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ever-changing. The “wild triangle” to which McDonald refers is cons
shifting—teachers must constantly cope with changing situations, leg
needs, challenges, questions, and dilemmas. Second, teaching has myj
goals that often must be addressed simultaneously. As Lampert explain,
instance, at the same time a teacher is teaching content, she is simultaneg
teaching social and intellectual development, helping students work in gmﬁ
and paying attention to the way she interacts with the child who needs sog
exira support and the child whe needs to be the center of attention. Thu:
teaching is done in relationship to very diverse groups of students. In contraa
to the individual problems confronted one at a time by doctors, lawyers, g
architects, teachers must find a way to meet the needs of a group of students
who are diverse in terms of their learning needs, strengths, backgrounds
areas of challenge, and range of abilities. Finally, teaching requires multipl
kinds of knowledge to be brought together in an integrated way. For instance,
teachers must constantly integrate their knowledge of child development, of
subject matter, of group interactions, of students’ different cultures and back-
grounds, and of their particular students’ interests, needs, and strengths
together in a way that advances the learning of all their students. In sum, help-
ing new teachers learn about and reflect upon the multidimensionality and
simultaneity of teaching (Jackson, 1974) is clearly important. And it is also no
easy task. .

Not only is there great complexity in the classroom, but there i$ also a
complicated set of factors from outside the classroom that influence {eachers
and students. The way the school is organized shapes the prior experiences—
norms, access to knowledge, and supports—students will have had before
entering a given teachers’ classroom, as well as their current experiences.
Furthermore, the conditions and relationships existing in the community
served by the school will influence how children are raised, what resources
have been available to them, how alike or different groups served by the
school are and what kinds of expectations and values they bring. To be
effective over the course of a career, teachers need to understand and man-
age these factors, and, eventually, to influence them on behalf of the students
they serve.

THE PROCESS OF TEACHER DEVELOPMENT

It would be helpful if there were predictable phases of teacher development that
could guide teacher educators. As is the case with child development (see Chap-
ter Three), it is important to undersiand different theories of development and
the contributions of each.
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Developmental Progressions

A number of stage theories have been advanced to describe teachers’ devel-
opment (Berliner, 1994; Feiman-Nemser, 1983; Fuller, 1969; Richardson and
Placier, 2001; Sprinthall, Refman, and Theis-Sprinthall, 1996) as well as the
course of their careers (Huberman, 1989). For example, drawing upon a
review of ten studies of teacher’s concerns, Fuller (1969) proposed that new
teachers develop through phases in which they focus initially on themselves
and their teaching—for instance, their ability to control the classroom, what
their supervisors think about them as teachers—and then eventually on con-
cerns that are related to student learning, such as designing curriculum, find-
ing effective teaching strategies, and assessing student learning. This
developmental progression—from early concerns with “self” to a gradual
focus upon issues related to students and student learning, and, eventually,
conditions of schools and schooling—has been observed in a number of
studies,

Descriptions of classroom practice suggest that some teachers eventually
develop a strong focus on student welfare and learning that drives their teach-
ing decisions and self-improvement efforts, whereas others stop short of this
state, developing techniques of teaching that “work,” in that they get teachers
through the day, but that do not result in high levels of learning for students or
high levels of teacher concern when learning does not occur. Both the speed
and endpoint of this progression appear to be related to teachers’ preparation, as
we discuss in the next section.

Other research has focused on the development of teaching knowledge by
examining the differences in thinking between expert and novice teachers
(Berliner, 1994, 1986; Carter, Cushing, Sabers, Stein, and Berliner, 1988; Lin,
1999). This line of research, described at the beginning of this chapter, has
found, for example, that when beginning and experienced teachers are asked
to evaluate classroom scenes, novices tend to offer superficial, general obser-
vations that do not attend to the intellectual work of the classroom. {See “A
Study of Teacher Expertise,” p. 361.) On the other hand, more expert teach-
ers attend to specific aspects of the classroom that are linked directly to the

intellectual work of students, to generate more detailed observations and
hypotheses about what they see, to qualify their observations and interpreta-
tions, to weigh the relative importance of certain kinds of information, and to
“take into account the complexity of problems which exist in classrooms”
(Carter and others, 1988).

Like experts in other domains, teaching experts quickly recognize patterns
in what they observe; see more complexities and bring to bear many sources
of knowledge about how to respond to them; are more opportunistic and flex-
ible in their practice than novices, responding to demands of the situation and
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the task; and have a broad repertoire of skills they can easily access 3
implement to achieve their goals (Berliner, 2001). Studies of expertise in fielg;
such as physics (Chi, Feltovitch, and Glasser, 1981; Chi, Glaser, and RF.'es
1982), chess (de Groot, 1965; Newell and Simon, 1972; Chase and Simo
1973), and history (Wineburg, 1991, 1998) suggest similar features in othg
fields. )

Berliner (1994) has proposed that teachers develop expertise through 3 g
of stages—from novice to advanced beginner, competent, proficient, and ulti
mately to expert. Over time, they progress from learning the basic element
of the task to be performed and accumulating knowledge about learning
teaching, and students to making conscious decisions about what they are
going to do, reflecting on what is working based on their experience, and,
ultimately, at the expert level (Stage 5), sensing the appropriate responses to
be made in any given situation. Teachers appear to develop competence over
a period of about five to seven years, and only a small percentage of teach-
ers continue to develop into experts (Berliner, 2001). Some research,
described later, suggests that the metacognitive elements that are involved
in the development of expertise can be developed in teacher education,
enabling more teachers to reach this level of strong competence and to do
so earlier than might otherwise be the case (see, for example, Hammerness
and others, 2002). :

Finally, some researchers have examined the process of development; tof spe-
cific teaching skills. For example, Joyce and Showers (2002) have described how
teachers go through an iterative process of learning, experimenting, and reflect-
ing as they develop new skills for use in their classrooms. They have also stud-
ied how the developmental process of learning to enact new skills can be
supported by skilled coaching in peer support groups that allow teachers to
explore, develop, strengthen, and refine teaching skills together. Both the feed-
back and the collegial nature of the process appear to stimulate reflection and
greater skill development. Approaching this kind of process from a develop-
mental perspective strengthens both implementation and student achievement
gains.

Stage theories have been useful in describing the trajectory of teachers’ devel-
opment and the nature of teachers’ expertise. However, they do not tell us as
much about the characteristics of the learning experiences that may help teach-
ers progress in their concerns and acquire expert skills (Berliner, 2001). Fur-
thermore, many stage theories that have guided teacher education decisions
have been interpreted as suggesting that teachers’ development progressed in a
linear fashion, in fairly fixed stages, suggesting teacher development is “invari-
ant, sequential and hierarchical” (Richardson and Placier, 2001). Yet, other
frameworks for describing teacher development suggest more complex paths in
learning to teach, as well as differences in teachers’ concerns and capacities
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when they have had different kinds of preparation (see, for example, Grossman,
1992, in response to Kagan, 1992).

Furthermore, many studies describing teacher development in terms of what
beginning teachers “can” and “cannot” do were conducted at a time when most
teacher education programs were fairly weak interventions. Thus they may
underestimate the potential of new teachers to practice in more sophisticated
ways, particularly if those new teachers are prepared in programs that can
leverage their development productively. Some recent studies designed to exam-
ine the kinds of teacher education that support teacher learning suggest that,
under the right circumstances, with particular kinds of learning experiences, new
teachers can develop a more expert practice even as beginning practitioners {Dar-
ling-Hammond, 2000b; Darling-Hammond and Macdonald, 2000; Hammerness
and others, 2002; Koppich, 2000; Merseth and Koppich, 2000; Miller and
Silvernail, 2000; Snyder, 2000; Whitford and others, 2000; Zeichner, 2000}.

These findings parallel recent findings in cognitive development demon-
strating that, given well-chosen tasks with appropriate scaffolding and sup-
portive learning environments, children can learn much more than may have
been anticipated by earlier biologically based theories of development (Boaler,
1997; Brown and Campione, 1994; Lee, 1995; Palinscar and Brown, 1984;
Rogoff, 1990; Vygotsky, 1978). This recent evidence of powerful novice teach-
ing is also particularly important because the studies examined teacher edu-
cation features that appear to make a substantial difference for preservice
teachers’ learning and development. These features are discussed more fully in
Chapter Eleven.

This research does not suggest that new teachers can immediately develop
the kind of expertise that a master teacher develops over years of experience.
Such learning about teaching, students, culture, development, and subject mat-
ter develops over time. Grossman, Smagorinsky, and Valencia (1999) have dis-
tinguished between “appropriating tools” and “mastery,” suggesting that “If
mastery means the skill to use a tool effectively, then this more fully realized
grasp of a concept most likely would take years of practice to achieve” (p. 18}.
However, this recent research does suggest that new teachers can demonstrate
more accomplished practice than previously thought when they experience
i stronger, more purposeful preparation.

Studies of teacher development have provided evidence for a potential tra-
jectory of teacher development. And although the sequence and timing of par-
3 ticular stages may not be invariant, particularly when new teachers can benefit
N from especially well-designed teacher education, the descriptions of expertise
- have helped undergird much of our understanding of what accomplished prac-
or tice might look like. They provide a basis for characterizing some of the
1 practices we might hope teachers begin to learn and demonstrate as skilled and
s thoughtful practitioners.

TP Y
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THEORIES OF TEACHER DEVELOPMENT
IN COMMUNITIES OF PRACTICE

Current conceptions of learning to teach have also been informed by theories of
learning in a community {Au, 2002; Cochran-Smith and Lytle, 199%a; Grossman
and others, 1999; Oakes, Franke, Quartz, and Rogers, 2002). A focus upon leam.
ing in communities of practice has evolved out of multiple research traditions in
the United States and other countries. It can be traced back to scholars such ag
Kurt Lewin, a social psychologist; to the educational philosophy of John Dewey;
and to movements that called for teachers to collaborate and participate in
research in their classrooms alongside university researchers, which were in evi-
dence as early as the 1950s (see Zeichner and Noffke, 2001, for a review of these
traditions). In addition, this work has been informed by the work of cognitive
psychologists who have focused in particular upon the situated and contextual-
ized nature of learning within such communities (see, for example, Bruner, 1996;
Cole, 1977; D’Andrade, 1981; Lave and Wenger, 1991; Vygotsky, 1978).
Research on teacher development within learning communities also empha-
sizes the importance of a particular kind of knowledge development: knowl-
edge that is developed within both teaching contexts and professional contexts.
; Cochran-Smith and Lytle (1999) outline several approaches to knowledge devel-
- opment, including the development of knowledge for practice, kno dedge in
e practice, and knowledge of practice. The first of these refers to th:iinds of
knowledge teachers may need to rely upon in developing their practice: knowl- 3
edge of subject matter content, content pedagogy, theories of learning and devel-
opment, and research about the effects of various teaching strategies. This
kind of knowledge has been the traditional emphasis of teacher education and
it has often been thought of as knowledge to be transmitted from scholars to
teachers or from experts to novices.
The second perspective emphasizes knowledge in action: what accom-
8 plished teachers know as it is expressed in their practice, their reflections, and
i _ their narratives. To be sure, some of this knowledge is reflected in the first cat-
' egory, when it has been the subject of formal research on teaching. However,
: : the notion of knowledge in practice emphasizes that much of the knowledge
of accomplished teachers is practical, highly situated, and acquired through
reflection upon experience. Although one teacher’s knowledge in practice,
! . when studied by other teachers, can become knowledge for practice, learning
from the actions of expert teachers as they make choices and decisions
depends upon learning how to “think like a teacher”—how to observe stu--
dents, reflect upon their needs, evaluate curriculum options, and put plans

into action.
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Finally, knowledge of practice emphasizes the relationship between knowl-
edge and practice and the theoretical aspects of both, assuming that “the
knowledge teachers need to teach well emanates from systematic inquiries
about teaching, learners and learning, curriculum, schools and schooling. This
knowledge is constructed collectively within local and broader communities”
. (Cochran-Smith and Lytle, 1999a, p. 274). It emphasizes the role of the teacher
- in constructing knowledge and learning, and growing through that process.
- And, it suggests the importance of ongoing inquiry by teachers in their own
classrooms and into other systematic and practical sources of knowledge for
addressing critical problems of practice. In this conception, communities
of practice play a central role in developing and transmitting knowledge from
practice to research and back again. These notions of knowledge for practice,
developed within a professional community of inquiring teachers, inform
many of the emerging pedagogies in teacher education that have been found
to be associated with implementation of new teaching strategies and improve-
ments in student learning (see, for example, Joyce and Showers, 2002; Cohen
and Hill, 2000j.

These conceptions of teacher development within professional communities
highlight the ways in which the learning of beginning and experienced teachers
is similar. As Cochran-Smith and Lytle (1999} explain, “Working together in com-
munities, both new and more experienced teachers pose problems, identify dis- I
crepancies between theories and practices, challenge common routines, draw on
the work of others for generative frameworks, and attempt to make visible much
of that which is taken for granted about teaching and learning” {p. 293). This con-
ception poses an image of the teacher as a member of a professional community
and as a lifelong learner, focusing upon collegial, career-long development.

.

CRITICAL ASPECTS OF IDENTITY DEVELOPMENT IN TEACHERS

In addition to developing knowledge and skills, teachers are developing along
many other dimensions. Teachers are developing as professionals (Feiman-
Nemser, 2001a); as scholars and practitioners within a subject matter context
(Shulman, 1986; Grossman and Stodolsky, 1995); as change agents (Ayers 1995;
Darling-Hammond, French, and Garcia-Lopez, 2002); as nurturers and child
advocates (Cummins, 1986); and as moral agents (Fullan, 1993b). As teachers .
develop a vision for what teachers do, what good teaching is, and what they
hope to accomplish as a teacher, they begin to forge an identity that will guide
thern in their work (Hammerness, in press). Developing an identity as a teacher
is an important part of securing teachers’ commitment to their work and adher-
ence to professional norms of practice.
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Preparation programs deliberately and inadvertently reinforce the deVeIop-
ment of different kinds of teaching identities as they emphasize various aspects
of what it means to be a teacher and as they place student teachers in different
environments where they will see certain kinds of norms modeled. Though pey
always explicitly considered, this aspect of preparation is critically important,
as the identities teachers develop shape their dispositions, where they place thejy
effort, whether and how they seek out professional development Opportunitieg
and what obligations they see as intrinsic to their role, '

Teachers are also developing in their identities as members of racial/ethpic
groups and in their views about members of other groups. Research on the
development of racial identity suggests that through childhood (as early as three
or four years of age) and into adulthood, people move through a variety of
stages in making sense of their own racial/ethnic identity and culture and those
of others (Katz, 1982; McAllister and Irvine, 2000; Phinney and Rotheram, 1987;
Tatum, 1997). This process of racial identity development influences how teach-
ers treat the students they teach as well as how they see their role in confronting
social and institutional barriers to equity. This process can be facilitated by
teacher education if teacher educators understand how it unfolds and can be
supported (Carter and Goodwin, 1994),

Of course, children in the classroorms of teachers also go through these stages.
Thus it is equally important to note that teachers play a particularly influentiat
role in the development of children’s racial/ethnic identity and their iﬁcademic
self-concepts. As Banks (1988) argues, “Teachers are even more important than
the material they use because the ways in which they present material highty
influence how they are viewed by students” (p. 88). As teachers bring their own
assumnptions and beliefs {and even prejudices and biases) to bear upon the
materials they use in the classroom, the way they interact with materials or
describe them to children can create a lens with which the children themselves
view the materials. In this process, teachers can reinforce or counteract racial
e biases and stereotypes that children bring into school with them, and can dis-
« play negative or positive attitudes to children of color. Because of teachers’ crit-
fcal role in the identity development of children, teacher educators argue that
L teachers need to develop consciousness about their own racial identity and con-

! sider how they can support positive racial identity development among their
students (Carter and Goodwin, 1994).

Furthermore, as Hernadndez ( 1989} asserts, teaching is always a cross-cultural
encounter no matter what the ethnicity or race of teachers and students,
because culture so deeply informs the entire teaching and learning process.
Teachers naturally bring their own cultural values, beliefs, and understandings
to their work with children, and children always bring their own cultural
understandings and ways of knowing to their experiences with teachers, with
knowledge and ideas, and with each other.
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Of particular challenge is helping preservice teachers from the majority cul-
ture develop an understanding of cross-cultural issues and experiences such as
discrimination. Surveys suggest that many white teachers have limited aware-
ness of these issues (Sleeter, 2001). Qualitative studies suggest that many have
had few cross-cultural experiences, and this lack of experience may lead them to
unintentionally or unconscicusly accept forms of racial, ethnic, language, or
cultural discrimination (MclIntyre, 1997; Smith, Moallem, and Sherrill, 1997;
valli, 1995). This limited experience also affects many teachers’ understanding
of culturally appropriate classroom practices. Many preservice teachers have
trouble imagining what multicultural teaching can lock like (Goodwin, 1994),
in part because of the lack of models of multicultural practices in their own
experiences as students and in their placements. Indeed, for these same rea-
sons, preservice teachers of color do not necessarily know more about cultur-
ally relevant pedagogical practices than white preservice teachers (Goodwin,
1997b). As we describe in Chapter Seven, preservice programs can provide
much-needed opportunities for teacher education students of all backgrounds
to develop culturally relevant practices and pedagogical approaches that can
serve a diverse range of students (Ladson-Billings, 2001; Sleeter, 2001).

A FRAMEWORK FOR TEACHER LEARNING

In recent years, a number of scholars have offered theoretical frameworks for
teacher learning that incorporate much of the research described earlier
(Cochran-Smith and Lytle, 1999; Feiman-Nemser, 2001a; Grossman and others,
1999; Shulman and Shulman, 2004). In addition, professional standards for
teaching, especially those offered by the Interstate New Teacher Assessment and
Support Consortium {(INTASC) and the National Board for Professional Teach-
ing Standards (NBPTS), also build upon this research in describing what com-
petent beginners and accomplished teachers need to know and be able to do in
order to teach challenging content to diverse students.

We draw from these efforts in offering a framework for teacher learning. As
depicted in Figure 10.1, this framework suggests that new teachers learn to teach
in & community that enables them to develop a vision for their practice; a set
of understandings about teaching, learning, and children; dispositions about
how to use this knowledge; practices that allow them to act on their intentions
and beliefs; and tools that support their efforts.

As we argue in Chapter Five, teachers need to have a sense of where they are
going and how they are going to get students there. Zumwalt {1989) has called
this a sense of “curricular vision.” This vision, along with powerful images of
good practice (Feiman-Nemser, 2001a; Shulman and Shulman, in press; Zumwalt,
1989) can help new teachers reflect on their work, guide their practice, and direct

ey
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their future learning (Hammerness, in press). Feiman-Nemser argues that thege
images are critical for teacher learning: “Teacher candidates must . . . form
visions of what is possible and desirable in teaching to inspire and guide their
professional learning and practice. Such visions connect important values and
goals to concrete classroom practices. They help teachers construct a normative
basis for developing and assessing their teaching and their students’ learning” i
{20014, p. 1017}. Developing a vision for teaching is the first step toward address-
ing the apprenticeship of observation and the process of enactment.

Learning Community

Understanding

Deep knowledge of content,
pedagogy, students, and
social contexts
(for example, underatanding the

knowledge, methods,
purposes, and forms of the
discipline, understanding
feartiitg and development)

Practices

Developing, practicing, and
enacting a beginning repertoire

(for example. how to engage ig
instrustional activities such 8
discussions, dsbates, cxp!anatins,

feedback , ete.)

Vision
Images of the possible

(for example, a set of images of good
practice that inspire and guide
practice)

Dispositions Tools
Habits of thinking and action
regarding teaching and

children

Conceptual and practical
resources for use

{for example, theoretical tools such as
lzarning theory; practical tooks
such as running records to
analyze reading)

(for axampls, reflection upon practice,
taking an inquiry stance; persistence
i working with children
toward euccess)

Figure 10.1 Learning to Teach in Community
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As we discussed in Chapter Six, scholars agree that teachers need to have a
deep knowledge, or understanding, of their subject and how to make it acces-
sible to others (Shulman and Shulman, 2004). Making content accessible relies,
in turn, on an understanding of students and their prior knowledge and expe-
riences, and an understanding of the learning process. In their definition of dis-
ciplinary understanding, Boix-Mansilla and Gardner (1997) argue that deep
disciplinary understanding includes understanding the knowledge, the purposes,
the methods, and the forms of a subject. This model suggests that teachers need
to possess a coherent and rich conceptual map of the discipline (knowledge);
an understanding of how knowledge is developed and validated within differ-
ent social contexts (methods); an understanding of why the subject is impor-
tant (purposes); and finally, an understanding of how one can communicate
knowledge of that subject to others (form). Communicating that knowledge
effectively rests upon an understanding of students’ thinking, experiences,
development, and learning processes and of how curriculum can be constructed
and classrooms managed to allow the learning process to unfold productively.

To put these understandings into practice, teachers also need to develop tools
{Grossman and others, 1999)—conceptual and practical resources for use in the
classroom. Grossian and colleagues make the distinction between conceptual i
and practical tools, noting that conceptual tools can include learning theories,
frameworks, and ideas about teaching and learning (concepts such as the zone
of proximal development or culturally relevant teaching). They suggest that prac-
tical tools include particular instructional approaches and strategies, and
resources, such as textbooks, assessment tools, and other materials. Such tools
help teachers to work smarter and to enact their intentions in practice.

These understandings and tools need to be integrated into a set of practices, or
what Feiman-Nemser (2001a, p. 1018) has termed a beginning repertoire of class-
room enactment. These practices can include a variety of instructional activities to
promote student learning, such as explaining concepts, holding discussions,
designing experiments, developing simulations, planning debates, and organiz-
ing writing workshops {Feiman-Nemser, 2001a). Practices also include activities
like learning to design and carry out unit plans and daily lessons that build under-
standing; developing and implementing formative and summative assessments;
and offering feedback that is constructive and specific. Feiman-Nemser points out
that student teachers should be learning not only the content of these strategies,
but “when, where, how and why to use particular approaches.”

In addition to understanding that is connected to tools and practices, teach-
ers need to develop a set of dispositions—or habits of thinking and action—
about teaching, children, and the role of the teacher. Teaching dispositions
include the disposition to reflect and to learn from practice, which Cochran-
Smith and Lytle have termed inquiry as stance (1999, p. 250). Dispositions
toward children include determination and persistence that support the ability to

———
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work with children until they succeed (Haberman, 1996), including the inclj-
nation to take responsibility for children’s learning and the will to continue to
seek new approaches to teaching that will allow greater success with students,
Ladson-Billings, for example, has found that the belief that all children can
succeed is a particularly important attribute of successful teachers of African
American children (1994), Dispositions can also include a personal orienta-
tion (Haberman, 1996) characterized by appreciation of the need for good rap-
port and strong relationships with children, and of valuing, respecting, and
caring for children.

This framework also takes into account the understanding that learning to
teach occurs within communities (Cochran-Smith and Lytle, 1999). Professional
communities include those found in classroom and clinical settings, such as the
peers and faculty candidates work with in their coursework and in student
teaching. Purposefully constructed professional communities that share norms
and practices can be especially powerful influences on learning. In addition,
teachess learn to teach in different kinds of local and regional communities that
offer different kinds of opportunities for learning and practice. These settings—
which can differ by culture, socioeconomic status, language diversity, poiiﬁcal
and social norms, and many other factors, pose distinctive challenges for teacher
preparation. I their candidates are to be successful, teacher preparation pro-
grams must take into account the role of community contexts in children’s
learning and development and must respond to the particular diversity of chil-
dren, schools, and communities served by their programs {Haberman, 1996).

This model of teacher learning also invites teacher educators to examine
whether and how teachers’ learning in school settings complements what is
learned in university settings and vice versa (Grossman and others, 1999).
Visions of good practice may differ in different settings, and different settings
may emphasize or demonstrate different tools, practices, and even dispositions.
This model helps demonstrate the importance of coherence—or at the very
least, helps teacher educators consider the potential conflicts and differences
their students may encounter as they learn to teach in different settings.

Finally, this framewaork helps us to think about how teacher educators can
equip teachers in ways that address the three persistent problems of learning to
teach that we identified earlier in this chapter. For example, Felman-Nemser has
pointed out that developing vision, or a set of images of the possible, is a criti-
cal step in addressing the problem of the apprenticeship of observation: “Unless
teacher educators engage prospective students in a critical examination of their
entering beliefs in light of compelling alternatives and help them develop
powerful images of good teaching and strong professional commitments, these
entering beliefs will continue to shape their ideas and practices” (2001a,
p. 1017). Similarly, Cochran-Smith and Lytle point out that the disposition to
take an inquiry stance can help teachers deal with the complexity of teaching;




they offer illustrations of “colleagues working together, bringing their perspec-
tives to bear on inquiries into the complexities and messiness of teaching and
learning” (1999, p. 279). ‘

From this model, we can see that rather than conceptualizing the process of
teacher development as moving in lockstep through a series of universal stages
(regardless of setting or experiences), teacher educators are now emphasizing
the interrelationships between teachers’ learning and development and the
context of teachers’ learning. In turn, they are beginning to focus upon the par-
ticular features of those contexts and experiences that might help teachers
develop these capabilities. This perspective parallels the development of learn-
ing theory over the past twenty years, as psychologists have moved from behav-
lorists” quest for a direct relationship between stimulus and response, to
cognitive psychologists” exploration of how individual learning unfolds, to the
broader focus offered by sociocultural theory on the contexts and conditions
that promote learning.

Although some researchers have previously interpreted research on stage the-
ories to imply that beginning teachers cannot profitably focus on student
learning or curriculum issues until they have mastered classroom routines
(Kagan, 1992), recent research supports Grossman's (1992) argument that new
teachers have the potential to make fruitful strides on these matters even as
novices, if they have the right kinds of support. In Chapter Eleven, we focus on
some of the characteristics of teachers’ learning experiences that appear to con-
tribute to the development of teachers’ visions, understandings, tools, practices,
and dispositions.

HOW TEACHERS LEARN AND DEVELOP 389
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Creating a Cognitive Map of Teaching. This volume has organized its discus-
sion around a number of domains of knowledge for teaching. However, there is
nt a danger in considering domains of the curriculum in a piecemeal fashion.
Research suggests that when learners begin with a sense of the whole and are
helped to see how ideas are connected and related, it deepens their under-
e standing and allows them to integrate and use more of what they learn. Stud-
an jes of memory and learning have found that students learn best when they have
nd a conceptual framework, a cognitive map, or a schema, which enables them to
o ed organize categories of information and to recognize the relationship among con-
| re cepts (Singley and Anderson, 1989), something that is much more difficult when
Ccis they encounter an unrelated set of facts or a decontextualized introduction to
| ers discrete skills. Learners benefit from encountering a curriculum that is orga-
ng i nized around the structure of a subject—the fundamental ideas, concepts, and
oh- : issues of a field—noting that, as Bruner has argued, “to learn structure, in short,
. on is to Jearn how things are related” (1960, 1977, p. 7). Learning ideas within the
: context of an overarching conceptual framework not only helps students under-
L act a stand the “big picture” but also enables them to begin to recognize how all the
do ' individual ideas and theories fit together and relate to one another.
: 1, ' Having this structure explicitly described and explained is helpful for can-
- s5- didates’ later learning. Clearly, for this to take place, teacher educators them-
- es selves must have worked out such a framework, both within and across ;
of courses, so that they can structure the content they are teaching and explain ?
ive this structure to prospective teachers. Whereas at one time, teacher educators
ng had not generally considered this kind of conceptual framework, recent stan-
18- dards from NCATE and other accrediting agencies require that programs
36; develop and defend such a framework, thus increasing the likelihood that a
shared understanding of how it all “fits together” wiil be held across the fac-
- ulty. Going a step further formally to articulate this conceptual map to the
ige teacher candidates themselves could help candidates better use the ideas they
to encounter.
in- One way to give novices a sense of the big picture is by explanation and illus-
es- tration. As illustrated in Chapter Two, helping students develop and use a cog-
ed nitive map (for example, the frameworks offered by the book How People Learn
ur- {Donovan and others, 19991) can heip in creating a basis for understanding and
— analyzing teaching and learning. Standards for teaching, such as those devel-
Ta oped by the National Board for Professional Teaching Standards and by state cer-
18, tification agencies, also provide a schema that can help pecple understand what
L, dimensions of teaching are important and how they are supposed to fit together.
ng An experientially powerful way to help build a schema is to develop a sense from
rse guided observations and engagement in practice of what the act of teaching is
m- and what kinds of knowledge it may Fequire before or while encountering an
intellectual framework for interpreting practice.
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For this reason, many programs now emphasize the importance of providing
clinical experience early and throughout a teacher education program—so that
prospective teachers develop an image of what teaching involves and requires.
This allows them to begin to understand some of the challenges and thinking
involved so that they can better make sense of how the ideas and theories they
encounter in their coursework fit in the process of developing practice. Some
teacher educators contend that providing novices with these early practicum
experiences actually provides a conceptual structure for them to organize and
better understand the theories that are addressed in their academic work. Some
empirical work lends support to this claim, suggesting greater effectiveness on
several measures of teaching for those with more and earlier clinical experiences
(Denton, 1982; Denton, Morris, and Tooke, 1982; Henry, 1983; Ross, Hughes,
and Hill, 1981; Sunal, 1980).

Helping candidates understand the bigger picture allows them to locate what
they are learning. In addition, deep understanding involves returning to central
ideas and concepts again and again, so that over time students are able to
understand them more thoroughly and to appreciate their relationship to other
concepts, ideas, and theories. Bruner’s (1960/1977) notion of a “spiral curricu-
lum” suggests that “a continual deepening of one’s understanding of [key ideas]
comes from learning to use them in progressively more complex forms.” Bruner
argues, “A curriculum as it develops should revisit these basic ideas re yeatedly,
building upon them until the student has grasped the full formal appa.lgtus that
goes with them” (p.13}.

Research on learning and transfer supports this concepuon Studies of trans-
fer indicate that when ideas are taught in multiple contexts and include both
attention to key principles and examples of how the ideas are applied (Biederman
and Shiffrar, 1987), learners are more likely to be able to abstract the relevant and
important features of key concepts and to develop more flexible knowledge about
the topic at hand (Gick and Holyoak, 1983). This kind of learning is facilitated
both by a curriculum that is coherent and reinforcing across settings and by an
iterative design, like that described earlier in the Developmental Teacher Educa-
tion Program at the University of California at Berkeley, where developmental con-
cepts are reencountered over the four semesters of a sequence of developmental
courses. (See “The Power of a Coherent, Purposeful Teacher Education Program.”)

The Power of a Coherent, Purposeful Teacher Education Program
Recent research on powerful teacher education programs not only suggests that
new teachers may be able to move farther along in the journey of developing as a
teacher more quickly than was previously thought, but also that it is possible for
new teachers o learn much more about teaching and to attend to more aspects

of the classroom than previously expected. For instance, in a case study of the
University of California-Berkeley’s Developmental Teacher Education Program (DTE),
Snyder (2000) describes the classroom of a graduate who is a first-year teacher,
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revising curriculum based upon her perception of her first-grade students’ needs and
interests. (See Chapter Nine.) She was able to revamp a "packaged curriculum” so
that it engaged students in authentic science inquiry in which they recorded data,
generated and evaluated hypotheses, and drew data-based conclusions. She was
also able to create and use cooperative groups that balanced the racial, language,
and ethnic diversity of her students and that encouraged students’ teadership and
interpersonal skills; scaffold work for students’ different levels of language profi-
dency; and manage a classroom expertly so that students got their work done and
could focus on the intellectual work at hand.

Snyder details a connection between this beginning teacher's skills, abilities, and
approaches and the experiences DTE offers candidates in their teacher preparation
programs. For instance, the DTE program involves students in four “core” seminars
on human development in which students observe children’s behavior in classrooms,
evaluate their developmental levels, and offer explanations of children’s learning and
activity based upon theories of child development. Student teachers also take
courses in subject matter teaching methods, which focus upon actively engaging
students in “hands-on” science and mathematics. As Snyder explains, the purposeful
links between the “core” and “methods” courses create a consistent, cumulative
expetience for the student teachers:

The content of the teaching methods is only half the story. The concurrent expetiences
provided in the core seminars link the study of development with the developmental
demands of schools and school subjects. Introducing an activity that holds the interests
of the students is only one half of the task. The other half is to identify the knowledge
that is the target of the activity, and how this knowledge relates to previous and future
understandings. To do this well requires an understanding of developing cognitive
abilities within a particular content area, the kind of activities that promote their
development, and how the same abilities are manifested in other areas of the
curriculum. (2000, p. 108)

-

e

While DTE students are taking their courses, they are "always in classrooms
simultaneously” In fact, students have five ptacements in different classroom
settings (to vary by age groups as well as context) over the period of two years in
their master's degree program, designed so that student teachers can begin io
consciously integrate what they are learning across a variety of contexts—as well as
ta develop a rich understanding of what teaching practice can look like.

The Learning Process

Considering how to introduce, work with, and revisit key concepts so that they
are truly understood in ways that can be enacted and integrated into a sophisti-
cated practice is no small problem. To do this well, teacher educators need to con-
sider how to develop candidates’ readiness for learning about particular aspects
of teaching and how to bring to life theory in practice and practice in theory.

Developing Readiness. The concept of readiness undergirds approaches to
scope and sequence, which involves identifying key foundational ideas and
experiences that can lay the foundation for later learning. The starting point for
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learning is always one’s own prior knowledge, which must be connected i

' some way to new learning opportunities. As we have noted, in teacher edycas
tion, candidates’ prior knowledge poses both problems and possibilities thag
derive from the apprenticeship of observation they have all experienced. To botk;
confront and use this prior knowledge, and to help candidates begin to realize
that students will learn in different ways and have different experiences and
perspectives, many preparation programs begin with candidates’ personal expe-
rience as a productive way to trigger discussion of beliefs and their bases as wel]
as to build more systematic knowledge. Some programs begin courses of study
in teaching by engaging students in writing and sharing educational autobi-
ographies and narratives, which can assist students in critically examining their
own educational experiences and becoming ready to engage in professional
pedagogical thinking.

As is true in children’ development, considerations of readiness should not
be used to restrict learning experiences but instead to guide decisions about
where to start and how to scaffold learning so that students are enabled to
develop critical skills and abilities. So, for example, although research on new
teachers indicates that they do not often begin with a focus upon student learn-
ing and are instead concerned with their own actions in the classroom, novices
can be helped to focus upon their students and the learning process through
purposefully constructed experiences and coursework. Many successful teacher
education programs begin their course of study in teaching with work on learn-
ing and development—hoping to start new teachers with a focus upon $tudents
and student learning from the beginning. Such courses require students very
early on in their programs to observe children and to collect detailed informa-
tion about their development and learning, as well as their learning contexts,
thus bringing the child’s experience and learning into focus.

Often assessments of student learning and related analyses of curriculum -
and teaching are a trigger for this process of focusing on learning and its rela-
tion to teaching decisions. Tying close observations and discussions of children’s
behavior and learning to analyses of teaching also allows novices to understand
the relationship between curricutum plans and what children do. This helps
them realize that their early concerns about control and classroom management
will be as much addressed by their learning about effective planning and teach-
ing as by their development of classroom rules or routines.

Finally, if teacher educators want novices to develop expert thinking and
skills of enactment, they need to think about what the components of that skill
set are, which understandings and skills are the foundation for others, and what
experiences will be needed to help ensure that candidates can make progress
toward the broader goals of the program. Just as in other kinds of cognitive

apprenticeship, the processes of clarifying goals, articulating what the desired
performance consists of and what it looks like, modeling and demonstration,




in
xa-
lat
ith
ize
nd
Je-
el

1al

10t
it

ces

nd
Kill
‘hat
'ess
ive
red
on,

THE DESIGN GF TEACHER EDUCATION PROGRAMS 401

scaffolding, making thinking visible, and practice with coaching are essential.
These processes need to be thought out across courses and clinical learning
experiences, so that the overall curriculum for teacher education makes sense
and adds up to readiness for teaching.

Learning About Practice in Practice. A key element for successful learning
is the opportunity to apply what is being learned and refine it (National Research
Coungcil, 2000). Indeed, cognitive psychologists have found that “deliberate
practice”—purposefully and critically rehearsing certain kinds of performances—
is particularly important to the development of expertise (Ericsson and others,
1993). Whereas in the traditional undergraduate program, student teaching was
often placed at the end of a program, as a kind of culminating experience, many
programs are now entwining carefully designed clinical experiences early and
throughout a program. Many teacher educators argue that student teachers see
and understand both theory and practice differently if they are taking course-
work concurrently with fieldwork. Research on the outcomes of teacher educa-
tion efforts lends support to this idea that carefully constructed field experiences
can enable new teachers to reinforce, apply, and synthesize concepts they are
learning in their coursework (Denton, 1982; Denton and others, 1982; Henry,
1983; Ross and others, 1981; Baumgartner, Koerner, and Rust, 2002; Sunal, 1980).

It appears that novices who have some experience with teaching when they
encounter coursework are more prepared to make sense of the ideas, theories,
and concepts that are addressed in their academic work. For instance, in a study
of 139 undergraduate teacher education students which compared those with
thirty hours of field experiences (n = 61) and those who had no early field expe-
riences {n = 78), Denton (1982) found that students with early field experiences
performed significantly better in their methods courses than those without early
field experience. The author concluded that early field experiences appear to
increase learning and understanding about the principles of how to teach within
a content area. It appears that when teachers have multiple opportunities to
experience and study the relationship of theory with practice, their learning is
enhanced.

It is not just the availability of classroom experience that enables teachers to
apply what they are learning. Recent studies of learning to teach suggest that
immersing teachers in the materials of practice and working on particular con-
cepts using these materials has the potential to be particularly powerful for
teachers’ learning {Ball and Cohen, 1999; Lampert and Ball, 1998}. As we dis-
cuss in the following section, examples of student work, artifacts from the class-
room, videotapes of teaching and learning in classrooms, and cases of teaching
and learning enable them to relate their coursework to classrooms and children.
Ball and Cohen (1999) have termed this kind of learning “learning in and from
practice.” Although this notion emphasizes the importance of preservice

e
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teachers spending substantial time learning in real classrooms, Ball and Cohenq :
explain that “learning in practice” does not necessarily mean that teachers need
always to be in the classroom in “real time.” It can also happen away from rea] -
classrooms, as long as the work being done is centered in authentic classroom
materials:

Being “centered in practice” does not necessarily imply situations in school

classrooms in real time. Although the bustle of immediacy lends authenticity, it

also interferes with opportunities to learn. Being situated in a classroorm resiricts

opportunities to the sort of teaching underway in that particular class. Further,

: being so situated confines learning to the rush of minute-to-minuite practice. Bet-

o ter opportunities can be created by using strategic documentation of practice.
Copies of student work, videotapes of classroom lessons, curriculum materials,
and teachers’ notes all would be candidates. Using such things could locate the
curriculum of teacher education “in practice” for they could focus professional
learning in materials taken from real classrooms that represent salient problems
of practice. (1999, p. 14)

Learning in practice does not just happen on its own, of course. Though the
importance of teaching experience has been reinforced by much research, it
is important to recognize that practice alone does not make perfect, or even good,
performance. Opportunities to connect practice to expert knowledge must be built
into learning experiences for teachers. For example, a recent study of experignced
teachers who elected to enter a preservice teacher education program aftei? sev-
eral years of teaching found that these teachers—far from feeling that thegi had
learned everything they needed to know about teaching from experience—
reported that the teacher education program taught them for the first time how
to design productive curriculum, how to support struggling students, and how to
assess, reflect on, and improve their teaching (Kunzmar, 2002).

Studies of teachers’ learning have suggested that when opportunities to
reflect on their work and to connect It to research and theory are included in
teacher education, teachers are better able to identify areas ngeding improve-
ment, to consider alternative strategies for the future, and to problem solve
and reason through pedagogical dilemmas (Freese, 1999; Hammerness and
others, 2002; Laboskey, 1992). This is consonant with research that has found
that unguided experience is not nearly as effective as inquiry tied to instruc-
tion that outlines the major concepts about which experience raises questions
and provides examples. There is, as Schwartz and Bransford (1998) found, a
«time for telling,” which is especially effective when it joins strong CONcep-
tual explanations with specific examples and opportunities for application and
analysis. This study and others have found that either “telling” alone or

“hands-on inquiry alone is less effective than both together. That is, in a recent
resolution of the long-standing debates about “direct instruction” versus “indi-
rect instruction,” learning that involves deep understanding and transfer often




is a product of the skillful integration of both inquiry and explanation. This
kind of conceptual learning also appears to support the application or enact-
ment of the concepts studied.

Many studies from different lines of research on teacher learning provide
examples of the importance of conceptual explanation about pedagogical
. approaches tied to direct opportunities for inquiry and application. In a num-

ber of experimental studies, teachers who have experienced targeted preservice
preparation or professional development focused on effective teaching practices
in specific content areas, including immediate opportunities to apply what they
have learned, have produced student achievement gains that are significantly
greater than those of comparison or contro] group teachers (Angrist and Lavy,
1998; Crawford and Stallings, 1978; Ebmeier and Good, 1979; Good and
Grouws, 197%; Lawrenz and McCreath, 1988; Mason and Good, 1993).

One such study, aimed at Improving classroom management strategies, ran-
domly assigned experienced teachers to a group that received no training and
one that received training in research-based classroo
The strategies were described in a text outlinin
with specific classroom

M management strategies.
g the conceptual approach along
-based approaches, and were taught with small-group
problem-solving sessions based on classroom scenarios and supported by staff
who could link the problems to concepts that had been studied. The training
occurred in two sets of sessions about a month apart. The group that received
the training demonstrated a significant increase in use of
strategies and a significant decrease in student misbehavio
increase in student engagement and on-task learning,
occurred for the control group (Evertson, Emmer, Sanford,
Experience alone had not taught teachers to enact these ki
to what teachers said enabled their learning were both the

the management
I coupled with an
whereas no changes
and Clements, 1983).
nds of strategies. Key
increased awareness

they gained from being exposed to a conceptual framework for organizing their
classrooms and the concrete, specific, and practical suggestions for kow to enact
in practice. They also
problems and strate-
al framework as they

the theories, which they could immediately seek to apply
felt they learned from sessions that allowed them to share
gies with other teachers within the context of this conceptu
attempted to implement the new ideas,

Situating Learning in Productive Contexts

modern learning theory makes clear that expertise is developed within
specific domains and learning is situated within specific contexts where it needs
to be developed and from which it must be helped to transfer. Whereas pro-
grams of teacher education have sometimes focused on generic coiiceptions of
knowledge and skill development, it now seems clear that, to be enacted, teach-
ers” learning should be developed in ways that derive from and connect to the
content and students they teach. At the same time, teachers need to learn how

Finally,
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to evaluate how aspects of what they have learned in one context may apply to
new contexts or problems they encounter.

Treating Content as Context. Recent research in cognitive psychology suggests
that expertise is developed within particular domains rather than generically.
Because of this, current discussions of scope in teacher education now acknowl-
edge the importance of content pedagogy (see, for example, Ball and Bass, 2000;
Grossman and Stodolsky, 1995; Shulman, 1987). The importance and nature of
content pedagogy have become better appreciated over time, especially
as research on learning and teaching has focused within specific domains. This
research suggests that much of what teachers must learn about teaching is par-
ticular to different content areas: prospective teachers need opportunities to
wrestle with and think about how students learn concepts of ratio in mathe-
matics or strategies for composing a persuasive essay in language arts. To help
students understand the structure of the discipline, teachers need to examine
what the key modes of inquiry and thinking are in the field and what key ideas
are foundational in their field. To plan curriculum and address learning prob-
lems, they need to understand the common challenges and misconceptions
learners often face in learning their subject.

There have also been a series of studies that suggest that professional devel-
opment focused upon how students learn specific content within supject mat-
ter areas is helpful for teachers, particularly if the instruction is focEsed upon
assisting students toward deeper conceptual understandings {Cohen and Hill,
2000; Desimone and others, 2002; Fennima and others, 1996; Ma, 1999). For
instance, Cohen and Hill’s study (2000}, which included 595 California ele-
mentary school teachers, found that teachers who had opportunities to learn
about particular mathematics curriculum in specific topic areas, and who
worked together on teaching strategies for implementing this content, reported
significant changes in their practice. They also found that these changes were
associated with stronger student achievement.

Learning in Professional Communities. Research suggests that professional
communities in which teachers share understandings about the nature of good
teaching and work together to enact them provide particularly conducive settings
for learning to teach. For example, in Desimone’s previously cited study of teach-
ers’ learning, she and her colleagues (2002) found that a number of different
elements in teachers’ learning experiences had cumulative effects on changing
teachers’ practices. Not only did a focus on particular teaching practices—in this
case, technology use, use of higher-order instructional methods, and alternative
student assessments—increase teachers’ use of those practices in their class-
rooms, the use of active learning strategies during professional development for
teachers also increased use of the practices. The effects on practice were stronger
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when teachers from a school, grade level, or department participated as a group
and when the strategy was consistent with other practices in the teachers’ class-
room or school, thus suggesting the importance of a coherent approach to learn-

Zests ing to teach and the potential power of communities of practice.
ally, The effects of working within a community of practice on specific teaching
owl- strategies were noted in other studies we have reviewed (for example, Cohen
000, and Hill, 2000; Evertson and others, 1983). In addition, emerging research sug-
re of gests that opportunities to engage in “lesson study,” where groups of teachers
ially are engaged in joint observation, analysis, and evaluation of lessons, may have
This particular promise as a learning environment in which teachers engage in learn-
par- ing with their peers (Fernandez, 2002; Lewis and Tsuchida, 1998, Stigler and
'S to : Hiebert, 1999}.
the- 3 Cochran-Smith and Lytle {1993; see also Cochran-Smith, 1991) have empha-
1elp sized the role that communities of inquiry can play in preservice teacher’s learn-
line ing. In their description of Program START, a fifth-year program in elementary
leas education at the University of Pennsylvania, they explain that the intention of
rob- 1 the program is to invite student teachers into a group of teachers who are par-
ons ‘ ticipating in “a community of school-based and university-based learners, and
: essentially a way of life as teachers, by emphasizing reform and inquiry across
vel- the professional lifespan™ {pp. 65, 68}. Rather than acting as “experts” to be '
lat- imitated, cooperating teachers’ roles are to help initiate new teachers into the :
aon ; experience of framing questions and engaging in inquiry into questions of ?
1N, teaching, learning, and schooling. Documentation of graduates’ thinking and
For ; practices suggests that they learn both dispositions and strategies that carry for-
2le- ward from this experience.
arn ' The role of inquiry is viewed as critical where the goal of teacher education
ho ' is a lifelong ability to learn from teaching, rather than a more contained image
ted of learning for teaching that is expected to be complete within a short span of
ere _ time. As Cochran-Smith and Lytle {1993) argue: “Learning from teaching ought
to be regarded as the primary task of teacher education across the professional
life span. By ‘learning from teaching’ we mean that inquiry ought to be regarded
nal as an integral part of the activity of teaching and . . . classrooms and schools
wod ought to be treated as research sites” (pp. 63-64).
185 In sum, contemporary research suggests that learning about teaching
:h- develops through participation in a community of learners where content is
mt encountered in contexts in which it can be applied. Emerging evidence suggests
ng that teachers benefit from participating in the culture of teaching—by working
1is with the materials and tools of teaching practice; examining teaching plans and
ve student learning while immersed in theory about learning, development,
38~ and subject matter. They also benefit from participating in practice as they
‘or observe teaching, work closely with experienced teachers, and work with stu-
er dents to use what they are learning. And this learning is strengthened when it is
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embedded within a broad community of practitioners—experienced teachers,
other student teachers, teacher educators, and students, so that they can gain
access to the experiences, practices, theories, and knowledge of the profession.

Some programs have graduates who report significantly higher feelings of
preparedness than their peers and are more highly rated by employers, who say
they seek out these candidates because they are more effective in the classroom
from their very first days of teaching. A recent study of seven such programs
found common features among a group of large and small programs located in
both public and private colleges and universities. These features include:

* A shared vision of good teaching that is consistent in courses and clini-
cal work;

* Well-defined standards of practice and performance that are used to
guide the design and assessment of coursework and clinical work;

s A common core curriculum grounded in substantial knowledge of devel-
opment, learning, and subject matter pedagogy, taught in the context of
practice;

* Extended clinical experiences {at least thirty weeks) that reflect the pro-
gram’s vision of good teaching, are interwoven with coursework, and
are carefully mentored;

s Strong relationships, based on common knowledge and beliefs, between
universities and reform-minded schools; and §

* Extensive use of case study methods, teacher research, performance
assessments, and portfolio examinations that relate teachers’ learning to
classroom practice (Darling-Hammond, 1999).

The same kinds of program features and pedagogical tools are noted in other stud-
ies of strong programs (see, for example, Cabello and others, 1995; Graber, 1996)
that have documented cutcomes on candidates’ preparedness and performance.

PEDAGOGIES FOR PREPARING TEACHERS:
EMERGING RESPONSES TO THE PROBLEMS
OF LEARNING TO TEACH

Although research on the pedagogies of teacher education is still in the very
early stages of development (Grossman, in press), researchers are beginning to
accrue some evidence about particular practices that seem to help teachers
develop the visions, understandings, practices, and dispositions for teaching we
have discussed. In addition to the usual tools of education—carefully chosen

.
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the pedagogy and its rationale, relevant research findings, and key features
of the pedagogy that seem important in supporting student teachers’ learning.

Construction of Clinical Experiences

Perhaps the most pervasive pedagogy in teacher education is that of supervised
student teaching, which has long been acknowledged as having a profound
impact on student teachers. Many teachers have claimed that the most impor-
tant elements in their professional education were the school experiences found
in student teaching (Guyton and McIntyre, 1990). Yet at the same time, current
conceptions of the purposes of student teaching, what it should encompass, and
how it should be constructed, differ markedly from institution to institution.
Typically, the ideal has been a placement in which student teachers are sup-
ported by purposeful coaching from an expert cooperating teacher in the same
teaching field who offers modeling, coplanning, frequent feedback, repeated
opportunities to practice, and reflection upon practice while the student teacher
gradually takes on more responsibility.

However, the actual experience of student teaching is highly variable both
within and across programs, depending on how cooperating teachers are
recruited, whether and how the process is guided, and what the expectations
are for performance by both the novice and cooperating teacher. The experience
can range from the most passive version of student teaching in which the
prospective teacher sits in the back of a classroom and simply observes and,
perhaps, grades papers, to a kind of “trial by fire” in which the student teacher
takes over a more experienced teacher’s classroom immediately and teaches
alone, sometimes with little coaching, coplanning, or conceptual framework to
guide what he or she does in the classroom. The practices of cooperating teach-
ers may reflect the program’s goals and contemporary research on learning and
teaching to widely varying degrees.

Some internship models that aim for prospective teachers to become teachers
of record fairly quickly are designed to offer and build on student teaching expe-
riences, whereas others replace student teaching with independent teaching,
usually with the expectation of close mentoring. Like the variability noted in
student teaching, the mentoring intended for internship models has been found
to materialize to varying degrees, sometimes intense and other times erratic,
sometimes by teachers in the same field and other times not, sometimes with
the opportunity of some modeling and demonstration and other times without
novices having the chance to see modeled what they are trying to create in prac-
tice, with differing outcomes for candidate performance (Shields and others,
2001; California State University, 2002a).

Very different practices arise out of different conceptions and traditions,
which frequently are unexamined. Programs have different ideas about what
clinical experiences ought to accomplish, when and where they should occur
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and over what period of time, whether and how they should relate to course..
work, and how many different settings a given student teacher should experj-
ence. Different strategies bring with them different benefits and limitations. For
example, having multiple different settings for practice teaching may allow sty.
dent teachers more explicitly to consider what kinds of generalizations can and
cannot be made across settings and how contexts make a difference in the
choice of strategies and how to use them. At the same time, multiple short
placements reduce the opportunities to deeply understand a group of students
and a kind of practice, and may make it difficult for student teachers to learn
how what came before influences what is happening now in the classroom.
Shorter placements also place burdens on schools without the compensating
benefits of the contribution a more seasoned student teacher (for example, one
who spends an entire sernester or year) can make, thus making it more difficult
to maintain strong partnerships for practicum placements,

There is no one right answer {o these trade-ofis, and there are many ways of
resolving them appropriately. Whatever the design of student teaching chosen,
it is important that prospective teachers’ clinical experiences are constructed
with careful consideration of what the experience should be like and why. For
instance, decisions to design a program that will place students in more than
one student teaching setting should take into account both the benefits (expe-
riences with different students; exposures to a variety of approaches t;; teach-
ing; opportunities for observing multiple models of good practice) gnd the
downsides (student teachers cannot stay long enough to get to know the chil-
dren well; to work through a whole cycle of practice; or to see the beginning
and end of the learning cycle of a group of learners), so that the program can
optimize the experiences offered.

Factors Influencing the Success of Student Teaching. Theories of learning can
inform decisions about how to construct clinical experiences for teachers. Key
features of cognitive apprenticeships include the importance of clarity about the
goals of the experience, including the performances and practices to be devel-
oped; modeling of good practices by more expert teachers in which teachers
make their thinking visible; frequent opportunities for practice with continuous
formative feedback and coaching; multiple opportunities to relate classroom work
to university coursework; graduated responsibility for all aspects of classroom
teaching; and structured opportunities to reflect {Collins, Brown, and Holum,
1991). Use of these principles may help address some of the challenges inher-
ent in the apprenticeship of observation by making expert teachers’ work and
thinking more “visible” to novices, while also providing multiple opportunities
for novices to practice, get feedback, and gain more responsibility as they con-
tinue to develop expertise themselves.

There is some evidence that both the amount and timing of student teaching
affect outcomes. Whereas student teaching has been often meager—averaging




