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Ab t

Early in this dissertatlion a defenslble conception
of teaching is lald out. This conception specifies that
there are learning conditions for teaching, whereby teachers
do their best to bring about learning in students, and that
there is a moral condition for teaching, whereby teachers
accord students dignity and respect. With this conception
laid out, analyses are undertaken of literature on teacher
thinking. The main purposes of these analyses are to see
what conceptlon of teach;ng is implicit in studies of
teacher thinking, and to compare this conqeption with the
conception presented early in the dissertation.

As a framework for analysis of 11teratu£e on
teacher thinking, Lakatos' idea of a research program is
used. Literature on teacher thinking is viewed as a research
program, the "hard core" of which is the implicit conception
of teaching. Lakatos' idea of "problemshifts" is used to
examine the moves from the study of teacher decision making,
to teachers' practical knowledge, to teacher reflection.

Studies of decision making and practical knowledge
are fouﬁd to be based on a conception of teaching which
meets the»learnlng conditions of teaching but not the moral
condition, because these studies investigate teachers'

knowledge but not their values and beliefs.
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Several reasons for the lack: of lnvestigation into
values are postulated and explored, among these the
possibility that values are seen by researchers as tacitly
'held and therefore ilnarticulable. Investigation of Polanyl's
idea of tacit knowing leads to the argument that material
which is tacitly held can indeed be articulated.

The concept of values is then explored and it is
argued that teachers' values should be investigated. The
main reason why this investigation 1s important is that
teachers' classroom actions and decisions are to a large
extent motivated by their values. To understand teacher
thinking, i1t is arqued, researchers must understand how
teachers' values éffect their practice. It is also argued
that to change aﬁd improve thelr teaching practice, and to
meet the moral condition of teaching, teachers must gain
insight into their own values.

From the study of practical knowledge, research on
teacper thinking is shown to be moving to the study of
teachers’' reflection on theilr practice. Work on reflection
is in its infancy, but examination Qf writing on teacher
reflection indicates that this research focus may offer
potential access to teachers' valués in a way that previous
research has not. It is suggested that if research into
teacher thinking includes teachers reflecting on thelr
values, improvement of practice could result, and. the "hard
core" of the teacher thinking research program could change-

to include the moral condition of teaching.
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Introduction

'Research on teachers has been conducted almost as
long as there have been schoolﬁ. This research has moved
from early Qork, which focussed mainly on identifying the
traits of effective teachers, to present day studies of
teacher thinking;

The purpose of this dissertation is to evaluate a
portion of that research history, viewing studies of
. teachers' interactive declision making, teachers' practical
knowledge and teachers' reflection on thelr practice as |
‘parts of a coherent research program on teacher thinking.
The idea of a research program comes from the work of Imre
Lakatos, whose paper on this topic will be discussed later
in this chapter. Lakatos argques that research programs have
an unquestioned "hard core®"™ and a changing "protective
belt", and that a move from one theory to another within a
research program can constitute a ”progressivé or
degenerating problemshift". These terms, mentioned in the
statement of purposes below, will be explained in the

ensuing discussion of the Lakatos paper.



are:

1) To

Specifically, the purposes of this investigation

identify educational norms through the explication of

a defensible conception of teaching, and to use this

‘conception of teaching as the main basis on which studies of

teacher thinking will be evéluated.

2) To examine research on teacher thinking and identify the

"hard

a)
b)
c)

d)

e)

3) To

core" of this research so as to determine |

What fundamental, unquestioned assumptions underlie
this work?

what conception(s) of teaching is/are implicit?

How does this conception (how do these conceptions)
relate to the conception of teaching explicated
early in thls dissertation?

What questions do the assumptions and conception(s)
implicit in this research allow us to ask and what
questions do they dlacourage us from asking?

What changes in the "protective belt" accompany the
moves from the study of decision making, to practical
knowledge, to reflection, and do these moves con-

stitute "progressive problemshifts"?

generate, based on the f£indings of these analyses, a

set of recommendations for future research into teacher

thinkling.



One of the maln vehicles for "unpacking" the
implicit assumptions in this literature will be examination
of the use of language by different writers. Concepts which
are identified as needing clarification will frequently be
investigated by ordinary,language analyslis.

It will be the case on two occasions that a
discussion related to the main argument, while pertinent, is
too lengthy to preéent in the main text without disrupting
the general flow of argument. In these cases the discussion
will be presented in an appendix.

This introductory chapter will beginvwith.an
overview of research on teachers, followed by a description
of ordinary language analysis, and finally by a summary of

Imre Lakatos' work on research programs.

A. Overview of research on teachers

From the earliest time, the major purpose of
research on teachers, whether stated or unstated, has been
to improve teaching practice. Understanding of what
successful teachers do in classrooms has implications for
the training of new teachers and the professional |
development of experlienced teachers. Much research has been
directed to understanding what successful teachers do.

Ea:ly research on teachers focussed mainly on
identifying the traits of effective teachers. Techniques of
measurement and analysis were few, and researchers often

conducted their studies by asking students to describe

-



favorable and unfavorable characteristics of teachers they
had known. Examples of this type of research can be found in
the last century (for example, Kratz, 1896) and during the
following fifty years (for example, Witty, 1947).

Researchers have not only sought student
descriptions of teacheré, they ha§e also extensively
observed and recorded teachers' classroom actions. Doyle and
Ponder (1975) summarize this work by sayling, "After more
- than sixty years of research, investligators have
successfully isolated and described the frequency and
patterns of a large number of speclific behavloré. It is now
possible to describe with some measure of confidence the
behaviors teachérs exhibit with regard to questionin§
practices, direct vs. indlrect verbal influence, nonverbal
communication, pedagogical moves, and the-logic of teacher
discourse, to name but a few" (p.184).

This research has ylelded much valuable
information and many ideas for improving practice. Ideas now
accepted as truisms, such as that teachers do most of the
talkingvin classrooms, tend to ask questions requlrlhg
factual recall, and often treat girls and boys differently,
have all been documented through the observation of teacher
actions. Desplte the value of such studles, however, this
kind of research does not take into account the nature of
classroom life. Teacher actions do not occur in isolation.
They are expressions of a whole human being acting in a

context. In the last twenty years people like Jackson



(1968), Lortie (1975) and Goodlad (1982) have sought to:
describe and understand the complex milieu iIn which teachers
operate.

Modern researchers have more sophisticated methods
of data gathering and analysis, but some of their work is
not dissimilar to the earliest studies of teachers. Current
studies of 'expert' teachers (for ekample, Berliner, 198s6),
though more complex methodologically and having the
advantage of knowledge gained through many years of
research, are remarkably simila:.in intent to much earlier
work. The "Pursult of the Expert Pedagogue" (Berliner, 1986)
éeeks to identify the things good teachers do in‘classrooms,
and the "Characteristics ofvthe Best Teachers" (Kratz, 1896)
really sought to do much the séme thing.

It is rather as if we are visiting a foreign
country again and again and gaining each time a deeper
understanding of the lives of the natlves. We are still
interested in the meals they cook, in their politics and
their religion, but now we are able to seé these not as
colorful oddities, but as meanihgful practices lnextricably
bound in the web of culture.

Our repeated visits to classrooms have led us to
much deeper understanding of the lives of the natlives, both
students and teachers; Here the metaphor breaks down,
however, for while we would not presume to 'improve' on
another country's cultural practices (the efforts of

missionaries and empire builders notwithstanding), all



research into teadhing should ultimately be seen to improve
practice,Aand indeed, this has been the driving force behind
the hundred years of research on teachers. Researchers
sought.for many yéars to describe‘teacher 'behaviors' and
then teaching 'skills', with the i1dea that these could be
‘communicaféd to beginhing teachers and to experienced
teachers wishing to improve thelr teaching. Only relatlively
recently have researchers sought to understaﬂd teacheis'
thinkiné, realizing that teachers bring to their proféssion
distinctive personalities and varying bodies of personal
experlence. Teachérs do not accept unquestioningly
sugqéstions, ideas and curriculum changes which come 'down'
to them. Better understanding of the nature of classroom
life and of teachers' thinking thus has 1mp11cations for the
implementation of new educational programs as well as for
teacher education and professional development. Researchers

investigating teacher thinking are contributing to this

understanding.

B. Ordinary langquage analyslis

The conceptual investigations in this dissertation
will be conducted largely through ordinary language
analysis, and so a discussion of this method is in ordef.
Ordinary language analysls, or conceptual analysls, is a
usefql method for helping us to 'step‘back from' and
understand the ways in which we view the world. We view the

world through a set of concepts, a conceptual structure, and



our lénguagells the public embodiment of that conceptual
structure. We learn our concepts through learning language,
~and studying language helps us to study concepts.‘Conceptual
analyﬁis has its foots in Witfgenstein's linguisticlgppxqaghww
to_phil¢sophy, and though'it‘has evolved since Wittgenétein
it cén Still'be-said that conceptual analysis assumes |
basically this: "For a large'clqss of stateménts-—thoth not
all—-in thch we employ the word 'meaning' 1t can be defined
thus: the meaning of a word is ité use in 1anquageﬁ,
(Wittgenstein, 1953, p.43). There is not; of course, one
méanlng fbr the vast majority of words, but a varlety of
usagesAand'thus a variéty of meanings and'shadés of meaning.
Invest}gating the different ways in which a word is used
gives us a kind of map of the meanings of that word.

Conceptual analyslis is usually'only uhdertaken
when we have a problem w%EE/sqggmponcept: it would be
foolish to analyze evéryfhing;VInveducation, many frequently
used words like 'needs' (as 1in 'student needs' and 'needs
assessment'), 'intelligence' and 'education' itself are used
by different pedplé in different ways, wlth different sets
of assumptions,vand we may in educatlonal discourse
-frequently be talking at cross purposes with each'other.
This does not mean that analyzing a concept will make clear
what the 'real' or'right' definition of that concept is. The
purpose is to better understand fhe assumptions and

connections which underlie our use of words. Soltis (1968)

states this well:



”ﬁ.{many of us...would be hard pressed if asked to
spell-out in‘single words the ideas contained in such
oidinary concepts of education as teachlng, learning ox
subject matter. Yet these very concepts are basic to
any intelligent thought'orvdiscussion ébout éducation}
Furthermore, I believe that an explication of theée
-Videas wOuld'ihVariably result In the unveiling 6f_
importaﬁt nuances oE‘meaning which we uncohsciously‘
assume in our_diScourse and in our actions as students
or teachers. As a result, we would‘not only become more
sophisticated and careful in their use, but we would
alsp gain a deeper insight Ilnto education as a human
endeaQor.'This.is the point of the philosophical"

analysis of educational concepts" (p.7).

In this spirit thé concepts ofvdecision, skills,
values and reflection will be.ahalyzed. These terms merit
analysis by virtue of fheir importance in the literature
that is to be examined in this dissertation and their

unclear or conflicting uses In that literature.

C. Imre Lakatos and the evaluation of research programs

In a now famous paper .entitled "Falsification and
the Methodology of Scientific Research Programmes” (1965),
Imre Lakatos argues that scientific theories cannot be

evaluated in isolation, but should be seen in relation to



the theories which precede and supercede them. Such series
of theorles form what Lakatos calls research programs.

Lakatos argues against several influentlial schools
of thought. One idea he disclaims is the positivistic notion
that any claim must be testable and its truth provable or it
is meaningless. For many years in science this was the
prevailing view, and because of it much creative speculation
waé.disallowed.

‘Lakatos claims that Kuhn (1962) and Polanyi (1958)
a;gué thét scientific change from one dominant theory to
another 1is a kind of "mystical conversion" which is not
governed by the rules of reason but by "the psychology of
discoveryﬁ. Lakatos célls this "truth by consensus" and
attempts to discredit the ldea. He shows his scorn for the
- "sociology of knowledge", which he says serves as "a cover
for illiteracy" when he retells a story recounted by Polanyi
(1958, pp.12—14) about how the audience of scientists at the
1925 meeting of the American Physical Society remained
firmly committed to Einstein's theory despite the remarks of
the socliety's president that he had overwhelming evidence
for the opposing theory of ether-drift. Polanyl suggests
that psychological, rather than rational factors were
responsible for the scientists' commitment to Einstein’'s
theory. Lakatos, however, reconstructs the geries of
theories of which ether-drift was an earlier and Einstein's
a later member, and his "reconstruction makes the tenacity

of the Einsteinian research programme in the face of alleged



10

contrary evidence a completely rationalrphendmenon and
thereby undermines Polanyi's 'post—critical'—mystical
message" (p.163). |

In Lakatos' view Kuhn and Polanyi-present_
lsclentifid revolutions as something like:religioﬁs .
éonversions, with changercéurrihg thrqugh the "psychology
of discovery", wheréas Lakatos_himself’agrees'with_Popper
(1959) that scientific change is rational and occurs via’the
"logic of discovery". | | |

Lakotos states that all scientific theories are
‘fallible, but that we can neithéf prove nor disprove any of
them. This leads_tobthefquestion, if no théory can be |
disproved,'then on what grounds can we ever eliminate any
theory? We must eliminate some theorles or thére will be a
chaotic nglitgggtLon,mLakatbs suggests thét to ensure the’
survival of only the fittest théories, their struggle for
life must be made severe and a theory should be considered
‘acceptable' or 'scientific' only "if it has excess
empirical content over its predecessor (or rival), that is,
'only if it leads to the discovery of novel facts" (p.116).

Lakatos calls a seties of theories ;hgg;ﬁ;iggllx
progressive if each new theory "has some excess empirical
content over its predecessor, that is, 1f it predldfé some
novel, hitherto unexpected fact" (p. 118). He calls such a
theoretically progressive series of theories empirically

progressive "if some of this excess empirical content is
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also corroborated, that is, if each new theory leads us to
the actual discovery of some new fact" (p. 118).

These are different criteria than the time--
honored empirical demand that a satisfactory theory must
accord with observed facts. In Lakatos' scheme, the criteria
for judging a geries oﬁltheories is that each succeeding
theory should produce new facts. A series of theories is
connected by a contiﬁuity which welds the theqries into a
research program.

A research program may bé appraised, even after
its elimination, for its heuristic power, that is, how many
new facts it produced and how great its capacity was to
explain the refutations and anpmalies that arose during its
growth. The history of science, Lakatos claims, has been and
should be the history of competing research programs.

Lakatos also discusses what he calls the "negative
heuristic" or "hard core" and the "postive heuristic" or
"protective belt" of research programs. These are connected
with methodolbgical rules in the following way: the hard
core of the program consists of the "irrefutable",
unquestioned assumptions which may not be challenged and
which thus tell us what paths of research to avoid. This is
why Lakatos calls it the negative heuristic. The positive
heuristic tells us what paths of research to pursue. Since
the hard core must be protected "we must use our ingenuity
to articulate or even invent ‘'auxilliary hypotheses' which

form a protective belt around this core...It is thls



| protective belt which has to bear the brunt ofbtests and get
adjusted and re—adjusted, or even completely replaced, to
defend the thus-hardened core" (p.133).

A research btogram is successful, Lakatos says, 1if
-"all this 1ead$'to é'prbgressive problemshift. He offers as
an éxample of a\successful ptogrém Newton's gravitational
theory, the hard_qore ofvwhich Qas Newton's‘three laws of
dynamics and his law of gfavitation.'Early‘on:many
‘scientists gave counterexamples to Newton's theorieé but
"Newtbnians turned, with brilliaﬁt tenacity.and'inéenuity,
one counter-instance after another into corroborating |

‘instances, primarily by overthrowing the original

observational theories in the light of which this 'contréry

evidence' was established" (p.133).

To sum up,‘Lakétos sayé that "The negatlve
hehristié specifies the 'hard core' of the program which is
'‘irrefutable' by the methodological decision of its
protagonists; the positlive heuristic consists of a partially
articulated set of suggestions or hints.on how to change,
develop the 'refutable variants' of the research-programme,
how to,quify, sophisticate the 'refutable' protective belt.
The positive heuristic of the programme saves the scientist

from becoming‘cdnfused by the ocean of anomalies" (p.135)."

While Lakatos has concerned himself with
scientific theories, he intimates that this discussion is
relevant also to the social sciences. The clash between his

own and Popper's ideas on one hand, and the ideas of Kuhn

12
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and Polanyi on the other, "...is not about a ﬁere technical
point in eplstemology. It concerns our central intellectual
values, and has lmplicatlons not only for theoretical
physics but for the underdeveloped social sciences and even
for moral and political philosophy. If even in science there
is no way of judging a theory but by assessing thé number,
faith and vocal energy of its supporters, then this must be
even more so in the social sciences: truth lies in power"
(9.93). Lakatos offers another way of examining aﬁd
evaluating successive theories, as logical progressions
within a research program. On this view a new theory should
by accepted over an old one if it predicts and leads to the
discovery of new facts. This is what Lakatos calls "the
logic of discovery".

It would probably be exceedingly difficult to
apply Lakatos' principles to moral philosophy, an area in
which 'facts' are hard to come by, though also, as in
~political philosophy, an area in which the adage "truth lies
in power" is often dangerously accurate. In the social
sciences as well, 'facts' about human experience are usually
arguable. Even in science the idea of 'facts' is not
unproblematic: in theoretical physics, for instance, 'facts'
may not be the best term to use in discussions of waves and
particles that no one will ever see.

In this dissertation the work of analyzing
selected portions of the literature on teacher thinking will

be done using a Lakatoslian framework; however, sonme



liberties will be taken with Lakatos' ideas. The notion of
"hard core" will be used largely as Lakatos has defined it,
as the'basic set of unquestioned assumptlions which
. determines the ki;ds of questions which can and cannot be
asked and which methodologies may be used.-The'"hard core"
of;a program‘of research on teaching will largely be the
conception of teaching that is inherent in the program, and
it is toward uncovering that conceptiqn that much of the
analysis will be directed. In terms of the "protective
belt", this will be seen as the shift to new "sensitizing
concepts" (for instance, from "decision making" to
"practical knowledge") which change the focus of research
and thus allow new questions £o be asked, but do not change
the "hard core". |
In the attempt to evaluate whether a progressive
problemshift has occurred in the teacher thinking
literature, considerable liberties will be taken with this
notlon. A progressive problemshift will not be defined as
one which has led to the prediction or discovery of new
'facts'. Rather, the question will be asked, has the move
from the study of decision making, to practical knowledge to
reflection allowed us to ask new questions which give new
insight into the ways teachers think about teaching? Are we
learning more about teachers' motivations for their
classroom actions, and if so, will this new information aid

us in the improvement of practice?

14
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Lakatos' ideas must be adjusted in another way for

use here. While it does not seem unreasonable to call
research into teacher thinking a research program, the
different threads within that program, namely decision
making, practical knowledge and reflection, are not theories
in the way that Lakatos talké about scientific theories.
They are lines of research with different sensitizing
'concepts; and these sensitiziﬁg concepts, namely decision,
practical-knéwledge and réflection, will be explored as the
different 1iﬁes of research are examined; |

| Despite these adjustments to Lakatos' 1ideas, the
framework used in the dissertation is clearly Lakatosian,
and this framework was selected specifically because it
offers certain things useful for this analysis that other
frameﬁorks do not. The notion of a research program's hafd
core which contains unquestioned assumptions and leads
researchers away from certain research questions is a clear,
well defined idea that helps to do the work of uncovering
the implicit conception of teaching in literature on teacher
thinking. As well, the notlons of progressive problemshifts
and of changes in the protective belt of a research program
lend specific direction to the analysis of movements within
the teacher thinking research program. An alternate
framework might have been Kuhn's notions of paradigms and
paradigm shifts, but these are vaguer, less explicit and

less useful for the analysis to be undertaken here.



The main component of the hard core of the
program of research on teacher thinking is the conception of
teaching that is implicilt in the literatuie. Before
examination of the literature begins, the first purpose of
this dissertation, stated at the beginning of the preéent
chapter, must be fulfilled; namely, the identification of
educational norms through the explication of a defensible
conception of teaching, so that that conception can serve as
the main basis on which to evaluate the program of research
on teécher thinking. It is to this task that the next

chapter is devoted.

16



A, Concepts and Conceptlons

In the first chapter of this dissertation an
explanation was given of ordina;y_language'énalysis.
Ordinary language analysis offers one way of uncovering the
basic uses of terms iIn language so that we can understand
and use concepts more clearly. This is importaht‘in
educational discourse because many of the major concepts in
education are used in diverse and unclear ways. Sometimes
just the exercise of focussing on and examining a concept
helps us to gain clarity.

The Oxford Dictionary defines a concept as "a
general notlon", and getting clear on our use of concepts
helps us to understand the general notlions that underlie and
guide our thinking. A conception, on the other hand, is
defined as "a thing concelved; an idea". It is more complex,
more fully developed, may be fashioned from several concépts
and may vary more in the ways it is used and understood by
different people. A concept may be seen as a publicly-held
set of 'rules' or norms governing the use of a term, and a
conception as an individual's more idiosyncratic

interpretation of a concept or cluster of concepts.

17
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The concept bf education, for instance, is a
general notion, although one which needs clarifying if
educators are to discuss it productively. Many of us
probably share a basic general notion of what education is.
But a conception of education will involve many more details
about how, why and what education entails and when and where
it should or does take place. A conception of, say, 'liberal
education' or 'glfted educatlion' may be an even more complex
idea which is likely to need considerable explanation by the
person using it if it is to be understood as he or she
intends.

Sometimes people fashion conceptions
self-consciously and systematically to do specific jobs, or
when they feel that existing conceptions are inadequate.
This may involve clarifying concepts that are vague or
confusing and 1ayihg out their boundaries. Someone might,
for instance, want to develop a conception of 'glfted
education', a term in frequenf current use, and this would
involve, among other things, clarifying both of the
constituent terms. In the purposeful development of a
conception one lays out and justiflies an idea or set of
ideas to serve a particular purpose. Such a purpose might be
the development of a program for gifted gducation."A first
step in this kind of conception development will likely be
the conceptual analysis of constituent terms. It is also
important to examine the views of different authors on the

conception and perhaps on the constituent terms. As well,



one should make clear what order or category of things are
being discussed to avoid confusioh. Someone constructing a
conception of critical thinking, for example, would have to
éome to grips with thé often confusing discussions of
'skills' in literature in this area (are there such things
.as 'thinking skills'?). Someone interested in "personal
practical knowledge" might notice that values and knowledge
had been confounded in previbus literature, and attempt to
rectify this in a new conception. 1In education the
conception one fashions should be clear and coherent,
compatible wlth known empiricalvdata and heurlstically
fruitful.

One of the most famous examples of self-conscious
conception construction is Rawls' (1971) conception of
justice. Rawls carefully iays out the conditions of various
conceptions of justice and imagines how a person in the
"original position" would choose between them. The "original
position". posits a person functioning behind a "veil of
ignorance”, possessing general knowledge of the workings of
people and the world, but not of hls or her own talents and
place in society. This allows an impartial choice. Rawls
systematically explains the reasoning behind various
conceptions of justice, showing the implications and flaws,
and then builds his own conception.

Such systematic, self-conscious conception
constructlon 13 seldom done, however., Many writers offer

their conceptions of ideas they see as important, but these

19



are often merely hinted at or lmplled, and way in fact not
ever -have been carefully thought out. In the literature on
teachers one frequently finds such phrases as
"conceptualizing the teacher as a decision maker". This
would seem to have more to do with a conception of teaching
than with the concept, or general notion of teacﬁing,
Although "teatrher as decision makef" is not a complete or
finished conception, when researchers choose to
'coﬁceptualize' teéchers as decision makers they are
offering a more developed idea than the general notion. This
'conceptuélization' will affect their choice of research
methodology and language.

If was stated in the first chapter that one of the
purposes of analysing selections from the literature on
téacher thinking will be to see what conception or
conceptions of teaching are implicit in the literature. As
researchers into teacher thinking observe teachers, talk
with them and write about the teachers' work, they hold
assumptions about what the tasks and purposes of teaching
are. The conception of teaching that each researcher works
from encapsulates the standards according to which 'good'
and 'bad' teaching will be judged. As well, the researcher's
conception of teaching may influence the language he or she
chooses to use to talk about teaching, the areas he or she
sees as worthy of study and the research methodology that is

chosen.
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Because the conception of teaching that is held
will influenée standards of value, use of language, areas
chosen for study and research methodology, I will in
examining the literature attempt to bring these areas into
focus so as to illuminate the conception of teaching that
underlies them. That analysis will be done in a later
chapter. Prerequisite to that work, and the purpose of the
present chapter, is the laying out of a clear, defensible
conception of teaching. The purpose of explicating a
¢onception of teachlng 1ls so that thls»conception can serve
as a standard agalnst which to eyaluate whatever conception
or conceptions are uncovered in the llterature.

No new conception is proposed for this purpose.
Rather, the conception offered here 13 drawn from varlous
writings of Paul Hlirst and Richard Peters. Hirst and Peters'
work was selected because it appears td offer a more
detailed and comprehensive conception of teaching than other

writers. Komisar (1968), for instance, has investigated the

21

concept of teaching but not constructed a conception. John :

Dewey's conception of teaching can be lnferred from
examination of his work, but he has not self—consciouslj aﬁd
systematically constructed this conception as Hirst and
Peters have done. Among the strengﬁhs of Hirst and Peters'
conception are its clarity, its thorbugh justification at

each step, and its comprehensiveness.
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B. 'Teachlng' and related concepts

'Teaching' would seem to be related to several
other concepts, notably 'education', 'schooling' and
'learning'. If the person in the street were asked to
describe the relationships between these four goncepts, he
or she might say sbmething like, "In school teachers.teach
and students learn, and that's how dne gets an education."
There is certainly trutﬂ in this, but some finer
distinctions should be made. Discussion of the relationships
between these different concepts will help to lend clarity
to the discussion of.teaching itself.

Hirst and Peters (1970) state that education is
"not a single specific activity or process like gargling or
cyclihg" (p.74), but a more abstract term like 'reform' or
'improve' which "seems to draw attention only to the
standards to which the class of activities must conform and
which give them their principle of unity" (p.74). This group
of activities "all contribute somehow to achieving the
general end of an educated person" (p.74).

Education necessarily involves learhing. Changes
‘brought about in a person by physiological maturétion cannot
be called education. Learning involves mastery or
achievement of some particular X, such as mastering a skill
or knowing something one did not préviously know. This
mastery or achievement is brought about as a result of one's

own experience.
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The learning that one does uader the heading of
'education' need have nothing to do with school. One can be
self-educated or educated in a variety of formal and
informal non-school settings. It seems quite natural to say
"My trip to Japan was a real education", for although the
major purpose of the trip may have been a sightseeing
holiday, the traveller might have 1earnad a good deal about
Japanesé language and culture. He or she may also havev
learned how to swear at taxi drivers and eat with
chopsticks, but "it rmust be noted that 1f all educational
processes are processes of learning, not all'processes‘of
learning are processes of education. The value criterion for
education clearly implies that much which can be learnt must
be excluded from educatlon elther as undeslirable, for
instance a sexual perversion, or as trivial, for instance
wiggling one's ears" ( Hirst and Peters, 1970, p.76). This
values criterion that Hirst and Peters stipulate requires
that what is 1earned is valuable according to societal and
moral standards. They stipulate also a "knowledge
conditlion", which states that education lnvolves the
development .of (worthwhile) knowledge as well as depth and
breadth of understanding.

| While there 1s a loglcal connection between .
education and learning, there is no such connection between -
either of these terms and teaching. Education and learning
go on wlthout any teachlng. Teachlng can, however, certainly

help people to learn, and thus to become educated. Teaching
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1s central to the idea of schooling. As our person ln the
street said, "In schools téachers teach énd students learn,

and (we might slightly amend the statement) that's one way

that one can get‘an education."

Teachers don't always teach, of course, and-
students don't always learn, but by definition séhools are
places where education (and therefore learning) through
teaching is supposed to take place. Some of the things we
want students to learn (and these things stem from our
educational values) would seem to require deliberate
teaching. Some people, i1f left to their own devices, miéht
learn to read and write and do differential calculus, but
most need to be taught at least some things during the
learning of these and other educationally desirable
(according to our socletal standards) competencies and bits
of content.

In terms of the characterlistics of teaching,
several things can be said. Komisar (1968) distinguishes
between three different senses of the woxrd 'teaching'.
First, teaching "names an occupation or an activity
habitually, characteristically engaged in" (p.68). A
sentence illustrating this sense would be "She has been
teaching for twenty years." Second, teaching "refers to a
general enterprise, some activity being engaged in" (p.68).
In this sense we might say that Jones is teaching till noon,
although he may engage In such non-teaching activitles as

opening the window or sharpening a pencil. Third, teaching



"characterizes an act or alludes to an act as being of a

certain sort (belonging to the enterprise of teaching)"
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(p.68). A teaching act might be demonstrating or explaining, .

and dembnstrating or explaining cbuld involve talking,
working a plece of apparatus, writing on the board or some
more exotic activities. Hirst,(1973,‘p.168) says that
teaching is an intentional activity and "The intention of
all teaching activities is that of bringing about learning."”
Thus in Komisar's third-sense the activities "of a certa}n
sort" could be said to be the sort of activities which are
intended to bring about learning in the students. As Hirst
(1973, p.168) says, " If therefore a teacher spends the
whole afternoon in activities the concern of which is not
that the puplls should learn, but, say, the inflation of his
own ego, then in fact he cannot have been teaching at all."

Hirst makes a distinction between the task and the
achievement senses of teaching. In the task sense the
teacher is trying to get the student to learn something; in
the achievement sense success is implied, that is, learning
has indeed taken place.

Teaching, then, involves the intention to bfing
about learning. In order that the teaching can realistically
be expected to bring about learning, Hirst and Peters (1970)
make several other stipulations as well. The activities the
teacher chooses must "if not overtly, at least by
implication, exhibit, display, express or explain to the

learner, what is to be learnt. However firm one's intention



to teach swimming might be, it would be absurd to count an
analysis of English grammatical structure, or even a
presentation of howAto solve certain equations in
hydrodynamics, as in fact teaching swimming” (p.79). As
yell; the activities chosen must be at a level of difficulty
appropriate for the learner's cognitive state, so that he or
she can in fact learn. Given all these things, it is
obviously important that a teacher have clear objectives in
terms of what is to be learnt, so that the teacher can
select appropriate activities and methods and sequence of
presentation. Together with the intention to bring about
learning is the condition that what is to be learnt is not
trivial or undesirable, but has educational worth as
recognized»by the standards of our society. Specific
instances of "educational worth" are probably endlessly
arguable; nevertheless, a fairly clear set of standards does
exist and teachers and curriculum planners must weigh the

learning experiences they select against these standards.

This sectlion has involved examination of the
concepts of education,vschooling, teaching and learning and
their interrelationships. Hirst and Peters conqlude that
"educational processes are those processes of learning,
which may be stimulated by teaching, out of which desirable
states of mind, involving knowledge and understanding,
develop" (p.86) and that "though teaching may not be
necessary to all forms of education and learning, it is

necessary to schooling” (p.77). Teachling involves the

26



27
intention to bring about learning and the selection, with
clear learning objectives in mind, of activities which
expfess or encépsulate that which is to be learned and which
are appropriate to the developmental stage of the
learner(s).

Since the selection of approptiate methods and
materials and the gearing of lessons to the developmental
stage of the learners are ways of insuring, as much as
‘posslible, that the intention to bring about learning is
carried out, these will be called the‘lggrgigg'cgggitlons

for the conceptlion of teaching preSented below.

C. A conception of teachlng

Having drawn these important clarificatlions, what
else 1s there to be said about teaching? This conceptual
clarification has led us to the learning conditions for a
defensible conception of teaching. One other vefy Important
condition remains to be argued.

Before moving to further development of the
conception of teaching, however, it 1s appropriate to ask
about the use of the word 'defensible'. In what ways should
a conception of teaching be defensible? In the first place,
the conception must be logicélly defensible in that it is
sound and senslble and its parts work well together. Hirst
and Peters' careful analysis of teaching and related
concepts would seem to satisfy this criterion. In the second

place a conception of teaching should be educationally
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defensible, that is, it should help to further the generally
agreed upon ends of education. Since the major aim of
education in our socilety is the learning by students of
worthwhile content, skills and attitudes, and since Hirst
and Peters' analysis indicates how teachers can bring about
such learning, this second criterion would appear also to be
satisfied. In the third place a conception of teaching
should, since teaching involves relating to other people, be
morally defensible and give an important place to the notion
of respect for persons. It is to this area that the

remainder of the discussion in this chapter 1is devoted.

'That teaching is'a moral enterprise is
inescapable, not only because working in close contact with
others involves moral questions of how one ought to treat
other people, but because the educational aim 6flconveying
things of value means, in part, conveYing by lesson and
example moral principles such as respect for persons.

Hirst and Peters say that "Teaching, as an
“activity, is unintelligible unless somebody is or is thought
of as a learner. The view which a teacher has of his pupils
should; theréfore, provide a thread of unity which runs
through a whole range of his dealings with them..."
(pp.89-90) These dealings involve formal lessons as well as
informal conversations outside the classroom, and the view a
teacher should take of his or her students in these
dealings, ideally that students are persons and must be

accorded dignity and respect, is an important component of
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any defensible conception of teaching. How the notions of
dignity and respect are interpreted in varlous situations
will 1nvolve many difficult questions and the weighing of-
different sets of values. As well, teachers may hold biases
that sometimes inhibit their acting on the principle of
respect for persons. |

Treating students according to the principle of
respect for persons provides a guiding principle for
teachers but usually does not dictafe how exactly teachers
should act in specific situations. They.must make many
difficult decisions, iIn the area of discipline, for
instance. The teacher's personal and educatlional values and
the values of the school will interact with and sometimes
conflict with the teacher's obligation to treat students
with respect, dignity and fairness.

It is clear that to effectively express and embody
the principle of respect for persons teachers must possess
considerable understanding of their own values and the
sometimes subtle wéys these may be communicated to students.
Some values may be held tacitly or even subconsciously and
may affect teachers' classroom actions and decisions to the
detriment of students. If teachers are to make intelligent
judgements about how best to interpret the principle of
respect for persons 1ln various situations, they should
reflect on their personal values and also on the values that

are operating at the school level. There are possible
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conflicts between personal and school values that may cause
teachers frustration and confusion.

Another source of possible conflict for a teécher
is that he or she must, on the one hand, respect the pride
and sensitivity of his or‘her students and on the other hand
try to fulfill the’fequirements'of the role of teacher
within an educational institution, respecting the subject
matter he or she is meant to convey. A teacher must "have
regard alsd to the values immanent in what he is teaching.
He must not be so overwhelmed with awe at the thought of
another expressing his innermost thoughts that he omits to
point out. that they are not very clearly expressed or
scarcely relevant to the matter under discussion. An art
teacher who is content to let children express themselves,
without any concern for aesthetic standards, is deficient as
a teacher whateverAhis or her merits as a respecter of .
persons" ( Hirst and Peters, 1970, p.92). Respecting subject
matter standards is connected to the learning conditions
specified earlier, and to the selection of éducationally
worthwhile learning experiences.

A teacher must, then, weigh these sometimes
opposing sets of values in order to be trqe both to moral
principies and to the demands of the role of teacher in an
educational institution.

The requirement that teachers treat students with
dignlty and respect according to the basic moral principle

of respect for persons will be called the moral condition.



The learning conditions and the moral condition together are

the components of this conception of teaching.

. In summary, the conception of teaching developed

here from the work of Hirst and Peters is logically,

educationally and morally defensible. According to this

conception of teaching the following statements can be made:

1)

2)

3)

4)

5)

6)

Teaching involves the intention to bring about
learning;

The activities selected to bring about learning
must indicate to the learner what is to be learnt.
The activities and methods selected must be approprliate
to the learner's cognitive state, so that he or she can
In fact learn.

The activities, content and methods selected must
reflect and be appropriate to the teacher's clear
educational aims.

That which is to be learnt must not be trivial or
undesirable, but must be educationally worthwhile
according to defensible standards.

These five points speclfy the learning conditions.

The teacher should express and embody, to the best of
his or her abllity, the moral principle of respect for
persons in all his or her dealings with students.

This point specifies the moral condition.
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Having articulated the details of this conception
of teaching, we turn now to the literature on teacher

thinking, beginning with studies of teachervdeéision making.
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A. Research into teacher thinking

The first seven or eight decades of research on
teachers was devoted to the investiéation of teacher
behavior, and this research has been fruitful in many ways.
Teacher behaviof is no longer the major research focus,
because teachers' actlions have been quite thoroughly
described and analysegd, énd this kind of research does not
appear to offer many new insights. The investigation of
teacher behavior can be seen as a research program which,
while 1Lt may not be supplanted, Is at least rivalled by a
new research program that emphasizes teacher thinking.

These two research programs have some rather
different basic assumptions. The teacher behavior program
assumes that we can know and understand most of the
important things‘about teaching from observing teachers'
overt actions. The teacher thinking program, on the other
hand, assumes that we need to ask teachers about their
thoughts as well as observing theilr behavior. The teacher
behavior program does not give a major focus to the context
of teaching, assuming that to a large extent teacher
behavior can be understood without the detalls of context

and judged abcording to a standard set of criteria. The
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teacher thinking program assumes that teacher behavior can
best be understood in the varying classroom context, and
criterla for Judging behavior to be effective or
ineffective, appropriate or lnapproprlate, will vary
according to context. As well, the teacher behavior.program
assumes that specific teacher behaviors can increase student
achievement, and that there is a standard set of teaching
skills, while‘the teacher thinking program takes the view
that because teaching and learning are complex it is seldom
the case that a few particular teaching actions will
correlate highly with a few particular measures of pupil
learning, and that because teachers bring different
abllities and experiences to their teaching, they will have
different styles and methods and exhlibit different skills.
Having made these statements, they must now be
qualified. Setting up a feacher behavior/teacher thinking
dichotomy 1n this way is useful in that it gives, rather
starkly, something of the different flavours of these two
research programs. However the portrayal is too stark and in
fact people involved In either of these research programs
may share many assumptions with each other. Despite the
importance given to context in teacher thinkihg studies, for
instance, the fact remains that there IS a standard set of
criterlia by which we Judge effectlive and ineffective
teaching. Without standards, no evaluation would‘be
possible. As well, early research on teacher behavior was

simpler methodologically than much current research, and the



lack of atfentlon givén to context may have been due partly
to the lack of techniques available for this kind of study.
Nevertheless, while the assumptions of b9th programs may not
be mutually exclusive, and while it may not be entirely
accurate to state them as starkly as was dohe above, there
is definitely a basic difference at the heart of the two
programs. The teacher behavior program seeks.to discover
what acts teachers petform in classrooms, and so obviously
the underlying assumption is that these acts, or behaviors
are of fundamental importance. The teacher thinking'program
seeks to understand the thinking that motivates teachers'
acts and decisions and the classroom context in which they
take place, and the'underlying assumption is that acts are,
if not unintelligibie, at least nbt particularly meaningful
or enlightening without reference to thinking and to
context.

The followling review of literature examines the
major works on teacher declslon,making and discusses the
ideas of writers representative of the major directions and

perspectives within this area.

The systematlic study of teacher thinking began
about 1970, although some writers during the 1960'3
expressed dissatisfaction with the teacher behavior
approach. Researchers into teacher thinking have used
several different foci in thelr investigations. One of these

has been the study of planning.



Literature on educational planning stretches back
for at least flfty years, butiunder the auspices of teacher
behavior research thls literature was prescriptive,
dictating to teachers how they ouéht to plan.-Afte; 1950
most prescriptive planning literature was based on the model
proposed by Tyler, advocating that teachers speclify
educational objectives, plan aétivities designed to achieve_
those objectlves, and plan appropriate evaluation
procedures.

A notable departure from this model occurred when
Macdonald (1965) and Elsner (1967) suggested that teachers
do not start with objectives when they begin to plan, and do
not proceed through the steps of Tyler's model. They focus
first on actlivities that their students will enjoy and at
which they can be successful. Objectives arise in the
context of instructional activities. This was called an
*integrated ends-means model" in its later elaboration by
Zahorik (1975).

Studies of teachers' actual classroom planning
remain relatively few in number. The results of those
studies that have been done are quite consistent, agreeing
with the findings of Zahorik (1975) that teachers spend most
of their planning time concerned with the subject matter to
be taught, and on instructional strategles and activities. A

relatively small amount of time is spent on objectives and

evaluation.
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Yinger (1980) investigated the thinking of the
teacher 1n hls study by having her talk aloud as she
planned. Yinger suggests that in planning a teacher is
'problem-finding', discovering potential useful
instructional ideas and elaborating on them. He says that
problem~-finding involves interaction amoﬁg four components:
the particular planning dilemma confronting the teacher, the
teacher's knowledge and experience, the teaching goals and
the teaching materials. The acknowledgement that teaching
situations differ and that individual teachers bring
different knowledge and experlience to their tasks marks a
major difference between teacher behavior research and
teécher thinking research.

Investligation of teacher planning did not open up
as a major area of lnterest In itself, and the number of
studies specifically directed to planning remains small.
Studying teachers' planning involves investigation of the
decisions teachers make while planning, and many researchers
found it more fruitful to choose decision as the central
focus. ”

Another focus was on'teacher judgement. Studies
with this specific focus are also few in number, and have
tended to be hypothetical or laboratory studies. One such
study required teachers to £i11 out questionnaires stating
their expectations and the instructional strategies they
would use for students with particular backgrounds

(Shavelson, Cadwell and Izu, 1977). In judgement studles,
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too, the word 'deciélon' was mentionedlfrequently. Duriﬁg
the 1970's teacher decision making was an area of major
interest.

In 1973 Shavelson made the statement, much—quoﬁed
since, that declision making is "the basic teaching skill".
"Any teaching act", he wrote, "is the result of a
decision--sometimes consclous but more often not--that the
teacher makes after the complex cognitive processing of
available information" (p. 144). Shavelson sees a link
between earlier behavioral studies and studies of decision
making: "This conceptualization (of the teacher as a
decision.maker) incorporates previous‘research on teaching
skills. Such skills as questioning, explaining, reinforcing
and probling represent the teacher's repertoire of
- alternative acts from which he must choose at any instant in
timé" (p. 149). The iink which Shavelson posits between
studies of teacher behavior and studieé of decision making
seems appropriate, and in fact decision studies share
gqualities of both the teacher behavior and teacher research
programs. The view that there are a varlety of "téaching
skills" such as questioning, explaining and probing is not
unlike the view that there is a standard set of teaching
"behaviors”" from which a teacher selects. Studies of overt
teacher behavior seek answers to the question "What does the
teacher do?" Studies of teachers' decisions ask not only

what but when and, most significantly, they sometimes ask



why. "Why did the teacher choose this action at this time?"
This question takes us into the realm of teacher thinking.
Shavelson is, however, inaccurate in labeling
decision making (or expiaining,,or probing) a skill. This is
not a minor point, but a mléunderstanding that has
implications for how decisions are discussed and studied and
for how classroom decision making is approached in teacher
education. The view that there is a varlety of "teaching
skiils" such as questioning, explaining and pfoblné, and the
view that deciding which of these to select is itself a
skill, is not so different from_the idea that there are a
standard set of teaching "behaviors" which can be selected
from. The 'conceptualization of the teacher as a decision
maker; suggests a conception of the teacher as an active‘
thinker, responsive to changing classroom conditions, but
the definition of decision making as a skill does not
accurately portray the thinking which underlies decision.
To make these clalims more intelligible it is approprlate at
this time to divert from the main flow to investigate the

concept of skill.

B. An analysis of the concept of 'skill’

'Skills' is a word used frequently by educators,
who strive to help students improve their "listening
skills", "thinking skills" and "problem solving skills".
Many claim to be able to teach such 'skills' as classifying,

inferfing and evaluating.

39



Teachers are supposed to be able_to acquire a set
of "teaching skills". Shavelson's (1973) language in his
article "what 1s the Basic Teaching Skill?" is typical:
"Skills such as questioning and explaining represent the
. teacher's repertoire of alternative acts from which to
choose, while skills such as listening and hypothesis
generation influence the quality of information from which

the teacher estimates the student's understanding and the
‘utility of alternative acts. One implication is that teacher

training should include a decision-making component that

integrates the other basic skills" (p. 144). While it is not.

unclear what Shavelson is trying to say, such language is
misleading.

A skill is defined by the Oxford Dictionary as
”expertnéss, practised ability, facility in doling something,
dexterity”. It is by implication discrete and separable from
other activitlies. '

In an article on the misuse of the words
'processes' and 'skills', Daniels (1975) says that skills
are particular facilitles, not general abilities. A recent
Canadian educatlonal document llsts such ‘'thinkling skills'
as classification, generalization, extrapolation, evaluation
and analysis. Of the 'skill' of analysis (for example)

Daniels says,

"I1f we choose a sufficlently narrow range of things
to...analyse, we may be able to ldentify particular

activities to do and exercises to practice to develop

Lo
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the relevant facilities. Thus chemical technicians
learn certaln routines for synthesizing products.
.These routines are procedures that can be learned

aé strings of facilities, and trainees can thus become
skilful analysts, evaluators, and so on. But there can
be no geheral skill of analysing or evaluating because
criteria differ from one area of analysis to another"

(p. 253).

Similarly, such 'teaching skills' as questioning
and explaining must be suspect. A teacher could be a skilled
questioner, but in asking students appropriate questions he
or she is not exercising one skill. To be a good questioner
the teacher must be knowledgeable about the subject at hand,
must be articulate, sensitive to the abilities and
dispositions of her students, and must have, as Shavelson
says, "...not the ability to ask, say, a higher order
question, but the ability to decide when to ask such a
gquestion" (p. 144). He or she might be a better questioner
in mathematics than in soclal studies, or might be a
generally good questioner of students, when questions are
designed to teach, but a poor questioner of the family
doctor or local politician. It 1s clear that context is
important, and that the skilful questioner has a number of
important sensibilities, abilities and propensities, not the

least of which 1s the exercise of good judgement about the
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right time to ask certain kinds of questions and to whom
they should be asked.

Decision making is nelther a skill nor a set of
skills, and the decision?making teacher, like the
questioning teacher, is exercising judgement based on her
knowledge and experience; It seéms likely that a teacher
could improve the quality of her classroom decisions not
through training in "decision making skills", but through
analysis of and reflection on decislions she has made, and
explorat}on of the values, beliefs and knowiedge that
underlie these decisions. |

The term 'skills' as it has been discussed here,
is not just a harmless misnomer. Viewing problem solving,
critical thinking or decislon making as skills or sets of
skillls suggests toba teacher certain teaching approaches
which, since they are based on a misapprehension of the
nature of that which they purport to teach, will likely be
ineffective and could be counterproductive. Viewing teaching
as the exercise of a set of "teacﬁlng skills" and teacher
decision making as a skill in itself i1s an lnaccurate

representation of what teachers do.

C. Review of the literature on teacher decision making

a) Introduction

In thelr discussion of teachers as decision

makérs, Sutcliffe and Whitfield (1979) define a "teaching
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decision" as "a decision made during the execution of the
profess;onal responsibilities of the teacher" (p. 16) and
distinguish between reflective decisions, which are
"non-immediate, contemplative decisions concerning events in
the future" (p.9) and immediate decisiohs, which "occur as a
result of. forces pefceived as affording no time fo;
reflection” (p.10). This is an obvious but important
distinction in the literature on teacher decision making.
Clearly planning decisidns are of the reflective kind, and
decisions made while the teacher is actually interacting
with students are immediate. Immediate decisions are also
referred to in the literature as 'interactive' decisions and
'inflight' decisions. They will be referred to heré as
interactive decisions. |

Interactive decision making has been difficult to
study, because decisions made 'on the spot' during teaching
occur rapidly and may involve little deliberation or
consclous choice between alternatives. An observer might not
be aware on the basis of the flow of events in a classroom
that many quick declisions had been made by the teacher. Yet
because of the unpredictabllity of students' responses, it
is logical to assume that despite their best laid plans,
teachers must make many interactive decisions about how to
respond to students' behavior and how to adjust lessons to
meet students' immediate instructional needs.

Researchers interested in teachers' interactive

decision making have used the method of stimulated recall to
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study classroom decisions. Ail,df the empirical studies of
teachers' interactive decision making identified in this
review have used the stimulated recall method. Because of
its importance in this reséarch, and becauée there has been
‘some controversy over the accuracy of results obtained by

this method, an examination of stimulated recall is in order-

here.

b) The stimulated recall method

Virtually the only research method identified as
useful for the study of teachers' interactive decision
making has been stimulated recall. A teacher 1is audiotaped,
or more often videotaped, while teaching, and the tape is
played back to the teacher soon after the lesson. This is
done immediately after the lesson if possible, and no later
than the end of the same day. The researcher asks the
teacher to lidentify points during the lesson at which he or
she made decisions, and then questions him or her about
those decisions and the conditions surrounding them. The

questions asked by Marx and Peterson (1981) In thelr study

are typical:

1. what were you doing in this segment and why?
2. Were you thinking of any alternative actions
or strateglies at the time?

3. If so, what were they?
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4. How were the students responding?
5. Did any student reactions cause you to act

differently than you had planned?

While the stimulated recall method has been widely
accepted, there has been controversy as to the reliability
as data of verbal reports. Nisbett and Wilson (1977)
reviewed research which suggested that intrbspection does
not always produce accurate reports. Their position is that
people's reports are based on "a priori, implicit causal
theories, or judgements about the extent to which a
particular stimulus is a plausible cause of a given
response" (p.231) rather than on true introspection. In
- other words, the research reviewed by Nisbett and Wilson
suggested that people hold certain theories ('belief#' might
be a better word) about social phenomena, and when
questioned they will call up these béllefs rather than truly
examining-their thoughts and feelings. ‘

Ericsson and Simon (1980) disagree, stating that
when inaccurate reports are given it is because researchers
have asked subjects for information that "was never directly
heeded, thus forcing subjects to infer rather than remember
mental processes" (p.215). This seems to mean that people
give inaccurate reports of their own thoughts when they are
asked to comment on something they had paid little attention
to. It is not clear, however, how a researcher can know for
certain whether a person is‘reporting his or her thoughts

accurately.
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Sometimes we might be imagining rather than

recalling (it iIs tempting here to say we are 'recalling
incorrectiy', but as Ryle (1949) points out, recall is a

~'got it' verb, and recall unSuccessfuily or recall

incorrectly are illeglitimate phrases). We may also sometimes
purposely give reports that make us appear in a favorable
light. However, common sense would seem to 1ndicate that we

can in-general recall and report accurately on our recent

thoughts. Such reports will not be perfect, because, as Ryle

says,

"Aside from the fact that even prompt reéollection is
subject both to evaporations and dilutions, however
accurately I may recollect an action or a feeling,

I may still fail to recognize its nature. Whether
yesterday's twinge which I recall today was a pang of
genuine compassion or a twinge of guilt, need not be
any the more obvious to me for the fact that my memory

of it is vivid. Chronicles are not explanatory of what

they record" (p. 160).

It seems sensible to accept Ryle's view that we do
not have privileged and perfect access to the workings of
our own minds, but we can acknowledge the general
reliability of retrospection (a more accurate term than
introspection) and treat verbal reports as legitimate
sources of data. Even if we do some lnterp:eting as we call

up memorles of thoughts and feelings, and thus do not report
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them exactly as they were this morning or yesterday, this
does not invalidate our reporting. Observers doing social
sclence research aiso interpret, and thls does not
1nvaiidate their claim to accurate ieporting.

While the issue 1s not exactly the same, the
queStion of whether people can accurately remember and
report thelr thoughts is somewhat similar to the gquestion of
whefher people can bring into focus and articulate
knowledge, values and beliefs they may hold tacitly. It will
be arqued throughout this dissertation that people can focus
and articulate, and, it may be added here, remember,
imperfectly perhaps, but well enough that verbal reports can
bé accepted as accurate. In terms of memory, it seems
reasonable to say that the longer the time period over which
one ils asked to remember, the more imagination and
interpretation will come into play. Stimulated recall
interviews are always done as soon as possible after the
lesson, on the same day, minimizing problems that the

passage of time might bring to reports based on memory.
c) Studies of interactive decision making

During the 1970's the study of teacher decision
making was one of the most actlive areas of lnterest for
educational researchers. Reports of.research in educational
journals and papers presented at educational conferences
centered frequently on teacher decision making. Some of

these papers related to long term planning decisions, but



there was a particular interest in interactive claésroom
decisions. The concept of interactive decision making seemed
to capture the heart of teaching.

This interest reached its peak at the end oflthe
decade. The annual meeting of the American Educational
Regsearch Association in Toronto in 1978 saw a substantial
number of papers presented on this toplic. There were fewer
studies of declision making In the early 1980's, and ndw this
specific focus is seldom chosen by researchers, though
decision remains an important concept in the study of
teaching. The specific focus on decislion has now broadened
to include examination of the whole bed of knowledge and
experience from which teachers' decisions spring.

Researchers into interactive decisions have sought
to understand the content of these decisions as well as the
stimuli that may necessitate making such decisions. Several
people have cpnstructed typologles of teacher decisions, and
most of these are quite similar. The part of Sutcliffe and
Whitfield's (1979) typology that deals with interactive or
immediate decislions is representative and can be summarized

as follows:

Content of immediate decisions

-assoclilated with subject matter; the lesson content
-assoclated with apparatus and other ailds, appropriateness
of 1llustrations; timing of instruction

-assoclated with pupils' behavior, elther alone or with

L8
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others, involving verbal behavior, objects or materlals

-assoclated with the amendment of the teachers' behavior

-pupil Cehtered stimuli (cues suggesting understanding or
misundersanding, disruption or cooperation, other
attention seeking or communication)

‘ -distractor stimull (not directly pupil caused)

-materials based stimuli

Sutcliffe and Whitfield deveioped these categories
during'their study of beginning and experienced teachers.
They realized that while some decisions would give rise to
an observable change in behavior, a 'null' decision to
continue on a course of action would'be difficult to
monitor. Thus, as well as directing retrospective
consideration on the part of teachers as they watched
videotapes of themselves teaching, the researchers monitored
teach;rs' heartrates and skin resistance, on the grounds
that "The value of a measure of teacher stress lies in its
potential as a more objective technique of identlifying null
decisions" (P.23). They hoped that this technique -would
"reveal decision points where there was no observable change
in teacher behavior" (p.23). Such techniques, prevalent in
psychological research, are seldom used in educational
research, and while the desire of these researchers to find
an objective measure of teacher stress 1s understandable,

the technique may be somewhat questionable. For one thing,
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use of apparatus to measure the physical signs of stress is
tied to their assumption that 'null' decisions are
accompanied by increased stress, and this may not
necessarily be the case. Some decisioﬁs may not cause an
increase in stress, and some increases In stress may not be
caused by the making of a decision. The physical fact of
béing attached to this apparatus while teaching may be a
cause for some stress.

One of Sutcliffe and wWhitfleld's findings was that
there was a greater proportion of immediate to reflective
decisions for inexperienced than for experlienced teachers.
This suggests that experienced teachers may have more well
established plans and routines which make interactive
declslons necessary less often. It may also be that the
increases in stress which the researchers measured more
often in inexperienced teachers indicate that beginning
teachers find immediate decisions more stressful, not
necessarily that they make them more often. Sutcliffe and
Whitfield also found that stimuli giving riée to decisions
weie more often assoclated with classroom management for
inexperienced teachers, and most commands given by teachers,
whether experienced or not, caused an increase in stress.

Morine and Vallance (1975) identified three major
types of interactive decisions: 1) interchanges (decisions
related to verbal interactions), 2) planned activities
(interactive decisions related to previous planning) and 3)

unplanned activities (1ntefact1ve decislions to divert from
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the lesson plan). Most of the decislions made by teachers in
this study were interchange or planned. There was little
diversion from the basic plan, a finding shared by most
researchers.

| In Clark and Peterson's (1978) study, too, mbst
teachers conducted "business as usual", not considering |
alternative strategies unless the classroom situation was
going pobrly,'and even then not diverting much from thelir
basic plans. Their interactive decision making involved
specific responses to students and "fine tuning" of lessons.

It is reasonable to assume that there is a

connection between planning decislons and interactive
decisions. Teachers who have made careful planning decisions
have presumably consldered some of the possible student
responses to the lesson, and may have built in some
alternatives, lessening the need for interactive decisions
while teaching. Marx and Peterson (1981l) studied teachers'
preactive and interactive decisions in a laboratory setting,
and did find such a connection. They found that "teachers
who d4id the most preactive decision making did the least
interactive decision making, and those who did the most
interactive decision making did the least preactive decision
making” (p.243). This may simbly be a statement of the
fairly obvious point that teachers who make more preactive
decisions are better prepared and thus do not have to 'think
on their feet' as much. It may also suggest different

teaching styles, with some teachers planning more thoroughly
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and adhering more :igidly to their plan, and some teachers
requnding more to the Immediate demands of the classroom.
~ Interestingly, teachers in thls study who had this more
spontaneous teaching style and 4did more interactive decision
making had students with more poSitive attitudes.

This is an interesting area for speculation.
Studies of links between student attitude aﬁd student
achievément have not been conclusive, but there does appear
to be some link, and it would also seem thaf positive
student attitude to school is a worthwhile goal to strive
for in itself, regaidless of any‘llnk.with achlevement. -
Teachers with a more spontaneous, livelier style, who are
perhaps more responsive to suggestions from students, are
probably more fun to be with. Clearly, planning is also
vital, because learning objectives must be met and
curriculum content must be covered. While the occasional
unplanned lesson can be happlily creative and productive,
consistent underplanning would probably lead to lnadequate
coverage of the curriculum and to classroom chaos. This
balance between planning and spontaneity is explored to some
extent in studles of teachers' routinization of their
classrooms. Tﬁese wili be discussed in a later chapter.

McNair (1978), like Clark and Peterson (1978),
found that teachers' interactive declisions mainly involved
- adjustments to a well established plan. "As long as the
fine-tuning activity keeps the instructional order on a

relatively even keel there are no major changes in
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direction...The content has, generally, been set and the
concern is with the students' engagement with it. At the
point of interaction with the children the teachers 'feel!’
the responses of the students and make continuqus minute
adjustments to maintain the flow of activities which has
been established long before”" (p.42).

None of these researchers, wifh the exception of
Sutcliffe and whitfield, addressed the definition df
decision itself, seeming not to f£ind it problematic.

‘Others such as Marland (1977) have found the idea
of quickly made, almost spontaneous decisions to be at odds
with the notions of deliberation and the weighing of
alternatives which seem to be inherent in the concept of
decision. These researchers, as well as reporting their

findings, grapple with the definition of declision.

d) The problem of decision

Marland (1977) concluded as a result of his study
that teachers do not make many decisions while teaching. He
based this statement on hls finding that teachers often
choose 1esson>téctics without considering alternative
courses of action. Teachers tend to be 'satisficers', a
finding shared by Webster (1982) and Clark and Peterson
(1978). The satisficing teacher only looks for alternative
strategles if a lesson 1s going badly. If a lesson 1s going

well he or she is content with that, and does not seek to



optimize instrﬁction. The term 'satisficing' seems often to
be used in a somewhat derogatory way, even if this is not
directly stated. There is the suggestion in, for instance,
Webster's writing, that teachers should at all times be
attempting to "optimize instruction", but the reallity of
classroom life dictates something rather different. If a
lesson is goling well it would be disruptive for the teacher
to change the flow or interrupt sfudents' work. He or she
may file away for future use ldeas about how to improve |
activities, but sticking to the plan of a lesson that is
going well seems (rather obviously) to be the best strategy
to take at the time. Nor does this statement contradict
encouragement of spontaneity in one's teaching style. A
teacher with a more flexible, spontaneous style may be more
responsive to student suggestions and perhaps more open to
discarding a lesson that is NOT going well, but it would be
risky at best to change the direction of a lesson that is
successful in the hope of making it even better. |
Because the teachers in Marland's study d4id not
report frequent choosing between alteﬁnétives, he concluded

that they were not making decislons. Rather they were

performing "deliberate acts", following one course of action

without considering alternatives. When decisions were made,
the teachers in this study chose from two alternatives,
rarely three or more.

Wodlinger's (1980) definition of decision is

similar to Marland's. For Wodlinger a declision is made when

sk



a problem requires the individual to make a choice of a
partlcularlcourse of action after the consideration of two
or more alternatives. The teachers in Wodlinger's study
reported making decisions more frequently than d4id those in
Marland?s study. Wodlinger identified two main'categories of
interactive decisions, instructional and managerialy
‘decisions. He also found that more antecedents, that is,
stimﬁli from students or the environment, were associated
with managerial decisions than with 1nstructionalvdecisions,
suggesting that instructional decisions may be based more on
the teacher's established principles and beliefs, rather
than on immediate environmental demands. Instructional
decisions were reported more often (though both kinds
occurred 1in each lesson) and more pleces of information were
reported as being used in the formulation of each
instructidnal decision than in the formulation of each
managerial decision. Wodlinger also reported that "the vast
majority of instructional decisions identified were
reportedly formulated after consideration of only one course
of action" (p.225); that is, teachers consldeged only
whether to do something or not to do it.

In Sutcliffe and Whitfield's discussion of the
nature of decision, they address the gquestion of consclious

cholce in interactive declsion making.

"Implicit in the concept of decislion is that of choice.
However, choice impllies a conscious awareness within

the individual of avallable alternatives, which in turn



implies an ability to discriminate amomg them.
Decisions may be made without a éonscious awareness or
weighing of options, even, for example, for such overt
acts as writing on the blackboard. Since declisions are
_not always consciously monitored, a definition of
decision-making which encompasses the notion of choice
is both inappropriate and unnecessarily limiting.
Similarly, a definition which involves the notion of a
cholce point as the instant of decision is unhelpful”

" (pp.12-13).

Sutcliffe and Whitfield go on to describe a decision in this

way:

YA decision has been made by énvindividual whenever he
himself or one or more observers acknowledge the
availablility of at least one alternative behavior to
the one observed at a given instant of time. The
realization of-the existence of an avallable
alternative need not have taken place by the time the
behavior is observed for either the individual or the
observer(s). If the observed behavior consists entirely
of spoken words, then a different phrasing or a
repitition of those words does not constitute an
alternate response...It 1ls a necessary condition that
the decision involves, or has involved in the
individual's previous history, the higher cognitive

processes. Learned reflexes and behavioral acts
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selected Qithout conscious awareness at the 1nstént
of response constitute decisions providing that
consclous processing of alternatlive responses can
be said to have taken place at some time,in_the past'

history of the individual" (p.15).

What Sutcliffe and Whitfield seem to be suggesting is that
because consciousvprocessing of information about a similar
situation has taken placé in the past, a teacher's mental
operations in a gew but familiar situation may be so fast as
to be below the conscious level.

Wodlinger (1980) states that his findings agree
with Marland's in suggestihg that the teacher decision
making process is one "of limited rationality" meaning,
presumably, that teacher decision making is not offen
attended by careful thought, and that teachers make quick
decisions on the basis of little more than intuition.
Wodlinger offers as an alternative explanation to the notion
of limited rationality the idea that many teacher decisions
are routinized through experience, and suggests that an
uncoﬁscious screening process may eliminate some
alternatives before they rise to the conscious leve}. He
further suggests that "instructional decisions may be more
highly routinized than managerial decisions; accordingly,
the consequences of instructional decisions may tend to be
fairly certain and easily predicted. On the other hand, the
consequences of managerial decisions may tend to be more

uncertain and not as easily predicted" (p.226).
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The concept of decision seems to be problematic
not only in relation to skills, as discussed earlier; the
very definition of decision 1s at question for many writers,
and this is a pr&blem when decision is a major focus of
research. The basic question seems to be, does decislion
require the weighing of alternatives? If an actlon is
performed without prior Hellberation, can it be said to be
the result of a décision? In terms of teaching decisions,
decisions made while planning clearly allow time for
deliberation and the weighing of alternatives. It is the
so-called "spontaneous" decisions, or interactive decisions
that are in question. Why does it matter whether or not.
these are decisions? Is this an unimportant point of
semantics? No: central terms must be made clear because the
way they are used will affect researchers' cholice 6f
methodology and the way results are interpreted.

Examination of the concept of declilsion suggests
that weilghlng alternatlives or dellberating about a problem
is implicit in our use of 'decide'. When I say "I have
decided to become a doctor", one assumes that I have
considered other occupations. Deliberation, or careful
.thought as a necessary component of decision would seem to
eliminate spontaneous and very short term declsions.
However, it does seem that ordinary language accepts some
uses of 'decide' when the deciding is done on a very short
term basis, though perhaps not spontaneously. Certainly we

do not want to call every actlion we take, including putting
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one foot in front of the other when we walk, the result of a
decislon, but it does not seem unreasonéble for a teachef to
say, "I have decided to let you stay in at recess because it
is réiningﬁ, even though the decision was preceded by only a
quick glance out the window and_the brief welghing of
"Should I let the class stay in or not?" He or she does
-deliberate, if ohly fractionally. Behind’that brief
hesitation may be the quick recall of a number of items from
previous experlence, such as school rules, how this class
has behaved on rainy days in the past and how other classes
have behaved.

Wodlinger's finding that most teacher decisions
are preceded by the weighing of only two alternatives--do
this or don't do this--reflects the rapidly moving milleu in
which the teacher must operate. Despite the lack df tine
available for real deliberation, it does not_seem incorrect
to label a teacher's cholces for actlon as decisions
because, although such choices may spring sometimes from a
grouchy mood or headache (teachers are, after all, only
human) they {(presumably) arise more often from prior
deliberation‘and professional experience.

BEven if we do agree that teachers' classroom
declisions are, in fact, decisions, the concept of decision
is not entirely satisfactory as a focus for understanding
teaching. Review of the literature in this chapter has shown
that as well as answering many gquestions, declsion studles

have raised new questions which seem to require different
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" kinds of investigation. This is not a bad thing, of course,
because new questions lead to new research.

The idea of routinization mentioned by Wodlinger
became a specific research focus during the 1980's, and this
idea can be seen to have links with decislion making.
Shavelson and Stern (1981) say that-"ioutines minimize
conscious decision making during interactive teaching
and...reduce the information processing load on teachers by
making the timing and sequencing of activities and students'
behavior pzediétable within an activity flow. Hence,
conscious monitoring of instructlon can then focus on
particular students" (p.482). This statement 1links the
decision making studies of the 1970's with studies of
routinization, which became a popular focus in about 1985,

Another focus of the 1980's has been to compare
the performance of experienced and inexperienced (or
'‘expexrt' and 'novice') teachers. Housner and Griffey (1985)
compared the decision making of experlenced and
inexperienced teachers during interactive teaching and foﬁnd
that lnexperienced teachers without well established
routines focussed most of their attention on the interest
level and behavior of the whole class, while experienced
teachers focussed most on individual student performance,
sﬁggesting that "experlenced teachers possess knowledge
structures rich in strategies for managing students...thaf
enabled them to attend to individual student performance and

alter thelr lessons in accordance with student needs™



(p{45). Housner énd Griffey's study concerns decision but
has a broader focus than earlier studies, exploring to a
greater extent teachers' practical knowledge.

‘Hargreaves (1979) speaks of "uncovering the common
sense'knowledge which becomes tacit in the decision making |
itself;" The study of this "common sense knowledge" became a
major area of interest in the 1980'5. This, however, is
jumping ahéad. Having reviewed the literature on decision
making, several tasks remain before literature on teachers'
practical knowledge is examined. These are: a) to see what
conception of teaching, howeyer 1ncomplete it may be,
appears to underlie studies of teacher decision making; b)
.to see what fundamental, unquestioned assumptions appear to.
be inherent in these studles; and ¢) to determine what
questions these assumptlions encouraqevand discourage us from

asking. These tasks are undertaken in the next chapter.
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- Chapter Four

Analysis of the Decision Making Literature:

YHar " cC ; a

It is not possible to describe fully the "hard
core" of the teacher thinking research program until other
areas of the literature have been examined; however, some
tentative statements can be made abour the view of teaching
found in the decision making literature and about research
questions asked and unasked in this work.

While the teacher decision making literature does
not offer a finished or carefully developed conception of
teaching, a certain view of teaching and teachers is
implicit.

The-emphasis,.as in studiee of teacher behavior,
is basically on the 'doings' of the teacher, but the view of
the teacher in decision studies is more three dimensional,
assuming not Jjust a moving mannequin, but an active,
thinking participant in the classroom environment,
interacting with students and responding to changing
classroom conditions. Some studies, especially those which
found the idea of interactive decision making to be
problematic and questioned whether teachers were actually
making decisions, found that the teachers studled fell short

of this ideal, "satisficing" rather than making frequent
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instructional decisions. Nevertheless the view of the
teacher as an active, thinking participant in the classroom
is held as én ideal.

Without being explicitly stated, the assumptidn
that the purpose of teaching is to bring about learning runs
through the decisién making studies. Invesfigation of
teachers' decisions generally cénters on two areas,.
instruction and classroom management. Decisions reléted to
instruction are clearly directed to improving instruction.
Decisions related to mefhods and materials are centéred on
the importance of these items in improving instruction.
Decisions related to classroom management are directed to
the successful structuring of an environment in which
learnihg can take place. The questions that are asked in
decision studies centre on the areas of instructional
techniques, content and materials and on classroom
management. The probing of teacher thinking that is done
il1luminates teachers' thinking about those areas. Questions
are not asked about teachers"personal and educational
values, although these are, as we will see, likely to be
crucial motivating factors in decisions. |

Thus the focus on decision, while illuminating in
some respects, is too narrow in others. Little mention is
given in any of the reports of decision studles about what
teachers' educational aims and values might be, and how
decisions relate to these aims and values. Values and

possible clashes between pérsonal and institutional values
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are discussed by only a few authors, and barely hinted at or
omltted by most. Thg question,»ﬂWHY did you decide this
way?", an obvious question and one which might, with some
‘probing, illuminate values, is never explored in any depth.

| The picture of teaching that emerges from these
studies is cdnsistent-with the conception articulated in
chapter twolin that the focus‘on decision does highlight the
basic intention of teaching as being the intention to bring
about learning in students. Decisions made by teachers in
these studies about content, methods and materials are
clearly directed to bringing about learning in students.
Teachers appear to fall somewhat short of this goal in
studies sugh as Marland's and Webster's, where the idea of
teachérs "satisficing” and being content with a "good
enough" situation is highlighted. Teachers in these studies
appear to give a lot of importance to classroom management
and smooth, non-disruptive classroom flow. In fact there may
be value conflicts.involved in these situations, between,
for instance, keéping the class quiet or pursuing possibly
nolsy questions or changes of activity. vValue questions,
though sometimes mentioned, are largely unexplored in the
decision literature, and the,sécond component of the
conception of teaching developed in chapter two, the moral
condition, which specifies that teachers show respect for
persons and deal with any clashes with institutional or
subject matter values that this might entail, does not find

an important place in the view of teaching presented in the
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decision literature. Questions which may be related‘to value
clashes arise. The "satisficing"” teachers may, in effect, be
welghing educational (learnlng-related) values agalinst
institutional (order-keeping) values. The principle of
treating students with dignity and respect may be glven
short shrift in the midst of clashing standards. These ideas
are not explored in the decision literature, and the complex
area of teacher thinking which involves moral queStions_is
not addressed. |

It may be that the central notion of decision is
simply not adequate for dealing with complex value
questions; it may be that the researchers doing decision
studies do not find value questions as worthy of pursuit as
they £find qdestions about teaching strategies and classroom
management; or there may be other reasons for the apparent
built-in taboo against the investigation of value gquestions.
Some of these will be suggested in subsequent chapters. It
seems clear that since personal, institutional and societal
values underlie both instruction and classroom management,
research directed to understanding teaching is incomplete
without investigation of value questions.

Studies of decision making had largely stopped by
about 1980, and now decision as a central focus is seldom
taken. While interactive decision making has been identified
by many writers as the heart of teaching, something of a
dead end appears to have been.reached in terms of research.

Decision typologies have mapped the content and antecedents



of interactive decisions, and stimulated recall studies have
been used to identify points during teaching when decisions
have been made. Teachers have been questioned as to the
number of alternatives they considered and the
relationship(s) between interactive decisions and previous
planning.

Surp;isingly, however, investigation of the
‘reasons for declisions has never been a major focus,vyet this
would seem to be a key issue in understanding teachers'
thinking. It may be, as suggested earlier, thét decision is
not an adequate vehicle for this investligation. Reasons for
declisions arise from the knowledge, belliefs and values that
teachers hold. Much of this material may be held tacitly,
and researchers would need to help teachers focus on and
articulate things they may not previously have explicitly
formulated.

The particular mix of knowledge, beliefs and
values that each teacher holds has been called "practical
knowledge” or "personal practical knowledge" by some recent
researchers, and the study of interactive decision making
would seem to lead almost inevitably to this notion. If
teachers do have time to weigh alternatives, they do so on
the basis of their knowledge, beliefs and values, and if
they do not have time and must make speedy, intuitive
choices then their intuitions must spring from this bed of
knowledge and values. The decision literature tells a lot

about classroom interactlions, but does not do much in the
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way of‘llluminating in any detailed way teachers' "personal
practical knowledge".

Whether or not the shift from declision making as a
major sensitizing concept to practical knowledge as a major .
sensitizing concept 1s "progressive" will be discuésed in
chapter six. First, however, the literature on practical
knowledge must be examined. This task is undertaken in

chapter five.



A. The nature of practical knowledge and studlies of

"personal practical knowledge™"

Interest in teachers’ inferactive decision making
leads logically to an interest in how teachers decide, and
on what they base thelr declisions. These gquestions are not
addressed in depth in the decision making literature, though
the link between decislion making and practical knowledge is
suggested by some writers.

Hargreaves (1979), for instance, speaks of
"...uncovering the common sense knowledge which becomes
tacit in the decision making itself" (p.75), and states that
in making decisions teachers not only use skills but reveal
their values. "Values are embedded in classroom practice;
but because there 1s no simple correspondence between
'abstract' values and everyday practice, it is a research
task to analyse precisely how values are, often tacitly,
embedded in action. Here is the significance of classroom
decision making, for it is in decision making that all these
features find their point of articulation" (p.80). While it
is reasonable to say that teachers' knowledge and values
"find thelr point of articulation” in classroom decision

making, the study of classroom declislons does not seem to
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offer sufficient access to the understanding of knowledge
and values, The study of practical knowledge seems more able
to offer this access.

_Hargr;aves further suggests that examination of
teachers' common sense knowledge, skills and values, through
collation and analysis of teacher commentaries, could
’provide a basic model of teaching. Such a model might help
student teachers bridge the gap between theory and practice,
as well as providing "the experienced teacher with the tools
to uncover and reconstruct his own common sense knowledge,
skills and values, and thus to change more thoroughly and
with self-awareness" (p.81l).

I£f the goal is the improvement of practice, then
the expllication of all that might be involved in teacheré'
practical knowledge is indeed a worthwhile research task,
for the two reasons that Hargreaves cites: to help student
teachers become adept and confident, and to help experienced
teachers change thelr practice effectively through lncregsed
understanding.

Investlgation of literature on practical knowledge
indicates that this work is largely descriptive in nature.
One major stream describes, using various terminology, the
"narratives" (Connelly and Clandinin, 1986), or
"biographies" (Butt, 1984) of teachers.

Representative of this kind of work are the
"personal practical knowledge"'studies, which aim to

describe the knowledge gained by experlence of individual



teachers. Elbaz (1981) says that "Teachers are rarely seen
as possessing a body of knowledge and expertise proper to
them" (p.42) and bébause they‘do not have an articulated
body of knowledge their status is much lower than that of
other professionals. Elbaz stresses that teachers do hold
knowledge related to their profession, but much of it is
tacit, gained by experience, and not readily articulable.
Writers on "personal practical knowledge" lnclude Connelly,
Elbaz and Clandinin, and their work, which will be examined
in depth, is representative of the "narratlive" perspectlive.
1t 1s approprlate to give a central place to the work of
Connelly and h;s associates because he is a méjor figure in
this field. He is editor of Curriculum Inquiry, a journal
wﬁich is an lmportant publication vehicle for reports of
practical knowledge studies. He was one of the first writers
on teachers' practical knowledge, moving from earlier work
which centered on decision making (Connelly, 1972; Connelly
and Dlenes, 1982) to work centered on the notion of
teachers' practical knowledge (Connelly and Clandinin, 1982,
1985, 1986).

Another stream of studies, stemming mainly from
the domain of educational psychology, seek to explicate the
practical knowledge of 'expert' as opposed to 'novice'
teachers. The "personal practical knowledge" work focusses
by design on the personal and seeks to show how individual
teachers express thelr own learning and experiences in

skilled performance. The "expert-novice" work does not seek
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out the personal, but is designed so that generallzations
can be made about the kinds of things that ‘'expert' teachers
do in classrooms. This work comes from a different
perspective than does the "personal practical knowledge" or
~"narrative" stream, and has a more specific focus.
Nevertheless, it aims to describe how teachers' knowledge
finds expression in the classroom, through routines, and
seeks to describe these. Despite the apparent disjuncture
some have perceived between the lnvestigatioﬁ of routines
and other studies of teacher thinking (for example, Lowyck,
1984), this work 1s linked because studlies of routinization
do seek to describe teachers' practical knowledge. The
report of a recent major study of teachers' routines
(Leinhardt, Weidman and Hammond, 1987) appeared in
curriculum Inguiry as part of an ongoing series on practical
knowledge.

The purpose of this chapter, then, 1is to
critically examine selections from the literature on
teachers' practical knowledge. This critical evaluation will
lead, in chapfer six, to inQestigation of the insights_this
literature gives us into the "hard core" of the teacher
thinking research program, including the implicit conception
of teaching and the gquestions that are asked and not asked

by researchers in this area.

Much has been written on the nature of practical

knowledge, and it is not the purpose of this chapter to
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review this work or to explicate fully the views of
different writers on practical knowledge. However, it is
useful to gain some general understanding of this concept by
looking at the ideas of several authors. |

In their discussion of the nature of practical
knowledge, Sternberg and Caruso (1985) offer this
- definition: "Practicél knowledge is procedural information
that is useful in one's everyday life." It lis “...procedufal
rather than declarative" (p.134). Practical knowledge is,
according to this account, acqulired by doing, and much of it
is "either unavailable or inaccessible to consclous
introspection..." (p.143) Hartnett and Naish (1976) say that
much practical knowledge "requires knowledge of a kind which
cannot be put into propositions" (p.116) and speak of the
"tacit and unspecifiable elements in practical knowledge
which can only be acquired by practice" (p.l1l18). According
to these authors, then, practical knowledge is knowledge
about how to carry out variohs activities, and it is not and
perhaps cannot be formulated in maxims or rules. Much of
practical knowledge may be learned only by doing the various
activities. Practical knowledge according to this account
may be akin to what Gilbert Ryle (1949) called knowing how,
as opposed to knowing that.

While the distinction between knowing how and
knowing that is clear and reasonable, and while it is
undoubtedly true that much, or even most practical knowledge

cannot be formulated in maxims and rules, these ideas and



the notion of tacit knowledge must not be used to thwart
discussion about what teachers do. I do not argue for a
"*science of teaching®, with clearly stated rules 'Yritten in
stone', but it is possible to allow the pendulum to swing
too far in the other direction, mystifying practice and
adhering too strongly to the notion that teachers' tacit
knowledée cannot be articulated. The idea that much of
teachers' practical knowledge |is taéit océurs frequently in
the practical knowlédge literature, and the enthusiasm with
which this notion is embraced may be one of the reasons why
this work does not seem as focused or as deeply probing as
it might. The idea of tacit knowing will be examined fully

in a later chapter.

One author whose ideas have influenced writers-on
teachers "personal practical knowledge" 1s Joseph Schwab.
Schwab (1969) stressed that the field of curriculum is a
practical one, "concerned with choice and action". Schwab
contrasts the praétical with the theoretic, stating that
there is an lncongruity between the two: "The practical lis
always marked by particularity, the theoretic by generality"
(p.495). According to Schwab, theory ideallzes, leaving out
irregularities and non-uniformitles ("the potholes in the
road"). Because Schwab sees the practical as concerned with
the specific details of actual situations, he says that no
theory can ever be adopted wholesale to solve a pracﬁical
problem. Schwab's ideas are not unusual. Many other authors

have made similar remarks. Entwistle (1982) makes much the
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same point when he says "We have to learn not only rules,
theories and principles, but also how to interpret and apply
them appropriately; that is, some initiative is required
from the practitioner in discovering the pertinence of
theory to his or her own practice. The Job of a theory is to
evoke judgement rather than rote obedience”"(p.12). Kaplan
‘(1964) describes theory as standing for "the symbolic
dimension of experlence, as opposed to the apprehension of
brute fact" (p.294), and says that theory, as well as
systematizing and ordering facts, has as its basic function
making "sense of what would otherwise be Inscrutable or
unmeaning empirical findings" (p.302).

Schwab's ideas on applying theory were meant to
apply to large scale curriculum projects. He describes the
"commonplaces" of the school setting as the teacher, the
learners, the school milieu, subject matter and curriculum
development, and suggests cooperative planning by people
knowledgeable about the particulars of each of these areas.
Theorles would be chosen as they are Jjudged to be
appropriate ("harnessing a temporary team") for solving
practical problems. Theorles would be readied for practical
use by various "eclectic arts" which Schwab enumerates.

Michael Connelly, an early associaté of Schwab's
and the progenitor of the "personal practical knowledge”
studies, applied Schwab's ideas in his own curriculum
development work. Influenced by Schwab's reminder that

curriculum is a practical field in which thoughtful



deliberation by participants lis centrél, Connelly (1972)
focused, as Schwab had not, specifically on the teacher and
his or her role in curriculum development. He characterized
the teacher as a “user-developer" of curriculum, rather than
as a mere conduit for externally developed curriculum
materials, and became interested in the knowledge underlying
teachers' curriculum decisions.

Another writer whose views on theory and pfactice
influenced writers on "personal practical knowledge" was
Richard McKeon (1952). As Connelly had studied with Schwab,
so Schwab, early In his career, had studied with McKeoh.
McKeon discussed three "modes" for connecting theory and
practice. In his "logistic" mode theory and practice are
separate and "theoretic activities are the province of
experts who alone have mastered the formal procedures which
théy entail” (Reid, 1984, p.104). It is easy to see the
merit of this view as far as the dévelopment of at least
some theory is concerned: I would rather have my
psychiatrist treat me with the gﬁidance of psychological
theories developed by psychlatrists and psycholdgists than
those,déveloped by plumbers, orthodontists or his landlady.
McKeon's‘second "mode" is a "dialectical" one in which
theory and practice constantly interact. "...theory lis
reflection on practice and practice reflects theory in a
constant cycle of disjunction and reconciliation of ideas™"
(Reid, 1984, p.104). Finally, McKeon's "problematic mode"

hinges on the notion of "inquiry", characterized as a
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"sclentific" problem solving process which can be applied»to
the theoretic as well as to the practical. All of these
"modes" can be seen to have thelr usefulness as ways of
viewing theory‘and practice, depending on the situation at
hand. "Personal'practical knowledge" writers such as Elbaz
(1983) and Clandinin (1986) espouse the "dlialectical mode",
and it is not difficuit to see why. Their concern is with
the immedlate practlical problems of classroom teachers, for
whom formal theofizing or the study of formal theorlies are
activities not often engaged in, though they may use formal
theories learned about during their teacher education in
waysbthat suit thelr needs, and may engage in their own
theorizing about various aspects of their teaching

situation.

As the "practical" in the work of Michael Connelly
and his colleagues Elbaz, Clandinin and others can be traced
to some extent to Schwab, so the personal relates to the
work of Michael Polanyi, and especially to his book PRexrsonal
Knowledge (1958), in which he champlons the idea of "tacit
knowing".

Polanyi attempts to offer a scathing critigue of
modern objectivism, which he says accebts and values only
that which we can prove. He grants that the critical
positivistic stance was a necessary tool for man to lift
himself out of medievai superstition, but he feels that the
vneed for thls movement has run its course, and that we are

now being robbed of something valuable. Polanyl seeks "...to
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restore to us oncé more the power for the delliberate holding
of unproven beliefs" (p.268). From his viewpoint as a
scilentist thlis may be a relevant battle to wage, and in our
own lives, including our lives as teachers, we want to feel
free to trust our feelings and intuitions about the right
courses of action for our students, but there is some danger
in this idea. Whether or not we can articulate perfectly the
factors that motivate us in our classroom decisions, it is
important that we try, not only so that we can reflect on
our practice and improve it, but because we are publicly and
méral;y accountable for our actlons as teachers.

Polanyl says that unlike articulate affirmations,
tacit knowing cannot be critical. "We know more than we can
tell, and what wé cannot tell we cannot test, but can only
act upon and thus find ourselves having gone right or wrong"
(Allen, 1978, p.171). The idea of tacit knowing is at the
heart of Polanyli's work, and this ldea has exercised
considerable iInfluence on the writers on teachers' "personal

practical knowledge".

In Connelly’'s (1972) discussion of teachers as
"user-developers" of curriculum, he stresses the practical
and interactive nature of their role, and suggests that
teachers make decisions and adapt new ideas as they perceive
that thelr situation demands. Connelly and Dienes (1982) use
the term "personal practical knowledge" to account for the
knowledge that teachers use to make curriculum decisions.

They state that in dealing with theory teachers "...attempt
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to pefsonalize——and 'make' practical--theoretical ideas;..
Properly used, the process of 'making' theoretical matters
practical and personal is the way practitloners cope with
new ideas and eventually make them their own. Undoubtedly
the ideas will be greatly modified when this>happens,_since
the personal practical knowledge of'one person is unique to
that individual” (p.197). This is é Schwabian notion, that
teachers do not "apply theory wholesale", and it seems a
rather obvious one. As well it appears unnecessary to state,
as the authors have done in this passage, that "the personal
practical knowledge of one person 1ls unique to that
individual", since this is true by definition. Thus the term
personal practical knowledge may be redundant.

The flrst of Connelly's graduate students to
complete a dissertation on "personal practical knowledge"'
was Freema Elbaz (1980). Elbaz used observations and
open-ended interviews in her study of 'Sarah', a secondary
Engllsh‘teacher. Because practical knowledge ls personal,
Elbaz states, any study of such knowledge must seek out the
perspective and point of view of the person under study. The
teacher's perspective "...encompasses not only intellectual
belief, but also perception, feeling, values, purpose and
commitment" (1983,_p.17). It is not at all clear, however,
that the constituents of "perspective" that Elbaz lists
should be grouped together. Values and belliefs
("intellectual bellefs™ is redundant) may bé sensibly placed

in the same category, but "perception" and "feeling" sound



very odd in the same category and need to be explained. Does
"perception" mean how a teacher perceives the world
accotding to her beliéfs, values and expefiences?_Does
"feeling” mean how she feels about the wqud and her
experiences as a teacher? "Purpose" might better be called
"purposes”, and "commitﬁent" seems to mean commitment to
some ideals or values. The juxtaposition of all these terms
without adequate definition and explanation is typlcal of
problems in writing style and periodic lack of focus that
occur in much of the "personal practical knowledge"
literature. I would argue that the things Elbaz has grouped
under "perspective" are all centrally related to values, and
that articulation of a teacher's values (together with the
study of how she acquired them and how she Justifies them),
would be more illuminating than this motley assortment of
terms allows.

Elbaz attempts to articulate Sarah's practical
knowledge in terms of Schwab's (1973) five "bodies" of
experience. The content of her knowledge is described in
terms of her knowledge of self as a teacher, of the milieu
in which she works, of subject matter, of instruction and of
curriculum development.

She examines how Sarah's knowledge "is oriented in
active relation to her teaching situation", identifying five
"orientations": situational orientation, to the classroom
and school; personal orlentatlon, applying to the self and

giving meaning to experience;‘social orientation, used to
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structure social reaiity; experiential orientation,
reflecting the experiences through which knowledge has been
acqulred and giving shape to experlience; and theoretical
orientation. Theoretical orientation is explained 1in this

way: "The knower conceives (implicitly or explicltly) theory

and practice and the relations between them determines both>‘

how he acquires and uses practical knowiedge and how he
attains theoretical knowledge and explolts it for practical
ends" (1983, p.102). While some of this wording seems to
demand further explanation, the sections on each
"orientation" do adequately explain why Elbaz chose these
categories, and her interpretations of the interview data
with Sarah are at times gquite insightful. Analysing and
reporting such data is never an easy task, and while some 6£
Elbaz' language is unusual, it is basically sensible when
read in context.

In terms of the structure of practical knowledge,
Elbaz has formulated three baslic categories: rule of
practice, practical principle and image.

A rule of practice consists of "...a brilef,
clearly formulated statement of what to do in a particular
situation frequently encountered in practice."™ (1983,
pp.132-133) Most teachers have such rules, llike walting
until the class is quiet before speaking.

' iy practical principle is "...a more inclusive and
less explicit formulatlion in which the teacher's purposes,

implied in the statement of a rule, are made more clearly
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evident." An example is that Sarah tries to make remedial
students "happy to walk into that class." I would suggest
again-that the central idea In "purposes" is the teacher's
values. The notion of "practical principle"'could be useful
in helping a teacher to articulate her values. If Sarah
wants studenté to be "happy to walk into that class" she may
be expressing the value she places on a school environment
which fosters self-confidence and freedom from punitive
judgement for students. If she articulates these values (or
others), she may be able to see contradictions in her own
practice and ways that she can better serve the ideals she
holds.

An image is described as "...the least explicit

and most inclusive of the three. On this level, the‘

| téacher's feelings,‘values, needs and beliefs combine as she
forms images of how teaching should be, and marshals
experience, theoretical knowledge and school folklore to
give substance to these images"™ (1983, p.134). Examples of
the images Elbaz attributes. to Sarah are "the rhythm of the
school yeaf" and her feeling that teachers can "hide behind"
subject matter. |

The idea of image is guite suggestive, but there
are possible problems with it. One is the question of
validity. Of course researchers must use their interpretive
powers to analyse and make sense of the data they
accumulate, but it 1s certalnly possible that such

metaphoric interpretation could result in misrepresentations
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of teachers' practice. It‘is also possible, as shown in some
of the images from Clandinin's (1983) study outlined below,
that the images attributed to teachers could be so mundane
as to offer little insight into teachers' practice.

Clandinin (1983) developed the 1dea of Image in
her dissertation on the practical knowledge of two teachers,
"Aileen" and "Stephanie”.

For Stephanie, some of the images Clandinin
presents are "The Classrdom as Home", and an image Stephanie
held of herself as a "Maker of Things"™. She saw teaching as
a process of "helping childreh to be makers".

.For Aileen, some of the images were "The Classroom
as a Mini-Society of Cooperation"; Aileen's feeling that
professionally she was "A Little Island"; and "Language as
the Key", an Image Aileen held for how children learn. These
"images", while they may capture metaphorically something of
what these teachers value and the way they teach, seem for
the most part to be rather ordinary and it is guestionable
whether they really offer much insight into the practice of
Stephanie and Aileen. In a recent paper Clandinin (1987)
describes the first year teaching experience of "Stewart"
and offers as one of his images "Teaching as Relating to
Children". Again, this tells us somethlng about Stewart but
has the ring of a cliche about it as well. Sanger (1987),
who found the idea of metaphoric images a credible one, made

a similar point in hls critique of Clandinin's work:

"Too much may be claimed, in this case, for the data.



The central images are a trifle too prosaic and contain
too little of the unpredictable and uncomfortable to
suggest thét the teachers are grappling at a depth
beyond their conscious purchase. There is little of the
quality of poetry in the phrases they use to suggest a
free enough association of images to subvert their
.conscious understandings. That, of course, may be a
~lack in Clandinin's discernment or questioning
capacity. Despite the post-hoc analyses of the data
generated, which begin to categorize teacher images
in terms of their horal dinmensions, emotional
‘coloring' and Personal-Private dimensions, it is
difficult to pinpoint much that one might regard

as profound in the findings" (p.381).

The construct of image could perhaps be quite a
powerful one for getting at teachers' values and bellefs
that are "beyond their conscious purchase". Researchers must
go beyond the generation of the image, however. Assuming
that really insightful and appropriate images could be
generated (this could present fairly serious difficulties),
these should be viewed as an intermediate step toward
helping a teacher to make conscious and to clearly
'articulate the values and beliefs which are (hopefully)
encapsulated in the image. This articulation could be very
helpful for meaningful reflectlion and change. Clandinin
frequently suggests that the "moral dimension" (as she calls

it) is important. Of Stephanie's "image" of "The Classroom
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as Home", for instance, Clandinin writes, " In Stephanie's
verbal expression of the image, a sense of 1ts moral
colourihg emerged. the image is not neutral; a classroom
should be like a home and both classroom and home should
have certain features...A sense of possibllity of 'better'
or 'worse' action emerges" (1985, p.377). However she does
not pursue the "moral dimension” in a systematic way;
rather, it is one aspect of the blend of knowledge,
experience and values that she calls "personal practical
knowledge™”. Specific focus on values is not, of course, the
purpose of her study, and while some general féeling about
these teachers' values comes through in her work, values are
submerged in the notion of "personal practical knowledge".
Thé other central idea in Clandinin's work and in
her recent work with Connelly (Clandinin, 1987; Connelly and
Clandinin, 1985, 1986, 1987) is "narrative unity". Clandinin
(1987) explalins this idea by saying, "The method we have
developed for offering accounts of teachers' personal
practical knowledge is a narrative one with a particular
focus on personal experience. A narrative method has aé its
principal feature the reconstruction of classroom meaning in
terms of unities and rhythms in the lives of participants"
" (p.5). Thus two ldeas are encapsulated here: the "narrative"
aspect has to do with teachers revealing their "personal
practical knowledge" through the telling of their "life
stories" in teaching, and the "unity" aspect has to do with

"the power of the cyclic temporal order in schoois and the



85
difficulty of breaking through the bonds of cyclic
regularity" (Connelly and Clandinin, 1986, p.378). Like
"image™, this idea has possibilities but also potential
difficulties. Grumet (1985), who uses the notion of
narrative, though in a somewhat different way than
Clandinin, in her work with teachers, raisés the same point
made in reference to "image" about the difficulties of
interpretation, stating that there is a need for caution
"when ah interpretation is received as telling more about
the narrative than its narrator knew" (p.325).

Harking back to earller teacher research and the
lack of "context" in which teacher actions were described,
it can certainly be said that studying teachers' narratives
offers rich personal context, but the dangers of
misinterpretation when working with personal stories and
metaphors cannot be overlooked. Another danger, sitting
rather strangely beside the danger of misinterpretation, is
the danger of underanalysing. Connelly and Clandinin seem to
gét rather. too involved in describing the "unities and
rhythms" of the school, wlithout asking where they come from,
what effect they have on bupils and teachers and}what can or
should be done to change them. Stephanie's "Classroom as
Home", in which Stephanie (who is Jewish) consistently plans
her teaching around the "rhythm" of the school holidays of
Halloween, Christmas and Easter, was illuminated more by a
communication to Clandinin from Joseph Schwab than by

Clandinin's description. Schwab wrote,
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",..the school year being a cycle of big events, fall,
Thanksgiving, Halloween, Christmas, snow, and so on. |

- I would like to ask whether the author might see
vStephanie'and ask her whether this isn't a reflection
of the way in which the Jéwish religion tends to make
Jews think of'fhe year as divided by holidays.
Incidentally, there are many such and several of the
ones the author mentions like Thanksgiving, Christmas
and‘so on have their Jewish correlates. So, the
family Judaism she represents may have been another
factor in céntributing to Ehe images which control her
judgéments" (Schwab, 1983, quoted in'Connelly_and
Clandinin, 1986, p.382).

In response to this, Connelly and Clandinin comment that
Stephanie "lives out her Jewish cultural narrative by
celebrating her own holidays" (p.382). This includes taking
two days off for Rosh Hashanah, even though this occurs at a
" time when the school is reorganizing and Stephanie's
"cultural rhythm conflicts with the school cycle" (p.382).
Again, the idea of values seems central. The reader yearns
for more questions to be asked here, but for the most part
the "unities and rhythms",of the school and the "narratives"
of teachers are described without the benefit of any

searching analysis.

In summary, the "personal practical knowledge"

studies, while they offer the suggestive idea of reaching
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teachers' unstated and sometimes uncohscious values and |
beliefs through the formation of metaphoric "imageé" and the
-examination of personal "narratives" have several
shortcomings. First, they suffer from a writing style in
which ideas are sometimes obscured rather than clarified by
wordy descriptions. Second; the "images" fhemselves seem
rather prosaic and not particularly insightful. Third, there
is a danger of misinterpretation 1n the translation of
observation and interview data into "images". Fourth, there
is insufficient analysis of the data that are described.
Thus, whlle these studles dovappear to rectify to somé
extent the lack in the llteraturé on teachers of detailed
descriptions of the context of teaching decisions, they fail
tq offer insightful analyses of what they describe.

As well, it has been argued throughout the
examination of this literature that a central idea in
"personal practical knowledge", a central motivating factor
in teachers' classroom decisions, is values, and that this
area remains largely unstudied, though the "personal
practical kﬁowledge" work touches on it and suggests
possible research methods. This work ventures into the moral
realm more than do decision studies; nevertheless, vaiues
are not a major focus. As a method of helping teachers
reflect on thelr own practice it may be helpful, and it
seems likely that the teachers in Elbaz and Clandinin's

studies gained insight into their own teaching through
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discussions with the researchers, althoﬁgh helping teachers
to reflect was not the speciflc intent of these researchers.

Oberg (1986) advocates reflection on their
practicg by experienced tgachers, that they may "achieve a
deeper understanding of the beliefs and intentions which
motivate thelr practice”" (p.l). Initlally, Oberg says, thils
reflection should focus on acﬁual classroom instances,
because "These are the overt manifestations of beliefs and
values underlying teachers' actions that are often implicit
and difficult to verbalize. Many of the teacher's
professional actions are spontaneous or habitual, chosen
instantaneously without opportunity for deliberation, or
ritualized in the form of routines" (p.3). The assistance of
a second party, she holds, is probably essential in this
reflective undertaking.

The idea that many teacher actions are "ritualized
in the form of routines" bears investigatlion, and some
recent teacher thinking research, in the realm of teachers'
practical knowledge but rather different from the "personal
practical kndwledge" studles, has looked into the classroom
routines that teachers use. Before the practical knowledge
work is analysed in the next chapter, these "routinization"

studies will be critically reviewed.



B. Studies of routinization

Studies of "expert" teachers also reveal the
practical knowledge of teachers, but are less personal in
nature and do seek to generalize about the "routines, .
scripts and schema used by experts" (Berliner, 1986, p.6).
Berliner says that such information can be used, for
.example, to identify ”the'bquy routine or script, or the
111-£6rmed schemata; that might be characteristic of less
expert or novice teachers®, and also to "provide exemplary
performances from which we can learn." Experts can, "more
than most teachers, provide us with cases--the richly
detailed descriptions of instructional events--that should
form a part of teacher education programs...beginning
teachers need such cases of practice to develop their full
understanding of pedagogy" (p.6). Berliner also says that
"expert teachers are one of the best sources to see and
study examples of defensible action, and...the knowledge
gained from such study is more codifiable than many people
think" (p.13). If action is to be defensible, as indeed it
should be in the domain of public school teaching, it is
apparent that teachers must teally understand why they do
what they do, and guided reflection on their practice,
revealing thelr values and beliefs, 13 again seen to be a
significant issue. Berliner's ldea of defensible action is
thus an important one, but as in the "personal practical
knowledge" work it is an idea not adequately expiored in the

expert-novice llterature, which seldom goes much beyond



_ldentiflcation of classroom routines without really
following up on the thinking that underlies them. This work
does offer "detalled descriptions of instructional events”,
» and these are undoubtedly useful as mirrors for teachers to
see themselves in and as starting points for discussion
amongst student teachers. It seems strange, however, that
researchers 4o not ask the teachers in their studies why
they follow certain routines and where the routines come
from, following'up in a more diligent way on the notion of
defensible action.

One difficulty in such studies would be what
criterla to use in thé identification of "expert" teachers.
In Berliner's work he developed a system of ldentifying

"expert" teachers using reputation, classroom observations

by three independent observers and performance on laboratory

tasks.

Leinhardt and Greeno (1986) identified "expert"®
teachers according to the academic growth of their students
over a five year period. These researchers looked at lesson
plans, lesson actlvities and classroom routines of several
"experts" and several novices teaching comparable classes.
Using the language of their discipline, educatipnal
psychology, they call teaching a "complex cognitive skill",
which "requires the construction of plans and the making of
rapid on-line decisions", and state that skill in teaching
rests "on two fundamental systems of knowledge, lesson

structure and subject matter"™ (p.75). Thelir study focussed

g0
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on lesson structure. They found that 'expert' teachers, whom
they also called skilled teachers, did a more disciplined
and quicker opening homework review than did novices,
picking up info:mation about which students had not done
thelr homework and who needed extra help. The skilled
teachers had routines in place for taking attendance,
checking homework and responding tp students' questions.
These well established routines were flexible and could be
reordered or used only in part. Little or no explanation was
required for their functioning.

Novices, on the other hand, changed the way they
did things from day to day, and thus had to expléin their
activities and instruct students in the roles expected of
them'frequently. Leinhardt and Greeno found that
routinlzatioﬁ of much of the school day was a major
difference in the practice of "expert" and novice teachers,
and suggest that, "Routines play an important part in
skilled performances because they allow relatively low-level
activities to be carried out efficiently, without diverting
signlflcant mental resources from the more general and
substantive activities and goals of teaching. Thus, rdutines
reduce cognitive load and expand the teacher's facility to
deal with the unpredictable elements of a task" (p.76).

In light of this, it would be interesfing to see
whether teachers whose classrooms are highly routinized make
fewer short term decisions during a teaching day, since they

would presumably have fewer managerial difficulties. It is



also logical to hypothesize that the content and antecedents
of the short term decisions made by these teachers would
differ from those made by teachers who do not have well
established routines. Teachers without well established
routines would have tQ make more on-the—spot decisions about
the mechanics of running a class, and teachers with
efficient routines, freed to delve more deeply into contenf
and students' academic needs, would presumably make more
instructional decisions.

Whether or not teachers with efficient routines
actually do consistently focus more on instruction, to the
benefit of their students, would make a worthwhile empirical
research question. It would also be useful to investigate
whether there are any negative effects of routinization,
such as lack of spontaneity and risk-taking on the part of
some teachers whose day is heavily routinized. It could even
be the case that some unenterprising téache:s who have well
established routines do not take advantage of the "reduced
cognitive load" to concentrate more on students'
instructional needs, but put their students 'on automatic’',
and are not very effective teachers, though their classrooms
appear to run smoothly. It is worthwhile here to remember
Marx and Peterson's (1981) finding that the teachers 1in
their study who made the smallest number of planning
decisions also made the greatest number of interactive
decisions, and these teachers' students had more positive

attitudes than did the students of teachers who made more
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planning decisions and fewer interactive decisions.
Obviously more studles of the relationship between teacher
decision making and student attitudes would be needed before
any generalizations could be made, but it is interesting to
speculate on possible reasons for the link that Marx and
Peterson found. Teachers who make fewer planning decisions
are presumably somewhat less prepared and their classrooms
may be less routinized, perhaps less organized and less well
managed. It 1s posslible also that some of these teachers may
be more spontaneous, more lively in their presentation and
more responsive to creative suggestions from students. This
is certainly not a 'black and white' issue (nelither
"routinization good, spontaneity bad"™, nor the reverse), but
it is one worth investigating for finer shades of meaning.
Much of a teacher's day may need to be»routlnized fox
efficiency'’'s sake, but does creativity and risk-taking
sometimes get sacrificed in thehinterests of efficiency?
Like so many other unasked questions in the literature on
teachers, this is a value question.

Interesting also is the question of whether (and
to what extent) all good teachers use routines. Leinhardt,
Weidman and Hammond (1987), in their study of the
establishment of routines at the beginning of the school
year, observed six teachers identiflied as “experts" by their
students' unusual academic successes and by nomination from
principals and supervisors. Only one of these teachers had

weak and inconsistently practised routines, and she appeared
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to be slightly less effective than the other five. This
study also identified what the researchers call
“dysfunctional routines", which are negative in effect but
as habitual as functional routines. One teacher stopped the
class almost dally to give a lengthy, lmpassioned lecture on
proper behavior, to which the students did not respond and
which resulted in the loss of instructional time. "Expert"
teachers are not perfect, it would seém, a truism worth
remembering lest we elevate fhem to the status of
unattainable role models, undermining rather than enhancing
the confidence of other teachers.

Viewing the "expert-novice" literature in terms of
values, it is apparent that the personal values of teachers,
while they are revealed to some extent in teachers'
routines, are not brought to light as they are in the
"personal practical knowledge" studies, but they may say
some interesting things about institutional values. While
classrooms obviously must have order and‘reasonable quiet
for teaching and learning to occur, there is something to be
sald for “creative chaos" from time to time, and we may
value quliet and efficlency over other seemingly less |
organized modes which may foster more discovery and self
expression by students. As well, as the "personal practical
knowledge" studies illustrate, each teacher has his or her
own body of knowledge and experlience which 1ls expressed in
teaching, and the study of "expert" teachers should not lead

to an overly rigid picture of what a good teacher does.
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The practical knowledge work does offer rich,
detailed descriptions of the context of teaching, and this
ig valuable because this context must be taken into account
in any attempt to understand teachers' classroom actions and
decisions. However, there is little deep and focused probing
of reasons, values and bellefs. Déscriptlon is not enough
without careful analysis. Very seldom are teachers asked
"Why?" in these studies, a question that might, with the
guidance of the researcher, open the door to teachers'
examination of their values and bellefs, as well as the
weaknesses and strengths in their professional knowledge.
Reading accounts based on a more focused reflective joufney

would seem to be more useful to an audlience of experienced

and novice teachers as well.

What are the basic assumptions of researchers into
teachers' practical knowledge, Qhat conception of teaching
is implicit in thelr work, and what changes in the so-called
"protective belt"” have accompanied the move from the study
of decision making to the study of practical knowledge?

These questions are addressed in the next chapter.



Analysis of the Practical Knowledge Literature

It was stated in the analysis of the decision
making literature that the conception of the teacher in that
literature was more "three dimensional™ than the view of the
teacher presented in behavior studlies. The decision
literature, it was claimed, presents teachers as actlve,
thinking participants in the classroom environment,
interacting with students and re#ponding to changing
classroom condlitions. The learningvcondltions laid out
earlier for the conception of teaching are adequately served
in this view of the teacher. The questions researchers ask
relate to methods, materials‘and content, as well as to
classroom management.

The decision making literature was seen to fall
short on the moral condition, sometimes suggesting questions
about values but not really probing lnto why teachers might
make certain decisions. Value clashes between teachers'
personal values and 1hst1tutiona1 values, which could have
implications for how students are viewed and treated, are
sometimes implied or hinted at but not investigated. It was
suggested that perhaps the concept of decision is too narrow
to give access to this complex area, or that researchers do
not Judge value questions to be significant enough to merit

in-depth investigation. This and other possible reasons for

96



tﬁe seeming taboo agéinst the investigation of values will
be discussed in chapter nine.

In the practical knowledge area the
*routinization®™ studies have a different focus than decision
studies but have some similar limitations. They demonstrate
that‘classrobms need some routines to keep mundané
activities running smoothly so that relevant learning can be
given more attention; they cén offer “tips® to beginning
teachers on how to organlie and manage a classroom; and they
suggest that there may be some "dysfunctional routines"
which are well establlshed but counterproductive. They do
not investigate how teachers develop thelr routines and they
do not pursue the idea of counterproductive routines, the
relationship between routines and spontaneity, and the
extent to which routines related to classroom management are
designed to meet institutional standards for quiet and "good
behavior", causing possible conflict with teachers' personal
values and educational aims. They demonstrate some of the
*practical knowledge" and the "knowing-in-action"--Donald
Schon's (1983) term--of teachers, but they delve into the
teachers' thinking even less than the decision making
studies.

The focus on routines may be somewhat more
insightful than the teacher behavior focus on specific, and
isolated, teacher actions, but the intentions of these two
streams of research are not dilssimilar. They both seek to

describe what good teachers do in classrooms. Routinization
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studies do investigate to some extent teachers' thinking
about their classroom routines, but the fact that théy do
this and earlier behavior studies did not may have as much
to do with the development and acceptance of qualitative
reseatch’technlques as with the different interests of the
two groups of researchers.

The notion of "good" teachers immediately raises
the question of "good" according to what standards? Aslide
from general societal standards, the conception of teaching
held by the researchers dictates the standards, and it is
clear throughout the work on decision and routinization that
the bringing about of learning in‘students, with all the
choices of materials, contgpt and methods that this entails,
tqgether with the ability to run and "manage" an orderly
classroom are the main features of this conception. In terms
of classroom manaqemeht, it is clear that a non-chaotic
environment is necessary for learning to take place, and so
classroom management relates to the intention to bring about
learning, but there seem to be other reasons for "managing"
the class, such as not violating nolse standards of the
school, not allowing students to express themseives in
soclally unacceptable ways such as swearing, and providing
relative peace and quiet for the teacher. The relationship
between management, learning and various sets of values is
not investigated in the decision or routinization studies.

The "personal practical knowledge" studies both

benefit and suffer from having a much broader focus than the



decision making or routinization work. The benefit is that.
"why* questions (and these seém to be thg queétions that
illuminate Qalues)-—why did you do.this, why did you declide
this way, why do you feel thié way about it--can be follqwed
up when they arise without straying too far from.a speclfic
research focus such as decision or routinization. The
negative aspect of the very broad focus of the "personal
practical knowledge™ studies is that too much time is spent
describing the plentiful data and not a lot of analysis gets
done. Issues of value which come to light in these rich

descriptions are passed over too quickly and one wishes in

the end for more focus on specific questions that arise. The

conception of thé teacher that 1is suggested by the "personal
practical knowledge™ wbrk is consistent with the conception
ggfgggg%ip chapter two, in that teachers are portrayed as
diSCIiminating professionals whose intention is to bring
about learning in their students and who struggle (Elbaz
portrays very well the struggle of "Sarah" to choose the
best methods and materials for working with students who
came to the "learning centre" for help with English) to
choose methods, materials and content that best serve the
goal of bringing about learning. Obviously teachers who
strive and struggle in this way hold students' learning as a
primary valued goal. Other of thelir persdnal beliefs and
values will influence the ways in which they strive, and

moral values will interact with thelr ideas about learning.
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The "personal practical knowledge" studies address
teachers; values more directly than any previous work but,
frustratingly, do not probe value questions, seeking mainly
to describe the whole fabric of "personal practical -
knowledge® of which values are a part. The description is a
worthwhile task; nevertheless, one wishes for more analysis.
Since values are not a major focus, the "hard éore" of the
teacher thinking program remains unchahged: knowledge and
learning are the concerns of the teacher in this conception;
the moral condition is not adequately met. The mentioning of
the "moral dimension" in "personal practical knowledge"®
studies can be seen as a change in éhe “protective belt". It
is A8 IF value questions have been addressed, but they in
fact remain unprobed and the apparent taboo in the "“hard
core" that disallows the investigation of value questions
remains unchallenged.

Another possible reason for the lack of
investigation of value questions may be that since many
values are held tacitly they are not easily accessible to
researchers for investigation. One of the lmportant ldeas in
the "personal practical knowledge" studies and in other
literature on teacher thinking is the notion that much of
what we know 13 tacit and cannot\be accurately articulated.
Adherence to the idea of tacit knowing may account for some
of the lack of probing in the teacher thinking literature.
As Trumbull (1986) describes lt, "Because much of tacit

knowing is not articuléted, there 1s a danger that practice,
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artistic and reflective practice; can be seen as somewhat
mysterious or can becdmg mystified. The master teachex
somehow "knows" what the right action is, but cannot explain
just how (s)he knows this. The processes by which the expert
nakes sense of comblex situations may seem impenetrable to |
the novice or less reflective teacher® (p.118). And to the
researcher, we might add. There appears to be some element
of this mystificétion_in the "personal pfactical knowledge®
work. Practice is thoroughly described but the detalls of
teachers' knowledge, beliefs and values, which may indeed be
held tacitly, are not probed. Whethervmaterial that is held
tacitly can be brought into focus and artiéulatedlis thus an
important question. Examination of the idea of tacit knowing
may help to shed light on the lack of probing-lnﬁo some

areas of teachers' thinking. This examination i1s undertaken

in the next chapter.



Almost all of the literature on teachers' practical
knowledge states that much of teachers' knowledge is tacit.
While the idea of tacit knowing is a credible one, gquestions
arise about the nature of tacit knowing and especially about
whether tacit knowledge can be made explicit. Whether or not
the knowledge, beliefs and values that teachers may hold
tacitly can be made explicit and articulated will have
implications for the investigation of teachers' thinking. If
material that is held tacitly is viewed as being largely
inarticulable, researchers may try to 'get at' this material
in non-explicit ways, such as through "narrative", or the
telling of teachers' "life stories" and all that those might
reveal, or through metaphors such as the "images" that
Clandinin uses. It is clear that all our knowledge is not of
the propositional kind, and that we do not have immediate-
conscious access to all that we know, or to all of the
beliefs and values, possibly acquired at an early age, which
guide us in our lives and in our classroom declisions.
Narrative and metaphor appear to offer ways for us to
*surface" and talk about knowledge, belliefs and Values which

we hold tacitly.
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It may be also that the understanding of tacit
knowing inherent in some of the teacher thinking literature
does not adequately reflect the full scope of Polanyi's
writing; nor will, unfortunately, the analysis which
follows. What I willrattempt to do is lay out the basic
ideas and examples Polanyl uses and discuss these In
relation to the literature on teacher thinking. The idea of
tacit knowing bears investigation, for it may be that much
tacit'material can be brought into focus and articulated,
and ﬁhat this is an important thing for teachers to do.

A typlical dictionary definition of the word ‘tacit’
is "unspoken or silent; implied or understood without being
openly expressed". We speak of a 'tacit agreement' as one
which has»not been verbalized, or has perhaps not been
systematically thought out, but which is nevertheless
understood by the concerned parties. There is nothing in
this definition to suggest that something tacit cannot be
articulated. Tacit knowing may be another thing, hbwevez.
Though he certainly did not invent the word tacit, Michael
Polanyl 1s credited with originating the ldea of tacit
knowing. His work, and especlally his book Personal
Knowledge (1958) is lnvarlab;y referred to in discussions of
teachers' tacit knowledge. The thesis Polanyl presents in
Eg;ggngl_xngulgdgg is developed further in his later work,
notably the 1966 Phllosgephy article, "The Logic of Tacit

Inference", and the 1966 book, The Tacit Dimension.
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It 1s appropriate to centre this chapter around
Polanyl's ldeas by examining his work in terms of the
answers to three questions: What is the nature of tacit
knowing? How is tacit knowledge acquired? Can téclt
knowledge be made explicit?
| About the nature of tacit knowing, Polanyi says
that it always involves two things, which he calls the two
ﬁerms of tacit knowing. The first he calls the proximal
term. It is only "subsidiarily known", while the second, or
distal term is "focally known"™. In tacit knowing a person
attends from the proximal term to the distal term. In other
words, the proximal term forms a kind of backdrop or context
in which we can understand the distal term on which we are
focusing. "We know the first term only by relying on our
awareness of it for attending to the second...In many ways
the first term of this relation will prove to be nearer to
us, the second further away from us...It is the proximal
term, then, of which we have a knowledge that we may not be
able to tell" (1966b, p.10). Polanyl explains this further
by saying that in tacit knowing an act of integration takes
place whereby we shift our focus from particulars to the
coherent whole that they form. As an example of this, he
discusses the way we recognize faces. We do not focus on
separate features like eyes or a nose, but attend from the
features to the face. We recognize the face, but may be
unable to specify the featureé. This is clearly a legitimate

example of a kind of "knowing", or recognizing which cannot
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be described preclsely in words. As modern police artists
know, people can describe featufes of faces, and these
artists are able to draw good likenesses by using the nose
and eye "types" that are described to them; however, many
people's faces Could be composed of the same collectlion of
feature "types", and we could still recognize someone we
know.

This kind of "tacit knowing®, whereby "we know
more than we can tell", is not, however, directly applicable
to many of the investigations to be done in teacher thinking
research. For one thing, notions like the recognitlon of
faces are seldom relevant to gquestions about teaching.
Questions about teaching (aside from the-obvious "what does
the teacher do" questions) have to do, in the main, with
knowledge (What knowledge 13 the teacher demonstrating here?
What does she need to know to do this better?) and values
(What is important in this situation? To the teacher? The
school? The students?) Questions about teachers' decisions
and actions may involve a whole_fabtic of knowledge,
experience and values which is not easily articulable, but
teachers have a responsibility, both professionally and
personally, to .explain their éctions as teachers. If an
observer were to ask a teacher, "Why 4id you make the
deéisions you did regarding Mary and Peter's late
homework?®, it does not seem acceptable for the teacher to
say, "I don't know why I gave Mary an extension for her

homework and gave Peter a zero. I just followed my instinct.
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It seemed like the right thing to do." Teachers must act on
thelr instincts and intuitions, because they do not have
time while teaching to constantly question themselves, but
during times of reflection, or when discussing with
colleagues, these intuitions and the decisions based on them
should be examined in terms of reasons, both the immediate
practical reasons and underlying reasons which may relate to
teachers' beliefs or values. The teacher who gave Maiy a
homework extension and Peter a zero may know from experience
with these two students that'Maty's lateness is due to lack
of understanding or family difficulties. He or she may know
that Peter's lateness is a recurring problem and that he
will not cémplete his homework no matter how long he is
given. But the teacher may also be less strict with Mary
becauée she is a girl, or may be angry with Peter about some
othef incident. Even if Mary does seem to 'deserve' an
extension while Peter does not, the teacher might benefit
from examining the consiétency with which he or she
exercises vérious rules, and should be able to explain and
defend his or her actlohs.

"TPacit knowing dwells in our awareness of
particulars while bearing on an entlty which the particulars
jointly constitute® (1966b, p.61). This introduces another
part of Polanyl's description of tacit knowing, the idea of
1ndwe111ng;

To focus directly on something, Polanyl says, is

to exteriorize or allenate it, thus destroying its meaning.
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He gives as an example of this what happens when one
focussés on and repeaté a word, out of context, until it
loses its meaning."Knowledge by indwelling®, on the other
hand, occurs when we attend "from a thing to its meaning”,
thus "1nteriorizing" it.

There is certainly truth in this part of Polanyi's
argument, as we have all experienced how a repeated word can
suddenly seem meaningless, and musiclans know that by
focusing on their fingers skilful performance can be
paralyséd. But it is not true that by focusing or
concentrating directly on something it invariably loses its
meaning. Polanyl says that "...we endow a thing with meaning
by interiorising it and destroy its meaning by alienating
it"® (1966a, p.9), and adds that "...when we learn to use
language, or a probe, or a tool, and thus make ourselves
(subsidiarily) aware of these things as we are of our body,
we interiorise these things and make ourselves dwell 1in
them" (1966a, p.10). One must be careful here not to adhere
to Polanyl's statements too literally. While it is certainly
difficult (or perhaps impossible) to carry out some
performances, such as playing the plano, while concurrently
also focussing on the particulars of the performance, such
as the movement of one's little finger, one can, when not
performing, reflect meaningfully on particulars. In terms of
some activities it should actually'be possible to focus on
particulars while doing. Efficient tool users may use

hammers or paint brushes almost as extensions of thelr
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bodies, but it is possible also to concentrate directly on
the use of a tool without forgetting how to use it or why it
is being used. In terms of language, we usually do speak
without awareness of the structure or rules of grammar and
syntax, and without reciting the definitions of words to
ourselves. However it is possible to focus on one's use of
lanqguage, as when a poet searches for one perfect word or
phrase, without losing the meaning. Focussing on some detalil
of teaching a particular lesson may make one have to stop,
to check the book or lesson plaﬁ, for example, and a
smoothly flowing lesson is momentarily disrupted. Focussing
on and articulating details is not impossible, but it is
difficult to do during a performance.

"We interlorize things and make ourselves dwell in
them", says Polanyi. For example, "...as each of us
interiorizes our cultural heritage, he grows into a person
seeing the world and experiencing life in terms of this
outlook.” This much is certainly true, and it is an idea
familiar to anthropologists for many years. Broudy (19793)
has characterised it as follows: "...tacit covers theories,
world views and schemata of all sorts insofar as during an
interpretive act they are 'the spectacles' through which we
see but which we do0 not see" (p.451). But it need not be so,
it seems to me, that I actually "know more than I can tell®
about the parts of my culture. I may not stop to examine the
various cultural artifacts, beliefs and prejudices which act

as my "spectacles", but 1£ called upon to do so I may well
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be able to articulate ﬁhem, or, if someone outside the
culture pointed them out to me I may well recognize them.
Furthermore, though I undoubtedly do hold many aspects of my
cultural heritage tacitly-- in that though my thoughts and
actions are affected by them I have not examined or
.verbalized them-- all of my cultural lnheritande can not
properly be called knowledge. Much of it would be better
characterised as taclt belief and tacit values. This is an
important point. Polanyl has not;differentiated between
knowlédge, physical skill, beliefg'and values. Most of what
he speaks of as taclt knqwledge seems to fit Gilbezt.Ryle's_
category of "knowing how" as'opppsed to "knowing that"--the
latter coverlnq explicit or propositional knowledgeb?and
this kind of tacit knowing may indeed be inarticulable. Such
things as learning to ride a bicycle and drive a car,
-learning ﬁo recognize a face and speak a language, learning
to give a medical dlagnosis and making scientific
discoveries, some of the examples Polanyl glives, do seem to
be impossible to describé with any real accuracy. For-thé
bicycle riding one can talk about pedalling and balance, but
actually putting the elements together and riding cannot be
encapsulated. This idea is important in terms of teaching
because teachers cannot explain everything to students in
- words. Words help, but some skills, abilities and
understandlngs need to be taught by example as well as

precept, and practiced'and experienced by students.
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‘Seelng the world In terms of a certain‘cultural
outlook appears to be something rather different, however,
than knowing how to do something. As I operate in my
culture, wearing my cultural ‘'spectacles', I am not aware of
detalls, but I can become aware of them. As I teach I wear a
set of 'Spectacles', composed of my personal experience,
knowledge, beliefs and values, but there is no reason why I
cannot sit down and think, talk and become aware of these
details, so that I can understand and change, weaving this
understanding and change into new performance in.which
details will again recede.

As for the way tacit knowledge is acquired,
Polanyi says basically this: A peréon can get explicit
instruction in, say, riding a bicycle or driving a car, and
will for awhile attend to the particulars of the bicycle's
handbrakes or the car's clutch; but gradually the
particulars.wlll be integrated and recede from focus in the
smooth performance of the whole. Student doctors are taught
explicitly the symptoms of diseases, but to integrate these
bits of explicit knowledge and make a dlagnosis, "...the
pupil must discover by an effort of his own something we
could not tell him. And he knows it then in his turn but
cannot tell it" (1966a, p.5). Explicit particulars can be
taught, but then there must be a personal integration of
these particulars by the learner. "An explicit prescription
becomes increasingly effective as it sinks deeper into a

tacit matrix" (1966a, p.7).



In other words, when we learn how to do something
well we no longer have to attend to details of execution as
much, and this allows us to perform more efficiently and
more effectively. (Although the occasional bit of
vbacktracklné and purposeful concentration on particulars, as
in rigorously working on one small trill in a piano piece,
can lead to improved performance. Polanyi makes this point.)
Imagining what goes 1nto.the brilliant execution of a Chopin
nocturne, the diagnosis of an obscure disease or the flash
of insight that leads to a scientific discovery, one can
understand what Polanyl means by saying that "the pupil must
discover on his own something that we could not tell hlm",
but this must not be allowed to become too mysterious and
wondrous a thing. There 1s a great deal that we can éxplaln
and teach without falling into the objectivist trap which
Polanyl so decries.

In his discussion of how tacit knowledge is
acquired, Polanyl uses the psychological term "subception®,
vhich he describes as "the process of learning without
awareness® (1966a, p.6). The term does reflect our present
understanding of how children learn to speak their native
language, and for how we absorb much (but not all) of our
culture. It does not, however, seem entirely accurate as a
description of how one learns to play the plano or make a
medical diagnosis. In these cases one learns the particulars
very carefully and very consciously, and while the

particulars may come together in a marvellous,
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unselfconscious performance, they have at that point already
been learned, and not, at least in large part, by

subception.

A final question about the relevance of Polanyi's
work for research into teaching remains to be answered. Can
we, according to Polanyl, make tacit knowledge explicit? If
we "know more then we can tell," does this mean that we can
never tell it? His answer is that in fact there is much that
we can never tell, and much that we can never even bring
into clear focus. We can try, but our articulations will
always be "defective". In fact, "...strictly speaking
nothing that we know can be said'precisely" (1958, p.87).
There will always be "ineffable knowledge", which "may
simply mean something that I know and can describe even less
precisely than usual, or even only very vaguely." When we do
articulate there is still "a residue left unsaid by
.defective articulation”, and this is the "unspecifiable pa;t
of knowledge" (1958, p.88). To illustrate this he says that
even though he knows how to ride a bicycle and how to pick
out his macintosh from twenty othexrs, he cannot say clearly
how. "For I know that I know perfectly well how td do such
things, though I know the particulars of what I know only in
an instrumental manner and am focally quite ignorant of
them; so that I may say that I know these matters even
though I cannot tell clearly, or hardly at all, what it is
that I know" (1958, p.88). While it may be true that I

cannot precisely describe the physical coordination ahd



balance I exercise in riding a bicycle, the statement that
"strictly speaking nothing that we know can be said
precisely” does not, of course, mean that we cannot
communicate well with each other and clarify things for
ourselves. How I came té interpret a certain look on a
student's face as expressing secret anxliety would seem to
fall under the heading of "knowing more than I can teil",
bﬁt that does not mean this Eopic is not discussable. 1
might have been right or wrong in my interpretation, and
this might be shown only by the results of the action I
chose to take to alleviate my student's anxiety. I can
certainly talk about these things, as I can about all my
instincts, intuitions and interpretations.

The crux of Polanyi's answer to the question

vhether tacit knowledge can be articulated comes in the
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paragraph below. In it he mentions several things which bear

comment, including the ldea of knowing in practice, which
several writers on teachers' practical knowledge have used.

The passage is thus worth quoting at length:

"Subsidiary or instrumental knowlédqe, as I have
defined it, is not known in itself but is known in
terms of something focally known, to the quality of
which it contributes; and to this extent it is
unspecifiable. Analysis may bring subsidiary know-
ledge into focus and forlmulate it as a maxim or as a
feature in a physiognomy, but such specification is in

general not exhaustive. Although the expert diagnos-
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tician, taxonomist and cotton-classer can indicate

their clueé and formulate their maxims, they know many
more things than they can tell, knowing them only in
practice, as instrumental particulars, and not ex-
plicitly, as objects. The knowledge of such partic-
ulars is therefore ineffable, and fhe pondering of a
judgement in terms of such particulars is an ineffable
process of thought. This applies equally to connois-
seurship as the art of knowing and to skills as the art
of doing, wherefore both can be taught only by aid of
practical example and never solely by precept® (1958,

p.88).

Thus, in terms of ‘knowing in practice', teachers
can never fully and with complete accuracy reconstruct their
skilful performances; thelr articulations will always be
*defective" and thelr knowledge "ineffable®. A program of
research into teacher thinking which subscribes to this
belief would appear to be doomed, if not to failure, at
least to very limited success. However, such conclusions are
unacceptable.’lf we seek to improve practice we must believe
that reconstruction can be done to a high degree; and the
thrust of teacher thinking research is, presumably, to get
teachers to recount their thoughts and highlight
particulars. It would undoubtedly be helpful to expert
. practitioners as well as novices to analyse thelr practice
and bring "subsidiary knowledge into focus." Only when the

particulars meet the light of conscious inspection can
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practice be intelligently changed. And it should be stressed

again that the subsidiary features brought into focus by
anaiysis do not all constitute knowledge, but belief and
values as well. |

It is certélnly true that teachlng,blike other
activities, needs to be taught "by aild of practical example
and never solely by precept.” Novice teachers need to see
how an expert combines particulars into a skilful
performance (it is also helpful after an observation for the
expert to tell the novice explicitly some of the things he
or she was doing, because observation of a smooth
performance does not always reveal its workings), and
novices need to_practise appiying the explicit precepts they
are taught.

Obviously one cannot concentrate on particulars
(though novices and even experts do bring particulars into
focus from time to time, reminding themselves, for instance,
not to address the class until all noise has stopped)
without producing a rather choppy performance. Theories
and techniques cannot be called up constantly; they recede

into a smooth performance.

Gilbert Ryle, in his book Concept of Mind (1949),
says several things that are relevant to the present

discussion.

"First, there are many classes of performances in which
intelligence is displayed, but the rules or criteria of

which are unformulated. The wit, when challenged to
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cite the maxims or canons by which he constructs and

appreciates jokes, 1s unable to answer. He knows how to
make good jokes, and how to detect bad ones, but he.
cannot tell us or himself any recipes for them.VSO the-
practice of humour is not a client of its theory. The
canons of aesthetic taste, of tactfui manners and of
inventive technique similarly remain unpropounded
without impediment to the intelligent exercise .of

these gifts" (p.30).

Ryle goes on to say that rules of correct
reasoning were first extracted by Aristotle and rules of

good angling by Izaak Walton, but men knew how to reason'and

how to angle before this:

l"Efficient practice preceded the theory of it;

" methddologies presuppose the application of the
methods, of the critical investigation of which
they are the products. It was because Aristotle
found himself and others reasoning now intelli-
gently and now stupldly and it was beeause Izaak
Walton found himself and others angling sometimes
effectively and sometimes ineffectively that both
were able to give their pupils the maxims and

prescriptions of their arts" (p.31).

It might be added that there have been good teachers since
long before the study of teaching, but because teachers

teach intelligently and stupidly, effectively and



ineffectively, it will be helpful to novices and experienced
teachers alike to extract and communicate information about
teachers' practice.

| This task is in no way opposed to the notion of
artistry in_teachlng, nor to the recognition that a well
conducted, fruitful mathematics, biology or poetry lesson is
a personal achlievement on the part of the teacher. The
explicit study of the particulars of teaching, and the
separation of knowledge, beliefs and values in the analysis.
of teachers' practice, can only help more teachers toward

such personal achievements and benefit their students.

If the details of a teacher's professional
knowledge are made as explicit as possible as he or she
works to analyse some incident from or aspect of the
teaching situation, weaknesses and strengths in that
professional knowledge should become more evident and thus
more subject to change.

As well, during such analysis information about
how the teacher's values are affecting a situation may come
to light. Analysis of the teacher thinking literature in
this dissertation has shown that while values are an
important motivating factor in teachers' classroom actions
and decisions, values have not been explored in any rigorous
way by teacher thinking researchers. Part of the reason for
this is likely that many values are held tacitly, and direct
investigation of them does not seem an easy task. Thus the

moral condition, an important part of the conception of the
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teacher laid out in chapter two, 1ls inadequately served by
the conception of the teacher which underlies the teacher

thinking literature described thus far.

.The wsrk done so far in this dissertation has been
to lay out a defensible conception of teaching,vspecifying
both learning conditions and a moral condition; to
critically review studies of teacher decision making and
teachers' practical knowledge so as to explicate the
conception of teaching which underlies this work and forms
the "hard core" of the teadher thlnk1n§ research program; to
evaluate this conception according to the conception laid
out in chapter two; and to explore the ldea of tacit knowing
as it applies to research into teacher thinking. The idea of
values has arisen again and again, as it had been
demonstrated that the complex area of values, both moral and
non-moral, both personal and institutional, is suggested but
not investigated in teacher thinking research. It has been
recommended that values be taken as a focus for research
into teacher thinking.

It is time now to focus on the concept of values
and to examine some of the many difficult questions which
may'érise during study of the moral aspects of teaching. The
concept of values may need clarification so that
investigation of values can proceed more easily. In the next
chapter this investigation is undertaken, and important

research questions related to values are suggested.



Invegtiqation of the Concept of Values and the

Relatjon of Values to Teacher Thipnking

Studlies of practical knowledge have extended into
the realm of values but have failed to make a clear
distinction between knowledge and values. Questions about
the factors that motivate and influence teachers' classroom
decisions often lead to the idea of values. Values and
beliefs come to light through interviews, observations and
analyses of teachers' practice. Teachers' values have not
been investigated in any focussed way, however. Several
‘reasons have been suggested in previous chapters for this
lack of attention by researchers to values.

One reason appears to be that the conception of
teaching which underlies the teacher thinking literature
presents the teacher's thinking as being devoted basically
" to the two areas of instruction and classroom management.

These are seen as the main areas of concern. Values are not

portrayed as being of major importance for teachers. This 1is

less true in the practical knowledge work, which does
suggest value questions, but still these studies do not
pursue the value questions they raise. The conception of the

teacher within the hard core of the teacher thinking
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research program generates a kind of taboo which does not
allow for the in-depth investigation of values.

Another possible reason may be the difficulty of
studying values because teachers' values are
"contextuallized” and expressed in the classroom in ways that
may not match the values teachers explicitly espouse.
Related to this is the idea that many values are held
tacitly, and that articulation of them is difficult and
would at any rate give an inadequate representation. Thus
there has been little empirical work done on teachers'
values, and little philosophical work on the concept of
value itself, though it is a term much used by philosophers.
Before examining the limited empirical work that has been

done, investigation of the concept of values is in order.

Daniels (1975) found that there are few "recent
and competent éccounts of the concept of a value
although...the term "value" (and its cognates) are
frequently used in philosophical literature, in the social
sciences and iln pedagogical literature” (p.31-32). Two
accounts that Daniels did find adequate were by Téyloz
(1961) and Baler (1969). The views of these authors and
several others will be referred to later in the present
account.

There are seveial usages of ‘value' in which the
term is roughly equivalent to 'worth'; whether monetary or
non-monetary. All of the following sentences use value to

mean worth:
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8he doesn't know the value of a dollar.

what 1s the value of his farm?

I place gfeat‘value on our friendship.

I have learned the value of regular exercise.
In music: What is the value of a half note in three quarter.
time? |
In algebra: What is the value of x?

'value' can be used as a verb in sentences like "I
value your company® to mean appreclate or see'as worthwhllef
There is also, in philosophical writing, much talk

of 'value judgements' and ‘'value tgrms' or' 'value
expressions'. Some frequently used value terms are 'good’,
'ought' and 'right', though, as Hare (1952) says, “almost
every Qord in our language 1s capable of being used on
occasion as a value-word (that is, commending or its
opposite)" (p.80). Value terms are words we use to indicate
that somethihg has or lacks value accordihg to some
standardﬁ A “"good" boy is good in accordance with some set
of rules about how boys ought to behave, and "It wasn't
right for you to treat him that way" refers implicitly to
some standards of how one ought to treat other people. In
value judgements (like the two sentences just mentioned) we
use value terms to pronounce on fhe.value of things
according to some standards. There are moral and non-moral
value judgements. In moral value judgements the standards of

goodness or rightness referred to will be moral principles.
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Hare (1952) says that "the function of moral principles is

to guide conduct" (p.1).

In philosophical and educational literature
people's 'values' are often réferred to. 'Values' used in
this way 1s a collective term for those principles which one
holds dear and which one sees as having worth. Taylor (1961)
says that "a person's values include all the standards and
rules which together make up his way of life. They define
his ideals and life goals...They are the standards and rules
according to which he evaluates things and prescribes acts,
as well as the standards aﬁd rules he lives by, whether or
not he 1is aware of them" (p. 297-298).

Baler (1969) says that

", ..someone holds or subscribes to some particular
~value V (e.g., achievement, work, altruism, comfozt,‘
equality, thrift, friendship). When we say this sort
of thing of an individual or a whole socliety, we
impute to that individual or that soclety a favourable
attitude toﬁard the realization of various states of
affairs; we vaguely indicate those states of affairs
by the value name, "V", and we imply that he has this
favourable attitude because he expects (more or less
explicitly) that the realization of these states of
affairs makes some favourable difference to someone's
life, not necessarily that of the value holder himself"
(p.54).
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In this way values differ from beliefs. Values are

always (by definition) normative, but beliefs need not be
'~ s80. Most values could be stated as beliefs ("I believe that
abortion is wrongi, "I believe in teaching éhildren to be
- independent®™) but the reverse 1s not the case ("I believe
that the sun is a star in the Milky Way" and "I believe that
he will return hbﬁe_safely"). There are beliefs related to
values, and emplzlcal bellefs. Baler (1969) says that values
differ from beliefs because the subject matter of values is
"the good life” and how to come closer to it. The concept of
"the good 1life" will be examined more closely momentarily.
In terms of beliefs, teachers' bellefs, like thoée_
of other people, will be related to values and to the
emplrical world. value-related bellefs, which in this
discussion will be referred to as identical with the values
themselves, might be about the rightness or wrongness of
various sorts of punishment, or the importance of not
embarassing or using sarcasm on a child. These values,
though sincerely held, might not be acted on when the
stresses of.the classrodm Call up the teacher's anger or
. Impatience. He or she may suffer from a guilty consciénce or
feeling of fallure. Or these values may conflict with
institutional ones. Despite a teacher's belief in the
importance of children learning cooperation through working
in groups, he or she may be concerned that the noise level
in the class does not meét school standards, and thus might

curtail any group work. To give a more concrete example,
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this author clearly remembers, stlill with some pain, how the

vice-principal entered her classroom and strongly
reprimanded and humiliated one of her students for a
misdemeanor which neither the student nor the teacher
considered at all serious. Aware that she was expected not
to undermine the vice-principal's authority, and aware also
that the student had broken a school rule, she did not speak
up for the student, and suffered profound pangs of
conscience.

As for teachers' empirical beliefs, these could
relate to the efficacy of different methods of instruction
(Alleen's “Language-as the Key" seems to belong here) or
they could, perhaps not quite consclously, relate to the
capacities of girls and boys or children from different
backgrounds. It is easy to see how, in a teacher's practice,
the teacher's empirical bellefs can have ramifications in
the realm of values and morallity, because his or her
actions, motivated to a large extent by beliefs, have
profound effects on the students.

One last point may be made about belliefs, and it
appllies alao to values, The'beliefs of adults are, ideally,
rationally formed and held. While we 'absorb' beliefs and
values as chlildren, we should as we grow into independent
thinkers learn to evaluate the grounds on which we hold
beliefs and values., Peters (1974) says that "we can
understand rational behavior and belief as informed by

general rules...Ratlonal behavior and belief spring from the
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recognition, lmpllcit or explicit, that certain genéral
considerations are grounds for action and belief" (p.121).
The ratlional man "has to resolve and remove any putative
inconsistencies between his exisflng beliefs and assumptions
and any discrepant 'incoming' experiences or pieces of
information" (p.125). To do such evaluation beliefs and
values must be brought forward for conscious examination,
something that teachers may not often have the chance to do.
Constraints of time as well as the establishment of routines
and habitual patterns;of behavior may act against teachers
engaging in reflection on the kind of inconsistencies that
Peters mentions.

Dewey (1932) gives an excellent descriptlon‘of the
early acquisition of values, beliefs and attitudes and the

later consequences 1f one is unreflective:

*...hablits of liking and disliking are formed early
in 1ife, prior to ability to use discriminating
intelligence. Prejudices, unconscious biases are
generated; one is uneven in hils distribution of
esteem and admiration; he is unduly sensitive to
some values, relatively indifferent to others. He

is set in his ways, and his immediate appreciations
travel in the grooves laid down by his unconsciously
formed habits. Hence the spontaneous "intuitions" of
value have to be entertained subject to correction,
to confirmation and revision, by personal observation

of consequences and cross-questioning of thelr quality
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and scope"'(p.132).

Dewey recommends deliberafion and reflection as an
alternative to habituated action. Clearly reflection is
1inked to such ideas as routinization, decision making and
values. Reflectlon will be explored in a later chapter of

thls_dlsseftatlon.

To return t§ Baler's notion of “the good 1life",
this can be defined as life as 1t.w0u1d be if specific
circumstances and attitudes were generally present. Many
people share many values, and my Vislon of "the good life"
might be quite simiiar to yours. It is likely, for Instance,
that we would both choose for our ideal world the condition
that people not be prematurely killed, physically injured or
emotionally battered, because we value human life. The
sanctity of human life is one of our values, a principle
that we would like to uphold and would like others to
uphold. We are quick to condemn regimes or persons who
flagrantly defy this principle. On other points we might
differ. I might feel that the lives of animals are valuable,
and be against the killing of animals for food, whereas you
might agree that animals should not be used in medical
experiments bdt should be ralsed for food. Though many
(perhaps most) of my values will probably be in accord with
the prevailing societal values, there will frequently be

clashes between the values of persons or groups, and the
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prevailing socletal values. Such cléshes fuel political
discussion.

Returning to the principle of the sanctity of
human life, there are probably few people who would claim
not to hold this value, and if discussion of people's values
did-not go beyond such general statements of principle it
mith be rather uninteresting. The study of peoplé's values
in the context of their lives, howevet, suggests conflicts
between the values held by different individuals, between
individual and institutional values, between explicitly
stated and tacitly or even subconsciously held values, and
between the actions that one's values dictate and the
‘immediate demands of various situations. Many difficult
decisions may be called for. To what lengths will I go to
uphold the principle of the sanctity of human 1life? Will I
endanger my own life for others'? Will I, a German citizen
' during world war Two, hide a Jewish family in my attic?

Will I, an affluent North American in the 1980's, reduce my
consumption of food, goods and energy in the interests of
third world people who may be dying because of.world
economic imbalance? On a more mundane level, to what extent
will I, in my daily interactions, gratify my ego or choose
an expedient course at the expense of another's feelings?.

What values do I really express in my dally life,
and to what extent do these coincide with the values which I
articulate and claim to hold? This could be an extremely

useful question for a teacher to pose to herself, and an
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important focus for researchers working in classrooms with
teachers to take. It is llkely that disparities would
become evident, because the "exligencles of practice” may
compel teachers to act on some basis other than their own
vaiues.‘It is also possible that teachers actually hold and

act on some values of which they are largely unaware.

Empirical studies of teachers' values are very few
in number, partly, no doubt, because of the difficulty
involved in isolating and articulating values. There may
alsb be some reluctance to tackle this topic because values
are largely seen in our socliety to be personal, a matter of
‘one's own business'. It 1s not difficult to find refeiences
to teachers and values, but these usually turn out to
concern the purpoéeful teaching of values by teachers, and
related ethical and‘methodological problems,

General discussion of teachers and values often
mentions the idea of value conflicts. Hartnett and Naish
(1976), for instance, say that "the teacher has to be
sensitive to the values of the group he teaches, and to his
own values. In addition, he has to consider the values of
other teachers in his school, the senior teachers,
inspectors, and local education authorities. There may be
confusion and conflicts within each or all of these groups®"
(p.183). Hartnett and Naish suggest that "what are required
are empirical studies of educational organizations which

cope at the conceptual and methodological levels with the
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interrelationships between knowledqe, values, organizational
structures, and the individual level of analysis" (p.188).

Another topic discussed under the general heading
of teachers and values is teachers as transmitters of
societal values, often addressed in writing on the "hidden
curriculum”. Teachers' individual values and how these find
expression in their teaching are mentioned much leés often
and very seldom studied. ‘

One study that does shed some light on thls area
" was done by Sharp and Green (1975). They looked at the
values teachers professed and compared these with the
observational evidence from their classrooms. They found a
considerable gap between the values professed by a group of
teachers at a "broqresslve" Englrsh primary school, and the
evidence of the classroom practice of these teachers. Sharp
and Green see socletal forces at work in this conflict and
through their study %"tried to illustrate some of the
structures of the broader context of the teachers' practice
which tend to lead to consequences which belie both the
moral commitments and thé causes they appear to have adopted
and profess" (p.vii). The teachers in this study professed
the belief that all children should be seen as equal and can
learn to work independently and flourish intellectually in a
rich educational environment. The teachers claimed to value
the teaching of such independence. The study found that in
fact the teachers held strong class blases and treated their

students differently according to their behavior and the



kind of home they came from, preventing or hindering the
development of educational independence in many cases. Sharp
and Green say that while "the teachers display a moral
concern that every child matters, in practice there is a
subtle process of sponsorship developing where opportunity
is being offered to some and closed off to others" (p.218).
Sharp and Green saw these teachers acting, virtually
unconsciously, as agénts of their soclety's class
stratification, in spite of the bellief in equality that they
professed.

There is other literature concerning the
contribution of schools to social stratification and the
categorization of students by teachers (for example, Breton,
1970; Cicourel and Kitsuse, 1963), and while this literature
does relate to the general discussion of teachers and
values, it tends to focus on teachers as transmitters of
socletal values rather than examining individual teachers®
personal vaiues.

There are, of course, many connections between
teachers' individual values and socletal or school values,
and there may well be clashes of value between the personal
and the institutional.

McNair (1978-9), in the conclusions to her study
of teachers' "inflight" dectsions alludes to the clash of
teachers' values with institutional values but,
tantalizingly, these remarks are not elaborated upon. She

says,
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"These teachers are strong and unique individuals.
AsAwe met with them and talked with them, thelir
individual personalities stood out clearly. AS they_
taught, however, we had the impression that thelir
actions and their thoughts were constrained by the
normative activity of the public school..The currents
of soclety are powerful and within them the tides of
.schooling ebb and flow. Rarely is the flow disrupted

and new currents developed by the participants™ (p.42).

McNair seems to be suggesting that these teachers were
adhering to values of school and society even when their own
values told them to act differéntly, and doing thelir best to
balance these sometimes opposing views. While these |
*adjustments” may be done almost lnstinctlvely; that 1is,
with 1little reflection, it does seem that the conflicts
McNair suggests would be consclious sources of conflict to
the teachers; however she does not report questioning them
about theée conflicts.

Hargreaves (1979) says this about teachers'
values: "When teachers are asked to display thelr values (to
researchers, colleagues, parents, etc.), they doubtless feel
constrained by that situation to express their ideals and to
assert a strong degree of coherence, consistency and
integration among those values. Practice will not be a
simple reflection of those values because practice arises in
a different situation which has a quite different structure

and set of constraints" (p.80). Hargreaves contrasts the
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'abstract’' values that one might articulately express with
the ‘'contextualized' values which are embedded in a
teachers' practice. |

This is an important insight. Clandinin's "images"
seem very suggestive if we view them as expressions of her
subjects' contextualized values, rather than as
representations of their practical kndwledge.."The classroom
as home", "Langﬁage as the key" (Clandinin 1986) and.
"Teaching as relating to children®" (Clandinin 1987)
certainly have implications for how the teachers to whom
they are attributed will conduct their classrooms, but
rather than encapsulating knowledge these "images" say
something about what these teachers value. Elbaz (1981) says
as much: "The image is generally imbued with a judgement of
value and constitutes a guide to the intuitlive realization
of the teacher's puxposés“ (p.61). Later she describes
images as a combination of "the teacher's feelings, values,
needs and beliefs" (1983, p.134).

In analysing one's own practice a teacher might
vell bénefit from bringing the values that are embedded in
practice into focus, comparing them with expressed values
and pondering any disjuncture that might be found. The
teacher might also find that there are conflicts between
personal values and the values of the school. It is possible
that the idea of "image" could be helpful in bringing
personal values into focus. The formulation of “images",

with the help of an insightful researcher or fellow teacher,
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could be an intermedlate step,"helping‘ taclitly or even

subconsciouély held values come forward in metaphoric
expression. Somé of the contextualized values that a
teacher may reveal in his or her practice may be sald to be
held tacitly, in that they may never have been specifically
formulated or articulated, but there is no reason to assume
that they cannot be brought into focus for examination.
Indeed, i{f a teacher is to clearly examine and evaluate
personal values and beliefs and the grounds on which he or
she holds them, clear, non-metaphoric articulation would
seem to be essential. Hargreaves (1979) says that "it is a
research task to analyse precisely how values are, often
tacitly, embedded in action" (p.80). No studies were
discovered that were designed specifically for thié purpose,
but the stimulafed recall method, as well as observations
and open ended 1nté£v1ews, might prove useful in the design
of such studies.

Many questions arise in the investigation of
teachers' values. In what ways do teachers' values clash
with institutlonal values? In what ways do teachers'
'contextualized' values clash with the 'abstract' values
that they openly express? How can contextualized values be
made explicit so that they can be examined? Do the values
teachers hold change with teaching experience, or are they
quite stable throughout a teacher's career? If they do
change, what factors in the school or in other areas of

teachers' lives act to change them? These are all research
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-questions which merit study. If teachers are to reflect on
their practice, reflecting on the values they hold and how
and to what extent those values f£ind expression in their
teaching would be a useful vehicle for teachers to change
their practice. Novice teachers could also benefit by such
reflection. | |

Another question that arises in the general
discussion of values and schools is whether people have the
right to try to change or impose upon the values held by
others. Specifically, do school administrators have the
right to try to change teachers' values, or to impose on
teachers methods or materials that conflict strongly with
the values they hold? The recitation of the Lord's Prayer
and daily Bible reading are required by the Public Schools
Act in British Columbia, but many teachers do not comply
with this law, finding it to be in conflict with their own
values. Principals tend to "turn a blind eye" and do not
attempt to enforce the rule. If they did a difficult
gquestion of values would have to be resolved.

Some of the difficulties that have arisen in
getting teachers to implement new programs may relate to
value conflicts. Study of specific cases of implementation
problems with values as a major focus might prove useful. As
well, philosophical investigation of value questions in
schools should be done in a more focused and rigorous way.
The question of whether schools have the thht to require

students to participate in activities that conflict with
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their values or the values of thelr families arises
"periodically, but the gquestion of teachers' values is seldom
addressed except when gross violation of societal values by

a teacher comes to light.

The question of how to study teachers!' values
remains a difficult one. Reflection by teachers on their
practice, with the help of researchers or fellow teachers,
might help to bring values into focus. Oberg (1986)
recommends that specific instances of classroom practice be
analyzed. "These are the overt manifestations of beliefs and
values underlying teachers' actions that are bften implicit
and difficult to verbalize...When verbalized they sometimes
become detached from their referential actions, and we £ind
a discrepancy between what teachers say they believe and aim
for, and the beliefs and aims that are implied in their
professional actions. Only after describing and analyzing
actual instances of practice does the teacher begin to delve
beneath observable behaviors to the meaning of her actions.®
(p.3) It might be especlally useful for teachers to focus on
classroom instances in which they experience some conflict
or dilemma, for here there may be a clash between the
teacher's values and those of the school, or between the
teacher's values and the immediate practical demands of the
situation. Or a teacher mayvexperlence conflict because he
or she lacks the knowledge of practical ways to bring some
value to fruition in the classroom. The teacher may, for

example, want children to become more independent, but not
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know quite how to structure lessons to help bring this
about. The confluence of a teacher's values and knowledge
could be a valuable entry point for understanding that
- teacher's practice. Realization and articulation of personal
values may help teachers to see more clearly the areas in
which their professional knowledge is inadequate, that they
may remedy this by appropriate study or discussion with

other teachers.

In summarizing the position established 1in this
chapter, 'value' is a term generally used to mean worth.
Used as a verb it can be used to mean appreciate or see as
worthy. Value judgements are statements which evaluate
according to some standards. There are moral and non-moral
value judgements,'moral value judgements referring to moral
principles about human conduct as standards.

*Values' is a term used to refer to principles
held dear 6; seen as worthwhile by a person or group of
people, and they relate to a vision of "the good life”.
Vélues differ from beliefs in that a person can have beliefs
relating to values and beliefs relating to the empirical
world. while we as adults should ideally hold both our
values and our beliefs rationally, examining the grounds on
which we hold them and weighing them against conflicting
incoming evidence, we do not always have the time,
inclination or motivation to do so. As well, values and
beliefs may be held tacitly or even unconsciously, and need

to be brought into focus for our examination. Investigation‘
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of teachers' values may present considerable methodological
difficulties, but the study of values would seem to be
essential if researchers wish to understand'teacheré'
‘thinking. As well, articulation of personal values would

help teachers to analyse and change their own practice.

The concept of decision appears to be too narrow
to shed much light on value questions. "Personal practical
knowledge" studies have given rich descriptions of teachers'
thinking and their lives in classrooms but have tended,
though they are very descriptive, to offer insufficient
analysis, falling to make the important separation between
- knowledge, values and beliefs in the data.they report. As
well, this work tends to lay too heavy a stress on the
notion of tacit knowledge, and perhaps for this reason has
not asked many of the "Why?" questions suggested by the
data.

The question seems to be how to get at this tacit
material and the confusing, contextuallized mix of knowledge,
values and beliefs which each teacher holds. There is no
current research which takes this focus, but recent
attentioﬁ to the notion of reflection by teachers on their
pracfice may represent a methodological advancement which
will allow greater access to this material.

The idea of teachers reflecting in a focussed way
on theilr practice and on their valués brings teachers into
an equal partnership with researchers in the study of

teacher thinking. The people who can shed the mbst light on
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their thinking is teachers themselves, with the probing and.
guidance of researchers or fellow teachers. The people who
can béneflt the most from understanding thelr own thinklng
is-teachersbthemselves, and ultimately their students. Only
they can change their own practice, improve the quality of
-their’teaching,_b:ing about learning in their students more
effectively and make decisions in the moral realm with
greater understanding. As well as having other people try to
understand them, it will be productive for themvto
understand themselves.

Rgflectlon as a research focus seems to be a new
move in the study of teacher thinking, one which involves
the teacher as never before and which has the potential to
explore value questlions and better serve tﬁe moral condition
of teaching. Reflection must be focussed to be productive,
however. The notion of reflection bears examination, and

this task is undertaken in the next chapter.
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The Role of Reflection

This dissextation began with the laying out of a
conception of teaching which entailed the following things:
that the intention of teaching is to bring about learning;
that the content, methods and materials selected must be
appropriate to the cognitive state of the learner(s); that
teachers' lessons must in some way embody or express to the
learner(s) that which is to be taught; and that teaching is
an activity or occupation which occurs in the moral realm,
so teachers' interactions with students must conform to
moral principles, especlially respect for persons. In this
conception teachers' personal and educational values are of
central importance. This was suggested as an entirely
defensible conception, and used as albasis for evaluating
the conception of teaching which underlies studiés of
teacher thinking.

Investigation of selected studies from the program
of research on teacher thinking revealed that at the "hard
core™ of this research program is a conception of teaching
which accords with the one given above except in one major
wvay: teachers' values are given only peripheral treatment.
Value questions are suggested by much of the research

reviewed, but they are not addressed or are addressed 1in an
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unfocussed way. There appears to be a built in taboo against

the in-depth investigation of teachers' values. There are

several possible reasons for this:

1)

2)

3)

4)

There are serious methodological difficultlies involved in
the study of teachers' values. The significance of these
may be exaggerated because of a bellief that since many
values are held tacitly, they cannot be articulated by

teachers and therefore cannot be investigated.

Personal values may be seen as a matter of "one's own
business", an area into which researchers have no

right to probe.

Values may simply be seen as unimportant compared to

matters directly related to knowledge and learning.

The importance of values may have been overlodked
because of the beliefs which form the hard core of
this research program, that is, that the important
things to know about teachers concern instruction

and classroom management.

Any or all of these reasons may apply, and there

is no empirical basis on which to judge which, 1f any, are

accurate. With respect to the first, it would seem that

methodological difficulties could be surmounted, given the

ingenuity of researchers. The sophistication and variety of

research techniques available would seem to allow for at
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least some success in investigating values, even those which
may be held tacitly or subconsciously. However, {f the
belief is firmly held that tacit material cannot be
articulated, teseaichers might not even try to overcome
methodologlical difficulties.

The second and third possibilties listed above,
that values may be seen as a matter of "one's own business®
or may simply be seen as unimportant, can both be answered
with the same argument. Since teaching is an activity in the
moral realm, in that it has to do with interactions between
people, values are not only important but absolutely
central. Furthermore, teachers are accountable to the public
for their actions and they must be able to justify them.
This does not mean baring one's soul at a town meeting, but
it does mean teachers need to have a clear idea of their own
and others' value structures, and of what is involved in
defending value postures, so that they can defend their
actions as teachers intelligently and with understanding.
Explaining the basis on which decisions are made will
necessarlly involve values.

It will not work to say that teaching can be
value-free and that teachers can keep their values to
themselves and not express them in theilr teaching. We are
the embodiment of bur values, as well as our knowledge and
beliefs, and our decisions, actions and reactions in the
classroom will express our values. As well as being morally

and publicly accountable, which will involve articulating



142
values, teachers should also be committed to ongoing |
.professional develdpment and growth. An important part of
professional development should pe focussing on and
articulating values so that teachers can understand how
values éffect teaching and caﬁ thus change with awareness.

It was arqued earlier in this dissertation that if
the baéic §631 of resea;chblnto teaching is to improve
practice, then investigation of teachers' Qalues should be
carried out, because values are one of the important factors
which motivafe teachers' classroom decisions and actions. No
ﬁatter how mudh researchers know about what'"expert"
teachers do or what the content of ihteractive decisions ls,
‘no matter how many recomméndatlons from research filter down
into professional day activities, it is only teachers |
themselves who éan»chanqe their own practice. They must be
intimately involved in the research process if they are to
understand what they theﬁselves are doing and why. This
might be stated as "teacher thinking from the inside®". 1
want to understand my own thinking, rather than just
describing it to the researcher so he or she can try to
understand it. The notlon of reflection on praétlce‘seems to
capture this idea, and also to offer a way of "getting at"
teachers® values. The remalnder of this chapter will

investigate the notion of reflection on practice.
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A. The concept of reflection

DPiscussions of what teachers know, how teachers
can improve thelr practice and find more satisfaction, and
how novice teachers can be more effectively tralined, often
include the notion that teachers should be reflectlive.
'Reflective' means Inclined toward reflection, and
examination of the concept of reflection is a useful first
step in exploring the notion of reflection by éeachers on
thelr practice.

The word reflection and its cognates have two
basic sets of meanlngs; The flrst sét is illustrated in the

~ following sentences:

The sun's warmth reflects off the white, south facing
wall ofwhy house; giving me the earliest tomatoes in the
neighborhood.

She stopped to look at her reflection in the department
store window.

The behavior of those boys at the track meet is a poor
reflection on the school.

Her ability is not reflected in her marks.

I couldn't see his eyes, for he wore reflective

. sunglasses.

While all of these involve somewhat different
meanings, they do have some qualities in common. All include

the idea of an existing state, object or condition, and the
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reflection involves some rebounding off or producing an

image of this state, object or condition.

Another set of uses of the word reflection
involves mental reflection, and it is mental reflection that
is of interest here. What does it mean to say that teachers
need the time and the propensity to reflect on their work?
What would I do if I sat down to reflect on my teaching?
Would I simply think about it? Is reflecting the same as
thinking? Actually it often seems as if I think about my
work night and day. Thoughts of report cards, Christmas
concerts and students' problems crowd my mind unwanted when
I brush my teeth or try to go to sleep. This sort of random
and untidy thinking is not reflection, though reflection
does involve some sort of thinking. |

I might, 1f I had the time or took the time,
reflect on my work several times a day. This would involve
some very "thoughtful thinking®”. I can remember sitting at
my desk watching my students as they worked, a moment o£
quiet in a hectic day, and reflecting on how I felt about
them. Earlier in the day I had beeh angry at theﬁ for excess
noise and unfinished work, but a few moments' reflection
brought me to my deeper feelings of affection and pride, and
put that particular difficult morning into a larger context,
An important factor here is time. Even if the time amounts
to only a few minutes, reflection is not done in a hurried
way. It involves removing oneself from the action, taking a

Ytime-out” and going on a lelsurely joh:ney through one's
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thoughts. As I sat at my desk reflecting for a short tinme,

the tension of a busy afternoon subsided and I gained a
clearer perspective as I brought to mind thoughts and
feelings ébout my students and my work as a whole.
Reflection of this sort often helps to solve an immedliate
conflict or problem by placing present events in a larger
context. New connections and associations between ideas may
occur.

By saying that reflection involves a leisurely
journey through one's thoughts I do not mean that it
necessarlily takes much time. A sentence 1like, "Upon ‘
reflection, I decided that the plan was too dangerous”" could
imply only that I thought for a short time about the plan,
but this thinking was focussed and careful, and the time I
spent on it was "time out" from whatever pressures were
weighing on me.

The statement, "I never have time to reflect on my
work" seems to imply that if I did reflect it might help me
to solve some problems, resolve some conflict, gain
understanding or produce some new ideas for action. It might
heal some mental unease or confusion. It might also start or
restart a creative process of connecting and assimilating
ideas. It seems also that reflection would be done rather
dispassionately, although one might "pass through" feelings
of anger or exhultation as he or she looked back on an

experience. It does not seem right to say that
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he reflected in a rage, or that she engaged in ecstatic

reflection. The notlon of reflection carries with it some
sehse ofvdisconnecting from strong emotions, seeing "the
larger pictureﬁ and perhaps working throuéh to some
resolution. Ong removes 6nese1£ from-involvement:with the -
madding crowd in:orde: to ponder and gain clarity. |
If ﬁe were to atteﬁd the funeral of our old friend

Jbe Smith, thg minister mlght say, "Let us reflect for a
moment on the life of Joe Smith." We might all cldse our
eyes and‘reflect for a few mlﬁutes in silence, eaéh
ieviewlng our speclal memories oflold Joe, summing up his
life énd our feelings about him, and making peace with his
memory so that we can each in our own way lay him to rest.
1f fhe minister begins to sbeak after suggesting that we
reflect, he might offer his own memories of Joe énd recount
a few favorite stories. During his talk we will make our own
mental assoclations and call up memories, making the
reflection personal even 1f it is guided. Indeed, reflection
must always be a personal experience, because we each have
our 6wn memories,AfeelingS and experiences connected with
even a public event.

| Reflection is personal but it can be stimulated by
discussion with others. The minister at Joe Smith's funeral
might stimulate us to reflect more deeply than we might
otherwise have done. The sentence used earlier about the
dangerous plan could easlly be reworded to read, "Upon

reflection, we decided that the plén was too dangerous"®,
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implying that as we each did our own focussed, careful
thinking we also exchanged ideas. Reflection 1s personal but
discussion with others can make it more fruitful.

Religious or philosophical reflection, in which
one hlght reflect on the nature of God, man and the
universe, is also personal, as we draw upon our own
experiences and backgrounds to decide on the truth of
various religlous or philosophical principles. The notion of
arriving at or at least aiming for some truth or some |
- resolution seems to be involved in reflection.

From this discussion several general ldeas emerge:
mental reflection can be seen as "thoughtful thinking”; and
it involves calling up knowledge, feelings, memories and
opinions connected with a certaln topic. Reflection 1s about
something specific; it is not Jjust the free flow of thoughts
as in a "day-dream". It is not random and untidy, though
one's thoughts may range gquite freely and new connections
may be made. The goal of reflection may be the solution to a
problem, the awareness of what action needs to be taken in
some situation, the achlievement of peace of mind, the
realization of some truth or the arrival at some resolution.
The time spent on reflection could be only a few minutes,
but reflecting is done at an unhurried pace. It is also done
dispassionately, élthough feelings may be *passed through”
during reflection. Reflection can concern public issues but
is always persbnal because each person draws on his or her

own experiences, thoughts and feelings. Nevertheless,
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refléétion can be made more frultful by the constructive
exchange of ideas with others.

It is not dAifficult to conceive of a teacher doing
many other kinds of thinking. One may experience an endless
run-on of non-productive thoughts related to teaching
practice. One may engage in self recrimination and gquilt
when things do not go as he or she would like them to. One
‘may fantasize about telling off the principal or daydream
about how nice the class would be if only one or two
difficult children were gone. One may engage in very
specific and immedlate problem solving, such as how to break
up the playground fight or when to move from blackboard
explanation to notebook practice. None of these seems to
qualify as reflection. If a teacher is reflective about his
or her practice, the personal and professional knowledge and
the values and beliefs that guide decisions are subjected to
scrutiny and careful thought. The necessary repetition of
various actions does not become so routinized as to be
unquestioned. Mosf teachers do undoubtedly énéage to some
extent in_zeflectlon on their practice, and this reflection
would seem to be a rich area for study, of potential benefit
to both‘teacher and researcher. As a teacher reflects he or
she calls up knbwledge, beliefs and values, though perhaps
not in a completely focussed way. Interaction in reflective
conversation with a researcher could help a teacher to focus
on speclific bits of knowledge, bellefs and values,

articulate them and examine them and thus make changes from
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a position of greater understanding. Observations of
teachers in the classroom would also be helpful so that they
can compare their expressed values with those which they are
perceived to be acting from. This kind of reflective
conversation may be the best way for both teachers and

researchers to gain understanding of teachers' values.

B. Can the tacit be articulated?

If a teacher is to engage in careful thought about
tﬁe knowledge, beliefs and values that guide his or her
decisions, then he or she must be able to bring these into
focus and articulate them. If reflection on practice as it
has been portrayed here is to be a crediblé idea, then the
claim thét this can be done must be demonstrated to be a
reasonable one. To state that teachers can do this focussing
and articulating is an empirical claim, although this author
has nelther engaged in nor reported research speclficélly
designed to demonstrate its truth. Evidence and argument
have been offered to support it, however. Studies of teacher
decision making using stimulated recall and interview
studlies of teachers’' piactical knowledge have helped to
demonstrate that teachers can report their thoughts and
articulate their beliefs and values, though in a less
focussed way than 1s suggested here. Certalnly there is a
respectable tradition which claims (or assumes) that people
can and should at times articulate that which they may know,

believe and value tacitly and implicitly, and discussions of



reflection often assume that people have this capablility.
| Clark and Peterson (1986), for example, say that "The
matuiing professional teacher 1s one who has taken some
steps toward making explicit his or her implicit theories
and bellefs about learners, curriculum, subject matter and
the teacher's role" (p.5). Teachers should be no less
capable (and may even, because of their verbal ability, be
more capable) than others of doing such articulation. If one
was to claim that teachers could not bring into focus and
articulate most of their knowledge, beliefs and values, then
the generalization would have to made that no one can, and
this seems extremely unlikely. Much of soclal sclence
research is based on the assumption that people can do this
focussing and articulating, 1mperfect1y, no doubt, but well
enough to give anvadequate representation of thelr thoughts.

| In his discussion of professional "artistry",

intuitive knowing and "reflection-in-action" Schon (1983)
says that "when practitloners reflect-in-action, they
describe thelr own intutive understandings...It is true,
neverthless, that there is always a gap between such
descriptions and the reality to which they refer..." but
'"Incompleteness of description is no impediment to
reflection...Reflection-in-action does not depend on a
description of intultive knowing that 1ls complete or
faithful to internal representation. Although some
descriptions are more appropriate to reflection-in-action

than others, descriptions that are not very good may be good

150
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enough to enable an lnquirer.to criticlze and restructure

his intuitive understandings so as to produce new actlions
that improve the situation or trigger a refréming of the
‘problem" (pp.276-277). - -

It is clear that we do not have all the details of
- our khowlédge, beliefs and values at ouilmental fingertips |
at all times; not only'because we may not, or at least not
récently, have attempted to focus on this materlal; but
because our minds can only deal with a limited amount of
-material at one time. You can only have ten files on the
desktbp, as my word processor might say. It is clearly true
that we hold much of our knowledge, beliefs and values
‘tacitly, but this is not to say that a 1a£ge ’par; of our

tacitly held material cannot be made explicit.
C. Why should the tacit be made explicit?

"Intulitive® understandihgs, as Schon (1983) has
déscribed them, are an essential part of a teacher's
practice as he or she moves swiftly through a teaching day,
but 1f a teacher is to reflect on thése intuitions, and on
the results of following them, they must come forward for
examination. These intultive uhderstandings are based on a
teacher's practical knowledge galned through experience ahd
also on his or her beliefs and values. Many values may be
acquired ét an early age and not crltically examined in

adulthood.
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In his discussion of moral theory, Dewey (1932)

argues against habituation to traditional morality in favor
of "the reflection an individual engages in when he attempts
to f£ind general principles which shall direct and justify
his conduct. Morai'theory begins, in germ, when anyone asks
'Why should I act this way and not otheiwise? why is this
right and that wrong?'...Any adult enters the zoad when, in
the presence of moral perplexity, of doubt as to what is
right or best to do, he attempts to f£ind his way out through
reflection which will lead him to some principle he regards
as dependable" (p.5). These statements could certainly apply
to a teacher reflecting on his or her practice. Many of the
situations that cause doubt or anxiety to teachers involve
moral questions, or questions of value. In reflecting on a
classroom incident after it has happened, a teacher may ask,
"why 4id I react to thét student in that way? Was it the
most productive way to react? Was it fair? wWhat might have
happened if I hadn't gotten angry? What should I do next
time a similar situation occurs?"

Of course it is not only in the realm of values
that such questlons are appropriate. Reflecting on, for
instance, an unsuccessful lesson, a teacher might ask, "What
went wrong? Was my planning linadequate? Did I overestimate
the ability of my students to do this task? Was my
explanation unclear?”" And less stralghtforward questions
such as, "Could I have misinterpreted cues like noise level

or the expression on students' faces? Was I right to stop
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the lesson when I d1d?" A successful lesson can also yleld

useful information when subjected to such analysis. A simple
question like, "Why was this lesson so'successful?" could be
a very useful question for a teacher to ask him or herself.
The point ls that reflection will involve focussing on and
exploring such questions. Articulation is essential: details
of knowledge, beliefs and values that remain tacit or

implicit are not reflected upon.
~D. Reflection in the literature

- Several current writers on teaching have
described, defined-or discussed reflection, and these
discussions are generally in harmony with the notion of
reflection as it has been discussed here, though none has
looked speclifically at reflectlion as a way to bring
teachers' values to light. Shulman (1987) says that
reflection is "what a teacher does when he or she looks back
at the teaching and learning that has occurred, and
reconstructs, reenacts and/or recaptures the events, the
emotions and the accompllishments. It 1s that set of
processes through which a professional learns from
exper}ence" (p.19).

Oberg (1986) says that a teacher's critical
reflection on his or her teaching practices "aims at
uncovering'implicit assumptions on which professional
practice is based", and that the understanding resulting

from this reflection "1s a first stép toward agent-oriented
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and -directed improvement of professional practice" (p.1).
Oberg holds that the assistance of a second party is
probably essential in this undertaking. This second party
could be a researcher. The reflective conversation between
teacher and researcher as dlscussed in this chapter is no
doubt a productive one, but not all teachers have_a chance
to interact with a researchef. Discussion with teaching
‘colleagues can also ald a teacher in his or her reflection.
Teachers do not, however, appear to engage very often in
ieflective conversation with each other. Many writers (for
example Goodlad, 1984; Lortie, 1975; Tye and Tye, 1984) have
doéumented this lack of discussion and the resulting
professional isolation of teachers. This isolation is likely
to be a major hindiance to reflection on practice. ([See
Appendix One for a fuller discussion of tgacher isolation.]
Another writer on reflection is Zelchner.In his
writing on teacher education Zeichner (1981-82) draws
extensively from Dewey's 1933 book How We
Think: A Restatement of the Relation of Reflective
Thinking to the Educative Process. Dewey distinguishes
between routine action, which is "guided by tradition,
authority and the official definitions within a social
setting" (Zeichner, p.5) and reflectlive action, which
"entails active, persistent and careful consideration of any
belief or supposed form of knowledge in light of the grounds
‘that support it and the further consequences to which it

leads" (Dewey, 1933, p.9). Dewey further identifles three
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~attitudes which are prerequisite to reflective action. The

first is openmindedness, which involves "an active desire to
"listen to more sides than-one...ahd to recognize the
fpossibility of error even in the beliefs that are dearest to
us" (p.29). Opeﬁmindednéssrwould reqﬁire a teécher to
examine critiCally not oniy the culture of the school but
his or.her;own "dearest beliefs" about teaching. The secdnd,
aftitude'Dewey identifies is responsibility. Zelchner saysﬂ
that for a teacher respdnsibility means "careful
consideration of the consequences to'which an.action leads.
‘Teachers mﬁst "ask- why they are doingbwhat they aré doing in
the classroom and‘ask in a way that transcends the question
of immediate utility“ (Zeichner, p.S); This will involve
examination of peréonal, lnstiﬁutional and soéietal values.
The third attitude is wholeheartedness, by which the other
two attitudes are embiaced-and made an important part of
one's life.

| Dewey was also an important influence on the
thinking of Donald Schon, whose 1983 book The Reflective
E;ag:i;ighgz_discusses reflection by practitioners in
several different professions. Schon argues that
practitioners engage in "reflection-in-action”", a kind of
creative problem solving in which they compare new
situatidns to ones they have encountered in the past,
experiment to find the answers to problems and generate and
test new hypotheses while they are engaged in practising

thelr professions. (See Appendix Two for a fuller diécussion
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‘and‘critique ofaSChon's worki SChon also recognizes the |
‘problem of teachgrs' professional Isolation. He writes that
."The teacher's isolation in her classrpoh works against
tef1e¢tioh-in-action.:She needs to Cdmmunicate hezvprlvate
puzzles and lnsights, to test them.agalnstbthe views of her
peers" (p.33). |

: All of these writers see reflection and reflective
_coanrsatton as important for teachers who wish to grow
professionally and make changes in thelr practice.
Encouréging teachers to be reflective and especially to
‘reflect on thelr values and how these find expression in the
classroom seems to offer a‘remedy for the laék of research

into the important area of teachexrs' wvalues.

In chapter ten this idea will be explored further,
and the move from practical knowledge to reflection will be

discussed.
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Studies of Reflection: New Possibilities

Ih chapter four an analysis was offered of the
ilterature on teacher decision making. In chapter six there
;was a similar analysis of literature on teachers' practical
knowledge. Each of these analyses involved examination of a
body of literature in the light of the conception of
teaching laid out in chapter two of this dissertation.

Such an analysis cannot be done on studies of
teacher teflection,'because although some researchers are
begihning»to talk about reflection, as a research focus it
is very new, and there does not yet exist a body of
1literature which can be assessed. Thus the present chapter,
rather than offering an analysis, explores the possibilitles
for new insight into teacher thinking that research on
reflection appears to offer.

It was demonstrated in chapter six that the
practical knowledge lliterature adequately meets the learning
condition of the conception of teaching lald out in chapter
two, but falls short on the mdral condition. Practical
knowledge studles often mention teachers' values, but do not
probe into value questions. The submergence of values in the
mix of knowledge, bellefs and values called "practical

knowledge" or "personal practical knowledge", as well as
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too~heavy adherenée to the noti&n o£ tacit knowing, appear
to be the'main'reasons for this lack of probing into value
questions. The conceptidn of the teacher impliclit in this
wdrk rema1n$ rooted in the learning conditions.

| The move frbm the étudy of‘practica1~knowledge-to
the study of reflection appears to be a "théoretlc&llyA
progressive probleﬁshlf;”, becéuse reflection as a research
focus offers potentlal acéess to teachers' values in a way
that decislon'making and practical knowledge have not. It
has been argued-throughouf this dissertatibn that the study
‘of teachers; values is of central importance because of the
moral condition of teaching. If studies of reflection take
the form of a reflective conversation between teacher and
researcher, with a speclific focus on values; teachers may'be
able to focus 6n and articulate values and beliefs that they
hold tacitly. Such focussing and articuiating, it has been
arguéd here, can and should be done, because teachers are
morally and pdbllcly accountable for thelr actions and
because teachers who wish to intelligently change their
practice need to understand the factors which motivate thelr
classroom actions and decisions. Since values are a central
motivating factor in these actiqns and decisions, whatever
'insight teachers can gain into their Qalues should help them
to change and improveitheir practice.

It is important that teachers reflect not oniy on

values, of course, but on thelr knowledge and beliéfs as

well. Each of the categqgorles of knowledge, bellefs and
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values form an Important focus for reflection. These
categories interact, but taking a specific focus seems
likely to offer the greatest insight.

The notion of r;flection captures the essence of
teacher thinking, because reflection on practice jig teachers
thinking carefully about their teaching and about their
thinking about teaching. The notion of reflection also gives
full credence to the fact that teachers must change thelr
own teaching, from the inside out, and that this must be
done on the basis of understanding.

Studies of reflection could centre on specific
classroom incidents, as Oberg (1986) suggests, with value
questions being rigorously pursued. Or, reflective
conversations could start with questions such as "Whaf do
you really care about in your dally teaching?" Articulation
of basic values could then be followed by guestions such as
"How 4id you acquire this value? Why is it worthwhlle?" and
by classroom observations which could make clear the extent
to which stated values find expression in the classroom.

The investligation of values through teachers'
reflection on practice should not be the sole property of
researchers. By 1its veiy nature, this kind of work involves
teachers as equal participants in the research. Thus a
methodological change accompanies the move to the study of
reflection. Reflective conversations could and should also
involve teachers, without the presence of a researcher,

helping each other to reflect on values. University
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educators could, as well as conducting research with

teachers, act as a stimulus and source of 1deas for teachers

wishing to engage in reflective conversations with each
other. University educators could thus help in the

development of truly reflective practitioners.

In summary, the move from practical knowledée to
reflection is "theoretically progressive" because reflection
as a research focus offers potential access to teachers'
values, including those which may be held taclitly. Values
are an important factor in teacher thinking, and teachers'
values have never been adequately investigated. Reflective
conversations between researchers and teachers, with values
as a specific research focus, may yield new insight into
teachers' thinking. Such work may also help teachers to
improve thelr practice, because gaining insight, through
fogussed reflection, into the factors which guide their
classroom actions, will enable teachers to change with
understanding. Focussed reflective conversations between
teachers may thus hold the possibility for widespread
improvement of practice.

If such focussed reflection is encouraged by
researchers aﬁd undertaken by teachers, there may be a
genuine methodological shift in the teacher thinking
research program, because teachers are equal partners with
researchers in reflective conversations. Finally, a change
in the "hard core" of the teacher thinking research program

may come about, such that the moral realm of teaching is
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understood and recognized to be of central importance in

teaching.
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Conclusions and Recommendations

One of the purposes of this dlssertation was to
explicate a conception of teaching that was logically,
educationally and morally defenslible. This was done largely
through ;eference to the work of Paul Hirst and Richard
Peters. This conception of teaching was then used as a basis
on which to evaluate literature on teacher thinking. A
framework based somewhat loosely on the work of Imre Lakatos
was used to ldentlfy research into teacher thinklng as a
research program, distinct from the program of zeseérch into
teacher behavlior, though sharing with it some
characteristics.

. The conception of teaching that was developed
specified that teaching lnvolves the intention to bring
about learning in students, that appropriate methods,
materials and content be selected, that lessons be geared to
the developmental stage of the learners so that the
intention to bring about learning can most effectively be
fulfilled, and that what is to be learnt must not be trivial
or undesirable. These were called thé learning conditions.
It was also specified that the teacher should express and
embody, to the best of his or her ability, the moral
principal of respect for persons in all his or her dealings

with students. This was called the moral condition.
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Detailed critical exémlnation of the literature on
teacher declision making showed that this literature is
almost entirely concerned with the learning conditions, and
that the conception of teaching which underlies this work
portrays teachers as active, thinking professionals who
struggle with questions of content, method, material and
level of students, as well as with questions related to
classroom management. Classroom management, it was
suggested, was related to learning in that envirohment
affects learning, but is also related to control and to
institutional standards for order. Since no attempt 1s made
in this literature to follow up on the value questions that
arise, and since teachers are not guestioned as to their
moral values or their non-moral values and beliefs which may
have ramifications in the moral realm, it was concluded that
the conception of the teacher underlying this work does not
portray the teacher as having a large area of moral
responsibility and as struggling with value questions. Thus
the moral condition is not met in this conception.

Literature on teachers' practical knowledge was
then examined. Studies of routinization and expert-novice
studies have a different research focus, or sensitizing
concept, than decision studies, but were found to have the
same underlying conception of the teacher. Again, questions
related to values arose but were not pursued. Studies of
teachers' "personal practical knowledge" illuminated values

more than previous research, but because values were
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submerged in the mix of knowledge, beliefs and‘values that
these authors called "personal practical knowledge" there
was still no probing done into value questions. The move to
the study of "personal practical knowledge" could be, it was
suggested, termed a "progressive problemshift" because this
‘'work did ralse new questions and give, because of the
"personal" nature of the data reported, some new insight
into teachers' thinking. However the move to‘the study of
"personal practical knowledge" did not affect the "hard
core" of the teachexr thinking program. The con&eption of the
teacher remained rooted in the learnihg conditiohs. Since
1$sues.re1ated to values were mentioned in this work it was
AS IF some work on values had been done, but in fact there
was rich description and 1little analysis. Thus this was a
change in the "protective belt" oniy, and the "hard core" of
the teacher thinking program, which seems to contain a taboo
against the investigation of values, remained protected and
unchanged.

Several reasons for this taboo were discussed:
that because values is such a complex area it might be too
difficult methodologically to study; that too heavy
adherence to the notion of tacit knowing might make the
articulation of values seem impossible; that values might be
seen as a private matter into which researchers should not
pry; and that values might Simply be seen as unimportant by

researchers.
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Investigation of the notion of tacit‘knowing‘and

the concept of values suggested that investigation of
teachers' values was both possible and important. It was
argued that teachers can focus on and articulate their
personal values and beliefs and that they should examine
where these come from and the grounds on which they are

held.

A relatively new focus in research on teaching is
reflection on practice. This focus appears to hold
considerable promise for the study of teachers' values, and
to involve not only a "progressive problemshift" but a
genuine methodological shift, in that the teacher can be
seen as an equal partner in reflectlive conversation with the
researcher. This shift may indeed change the "hard core" of
the teacher thinklng program, 1f researchers acknowledge the
necessity for encouragling teachers to focus and reflect
meaningfully on the many value questions which confroat
them.

To understand matters relating to the learning
conditions, researchers need to invéstigate teachers'
knowledge and the ways in which they strive to bring about
learning in their students. To understand matters relating
to the moral condition, researchers need to investigate
teachers' values and bellefs and the ways in which these
affect teachers' judgements about how to treat students in
various situations. Investigations in the moral réalm may

have a two-fold benefit. Researchers may galn better access
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to teachers' values and bellefs, some of which may be held
tacitly, if they encourage teachers to reflect on their
values and beliefs. Teachers will also benefit by doing such
reflection, because gaining understanding of thelr own
values and bellefs will enable them to change their practice
to better accord with the moral principle of respect for
persons.

| Reflection by teachers on thelr practice,

focussed by the baslic categorles of knowledge, beliefs and
values, and informed by awareness of the importance of the
moral realm; should be productive, and may form the basis

for a new kind of study, the study of teacher thinking "from

the inside out".

As a result of this'investiqétion the following

recommendations can be made:

1) That questions relating to values be rigorously
investigated whenever they arise during the course of an
investigation into teacher thinking. This can often be begun

by asking "Why?" questions of teachers.

2) That teachers' personal values be taken as a speciflic
research focus in studies of teacher thinking; that teachers
in such studies be encouraged to articulate their
educational and moral values; that classroom observations be

done and reflective conversations held so that teachers can
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be told what values appear to be operating in their

classrooms and ponder any disjunctures with their expressed

values.

»3).That qualitative studies of schools be undertaken with
values as the research focus, so that the fabric of
personal, institutional and societal values within which

teachers move can be portrayed.

4) That faculties of education establish wider and more
consistent communication with teachers in schools and
attempt to help teachers focus thelr reflection; and, since
only a small number of teachers can or even want to be the
subjects of research who enter into reflective conversations
with researchers, that facﬁltles of educatlion encourage
teachers to engage in reflective conversations with each

other.

The ultimate goal of research into teaching is
surely the Improvement of practice. Even though we may
sometimes value iesearch knowledge for its own sake it seems
absurd to deny that it is the improvement of practice for
which we strive, that it 1s the real world of children in
schools and their ultimate good which drives the educational
research industry. Focussed reflection by teachers on their
own practice, with the help and guidance of a second party,
holds the greatest promise for teachers to change and
improve, with understanding of the weaknesses and strengths

in their professional knowledge, of the personal beliefs and
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values that gﬁide them, and of the 6ther_séts of values,
institutional and societal, which buffet them. As actors ih
a profoundly moral realm it is paramount that teachers
understand this reaim. Resgarchers into teacﬁer thinking

have an important,role to play in furthering this

understanding.
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In Goodlad's (1984) masslive study of Amerlcan
schools he found that teachers appeared to function quite
_autonomously. But that autonomy seemed to be exercised in a
context "more of isolation than of rich professlonal
dlalogue about a plethora of educational alternatives"”
(p-186). Because teachers usually teach alone in a classroom
and Spend little face to face time alone with colleagues,
Goodlad found that "teachers percelved thelr awareness of
one another, communication, and mutual assistance not to be
strong. Although generally supportive of their colleagques,
they had only moderate knowledge...about how their
colleagues actually behaved with students, thelr educational
bellefs, and theilr competence" (p.188).

Lortie (1975), in describing the isolation of
begihnlng teachers, states that "the cellular organization
_of schools constrains the amount of interchange pésslble;
beginning teachers spend most of their time physically apart
from colleagues” (p.72). Lortle states that lack of adult
assistance can make tha beginning months of teachling "a
private ordeal". While the galning of experlience and
conflidence make teaching no longer an ordeal (on most days,
anyway!), the professional isolation Lortle describes seems

to begin a pattern that continues in a teacher's career.
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-8chon (1983) also recognizes this problem and

 states thaf “The teacher's isolation in her classroom works
against refleetibn-in-action. She needs to communicate her
'epfivate puzzles and insights, to test them against the views

of her peers" (p.333).
| | Writers on.implementatIOn ef new programs have
recogﬁlzed the problem oé teacher isolation, and'there 1s a
relationship betweeh hindrances to change within schools and
hindrances to teacher reflection. Sérason‘(1971) says that
"teachers are alone Qith their children and problems in a
:classroom,'and,the frequency and pattern of contact with
others like themselves are of a kind and quality that make
new learning and change'unllkely" (p.107).

Fullan (1982) séysithat change within a school

"involves resocialization. Interaetionbis the primary basis
for social learning. New meahings, new behaviors, new skills
depend signiflcantly on whether teachers are working as
isolated individuals, or exchanging ideas, subport and
positive feelings about their work”.(p.72).

| I1f, as Tye and Tye (1984) suggest, ", . .new ideas
in education trevel rather randomly through the system, from
pereonvto person and from school to school" (p.231), then
the impllcatlons for educational change of teacher lsolation
are profouhd. Surely one of the subjects of a teacher's
reflection will be the appropriateness of new programs and
materials and her capabllity at using them. Teachefs may

avoid using new materials because of feellnqs of insecurity
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and simple misunderstandings which could be dispelled by

conversation with others. |

Like other human beings, teachers do, of Course,
harbour insecurity, and many appear to have a deep-seated
fear of criticism. Clandinin (1983) found this in he: early
work with the teacher she called Stephanie. Allowlng another
person to watch one teach, or engaging in frank discussion
of classroom problems which might show that one is less than
perfect as a teacher, can be very threatening. It may be
that as teachers our feelings of self-worth are strongly
tied to our jobs, because it is dlfficult to do our Jjobs
without lnvesting our feellhgs. In carrying out our
professional duties our lives are inevitably entwined with
those of our young clients, and our perceived faults and
failures strike at our very hearts. "You didn't try hard
enough. You didn't care enough” feels like the message of
every criticism, and we bulld protective shells of
isolation, close our doors and do not share ideas and
discuss problems very often with our colleagues. Reflection
13 not impossible in such clircumstances, but 1t 1s hindered
by feelings of guilt, frustration and fallure which
communication with others could help to change.

Another factor that may keep teachers isolated is
the individualism}whlch McNalr (1978-79) remarks on and the
professional autonomy that teachers value so highly. They
may guard this autonomy because they sometimes perceive a

desire at the levels of school administration, school board
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and gOVernment to homogenize and regulate teachiﬁg and
curriculum to too great a degree.
Teacher isolation may be what Sarason (1971) calls

a "behavioral-regularity",,sd deeply engrained in teachers

“and in the school system that we do not really see its

causes, ramifications and alternatives. Productive change in

schools and the spread of new ideas can be hindered by laék"'

of communication between teaéhers.'As well, there Is little

reqular and widespread communication between public'schodl
edudators and their university.counterparts, though each has
much to share with the other. One effect of teacher
isoiation is 1ikely the frequent hindrance of productive
refiectlon by teachers on thelr practice. Caught in a web of
frustration and 1a¢k1ng, through cholce or clrcumsténce,
helpful input from others, teachers may think endlessly but
do little feflection. Reflection on classroom decisions and

on the knowledge, beliefs and values that underlie them

bseems essential if teachers are to understand and

intelligently change their practice for the benefit of their
students and for their own satisfaction. Constructive
communication with colleaqgues is an important part of such

reflective praétice.
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The focus that Donald Schon (1983) has taken on
the notlon of reflection by professionals on their practice
is a valuable one for teachers and researchers into teaching
to take. Schon has made a worthy contribution to the
improvement of professional practice. Because his ideas have
recenfly been a major influence on writers on teacher
thinking,'a detailed examination of his work is in order.

Schon's conception of reflective practice is
glosely tied to his understanding of reflection itself and
his notion of "reflection-in-action", an activity in which
he claims that professionals engage while they are
practising thelr professions. He says that
reflection-ln-éction is undertaken especially when a
practitioner encounters a situation that is puzzling,
troubling or in some way unique. He describes how
practitioners compare new situations to ones they have
encountered in the past, and how they experiment to f£ind the
answers to problems, generating and testing hypotheses.

Schon's examples seem to illustrate several
different kinds of "reflection-in-actlion”, and most adhere
to the criterion presented earlier that reflection involves
removing oneself from the actlion in order to reflect. Thus

the term "reflection-in-action" has a rather odd ring to it.
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Some of Schon's examples seem not to be
illustrative of professionals reflecting while actively

engaged in»préctice. He says, for instance,

"There are.indeed‘times when it is dangerous to stop
and think. On the firing 1line, in the midst 0£ 
t;affic, even on the playing fleld, there is a‘needi-
for immédiate, on-llne:tesponse, ahd the fallure to
deliver it can have'serious'conseqﬁences. But not all
practiée Qituations are of this sort. The action-
preSent (the period of time in Which we remain in thg
?samé situafion") varies greatly from case to case,
and in many cases there is_time to.think what we are
doling. Consider, for example, a physician's manage-
ment of a patleht's disease, a léwyer's preparation
of a brief, a teacher's handlihg of'é difficult
student. In processes such as these, which may "
extend over weeks, months or years, fast-moving
episodes.are punctuated by intervals which

provide opportunity for reflection” (p.278).

Vhile it is clear that‘the physician, lawyer and teacher
'described here would be reflecting on their practice as they
pondered problems of disease, briefs and difficult students,
it is nét clear that such reflection ls occurring

in action. Obviously a definition of 'action' 1s needed, and
it is 1n Schon's definition that disputes over the rightness

of his claims could arise. Schon says that "A practitioner's
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reflection-in-action may not be very rapid. 1t is bounded by .
the ﬁactlon-present", the zone of time in which action can
still make a difference to the situation. The action-present
may stretch over minutes, hours, days or even weeks or
months, dependlng on the pace of activity and the
situational boundaries that are characteristi& of the
practice" (p.62). Reflection gon action, for Schon, would not
oécur in the "actlion-present", but after the fact, when
action can no longer make a difference to the situation.
This definition is unclear in several respects. Imagining
Schon's example of a teacher working over a period of time
(a whole schoollyear would not be unreasonable) with a
difficult student, there would be incidents or days on which
the‘teacher would reflect after the fact, when she could no
longer make a difference in that the incident or the day lis
over. Her relationship with the student is ongoing, though,
so she can still make a difference in terms of the larger
picture. In Schon's sense this is still the
"action-present”. But reflecting at home on a Saturday night
- over a cup of tea, or even ln conversation with a fellow
teacher after school on the same day as a difficult incident
has occurred does not seem like reflecting in action,
because the action in which the teacher interacted with the
student is over. Reflecting gon action seems a more
appropriaté term. As regards still being able to make a
difference, a teacher could reflect on her relationshiip

with one student after that relationshlip has ended,
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benefitting from this reflection so that she can make a
difference with another student who may have similar
problems. The "action-present" is rather nebulous, and a
_ better definiéion of 'action' is needed.

.It might seem from the preéedlng discussion that
interacting with clients 1s the only time when a
practitioner is really 'practising'. Of course this is not
80, professional practice entalls many activities and many
phases, some more 'active' than others. But reflection
engaged in during quiet moments over a period of days, weeks
or months when a problem or case is being dealt with does
not seem to earn the title "reflection-in-action”". 'Action'
seems to mean times when one is 'in the thick of things'.

Schon describes what seems like a rather dlfferent
activity which occurs when people are "in the thick of
things" and take a momentary 'time out' to reflect on a
problem at hand. For instance, "In the split-second
exchanges of a game of tennis,a skilled player learns to
give himself a moment to plan the next shot. His game is the
better for this momentary hesitation, so long as he gauges
the time avalilable for reflection correctly and integrates
his reflection into the smooth flow of action" (p.279). This
might more reasonably be called "reflectlon-in-actlion".
reflection still requires a 'time out', however, albeit a
brief one, and it differs from, say, brief desperate or

panicky thought that one might also engage in. Reflection,
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it has been claimed here, is done dispassionately, and the

tennis player, 1f he is reflecting, is doing so cooly.
Schon also speaks of times when "reflection
incongruent with a present course of action may be
maintained through double vision. Double vision does not
require us to stop and‘thlnk, but the capacity to keep
alive, in the midst of action, a multiplicity of views of
the situation” (p.281). Such "double vlsion" undoubtedly
does exist, but it i1s questionable whether it can
légitimately be called reflection. It might be possible to
view the routinization of many of a teachez's'tasks in light
of this idea of double visjion. As a teacher goes about
calling the roll, checking homework and doing othér fairly
routine tasks, his or her mind may be free to engage in
other thoughts about what is going on in the classroom. When
one is engaged in very demanding mental actlvlty, though,
the idea of double vision seems less plausible. It would be
difficult to maintain two concurrent demanding lines of
thought without IOSing the thrust of one or both.
Deliberation, which has been identified as a
necessary prerequisite of decision, is related to
reflection. They both involve 'thoughtful thinking', both
requlire a 'time out' from the action, and both are directed
toward the resolution of doubts or problems. The difference
lies in deliberation being more focused on a specific
problem, more deliberate, one might say, and less free

ranging than reflection can be. Dewey (1932) says that
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"reflection when directed to practical matters, to

determination of what to do, is called deliberation"
’(b.iBé);

While some of Schﬁn'sbexamples of
"reflection-in-action” do not seem truly to involve
reflgction, and others which do ilnvolve reflection do not
seem truly to 1nvolve'actlon, or 'the thick of thingé', we
must, 1if we alloﬁ fhat teachers can decide (and thus
deliberate) in action, allow also that they can reflect in
~action. This is a grudging admission, madé on logical terms
and not on the strength of Schon's arquments. Deliberation
leading to decision is probably a better term for the
thinking that is done in brief 'times out' from action,
becagse it is usually directed to the solution of immediate
practical problems. The reflecting which Schon describes
doctors, lawyers and teachers as doing over days, Qeeks and
months as they work with a ciient is not, it is submitted
here, reflection in action, but it is quite compatible with

the idea of reflection on practice discussed in this

dissertation.
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