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ABSTRACT 

Ideas from philosophy, developmental psychology, cognitive 

psychology, and teacher education are molded into a description of 

exceptional teaching. Especially important for establishing a model of 

exceptional teaching is Habermas's (1970) theory of knowledge-

constitutive interests. Specifically, Habermas's three knowledge-

constitutive interests {technical, practical, and emancipatory) are 

expected to define wisdom in teaching. By adopting technical, practical, 

and emancipatory knowledge as the basis for a model of exceptional 

teaching this study will extend some current descriptions of exceptional 

teaching (i.e., Berliner, 1986) that define exceptional teaching as 

expertise. Evidence for this conclusion stems from the results of a 

principal components analysis on respondents' ratings of descriptors of 

"wise" teaching, as compared to the results from a principal components 

analysis on respondents' ratings of descriptors of "expert" teaching. 

Wise teaching seems to involve all three of Habermas's ways of knowing, 

whereas, "expert" teaching involves practical and especially technical 

ways of knowing. Therefore, the difference between "wise" and "expert" 

teaching seems to be in what Habermas has called emancipatory knowing. A 

second set of findings supports the above findings by showing that 

teachers hypothesized to be closer to the prototype of a wise teacher 

(department heads) utilize their "wisdom" in response to two general 

questions about education; whereas, a sample of teachers who were not 

department heads and a sample of student teachers do not utilize these 
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three ways of knowing to the same extent. The difference between the 

three samples of teachers was primarily in the use of emancipatory 

knowledge by the department heads. In a third set of findings a teacher 

hypothesized to be "wise" was observed to determine whether or not 

Habermas's three ways of knowing were evident in her teaching practice. 

This was found to be the case. The general conclusion from the present 

study is that a comprehensive description of exceptional teaching seems 

to be possible based upon people's everyday conceptions of what it means 

to be a "wise" teacher. Thus, an empirical model is provided for future 

research on exceptional teaching. This empirical model seems to best fit 

into a developmental framework based on constructivism because the 

essence of constructivist descriptions of exceptional teachers (e.g., 

Arlin, 1993; Lee, 1993; Prawat 1992) correspond closely with the present 

description of exceptional teachers. 
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I. INTRODUCTION 

A. BACKGROUND OF THE PROBLEM 

Notions of wisdom comparable to the one that will be empirically 

tested in the present study have been in the discourse of history for at 

least 2000 years (Robinson, 1990). For example, Plato in his dialogues 

describes sophia, phronesis, and episteme as three forms of wisdom, with 

wisdom in the form of sophia and phronesis transcending the cognitive 

form of wisdom (episteme). Socrates, Plato's teacher and Aristotle, 

Plato's student, also had their particular conceptions of wisdom that 

are similar to the conception of wisdom that will be presented in this 

study. Historically there has been trend to look at how people 

effectively deal with life's challenges and the people who best deal 

with these problems have often been labeled as wise. In this study the 

historical tendency of adopting the notion of wisdom to describe 

exceptional conduct will continue by applying wisdom to the specific 

domain of teaching. Like many before me I believe that we can learn from 

studying those considered to be wise. 

1. EXCEPTIONAL TEACHING AS WISDOM 

In at least three studies a model for exceptional teaching, based 

on a conception of wisdom, has been proposed. In the first study, Clark, 

As did niamerous other philosophers throughout the years. A good 
introduction to this topic is Robinson (1990) . 
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Clark, Fidler, and Underwood (1993) highlight several aspects of wise 

teaching, including: reflection, teaching from the student's point of 

view, respecting students' struggles to make sense of the world, and 

generally holding a developmental perspective on teaching. The rationale 

for their inquiry stems from the belief that teachers, to be "wise", 

must take a step back from their "expertise", (i.e., not give the 

students all the answers but guide their learning so that they may find 

the answers for themselves). Clark et al.'s work is especially 

encouraging because these researchers are also practicing teachers. 

In similar research, Yinger and Hendricks-Lee (1993) offer an 

"ecological conception of teaching." They stress that in order to 

understand exceptional teaching we must realize that the nature of 

knowledge can only be understood within the realm of "integrated and 

holistic systems"; that knowledge can only be understood within the 

framework of our social world. We are social beings in a social world 

and even the most seemingly individual of cognitive tasks are grounded 

in the social environment. Becoming an exceptional teacher, according to 

these authors requires knowing that: 

1. knowledge cannot solely be viewed as a matter of mind and 
person but of relationship and place (p.269) . 

2. becoming knowledgeable (learning) chiefly involves 
acquiring appropriate conversational abilities and 
repertoires that allow one to establish and maintain a 
functional (intelligent) relationship with one's environment 
(p.270). 
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3. teaching creates opportunities for learners to think and 
act in relation to various aspects of the environment 
(systems) and model appropriate conversations and 
relationships (p.270). 

Therefore, unlike traditional theories of teaching, which are 

premised on the belief that knowledge is the property of the individual, 

the concept of ecological intelligence shifts the focus from individual 

cognitive processing to the relationships and activities within 

environmental systems. Exceptional teachers recognize that each of their 

students, as well as themselves, comes into the classroom being 

influenced by various systems. The teacher's job is to connect new 

knowledge to the existing systems of each student. 

Finally, Lee (1993) has recognized that exceptional teaching is a 

simultaneously intellectual, emotional, and interpersonal process. Lee, 

based on Scheffler (1985), suggests, in her article on "The Place of 

Wisdom in Teaching" that three contexts should be considered when 

discussing exceptional teaching: (a) the realm of knowledge, (b) the 

realm of imagination (imagination, creativity, and possibility) and, (c) 

the realm of benevolent social processes (an ethic of care and 

responsibility). Lee believes that exceptional teaching goes beyond 

easily codified and articulated knowledge typical of traditional 

teaching models (e.g., Berliner, Stein, Sabers, Brown-Clarridge, 

Gushing, & Pinnegar, 1989; Shulman, 1987) . Lee calls for a hermeneutic 

turning, which brings to the fore teacher's tacit knowing and thus 

reveals their deeply embedded personal thoughts, beliefs, values, 

desires, doubts, uncertainties, and questions. Lee's rationale for 



Introduction 

proposing her model is that she wishes to extend the boundaries of what 

is regarded as teacher knowledge. 

The proposed model of exceptional teaching will have much in 

common with Scheffler and Lee's description of exceptional teaching. The 

present model, however, will be based on Jurgen Habermas's (1970) theory 

of knowledge-constitutive interests. The reason for selecting Habermas's 

theory and extending it to a model for exceptional teaching is that I 

believe Habermas's theory is a sound and comprehensive description of 

how human beings can know. 

Like Holliday and Chandler (1986), Habermas's theory will be used 

as a framework for understanding how people can know. Holliday and 

Chandler's work will be extended, however, by applying Habermas's theory 

to the specific domain of teaching. Thus, Habermas's theory of 

knowledge-constitutive interests may provide the foundation for a 

conception of wisdom, and wisdom, may be the best way to describe 

exceptional teaching. With this in mind a discussion of Habermas's 

theory follows. 

Habermas's theory concerns the fundamental interests that 

influence how knowledge is constituted or constructed. Interests, 

according to Habermas, are the fundamental orientations of the human 

species (described by Holliday and Chandler [1986; p. 20], as the 

"preconditions of experience"). Together Habermas's three knowledge-

constitutive interests fully describe the ways that human beings know 

their world. Knowledge-constitutive interests both shape what we 
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consider to constitute knowledge, and determine the categories by which 

we organize that knowledge (Grundy, 1987). Each of Habermas's three 

knowledge-constitutive interests - technical, practical, and 

emancipatory - will be discussed in turn. 

Habermas's technical interest is rooted in a fundamental interest 

to control our environment and describes a way of knowing that is 

rational, logical, and emotion-free. Technical knowing is especially 

evident in the philosophical position of modern empirical-analytical 

science. The knowledge associated with doing such science is comprised 

of hypothetico-deductive connections of propositions that permit the 

deduction of law-like hypotheses. The general question asked as a result 

of a technical way of knowing is: "What can I do? Not only is deduction 

from observations part of the technical interest, knowledge is also 

structured from such hypotheses to allow for prediction and control. 

Therefore, what counts as knowledge is guided by a fundamental interest 

in explaining - with explanations providing the basis for prediction, 

and predictions providing the basis for controlling the environment. 

Technical knowledge has become the most valued form of knowledge in 

modern western society, including within the teaching profession. An 

emphasis on technical knowledge to describe the best teachers has 

culminated in a description of exceptional teachers as "experts" 

(Berliner, 1986; Shulman, 1987) . 
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For Habermas's practical knowledge-constitutive interest the 

2 

question becomes "What ought I do? The practical interest stems from 

the human need to live in harmony with the environment, as opposed to 

the technical interest that attempts to assert control over the 

environment. Habermas maintains that the difference between the 

hiamanities and sciences is fundamentally a difference in knowledge-

constitutive interests, not method. As a result, scholars in the 

humanities have traditionally pursued knowledge biased by a "practical" 

way of thinking, whereas scientists have pursued knowledge biased by a 

technical way of thinking. The essential aspect of Habermas's practical 

knowledge-constitutive interest is concerns inter-sujbjective 

communication or the effective communication of one person's thoughts, 

ideas and feelings. The person whose thinking is guided by a strong 

practical interest, therefore, would likely have a vast repertoire of 

effective social skills, or considerable knowledge of the social-

structure of a given environment. Habermas emphasizes that understanding 

idiosyncratic communication across individuals is a form of knowledge 

unto itself. In short, the practical interest is a fundamental interest 

in understanding the environment (including other people) through 

interaction based upon consensual interpretation of meaning. 

Habermas (1970) specifies a third knowledge-constitutive interest 

designed to prevent people from being entrapped by the exclusive 

2 , , . 
It IS a "practical" interest because there is a concern m 

taking "right" (practical) action. 



Introduction 

subscription to either one of the two previous interests. The 

emancipatory interest prevents the individual (when it is employed) from 

depending on the knowledge obtained from either of the two previous 

interests. In a sense, it is a "meta-interest." Habermas calls it a 

"pure" interest because it is the only interest that comes entirely from 

within the individual. In other words, the emancipatory interest is 

concerned with freeing oneself from both the arbitrary forces of nature 

(technical interest) and the social structures (practical interest) that 

limit self-understanding, and is only possible through critical self-

reflection (Holliday & Chandler, 1986) . 

Individuals who incorporate emancipatory knowing into their 

thinking are autonomous and responsible because they understand that it 

is their obligation to reflect on matters that concern them, which may 

not necessarily conform to popular opinion or science. Thus while the 

other two interests are concerned with control and understanding 

respectively the emancipatory interest concerns "empowerment": the 

ability of individuals and groups to take control of their own lives in 

autonomous and responsible ways. Emancipatoiry knowing is the ability to 

look at all the possibilities, thus rarely judging in advance, even if 

an outcome seems obvious. Open-minded, creative, reflective, 

relativistic, etc., are elements of emancipatory knowing. In short, the 

emancipatory interest stems from a need to engage in autonomous action 

arising out of authentic, critical insights into the intellectual and 

social constructions of human society. 
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As a summary, perhaps a metaphoric explanation of Habermas's 

theory of knowledge-constitutive interests might offer further 

clarification. Figures la, lb, and Ic show that technical and practical 

interests have cognitive "weight", and that emancipatory knowledge acts 

to balance that weight. 
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With a scale of this type, if the weight of one side is heavier 

than the other side, then the scale will tip in favour of the heavier 

side. Therefore, if a person has more of one type of knowledge 

(technical or practical) the scale will tip in that direction. One can 

still maintain a balance, however, through the judicious use of 

emancipatory knowledge. Therefore, the distinguishing characteristic of 

the wise person, using this graphic representation, is that the "scale" 

that is emancipatory knowing is adjustable to compensate for tendencies 

to think exclusively in either technical or practical ways. Therefore, 

emancipatory knowledge is used to maintain a balance between technical 

and practical knowledge. Those closer to true wisdom might be said to 

more flexibly balance technical and practical knowing via emancipatory 

knowing. 

The utility of Habermas's theory of knowledge-constitutive 

interests is acknowledged in other important areas of educational 

theory, as well. Kemmis and Car (1986) propose that Habermas's (1970) 

theory can be used as a model to organize future research in the growing 

area of action research. Kemmis and Car (1986) argue that the technical, 

practical, and emancipatory features of Habermas's theory could be 

useful for guiding and organizing future action research. As a guide, 

the theory could be useful because it clearly outlines three distinct 

and important knowledge areas that must be addressed. As an organizer, 

it may be useful because it will classify future work by teacher 

12 
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researchers into three categories that they argue cover the ways in 

which human beings can know. 

Grundy (1987) has made a similar claim in the area of curriculum 

theory. Grundy's claims, however, tend to emphasize the reorganization 

of past research via Habermas's theory (much like I intend to do in 

chapter 2). Grundy suggests that curriculum theory and practice has been 

biased towards technical ways of knowing, or as she puts it "product 

over praxis." Grundy believes that curriculum theory and practice must 

move toward praxis (or the ways we can know) rather than what we can 

know. In many ways then, Grundy's ideas parallel those proposed in the 

present research, except her research focus is the curriculum and the 

present research focus is on teaching. 

Throughout this section a model of exceptional teaching based on 

Habermas's theory has been suggested. In the previous section it was 

suggested that wisdom may be at the heart of exceptional teaching. 

Perhaps a connection can be made between wisdom and Habermas's theory. 

Habermas's theory of knowledge-constitutive interests is a theory of how 

himian beings can know their world. It is a comprehensive theory that 

seems to account for the fundamental ways that we can know. Wisdom is an 

equally thorough construct. Wisdom takes into account: a) intelligence 

and knowledge, b) social adeptness and morality, and, c) a way of 

thinking that frees people from narrow views and biased perspectives. 

Wisdom may be the best description of ultimate human development and 

Habermas's theory may be the best account of wisdom. As a result, 

13 
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Habermas's theory of knowledge-constitutive interests is the operational 

definition of wisdom in this study. 

B. THE PROBLEM 

An adequate model of exceptional teaching has not yet been 

developed. The main purpose of this thesis is to describe exceptional 

teaching; specifically, the question being addressed is, "what are the 

underlying characteristics of an exceptional teacher?" 

In the attempt to answer the question of what exceptional teaching 

is, other subquestions are introduced. Including: 

1. Can general conceptions of wisdom be applied to a specific 
occupational domain such as teaching? 

2. Will Habermas's theory of knowledge-constitutive interests 
provide a viable model of exceptional teaching? 

3. What is the relationship of expertise and wisdom, within the 
specific domain of teaching? Expertise and wisdom have been the 
primary ways that exceptional teaching has been described in the 
literature. As a result, I would like to find out how they 
compare. 

4. Can evidence of "wise" teaching, as defined by Habermas's 
criteria, be found in the everyday activities and thoughts of 
teachers identified as exceptional. 

If the present research can shed light on the nature of 

exceptional teaching we might know more about the nature of teaching and 

perhaps refocus predominant views of the best way to teach. 

14 
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C. JUSTIFICATION OF THE STUDY 

There are a number of reasons why this thesis is worthwhile. 

First, we are all familiar with somebody we might consider "wise." 

Although we may be hard-pressed to describe why we believe this person 

is wise, we, nevertheless, have faith in his or her wisdom. The point is 

that even the most ardent empiricist would surely concede that there is 

a concept of wisdom in the minds of women and men. An attempt will be 

made in the present study to demonstrate that there is a conception of 

wisdom in the minds of men and women, and that we can measure it. 

Indeed, Csikszentmihalyi and Rathunde (1990) believe that wisdom has 

been an important adaptive mechanism for hijman beings, guiding thought 

and behaviour, and ensuring human progress for centuries. These authors 

state that throughout history, "wise" has reliably described the 

preeminent thinkers of any society, including the present one. 

A second justification is that little if any research has been 

done on wisdom in a practical setting. Following in the informative 

footsteps of Arlin (1986, 1987, 1989, 1990a), and Lee (1993), wisdom in 

teaching will be explored. 

A third reason why a study on wisdom in teaching is timely comes 

from Lickona's (1991) argument on the lack of character and social 

responsibility that is apparent in today's schools. Given the 

description of a wise teacher as a person with highly attuned social 

skills and an elevated moral standard, who better to teach for these 

traits (See Chapter 2). The seeming need for a rejuvenation of the 

15 
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educational system is also apparent from a series of recent large-scale 

studies on the educational system in both Canada and the United States. 

The Year 2000 document produced by the British Columbia Ministry of 

Education, based on the Royal Commission on Education (1987), calls for 

a change from the traditional model of teaching. With regards to 

teaching specifically, the recommendations concern ways of teaching that 

dovetail with how wisdom in teaching will be described. Similar 

recommendations have been made in the United States by the Homes Group 

(1986) and the Carnegie Task Force (1986). 

Another more practical justification of the study stems from the 

idea that there should be new and better ways of nominating those 

teachers doing an exceptional job (Berliner, 1987). Teaching is infamous 

for not distinguishing much between those who do their job well, and 

those who do not. Perhaps when a clear conception of what it means to be 

an exceptional teacher is understood then a feasible system for 

distinguishing quality teaching might be set in place. 

Work on wisdom in teaching will contribute more evidence to life­

span conceptions of development, as well. In British Columbia the 

average teacher's career does not begin until he/she is 27.2 years old. 

A series of informal discussions with practicing teachers revealed that 

the time required to become "competent/confident at their trade" is 

4 . . . 
about 5-10 years. From such information it would seem that one may not 

•3 

British Columbia College of Teachers. 
I have been in contact with numerous teachers over the past two 

years and have asked them this general question. 

16 
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expect optimal teaching from practitioners until they are mature adults. 

It would seem that meaningful cognitive growth is occurring in these 

individuals throughout their adult years. 

Much of the recent interest in later life development is a product 

of our changing culture. Longer life expectancies, the advent of 

healthier lifestyles, better medical practices and facilities, etc., 

have tended to increase the life span, creating a much larger proportion 

of older persons in the population. With a growing and thriving 

population of older individuals there is an increasing need for research 

on these individuals (Baltes et al., 1990), and consequently, there is a 

need to reformulate traditional cognitive theory pertaining to adult 

cognition (Sinnott, 1989; Ventis, 1989). In our youth-oriented culture, 

the suggestion of superior performance at an older age runs contrary to 

typical thinking. Traditionally, literature in education and psychology 

has emphasized that peak performances are the jurisdiction of the young, 

(e.g., Inhelder & Piaget, 1958; Cattail, 1970; Horn, 1971). Baltes 

(1984), Riegel (1976) , Pascual-Leone (1983) and Arlin (1975) , however, 

have inspired recent research on the positive aspects of aging. Their 

work signifies the increasing attention that is being accorded to 

outstanding achievements by older individuals. 

Wisdom, specifically, has been singled out as a mature form of 

advanced knowledge with great potential (Baltes et al., 1990; Clayton & 

Birren, 1978; Holliday & Chandler, 1986) . To paraphrase Baltes and Smith 

(1990, p. 88), wisdom represents something akin to a developmental goal 

17 
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that gives directionality to cognitive and personality functioning 

during adulthood. Concepts like intelligence have been increasingly 

found to be a less than comprehensive illustrations of human competence 

(Holliday & Chandler, 1986) . 

18 



II. REVIEW OF THE LITERATURE 

A. STRUCTURE OF THE REVIEW: RESEARCH ON THREE WAYS OF KNOWING 

Habermas's theory of knowledge-constitutive interests will be used 

as an organizing framework for understanding exceptional teaching. By 

using Habermas's theory as an organizing framework, a wide assortment of 

previous research on exceptional teaching will be shown to fit into one 

theoretical perspective. By recasting past research on exceptional 

teaching into Habermas's theory of knowledge, (content) validation of 

Habermas's theory (as a viable description of exceptional teaching), may 

also be obtained. That is, can past research that pertains to 

exceptional teaching "fit" into Habermas's theory? If it can, then there 

is evidence that Habermas's theory of knowledge is a valid way of 

organizing the way teachers can know their professional world, and 

ultimately a valid way of distinguishing between exceptional and non-

exceptional teachers. 

Another organizing tool employed in the literature review is the 

arrangement of each major section on technical, practical, and 

emancipatory knowledge into "general or information processing research" 

and "developmental research." Organization in this manner will enhance 

and clarify discussions of major points. For example, throughout the 

literature review I make the distinction between expertise and wisdom as 

the concepts that have been used most often to describe exceptional 

teaching. Expertise primarily comes from the teacher cognition 
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literature and is based on the information processing model, whereas, a 

notion of wisdom in teaching generally comes from developmental research 

and often is the product of the constructivist model. 

Before a detailed review of some present conceptions of 

exceptional teaching is undertaken, however, a brief historical review 

of wisdom will situate the current study. 

B. A HISTORICAL PERSPECTIVE ON WISDOM 

A notion of wisdom has been part of the discourse of humanity 

since at least the early Greeks (Robinson, 1990) . Issues of character, 

self-control, subordinating passion to the authority of reason, in 

addition to a certain degree of intellect, all seem to be keystones of 

the Hellenic version of wisdom (Robinson, 1990). The study of wisdom 

remained an important pursuit throughout the Middle Ages, however, the 

focus changed from Hellenic notions to the recognition of God and His 

words (The Bible) as the ultimate source of wisdom. During the 

Renaissance philosophers (e.g., Descartes) integrated notions from 

antiquity with the pious ideas of the Middle Ages. They produced hybrid 

philosophies stressing that wisdom was attained when an individual truly 

believed in the word of God. Such individuals were said to have accessed 

a higher (transcendental) plane, as a result, putting them closer to the 

wisdom of God. Wisdom has played a major role in how knowledge has been 

conceived. As Chandler and Holiday (1990, p. 123) point out, until the 

20th century philosophy's "primary task" was to elaborate the many 
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possible forms of knowledge, and the study of wisdom was its 

"characteristic endeavor." 

The question remains then, what has social science done with long-

held views of wisdom? The story is complex but the demise of wisdom as a 

topic of intellectual inquiry in the 20th century seems to be the result 

of other rudimentary changes in the western world. With the advent of 

the industrial revolution, and the resulting rapid growth in science and 

technology there was a new-found power to control the environment. The 

new-found power to control the environment, combined with a historical 

tendency in philosophy to emphasize the theoretical aspects of wisdom to 

the exclusion of the practical aspects, made wisdom an uninviting topic 

with the advent of scientism. The meteoric growth of behaviourism in the 

early 20th century also meant that the way things could be known was 

changing. The ways people could know became increasingly restricted: 

knowing depended on what people could observe directly. There was little 

room for tacit concepts, like wisdom. We shall see in the remainder of 

the review, that wisdom as a viable concept for empirical study has made 

a comeback. The present work will try to add to these recent conceptions 

of wisdom. 

The reader should note that in this limited historical 
perspective on wisdom the many important contributions from non-Western 
society are not dealt with in any way. 
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1. EVIDENCE FOR TECHNICAL WAYS OF KNOWING 

Research from two areas will be presented in this section. The 

first will be general research, which includes both information 

processing and teacher-cognition research. The second will be research 

that comes from the developmental literature. The general and 

developmental research presented in this section, however, share a 

common theme. Exceptional performance is interpreted to be primarily the 

result of technical knowledge. The implications of this way of viewing 

exceptional performance (especially in teaching) will be discussed 

throughout this section on technical knowledge. 

I. EXCEPTIONAL TEACHING AS EXPERTISE: AN INFORMATION 

PROCESSING VIEW 

A substantial literature based on the information processing model 

has developed regarding indicators of superior performance. Studies in 

chess, physics, and medicine have all indicated that the most 

accomplished performances will be exhibited by an "expert." Glaser and 

Chi (1988) highlight the development of the conception of expertise and 

its basis in the artificial intelligence movement. Based on the computer 

metaphor, expertise infers that the possessor is capable of powerful 

search techniques based on "well-developed schemata." For example, de 

Groot (1965), showed in his now classic study, that what separated the 

master from the beginner chess player was a massive repertoire of 
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patterned responses to almost any configuration that could take place in 

a game. 

Based on the information processing model, Gagne (1977), and 

Anderson (1982), have established general theories of cognitive growth. 

Their theories describe how knowledge progresses from declarative facts 

(knowing what) to procedural routines (knowing how), eventually leading 

to incredible ease and fluidity of performance (expertise). Accordingly, 

when faced with problem situations in the classroom, teachers with 

greater experience, and thus a greater amount of "proceduralized", or as 

Anderson prefers "compiled knowledge", will have a greater store of 

information to access and will be better able to apply that knowledge 

quickly and accurately. Together, studies of expertise indicate that 

experts can be differentiated from novices on both quantitative (i.e., 

sheer amount of knowledge) and qualitative (i.e., flexible use and 

organization of knowledge) levels. Qualitative aspects are especially 

indicative of expert-like performances. 

Indeed, a number of researchers argue that the notion of expertise 

based on the information processing model can be used to explain 

exceptional teaching. Borko and Livingston (1989), for example, found 

that shortcomings in novices' as compared to experts' mathematics 

instruction, were due to less elaborate, interconnected, and accessible 

2 
Cobb, Yackel, and Wood (1988), in a common criticism of the 

computer metaphor, inform us that the computer metaphor employed by 
cognitive theorists is inappropriate if we are to take into account 
experience. They ask, how can computers accurately reflect human ways of 
knowing if they do not experience as humans do? 
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cognitive structures. Leinhardt and Smith (1985), found that when 

comparing novice and expert mathematics instructors the "semantic nets" 

that the experts had compiled to teach a difficult topic (fractions), 

were much more elaborate than their novice counterparts. Swanson, 

O'Conner, and Cooney, (1990), showed that experienced teachers 

approached classroom discipline problems in a more effective manner 

because of their ability to employ elaborate cognitive structures. 

Relatedly, the way problems are represented and solved has been shown to 

lead to the more effective problem solving of experts versus non-experts 

(Carter et al., 1988; Housner & Griffey, 1985; Leinhardt & Greeno, 

1986). In these studies, and many like them, understanding what it means 

to be the best possible teacher is understanding the elaborate cognitive 

structures these teachers had acquired. 

Perhaps the most articulated program of research on expertise in 

teaching has been assembled by Berliner and his associates (Berliner, 

1986; Berliner, 1987; Berliner, 1988; Berliner et al., 1989). Berliner 

et al., (1989, p.67) note that experts from diverse domains, including 

teaching, share common characteristics, including: (a) a superior 

ability to make inferences about the events and objects in their 

purview; (b) the ability to classify problems by more than their surface 

characteristics; (c) faster and more accurate pattern recognition; (d) 

better problem representation abilities; and, (e) stronger metacognitive 

skills. Berliner and his colleagues interpret these findings in a 

cognitive psychological framework of expertise, suggesting that the 
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experts have a more elaborate schemata (network of knowledge for 

understanding practice), and repertoire of scripts (knowledge that 

guides routinized everyday experiences). As a result, they (Berliner et 

al., 1989) conclude "that experience as a classroom teacher leads to 

changes in cognition (i.e., in perception, memory, and thought) that 

seem more sophisticated, more efficient and more useful"(p.76). 

Accordingly, Berliner (1988), has proposed a five-stage model of 

the development of expertise in teaching. These stages are: 

1. Novice: a context-free set of rules is acquired to assist 
the teacher in labeling and learning classroom tasks. 

2. Advanced Beginner: episodic knowledge is acquired and 
similarities across contexts are recognized. The teacher 
develops a strategic knowledge, an understanding of when to 
ignore or break rules. The teacher's prior classroom 
experiences and the contexts of problems begin to guide his 
or her behaviour. 

3. Competent: the teacher is now able to make conscious 
choices about his or her actions, set priorities, and make 
plans. From prior experience the teacher knows what is and 
what is not important. In addition, the teacher knows the 
nature of timing and targeting errors. Performance, however, 
is not yet fluid or flexible. 

4. Proficient: intuition and knowledge begin to guide 
performance and a holistic recognition of similarities among 
contexts is acquired. The teacher can now "pick-up" 
information from the classroom without conscious effort and 
can predict events with some precision. 

5. Expert: teaching performance is fluid and seemingly 
effortless, as the teacher no longer chooses the focus of 
his or her attention. At this stage teachers operate on 
automatic pilot; standardized, automated routines to handle 
instruction and management are in place (my emphasis). When 
asked to explain or reflect on his or her performance, an 
expert teacher is likely to have difficulty "unpacking" and 
describing his or her cognition. 
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The five-stage model represents the professional development of 

teaching in a cognitive way. Progress through the five stages is 

primarily dependent upon teachers increasing their semantic connections, 

thereby increasing the speed with which routines and strategies can be 

employed in classroom situations. The expert teacher develops effortless 

cognitive strategies for most of the everyday routines like homework 

check and review, seat-work, and preparing a lesson. Berliner et al., 

(1989) propose that these routines and strategies are associated with 

one of two domains of knowledge - either "subject matter knowledge" or, 

"pedagogical knowledge" {knowledge of classroom organization and 

management). 

Like Berliner, Shulman (1986a, 1986b, 1987) has also constructed a 

theory of exceptional teaching based primarily on the cognitive 

psychological framework of expertise. An exceptional teacher, for 

Shulman, is a teacher who has substantial knowledge of: (a) subject 

matter content; (b) pedagogical content; and, (c) curricular content. 

Subject matter content knowledge includes knowledge about facts and 

information pertinent to a subject area, the way concepts and principals 

are organized within a subject area, and the rules and objective 

standards for evaluating the validity of this knowledge. Pedagogical 

content knowledge is the connection of what is known about a subject 

area with what is known about students. The exceptional teacher 

effectively matches subject matter content with individual students and 

classrooms. Curricular knowledge is represented in a teacher's knowledge 
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of equipment, teaching methods, texts, outlines, worksheets, questions, 

objectives, and goals. Although Shulman refers to the "wisdom of 

practice" throughout his research, his description of the exceptional 

teacher is ultimately as expertise. Like Berliner, the effective 

utilization of technical skills and strategies are the most important 

attributes of the exceptional teacher. 

Berliner's and Shulman's work typifies cognitive science research 

that has used "expertise" as a model for explaining how the best perform 

in a wide variety of domains. Perhaps part of the problem is that the 

notion of expertise, when it was first being considered by pioneers in 

the area of cognition (de Groot, 1965; Simon & Simon, 1978; Chi, 

Feltovich and Glaser, 1981) was appropriate for well-structured domains 

such as physics, chess, or remembering a sequence of random niombers. 

Since that time, however, researchers have increasingly tried to apply 

the notion of expertise across other domains, including those that are 

ill-structured (see Wood, 1983). 

II. QUESTIONING THE EXPERTISE METAPHOR: INFORMATION 

PROCESSING LITERATURE REVISTED 

In an ill-structured domain, like teaching, it is difficult to 

apply ready-made strategies that will work all the time. Every teacher 

is different, every classroom is different, and every teacher is faced 

with frequent unanticipated problems (Voss & Post, 1988) . Indeed, 

researchers such as, Levitt (1988) and Lee (1989) argue that the 
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classroom is characterized by its ill-structured nature. The problem 

space is broad and in flux, parameters are often unknown, and the 

teacher must always solve problems taking context into account. Very 

rarely do the problems that arise in teaching come with one particular 

solution; and very rarely do the problems that teachers solve daily 

depend solely on technical knowledge. The "everyday problem solving" 

that Lee argues exceptional teachers do, also involves caring, 

subjectivity, an awareness of limits and possibilities, and the process 

of asking questions as well as answering questions. Lee comes to the 

conclusion that an adult model of reasoning must take the everye33.y 

complexities of problem solving in ill-structured domains into account. 

Some researchers are indeed beginning to recognize the 

"complexities" of the ill-structured classroom. As Berliner et al., 

(1989; p. 68), point-out, problem-solving in a "public, complex, and 

dynamic environment is among the most difficult of professional jobs" 

and as a result, classroom teaching seems to be much more "complicated" 

than traditional domains in which expertise has been studied. Berliner 

et al., (1989; p. 92), concede that the present conception of the 

"expert" teacher is probably "inadequate", however, it is a "temporarily 

useful way of thinking" (See also Sinnott, 1989) . 

In a similar argument to Berliner et al., Wilson, Shulman, and 

Richert (1987) argue that the components of the "professional knowledge 

base of teachers" should include knowledge of: subject matter, 

pedagogical content, other content, curriculum, learners, educational 
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aims, and general pedagogy. From a description of the knowledge base of 

teachers these authors developed a model of professional growth that 

proceeds from: comprehension, to transformation, to instruction, to 

evaluation, to reflection, and finally to new comprehension. The final 

two stages of "reflection" and "new comprehension" are indicative of 

thinking not usually accorded to experts. 

In the area of teacher planning Clark and Yinger (1987), find 

results that are comparable to the results of the previous study. They 

emphasize that skills called for in the socially dynamic classroom are 

not done justice by: 

the systematic application of predetermined models or 
standardized techniques. These situations call from the 
practitioner the artful use of skills such as problem 
discovery and formulation, design, invention, and flexible 
adaptation. The orderly prescriptions of science and 
technology do not seem to match what professionals do in 
practice (p. 97). 

As in the previous studies, terms and phrases such as "artful use 

of skills", "invention", and "flexible adaptation" convey that skills 

based on creativity, open-mindedness, and imagination are important, but 

in this case they are important for dealing with the "socially dynamic 

classroom." 

Carter, Sabers, Gushing, Pinnegar, and Berliner (1987) , provide 

more evidence that the concept of "expertise" may not fully describe 

exceptional teaching. In this particular study "expert" teachers were 

more reluctant than novices or postulants to make pre-judgments 
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concerning a class they were about to teach. Responses such as the 

following were typical: 

I just don't think names are important as far as this point 
in time. I haven't met the kids; there is no reason for me 
to make any value judgments about them at this time. And so 
she [the previous teacher] had a whole little packet of 
confidential material that I looked at, and it had trivial 
little things about where the parents worked and this kid 
was cute or something like that, and that to me is not 
relevant (p.154). 

Such responses were interpreted as the expert teacher's ability to 

"merge information" into a group picture. While this is basically true, 

it does not seem to fairly account for what the "experts" are doing. 

They are using more than cognitive ability to merge information; they 

are utilizing various abilities more closely related to what might be 

called wisdom to determine that basing their teaching of a class on 

somebody else's evaluation is misleading and inappropriate. In short, 

their experience tells them that it is probably wise to defer judgment 

on any class until they have had the opportunity to interact with them 

personally. 

Carter (19 86), in describing the difference between a teacher who 

successfully managed her classroom and one who did not, describes the 

successful teacher as a "driver navigating a complex and often 

treacherous route" {p. 150), whereas, the unsuccessful teacher, relies 

on reprimanding individual actions regardless of their nature. The 

unsuccessful teacher's actions promote ill-feelings and disrupt the flow 

of the classroom. What is most important in the present context. 
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however, is that differences between these two teachers are interpreted 

as differences in the cognitive "knowledge structures." The metaphor 

comparing the successful teacher to a "driver navigating a treacherous 

route" seems to imply skills like imagination, risk taking, and social 

astuteness; skills that seem to go beyond the purely cognitive. 

A "micro-teaching" study by Berliner et al. (1989), produced a 

similar finding. The participants, after being given 30 minutes for 

preparation, were asked to teach a "difficult" lesson on Pasqual's 

Triangle to 15 students they had never seen before. The students as 

confederates of the experimenters, performed a niamber of actions 

designed to interrupt the flow of the lesson. The results indicated that 

3 
the expert teachers, much more so than novice or postulant teachers, 

were very uncomfortable with this situation. Two details made this so: 

(a) the difficulty of the lesson (Experts said things like, they would 

never teach such a difficult lesson with only 30 minutes preparation.); 

(b) although there was basic order in these classrooms, the experts felt 

uncomfortable because they knew they were not in complete control. 

Berliner et al. (1989), state that the combination of these two 

variables "undermined [the expert's] confidence...and ability to 

perform" (p. 88). As Berliner et al. (1989), point out... "these experts 

are very proud people; their teaching is usually successful; they did 

3 
Experts were nominated by administrators and had a number of 

years experience; novices were student-teachers with some teaching 
experience and some theory, etc.; postulants were acknowledged 
professionals in a given subject area, who often came from other lines 
of employment, but had no teaching experience whatsoever. 
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not like the situation we had created for them" (p. 88). Generally, the 

novices and the postulants (more so the postulants) did not seem to be 

concerned about quality of their teaching; it seems they were 

overwhelmed with the task at hand. 

In summary, thinking about exceptional teaching solely as 

"expertise" results in the tendency to neglect other important aspects 

of exceptional teaching. Welker (1991) cautions researchers to be wary 

of the "teacher as expert" metaphor by using theoretical and historical 

evidence to claim that the characterization of "teacher as expert" has 

served the purpose of hierarchically organizing the profession. The 

tendency has become to turn to so-called "experts" for the "right" way 

to do things when most people would agree that the ill-structured domain 

of teaching must be open to many right ways of doing things. Welker uses 

examples from technically-oriented teacher education programs (that tend 

to promote the "right" way to teach), to the increasing number of 

"specialists" in education, (who's expertise must be referred to for an 

increasing number of problems). Welker's critique concludes with the 

warning that viewing exceptional teaching as "expertise" will diminish 

the social and moral responsibilities of teachers, and turn students and 

the wider public into passive receivers of expert service. 

Possibly part of the explanation why recent researchers have been 

comfortable with explaining exceptional teaching as "expertise", is what 

Ernst (1992), has called the epistemology of action. According to Ernst, 

teaching, like most other professions, is embedded within the context of 
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a culture that has emphasized objectivism. Most beginning teachers, 

despite what they feel good teaching should be, end up being 

behaviourists in the classroom (Tobin, Tippins, & Hook, 1992) . 

Management and control of the classroom become their number one 

priority. "Expertise" is the culmination of epistemology in action, 

whereas truly exceptional teaching is more. Therefore, one can only 

partly explain exceptional teaching by stating that teachers follow 

prescribed strategies. Expertise connotes that there is a definable and 

agreed upon body of knowledge that can be mastered. Part of becoming a 

wise teacher, on the other hand, requires that the teacher realize and 

accept that there is no definable body of knowledge that they can truly 

master. The danger seems to be that once one believes that they can know 

all there is to know about a subject complacency sets in. Part of 

becoming an exceptional teacher, therefore, stems from a realization 

that no matter how knowledgeable one becomes about a subject area, they 

still must remain open to new learning experiences. 

In summary, thinking about exceptional teaching solely as 

"expertise" results in the tendency to neglect other important aspects 

of exceptional teaching. This comparison between wisdom and expertise 

leads to a more general statement concerning the relationship between 

wisdom and expertise. Expertise may be best thought of as a necessary 

yet insufficient condition for attaining wisdom. Expertise, therefore, 

is one facet of the more general concept of wisdom. This idea will be 

reemphasized throughout the thesis. 
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III. EXCEPTIONAL TEACHING AS EXPERTISE: A DEVELOPMENTAL VIEW 

Like the previous subsections, exceptional teaching in this 

section, will be described as an end product of technical knowing. The 

evidence in this section, however, will be based on a review of the 

cognitive developmental literature, as opposed to the information 

processing literature. As was the case at end of the previous section, 

the adequacy of viewing exceptional teaching as primarily resulting from 

technical knowledge will be assessed. 

Formal operations, Inhelder and Piaget (1958) conclude, are the 

pinnacle of human thought; the formal operational thinker can form 

hypotheses, make inferences, generalize from their experience, and 

transfer their knowledge across analogous situations. Called the 

hypothetiCO-deductive method or approach by Inhelder and Piaget (1958) , 

the focus on formal operations has resulted in conspicuous limitations 

of Piaget's developmental theory, especially in terms of explaining 

cognitive development in mature adults. Piaget's stress on problem-

solving based on logical-deductive thinking as a way of describing how 

adults know their world is seen to be too narrow to describe the 

increasing complexities of adult thinking (e.g., Arlin, 1975; Broughton, 

1984; Byrnes, 1988). 

Broughton (1984; pp. 403-408), perhaps more vehemently than most 

critics of Piaget's theory, argues that formal logic should not be 

considered as the end-state of human development. Broughton cites 15 

"major problems" with the formal-operational model, and although he may 
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go further in his criticism of Piaget's theory than most 

developmentalists would, his general point is useful in the present 

context. Broughton suggests that Piaget's theory is too narrow in scope 

to be ecologically valid. In essence, a developmental theory that 

focuses on the preeminence of scientific logic cannot account for all 

facets of development. Although traditional Piagetians, do not deny that 

there are ways of knowing beyond the hypothetical-deductive method, 

their research efforts have focused on this one way of knowing. By 

emphasizing formal-operational thinking based on the hypothetico-

deductive method, less consideration has been given to the social, 

biographical, historical, and philosophical influences on how human 

beings can come to know something. Much of what is being defined as 

exceptional teaching in the present study, therefore, is neglected by a 

developmental theory in which formal operations is portrayed as the peak 

of adult development. 

The Dual Component Model 

Baltes (e.g., Baltes, Dittman-Kohli, and Dixon, 1984; Baltes and 

Smith, 1984; Baltes and Smith, 1990) and his colleagues have perhaps 

done more than other researchers for the rebirth of wisdom as a viable 

concept for study in the social sciences. A brief review of Baltes et 

al.'s framework of wisdom, however, will ultimately demonstrate that 

their definition of wisdom is primarily a conception of expertise based 

on the information processing model, and therefore inadequate as a full 
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explanation of wisdom in general, and exceptional teaching in 

particular. 

Baltes, Dittmann-Kohli, and Dixon, (1984, p.70), "conceive wisdom 

as an expert knowledge system...[or more specifically] a highly 

developed body of factual and procedural knowledge leading to good 

judgment concerning the fundamental pragmatics of life." In essence, the 

wise person is an expert in the fundamental pragmatics of life. Called 

the "dual-component model of life-span cognitive development", Baltes 

and his associates have essentially developed an elaborate conception of 

intelligence based on the information processing model. They have 

juxtaposed the "mechanics" (nature) and "pragmatics" (nurture) of 

intelligence. The mechanics of information processing are content free, 

universal and biological, and susceptible to genetic differences. The 

knowledge-rich pragmatics deal with "expertise in the fundamental 

pragmatics of life:" life planning, management, and review, and are 

based on cultural experience. According to Baltes and Smith (1990; 

p.95), "the differentiation of the mind into mechanics and pragmatics 

helps us understand why there are aging losses and aging gains" in all 

people's cognitive ability. The genetically driven "mechanics" are said 

to be associated with losses to intelligence with age, while the 

culturally driven "pragmatics" are said to be associated with gains to 

intelligence with age. Therefore, wisdom for Baltes can be seen as an 

age-related form of adaptive intelligence; it is an extension or adjunct 

to psychometric intelligence (Cattell, 1971; Horn, 1970) . 
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The "fundamental pragmatics of life" that essentially define 

wisdom for Baltes, are measured by five criteria: 

1. Rich factual knowledge about matters of life: 
The wise person has "a rich data-base of life-matters" (Baltes & 
Smith, 1990), which include general knowledge about the nature of 
typical events and decisions, the vulnerability, emotions, and 
needs of individuals (e.g., attachment, sense of self, health), 
and the controllability of developmental goals across the life 
span (Heckhausen & Baltes, 1988, p.100). 

2. Rich procedural knowledge about life problems: 
The person has a large repertoire of mental procedures (or 
heuristics) used to select, order, and manipulate the information 
in their purview and use it for purposes of decision making and 
action planning. 

3. Knowledge of the contexts of life and their relationships: 
The individual has a firm understanding that life development and 
life events are embedded in multiple life span contexts (age-
related, sociohistorical, idiosyncratic), involving thematic 
(family, education, work, leisure, etc.), temporal relationships, 
and conflict and tension as well. 

4. Relativism: 
The person has vast knowledge about differences in individual and 
cultural goals, values, and priorities. They value flexibility 
when interpreting life histories and life situations of others. 
They are aware that all judgments are a function of, and are 
relative to, a given cultural and personal value system. 

5. Uncertainty: 
The wise person recognizes the unpredictability and indeterminacy 
of life. Therefore, they are good at asking questions (Meacham, 
1983) or "problem finding" (Arlin, 199 0) . 

Persons who are wise, are said to be so because their responses to 

Baltes's "life-planning and life-review tasks" satisfy the summative 

criteria of showing rich factual and procedural knowledge by approaching 

these uncertain tasks in ways that are contextualized and relativized 
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(Baltes & Smith, 1990) . The criteria of uncertainty, contextual ism, and 

relativism are especially interesting because they may parallel 

Piagetian formal operations; moreover, some researchers (e.g., Arlin, 

1984, 1986, 1990) argue that these criteria, especially relativism, may 

be indicators of mature adult thought. 

Baltes's five criteria that describe a conception of wisdom in 

general, share some similarities with the proposed conception of wisdom 

in teaching, based on Habermas's theory. First, rich factual and 

procedural knowledge are related to Habermas's technical knowledge-

constitutive interest because both are concerned with a way of knowing 

that emphasizes the accumulation of facts, procedures, strategies, etc., 

and both are dependent on a systematic or logical reasoning. Second, 

uncertainty and relativism both seem to be related to Habermas's 

emancipatory way of knowing because they are concerned with "freeing 

oneself" from both the arbitrary forces of nature and the social 

structures that limit self-understanding. The individual realizes that 

any knowledge is ultimately uncertain and relative. Third, Habermas's 

practical interest is comparable to Baltes criterion of contextualism 

because both concern the effective communication of one person's 

thoughts, ideas, feelings, etc., leading to the growth of a vast 

repertoire of effective social skills, or considerable knowledge of the 

social structure of a given environment. 

The parsimony of Habermas's knowledge-constitutive interests 

(three criteria versus five) is one reason why it was selected as the 
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model of exceptional teaching in this study over Baltes's framework. The 

other more important reason, however, pertains to the theoretical 

frameworks from which Baltes and Habermas derived their theories of 

knowledge. As noted, wisdom for Baltes's group is an age-related form of 

adaptive intelligence; an extension or adjunct to psychometric 

intelligence. Thus Baltes's theory of wisdom remains true to its 

intellectual forefathers {Cattell [1971], and Horn's [1970]) theory of 

fluid and crystallized intelligence). By embracing this theoretical 

framework the Berlin group have approached their findings from a 

perspective that ultimately emphasizes technical ways of knowing. Baltes 

and Smith, (1990; p. 95) for example, state that their five criteria of 

wisdom emphasize the importance of viewing wisdom as an "expert 

knowledge system concerning the fundamental pragmatics of life." They 

further state that "at present, our focus is to study wisdom as a jbody 

of knowledge" (my emphasis), {Baltes & Smith, 1990; p.96). Wisdom for 

the Baltes group is something that human beings can know - like we know 

how to fix a leaky faucet. If we just spend enough time tackling 

difficult life issues we can learn to be wise. For Baltes wisdom seems 

to be a matter of the accumulation of facts and procedures, even for the 

uncertainty, relativism, and contextualism criteria; the wise person is 

the person who has accumulated a substantial storehouse of knowledge 

regarding the uncertainty, relativism, and contextualism of life. 

For Habermas, who's knowledge-constitutive interests provide the 

framework of wisdom in the present study, knowledge is a qualitative way 
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of knowing, not just a quantitative accumulation of the things we can 

know. Other aspects of being human, besides intelligence, are essential 

for the development of wisdom. Wisdom is a matter of character, will, 

conscience, virtue, as well. 

A discussion of the method that Baltes used to assess wisdom will 

extend this argument. Participants in Baltes's standard data collection 

procedure respond to life-planning scenarios. Life-planning scenarios 

are brief descriptions of typical, yet difficult, life dilemmas that 

participants are asked to talk freely about (as if they are giving 

advice to their best friend). Some representative scenarios include: a 

woman deciding whether to have children or accept a major promotion; or, 

a teenage girl deciding whether or not to have an unplanned baby. 

Participants, after they are presented a scenario and told to develop a 

life plan for this person that cover the next three to five years. 

Participants are encouraged to "think aloud" throughout the life 

planning task. Their responses are tape recorded and transcribed for 

assessment. Dilemmas are assessed according to their compliance with 

Baltes's five criteria of wisdom. Five sets (one for each criterion) of 

independent assessors rate the dilemma. For example, two independent 

assessors may rate the "contextualism" criteria. The ratings from all 

independent assessors are combined and consistently high ratings across 

the five criteria are assumed to illustrate "wisdom." 

The decontextualized nature of the task, however, leads to a 

problem with Baltes's methodology: it promotes the influence of 
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technical knowledge in solving the life dilemmas. Therefore, even though 

Baltes states that relativism, uncertainty, and contextualism are part 

of a description of wisdom it is difficult to iinderstand how they can 

manifest themselves in these decontextualized scenarios. The assumption 

Baltes makes is that participants will respond the same way as they 

would if they were faced with these dilemmas in real life. Participants 

given this particular task do not have to deal with the actual emotions 

that come with these dilemmas in real life. As Kekes (1983), points out, 

it is important to verify that what is measured in theory is actually 

occurring in practice. The "Polonius-Syndrome" concerns the idea that 

"any fool can learn to say all the wise things a wise man says and to 

say them on the same occasion" Kekes 1983, p. 286. The point is that 

there is reason to question that the people who are rated as "wise" 

according to the Baltes's criteria, will be the people who display wise 

behaviour in everyday life, and vice-versa. In the pursuit of scientific 

rigor, there is a disregard in Baltes's methodology for important 

aspects of wisdom that can only be noted in the context of real events 

and happenings. 

Baltes's tasks may also lack reliability and validity, in another 

way. Participants who respond to the Baltes's tasks may have had 

experience with these particular dilemmas, thus, calling into question 

whether these tasks are measuring anything but established strategies. 

The commonplace nature of the dilemmas almost ensures that everyone who 

completes this task has dealt with them either directly or indirectly in 
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their lives. Therefore, a legitimate question is whether participants 

are just tapping cognitive strategies that they have heard work with 

particular dilemmas? The decontextualized nature of Baltes's task and 

the commonplace nature of these tasks may lead to the same general 

conclusion. The Baltes approach to assessing wisdom may actually assess 

knowledge of a more technical nature rather than the true essence of 

wisdom (see Clayton & Birren, 1980; Cohen, 1958; Marcel, 1951; Habermas, 

1970; Holliday & Chandler, 1986; Labouvie-Vief, 1990). 

Methodologies used in other studies (Berliner et al., 1990; 

Sternberg, 1990; Holiday & Chandler, 1986), however, may be more 

appropriate to assess wisdom. Berliner and his colleagues, by choosing 

their "expert" teachers through the nomination process (usually by an 

administrative official), have provided some ecological validation for 

the assumption that "expert" responses to their tasks reflect "experts" 

in real life. Sternberg (1990), and Holiday and Chandler (1986), have 

used the "implicit theories approach" that directly asks respondents how 

they would describe, wise, creative, or intelligent people. In so doing, 

a definition of wisdom is ascertained that is not limited by 

methodology. Indeed, one of Chandler and Holliday's (1990), main 

concerns with Baltes's work is that it deviates unacceptably from a 

common (everyday) conception of wisdom. 

Baltes and his group push at the gates that lock in unitary 

conceptions of knowledge, yet they still emphasize technical knowledge 

and its pragmatic resolution, thus, ultimately adding to psychometric 
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conceptions of intelligence. Wisdom is equated with expertise, the good 

life is confused with the prudent life, and their research methods do 

not allow them to discern the wise from the unwise. Key concepts for 

Baltes are still "expertise" and "specialization." 

IV. SUMMARY 

In both teacher cognition (e.g., Berliner, 1986; Shulman, 1987) 

and developmental research (e.g., Baltes's et al., 1984), exceptional 

teaching seems to be closely associated with Habermas's technical way of 

knowing. Although technical knowing is important for the development of 

exceptional teaching, it is only one facet of the exceptional teacher. 

Indeed, the different characteristics of "technical" knowledge (i.e., 

intelligence, strategies, skills, etc.), are certainly necessary to 

become an exceptional teacher, however, they are not sufficient. The 

researchers whose studies were reviewed in this section tended to 

overemphasize the role of technical knowledge for exceptional teaching; 

or, did not acknowledge that other ways of knowing were also necessary 

for exceptional teaching. 

The role of non-technical knowing will be acknowledged, however, 

in the next two sections. The main objective of the next two sections 

will be to assess the extent that exceptional teaching is related to 

Habermas's notions of practical and emancipatory knowledge-constitutive 

interests. 
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2. EVIDENCE FOR PRACTICAL WAYS OF KNOWING 

In order to live, work, and learn in the classroom, children 
need to develop those responses that result in positive 
social interaction. While children will not necessarily be 
consistent in their behaviour, they will be learning to be 
social and will be developing behaviour for appropriate 
social interaction {Year 2000; p.27). 

When students feel that they are valued members of the school 

community, the school becomes more effective at fostering all aspects of 

their development - intellectual, social, and moral (Schnaps & Solomon, 

1990). The benefits, therefore, of creating a caring community with the 

teacher at the center cannot be overlooked, as the excerpt from the Year 

2000 document indicates. 

As in the previous section, Habermas's theory of knowledge-

constitutive interests will provide a framework for research relevant to 

exceptional teaching. The emphasis in this section, however, is on 

Habermas's practical way of knowing. Habermas's practical knowledge-

constitutive interest is primarily concerned with inter-subjective 

communication or the effective communication of one person's thoughts, 

ideas, feelings, etc., to others (see chapter 1). The argument is that 

the wise person has a vast repertoire of effective social skills, and 

possesses considerable knowledge regarding the social-structure of a 

given environment. Therefore, practical knowledge is equated with social 

knowledge or skills. The more knowledge or skills a person has of their 

social environment, the greater their practical knowledge. This section 
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will highlight various research that demonstrates the importance of 

social knowledge or social skills, especially in teaching. 

I. EVIDENCE FOR PRACTICAL WAYS OF KNOWING: GENERAL RESEARCH 

Some well-known early psychological theories fit into Habermas's 

idea of practical knowing. Jung's (1960), "archetype" theory focused on 

the social forms that give rise to and support a wisdom tradition. 

Jung's idea that wisdom is based in social dialogue, thus giving it an 

interpersonal dimension is closely associated with Habermas's notion of 

a practical way of knowing. Similarly, Adler (1927), and Sullivan 

(1953), have stressed the importance of interpersonal relations with 

regards to the development of a stable and functioning personality. In 

addition, Erikson's (1959) work on the intrapsychic and social forces 

that motivate a process of personal growth, (i.e., psychosocial 

development), also holds much in common with Habermas's practical way of 

knowing. Erikson (1959) proposed that from birth to death people advance 

(hopefully) through various personal "psychosocial crises." Indeed, in 

Erikson's final psychosocial crisis the successful person attains 

integrity at the expense of despair, leading to Erikson's ultimate 

virtue: wisdom. Erikson, Sullivan, Adler, and Jung, among many others, 

recognized the role that social forces play in the growth of human 

beings. 

Researchers, in more recent years, have had a tendency to address 

social development, social cognition, and the social construction of 
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knowledge more specifically. Their work has further defined the role of 

social forces in human growth. Gee (1992), for example, does so through 

research on the changes in thinking that result from discussing ideas in 

a social context. While Meacham and Emont (1989) explicitly recognize 

the interpersonal basis of "everyday" problem solving in ill-structured 

domains. 

More specific to the current thesis, Kramer (1990) views the 

integration of affect and cognition as central to the attainment of 

wisdom. Kramer proposes that the individual proceeds through five 

socially-based skills that ultimately unify affect and cognition. These 

skills are: (a) recognition of individuality, (b) recognition of 

context, (c) ability to interact effectively, (d) understanding of 

change and growth, and, (e) attention to affect and cognition. For 

Kramer, the wise person adapts to the practical and everyday stressors 

of adult life via the use of these socially-based skills. Similarly, 

Schwartz (1977), recognized the importance of wisdom specifically in the 

interpersonal domain by showing that some people were more astute at 

transforming interpersonal dilemmas into problem formulations; Schwartz 

calls this ability social problem finding. With both Kramer and Schwartz 

there are indications that general conceptions of wisdom have a 

practical (social) component. 

In more practically oriented research, Egan (1986) notes the 

intimate connection between affect and cognition in the classroom. By 

advocating a 'perceptual model' over the current information processing 
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model of cognition, Egan argues that the education system should return 

to the freedom and flexibility that once characterized learning. The way 

to cultivate imagination in the classroom, according to Egan, is to 

involve students in the world of ideas. Egan believes that ideas, in 

turn, must be situated or contextualized to be understood: we should 

"not give definitions of ideas but help students flexibly grasp their 

complexity by multiple examples (p.225)." As John Dewey proposed early 

in the century, Egan believes that it is crucial to embed teaching in 

the social context of the world. 

Doyle (1986) in similar research describes six general features 

that summarize the social complexity of the classroom: 

multidimensionality, simultaneity, immediacy, unpredictability, 

publicness, and history. According to Doyle, important decisions 

requiring good social judgement are required by-the-minute; the 

classroom is a social "beehive" of activity constantly requiring the 

teacher's good judgement. Doyle contends that the exceptional teacher 

must be socially astute to deal with the social complexity of the 

classroom. 

Clark and Yinger's (1987), prototype of the "reflective 

professional" also takes into account the importance of the social 

context of the classroom. Clark and Yinger believe that it is 

impossible to propose a conception of a "model teacher" without also 

understanding the social context of the classroom. At the most basic 

level, the "reflective professional" is a pre-active thinker who cannot 
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he taken out of the social context of the classroom and described 

appropriately. Therefore, representations of teaching, such as those 

highlighted in the previous section on technical ways of knowing, which 

are detached from the social context of the classroom do not embody the 

full scope of teaching. Goodlad (1984) concurs with this general 

argument, stating that a teacher's role has primarily become one of 

absolute decision-maker in the classroom with little or no room for 

student input, thus limiting student initiative and consequently social 

responsibility and independent learning. 

Yinger and Hendricks-Lee's (1993) "ecological conception of 

teaching" has both expanded and refined Clark and Yinger's conception of 

the "reflective professional." Yinger and Hendricks-Lee built on the 

earlier work by specifying particular aspects of the socially dynamic 

classroom. For Yinger and Hendricks-Lee the ecological model leads 

directly to conversational properties of knowledge. In their model, 

knowledge is communicated via a dynamic social exchange referred to as 

"conversation." Conversations, in turn, occur across a variety of 

"systems." Systems refer to the social organizing levels of our 

environment. For example, there are "cultural systems": different 

cultures have different ways of organizing their social structure and 

this influences how knowledge is obtained or constructed; there are 

"physical systems" within cultures, different "places" influence 

knowledge attainment (e.g., school is a "place" where the exceptional 

teacher can acquire high level knowledge, whereas they may not acquire 
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high level knowledge in other "places"). This argument corresponds to 

the argument that human beings learn better in contexts that are 

familiar to them (see Kagan, 1984) . 

Another ecological system is the "social/sociohistorical". In this 

system the fabric of life is embedded into a social context of past, 

present, and future. The details of everyday life that result from being 

social beings in a social world are played out. 

Finally, there.are "personal systems" that refer to each 

individual's unique experiences that influence how they will attain 

knowledge. What we have, therefore, is a mixture of social systems that 

vary in their generality and thus their applicability, but yet 

demonstrate that the accession of knowledge is duly influenced by 

ecological variables. Within the classroom, the development of links 

among the systems enables "activity" to become appropriately 

"contextualized, tangible, meaning-full, and commonunal." The job of the 

teacher is to introduce and model new "conversations" to students that 

connect with established "systems." 

Other evidence for a practical way of knowing, and consequently 

the necessity of social adeptness in the exceptional teacher, comes from 

motivation theory. Weiner (1979), and Dweck and Elliot (1983) , have 

found that a learner's motivational orientation will greatly influence 

how well they will learn, and Wittrock (1984), found that students who 

are simply encouraged to believe, or praised (Wittrock, 1978) that 

success in school is possible, improve their performance. Research also 
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shows how students' (academic) self-concepts and esq̂ ectations are swayed 

by their teacher (e.g., Stipek, 1981), which is similar to the teacher 

expectancy effect, or self-fulfilling prophecy (e.g., Weinstein & 

Middlestadt, 1979). Together, this research reveals that a socially 

dynamic process occurs between student and teacher impacting the 

motivational orientation of the student. It seems that the teachers who 

possess substantial practical knowledge, as expressed through social 

skills, are more successful in motivating their students to learn. 

Evidence for Practical Ways of Knowing: Moral Research 

This subsection is based on the premise that exceptional teaching 

has a necessary moral component, and that this moral component is 

related to Habermas's practical knowledge-constitutive interest. If we 

remember from chapter one that the definition of Habermas's practical 

knowledge-constitutive interest is: a fundamental interest in 

understanding the environment (including other people) through 

interaction based upon consensual interpretation of meaning. Then 

perhaps it is clear why moral behaviour is considered an aspect of 

practical knowledge. It is hard to see how a person could have a 

fundamental interest in the environment (and other people) if they did 

not also have a discriminating moral sense. Indeed, some studies, 

including the following, come to the conclusion that maintaining a high 

moral standard is a necessary part of exceptional teaching. 

For example, Lickona (1991) states that: 
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...realizing the importance of the teacher-student 
relationship requires that the teacher have a moral vision. 
To be a moral educator requires seeing the moral 
significance of social interactions and even small events, 
imagining the long range effects of children's experience at 
school on their values and character and the kind of society 
they will someday help to create, seeing teaching as it was 
once seen - a special calling, a moral craft (Lickona 1991, 
p.87) . 

Lickona (1991) argues for the necessity of values education. In 

Lickona's eyes the moral decay witnessed in our society in recent years 

is largely due to the failing of our schools to teach the "fourth and 

fifth R's": respect and responsibility. Respect and responsibility, 

Lickona believes, are so ingrained into the functioning of a stable 

democratic society that they ought to be taught in schools. The teacher 

plays a fundamental role by acting as "care giver, model, and mentor." 

Morality won't be important to young people if it isn't 
important to adults. A high school teacher puts it this way: 
'We have to share ourselves, not just our subject matter' 
(p.79). 

Goodlad (1984), like Lickona (1991), discusses the moral and 

ethical learnings accompanying school experiences. Goodlad, like 

Lickona, also stresses the importance of moral knowing for exceptional 

teaching. Goodlad (p. 241), finds that the "emphasis on individual 

performance and achievement [in modern schools] is more conducive to 

cheating than to the development of moral integrity." Goodlad laments 

that students are generally lacking anything resembling the possibility 

to make moral judgements. I argue that exceptional teachers, through 

their daily interactions with the students, foster moral reasoning. 

Moral reasoning is promoted in the students of exceptional teachers 
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because exceptional teachers are moral reasoners. They model moral 

behaviour and moral thought for the students in all school contexts. 

II. SUMMARY OF GENERAL RESEARCH ON PRACTICAL KNOWING 

The classroom is a socially dynamic environment, in which social 

knowledge and social skills are important for exceptional teaching. The 

exceptional teacher is aware of a wide and varied spectrum of social and 

cultural influences, and accounts for this in their teaching. Indeed, a 

necessary component of exceptional teaching is a vast repertoire of 

effective social skills, and considerable knowledge regarding the 

social-structure of a given environment, including an outstanding moral 

sense. As the excerpt from the Year 2000 document at the beginning of 

this section indicated, the benefits of creating a caring community with 

the teacher at the center cannot be overlooked. 

III. EVIDENCE FOR PRACTICAL WAYS OF KNOWING: DEVELOPMENTAL 

RESEARCH 

As in the previous section, emphasis will be placed on the 

importance of social skills and social knowledge for the growth of 

exceptional teaching. The priority in this section, however, is on 

developmental research. 

A number of developmental theorists, Vygotsky, (1978), Labouvie-

Vief (1990), Holliday and Chandler, (1986) Pascual-Leone, (1990), 

Rogoff, (1990), and Case, (1992) have found that social context and 
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environment play an important role in adult cognitive development. 

Vygotsky, for example, has added to Piaget's ideas about development by 

underscoring the role that social context plays in the development of 

hiaman beings. The work of both Vygotsky and Piaget is incorporated into 

the work of Neo-Piagetians like Case (1992), who combine Piaget's 

emphasis on the growth of logical thinking and Vygotsky's emphasis on 

social processes into a more comprehensive theory of cognitive 

development. One of the consequences of this alteration of Piagetian 

theory is that sociocultural processes are seen as playing a greater 

role in development. 

Rogoff (1990), for one, acknowledges that sociocultural processes 

play a greater role in development. Rogoff views cognitive development 

as an apprenticeship in which people acquire knowledge and skills by 

participating in socially structured activities. People learn in 

specific contexts through a process of guided participation in which 

others provide various kinds of help tailored to the person's level of 

knowledge and skill (within their "zone of proximal development" as 

Vygotsky might put it). Rogoff (p. 28) stresses that "the individual and 

the social world are mutually involved to an extent that precludes 

regarding them as independently definable." Pascual-Leone (1990; p. 91) 

supplements this argument by suggesting that, primarily due to the 

4 
Of course, Piaget discussed the influence of social factors and 

Vygotsky the influence of non-social factors on development. In this 
brief review I am just recognizing the major contribution of each to 
developmental theory. 
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social context in which it is embedded, adult thought continues to 

restructure itself "permitting a certain wisdom about human affairs." 

In other developmental work the role of social context is 

reiterated but the focus is on the concept of wisdom directly. Brent and 

Watson (1980), for example, note that special communicative skills 

typical of wise individuals heighten sensitivity to verbal and non­

verbal cues. The wise person is endowed with communicative skills that 

allow them to be sensitive to the verbal and non-verbal cues being sent 

to them by the person(s) with whom they interact. In similar research, 

Clayton (1982), defines wisdom as the ability to understand and accept 

the paradoxes and contradictions that mark concrete social situations. 

Clayton maintains that a more sophisticated type of cognition develops 

in the wise individual, based on a system of dialectical logic that 

embodies principles of paradox and change, which provides the motivation 

and strategies for the weighing of consequences of one's actions on self 

and others. In the end, developmental progress in the pursuit of wisdom 

leads to more complex social cognitions, which promote efficient 

personal and societal functioning. 

Lee (1993) proposes a similar argument for the specific domain of 

teaching. Teaching, Lee argues, must incorporate the feminist voice; 

encouraging the cultivation of receptiveness, responsiveness, care, and 

the aesthetic. When exceptional teachers come to the classroom with 

confidence in their technical abilities it enables them to be socially 

responsive with learners. Confidence, however, is tempered by humility. 
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The tension between confidence and humility is represented in concern 

and care for themselves and their profession, as well as for learners. 

According to Lee, to care in this way is to conceive of teaching 

as 'ethical action'; to take responsibility for yourself and your 

students. The classroom of Lee's exceptional teacher is a democratic 

one. Democratic in the sense that the classroom is a community, 

sensitive to, and inclusive of all persons. Teachers and learners are 

full partners in the educational enterprise. The teacher's role is an 

expression of care, as they ensure that every student has a voice, and 

that knowledge is not used to intimidate or overwhelm. 

From my review of developmental research pertaining to exceptional 

teaching it has been my intention to show how difficult it is to 

separate individual thought from socio-cultural components. In this 

regard, the similarities between views of development pertaining to 

exceptional teaching that stress practical ways of knowing, are akin to 

cojastructivist views of development. For example, in Chapter one I 

stated that constructivism is founded on a set of social and cultural 

postulates that state individuals actively construct their knowledge 

based on stimulation from the social environment. In a similar way, 

exceptional teaching lends itself to a constructivist perspective 

because exceptional teachers can be seen as active pursuers of knowledge 

who construct and re-construct their world according to new information. 

Within other frameworks, such as the information processing model, the 

teacher is seen as a passive receiver of knowledge who develops 
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strategies and procedures based on past experiences in the classroom. 

Constructivism provides a means of describing exceptional teaching in 

both competence and performance terms that transcends its use in studies 

based on limited ways of knowing, such as expertise (Arlin, 1990). 

Prawat (1992) emphasizes that teachers' adoption of the 

constructivist perspective may cure many of the ills bothering the 

education system. He describes how characteristics of constructivist 

teachers parallel characteristics of wise teachers, (e.g., they both 

recognize the inherent differences among students and therefore adopt a 

student-centred approach to teaching). Prawat adds that when students 

start to contribute to their learning, the classroom, because of the new 

social dynamics, becomes a more complicated place; yet, a more rewarding 

place, just the same. Prawat notes that most of the problems associated 

with implementing a constructivist approach could be overcome if 

teachers were willing to rethink not only what it means to know their 

subject matter, but also what it takes to foster this sort of 

understanding in students (Prawat, 1992; p.361). 

Whether it is termed constructivism or not, the research reviewed 

in this section has been selected to show the importance of practical 

ways of knowing in the classroom. Most I have tried to show that 

exceptional teachers understand the importance of their role in the 

social environment of the classroom. Exceptional teachers understand 

that they provide experiences that help the child to share, cooperate, 

respect and accept others, learn from others, develop friendships, and. 

56 



Literature Review 

anticipate consequences of action (Year 2000; p.27). As role models, 

these teachers have developed exceptional skills related to the social 

environment of the classroom. 
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3. EVIDENCE FOR EMANCIPATORY WAYS OF KNOWING 

Only fools are certain and immovable (Cohen, 1958) . 

Emancipatory knowing was defined in Chapter one as freeing oneself 

from the arbitrary forces of nature and social structures, and possible 

only through critical self-reflection and transcendence, and it is the 

third way that wise teachers know. Evidence will be presented from a 

variety of sources that demonstrates the importance of emancipatory 

knowing for exceptional teaching. Various research on teaching will be 

reviewed, coming to the same conclusion: that exceptional teaching is at 

least partly a function of what has been described as emancipatory 

knowledge. 

I. EVIDENCE FOR EMANCIPATORY WAYS OF KNOWING: GENERAL 

RESEARCH 

Ideas like Habermas's emancipatory knowledge-constitutive interest 

are evident in a number of explorations of teaching practice. For 

example, Dewey (1933, 1963, 1966), Schon (1983), Egan (1986), and Greene 

(1973, 1988) have all proposed ideas that overlap with Habermas's 

emancipatory knowing. 

Dewey (1933) believed that teachers have to be free to explore the 

child's way of thinking. Dewey was strongly opposed to teacher-directed 

approaches to pedagogy that emphasized "the right" way of doing 

something; Dewey proposed that students should learn by doing, because 

each child could then understand, in their own way, the important 
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concepts to be learned. Dewey (1966) proposed that just as the citizens 

of a democratic country enjoy the rights of freedom in its many forms, 

children are entitled the "freedom" to learn in the manner that is best 

for them. Teachers who utilize their emancipatory knowledge perhaps 

allow themselves the freedom to explore the child's thinking more so 

than teachers who do not. Therefore, teachers who are considered "free" 

by Dewey are likely to be teachers, who according to Habermas's 

definition, employ emancipatory knowledge. 

Schon's (1983) concept of "reflection in action" can also be seen 

as emancipatory. Reflection in action refers to the practitioner's 

ability to think "outside" of the technical procedures and strategies 

that are available to them. Schon believes that professions (such as 

teaching) have been over-professionalized, meaning that they have come 

to rely too heavily on standardized strategies, procedures, texts, 

theorems, ideas and practices (though analogs are necessary as a guide 

for teaching practice). The process of over-professionalization of 

teaching is dangerous because problems in these domains do not always 

lend themselves to scientific, and empirical solutions. Each new 

instance of a problem is a unique case unto its own that requires new 

ways of thinking. New ways of thinking may come easier for the teacher 

who is an emancipatory thinker. 

In a similar argument, Egan (1986) proposes that teacher planning 

should incorporate a "story telling model" as an alternative to the 

standard approach of devising unit plans and objectives that are based 
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on a limited (logical) view of thinking. The story telling model taps 

the power of children's "imagination." Imagination is like emancipatory 

knowing because it involves the ability to think about possibilities. 

Egan notes that no educator would deny that imagination is important to 

the cognitive development of children, yet it is still not incorporated 

widely into the curriculum. The exception, however, is that "good 

teachers" seem more likely to recognize the importance of children's 

imagination and incorporate something like the story telling model into 

their teaching (p.41). 

Greene's (1973) conception of teachers as strangers also bares 

resemblance to Habermas's conception of emancipatory knowing. Teachers 

who are strangers are "enthused" and "wondering" bystanders in the 

classroom. These teachers are "strangers" in the sense of newcomers to a 

fascinating place. Thus, they are thoroughly engrossed in the day to day 

activities of the classroom. Indeed, they are fascinated by, and want to 

learn more about, all the activities that are going on in the classroom. 

Yet they are somewhat "removed from the students", thus retaining a 

clearer vision of their most basic goal: to integrate important aspects 

of the child's development. 

According to Greene (19 73), therefore, teachers' primary concern 

is the welfare of the students, teachers are said to grow as a 

consequence of reflecting on their interactions with pupils. By 

reflecting, they increase the depth of their understanding of teaching 

and children; they come to appreciate their deepening wisdom. The 
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creation of new ideas or experiences through "reflection" is the result 

of what Greene (1986), refers to as "positive freedom." Like 

emancipatory knowing, positive freedom is linked to an appreciation of 

the unpredictable and ineffable. Greene according to Prawat (1993, p.7) 

is "quite clear on this point" urging teachers to heed her plea: that 

5 is, focus on the possibilities rather than the problems inherent in 

student learning. Therefore, like Dewey, Egan, and Schon, Greene 

believes that a conception of thinking akin to emancipatory knowing is 

necessary for the growth of exceptional teaching. 

Wagner (1987) provides evidence situating emancipatory knowing in 

the practice of exceptional teachers. Wagner argues that the thought 

processes of teachers in general are much more descriptive, emotional, 

and contradictory than most studies on teachers' thinking would lead us 

to believe, and that exceptional teachers make more sense of these 

descriptive, emotional, and contradictory thought processes. Exceptional 

teachers are less likely to be caught in what Wagner calls a "knot." A 

knot is like the Bateson (1973), idea of a "double-bind", where people's 

imperative demand of doing something becomes impossible precisely 

because they are "imperating" themselves to do it. "Knots" affect the 

classroom conduct of teachers by making it more stereotypical and less 

adequate to the situation at hand. Being "caught in knots" then, seems 

to be negatively related to emancipatory ways of knowing. In Wagner's 

R I I I 

There is always more. There is always possibility. And this is 
where the space opens for the pursuit of freedom. 

61 



Iiiterature Review 

words, "there is more to teaching than just "thinking right" - most 

notably the ability to perceive, holistically and non-judgementally, 

what is actually going on in the classroom" (p. 177). Every teacher who 

has ever stepped into the classroom has had "knots" to deal with. Some 

teachers, however, have learned to deal with these situations better 

than others. Although the detail of Wagner's suggestions for resolving 

"knots" is beyond the scope of the present study, resolving "knots" 

takes a large dose of what has been discussed as wisdom in teaching, 

particularly emancipatory knowing. 

JJ. EVIDENCE FOR EMANCIPATORY WAYS OF KNOWING: SUMMARY OF 

GENERAL RESEARCH 

Ideas which hold much in common with Habermas's emancipatory 

knowledge-constitutive interest are prevalent in theoretical (Dewey, 

1933; Schon, 1983; Egan, 1986; Greene, 1973) and practical (Wagner, 

1987) explorations of exceptional teaching. 

III. EVIDENCE FOR EMANCIPATORY WAYS OF KNOWING: 

DEVELOPMENTAL RESEARCH 

Developmental research on dialectical thinking (Basseches, 1980; 

Riegel, 1973); relativistic thinking (King, Kitchener, Davidson, Parker, 

& Wood, 1983; Perry, 1968); uncertainty in thought (Meacham, 1983); 

fifth-stage reasoning (Arlin, 1975); and, postformal levels of reasoning 

(Labouvie-Vief, 1990; Sinnot, 1994) indicate that there is a qualitative 
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difference between the logic adults use to solve problems and the logic 

used by young adults and adolescents. The complexities of adult thinking 

proposed by these authors might all be categorized as ways of thinking 

that are emancipatory in nature. 

In his research on dialectical operations, Riegel (1973, 1976) 

maintains that most of the impetus for development arises from 

contradictions among four aspects of individual growth: biological, 

psychological, social, and physical. Riegel's dialectical operations are 

based on "dynamic relations among systems" and therefore add to Piaget's 

formal operations, which emphasize "systematic relations among 

propositions." Riegel's dialectics is an interpretation of development 

that considers contradictions and flux, rather than correspondence and 

stability as the primary processes of development. (See also Basseches, 

1980, 1984) . 

Riegel's theory of dialectical thinking, therefore, seems to be 

similar to Habermas's emancipatory knowledge-constitutive interest. 

Emancipatory knowing is all about searching out "change", 

"contradiction", and "flux." The individual who is a "Riegelian" 

dialectical thinker, must necessarily be an emancipatory knower; the 

essence of emancipatory knowing and this type of dialectical thinking 

are very similar. A difference between the theories, however, is that 

Habermas's is a philosophical theory of knowledge and Riegel's is a 
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developmental theory of thinking. The fact that one theory is primarily 

situated in philosophy and the other is primarily situated in 

development means that different aspects of human nature are emphasized. 

Perhaps the fact that two relatively diverse modes of inquiry have come 

to the same general conclusion adds credence to the existence of some 

high level of human functioning, whether we call it dialectical 

operations or emancipatory knowing. 

Another example of developmental research emphasizing a way of 

knowing that seems to be similar to emancipatory knowing is proposed by 

Arlin (1975). Arlin believes that postformal operations (problem 

finding) may be the logical successor to Piaget's final stage of formal 

operations (problem solving). Just like Berliner et al. (1989), whose 

experts were more interested in asking, rather than answering questions 

about a class they were soon going to teach, or Greene (1988, p.134) who 

states that "teachers, like their students, have to learn to love the 

questions", Arlin (1990) suggests that higher level thinking may have 

more to do with asking rather than answering questions. For Arlin, 

problem finding is the process by which the most important questions are 

asked and the greatest discoveries are made. 

In support of this claim, Arlin (1990) argues that high level 

thinking of young artists and scientists is fundamentally similar. That 

is, at some fundamental level, the thinking of great artists and great 

Although Riegel did rely heavily on Hegelian philosophy to 
construct his theory it seems that Riegel's theory of dialectical 
operations is best classified as a developmental theory. 
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scientists is more similar than different. The fundamental similarity 

for Arlin (1975) comes from both great artists' and great scientists' 

abilities to find or reframe problems in completely unique ways so that 

entirely new questions can be asked. These individuals remain open to 

new possibilities and suggestions, sometimes from seemingly disparate 

sources. Therefore, the notion of exceptional teacher as problem finder 

in Arlin's work is comparable to the notion of the exceptional teacher 

as emancipatory knower in this research: both ideas stress that 

exceptional teachers remain free from the trappings of a particular way 

of thinking or particular knowledge set. The two notions are related in 

the sense that problem finding is a more specific concept subsumed by 

the more general notion of emancipatory knowing. Problem finding is an 

aspect of emancipatory knowing. 

Foreman (1989) and Paley (1986) extend Arlin's work by showing 

what teachers who might be considered problem finders (or emancipatory 

knowers) do in the classroom. Foreman contends that exceptional teachers 

often provide the opportunity for children to ask "good" questions. 

While Paley suggests that teachers need to "listen to what the children 

have to say" and be truly curious about their answers. Exceptional 

teachers listen to the child's responses to the curriculum and adapt to 

the child's point of view, which may be very different from what the 

teacher had expected. With both Foreman and Paley an emancipatory way of 

thinking is modeled by the teacher and prompted through the teacher's 

interaction with the students. As Lee (1993, p. 10) states "teachers, 
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knowledgeable and confident in the worth of the educational process, 

stand humbly before the questions students raise." 

Lee (1993) argues further that the teachers who ask "good" 

questions may be considered postformal reasoners, at least within the 

context of the classroom. According to Lee, attaining postformal 

reasoning allows individuals to hold multiple and contradictory views of 

the truth that bridge across belief systems, and it brings to the 

foreground subjective and self-referential thought. Wise individuals are 

not held to a priori givens but rather engage freely in the conscious 

breaking away from the conventional, agreed upon canons perpetuating the 

status quo. Exceptional teachers who reason postformally acknowledge 

that risks must be taken as new insights, ideas and callings endanger 

prior assumptions. Lee (1993), Arlin (1990), and other developmental 

theorists would suggest that postformal reasoning is necessary for the 

attainment of wisdom in teaching. I would further specify that 

postformal reasoning corresponds closely with the proposed conception of 

emancipatory knowing, with experience and reflection at the heart of 

each. Therefore, both postformal reasoning and emancipatory knowing play 

a similar role in describing wisdom in teaching. 

The similarity of postformal reasoning and emancipatory knowing 

may indicate the usefulness of applying a developmental stage model to 

teaching (see also Ammon & Levin, 1993; Kamii & Clark, 1993) . Implied 

throughout this work is that wise teaching requires some amount of time 

to develop, indicating that the individual goes through substantial 
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growth. Although the developmental literature is split on whether 

cognitive-developmental changes later in life are quantitatively 

different (Broughton, 1982), or qualitatively (Arlin, 1975; Lee, 1993), 

different from Inhelder and Piaget's (1958), stage of formal operations, 

7 
most all agree that there is some kind of growth. I suspect that 

exceptional teachers have changed in some qualitative way from what they 

once were as teachers. These teachers may have more than just learned, 

they may have developed into qualitatively different thinkers. 

Therefore, despite well-documented skepticism concerning the usefulness 

of stage concepts (Flavell, 1982, Flavell, 1992), I believe that the 

thinking of the exceptional teacher is so essentially different from 

their novice counterparts, that explanations suggesting the differences 

are due solely to the accumulation of an increasing repertoire of 

strategies and skills are inadequate, (see Kitchener, Lynch, Fischer, & 

Wood; 1993) . 

There is a vital relationship, however, between learning and 

development. Just as assimilation and accommodation go hand-in-hand, so 

to do learning and development. Learning precedes development on the 

Q 

road to wisdom in teaching (Liben, 1987) . Liben has focused on the 

The qualitative/qualitative issue stems from Piaget's stages of 
cognitive development and whether or not there is a variety of thinking 
sufficiently different from Piaget's ultimate stage of cognitive 
development - Formal Operations. 

In a lot of ways this research has, all along, tried to promote 
this type of complementarity between disparate approaches to human 
growth. By merging the teacher development literature, that focuses on 
cognition and expertise, with philosophy of teaching research, and life-
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relationship between development and learning and has come to the 

conclusion that they are neither congruent nor in conflict, rather, they 

are thought better of as being complementary. Learning is exogenously 

driven, narrow, provoked, and nonstructural, and development is 

constructive, broad, spontaneous, emphasizing structural change. The 

essence of the distinction is that the growth process is fundamentally 

different for the two approaches. 

Both, however, have explanatory roles to fill with regards to 

exceptional teaching. The relationship that Liben proposes between 

learning and development in general, parallels the relationship I have 

proposed between expertise and wisdom in teaching in the present study: 

learning is to development as expertise is to wisdom. That is, expertise 

precedes wisdom in the growth of the exceptional teacher, just as 

learning precedes development in general human growth. Furthermore, the 

culmination of learning is likely to be expertise, and the culmination 

of development is likely to be wisdom. Therefore, becoming an expert 

teacher can be accomplished through learning, whereas, becoming a wise 

teacher seems to require development. 

Some developmental researchers (e.g., Arlin, 1990b) have referred 

to the structural change in thinking that leads to wisdom as postformal 

reasoning. It might be, however, that postformal reasoning is an aspect 

of emancipatory knowing, which in turn leads to wisdom in thought. If 

span development literature, a model of exceptional teaching is being 
crafted. 
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this is the case, then emancipatory knowing must be considered a higher 

level of thought necessary for the attainment of truly exceptional 

teaching. 

Indeed, the emancipatory dimension may be the sine qua non of wise 

teaching. It may distinguish the wise teacher from the expert teacher. 

The research cited in this section, may as a result, take on a special 

significance because emancipatory knowing may define the critical 

characteristics of truly exceptional teachers. It might be that 

emancipatory knowledge can only be developed after technical and 

practical knowledge has been firmly established. 

C. RESEARCH INDICATIVE OF TECHNICAL, PRACTICAL, AND EMANCIPATORY 

KNOWING 

Research reviewed thus far has been sorted into one of three 

categories based on Habermas's three knowledge-constitutive interests. 

This sorting was based on the belief that particular findings were much 

more representative of a specific knowledge-constitutive interest than 

any other(s). Three studies, however, could not be classified in this 

way because they are equally representative of Habermas's three 

interests. These three studies could not be classified singly under any 

one of Habermas's interests, therefore, they have been placed in their 

own separate section. 

In the first study, Goodlad (1984) did a survey of American public 

education and concluded that schools have four broad goal areas: (a) 
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academic - embracing all intellectual skills and domains of knowledge; 

(b) vocational - geared to developing readiness for productive work and 

economic responsibility; (c) social and civic - related to preparing for 

socialization into a complex society; (d) personal - emphasizing the 

development of individual responsibility, talent, and free expression. 

If these goals for schooling in general are acceptable to most 

educators, then similar goals for what it takes to be an exceptional 

teacher (as proposed in this study) might be equally acceptable. 

Goodlad's review of the American educational system seems to confirm 

that good teaching is indeed multifaceted. 

Jackson's (1968) interviews with 50 "outstanding" teachers 

similarly highlight the multifaceted nature of exceptional teaching, 

9 
this time, from the perspective of "outstanding" teachers. Outstanding 

teachers were asked to elaborate on their views of life in the 

classroom. The following four paragraphs (from Jackson, pp.119-143) 

summarize his account of what outstanding teachers had to say about the 

nature of teaching. These teachers' descriptions of teaching grouped 

into four categories: immediacy, informality, autonomy, and 

indivi dua lity. 

1. Immediacy - exceptional teachers were shown not to rely on 
quantified measures as indicators of how they and the class were 
progressing, rather the continual flow of the teaching lesson 
provided much more vital information - spontaneous expressions of 
interest, enthusiasm, etc. 

9 . . . , , , . , 
Jackson relied primarily on administration nominations to 

select his participants. 
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2. Informality - exceptional teachers commented on relative 
informality of the classroom compared to what they had grown-up 
in. The feeling among the teachers was that they were quite happy 
with the new found freedom they had; it allowed them some 
flexibility in their approach to teaching. 

3. Autonomy - exceptional teachers were adamant that they maintain 
control over their classroom; that they have the flexibility to 
teach how, what and when they would like because they realize that 
the everyday functioning of the classroom warrants this. 

4. Individuality - exceptional teachers showed a decided interest 
in the well-being of each individual student. They take uncommon 
joy out of working with children. 

It may be interesting to note that Jackson's categories of 

immediacy, informality and autonomy relate most specifically to 

emancipatory knowing, while individuality relates to practical knowing. 

There is no category produced by these teachers that relates to 

technical knowing. The necessary role technical knowledge plays for 

exceptional teaching, noted in the present study, would likely be 

acknowledged by these teachers but it was given little attention because 

Jackson's question concerned the distinguishing characteristics of 

exceptional teachers. 

It might also be noted how the distinguishing characteristics of 

outstanding teachers relate to Jackson's notion of the hidden curriculum 

(Jackson, 1968; p.33-35). It seems that those characteristics that 

distinguish outstanding teachers seem to concern aspects of the hidden 

curriculum more so than the official curriculum. Jackson states that: 
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...the crowds, the praise, and the power that combine to 
give a distinctive flavour to classroom life collectively 
form a hidden curriculum which each student (and teacher) 
must master if he is to make his way satisfactorily through 
the school. The demands created by these features of 
classroom life may be contrasted with the academic demands -
the 'official' curriculum, so to speak - to which educators 
have paid the most attention. 

For the 50 outstanding teachers that Jackson interviewed, 

immediacy, informality, autonomy, and individuality "distinguished" them 

from their peers. In short, Jackson found through interviews with 

exceptional teachers, that qualities related mainly to emancipatory 

knowing distinguish the exceptional teacher from their non-exceptional 

counterpart, perhaps in a similar way it may be the case that 

emancipatory knowing will distinguish between wisdom in teaching and 

expertise in teaching, in the present study. 

Holliday and Chandler (1986), in the third study, developed a 

general conception of wisdom using Habermas's theory. Holliday and 

Chandler (1986) based their conception of wisdom on prototype theory 

(Rosch, 1975), claiming that people's ideas about the structure of 

categories parallel the structure of the world. The descriptors for 

"wisdom" (among other concepts) were sorted and reduced. A principal 

components analysis was then used to assess the underlying structure of 

these concepts. The researchers found that people have a consistent 

conception of what it means to be wise, and that we can identify these 

wise people on the basis of their characteristic attributes and 

behaviours. People have a prototype conception of what it means to be 
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wise just as they have a prototype conception of any other category, 

(furniture, cars, etc). 

Holliday and Chandler (1986) found five underlying or latent 

components. The first component was defined as "exceptional 

understanding of ordinary experience." This component was labeled 

technical and was defined by items such as "common sense and 

experience." Wisdom is indicated by the conduct of life and the 

management of everyday affairs. 

The second component was defined as "judgement and conmunication 

skills", and labeled practical. Descriptors for this component included: 

aware, astute, comprehending, weighs consequences, considers points of 

view, and is worth listening to. For this component, wisdom is expressed 

in observing, analyzing, and communicating information about life. 

The third component was defined as "general competencies." This 

third component was labeled technical. This component is defined by 

attributes such as: alert, intelligent, articulate, well-read, and 

thinks a great deal. Wisdom, therefore, is rooted in some inherent 

prerequisite skill. 

The fourth component was defined as "interpersonal skills." This 

fourth component was labeled practical. Attributes that underlie this 

component include: fair, moral, patient, sensitive, and compassionate. 

The fifth and last component was labeled emancipatory. Holliday 

and Chandler use the phrase social unobtrusiveness to describe this 
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component because of constituent attributes such as quiet, unobtrusive, 

non-judgmental. 

The authors found that the results of their study could not be 

squeezed into constricting frameworks proposed by other authors, (e.g., 

Baltes, Dittman-Kohli, & Dixon, 1984). Rather they preferred to use the 

framework of Habermas (1970). They found that each one of Habermas's 

three knowledge constitutive interests (technical, practical, and 

emancipatory) was easily incorporated into their conception of wisdom. 

Holliday and Chandler (1986), concluded that Habermas's framework of 

technical, practical, and emancipatory knowledge-constitutive interests 

best explained the outcome components from the principal components 

analysis. The appealing aspect of Holliday and Chandler's conception of 

wisdom for the present study is its broad, yet well-defined nature; a 

conception of wisdom of this breadth seemed necessary to fully grasp the 

nature of exceptional teaching. 

These studies (Goodlad, 1984; Holliday & Chandler, 1986; Jackson, 

1968) are important to the proposed research because evidence for each 

of Habermas's three knowledge-constitutive interests is presented. That 

is, the exceptional teacher (Goodlad, 1984; Jackson, 1968) and the wise 

person (Holliday & Chandler, 1986) seem to rely on technical, practical, 

and emancipatory knowledge forms, simultaneously. 
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D. SUMMARY OF RESEARCH PERTAINING TO TECHNICAL, PRACTICAL, AND 

EMANCIPATORY WAYS OF KNOWING 

Habermas's theory of knowledge-constitutive interests seems to 

provide an adequate organizing framework for past research on 

exceptional teaching. For example, research from teacher education and 

information processing, (Berliner et al., 1989; Shulman, 1987), general 

developmental theory (Baltes et al., 1984; Holliday & Chandler, 1986; 

Riegel, 1976), social and moral education (Lickona, 1991; Prawat, 1992), 

philosophy of education (Dewey, 1966; Greene, 1988), along with general 

educational research ( Goodlad, 1984; Jackson, 1968), all have important 

aspects that relate to Habermas's theory of knowledge-constitutive 

interests. 

Another hopefully usefultorganizing tool employed in the 

literature review was the arrangement of the subsections according to 

"general research" and "developmental research." By doing so, the reader 

was made aware that there has been different perspectives from which 

research on exceptional teaching has come. More specifically, the 

purpose of this organization was to make it easier for the reader to 

understand past research in the area, and to provide a structure, from 

which some important points could be made. For example, I made the 

distinction between learning and development and suggested that growth 

into an exceptional teacher is best described by the process of 

development, although learning necessarily precedes development. In 

addition, throughout the literature review I made a distinction between 
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expertise and wisdom as the concepts that have been used most often to 

describe exceptional teaching. It was noted that the notion of expertise 

in teaching is derived from the teacher cognition literature and is 

primarily based on information processing models, whereas, the notion of 

wisdom in teaching generally comes from the developmental literature and 

is often the product of the constructivist model. 

E. ASSUMPTIONS OF THE STUDY 

The major assumption made in the present study is that embedded in 

the discourse of our culture is a common conception of exceptional 

teaching. One of the main questions in this study is whether a 

conception of exceptional teaching "exists in the minds of people." To 

get an initial gauge of this question, a pilot project was used to ask 

practicing teachers to "describe what it means to be a wise teacher." 

The contention that ideas about what it means to be a "wise" teacher are 

part of our everyday language was supported. That is, teachers responded 

readily and had lots to say. Furthermore, the responses showed that 

teacher's beliefs about the nature of wise teaching are varied. Some 

responses emphasized the wise teacher as "intelligent", "smart", and 

"knowledgeable," while other responses showed the wise teacher to be 

"caring", "sensitive", and "open-minded." 

In another pilot project grade five and six students responded to 

the following two questions: 
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1. Generate a list of attributes or characteristics judged by you 
to be especially descriptive of teachers who are "experts." 

2. Generate a list of attributes or characteristics judged by you 
to be especially descriptive of teachers who are "wise." 

The responses to the first question indicated that technical 

knowledge was the most important aspect of "expert" teaching. Responses 

to the second question indicated that the most important characteristics 

of exceptional teaching seemed to concern practical and emancipatory 

knowledge. These positive preliminary results led to further refinements 

in the methodology and provided the impetus to further investigate the 

present model of exceptional teaching. 

F. DELIMITATION OF THE STUDY 

Despite the obvious progress made in recent years with intuitive 

aspects of human functioning, including wisdom, it is still an elusive 

concept. Augmenting the belief that wisdom is a nebulous concept are 

highly interpretive statistical procedures that will be used to 

construct a definition of wisdom. Therefore, inferential empirical 

analyses combined with a tacit concept such as wisdom, may "stretch" the 

scientific method. As Baltes and Smith (1990) state, any study of 

complex concepts through the scientific method (specifically the 

reduction of people's thoughts and ideas to manageable forms) may 

immediately confound the concept as it is known in the language and 

culture with the procedures used to analyze these concepts. To deal with 

these potential limitations the researcher intends to ask participants 
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directly how they would describe a wise teacher, and by grounding the 

theoretical findings of the first phase with more practical second and 

third phases. Also the researcher has made specific predictions 

concerning how the data will unveil itself. As a result, specific 

hypotheses made about the outcome of the data analysis may increase the 

scientific rigor of this study because there is little room for 

"hunting." 

A second potential limitation is that this study of wisdom is 

situated in teaching. One cannot generalize to the study of wisdom in 

other contexts. 

G. GENERAL RESEARCH QUESTION AND SPECIFIC RESEARCH HYPOTHESES 

1. GENERAL RESEARCH QUESTION REVISITED 

Based on the results of the pilot work and an analysis of the 

appropriate literature, the main research question was formulated. Can a 

model of exceptional teaching be specified? 

2. HYPOTHESIS IA 

Using a principal components analysis descriptors of wise teaching 

will group together to form three orthogonal constructs: (a) technical, 

(b) practical, and, (c) emancipatory. Each of these constructs is 

expected to account for a significant proportion of variance that 

explains wise teaching. 
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I . RATIONALE FOR HYPOTHESIS lA 

Throughout the study it has been emphasized that "wise teaching" 

is a simultaneously technical, practical, and emancipatory way of 

knowing. Considering the literature review, it should be clear by this 

point that wise teaching must necessarily involve all three of 

Habermas's knowledge-constitutive interests. 

The constructs are deemed orthogonal because these constructs 

represent the three distinct ways that human beings can know their 

world. Therefore, although each way of knowing necessarily contributes 

to a final picture of the way we can know our world, the presence of one 

way of knowing {in any particular person) does not necessarily lead to 

the presence of the other two ways of knowing. Indeed, one of the main 

outcomes of this study will be to show the robustness of these three 

aspects of exceptional teaching in that they can be identified as 

distinct entities through various methodological procedures. 

Implicit theories approach 

Four studies (Baltes, Dittman-Kohli & Dixon 1984; Brent & Watson, 

1980; Clayton & Birren, 1982; Holliday & Chandler, 1986) have provided 

the data analytic prototype for the present study. Consistent results 

across these studies point to similarities in how people view "wisdom." 

All of these studies have a common methodology, which has been described 

by Sternberg (1990) as an implicit theories approach. The authors of 

these studies asked respondents to describe "wisdom" (among other 
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concepts) in their own words. With this approach respondents' 

descriptors are collected, sorted and reduced to a non-overlapping list 

of descriptors. Then a second group of respondents rate the descriptors 

according to how representative or typical they are of wisdom. The 

ratings for this list of descriptors is then run through a statistical 

process {i.e., principal components analysis or multidimensional 

scaling) that clusters the descriptors into meaningful constructs. 

Figure 2 provides information on each of these four studies with regards 

to: type of analysis, the components found, and how these corr̂ onents 

relate to Habermas's knowledge-constitutive interests. 

10 
In an explicit approach, theories are developed from people's 

measured performance on ability tests or cognitive tasks presumed to be 
indicative of intellectual functioning. With implicit approaches, 
people's actual ideas or beliefs about a certain concept are tapped. 
They are asked more directly about their beliefs, rather than having 
their beliefs inferred through a particular task. 
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Figure 2 Research Based on Implicit Approaches 
that Describe Wisdom 
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The symmetry among these findings for wisdom in general has led to 

the expectation that "wisdom in teaching" may have a similar underlying 

structure. All these findings share some commonalities. All have a 

cognitive/intellectual dimension; all have a practical/social dimension; 

and at least two of the studies recognize an emancipatory dimension. 

From these studies the relative robustness of a conception of wisdom is 

apparent. Such a finding validates the belief that a stable conception 

of wisdom is in the minds of people. The question is, will a stable 

conception of wisdom in teaching also be "in the minds of people"? 

Wisdom as a prototype conception 

Rosch (1975) theorized that psychological categories reflect the 

structure of the world. Category members possess clusters of variably 

correlated attributes; some attributes being more representative of a 

category than others. For example, most things that we call cars have 

engines and four wheels, while less common in cars are back seats or 

doors (e.g., racing cars). Important, however, is that a car is still a 

car even without some of its most important features, (i.e., we still 

call a racing car a "car" even though most do not have doors or back 

seats). Rosch went on to define three levels of categories. They are 

superordinate, basic, and subordinate, with the basic level category 

being the most practical for use in everyday human interactions. For 

example, fruit, apple, Mcintosh represent the three levels of 

categories. Fruit is a superordinate category, apple is a basic level 

category, and Mcintosh is a subordinate level category. 
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Vital for the present study is Rosch's notion of prototypicality. 

Prototypicality suggests that some concepts are better instances of 

categories (prototypes) than others. For example, apple is a more 

prototypical example of a fruit than is a mango (at least in our 

culture). The development of the idea of prototypicality ratings means 

that category membership is no longer an all or nothing affair, as it 

had been with traditional concept theory. Instances of a subordinate 

category like Mcintosh, Gala, Golden Delicious, Spartan, and Granny 

Smith can be rated for their typicality to the basic concept of apples; 

or, apples, oranges, kiwi, mangos and cantaloupe, can be rated for their 

typicality to the superordinate concept of fruit. Therefore, some types 

of apples are more typical apples, and some types of fruit are more 

typical fruit. The introduction of categories based on prototypes, 

although offering a great deal to the way we view concepts, also makes 

it difficult to precisely define concepts. The concepts of brother-in-

law or equilateral triangle, for example, are traditional concepts that 

can be precisely defined. The great majority of concepts, however, 

cannot be defined in this way. 

In the present study, respondents may produce descriptors 

(categories) like intelligence, fairness, experience, creativity, 

patience, etc., and these will be rated for how typical they are of 

"wisdom in teaching." It is important to be aware that because 

categories are based on prototype ratings the boundaries between 

teachers who possess varying degrees of that category fade into each 
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other. There is no perfectly wise teacher, and there is no black and 

white distinction between a teacher who is wise and one who is not. When 

wise teachers are discussed, we are talking about persons who resemble, 

although do not perfectly match, a hypothesized ideal or prototype. 

3. HYPOTHESIS IB 

One-tailed dependent samples t-tests will reveal that mean ratings 

for the descriptors that compose emancipatory knowledge on the wisdom 

scale will be statistically higher {P<.05) than the mean rating for the 

descriptors that compose technical knowing and practical knowing. There 

will be no statistical difference between the mean ratings of technical 

and practical knowledge dimensions. 

I . RATIONALE FOR HYPOTHESIS IB 

It was proposed in the literature review (p.78) that emancipatory 

knowing may be the sine qua non of "wise teaching." Thus, the importance 

of emancipatory knowing as compared to the other knowledge-constitutive 

interests may be reflected in participants' ratings. 

4. HYPOTHESIS IIA 

Descriptors of expert teaching will group together to form two 

orthogonal constructs: (a) technical, and (b) practical. Both of these 

constructs are expected to account for a significant proportion of 

variance that would explain exceptional teaching. The construct of 
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emancipatory knowing might also be found, but its contribution to the 

variance that constitutes expertise in teaching is hypothesized to be 

negligible. In short, participants are expected to confirm that 

emancipatory knowing is not an aspect of "expertise in teaching." 

J. RATIONALE FOR HYPOTHESIS IIA 

Throughout the study it has been emphasized that "expert teaching" 

is mainly a technical, and to a lesser extent, a practical way of 

knowing. 

5. HYPOTHESIS IIB 

A one-tailed dependent samples t-test will reveal that mean 

ratings for the descriptors that compose technical knowing on the 

expertise scale will be statistically higher {P<.05) than mean ratings 

for the descriptors that compose practical knowing. The same hypothesis 

will apply if an emancipatory component is found. 

I. RATIONALE FOR HYPOTHESIS IIB 

Studies on expertise in teaching revealed that the primary basis 

for the teachers' expertise is technical knowledge. 

6. HYPOTHESIS III 

Comparisons will be made between constructs found with the "wisdom 

in teaching" rating scale (hypothesis I) and constructs found with the 
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expertise in teaching rating scale (hypothesis II). One-tailed 

independent samples t-test will reveal the following results: 

(a) a mean rating for the descriptors that compose technical 

knowing on the "expertise scale" will be statistically higher {p<.05) 

than the mean rating for the descriptors that compose technical knowing 

on the "wisdom scale." 

(b) a mean rating for the descriptors that compose emancipatory-

knowing on the "wisdom scale" will be statistically higher {P<.05) than 

the mean rating for the descriptors that compose emancipatory knowing on 

the "expertise scale" (if an emancipatory component is found on the 

expertise scale). 

I. RATIONALE FOR HYPOTHESIS III 

Throughout much of the review of the literature two competing 

views of exceptional teaching have been stipulated: exceptional teaching 

as "expertise" and exceptional teaching as "wisdom." These two views of 

exceptional teaching will be systematically assessed, to determine the 

viability of each. 

7. HYPOTHESIS IV 

It is hypothesized that the deft reconciliation of two questions 

will distinguish teachers assumed to be closer to the prototype 

conception of wisdom. The questions are: 
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1. What is your definition of teaching and the best way that 
teachers teach? 

2. What is your definition of learning and the best way that 
students learn? 

Specifically, department heads, who are considered closer to the 

prototype of a "wise" teacher, are hypothesized to exhibit a greater 

variety and number of responses (Ericson & Simon, 1980), associated with 

the three components of wisdom in their answers to these questions. 

Department heads' responses to the above questions, will acknowledge the 

complementary role of the three knowledge-constitutive interests 

hypothesized in Phase I to underlie wisdom in teaching. Or more simply, 

department heads' responses will be more characteristic of "wise" (as 

defined in phase I) responses to two important questions in education. 

I. RATIONALE FOR HYPOTHESIS IV 

The researcher felt it was necessary that the first phase of the 

study be grounded in the thoughts of practicing teachers. Kekes (1983), 

points out that it is important to verify that what is measured in 

theory is occurring in the practice of those hypothesized to be wise. As 

Meacham (1990; p.184), states "wisdom lies not in what the person knows, 

but in how the person uses the knowledge he or she has." Therefore, will 

a group hypothesized as being closer to a prototype conception of wisdom 

(department heads) espouse "wiser" thoughts in response to two questions 

about their views of teaching and learning? 
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Other researchers have examined how teachers think about general 

questions such as these, which concern teaching and learning. Prawat 

(1992), for example, comes to the straightforward, yet important 

conclusion, that "teacher's views of teaching and learning influence 

their classroom practice" (p. 356). While Greene (1986, p. 78), notes 

that stimulating teachers' thinking about teaching and learning "summons 

alternative realities for those sunken in what seems given." 

"Alternative realities" for Greene is the ability of the teacher to 

think beyond the traditional teacher-centred classroom model. In doing 

so, teachers open themselves up to a wider range of ways that they can 

teach, and students can learn. Student teachers (novices), teachers and 

department heads "alternative realities" of teaching and learning will 

be evaluated. Department heads are hypothesized to have more such 

"alternatives." 

8. HYPOTHESIS V 

An extended observation of a teacher deemed to be highly typical 

of a "wise" teacher will be undertaken. It is hypothesized that the 

underlying components of wisdom described in phase one will be readily 

evident in this teacher's practice. 

I . RATIONALE FOR HYPOTHESIS V 

The rationale for this hypothesis is similar to that of hypothesis 

III but is extended into the actual practice of teaching. The logic is 
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that underlying components of wisdom described in Phase one should be 

evident in the practice of a teacher defined as wise. Although, all 

three of Habermas's ways of knowing should be evident in this teacher's 

practice, what might set the practice of "wise" teachers apart from 

other teachers is emancipatory knowing. Therefore, evidence for 

emancipatory knowing (if it is available from this teacher's practice) 

will be emphasized. 

9. SUMMARY OF THE HYPOTHESES 

The seven hypotheses of the present study are: 

la. Descriptors of wise teaching will load on three orthogonal 

constructs: (a) technical, (b) practical, and, (c) emancipatory. 

lb. Mean ratings for the descriptors that compose emancipatory 

knowledge on the wisdom scale will be statistically higher than the mean 

rating for the descriptors that compose technical knowing and practical 

knowing. 

Ila. Descriptors of expert teaching will load on two orthogonal 

constructs: (a) technical, (b) practical. 

lib. On the expertise scale the mean rating for the descriptors 

that compose technical knowing will be statistically higher than the 

mean rating for the descriptors that compose practical and emancipatory 

knowing. 

III. A mean rating for the descriptors that compose technical 

knowing on the expertise scale will be higher than the mean rating for 
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the descriptors that compose technical knowing on the wisdom scale. A 

mean rating for the descriptors that compose emancipatory knowing on the 

wisdom scale will be higher (P<.05) than the mean rating for the 

descriptors that compose emancipatory knowing on the expertise scale. 

IV. Department heads, who are considered closer to the prototype 

of a "wise" teacher, are hypothesized to exhibit a greater variety and 

number of responses (Ericson & Simon, 1980), associated with the three 

components of wisdom in their answers to three questions of educational 

significance. 

V. The underlying components of wisdom described in phase one will 

be readily evident in the practice of a teacher believed to be wise. 
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III. METHODOLOGY 

A. OVERALL DESIGN AND ANALYSIS OF THE STUDY 

Three phases were incorporated into the overall design and 

analysis of this study. In the first phase, quantitative support for the 

research hypotheses was attained. In the second, additional quantitative 

support for the phase one findings was pursued. In the third phase, 

qualitative support for the phase one findings was pursued. In the first 

phase, the researcher will attempt to establish a framework for 

exceptional teaching, based on the results of a principal components 

analysis. In the second phase, a determination will be made as to 

whether the components elicited from the principal components analysis, 

thought to reflect wisdom in teaching, are actually present in teachers' 

thinking about two important questions in education. In the third phase, 

an attempt will be made to further validate the results for the first 

phase through the intense observation of a single teacher considered 

prototypically "wise." (See Figure 3 for a summary of the study). 
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Figure 3 Overview of the Design 

A Model of 
Exceptional Teaching 

Phase 3 

Using a structured observation form, 
will a trained observer detect evidence of wisdom 

in the practice of a teacher defined as wise. 

Phase 2 

Using Chi-square analyses the frequency with which three groups of respondents 
produce "wise" replies to two questions of educational significance will be assessed. 

Phase 1 

Using principle components analysis the essence of exceptional teaching will be described via 
the complementary role of Habermas's knowledge-constitutive interests. 
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PHASE 1 

1. DESIGN OF PHASE X 

There were two steps to the analysis in phase one of the study. 

The first step involved collecting attributes of "wise" or "expert" 

teachers. Respondents were asked to list "descriptors"\"characteristics" 

that best reflect a "wise" teacher, while additional respondents were 

asked to list "descriptors"\"characteristics" that best reflect an 

"expert" teacher. 

In the second step, another sample of respondents used a likert 

scale to rate a distilled version of the descriptors obtained from the 

first group of respondents for the degree to which they exemplify a 

"wise" teacher. Additional respondents rated a distilled version of the 

descriptors obtained from the first group of respondents for the degree 

to which they exemplified an "expert" teacher. A principal components 

analysis was run on these ratings to determine their latent structure. 

I. PARTICIPANTS: STEP 1 

A total of 60 students from a large post-baccalaureate teacher 

education program participated in step one of phase one of the study. 

Thirty respondents completed a task that required them to list 

attributes of a "wise" teacher. Thirty respondents completed a task that 

required them to list attributes of an "expert" teacher. Thirty 

respondents were selected for each task because this number of 
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respondents produced an adequate pool of descriptors to comprehensively 

describe both wise and expert teaching. Student teachers were selected 

for this study because of the ease of access to this particular sample 

of people. Chandler and Holliday (1986) and Sternberg (1985) suggest 

that the use of a convenience sample will not influence the results of 

the study because the majority of adults in our society are expected to 

have a comparable conception of wisdom and expertise in teaching. 

JJ. MEASURING INSTRUMENTS AND PROCEDURE: STEP 1 

The following two statements appeared at the top of an otherwise 

blank piece of paper. 

1. Generate a list of attributes or characteristics judged by you 
to be especially descriptive of teachers who are "experts." 

2. Generate a list of attributes or characteristics judged by you 
to be especially descriptive of teachers who are "wise." 

The following instructions adapted from Holliday and Chandler 

(1986) were read and made available to participants before they were 

asked to complete the task. 
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This is a straightforward study to find out the characteristics 
and attributes that people feel are common to teachers. At the top 
of your sheet you are asked to spend no more than five minutes and 
list attributes and characteristics of a certain kind of teacher. 
Try not to free-associate. For example, if the statement at the 
top of the sheet reminds you of a friend, do not write down your 
friend's name then their favourite colour. The task does not 
involve naming specific individuals but listing the 
characteristics of certain kinds of teachers. Please do not refer 
to any books, dictionaries, or other people while completing this 
task. I am only interested in your conceptions of different kinds 
of people. Please remember that your participation in strictly 
voluntary and you may withdraw at any time. 

Thank-you for your participation. 

Respondents were given as much time as they need to complete their 

respective tasks. 

The main purpose of the compilation of these descriptors was so 

that they could be used in the next step of the analysis. Descriptors 

were included in the next step if they were part of larger collection of 

five or more analogous or thematically related descriptors. The decision 

whether descriptors were similar was based on the use of dictionaries 

and thesauruses. Two independent raters produced their own distilled 

versions. Differences between the raters were decided upon by a third 

party not involved in the original ratings. 

III. PARTICIPANTS: STEP 2 

An additional 100 respondents from the same teacher education 

program participated in step two of phase one. 
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IV. MEASURING INSTRUMENTS AND PROCEDURES: STEP 2 

Using an 11 point scale, that ranged from 0 - "not at all", to 10 

- "highly" , 50 participants were asked to rate each descriptor 

(elicited from step 1) in terms of how typical it was of a "wise" 

teacher. Similarly, 50 participants were asked to rate each descriptor 

(elicited from step 1) in terms of how typical it was of an "expert" 

teacher. The instructions in this step of phase one were adapted from 

Holliday and Chandler (1986), who, in turn, adapted them from Broughton, 

(19 84) . Descriptors in both the wise and expert teacher rating scales 

were presented in varying order. 

V. ANALYSIS: STEP 2 

The following analyses were run on the prototypicality ratings 

from the "wisdom" and "expertise" scales. 

A. To assess internal consistency of the scaled items for both the 

"wise" and "expert" scales the inter-item correlation coefficient using 

Cronbach's Alpha was computed. 

B. Descriptive statistics appraising the central tendency and 

variability of scaled items, were collected. The mean ratings were used 

to pursue some comparisons. 

Holliday and Chandler (1986) used a 7 point scale and noted 
that it may have restricted participant variation in responses. An 11 
point scale, as well as an emphasis in the instructions to "use the 
whole scale" reduced floor and/or ceiling effects in the present study. 
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C. Following Holliday and Chandler (1986), an assessment was made 

to determine whether the frequency of the prototype ratings for the 

"wise" and "expert" descriptors in step 1 are a function of the 

magnitude with which those descriptors were endorsed in step 2. Both a 

Pearson Product Moment correlation and a Point Biserial correlation were 

computed for both samples. Moderate positive correlations were expected 

because there should be at least a moderate positive relationship 

between the frequency that one group of participants endorses certain 

descriptors of wisdom and expertise and the magnitude that another group 

assigns these same descriptors. 

D. In the most crucial aspect of the phase I analysis a principal 

components analysis, using a varimax criterion, was conducted on the 

prototypicality ratings. Based on the prototypicality ratings, the 

underlying structure of both the "wisdom" and "expertise" scales was 

assessed for the purpose of understanding exceptional teaching. To 

determine whether descriptors can be theoretically and statistically 

linked to a construct, two criteria were used. The first criterion was 

substantive meaning; were the descriptors that pooled together to forai a 

construct interpretable from the perspective of the research hypotheses. 

The second criteria was statistical. Was there a substantial gap between 

primary ("home") components and secondary {"away") components that 

descriptors loaded on. In this study, the minimum gap was chosen to be 

.20. This would mean, for example, that if a descriptor loads on a 

primary component .70, then this same descriptor could not load on any 
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other component more than .50. A gap of this size provided some 

assurance that a particular descriptor would be specific to one 

construct. 

C. PHASE 2 

1. DESIGN OF PHASE 2 

A determination was made as to whether the components elicited 

from the principal components analysis, thought to reflect wisdom in 

teaching, were actually present in teachers' thinking about two 

important questions in education. The purpose of this analysis was to 

determine if the responses to these questions can be broken down into 

meaningful segments that correspond to technical, practical, and 

emancipatory components. If participants' responses to these questions 

can be broken down into segments that correspond to Habermas's 

interests, it would support the findings of the principal components 

analysis by showing that people's implicit theories of "wise" teaching 

are also present in their personal philosophy of teaching. Whether or 

not a particular teacher has "deftly" answered either of these questions 

will depend on the degree to which they have utilized Habermas's ways of 

knowing. Thus, I would expect that teachers characterized as "wise" 

would respond with answers also characterized as "wise." That is, 

incorporating all three aspects of Habermas's knowledge-constitutive 

interests. Also I might expect that more often the department heads, as 
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compared with the other two groups, would demonstrate evidence of an 

emancipatory way of knowing in their answers. 

Using binary coding, Chi-Square analyses were run to determine if 

the frequency with which the three groups' responses differ. That is, 

respondents showing any evidence of technical, practical, or 

emancipatory knowing were credited with thinking in that way {coded as 

1). There is no difference in my calculations among respondents who have 

one statement relating to technical, practical, or emancipatory knowing, 

and respondents who have more than statement. The important point is 

that Habermas's ways of thinking were present or not. For each question, 

three independent Chi-Squares were computed to compare the use of 

technical, practical, and emancipatory knowledge across respondents. For 

each question, the use of technical, practical, and emancipatory 

knowledge was made within respondents. Therefore, a total of six Chi-

Squares were computed for each question. 

I. PARTICIPANTS 

Three groups of teachers were used in this phase of the analysis. 

The least experienced group (novice) were 15 student teachers. The 

second group were 15 teachers (regular inservice) from Lower Mainland 

schools with no special assignments or training. The third group were 15 

department heads. Rowles (1991) advices that the use of department heads 

as a high status group of teachers is potentially useful. First, because 

of their subject matter expertise. Second, because of their nomination 
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by peers or administration to the position of department head. In this 

regard, district criteria for nominating certain teachers for the 

position of department head seems to be in accordance with descriptions 

of exceptional teachers as technical, practical, and emancipatory 

knowers (Rowles, 1991) . Third, British Columbia has no official system 

of recognition for teachers who do an exceptional job (e.g., recognized 

as Master Teachers). As a result, it might be argued (as Rowles, 1991 

does) that within the ranks of department heads there is an usually 

large number of teachers who might be considered exceptional. 

II. EMPIRICAL QUESTIONS FOR PHASE 2 

All participants were given the following questions to respond to 

in writing: 

What is your definition of learning? What is your view of 
the best ways that pupils learn? 

What is your definition of teaching? What is your view of 
teaching, and the best way to teach? 

D. PHASE 3 

1. DESIGN FOR PHASE 3 

The findings from the final phase of the analysis will hopefully 

support the first two phases of the study. An assistant recruited by the 

researcher observed an eminent teacher over five one-hour sessions. 

Through observation by this assistant the researcher attempted to 
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corroborate actual classroom observations of an exceptional teacher with 

the findings from the principal components analysis performed in phase 

one and the qualitative analysis from phase two. In short, does a 

teacher considered "wise", display the technical, practical, and 

emancipatory characteristics described in this study to be indicative of 

wisdom in teaching? 

I . PARTICIPANT 

The participant for this portion of the analysis teaches grade 7 

math at a Lower Mainland elementary school. There were three primary 

reasons why this particular individual was chosen as representative of 

"wise" teachers. First, she has 24 years of teaching experience. Second, 

she was highly recommended as suitable candidate by a number of her 

colleagues. Third, I had the opportunity to be a student in a class in 

which she taught and became convinced she would be a suitable candidate 

to observe as a "wise" teacher. 

II. PROCEDURE 

Observation of the aforementioned teacher was undertaken over a 

three week period. During this time a trained assistant observed this 

teacher's classroom five times. Each session was one hour long. The 

trained observer was not told about the nature of the study. In this 

way, the potential bias associated with the belief that this may be a 

"wise" teacher was negated. 
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Notes from each day were collected on a form specifically designed 

for this task. There was one form for each observation session. The form 

used was exactly as follows (except that space was provided for the 

observer to write): 

Date ^̂^̂^̂^̂^̂^̂^̂^̂^̂^̂^̂^̂^̂  
Time ^^^^^^^^^^^^ 
Grade ̂^̂̂ ^̂̂ ^̂̂ ^̂̂ ^̂̂ ^̂̂ ^̂̂ ^̂̂ ^̂̂ ^̂̂^ 
Number of Students 

1. Comment on any of the following aspects of this teacher's 
teaching: descriptors that relate to technical ways of knowing. 
Use specific examples from the teaching you observe. 

2. Describe this teacher's interactions with the students. Use the 
following descriptors to guide your observations: descriptors that 
relate to practical ways of knowing. Use specific examples from 
the teaching you observe. 

3. Comment on the following aspects of this teacher's teaching: 
descriptors that relate to emancipatory ways of knowing. Use 
specific examples from their teaching where possible. 

The three questions on this observation form reflect Habermas's 

three ways of knowing. The research assistant will base her comments on 

descriptors taken from the final rotated components of the principal 

components analysis on wisdom in teaching. 
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A. GENERAL FINDINGS 

A model of exceptional teaching was specified based on the results 

of the analyses, thus confirming the principal research question in the 

study. Evidence for the model came from three converging sources. First, 

an empirical model for exceptional teaching was established, based on 

the results of a principal components analysis. Second, the components 

elicited from the principal components analysis, thought to reflect 

wisdom in teaching, were shown to be present in teachers' thinking about 

two important questions in education. Third, the description of 

exceptional teaching (as wisdom) used in this study was evident in the 

practice of a teacher considered "wise." 

B. PHASE 1 FINDINGS 

The first six steps of the data analysis in phase 1 set the stage 

for the section of the analysis that deals specifically with the 

hypotheses. These initial sections established the credibility of the 

data. 

1. GENERATING ATTRIBUTES: SETTING THE STAGE 

In the first step of phase 1 non-redundant category descriptor 

lists were formed by first transcribing participants' responses, then. 
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combining synonymous or thematically-related descriptors. Two 

independent raters accomplished this task. The raters compiled 

individual lists of synonymous or thematically-related descriptors for 

the wisdom and expertise samples. The final independently produced 

raters' lists were compared based on percentage of agreement of 

2 
descriptor categories (Wentzel & Erdley, 1993). For both the wisdom and 

expertise descriptors there was 96 percent (23/24 wisdom and 22/23 

expertise) agreement on the categories that were eventually used for the 

respective rating scales. 

A copy of the final list of descriptors for both "expert" and 

"wise" samples can be viewed in i^pendix A. A total of 274 descriptors 

for "wise teachers", and 230 descriptors of "expert teachers" were 

garnered. The mean number of descriptors per person for "expert 

teachers" was 7.67 (sd=2.87) and for "wise teachers" was 9.13 (sd=3.03). 

The difference in the overall number of descriptors was likely due to 

wisdom being a richer conceptual category than expertise. 

In another analysis the percentage of overlap between descriptors 

of the two competing notions of exceptional teaching was assessed. An 

index of concept overlap developed by Holliday and Chandler (1986) was 

used that utilized a scale from 0 - 100 percent, with zero indicating no 

Webster's New Dictionary and Thesaurus (1990) was the reference 
guide for this task. 

A descriptor category was determined to be "in agreement" if at 
least 80 percent of the descriptors that compose that category were 
similar across raters. 
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overlap and 100 meaning complete overlap. The results are summarized in 

Table 1. 
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Table 1 

Overlapping descriptors of "wise" and "expert" 
teachers 

DESCRIPTORS EXPERT=E WISE=W 
(in alphabetical order) 

accountable E 
acknowledges individual differences EW 
active W 
allow students to learn through discovery E 
anticipates problems before they start EW 
approachable EW 
calm EW 
careful W 
caring EW 
challenges students E 
charismatic E 
classroom awareness EW 
communicates clearly EW 
computer literate E 
confident W 
consistent EW 
cooperates with co-workers EW 
creates positive classroom environment E 
creative EW 
dedicated EW 
democratic W 
direct-not control the classroom W 
disciplined classroom manager EW 
encouraging EW 
enjoys working with children E 
enthusiastic EW 
experience with subject area EW 
experienced in life W 
fair EW 
focus on concepts not facts E 
generous W 
gives students space W 
goal oriented E 
good judgment EW 
happy W 
healthy EW 
honest EW 
humble W 
inspirational W 
intelligent EW 
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interested EW 
interesting E 
knows that they cannot know everything W 
moral consistency W 
objective EW 
older EW 
open-minded EW 
organized E 
patient EW 
perceptive E 
popular W 
professional E 
proud W 
reflective EW 
representative E 
respected by students EW 
respectful of students EW 
responds to students' needs E 
self-evaluative W 
sense of humour EW 
socially aware W 
tactful W 
teaching relates to student experiences EW 
thick-skinned W 
thorough knowledge of subject area EW 
thought provoking W 
tries different teaching styles W 
trustworthy E 
understanding EW 
unorthodox E 
unpredictable E 
will search out information W 
willing to change or evolve E 
with-it EW 
worldly W 

UNIQUE DESCRIPTORS: EXPERT 19 
UNIQUE DESCRIPTORS: WISE 25 
COMMON DESCRIPTORS 30 

TOTAL NUMBER OF DESCRIPTORS 74 
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In keeping with categorization theory it is expected that "expert" 

and "wise" teacher categories will overlap moderately because of the 

basic similarity between these concepts. Results indicated that their 

were 19 unique descriptors for the "expert" question, 25 unique 

descriptors for the "wise" question, and 30 descriptors were shared. 

When the 30 shared descriptors are divided by the 74 total descriptors a 

value of 40.5 percent is obtained. Therefore, about 40 percent of the 

descriptors for "wise" and "expert" teachers overlap, that is indicative 

3 
of moderate overlap. 

From this simple analysis we also see more evidence that "wise" 

teaching might be viewed as a more conceptually rich category. Of the 74 

unique descriptors 25 (34%) registered for "wise" teaching alone, while 

19 (26%) registered for "expert" teaching. People generated more unique 

descriptors for the "wisdom" category than the "expertise" category. 

The main purpose of the compilation of these descriptors, however, 

was so that they could be formed into prototypical groupings for the 

next step of the analysis. Descriptors were included in the next step if 

at least five analogous or thematically related items could be grouped 

together. A frequency of five seems to provide a reasonable compromise 

3 
The degree of overlap increases, however, if we consider only 

those descriptors that are used on the "expert" and "wise" 
prototypicality scales. In this case, 15 descriptors out of 24 (62.5%) 
for the "wise" scale and 15 descriptors out of 23 (65%) for the "expert" 
scale overlap. These results indicate that as expected there is a 
certain degree of similarity or overlap between people's ideas of wisdom 
and expertise in teaching when a simple listing of descriptors is 
evaluated. 
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with regards to the issue of determining whether a certain descriptor or 

characteristic represents people's everyday conceptions of exceptional 

teaching. That is, if the cut-off point was less than five than there 

is a greater chance that descriptors, that did not address the research 

question, would be included in step 2 of the analysis (see Wentzel & 

Erdley, 1993 for a similar strategy). If the cut-off point was more than 

five than there is a greater likelihood that important descriptors of 

exceptional teaching would be excluded. Indeed, the reader might wonder 

whether the researcher was too conservative with regards to his cut-off 

point. In response to this question, the researcher wanted to err on the 

conservative side because he wanted some control over the number of 

descriptors that entered into the principal components analysis. The 

researcher believed that if he kept the number of descriptors below 25 

there would be a better opportunity for a result that less ambiguously 

supported the hypotheses of the study. For example, Holliday and 

Chandler (1986) used many more descriptors in a conceptually similar 

principal components analysis and the results showed that many more 

descriptors entered into final components, thus making these components 

difficult to interpret. Over five components the number of descriptors 

ranged from 5 to 25 with a mean of 16.4 descriptors per component. 

4 The potential usefulness of the above procedure was 
demonstrated in earlier pilot work. For example, by observing the 
pattern of responses given by participants in pilot work it seemed that 
five descriptors was a suitable cut-off point. 
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Support for subscribing to five as the cut-off point might also be 

taken from the view that all descriptors represent one of the three ways 

of knowing. If this is the case, then a subsample of the most commonly 

occurring descriptors might not only represent each of the three ways of 

knowing, but represent these ways of knowing best. Thus, the relative 

structure of the results of a principal components analysis is expected 

to stay the same as it would for a larger number descriptors. The number 

five allows for an interpretation of the principal components analysis 

unencumbered by a large number of descriptors (e.g., Holliday & 

Chandler, 1986). 

In order to assess the usefulness of adopting a cut-off of five 

the reader may wish to view all of the descriptors for the wise and 

expert scales in Appendix A. Of the total of 230 descriptors listed in 

Appendix A, for expertise in teaching, 196 (85%) were included in step 2 

of the analysis. In terms of unique descriptor categories 23 out of 45 

(51%) were used in step 2 of the analysis. For wisdom in teaching there 

were 274 descriptors in total, with 188 (69%) included in step 2. The 

percentage of unique wisdom descriptor categories used in step 2 was 42 

(24\57). Thus, by applying the cut-off point of five descriptors the 

researcher was left with 23 descriptors of "expert teachers" and 24 

descriptors of "wise teachers." See J^pendix B for the "expert" and 

"wisdom" scales that were formed based on these descriptors. 
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2. RELIABILITY OF THE SCALES 

To assess internal consistency of the scaled items for both the 

"wise" and "expert" scales the inter-item correlation coefficient using 

Cronbach's Alpha was computed. Results indicated that both the "wise" 

r=0.89 and "expert" r=0.86 scales demonstrated adequate internal 

consistency of scaled items. 

3. VALIDITY OF THE SCALES 

Content validity for this study was obtained through the 

comparison of descriptors found in this study to descriptors found in 

other studies that measure "wisdom." In studies by Holliday and Chandler 

(1986), Brent and Watson (1980) and Clayton and Birren (1980), 

respondents generated descriptors that were similar to those generated 

by respondents in the present study. Each of these studies also 

produced, through either principal components analysis or 

multidimensional scaling, a result that is comparable to the present 

findings, thus adding to content validity. The Holliday and Chandler 

(1986) study are especially pertinent because they used Habermas's 

theory of knowledge-constitutive interests to account for their 

findings. 

Criterion related validity was garnered in phase 2 and phase 3 of 

the data analysis. Although no actual measure of relationship was 

attained between the results of phase 1 with the results of phase 2 and 

3 the researcher attempted to determine if the pattern of results found 
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in phase 1 would be verified by the pattern of results found in phase 2 

and 3. This seems to be the case. In phase 1 technical, practical, and 

emancipatory knowledge were found to comprise wisdom in teaching. In 

phase 2, only teachers believed to be closer to the prototype of wisdom 

(department heads) demonstrated all three ways of knowing in response to 

questions of educational significance. Finally, in phase 3 one teacher 

believed to be prototypically wise displayed technical, practical, and 

emancipatory knowing in her teaching. Criterion validity was attained 

for the empirical model through the comparison to what prototypically 

wise teachers do in practice. 

Construct validity is more difficult to assess. The construct I 

wish to acquire evidence for is "wisdom in teaching." A number of 

researchers (e.g., Baltes & Smith, 1990; Brent & Watson, 1980; Chandler 

& Holliday, 1990; Clayton & Birren, 1980; Orwell & Perlmutter, 1990; 

Sternberg, 1990) have found evidence that there may be common notion of 

wisdom. While other researchers (Lee, 1993; Greene, 1988; Schon, 1983; 

Arlin, 1993) have found evidence for different conceptions of wisdom in 

teaching. Therefore, evidence for a construct of wisdom has been 

established with at least two different research approaches. In the 

present work much of what these previous researchers have found has been 

emulated, and much is new. 
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4 . DESCRIPTIVE STATISTICS 

Table 2 displays the age and gender characteristics of phase one 

participants. 

Table 2 

Age c h a r a c t e r i s t i c s of p h a s e 1 p a r t i c i p a n t s 
( s t e p 1 & 2) 

MEAN RANGE STANDARD DEVIATION 

S t e p 1: Wise 

Males 28.56 23-43 8.49 

(n=17) 
Females 26.33 22-35 6.43 
{n=13) 

Step 1: Expert 

Males 27.98 24-45 7.77 
(n=16) 
Females 26.25 21-33 5.65 
(n=14) 

Step 2; Wise 

Males 27.39 23-38 6.94 
{n=35) 
Females 25.83 22-33 4.43 
(n=25) 

Step 2: Expert 

Males 27.37 23-42 10.07 
{n=22) 
Females 25.65 21-34 6.63 
{n=16) 

Simple descriptive statistics were also collected using SPSSX to 

appraise the central tendency and variability of scaled items. 

113 



Table 3 

Results 

Descriptive statistics for the wise and expert 
s c a l e s 

DESCRIPTORS 

APPROACHABLE 
CARING 
CREATIVE 
ENTHUSIASTIC 
FAIR 
HAS EXPERIENCE 
INTELLIGENT 
INTERESTED, INVOLVED 
OPEN-MINDED 
PATIENT 
REFLECTIVE 
SENSE OF HUMOUR 
THOROUGH KNOWLEDGE 
UNDERSTANDING 
WITH-IT, STREET-

ACCOUNTABLE 
CALM 

•SMART 

CLASSROOM AWARENESS 

WISE 

MEAN-SD 

7.58-2.32 
7.62-2.10 
7.00-1.98 
7.63-2.35 
8.08-1.68 
7.33-2.52 
7.75-1.82 
8.15-1.72 
8.08-1.78 
7.62-2.04 
7.77-1.50 
6.18-2.11 
7.68-2.16 
7.70-1.91 
7.27-1.86 

7.80-1.71 
6.62-2.22 
8.65-1.02 

EXPERT 

MEAN-SD 

COMMUNICATES CLEARLY 
CONSISTENT, RELIABLE 
DEDICATED, COMMITTED 
DISCIPLINED CLASSROOM 
ENCOURAGING 
GENEROUS 5.50-2.33 
INDIVIDUAL DIFFERENCES 8.37-1.44 
INTERESTING 
MAKES SOUND DECISIONS 7.97-1.51 
ORGANIZED, PREPARED 8.53-1.20 
PROFESSIONAL, PROFICIENT 
TEACHING RELATES 8.42-1.28 
THOUGHT PROVOKING 7.98-1.86 
WILLING TO CHANGE 

7.66-
7.76-
7.61-
8.26-
8.42-
8.97-
8.74-
7.74-
8.13-
8.00-

47-
82-

9.11-
7.29-
6.66-

1.65 
1.53 
1.70 
1.45 
1.59 
1.00 
1.22 
1.69 
1.49 
1.49 
2.31 
1.96 
1.09 
1.75 
2.02 

8.21-2.15 
7.76-1.50 
8.24-1.53 
8.21-1.61 
7.76-1.76 

8.32-1.54 

8.47-0.95 

8.37-1.62 
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Considering that siibjects were specifically requested to use the 

whole of the 11 (0-10) point scale developed for this study, what might 

be noticed first in Table 3 is the seemingly high overall ratings of 

descriptors {mean=7.83, sd=1.64). Respondents generally thought that 

these descriptors were typical of "wise" or "expert" teachers. The 

"expertise" scale produced a mean prototypicality rating of 8.04 

(sd=1.61) while the "wisdom" scale produced a mean of 7.62 (sd=1.67). 

Descriptors on the "expertise" scale ranged from a high of 9.11 for 

"thorough knowledge of subject area" to a low of 6.66 for "with-it, 

street-smart." The highest prototypicality on the "wisdom" scale was 

achieved by "observant, classroom awareness" (mean=8.65, sd=1.02) and 

the lowest rating was a mean of 5.50 (sd=2.33) for "generous." Of the 47 

descriptors used on both scales 20 (42.5%) had a mean rating of eight or 

higher. 

Although further analyses detected some statistical differences 

among these means it is important to reemphasize their overall 

magnitude. The relatively large means and small standard deviations 

indicate the respondents were consistent in their beliefs that these 

were generally typical descriptors of "wise" or "expert" teachers. As 

noted in the previous step of the analysis, the descriptors used in the 

"expertise" and "wisdom" scales were the most frequently occurring 

descriptors from the first step of this phase. Therefore, it seems 

reasonable that they might receive high ratings in this second step. 
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5. RELATIONSHIP BETWEEN STEP 1 AND STEP 2 RATINGS 

Following Holliday and Chandler (1986) , the researcher assessed 

whether the frequency of the prototype ratings for the "wise" and 

"expert" descriptors in step 1 were a function of the magnitude that 

these same descriptors were endorsed in step 2. A Pearson product moment 

correlation was computed for both "wise" r=0.24 {p=.l3) and "expert" 

samples r=0.20 {p=.18). A point biserial correlation was also computed 

for both samples with those descriptors having a frequency of less than 

10 receded as "1" and those with a frequency of 10 or more receded as 

"2." Generally, the results were slightly higher: "wise" r=0.32 (p=.07), 

"expert" r=0.28 (p=.10). Correlations by both methods are indicative of 

marginal relationships between the frequency that a descriptor was 

initially endorsed and subsequent prototypicality ratings. A result of 

this nature was expected because there should be at least a perfunctory 

relationship between the frequency that one group of participants 

endorses certain descriptors of wisdom and expertise and the magnitude 

that another group of participants rates these same descriptors. If 

anything, a stronger relationship may have been expected. The 

correlations, however, were computed on the 23 most frequent descriptors 

of expertise, and the 24 most frequent descriptors of wisdom (i.e., only 

those descriptors that were stated at least five times). Perhaps because 

of this, participants generally considered all these high frequency 

descriptors typical of wisdom and expertise in teaching. Therefore, 

within this subset of descriptors there was little room for a 
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correlational pattern to develop, i.e., there may have been a ceiling 

effect. 

6. PRINCIPAL COMPONENTS ANALYSIS: WISDOM SCALE 

In the most crucial aspect of the phase I analysis a principal 

components analysis using a varimax criterion was conducted on the 

prototypicality ratings collected on the wisdom and expertise scales. 

From the prototypicality ratings the researcher hoped to assess the 

underlying structure of both the "wisdom" and "expertise" scales for the 

purpose of understanding the essence of exceptional teaching. 
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T a b l e 4 

Results 

Rotated components for wisdom 

COMPONENT LOADING *X-LOADING EIGEN. VAR. 

COMPONENT 1 
APPROACHABLE 
ENTHUSIASTIC 
PATIENT 
UlilDERSTANDING 

CARING 
HUMOUR 
CALM 
FAIR 
GENEROUS 
INTERESTED 

COMPONENT 2 
EXPERIENCE 
THOROUGH KNOWLEDGE 
INTELLIGENT 
SOUND DECISIONS 
THOUGHT PROVOKING 

COMPONENT 3 
OPEN-MINDED 
CREATIVE 
REFLECTIVE 

COMPONENT 4 
CLASSROOM AWARENESS 
ORGANIZED, PREPARED 

COMPONENT 5 
TEACHING RELATES TO 
STUDENT EXPERIENCES 
RECOGNIZES INDIVIDUAL 
DIFFERENCES 
ACCOUNTABLE 

7.47 31.1 
88 
82 
79 
78 

75 
72 
68 
55 
50 
48 

87 
82 
80 
64 
64 

77 
76 
55 

76 
69 

72 

42 

.41 

.23 

.30 

.32 

.24 

.38 

.20 

.41 

.41 

.43 

.48 

.11 

.21 

.14 

.36 

.31 

.26 

.31 

.35 

.29 

.11 

.34 

.39 

-.16 

3.38 

1.82 

1.44 

1.31 

14.1 

7.6 

6.0 

5.5 

COMPONENT 6 
WITH-IT, STREET-SMART . 82 . 1 7 

1.09 4 . 6 

ACCUMULATED VARIANCE 
*highes t loading on any o t h e r component 

6 8 . 8 

1 1 8 
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The results of the principal components analysis on the wisdom 

scale were very encouraging {see the full correlation matrix and 

component loading matrix in i^pendix C). The analysis produced six 

orthogonal components explaining 68.8 percent of what it means to be a 

"wise" teacher. Considering the relatively small number of descriptors 

used in this analysis compared with typical principal components 

analyses a component structure of this nature seems noteworthy. 

A principal component structure, however, is only "noteworthy" if 

it is interpretable. This seems to be the case with the present 

analysis. The first component is composed of descriptors that describe 

the wise teacher as: approachable, enthusiastic, patient, empathetic, 

caring, calm, fair, generous, and interested. This latent component 

consists of descriptors that all seem to be illustrative of a practical 

way of knowing described in Chapter 1. This component accounts for a 

substantial 31.1 percent of the variance with regards to what 

constitutes "wise" teaching. The second component accounts for 14.1 

percent of the variance and is composed of: experienced (experience with 

subject area), thorough knowledge of subject area, intelligent 

(generally knowledgeable), makes sound decisions, and thought provoking. 

These descriptors seem to correspond to Habermas's technical knowledge-

constitutive interest. The third component, composed of: open-minded. 

For example, Holliday and Chandler (1986) employed 79 
descriptors in their principal components analysis and accounted for 41 
percent of the variance. 
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creative, and reflective accounted for 7.6 percent of the variance and 

seems to represent an emancipatory way of knowing. 

The final three components could not be interpreted in terms of 

Habermas's theory of knowledge-constitutive interests. The fourth 

component consists of two descriptors: classroom awareness and 

organized, prepared. Tabachnick and Fidell (1989; p. 636) recommend that 

when two descriptors form a component they should correlate at least .70 

with each other while being uncorrelated with the other descriptors. 

This was not the case in this analysis, classroom awareness and 

organized, prepared correlated only .33 with each other and correlated 

very close and sometimes higher than this with a number of other 

descriptors. Tabachnick and Fidell suggest that components composed of 

two descriptors are often unreliable even when the aforementioned 

statistical criteria is met. Caution should also be taken when 

interpreting the sixth component because it is composed of a solitary 

descriptor (with-it, street-smart), thus it too, is unreliable in 

Tabachnick and Fidell's (1989) terms. 

Finally, component five consists of three descriptors {teaching 

relates to student experiences, recognizes individual differences, and, 

accountable) that seem on the surface, to be an aspect of practical 

knowing. But the tenuous nature of this component is revealed when 

another statistical standard is applied. Specifically, the researcher 

determined (see Tabachnick & Fidell, 1989; Holliday & Chandler, 1986) 

that in order to be considered for membership in component categories 
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the following statistical standard must be upheld. The standard was to 

have a loading of at least .50 with a "home" component, while at the 

same time exhibiting a component loading of least .20 less with any-

other component. When this criterion is employed component five is 

reduced to one descriptor (teaching relates to student experiences) , and 

thus it too must be considered unreliable. 

Table 5 displays the final interpretable components for the wisdom 

prototypicality scale. 
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Table 5 

Rotated final components for wisdom 

Results 

COMPONENTS LOADING *X-LOADING DIFFERENCE 

"PRACTICAL" 

APPROACHABLE 
ENTHUSIASTIC 
PATIENT 
UNDERSTANDING 
CARING 
HUMOUR 

.88 

.82 

.79 

.78 

.75 

.72 

.23 

.30 

.32 

.24 

.38 

.20 

.65 

.52 

.47 

.54 

.37 

.52 

"TECHNICAL" 

EXPERIENCE 
THOROUGH KNOWLEDGE 
INTELLIGENT 
SOUND DECISIONS 
THOUGHT PROVOKING 

.87 

.82 

.80 

.64 

.64 

.11 

.21 

.14 

.36 

.31 

.76 

.61 

.66 

.28 

.33 

"EMANCIPATORY" 

OPEN-MINDED 
CREATIVE 
REFLECTIVE 

.77 

.76 

.55 

.26 

.31 

.35 

.51 

.45 

.20 

ACCUMULATED VARIANCE 
• h i g h e s t loading on any o t h e r component 

5 2 . 8 
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As an indication of the strength of loadings on the home component 

versus the highest loadings on any other components, mean loadings were 

calculated. For "Practical" the "home" loading mean was .79, and the 

"away" loading was .28. This means that there was an average difference 

of .51 between the "home" and "away" loadings. For "Technical" the 

"home" loading mean was .75, and the "away" mean was .23, indicating an 

average difference of .52. Finally, for "Emancipatory" the "home" 

loading mean was .69, and the "away" mean was .31, indicating a mean 

difference of .38. Overall, the difference between "home" and "away" 

component loadings was .45. This sizable difference between loadings 

seems to suggest a strong component structure. 

An ideal result for the present would be if each descriptor from 

the initial data loaded on either the technical, practical, or 

emancipatory component. That did not happen in the present study. Of the 

24 original descriptors that were entered into the principal components 

analysis 14 (58%) appeared in the final rotated components for wisdom in 

teaching. That is, 14 out of 24 descriptors were both interpretable, in 

that they provided evidence of the hypothesized empirical model of 

exceptional teaching, and they met a predetermined statistical criteria. 

The 10 descriptors that did not load on the first three components did 

not form any substantive components of their own that could have added 

to the interpretation of the present findings. Together the last three 

components accounted for 16 percent of the variance while the first 

three components accounted for 52.8 percent of the variance. 
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Considering that the entire analysis in phase 1 is based on 

prototype conceptions of exceptional teaching one might expect that if a 

similar group of respondents were given the same 24 descriptors to rate, 

these descriptors would not fall into exactly the same component 

structures. One might expect, however, that there would be a certain 

consistency with regards to the three interpretable components found in 

the present study. That is, although exactly the same descriptors may 

not load on the technical, practical, and emancipatory components found 

in the present study there should be consistency with regards to finding 

technical, practical, and emancipatory knowledge. 

In hypothesis la it was predicted that descriptors of wise 

teaching will group together to form three orthogonal constructs: (a) 

technical, (b) practical, and, (c) emancipatory, and each of these 

constructs was expected to account for a modest proportion of variance 

that explains exceptional teaching. It seems as if this hypothesis is 

tenable, therefore, an adequate model for wisdom in teaching is 

apparent. 

6 A different set of descriptors would be initially generated by 
respondents, but these descriptors would be just as likely to follow the 
pattern of results that the descriptors in the present study followed. 
That is, to load on three orthogonal dimensions related to technical, 
practical and emancipatory knowing. 
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1. PRINCIPAL COMPONENTS ANALYSIS: EXPERTISE SCALE 

The descriptors that composed the expertise in teaching rating 

scale were put through the same statistical procedure as the wisdom 

scale variables. 

125 



Table 6 
Rotated components for expertise 

Results 

COMPONENTS LOADING *X-LOADING EIGEN. VAR. 

COMPONENT 1 
EXPERIENCE 
PROFESSIONAL 
DEDICATED 
INTELLIGENT 
THOROUGH KNOWLEDGE 

COMPONENT 2 
APPROACHABLE 
CONSISTENT 
ENTHUSIASTIC 
ENCOURAGING 
CARING 
PATIENT 
EMPATHY 

COMPONENT 3 
SENSE OF HUMOUR 
FAIR 
REFLECTIVE 

COMPONENT 4 
WILLING TO EVOLVE 
INTERESTED 

COMPONENT 5 

.85 

.81 

.80 

.79 

.62 

.70 

.61 

.61 

.58 

.58 

.49 

.49 

.87 

.61 

.57 

.88 

.76 

.17 

.13 

.20 

.34 

.09 

.38 

.33 

.48 

.40 

.51 

.45 

.45 

.19 

.43 

.51 

.15 

.58 

DISCIPLINED 
CLASSROOM MANAGER 

.84 .24 

9.32 

2.27 

1.98 

1.68 

1.40 

41.8 

9.9 

8.6 

7.3 

6.1 

COMPONENT 6 
CREATIVE 

COMPONENT 7 
COMMUNICATES 
WITH-IT 

COMPONENT 8 
OPEN-MINDED 

CLEARLY 

.65 

- .87 
.56 

.87 

.40 

-.07 
.31 

.20 

1.26 

1.12 

1.02 

5.5 

4.9 

4 .4 

ACCUMULATED VARIANCE 78.8 

"highest loading on any other component 
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The results of the principal components analysis on the expert 

scale are also very encouraging (see the full correlation matrix and 

component loading matrix in i^pendix C). The analysis produced eight 

orthogonal components explaining 78.8 percent of what it means to be an 

"expert" teacher. Again, considering the relatively small number of 

descriptors used in this analysis compared with typical principal 

components analyses (e.g., Holliday & Chandler, 1986) a component 

structure of this nature may be noteworthy. 

The first component is formed from descriptors that depict the 

expert teacher as: experienced, professional, dedicated, intelligent, 

and thorougrhly knowledgeable about a given subject area. These 

descriptors seem to represent Habermas's technical way of knowing. This 

component accounts for 41.8 percent of the variance with regards to what 

constitutes "expert" teaching. No descriptors were dropped from this 

component when statistical criteria were applied. 

The second component accounts for 9.9 percent of the variance and 

is composed of: approachable, consistent, enthusiastic, encouraging, 

caring, patient, and empathy. These descriptors seem to represent a 

practical way of knowing. When the statistical criteria is applied, 

however, only two descriptors (approachajble, consistent) remain viable. 

Although these two descriptors seem to be related to practical knowing 

the fact that only two pass the statistical criteria certainly dampens 

any interpretation. 
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Tabachnick and Fidell's (1989; p. 636) recommendation with regards 

to the reliability of a component when only two descriptors account for 

it may be employed to clarify the interpretation. The correlation 

between approachable and consistent is .53 (below the .70 recommended) 

and each of these two descriptors is positively correlated with a number 

of other descriptors. Tabachnick and Fidell suggest that components 

composed of two descriptors are often unreliable (especially when 

certain statistical criteria are not met) and any interpretation of such 

components is cautious at best. Therefore, the reader should keep in 

mind that I interpret this second component as evidence for practical 

knowing with great caution. 

The third component accounts for 8.6 percent of the variance and 

is composed of sense of humour, fair and reflective. When the 

statistical criteria (home loading >.50 and highest away loading at 

least .20 less) is applied, fair and reflective are dropped, thus 

leaving a unreliable component made up of one descriptor (sense of 

humour). 

Each of the last five components (4-8) are also unreliable because 

they either are composed of one descriptor to begin with or are reduced 

to one descriptor after the statistical criteria are applied. Together 

the uninterpretable components accounted for 27.1 percent of the 

variance while the interpretable components accounted for 51.7 percent 

of the variance. Table 7 displays the final components. 
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Table 7 

Rotated final components for expertise 

COMPONENTS 

TECHNICAL 
EXPERIENCED 
PROFESSIONAL 
DEDICATED 
INTELLIGENT 
THOROUGH KNOWLEDGE 

PRACTICAL 
APPROACHABLE 
CONSISTENT 

LOADING 

.85 

.81 

.80 

.79 

.62 

.70 

.61 

*X-LOADING 

.17 

.13 

.20 

.34 

.09 

.38 

.33 

DIFFERENCE 

.68 

.68 

.60 

.45 

.53 

.32 

.28 

ACCUMULATED VARIANCE 51.7 

•highest loading on any other component 
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Like the wisdom scale, an indication of the strength of loadings 

on the home component versus the away components was calculated. For 

"technical" the "home" loading mean was .77, and the "away" loading mean 

was .19, which means that there was an average difference of .58 between 

the "home" and "away" loadings. For "practical" the "home" loading mean 

was .66, and the "away" mean was .35, indicating an average difference 

of .29. Overall, the difference between "home" and "away" component 

loadings was .51. 

In hypothesis Ila it was predicted that descriptors of expert 

teaching will group together to form two orthogonal constructs: (a) 

technical, and (b) practical. Both of these constructs were expected to 

account for a significant proportion of variance that would explain 

exceptional teaching. We can see from Table 7 that after the "home" and 

"away" criterion is applied that, we have two components that correspond 

to Habermas' knowledge-constitutive interests; a strong "technical" 

component and weak "practical" component. We can also see that there is 

no component that can be labeled emancipatory as with the wisdom scale. 

8. COMPARISON OF THE WISDOM AND EXPERTISE SCALES 

To clarify the patterns of overlap between "wise" and "expert" 

teachers further analyses were performed. In table 8 the attributes of 

the components that formed the latent structure of the "wise" and 

"expert" teacher ratings were recorded along with an indication of 

whether those attributes were associated with the other scale. 
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Table 8 

Overlap between descriptors that formed 
interpretable components 

ALL DESCRIPTORS EXPERTISE WISDOM 

APPROACHABLE X X 
CARING - X 
CONSISTENT X 
CREATIVE - X 
DEDICATED X 
ENTHUSIASTIC - X 
HAS EXPERIENCE X X 
INTELLIGENT X X 
INTERESTED 
OPEN-MINDED - X 
PATIENT - X 
REFLECT - X 
SENSE OF HUMOUR - X 
SOUND DECISIONS X 
THOROUGH KNOWLEDGE X X 
THOUGHT PROVOKING X 
UNDERSTANDING - X 
WILLING TO EVOLVE 

X=descriptor loaded on an interpretable component 
-=descriptor did not load on an interpretable component 
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Out of 18 descriptors that formed part of the interpretable 

components on the wisdom and expertise scales four (22%) loaded on both, 

eight (44%) loaded on wisdom only, and four (22%) loaded on expertise. 

Two descriptors (11%) did not load on any interpretable component. This 

result confirms the previously noted fact that the constructs of wisdom 

and expertise are moderately related. 

Interpretation of the principal components analysis, however, went 

beyond the latent structures of wisdom and expertise in teaching. 

Holliday and Chandler (1986), emphasize that when performing analyses 

based on prototypicality ratings the researcher must recognize the 

influence of highly prototypical items within each component. A smaller 

number of highly prototypical items will be assumed to be reflective of 

a stronger component structure then a larger number of less prototypical 

items. To this end, the mean prototypicality rating for the technical, 

practical, and emancipatory components on the wisdom scale and the 

technical, practical components from the expertise scale were computed. 

With these mean ratings comparisons were made within and across scales. 

The first comparison was based on hypothesis lb, which stated the 

7 
following: one-tailed dependent samples t-tests will reveal that mean 

7 . . . 
t-tests were the analysis of choice at this particular stage 

because the purpose was to follow-up the principal components analysis 
with a comparison of means (as opposed to variance). The question of 
increasing the experiment-wise error rate beyond p<.05 when using a 
number t-tests is not an issue because a priori hypotheses (lb, lib and 
III) were made. When a priori hypotheses are made the researcher 
specifies the means that will differ (and in what direction) beforehand, 
thus eliminating the possibility that he is capitalizing on chance 
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ratings for the descriptors that compose emancipatory knowledge on the 

wisdom scale will be statistically higher (P<.05) than the mean rating 

for the descriptors that compose technical knowing and practical knowing 

on this same scale. There will be no statistical difference between the 

mean ratings of technical and practical knowledge components. 

This was not the case (see Table 9). Indeed, the "wise" teacher 

seems, rather, to have a balance of the three forms of knowledge. 

findings related to putting a large number of comparisons into a post-
hoc set of comparisons (Glass and Hopkins, 1984) . 
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Table 9 

t - t e s t s among components on the wisdom sca le 

COMPONENTS MEAN DF SD T-VALUE PROB. 

PRACTICAL 7 . 3 9 1 . 7 9 

VS 59 -1.20 0.24 
TECHNICAL 7.74 1.55 

PRACTICAL 7.39 1.79 
VS 59 -1.04 0.30 

EMANCIPATORY 7.62 1.39 

TECHNICAL 7.74 1.55 
VS 59 0.49 0.63 

EMANCIPATORY 7.62 1.39 
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In hypothesis lib it was predicted that a one-tailed dependent 

samples t-test will reveal that mean ratings for the descriptors that 

compose technical knowing on the expertise scale will be statistically 

higher (P<.05) than mean ratings for the descriptors that compose 

practical knowing. The same hypothesis will apply if an emancipatory 

component is found. The comparison displayed in Table 10 confirms this 

hypothesis. It seems as if technical ways of knowing are most important 

to what it means to be an "expert" teacher. 
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Table 10 

t - t e s t s among components on the expert s ca l e 

COMPONENTS MEAN DF SD T-VALUE PROB. 

TECHNICAL 8.71 1.35 
VS 37 2.98 0.01 

PRACTICAL 7.71 1.26 
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Final comparisons were made among constructs found with the 

"wisdom in teaching" rating scale (hypothesis I) versus constructs found 

with the ejqiertise in teaching rating scale (hypothesis II) . One-tailed 

independent samples t-test revealed the following results. 

From Table 11 a mean rating for the descriptors that compose 

technical knowing on the "expertise scale" was statistically higher 

(P<.05) than the mean rating for the descriptors that compose technical 

knowing on the "wisdom scale." Thus indicating that technical knowledge 

seems to be a more important way of knowing for the "expert" teacher. 

The final hypothesis that has not been dealt with directly is the 

following: a mean rating for the descriptors that compose emancipatory 

knowing on the "wisdom scale" will be statistically higher {P<.05) than 

the mean rating for the descriptors that compose emancipatory knowing on 

the "expertise scale". No emancipatory component was found on the 

expertise scale thus indicating that an emancipatory way of knowing does 

not seem to be an aspect of "expert" teaching. This finding seems even 

stronger than if a statistically significant difference was found 

between means. 
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T a b l e 11 

t - t e s t s among components across the expert i se 
and wisdom s c a l e s 

COMPONENTS MEAN DF SD T-VALUE PROB. 

TECHNICAL.E 
VS 

TECHNICAL.W 

TECHNICAL.E 
VS 

PRACTICAL.W 

TECHNICAL.E 
VS 

EMANCIPATORY.W 

PRACTICAL.E 
VS 

TECHNICAL.W 

PRACTICAL.E 
VS 

PRACTICAL.W 

PRACTICAL.E 
VS 

EMANCIPATORY.W 

8 

7 

8 

7 

8, 

7, 

7 

7, 

7, 

7 

7, 

7, 

.71 

.79 

.71 

.27 

.71 

.43 

.71 

.79 

.71 

.27 

.71 

.43 

37 

37 

37 

37 

37 

37 

1.35 

1.56 

1.35 

2 . 0 0 

1 .35 

1 .55 

1.26 

1.56 

1.26 

2 . 0 0 

1.26 

1.55 

2 . 9 1 

4 . 0 4 

3 . 9 8 

. 4 1 

1.33 

. 8 3 

. 0 1 

.001 

.001 

. 6 8 

. 2 1 

.35 
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C. PHASE 2 FINDINGS 

In hypothesis IV it was predicted that the deft reconciliation of 

two educationally relevant questions will distinguish those assumed to 

be closer to the prototype conception of wisdom from those who are not. 

The questions are repeated for convenience: 

1. What is your definition of teaching and the best ways that 
teachers teach? 

2. What is your definition of learning and the best ways that 
students learn? 

Chi-Square analyses were run to determine if the frequency with 

which the three groups' responses differ in a statistically significant 

way. When a respondent showed any evidence of technical, practical, or 

emancipatory knowing they were credited with thinking in that way. The 

important point is that Habermas's ways of thinking are present or not 

i.e., the coding was binary. For each question, a comparison of three 

independent Chi-Squares were computed to compare use of technical, 

practical, and emancipatory knowledge across respondents. For each 

question, the use of technical, practical, and emancipatory knowledge 

was made within respondents. Therefore, a total of six Chi-Squares were 

computed on each question. 

The findings of phase 2 support the hypothesis. Department heads, 

considered closer to the prototype of a "wise" teacher, exhibited a 
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greater variety and number of responses associated with the three 

components of wisdom than teachers and students teachers. The following 

figures were produced based on the content analysis of the phase 2 data. 
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Fig. 4 Ways of knowing as evidenced in three levels of 

teachers' responses to a question concerning learning 
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Chi-Square analyses were riin on the frequency data displayed in 

the figures. For both figures Chi-Squares were computed to compare the 

use of each form of knowledge across and within groups of respondents. 

In Figure 4, for example, a Chi-Square = 18.54(2), p <.0001, was 

computed for the Novice group. This statistically significant value 

indicates that there was a difference among the frequencies with which 

this group of respondents utilized Habermas's three knowledge forms to 

answer the question about the ways in which students learn best. {What 

is your definition of learning? What is your view of the best ways that 

pupils learn?) Only 4 of these 15 respondents demonstrated any form of 

emancipatory knowledge in their response, while all the respondents 

(100%) demonstrated technical knowledge. A typical response from one of 

these respondents was the following: 

Learning is the ability to problem solve (Technical). Learning is 
also understanding the hows and whys (Technical). The best ways 
that students learn is hands-on/student directed activities 
(Technical). Less memorizing. More students find the answers 
themselves. 

Although this respondent does indeed have something important to 

say about the nature of learning, only technical knowledge is evident 

from this response . There is no evidence of practical or emancipatory 

knowledge in this excerpt. When we compare this excerpt with one taken 

from the sample of department heads we will notice how the latter 

respondent utilizes all three forms of knowledge in a relatively short 

excerpt. This person said that students learn best by: 
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...discovering things (Technical); practicing new behaviours in a 
variety of ways (Technical); sharing ideas with others 
(Practical); trying new things and taking in new information 
(Technical); then, reflecting on it to reconstruct or reaffirm 
existing beliefs (Emancipatory). 

In this excerpt, the respondent displays evidence for all three of 

Habermas's knowledge-constitutive interests. 

With the "teachers" sample there is also a significant difference 

(Chi-Square=8.51(2), p=.014) among the frequency of responses related to 

technical, practical, and emancipatory knowing. As with novice teachers, 

significantly fewer respondents showed evidence of emancipatory knowing 

as compared to technical and practical knowing. 

With the department heads there was no significant variation among 

the way that they utilized technical, practical, and emancipatory 

knowledge. That is, only rarely was a response from a department head 

devoid of either technical, practical, or emancipatory knowledge. 

The exact same pattern of results occurs when we analyze the 

results to the second question. In this question respondents were asked 

about their definition of teaching and the best way to teach. The 

novices varied significantly (Chi-Square=11.40 (2), p=.003) with regards 

to use of the three ways of knowing. From Figure 5 it seems clear that 

these respondents showed a greater propensity for generating responses 

that implied a technical way of knowing. 

With the sample of "teachers" a Chi-Square=7.97(2), p<.019 

indicates a difference in use of technical and practical knowledge, 

versus emancipatory knowledge. Finally, with the department heads, as 
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with the previous question, there was no difference among the three ways 

of knowing, all were thoroughly employed by the respondents. 

Another array of Chi-Square analyses were run on the frequency 

data collected in phase 2 to shed further light on the pattern of 

responses. The extent that each way of knowing is present in each of the 

groups of respondents was assessed. For example, with the first question 

(Figure 4) we can compare respondents on their use of technical 

knowledge. We can see that 100 percent of the respondents in each group 

utilized a technical way of knowing in their answers to this question. 

Thus, there is no difference among the three groups of respondents in 

the way they utilized technical knowledge in their answers. 

The story, however, changes when comparing practical knowledge 

across groups (Chi-Square=10.60(2), p=.005). Comparing the percentages 

based on the frequency of responses it seems that the "teachers" group 

and the department heads utilize more practical knowledge in their 

response to this question. There is also a difference among groups when 

we compare emancipatory knowledge (Chi-Square=ll.11(2), p.=.004). The 

difference stems from "teachers" using this form of knowledge more often 

than novices, and department heads using emancipatory knowledge more 

often than both novices and "teachers." 

As with the previous question, there was no difference across the 

three groups with regards to exercising technical knowledge in their 

response to this question. But also similar to the previous question 

"teachers" and department heads utilized practical knowledge more often 
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than novices (Chi-Square=8.18(2), p=.017). And finally, department heads 

demonstrated more evidence of the use of emancipatory knowledge as 

compared with the other two groups in responding to this second question 

concerning the nature of teaching (Chi-Square=10.16(2), p=.006). 

Generally, the findings from this phase of the study indicate that 

novice teachers tend to rely more heavily on technical explanations for 

how students learn best and how teachers teach best. They are not as 

able as the other two groups to elicit practical and emancipatory 

knowledge forms in their responses to two general questions about 

education. The primary difference between "teachers" and department 

heads is that department heads utilize considerably more emancipatory 

knowledge in their responses to these questions, while still employing 

technical and practical ways of knowing. Thus, there is a difference in 

the way student teachers, teachers, and department heads know as 

reflected in their responses to two questions about education. 

D. PHASE 3 FINDINGS 

An extended observation of a teacher deemed to be highly typical 

of a "wise" teacher was undertaken. It was hypothesized that the 

underlying components of wisdom described in phase one may be evident in 

this teacher's practice. 

The results in phase 3 were based on observations by a trained 

assistant. The following discussion highlights some of the ways that 

this teacher demonstrated technical, practical, and emancipatory ways of 

146 



Results 

knowing in her teaching practice. Each one of the specific aspects that 

the assistant was asked to comment on has come from the final rotated 

dimensions of the principal components analysis on wisdom in teaching. I 

will discuss how each of these aspects was present in this teacher's 

teaching. The assistant used the following observation form: 

1. Comment on any of the following aspects that relate to this 
teacher's teaching: EXPERIENCE, THOROUGH KNOWLEDGE OF SUBJECT 
AREA, INTELLIGENCE, SOUND DECISION MAKING, AND THOUGHT PROVOKING. 
Use specific examples from the teaching you observe. 

2. Describe this teacher's interactions with the students, and use 
the following descriptors to guide your observations: 
APPROACHABLE, ENTHUSIASTIC, PATIENT, UNDERSTANDING, CARING, AND 
HUMOROUS. Use specific examples from the teaching you observe. 

3. Comment on the following aspects that relate to this teacher's 
teaching: OPEN-MINDED, CREATIVE, AND REFLECTIVE. Use specific 
examples from their teaching where possible. 

All of the comments presented in the phase 3 analysis will be 

composed of direct quotations and paraphrases from the observation 

forms. In addition, what was written on the observation forms will be 

supported by comments elicited by the researcher in debriefing sessions 

with both the observer and the teacher. These debriefing sessions aided 

the researcher in getting a more precise idea of what was occurring in 

the classroom. 
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SECTION #1: TECHNICAL WAYS OF KNOWING RELATED TO TEACHING 
PRACTICE. 

EXPERIENCE: 

*24 years of teaching experience. 
•currently an elementary school principal, as well as a teacher. 

THOROUGH KNOWLEDGE OF SUBJECT AREA: 

*she presents a completely integrated math curriculum: math 
strands are taught simultaneously throughout the year. She 
believes that students learn best if they are continuously re-
exposed to important ideas throughout the year. For example, in 
this class students do not learn place value in September, 
decimals in October, and so on. 

•there is constant exchange occurring with the students that 
requires the teacher to understand the ideas behind what she is 
teaching her students. She is always one-step ahead of her 
students' thinking and this is not an easy task because the type 
of assignments that are given are complicated even by adult 
standards. In addition, they often elicit several acceptable 
approaches to solving them from the students. Therefore, the 
teacher must have the knowledge to grasp where a given student is 
coming from in order to facilitate their thinking. 

•states that math is all about recognizing patterns. For example, 
she stated, "math is a science of patterns, if you begin to see 
patterns you will be a good mathematician." Or, "mathematics is 
based on patterns, and mathematicians are lazy, so if we know 
patterns, its easier to find answers." 

•ideas are emphasized throughout lessons. A seemingly 
insignificant example, is the following. Whenever, students state 
a nvmiber in class and use the word "and" they are immediately 
asked to think about how they could make their statement of the 
number more correct. For example, the number 1001 should be stated 
"one thousand one" not "one thousand and one." According to the 
teacher using "and" in a single number is incorrect precisely 
because it is a single number. Using "and" implies that there is 
two numbers "1000" and "1." 

•thorough and diverse system of evaluation that includes tests, 
reviews, assignments, participation, neatness of work, and self-
evaluation. 
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INTELLIGENCE: 

*from the statements throughout the phase 3 analysis it should be 
clear that this individual is intelligent. 

SOUND DECISION MAKING: 

The following are examples of decisions made by the teacher that 
seemed to benefit class progress: 

*utilized a strategy in which each of the students in the class 
have a "homework buddy." Each person is responsible for bringing 
any work that is assigned during class home to their buddy. 

*presents students with an advance organizer before each class. 

*prepares her lessons such that students do not have to spend time 
doing mindless copying. If there was a problem to do students were 
provided with material in which to do the problem. 

*expects that if class time is misused that student "will owe the 
teacher" time at recess, lunch or after school. 

*if students misbehave in class all it takes from her is a look 
and the students know that they need to go sit in her office (she 
is the principal) . 

*desks arranged in different ways on different days, according to 
what the class will be doing. 

•organized and prepared: always had activities ready to go, 
thoroughly organized term binder separated into strands, prepares 
lessons plans, students pre-assigned to set-up classroom prior to 
class beginning e.g., student assigned to set-up overhead, 
students assigned to bring calculators from storage area. 

THOUGHT PROVOKING: 
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*seldom is there an emphasis on the right answer in this math 
class. The process of solving problems was honoured by the 
teacher. Students were told things like "you need to use your 
metacognitive skills, that means think about your thinking." Or, a 
student might state that, "I'm going to take a guess", and the 
teacher would respond with "that's good", thus encouraging 
students to take risks. Or, "before you guess, tell me what your 
thinking, how did get your answer." For example, in one session 
she asked the students "what's a polygon"? Students responded with 
answers. One student was then requested to come up to the overhead 
and explain (with examples) for the class what he thought a 
polygon was. According to Piaget (1948) the students are learning 
to be "autonomous" through the construction of their own meanings 
in the classroom. 

*the teacher also modeled strategies to help the students solve 
problems such as "thinking aloud." For example, a student asked 
whether he should "put a cross on the words that he did not know." 
The teacher responded that "she did not like crosses" and she 
would rather have them use a "question mark." When I asked the 
teacher why she would rather have the students use a question mark 
she responded "the students know that with question marks there 
are still questions that need to be answered." 

*in a "pre-test" the teacher gave the students about a dozen words 
that were going to be emphasized in upcoming lessons. Students 
commented a number of times that they did not know the meaning of 
these words. The teacher knew that the students had been exposed 
to these ideas (e.g., least common multiple, greatest common 
factor) before and responded to the students' with statements such 
as, "you really have never heard these words before" [maybe] you 
have heard them before, but are unsure of the meaning." Thus, 
prompting further thought in an area she believed the students 
knew more than they thought. 
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*two activities that were described as thought provoking or 
engaging by the observer are as follows: The first is called Pico, 
Bagel, Fermi. It is a problem solving activity in which the 
students must determine a number that the teacher has chosen at 
random. The students have learned that a Pico is a "wrong number", 
therefore it is not part of the solution. They know that a Bagel 
is a "right number in the wrong spot" and a Fermi is a "right 
number in the right spot." The students are also given additional 
rules for each particular example, such as, "this example is a 
four digit number with no doubles." The students proceed by giving 
the teacher examples of numbers and after each number is given by 
the students the teacher tells them how many Picos, Bagels, and 
Fermis there are in that number. The students use deductive 
reasoning skills to determine the correct number. 

•another activity requires the students to make their own 
mathematical equations using different number operations. The 
activity is referred to as "In/Out." The students are required to 
make-up their own equation using any two of the following number 
operations: adding, subtracting, multiplying, and dividing. The 
student stands in front of the class and presents one number (In) 
and then another number (Out). The process is repeated as many 
times as is necessary for the other students to determine what 
operations were performed (e.g., multiplied by five and then add 
two). This activity is essentially solving for X, i.e., algebra. 

Discussing two activities does not do justice to what is going on 

this classroom because each and every day there are three or four of 

these types of activities occurring. Each of these activities has a 

different focus, and as the teacher moves through the term and the year 

she presents activities that relate to all the core areas of knowledge 

(strands). 
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SECTION #2: PRACTICAL WAYS OF KNOWING RELATED TO TEACHING 
PRACTICE. 

APPROACHABLE 

*in five observation sessions this teacher made 13 statements to 
the effect that whenever students needed help with whatever they 
were working on they can go see her. Whether it be recess, lunch, 
or after school. 

*teacher shared with the class an example she got from a workshop 
she attended on assessment and responded to students in class who 
said, "I thought teachers just sat around and talked about 
students." She responded by saying, "is that what you really think 
teachers do?" This incident demonstrates that the teacher is 
approachable because the teacher is sharing a small part of her 
"other life" with the students and I think students respond to 
this by being more comfortable with the teacher. 

ENTHUSIASTIC: 

*there is a certain positive energy in this classroom that stems 
from the teacher. The nature of her personality is such that she 
is always making the students feel warm and welcome. She 
circulates throughout lessons working with students on the 
assignments and offering "praise and positive feedback." 

*there is also an enthusiasm for learning that is obvious from 
talking with this teacher or viewing her classroom. The pleasure 
she gets from facilitating learning seems to be incorporated by 
the students into their own learning. 

PATIENT: 

*maintains her patience in management situations by not getting 
angry but by "calmly, yet firmly" telling the students what they 
need to do. There was a consistent pattern of dealing with 
discipline problems. 

*patience is evident by the way that this teacher chooses to 
teach. She teaches for ideas that take time and are difficult for 
the students to understand initially. Therefore, patience is 
required so as to allow students to truly learn these ideas. But 
when the students do learn these ideas her patience is rewarded. 
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UNDERSTANDING: 

•admits mistakes readily in classroom situations. She says things 
like, "oh well, teachers make mistakes too." Statements like this 
make students feel that the teacher understands when they make 
mistakes in class. 

*the teacher's policy of "no criticisms" certainly shows that the 
teacher understands that some students can have a more difficult 
time in the classroom than others. 

*if students have forgotten their math binder at home she will 
hold on to that student's work until the next math class. 

CARING 

*became an administrator because she wanted to help all students 
in her school learn better, not just the ones in her classroom. In 
the debriefing conversations with both the teacher and the 
observer it was stated "school is for the students." This caring 
attitude was readily evident in her teaching in that "all students 
were treated equally" in different classroom situations. For 
example, students made incorrect statements in class her response 
was consistent in that she would simply repeat the question. 

*all students encouraged when it is their turn to speak, the 
teacher was firm about allowing each students their opportunity to 
speak in the classroom. She realizes a caring environment will 
prompt students to take the kind of intellectual risks she wants 
the students to take. Indeed, there is a classroom policy of "no 
criticisms." Statements such as, "does anyone want to tell me what 
they are thinking right now", would be made. 

*while a student came to teacher's office to hand in work at lunch 
the teacher took the opportunity to tell this student "how pleased 
she with her progress." 

•arranges a conference with each and every student to inform them 
of their first term mark. Why they got what they did, and how they 
can work on improving in the second term. 
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*a simple incident from the classroom perhaps explains best how 
the teacher feels about the students in her classroom. This 
concerned a child's tendency to rock back and forth in his chair. 
I will use the observer's words: "she explained why leaning back 
in the chair is inappropriate, in a calm voice, and was persistent 
as the student made such responses as 'I don't care if I fall, 
it's fun.' Someone else said, 'it would not be fun if you became a 
quadriplegic' The teacher responded, 'you'd regret it for the 
rest of your life and I'd regret not helping you.' The student 
responded, 'why would you regret it?' The teacher responded, 
'because I care for you, I care for all human beings.' 

SENSE OF HUMOUR: 

*uses language appropriate for grade 7 students such as, "read my 
lips, homework is due on the date it is due". Said in a way that 
elicits laughter from the students. 

A description of her strengths with regards to practical knowing 

go beyond the confines of the above categories. The teacher has a 

quality in which students immediately feel comfortable with. Although 

she demanded a lot from her students in the classroom, it was evident 

from the observations and debriefing sessions that the students enjoyed 

being in this class. 

SECTION #3: EMANCIPATORY WAYS OF KNOWING RELATED TO TEACHING 
PRACTICE. 

REFLECTIVE: 

•continuously developing her own knowledge: she was taking two 
courses during the fall semester related to completing her M.A. in 
School Administration. She stated in the debriefing session she 
will pursue another M.A. in psychology in the near future. She has 
been an instructor for the Math: A Way of Thinking program for a 
number of years. She is truly a life-long learner. 

154 



Results 

•decision was made on the spur of the moment in class to forgo a 
recommendation made in the curriculum guide regarding the 
structure of a unit because of observations made in the classroom 
on a particular day (i.e., she noticed that the students had a 
clear understanding of the concept she was about to teach). 

•perhaps most important, she stated in the debriefing session that 
she does not feel that she is doing nearly enough with the 
students in her classroom. Perhaps it is this type of thinking 
that has allowed her to reach the level of teaching that she has. 

OPEN-MINDED: 

*a student in this class will never be told their thinking is 
"wrong." The teacher will always listen to students' responses to 
questions. She will ask students things like "do you still think 
that your answer is correct", or, "do you have a different idea 
now." If the students have changed their thinking they are invited 
to explain it to the class. 

•accepts student suggestions with regards to the everyday running 
of the classroom. Students made a suggestion about how to organize 
their math binders and she thought it was a good idea. 

CREATIVE: 

•this is her own curriculum, developed by her, and for her. She 
has taken an incredible amount of resources and molded them into a 
powerful grade 7 math curriculum that presents ideas to students 
in an interesting and engaging way that promotes high level 
thinking at every turn. 

•the resources for her math curriculum are tremendously varied, 
too many to mention and too varied to give an honest 
representation. Perhaps more important, she has adapted almost all 
of these sources of information to suit her style and needs in the 
classroom. 

This is unlike most grade 7 math classes. The students are truly 

understanding what they are studying. It has been my experience that too 

often this is not the case. We should keep in mind that this is not a 

"gifted" class. Also, the students that comprise this class are the 

grade 7's from two separate grade 6/7 classes, neither of which is this 
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teacher's home room. In addition, the actual classroom that this 

particular class is conducted is not the teachers. So there are certain 

inconveniences that this teacher has to deal with that other teachers 

take for granted. Despite the inconveniences this teacher runs a special 

classroom. 

Thus, the results of phase 3 indicate that in a brief observation 

period, a teacher considered to be "wise" shows many of the important 

aspects hypothesized to underlie wisdom as described in phase 1 of the 

study. All three of Habermas's ways of knowing were evident in this 

teacher's practice. 
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V. DISCUSSION 

A. SUMMARY OF RESULTS 

Based on the results of the study, an empirical model of 

exceptional teaching is proposed. Truly exceptional teaching seems to be 

composed of three complementary ways of knowing, and the integration of 

these three ways of knowing may be best thought of as wisdom in 

teaching. Thus, Habermas's theory of knowledge-constitutive interests 

seems to provide the basis for an adequate empirical model of 

exceptional teaching, as it did for Holliday and Chandler (1986) in 

their study of wisdom in the general population. 

This chapter is organized using the following structure. First, 

the empirical evidence for each of the three ways of knowing and how 

they seem to be important aspects of exceptional teaching will be 

summarized. Second, a discussion of how the present empirical model of 

exceptional teaching relates to previous theory will ensue. Third, 

possibilities for extending the present research will be explored. 

B. DISCUSSION OF SPECIFIC FINDINGS 

In this section the results of the study will be discussed as they 

pertain to Habermas's three ways of knowing. Important theoretical 

issues, noted in the chapter 1 and 2, will be fleshed out. 
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1. TECHNICAL 

The rational, logical, and emotion-free knowledge, skills, and 

strategies of teaching (i.e., technical knowledge) seem to be an aspect 

of exceptional teaching, whether exceptional teaching is described as 

expertise or as wisdom. Therefore, research reviewed in Chapter 2 (e.g., 

Berliner et al., 1989; Shulman, 1987) that presents the exceptional 

teacher as a person who has accumulated a vast amount of technical or 

expert-like knowledge seems to be supported by the results in phase 1 of 

this study. We must keep in mind, however, that the expertise research 

has likely been extended by the present research because describing 

exceptional teaching solely as "expertise" results in the tendency to 

neglect other important aspects of exceptional teaching. 

With this caution kept in mind, the phase 2 findings further 

demonstrate the importance of technical knowing for exceptional 

teaching. By far the most common responses to the two questions proposed 

in phase 2 were classified as pertaining to technical knowledge. Novice 

teachers, regular teachers and department heads all demonstrated a 

technical way of knowing more consistently than either a practical or 

emancipatory way of knowing. 

Finally, in phase 3 of the analysis evidence of technical 

knowledge was present in the teaching practice of a teacher hypothesized 

to be wise. The most important overall implication of these findings is 

that, consistent with past research on expertise in teaching, technical 

ways of knowing seem important for exceptional teaching. 
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There seems to be a difference, however, between the importance of 

technical knowing for exceptional teaching described as expertise and 

exceptional teaching described as wisdom. In the phase 1 results it was 

found that for exceptional teaching described as wisdom a component that 

could be described as "technical" accounted for 14.1 percent of the 

variance. For exceptional teaching described as expertise a component 

described as expertise accounted for 41.8 percent of the variance. The 

strength of the relationship among the descriptors that compose the 

technical component on the expertise scale (as reflected by the 

percentage of variance accounted for) seems to be sizable compared with 

the strength of the relationship for descriptors that compose technical 

knowing on the wisdom scale. The strength of the technical component on 

the expertise scale is bolstered by the findings from Tables 10 and 11 

that show mean comparisons between the technical components from the 

expertise scale and all other components from both scales. Each of the 

four comparisons demonstrate a statistically significant (p<.01) 

difference in favour of the technical knowing on the expertise scale. In 

short, technical knowing is a much more powerful component on the 

expertise scale. Indeed, it is the only reliable component on the 

expertise scale. 

The most important implication of the difference between the two 

scales is that when people think of exceptional teaching as expertise 

they might primarily be referring to one way of knowing; a technical way 

of knowing. This conclusion seems to be consistent with the findings of 
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researchers who have described exceptional teaching as expertise. In 

Chapter 2 a number of studies were described (e.g., Berliner, 198S, 

1989; Shulman, 1984, 1987) that described exceptional teaching as 

expertise and these researchers' descriptions of expertise seem to be 

similar to the present conception of technical knowing. This particular 

label for exceptional teaching was argued against throughout Chapter 2 

because it was believed that such a description was incomplete in its 

depiction of truly exceptional teaching. 

2. PRACTICAL 

An understanding of idiosyncratic communication across individuals 

(i.e., practical knowledge) seems also to be an aspect of exceptional 

teaching described as expertise or wisdom. The classroom is a socially 

dynamic environment, in which social knowledge and social skills are 

important for exceptional teaching. There does, however, seem to be a 

difference between the importance of practical knowing for exceptional 

teaching described as expertise and exceptional teaching described as 

wisdom. 

In phase l of the study it was found that a weak (only two 

descriptors in the final solution) practical dimension accounted for 9.9 

percent of the variance explaining exceptional teaching as expertise. At 

the same time, 31.1 percent of the variance was explained by a practical 

dimension (7 descriptors) when exceptional teaching was described as 

wisdom. This result suggests that practical knowing is more important 
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for exceptional teaching described as wisdom than for exceptional 

teaching described as expertise. 

The relationship between exceptional teaching described as wisdom 

and practical knowing is supported by the phase two findings. In phase 

2, both practicing teachers and department heads responded more 

frequently than novices with responses that were based on practical 

knowledge. Assuming that regular practicing teachers, and especially 

department heads, are closer to the prototype of teachers who might be 

considered wise, it thus seems important that practical knowing 

distinguishes teachers assumed to be further from the prototype of a 

wise teachers (novice) from teachers closer to this prototype (regular 

practicing teachers and department heads). That is, practicing teachers, 

perhaps because they are closer to the prototype of a wise teacher, show 

evidence of greater practical knowledge. The results from phase 3 

support this finding because a teacher hypothesized to be close to the 

prototype of a wise teacher displayed evidence of practical knowing in 

her teaching. 

The importance of this finding may be bolstered if we remember the 

various research (e.g., Clark and Yinger, 1987; Goodlad, 1984; Kramer, 

1990; Lee, 1993; Lickona, 1991; Prawat, 1992; Yinger and Hendricks-Lee, 

1993) from Chapter 2 that supported the practical way of knowing as a 

vital aspect of exceptional teaching. 
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3. EMANCIPATORY 

It seems as if "freeing oneself" from the bonds of either 

technical or practical knowledge (i.e., emancipatory knowledge) is also 

an aspect of exceptional teaching. Only, however, if that teaching is 

described as wisdom. In phase l of the study an emancipatory component 

for exceptional teaching was found only for the wisdom scale (three 

dimensions: open-minded, creative, reflective, accounted for 7.6 percent 

of the variance) . No such component was found for the expertise scale; 

indicating that respondents did not rate emancipatory knowing as an 

aspect of expert teaching. 

Second, in phase 2 of the study, emancipatory knowing 

distinguished the responses of a sample thought to be wise (department 

heads) from both a sample of regular teachers and a sample of student 

teachers. That is, a statistically greater number of department heads 

demonstrated evidence of emancipatory knowing in responses to two 

questions relevant to education. Therefore, emancipatory knowing seems, 

in some ways, to set the thinking of teachers considered closer to the 

prototype of a wise teacher (department heads) apart from those who are 

further away. The major implication of this finding seems to be that 

emancipatory knowing may be the distinguishing characteristic of 

exceptional teaching. 

Further support for the finding that emancipatory knowing is an 

aspect of exceptional teaching comes from phase 3 of the analysis. 
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because emancipatory knowing was observed in the practice of a teacher 

hypothesized to be wise. 

The important role of emancipatory knowing in exceptional teaching 

may not come as a surprise considering the work of Arlin (1990a), 

Clark, Clark, Fidler, and Underwood (1993), Dewey (1933, 1963, 1966), 

Egan (1986), Greene (1973, 1988), Lee (1993), Piaget (1948), Schon 

(1983), and, Yinger and Hendricks-Lee (1993), who, as discussed in 

Chapter 2, have all proposed similar ideas in their descriptions of 

exceptional teaching. 

C. FITTING THE PRESENT NOTION OF EXCEPTIONAL TEACHING INTO A 

THEORETICAL PERSPECTIVE 

Based on the above findings an attempt will be made to situate 

this study within a developmental context. I choose to situate this 

study within a developmental context because I suspect, based on the 

results of this study, that exceptional teachers have changed in some 

qualitative way from what they once were as teachers. Support for this 

particular inference is primarily drawn from the phase 2 results. 

1 Some developmental researchers (e.g., Arlin, 1990b, Meacham, 
1990) have referred to the structural change in thinking that leads to 
wisdom as postformal reasoning. It might be, however, that postformal 
reasoning is an aspect of emancipatory knowing, which in turn leads to 
wisdom in thought. If this is the case, then the special role of 
emancipatory knowing, as a higher level of thought necessary for the 
attainment of truly exceptional teaching, must be considered. Indeed, 
there is evidence from the results of this study that emancipatory 
knowing may be the sine qua non of wise teaching. It may distinguish the 
wise teacher from the expert teacher. 
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The results from phase 2 are especially relevant because level of 

teaching (novice, teacher, department head) was shown to be positively 

related to way of knowing (technical, practical, emancipatory). That is, 

as level of teaching moved closer to the prototype conception of a wise 

teacher (from novice to department head), way of knowing moved from 

technical to practical to emancipatory. As a result, emancipatory 

knowing was more closely associated with the way department heads' know 

their profession. In short, there seems to be a relationship between 

level of teaching and way of knowing, with emancipatory ways of knowing 

being associated with teachers closer to the prototype of a wise 

teacher. 

Although I consider the growth into an exceptional teacher best 

described in a developmental context, the relationship some authors 

(e.g., Liben, 1989) have proposed between learning and development seems 

to be supported by the results of the study, as well. The relationship 

is that learning precedes development in individual hioman growth. From 

the results of the present study I would argue that, just as learning 

precedes development in general human growth (Liben, 1987) , expertise is 

a necessary but not sufficient condition for the growth of wise 

teaching. Therefore, it might be that the culmination of learning is 

expertise, and the culmination of development is wisdom. Furthermore, 

becoming an expert teacher may be accomplished through learning, 

whereas, becoming a wise teacher may require development. If this 

argument is tenable then exceptional teaching should, therefore, be 
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considered within a developmental context, as opposed to the information 

processing context that some researchers (e.g., Berliner 1986; Shulman, 

1987) have suggested. 

Another implication of situating the present work within a 

developmental context is that it would extend previous work that 

supports life-span developmental theory (e.g., Arlin, 1993; Baltes, 

1993) . The results of this study (especially phase 2) support the 

inference that substantive growth is occurring throughout the career of 

the teacher. For example, if emancipatory knowledge develops in a 

teacher it is likely to occur after they have been teaching for a number 

of years. Thus, it seems that within the teaching profession substantive 

cognitive development persists well into mature adulthood. 

D. FITTING THE PRESENT RESULTS INTO CONSTRUCTIVIST THEORY 

To specify the place of the present results within developmental 

theory a comparison of the present model of exceptional teaching and 

constructivism can be made. The result of this comparison may 

demonstrate how the tenets of constructivism, as proposed by various 

authors, correspond with the essence of exceptional teaching as 

described in the present study. If the present results can be situated 

within constructivist theory then perhaps a theoretical base for the 

model of exceptional teaching proposed in this study could be 

established. 
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The primary basis for situating the present model of exceptional 

teaching specifically within constructivist theory is that there seems 

to be an emphasis in constructivist theory on notions similar to 

emancipatory knowledge. For example, Arlin (1993) and Lee (1993) both 

place an emphasis on the role of postformal reasoning for the attainment 

of truly exceptional teaching. Emancipatory knowledge, which I have 

previously argued holds much in common with postformal reasoning, has 

also been given special significance based on the results of the study. 

This is due to the role emancipatory knowledge seems to play in 

distinguishing wise teachers from their counterparts. Other conceptions 

of exceptional teaching (i.e., as expertise) do not seem to acknowledge 

the role of a way of thinking that is similar to postformal reasoning or 

emancipatory knowledge. 

Other general findings that are common across constructivist views 

of teaching that also fit with the present description of an exceptional 

teacher include: 

1. constructivist teachers seem to easily adapt to student 
differences because they have many ideas about the best ways that 
teachers teach and students learn; 

2. constructivist teachers regard students as active accumulators 
of material, who do more than, listen, read, and perform 
prescribed activities; 

3. constructivist teachers do more than impart knowledge. 

With constructivism theory, teaching is described as a dynamic 

process where there is constant interaction between teacher and 

environment. Indeed, researchers, like Prawat (1992) believe that it is 
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important to move away from the traditional "transmission" approach to 

teaching, and "absorptionist" approach to learning. In order to inform 

educational progress, Prawat believes that teachers should strive to 

adopt a constructivist perspective; but admits it is difficult because 

such a perspective challenges many firmly established beliefs about 

teaching practice. As Duckworth, a proponent of the constructivist 

approach to teaching, writes: "the [exceptional] teacher has to be free 

to bring his or her entire capacity - intellectual, academic, emotional, 

and interpersonal - to bear on the job of teaching" (Meek, 1991; p. 34) . 

Teachers who are constructivists are also said to reflect on the 

relationship between teacher and student and their conversations (Arlin, 

1990a; Lee, 1993; Yinger & Hendricks-Lee, 1993) . Teachers engage 

students in conversations through which children's thinking is revealed. 

A partnership develops where teacher and student negotiate shared 

meanings. By asking students to think about how they have certain 

concepts teachers get a better picture of what students know. 

Constructivist teachers are not satisfied that students can restate a 

computational formula or algorithm. These teachers know that restatement 

does not mean understanding. Understanding rather than telling and 

retelling is the goal (Bransford, Sherwood and Sturdevent, 1987). 

Constructivist teachers also remain open to answers and issues 

that are different from their own. They recognize the indeterminacy of 

knowledge. For example, sometimes when children seem to have a concept, 

further exploration reveals that these concepts are faulty in ways that 
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teachers would never have considered unless they had engaged the 

children in "conversations." Arlin (1990a) uses the terra "wise" to refer 

to those teachers that adhere to constructivist ideals; so do I. 

Based on constructivist theory, Yinger and Hendricks-Lee (1993) 

offer an "ecological conception of teaching" that corresponds to the 

present conception of exceptional teaching. They stress that in order to 

understand exceptional teaching we must realize that the nature of 

knowledge can only be understood within the realm of "integrated and 

holistic systems"; that knowledge can only be understood within the 

framework of our social world. We are social beings in a social world 

and even the most seemingly individual of cognitive tasks are grounded 

in the social environment. Therefore, trying to understand knowledge by 

focusing on individual cognitive processing is misguided, and hence 

traditional teaching, in which the emphasis is on isolated individual 

cognitive performance, is also misguided. The emphasis that wisdom scale 

respondents placed on practical knowledge seems to allow for similar 

deductions in the present study. 

Even more similar, however, than Yinger and Hendricks-Lee to the 

findings in the present study, Lee (1993) recognizes that exceptional 

teaching is a simultaneously intellectual, emotional, and interpersonal 

process. Based on Scheffler (1985), Lee (1993) suggests, that three 

contexts should be considered when discussing exceptional teaching: (a) 

the realm of knowledge, (b) the realm of imagination (imagination. 
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creativity, and possibility) and, (c) the realm of benevolent social 

processes (an ethic of care and responsibility). 

The symmetry between the present conception of exceptional 

teaching and Lee's conception is evident from a comparison between Lee's 

three "contexts" and Habermas's three "interests". When this comparison 

is made there seems to be a close correspondence among the components of 

wise teaching: Lee's realm of knowledge corresponds to Habermas's 

technical interest; Lee's realm of benevolent social processes 

corresponds to Habermas's practical interest; and, Lee's realm of 

imagination corresponds to Habermas's emancipatory interest. 

Lee (1993) argues that wise teachers are likely to be postformal 

reasoners, at least within the context of the classroom. Moreover, some 

developmental theorists {e.g., Lee, 1993; Arlin, 1990) would suggest 

that postformal reasoning is necessary for the attainment of wisdom in 

teaching. I would add that postformal reasoning is not unlike the 

proposed conception of emancipatory knowing. Therefore, both postformal 

reasoning and emancipatory knowing play a similar role in describing 

wisdom in teaching. They both seem to be necessary for the attainment of 

wisdom in teaching. An interesting question for future research will be 

to sort out the relationship between these two ideas. For example, is 

one concept subordinate to the other? 

In summary, the similarity between Lee's conception of wisdom in 

teaching and the present conception of wisdom in teaching seems to add 

some validity to the empirical model proposed in this study. This may be 
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especially so because Lee has developed her conception of teaching 

seemingly independent from any knowledge of Habermas's theory, yet the 

basic structure of both frameworks are remarkably similar. The present 

study does, however, add to Lee's constructivist perspective on 

exceptional teaching. Whereas, Lee has derived her conception of 

exceptional teaching from theoretical arguments, the present study is 

derived from empirical findings. 

E. AN EMPIRICAL MODEL OF EXCEPTIONAL TEACHING: EXCEPTIONAL 

TEACHING AS WISDOM 

Based on the results of the study an empirical model of teaching 

is proposed. At the heart of the model are three ways of knowing that 

together are necessary and sufficient conditions for the attainment of 

wisdom. The three phases of the results support the finding that 

exceptional teaching, described as wisdom, is the product of technical, 

practical and emancipatory knowing. Therefore, each of Habermas's ways 

of knowing are vital to an overall description of exceptional teaching. 

In so doing, previous research by Clayton and Birren (1982), and 

Holliday and Chandler (1986), which also found a three component 

structure to wisdom, has been verified. The difference between those 

studies and the present study is that they focused on wisdom in general, 

whereas, the focus of this study is specifically on wisdom in teaching. 

To this end, the present model is proposed. It is a developmental 

model, situated in constructivist theory, that may be useful for 
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organizing research on the growth of teachers (see also Sprinthall, 

Reiman, and Thies-Sprinthall, 1993). With this empirical model, it is 

argued that technical and practical knowledge necessarily precedes the 

development of emancipatory knowledge, and emancipatory knowledge is 

necessary for the development of truly wise teaching. Therefore, in 

describing the growth of any particular teacher, they will first develop 

technical knowledge, almost simultaneously they will develop practical 

knowledge, and finally they might develop emancipatory knowledge. There . 

is, however, different degrees to which teachers will develop each one 

of these ways of knowing. For example, I would argue that almost all 

teachers (even student teachers) have the ability to know in all three 

ways, including emancipatory. The key is the extent to which they can 

know. The full development of all three forms of knowledge, as indicated 

by the teacher in phase 3 of the study, is indicative of truly wise 

teaching. 

The essence of what I am proposing is not new, indeed, I spent all 

of chapter 2 showing how previous research on exceptional teaching has 

embodied aspects of technical, practical, and emancipatory knowing. What 

I hope is new, however, is the framework or model of exceptional 

teaching that is being described. It is a framework that will hopefully, 

because of its relatively simple yet thorough structure, allow for 

extensive future research on the nature of exceptional teaching. 

Based on the above framework, some tentative suggestions are made. 

First, relating to what teachers can do to improve their teaching 
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practice. The short answer is, recognize that good teaching is the 

result of technical, practical, and emancipatory knowing. The long 

answer is use technical, practical, and emancipatory knowing in their 

teaching practice for a sustained period of time. 

Second, perhaps a greater emphasis should be placed on teaching 

for practical and emancipatory knowledge. For example, many researchers 

(e.g.. Beach and Tedick, 1992) emphasize the importance of reflection 

for the development of teaching. Reflection can take many forms from 

journals, to interactions with colleagues. Perhaps a mentor program in 

which student teachers were placed in with a truly wise teacher would be 

effective. Lave (1988) writes that "apprentices learn to think, argue, 

act, and interact in increasingly knowledgeable ways with people who do 

something well, by doing it with them as legitimate, peripheral 

participants" (p.2) . Based on Vygotsky (1978), Lave argues for the 

importance of social relations in the development of all forms of 

teacher knowledge. In Vygotskian terms the social plane becomes the 

psychological plane through the zone of proximal development. Thus, the 

apprentice/mentor relationship is an effective way of transferring 

knowledge. 

Similarly, Shulman (1986) discusses the potential of using richly 

elaborated case studies, as they do in many legal and business programs, 

in teacher education programs. Students would study in detail typical, 

yet difficult, classroom situations. 
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Third, considering that development may play a crucial role in the 

growth of teachers it is probably advantageous for teachers to be 

exposed to as many ideas as possible related to development. Educating 

wise teachers must occur from the top down. Ammon and Hutchinson (1989) 

have reported on the Developmental Teacher Education Program at the 

University of California at Berkeley as one example. The goal of the 

program is to produce teachers who teach in ways that are consistent 

with developmental principles. 

Perhaps Lee's (1993) description of a typical wise teacher's 

classroom integrates the ideas generated in the present empirical model 

best with what teachers might want to do in their classroom. Lee states 

that in practice wise teaching is democratic, dialogic and ecologically-

valid. Wise teaching is democratic because teachers and students are 

full partners in an educational community. The interactive and equitable 

nature of democratic teaching is said to be evident in cooperative 

models that stress mutual trust and respect, mutual helpfulness, freedom 

of expression, and acceptance of differences (Knowles, 1980) . Wise 

teaching is described as dialogic because a disciplined dialogue occurs 

between teacher and student (See also Arlin [1990a] teaching as 

conversation). Disciplined dialogue manifests itself in the classroom in 

the form of dialogue journals, narratives, and story that "provide the 

perfect vehicle" to further the development emancipatory knowledge (Lee, 

1993, p. 19). Finally, wise teaching, according to Lee, is ecologically-

valid. Ecologically valid teaching reflects the interconnectedness. 
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interdependency, and interrelatedness between the known and the knower; 

toward a nonfragmented knowledge of being and becoming. An ecologically 

valid classroom, therefore, is integrative and directed toward dynamic 

knowing. It is open to the possibility that facts and information may 

take on new meanings in the context of discursive interplay. The wise 

teacher's cognitive flexibility tempered by responsibility and self-

reflection, results in mature action directed toward the common good. 

In Chapter 2 a major assiomption was made. It was noted that 

embedded in the discourse of our culture is a common conception of 

exceptional teaching. In interpreting the study and reviewing research 

such as Lee (1993) some evidence for this assumption has been acquired. 

With mounting evidence from this and other studies, perhaps there are 

certain definable aspects of exceptional teaching that teachers should 

strive towards. These definable aspects may be technical, practical and 

emancipatory knowing. It should be clear, however, that becoming a wise 

teacher is not nearly as straightforward as describing a wise teacher. 

At the very least the development of wise teaching, as it is described 

in this study, likely takes a number of years of classroom teaching. 

Nevertheless, I do think the ways of knowing (technical, practical, 

emancipatory) that provide the foundation for this model of teaching can 

be purposefully developed. 

In summary, a model of exceptional teaching based on Habermas's 

theory has been suggested. Habermas's theory of knowledge-constitutive 

interests is a theory of how human beings can know their world. It is a 
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comprehensive theory that seems to account for the fundamental ways that 

we can know. Wisdom is an equally thorough construct. Wisdom takes into 

account: a) intelligence and knowledge, b) social adeptness and 

morality, and, c) a way of thinking that frees people from narrow views 

and biased perspectives. Wisdom may be the best description of ultimate 

human development and Habermas's theory may be the best account of 

wisdom. Perhaps the concept of wisdom has a special resonance in minds 

of people. Robinson (1990) notes that the notion of wisdom has a special 

place in the history of humankind. In addition, a number of researchers 

(e.g., Arlin, 1990; Baltes and Smith, 1984; Lee, 1994), both in and out 

of teaching, have recently proposed the benefits of looking at 

exceptional later life development as wisdom. This study adds to the 

mounting evidence backing wisdom as a viable concept for the study of 

exceptionality. 

F. CONCLUSION 

Grimmett and Erikson, 1988, p. 34) state that.... 

the successes of such individuals [i.e., exceptional 
teachers] tend to be born and to die; beneficial 
consequences extend only to those pupils who have personal 
contact with such teachers.... The only way that we can 
prevent such waste is by methods that enable us to make an 
analysis of what the teacher does intuitively, so that 
something accruing from this work can be communicated to 
others. 
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G. POSSIBILITIES FOR FUTURE RESEARCH 

In terms of enhancing the present study a couple suggestions can 

be made. First, it would have been interesting to observe a novice and 

regular teacher in phase 3 as a comparison to the single wise teacher 

that was observed. Observing the other two levels of teachers would have 

solidified the results of phase 3. 

Relatedly, if I were to observe teachers for the same purpose in 

the future I would extend the observation period, again for the purpose 

of placing the study on more solid theoretical ground. Indeed, in a 

perfect world longitudinal studies would be helpful in order to truly 

chart the development teaching practice. 

Another suggestion is that future studies should validate the 

present formulation of wisdom in teaching against scales developed by 

other authors. For example. Teaching Dilemmas (Levitt, 1988), Life 

Planning Problems {Smith and Baltes, 1987), Cognitive Problem Finding 

(Arlin, 1990), Social Problem Finding, (Schwartz, 1977), Arlin Test for 

Formal Reasoning, (Arlin, 1986b), Reflective Judgment Interview 

(Kitchener et al., 1993), Dialectical Reasoning (Basseches, 1984) all 

could be used as a comparison base. It would be hoped that the wise 

teachers described in the present context could be confirmed as such by 

all of these measures, as well. 

Another suggestion for future research may be to determine if the 

everyday conceptions of school-age children differ from the conceptions 

of adults. The argument could be made that if the point is to describe 
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exceptional teachers of children and adolescents then perhaps it may be 

in5>ortant to ask what children and adolescents think exceptional 

teaching is. Indeed, it would interesting to compare prototype 

conceptions by adults (as in the present study) with children's' 

conceptions. Earlier in the thesis I noted a pilot study in which grade 

5 & 6 students' conceptions of both wise and expert teachers were 

studied. The general conclusion from this pilot study was that the 

students' conceptions of wise teaching formed into categories based on 

Habermas's theory, with the mean ratings for categories that related to 

practical knowing (kind, fair, etc.) being statistically higher than for 

any other category. Thus, indicating that these students felt strongly 

that descriptors related to practical knowing were the most important 

for "good" teachers to have. 

Finally, a related topic for a future study might be comparing 

teachers at different grade levels for the extent to which they utilize 

Habermas's three ways of knowing. I would guess that there might be an 

overall difference between descriptions of elementary and high school 

teachers with regards to use of technical, practical, and emancipatory 

knowledge. Furthermore, I would speculate that descriptions of "wise" 

secondary teachers might focus more on the technical aspects of 

Habermas's theory, whereas, descriptions of "wise" elementary teachers 

might focus more practical aspects of Habermas's theory. My hope is that 

this would not be the case. 
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VII. APPENDIX A 

A. EXPERTISE DESCRIPTORS IN DESCENDING ORDER 

N=30 TOTAL=230 MEAN=7•67 

1. IS SIMILAR DESCRIPTORS LABELED "OPEN-MINDED": open-minded, 
open-minded, open to suggestions, open to new ideas, open to 
criticism, open to constructive criticism, broad-minded, 
versatile, flexible, flexible, flexible, flexible, flexible, able 
to adapt to classroom situations, adaptability, adaptable. 

2. 15 SIMILAR DESCRIPTORS LABELED "WILLING TO CHANGE OR EVOLVE": 
willing to change or evolve, not afraid to change and experiment, 
willing to learn, continues to learn about subject area, 
constantly learning more about their subject, aware of new 
developments in teaching, kept abreast of their field, informed of 
new developments in their field, keeps updated on changes in the 
field, stays on top of current issues, aware of how their subject 
has evolved and its importance in the world, changes teaching 
methods, willing to try other teaching and learning strategies, 
use a variety of teaching strategies, committed to life-long 
learning. 

3. 12 SIMILAR DESCRIPTORS LABELED "INTELLIGENT, GENERALLY 
KNOWLEDGEABLE": knowledgeable, knowledgeable, knowledgeable, 
knowledgeable, wide knowledge base, problem solver, intelligent, 
quick thinker, well-read, well-read, well-informed, well-educated. 

4. 11 SIMILAR DESCRIPTORS LABELED "UNDERSTANDING, SHOWS EMPATHY": 
understanding, understanding, understanding, sympathetic, 
empathetic, empathy, understands young people, understanding, 
empathetic, empathetic, attentive to student needs. 

5. 10 SIMILAR DESCRIPTORS LABELED "APPROACHABLE": approachable, 
approachable, approachable, friendly, friendly, good natured, easy 
going, good rapport with students, good rapport with students, 
good rapport with students. 
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6. 9 SIMILAR DESCRIPTORS LABELED "THOROUGH KNOWLEDGE OF SUBJECT 
AREA, KNOWS SUBJECT AREA VERY WELL": conversant in the subject 
matter, knows subject material well, knowledge of subject area, 
teacher who knows the topic inside-out, knowledgeable of topic 
being taught, knows subject material, knows content very well, 
knows content, skilled and knowledgeable in a variety of subjects. 

7. 8 SIMILAR DESCRIPTORS LABELED "CONSISTENT, RELIABLE": 
consistent, consistent, consistent, consistent, reliable, 
reliable, responsible, responsible. 

8. 8 SIMILAR DESCRIPTORS LABELED "PATIENT": patient, patient, 
patient, patient, patient, patience, patient, patience. 

9. 8 SIMILAR DESCRIPTORS LABELED "FAIR": fair, fair, fair, fair, 
fair, fair, fair, fairness. 

10. 7 SIMILAR DESCRIPTORS LABELED "INTERESTING, LESSONS GRAB 
STUDENTS" ATTENTION": interesting, lessons grab students 
attention, interesting, interesting, interesting, stimulating, 
maintains class attention. 

11. 7 SIMILAR DESCRIPTORS LABELED "COMMUNICATES CLEARLY": 
communicates clearly, clear instructions, communicates clearly, 
clear, excellent communication skills, listener, good listener. 

12. 7 SIMILAR DESCRIPTORS LABELED "CARING": caring, caring, 
caring, sensitive, supportive, nurturing, giving. 

13. 7 SIMILAR DESCRIPTORS LABELED "DISCIPLINED CLASSROOM MANAGER, 
GIFT FOR KEEPING STUDENTS ON TASK AND IN CONTROL": disciplined 
classroom management, disciplinarian, firm, gift for keeping 
students on task and in control, good managers, classroom 
management skills, manage time well. 

14. 6 SIMILAR DESCRIPTORS LABELED "EXPERIENCE, EXPERIENCE WITH 
SUBJECT AREA" : experience with subject area, experienced, 
experienced in a variety of teaching fields, experienced, 
experienced, taught in variety of situations and a variety of 
students. 

15. 6 SIMILAR DESCRIPTORS LABELED "DEDICATED, COMMITTED": hard­
working, hard-working, hard worker, dedicated, committed, 
committed. 

16. 6 SIMILAR DESCRIPTORS LABELED "WITH-IT, STREET-SMART": with-
it, with-it, with-it, street smart, attuned, in tune with 
students. 
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17. S SIMILAR DESCRIPTORS LABELED "ENTHUSIASTIC": enthusiasm, 
excited about subject area, enthusiastic, enthusiasm, 
enthusiastic, passionate, energetic, outgoing. 

18. S SIMILAR DESCRIPTORS LABELED "SENSE OF HUMOUR": sense of 
humor, sense of humor, sense of humor, witty, fun, fun. 

19. 6 SIMILAR DESCRIPTORS LABELED "REFLECTIVE": reflective, 

reflective, reflective, critical thinker, critical thinker, 
critical thinker. 

20. 5 SIMILAR DESCRIPTORS LABELED PROFESSIONAL, PROFICIENT": 
professional, professional, proficient, effective, efficient. 

21. 5 SIMILAR DESCRIPTORS LABELED "INTERESTED, INVOLVED": 
interest, interested, involved, interested in topic, involved in 
all aspects of school. 

22. 5 SIMILAR DESCRIPTORS LABELED "ENCOURAGING": encouraging, 
encouraging, encouraging, encouraging, encourage. 

23. 5 SIMILAR DESCRIPTORS LABELED "CREATIVE": creative, 
creative, creative, imaginative, resourceful. 

The remaining descriptors were not used in the analysis. 

4 SIMILAR DESCRIPTORS: relates material to student experience, 
makes content relevant to students' lives, makes content relevant 
to students' lives, relate classroom to world. 

4 SIMILAR DESCRIPTORS: acknowledges individual differences, treat 
students as individuals, account for individual differences, 
tolerant of differences. 

3 SIMILAR DESCRIPTORS: considers learner first when teaching, 
involves students in learning, involves students in learning. 

3. SIMILAR DESCRIPTORS: cooperative, cooperative, cooperative. 

3. SIMILAR DESCRIPTORS: challenge, challenging, challenges 
students. 

3 SIMILAR DESCRIPTORS: respected by students, respected, 
respected. 
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3 SIMILAR DESCRIPTORS: moral consistency, non-racist, non-sexist. 

2 SIMILAR DESCRIPTORS: perceptive, good reader of human nature. 

2 SIMILAR DESCRIPTORS: older, more mature. 

2 SIMILAR DESCRIPTORS: goal oriented, focused. 

2 SIMILAR DESCRIPTORS: charismatic, charismatic. 

2 SIMILAR DESCRIPTORS: thick-skinned, tolerant. 

2 SIMILAR DESCRIPTORS: trustworthy, trustworthy. 

2 SIMILAR DESCRIPTORS: respectful of students, respectful of 
students. 

2 SIMILAR DESCRIPTORS: responds to students' needs, interested in 
whole student. 

1 DESCRIPTOR: focus on concepts not facts. 

1 DESCRIPTOR: computer literate. 

1 DESCRIPTOR: representative. 

1 DESCRIPTOR: enjoys working with children. 

1 DESCRIPTOR: creates positive classroom environment. 

1 DESCRIPTOR: unpredictable. 

1 DESCRIPTOR: allow Students to learn through discovery. 

1 DESCRIPTOR: unorthodox. 

1 DESCRIPTOR: objective. 

1 DESCRIPTOR: good judgment. 

1 DESCRIPTOR: classroom awareness. 
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B. WISDOM DESCRIPTORS IN DESCENDING ORDER 

N=30 TOTAL=274 MEAN=9.13 

1. 23. SIMILAR DESCRIPTORS LABELED "OPEN-MINDED": open minded, 
open, open, open, open to change, receptive, adaptive, open to 
other points of view, adaptable, open-mindedness, listens to 
advice, evaluates flexibly, flexible, flexible, flexible, 
flexible, flexible, accepting, changing, lenient, accepts without 
judging, puts aside their biases opinions and prejudices when 
dealing with students, compensatory. 

2. 16 SIMILAR DESCRIPTORS LABELED "ORGANIZED, PREPARED": 
prepared, prepared, prepared, prepared, organized, efficient, 
economic, organization, organization, good time managers, allocate 
time efficiently, time management, punctual, classroom manager, 
classroom control, keeps class busy. 

3. 13 SIMILAR DESCRIPTORS LABELED "INTELLIGENT, GENERALLY 
KNOWLEDGEABLE": knowledge, knowledge, knowing, cognition, meta-
cognition, educated, breadth of knowledge, intelligent, good 
memory, informed, informed, competent, uses knowledge 
beneficially. 

4. 10 SIMILAR DESCRIPTORS LABELED "THOUGHT PROVOKING": 
advocating, supportive, helpful, allow students to be involved in 
decision making, dwells on positive aspect of children's 
responses, allows students to discover knowledge for themselves, 
allows students to discover knowledge for themselves, discusses 
controversy, presents opposing views, thought provoking. 

5. 10 SIMILAR DESCRIPTORS LABELED "REFLECTIVE": reflective, 
reflective, thinks before they speak, weighs decisions, 
reflective, calculating, reflective, introspective, inquiring, 
constructively criticize. 

6. 9 SIMILAR DESCRIPTORS LABELED "UNDERSTANDING, SHOWS EMPATHY": 
understanding, understanding, understanding, compassionate, 
compassionate, compassionate, humane, human, human. 

7. 9 SIMILAR DESCRIPTORS LABELED "CALM": able to bypass emotions, 
calm, calm, clam, relaxed, composed, in control, emotional 
control, in control. 
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8. 8 SIMILAR DESCRIPTORS LABELED "THOROUGH KNOWLEDGE OF SUBJECT 
AREA, KNOWS SUBJECT AREA VERY WELL": knowledgeable in subject 
area, knowledgeable about many subjects, knows the subject matter, 
thorough knowledge of subject matter, knows subject area very 
well, knowledge of educational system and their place in it, 
knowledgeable about many subjects, extensive content area 
knowledge. 

9. 8 SIMILAR DESCRIPTORS LABELED "EXPERIENCE, EXPERIENCE WITH 
SUBJECT AREA": experience with siibject area, experienced, 
experienced in a variety of teaching fields, experienced, 
experienced, taught in variety of situations and a variety of 
students, experienced, experience. 

10. 8 SIMILAR DESCRIPTORS LABELED "CLASSROOM AWARENESS, 
OBSERVANT": observant, observant, attentive, aware, aware, alert, 
awake, awarene s s. 

11. 8 SIMILAR DESCRIPTORS LABELED "INTERESTED, INVOLVED": 
interested, interested, interested, involved, interested, 
involved, involved, involved. 

12. 8 10 similar DESCRIPTORS LABELED "CREATIVE": creative, 
creative, resourceful, resourceful, resourceful, resourceful, 
innovative, insightful. 

13. 2 SIMILAR DESCRIPTORS LABELED "SENSE OF HUMOUR": sense of 

humor, good humored, funny, sense of humor, sense of humor, 
humorous, fun. 

14. 7 SIMILAR DESCRIPTORS LABELED "TEACHING RELATES TO STUDENTS" 
EXPERIENCES": relates life and school, prepares student for life, 
teaching relates to students' experiences, relates to students' 
needs, relate curriculum to students' lives, relates to students' 
needs, integrates learning and real world. 

15. 7 SIMILAR DESCRIPTORS LABELED "ENTHUSIASTIC": enthusiastic, 

enthusiastic, enthusiastic, enthusiastic, enthusiastic, 
enthusiastic, eager. 

16. 6 SIMILAR DESCRIPTORS LABELED "WITH-IT, STREET-SMART": 
culturally literate, street-smart, "together", "with-it", with-it, 
connected to the real world. 

17. 6 SIMILAR DESCRIPTORS LABELED "APPROACHABLE": approachable, 

reachable, friendly, "phoneable," good listener, listens, 
gracious. 
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18. 6 SIMILAR DESCRIPTORS LABELED "RECOGNIZES INDIVIDUAL 
DIFFERENCES OF STUDENTS": recognizes individual differences of 
students, recognizes individual needs of students, loves each 
child for who they are, adapt to different learning styles, adapt 
to different learning styles, teaches to level of students. 

19. 6 SIMILAR DESCRIPTORS LABELED "ACCOUNTABLE": accountability, 
accountability, responsible, not afraid to admit error, takes 
criticism, can justify decisions. 

20. 6 SIMILAR DESCRIPTORS LABELED "GENEROUS": generous, 

generous, good willed, kind, unselfish, altruistic. 

21. 5 SIMILAR DESCRIPTORS LABELED "MAKES SOUND DECISIONS": sound 
decisions, makes sound decisions, makes sound decisions in 
unexpected situations, logical decisions, conclusive decisions. 

22. 5 SIMILAR DESCRIPTORS LABELED "CARING": caring, caring, 
caring, caring, sensitive.. 

23. 5 SIMILAR DESCRIPTORS LABELED "PATIENT": patient, patient, 
patient, patient, patient. 

24. 5 SIMILAR DESCRIPTORS LABELED "FAIR": fair, fair, fair, fair, 
fair. 

The remaining descriptors were not used in the analysis because 

frequency was less than five. 

4 SIMILAR DESCRIPTORS: will search out information on topics 
unsure of, willing to learn, actively seeks out new knowledge, 
likes to learn. 

4 SIMILAR DESCRIPTORS: old, over forty, retired, retired. 

4 SIMILAR DESCRIPTORS: worldly, worldly, worldly, worldly. 

4 SIMILAR DESCRIPTORS: socially aware, social skills, socially 
aware, socially aware. 

4 SIMILAR DESCRIPTORS: clean, attractive, healthy, healthy. 

4 SIMILAR DESCRIPTORS: respectful, respectful, respectful, 
respectful of students' point of view. 
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4 SIMILAR DESCRIPTORS: honest, honest, truthful, has integrity. 

4 SIMILAR DESCRIPTORS: objective, objective, objective, objective. 

4 SIMILAR DESCRIPTORS: humble, modest, humble, unassuming. 

3. SIMILAR DESCRIPTORS: tactful, diplomatic, careful with what 
they say. 

3 SIMILAR DESCRIPTORS: good advice, sought out for advice, good 
j udgment. 

3 SIMILAR DESCRIPTORS: subject mastery is not enough, knows that 
they cannot know everything, know that knowledge is not wisdom. 

3. SIMILAR DESCRIPTORS: knows pitfalls of certain decisions made or 
paths taken, knows when to act or not, prepared in unexpected 
situations. 

3 SIMILAR DESCRIPTORS: proactive, catch problems before they get 
out of hand, anticipates learning and management problems before 
they start. 

3 SIMILAR DESCRIPTORS: encouraging, encourages discussion, 
encourages child's point of view. 

3. SIMILAR DESCRIPTORS: experienced in life, life experiences, uses 
past experiences. 

3 SIMILAR DESCRIPTORS: communicates clearly, communicative, 
descriptive. 

3 SIMILAR DESCRIPTORS: will change lessons from class to class or 
year to year, accepting, tries different teaching styles, presents 
material in variety of ways. 

2 SIMILAR DESCRIPTORS: totally committed to teaching, dedicated, 
tenacious. 

2 SIMILAR DESCRIPTORS: inspirational, motivator. 

2 SIMILAR DESCRIPTORS: confident, self-confident. 

2 SIMILAR DESCRIPTORS: self-evaluative, evaluative. 

1 DESCRIPTOR: consistent. 
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1 DESCRIPTOR: careful. 

1 DESCRIPTOR: active. 

1 DESCRIPTOR: happy. 

1 DESCRIPTOR: popular. 

1 DESCRIPTOR: democratic. 

1 DESCRIPTOR: cooperates with co-workers. 

1 DESCRIPTOR: direct-not control the classroom. 

1 DESCRIPTOR: positive role model. 

1 DESCRIPTOR: gives Students space. 

1 DESCRIPTOR: proud. 
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VIII. APPENDIX B 

A. WISDOM IN TEACHING SCALE 

This study has to with people's ideas about categories. A category is 
like a concept, and includes many instances of similar things, sharing 
the same name, or label. For example, think of the category DOG. We can 
imagine many different kinds of dogs - poodles, terriers, German 
shepherds, and so on. Although they all seem different, they are members 
of the same category - dogs. We also seem to feel that some members of 
categories are more typical than others. For example, take the category 
RED. Imagine a true red. Now imagine an orangish red. Imagine purplish 
red. Although you might call the orangish or purplish red by the same 
name RED, they would not be as good examples of the category RED as the 
true red. In short, some reds are redder than others. In this study I 
would like you to decide how characteristic of a category various words 
and phrases are. 

Try to use the whole scale in your ratings. By doing so a better 
reflection of the differences you perceive between poor descriptors and 
good descriptors will be ascertained. I suggest that you read through 
all of the descriptors once to get an overall idea of them; then, 
proceed with your ratings. Please keep in mind that participation in 
this study is voluntary and you may withdraw at any time. 

Thank-you for your cooperation. 

AN EXAMPLE WITH FURNITURE. How typical are: chair, couch, table, 
ottoman, bookcase? Circle appropriate response on scale. 

0 1 2 

NOT AT ALL 

4 5 6 

MODERATELY 

9 10 

HIGHLY 

I would like you to do the same for a series of descriptors of "wise" 
teachers. Various descriptors will be presented and I would like you to 
rate them according to how typical you think they are of "wise" 
teachers. For example, wise teachers may be described as courteous, 
or well-dressed; how typical are these descriptors? Use the scale. 
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1 . ORGANIZED, PREPARED 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

2 . "WITH-IT", STREET-SMART 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

3 . CLASSROOM AWARENESS, OBSERVANT 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

4 . ACCOUNTABLE 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

5 . TEACHING RELATES TO STUDENTS' EXPERIENCES 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 
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6. THOUGHT PROVOKING 

0 1 2 3 

NOT AT ALL 

4 5 6 7 

MODERATELY 

8 9 10 

HIGHLY 

7. SENSE OF HUMOUR 

0 1 2 3 4 5 , 6 7 

NOT AT ALL MODERATELY 

8 9 10 

HIGHLY 

8. MAKES SOUND DECISIONS 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

8 9 10 

HIGHLY 

9. CALM 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

10. EXPERIENCED, EXPERIENCE WITH SUBJECT AREA 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 
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11. INTELLIGENT, GENERALLY KNOWLEDGEABLE 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

12. THOROUGH KNOWLEDGE OF SUBJECT AREA, KNOWS SUBJECT 

AREA VERY WELL 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

13. INTERESTED, INVOLVED 

1 2 3 

NOT AT ALL 

4 5 6 7 

MODERATELY 

8 9 10 

HIGHLY 

1 4 . ENTHUSIASTIC 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

1 5 . APPROACHABLE 

8 9 10 

HIGHLY 
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16. UNDERSTANDING, SHOWS EMPATHY 

0 1 2 3 4 5 6 7 8 

NOT AT ALL MODERATELY 

10 

HIGHLY 

17. FAIR 

0 1 2 3 4 5 6 7 8 

NOT AT ALL MODERATELY 

10 

HIGHLY 

18. REFLECTIVE 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

10 

HIGHLY 

19. CREATIVE 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

10 

HIGHLY 

20. CARING 

1 2 3 

NOT AT ALL 

5 6 7 

MODERATELY 

10 

HIGHLY 
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21. OPEN-MINDED 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

8 9 10 

HIGHLY 

22. RECOGNIZES INDIVIDUAL DIFFERENCES OF STUDENTS 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

8 9 10 

HIGHLY 

23. PATIENT 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

8 9 10 

HIGHLY 

2 4 . GENEROUS 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 
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B. EXPERTISE IN TEACHING SCALE 

This Study has to with people's ideas about categories. A category is 
like a concept, and includes many instances of similar things, all of 
which share the same name, or label. For example, think of the category 
DOG. We can imagine many different kinds of dogs - poodles, terriers, 
German shepherds, and so on. Although they all seem different, they are 
members of the same category - dogs. We also seem to feel that some 
members of categories are more typical than others. For example, take 
the category RED. Imagine a true red. Now imagine an orangish red. 
Imagine purplish red. Although you might call the orangish or purplish 
red by the same name RED, they would not be as good examples of the 
category RED as the true red. In short, some reds are redder than 
others. In this study I would like you to decide how characteristic of a 
category various words and phrases are. 
Try to use the whole scale in your ratings. By doing so a better 
reflection of the differences you perceive between poor descriptors and 
good descriptors will be ascertained. I suggest that you read through 
all of the descriptors once to get an overall idea of them; then, 
proceed with your ratings. Please keep in mind that participation in 
this study is voluntary and you may withdraw at any time. 

Thank-you for your cooperation. 

AN EXAMPLE WITH FURNITURE. How typical are: chair, couch, table, 
ottoman, bookcase? Circle appropriate response on scale. 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

I would like you to do the same for a series of descriptors of 
"expert" teachers. Various descriptors will be presented and I would 
like you to rate them according to how typical you think they are of 
"expert" teachers. For example, expert teachers may be described as 
courteous, or well-dressed; how typical are these descriptors? Use 
the scale. 

You may now proceed with the task, we will read through the descriptors 
once together. 
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1. CONSISTENT, RELIABLE 

0 1 2 3 4 5 6 

NOT AT ALL MODERATELY 

2. PROFESSIONAL, PROFICIENT 

9 10 

HIGHLY 

NOT AT ALL MODERATELY 

3. INTERESTED, INVOLVED 

HIGHLY 

0 1 2 3 4 5 6 

NOT AT ALL MODERATELY 

4. "WITH-IT", STREET SMART 

9 10 

HIGHLY 

0 1 2 
NOT AT ALL 

4 5 6 
MODERATELY 

COMMONICATES CLEARLY 

9 10 
HIGHLY 

0 1 2 

NOT AT ALL 

4 5 6 

MODERATELY 

9 10 

HIGHLY 
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6. ENCOURAGING 

0 1 2 3 4 5 6 

NOT AT ALL MODERATELY 

7. SENSE OF HUMOUR 

9 10 

HIGHLY 

0 1 2 

NOT AT ALL 

4 5 6 

MODERATELY 

9 10 

HIGHLY 

8. DISCIPLINED CLASSROOM MANAGER, GIFT FOR KEEPING STUDENTS 
ON TASK AND IN CONTROL 

0 1 2 3 4 5 6 

NOT AT ALL MODERATELY 

9. DEDICATED, COMMITTED 

9 10 

HIGHLY 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

10. EXPERIENCED, EXPERIENCE WITH SUBJECT AREA 

10 

NOT AT ALL MODERATELY HIGHLY 
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11. INTELLIGENT, GENERALLY KNOWLEDGEABLE 

0 1 2 

NOT AT ALL 

4 5 6 

MODERATELY 

9 10 

HIGHLY 

12. THOROUGH KNOWLEDGE OF SUBJECT AREA, KNOWS SUBJECT AREA 
VERY WELL 

0 1 2 3 4 5 6 7 8 9 10 

NOT AT ALL MODERATELY HIGHLY 

13. INTERESTING, LESSONS GRAB STUDENTS' ATTENTION 

0 1 2 3 

NOT AT ALL 

14. ENTHUSIASTIC 

4 5 6 7 

MODERATELY 

0 1 2 3 

NOT AT ALL 

15. APPROACHABLE 

4 5 6 

MODERATELY 

0 1 2 

NOT AT ALL 

4 5 6 

MODERATELY 

9 10 

HIGHLY 

9 10 

HIGHLY 

9 10 

HIGHLY 
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16. UNDERSTANDING, SHOWS EMPATHY 

0 1 2 

NOT AT ALL 

17. FAIR 

4 5 6 

MODERATELY 

9 10 

HIGHLY 

0 1 2 

NOT AT ALL 

18. REFLECTIVE 

4 5 6 

MODERATELY 

9 10 

HIGHLY 

0 

NOT 

19. 

0 

NOT 

20. 

0 

NOT 

1 2 

AT ALL 

CREATIVE 

1 2 

AT ALL 

CARING 

1 2 

AT ALL 

3 

1 
3 

3 

4 5 6 7 8 9 10 

MODERATELY 

1 1 1 1 
4 5 6 7 J 

MODERATELY 

4 5 ( 

MODERATELY 

HIGHLY 

i i ) 1 0 

HIGHLY 

7 8 9 : 

HIGHLY 

.0 

{ 
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2 1 . OPEN-MINDED 

0 1 2 3 4 5 6 7 

NOT AT ALL MODERATELY 

2 2 . WILLING TO CHANGE OR EVOLVE 

9 10 

HIGHLY 

0 1 2 

NOT AT ALL 

23. PATIENT 

4 5 6 7 

MODERATELY 

9 10 

HIGHLY 

0 1 2 

NOT AT ALL 

4 5 6 

MODERATELY 

9 10 

HIGHLY 
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IX. APPENDIX C 

CORRELATION MATRIX FOR THE WISDOM SCALE 

3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 

9t^ 
^ 

1 
2 

3 
4 
5 
6 
7 
8 
9 
10' 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 

£)3 
.33 
.16 
.00 
.09 
.08 
-.09 

X)3 
-.04 

.03 

.07 

.14 

.21 

.14 

.15 

.10 

.15 

.10 

.26 

.00 

.24 

.18 

.22 

_ 

-.04 

-.09 
.11 
-.06 

.10 

.05 
-.10 
-12 

0.0 
.06 
.04 
.07 
.09 
-.07 

-13 
.24 
.11 
.04 
.06 
.15 
-,09 

15 

-
.33 
35 
.01 
.09 
.16 
.17 
12 
.17 
.17 
.28 
36 
.22 
.28 
.20 
.20 
.01 
.4 8 
.17 
.26 
.28 
,22 

1 ORGANIZED 

2 WITH -IT 
3 OBSERVANT 
4 ACCOUNTABLE 

5 RELATES 
6 PROVOKING 

-
.03 
33 
.24 
.28 
.43 
.27 
.25 
.26 
.33 
.39 
.41 
.24 
.09 
.29 
.18 
.28 
.06 
.16 
,26 
39 

-
.23 
.18 
.28 
30 
.32 
33 
.25 
•18 
.28 
.26 
37 
.2 8 
.21 
07 
36 
.17 
,41 
,4 0 

,4 2 

-
,24 
.59 
38 
.44 
36 
33 
32 
32 

n 
.07 
20 
.22 
15 
,06 
06 
.23 
15 
31 

-
.10 
38 
.07 
.25 

-07 
39 
.65 
57-
.53-
36 
01 
30 
.43-

35 
32 
.45 
,49 

-
20 

40 
.41 
34 
18 
.08 
-11 
-.06 
17 
18 
.05 
-,03 

13 
J-4 
JOO 

.2 6 

7 HUMOUR 
8 SOU. 

9 CALM 

10 
11 
12 

DEC 

-
.36 
.21 
.25 
41 
.50 
.49 
.45 
33 
21 
.08 
51 
-.02 

24 
,55 
.4 7 

EXPERIENCED 
INTELLIGENT 
SUBJECT 

-

.71 

.78 
22 
.14 
.06 
-.09 
.18 
.15 
-.06 

-.08 

-13 
06 
.25 
26 

KNOW. 

-
.65 
.21 
09 
00 
-08 
18 
14 
-02 
-06 
-04 
02 
10 
.29 

-
24 
-02 
-.04 

-16 
-13 
.23 
01 
-10 
-07 
05 
05 
.25 

-
£7 

SO 
.41 
.22 
30 
.4 7 
.42 
^4 
32 
37 
.4 3 

13 INTERESTS 

-
.82 
.63 
.4 8 
.24 
.45 
.66 
.35 
.46 
.64 
.51 

14 ENTHUSIASTIC 

15 APPROACHABLE 
16 EMPATHY 
17 FAIR 

18 REFLECT. 

-
.76 
.4 8 
.27 
.47 
.76 
37 
.44 
.68 
.48 

-
.52 
14 
.41 
.77 
.4 6 

.41 

.59 

.49 

-
11 
.21 
.45 
.27 
.27 
.61 
.21 

-
,35 
23 
33 
31 
.06 
38 

-
.29 
.59 
.28 
22 
.52 

19 CREATIVE 

20 CARING 
21 OPEN-
22 IND. 

-
38 
34 
.64 
.44 

MINDED 
DIFF' 

23 PATIENT 

24 GENEROUS 

S 

-
36 
27 .57 
37 .48 .4 3 



B. CORRELATION MATRIX FOR THE EXPERTISE SCALE 

10 11 12 13 14 15 16 17 18 19 20 21 22 23 

JO 

û  

1 

2 

3 
4 

5 

6 

7 

8 • 

9 

10' 

11 
12 

13 
14 

15 
16 
17 

18 

19 
20 

21 
22 

-

.03 

.63 

.16 

.00 

.09 

.08 

-.09 

.03 

-74 

.67 

.77 

A4 
.21 

14 
15 
,10 

.15 

.10 

.2 6 

.00 

.24 

-

-.04 

.69 

ai 
-.06 

10 

.05 
-10 

-12 

10 

-06 
OA 
.07 

.05 
-.07 

-X2 
J24 
XI 
.04 

D4 

.15 

-

.13 

.10 

.01 

.09 

.16 

.17 

.62 

.77 

.55 

.18 

.03 

.12 

.18 

.2 0 

,2 0 
.01 

.08 
17 

.06 

-

.03 

.03 

.04 

.08 

.13 

.07 

.02 

.00 

.03 

.08 

.07 

2i 
.09 
.21 
.18 
.06 

.06 

.16 

-

.07 

J.8 

.05 

-.09 

.05 

.01 

.25 

.66 
,02 

-.03 
.08 
.05 

.21 

.07 

.07 

.17 

.04 

-

-24 

.19 

.08 

.04 

.06 

-.03 
.02 

.03 

.17 

.07 

.20 

.22 

.15 

.06 

.06 

.23 

-

,10 

.11 

.07 

.25 
-.07 

.19 

.11 

.07 

.03 

.76 

&X 
.2 0 

.03 

.05 

.02 

-

,20 

.10 

11 
-.14 

.13 

•08 

-XI 
-.06 

.17 

.18 

05 
-.03 

J.3 
.14 

-

J.6 

11 
-05 
.21 

.50 

.49 

.4 5 
02 
-.05 
.08 

.31 
-.02 
.34 

-

,71 

.78 

.22 

.14 

.06 
-.09 
18 

.15 
-.06 
-.08 

-13 
.06 

-

.65 
21 

.09 

.00 
-.08 

.18 
XA 
-.02 

-.05 

-.02 
.02 

-

.24 

-.02 
-.04 

-16 
-13 

.23 

.01 

-.10 

-.07 

.05 

-

,17 
.20 

.11 

.02 

.2 0 

.17 

-.02 

-.04 
.23 

-

.32 

.3 6 

.06 

-.08 
.05 
.4 6 

.05 

.4 6 

-

.56 

.08 

.07 

.07 

.4 6 

.07 

.44 

-

.02 

14 
.21 
.4 7 

.06 

.41 

-

.51 

.21 

.05 

.2 7 

.27 

-

.15 

.23 

.03 

.21 

-

.29 

.09 .08 

.02 34 .06 
23 J.8 -.09 .08 .26 .00 .15 -.04 .00 .45 ,25 .17 .05 .23 .44 38 .39 J21 .06 .22 ,44 .27 .47 

1 PROFESSIONAL 7 HUMOUR 13 INTERESTED/INVOLVED 19 CREATIVE 
2 WITH-IT 8 INTERESTING 14 ENTHUSIASTIC 20 CARING 
3 DEDICATED 9 RELIABLE 15 APPROACHABLE 21 OPEN-MINDED 
4 COMMUNICATES 10 EXPERIENCED 16 EMPATHY 22 ENCOURAGING 
5 WILLING TO CHANGE 11 INTELLIGENT 17 PAIR 23 PATIENT 
6 DISCIPLINED MANAGER 12 SUBJECT KNOW 18 REFLECT. 



C. ROTATED COMPONENT LOADING MATRIX FOR WISDOM SCALE 

COMPONENTS 

APPROACHABLE 

ENTHUSIASTIC 

PATIENT 

EMPATHY 

CARING 

HUMOUR 

CALM 

FAIR 

GENEROUS 

INTEREST 

.88 

.82 

.79 

.78 

.75 

.72 

.68 

.55 

.50 

.48 

- .05 

.09 

.09 

-.18 

-.14 

.10 

.41 

.05 

.34 

.25 

.23 

.30 

-.03 

.24 

.14 

.20 

-.10 

.09 

.43 

.48 

.13 

.17 

.14 

.13 

.38 

-.21 

.09 

-.04 

.16 

.17 

-.02 

-.01 

.32 

.23 

.19 

.00 

-.09 

.41 

.09 

- .14 

.09 

.00 

- .10 

- .09 

-.03 

.10 

-.09 

-.36 

.24 

- .01 

EXPERIENCED 

SUB KNOWLEDGE 

INTELLIGENT 

SOUND DEC 

THOUGHT PROV 

.11 

- .08 

.06 

- .12 

.17 

.87 

.82 

.80 

.64 

.64 

- .15 

-.03 

-.05 

.36 

.31 

.01 

.20 

-.01 

- .07 

-.09 

.08 

-.03 

.13 

.22 

-.05 

- .04 

.21 

.14 

- .28 

-.26 

OPEN MINDED 

CREATIVE 

.23 

.31 

-.15 

-.05 

.77 

.76 

-.01 

- .03 

.26 

- .10 

- .05 

.12 

216 



REFLECTIVE .03 .23 .55 .35 .02 .25 

OBSERVANT .17 .11 .05 .76 .29 -.15 

ORGANIZED .11 -.05 .04 .69 -.07 .08 

RELATES 

IND DIFF 

ACCOUNTABLE 

.27 

.39 

.35 

.34 

.06 

.40 

.04 

.33 

.18 

.13 

.23 

.39 

.72 

.42 

- .41 

.13 

.16 

-.16 

WITHIT -.02 .01 .17 -.04 .11 .82 

217 



ROTATED COMPONENT LOADING MATRIX FOR EXPERTISE SCALE 

COMPONENTS 

EXPERIENCE 

PROFESSIONAL 

DEDICATED 

INTELLIGENT 

THOR KNOWLEDGE 

1 

.85 

.81 

.80 

.79 

.62 

2 

-.05 

.13 

.09 

-.18 

.09 

3 

.13 

.07 

.06 

.24 

.05 

4 

.03 

.08 

-.03 

.13 

-.04 

5 

- .02 

-.01 

.20 

.34 

- .07 

6 

.71 

.00 

.14 

-.09 

.05 

7 

- .09 

- .11 

.12 

.08 

.00 

8 

.02 

- .01 

- .10 

.06 

.00 

APPROACHABLE 

CONSISTENT 

ENTHUSIASTIC 

ENCOURAGING 

CARING 

PATIENT 

EMPATHY 

.10 

.11 

.05 

.22 

.51 

.19 

.11 

.70 

.61 

.61 

.58 

.58 

.49 

.49 

.38 

-.10 

.19 

.32 

.25 

.16 

.17 

.00 

.05 

.48 

.40 

.02 

.08 

.45 

.-10 

.33 

- .04 

.07 

.28 

-.09 

- .15 

-.05 

-.01 

.41 

-.16 

- .04 

- .22 

.01 

- .15 

- .06 

- .36 

.09 

- .14 

.45 

.28 

.03 

.04 

.02 

.24 

-.01 

- .05 

- .14 

HUMOUR 

FAIR 

REFLECTIVE 

.08 

.06 

- .12 

.19 

.16 

.51 

.87 

.81 

.57 

-.03 

.23 

.36 

.23 

-.05 

.25 

.10 

-.01 

-.22 

-.07 

.13 

- .07 

.11 

.14 

.22 

EVOLVE 

INTERESTED 

.15 

.03 

.11 

.02 

.04 

.15 

.88 

.25 

-.05 

.02 

- .16 

.76 

- .02 

.08 

- .10 

.58 

DISCIPLINED .22 .24 - .15 .17 .84 - .01 .26 - .05 

218 



CREATIVE .22 .15 .40 .65 .33 -.19 .13 .35 

COMMUNICATES 

WITH-IT 

.05 

.21 

.01 

.07 

.01 

-.05 

.05 

.18 

-.07 

.04 

.02 

.31 

-.87 

.56 

- .06 

-.07 

OPEN-MINDED .17 .15 .03 .04 .20 .13 .87 - .13 
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