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- ABSTRACT . : .

In order to compare the differences in cognitions of
experienced and beginning teachers, the perceptions of six
experienced teachers, six student teachers, and six probationer
teachers (in their first year of teaching after college training)
were studied at various times during the course of a school year,
using a variety of 'methods (interview, repertory grid techniques, and.

. stimulated recall commentaries on parts of lessons ‘involving 3
interaction with individual pupils or .small groups). The findings
from this exploratory work suggest that teachers possess
qualitatively different types of information about pupils. Some types

 of information appear to be more useful to teachers in some contexts
than others, although different types of information are often
combined to guide their classroom actions. Teachers' perceptions can
be classified into four major categories: (1) knowledge about pupils
in general; (2) general knowledge about particular pupils; (3)
specific knowledge about pupils; and (4) knowledge related to

_—_ diagnostic/ro-odilgjggjgoutjnos. when comparing experienced toachori'

——knowledge with that of student teachers and probationer teachers, it

seems that beginning teachers start out with very little of any of
these types of knowledge. The type of knowledge -that ‘student and
_probationer teachers acquired most rapidly was general knowledge
' about particular children. (IM) '

:**’****************************************ﬁ**ﬁ*******************)*i*

* from the originidl document.
*************************i**r*********}**************t*ft*********r***

o

ERIC B - T

* Reproductions supplied by EDRS are the best that can be-made ;| .
. : ®




O
N
o
N
(=
s

L 0]

RESEARCH INTD TEACHERS' AND STUDENT TE* AERS' COONITIONS:

" EXPLCRING THE JJATURE OF CLASSROCM PRACTICE

James Calderhead |
Department of Educational Research . S i
|

University of Lancaster, Enpland : - ,

“PERMISSION TO REPRODUCE THIS

Paper presented at the annual-
Association,- Montreal, 1983,

CENTER (ERIC)
W/ This document has been uproduc.od ;n
received from the person of organization

originating it. o
. Minot changes have been made to improve

reproduction quality.

v \.8. DEPARTMENT OF EDUCATION
* NATJIONAL INSTITUTE OF EDUCATION
£DUZATIONAL RESOURCES INFORMATION

g

® Points of view or opinions stated in this docu-
maent do not necessarily represent oﬂicul NIE
position or poficy.

RN L ST PR SR S W DA L N S

meetine of the American Educational Ressarch

MATERIAL HAS BEEN GRANTED BY

Tames Culderhead

—
"

TO THE EDUCATIONAL RESOURCES =
INFORMATION CENTER (ERIC)."”




| Thc aim of thil papor is to oxplain the ratiaaalo ‘for a series of studiaes
inveatigating teachprs and studerit teachers cognitions, to review soﬁo
of the substantive findings arising from the research, and to raise some
_related methodolopical and theoretical issues for discusﬁ}on.
In research on teaching, teachers have been viewed as fulfilling a central,
controlling function within>a classroom environment whidh is complex and |
potentially ﬁnpradictable. It 1is cqhtended that in ordor to carry out this‘
‘function teéchers develop conceptual structures, or ways of underﬁtanding

their environment, which enabls tham to tune 1in to significant cues, to interpret

theif environment meaningfully, to nredict future courses of svents, and to

determine their own actions and influendas upon these. Such a model of
teachiny emphasises the role of teachers' coonitions in the probess of |
teachine, Teachors' aerceptions. conceptual structures. thoughts. judgements

and decisions beccme=essential,elements for study in understanding what

teachers -do.

A cognitive model of teachine has guided enquiry into a number ofvgpecific'
educational problem areas: how toachers® thinking about the curriculum
determines the translation of curriculum ideals and principles into classroom
T pr?céiée:and“the implicafions of such prodéssag_for curriculum innovation and -
ﬁ"iﬁﬁiéﬁéﬁqétion {e.p. Olson, 1980): how teachegé' thinking guides their actions .
1nwthe cléssroom. how these action; are,intefpretgg by pupils énd whethar” and o
how these ultimately influence pupil learning (e.g. Winne & Marx.A1éBZ;'how
teachers®' thoughts and consequent actions have come to be influsnced by the "_ ?
ideological and physical context in which they work (e.g. Fray, 1983). “ é

The main interest in the ressarch reported here heé bean with the differences

in thé'dognitions of expgriencad and beginning teachers, the aim being to °

_acquire a fuller apprecistion of the nature and develobment of teachers’

classroom practice, and of ita possiblo implicetions for teqchq;ﬁtraining. S
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when student teachers observe axperioneEd taaghers in the classroom, or
observs videotapesiOf classroom interaction, they often display a limited
understandin~ of clsassroom precesses. In the writer”s experience, students’

attention 1s offen attracted by cues which are reparded by more expdarienced

teachers as
of teaching and learning. Early in their training, students typically report
noting’ such features as the teacher'’s seneral tone of voice, the noise level
within the classroom. and the aoparent'relationships between taeacher and pupils.

//ﬁarely. however. do they taku detailed note of the nature and demands of the

/// tasks given to the pupils, the appropriateness of thess tasks, or the teacher's

/

expectations of the children 1n terms of achievsment or classroom behaviour.
unless they are exnlicitly directed to do so. 1In comparing tue comments of
experienced teachers and baﬁinuing teachers ou videotapes of teaching, 1in
.comparing their reported'reactions to common classroom critical incidents, and
in comparing their cormments in discussions of their own practice, there is a
Qgrked difference in the naturs and sophistication of their interpretation
iand understandins of classroom eventp (Calderhead, 1381 & in press). o
Beginning teachers appear to lack ‘the eonceptual structures, or have simplse,
undifferentiated structures, with which to make sense of claseroom 1life, and

do not extract the same kind or level of meaning as experienced teachers.

ft has baen arruced that the use of microteaching and skills study packaces in
the training of teachere~helps to. tune the novice»in to cues which enable them
to understand classroom nrocesses more fully and/or reflect upon teeir own
nractices more critically (e.c. ﬁacLedd & McIntyre,1977). However, it is
questionable whether some of the procedures currently adopted in this area of
training in fact help students acquire the necessary concaptual structures.
Observation schedules, for example, are franquently used to.structure students’
observations of other teachers. Yet these schedules have often been designed
for raeearch rather than training purposes and may be of 11ttle value in

sensitising students to the most relevant cues, from the peint of view of
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understanding observed practice. The use of FIAC, for example, may serve to
make students aware of such features as the hmount of time teachors spend telking
in comparison with pupils, ar.d the proportions of time spent by teachers in

~questioning, lecturing. etc., but sesms highly unlikely to sensitise student

teachefs to the instructional and manarerial strategies and routines that teachers

employ.

Guides intendad to help student teachers develop particular classroom skills
often prescribe practices which do not well match those of experienced teachars.
It may on occasion be desirsbla that new teachers are not encouraged to
replicate existing practice, but deveion new skills.’!iowevar. if 1n3tructién 1n’
classroom skills bearé'little resemblance to.what>students observe Qithin'
classrooms, and to what they are often called upon to do themselves, it may well
be iimited in its practical effects. Cuides on teacher quastionins, for
example, often encourage students to differentiate questions in terms of their
cornitive demands, usine analytically derived taxonomies (e.g. Cohen & Manion,
i977:>Kerry, 1982). ‘ihilst learning such discriminations may well be useful

to teachers, stimulated recall commentaries from experienced teachers suapast
that their questions serve a variety of instructional and_managerial functioﬁs.
and that in their auestioning of pupils, thoy attend to various cues other thaﬁ
cornitive demand. The followinq functions, "or example, have frequently been
found in exneriencad teéchers’ comments upon their questions:

Pacing -.questioné ensured of a rapid response (either because they are 'gasy'’
guestions or thej are addressed to a child especiaslly able to respond) designed

to maintain the pace of teacher-pupil 1nteraction.

Checkinp Understanding - questions which serve to assess or monitor the

e

per#ormanca of particular/pupils or groups or of the whole class.

Bal?nce - guestions which aim to distribute the teacher-pupil interactions more —

evenly brouhd the class, involvine all children.
Cueing - questilons whose main function is to alert pupils to particular aspects of

information in the lcsson (as in working through a series of Stanes in the
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. cues sbout pupiis as“bsing influsntial in determining their teachines actions.
e

301ution of a problem).

Attention - questions which serve to redirect children’'s attention to the

lasson or current activity.

D

During periods of qusstibninn or 'recitation’, teachers can.be engaging in a ’

skilful co-ordination of interests, asking cquestions which serve different and

 sometimes multiple functions. One question may be asked in such a way as to.

lead pupils to a quick rasponse but it may be addressed to a particular child ﬂ%

., p

|

because he hasn't recently been involved in 1nteraction with the teacher, yet -

e

ordef to recain his wandering attention. Another may ba addrsssed to a child

may also serve the function of cheéking his understanding of the work 1n
progress. Stimulated rscall commentaries of primary school teachers upon tnsir
discussions with punils at the peqinning of creative writing lessons -suggest
that, in this phase of the lesson, some teachers are attesntive to a variety of
cues such asreye contact, pupil enthusiasm (reflected in hand raising and
facial expnsssion) and the continuity and development of pupils’ ideas, all‘of
which guide the teachers’ actions in questioning, (Calderhead, 1982). 0On some -

occasions, periods of nuestioning serve to instruct. control, pacs, -motivate

and even amuse tha children.

Observation of teachers, usineg such instruments as FIAC’ may indicate the
frequency and intensity of periods of questioning, and teacher fuides may

encourasre student teachers to think about such‘featurss as tha demands of their

questions, but for bepinning teachers to understand what teachers are doing A,
M

during these périods and to appreciate the information and concerns that guide -

their actions, requires consideration of teachers’ cognitions; Research on

teachers' cognitions would ssem to have a valuable contribution to make to the

dévelopmentﬁof relevant, offective trainins axperiences for teachers.

In stimulated recall cormentaries it has been found that teachers often report /




differsnt types of information about pupils. Some types of information appear

This finding ﬁaa stimulated further investipgation of the 1n§ormatioh primary
school teachsrs have about their p;pi}s and how this is used in daily teaghing.
The pérceptions of 6 experiesnced teachers, © student teacﬁérs and 6 probationer
teachers (in their first year of teaqhing after collége-training) were studied

at various times during the course of a school year, using a varisty of methods
(interview, repertory gfid techni&ues, stimulated recail commentafigs on parts
bf lessons involving interaction with individual pupils or small grdUps). The
findinss fronm this exploratory work sugpest that teachers possess qualftatively
to be more useful to teachers in some contexts than others, although diffarent
types of information are often combined to gulde thgir classroom actions. .
Teachers'.perceptions could be classzified intol four main categories, as follows.

Knowledge about punils in ¢eneral Experienc - teachers in particular appear

to havs amassed a larps cuantity of knowledse about childreh 1n peneral.

Teachers who have tauzht the same are-range of children, in the same school,
with probably the same curriculum for several years, have acquired a great deal
ef useful information. They know the kinds of home backgrOUﬁds the childréﬁ
havs (qfter teochine older brothers or.sistars, they sometimes even know the
féhilies).‘Thqy,know the kinds of experiences the children tend to have had

prior to school, and the kinds of activities the children engage in outside

school. Teachers of older classes also knw the learnine experiences that the

pupils are likely to have had earlier in their school carsers. Knowledgq about
pupils in peneral saems to-help teachars a rreat deal st the beginning of the |
year baefore they et to know their class more personally. Experienced teﬁcherl
in a sense alruady '*know’ thoiy new class sven before they mast them. Thaey

have ah_idea of the range of knowladgé_and skills to axﬁebt in their clasas, the - }é
likely number of children who will need special help, and the type of attitudes, 'ﬁ
misbehaviours and discipline problems there will be. Knowladge about pupiis ;

in general also ficures, howsever, in some of the decisions and Judgements made >

_ by teachers throughout the yeéf; In particular, teachers’ previous experiences 2

wifh similar pdpils in similar afeqa of the curriculum have attuned them to

7




common problems and difficulties that pupils experience and also to subject

matter and matarials that generally engender, or fail to engéﬁder, interest,
Knowledpe about pupils 1n'general‘enab1es teachers to be well prepared to avoid

or cope with these potential difficulties.

In an 1ntarview study‘pf secondary schpol teachers involved in project work.
Martin (1982) found teachers possessed 'stersotypical knowladga about
children's learning styles. Teachers spoke of the zeneral approaches to work
that different types of pupils had. Eight common_stereogypcs ware elicited 1in
the discussions, including the flgfgl_glggggg who "tries hard but still doesn’t
usually succeed, is very attentive to accuracy and neatnass and can ﬁgllect and

recall facts but is unable to intsrpret them”; and the seasone& Vangaf who

“does -all things well, collects evidence seiectively. buildﬁ»argumonts logic611§

and critically and presents a rational, balanced piece of work.” ‘Similar

stersotypes arz sometimes evident in primary school teachers' comments about
their pupils ("tries h&rd‘but never rets there’) and may reflect another featurs of

teachers'’ coﬁbeptions of pupils in seneral.

General knowledpe about particular pupils Teabhers are quick to make certain

manaral assesaments of their pupils. Even after the first few days, experienced
teachers seem able to comment about their naw'pupils - pprticularly in those ..
areas well identified in research on tcachqru' nerdeptions: vengral ability,
classroom behaviour and sociability (how wall the nupils pet on with thi teachar
aﬁd other children). Teachefs reported using these kiﬁds of assessmaﬁts for
wroupinr their pupils, for isolating "troublemakers” and also in interpreting the
significanca of much pupil behaviour in the classroom. For example, when .
children raise thair hands to answar a question, teachers would sometimes have

a pood idea of who was likely to pive a correct answer and -who-wasn't, based

on general conceptionj/éf the individual children's abilities. This could then

determine who was called upon to answer (e.g. on occasions teachers would aim to

boost the confidence of a low-ability child by providing the Opportqnity to.

e
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show in' public that he can do it), Similarly, when a child mekes a mistake

in a written axercise, whether this is 1nterpreted as an indication of 4
carselessness, tha work being too difficult, the child having an 'off day’, the
 need for one ‘or two brief hints or the nsed for a long individual session with

the teacher is oftan datermined not by the nature of the error itself but by the

teacher's general assessment of the pupil concerned.

Specific knowledge about pupils On some occasions, teachers spoke at length

about much more specific skills, behaviours, attitudes and areas of knowledge
which thay attributed‘to their pupils. Some teachers seemed.sble to exprass
this knowledae of pupils more easily than others. and pupils who for somd reason
attracted teachers’ attention - because of their outstanding ability or lack of
it, for instance - were assessed in more detail than others. This area of
knowledge encompassad such features as a child's ability t;<distinuuiah
particular phonic blends and the difficulties he has with others; particﬁlar
problems experienced in handwritine - co-ordination, joining up, or odd stylistic
charactaeristics; the méthematical procedures that can be coped with or prasent
difficulty: andéi child's attitudes to work - whether enthusiastic about certain
subjscts, careless,af othaérs, etc. This area.of knowledge covers a wide rangs

i

of individual characseristics of the pupils.

Knowledge rslated to diaghostic/remediation routines Teachers also have

knowledge about the precise difficulties that pupils mightﬁencounter in particular
lessons, but these ars often not associatasd directly with the pupils thamselvgl.
It seems that in doing a particular lesson or activity, t;achers are attuned to

a set of difficulties and have a repertoire of routines with which to respond

to them. A teacher in a lasson on the division of fractions, for example,
appeared to be ready to identify such problams as forgetting to invert the
divi;dr. incorrectly chaneing mixed numbers to improper fractions, and errors

in ‘cancelling down'. This type of knowladge differs from others in that tnachof.

did not appear to rsgard it in terms of attributes of their pupils. The knowlddg‘
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X “.seemb ta'son§§tisé teachers to difficulties that pupils might cxpefiance
*3ﬁdu;in: a Il?;bn,'and often serves the function of directing a remedial routine,
but i:\:;b 6;cessarily linked to teachers' knowledge about the Rupils involved.
Knowledgé}gglatad to diapnostic/remediation routines seems to be associated
more with what Leinhardt.(1982) refers to as "the agenda” of particular lessons
or areas of work. One could speculate that this 1is becadse these are geherally

not very stabls characteristics of pupils, and thersfore it serves no useful

function to associate them with the children.

In\;pg»gase of experienced teachers, these differsnt types of}kpowledge sometimes .
guide different types of action in tha‘classroom; as indicated above. But they are
also often combined to inform other decisions. Fér example, teachers' planning
appears to be frequently influenced, whétever the time of year, by both knowledge““
of pupils in géneral and knowledre of particular pupils within the class (both
specific and generali; " Teachers' reactions to pupils in the classroom often seem
to call upon general knowledpzs of the pﬁpil as well as knowledpe of the

specific difficulties involved end/or diagnostic/remediation routines.

When comparing experienced teachers’ knowledpe of pupils with that of student
teachers on teachine practice and probationer teachers in their first year in

schools, it seems that beginnins teachers start out with very little of any of

‘these types of knowladre. It is not difficult to find examples of clasaroom

practice where this may well contribute fo some of the baginning teachers’
difficultics. Lesson planning at -the beqinning of the year, for examplas, may

ba hampered by the lack of knowledpe concerning what the class might be

expectéd to know, what they micht be expected to do, and how they might respond

%o differenf activitigs. Gerinning teachers might ;lso take a lone time

learning to differentistoc erfors which signify carelessness as opﬁpsed to '
ignorance or attenticn-sceking. The task of anticipating the difficulties of

their pupils could present many problems due to their lack of general kQawledgo

about pupils’ experiences with tha curriculum, Classroom observation of the
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toachers<adggosto& thag the studeﬁt‘and_probationer teachers Qerovsom-timos
quite rogactive in their élassroom interaction compared with thézr more
exparienced collearuss - the bsninning teacher; however, may have no option
but to waitfuntil the children make ﬁistakes and then react to them, whereas
experienced tea&hers miéht be able to anticibate pUﬁjl ¢ifficulties and take
actihn\ta avoid them. - " aﬁ
(\

In this study the type of knowlades that studsnt and probationer teachers .

-acquired most rapidly was gensral knowledre about particular children. - After

the first three weeks of contact with a class, beginning teachers had

formulated assessments of pupils’ <aneral abilities and claassroom behaviour.

_Other types of knowiedga appear to develop mors slowly. The reason for the

]

'rapid assessment of general ability and classroom behaviour might be thé&t these

provide useful information in coping with the managerial and organisational

difficulties that berinning tsachers generally experience (identifying the

v

. potentially troublesome pupils, for instance).

The research reported here has been small-scale and exploratory in nature but

‘substantive, methodolopical and theoretical issues.

A

it raises“ggmp

' "an?}.

s

Firstly, it seems likely that an awarensss of tﬁa different types of knowledge
.

that teachers have of their pupils and how these are used wouid aid students’
understanding of teachers’ practice, and help them to think about the development
of their own - to consider, for exampls, the kinds of information they have to
acquirs and the kinds of discriminations they must learn to make in order to
plan the lessons or employ the strategiés/routinés that they wish to. Exactly
what form this shouid take in teacher training is an open question, but thers

would seem to be potential in further research and development work.

An important methodolopical issue arises from the research in that different

résearch methods ware found to pick out different types of knowledge. Repertory

A
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grid techniques in which teachers’ constructs ars elicitsd by asking them to

';compéra one pupil or aroup with another, or non-focussed interviews (e.2. "Tell

me about your pupils”) tend to rewvaal general decontaxtualisod assessments
(behaviour. ability, maturity, sociability) - a finding borne out in previous
investigations using the same techniques (see Nash, 1973; Taylor. 1976; Wood &
Napthali, 1375). Interviews focussed upon particular classroom actions or
features of lesson planﬁing (e.g. "Why did youe..«...?" or “Can you talk about
what was happeningm when.....?") revaal different typea.of knowladge.rrbngihg
from specific attributes and feachersf routines to general knowladge about

children (see also Morine-Dershimer, 1379).

Consequentiy. resaarch which attempts to link teachers’ percobtions of pupils
to teacharé' actions in the classroom may give an incomplete or aven faise
account if it collects data through a method which only describes one type
of knowledre. There are similar implications for policy capturing lthipl
which aim to investigate how information about pupils influeneéi’toachers'

judgements and decisions: teachers' reactions to a situation may be influenced

by their reraral conceptions of pipils, thsir previous experiances with pupils

or by their repertoire of teaching routines. Unless these aspects of teachers'’
éognitions are investinsted, policy cdpturing studies on the effects of
information ebout pupils may be describing some unrealistic relationships.

* 3
Lastly, research on teachers’ perceptions has implications for the development of"”
an adequate theoretical framework for understanding teachers’ qlassroom '
practice. Obviously the nature of teachars’ percaptioﬁs of pupils and thedr foo

relationship to teachers' actions in the classroom are both complex. Our

theoretical frameworks and our research. must take account of this comﬂloxity.
J
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