thus, the 

participants entered the teacher education program with 

varying degrees of experience working with children, yet none 

of the participants had held the position of a full-time 
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classroom teacher. Much of their experiences working with 

children was as school volunteers, church activity sponsors, 

parents, girl scout or boy scout leaders, day-care employees, 

or other roles involving children. Another criterion relates 

to applicants' experiences in multicultural settings. And, 

because of the competitive nature of the application process, 

due in part to the capped enrollment, the grade point average 

(GPA) of all teacher education majors at this institution is 

3.34 (on a 4.0 scale), whereas the overall GPA average for 

the participants in the study is 3.46 (calculated from the 

participants applications). 

In the third week of the semester, the participants were 

asked if they would be willing to participate in the study 

and the study's focus and design were discussed. Originally, 

the study was conceptualized to interpret the preconceptions 

of the pre service students as a whole group only, and this 

was the focus of the discussion with the participants. Yet, 

as the course progressed and the data began to accumulate, 

the guiding questions for the study began to develop and the 

sub-grouping cross-comparisons seemed warranted. 

Graduate Assistant as Researcher 

The researcher was a graduate assistant in this class 

section and was responsible for collecting assignments, 

moderate participation in discussions, and administering the 

lab component. The nature of the researcher's role and the 
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resulting interactions with the participants caused the 

researcher to assume Spradley's (1980) moderate participant 

approach to participant observation. The moderate 

participant attempts to " ••• maintain a balance between being 

an insider and an outsider, between participation and 

observation" (Spradley, 1980, p.60). Thus, although there 

was interaction between the participants and the researcher, 

the data collected consists of the participants' original 

work and informal interviews. Yet, it should be acknowledged 

that the graduate assistant was instrumental in establishing 

the environmental conditions of the teaching lab and the 

field placement assignments. Thus, the graduate assistant's 

roles and relationships with the participants should be 

acknowledged. 

The Course's Professor 

The professor of the class is a respected researcher and 

scholar in the field of teacher education. Her areas of 

research interest and scholarly thinking include inservice 

and pre service teacher reflection and practical arguments, 

teacher beliefs, teacher cognitions, preservice teacher 

education in general, and teachers' professional development 

programs. The methods of instruction in the course reflect 

those areas of study, in that the professor presses the 

preservice students to reflect upon their personal beliefs 

and the experiences that they have as a result of the 
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fieldwork component of the class. Furthermore, the class 

discussions and questioning techniques, written assignments, 

and the lab component activities also reflect the professor's 

research interests. The activities and assignments will be 

discussed later in this chapter as part of the data sources. 

Data Collection and Sources 

Data Collection 

The researcher used a participant observation approach 

in the collection of the data (Spradley, 1980), during the 

Fall semester, 1991. Yet, as stated earlier, the researcher 

was the graduate assistant for the class section, and that 

role resulted in an emic or insider's orientation to the 

class and the participants. Thus, nuances or idiosyncratic 

behaviors of the participants that an outsider or an etic 

orientation may not have noticed became part of the 

researcher's fieldnotes and data. 

The data include the course's required written 

assignments, audiotaped whole-class and small group 

discussions, videotaped micro-teaching sessions, informal and 

formal interviews, course and college artifacts, and 

fieldnotes collected during observations. 

Description of Data Sources 

The following brief descriptions are intended to give 

the reader a sense of the required work that the course 

called for, yet further elaboration and clarification of 
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these sources will be supplemented as needed throughout the 

analysis of the data (see Appendix A, Table A-2). 

The written assignments used as data included various 

activities designed to explore the students' thinking about 

classroom teaching through personal reflection. The midterm 

and final exams were also designed with the students' 

perceptions and cognition in mind, as well as the application 

of the course's formal content (i.e. lectures, textbook, 

guest speaker presentations). 

The following brief descriptions of the data sources are 

offered: 

1) The "Most Memorable Teacher" activity assigned the 

students to write a brief description of a teacher in during 

their schooling experiences that stood out as memorable. 

These descriptions were given to another class member, who 

then interviewed the author about that teacher. This 

activity took place during the first lab session of the 

semester. 

2) The "Classroom Climate, Classroom Control" activity 

had the students discuss their most memorable teacher in 

relationship to the student's perception of the teacher's 

classroom climate. The two variables that the students were 

to consider were classroom "warmth" and classroom "control". 

3) There were three videocase studies analyzed by the 

students over the semester. Two of the cases were viewed by 
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the students independently in the College's computer lab. 

The students were to keep running notes of the case and 

respond to a series of questions about their impressions. 

Furthermore, written rationale of the lesson taught in each 

case was provided by the teacher in the videocase. The 

students were to compare their impressions of the case to the 

teacher's perceptions. The third videocase was viewed during 

a class session and the students discussed the case in their 

field placement school groups. 

4) The course activities included a series of written 

case studies that were discussed primarily in the teaching 

lab, yet those discussion were often carried over into the 

class session. Initially, the students discussed the cases 

in their school groups and then shared their groups opinions, 

conclusions, and questions with the other students. The 

written cases studies focused predominantly on elementary 

classroom interactions or cases of individual students. 

Furthermore, there were two written cases which focused on 

middle school level examples, yet, those case study 

discussions were not used as part of the data sets. 

5) The microteaching activity assigned the students to 

plan and teach a lesson focusing on an event the student had 

observed during a field placement observation. The lesson 

was then critiqued by other school group members in the form 

of a peer letter. 
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6) The class and lab sessions were audiotaped and 

observation field notes were taken. Informal interviews were 

also conducted, yet they were not scheduled and were in 

conversational form. 

7) Artifacts were collected from the College of 

Education which included copies of the students' applications 

to the college, supplemental information for admissions, 

university transcripts, and a tentative program of study for 

the student. 

8) Artifacts from the teacher education course included 

the class syllabus, a field placement guide, and copies of 

all materials given to the students. 

9) A "Well-Remembered-Event" (WRE) was a written 

personal reflection of an observed event in the student's 

field placement school. The WRE was an ongoing assignment 

that was to be turned in weekly to the graduate assistant. 

The WRE was often used as a focal point in the class and lab 

sessions to stimulate discussion on teaching and contextual 

issues. This activity was an integral part of the course's 

intellectual framework, as such, the conceptual rationale for 

the well-remembered-event activity is discussed. 

The "Well-Remembered-Event" assignment was designed 

around the conceptual view that a well-remembered event leads 

to event-structured knowledge (Carter, 1991; Carter & Doyle, 

1987, 1989; Carter & Richardson-Koehler, 1989; Gonzalez, 
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1991). That is, the students remember specific behaviors or 

incidents about the classroom events observed during their 

fieldwork and those events may become n ••• points of 

references for comprehending the event or for future planning 

and decision making" (Gonzalez, 1991, p.12). Thus, the WRE 

assignments for the preservice students required that they 

describe an event, discuss why the event was significant, and 

discuss what sense the student made out of the event and its 

relationship to the learning-to-teach process (class 

fieldwork guide, 1991). The WREs were given to the graduate 

assistant each week and a discussion or dialog took place in 

written form through notes and comments on the WREs. 

Analysis 

The data analysis is exploratory (Smith, 1987) and 

interpretive (Erickson, 1986). That is, there are no 

preconceived or confining categories. Rather, the data are 

coded for categories of students' preconceptions. Thus, the 

data analysis findings generated the preconceptions' 

categories. The data sources are analyzed in a five stage 

process using a constant-comparative method (Glaser, 1969). 

The stages of the analysis are as follows: 

1) The data for each subject are consolidated, in 

chronological order, with all other similar activities or 

assignments (i.e. written assignments; cohort discussions). 

Each student's data sources are collapsed into data sets, 
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then analyzed and coded to develop the categories of 

preconceptions. This created a total of 22 individual data 

sets. 

2) After the first student's data set was analyzed and 

the categories determined, another data set within the same 

sub-groupings, was analyzed and the categories were compared. 

For example, a traditional elementary major's data set is 

compared to a cohorts, but not across cohorts. Thus, the 

categories of preconceptions may expand or reinforce another 

cohorts' data. After the data for each sub-grouping is 

completed, resulting in four cohort data sets (i.e. 

traditional and nontraditional elementary; traditional and 

nontraditional secondary), then the next stage of analysis 

began. 

3) The third stage of analysis compared the coding and 

categories of one sub-group to another sub-group (i.e. 

traditional and nontraditional elementary). Thus, this stage 

of analysis resulted in all elementary majors' data sets and 

all secondary majors' data sets being compared and coded 

within their respective subgroups. 

4) The fourth stage was a cross comparison of the 

elementary and secondary data set coding and categorical 

composites. Thus, this stage included all participants and 

their respective sub-grouping data sets. 

5) The final stage of the analysis extracted from the 
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composite data sets, three chronologically ordered cross

sections of the data and the previous analysis. The three 

time periods are labeled as the "entrance" period of 

preconceptions, the "midterm" period, and the "exit" period. 

In other words, the preconceptions of the students during the 

students' entrance into the course, at the middle or midterm 

of the course, and at the end or exiting from the course. 

Discussion of the Findings 

As a result of the data analysis, and with a concern for 

the complexity of the issues addressed, the discussion of the 

data analysis is organized using Schwab's (1978) heuristic 

that he refers to as the "commonplaces of teaching." Lanier 

and Little's (1986) interpretation of this framework states 

that, "For teaching to occur, someone (a teacher) must be 

teaching someone (a student) about something (a curriculum) 

at some place and point in time (a milieu)" (p. 528). It is 

within this framework that the discussion will be framed. 

Biases 

The study was conducted with the following as potential 

biases: 

1) The study's researcher was a graduate assistant in 

the study's course context and had associations with the 

participants in that capacity, as well as serving as a 

graduate assistant in another section of the same course; and 

2) The study's researcher was a high school history 
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teacher for twelve years and as such, was familiar with the 

high school contexts and professional colleagues. 

Summary 

The study of preconceptions or prior beliefs is 

difficult. Methods used in prior studies offer some 

understandings into this nebulous area, yet, as Brookhart and 

Freeman (1992) suggest, there is much more to uncover or 

discover. This study proposes a method which inherently 

attempts to see the unseen. This chapter has discussed the 

study's method, the contexts of the study, the participants, 

the types of data and an accompanying description, and the 

data analysis procedures. 
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This study was designed to explore and interpret 

elementary and secondary education majors' preconceptions 

about teaching. The data was collected from multiple 

sources, generated within one course of the participants' 

professional component of teacher education program. This 

study sought to develop a composite profile of the 

participants' preconceptions, as opposed to individual case 

studies of each participant. Furthermore, this study 

interpreted possible similarities and differences between the 

participants' categorical subgroupings. 

This study has been guided by three research questions 

regarding the participants' preconceptions about the practice 

of teaching. The research questions are: 

1. What are the preconceptions about classroom teaching 

that the participants bring with them into their teacher 

education program?; 

2. What are the similarities and differences in the 

preconceptions of the elementary majors, when compared to the 

secondary majors' preconceptions?; 

3. what are the similarities and differences in the 

preconceptions of the traditional students, when compared to 

the nontraditional students' preconceptions? 

For clarity and to avoid redundancy, the first two 
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research questions are discussed as one question. That is, 

the analysis of the preconceptions of the participants 

majoring in elementary or secondary education is discussed, 

along with the possible similarities and differences between 

those two subgroups. The third question is addressed by 

discussing the analysis of the two subgroupings of 

traditional and nontraditional participants. 

It is important to note three cautions. 

1. The initial presentation of the data has been 

analyzed within a single unit of time, that is, the data for 

the entire semester has been analyzed as a single point in 

time. Thus, the passing of time is not relevant in the 

participants' composite portrait of preconceptions. 

2. The analysis is presented without judgment by the 

researcher regarding the appropriateness of the participants' 

preconceptions. The data was analyzed in an attempt to offer 

the participants' preconceptions, not the researcher's 

beliefs or biases about the correctness of the participants' 

views. Furthermore, the discussion of the findings also 

includes issues relating to the teacher education course in 

which the data was collected, but the points illustrated 

regarding the course are not intended to be of an evaluative 

nature. The foci of the study are the participants' 

preconceptions about classroom teaching, not the course 

rationale, activities, or methods employed by the instructor. 
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3. It is generally acknowledged by educational scholars 

and teaching practitioners that teaching is a complex 

undertaking and profession. Similarly, the exploration of 

multiple participants' preconceptions about teaching was also 

quite complex and compounded by the nebulous nature of 

beliefs in general, as indicated in Chapter 2. Thus, the 

data did not allow for distinct, individual variables to be 

discussed as isolated entities. Rather, the themes that 

emerged from the analysis often overlapped and exemplified 

the complex nature of teaching. Nevertheless, an organizing 

framework is employed in an attempt to clarify the complex 

issues addressed by the data. 

This chapter has two major sections. The first section 

discusses the participants' views of the relevance of the 

course material and the contextual relationships of the 

participants within and between the subgroups. That is, the 

preconceptions that the elementary or secondary participants 

hold regarding course activities and the importance of the 

material are discussed. The second section discusses, as 

composite portraits, the preconceptions held by the study's 

participants about classroom teaching. 

Contextual Relationships 

The course context was discussed in Chapter 3, yet, the 

data indicates that within the course setting, preconceptions 

were exhibited and relationships developed between the 
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elementary and secondary students that merit discussion. 

Furthermore, it is important to note that the findings 

indicate that the participants in the study exemplified high 

levels of academic and studenting skills. Their acceptance 

into the teacher education program, their individual grade 

point averages, and their academic success in prior 

university coursework attest to this condition. Therefore, 

the participants' skills and successes as students should be 

used as part of the lens through which these findings are 

viewed. 

Although personal relationships may have developed over 

time, the focus of this discussion is on the views held by 

the elementary and/or secondary participants towards one 

another or within their own groups. Furthermore, the 

students' preconceptions of the relevance of the course 

material and activities are also discussed. Thus, the 

purpose of the following discussion of the contextual 

relationships between the participants offers the reader a 

richer understanding of the views held by the participants 

regarding their particular subgroups, classmates, and the 

relevance of the course content and context. The following 

example may clarify this point. 

Name Card Incident 

At the beginning of the second class session, the 

students were asked by their professor, Dr. Robertson (all 
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names of people and places are pseudonyms), to write their 

names upon name cards and place the cards in front of them so 

that the class might become acquainted with the students' 

names. As the professor was passing out the cards and 

simultaneously asking the students to write their names on 

cards, Fred, a nontraditional secondary (NSE) student 

objected loudly and condescendingly, stating, "This is so 

elementary! II During Fred's objection and nonverbal 

expressions of disgust (i.e., rolling his eyes, smirking 

toward another NSE), three traditional secondary (TSE) 

students nodded in agreement and a fourth TSE voiced a 

similar comment. John, a TSE, also asked in a tone of 

disgust, if the name cards were necessary. John's 

questioning of the name card request was less public than 

Fred's, but similar in sentiment. 

During these objections and comments, the blank name 

cards and black felt-tipped markers had been passed out and 

the students began filling in their names. The majority of 

elementary education students, both traditional (TEL) and 

nontraditional (NEL) , had their own felt-tipped markers of 

various colors and created their name cards in elaborate, 

balloon-lettered styles. Furthermore, several of the 

elementary name cards were decorated with happy faces, 

flowers, or catchy phrases about teaching. Meanwhile, the 

secondary students wrote their names in standard block letter 
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fashion using the professor's black markers. 

AS the semester progressed, the elementary students' 

name cards became even more ornate and colorfully decorated 

with flowers or educationally oriented slogans such as "all 

students can learn." Secondary students Fred, John, and 

David's (NSE) name cards were used for passing notes or as 

message boards to other secondary students. The secondary 

notes included comments or jokes, such as "Is this really 

necessary?", "John's a jerkl", and "Fred thinks he knows 

alII" 

Again, the intent of this discussion is not to ascertain 

or judge which group's behaviors or attitudes are correct or 

proper, but merely an example of how the subgroups responded 

to some tasks. The relationships that developed within the 

elementary and secondary groups of students also appear to 

indicate some preconceptions of the education students. The 

data revealed the following examples of within-group 

relationships. 

Cohort Development 

AS indicated previously, the course included a once a 

week fieldwork component, wherein the participants would 

visit, observe, and participate in a classroom at a public 

school. The observations began during the second full week 

of the university semester. Up to that point, when the 

participants arrived for Dr. Robertson's class sessions they 
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fieldwork observation to the end of the semester, the 

elementary participants sat with their respective cohorts 

assigned to the same schools. 
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It was mentioned earlier that there were two elementary 

school sites and one high school site used for the fieldwork 

assignments. Thus, the two elementary groups assigned to 

elementary schools sat together as cohorts for the remainder 

of the semester. On several occasions the elementary 

participants were observed rearranging the classroom tables 

in order that they could sit together. Furthermore, the 

elementary participants car-pooled together each week and 

indicated that the commute time allowed them to discuss their 

experiences during the fieldwork, as well as get to know 

their peers better. 

Conversely, throughout the semester the secondary 

participants rarely sat together, taking seats around the 

periphery of the classroom, and made no effort to move 

together as a group. The secondary participants needed to be 

asked to move into their respective group when small group 

discussion tasks were assigned. 

Small Group Discussions 

The collegial relationships within the groupings of 

students were also apparent during the several small group 

discussions that occurred in the teaching lab and class 



134 

setting. There were four written case studies of teaching 

discussed in the school cohorts in the lab setting and a 

small group discussion of one videocase study in the class 

session. It should be noted that the case studies were drawn 

from teaching or events in elementary classrooms. 

Nevertheless, due to the course's focus on general teaching 

processes and instruction, the cases contain issues relevant 

to all levels of instruction. All of the discussions were 

audiotaped and observed. 

In the lab sessions the small group discussions focused 

on written case studies and open-ended questions framed the 

discussion. The small group discussions in the lab sessions 

were limited to 50 minutes. This time constraint, according 

to one participant, assisted in pushing the participants' 

focus. Karen (TEL) commented that "the limited time for the 

discussion helped her group stay focused •••• there is no 

holding back due to fear; disagreements exist, [but groups] 

are less judgmental when listening to peers." 

The videocase study small group discussion was conducted 

during the 75 minute class session. During this activity the 

participants viewed 20 minutes of the videocase and then 

discussed the case in their respective school groups. The 

findings from the particular videocase is discussed at length 

in another section. Yet, for the present section, some of 

the data findings are pertinent. 
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The audiotaped data and observations revealed levels of 

on-task and off-task behaviors by the participants in their 

small group discussions. Furthermore, the processes and 

group norms which developed are revealed by the data. The 

elementary and secondary group and their discussion 

techniques are explored separately, as the findings indicate 

differences between these subgroupings 

Elementary. At the end, or close of the lab sessions 

when written case studies had been discussed in small groups, 

it was not uncommon to hear an elementary student express how 

well the group had pressed the issues in the case. For 

example, Bob (TEL) was audiotaped stating that, "We have the 

great group, we were right on target with our conversation." 

Cheryl (TEL) complimented her cohort by saying, "I sure was 

lucky to get assigned to this school [field placement] and 

work with you guys, I've learned a lot." 

In the discussion processes, the elementary groups 

suggested possible solutions and alternatives, as well as 

broader sets of concerns and further questions about the 

cases. The elementary cohorts would begin their discussions 

of a case study almost immediately, with little, if any, 

prompting. 

One of the elementary groups had six members, all of 

them traditional students. This particular group would IIwarm 

up" to the discussion and then proceed with a rich discussion 
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at a rapid pace. The other elementary group of eight members 

included three nontraditional students. Their group's 

discussions started immediately, in all instances. The 

discussions in this group were always started by one of the 

nontraditional students and then, as with the other 

elementary group, a rich discussion ensued. 

Data from a questionnaire given to the students 

following one of the small group case study discussions 

indicated the elementary participants' appreciation of the 

small group discussions. Rhonda (NEL) stated that the 

discussions are a "great technique, everyone offers opinions 

and views are broadened." Sally (NEL), called the process a 

"good structure, this group works well together." Clark 

(TEL) "likes the free expressions, the process allows 

students to hear a range of opinions and viewpoints." These 

comments were representative of the elementary participants' 

views of the process and the benefits. 

The only objection to the discussion process was also 

indicative of the students' beliefs regarding the strategy's 

usefulness. Students from each elementary group commented on 

the limited time available. Veronica (TEL) illustrated this 

concern, stating that "there was not enough time, we were 

still involved when time ran out." From the other elementary 

group, Becky (TEL) expressed a similar concern, "we seemed to 

have lots [sic] more to discuss, but no time." The comments 
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elementary students' belief in the power of both collegial 

exchanges and collaboration when exploring pedagogical 

issues. 
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The discussion questionnaire also asked the participants 

if anyone individual dominated the discussions. The 

responses to this question indicated that, although the some 

participants would often initiate the discussion, no 

individual attempted to dominate. Furthermore, in the group 

with both traditional and nontraditional students, all five 

of the traditional students commented that they appreciated 

the nontraditional students starting the discussions. The 

traditional students viewed the nontraditional students in a 

quasi-leadership role, but only so far as creating the 

momentum for the discussion. In response to the same 

question of a dominating member, Bonnie (NEL) wrote, "1 talk 

a lot, if no one else starts, I jump right in •••• no one 

really dominates." Thus, Bonnie and the other nontraditional 

students are not hesitant to initiate the discussions and the 

traditional students expressed an appreciation for those 

efforts. 

It was evident that cooperative discussion norms in the 

elementary cohorts developed and seldom did one or two 

individuals dominate the discussion. The data revealed that 

all of the members contributed to the discussions at hand. 
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Furthermore, the elementary participants displayed respect 

for each other's opinions and it was rare for an individual's 

comments to be cut off or interrupted. Yet, when an 

infrequent interruption did occur, the interrupting 

participant continued to press the same issue that the 

previous speaker was making. That is, the interruption was 

not to discount or simply cut off the speaker, but rather to 

reinforce or echo the previous comments. The interruptions, 

in all cases, were also followed with either a public or 

private apology. 

The elementary cohort members developed strong 

affiliations with each other and their group, focussed their 

efforts in a team-like fashion, and appreciated the efforts 

of any individual initiating the discussion process. 

Furthermore, the elementary participants portrayed a strong 

interest in continuing discussions that related directly to 

classroom practices. The findings indicate that the 

elementary participants believed that intellectually probing 

issues of pedagogy and classroom environments is beneficial 

to them as aspiring teachers. 

Lastly, the analysis indicated that in the elementary 

cohorts, high levels of respect for their peers and 

collegiality existed. The findings for the secondary small 

group discussions were quite different. 

Secondary. The data revealed a different portrait of 
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the secondary participants' approaches and behaviors in small 

group discussions. The audiotaped discussions and 

observations indicate that the secondary group was slow to 

engage in the discussion tasks. The start of each case study 

discussion for the secondary students included either off

topic, personal stories or the exchanging of the most recent 

jokes the participants had heard. Several of the personal 

stories were, in each instance, taking place at the same 

time. That is, three or four private conversations were 

taking place at once. The only occasion when the entire 

group appeared to be focus on the same topic was during the 

joke telling sessions. 

At the start of an in-class videocase study discussion, 

the secondary group began with Fred (NSE) offering to tell 

the group a "crude joke." John (TSE) reminded Fred that they 

were "being taped." Fred stated, laughing, "that's OK, Steve 

(GA) will enjoy it." After that joke, and three other jokes, 

the group began several simultaneous and overlapping off-task 

conversations. This is one example of how the secondary 

students began their small group discussions. All of the 

other secondary small group sessions were begun in a similar 

fashion. 

Findings from the discussion questionnaire analysis 

sheds further light on the secondary participants' view of 

these discussion activities and the perceived appropriateness 
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commenting about 

his amount of participation in discussion groups, John (TSE) 

stated that he "wasn't really involved that much, because the 

study was boring. I would be more interested in the case 

studies if they involved secondary classrooms." The 

contention that the case studies should involve secondary 

classrooms was also expressed by David (TSE) in an audiotape 

of a small group discussion. David complained to the group 

that the cases were "so unrealistic" that he couldn't relate 

to them. Several other secondary participants can be heard 

agreeing with this comment, but they could not be identified. 

In reply to David's objection, Mary (NSE) reminded the 

group that "these cases are supposed to give examples of 

trends, the grade [level] doesn't matter." There were no 

comments or responses to Mary's point. There were no more 

comments for about two minutes, when Fred (NSE), in an 

exasperated tone, said "well, let's just get this done!" 

Further examples of the 'getting the work done' attitude are 

discussed later, but suffice it to say at this point that 

this was the approach embraced by many secondary 

participants. 

The secondary participants' general perception about the 

case studies was that in order for genuine involvement and 

effort to be put forth, the cases should be in secondary 

classroom contexts. If not, then there is little pedagogical 
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substance for the participants to gain. Thus, the 

differences in the case study contexts also represented the 

participants' beliefs that issues of pedagogy are not 

necessarily general for all school levels. Rather they were 

considered to be context specific. 

All of the participants responded that they enjoy small 

group discussion formats, but for many of the participants 

there were reservations about this group's work. Debbie 

(NSE) addressed this concern by stating 

the benefits are hearing ideas that you hadn't thought 
of, considered. The problem is that the same people do 
all of the talking. The discussion can be uninformed, 
perpetuating biases and misconceptions •••• [I] would 
appreciate some direct intervention by the teacher 
[professor] or the teaching assistant, an occasional 
remark about ideas or possibilities to be 
considered •••• cues would be helpful •••• we seem to be 
just flailing around. (DQ, 9/12/91) 

Debbie's concerns are representative of other members in 

the group. Another example was offered by Mary (NSE), who 

stated that "discussions can be beneficial due to more 

interaction, etc. However, sometimes interaction is negative 

and people tend to stray off topic." The findings indicate 

that the secondary group struggled with beginning, then 

maintaining a conversation about the pedagogical issues in 

the cases and pressing those issues in depth. Furthermore, 

the secondary group needed some form of leadership or 

guidance by an individual or group consensus. 

Whereas the elementary cohorts evolved and established a 

------------ --_. __ .-.. -
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level of group cohesiveness and team leadership, the 

secondary participants commented and lamented the lack of 

leadership in their group. Although, there was a perception 

among some students that there was a leader. John (TSE) 

stated that "Fred [NSE] is kind of our group leader." Yet, 

Mary (NSE) complained that Fred dominated the group's efforts 

and that she "gets angry at persistently ignoring the 

questions and rambling on and on about something irrelevant." 

The issue of group leadership and focus is also addressed by 

Sylvia (TSE) who pointed out that she "likes classroom 

discussions better, they have an authority figure who sets 

boundaries [on discussions]." 

Interestingly, the data shows that six of the eight 

secondary students saw Fred as the dominating member in their 

group, who attempted to control the discussions. The data 

support those students' view. Yet, Fred commented on the 

need for his leadership role and the problem with dominating 

students. Fred expressed concern that one dominating person 

is a problem 

but, for a bunch of future teachers, we have a group 
remarkably unwilling to take the initiative. I don't 
want to be the "facilitator" because I already hear 
myself too much, but I feel that if I don't move things 
along nothing will happen. I guess a facilitator is 
needed, but I don't like the way everyone waits for me 
to do it. i don't know how to make it better. Maybe 
they'll [group members] just loosen up after a time. 
(DQ, 9/12/91) 

From these comments, combined with the other secondary 
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students' comments, the findings reveal an individual that 

assumed a leadership role that he did not want, and that the 

majority of the other group members did not want him to 

assume. Nevertheless, there were many instances of secondary 

participants commenting on the need for a leader's 

directives. Another example is Mary's (NSE) statement 

"Mostly, I dislike the unfocused conversation that occurs in 

our group." Or David's (TSE) statements, "I enjoy the 

interaction, but we [group] don't always work that well 

together." 

The secondary students' view of a need for leadership 

was a recurring theme with regards to the small group 

discussions. Conversely, the notion of a group leader or the 

term itself does not appear in the data generated by the 

elementary participants. As discussed previously, the 

elementary cohorts appreciated any individual that started 

the discussions, but that person was not viewed as the 

leader. 

The findings from the audiotapes and observations 

indicate that the discussions were dominated by two or three 

of the eight members, with Fred (NSE) taking the lead role. 

But, the participants' views varied on whether all of the 

members participated or their opinions were respected in the 

discussions. 

Robert (TSE) stated that "everyone can and does throw 
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their few scents [sic] in •••• some people aren't very 

outspoken." It is interesting to note that Robert's level of 

participation in the small groups was infrequent, yet in 

whole-class discussions he was quite vocal. Susan (TSE) 

expressed her views of the amount of student participation, 

recalling that 

my ideas were never really accepted, because other 
students changed the subject. Then, when someone else 
said the same thing I was trying to say, Fred and David 
said those were good points •••• those were the ideas I 
had. (DQ, 9/12/91) 

The exchanging of ideas and approaches to the cases were 

viewed as important for gaining different perspectives and 

views on the issues addressed, but the findings indicate that 

the secondary groups' discussion issues were disjointed and 

that the participation structures did not allow for all 

participants to take an active role in a collaborative 

fashion. Several of the participants discounted others' 

opinions by interrupting the speaker and changing the focus 

of the conversation, without comment on the speaker's points. 

Thus, contrary to the elementary cohorts, the secondary 

participants' group did not establish cohesive participation 

structures or collaborative approaches to further their 

efforts in the discussions. 

The findings also indicate that one of the goals for 

some secondary participants seemed to be to complete the 

task. For example, during the videocase activity, with 
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approximately 15 minutes of the original 45 minute discussion 

time allotment remaining, the professor reminded the three 

groups to complete the distributed questionnaires with their 

groups' responses. 

The secondary group had, up to that point, not begun to 

discuss the videocase. John (TSE) said to the group "OK, 

let's rip this guy [teacher in videocase]. The guy's a 

jerk!" Five of the eight students agreed with John's 

comment, either verbally or non-verbally with a nod of their 

head. Immediately following this, Fred (NSE) asked the group 

if they were ready to complete the questionnaire. To this, 

Mary (NSE) asked, "Don't you think we ought to discuss it 

[videocase] first?" Fred replied, "Well OK, if we need to." 

The findings from the audiotape of the session indicate 

that the secondary group proceeded to discuss the case for 

approximately seven minutes, using the questionnaire as their 

framework and responding to the questions when consensus 

seemed to be reached. The "group" consensus was established 

with only three of the eight members participating. 

As this process was unfolding, the other five group 

members were observed engaging in various conversations or 

just withdrawing, apparently in disgust. The two secondary 

participants that withdrew from the quasi-discussion did not 

attempt to stimulate a discussion on the videocase among the 

group. Furthermore, the secondary group began packing or 
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gathering their belongings to leave the class with 

approximately four minutes of time remaining. Thus, the 

secondary group, in their own way, discussed the videocase, 

completed the questionnaire, and left the classroom in just 

under thirteen minutes. 

Conversely, as the secondary group was packing to leave, 

the elementary groups were complaining that they needed more 

time because they had not finished discussing all of the 

issues raised. Nevertheless, the elementary students began 

filling responses to the questionnaire just as the secondary 

students were leaving. The findings indicate that, for the 

secondary students as a group, the issue of finishing or 

completing the questionnaire became the activity of primary 

importance. Whereas, for the elementary cohorts, the 

discussion of the issues in the videocase was the primary 

task. 

John (TSE) revealed an interesting perception of the 

discussion activity by stating that 

they [small group discussions] are somewhat helpful in 
bringing forth different viewpoints. But, sometimes I'm 
not in the mood for this type of setting. The method is 
as good as any other •••• it makes the hour go by faster 
than a boring lecture. (DQ, 9/12/91) 

John's opinion of the process, coupled with his belief that 

the case studies have no relevance for secondary teacher 

candidates, suggests that the discussion activities and the 

substance of the cases have little bearing upon his learning 
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to teach. Furthermore, there was no evidence that any class 

sessions were conducted in an expository lecture format. 

Yet, as is shown later, John's interpretation of the 

distinctions between a lecture and a discussion are blurred. 

Subgroup's View of Subgroup 

The findings offer evidence and insights into the 

perceptions that the elementary and secondary groups had of 

each other. That is, the views held about secondary or 

elementary students in general, not specific individuals. 

The data reveals differing levels of animosity, envy, and 

sympathy. 

Findings from the secondary group discussions show 

evidence of some secondary participants' perceptions of the 

elementary groups. Evidence from one of the off-task 

conversations taking place during small group session focused 

on an elementary groups' discussion. 

Three secondary participants began commenting on the 

high level of engagement by the elementary participants with 

the case study discussion. Fred (NSE) commented that "those 

elementary people think they know everything." John (TSE) 

responded "yeah, but they don't have anything to teach." The 

three participants chuckled at that comment. David (TSE) did 

not offer specific comments, but he indicated that he agreed 

with the others. Mary (NSE) heard the comments and she too 

began chuckling, all the while looking over at one elementary 
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group that was the focus of the comments. These comments and 

behaviors were audiotaped and observed. 

Two members of the elementary group being commented on 

had heard, or noticed the attention directed their way by the 

secondary participants. The audiotape recording of the 

elementary group being discussed revealed that cheryl (TEL) 

said to Barbara (TEL), "Those secondary guys think they have 

a handle on everything about teaching." The comment was, in 

essence, identical to the secondary participants' comment. 

Barbara, laughingly, responded saying, "Yeah, they suck!" At 

which point they and another student began laughing. This 

exchange only took a few seconds. Then, cheryl, Barbara, and 

the unidentified student re-entered the case study 

discussion. 

That same week, in an informal conversation outside of 

the classroom's building, I asked Fred (NSE) what he meant by 

his comments about the elementary students and whether or not 

his comments were directed at specific students or elementary 

students in general. 

Fred replied that he didn't mean anyone student, rather 

all elementary students. He stated that everybody, all 

secondary students, know that the elementary students are 

"too caught up in all the [educational] theory." 

Fred then smiled, pointed toward the Modern Languages 

building and said, "That's where the real teaching goes on, 
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and all I need to teach." As a secondary English teaching 

major, the bulk of his major content area studies had been 

taken in that building. Fred, knowing my secondary education 

background, seemed to be attempting to get me to agree with 

him. I did not support his argument, but I also did not 

disagree. We continued to talk for a while about pedagogical 

issues addressed in the class. 

Fred explained to me that the content of the teacher 

courses had little, if anything to offer him that would help 

him in the future. I asked him about management, teaching 

strategies, classroom structures, and other pedagogical 

issues. To all of these areas of concern, Fred's response 

was, "no problem." He stated, without hesitation and quite 

confidently, that he knew exactly what his classroom would be 

like and how it would operate. Furthermore, Fred contended 

that the "educational theories pushed" in that building, now 

pointing toward the College of Education, were important to 

the elementary students, but not to him. 

When our conversation ended and we were both leaving the 

area, Fred called out to me, yelling, and smiling, "you know 

what I mean!" This appeared to be one last attempt for me to 

offer support to his position. I smiled and waved good-bye. 

Fred's critical commentary of the elementary students 

was representative of his perceived differences between 

elementary students' educational needs and secondary 
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students' needs. There was further evidence that several 

secondary students viewed the elementary students' high 

levels of class involvement and work efforts as being due to 

a need created in part by the teaching context they will 

enter. Secondary students perceived that for elementary 

students, the pedagogical content taught in education 

coursework will be their school content, as opposed to their 

teaching practices, that will be taught in schools. Thus, 

secondary students expressed that, as elementary participants 

do not study a specific subject matter or academic 

discipline, then teaching pedagogy becomes the cornerstone of 

elementary teachers' subject matter. 

The analysis also revealed perceptions of secondary 

students held by elementary students. Although Cheryl (TEL) 

and Barbara's (TEL) comments about secondary students were 

similar, almost identical, the meaning of their comments 

appear to be quite different. 

Cheryl told me, in an informal conversation, that her 

comment about secondary students thinking that they have a 

"handle on everything in teaching" had little to do with 

pedagogical skills or knowledge. She also indicated that she 

and several other elementary students had "talked a lot 

about" this issue. Furthermore, Barbara's agreeing with her 

comments "showed that most elementary students thought the 

same thing." It should be noted, if not already obvious, 
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that both secondary and elementary students used similar 

forms of arguments (i.e., everybody knows; all of us agree) 

to support their beliefs. 

The elementary students' view is interpreted as meaning 

that due to the depth of the content or subject matter 

knowledge of secondary students, the secondary students did 

not need the pedagogical knowledge. Cheryl stated that 

secondary students were lucky, they already knew what they 

were going to teach. cheryl and, according to her, other 

elementary students believe that secondary students' content 

specialties or subject matter are the cornerstone of their 

pedagogical needs and teacher education courses only 

supplement their content areas. That is, secondary students 

think they "have a handle on teaching" because they are well 

versed in their content. Cheryl's reasoning is essentially 

identical to Fred's argument about teacher education 

coursework. 

In sum, secondary majors in this study viewed elementary 

majors as needing to be hard working, diligent education 

students because they lack a content specialty. Yet, this 

high level of elementary student effort was at the same time 

ridiculed and belittled. Whereas, the elementary majors 

viewed their secondary counterparts' work efforts as 

lackadaisical and somewhat cavalier, because their subject 

matter specialties will drive their teaching. Furthermore, 
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evidence in this study indicates that elementary majors are 

both envious and, at the same time, offended by the secondary 

students' attitude. 

The analysis revealed several examples of evidence 

supporting Fred's (NSE) and Cheryl's (TEL) arguments which 

are discussed in the commonplaces of teaching sections. 

Summary 

The findings suggest different views of the elementary 

and secondary participants in their first semester of teacher 

education coursework. Elementary participants were found to 

have developed strong affiliations and collegial 

relationships with their respective school cohorts. Their 

collaborative efforts were manifested by a team-like approach 

to tasks, and this in turn strengthened a sense of pride 

within their groups. Furthermore, the findings showed the 

elementary participants had a genuine interest in the course 

subject matter and an appreciation for the experiences 

created for them. The interest and appreciation for the 

pedagogical issues was indicated by high levels of on-task 

behavior, active participation in all activities, and 

assisting their colleagues in furthering their understandings 

of the material. 

The secondary participants' task behaviors and comments 

indicated that they saw little relevance in the non-content, 

non-grade level specific issues of pedagogy. That is, 
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secondary participants viewed the contextual conditions of 

their chosen grade levels to be the defining sources of their 

pedagogical needs. Evidence indicated high levels of off

task behavior, a lack of unity or collegiality within their 

group toward tasks, and a need for direction and leadership 

within their group. Furthermore, the secondary participants' 

individualistic approach was revealed through, at times, 

disrespect and discounting of other students' opinions. 

Evidence was also found indicating levels of hostility 

and disrespect between the elementary and secondary groups. 

Secondary students saw the elementary participants' interest 

and efforts in the coursework as necessary, and yet, at the 

same time, ridiculed the elementary participants for their 

work. On the other hand, elementary participants viewed the 

secondary participants' work efforts, level of interest, and 

approaches to the course as idiosyncratic and somewhat 

cavalier. 

There was no evidence of personal animosities between 

individual participants. Rather, evidence of disrespect was 

indicated across or between the groups. Furthermore" the 

approaches and interest level of the elementary and secondary 

participants were shown to differ markedly. Thus, the data 

indicates that the students of elementary and secondary 

groups have preconceptions of what is of importance for 

themselves as future teachers. 
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The findings discussed in this section are strengthened 

throughout the other sections in this chapter. Lastly, the 

following discussions of the data findings are discussed with 

the participants' contextual relationships in mind. 

Commonplaces of Teaching 

The following sections discuss the analysis and findings 

within the heuristic framework of the commonplaces of 

teaching. The inherent nature of the multiple data sources, 

the complexities of teaching, and the participants' 

preconceptions about teaching do not offer discreet variables 

to be discussed in an isolated fashion. However, the 

analysis of the data suggests that emphasis by the 

participants has been placed upon, or around, focal points of 

their preconceptions of teaching while in the processes of 

learning to teach. 

The data further suggests that the participants gave 

more attention to some topical areas or commonplaces of 

teaching than to others. As mentioned earlier in Chapter 3, 

the commonplaces of teaching have been phrased as follows, 

"for teaching to occur, someone (a teacher) must be teaching 

someone (a student) about something (a curriculum) at some 

place and point in time (a milieu)." Thus, the organizing 

framework for this section are the four commonplaces of 

teaching and are discussed in the following: 1) the teacher; 

2) the students; 3) the curriculum; and 4) the milieu. 
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The discussion of the data analysis and findings, using 

the entire semester as the timeframe, are placed within the 

four commonplaces of teaching. The analyses pertain to all 

of the study's participants and are intended to create a 

composite portrait as depicted by the preservice 

participants' preconceptions of teaching. Yet, when 

differences in preconceptions between the subgroups were 

revealed in the data analysis, those differences are 

discussed. 

The Teacher 

The preconceptions of what a teacher should be like, 

that is the personality, skills, knowledge, and humane 

qualities, were evident in virtually all of the data sources. 

In several of the data sets the personal characteristics 

formed the cornerstone of the conversation and a determinant 

factor in the participants views of a classroom. 

personality traits required in a teacher. In an 

activity specifically designed to stimulate the participants' 

thinking about their preconceptions about teachers, evidence 

of teacher personality requirements became evident. The 

activity entitled "Most Memorable Teacher" was conducted in 

the teaching lab. The participants were asked to describe in 

writing the teacher that stood out most in their memories of 

teachers. Then, the students exchanged their descriptions 

and were interviewed by a classmate about that memorable 
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teacher. Each student was asked to respond to the following 

questions: 

1) Is this the same teacher that you learned the 
most/least from?; 

2) What do you remember in terms of subject matter 
covered in the class?; 

3) Why was that person/class important to you at that 
time?; 

4) Did other students agree with you about that 
teacher?; 

5) What implications does this discussion have for you 
as a future teacher? 

The descriptions and responses to the questions offer insight 

into the personality traits the participants believed to be 

required and driving forces of the teachers. The majority of 

the teachers' descriptions, 17 of the 22, were with positive 

phrases such as, the teacher: 

had a good sense of humor; 
was sincere and caring; 
was enthusiastic about teaching; 
was fun, wonderful; 
was warm and caring; 
had a charisma about him; 
enjoyed his work; 
made his students feel important. (MMT, 8/30/91) 

Other adjectives used to describe the participants' most 

memorable teachers were of the same positive nature, such as 

dynamic, pleasant, happy, inspiring, lively, encouraging, and 

entertaining. 

Two participants described their most memorable teacher 

in somewhat negative terms, but the comments were intended as 
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complimentary of the teachers' personalities. For example, 

the teacher: 

never intimidated students; 
didn't abuse his power; 
was laid back, but didn't take any grief. (MMT, 8/30/91) 

All but three of the 22 participants discussed their 

most memorable teachers as possessing personality 

characteristics that influenced their teaching. The three 

participants that deviated from the rest of the participants 

spoke in terms of having learned what a teacher should not 

be, or personal characteristics that teachers shouldn't have. 

Two traditional elementary participants used their 

descriptions to express their vision or preconceptions of a 

good, effective teacher through negative assessments. 

Examples of the negative teacher attributes include: 

[the teacher] was not personable enough and left a 
strong, almost negative impression; 

[the teacher's] emotional problems were 
terrible •••• several times she came into class crying and 
upset about her boyfriend •••• I don't think I learned 
anything from this crazy woman; and 

[the teacher] was very inconsiderate and presented 
herself in a way that was most obnoxious. (MMT, 8/30/91) 

In response to the question of implications upon their 

future teaching, the three participants, by removing the 

negative connotations, turned the attributes into positive 

traits. For example, Tricia (TEL) commented that she, 

"strongly feels she should keep her personal life out of the 

classroom." Or as Sylvia (TSE) stated, she learned, "a 

teacher needs to be considerate to students, accepting their 



differences in personality." As a result of her most 

memorable teacher, Donna (TEL) "has decided to be more 

compassionate and aware of the students' emotional and 

personal needs." 
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Of the study's 22 participants, 17 selected memorable 

teachers from their public or private schooling experiences. 

The other five students, all nontraditional, selected 

memorable teachers from their university courses. 

Nevertheless, the personality traits from the university 

setting were similar to those attributes described by the 

other participants. The findings indicate that the 

participants in this study have strong preconceptions of the 

personality traits a teacher should exhibit. 

Other data sources also defined teachers' personality 

traits. Throughout the "well-Remembered-Event" (WRE) 

submissions, the vast majority, regardless of the primary 

event being discussed, included comments addressing the 

teachers' personality traits. The rare exceptions to this 

trend in the WREs was when the event being discussed was not 

related to a classroom occurrence. The findings from the 

videocase and written case studies, micro-teaching activity, 

peer letters, and the applications to the College of 

Education, all contain references to the personality 

qualities and traits teachers should have. 

The analysis did not reveal major distinctions or 
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differences between the subgroupings' preconceptions of the 

teacher personality characteristics. Furthermore, the 

participants perceive that teachers' personality traits play 

a significant role in the processes of teaching. 

Teachers' Work 

The findings show that the participants viewed several 

of the processes of teaching to be areas of concern and focal 

points for their teacher education. The data analysis 

produced evidence of the participants' attention to the 

teaching processes of planning and instructional methods. 

The participants' discussions of these processes offered 

evidence of their preconceptions of the processes' purposes 

and their perceived value in teaching. 

Teacher planning. The participants discussed the issue 

of teacher planning in interesting and revealing ways. 

Examples of the participants' preconceptions of planning 

appeared most often in the well-remembered-event data, 

although comments and issues addressing planning were also 

evident in other data sources as well. 

Evidence was found indicating that both elementary and 

secondary traditional participants viewed teacher planning in 

terms of the contextual conditions, such as class schedules 

or time, students and their behaviors. The element of time 

in teacher planning for the traditional participants was not 

an issue of having too much time. Rather planning was seen 
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as a vehicle to fill or use all of the time. 

For example, Tricia (TEL) and her colleague Becky (TEL), 

were given a 45 minute block of time by the 6th grade teacher 

they were observing to teach a lesson. The participants were 

told that they could "do whatever they wanted" as long as the 

recent class story was the focus of the lesson. 

The elementary participants prepared a "series of 

discussion questions and backup questions in case the 

students didn't respond to the first set of questions ••• and a 

crossword puzzle containing vocabulary words from the 

reading." The participants had planned on the discussion 

lasting 20 to 25 minutes. Tricia lamented that "the whole 

discussion lasted only five minutes, including my backup 

questions 1 " Tricia further pointed out that the class would 

normally work on crossword puzzles in pairs of students, yet 

the participants assigned the students to work independently, 

so as "to stretch out the time." 

It is acknowledged that Tricia had not been schooled in 

discussion-leading strategies or techniques at this point in 

her education. But, for Tricia, her concern was focussed on 

the amount of time left at the end of the lesson. As Tricia 

stated, "I am glad that I can make my mistakes in a very low 

risk environment. I have decided that I need a lot of work 

in planning." 

Tricia's colleague Becky also described the teaching 
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session as "a complete bomb." Becky commented on how, in the 

planning process, the participants had "thought they had 

overplanned for the time allowed", but we didn't consider the 

students' levels of participation. Furthermore, Becky stated 

that "teacher planning needs to consider all of the students' 

behaviors." Thus, the participants' conception of teacher 

planning was framed within their concern for the amount of 

time the lesson was allotted. 

The amount of allotted class time for teaching lessons 

was also discussed by traditional secondary participants as 

well. Similar to the traditional elementary participants, 

the emphasis was placed upon how to fill, or occupy, the 

amount of time allotted to the class. Susan (TSE) suggested 

that "the length of class time affects teacher planning." 

Susan observed in a high school with 90 minute class 

periods. For Susan, the length of time posed planning 

problems because "keeping kids interested in a subject for an 

hour and a half as opposed to fifty minutes requires a 

different approach to planning." Susan pointed out that the 

issue of time, coupled with a class "that already has trouble 

keeping on task" is quite problematic and requires well 

thought out lessons. She acknowledged that the teacher she 

observed used a variety of activities to "keep the kids 

occupied" for the entire period. According to Susan's view, 

the "kids do seem to stay on task until the last 15 to 20 
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minutes." Furthermore, Susan indicates that those remaining 

moments of off task behavior were to be expected and that 

some behavioral problems would often develop. Thus, Susan 

also viewed teacher planning as more than just planning for 

the time conditions, but also as a managerial concern for 

student behavior. 

Evidence of planning for student behaviors was based in 

broader time frames than just class time. Stacy (TEL) 

discussed the necessity of planning for the "off" days. She 

stated that "there are bad days ••• in which several students 

will not cooperate fully and those have to be planned for." 

Again, the foci on planning for this traditional participant 

were the contextual conditions of student behavior. 

Bob's (TEL) comments about planning dealt with even 

broader time periods and student behaviors, when he observed 

that the students' off-task behaviors were due to a field 

trip and the skits being performed all week long. Bob stated 

that "these are the kinds of weeks teachers need to prepare 

for. A lot of work may not be accomplished." The belief 

that teachers plan primarily according to amounts of time and 

student behaviors include for Bob and Stacy an ability to 

predict the off days or weeks. Furthermore, these 

participants indicated that those off periods of time are 

inevitable and out of the teachers' control. 

The concern for planning with time as a mitigating 
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discussions of their upcoming microteaching activities. 
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Evidence indicating the participants' concern for the amount 

of time, 35 to 40 minutes, that they were to teach appeared 

in the teaching lab discussions which focussed on the 

microteaching activity process. 

Several traditional participants expressed, in varying 

fashions, that they were anxious about "how" to use all of 

the time, and with "what". The traditional participants' 

questions of how to use the time were translated by the 

participants as being their methods of instructing their 

microteaching session. The "what" was interpreted by the 

participants to mean the content of their teaching, but the 

traditional students' concern with the content was still how 

to use all of the time. 

The findings also indicated evidence that for one 

traditional elementary participant, planning equated with 

decision making. That is, planning was not addressed as a 

preteaching activity, but rather as a process taking place 

during an activity. Clark (TEL) wrote about a well-

remembered-event that he had involving his planning and 

teaching a lesson. The lesson assigned to the sixth grade 

students was a story to read about ghosts. Clark described 

the lesson as follows: 

When the story was over, I had them write creepy stories 
of their own. After I gave the assignment, several 
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students would come up to me and ask me questions about 
the assignment. I had to make so many decisions, for 
instance, how long does the story have to be, can we 
print, and can we work in partners. This was such a 
strange feeling making all of the decisions. Every time 
I was asked a question, I would think about how I have 
observed other classrooms and how they behaved when 
certain decisions were made. Based on my observations 
and knowledge I would give the students an answer. To 
my surprise, most of the decisions I made turned out 
great. (WRE #5, 10/10/91) 

Clark's lesson plans did not include the detailed procedures 

the students needed clarified. Rather, Clark responded to 

the students questions with decisions based upon his past 

experiences and how the issues had been dealt with by others. 

The task had not been considered fully by Clark and even he 

was surprised at the outcome. 

In sum, the evidence indicated that the traditional 

participants' thinking about teacher planning was primarily 

focussed on the contextual condition of time. Secondly, 

evidence was found of the traditional participants' concerns 

for the students' anticipated behaviors as a another guiding 

principle of planning. The traditional participants 

perceive teacher planning as a technique or process for 

anticipating student behaviors and avoiding problematic 

situations. Finally, evidence of the traditional 

participants' attention to content in teacher planning were 

displayed as activities and decision making, as opposed to 

academic content or the intellectual structuring of the 

content. 

Conversely, the nontraditional participants' time 
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concerns in the planning their microteaching activity were 

that the time frame was too constrictive. Bonnie (NEL) 

expressed her concern that she wasn't sure how she could 

"share all of her information" with any quality in that 

amount of time. The issue for Bonnie was not too much time, 

but too little, and her concern was for the depth of the 

content coverage in that short time limit. 

From a different orientation, Fred (NSE) stated with a 

laugh that the time was so "short, who needs to plan." Upon 

hearing the traditional participants comments about the time 

issue and how to use it, he called out in a somewhat 

sarcastic tone, "Corne on you guys, we all want to be 

teachers. Geez, we can talk that long." Fred's 

interpretation of planning and teaching a lesson in the 

microteaching activity was based upon his verbal skills. 

Just as important was the reflection of Fred's level of 

concern for pedagogical issues as addressed previously. 

The evidence offered a distinction between the 

traditional and nontraditional participants' beliefs about 

teacher planning. The nontraditional participants were not 

as concerned as the traditional participants about the 

contextual issues in their view of planning. When the issue 

of time and its relationship to planning were discussed by 

nontraditional participants, they expressed concern for how 

best to use the time to promote academic and intellectual 
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growth. Evidence of this position was exemplified by Sally 

(NEL) when she expressed her concerns for depth versus 

breadth in student learning opportunities. Sally stated 

I am concerned about the quality versus the quantity. 
If a child who has difficulty reading is enthused by 
this activity, for instance, and the "light bulb comes 
on for him," does that six minute time constraint take 
precedence over his newfound learning? Do we schedule 
too many activities in a day and not allow sufficient 
time to cover each one in some depth, but rather push 
through one task after another? (WRE #3, 9/26/91) 

This nontraditional participant's argument or concern 

addresses the issue of time in teacher planning with a very 

different concern. That is, how best to use the time 

available for instruction in order that students experience 

the most academic growth. 

Interestingly, one traditional participant did express 

similar concerns as Sally. Cheryl (TEL) expressed her view 

succinctly with "I think a small number of activities and 

having the students do them well is more important than 

trying to do a lot." Cheryl was the exception to the general 

trend of expressions about planning by traditional 

participants. Thus, for Sally (NEL) and Cheryl (TEL) at the 

heart of teaching planning are not contextual conditions that 

need to be planned for from a defensive posture. Rather, 

they opted for utilizing the contextual conditions to the 

students' advantage. 

The example offered earlier of a traditional 

participant, Clark (TEL), not planning the activity with what 
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could be considered vital elements of the lesson, is 

contrasted by Bonnie's (NEL) belief in the power of planning. 

When discussing her understanding of the method of 

cooperative learning, Bonnie attached planning as a vital 

element. She illustrated her beliefs by stating that 

the "little things" seem to be crucial to the success of 
this style of learning [cooperative learning]. As a 
teacher, I would need to spend a substantial amount of 
time in thinking through the entire process of the 
lesson step by step. (WRE #2, 9/19/91) 

Bonnie's belief in thinking through the process step by step 

is in contrast to the position espoused by Clark and his 

decision making planning. 

Lastly, it should be acknowledged that, excluding Fred 

(TSE), the other two nontraditional secondary participants 

like their elementary counterparts, saw strength in careful 

planning. Debbie (TSE), an Art major, after observing an 

experienced Art teacher retrieve a large amount of materials, 

remarked that 

I could just imagine the inexperienced teacher not 
considering how to handle the return of materials like 
art classes demand. Just calling up one table at a time 
would be a disaster. watching an experienced teacher 
makes you realize that everything [emphasis in original] 
has to be planned. (WRE #8, 11/12/91) 

Debbie envisioned classroom lessons, activities, and 

procedures as needing careful planning to avoid losing the 

precious commodity of time. 

To summarize, the nontraditional participants do 
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recognize that the contextual condition of time is 

problematic, albeit expressed as a concern for a lack of 

time, resulting in their expressed need for quality, in-depth 

planning of lessons and activities. Furthermore, the 

findings indicate that nontraditional participants, like the 

traditional participants, also focus on the students as a 

context variable. But, whereas the traditional participants 

see planning as a form of behavioral management, the 

nontraditional participants view planning as a way of 

offering the students quality instruction. 

Lastly, nontraditional participants in this study 

believed that there is a tension between the issue of content 

coverage at all costs, and content coverage for intellectual 

growth. To this last point, there was evidence of one 

traditional participant reflecting this same concern of 

content coverage. 

Teaching methods. The findings reveal that the 

elementary and secondary participants viewed teachers as 

needing a variety of teaching methods. Evidence of the 

participants' preconceptions relating to a teacher's need for 

multiple teaching methods came from many of the data sources. 

Most of the participants, 18 of the 22, indicated this need 

in their applications to the College of Education. 

This preconception was also evidenced in the "Most 

Memorable Teacher" activity. The interesting aspect in the 



169 

responses to that activity was that few of the participants, 

5 of the 22, even attempted to describe the memorable methods 

their past teachers had used. 

Many of the elementary participants stated or professed 

without hesitation their ignorance and naivete of current 

classroom practices and teaching methods. This forthright 

admission was found throughout the discussions of classrooms. 

On occasions when, for whatever reasons, participants were 

hesitant in the class sessions to address this new view of 

classrooms, the audiotape captured several private comments 

to peers about these new revelations. 

Sally (NEL) described her preconception of her future 

classroom as a traditional classroom, with traditional 

teaching methods. But, due in part to the observational 

experiences that the fieldwork had afforded to her, and 

acknowledging that Sally had not spent a substantial amount 

of time in elementary classrooms in the last 22 years, her 

reactions to a relatively recent and current teaching method 

were revealing. Sally illustrated her preconceptions as 

follows: 

When I pictured myself teaching I imagined the 
traditional classroom set up in rows of desks and 
getting out the math book at 9:00 and the math 
worksheets at 9:08 and the reading basal at 9:30 and the 
basal worksheets at 9:45, etc. 

I had never thought about or experienced 
cooperative learning myself. I never realized the 
benefits to be had from this style of classroom. 

For instance, instead of sitting down and 
memorizing a lot of spelling words and then taking a 
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test, using those same spelling words everyday as you 
rotate through the six centers would also give the 
exposure needed to learn how to spell those words. (WRE 
#2, 9/19/91) 

Clearly, Sally was addressing more in this statement 

than just the teaching method of cooperative learning. Her 

comments also gave rise to the issue of classroom contexts, 

yet, inherent in the cooperative learning model were 

contextual conditions that can not be ignored by someone who 

was used to the traditional classroom setting that Sally 

defined. The issue of teaching methods and classroom 

conditions or context were made apparent in many of the 

participants discussions on teaching methods. 

Like Sally, essentially all of the participants referred 

to, or commented at length upon the necessity for multiple 

teaching methods. Both elementary and secondary participants 

professed this belief, yet the two subgroups differed in 

their discussions of teaching methods and, because of this 

are discussed separately. The findings on elementary 

subgroup's view of teaching methods is discussed first. 

Evidence indicating the type of traditional classroom 

model as described previously by Sally was referred to in 

many of the participants' comments. Linda (TEL) has several 

preconceptions of classrooms built into her narration. 

It's true that I've had little experience in classrooms, 
but in comparison to what I've seen, I would think that 
this class was gifted [mainstreamed 5th grade]. I was 
amazed by some of the questions that were asked- "Did 
this person live in the 17th century?" I wish more 
teachers would use unique teaching methods and 
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activities in "regular" classrooms and not save them for 
the "gifted" ones. (WRE #5, 10/10/91) 

Similar to Sally's definition, Linda had memories or visions 

of classrooms that don't employ unique teaching methods. And 

yet, the activity she described, and labeled in another piece 

of her writings, were two games used for reviewing material. 

The games were charades and 20 questions. An interesting 

aspect of Linda's comments were that these activities only 

take place in gifted classrooms, and yet the observation took 

place as indicated, in a mainstreamed, 5th grade classroom. 

This misconception was taken as a further indication of 

Linda's preconceptions of regular or traditional classrooms. 

Nevertheless, her call for teachers to embrace "unique 

teaching methods" and "not save them" for certain classes, 

was evidence of her belief in teachers needing a variety of 

methods. 

Stacy (TEL) also described an approach that should be 

incorporated into classrooms. Stacy portrayed her views this 

way. 

Personally, I think these kinds of side ideas [pollution 
game for review] outside typical classroom procedures, 
help keep the classroom going. It adds a little variety 
and interest to the [classroom] environment. (WRE #7, 
10/23/91) 

Again, evidence was offered of the participants perceptions 

of a typical classroom. Essentially, anything other than 

direct instruction was viewed as a unique method. Clearly, 

the participants pedagogical language was not as developed as 



it may be in the future. Yet, the recurring theme of a 

typical, regular or traditional classroom continued. 
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Clark (TEL) suggested that a teaching strategy that was 

new to him was academically beneficial to the students, 

although Clark offered no evidence of those benefits. But, 

his description indicated his belief in the strategies' 

usefulness, Clark commented that 

Students are able to retain the information more 
effectively in centers. Difficult aspects that are hard 
to understand become clear and concise •••• small 
groups ••• enhance the learning process as well. These 
could be used in all classes. (WRE #3, 9/26/91) 

The comments referring to the method's productivity again are 

not the issue. Rather, the phrase "could be used in all 

classes" was indicative of the participants' perceptions. 

Rhonda (TEL) was more content specific, stating that 

"teachers need to have a good mix of teaching methods for 

math." If Rhonda's comment portrays some preconceptions of 

teaching students mathematics, perhaps Cheryl's (TEL) 

observation and comments would be helpful. Cheryl described 

an observation and recommended a strategy when she reported 

I noticed that the kids [3rd grade] were excited the 
minute the teacher asked them to get their crayons. 
Maybe multiplication tables should be taught with 
crayons. (WRE #4, 10/3/91) 

Again, even when expressed in a clever manner, Cheryl's 

perception of how multiplication is taught implies her 

preconceptions of classrooms and teaching strategies. 

Conversely, when a strategy was observed that was both 
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unique and challenging to the observer, the preconceptions of 

classroom roles and traditions were stirred. Tricia (TEL) 

stated 

I could not believe that she would leave her class in 
the control of sixth graders. I was equally surprised 
that the group that got to teach the class really went 
and planned a lesson. (WRE #9, 11/1/91) 

The description of the incident explained that Tricia's 

phrase, "she would leave the class", was just that: The 

teacher left the classroom and the students taught a lesson. 

This event challenged Tricia's conceptions of classrooms, and 

the success of the process surprised her. 

Among the elementary participants, there were universal 

calls for teachers to have broad repertoires of teaching 

methods. Furthermore, the participants gave evidence of the 

impact that they experienced upon observing what, to them, 

were unique teaching strategies. 

Interestingly, the findings indicated that only two 

participants addressed the issue of the teaching methods' 

need to match the objectives of the lesson. These 

nontraditional participants discussed their experiences in 

relation to their observations, their past experiences, and 

the pedagogical knowledge that they were studying in the 

teacher preparation course context. 

Bonnie (NEL) richly described a lesson that she taught 

to a second grade class. Prior to the lesson, Bonnie sought 

advice from her university music professor about the lesson. 
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The lesson was intended to teach the second grade students to 

square dance. The professor advised against the lesson 

because the students were too young and the dance too 

intricate. According to Bonnie, she listened to the 

professor's reasoning, and then "taught the dance the next 

week anyway." 

According to Bonnie, the lesson was well received and 

successful. Bonnie's reflection on the lesson and her 

objectives for it provide an interesting observation and an 

application of the education coursework. Bonnie discussed 

the lesson's objective as follows 

I was so concerned that they would like the dance and 
have fun. She [the teacher] just wanted them to learn 
it11 She knew they'd have fun. It made me think of our 
comparisons of new teachers vs. experienced teachers. 
New teachers are more interested in whether the kids 
like an activity. I was living proof111 What a nice 
experience this class has been. It has been an 
education through and through. (WRE #10, 11/8/91) 

As further evidence of the lesson's success, Bonnie wrote 

parenthetically, the second graders became so skilled in the 

dance that they were invited to perform at the Parent teacher 

Organization. 

Bonnie commented that she was initially nervous about 

teaching the dance lesson, but was encouraged by the teacher 

to "go for it". Bonnie was both surprised and elated that 

the teacher allowed the lesson. She considered the teacher 

to be unique because, according to Bonnie, the teacher "was a 

risk taker and taught in unique ways." 
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Lastly, Sally (NEL) was asked to lead an oral reading 

activity. At issue for Sally was that she believed that the 

method did not match the objective of the lesson. Sally 

discussed her belief in matching objectives and methods with 

the following 

this material lends itself very well to small group 
work. If the objective is reading aloud, each person in 
the small group could read to his/her group. (WRE #10, 
11/8/91) 

Sally's primary complaint and observation was that the pace 

of the lesson was so slow that the students could not stay on 

track. ThUS, Sally considered other methods and, if faced 

with a similar situation, stated that she "would always 

consider what the objective was first", and then apply a 

method. Furthermore, Sally's reaction to the oral reading 

activity may also have placed her back in the traditional 

classroom defined earlier. Arguments for this contention 

could be supported by Sally's own question, "Could I be 

biased from my own bored and restless memories of read aloud 

time when I was a fourth grader???" Again, just as this 

section of teaching methods began, Sally questions whether 

her preconceptions of classrooms and teaching influence her 

views and choices in teaching methods. 

In summation, the evidence indicated that the 

traditional and nontraditional elementary participants had 

preconceptions of teaching methods and classroom 

environments. The findings show that these preconceptions 
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play a role in the way that the participants view classroom 

teaching and select teaching methods. Lastly, there was 

evidence that all of the elementary participants perceive 

teachers as needing a variety of teaching methods. 

The findings reveal that the secondary participants also 

viewed teachers as needing a variety of teaching methods. 

Yet, as discussed earlier in the section on contextual 

relationships, a general sense of apathy among the secondary 

majors toward the instructional methods addressed in the 

education course was apparent. It should be pointed out that 

the secondary teaching majors in this teacher education 

program did not take a content specific methods course until 

their second year of professional study. 

The apathy and sense of uselessness for the 

instructional processes expressed by secondary participants 

appeared in several data sources. For example, during an 

audiotaping of a class session discussion several semi

private comments by the secondary participants were made 

about how cooperative learning and small group work isn't 

used in high school classes. Furthermore, when discussions 

in the class centered on elementary observation experiences, 

four of the eight secondary participants became either 

condescending with their comments or commented privately to 

each other about the topic's lack of relevance. Many of 

these instances were both observed and overheard. 



177 

Another instance took place during a class session using 

a cooperative learning approach to teach the process of 

cooperative learning. During the instructions and discussion 

activity's purpose, John (TSE) was audiotaped saying that 

"this isn't reality in high schools, they don't do this." 

Fred (NSE) and David (TSE) both verbally agreed with John's 

comments, and then all three demonstrated their displeasure 

through grunts, rolling their eyes, and snickers, as they 

moved into their prescribed grouping. Their comments and 

behaviors clearly indicted that they saw no relevance in the 

activity. Notwithstanding these and other similar responses, 

the secondary participants were active participants in the 

activity, just as they were in virtually all of the class 

sessions' activities. 

Unlike the elementary participants, the secondary 

participants discussed teaching methods in critical terms of 

how the observed teacher could improve how they were 

teaching. This was evidenced in the discussions of the 

written case studies, videocase responses, well-remembered

event submissions, and class discussions on teaching methods. 

For example, Robert (TSE) criticized a teacher's handing out 

articles just prior to beginning a lecture. Robert stated 

that "this guy's methods need work. Teachers should always 

hand out articles after a lecture, not before." Robert 

describes the logistical ordering of handing out papers and 
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lecturing as a teaching method. 

The findings indicate that the secondary participants 

had difficulty discussing teaching methods as precisely as 

the elementary participants. That is, for some secondary 

participants, their view of teaching methods appeared to be 

the way the teacher interprets or approaches the subject 

matter. For example, Fred (NSE) wrote of an observation in 

which he was critical of the English teacher's instructional 

method. Fred wrote this about the lesson: 

My problem with it though, is that it is too safe. 
Everything fit smoothly and easily and safely. But I 
don't think it sent the kids out on any new trains of 
thought. It was so safe that it was boring. I would 
question the effectiveness of the method. I would 
rather go out on a few limbs and risk bombing, but also 
risk really being effective. (WRE #4, 10/3/91) 

Fred's description of the lesson appears to be centered on 

the approach to the curriculum that the teacher is taking, as 

opposed to a method of instruction. Fred's writing of the 

event does not indicate what the teacher was doing, 

lecturing, reading, discussing; none of these or other 

behavioral terms were used. 

A further illustration of this view of teaching methods 

comes from John's (TSE) well-remembered-event writings. John 

expressed in his writings as well as class discussions the 

"masterful" level of talent and skills that the history 

teacher he was observing portrayed. (It should be noted that 

John was observing an honors history class.) Therefore, the 
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than average. 

In one WRE, John referred to the teacher as "an 

179 

exceptional teacher with a large variety of methods." John 

consistently wrote about the unique and motivating methods, 

as well as how captivated the students were with the 

teaching. 

The findings from John's eleven WREs indicated that nine 

of the submissions addressed the field placement teacher's 

instructional methods. Furthermore, all nine of the WREs 

praised the teacher's variety and use of different teaching 

strategies. Revealingly, of those nine WREs focusing on 

teaching methods, eight of the descriptions indicated that 

the teacher was using a lecture format, with an occasional 

discussion. John's belief that the observed teacher is using 

a variety of teaching methods may, in part, stem from John's 

own interpretation of history as a discipline and subject 

matter. 

John's response to a question on the College of 

Education application indicated his view of the subject of 

history. The question asked if the applicant had any other 

pertinent information for the Admissions Committee to 

consider. John responded: 

I chose history as my major teaching area because it 
seems to be a subject most students are bored with. I 
plan to teach history as if it were a story, full of 
fascinating places and people. Instead of stressing the 



easily forgotten facts I will emphasize the important 
ideas and trends, which make history valuable to us 
today. (COE, 10/15/90) 
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John's primary method, and interpretation of the subject 

matter are synonymous. That is, John viewed history and the 

teaching of history as storytelling, and stated the use of 

that interpretation as his primary teaching method. 

It was this interpretation of the subject matter that 

John used as a lens through which he observed the teacher's 

methods. Therefore, when John observed the teaching of 

history and the method matched John's interpretation of the 

subject matter, the teacher was viewed as using the correct 

method. Furthermore, John commented several times that the 

teacher was a very good storyteller. When the storytelling, 

or lecture, is coupled with a filmstrip or an occasional 

discussion, the result for John was a teacher employing a 

variety of teaching methods. Thus, by combining John's 

interpretation of history, the teacher's storytelling 

technique, an occasional discussion and supplemental 

curriculum materials, and placed in a history class of honors 

students, the result for John was an extraordinary teacher 

with a variety of teaching methods and talent. 

John's view of the teacher's masterful teaching and 

talents, using the above criteria, could have been questioned 

by John after observing another of the teacher's history 

classes. John noted that 

for the first time I saw Mr. Garcia's students doing 



worksheets. I couldn't believe it! But Mr. Garcia 
explained that there weren't enough textbooks to go 
around so the students couldn't take the books home. 
Because of the lack of books the students had to do 
their work in class. (WRE #7, 10/24/91) 
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John's conception of the teacher was challenged by the 

seatwork the students were doing, but the lack of textbooks 

clarified the use of the teaching method. It is interesting 

to note that John did not mention the absence of storytelling 

on this occasion. 

The findings revealed several instances of the secondary 

participants' interpretations of the content and either 

clashes or agreement with the observed teachers' methods. 

When the participant's interpretation of content paralleled 

the approach and method, as in John's case, the teacher was 

described as being talented and having a variety of methods. 

Conversely, if the teacher's methods and approach did not 

match, as in Fred's case, the teacher was criticized and 

found to be lacking in the talents needed to teach the 

material correctly. 

The data revealed this trend for secondary majors in 

History, English, Art, and Physical education. Therefore, 

the evidence indicated that for the secondary study 

participants, a teacher's variety of teaching methods is 

determined by the interpretation of the content matter. That 

is, the content interpretation drives the teaching method, as 

opposed to instructional objectives. When these elements are 

combined with the type of personality characteristics the 
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participants view as necessary, the result can be, as in 

John's observations, an "extraordinary teacher." 

Learning to teach. Earlier discussions of the findings 

offered evidence of the participants' preconceptions of 

teacher proficiencies that are viewed as important, if not 

critical, for teaching. The findings indicate that the 

participants believe that the process of learning to teach is 

accomplished through experiencing the role and activities of 

teaching and the classroom. Evidence of this position was 

found across the subgroupings of participants. 

Karen's (TEL) expression of this preconception was 

indicated by her reflections upon her first opportunity to 

teach a class. Karen wrote 

I was truly put into the teacher's position, which was 
enjoyable in the fact that I had complete control over 
what I was saying and doing, and whatever the kids did, 
learned, etc. was at least partially because of me -
sort of a power trip if you consider it. This 
experience helped me see that being the teacher, is 
learning to be the teacher. (WRE #5, 10/17/91) 

For Karen, the experiential knowledge gained by being the 

teacher was both enjoyable and intrinsically rewarding. 

Furthermore, Karen's teaching experience assisted her to 

"see" the process of becoming a teacher and learning to 

teach. 

The evidence indicated that the participants viewed any 

opportunity to teach as invaluable and that the amount of 

time as the teacher was not the critical factor. That is, 
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the participants viewed any classroom teaching experiences as 

powerfully educational. Evidence of the experiential power 

of teaching a class was exemplified in John's (TSE) comments 

regarding an upcoming teaching opportunity. 

John described his reactions to being offered the 

opportunity to teach and his belief in the power of that 

experience. John revealed the following about the incident, 

he [teacher] asked me if I would like to earn some 
practical experience by giving a half hour lecture in 
his class. My first reaction was complete and utter 
fear, but I agreed that it [teaching] would be helpful. 

Although my student teaching is a full year away I 
feel this opportunity will give me a chance to see what 
teaching is really like. [I] probably won't sleep much 
the night before I give the lecture, but I will be 
grateful afterward. 

I learned that I am more afraid of my initial 
teaching experience than I thought I would be. But 
after my 1st lecture I will be a step ahead of most of 
my peers and may be more prepared for my student 
teaching experiences. (WRE #3, 9/26/91) 

John's initial reaction of being frightened was ultimately 

overcome by his belief in the strength of the teaching 

experience. For John, the belief in the power of 

experiencing teaching, regardless of the amount of time 

teaching, created an opportunity to become a "step ahead" in 

learning to teach and preparation for student teaching. 

Furthermore, John and his field placement teacher, viewed 

teaching experience as being "practical" experience. 

The participants viewed teaching experience as a method 

of "really" learning the processes and techniques discussed 

in teacher education. Tricia's (TEL) belief of the 
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knowledge gained in education coursework, was evidenced by 

her discussion of a teacher's cuing techniques. Tricia 

described the her reaction to the observation of the 

technique when she commented 
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I was so amazed that this technique [music pattern 
cuing] really worked. Now that I have seen that this 
technique will work, I am very confident about using it 
in my classroom in the future. (WRE #8, 11/7/91) 

Tricia's confidence in the technique resulted from seeing the 

theory of cuing put into practice. In a well-remernbered-

event submission of Tricia's, she wrote that she had 

"attempted the same cuing system my teacher uses and it 

worked, the kids joined in and paid attention." 

The strength of putting the educational theories into 

practice, through personal teaching experience was common 

across all subgroups. Sally (NEL) stated "I need to put to 

practice the management techniques we are discussing and 

observing to really [emphasis in original] learn them." 

Again, the findings reveal that the participants believe that 

educational theory can best be understood and appreciated 

through their personal experiences with the theory. Sally 

acknowledges the value of observations, yet opts for a deeper 

understanding through experiencing the application of the 

theories. 

projecting on her future teaching career, Sally again 

acknowledges the need for experientially merging theory and 
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practice, when she wrote 

As a first year teacher, I will be spending a large 
portion of my time focusing on management techniques. I 
do not see how I will actualize any of the techniques, 
until I implement them in the classroom myself. (WRE #7, 
10/31/91) 

Thus, the findings indicate that the participants believe the 

power of experiential knowledge is needed to "actualize" the 

theories taught in education coursework. 

The usefulness of experience as a way of merging theory 

into practice was also evident by Mary's (NSE) commentary on 

the experience of evaluating student essay papers. Mary 

wrote 

I believe the most difficult aspect of "grading" the 
students' papers was providing useful criticism. 

In my evaluation of student papers I got a chance 
to practice and apply skills I have very recently 
learned. I believe that this was a good experience and 
hope that •••• l will be able to grade more than three 
papers an hour. (WRE #8, 11/7/91) 

For Mary the opportunity to experience the application of 

"recently learned" skills was viewed as a furthering of her 

understandings of theory, and pragmatic for her future work. 

without the experience of grading the papers, Mary may not 

have recognized the teaching efforts that are involved in 

such activities. The experience broadened Mary's scope of 

the difficulties of teachers' responsibilities and an 

appreciation of skills that need to be honed. 

There was evidence that across all subgroupings the 

participants have preconceptions of the power of experiencing 
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what it is "really like" to be a teacher. The evidence 

revealed that the participants viewed opportunities and 

experiences of merging educational theory and classroom 

practices as invaluable in their learning to teach processes. 

Summary. The study's participants held preconceptions 

regarding various aspects of a teacher. There was 

essentially consensus by the all of the participants 

regarding their conception of required personality 

characteristics of a teacher. These characteristics included 

traits that were considered to be positive in nature and 

symbolic of the types of teachers that the participants were 

most impressed by as students. Furthermore, a teacher's 

personality was viewed by the participants as a defining and 

reflective element of the teacher's class. 

The findings revealed that the participants most often 

referred to three areas of concern for them as future 

teachers. The findings indicated that the participants most 

often addressed teacher planning, teaching methods, and the 

processes of learning to teach. 

Traditional participants perceived of teacher planning 

as being contingent upon the contextual conditions of time 

and student behavior. Concern was consistently indicated by 

the traditional participants of having too much time, and 

teacher planning was viewed as a way of coming to grips with 

that issue. Furthermore, time was also considered to be a 
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planning factor when weighed against the various cycles of 

schools. That is, teachers must plan for a day, a week, and 

the school's yearly activities. 

The findings revealed that traditional participants 

viewed teacher planning as a method or strategy of managing 

student behaviors by anticipating the student behaviors. 

Lastly, the traditional participants were found to view 

planning as preparing for class a series of activities based 

upon the amount of time and the anticipated behaviors of 

students. 

Nontraditional participants perceived teacher planning 

as being limited by the element of time. That is, 

nontraditional participants believe that there is too little 

time to accomplish all that a teacher needs to accomplish. 

Furthermore, nontraditional participants viewed planning as 

being based upon the academic and intellectual growth of the 

students. Lastly, all but one of the nontraditional 

participants viewed teacher planning as needing to be quite 

detailed in order to cover the breadth and depth of the 

material. The exception to this finding was one 

nontraditional secondary participant that viewed teacher 

planning as needless. 

All of the participants were found to perceive of 

teachers as needing a variety of teaching methods. The 

majority of the elementary participants were found to admit 
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to their naivete regarding current methods. The findings 

also indicated that elementary participants framed their 

discussions of methods within their view of a traditional 

classroom and their prior experiences as students. 

Furthermore, most of the elementary participants believed 

that current teachers do not use unique methods, excepting 

the teachers they observed for this course. Lastly, evidence 

was found of only two nontraditional elementary participants 

perceiving that teaching methods must be framed by the 

instructional objectives. 

The secondary participants also viewed a variety of 

teaching methods as important, but that the subject matter 

defined the methods employed. The study's findings revealed 

that the secondary participants were critical of the teaching 

methods that they had observed if the teacher's interpretive 

approach to the content conflicted with their own views. 

Lastly, the findings revealed that the majority of secondary 

participants saw little or no benefit to studying 

instructional strategies that were not content specific. 

Lastly, the findings discussed in this section revealed 

that all of the participants, regardless of their 

subgrouping, perceived of teaching experience as the most 

productive avenue for learning to teach. Furthermore, 

evidence was found that the participants valued educational 

theories, but to understand and recognize the theories' 
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strengths, the participants believe that experiential 

knowledge is needed. 

Lastly, this section indicated both similarities and 

differences in the preconceptions of the topics addressed by 

the participants. Similarities and differences were 

discussed both within the groups and across the groups. 

The Students 

The study's participants had interesting and revealing 

preconceptions about their field experiences schools' 

students. The data offered evidence that the participants' 

perceptions of students and the roles that teachers must 

assume in the students' education. 

Academic diversity. The findings indicate that many of 

the participants were surprised at the diverse levels of 

academic ability and effort on the part of the students in 

schools. There was evidence indicating assumed levels of 

achievement and intellectual homogeneity by some of the 

study's participants. The following example is illustrative 

of this preconception. 

stacy (TEL) may have assumed a great deal about students 

and teachers when she wrote of a second grade, bilingual 

student. 

This child struggled through [the word] "of." Johnny is 
not the only one in this class who cannot read. These 
children are allowed to pass on to higher levels 
[grades] even though they are not functioning at that 
level. This means the teacher must readjust her typical 
process in order to help these children succeed and 
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catch up to the other students. 
It stunned me when the child could not read "of" or 

sound out "fr." It amazes me that these children are 
passed along to higher grades. Regardless of whether 
it's the student having a deficit or no self confidence 
to do so [read], or if the child was overlooked by 
another teacher or the system, the present teacher has 
to develop a program to work with these children and to 
teach children to read. (WRE #2, 9/19/91) 

Stacy's interpretation of the students' capabilities, 

efforts, and access to learning a skill is quite stinging 

criticism of both the student and the school system. 

Embedded in her argument is a perception that the grade level 

of a student is a direct indicator of the student's skill 

level and the mastery of previous school work. 

As indicated previously, the elementary participants 

were paired with another participant for the fieldwork 

observations. As such, Stacy's colleague Veronica (TEL), 

offered another view of the students in this classroom, 

albeit less robust. Clearly, their views are different. 

veronica wrote that she 

was amazed at how effectively the teacher was able to 
teach such a diverse [ethnically] group of students. 
One day she uses English, then the next day she speaks 
in Spanish •••• that would seem to me to be a real 
challenge. (WRE #2, 9/20/91) 

Again, both of these students were observing the same group 

of students and teacher. Veronica interpreted the difficulty 

of teaching that class as an ethnic, language issue. Stacy's 

preconceptions of students' achievement created for her a 

vision of a poor school system, ineffective teaching, and 

students that were not reading up to their grade level. 
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Regardless of whether one, both, or neither position was 

correct, at issue here is the preconceived view of student 

learning and achieving at the same academic levels. 

Evidence of the participants' preconceptions of student 

abilities and learning rates came from an observation of a 

third grade classroom at the other elementary school. Tricia 

(TEL) wrote: 

I was amazed that it was so difficult for her to sound 
out the words that she did not know how to spell. I 
tried to help her learn how to spell the word or to 
sound them out, but it seemed like she was very happy 
just spelling the words the way she wanted to. (WRE #3, 
9/27/91) 

Frustration was apparent in Tricia's writings, for she 

continued with, "I did enjoy being able to help the other 

students and interact with them." Tricia appeared to be 

comfortable working with successful students and a bit tested 

with the struggling ones. Furthermore, it was apparent that 

the students' academic performance was not up to the levels 

the participants expected. 

Becky (TEL) addressed the issue of student diversity 

with an empathetic view of teachers and, perhaps, her own 

future career. She stated, 

I saw first hand how difficult it would be with 20 plus 
students doing work at different paces. I had to keep 
some children interested while trying to encourage 
others to finish. (WRE #3, 9/27/91) 

Becky's comments addressed the balancing skills that a 

teacher negotiates with different levels of student skills 
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and attention, as well as confirming her preconceptions of 

student differences. 

Nontraditional elementary participants also voiced their 

preconceptions of student differences. Yet, the findings 

indicate that the diversity of student abilities was 

expected, albeit more diverse than expected. Sally (NEL) 

expressed her reactions to the student diversity with the 

following, 

I was very strongly struck by the differences in each 
child. The focus was different for every single one. 
This task seemed to have a different relevant goal for 
each child. (WRE #3, 9/27/91) 

According to Sally's well-remembered-event, the activity had 

individual second grade students reading aloud to the 

observing participants. Therefore, the nature of the task 

would seem to take on individual meaning and goals for the 

students. Yet, though Sally recognizes that students are 

academically diverse, her reaction to the diversity suggests 

that she, too, seeks some level of consistency among the 

students. 

Evidence could be found for only two secondary 

participants addressing the issue of student academic 

diversity. Contrary to the elementary participants, David 

(TSE) didn't appear to have much faith in the freshman 

students' academic abilities. A freshman class that David 

had been observing was going to be given an assignment which 

would require them to study eastern and western cultures, and 



then compare and contrast the two. David commented on his 

expectations of the students' success with the assignment. 
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He stated that "the task will be very, very difficult for 

these kids, because it introduces new thinking skills and new 

material to a freshman class." Interestingly, David suggests 

that due in part to the students' freshman class standing, 

his expectations for success were low. 

The findings indicate that, of those participants that 

addressed the issue of academic diversity among students, 

they clearly have preconceptions of the students' abilities. 

It is interesting to note that the traditional elementary 

participants view the students as not working or performing 

up to expectations, using the students' grade level as a 

measuring gauge. This also suggested participants' 

preconceptions of what the academic and skill levels of 

success should be for the students at particular grade 

levels. That is, the participants have an inferred criterion 

for students' skills and academic achievement, based upon 

grade levels. 

The nontraditional elementary participants seemed 

accepting of the diversity, while acknowledging that the 

students' achievement and academic levels may be more diverse 

than originally anticipated. Lastly, a traditional secondary 

participant's expectations, like the traditional elementary 

participants, are based, in part, upon the grade level status 



of the students. But, whereas the elementary participants 

expect higher academic levels of work, the traditional 

secondary participant's expectations are for low levels of 

achievement. 
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There was also evidence of one participant being 

pleasantly surprised by a junior English class described by 

the teacher as "lower achievers." The nontraditional 

secondary participant was asked to "look over" the students' 

recent essays. Fred (NSE) described the well-remembered-

event focusing on students' abilities, as follows 

What with everything I read and hear about how behind 
students are today, I expected very little. It [essays] 
would be unstructured and barely legible, I thought. 

I was wrong! 
Though I don't have a large experience base to draw 

on, this isn't the first time I've been surprised. I 
think our kids are far smarter than we give them credit 
for. They may be unmotivated and uninterested (whose 
fault is that?), but they are not dumb. Considering how 
education gets dumped on, it's refreshing to have 
something positive to build on. (WRE #5, 10/10/91) 

This nontraditional secondary participant offered a 

mixed message about his preconceptions of high school 

students' academic abilities. First, Fred based his 

expectations of students on the social criticisms levied at 

students and schools. Then, Fred revealed that despite the 

influence of those critiques, he actually has confidence in 

the students' capabilities and capacities to perform at high 

academic levels. Lastly, Fred rhetorically questioned the 

source of student apathy toward education and implied that 



the students are not at fault, but that there are larger 

educational and social factors at work. 

Student motivation. Fred's concern with student 
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interest and motivation was an issue addressed by all of the 

subgroupings. The findings illustrate that the participants 

had strong preconceptions of teachers being responsible for 

motivating students, and that students need to be motivated. 

This did not mean that the participants saw teachers as the 

only source of motivation, but the data shows that motivation 

was considered by the participants to be an inherent role of 

a teacher. The participants' view of the teacher as student 

motivation was discussed by the participants as an essential 

component in all of the activities of teaching. 

Interestingly, none of the participants discussed evaluation 

or grades as motivating instruments. Perhaps the 

participants considered evaluation activities as inherently 

motivating, given the academic success that the participants 

have experienced in the educational backgrounds. Regardless, 

the participants did not refer to tests or grades as 

motivators. 

The participants' view of student motivation appeared to 

be seen as something that had to be brought out of students. 

That is, teachers construct activities and use instructional 

methods that bring out the inherent academic interests of the 

students. For instance, Donna (TEL) discussed how homework 
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activities, involving students' parents, could be constructed 

so as "to motivate students to do the work and learn on their 

own." Bonnie (NEL) in her comments on classroom contexts 

raised the issue of "making the classroom appealing and 

motivating so the students want to be there." 

Still other participants saw student motivation in terms 

of management and activity structures. Robert (TSE) believed 

that forms of "punishment and discipline should be 

motivating, not reprisals." 

When Clark (TEL) discussed math worksheets he attached 

the teacher's personality with the activity, stating that 

"the attitude of the teacher can have a great impact on the 

students' motivation and attitude." The teacher as student 

motivator was also considered to be part of the personality 

characteristics of teachers. 

Thus, motivating students was seen by the participants 

as a component of a classroom's academics, organizational 

structures, management systems, and a reflection of the 

teacher's personality characteristics. 

Bring material to life. The findings revealed that the 

participants believe that students can and would learn 

various curriculum material if the material were interesting 

to them. Not as an interesting teaching method per se, as 

discussed previously, rather the participants addressed a 

philosophical positioning or approach that argued for active 
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and relevant styles of learning. 

Across all of the subgroupings, there was evidence of 

these beliefs. The findings indicate that the participants 

view student learning as more productive and motivating if 

the teacher uses approaches to the curricula that, as Rhonda 

(NEL) expressed it, "brings the material to life." 

The evidence to substantiate these beliefs also revealed 

that the participants did not vie\,T or hold these beliefs to 

be synonymous with the teaching methods issue, nor were they 

considered as purely motivational. And yet, both student 

motivation and teaching methods are directly linked to these 

beliefs. 

Cheryl (TEL) offered one view of this approach to 

teaching students when she discussed a lesson on flying that 

she had observed. Cheryl commented that "the minute he 

[teacher] related it [topic] to their own personal 

experiences there was a lot of enthusiasm and participation." 

Thus, Cheryl is addressing the teacher's content and student 

motivation, through an approach or process of connecting the 

material to the students' lives. 

Another example of this belief, again by Cheryl, was 

written in response to her observation of a letter writing 

activity. In this example, Cheryl relates her past 

studenting experiences and praises the observed teacher's 

approach to the activity, Cheryl commented: 
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The letters written in this teacher's class are a great 
way that kids can get practice and see the usefulness of 
letters. I also think that kids can do a great job 
writing personal letters to each other. The letters 
were well thought out and seemed truly sincere. (WRE #4, 
10/3/91) 

For Cheryl, the belief in the student experiencing the task 

or activity with a level of relevance for the student 

increases the impact of the "usefulness" of the lesson's 

content. 

veronica discussed these same beliefs about relevance 

for the student, yet her interpretation brings out her belief 

in the power of peer tutoring. She describes the effects as 

follows: 

Children love to help each other, it is great 
child can feel as though he/she is teaching. 
he/she is teaching he/she is learning more 
himself/herself. (WRE #4, 10/3/91) 

that each 
Also while 

veronica's perceptions of peers teaching peers also 

represented an approach to making the material come alive. 

veronica continued with "the children got so involved with 

the activity", suggesting an increase in the levels of 

interest and appreciation by the students for the approach. 

The findings further revealed that the participants 

united their notions of active learning with the need for 

teachers to make the content relevant, or connected to the 

students' lives. Susan's (TEL) comments illustrate this 

view, "I think relating fractions to things kids are familiar 

with is an effective way of motivating them." 

Barbara (TEL) also expressed the participants' belief in 
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the power of teaching students with materials and methods 

that are pertinent to the students lives. Barbara commented 

I think it's important to have material geared towards 
the level the students are at. Topics that are current, 
and unusual are good to use as reading material. If the 
students can relate to the reading they are going to 
read more. (WRE #6, 10/17/91) 

According to Barbara's well-remembered-event submission, the 

phrase, "the level students are at", meant both the students' 

reading levels and their interests. Barbara expressed 

concerns about reading materials that were "too challenging 

to enjoy" and too "meaningless" for the students. 

The issue of meaningfulness for students, in isolated 

cases, was also discussed in terms of what "teachers are not 

doing now." John (TSE) expressed his objections to current 

high school practices as 

The ultimate goal for many of these students is 
graduating from high school. I think the major reason 
for low motivation is simply lack of interest. 
Classroom [content] simply doesn't have relevance to 
their lives. If teachers attempted to make school 
significant to students' lives maybe it would improve 
their [students] attitudes. (WRE #6, 10/17/91) 

John's statement places a great deal of the students' 

behaviors and attitudes upon the pedagogical approaches of 

the teachers. Whereas, Fred's (NSE) argument regarding 

subject matter relevance for students suggests that teachers 

don't indicate or offer solid reasons for learning the 

material. Fred argued that 

without relevance, few [students] will actually learn 
because they will have no desire to. I am a huge 
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adherent of this. It's not enough to tell a kid, "You 
need to know this", if you don't tell him/her why. 

Once again, our kids are a lot smarter and more 
sophisticated than we give them credit for. I think 
that it's not so much that Johnny can't analyze or can't 
do this or that, but that Johnny can't see any good 
reason why he should do it. (WRE #8, 11/7/91) 

At issue for Fred is the need for students' recognizing that 

their school work is important, as well as criticisms of 

educators that don't offer justifications and reasoning for 

an education. The preconception that Fred's comments suggest 

are that teachers are capable of giving students just cause 

for learning, but that they don't. 

The findings revealed one participant that in essence 

agreed with Fred's position, yet his comments did not 

indicate that he was pleased with the position. Bob (TEL) 

described an interaction with a third grade student during a 

math worksheet activity. According to Bob, as he "wandered 

around the room", he noticed a student named Ray that was not 

working. Bob approached Ray "to offer help", and, as Bob 

explained the incident 

Ray put down his pencil, he gazed off into the distance. 
He looks at me with a look that seems to ask, "Why do I 
have to do this?" I [Bob] can't think of an answer1 
(WRE #6, 10/17/91) 

Where Fred lamented, in his opinion, that teachers aren't 

giving students "any good reason" to work in school, at least 

one participant could not come up with a reason. The 

evidence indicated that Bob was not proud of his lack of 

justifying for Ray why the math was important. Bob stated 
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that after the incident he "thought long and hard, but still 

couldn't figure how to explain it" to Ray. Thus, although 

Bob recognized and acknowledged that he should assist the 

student in recognizing the work's importance, he was at a 

loss. Nonetheless, Bob's perception of teachers needing the 

ability to show students connections and relevancy to their 

lives was still evident. 

The findings indicated that all of the participants, 

without exception, perceived that teachers need the ability 

and skill to bring the subject material to life for the 

students. Evidence was also found that the participants 

perceived the ability to illustrate for students the 

relevance of their schoolwork as essential. Lastly, the 

participants do not perceive these abilities and skills as 

teaching methods, rather as an intellectual approach to the 

content. 

Theories of learning. The findings indicated that the 

participants' held theories of how student learning can be 

identified. That is, the findings revealed that the 

participants had preconceptions of how to recognize that 

students were learning the material. There was no evidence 

of the participants referring to teacher tests, or other 

formal forms of assessment. Yet, the language that the 

participants use in describing student work indicated that 

they believed they were capable of interpreting that students 



were learning. This perception was most apparent in the 

language of the traditional participants. 

For example, Karen (TEL) stated that she "saw lots of 

learning taking place." That type of phrasing was 
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representative of many of the comments by traditional 

participants in assessing student learning. Sylvia (TSE) 

commented that she "saw the students reading and learning." 

Or, John's (TSE) observation was that "all of the students 

were listening and learning." 

The findings revealed that the language that the 

traditional students used to describe student learning was 

almost exclusively empirical in nature. That is, the 

participants could "see" students learning, or they could 

"see" students reading, which would then be interpreted as 

"seeing" learning taking place. 

Another example of this language came from a traditional 

participant after observing a third grade class move through 

various centers. One of the particular centers was not 

conceptually linked with the other centers content. Becky 

(TEL) wrote 

I viewed the descubimento as busy work. The teacher 
needed a seventh center and this was easy to implement 
and forget. I didn't see any of the students interested 
or learning. (WRE #3, 9/27/91) 

The Spanish term "descrubrimento" is translated as, to 

discover, or to invent. The center, according to Becky, had 

several grab bags which the students would open and then 
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follow the directions. Yet, according to Becky, as the other 

centers dealt with Japanese cultural themes and the 

descrubrimento did not, that center filled a void and formed 

the seventh center. But most importantly, Becky could not 

see or witness students learning. 

The findings revealed numerous examples of traditional 

participants witnessing or observing learning. Furthermore, 

traditional students also described learning as being 

exemplified by enjoying an activity. Phrases such as "the 

kids were really having fun learning" or "I could tell they 

learned by their laughter." 

Conversely, the findings indicted that the 

nontraditional participants described their observations of 

student behaviors as assumptions of learning. That is, the 

nontraditional participants described student behaviors as 

evidence of their possible learning. For example, Sally 

(NEL) described an observation of an activity as follows: 

Most especially, this learning time was engaging for the 
majority of the students, evidenced by their smiles, 
brows drawn together in concentration, quiet intergroup 
help, pertinent questions, etc. (WRE #2, 9/20/91) 

Sally's comments were intended to focus on the engagement of 

the students, as opposed to her phrase learning time. For as 

Sally continued in her description of the event she referred 

"the students' possible learning due to high levels of 

engagement." This trend for the nontraditional participants, 

both elementary and secondary, was just as evident as the 
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traditional participants' behaviorist approach. 

Another example from a nontraditional secondary 

participant, Mary, (NSE) described an event that she had 

observed. Mary discussed an observation of a writing 

activity that began with the teacher giving direct 

instruction, after which the students were to complete a 

writing task using the information that had been presented. 

Mary wrote that the "students quickly got to work, writing a 

rough draft and applying the principles they had learned." 

Thus, the evidential understanding of learning for Mary was 

not "seeing" the learning, but rather the behaviors of the 

students "applying" the learning in their task. 

The findings were clear that the two subgroupings of 

traditional and nontraditional participants discussed their 

understandings of learning differently. Furthermore, 

assumptions of learning were not made by nontraditional 

participants, without specifying that the comment was an 

assumption and that behaviors had been observed. 

Summary. The participants' views of students varied in 

the topical areas most often addressed. The academic 

diversity of students was somewhat surprising for all of the 

participants, suggesting an expectation of academic 

homogeneity. The findings revealed that the traditional 

participants experienced the most surprise at the diversity, 

whereas the nontraditional participants expressed that they 
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expected academic diversity, yet not at the levels that it 

was observed and discussed. Furthermore, the elementary 

participants expected that the students would be working at 

higher academic levels, whereas two secondary participants 

were found to hold expectations of lower academic 

achievement. 

The findings indicated that all of the participants 
• 

perceived of the teacher as a primary motivator for students. 

There were indications of the participants varying on the 

techniques for motivation, but all participants revealed 

motivation as an important role for a teacher. 

Similarly, all of the participants perceived that the 

content material taught in classrooms must be connected and 

made relevant to the students' lives. The participants were 

found to view the issue of subject matter and schoolwork 

relevance as a major motivating process. Furthermore, there 

were indications that some of the participants could not 

justify the subject matter material's relevance to themselves 

or the students. 

Lastly, the participants have differences in their 

preconceptions of how to recognize and identify student 

learning. Findings illustrated that traditional participants 

interpreted student learning as something that can be seen. 

The language that traditional participants used to described 

student learning indicated that the process of learning could 
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be judged or evaluated by observing. Alternately, the 

findings indicated that nontraditional participants made no 

assumptions about learning, but rather they described student 

behaviors that might imply that learning was taking place. 

The Curriculum 

The findings revealed that the participants did not, in 

the processes of the course's activities, address issues of 

teacher or school curriculum as often or explicitly as they 

did the other commonplaces. Nonetheless, the discussions and 

comments regarding the curriculum that were manifested were 

revealing. 

The following discussion of the findings addresses the 

preconceptions of the elementary and secondary participants 

separately. This separation between the subgroupings is 

framed in this fashion so that the varying perceptions of the 

curriculum may be seen more clearly. There was evidence that 

the subgroups of elementary and secondary participants hold 

preconceptions of the curriculum as they perceive it in their 

future workplaces and careers. 

Elementary. An examination of the students' transcripts 

revealed that the elementary participants had not completed, 

at the time of this study, the coursework that directly 

addresses the teaching of different subject matter areas in 

elementary schools. The professional "block programs" that 

elementary students eventually take include issues pertaining 



207 

to the methods, content, and rationales for specific 

elementary subject matter. This programmatic issue may, in 

part, help to explain the relatively few comments concerning 

the elementary participants' views of the curriculum. 

Nevertheless, the findings did reveal a number of beliefs 

that the elementary participants embraced regarding the 

curriculum. 

There was evidence of the perception that elementary 

teachers are bound by the school and school district's 

curriculum programs and that teachers may not deviate in 

large measure from those programs. Audiotaped comments by 

elementary participants revealed these beliefs, as well as 

the perception that the curriculum is also driven by 

standardized tests and the school's curriculum materials. 

As discussed in a previous section, the findings 

indicated that the elementary participants were concerned 

with their lack of subject matter knowledge. Yet, the 

findings revealed that the elementary participants do have 

some individual perceptions of the curriculum. 

Donna (TEL) believed that curriculum outside of the 

school's standard program is determined by the teacher's 

personal interests and skills. And, as such, the amount and 

quality of the curriculum varies. Donna's beliefs hold that 

it is the responsibility of the teacher to see to it that 

students receive appropriate amounts of specialized areas. 
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Donna revealed her views in the following manner. She stated 

that 

Physical education, music, and art are areas that are 
left to the teacher's discretion. If the teacher is not 
comfortable with certain curriculum, then children do 
not benefit. This is unfortunate, these areas are 
essential to child's development. (WRE #2, 9/20/91) 

For Donna, anything outside of the prescribed content areas 

or school curriculum is arbitrarily determined, based upon 

the teacher's interests. Furthermore, Donna did not 

appreciate this particular aspect of the curriculum's 

formation. Donna's perception mayor may not be an isolated 

belief. That is, there was no evidence of other participants 

agreeing or disagreeing with this position. 

The findings did reveal that the elementary 

participants' perceive that the curriculum should be taught 

using interdisciplinary approaches to the content. Evidence 

of this belief was found in several of the data sources. 

Linda's (TEL) belief in this approach was exhibited as 

follows 

I've always believed in relating academic material to 
other disciplines so that it will have more meaning to 
students, and help the students understand it better. 
Parts of our lives are not taken out of context, so why 
should participants in school be taught separately as if 
they had nothing to do with each other? (WRE #4, 
9/31/91) 

Linda expressed her perception that the curriculum should be 

viewed and taught as a whole, and that separating the subject 

matter is intellectually artificial. 
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Sally (NEL) expressed similar views by stating that, 

"the three R's can be presented using relevant material that 

is connected together, rather than isolated ideas." Again, 

the perception of relating and teaching the subject matter 

with an interdisciplinary approach, along with materials that 

are relevant, is embraced. 

Lastly, evidence of Clark's (TEL) views of an integrated 

or interdisciplinary approach was revealed in the following: 

Integration of other topics such as social studies, 
geography, and current events can lead into the aspect 
of a student figuring out things for themselves. 
Children can ask why a certain aspect is happening in 
the world and can give their insight and ideas into that 
particular aspect. (WRE #4, 9/31/91) 

Clark addresses not only his belief in the approach, but 

suggests beneficial effects of the approach. It is also 

interesting to note that Clark refers to "social studies, 

geography, and current events" as individual "topics." 

Clark's interpretation of these subject matter areas are 

as topics and separate. Therefore, although Clark embraces 

an "integration" of these subject matter areas, he was at the 

same time creating distinctions between the areas that are 

not intellectually appropriate. Clark's use of this type of 

language regarding the social studies may stem in part from 

his not having taken the sUbject matter courses at that point 

in time. Nonetheless, Clark's beliefs regarding 

interdisciplinary approaches were apparent. 

The findings indicated that both traditional and 
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nontraditional elementary participants perceive an 

interdisciplinary approach as proper in the classroom and 

school curricula. The findings also revealed an interesting 

position taken by the elementary participants regarding 

students' social and affective development. 

There was evidence indicating that the elementary 

participants view student "responsibility" as a curricular 

area or focus. Stacy's (TEL) position on this issue was 

revealed as follows: 

As a future teacher, it's part of my responsibility to 
go beyond academic education. They [students] are the 
source of accomplishment and that's how they're going to 
achieve in school and life, so they need to be taught to 
be responsible. (WRE #6, 10/17/91) 

It is interesting to note Stacy's conception of being charged 

with going "beyond" the academics and teaching students a 

sense of being responsible. This perception is also framed 

by Stacy as a lifelong lesson. 

Becky (TEL) also envisioned responsibility as something 

to be taught, but she has reservations about her immediate 

capabilities in this "curriculum." After an observation of 

her field placement teacher, Becky commented on the teacher's 

classroom management, stating that 

It's a loosely managed class. I realized how much 
responsibility she gives to the students. They are 
accountable for their actions. Experienced teachers can 
do this, inexperienced teachers would probably have 
trouble with it. I know that I'll learn what's best for 
me when I'm working with my kids. (WRE #5, 10/10/91) 

Embedded in these comments are perceptions of students being 
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taught to be responsible, and Becky's concern for having the 

experience to accomplish that type of management and its 

accompanying messages or lessons of responsibility. 

The findings indicated that along with the perception of 

student responsibility as a curriculum component, the 

participants included students' self-esteem as a further part 

of their perceived duties. Cheryl (TEL) defined this view 

succinctly by stating that "it is important for a child to be 

responsible and recognize improvement on their own. I think 

this encourages self-appreciation and self-esteem." Cheryl's 

conceptions of this component of a student's education were 

shared by the other elementary participants. 

Lastly, the findings revealed several instances of 

elementary participants perceiving that the enhancement of 

students' levels of creativity as a salient curricular issue. 

Accordingly, the participants discussed teaching methods and 

approaches that they believed to be avenues to this 

development. 

Evidence of this perception was found in Barbara's (TEL) 

comments when she stated that by 

allowing students to decide for themselves what to make 
[art project], they are not limited nor are they too 
challenged. I think emphasizing creativity will help 
them in every aspect of school and home-life. (WRE #4, 
10/3/91) 

Further evidence of these beliefs in the need for 

creativity in the curriculum was revealed in Rhonda's (TEL) 
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conunent, "I really think that it is important to help teach 

students to use creative thinking." 

The evidence of creativity development was explicitly 

stated by Bonnie (NEL) in her comments addressing schools' 

curricula. Bonnie stated, 

I think creativity is an important skill to nurture, but 
one that is often overlooked in school curriculum. I 
think that it is a good way for kids to practice problem 
solving and also to see that there are many good 
solutions to a single problem. (WRE #3, 9/27/91) 

The evidence presented previously implicitly indicated that 

the participants view the nurturing of creativity as a 

curricular issue. As well as an inherent aspect of teacher 

methods and activities. Bonnie explicitly referred to 

creativity as a curricular component, and one that is often 

overlooked. Thus, for the majority of the elementary 

participants nurturing students' creativity was viewed as an 

obvious need in the curriculum. 

Secondary. The findings reflected that the secondary 

participants addressed curriculum issues in a more direct 

fashion. That is, the secondary participants discussed 

issues that directly affect the curriculum that is taught. 

The findings revealed that the participants held perceptions 

regarding the constraints and pressures facing curriculum 

decisions in secondary schools. 

Evidence of the participants perceptions of the 

constraints facing a given content area was addressed by 
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Robert (TSE) in his reflections of a conversation with a 

health teacher that he was observing. Robert expressed his 

surprise to learn that the teacher was not permitted to 

present lessons or materials that address the topic of 

abortion. Robert was further surprised by this curriculum 

stance after observing several lessons dealing with other sex 

education issues. 

Robert's reaction spoke to the issue of curriculum 

constraints, and to his displeasure with those constraints 

placed upon the Health curriculum. Robert commented that "it 

just made me frustrated that the loud voice of the minority 

affects the education of the majority. The teachers and 

students should decide what they want to learn." 

Interestingly, Robert appears to be advocating a 

socially constructed curriculum by the teacher and students, 

because "they know what they need to learn." Furthermore, 

Robert's position has a built-in assumption that there would 

be some common agreement among the students and teachers as 

to the proper curriculum topics and issues. 

At issue here are the beliefs held by Robert relating to 

the curriculum decision making processes and influences upon 

those decisions. Robert objects to the minority'S effects 

upon the majority; Robert referred to the minority as those 

influences "outside" of the classroom. Thus, Robert harbored 

beliefs concerning the curriculum decisions "effected" by a 
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force or pressure that is external and extraneous to the 

classroom teacher. 

This perception of external pressures on the curriculum 

was also addressed by Mary and her perceptions of the English 

curriculum. In Mary's (NSE) discussions and criticisms of a 

standardized writing assessment examination, she reveals her 

perceptions of the test's influence on the English 

curriculum. Mary described the situation from her perception 

as follows: 

This test is a poor indicator of the students' writing 
abilities, it was also indicative of major problems 
existing in the teaching and learning of composition, 
the centralization of the writing process. Students are 
seldom asked to write outside of the English classroom. 

The content of this particular test is also 
detrimental to the development of writing skills, 
emphasis on "creative" writing is beneficial, but it 
ignores other aspects of writing (such as academic, 
vocational, etc.), educators are perhaps denying 
students the ability to reach their intellectual 
potential. Writing assessment tests need to be improved 
both contextually and conceptually. (WRE #9, 11/1/91) 

Mary objected to the examination for placing sole emphasis 

upon only one aspect of the "learning of composition" and the 

negative effects the test had upon the English curriculum. 

Mary further commented that "if all content areas required 

students to write, English teachers could guide the students 

development in many writing techniques." Her objection was 

predicated upon her perception that the English curriculum is 

guided or altered to meet the demands of externally imposed 

assessment examinations. 
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Lastly, Susan (TSE) addressed the quandary she senses 

about teaching a Math curriculum with the technological 

influences of the computer. Susan revealed her concerns by 

stating 

I am not quite sure what to think about this issue 
[computer use in math]. I am just becoming aware of all 
the implications. I really want to do some more 
research. There is no doubt in my mind that computers 
are forcing a new approach to teaching math. (WRE #2, 
9/19/91) 

At one point in Susan's discussion she explicitly questioned 

whether she viewed the computer as "a curriculum tool or part 

of the content." Regardless of where Susan settles on that 

question, the pedagogical issue she addressed regarding the 

curriculum is that there are external forces that will affect 

the way she conceptualizes and instructs her subject matter. 

The findings indicated that of the eight secondary 

participants, only these three participants explicitly 

addressed issues in their content areas, excluding the 

teaching methods discussed earlier. And, in each of those 

three instances, the participants alluded to the constraints 

or pressures placed upon their content areas by some external 

force. And yet, the perceptions addressed by the 

participants could transcend from one content area and be 

applicable to another content, although there was no evidence 

in other content areas. 

The findings indicate that the secondary participants 

did not address issues of student responsibility, self-



esteem, or creativity, as did the elementary participants. 

Rather, the secondary participants' curriculum issues were 

content specific. 
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Thus, where the elementary participants addressed issues of 

the curriculum with a focus upon the student, that is, 

student centered issues, the secondary participants addressed 

curriculum issues focusing upon the pressures that their 

respective content areas face. 

Hidden curriculum. The findings revealed that four of 

the study's participants addressed perceptions of specific 

teacher behaviors as evidence of a hidden curriculum or the 

participant's own hidden curriculum. The evidence of these 

perceptions were revealed in well-remembered-event 

submissions following an observed classroom incident. The 

findings revealed one nontraditional elementary participant 

explicitly questioning the possibility and content of her own 

hidden curriculum. 

Following an observation of a teacher, Sally (NEL) 

reflected upon the number of ways the teacher had brought the 

concept of patriotism into the students' first grade class. 

The observations did not offend Sally, nor was she critical 

of the messages she perceived as being sent to the students, 

but "the event did stir questions inside" her. Sally's 

discussion of her own potential hidden curriculum was as 

follows: 
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In my future teaching, I know this hidden curriculum 
will play a major role. We receive no formal coursework 
in values or what values to teach. There seems to be 
unspoken agreement on what some of these values might 
be. This area is left up to the individual to choose 
what is important and valid to teach. As a teacher, I 
will need to examine my own beliefs and values as I 
share them with my students. How to determine the fine 
line between imposing your value judgments on your 
children and yet cover that all-important hidden 
curriculum? (WRE #3, 9/26/91) 

Sally's perception of a hidden curriculum is a bit 

contradictory. She points out that there is no formal 

coursework which instructs future teachers on the values to 

teach or what their hidden curriculum should contain. And 

yet, it seemed that Sally would like that hidden curriculum 

to be public. That is, Sally would like her hidden 

curriculum to be up-front and explicit. 

Evidence of one participant's perceptions of a hidden 

curriculum was found in Barbara's (TEL) description of an 

observed classroom incident during the moment of silence. 

Barbara explained that the classroom had become "incredibly 

quiet," and she turned and noticed the "teacher with his head 

bowed as if in prayer." Barbara wrote that she was 

"uncomfortable and somewhat embarrassed" by the event, 

although she did not explain the reasons for her emotional 

response. But her reactions to the event that she termed "an 

example of a hidden curriculum" was described as follows 

I will not use a moment of silence. I have nothing 
against prayer, I'm all for it in fact. At school it is 
out of boundaries these days though, so I don't think 
I'll risk making the students feel uncomfortable like I 
felt. Until I had seen one, I didn't think there was an 



association between silence and prayer. (WRE #5, 
10/10/91) 
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Barbara perceived the teacher's behaviors as prayer like and 

that was, according to her, inappropriate and an instance of 

a hidden curriculum. It is interesting to note that Barbara 

was working toward a teaching credential in a state that 

mandates time in schools for the moment of silence. 

Regardless, Barbara's perception of the event was based upon 

an observed teacher behavior and translated as a hidden 

curriculum. 

Tricia (TEL) wrote about the diversity of children's' 

beliefs and their involvement with Halloween activities. She 

also referred to the careful approach that teachers must use 

when "creating activities for children on special occasions." 

Tricia commented on the efforts a teacher must take not to be 

perceived as advocating something which goes against a 

child's upbringing and values. Yet, Tricia still expressed a 

level of surprise when she wrote 

When I was little, I never noticed that some of the kids 
could not celebrate Halloween. I don't think I realized 
that there would be so many kids that could not 
celebrate Halloween. It must be really difficult for 
the teacher to have to be so careful in what she says 
and teaches. (WRE #9, 11/7/91) 

At the end of Tricia's well-remembered-event, she 

rhetorically asked "how do teachers deal with Christmas?" 

Tricia did not use the phrase hidden curriculum, but her 

concern with students' beliefs and teacher activities or 

lessons imply the concept of a hidden curriculum. 
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Evidence of Stacy's (TEL) hidden curriculum became 

apparent in her writings about a conversation she overheard 

that involved 2nd grade students. Stacy's comments are quite 

revealing about what may eventually be part of her hidden 

curriculum. Stacy wrote: 

It was quite a shock to actually hear these children use 
such language and talk about such a topic [drinking and 
partying]. One often hears of the wide range of 
backgrounds these children come from, and that the 
children are learning about these kinds of things 
earlier. But unless one actually sees and hears it, it 
is hard to believe. 

Not every student is the "perfect child" with good 
stable background and preparation for learning. To them 
it is normal for parents to be gone or drunk, and for 
language to be vulgar. It is a fact of life they face. 
They corne to class and the teacher has to plan on ways 
to ensure each individual gets the education they 
deserve. A teacher has [emphasis in original] to 
integrate children into what a "normal" society acts 
like. (WRE #5, 10/10/91) 

How Stacy defines the term "normal" would be speculative, 

except that she clearly did not perceive that the second 

grade students carne from a normal society. Her perception of 

a teacher being required to integrate the children carries a 

powerful message of a hidden curriculum. 

The findings revealed another participant with what 

appeared to be her own hidden curriculum. Although the focus 

of the well-remernbered-event writing was on the school's 

pull-out program for minority students, the participant's 

reaction to the event and recommendations to improve the 

process are quite revealing. (It is important to note that 
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this particular school district had implemented a drop-out 

prevention program for at-risk minority students. The 

program "pulls out", minority students identified as at-risk, 

from classrooms for short periods of time to offer role 

modeling, academic assistance, and counseling.) Karen (TEL) 

described the students being pulled out as follows: 

My first impression was that this was a culture thing. 
That in second grade these students were being separated 
for a cultural reason. I was very confused and 
negatively shocked. I don't agree with just pulling out 
one culture for this type of program, especially when 
some of those students have good, stable backgrounds 
toward educational growth. There are other students of 
different backgrounds who would benefit from this type 
of program, especially the students who still can not 
read. Cultural issues, however, could be dealt with in 
a culture program for the entire class, including an 
emphasis on America and its melting pot culture. (WRE 
#4, 10/3/91) 

Karen did not specify what an "emphasis on America" meant. 

whatever the interpretation of those closing phrases may be, 

it seems that Karen has a hidden curriculum forming within 

her conception of what it means to be a teacher. 

It is interesting to note that the findings did not 

reveal instances of secondary students explicitly or 

implicitly addressing issues that may be inferred as a hidden 

curriculum. Clearly that is not to suggest that hidden 

curricula do not exist for some secondary students, but for 

this study's findings there was no such evidence. 

Summary. The findings indicated that the elementary 

participants in addressing issues of curriculum perceive that 
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a teacher's classroom curriculum is determined by the school 

and school district mandates. Furthermore, the elementary 

participants believed the curriculum is, in part, formed 

through standardized tests and the curriculum materials. 

Lastly, there was evidence of one elementary participant's 

concern for students receiving instruction in extra

curricular areas. 

Findings revealed that all of the elementary 

participants perceived an interdisciplinary approach to the 

curriculum as an effective means of teaching content. 

Furthermore, the elementary participants believed that 

subjective qualities such as student responsibility and self

esteem were important curricular targets of development. 

Lastly, findings indicate that the elementary participants 

embraced the development of students' creativity as a valued 

curricular intention. 

The findings of curriculum discussions by the secondary 

participants revealed that their concerns focused exclusively 

on constraints placed upon subject matter by external forces. 

There was evidence of one secondary participant calling for a 

curriculum program developed by teachers and students. 

Furthermore, the secondary participants did not place 

emphasis on students' personal development, as did the 

elementary participants. Relative to this section, few 

secondary participants addressed curriculum issues directly. 
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The findings indicated five instances of elementary 

participants discussing, either explicitly or implicitly, 

hidden curriculum issues. The findings indicated that the 

four implicit discussions of hidden curriculums were from 

traditional elementary participants, whereas, the explicit 

introspective discussion of hidden curriculum was evidenced 

by a nontraditional participant. 

The Milieu 

The discussion of the findings to this point have 

addressed the preconceptions of the participants that focus 

on the teacher, students, and curriculum. The previous 

discussions expressed that the participants did have varying 

preconceptions of those commonplaces of teaching. 

Furthermore, the participants' preconceptions of those 

commonplaces were found to be overlapping and complex. That 

is, the participants' preconceptions invariably crossed over 

into other, if not all, of the commonplaces 

The last commonplace of teaching addresses the milieu, 

or the contextual setting, within which the other 

commonplaces of teaching occur. Few of the participants' 

perceptions of the commonplaces of teaching were discussed as 

isolated from the teaching milieu. That is, findings 

indicate that the teaching milieu or context was the frame 

within which the participants' preconceptions of the teacher, 

students, and curriculum were nested. Thus, the following 
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discussion addresses the findings of the participants' 

preconceptions of salient contextual conditions of teaching. 

Classrooms. The findings indicate that the 

participants, regardless of their subgrouping, considered the 

classroom's climate to be a critical, if not the defining 

factor in the accomplishment of the goals of teaching. The 

participants view two complementary and symbiotic conditions 

within the classroom climate as framing elements of 

productive classrooms. The two conditions were the 

classroom's climate and control. 

The findings indicated, as discussed previously, that 

the participants perceived that the teacher's personality 

traits and characteristics establish the classroom's climate 

conditions. That is, classroom climate conditions, according 

to the findings, were preconceived by the participants' as a 

reflection of the teacher's personality traits. 

The findings revealed that the participants also 

perceived of classroom control or management as a salient 

factor in a classroom environments. That is, the two 

classroom climate conditions of a teacher's personality and 

classroom management, must be complementary and balanced in 

order to achieve a productive learning environment. 

Sally (NEL) addressed the issue of balance between these 

contextual conditions when she recalled from her past 

schooling experience an incident in which she was learning a 
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new basketball maneuver. Sally recalled that 

As a student trying to learn the [basketball] weaving 
maneuver, the process only reinforced to me the 
devastating effect a teacher can have on student 
motivation and morale. As a teacher, I will do my best 
to be responsible with the "power" I hold over my 
students and present a nurturing force, rather than a 
destructive one. (WRE #7, 10/24/91) 

Sally's comments capture the essence of the balance that the 

findings indicate the participants conceive of as essential 

in a classroom. Control, or using Sally's term, power, can 

have devastating effects if not balanced with the personal 

qualities inherent in a nurturing teacher. 

Another example of this belief in the balance of climate 

conditions came from Cheryl's discussion of two teachers she 

had observed. Cheryl stated that "it is important to have an 

even balance of warmth and management. I think that Mr. 

Davis' warmth and Mrs. Paul's management and curriculum would 

make a great teacher." 

Susan (TSE) also addressed this balance, emphasizing the 

benefits to the students, in her comments regarding her 

future classroom. Susan wrote that 

Openness and good management on the teacher's part is 
what I want to be sure to have in my classroom. This 
openness is to the different cultures, social groups, 
and each child's ideas. Not everything is black and 
white. Discussions can provide the different ways of 
looking at problems and that is what is most important 
for the students to learn. (WRE #4, 10/3/91) 

Susan expressed her view of a teaching method, coupled with 

her personality and an effective management, to create an 



environment that offers her students an opportunity and a 

context in which to learn. 
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As the participants' perception of teachers' personality 

characteristics were discussed previously, the following 

discussions focus on the study's findings related to the 

participants' perceptions of classroom management as a 

contextual condition. 

Classroom management. The findings indicate that the 

participants' view management as a condition that does not 

automatically occur. That is, the participants' conceive of 

classroom management as something to establish or create. 

This perception was found across all subgroupings. But, 

differences in how to establish those conditions were found 

between the traditional and nontraditional participants. 

The findings revealed that the traditional participants 

viewed the establishment of classroom management as a 

condition that was experimental in nature. That is, 

establishing classroom management was perceived to be a 

series of trials and errors through the use of a variety of 

management techniques and strategies. Evidence of this 

traditional participants' perception was typified in Linda's 

(TEL) comments on management techniques. 

I know I can add this teacher's idea [cuing strategy] to 
my repertoire of management in the classroom. I don't 
know if one method would work for all students, but many 
of them [management techniques] were no doubt discovered 
by careful thought and trial and error. (WRE #8, 
11/7/91) 



Seen as a repertoire of management techniques, the 

traditional participants were found to perceive of this 

classroom condition as an evolving process, again through 

trial and error. 

Further evidence of these beliefs were revealed in 
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Stacy's (TEL) comments after observing a teacher's classroom. 

She stated that 

management is obviously something that has to evolve 
through finding the right methods. It is something that 
takes time and reinforcement to be solidly set in a 
routine and environment. (WRE #9, 11/14/91) 

Thus, although Stacy viewed management as a routine, her 

perception was of an environmental condition that required 

the "right methods" and then those methods would become 

routine. Interestingly, there was no evidence of the 

traditional participants indicating how long the search for 

the right methods, or the trials and errors, would take. 

The findings revealed that the nontraditional 

participants, both elementary and secondary, perceived of 

classroom management as being established early in the school 

year, or semester. Sally (NEL) addressed the issue of when 

to establish classroom management in her comments, stating 

I would gain a tremendous amount if I could observe an 
experienced teacher the first two weeks of the year when 
she/he is "initializing" her/his classroom. Getting 
started on the correct foot seems paramount. The good 
body of knowledge I've acquired from Arends [course 
text] and our discussions gives me a base to work from 
and I am anxious to develop some real competence of my 
own in this area. (WRE #9, 11/14/91) 
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sally also addresses the process of establishing the 

management program as "initializing" the classroom. That is, 

Sally perception of establishing management was not through 

trial and error "with" the context, but rather instituting a 

program that had been thought through and then implemented 

"on" the classroom. Furthermore, Sally referred to the "body 

of knowledge" she had acquired as a base from which to work, 

as opposed to a repertoire of management strategies. 

Another example from a nontraditional participant 

indicated evidence of these perceptions and her questioning 

of how an observed management program had been created. Mary 

(NSE) commented on "the way the teacher controlled the 

classroom, especially because she didn't appear to do much of 

anything" as an example of an effective classroom. Mary 

continued her comments with 

The students remained remarkably attentive and quiet. 
Also noticeable was the way even the more "troublesome" 
students were offering answers. How did she achieve 
this? I'm sure I don't know. She appeared 
unexceptional in every way, much like a number of 
teachers I had in school. Yet she had the kind of quiet 
class and cooperation that I would like to have. (WRE 
#3, 9/26/91) 

Mary did not observe a trial and error technique of 

establishing classroom management. Rather, her comments 

focussed on a management system that had been established and 

was operating without a need of intervention or teacher 

techniques. 

The findings indicated that both subgroupings of 
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traditional and nontraditional participants viewed classroom 

management as a salient condition for a productive classroom 

environment. Yet, the findings also revealed that the 

traditional participants viewed classroom management as an 

evolving process through a series of trials and errors using 

a repertoire of strategies. 

Conversely, the findings indicated that nontraditional 

participants perceived of classroom management as a system 

that needed to be established or initialized very early in 

the year. Furthermore, the findings revealed that 

nontraditional participants perceived of classroom management 

as being established and framed within the theoretical 

knowledge base of management. Thus, although the evidence 

indicate that all of the participants had preconceptions 

about classroom management, the findings revealed that 

traditional and nontraditional participants differed in the 

perceptions of how to establish that classroom condition. 

Classroom management consistency. Though the 

perceptions that the traditional participants held regarding 

the establishment of management may have differed from the 

nontraditional participants, there was evidence that all of 

the participants perceived that a classroom's management 

should be consistent. It is interesting to note that the 

traditional participants embraced this position even though 

their particular management programs were seen as evolving 



and experimental. This appears to be a contradiction, and 

yet, the findings revealed evidence of this traditional 

participants' belief. 

For example, and perhaps one of the more eloquent 

descriptions of poor classroom management, a traditional 

participant spoke to the issue of consistency by revealing 

her reactions to an observation. Barbara (TEL) wrote 
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The shock I felt in the classroom was the way the 
teacher delt [sic] with the students. The teacher is a 
middle-aged woman, who I never recall cracking a smile. 

I saw what I would call a Yo-Yo teacher. One 
minute she reinforced positive behaviors and the next 
minute she was using her own negative behavior 
(pointing, pounding on the desk and shouting) to control 
the students' behaviors. 

The teacher's behavior was unpredictable. I think 
any consistent technique would be better than 
emotionally bouncing up and down like a yo-yo. (WRE #5, 
10/10/91) 

Barbara suggested that this "yo-yo teacher" lacked in both 

management and the personal characteristics needed in 

teachers, according to the participants. Nevertheless, the 

findings revealed that the participants' belief in a need for 

consistency was a recurring theme in their discussions of 

management. 

Classroom management and discipline. Findings also 

revealed that in the traditional participants' discussions of 

classroom management they often included language that 

addressed discipline processes or sanctions. That is, the 

participants perceived of management as systems of both 
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punitive actions and rewards for student behaviors. 

Furthermore, tied directly to the participants' view of 

management sanctions and discipline policies, were recurring 

comments regarding the fairness of those programs. 

Evidence of the participants' perceptions of discipline 

systems needing to be equitable was typified in Linda's 

assessment of a discipline program in action that she had 

observed. After having observed several incidents of a 

teacher's discipline and reward system, Linda reflected in a 

well-remembered-event her reactions to the ongoing process. 

Linda (TEL) reflected her views by stating, "I thought 

the whole system was unfair and inconsistent. If a student 

misbehaved, their whole name didn't go on the board, but 

instead a letter at a time." Therefore, if a student "had a 

long name they didn't get in trouble, but kids with three 

letter names were always at the limit and in trouble." Linda 

pointed out that the teacher's system of placing individual 

letters of a student's name on the board was also used "for 

rewarding" purposes. In cases where rewards were considered 

by the teacher, students "with short names made out and long 

named kids lost out." 

Linda's objections did not fault the concept of having a 

discipline program, rather her concerns took issue with her 

conceptions of fairness and equity. Furthermore, the 

findings indicated that, similar to Linda, traditional 
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participants considered discipline and reward programs to be 

natural components of a teacher's management system, but 

fairness in those programs was the key for success. 

Further evidence of the traditional participants' 

conceptions of fairness came from Becky's (TEL) observations 

of a teacher's reward system. According to Becky, the 

teacher rewarded student behavior and work efforts through 

the use of "a point system." When students accumulated ten 

points they were rewarded "with a treat." But, Becky 

questioned the system's fairness by pointing out that "when 

students began to get 10 pts. quickly, she [teacher] raises 

the amount needed to be rewarded." 

Yet, seemingly in contradiction, Becky also objected to 

the teacher's grading system as "inflexible." She noted that 

"if the student was not prepared with their homework they got 

an F, with no explanations accepted." Thus, on one hand 

Becky evidenced concern for consistency and fairness in the 

teacher's reward system, and on the other hand, she sought 

some measure of flexibility in the accountability of 

students' work. Again, the traditional participants' 

preconceptions that such systems were necessary was not the 

issue, rather the participants expressed concern for the 

equity of those systems. 

Findings revealed that the only occasions of elementary 

and secondary nontraditional participants addressing issues 
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of discipline and reward systems were during small group or 

whole class discussions. That is, when the class or lab 

session discussions focused specifically on discipline 

programs (i.e., Assertive Discipline; Logical Consequences) 

or reward systems (i.e., awarding points; reinforcing with 

praise), the nontraditional participants evidenced 

participation and comments on operationalizing those systems. 

In those instances, nontraditional participants also 

expressed concerns of fairness and equity, yet there was no 

evidence of the nontraditional participants implying that 

those discipline or reward systems were inherently of a 

management nature. Furthermore, there was no evidence of 

nontraditional participants reflecting their perceptions of 

those management systems in their personal reflections about 

classroom observations. 

There is not a presumption being suggested that 

nontraditional participants reject such discipline or reward 

systems, but there was no evidence of the level of 

preoccupation or attention to discipline and reward systems 

as was in evidence with the traditional participants. 

There was one exception in the nontraditional subgroup, 

yet, even in this isolated case, discipline and reward 

programs were not addressed. One of the six nontraditional 

participants addressed classroom management, not as a program 

of discipline or as a systemic approach, but rather as a 
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condition of classrooms that was not necessary. 

The findings indicated that Fred (NSE) interpreted 

classroom management as being dependent solely on the 

relationships developed between teachers and students. When 

discussing an incident of misbehavior he had observed in a 

well-remembered-event, Fred stated that the students were 

"acting that way because of the typical teacher-student 

relationship." The relationship Fred addressed was also the 

focus of his microteaching activity in which he defined his 

beliefs of a "proper relationship." 

Fred's microteaching topic centered on an incident in 

which he was asked to tutor four students that had either 

fallen behind in their work or had missed work due to their 

behaviors in class. Fred argued that the students would not 

be in the "state" or position they were in if the teacher 

would "only treat the students as equal." 

In reaction to Fred's comment, several other secondary 

participants were observed exchanging glances and shaking 

their heads in disapproval. Nonetheless, Fred conveyed this 

position further, stating that 

the importance of meeting all [four] students, is that I 
am learning to interact with them as an equal. We are 
all in this together and we are all here to learn. 
Wouldn't it be wonderful if all schools became seats of 
learning, instead of seats of teaching?" (WRE #4, 
10/3/91) 

There was no definition or explanation offered of Fred's 

conception of "seats of learning" or "seats of teaching." 



234 

Furthermore, none of the other participants pressed the issue 

for an explanation. 

Fred's conception of classroom management was distinct 

from all of the other participants, both traditional and 

nontraditional. Nonetheless, there was still a notion of 

classroom management in Fred's perception that was apparent 

in all of the participants' views. The overlapping 

perception was the importance of the teacher's personality in 

the classroom context. Again, all participants viewed 

teacher personality as critical to the climate context, but 

Fred viewed this contingency as a defining element in the 

classroom climate and as a "method" or strategy for 

management. In embracing this view, the findings indicate, 

that Fred stood alone. 

The findings indicated that the simplicity of Fred's 

individual preconceptions of the classroom milieu was in 

contrast to another nontraditional participant's view of 

teaching and classrooms. In closing her first well-

remembered-event submission, Sally (NEL) included a 

parenthetical comment aside from the writing's primary focus 

which revealed her concern for the complexity of teaching. 

Sally's statements were indicative of the other 

nontraditional participants, with Fred being the exception. 

Sally wrote: 

The classroom is so complex and dynamic that I am having 
a difficult time focusing on separate issues in my 
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observations. I want to explore management techniques, 
teaching styles, curriculum content, student assessment, 
student motivation, how cooperative learning and 
literature based classrooms mesh with the standardized 
testing requirements, and movement toward more 
accountability through testing and, and, and. (WRE #1, 
9/12/91) 

Sally, from the first day of her fieldwork until the end of 

the semester, grappled with the issue of the complexity in 

classroom teaching. This was also evident in the four other 

nontraditional participants, whereas, there were no instances 

of the traditional participants voicing such global concerns. 

It was evident that the participants in this study 

viewed the classroom context as the overarching factor within 

which all of the other salient issues of teaching were 

embedded. The findings revealed throughout the participants' 

work and discussions that they considered a teacher's work to 

be framed within the teacher's personality and classroom 

management. It was for this reason that the analysis 

discussions framed by beginning with the participants' 

perceptions of teacher personality and ending with classroom 

management, with the other findings of the study discussed 

between those two contingencies. 

Summary. Findings revealed that the participants 

perceived the conditions of climate and management as vital 

for the classroom context. Furthermore, the findings 

illustrated that the participants believed in an even balance 

between climate and management. 

The findings portrayed the participants' beliefs that 
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management systems need to be created. Findings revealed 

that the traditional participants perceive the establishing 

of management systems as a series of trials and errors, 

through the use of a variety of management strategies. 

Furthermore, the traditional participants viewed the process 

of establishing a management system as ongoing and evolving. 

Lastly, the findings revealed that traditional participants 

referred to discipline and reward systems as needing to be 

equitable. 

The nontraditional participants were found to believe 

that management systems should be established early in the 

school year. Furthermore, classroom management as viewed by 

nontraditional participants was not interpreted as a 

repertoire of strategies, rather management systems were 

viewed as being framed within the knowledge base of classroom 

management. 

There was evidence of one nontraditional participant 

rejecting a need for any management systems. Furthermore, 

that individual participant viewed classroom control as a 

reflection of the relationships established between the 

teacher and students. 

Chapter Summary 

The findings of this study revealed that the preservice 

participants bring preconceptions of classroom teaching into 
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their teacher education program. The evidence indicated that 

the study's participants exhibited similarities and 

differences across the subgroupings. 

The findings indicated that the participants developed 

contextual relationships and behaviors that were indicative 

of their perceived importance of non-specific grade level 

classroom processes and instructional strategies. The 

elementary subgroup displayed collegial and collaborative 

efforts towards tasks assigned to the school groups. The 

elementary subgroups evidenced a team-like approach in 

activities and levels of pride regarding their cohort. 

Furthermore, the findings illustrated that the elementary 

participants displayed high levels of interest in, and 

appreciation of the course content. 

Conversely, the findings indicated that the secondary 

subgroup displayed levels of apathy and irreverence toward 

the course content. Evidence was found indicating that 

secondary participants displayed off-task behaviors, non

collaborative and individualistic approaches to tasks, and a 

lack of direction as a group. Furthermore, some secondary 

participants displayed levels of ambivalence toward the 

elementary participants' level of interest in the subject 

matter of the course. Lastly, the findings indicated levels 

of disrespect and animosity across the subgroups. 

The study's findings revealed that across all 
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subgroupings there were similar beliefs regarding the 

personal characteristics that teachers should exhibit. The 

teacher characteristics were viewed by the participants as a 

defining element of classroom teaching. 

The findings indicated that the traditional participants 

viewed teacher planning as being a process to accommodate the 

contextual conditions of having too much time, and 

anticipating student behavior. Furthermore, teacher planning 

was viewed as a process of preparing student activities to 

off-set the contextual conditions. 

Conversely, the findings indicated that the 

nontraditional participants perceive of teacher planning as 

preparation of academic tasks within a limited time frame. 

Furthermore, nontraditional participants viewed planning as 

being guided by intellectual and instructional objectives. 

One instance was found of a nontraditional secondary 

participant rejecting all planning as needless. 

Across all sllbgroups there was evidence of the 

participants' belief that teachers need a variety of teaching 

methods. The elementary participants viewed teachers in 

general as lacking a variety of methods, but not those 

teachers that they observed. Most elementary participants 

acknowledged their lack of knowledge of teaching strategies. 

Only two nontraditional elementary participants offered 

evidence of believing that instructional objectives should 
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determine the method. 

The findings indicated that the secondary participants 

viewed teaching methods as being defined by the subject 

matter. A teacher's interpretive approach to the subject 

matter was also a determinant in method selection. 

There was evidence across all subgroups that experience 

was considered the best process for learning to teach. The 

findings indicated that educational theories were 

appreciated, but that application of those theories would be 

the most effective avenue for learning. 

The academic diversity of students was revealed by the 

findings to be a surprise to the elementary participants. 

The traditional elementary participants were found to be 

disappointed in the levels of student abilities and 

achievement, as well as surprised by the range of abilities. 

Nontraditional elementary participants demonstrated an 

awareness and anticipation of student academic diversity, but 

not to the degree observed. Both subgroups of elementary 

participants evidenced confidence in students' academic 

potential. Conversely, findings revealed that only two 

secondary participants discussed student abilities, and in 

those cases the students' potential achievement was viewed as 

low. 

The teacher as a motivator of students was found in 

evidence across all subgroups. The findings illustrated that 
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connecting subject matter to the students' lives and 

conveying the relevance of the material to the students was 

viewed by all subgroups as a primary motivator. 

The study's findings indicated that traditional 

participants believed that they could interpret student 

learning through observation. whereas, nontraditional 

participants were found to view student behaviors as possible 

indicators of learning, but they made no claims for learning. 

The findings revealed that elementary participants did 

not directly address issues of academic subject matter in 

their discussions. Rather, evidence indicated that 

elementary participants addressed personal development 

qualities of student responsibility, self-esteem, and 

creativity as curricular content. Furthermore, the 

elementary participants were found to perceive that an 

interdisciplinary approach to teaching was most effective 

Secondary participants' discussions of curriculum were 

also found to be focused on issues other than content, with 

the exception that they displayed concerns for external 

pressures applied toward their subject matter. 

The findings revealed instances of elementary 

participants embracing hidden curricular issues. The four 

traditional elementary examples of hidden curriculum were 

embedded in discussions of other issues and implicitly 

addressed. One nontraditional elementary participant 
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explicitly displayed her concerns for hidden curricula. 

The findings revealed that across all subgroups the 

perception of a balance in the classroom's climate and 

control, or management, were critical framing conditions for 

the teacher and students' success. Traditional participants 

were found to view the establishment of classroom management 

as a series of trials and errors through the use of a 

repertoire of management strategies. 

Evidence was found that nontraditional participants 

perceived of classroom management as needing to be 

established early in the year and built upon a research 

knowledge base. There was evidence of one secondary 

participant rejecting classroom management as a salient 

classroom condition. 

The findings of this study indicated that the subgroups 

were in agreement with some of their preconceptions of 

teaching, and at odds in other areas of concern. The 

findings further indicated that there were, in some topical 

areas, wide ranges of opinion across the subgroups. These 

findings lead to a number of themes that are worthy of 

discussion. These themes are address in the next chapter. 
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CHAPTER 5 

Discussion: Themes and Recommendations 

This study explored preservice teacher education 

students' preconceptions of classroom teaching. The context 

of the study was an introductory level teacher education 

course that addressed generic principles and practices of 

classroom processes and instruction. The course was required 

to be taken during the students' first semester of 

professional teacher education coursework. As such, the 

course included a mixture of students with elementary and 

secondary majors. 

The study was guided by questioning what the students' 

general preconceptions of teaching were and \<lhether 

differences were apparent when the students were placed 

within subgroups. That is, were there similarities and 

differences in the preconceptions held by the subgroupings of 

elementary and secondary preservice students, and the 

subgroupings of traditional and nontraditional students? 

Themes 

Through the use of constant-comparative data analysis 

the preconceptions of individual students were explored, then 

combined with the preconceptions of their respective cohort 

members. The students' preconceptions, when analyzed within 

their subgroupings, led to the emergence of thematic patterns 

that are discussed in this chapter. 
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It should be noted that the discussion of the themes is 

not organized in a hierarchical fashion. That is, the 

ordering of the discussion is not indicative of the themes' 

relative importance. Furthermore, the themes that emerged 

overlap and intertwine and, as such, discussing the themes as 

distinct and isolated is problematic. 

Teacher's personality. The subgroups held similar 

preconceptions of the qualities and characteristics that a 

teacher's personality should include and reflect in 

classrooms. personality traits or characteristics such as a 

sense of humor, patience, caring, trusting, and cheerfulness 

are representative of the participants' perceptions. All of 

the qualities were of a positive nature. Teacher 

personalities are perceived as the guiding factor in a 

classroom's composition. 

The participants referred to teacher personality traits 

and the effects that those traits could or did have on 

student performance and the classroom environment. 

Furthermore, the perception of the required personality 

traits were believed to be reflected by the classroom's 

management practices, another salient element of classrooms. 

These preconceptions in all probability stem from the 

participants' experiences as students in classrooms that 

reflected positive or negative teacher personality traits. 

The participants held images (Calderhead & Robson, 1991) of 
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themselves as having or embodying,those personality traits 

and qualities that they perceive as being required for 

teaching. This introspective view of personal qualities held 

by the participants supports other studies of preservice 

students' beliefs (McDiarmid, 1990; Pigge & Marso, 1989; 

Weinstein, 1988, 1989). Furthermore, the preservice 

participants' images of teacher personalities permeate all of 

the other themes that emerged. 

Students as focus for elementary teachers' work. The 

elementary participants perceive that their future students 

will be the center of their work as teachers. That is, there 

was a consistent theme of elementary participants viewing 

their teaching roles as being student centered. This 

perception was evident in the participants' discussions of 

curriculum that addressed primarily the social development of 

students. The perception of the teachers' developing 

students' self-concept has been a recurring theme in other 

studies of preservice teachers' beliefs (Book et al., 1983; 

Brookhart & Freeman, 1986; Weinstein, 1988). 

Subject matter as focus for secondary teachers' work. 

The secondary participants' preconceptions of their future 

work was of the work as being centered in their subject 

matter. Evidence of this perspective was found throughout 

the secondary students' perceptions of teacher planning, 

methods, and the classroom context (Pigge & Marso, 1989). 
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The findings revealed several occasions of the secondary 

participants being critical of observed teachers when the 

interpretation and approaches to the content did not match 

with those of the participants. Thus, the secondary 

participants viewed teachers' work through the lens of how 

they interpret their content specialty. This study's 

findings of secondary participants' interpretative lenses is 

supportive of research that has explored preservice beliefs 

in specific subject matter areas (Ball, 1988; Grossman, 1991; 

wilson & Wineburg, 1988). This theme of subject matter as 

the framework for teachers' work may evolve from the 

students' interests in the content and observations of 

previous secondary teachers of the same content specialty 

(Ball, 1988; Grossman, 1991). 

Elementary schools as professionally interactive 

contexts. The participants' behaviors and approaches to the 

education course material reflected their perceptions of how 

teachers fulfill their roles in school contexts. That is, 

the elementary participants adopted studenting behaviors in 

the course context to match their perception of how teachers 

in schools operate. Thus, the elementary participants 

evidenced their perception through their team approach in 

discussions, collaborative and collegial behaviors, and their 

embracing of interdisciplinary approaches to teaching. 
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secondary schools as subject matter oriented contexts. 

The secondary participants' approaches to the course content 

is also thought to reflect their vision.of how schools 

operate. The secondary participants' individualistic 

approaches to discussions may reflect the secondary workplace 

conditions of individual departments and specific content 

areas. Furthermore, the secondary participants' perception 

of the teacher education course contents' relevance (i.e., 

cooperative learning) for secondary contexts also appeared to 

support this theme. That is, the secondary participants did 

not perceive that generic teaching methods discussed in the 

class were applicable, perhaps due to their perceptions of 

the secondary context as subject matter oriented. 

Preservice teachers' views of professional education. 

Tied directly or overlapping with the participants' 

interpretations of how teachers function or operate in 

schools, was a recurring theme of how the elementary and 

secondary participants viewed the other group's need for 

teacher education. The elementary participants perceived of 

the secondary participants' future teaching as much easier 

than theirs, due to the focus on primarily one content 

specialty. Furthermore, the elementary participants held the 

view, similar to the secondary participants, that teacher 

education coursework may not be necessary for secondary 

participants. This perception created levels of envy or 
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jealousy in some elementary participants. 

The secondary participants held the perception that the 

elementary participants needed teacher education and general 

educational theory, due to the elementary participants' lack 

of specific content knowledge. This perception on the part 

of some secondary participants was demonstrated by ridiculing 

and condescending comments. There appeared to be a sense of 

intellectual superiority exhibited by some secondary 

participants, in part, because of their sense of their own 

subject matter competence. Thus, for both elementary and 

secondary participants, their views of the other group's 

needs, strengths, and weaknesses were indicative of the 

preconceptions the participants held regarding the other 

group members as future teachers. 

To this point the discussion has focused essentially on 

the subgrouping similarities and differences of elementary 

and secondary participants' preconceptions. Yet, the 

findings revealed differences in the preconceptions between 

the traditional and nontraditional participants. 

Traditional participants' empirical orientation to 

student evaluation. Traditional students held the 

preconception that drawing conclusions about school students' 

learning is empirical, that is, the students' cognitive or 

intellectual learning can be seen. Evidence abounded of the 

traditional participants' interpreting student behavior as 



evidence of the process of learning. For example, when a 

student was observed enjoying an activity, traditional 

participants were certain that learning was taking place. 
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Or, if a student was observed or perceived as day-dreaming, 

then that student could not be learning, according to the 

traditional participants' empirical view of learning. This 

theme was apparent in both elementary and secondary 

traditional participants. This view of the traditional 

students may be in part due to their preconception of teacher 

behaviors, this issue to be addressed later. 

Nontraditional participants' non-evaluative views of 

student participation. Conversely, the nontraditional 

participants, elementary and secondary, did not make 

assertions of assuming learning, based on observed student 

behavior, rather they discussed student behaviors as 

indicators of on-task behavior, but not learning. There were 

no instances where learning was claimed to have been "seen" 

by nontraditional participants. The nontraditional 

participants offered numerous examples of what they 

determined as on- or off-task behaviors, but student learning 

was not attached. Perhaps the nontraditional participants 

recognized that an internal processing of information and 

activities is just that, internal and individual. 

Lastly, nontraditional participants displayed a 

recognition and understanding of students' academic diversity 
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and evidence was found of their concern for adapting teaching 

to individual student needs. Traditional students were 

surprised by the diversity and did not indicate a need for 

altering activities or material according to the diversity. 

Thus, for the traditional participants, if they observed 

students as being on-task, the students were also assumed to 

be learning at comparable rates. 

Traditional participants' views of teaching as learned 

behavior. Another distinctive theme that emerged was the 

traditional elementary participants' perception of teacher 

acts and roles as distinct behaviors that need to be learned. 

Furthermore, the traditional participants indicated that when 

those behaviors are learned and emulated the result would be 

a successful teacher. This theme is similar and supportive 

of Calderhead and Robson's (1991) images of teaching. That 

is, when traditional participants reflectively saw themselves 

as teachers, the image ~hey saw was one of teacher behaviors. 

Traditional secondary participants also displayed these 

beliefs, yet once again their orientation to teacher 

behaviors was grounded in their perception of the sUbject 

matter. 

For example, there were many instances of traditional 

participants, following an observation, stating that nothing 

was going on or, "I didn't see any teaching." The 

preoccupation with teacher behaviors was evident throughout 
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the data. Therefore, for the traditional participants there 

were indications that if they believed that if they learn the 

teacher behaviors, they would become teachers. This 

perception is also in keeping with their theory of witnessing 

student learning. That is, if the traditional participant 

observed teaching behaviors, they were also learning to 

teach. Traditional participants appeared to be asking "how 

to" questions in learning to teach. The traditional 

participants' perception of needing to learn teaching 

behaviors is reminiscent of Merton's (1956) anticipatory 

socialization. 

Nontraditional participants' views of teaChing as 

complex and interactive. Conversely, the nontraditional 

participants' preconceptions of teachers acknowledged the 

complexities of teaching but did not attempt to isolate 

behaviors as independent of other actions. This was 

evidenced by both elementary and secondary participants. For 

the nontraditional participant, comments made following an 

observation lamented the enormous amount of issues that 

needed to be addressed and analyzed. Thus, the findings were 

clear that the nontraditional participants recognized that 

symbiotic relationships exist within and across teachers' 

roles and behaviors and the classroom context. 

The nontraditional secondary participants also 

acknowledged the complexities of teaching, but held that the 
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subject matter clarified their future roles. That is, the 

subject matter would frame or direct the secondary teacher's 

future behaviors and acts. Thus, it appeared that the 

nontraditional participants' were asking not just "how to" 

questions, but also "why" questions in their processes of 

learning to teach. This finding parallels Powell and 

Birell's (1992) which suggested that the perceived need of 

nontraditional participants to learn the relationships of 

behaviors and reasoning was indicative of their stronger 

commitment to teaching partly as a recognition of the 

complexities. 

Elementary participants' contrasting views of teaching 

in particular and teaching in general. Another recurring 

theme was the traditional elementary participants' 

preconceptions of current teaching methods and approaches as 

not being creative or unique. As a result, the traditional 

participants viewed inservice teachers in a poor light. 

Interestingly, the exception to this was that the 

participants viewed the teacher they were assigned to observe 

as unique and exceptional because of their approaches. Thus, 

the traditional participants would praise their field 

placement teacher for modeling unique methods, then often 

comment on how other teachers did not use stimulating or 

exciting methods. (This position is similar to national 

opinion poll findings indicating that families have 
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but view schools in general as ineffective and poor.) 
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This general labeling of inservice teachers occurred 

even after other traditional participants shared instances of 

their teachers unique methods. The traditional participants 

held perceptions that the general population of current 

teachers primarily employ traditional teaching methods (i.e., 

direct instruction) and lack creativity. 

Nontraditional elementary participants viewed teachers 

in a better light, but were still doubtful of teacher 

practices other than their field placement teacher. Yet 

again, the concern for this issue was not as apparent as with 

the traditional participants. For the majority of data 

depicting teacher methods or approaches by nontraditional 

participants did not go outside of their field placement 

observation teacher. And, those discussions by 

nontraditional participants described unique and stimulating 

teachers and classroom contexts. Furthermore, in instances 

where hypothetical teachers or case studies were examined, 

the nontraditional participants were reluctant to make global 

claims about those teachers' instructional methods. Lastly, 

it is speculated that this view of teachers' methods and 

classrooms may be due in part to the distance of time and 

life experiences that separate nontraditional participants 

from their past schooling experiences. 
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secondary participants' views of method as subject 

matter determined. The secondary participants, traditional 

and nontraditional, held preconceptions that practicing 

teachers' interpretations of the subject matter, if in 

conflict with their own, were incorrect and, as such, the 

participants viewed the teaching negatively. These secondary 

participants demonstrated little concern for the teaching 

methods they observed, rather, their focus was upon the 

content interpretation. Again, for the secondary 

participants the content or subject matter drove their 

perceptions of classroom teaching methods and approaches. 

Learning to teach as experiential activity. The last 

theme evidenced throughout the data was that all of the 

participants believed that teaching experience is the most 

effective means of learning to teach. When the participants 

speculated on their own use of techniques or strategies 

studied in class, they would invariably address the notion of 

"really learning" the processes once they were experiencing 

them. 

These preconceptions of "really learning" to teach 

through experience, as expressed by one participant, are 

supportive of several studies on learning to teach (Feiman

Nemser, 1983; Grossman, 1991; Lortie, 1975; Zeichner & Gore, 

1990). Lastly, five of the six nontraditional participants, 

elementary and secondary, placed high levels of confidence in 
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the content offered in the teacher education coursework, yet 

that confidence was tempered with their views of needing to 

practice their new knowledge in classrooms. 

It is speculated that the positions embraced by the 

participants' preconceptions of classroom teaching stem in 

the main from their experiential knowledge gained through 

their own schooling. Lortie's (1975) assertions of the power 

of the apprenticeship of observation is appropriate and 

applicable to these participants (Ball, 1988; Grossman, 1990, 

1991). Furthermore, along with their schooling experiences, 

the participants' preconceptions may have become the 

framework through which they view teaching due to their 

anticipations of becoming a teacher. The processes of 

anticipatory socialization (Merton, 1956) has been explored 

in teacher education in previous studies (see zeichner & 

Gore, 1990). Yet, in contrast to this study's focus on 

initial teacher candidates, those earlier studies typically 

were conducted during the last year of the preservice 

teacher's formal coursework or the student teaching 

experiences (see Brookhart & Freeman, 1992). 

The differences found between the traditional and 

nontraditional participants' preconceptions of teaching are 

thought to originate from the nontraditional participants' 

length of time away from schooling experiences. Furthermore, 

acknowledging life's personal lessons of the complexities of 
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raising a family, running a business, or a multitude of other 

experiences may assist in understanding the nontraditional 

participants' recognition of the complexities of teaching 

(Bennett & spalding, 1991; Novak & Knowles, 1992). 

Conversely, the traditional participants relative 

closeness in time to their schooling experiences and a 

minimal number of life experiences outside of schools, may in 

part shed light on their preconceptions of teaching as sets, 

series, or repertoires of behaviors. That is, the lens 

through which traditional participants view teaching has been 

almost exclusively through the roles and behaviors of a 

student, t~is is also true of the nontraditional student, 

yet, the nontraditional student has other lens to view the 

world through. 

The traditional student's life experiences have revolved 

around schools and schooling for all but a few years of their 

lives. The traditional participants' simplistic, albeit 

complex from their perspective, preconception of learning the 

proper teacher behaviors to look, act, and sound like a 

teacher may be understandable. The impact that schooling has 

had on all students in the perceptions and presumed 

understandings of teaching is enormous. The closer in time 

that we are to such experiences, the stronger the memories 

and the perceptions of those experiences (Buchmann, 1991; 

Buchmann & Schwille, 1983). 
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Buchmann (1991) suggests that teacher educators begin to 

rethink the attempts at changing preservice teachers' beliefs 

and begin to work with those preconceptions. To presume that 

an individual can break the intellectual and experiential 

ties that develop and shape their views in a comparatively 

short period of time would appear to a quixotic undertaking 

(McDiramid, 1990). But as Wilson (1990) suggests, the secret 

garden of teacher education must acknowledge and recognize 

preservice teachers' beliefs, for they need to be tended and 

pruned occasionally. 

Recommendations 

The study's findings have lead to further questions that 

are unanswered yet need to be addressed in order to further 

knowledge of teacher education. Further studies into 

preservice students' preconceptions could enhance our 

understandings of how to better educate prospective teachers. 

The following section suggests recommendations for teacher 

education research and teacher education practice. 

Teacher education research. The findings of this study 

lead to the recommendation that teacher education research 

expand to address preservice teacher preconceptions within 

early time frames of the students' teacher education 

coursework. By furthering our understandings of the new, or 

as in this study, nontraditional, population of education 

students, teacher education may be able to better serve their 
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needs. 

In a similar vein, it is recommended that studies of 

preservice students' preconceptions address the issue of sub

populations of students. That is, studies offering 

interpretations of aggregate data of pre service students' 

preconceptions do not offer the level of clarity needed in 

addressing sub-populations' needs in teacher education. For 

example, there were findings indicating that some traditional 

elementary participants were less than optimistic about their 

future success as teachers. 

Had the question of these participants' confidence 

levels been the focus of this study, weinstein's (1988) 

no,tions of preservice teachers' unrealistic optimism may have 

been questioned. This is not to challenge Weinstein's 

findings, rather, it is to suggest that by giving attention 

to the possibility of within-group variations and designing 

studies that consider sub-populations, aggregate findings of 

preservice research may be challenged. Based upon their 

review of the literature that found only three studies that 

addressed sub-population differences, Brookhart and Freeman 

(1992) made similar recommendations for studies to consider 

within-group variations. This would seem to be an avenue of 

research worth exploring. 

It is recommended that compara'tive studies of teacher 

education courses' and their consequences for teacher 
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education students at different types of teacher education 

institutions be conducted (i.e., research institutions, 

liberal arts, fifth year or post baccalaureate). This is not 

a call for programmatic investigations. Rather, it is a call 

for studies of differing teacher education coursework that is 

guided by differing philosophies. This may also expand our 

view of how best to serve our future teachers. 

It is further recommended that longitudinal studies be 

conducted that explore and trace the preservice teachers' 

preconceptions from early points in their teacher education 

studies, or earlier, to their in service teaching. Following 

the development or strengthening of the students' beliefs may 

again reveal their changing needs and the outcomes of teacher 

education in general. 

The findings of this study raised questions about the 

impact of the nontraditional students' preconceptions and the 

effects of those students' beliefs and behaviors upon 

traditional students' views of teaching. There were 

indications that one or two nontraditional participants held 

a level of influence with a few of their traditional 

participant counterparts. 

For example, on a few occasions the traditional 

secondary participants' nonverbal reactions to Fred's (NSE) 

comments indicated that they disagreed with his views, yet, 

in each instance the traditional students went along with his 



argument. Whether those reactions by the traditional 

participants were due to Fred's personality, experiences, 

knowledge, or charisma, is not known, but what was evident 

was the influence that Fred held within his subgrouping. 

There were also instances of nontraditional elementary 

participants influencing and, in those cases, commanding 

respect from the traditional students. 
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The possible impact of nontraditional students upon 

traditional students would seem to be an interesting line of 

inquiry for educational research to follow. Furthermore, the 

effects or influence of nontraditional students on the value 

placed upon teacher education coursework by traditional 

students should be explored. 

This study revealed the value of using multiple methods 

and generating multiple qualitative data sets. It is 

recommended that studies utilize this multi-method approach, 

and include questionnaires, inventories, an other survey 

methodology. The latter have been the most common data 

collection methods for studies of pre service students' 

beliefs. Yet, typically those instruments have offered 

aggregate views, as mentioned previously, and do not explore 

preconceptions other than those framed within the instrument. 

In agreement with Kagan (1992), for richer understandings of 

the students' beliefs, non-restrictive multi-method 

approaches are suggested. 
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Lastly, the findings revealed interesting, if not 

disturbing evidence of some participants' personal agendas, 

or hidden curriculum. It would seem desirable that the 

question of preservice students' personal agendas be studied. 

Teacher education practice. This study revealed 

interesting perspectives of the participants' views of 

teacher education. Their perspectives and my interpretation 

of the findings lead to recommendations in teacher education 

practices. 

It is suggested that teacher education courses create 

opportunities for students majoring at one school level 

(i.e., secondary; middle-schools; elementary) to visit, 

Observe, and participate in teaching activities at those 

sites. There were large differences and misunderstandings in 

the preconceptions of what the different school levels' 

purposes are and how those schools go about their missions. 

This process could enhance the different subgroups' 

understandings and appreciation of the different school 

sites. A systemic understanding of the total schooling 

processes and purposes could only broaden preservice 

students' knowledge. 

Furthermore, in a similar fashion it is recommended that 

in courses which already include a cross mix of preservice 

teachers' subgroups, efforts should be made to have an even 

distribution of those subgroups in small group discussions 
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and activities. Again the attempt would be to further the 

general scope of the preservice students' conversations about 

teaching and schooling. 

Lastly, it would be beneficial for coursework activities 

to be designed such that student preconceptions become 

explicit, and work with those beliefs as part of the course's 

framework. This is not to recommend that courses explicitly 

set out to overcome or negate students preconceptions because 

this may invalidate the students' sense of worth. 

Conclusion 

This study explored and interpreted the preconceptions 

of preservice students in their first semester of teacher 

education coursework. The study's setting was a required 

teacher education course that dealt with issues of classroom 

processes and instructional strategies. Furthermore, this 

course setting included a cross section of elementary and 

secondary participants, and within those groups were found 

both traditional and nontraditional students. Thus, the 

study explored the preconceptions of four distinct 

subgroupings of students. 

The purpose of the study was to find the similarities 

and differences of the preservice students' preconceptions 

across the subgroupings. Through the use of constant 

comparative analysis technique, and applied to multiple 

qualitative data sources themes illustrating the students 
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preconceptions emerged. The themes that developed from the 

findings were discussed and related recommendations have been 

offered to further our work and our understandings of 

preservice students' preconceptions of teaching. 



Table 1 

Participant Subgroups 

Subgroup 

Traditional elementary 

Nontraditional elementary 

Traditional secondary 

Nontraditional secondary 

APPENDIX A 

TABLES 

Number of participants 

11 

3 

5 

3 
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Table 2 

Data Sources 

Sources 

Well-remembered-event 
(WRE) 

Peer letters (PL) 

Videocase analysis (VA) 

Written cases (WA) 

Most memorable teacher 
(MMT) 

Audiotaped lab (AL) 

Audiotaped class (AC) 

Classroom climate (CC) 

Observation Fieldnotes 
(OF) 

Informal interview (II) 

Discussion questionnaire 
(DQ) 

Course artifacts (CA) 

COE artifacts (COE) 
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Description (no. per student) 

Reflective paper of observation 
(11 ) 

Critique of peer's microteaching 
(7) 

Analysis of teaching instruction 
(3) 

Small group and whole class 
discussions (7) 

Description of teacher, interview 
( 1 ) 

Small group and whole group 
discussions (continuous) 

Small group, whole class discussion 
(continuous) 

Class discussion on climate 
conditions (1) 

participant observation fieldnotes 
(continuous) 

Informal conversations about 
teaching (continuous) 

Descriptions of participants' views 
of discussion processes (1) 

Syllabus; Field placement guide (1) 

college application (1) 
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