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Abstract

Although schoolteachers are appointed to a particular office, it is
unclear whether much of what Ehey know is special: réétfiéte& to official
role incumbents and exceptional, or marked off by character, quality, or
degree from 6faihéfy kﬁédle&éé or common Eéﬁéé; Tﬁé ambiguities of tééchlng
as a career--comparatively low pay and status and little opportunity for
ééiéﬁééﬁéﬁé--impiy that occupational commitment may not be necessary for
acquiring téaching knoaiédéé, that the féik§§§§ Ef Eéééhing may suffice. ihis
paper analyzes “teaching kﬁéwiéégé"4-fﬁé iiéhés teachers live by--to address
these iésﬁéé;

The péper introduces four categories of knowledge: the "éSiEways of
teaching," "local mores," "private V£éﬁ§,“ and "Eéééhinh expertise." The

folkways of teachlng describe "teachtng as usual," learned and practxced in

the half-conscious way ‘n which people go about their everyday lives. Local

mores constitute teachxng knowledge held and used 11ke the folkways and mostly

based on them, yet local mores are more variable and likely tb be articulated
as maxims or missions. Teachers' private views are personally C6h§é11in§,

Efi§iﬁ§ from the peculiar experiénces, feelings, and characteristics of
individuals. What mérké off teaching éiﬁéfEiEé from the folkways, local
mores, and private views is less what associated knoaiédéé is about than how

it is held aud used Although it can bu11d on the folkways, teachlng

explanatxon, dxscu381on, and the deliberate management of value dxlemmas.
This paper analyzes, in detail, the "folkways of teaching," arguing that they

are known by acquaintance, through participation, and as common sense.
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 TEACHING KNOWLEDGE: )
THE LIGHTS THAT TEACHERS LIVE Byl

Margret Buchmann2

In all activities and walks of 11fe, people use knowledge. kﬁéétéagé is

about d1fferent tn1ngs and enabies different kinds of action: Knowledge also

differs in how widely it is distributed, how it is gained and held, and how it

is seen as warranted. Truths can be "identified with names; sentences,

propositions, artificial symtois; énd their relatxonsﬁxps, i&eés,
representations, concepts, judgments, intuitions, habits, responses to
stféuii, and e every such class may be varlously defended" (Znanleckx, 1965

p: 8). When thin gs are consxdered a matter of common sense, the questxon of

warrants may not even arise, and even contradictions are taken in stride:
People acqaifé knowledge through participation in cultural patterns; such

part1c1pat10n entrtIes them to be members of groups and allows them to perform

soczal roles. Some cultural patterns have fewer and more h1gh1y selected

partxcxpants than others. These differences relate to theIr pervasrveness,
the degree to which cultural patterns are d1ffused through d1fferent
activities or walks of life. They affect, in turn, the degree to wh1ch

knowledge is valued by and divided among or d1spersed over groups. Although

} 1Based on a presentatlon gIven at the Conference of the Internatlonal
Study ﬁssocratron on Teacher Thlnkxngl "Teacher Thlnklng and Professional
Actxon," Leuven Un1vers1ty, Belgxum, October 13-17, 1986.

2Mirgret Buchmann coordxnates the_ Conceptual Analytxc ProJect and is an
associate professor of teacher education at Michiganm State University.. The
author wishes to_thank David K. Cohen for his encouragement and criticism

dur1ng the wrxtrng process and is also grateful to Lisa A. Jacobson for her

assistance in manuscr:.pt preparatlon.



peop‘e prIze common sense and consider some scarce knowledge ornamental at

best, the arcane tends to be valued more h1ghly than wxdespread knowledge.

How Sgeclal Is Teachxng nowlgggg_

Teaching is a pervasive activity; diffused through all activities and

walks of life. Cat-burglars, janxtors, radxologxsts, and ftamenco dancers are

taught how to do their JoBs, mostly by people not tra1ned as teachers. In
everyday life, people show each other how to do things, explain procedures or

concepts, and respond by praising or correcting the learnmer in the situation.

Families all over rhe world turn out competent natIve speakers with a much

hléher rate of success than teachers with university degrees have in ﬁiodﬁéiné
Eéidéiéi 1ron1c811y, the notion that somé people lack communicative competence

is an artxfact of un1versal schoolxng. And every day, mIllIons of chxldren
watch the1r teachers=-in American schooIQ, six hours a day, f1ve days a week
for twelve years. The "iﬁﬁiéﬁfiéééhip of observation" (Lortie, 1975) gives

them a close-up, extended view of what teachers do.

It follows that teaching knowledge is not considered special and that

people are am51valent about Its value. Just as common Sense and everyday

experxence, teaching knowledge is taken for grantédi valﬁed; yet éééé éé a

matter of course. Where teach1ng is concerned; who are the Ignorant’ 1f

When personal btography and everyday experience Supply recxpes that work

What has not been pickéd up in the school of life will be learned by téaching.

The informal occupational socialization of teachers may provide the key to



most of teachers' operating knowledge, accountiug for its psychologically

subjective but (in both fact and tendency) collective, commonsense nature.

Although schoolteachers are appointed
unclear whether

role incuubents and exceptional, or marked

to a particular office, it is

much of what they know is special: restricted to official

off by character; quality or degree

from ordinary knowledge or common SGnSE. People feel entitled to use their

common sense in teaching. This is why I have chosen the term "teaching

knowledge," not "teacher knowledge." Speaking of teacher knowledge implies

knowledge" allows one to consider knowledge related to the activities of

teaching while leaving that question open.:

knowledge is not complex or

This is

that common sense does not interprat the world.

But it does suggest that the knowledge teachers use camnot be placed on either

side

need

of the divide between "specialized knowledge which particular individuals

in their occupational roles and common knowledge which all adult

individuals need as members of the community" (Znaniecki, 1965, p. 25).

Like the wheel, teaching was invented
open book and, like the occupation,

s and the activities of teaching both

long ago. The folkways of teaching

visible and plain to all. While

have many characteristics by nature

not the object of sight--for instance, abstract geometrical properties,

cognitive goals and outcomes--ordinary people

get things rolling without any clear sense
kﬁbwiédéé is therefore no qaiésiég ;;Eﬁé;;

and to avoid foregome conclusions relating

under ordinary circumstances can
of them: The emphasis on teaching
it

is an attempt to be descriptive

to teacher advocacy and ascriptions



(or denials) of professional status: Although a central and apparently

motivating factor in recent discussions of the knowledge teachers use and hold

(see, e.g., Diorio, 1982; Elbaz, 1983; Schoen, 1983), these matters are beside

the point when trying to understand what lights teachers live by:

For a mass occupation dominated by women, with a flat career, compara-
tively low pay and status, eased entry and low retention, these ambiguities

might be considered a boon, for they imply that occupational comnitment--

making te:ching one's consistent line of work in which one sacrifices time

and effort in training and stands to gain due to superior practice (Geer,
1968)--may not be necessary for acquiring Eé&éﬁiﬁé knowledge. In fact, these

structural features of the occupation may be correlates of its cognitive basis
in the folkways of teaching.
Yet most theorists consider these ambiguities as evils and pit their

arcane versions of téécﬁiﬁé knowledge égéiﬁéf the féiiﬁé&é: They invoke
expertise where people thimk that common semse suffices. They look to

teachers' private beliefs and images as evidence of teaching knowledge that is

and working but find little that is redeeming in formal training either. At
times; some theorists act as if teaching has not yet been invérnted.

These theorists are both right and wrong: wrong to disregard or dismiss

the folkways of teaching, right to make troublesome inquiries; right to
believe that there can be more to teaching than common sense, wrong to assume

that the private beliefs of teachers must be held for good reasons. There is

§6;éfﬁiﬁg strange about trying to keep peoplé from cooking their meals just

because they don't knmow about vitamins; conversely, it would be foolish to



the truth,

When found to be lacking, what do we substitute for the 1ights that
teachers live by and how do we go about setting teaching in a new light?
Being more clear about ééééﬁiﬁg knowledge, how it is held and used and where

it comes from, will help answer that question.

Categories of Teaching Knowledge

For my analysis, I have selected four categories of teaching knowledge:

the "folkways of teachin »" "local mores;" "private views," and "teachin
g ’ P g

ekpertzse." Although these categorxes can be soeéifiéd and characterized
seﬁarateiy, thé§ are not iﬁaéﬁéﬁaééé. Each category has a dxfferent focus:
general patterns of usage, local customs, 1dxosyncrat1c Var1atron, and
reflective--hence cr1t1ca1 and on occasion 1nVentIV°-~mastery. Of the four

categorles, three hlghllght sourCes, and one a g lltz or klnd of knowxng.

More often than not; the folkways Iocal, and personal teach1ng knowledge are

held as 0p1nron, guesswork, and mere tradxtxou, acquxred by habxt, fatse

rnference, and simple 1nternallzat10n, which turns patterns of action and

interpretatxon into thxngs "ao longer easxiy aeceSSIble to reflectxon,

ticism m; modlfleation or expulsron" (Schﬁab; 1976, p. 37).

M.

cr

practlced in the half-conscxous way in whxch peopie go about the1r eVeryday
11ves, in whxch they carry themselves fxttxngty. These folkways are typlcal

and generally work; thé} have their cbrréiates in the character of school
knowledge--that is, in the content and structure of what children learn inm

school. Local mores constitute teaching knowledge held and used like the



11ke1y to be articulated as maxims or missionms, Teachers prxvate views are

like Bacon's (1620/1939) "idols of the cave," Personally compelling, these
"idols" arise from the pecu11ar eiéééiéﬁééé, feéiings, and characteriétics of
individuals who nevertheless are members of groups; hence even their idiosyn-
ctasy is socially colored sud bounded. For these three sources of teaching
ﬁﬁééié&éé, “famiiiarity, common repute, and éaﬁgéﬁiéiiéi td desire are readiiy
made the measuring rod of truth" (Dewey, 1916/1963, p. 188).

What marks off teachxng expertise from the folkways, local mores, and

prtvate views is less what assocxated knowledge is about than hew it is held

and used, Though it can bnild on the féiﬁﬁais, teachlng expertise goes beycnd
their mastery or skilled performance by including (a) judgments of appropri-

ateness, testing of consequences, and considerations of ends, not Just means,

and (b) less typxcal modes of practxce, such as epranatlon, dxscusslon and
the detlberate management of value dilemmas by the teacher: In how they arise
and change, local mores and prxvate views have more affinities to the ééiﬁmais
thén to teachiﬁé éiﬁéfEiéé; Thus, evea though expertise can gfcd out of local
mores and private views, the odds are against it. 1In itseif variable,

teachlng expertlse is the exceptlﬁn by way of character and rare occurrence.

Drawing on research on teaching, teacher thinkiné and the cultures of
teaching éinciééiﬁé teacher education) in the United States3, each of these

categorles can be exam1ned determining what each kind of teaching knowledge

tends to be about, how it arises and changes, how it is held and used, what it

. 3Erom a dxsc1p11nary poxnt of vxew, thxs body of research 1nctudes
soc:ologlcal and anthropologlcal studies, work in cognitive science, and

general scholarship in education.



allows teachers to do and séé, and how it may relate to the other categories.
One can speculate about the ways and the extent to which these different cac-

egories of knowledge provide the light that teachers live by. Are they ia-

§§i§§£i6§§ of means of subsistence? How and why do the foleé&é of ééééﬁing,
on the whole, account for the aspects by which Eéééﬁiﬁg is viewed and prac-
ticed? To what extent do teachers live by the light of local mures, of what
they learn by working in a particular setting? When do teachers rely on their
own iiéhés; Eééchihg and éeéiﬁg téééﬁiﬁg with the héip afforded by their pri-
vate views? How bright or dim are these different lights, and how are old
lights in teaching changed by new ones, if they change at all? Given this

larger context, this paper discusses the folkways of teaching.

The Folkways of Teaching

féachiﬁg ﬁﬁéﬁiéééé is first and foremeE a matter bf usages and social
customs: These folkways of Eééchihg are typical. In contrast to the theories
Sé géhoiars; Ehe foiﬁﬁéys are patterns of action and inéerpreiation Ehaﬁ ex-
ist, are considered right, and are mostly uncodified. Capable of being prac-
ticed without understanding their point or efficacy, the folkways are wide-

§$§ééé and éiﬁiematic; expressing in éiﬁioi and action what Eéééﬁing is aboui.
They are warranted by their existence and taken-for-granted effectiveness.
gbéékiﬁg 6f the “%éiﬁﬁéys of Eéécﬁing" thus iavolves ciéimé of éiiétéﬁéé; Eyé-
icality, ;1§ﬁféé§;; and haif-conscious habit. It is here that the E;Sﬁiédgé

base of teaching lies.

Folkways: What They Are and How They Develop

Philosophers use the term "naturalist fallacy" to describe the motion

that what there is cught to be, yet this notion works quite well in

12



understanding the development and nature of folkwags. To clarify this basic
é;féébfi of teaching knowledge, I rely on William Graham Sumner's (1966/i979)
work,

Sumner's argument owes much to Darwin's theory of evolution. In brief,

Sumner argues that people first experience need and then respond to need by

action, using the method of trial and error. Patterns of action and interpre-
tation arise from recurrent needs, and folkways provide for all the needs of
life. The process in which folkways develop comsists "in the frequent repeti-

acting in the same way when face to face with the same need" (p. 3). Hence

fbikﬁéyé are not tﬁé product of “pﬁrpoée and ;ié"; rather, they develop "un-
consciously;” People learn folkways by tradition and imitation. Based on the
saéﬁééiéy of custom and habif, folkways éffett every individuél within their
range.

In changing, folkways are subject to a twofold strain: the strain of

iﬁﬁi&VéﬁéﬁE, or better adaptation of means to ends, an& the strain of ébnéis:
tency with each other, or the requirement of mutual support. The latter is a
conservative force; the more consecvative, the more a patfern of action and
ihtétﬁfététion ié central to a cultural system as a whoié——ité stability and
functioning: Gellmer (1973) calls such crucial constituents "entrenched

total picture and composure, and those which can only be budged at the cost of
a wide dislocation and disturbance” (p. 177). Although "entrenched clauses"

exist in all systems of thought and action, they are more pervasive in

13



traditional and folk systems, with the result that the world makes sense and

people know where they stand.

In all of this; there is much assent and assertion but little test1ng and

justified belief. Folkways are not even noticed until they have existed a

terpretatxon the ' normal"—-engra1ned in the deta1ls of social 11fe--requ1res

no eiﬁianation (Cellner, 1973) While folkways are due to superstItIous

learning and other forms of false rnference, Insxders feel that the folkways

are "true" and rtght "

because,they are trad1t1ona1 and exist in fact. .. P The tradxtion

15 its own warrant. It is not held subject toiyerrfrcatlon by ex-
perience.- The notion of rlght is in the folkways. It is not out-
side of them; of 1ndependent origin, and brought to them to test

them. (Suﬁner, 1906/1979, p. 28; emphasis added)
When people think or act as it is fitting, th1s looks good. Peoﬁie often see
the suxtabie as being graceful and harmonious. Th1s is another wé& in ;Eiéh
the foikways are socially feinforéed.

Folkways change by the same limited methods by which they arise. Trial=

and-error 1earn1ng is costly and often 1eads to unfounded conclusxons. Unre-

Ilable and rough, guesswork can be 1nsp1red but remains unsystematrc. The

strain of consxstency controls the pace and drrection of change, but compatl-

b111ty w1th entrenched clauses cannot guarantee truth and r1ghtness. As Sum-

ner stresses, folkways can become a sound basis for "the science and art of

living," but they can also be soc1a11y harmful. Yet in learning the folkways
§éo§ié do not simultaneously internalize the disposition to take a hard look
5& Qﬁat Ehéy do and what the consequencea are. Once foikwaYs are abbraiéed,

they convert into a différent category of knowiedée.



Types of Knowing and Acting Consistent With the Folkways

The folkways are known by acquaintance, through participation in everyday
life, and a8 common sense, which caters to people's belief that they are om

top of things. Acquaintance and participation breed the familiarity and half-
conscious habit that fit with the antitheoretical, populist style of common

sense. As "insider knowledge" (Merton; 1973); the folkways command a moral
and cognitive loyalty tempered by the fact that common $énse leaves room Eor

contradietions (Geertz, 1975; Gellner, 1973).
William James (1830/1950) points out that most languages distinguish

"kniowledge about" something from the "knowledge of acquaincance.” People gain

knowledge of the acquaintance type through social interaction and with direct

experience of a quality or thing. "Rnowledge about" things is acquired by

making something the object of thought; it requires detachment and the capac-

ity for coming up with a defensible answer to the question, "How do you know?"

For knowledge by acquaintance, the proper answer would be, "I just do™:

I know ti..-color blue when I see it; and the flavor of a pear when I
taste it; I know an inch when I move my finger through it; a second

of time when I feel it pass; an effort of attention when I make it;

a_difference between two things when I notice it; but about the L

inner nature of these facts or what makes them what they are, I can
say nothing at all, (James, 183071950, p. 221)%

Likewise, people "just know" when their §§66§é has had a bad day or when

someone is acting out of line; such knowledge claims stand without

justification (fé;imin; 1964) .

. YTne distinction between these two types of knowledge is relative. Most
"knowledge by acquaintance" is not "dumb"; some words can be attached to what
is present to the mind by way of description or classification. Yet compared
with a more complex or analytic account, these words may simply show that one

is "to the manner born;"

10



In folkways, knowledge of the acquaintance Eyﬁe concerns patterns of

action and 1nterpretatxon that are no private affair. It is gaLned through
partxcxpatlng in everyday 11fe or in spec1f1c patterns of 11fe in Instxtu-

tions. Schutz (1971) describes it as a "kﬁbﬁledge of EEGéEEBEEEi fécipesii for

1nterpret1ng and hand11ng thxngs, pebple, and occasions. Members of the "in-

group" catch the meanlng of a situation at a glance and khoﬁ a way of acting

that is fittihg; As knowledge;, the folkways are rough and ready: not ail
that eaﬁéiééé, but sufficiently clear to éb on. éﬁééé characteristics are

consistent with styiistit features of common sense as a system for action and

interpretation. Known as common sense, the folkways do not complicate the

There are really no acknowledged speczallsts in common sense.

Everyone thinks he's an_ expert. . . . Tkere 18 no esoteric

knowledge; no special. terhnxque or peculiar gxftedness, and little

or no specialized traInxng. (Geertz, 1975, p. 24)

The authorzty of folkways is empxrxcal that Is, based on (mere) experx-

ence, not scientific testiné or theory: It derives from people's actual par=
ticipétién i them and the ltkeIIhood of gettlng results, for reasonms that efe
uhihoﬁﬁ or only guessed at. Nor is hav1ng a catalogue of means to (éivenj
ends sééefﬁiﬁg to be despiséd it just doesn't go far enough for respons1b1e

actlon. The folkways are an xntegral part of personal blography and collec-

tive tradltlon. For ordxnary people and s1tuatlons, actxng on them accom-

plishes what is needed and avoids Bbtﬁ fuss and risks. The folkways thus have

the practicality of common sense: prudence and astuteness in sizing up

pérsons and situations and in adapting means to (given) ends without much

11
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cogitation. This practicality implies an “objective chance of success" that
makes peopie feel secure and capahie. Hence Schﬁti (197*) conciudes that

1nqu1r1=s by offerrngiready—made drrectxons for use, to replace

truth hard to attain by comfortable truisms,-and to substitute the
self-explanatory for the questionable. (p. 95)

Thinking and acting as ﬁsﬁal can be maintained as long as life continues,

by and large, the same; as long as people experience the same problems for

which the same solutions aiit, on the whoie; work. This means that sésé

one can rely on trad1tlons, hab1ts, and rec1pes wrthout understandxng the1r

origins and purposes or (subjectively) testing their adéquacy. At the same
tiéé, the fittingness of the folkways can lend persons, actions, and occasions

an aura of seem11ness, propr1ety, and grace. Under these condxtxons, peOple
will fee1 fio need to know thrngs anaIytrcaIly, comparatxvely, or hxstor1ca11y,

recognlzlng general types of events and master1ng associated patterns of

action seems good enough When act1ng on p1ausxble, part1a11y ctear and

coherent knowledge 1eads somewhere, there is Irttte incentive for brood1ng

The types of actions consrstent with the foikﬁa§s accbr&ingii include

mastered patterns of action for spec1f1c situations that have the rrgrd but

comfortxng nature of hab1t and flexxble ways of actrng for variable situa-

Schﬁab (1959) piaces these types of action in 1eve1s one and two of "pragmatrc
intellectual space," in which an ﬁctive intelligence of sorts operates; but
where there is no knbaié&gé in the honorific semse of authorize& conviction.

it is reactive in orIentatxon and stops short of th1nk1ng about consequences,

12



reasons for the effect1veness of act1ons, or the comparatlve mer1ts of ends.

These types of th1nk1ng and act1ng dovetail with the style and pretens1ons of
common sense which make probing seem pointless. Still, common Sénsé makes a

case that is different at dIfferent places and changes over time. Like any

other case, rt can "be quest1bned d1sputed affirmed, develoﬁé&, iééésiiééa,
contemplated, even taught" (Geertz, 1975, p. 8).

Teaching As Usual

App1y1ng this analys1s to teachxng suggests that the folkways of teach1ng
are 1earned 21 acqua1ntance; which yrelds famIIIarIty without 1ns1ght, through

barticipatian in culturatl ﬁattérﬁs conta1n1ng trustworthy recipes, and as com-

mon sense, whlch clarms palpable obV1ousness and sagac1ty. Nerther acquaxn—

tance nor test1mony, however, 1mp1y knowledge about the "inner nature" of
teach1ng, and the very notxon is rnrmrcal to common Sense. Tnis anai?sis also
indicates that, for ordinary circumstances and people, the folkways of teach=
1ng w111 produce some des1rab1e results, and that—-although normaliy taken for
granted--they can be tested for their value and valxdxty, and, where approprr—
ate, disputed or debéibﬁéd.

tutes will not take hold for tney 1ack f1ttingness and praet1ca11ty. ?ebpié

w111 "be in for some rude awakenxngs, the act1on is conducing toward its own

defeat, the prOJect won't float" (Geertz, 1975, p- 20).

13



SESQiégiﬁg:§§4méaﬁévbfutﬁe—félkaéié of teaching. Despite a large criti-

cal literature and reform movements associated with Ffamous figures (such as

Dewey and Piaget), people tend tc do what they have always dome in school,
Teachers and textbooks are central to what goes on in school. Thié are whole-

class recitations, teachers give lectures, and students do seatwork: Discus-
sions that are not recitations in disguise are rare and, when they happen,

they are mostly an outlet for youthful energy and opinion. Westbury (1973)

quotes an example in point from a Canadian history lesson:

"I think Confederation is a good thing."

"I think it is a bad thing. I'm against it."
"I'm for it."

"What good will it do you?"

"What harm will it do?" o

"No harm:__I just don't like it."

"Well, I.do!" .

"Let's have a vote." (pp. 102-103)

Teachers usually spend much more time managing and controlling childrea than
explaining things to them: In conventional classrooms right answers-=iot
reasons--characterize intellectual life, and participants do not usually

distinguish between social and epistemic authority (ﬁaéﬁménn; 1984).

Most theorists take a less than placid view of this picture. Yet there
are stable facts about teaching and recurrent nesds arising in classrooms that
lectures and ;ééiéaiions; as Ehe most chétéctefiStié classroom ﬁiéfé;é;; 58
address in some prbdhttiVé and cohesive fashion. [his is precisely the "shel-
Eeriné“ cah&itioﬁ under which Eﬁiﬁkiﬁé Qﬁé éééing as usuai is méintéiné&.
Whereas é;iéiéé act as if Ehere were a iibn ih tﬁé pétﬁ of éduéﬁtiéﬁéi Eﬁ;ﬁéé,

what we are up against is much tougher: a somewhat adaptive, and adaptable,
web of social patterns.

Teaching requires that teachers present what is to be taught, that they

give students opportunities to practice what they have learned, and that they

14
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§faéoéé éééééﬁegi task engagement, that is, mot1Vate them (Westbury, 1973).

work w111 ne1ther be uniform nor unflagglng ) Teachlng children in the social

contexts of schools and classrooms makes executing the e tasks more dlfflcult.

Moreover, a schootteacher must also manage h1s class, an aggregatlon of xnd1-

v1duals he played no part in recru1t1ng, but who must work together in the

interests of tasR attention and order" (p. 102) Being good at management is

an acquired skili, not a v:rtue' it br1ngs together the isoft," affective and

"hard " controlllng sides of teach1ng. But what is specral to classroom

their charge.

Now, it is crucial to see that lectures and whole-class recitations
(i;e;; the rapid-fire, question-answer pattern of instruction) do go some way

toward meet1ng these classroom demands—-securlng some attentlon, some control,

some aaeéEagé, and some form of practice and student learning; Yet the same

cannot be said for all things that could and do ﬁé;ﬁéﬁ in classrooms: And if
handled with skill and jaagaéﬁé,
the gigeféééftaﬁé,of the recitation permxts the teacher to focus on

the content at hand, and to inject new material or insights into the

room whlie,rat the same t1me, adjusting pacing, humour; and the
qualities of his. -expectations to the needs of the class; Likewise,
the lecture permits the teacher to introduce new material, linger
over points of difficulty; and tell humorous or 1nterest1ng stories
while he monitors the learning needs of the class. (Westbury, 1973,

p. 102)
The learning needs the teacher can see, however, will themselves be de-

termined by the folkways of teaching and their iﬁ;iicit reliance on giving

information and getting right answers. At the same time, participating ip
15
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classrooms communicates to children just what knowledge is and what they need

to learn. Under the rule of the folkways; neither teachers nor studsnts will

put inquiry and conceptual understanding at’ the top of the list of things peo-

Sié need to learn in school. Were these "entrenched" patterns to éé; SéGEVéE,
the minimal, potentially respectable achievements of cthe folkways of teaching

would also go;j at worst, ﬁééﬁié could experience considerable dislocation.

Replacing the folkways of teaching: As long as classrooms and people

remain what they are, patterns of action and interpretation meant to compete

tegic) replacements which give ordinary teachers--under ordinary circumstances

their work. Hence educational reforms cannot remain ideologies; instead, they

must supply concrete, specific means for securing some task attention, content

cbVétééé, and control over what students do, as well as provide opportunities

for practice and testing of student learning.

Westbury (1973) discusses the "open" education movement to drive these

points home. This ideology assumes that teachers can create an environment

that supports student-initiated learning and that they can select materiails

that will promote such learning. Consider, for instance, sand and water:

Sand not only lends itself to all kinds of numerous measurement.
operations (sifting; pouring; weighing) but provides a rich variety

of tactile; aesthetic and conceptual materials as well. Wet sand
feels and acts differently than dry sand. Dry sand is good for
making pictures and designs; wet sand affords the added possibility

of three-dimensional construction. , . . Whole towns and road sys-
tems can be constructed, and those in turn may become the subject

of mapping exercises as children learn to represent their three-

dimensional sand town on a two-dimensional plane. . . . In short,
the potential for developing quantitative operations and concepts;
artistic ability; notions of city planning; rudimentary principles

of architecture, eng.neering, drafting, and mapping; and symbotlic
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represEntatron sk1lls--are all inherent in sand and water. (Bussis

& Chxttenden, cited in Westbury, 1973, p. 111)

sand and water. What we need to know is how teachers can ensure that most

students do Eﬁiﬁgé leading to some gégrogriate (even if unconventional) learn-

rng and how teachers can, at the same t1me, manage dxverse and shlftlng work

environments. And since we must not supposé that teachérs aré saints and

prognosis for "open" education is dim, whatever its merits.
1f reforn ideologies provide no means for subsistence, they wi'l have no

power as prescrxptxons and most people ill stlck to or revert to the folkways

of teachxng wrthout bexng fubJect to blame. Replacements for the given must
somehow pIck up the pieces of whatever else rumbles down, and supplements must
be structurally f1tt1ng to functxon. Ignoring these requirements is not ide-

alxsm but lack of seriousness.

ter--supplles another reason, related to how folkways of teach1ng 2re acqurred

and how that affects teacher Ehinkiné;

Are Most Teachers Tadpoles?

Do:tors, iaﬁyérs, and nurses in training have to count on fundamental

dlscreoancles bctween commonsense patterns of action and 1nterpretat10n,

indi vldual nred11ect10ns, and professlonal ways of see1ng and dOLng things.

They find occupatlonal soc1al;zat10r to be a process of com11g to see the

personal experlence and social 1nteract10n, however, future teachers have

17



already been apprlsed of what is frttxng in schools. Teach1ng never qurte

drops out of the contInulty of the1r llves, and it maintains txght 11nks to

the self as a center and to ord1nary exper1ence as a source of meanlng.5 Since
they are no scrangérs to classrooms; people aspIrIng to the profession will

experiencé teaching wmore as a shelter than as "a field of adVénture" (see
Schutz, 1971, also EortIe, 1975, on the ‘concinuation theme") .

Many American students expect to become teachers lxke the teachers they
have known (not uncommonly their own reiatives) and to teach pupiis iike the
ones they went to school ;ith; They typlcally attend colleges close to theIr
places of b1rth ﬂnd prefer to teach in their home states. They may even
expect to teach the same content éﬁéy learned in school——notﬁithstanding the
shifts in vaiues, Enoﬁlédée; technology; economy, and poiiticé that have taken
place over the lifetimes of people Stlll living. VlVld aeﬁafiéé of 10 ,000

hours in classrooms help them determ11e what they want to be and do in

teach1ng, in the character1st1c words of one teacher:

1_remember how I would feel I remember why I would lxke some-

one s . . or why I did not llke a teacher. I think just remem-

bering these things can give you a general_ idea of what you .

want to do, what you want to be and what you want your childrer
to think of you. (Lortie; 1975, p: 79; see also Feiman-Nemser
& Buchmann, 1986)

Be1ng drawn to schools themselves, 1ntend1ng teachers may assume that

schooling fits naturally into the lives of students who have an aptitude
for learning. This implies that children to whom conventional schooling
féels strange will appear to lack promise.

5’rhese condltlons are prec1sely the reverse of what we call an

adVenture,f which is an experience characterized by dxscontlnuxty with

everyday life, remoteness from the ordinary self, and an independent
intrinsic meaning (see Simmel, 1959).

18
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What;Studentsfxnow About Teach g

Althoﬁgh var1ed peopie s experrences of school1ng are 1arge1y compatlble

with teachrng as usual-—whose patterns f1t the ziven and are the g1ven* As

participants, students are part of the actian; experiencing schooling in

common with others aﬁ& ésééééiﬁg §6§1§; rules, and patterns in the do1ng. As

observers, thé& can attest to what they see from th°1r vantage polnt, which

éé;éﬁéé on what kinds of people they are and what their social role is. But

students have nexther a real apprent1cesh1p nor a view of teachlng beyond

their untutoréd percéﬁtioné;

between a good and a bad one. Dependxng on persomal preferences, they favor

some teachers over others. They can also te11—-though perhaps not in so wany

words-—the dxfference between frrendllness, authorxty, and tyrcnny. They

Just know" that teacher questions are not, as a ruie, honest requests for

information which the teacher does ot possess but occasions for student drill
and practice. Ch11dren soon learn how to givé some sembiancé of attention

a'srgnments. They see what d1fferent teachers like and how other students
respond to repriman&s or encouragement. They recognize immediately when they

have gone too far and can even predict the teacher's moves in attempting to

restore attention and order.,
Yet teacher watching ordinarily conveys no sense of technique or of

reasons for choosrng some content and strategy. Students cannot know the
"inner nature" of teaching by acquaintance. Thé limits of participation

interact with the limits of perception:
19
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They are_not_ prtvy to the teacher 8. prxvate intentions and personal

reflections on classroom events. Students rarely partxcxpate in
seiecting goals, mak;ng preparatxons, or postmortem analys13.e .« .
It is improbable that many students learn to see. teaching in a

means—ends frame or that they normally take an analytic stance

toward it. ., . .. What students learn about teaching, then, is
intuitive and imitative rather than explicit and analytical.
(Lortie, 1975, p. 62)

Internalized and generalxzed over 1nd1V1duals, imitation converts into habrt

and tradxtlon. Though ersonal intuition is generally bounded by glven

patterns of action and 1nterpretat10n and is subJect to the straxn of

consistency: The apprentxteshxp of observatxon"-- ]

]

powerful, informal
socializing mechanisa specific to teaching=-therefore promotes conservative,

commonsense orientations in teacher thxnkxng.

Effects on Téééﬁéé fﬁi&i@Eg

t1nu1ty w111 tot d1spose future teachers to thlnk that thxngs may not be what

they seem in classrooos. Rather, the folkways they 1 ed w th w111 be taken

e e ———

on faith and actrvated in experience. The folkways become ready-ma&e recrpes

for act;on and 1nterpretat10n that do not requ1re testrng or analvsrs because

they promis’ famil iar, safe results in normal situations. The tendency to see

tééchihé as a largelj éﬁ;éasiéQAEié profession is reinforced, in turn, by the

basrc tenet of common sense that

some of the Host cruc1al pr0pert1es of the. worid are. not regarded a5

concealed beneath-a mask of deceptive appearances, thxngs inferred

from pale suggestions or riddled out of equivocal signs. They are

conceived to be just there, where stones, hands, scoundrels; and ecotic

triangles are, invisible only to the clever. (Geertz, 1975, p: 22)
Compared to other lines of work, the (felt) information meeds of begimners in

teachxng are, accordxngly, low and limited. They concentrate on managemént

and control as vrsrble aspects of classroom demands novicés know h?
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acquaintance but have not yet handled themselves, and on organizational

rom a student perspective, such as record keeping

a0

requirements not visible

and establishing relations with colleagues and parents.

Typical college teaching is unlikely to upset commonsense notioas of what
teaching is ail about, although it does extend the apprenticeship of observa-

tion to 13,000 hours. Professional courses for teachers tend to confirm these
notions by being either of a commonsense nature themselves ("too easy") or by

not being, or seeming to be, about teaching at all ("too theoretical™). On
’ g

the dﬁoie; formal sbciéiiziné mechanisms in teaching are few and short in
duration, not very arduous, and have weak effects. Teachers regard practice
teaching as the most valuable part of their preparation (Lortie, 1975). If
this induction ﬁapbens in or&inéry ééﬁobié; it will close a circle that begins
éﬁé ends wiEE Eﬁé foiiﬁéié of teééﬁiﬁé; As Eﬁiﬁéé géénd; opbortunifiéé for
acduiriné téééhiﬁé eiﬁéééiéé i; éﬁé United States are scarce ané they are nét
institutionalized,5

The case of Eeachiné is, tﬁeréfbie; shut for most iﬁéeﬁding teachers and
iiieiy to remain so. To be sure, they will learn more about Eéacﬁiné at the
workplace and, for the most part, will develop their private views: But these

categories of teaching knowledge tend to arise by the methods and within the
confines of the folkways. Expertise, as I have defined it, is as inaccessible

- Bcurrent reform proposals in the United States imply (a) an umeritical
idea about what teaching expertise is (e.g.; mastery of teaching subjects or

research knowledge; global or otherwise simplified modes of task-specific
cognitive functioning) as well as (b) an uncritical idea of the role and scope

of expertise in an occupation such as teaching. (This applies even to the
thoughtful Holmes Group, 1986, proposal in its reliance on the scientific

study of pedagogy for tﬁerdoctoralftréihingfbf;tééthihgﬁﬁfofé§§i§ﬁ§§§;? My
current paper focuses on the second point; in future work, I will develop and

reconsider the concept of téaching expertise.
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to the majority of American teachers as the opportunity to become rich or to
climb up the social ladder. A "tadpole theory” will account for most
teachers' operating knowledge, for only exceptional individuals, under

exceptional circumstances, as

the more fortunate of the species will . . . shed their tails,

distend their mouths and stomachs; hop nimbly on to dry land, and.
croak addresses to their former friends on the virtues by means of

which tadpoles of character and capacity can rise to be frogs.
(Tawney, 1964, p. 105; emphasis added)

Most teachers live and die as ta&poies, nothiné more.
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