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KNOWLEDGE AND TEACHING

FOUNDATIONS OF THE NEW REFORM

Prologue: A Portrait of Expertise

Richly developed portrayals of expertise in teaching are rare. While many
characterizations of effective teachers exist, most of these dwell on the
teacher’s management of the classroom. We find few descriptions or analy-
ses of teachers that give careful attention not only to the management of
students in classrooms, but also to the management of ideas within class-
room discourse. Both kinds of emphasis will be needed if our portrayals
of good practice are to serve as sufficient guides to the design of better ed-
ucation. Let us examine one brief account.

o]

A twenty-five-year veteran English teacher, Nancy, was the subject of a
continuing study of experienced teachers that we had been conduct-
ing. The class was nearing the end of the second week of a unit on
Moby Dick. The observer had been well tmpressed with the depth of
Nancy’s understanding of that novel and her skill as a pedagogue, as
she documented how Nancy helped a group of California high school
juniors grasp the many faces of that masterpiece. Nancy was a highly
active teacher, whose classroom style employed substantial interaction
with her students, both through recitations and more open-ended dis-
cussion. She was like a symphony conductor, posing questions, prob-
ing for alternative views, drawing out the shy while tempering the
boisterous. Not much happened in the classroom that did not pass
through Nancy, whose pacing and ordering, structuring and expand-
ing, controlled the rhythm of classroom life.
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Nancy characterized her treatment of literature in terms of a gen-

eral theoretical model that she employed.
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L onal boasd for & t;l:.achers learn to teach and an attempt to d p rlol_
First, for the past t}fece ;rl::g. o
knowledee of ars, my colleagues and I hav :
womer. z‘fr heyp[f:ljfoiz and content grow in the minds ofe)’k;frlllgvr‘:let Chmi
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I e l;tdwnh the formulation that teaching re o t}[l)e past have
nowledee uires i i
‘ ers in most stateitéc?r?isgte(r)lfe “ pedagOgi.c al skills. Asscel:ssment: S;; ::il;’
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in the empirical research were translated into the desirable competencies
for classroom teachers. They became items on tests or on classroom-
observation scales. They were accorded legitimacy because they had been
«confirmed by research.” While the researchers understood the findings to
be simplified and incomplete, the policy community accepted them as suf-
ficient for the definitions of standards.

For example, some research had indicated that students achieved more
when teachers explicitly in formed them of the lesson’s objective. This
seems like a perfectly reasonable finding. When translated into policy, how-
eve, classroom-observation competency-rating scales asked whether the
teacher had written the objective on the blackboard and/ot directly told
the students the objectives at the beginning of class. 1f the teacher had not,
he or she was marked off for failing to demonstrate a desired competency.
No effort was made to discover whether the withholding of an objective
might have been consistent with the form of the lesson being organized
or delivered.

Moreover, those who hold with bifurcating content and teaching pro-
duced into policy what had been merely an

d simplification in the research. Teaching
ference to the adequacy

cesses have once again intro
act of scholarly convenience an
processes were observed and evaluated without re
curacy of the ideas transmitted. In many cases, observers were not

or ac
areas being observed, because it

expected to have content expertise in the
did not matter for the rating of teacher performance. Thus, what may have

been an acceptable strategy for research became an unacceptable policy

for teacher evaluation.
In this paper I argue t
while valuable, are not the sole source of evidence on w
finition of the knowledge base of teaching. Those sources should be un-
derstood to be far richer and more extensive. Indeed, properly understood,
the actual and potential sources for a knowledge base are so plentiful that
our question should not be, Is there really much one needs to know i
order to teach? Rather, it should express our wonder at how the exten-
eaching can be learned at all during the brief period

the rest of this paper provides:
base

hat the results of research on effective teaching,
hich to base a de-

sive knowledge of t
allotted to teacher preparation. Much of
the details of the argument that there exists an elaborate knowledge

for teaching.

A View of Teaching

1 begin with the formulation that the capacity to teach centers around the
following commonplaces of teaching, paraphrased from Fensterma‘:h”
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at underlie th
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pedagogical content knowledge is of special
he distinctive bodies of knowledge for teach-
gogy into an under-
re orrwgrz}rr'lized,

Among those categories,

interest because it identifies t
ing. It represents the blending of content and peda

standing of how particular topics, problems, or issues a
represented, and adapted to the diverse interests and abilities of learners,

and presented for instruction. Pedagogical content knowledge is the cat-
egory most likely to distinguish the understanding of the content special-
ist from that of the pedagogue. While far more can be said regarding the
categories of a knowledge base for teaching, elucidation of them is not a

central purpose of this paper.

Enumerating the Sources

ast four major sources for the teaching knowledge base: (1)
(2) the materials and settings of the

(for example, curricula, textbooks,

There are at le
scholarship in content disciplines,

institutionalized educational process
school organizations and finance, and the structure of the teaching pro-

3) research on schooling, social organizations, human learning,
d the other social and cultural phenomena

and (4) the wisdom of practice itself. Let

fession), (
teaching and development, an

that affect what teachers can do,
me elaborate on each of these.

SCHOLARSHIP IN CONTENT DISCIPLINES. The first source of the knowl-
¢, understanding, skill, and

edge base is content knowledge—the knowledg
dren. This knowledge rests

disposition that are to be learned by school chil
on two foundations: the accumulated literature and studies in the content
areas, and the historical and philosophical scholarship on the nature of

knowledge in those fields of study. For example, the teacher of English
should know English and American prose and poetry, written and spoken
and comprehension, and grammar. In addition, he or she
h the critical literature that applies to particular nov-
els or epics that are under discussion in class. Moreover, the teacher should
understand alternative theories of interpretation and criticism, and how
these might relate to issues of curriculum and of teaching.
Teaching is, essentially, a learned profession. A teacher is a m

a scholarly community. H { the structures of s

e or she must understanc
ject matter, the principles of conceptual organization, and t
Ip answer two kinds o

inquiry that he f questions in each fiel
important ideas and skills in this domain? and How are new ideas addec
dropped by those who produce knowledge in this

and deficient ones
That is, what are the rules and procedures of good scholarship or 4

language use
should be familiar wit

ember of

ub-_

he principles of

d: Whart are the:
i

Lontexry
: a iti
| conditions that will either facili

al'B_ﬂ_-
uify?.
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(1986) has observed that effective teaching research has much less to offer
to the teaching of understanding, especially of complex written material;
thus, the research applies more to teaching a skill like multiplication than
to teaching critical interpretations of, say, the Federalist Papers.

There are a growing number of such generic principles of effective
teaching, and they have already found their way into examinations such
as the National Teachers Examination and into state-level assessments of
teaching performance during the first teaching year. Their weakness, that
they essentially ignore the content-specific character of most teaching, is
also their strength. Discovering, explicating, and codifying general teach-
ing principles simplify the otherwise outrageously complex activity of
teaching. The great danger occurs, however, when a general teaching prin-
ciple is distorted into prescription, when maxim becomes mandate. Those
states that have taken working principles of teaching, based solely on em-
pirical studies of generic teaching effectiveness, and have tendered them
as hard, independent criteria for judging a teacher’s worth, are engaged
in a political process likely to injure the teaching profession rather than
improve it.

The results of research on learning and development also fall within the
area of empirical research findings. This research differs from research on
teaching by the unit of investigation. Studies of teaching typically take
place in conventional classrooms. Learning and development are ordi-
narily studied in individuals. Hence, teaching studies give accounts of how
teachers cope with the inescapable character of schools as places where
groups of students work and learn in concert. By comparison, learning
and development studies produce principles of individual thought or be-
havior that must often be generalized to groups with caution if they are
to be useful for schoolteaching.

The research in these domains can be both generic and content-specific.
For example, cognitive psychological research contributes to the devel-
opment of understanding of how the mind works to store, process, and
retrieve information. Such general understanding can certainly be a source
of knowledge for teachers, just as the work of Piaget, Maslow, Erikson,
ot Bloom has been and continues to be. We also find work on specific sub-
ject matter and student developmental levels that is enormously useful;
for example, we learn about student misconceptions in the learning of arith-
metic by elementary school youngsters (Erlwanger, 1975) or difficulties in

Brasping principles of physics by university and secondary school students
+Orexample, Clement, 1982). Both these sorts of research contribute to a

Owledge base for teaching.
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WISDOM OF PRACTICE. The final source
least codified of all. It s the wisdom of prac
flective rationalization for)
ers. One of the more important tasks for the research community is to
work with practitioners to develop codified representations of the practi-
cal pcdagngical wisdom of able teachers. As indicated above, much of the
conception of teaching embodied in this paper is derived from collecting,
examining, and beginning to codify the emerging wisdom of practice
among both inexperienced and experienced teachers.
The portrait of Nancy with which this paper began is only 0
many descriptions and analyses of excellent teaching we have been col-
lecting over the past few years. As we organize and interpret such data,

we attempt to infer principles of good practice that can serve as useful
guidelines for efforts of educational reform. We attempt to_keep the
accounts highly contextualized, especially with respect to the content-

specificity of the pedagogical strategies employed. In this manner we ¢on-
tribute to the documentation of good practice as a significant source for
reaching standards. We also attempt to lay a foundation for a scholarly
literature that records the details and rationales for specific pedagogical

guide (or provide re

ne of the
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inventive forms of notation and recording), teaching is conducted with-
out an audience of peers. It is devoid of a history of practice.

Without such a system of notation and memory, the next steps of analy-
sis, interpretation, and codification of principles of practice are hard to
pursue. We have concluded from our resea rch with teachers at all levels of
experience that the potentially codifiable knowledge that can be gleaned
from the wisdom of practice 1s extensive. Practitioners simply know a great
deal that they have never even cried to articulate. A major portion of the
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1986b, p. 14), Petrie (1986) correctly observed that I had not gone far
enough. Understanding, he argued, must be linked to judgment and ac-

tion, to the proper uses of understanding in the forging of wise pedagog-
ical decisions.

Aspects of Pedagogical Reasoning

I begin with the assumption that most teachin

g is initiated by some form
of “text”

: a textbook, a syllabus, or an actual piece of material the teacher
or student wishes to have understood. The text may be a vehicle for the
accomplishment of other educational purposes,
material is almost always involved. The followi
ical reasoning and action is taken from the p
who is presented with the challenge of taking what he or she already un-
derstands and making it ready for effective instruction. The model of ped-
agogical reasoning and action is summarized in Table 1.

Given a text, educational purposes, and/or a set of ideas, pedagogical
reasoning and action involve a cycle through the activities of comprehen-
sion, transformation, instruction, evaluation, and reflection.? The start-
ing point and terminus for the process is an act of comprehension.

but some sort of teaching
ng conception of pedagog-
oint of view of the teacher,

COMPREHENSION. To teach is first to understand. We ask that the teacher
comprehend critically a set of ideas to be taught.” We expect teachers to
understand what they teach and, when possible, to understand it in sev-
eral ways. They should understand how a given idea relates to other ideas
within the same subject area and to ideas in other subjects as well.
Comprehension of purposes is also central here. We engage in teaching

to achieve educational purposes, to accomplish ends having to do with
student literacy, student freedom to use and enjoy,

care and care for, to believe and respect, to inqu
velop understandings, skills,
just society. As teachers,
individual excellence wi

student responsibility to
ire and discover, to de-
and values needed to function in a free and

we also strive to balance our goals of fostering
th more general ends involving equality of op-
Portunity and equity among students of different backgrounds and cul-
tures. Although most teaching begins with some sort of text, and the
€arning of that text can be a worthy end in itself, we should not lose sight
Of the fact that the text is often a vehicle for achieving other educational
Purposes, The goals of education transcend the comprehension of partic-
ular texts, but may be unachievable without it.
Saying that a teacher must first comprehend both content and purposes,
OWever, does not particularly distinguish a teacher from non-teaching
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Table 7.1. A Model of Pedagogical Reasoning and Action.

Comprebension
Of purposes, subject matter structures, ideas within and outside the discipline
Transformation

n: crirical interpretation and analysis o
f a curricular repertoire,

Preparatio f texts, structuring and seg-
menting, development 0 and clarification of purposes
ntation: use of a representational repertoi
ations, explanations,

| repertoire which includes modes

re which includes analogies,

Represe
and so forth

metaphors, examples, demonstr
Selection: choice from among an instructiona
of teaching, organizing, managing, and arranging

Adaptation and Tailoring to Student Characteristics: consideration of concep-
tions, preconceptions, misconceptions, and difficulties, language, culture, and
motivations, social class, gender, age, ability, aptitude, interests, self concepts,

and attention

Instruction

Management, presentations,
tioning, and other aspects of
and the observable forms of classroo

interactions, group work, discipline, humor, ques-
active teaching, discovery or inquiry instruction,
m teaching

Evaluation

Checking for student understanding during interactive teaching
I

Testing student understanding at the end of lessons or units

Evaluating one’s own performance, and adjusting for experiences

Reflection

Reviewing, reconstructing,
class’s performance, and grounding ex

reenacting and critically analyzing one’s own and the

planations in evidence

New Comprehension

Of purposes, subject matter, students, teaching, and self

Consolidation of new understandings, and learnings from experience
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to the performance that consummates all this reasoning in the act of in-
struction.

INSTRUCTION. This activity involves the observable performance of the
variety of teaching acts. It includes many of the most crucial aspects of
pedagogy: organizing and managing the classroom; presenting clear ex-
planations and vivid descriptions; assigning and checking work; and in-
teracting effectively with students through questions and probes, answers
and reactions, and praise and criticism. It thus includes management, ex-
planation, discussion, and all the observable teatures of effective direct
and heuristic instruction already well-documented in the research litera-
ture on effective teaching.
We have compelling reasons to believe that there are powerful rela-
tionships between the comprehension of a new teacher and the styles of

teaching employed. An example, based on the research of Grossman
(1985), will illustrate this point.

O

Colleen had completed a master’s degree in English before entering a
teacher education program. She expressed confidence in her command
of the subject matter and began her internship with energy and en-
thusiasm. Her view of literature and its teaching was highly interpre-
tive and interactive. She saw fine literature as layered communication,
capable of many diverse readings and interpretations. Moreover, she
felt that these various readings should be provided by her students
through their own careful reading of the texts.

Colleen was so committed to helping students learn to read texts
carefully, a habit of mind not often found among the young or old,
that she constructed one assignment in which each student was asked
to bring to school the lyrics of a favorite rock song. (She may have re-
alized that some of these song lyrics were of questionable taste, but
preferred to maximize motivation rather than discretion in this par-
ticular unit.) She then asked them to rewrite each line of the song,
using synonyms or paraphrases to replace every original word. For
many, it was the first time they had looked at any piece of text with
such care.

When teaching a piece of literature, Colleen performed in a highly
Interactive manner, drawing out student ideas about a phrase or line,

accepting multiple competing interpretations as long as the student
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could offer a defense of the construction by reference to the text itself.

Student participation was active and hearty in these sessions. Based on
ns, one would have characterized Colleen’s teaching

these observatio
d, oc-

style with descriptors such as student-centered, discussion-base
casionally Socratic, or otherwise highly interactive.

Several weeks later, however, we observed Colleen teaching a unit
on grammar. Although she had completed two university degrees in
English, Colleen had received almost no preparation in prescriptive
grammar. However, since a typical high school English class includes
some grammar in addition to the literature and writing, it was impos-
sible to avoid teaching the subject. She expressed some anxiety about
it during a pre-observational interview.

Colleen looked like a different teacher during that lesson. Her in-

e evaporated. In its place was a highly didactic, teacher-

teractive styl
ntrolled

directed, swiftly paced combination of lecture and tightly-co
recitation: Socrates replaced by DISTAR. 1 sometimes refer to such
teaching as the Admiral Farragut style, “Damn the questions, full speed
ahead.” Students were not given opportunities to raise questions or
ews. After the session, she confessed to the observer
that she had actively avoided making eye contact with one particular
student in the front row because that youngster always had good ques-
tions or ideas and in this particular lesson Colleen really didn’t want
to encourage either, because she wasn’t sure of the answers. She was
sntent and adapted her instructional style to allay

offer alternative vi

uncertain about the cc
her anxiety.!!

[ ]

Colleen’s case illustrates the ways in which teaching behavior is bound
up with comprehension and transformation of understanding. The flexible
and interactive teaching techniques that she uses are simply not available
to her when she does not understand the topic to be taught. Having ex-
amined the processes of pedagogical reasoning and performance that are
prospective and enactive in nature, we now move to those that are retro-

spective.

EVALUATION. This process includes the on-line checking for understand-
d misunderstanding that a teacher must employ while teaching 10

as well as the more formal testing and evaluation that teacher
checking for such undcrs’:and_‘:
hension and transformatiof

ing an
teractively,
do to provide feedback and grades. Clearly,
ing requires all the forms of teacher compre
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Knowledge, Teaching Policy, and Educational Reform

ons, deliberations, and debates regarding what teachers
do have never been more active. Reform
efforts are underway: they range from raising standards for admission into
teacher education programs, to establishing state and national examina-
tions for teachers; from insisting that teacher preparation require at least
five years of higher education (because there is s0 much to learn), to ot-
ganizing elaborate programs of new-teacher induction and mentoring (be-
cause the most important learning and socialization can occur only in the
workplace).
Most of the current reforms rest on the call for greater professional-
ization in teaching, with higher standards for entry, greater emphasis on
the scholarly bases for practice, more rigorous programs of theoretical
and practical preparation, better strategies for certification and licensure,
and changes in the workplace that permit greater autonomy and teacher
leadership. In large measure, they call for teaching to follow the model of
other professions that define their knowledge bases in systematic terms,

periods of preparation, socialize neophytes into practice
and employ demanding

The investigati
should know and know how to

require extended
with extended periods of internship or residency,

national and state certification procedures.
Implicit in all these reforms are conceptions of teacher competence.

Standards for teacher education and assessment are necessa rily predicated
on images of teaching and its demands. The conception of the knowledge
base of teaching presented in this paper differs in significant ways from
many of those currently existing in the policy community. The emphasis
on the integral relationships between teaching and the scholarly domains
of the liberal arts makes clear that teacher education is the responsibility of
not the schools or departments of education alone.
Moreover, teachers cannot be adequately assessed by observing their teach-
ing performance without reference to the content being taught.

The conception of pedagogical reasoning places emphasis upon the in-
tellectual basis for teaching performance rather than on behavior alone.
If this conception is to be taken seriously, both the organization and con-
tent of teacher education programs and the definition of the scholarly
foundations of education will require revision. Teacher education pro-
grams would no Jonger be able to confine their activity to the content- free
domains of pedagogy and supervision. An emphasis on pedagngical conr
tent knowledge would permeate the teacher preparation curriculum. A
national board examination for teachers would focus upon the teachers

ability to reason about teaching an | to bas¢

the entire university,

d to teach specific topics, anc

——
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have reason to believe that teacher comprehension is even more critical for

the inquiry-oriented classroom than for its more didac
of teaching are the objectives of students learn-

roblems, learning to think critically and
principles, and rules of procedure.

s often not an end
her goals. Never-

tic alternative.

Central to my concept
ing how to understand and solve p
creatively as well as learning facts,
Finally, I understand that the learning of subject matter i
in itself, but rather a vehicle employed in the service of ot
theless, at least at the secondary level, subject matter is a 1y
vehicle for instruction, whatever the ultimate goal.
he teacher’s perspective and, hence, may
y teacher-centered. I do not mean to
arning for the process of education,
student learning over teacher compre-
eaching must recognize that out-
st be considered in any adequate

early universal

3. This formulation is drawn from t
be viewed by some readers as overl
diminish the centrality of student le
nor the priority that must be given to
hension. But our analyses of effective t
comes for teachers as well as pupils mu
treatment of educational outcomes.

d this list in other publications, though, admittedly, not with
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for example, Shulman, 1986b; Shulman &

great cross-article consistency (
Sykes, 1986; Wilson, Shulman, & Richert, in press).
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is is of limited value if the
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