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CHAPTER 1 INTRODUCTION

This introductory chapter begins by stating the theme of the present study (1. 1). Teacher
education in a climate of change is described as the activity setting in which this theme
was developed (1. 2). From this description the concepts ‘professional image’ and
‘professional profile’ are singled out for closer inspection (1. 3). These concepts are
placed under the more general category of assignment of meaning to teaching, as
derived from the theoretical tradition authored by L. S. Vygotsky (1. 4). The chapter is
concluded by an overview of the following chapters of this book (1. 5).

1. 1 Theme of the present study
The theme of this study is the assignment of meaning to teaching. This theme holds such
questions as:

* What contribution is expected of school teaching to the reproduction and
development of society?
* What is teaching expected to contribute to the education and development of
people and especially of children and adolescents?
* What roles and functions do teachers have to fulfill to answer legitimate
expectations?
* How is teaching appreciated in society?
* What makes teaching worth while as an occupation?

The relevance of this theme, involving such questions of meaning about a long-standing
social practice, may be first argued from the observation that school teaching, as
practiced in the Netherlands and abroad, is currently subject to renewed discussion and
change. These discussions and changes may bring home the more general point that
what it means to be a school teacher, in the eyes of society, of pupils and of teachers
themselves, is never self-evident but a matter of definition, interpretation, negotiation
and choice.
Assignment of meaning has been studied as a process which may be supported by
teaching. Teaching may help pupils to make personal sense of the cultural heritage that
is offered to them (Van Oers, 1996, p. 206). Teaching may introduce pupils to socially
meaningful activities (Moll, 1990, p. 8). The emphasis on ‘teaching meaning’ has been
founded in a definition of learning as a process of assigning meaning to the world and to
oneself (Carpay, 1993; Van Oers & Wardekker, 1997, p. 206). To prevent possible
misunderstanding it should be stated at the outset that the present study is devoted to
the assignment of meaning to teaching, not through teaching. These two themes may be
regarded as related in the sense that teaching is itself an area of socially meaningful
activity, whose meanings have to be explored and appropriated by beginning
practitioners.
Our study takes up this theme as it presents itself in the field of teacher education. In this
study teacher education is regarded as an intermediary between the societal assignment
of meaning to teaching and the personal assignment of meaning to teaching by
(beginning) teachers. Also teacher education, educating tomorrow’s teachers, mediates
between emergent conceptions of teaching, yet to be implemented in practice, and the
actuality of teaching. The way in which teacher education can fulfill its intermediary
roles will be treated as a problem to be explored. In practical terms this problem may be
worded as how teacher education can help trainee teachers to orient themselves in
teaching as an occupation in change, and to develop a perspective on teaching which is
valid both in a professional and in a personal way.
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More particularly the present study inquires into the relation between conceptions of
teaching on the public and on the personal level in the context of teacher education. This
is done empirically in the form of an exploratory and descriptive inquiry into the way
personal conceptions of teaching develop in trainee teachers, in relation to a publicly
defined professional image of teaching, and under conditions of an institutional
environment, as exemplified by the postgraduate program for preservice teacher
education of universities in the Netherlands.
The present study aspires to practical relevance by contributing towards an
understanding of conditions in the teacher education environment under which trainee
teachers may develop an outlook on teaching with public as well as personal validity.
As to its aspired theoretical relevance the present study intends to examine the
possibilities of a particular theoretical tradition for clarifying the above practical
question. A promising approach to the study of assignment of meaning has been found
in the sociohistorical school of psychology which is based on ideas of L. S. Vygotsky.

1. 2 Teacher education in a climate of change
The activity setting explored in this study is, broadly, the field of teacher education.
More narrowly circumscribed, the theme guiding this study was prompted by issues in
the preservice education of secondary school teachers in the Netherlands. Specifically the
area singled out for empirical inquiry is the program for postgraduate teacher education
established to supply the pre-academic levels of secondary schools with academically
trained teachers. It will be attempted to approach this specific area in such a way that it
may serve as an exemplary situation from which findings may - within limits - be
generalized.
Being taken up in processes of change the area under study shows a heightened
awareness of the changeability of school teaching, involving a reappraisal of its
meanings. For this reason the studied area lends itself to an exploration of assignment of
meaning to teaching. In the following sections we will discuss the climate of change
affecting teacher education under the four headings of educational changes, the status of
teaching, teachers’ professionalism, and the professionalization of teacher education
itself.

Educational changes
In the Netherlands a first properly vocational preparation for teaching in secondary
schools, the so-called ‘New Teacher Education’ program, was set up in the 1970s. The
predicate of novelty referred not only to the program itself, but also to the intention of
using this program for the production of ‘new’ teachers to serve the implementation of a
new comprehensive secondary school which was at that time an object of national policy.
Under the constitution of the Netherlands a balance has been struck between (religious
and pedagogic) freedom for individual schools and overall responsibility and control on
the part of the national government. This control is effected through the government’s
power to attach conditions to its funding of schools and other educational establishments
(including establishments for teacher education). Under these conditions teacher
education, apart from maintaining the strength of the workforce, may be used as an
instrument to serve innovation. However, the experience with the New Teacher
Education program showed that an emphasis on innovation through teacher education
tends to create a counter-productive tension between teacher education and the actuality
of teaching in schools. Because of this tension both trainee teachers and schools may
rightfully feel let down by the teacher education program. In the light of this experience
the role assigned to teacher education in the process of educational change has become
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more the role of an active participant than that of a trendsetter. More recent statements of
government policy (e.g. Ministry of Education, 1993, p. 7-8) tend to emphasize that
teacher education should remain in close contact with teaching practice in schools.
After the breakdown of the attempt to restructure the system of secondary schooling on
comprehensive lines, innovative efforts were redirected in the 1980s to the - politically
more feasible - project of curricular reform within the existing structure. For the first
phase (ages 12 to 15) this reform was aimed at the establishment of a common
curriculum of ‘basic education’ with an emphasis on active learning, coherent learning
(versus fragmentation), high-quality learning results (‘knowledge, insight, skill’), and the
application of school
knowledge outside the school. Reform of the second phase (ages 16 - 18) was directed to
following up basic education by a ‘study house’ allowing pupils more room for
independent study and greater autonomy in planning and organizing their learning at
school. It was recognized that for both phases this reform was to bring along far-reaching
changes in the roles of secondary school teachers. Teachers would have to function more
as arrangers of learning situations and as facilitators, less as instructors. Also the
realization of basic education and study house would require of teachers to work more
strongly as teams (e.g. ABOP Teachers’ Union, 1989; Veenstra, 1993).

The status of teaching
In the Netherlands with respect to the status of teaching the term ‘imago’ (Van Wissen,
1991) is often used. When the emphasis is on the status of teaching in the eyes of the
profession itself the term ‘self-image’ (D. ‘zelfbeeld) is also used (Van Oenen & Karsten,
1991; Sleegers & Klaassen , Eds., 1994).
In the discussion about the status of teaching it is mostly assumed that the social
appreciation of teaching has declined (ABOP Teachers’ Union, 1989; Van Oenen &
Karsten, 1991; APS National Center for School Improvement, 1993; Sleegers & Klaassen ,
Eds., 1994; Verloop, 1995, p. 110). This idea has been recently questioned by Sikkes
(2000). It has been proved difficult to substantiate this claim from a historical perspective
(Van Oenen & Karsten, 1991; CTL Commission on the Future of Teaching, 1993).
Problems in connection with the teacher’s imago and self-image are attributed to a
variety of causes. These causes may be ordered on a dimension running from extrinsic to
intrinsic. Extrinsic causes refer to conditions of employment and working conditions
such as salary and workload; intrinsic causes to changes in the teacher’s role or, more
broadly, to changes in the role of school education in society. Thus Smets (1988, cited in
Van Wissen, 1991) speaks of the erosion of the teacher’s role as a pedagogue; Van Oenen
& Karsten (1991) refer to a loss of authority and prestige on the part of the school. Over
against the opinion that teachers fulfill a key role in society (ABOP Teachers’ Union ,
1989) or a cardinal function in education (CTL Commission on the Future of Teaching,
1993) it is argued that the teacher's function has lost weight and quality through the rise
of other carriers of culture and sources of information (Van Oenen & Karsten, 1991;
Verloop, 1995, p. 110) or by the growth of educational expertise outside the school
(Sleegers & Klaassen, Eds., 1994). Such a view leads to the expectation that future
teachers will no longer take an active role in the design or innovation of education
(Dodde, 1991).
Depending on the weight assigned in the analysis to one cause or another, different
suggestions are made for the restoration or reinforcement of the imago, self-image, self-
confidence, self-respect or ethos of the teaching profession. Corresponding to the
analysis of causes these suggestions may be placed on the same dimension from extrinsic
to intrinsic. More extrinsic proposals involve the introduction of merit pay (Sleegers &
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Klaassen , Eds., 1994), of a stronger differentiation of functions and tasks (ABOP
Teachers’ Union, 1989) or of career ladders (e.g. ABOP Teachers’ Union, 1989; Wubbels,
1992a). More intrinsic proposals e.g. seek to counter the erosion of the teacher’s
pedagogic role by reinforcing the social meaning of teaching (Smets, 1988, cited in Van
Wissen, 1991). In terms of this distinction Pouwels (1988, cited in Van Wissen, 1991)
argues that on the basis of an influential older report on task conditions of teachers (ITS
Institute for Applied Sociology, 1973) extrinsic measures were taken which only had a
negative influence on the mobility of the teaching force, whereas the data might with
equal right have led, more intrinsically, to a professionalization of the teacher’s role and
of school management. One study recommends reinforcement of the intrinsic value of
the teaching profession as a prime factor for stimulating a supply of labor (SOSA
Foundation Organization for Strategic Labor Market Studies, 1990).

Teachers’ professionalism
The discussion about the professionalism of teaching and teachers may be regarded as
inspired both by educational changes involving changes in the teacher’s role, and by the
issue of the status of teaching in society. In this discussion an effort is made to redefine
and re-position teaching in such a way that new demands can be met, together with an
improvement of the social image and attractiveness of teaching (Knoers, 1987; ABOP
Teachers’ Union, 1989).
The current discussion of teachers’ professionalism revives an issue of longer standing.
A quarter of a century ago Lortie (1977, p. 10) noted that teaching ‘is permeated with the
rhetoric of professionalism’ but that in fact ‘teaching is only partially professionalized’
(ibid., p. 23). In support of this observation Lortie puts forward ‘that the work
relationships of teachers are marked more by separation than by interdependence’ (ibid.,
p. 23), and that teachers lack a common technical vocabulary (ibid., p. 73) as well as a
common repository of technical knowledge (ibid., p. 76). As a result the apprenticeship
of teaching remains strongly dependent on personal experience and informal exchange:
‘Each teacher must laboriously construct ways of perceiving and interpreting what is
significant’ (ibid., p. 73).
As distinguished by Jansma, Wubbels & Brekelmans (1992), professionalism may be
approached from an outside and an inside perspective. The outside perspective derives
its standards from a comparison between different occupations. The choice of these
standards appears to be a fairly arbitrary one and their application to teaching creates
problems. In the light of this outside perspective the general point of view (based on
Etzioni, 1969) is that teaching is no more than a semi-profession (Knoers, 1987; Sleegers
& Klaassen , Eds., 1994; Verloop, 1995, p. 112). APS National Center for School
Improvement (1993) speaks, more charitably, about teachers as professionals in a semi-
professional organization.
The inside perspective focuses on teaching itself and inquires into the teacher’s role as
well as into the qualities and conditions required to make it possible for teachers to
adequately fulfill this role. In connection with this perspective use has been made of a
further distinction,  viz. between a restricted and an extended professionalism (Wubbels,
1992a, with reference to Hoyle, 1975). A restricted professionalism reduces teachers to
the position of operatives, carrying out policies and programs designed by others. In
connection with this view of professionalism Wise (1989) speaks about ‘teacher-proof
curricula’. An extended professionalism broadens teachers’ tasks and responsibilities to
include the programming and designing of education. But this requires that teachers
should exchange their individual autonomy inside the classroom for a shared autonomy
inside the school.
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Professionalization may concern the individual practitioner, teaching teams within
schools, as well as the vocational group as a whole. With respect to the individual
practitioner there is - not exclusively in the case of university-trained teachers - strong
support for the idea of a reflexive and inquiry-oriented teacher who can actively
contribute to the development of the education process at his or her own school (e.g.
Knoers, 1987). Another description accentuates the role of the teacher as an ‘educational
engineer’, able to design modern learning environments (Ten Brinke, 1990).
The further professionalization of the vocational group as a whole is regarded as
requiring the development and use of a professional code, a professional ethos (Knoers,
1987) or a standard for the evaluation of professional requirements (ABOP Teachers’
Union, 1989; Verloop, 1995, p. 129; Steering Group Professional Quality of Teaching,
1997).
Most proposals for the professionalization of teachers, especially from the inside
perspective, involve consequences for their initial and continuing training and
professional development (e.g. ABOP Teachers’ Union, 1989; Wubbels, 1992a; CTL
Commission on the Future of Teaching, 1993). Thus the issue of teachers’ professionalism
touches on the professionalization of teacher education (e.g. Knoers, 1987).

Professionalization of the teacher education program for university-trained
teachers
From the early 70s universities in the Netherlands developed an interest in
professionalizing their own provision for the preparation and certification of graduates
for teaching in the higher levels of secondary education. This interest developed partly
under the influence of the New Teacher Education program for the preparation of
teachers outside the university (above, p. 2). But also it was realized that the professional
education of academically trained teachers was lagging behind that of comparable
professions such as medical doctors and engineers. In the 70s certification was still based
on very modest requirements involving attendance in two courses (respectively in
subject methodology and in general pedagogy) as well as a short spell of ‘attending
lessons’ in a secondary school. The development of a more substantial period of school
practice became the nucleus of reform (e.g. ARCULO Academic Council, 1979; Brouwer,
1989; Koetsier, 1991). Over the years a consistent scheme for preservice teacher education
was developed within the context of educational change and discussions about the
teaching profession as described above. By 1987 a fully restructured provision for
university-based teacher education was launched under the then recently introduced
two-phase structure for higher education. The preservice provision now comprised a
two month pregraduate orientation phase followed by a twelve month postgraduate
phase devoted in equal measure to school practice and to the theoretical study of school
teaching.

1. 3 The concepts ‘professional image’ and ‘professional profile’
In the development of the new university-based teacher education program the concepts
of a ‘professional image’ (Dutch: ‘beroepsbeeld’) and a ‘professional profile’ (Dutch:
‘beroepsprofiel’) played an important role. As the theme of this study involves an
examination of the nature and use of these concepts, their introduction into the planning
and curriculum of university-based teacher education will be given some more detailed
attention. As to the concepts themselves it should be observed that the two terms
‘professional image’ and ‘professional profile’ are sometimes used indiscriminately, but
that they may be distinguished by using ‘professional image’ for a more general
description of essentials, and ‘professional profile’ for the elaboration of these essentials
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into a specification of tasks and - especially - abilities (Verloop, 1995, p. 118). This
distinction also shows up in format, as a professional image may be expressed in just a
few statements, or even be compressed into a single term, whereas the description of a
professional profile may grow to the size of a small book.

Professional image and professional profile: their introduction into university-
based teacher education
In this section planning and evaluation documents of university-based teacher education
will be inspected for their use of the concepts ‘professional image’ and ‘professional
profile’ as such. At a later moment (below, p. 71 ff.) we will return to these documents
for an inspection of the contents of the professional image and profile they present.
As an early report (ARCULO Academic Council, 1980) shows, the design and use of a
professional image of teaching was, at that time, something to be expressly justified. The
report acknowledges the fear that such an image might do insufficient justice to the
pluriformity of views entertained about teaching in society, as well as to changes
expected to take place in the teaching profession. In spite of these objections the report
considers a ‘sketch of the basic structure of teaching in pre-academic sectors of secondary
schools’ a necessary condition for creating a curriculum. This need is argued from shifts
in the traditional task complex of teachers as well as from changes in the way
information and knowledge become accessible to learners. Hence a professional image
must be constructed which is both in accordance with the actuality of teaching and open
to expected changes (ibid., p. 8). The proposed professional image (also called a profile)
is worked out in terms of five groups of abilities, respectively concerning the studied
discipline, diagnosis and evaluation, methods, pedagogy, and organization (ibid., p. 9).
This professional image is to function as a framework providing the main starting-points
for a teacher education program (ibid., p. 11). The final attainment level of the initial
teacher education program is specified from the professional image (ibid., p. 18).
A subsequent report (ARCULO Academic Council, 1985) affirms that ‘the aim of
professionalization should first of all manifest itself in the central role played by the
professional image of teaching in the way teacher education is programmed’ (ibid., p.2).
Although the development of programs is to be left to individual teacher education
establishments, quality standards for these programs have to be shared (ibid., p. 1). An
explicitly defined professional image is considered a guarantee for the preparation of
teachers able to function responsibly and independently under conditions of change
(ibid., p. 3). Such a professional image should be founded in an analysis of teaching as a
field of activity and in an anticipation of developments in this field (ibid., p. 4). The
professional image is described in four points in which one essential functional
characteristic (the teacher as subject expert plus pedagogue) is worked out into required
qualities (ibid., p. 4). This professional image is regarded as a basis for the specification
of tasks and abilities of teachers as well as for controlling the quality of the teacher
education program (ibid., p. 2). Taking the view that the order of tasks and the order of
abilities do not coincide (ibid., p. 7), the report specifies both broad tasks (ibid., p. 6) and
broad abilities (ibid., p. 7). Without arguing its abstention on this point, the report does
not specify a final attainment level of initial teacher education.
The above report served as the basis for a general plan for the preservice education of
university-trained teachers, commissioned by the Ministry of Education (Commission
General Plan, 1986). This general plan uses the professional image designed by ARCULO
Academic Council (1985), now termed ‘professional profile’, with some minor
modifications, as its starting-point.
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In 1992 the restructured teacher education program was subjected to a first visitation
organized by the universities themselves. In its report (VSNU Netherlands’ Universities,
1992) the visitation commission characterizes the teachers to be prepared by this
program as professionals, able to interpret unique situations in the light of scientific
knowledge, to develop themselves professionally by reflecting on their practice and by
assimilating new relevant knowledge, and to contribute actively to innovations. The
professional image as developed in ARCULO Academic Council (1985) is assessed as
strong on teacher tasks, but lacking in attention to personal development (both of pupils
and of teachers themselves), and hence as ready for a revision.
The recommendations of the visitation commission led to the drawing-up of a (renewed)
General Plan (VSNU Netherlands’ Universities, 1996). It is introduced as presenting ‘core
decisions’ on which local choices may be founded, and as a plan to which all university-
based teacher education establishments*) have pledged allegiance. The professional
profile of graduate teachers is approached from three angles, respectively the
educational identity of the school, the characteristics of adolescents, and professionalism
in teaching. Teachers as professionals should be able to manage their own professional
development. In this respect the teacher’s ability to construct and revise personal
working theories plays an important role.
The professional profile of the graduate teacher is now worked out into four tasks
(instruction, guidance, organization, research and development) and into an ability
profile comprising four attitudes (scientific, interdisciplinary, inquiry and innovation
oriented, and pedagogical).
In the advice leading up to this general plan (Commission General Plan-1994, 1995) the
procedure followed for its construction and the place of a professional profile in this
procedure are set out more explicitly. Starting out from a frame of reference including
social changes, educational changes and changes in the characteristics of learners, a
concept of schooling is formulated which in its turn leads to the definition of a
professional profile. This professional profile determines the curriculum of the teacher
education program. In the advice this procedure is called ‘the royal road’.
In connection with this stretch of local history it should be noted that the introduction of
the concepts ‘professional image’ and ‘professional profile’ may also be exemplified from
other related settings, such as, in the Netherlands, teacher education for primary schools
(e.g. Coonen & Franssen, 1981). In this instance, too, the introduction of these concepts
took place in a climate of change and reform.
In the early 90s the governmental Commission on the Future of Teaching (CTL, 1993)
advised the Ministry of Education to use a professional image of teaching as a
touchstone for the quality of teacher education. The Ministry, confirming its
responsibility for the quality of teaching, announced its intention to develop a new
system of professional profiles, ability requirements and the assessment of these
requirements (Ministry of Education, 1993). The National Pedagogic Centers **) took up
the description of ‘general professional profiles’ of teachers in primary and secondary
schools (VSLPC Pedagogic Centers, 1993, 1995, 1996). These profiles were worked out in
accordance with two criteria of the Ministry of Education: 1) that they should leave room
for an individual elaboration on the part of teacher education establishments and 2) that
they should agree with the quality requirements for the education sector as laid down in
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx
*) The term teacher education establishment is used throughout in this study to refer to a teacher
education institute together with the practice schools cooperating with the institute.
**) In the Netherlands three cooperating pedagogic centers, respectively serving non-
denominational, Roman-Catholic and Protestant schools, support school innovations.
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legislation. Five functions to be fulfilled by these profiles were specified as: definition of
teaching as a professional sector in society, task division within schools, program
development in preservice and inservice teacher education, quality control, and teachers’
career development (VSLPC Pedagogic Centers, 1993). In the same period a comparable
development of teachers’ profiles was undertaken in Belgium (VLOR Flemish Education
Council, 1993).
More recently these profiles have been further elaborated into specifications of a starting
competence for teachers in primary and secondary schools, to be developed through
initial teacher education (VSLPC, 1997; Ministry of Education, 1999, 2000).

Professional image and personal theories
The use of the concept of a professional image in teacher education policy and
curriculum developed in the same period as the attention to personal theories as a key
factor in the formation and practice of teachers (e.g. Corporaal, 1988). Although the
relation between both constructs has been noted (Verloop, 1995, p. 136), their more or
less simultaneous emergence appears to have taken place on parallel lines rather than in
mutual interaction. However this may be, if teacher education is to recognize and use
both of these constructs - as it has been advised for university-based teacher education in
the Netherlands (VSNU Netherlands’ universities, 1996) - it will have to harmonize the
implications of each of these constructs taken by itself.

Professional image: some historical and analytical notes
Starting out from the above historical sketch, and for a first attempt to explore the
relation between conceptions of teaching on the public and the personal levels, we will
now go a little more deeply into the concept of a ‘professional image’.
As a concept the professional image may be approached historically, in relation to its
ancestry, and analytically, in relation to concepts to which it bears a family resemblance.
The professional image of teaching has an ancestry in teacher typologies as discussed e.g.
in Knoers (1971) and Vonk (1982). Knoers (1971) makes a useful distinction between
typologies which are developed by way of an empirical study of teachers (as instanced
by Bush, 1954 and Ryans, 1960) and typologies constructed theoretically by way of an
analysis of the educational situation and the teacher’s function (as instanced by
Caselmann, 1964) *) .
In the light of this distinction the current use of the professional image stems clearly
from the second group, approaching teaching from a theoretical and normative rather
than from an empirical point of view. In fact, the term ‘professional image’ (Dutch:
‘beroepsbeeld’) was coined in the sphere of the sociology of occupations and first
practically applied in the area of labor market information and careers guidance **).
Abstracting from its variable content the formal character of a professional image may be
examined in comparison with related concepts.
A professional image represents the essence of a profession as an area of social practice.
The concept of an image presupposes that (natural or cultural) objects may be
represented, that they need, for practical purposes, to be represented consistently in a
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx
*) Caselmann himself (p. 29, 79) regards his approach as empirical since his typology is
constructed on the basis of interviews; but the data are analyzed and ordered according to a
theoretical view of school teaching.
**) From 1956 to 1997 the Netherlands’ Ministry of Social Affairs published a series of professional
images for a variety of occupations.
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particular way, but that alternative representations always remain possible. Images
presume a relation of likeness between an object and its representation, which may serve
as a basis for judgments about the validity of an image in the light of the reality it
represents, or, vice versa, about the quality of the represented reality in the light of the
image as an ideal type or model. In the case of the professional image of teaching the
correspondence between image and reality is of the latter kind. In this respect an ‘image
of’ differs from concepts like ‘perceptions of’, ‘cognitions about’, or ‘attitudes towards’,
which address the way in which an object, regarded as given, may be variably perceived,
known, or appreciated by different individuals or groups.
Images may take a suprapersonal or a personal character. Concepts like a world picture
or an image of man commonly refer to cultural images which may be shared by people
and take a public form through description (e.g. Tillyard, The Elizabethan world picture;
Shotter, Images of man in psychological research). In the study of teacher thinking images
have been defined as ‘personally held mental pictures of how good teaching should look
and feel’ (Clark & Peterson, 1986, commenting on Elbaz, 1981). But in such a definition
‘personally held’ need not be identified with ‘personally constructed’. Even the concept
of a self-image, which at first sight may be taken as radically private, considering cases
where both the author and the object of the image are one and the same individual
person, cannot be understood without reference to suprapersonal images and standards.
The concept of a self-image of teachers partakes of this suprapersonal quality.
The professional image of teaching has been developed as a suprapersonal, publicly
available and publicly functioning, image. But this public image is meant to be
implemented by individual persons. Thus the professional image of teaching - as may
apply to images generally - presupposes transitions between the suprapersonal and
personal, the public and private levels.
The suprapersonal aspect of the professional image of teaching is emphasized in related
concepts such as ‘paradigm’ (e.g. Zeichner, 1983) or ‘philosophy’ (e.g. Brubacher, 1962).
Other concepts such as ‘approach’ (e.g. Fenstermacher & Soltis, 1992), ‘conception’ (e.g.
Joyce, 1975); ‘conceptual orientation’ (Feiman-Nemser, 1990), ‘perspective’ (e.g. Branger,
1973), Dutch ‘visie’ (e.g. Peters & Vedder, 1987) may refer, like the professional image, to
either the public or private sphere, or to both.
Clearly different in this respect from the professional image are concepts with a primary
or exclusive reference to the private, subjective sphere, as instanced by ‘attitude’ (e.g.
Butcher, 1965), ‘belief’ (e. g. Wehling & Charters, jr., 1969), ‘cognition’ (e.g. Huber &
Mandl, 1980), ‘concern’ (Fuller, 1969), ‘implicit theory’ (Sageder, 1985), ‘perception’ (e.g.
Blumberg & Amidon, 1965), ‘personal construct’ (Kelly, 1955), ‘preconception’ (Wubbels,
1992b), ‘subjective theory’ (e.g. Scheele & Groeben, 1979), ‘understanding’ (Borko et al.,
1987), Dutch ‘ (personal) working concept’ (APS National Center for School
Improvement, 1993), ‘working theory’ (VSNU Netherlands’ universities, 1996).
Irrespective of the way the content of an image is formally represented (e.g. in writing,
by a picture, or mentally), the concept of an image emphasizes the visual quality of the
way reality is represented. This visual quality is characteristic of representations which
may be read the way one reads a picture or a map, in contrast to the discursive way one
reads a book.
In a case study devoted to the development of the teacher’s practical knowledge Elbaz
(1981; see also Feiman-Nemser & Floden, 1986, p. 512) suggests that images mediate
between situation and action on a more general level than rules of practice and practical
principles, and are able to integrate different kinds of knowledge. Images incorporate the
teacher’s beliefs in brief metaphoric statements. Images are considered by Elbaz the most
powerful means to organize the teacher’s knowledge and to apply it in practice (Elbaz,
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1981, 1983; see also Au, 1990, p. 273). Image and metaphor are also treated as synonyms
by Clandinin (1985), with reference to personal organizing concepts becoming manifest
in a teacher’s practice.
With reference to the professional image of teaching such a use of metaphor, pointing to
a central core of meaning, is exemplified by Fenstermacher & Soltis’s (1992) Approaches to
Teaching, presenting three ideal types of teachers worked out from three nuclear role
labels (respectively: executive, therapist, liberationist). In this respect the professional
image is to be contrasted with additive descriptions of teaching relying on a listing of
elements. Such a ‘piece-meal’ approach was characteristic of the competency-based
teacher education orientation as against the humanistic orientation in the 70s (e.g.
Verloop, 1995, p. 113).
The above example also shows that images may be developed by way of juxtaposition or
contrast, as also exemplified by Caselmann’s (1964, p. 35 ff.) distinction between a
‘logotropic’ (subject-centered) and a ‘pedotropic’ (pupil-centered) orientation of teachers.
In this respect the development of a professional image of teaching may be seen as the
construction and elaboration of oppositions, such as between the roles of instructor and
facilitator, or between individual autonomy and interdependence. Formally the
elaboration of opposites may be derived from a superordinate image such as De
Miranda’s teaching triangle (De Miranda, 1962), visualizing the relations between
learner, teacher, and subject matter. Such meta-images may also be worked out in the
form of dilemmas (e.g. Berlak & Berlak, 1981).
The quality of an image as an organized, non-additive whole may be aptly expressed by
the term ‘Gestalt’. However, in educational theory this term has recently become
assigned more specifically to a pattern of (largely unconscious) needs, feelings, values,
meanings and action tendencies (Korthagen, 1993, 1998, p. 17; Dolk, 1997, p. 18). On the
basis of this definition Dolk prefers the concept of Gestalt to the concept of a (mental)
image in his study of teachers’ behavior in so-called ‘immediate situations’ (Dolk, 1997,
p. 20). While emphasizing the unconscious quality of the Gestalts governing teachers’
‘immediate behavior’, Korthagen (1998, p. 20) and Dolk (1997, p. 29-30) see these Gestalts
as accessible to inquiry. Through reflection teachers may learn to analyze these
conglomerations into schemata, which in their turn may be related to theory. Thus
bringing Gestalts to consciousness may lead to behavioral change.
The visual quality of images has been considered to affect the way in which they are
stored in and retrieved from memory. In this connection Wubbels (1992a, p. 16; 1992b)
refers to Watzlawick’s (1978) distinction between two languages, corresponding with the
two hemispheres of the brain, one of which is the holistic language of images, the other
the discursive language of argument. For Clark & Peterson (1986, p. 290), following
Elbaz (1981), such a distinction involves that ‘teachers work intuitively rather than
analytically to realize their images of good teaching’.
In connection with the foregoing images are sometimes taken to exist and function
primarily outside conscious control. Verloop (1995, p. 135, 137) discusses recent research
about images and metaphors as covert ‘deep structures’ bringing unity to a range of
cognitions and behaviors of teachers. Watzlawick’s (1978) view of two languages
involves that images are confined within the non-rational, non-discursive hemisphere of
the brain, where they are shielded from rational inquiry (Wubbels, 1992b). It should be
noted that the images in this discussion are of a personal, psychological nature. Socially
constructed images as exemplified by the professional image of teaching may span a
bridge between unconscious function and conscious control, in the sense that a public
and explicit image of teaching may serve to make people aware of images hitherto active
as covert guides for their behavior in the teacher’s role. On this point it may be observed
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that in the theoretical framework of Vygotsky, to be more fully outlined in the following
chapter, the development of the imagination is seen, contrary to the view of Watzlawick,
as connected with verbal thinking. ‘Speech gives the child the power to free himself from
the force of immediate impressions and to go beyond their limits’ (Vygotsky, 1987b, p.
346; Bruner, 1987, p. 13).
An objection has been made by Shotter (1993, p. 2) to the currently prominent use of
‘visual and ocular metaphors’, as suggesting that thoughts and ideas are presented to us
in the form of bounded material objects. He considers these metaphors to be based on a
view of ‘self-contained individuals, having minds that contain ‘inner mental
representations’ of possible ‘outer’ circumstances’ (ibid., p. 8). Instead he proposes the
flow of conversation as a more suitable metaphor for the social construction of reality
(ibid., p. 6 ) as well as for mental activity (ibid., p. 11). In connection with this proposal
Shotter acknowledges his debt to Vygotsky’s internalization principle (ibid., p. 46-47).
Here it may be noted that the ‘inner mental representations’ rejected by Shotter may also
be approached as internalizations of representations of a social, inter- and suprapersonal
nature. Here, again, it may also be noted that Vygotskian theory allows a connection
between representations with a visual, Gestalt-like character and verbal process, as it
appears in conversation, dialogue, narrative, and verbal thinking.
By way of a summary of these analytical notes we add some tentative conclusions about
the relation between images of teaching as they appear on the public level, in the form of
verbal statements, and on the private level, in the form of mental representations.
In both cases the concept of an image refers to an ordered representation of an object in
reality, such as teaching. In both cases, also, such an ordered representation serves the
function of defining its object in such a way that an attitude may be taken towards this
object and action perspectives may be opened in relation to this object. Hence,
essentially, the professional image of teaching may be said to define people’s relation to
teaching as a basis for their active involvement and participation in teaching as a
sociocultural practice.
This structural and functional correspondence between images on the public and private
levels provides a basis for exploring interactions and transitions between images of
teaching on these different levels, even if these interactions and transitions involve traffic
between images appearing in such different modes as public documents and private
mental pictures. As was already suggested in the preceding paragraph, we believe that
Vygotsky’s sociohistorical psychology provides a theoretical framework allowing for
continuity and communication between images as they appear on different levels and in
different forms. In this theoretical framework the professional image of teaching may be
studied under the broader category of assignment of meaning to teaching.

1. 4 The concept ‘assignment of meaning’
The concept of assignment of meaning, as it is defined in the theoretical framework of
sociohistorical psychology, takes a central place in this study. At the close of this
introductory chapter some preliminary remarks will be made to illustrate and justify the
use of this concept.
The concept of an assignment or attribution of meaning, also termed ‘signification’, has a
place in various traditions of philosophy and human science. Outside the Vygotskian
tradition it plays a central role in symbolic interactionism as founded by George Herbert
Mead (e.g. Mead, 1934, p. 75-82). It has been noted (e.g. by Bruner, 1962, cited in
Wertsch, 1985, p. 59; Lückmann, 1977, p. XIII-XXI; Van der Veer, 1985, p. 164 ff.; Kozulin,
1990, p. 82-83) that there are many parallels between the views of Vygotsky and Mead on
the social origins of individual mentality. Van der Veer (1985, p. 169) has traced back
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these parallels to a common acquaintance of both scholars with the philosophy of Hegel.
In his critical survey of theories of meaning Van Oers (1987, p. 172 ff. ) makes a
comparison between the ways assignment of meaning is defined and used in the
respective frameworks of Mead and Vygotsky. We follow Van Oers in his conclusion
that Mead’s interactionist approach falls short of Vygotsky’s because it underexposes the
cultural and historical dimension in assignment of meaning as a part of social practice.
This underexposure also concerns the role of artifacts: signs and tools (Van Oers &
Wardekker, 1997, p. 174). A further reason, in the context of the present study, to prefer
Vygotsky’s treatment is that it works out psychological and pedagogical aspects of
assignment of meaning whereas Mead’s approach remains abstractly philosophical.
Assignment of meaning refers to human practice as involving the interpretation and
valuation of situations, actions, and objects in order to make (further) meaningful action
possible. Human dealings with the world are mediated by the assignment of meaning.
Human practices, including teaching, involve assignment of meaning as their meanings
cannot be defined and established once and for all and may differ at the same moment
and in the same situation for different people. More radically, in the spirit of
postmodernism, it may be held that assignment of meaning can never fully resolve the
diversity of possible interpretations. In the words of Bruner: ‘meaning is always
underdetermined, ambiguous’ (Bruner, 1986, p. 64). ‘Making sense’ is then equivalent to
an attempt at ‘disambiguation’ (ibid., p. 64), sufficient to permit motivated action.
As defined above the concept of assignment of meaning is of a comprehensive nature. As
such it is a useful tool to make and explore connections.
In the first place it may draw attention to the connection between cognitive and affective
aspects in people’s stock-taking of situations in view of meaningful action. The
construction of a professional image of teaching may be based on the rational analysis of
the functions of teachers in the education process or in the school organization. But such
a rationally constructed image is also based on affective choices. In another situation the
assignment of meaning to teaching may lead to a predominantly affective outcome, in
the form of a (positive or negative) attitude towards the profession. But such an affective
outcome cannot be obtained without cognitive representation. Thus the concept of
assignment of meaning addresses connections between ‘perception’ and ‘stance’.
Thereby it may help to counter what Bruner has called the premise of ‘tripartism’: the
view that ‘cognition, affection, and action are represented by different processes’
(Bruner, 1986, p. 61).
Secondly the concept of assignment of meaning, as derived from Vygotsky, presumes
continuities as well as transitions between suprapersonal, interpersonal and
intrapersonal process. Thus it may serve as an example of what Serpell (1993, p. 358) has
called Vygotsky’s ‘two-sided constructs’ aimed at the achievement of a single conceptual
system bridging psychological and sociocultural aspects (Minick, Stone & Forman, 1993,
p. 13). It makes it possible to explore the connections between meaning assigned at
different levels of agency, by different actors, in different positions, and in different
forms. At one end assignment of meaning to teaching may be seen to take place on the
level of education and society, and at the other end on the level of the individual person.
In between, teacher education establishments have themselves to assign meaning to
teaching in order to fulfill their mission, and have to create conditions enabling their
trainees to explore and appropriate publicly relevant meanings of teaching with a view
to developing a professional identity.
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1. 5 Overview of the following chapters
In chapter 2 an outline will be given of Vygotsky’s sociohistorical psychology, paying
special attention to recent developments in this theoretical tradition with regard to
learning in institutional settings.
Chapter 3 presents the elaboration of a theoretical framework for the empirical study of
assignment of meaning to teaching in the institutional context of teacher education. The
design of this empirical study is described in chapter 4.
Chapter 5 presents results from the study of documentary sources as to their
specification of the professional image of teaching and of training conditions for the
realization of this image in teacher education, with special relevance to the chosen setting
of university-based teacher education.
The development of research instruments for the empirical study of conceptions of
teaching and perspectives on training conditions on the level of teacher educators and
trainee teachers is reported in chapter 6.
Chapter 7 describes the organization and execution of the data collection with the help of
these instruments. Further it reports a quality control of the developed research
instruments. This quality control was carried out on the basis of the collected data and
served the readjustment of the developed instruments.
The chapters 8 and 9 contain a report of the outcomes of the empirical study on the
personal level, respectively concerning the outlook on teaching of teacher educators and
trainee teachers, and their appreciation of training conditions in their teacher education
environment.
Chapter 10 supplements and counterbalances the two previous chapters by focusing on
individual cases, showing different patterns of development for individual trainee
teachers.
Chapter 11 is devoted to a review of the outcomes of this study in relation to the chosen
theoretical approach and the methods and instruments developed and used for the
exploration of its theme.
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CHAPTER 2: ASSIGNMENT OF MEANING : A VYGOTSKIAN PERSPECTIVE

2. 1 Introduction
The theme of this study - assignment of meaning in the field of teaching - has been
inspired by a theoretical perspective which is bound up with the name of L. S. Vygotsky
(Orsha, White Russia, 1896 - Moscow, Soviet Union, 1934).
This chapter will present an overview of the approach to the concept of meaning
developed by Vygotsky and elaborated in the context of a tradition acknowledging him
as its founder and currently labeled as either ‘sociohistorical psychology’ (Moll , Ed.,
1990; Ratner, 1991), the ‘Soviet sociohistorical school’ (Minick, Stone & Forman, 1993) or -
following Vygotsky’s own terminology - the ‘cultural-historical approach’ (Cole & En-
geström, 1993). The exploration of theoretical sources has been continued for some time
after the data collection for empirical study (1994 – 1995), but no sources have been
studied later than 1997.
The organization of the present chapter is as follows: by way of an advance organizer
Vygotsky’s theory is summarized in three basic points of view (2. 2). Next a survey is
offered of his views on meaning and sense (2. 3). Vygotsky’s approach to individual
development as involving the appropriation of cultural meanings is presented in relation
to the concepts of internalization, imagination, and personality (2. 4). A discussion of
Vygotsky’s ‘zone of proximal development’ goes into interpretations and elaborations of
this concept, as a basis for the definition of conditions supporting individual
development (2. 5). Towards the end of the chapter a section is included on the relation
between meaning and action in sociohistorical psychology (2. 6), followed by a summary
and conclusions leading up to the theoretical framework of the present study to be
outlined in chapter 3 (2. 7).

2. 2 Three basic points of view
Vygotsky’s theoretical position can be succinctly characterized as a combination of three
basic viewpoints: an anthropological, a psychological and a pedagogical one.
* Vygotsky’s anthropological viewpoint is mainly derived from Hegel (Vos, 1976, p. 46 ff.;
Van der Veer, 1985, p. 29 ff.; Yaroshevsky, 1989, p. 34; Van der Veer & Valsiner, 1991, p.
26; Kozulin, 1992, p. 18) and Marx (Van der Veer, 1985, p. 30, 50; Wertsch, 1985, p. 58,
199; Yaroshevsky, 1989, p. 27; Van der Veer & Valsiner, 1991, p. 153; Kozulin, 1992, p. 18).
This point of view imports that humans produce their living conditions, hence their lives
and – in the last analysis - their own nature. On the one hand humans are (naturally)
constrained to action in order to live and survive; on the other hand they are (culturally)
able to confront their environment and to shape their actions. Humans relate to their
environment indirectly, through the creation of sociocultural means: signs and tools.
This view lends a historical, cultural and social character to the concept of humanity.
Thus ‘humanity’ is transmitted over generations, characterized by diversity and subject
to development and change. A compact formula for Vygotsky’s anthropology was
proposed by Blanck (1990): ‘Humans are internalized culture’.
Apart from the influence of Hegel and Marx scholars have pointed out an inspiration by
Spinoza (Vos, 1976, p. 212; Van der Veer, 1985, p. 5, 44; Wertsch, 1985, p. 200-202; Yaros-
hevsky, 1989, p. 298; Van der Veer & Valsiner, 1991, p. 240). To Vygotsky, Spinoza
represented a possibility to overcome the divided conception of man as exemplified by
the dualism of Descartes. As such Spinoza was recognized by Vygotsky as the father of
the dialectical tradition and the spiritual ancestor of Hegel and Marx.
* Against this background Vygotsky developed his psychological point of view which he
worked out in the ‘cultural-historical theory of the higher mental functions’. This theory
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holds that what is characteristic of human mental functioning is based on the
internalization of sociocultural means: especially of signs and their meanings. The core of
this theory was expressed in the ‘general law of cultural development’ stating that all
‘higher’ (= specifically human) intrapsychical categories (such as voluntary attention,
logical memory, concept formation and the development of the will) have a social, supra-
or interpsychical origin and retain a quasi-social, dialogic character even after they have
been internalized. Here we encounter Vygotsky’s principle of internalization: ‘All higher
mental functions are the essence of internalized relations of a social order, a basis for the
social structure of the individual. Their composition, genetic structure, method of action
- in a word, their entire nature - is social; even in being transformed into mental proces-
ses, they remain quasi-social. Man as an individual maintains the functions of
socializing’ (Vygotsky, 1997, p. 106; Van der Veer, 1985, p. 61; Wertsch, 1985, p. 66).
* Vygotsky summarized his third, pedagogical, point of view in the formula that the
man-cub is dependent on upbringing and education (Vos, 1975, p. 103). In order to
develop into participants in activity humans require the guided acquisition of cultural
means and meanings. The mechanism of this guided participation, involving motivated
activity on the part of the learner, cultural standards and models, and environmental
support, was opened for inquiry by Vygotsky under the heading of the ‘zone of proximal
development’.

2. 3 Meaning and sense
It has been remarked that within the decade that Vygotsky was active as a psychologist
(1924 - 1934) he exemplified - taking big strides - a radical shift in psychology from a bio-
anthropological to a sociohistorical approach to human functioning (Kozulin, 1990, p. 5;
Yaroshevsky, 1990, p. 369). The main stages of this transformation in Vygotsky’s
development have been distinguished (Kozulin, 1990, p. 5) as characterized respectively
by the notion of artificial stimuli controlling human behavior, the notion of semiotic
mediation of human activity, and the idea of meanings as constituents of human
consciousness. To these three stages might be added a preparatory phase in which
Vygotsky concerned himself with meaning in literature and a final phase marked by the
distinction between public and personal meaning and the attempt to achieve a synthesis
between cognition and affect within the category of meaning.

Signs and signification
Vygotsky developed his notion of the sign in opposition to each of two related concepts:
symbol and signal (Yaroshevsky, 1989, note p. 149).
* Symbol: In his early days as a teacher of literature Vygotsky familiarized himself with
the views of the Russian Symbolists (Yaroshevsky, 1989, p. 41 ff.; Kozulin, 1990, p. 22 ff.).
For them the notion of ‘symbol’ represented an inexhaustible store of suggested
meanings, defeating the reader’s efforts to discover any definite meaning contained in
the literary text. Instead the literary symbol challenges the reader to construct his own
meaning on the basis of the text.
* Signal: When Vygotsky turned professionally to psychology in 1924 the psychological
scene in the young Soviet Union was dominated by a Russian version of behaviorism
(reflexology), studying the connections between signals and behavioral reactions and
leaving no room for consciousness as a psychological category. In the eyes of Pavlov the
mechanism of signalization, or ‘switchboard model’ , was sufficient to explain all animal
and human behavior. The Pavlovian paradigm was later extended to accommodate
speech as a ‘second signaling system’ (Yaroshevsky, 1989, p. 253); in this system words
replace the incoming excitations, acting as ‘signals of signals’ (Yaroshevsky, 1990, p. 370).
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* Sign: As against the reflexological signal the sign does not just refer to an event but
assigns meaning to what it refers to. As against the literary symbol the sign is not the
source of a profusion of meanings, but the carrier of a definite (though not invariable)
meaning.
For Vygotsky the notion of the speech sign became the core of a theory rejecting the
conditioned reflex as sufficient to characterize human functioning and introducing the
concept of signification (as against signalization) to mark a qualitatively different
principle of the regulation of behavior in humans (Vos, 1976, p. 236; Van der Veer, 1985,
p. 16; Yaroshevsky, 1989, p. 252-254; Yaroshevsky, 1990, p. 394; Van der Veer & Valsiner,
1991, p. 219-220). ‘The basic and most general activity that differentiates man from
animals in the first place, from the aspect of psychology, is signification, that is, creation
and use of signs.’ (Vygotsky, 1997, p. 55; Van der Veer, 1985, p. 16, 132).
Vygotsky initially emphasized the distinctive nature of speech signs as artificial, i.e.
man-made, stimuli as against given, ‘natural’ stimuli from the environment or from
inside the organism. With this distinction Vygotsky put humans in a position of active
control over their behavior, exemplifying the shift from the concept of ‘behavior’ to the
concept of ‘activity’, first introduced in Russia by Basov (Yaroshevsky, 1990, p. 382; also
see Vygotsky, 1997, p. 87).
Gradually Vygotsky concentrated on the function of speech signs as psychological tools.
He made use of the analogy with technical tools to argue that the creation and use of
language signs as psychological tools had revolutionized human mental functioning in
the same way as technical tools had revolutionized man’s practical activity (Van der
Veer & Valsiner, 1991, p. 220). Whereas the function of technical tools is to regulate
man’s dealings with the natural environment, signs serve originally to regulate man’s
social relations and become psychological tools from the moment they are internalized
and begin to regulate mental activity in individuals.

Mediation
The analogy between tool and sign as cultural means led Vygotsky to mediation as a
fundamental characteristic of the human way of life. All human dealings with the
environment - both in its physical and in its social aspect - are mediated by man-made
cultural instruments. By introducing the category of cultural mediation into psychology
Vygotsky transformed a naturalistic model of human behavior into a cultural and
historical model of human practice (Yaroshevsky, 1989, p. 241).
Mediation is a central concept in Vygotsky’s theory (Cole & Scribner, 1978, p. 7; Wertsch,
1985, p. 15). Following Hegel (Vos, 1976, p. 48, 50; Kozulin, 1990, p. 118 ff.) Vygotsky
emphasized mediation in opposition to the ‘postulate of immediacy’ which - in his
opinion - faulted much of the psychology of his time (Yaroshevsky, 1989, p. 29).
Mediation can be considered under two related aspects. The first is that by interposing a
mediator in the heart of the reflexological scheme, between stimulus and reaction,
Vygotsky posited the indirectness of human transactions with the environment. He
claimed a central position for consciousness in the mediation of these transactions. The
second is that by proposing the language sign as the prime mediator Vygotsky
emphasized the link between the individual psyche and the cultural and historical
context. Taken together the two aspects explain the term ‘cultural mediation’: the
opening created within the stimulus-reaction chain is filled with a conscious process
using cultural means and tapping cultural content (Yaroshevsky, 1989, p. 247).
Thus the range of experience accessible to humans is enormously extended. The
mechanism of human learning and development transcends the limits of conditioning
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which allow animals and humans no further learning than an individual adaptation to
the immediate environment.

Meaning
From the context of defectology Vygotsky observed that different symbolic systems
correspond to one and the same content. ‘Meaning is what is important, not the signs in
themselves. We may change the signs but the meanings will be preserved’ (Vygotsky
1993, p. 85; Van der Veer & Valsiner, 1991, p. 64). In his search for a unit of analysis for
the study of consciousness Vygotsky tentatively identified word meaning as that
fundamental unit (Yaroshevsky, 1989, p. 297; Kozulin, 1990, p. 245). Communication
requires that words do not refer to single objects but to concepts which allow
generalization (Van der Veer, 1985, p. 95). Word meanings offer a categorized and
generalized reflection of reality (Wertsch & Stone, 1985, p. 167). ‘A word is already a
theory’ (Vygotsky quoting Potebnya, in Kozulin, 1990, p. 88). Vygotsky refers to Köhler’s
chimpanzee experiments to clarify his position versus that of Gestalt psychology, stating
that the child does not operate in a visual field but in a semantic field. ‘As experiments
show, the word liberates the child from the servile dependence which Köhler observed
in animals’ (Vygotsky, 1982, p. 265; Van der Veer & Valsiner, 1991, p. 229). Realizing that
word meaning is not identical with concept meaning Vygotsky made an extensive study
of how concept meaning develops in children on the basis of word meaning (Thinking
and Speech, Vygotsky, 1987b, see also below, p. 31).
Vygotsky’s choice of word meaning as a unit of psychological analysis has been
criticized from different perspectives (e.g. Van der Veer, 1985, p. 187; Wertsch, 1985, p.
196) and various alternatives have been suggested. Activity theorists objected to the
emphasis on semiotic mediation in Vygotsky’s choice, arguing that not language but
sociocultural activity is the source of the meanings carried by language. Hence Wertsch
(1985, p. 208, following V. P. Zinchenko, 1985), proposed ‘tool-mediated action’ (‘tool’
here including the language sign) as a more adequate unit of psychological analysis.
Developments in linguistics questioned the possibility of confining meaning inside the
word, independently from context. Hence the locus of meaning as carried by language
signs tended to radiate from word to text (e.g. Bachtin, 1979, p. 299, cited in Kozulin,
1990, p. 54) and, ultimately, to discourse (Van Oers & Wardekker, 1997, p. 204).
In his last phase, taking his lead from Paulhan, Vygotsky began to make an important
distinction between ‘meaning’ and ‘sense’. Whereas word meaning is relatively stable,
generalized and precise, sense is fluid and complex (Vygotsky 1987b, p. 276; Yaros-
hevsky, 1989, p. 313). ‘Meaning’ (znachenie) refers to the public sphere and represents a
currency for social use. ‘Sense’ (smysl) refers to the private sphere in which word
meanings are connected with personal experience and are filled with personal
associations and connotations. ‘A word’s sense is the aggregate of all the psychological
facts that arise in our consciousness as a result of the word’ (Vygotsky, 1987b, p. 276;
Wertsch, 1985, p. 196). Luria, 1982, p. 55, cited in Van Oers, 1987, p. 186-187, defines
sense as highlighting aspects of meaning bound up with a specific situation and with an
affective relation of the subject to this situation. From a linguistic point of view Wertsch
(1985, p. 124) characterizes the distinction between meaning and sense as one between
decontextualized and contextualized meaning.
Thought regarded as inner speech is characterized by an ‘influx of sense’ (Kozulin, 1990,
p. 189, 232; Wertsch, 1985, p. 124, 126). In inner speech word meaning is dominated by
sense (Kozulin, 1990, p. 188; Wertsch, 1985, p. 124). Vygotsky is clear about the
prevalence he now attaches as a psychologist to sense over meaning. At the end of his
life and career Vygotsky was ready to substitute sense for meaning as the primary unit of
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consciousness (Yaroshevsky, 1989, p. 315; Kozulin, 1990, p. 271). The distinction between
meaning and sense was taken over and further elaborated by Leont’ev in his views on
personality development (see below, p. 23 ff.).

Sense and emotion
Vygotsky’s attention to the distinction between meaning and sense and to the relation
between sense and inner speech brought him back to the role of the emotions which he
had taken up in his early (1925) study The psychology of art (Vygotsky, 1971).
Concurrently with the composition of Thinking and speech Vygotsky worked on a treatise
on the emotions (Yaroshevsky, 1989, p. 300 ff.; Van der Veer & Valsiner, 1991, p. 349 ff.).
In this unfinished treatise Vygotsky looked, once more, to Spinoza as a source of
inspiration to include the emotions in an integrated and developmental vision of human
functioning. As the underlying nexus between - on the one hand - sense and inner
speech and - on the other hand - emotion Vygotsky regarded the motivational basis of
thought. ‘Thought has its origins in the motivating sphere of consciousness, a sphere that
includes our inclinations and needs, our interests and impulses, and our affect and
emotion.’ (Vygotsky, 1987b, p. 282; Van der Veer & Valsiner, 1991, p. 370). Thought is
always accompanied by an affective attitude towards the situation under reflection.
‘Every idea contains, in processed form, the affective attitude of man to the reality
represented by the given idea’ (Vygotsky, quoted in Yaroshevsky, 1990, p. 395). In inner
speech the private, condensed and inarticulate process of ‘motivational thought’ is
brought into contact with words: cultural meanings allow thought to become articulate
and expressible, to be lifted to the level of consciousness.
In one of his posthumously published lectures (Vygotsky, 1994c, p. 339) Vygotsky put
forward that ‘the essential factors which explain the influence of the environment on the
psychological development of children, and on the development of their conscious
personalities, are made up of emotional experiences’. Older children learn to articulate
their emotions and to organize them within a semantic network. Thus, gradually, a ‘logic
of the emotions’ is developed (Vygotsky, 1984, p. 379; Van der Veer, 1985, p. 88).
Vygotsky expressed the synthesis he was trying to establish in his final definition of
consciousness as ‘a dynamic, significance-conveying system which represents a unity of
affective and intellectual processes’ (Vygotsky, quoted in Yaroshevsky, 1990, p. 395).

2. 4 Individual development
Internalization

Internalization (or interiorization) is another key concept in Vygotsky’s theoretical
conception, taking its cue from the concept of mediation and in its turn leading up to the
concept of the zone of proximal development (e.g. Van der Veer, 1985, p. 156 ff.; Wertsch
& Stone, 1985); Kozulin, 1990, p. 116-117). A general definition of internalization such as
‘the transference of the external into the internal’ (Yaroshevsky, 1989, p. 218) states no
more than that something originally external becomes internal. When Vygotsky took it
up the concept of internalization already had a history in psychology (Janet, Baldwin,
Freud, Bühler, Mead, Piaget), with a variety of specifications as to what was internalized
into what and how internalization took place (Yaroshevsky, 1989, p. 218; Rogoff, 1990, p.
194). Vygotsky was more directly influenced by its appearance in the form of Janet’s
‘sociogenetic law’ stating that mental operations had their origin in social ones (Yaros-
hevsky, 1990, p. 392). Vygotsky restated this principle as the ‘general genetic law of
cultural development’ in which social functions ‘move inward’ (Vygotsky, 1997, p. 106).
As modern scholars like Rogoff and Packer (see below, p. 21) oppose a too literal
interpretation of internalization it is important to clarify Vygotsky’s own definition and
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use of the concept. These can be summarized (mainly following Wertsch, 1985, p. 66-67)
as follows:
In Vygotsky’s own terms the external reality he had in view as the source of the
internalization process is ‘socially rooted and historically developed activities’
(Vygotsky, 1978, p. 57). In another wording, varying upon Marx’s sixth thesis on
Feuerbach, Vygotsky refers to ‘the totality of social relations’ as the external reality
moving inward (Vygotsky, 1997, p. 106). Within this comprehensive complex Vygotsky
focuses on the social or interpersonal functions of interaction and communication (ibid.).
In the process of enculturation Vygotsky gives precedence to signs as psychological
tools, aimed at self-mastery, over technical tools aimed at the mastery of the physical
environment (John-Steiner & Souberman, 1978, p. 127).
The concept of mediation provides the key to the mechanism allowing the
transformation from external to internal. Sociocultural constellations can be internalized
because and so far as they are mediated through sign forms and sign operations. As
underlined by Wertsch (1985, p. 62) it is semiotic mediation which makes it possible for
external activity to be internalized. In the eyes of Vygotsky sign operations are the
common factor in external (interpersonal) and internal (mental) activity.
Vygotsky does not propose a simple ‘transfer model’ involving that something externally
given is copied onto an internal plane. Internalization implies transformation and
reconstruction (Wertsch, 1985, p. 63; Van der Veer & Valsiner, 1991, p. 237). In
Vygotsky’s own words: ‘the internalization of cultural forms of behavior involves the
reconstruction of psychological activity on the basis of sign operations’ (Vygotsky, 1978,
p. 57). More radically it has been put forward that internalization does not presuppose a
pre-existing internal plane to which something can be transferred, but refers to a process
during which such an internal plane (‘consciousness’) is formed (Leontiev, 1981, p. 56-57,
quoted in Wertsch, 1985, p. 64; see also Rogoff, 1990, p. 197; Shotter, 1993, p. 46).
Vygotsky emphasized that ‘the transformation of an interpersonal process into an
intrapersonal one is the result of a long series of developmental events’ (Vygotsky, 1978,
p. 57). With Luria (Vygotsky & Luria, 1994) he proposed a general sequence consisting of
three moments: 1) the substitution of functions; 2) the alteration of natural functions; 3)
the creation of new psychological functions taking over from previously separate
functions. Behind this sequence lies the idea that internalization, as the enculturation of
an originally ‘natural’ individual, creates for this individual a ‘second nature’ (Van der
Veer & Valsiner, 1991, p. 225). Even if we reject (as many scholars do) the distinction
between an original ‘natural’ or ‘primitive’ human individual and a later ‘cultural’ one,
the point remains that newly acquainted cultural means and meanings, growing inward,
always meet an existing repertoire and, hence, that their internalization involves an
interactive process between the old and the new.
One definition of the result of interiorization is that social relations, through being
internalized, are ‘made into functions of the individual and forms of his structure’
(Vygotsky, 1997, p. 106). Vygotsky emphasizes that the social, interpersonal origin of
these forms and functions is preserved once they have been internalized: intrapersonal
mental functioning retains a quasi-social, interactive or dialogic nature.
The target of the internalization process has also been defined by Vygotsky as the
development of ‘higher psychological functions’ such as voluntary attention, logical
memory, concept formation and volition (Vygotsky, 1997, p. 106). Of these higher
psychological functions ‘the use of signs is an inalienable part’ (Vygotsky & Luria, 1994,
p. 153). What distinguishes ‘higher’ from ‘elementary’ psychological functions is, apart
from the use of signs, the conscious realization of mental processes and the possibility of
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a voluntary regulation of behavior. This last quality effects a shift of control from the
environment to the individual (Wertsch, 1985, p. 25; Díaz et al., 1990, p. 127).
Thus defined, Vygotsky’s idea of the development of higher psychological functions
shows a close parallel with the concept of ‘human agency’ as an emergent quality
enabling people to ‘act voluntarily on the basis of wants and beliefs which provide them
with reasons for so acting’ (Lukes, 1977, p. 6; quoted in Wardekker, 1986, p. 132).
Internalization serves the development of agency in individuals, thus qualifying them as
subjects of action.

Internalization as an object of discussion
Of late years the concept of internalization has been re-tabled for critical discussion by
several scholars (see Van Oers & Wardekker, 1997, p. 181). One of these critics is Barbara
Rogoff (Rogoff, 1990). In her opinion the concept of internalization is associated with a
view of individuals as separate from one another; of individuals who, learning lessons
from observation or participation with others, make the results of these lessons ‘a part of
their own bag of tricks’ (ibid., p. 194). She adds that ‘our cultural stress on the individual
must be balanced with recognition of the interdependence of children and their social
partners in cultural contexts’ (ibid., p. IX). As formulated by Altman & Rogoff (1987,
quoted in Salomon, 1993, p. 122): ‘There are no separate actors in an event; instead, there
are “acting relationships” ’. In Rogoff’s own work participation in joint practice is the
basis of all learning and development; and the learning process is best characterized as
‘guided participation’ or ‘apprenticeship’ (Rogoff, 1990). Van Oers & Wardekker (1997,
p. 181) point out the relation of these views to the concept of ‘distributed cognition’
(Salomon, Ed., 1993), implying that the locus of higher psychological processes is
decentered from the individual to the group of participants sharing sociocultural means
and meanings in a particular setting.
Rogoff puts forward that the transfer from an external to the internal plane has not been
sufficiently specified in most approaches referring to internalization (Rogoff, 1990, p.
194). In her opinion, as long as no priority is given to internal or individual functioning,
‘there is no need for a separate process of internalization’ (ibid., p. 195). In answer to the
question how we can conceptualize the ‘individual “residue” of shared thinking’ (ibid.,
p. 189), she makes a contrast between, on the one hand, ‘internalization of external
models or activity’ and, on the other hand, ‘appropriation inherent to the process of
participation in shared activity’; rejecting the former in favor of the latter .
Commenting on Rogoff’s proposal to substitute ‘appropriation’ for ‘internalization’
Brown et al. (1993, p. 192) put forward that the former is no better able than the latter, as
a metaphor, to solve the long-standing question about the actual mechanism of learning.
But they support the substitution as being theoretically neutral and carrying no
implications about ‘having anything inside the head’ (ibid., p. 193).
Packer (1993, p. 256) supports Rogoff in avoiding ‘an appeal to a simple notion of
learning as “internalization”, in the sense of a simple transfer of skills and information
from outside to inside the child’. Here it may be commented that such a transfer cannot
be ‘simply’ interpreted from Vygotsky’s theory; as it may be doubted whether the self-
sufficient individual Rogoff sees behind the concept of internalization answers to a
Vygotskian description.
In our opinion (essentially in agreement with Salomon, 1993, p. 111 ff. and Van Oers &
Wardekker, 1997, p. 181) Rogoff makes a too radical step by equating the individual as a
person with the individual as a participant in shared activity. If the individual is to
participate in shared activity in a variety of contexts, over time, this participation
presumes a structure of motives, cognitions and abilities on the individual plane which
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may become manifest in different situations at different moments. Such a structure must
also be allowed if the individual is to retain the possibility of choice, or refusal, of
activities he or she may take part in, and the possibility to define and decide in what
form and to what purpose he or she will participate. In fact, both terms ‘internalization’
and ‘appropriation’ point to a distinction between the ‘distributed’ and the ‘individual’
levels of functioning and both are used by Vygotsky to indicate the ‘moving inward’ or
‘growing inward’ of sociocultural repertoire resulting in identity and competence which
may be said to ‘belong to’ or inhere in the individual person.

Everyday and scientific concepts
A late development in Vygotsky’s theorizing about concept formation concerns the
distinction between everyday and scientific concepts. As this topic promises to be
relevant for our study, especially for an understanding of the development of personal
working theories in beginning teachers (above, p. 8), we here summarize the principal
points, mainly from the detailed discussion presented by Van der Veer & Valsiner, 1991,
p. 269 ff.
Vygotsky derived his distinction between two kinds of concepts from the work of Piaget,
but rephrased and reinterpreted it for his own use. Whereas Piaget spoke of spontaneous
concepts (expressing their spontaneous emergence from children’s practical activity)
Vygotsky termed them everyday concepts as he considered them to belong to the sphere
of everyday social interaction. Whereas everyday concepts are associated with the sphere
of home, scientific concepts belong to the world of formal education. The principal
differences between the two kinds of concepts, as interpreted by Vygotsky, are that
scientific concepts - as opposed to everyday concepts - are systematic (forming part of a
conceptual system), are formulated and communicated explicitly, and reflect essential
(that is, abstract, as opposed to phenomenal) qualities (Van der Veer & Valsiner, 1991, p.
270). The last of these differences was later elaborated by Davydov in his distinction
between empirical and theoretical concepts (Davydov, 1972). Also scientific concepts, by
analogy with the vocabulary of a second language, take a meta-character, as they do not
relate to objects directly (these objects having already been conceptualized by everyday
concepts), but indirectly, by way of these earlier concepts. Vygotsky takes the view that
both types of concepts have their particular weakness: everyday concepts do not make
up a system, whereas scientific concepts tend to suffer from verbalism, from ‘insufficient
saturation with the concrete’ (Vygotsky, 1987b, p. 169).
Contrary to Piaget, Vygotsky sees no unbridgeable gap between the two types of
concepts (Van der Veer & Valsiner, 1991, p. 270) and concentrates his attention on their
mutual interaction in the development of concept formation. ‘The scientific concept
grows downward through the everyday concept and the everyday concept moves
upward through the scientific’ (ibid., p. 220). The older type is not repressed or replaced
by the later type (as was held by Piaget) but superseded: scientific concepts develop in
the mind on a basis of everyday concepts; but, once developed, they effect a
transformation of this foundation (ibid., p. 177). Thus Vygotsky’s view of conceptual
development involves reconceptualization. By their being explicit and systematic, as well
as by their meta-character, the mastery of scientific concepts supports cognitive
development towards conscious control and deliberate use of symbolic tools.
Vygotsky’s distinction between everyday and scientific concepts has been taken up by
later scholars and educationists (e.g. Au, 1990, p. 272, Gallimore & Tharp, 1990, p. 193-
194; Moll, 1990, p. 20, Panovsky, John-Steiner & Blackwell, 1990, p. 251 ff.). Au takes the
view that the teacher needs to integrate spontaneous and scientific concepts to form what
Elbaz (1981) calls practical knowledge (ibid., p. 272).
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Imagination
In the first, introductory chapter (above, p.10) a reference was made to contrasting views
of Watzlawick and Vygotsky on the psychological status of images: Watzlawick
proposing a special ‘language of images’ located in the non-discursive hemisphere of the
brain and Vygotsky emphasizing the connection between imagery and verbal thinking.
Here Vygotsky’s position will be briefly sketched in some more detail, as another
example of his general principle of internalization considered relevant to the theme of
our study. The materials for this sketch are mainly derived from a chapter from his 1931
Paedology of the Adolescent, since published as Imagination and creativity of the
adolescent in Van der Veer & Valsiner, Eds., 1994.
Vygotsky defines the imagination as ‘a creative transforming activity which moves from
one form of concreteness to another’ (Vygotsky, 1994b, p. 282). The connection between
imagination and thinking in concepts is brought out in Vygotsky’s statement that
‘imagination and creativity are linked to a free reworking of various elements of
experience, freely combined, and which as a precondition, without fail, require the level
of inner freedom of thought, action and cognizing which only he who has mastered
thinking in concepts can achieve’ (ibid., 269). Here we again meet the underlying
principle that verbal thinking allows the freedom from the situation needed to achieve
understanding and mastery (cf. above, p. 18).
By way of empirical support for his position Vygotsky puts forward pathological
evidence for the impairment of the imagination in persons whose function of verbal
thinking has been incapacitated (ibid., p. 266/269).
As regards the genesis of this connection between imagination and verbal thinking,
Vygotsky views the imagination as developing from a natural function which is
subsequently brought under the regime of cultural mediation, i.e., speech. He sees the
original, natural function exemplified by the phenomena of eidetic imagery studied by
Jaensch (ibid., p. 271). The ‘visual concepts’ (visual images with a generalizing character)
discovered by Jaensch are regarded as functional forerunners of concepts in the sphere of
concrete thinking (ibid., p. 273-274). Eidetic images tend to disappear during the
transition towards thinking in concepts (ibid., p. 271). Especially in adolescence there is a
sharp fall in images and a rapprochement takes place between imagination and intellect
(ibid., p. 271, 281). The final result of this development is characterized by Vygotsky as
an imagination in which abstraction is incorporated as an indispensable constituent part,
but not as its center.

Personality
Following Marx, Vygotsky emphasizes the social origins and the social nature of the
human personality. ‘What is man? For Hegel, he is a logical subject. For Pavlov, a soma,
an organism. For us, he is a social personality = an ensemble of social relations embodied in
the individual’ (Vygotsky, 1986, p. 58-59, quoted in Yaroshevsky, 1989, p. 217). Because
of its social origins and its social nature Vygotsky views the human personality as a
structure which is formed in the individual through a process of cultural development.
‘Thus, the personality is a social concept; it encompasses what is natural and historical in
humanity’ (Vygotsky, 1997, p. 242).
Vygotsky’s remarks on personality - which he considered an insufficiently defined
scientific term (ibid., p. 242) - do not give it the status of a basic concept in his theoretical
framework. In the tradition of sociohistorical psychology it was A. N. Leont’ev whose
elaboration of the concept of personality, within the triad ‘activity’, ‘consciousness’ and
‘personality’ (Leont’ev, 1975, 1978, 1979), gave it a more prominent position.
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In the view of Leont’ev it is consciousness which makes cultural meanings accessible and
available to the individual, but the formation of the personality is based on a process of
personal involvement with and commitment to cultural meanings. In this process the
specifics of the individual (situation, experiences and activities) play an important part,
causing the personality to be a uniquely individual psychological structure.
Taking up Vygotsky’s distinction between meaning and sense Leont’ev puts forward
that sociocultural meanings (already known to the individual) are transformed by the
individual into ‘personal sense’. Through being invested with ‘personal sense’ human
needs are raised to the level of ‘sense-providing motives’ which Leont’ev regards as the
most important category of human motives and the chief determinants of action choices.
Accordingly Leont’ev defines the personality as a system or hierarchy of sense-providing
motives. Thus an individual’s personality defines that individual as a subject of action.
It is possible to construct a contrast between Vygotsky’s and Leont’ev’s views of
personality, as Vygotsky emphasizes the organization of personality as a quasi-social
‘microcosm’ (Wertsch, 1985, p. 193), whereas Leont’ev stresses the content of personality
in terms of a structure of value choices. But these aspects of ‘process’ versus ‘content’,
and ‘open’ versus ‘closed', can be fruitfully united if it is realized that the process of an
internal ‘negotiation of meaning’ (Wertsch, 1985, p. 161; Bruner, 1986, p. 123; Kozulin,
1990, p. 170) must lead to conclusions and decisions if a person is to take action.
Above, in connection with Rogoff’s criticism of the concept of internalization (p.30), it
has already been observed that the concept of personality, as a structure developing in
individuals, requiring inner representations and qualifying the individual as an agent,
has been subjected to criticism from a post-modern point of view. A discussion of the
post-modern critique of the individual person exceeds the format of this study. In the
field of philosophy this critique has been answered by a reaffirmation of the individual
(e. g. Ferry & Renaut, 1985). In the sphere of Neo-Vygotskian theory the discussion of
distributed agency and cognition, as in Salomon, Ed., 1993, presents a range of positions
taken up towards the status of individual persons. Over against more radical proposals
for decentering agency and distributing cognition (Pea, 1993), more moderate views
argue for an interaction between individual and distributed cognition (Salomon, 1993),
or for the concept of a ‘person plus’ (Perkins, 1993). In this connection Salomon points
out that Vygotsky considered socially distributed cognitions as the means to cultivate
individual competence (Salomon, 1993, p. 124).
Following Lave & Wenger (1991) and Salomon (1993), we support the position that an
eye for distributed cognition and decentered construction of meaning does not
necessarily involve a dissolution of the individual person as a subject of action or of the
personality as a structure of meanings embodied in the individual person. Preserving the
distinction between person and participant makes it possible to view the person as
transcending an individual’s participation in different practices. Such a distinction also
makes it possible to view the relation between the person and the participant as a
dialectical relation involving influences in both directions. Concretely, teaching involves
an interplay between personality and participation and requires a productive and
satisfying agreement between the teacher as a person and as a participant in the practice
of teaching.

2. 5 Conditions for individual development
The zone of proximal development: defining the concept

The zone of proximal development (or briefly the ZOPED), probably Vygotsky’s best-
known concept, has proved susceptible to diverse interpretations. This has been ascribed
to a lack of clarity or consistency in Vygotsky’s descriptions of the concept (Goodman &
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Goodman, 1990, p. 227), or to a development in his definition and use of it. An additional
factor may well be that, until recently, Western readers had only a limited and
fragmentary access to Vygotsky’s writings. This circumstance has influenced the
reception of his ideas and created impediments for a rounded view of such complex
notions as the ZOPED (see Glick, 1997, p. V-XVI).
Vygotsky’s idea of development contained in the ZOPED refers to human ontogenesis as
a process sui generis, in which ‘newcomers’ develop membership of their sociocultural
environment through contacts and participation, enabling them to develop the qualities
by which such membership is defined. Vygotsky opposes the idea of preformation in
human ontogenesis and emphasizes the necessary role of education, as the deliberate
provision of conditions for newcomers to gradually achieve membership.
The notions of ‘actuality’ and ‘proximality’ refer to individual development as it may be
studied from a genetic perspective. A genetic approach may serve to explain a present
state from its history; but it may also serve to diagnose an actual situation as holding
possibilities for further development already present in an emergent form. In the view of
Vygotsky a present state of development may reveal such possibilities as it serves itself
as a basis on which future development builds forward.
To many Western readers the ZOPED became first known through the definition in Mind
in Society (Vygotsky, 1978, p. 86), viz.: ‘It is the distance between the actual development
level determined by independent problem solving and the level of potential
development as determined through problem solving under adult guidance or in
collaboration with more capable peers.’
As was remarked by Van Oers (1995, p. 157), this ‘discrepancy formula’ has invited an
interpretation of the ZOPED in terms of learning potential as a quality of individual
learners. Through such an interpretation the ZOPED may easily become associated with
a conventional view of learning characterized as taking place in individual learners,
being directed to intellectual performance, and requiring instruction and guidance from
experts, as in school education.
In fact the ‘discrepancy formula’ cannot be well understood without reference to an
underlying interaction between individual learner and sociocultural environment, as the
process of development envisaged in the ZOPED is directed to ideal forms representing
cultural standards. ‘No other development known to us occurs in such a way that at the
moment when an initial form only starts to develop, there is already present another
form, advanced and ideal, which is realized at the end of the process, and that this
advanced form interacts with the first steps that the child makes in developing the initial
form’ (Vygotsky quoted by Frumin, 1995). Yet, as was pointed out e.g. by Cole (1985, p.
155), Wertsch (1985, p. 70-71) and Van Oers (1995, p. 158), for a fuller understanding of
the ZOPED descriptions have to be taken into account which go more deeply into the
social aspect of human ontogenesis. In a number of these descriptions Vygotsky focuses
on the role of imitation (Van der Veer, 1985, p. 93; Valsiner & Van der Veer, 1991, p. 343
ff.; Van Oers, 1995, p. 159-160; Van Oers, 1996, p. 214).
In The history of the development of higher mental functions Vygotsky claims a central role for
imitation as ‘one of the basic paths of cultural development of the child’ (Vygotsky, 1997,
p. 95). Realizing that, with this concept, he runs a strong risk of suggesting a mechanical
process of behavioral transmission, Vygotsky emphasizes that imitation presupposes (a
measure of) understanding: ‘Imitation is possible only to the extent and in those forms in
which it is accompanied by understanding’ (ibid., p. 96). In this connection Van der Veer
(1985, p. 93) refers to Vygotsky’s use of the term ‘intellectual imitation’.
In Thinking and Speech Vygotsky pairs imitation with collaboration. ‘Development based
on collaboration and imitation is the source of all the specifically human characteristics
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of consciousness that develop in the child’ (Vygotsky, 1987b, p. 210). Thus ‘the child’s
potential to move from what he has to what he does not have through imitation’… ‘is
also the content of the concept of the zone of proximal development’ (ibid., p. 210). With
the choice of these two terms Vygotsky connects the ZOPED closely with the (increasing)
participation of learners in sociocultural activities.
Once the ZOPED is defined in terms of imitation it is no longer a matter of inconsistency
that Vygotsky could view such phenomena as play of young children (Vygotsky, 1978,
p.92 ff.; Van der Veer & Valsiner, 1991, p. 345; Van Oers, 1995, pp. 158, 161) and
imagination in adolescents (Vygotsky, 1994b, p. 266 ff.) as manifestations of the ZOPED,
although these phenomena do not fit into the discrepancy formula as there is no question
here of adult guidance or collaboration with more expert peers. Characteristically,
Vygotsky regards the imagination as the successor of the exploratory function
represented in young children by play (Vygotsky, 1994b, p. 275). Both play and
imagination emphasize the active imitation of ideal sociocultural forms in ontogenesis.
Recent interpretations of the ZOPED (as surveyed e.g. by Moll, 1990, p. 7-8, and Van
Oers, 1995) seek to integrate the two aspects of individual learning and participation in
sociocultural activities. Moll (1990, p. 13) proposes to define change in the zone of
proximal development as directed to ‘the ability of children to participate in qualitatively
new collaborative activities’. The focus is then no longer on the transfer of skills from
expert to novice, but on ‘the collaborative use of mediational means to create, obtain, and
communicate meaning’. For such learning Packer (1993, p. 256) has suggested the
general formula of ‘guided participation’. Under such a formula the ZOPED may refer to
participation in a diversity of activities, in a variety of settings, under conditions
allowing the development of new identities and abilities in individual participants of all
ages.
Two essential conditions which the environment should provide for the learner are, first,
that ideal forms are presented to the learner and, second, that the learner is supported in
his efforts to master these ideal forms. Taken together these two conditions make it
possible for the learner to internalize - or appropriate - cultural means and meanings.
With the broadening of its definition the use of Vygotsky’s concept of the ZOPED for the
study of learning and development has been extended in various directions (e.g. Rogoff
& Wertsch, Eds., 1984; Moll, Ed., 1990). With respect to the theme of the present study
two extensions may be considered especially relevant.
The first is that more attention has come to be paid to conditions in which the social
other providing developmental support is not an adult or teacher, but a partner in
situations of peer collaboration (Tudge, 1990, p. 155 ff.; Forman & McPhail, 1993). The
subject of peer collaboration has invited comparative inquiry into the respective merits
of the theoretical frameworks of Vygotsky and Piaget. In Vygotsky’s approach
development is commonly seen as dependent on the presence of more experienced or
more competent peers; in the approach of Piaget the key to development is cognitive
conflict. In this line of inquiry neither framework by itself has proved to be uniquely and
universally successful in predicting development (Tudge, 1990, p. 155 ff., see also Rogoff,
1990, p. 137 ff.).
The second extension of the ZOPED relevant to our study is based on the consideration
that pedagogical interactions take place within specific social or institutional contexts
and are conditioned by the way in which these contexts are structured. The need for this
second extension was first put forward by Wertsch, pointing out that in his comments on
the ZOPED Vygotsky did not only refer to interpsychological processes, but also to social
institutional phenomena (Wertsch, 1985, p. 74). From his reading of Leont’ev’s activity
theory Wertsch introduced the concept of an ‘activity setting’, involving that human
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activity takes place in particular, institutionally defined social settings (ibid., p. 211-212).
Wertsch defines an activity setting as ‘grounded in a set of assumptions about
appropriate roles, goals, and means used by the participants in that setting’ (ibid., p.
212). Two examples of activity settings are labor and schooling (ibid., p. 212). For
Wertsch the important question is ‘how the implicit assumptions of an activity setting
determine the selection of actions and their operational composition’ (ibid., p. 212).
Tharp & Gallimore give the concept of an ‘activity setting’ a prominent place in their
theory of schooling as the institutional organization of assisted performance (Tharp &
Gallimore, 1988, p. 71 ff., Gallimore & Tharp, 1990, p. 187). For them an activity setting
refers to ‘contexts in which collaborative interaction, intersubjectivity, and assisted
performance occur’ (Tharp & Gallimore, 1988, p. 72). ‘The name “activity settings”
incorporates cognitive and motoric action itself (activity) as well as the external,
environmental, and objective features of the occasion (settings)’ (ibid., p. 72). Like
Leont’ev and Wertsch, Tharp & Gallimore emphasize that the activity setting is
grounded in meaning: ‘We must understand especially the meaning attached to the
activity by participants’ (ibid., p. 73). Tharp & Gallimore elaborate the concept of an
activity setting, as a unit of analysis, by specifying its components in terms of ‘who,
what, when, where, and why’ (ibid., p. 74). Following from this analytic use of the
concept they argue its use for the design of activity settings which are organized and
structured in such a way that learning can take place (ibid., p. 80). For this purpose they
specify the conditions an activity setting should provide to learners. This specification is
inventoried from the Western tradition of psychology in the light of a Neo-Vygotskian
approach to development. As the chief ‘means of assistance’ to be provided to learners
Tharp & Gallimore propose modeling (offering behavior for imitation), contingency
management (reinforcement of desired behavior by an arrangement of rewards and
punishments), feedback (information on performance promoting self-regulation), as well
as three instruments of a linguistic nature: instructing, questioning, and cognitive
structuring (ibid., p. 44 ff.). In connection with the present study it is important to note
that Tharp & Gallimore have developed and applied their conception of assisted
performance in the context of a research and development program for elementary
education. Part of this program is the assistance of teacher performance which is
organized in accordance with the general principles of the authors’ approach to learning
(ibid., p. 188 ff.).
Lave & Wenger (1991) defend a radical version of situated learning, arguing that all
activity is situated and that all learning is bound up with participation in action contexts.
They share many views with Rogoff including a critical view of internalization as the
acquisition of cerebral knowledge (see above, p.21). Participation involves the whole
person and enables the individual to develop as a person-in-the-world and a person-in-
activity. The learning of individuals is directed to full participation, which goes beyond
competence as acquired knowledge and skills: learning through participation is
primarily directed to the construction of an identity and the development of motivation
and membership. Lave & Wenger recognize the conceptual tension between context-
bound participation and personality development, but regard this tension as only
apparently paradoxical: personal identities develop in an ongoing process of
construction and change over different contexts.
Developing into a full participant of any ‘community of practice’ initially takes the form
of legitimate peripheral participation (LPP), in which ‘legitimate’ refers to acceptance
and recognition of the role and rights of newcomers as learners, and ‘peripheral’ to
conditions of their participation enabling them to learn.
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While emphasizing the diversity of actional contexts, Lave & Wenger, generalizing from
a number of examples of LPP taken from a variety of settings (outside formal education),
indicate a few common conditions offered to newcomers as supporting their
development as participants. They are defined under such categories as ‘access’ (the
openness of a community of practice to newcomers), ‘transparency’ (a way of organizing
activities that makes their meaning visible), modeling, and providing learning resources.
Also it is considered important that ‘benign neglect’ facilitates informal contacts between
learners: ‘Apprentices learn mostly in relation to other apprentices’ (ibid., p. 92). These
conditions favor a ‘learner curriculum’, which the authors regard as an essential
characteristic of participants’ development, whereas in their examples direct teaching or
formal instruction plays only a subordinate role.
Minick, Stone & Forman (1993, p. 3 ff.) argue the need to integrate individual, social, and
institutional processes in accounts of children’s learning and development, from the
critical observation that attention to the social and institutional levels of analysis -
although part of Vygotsky’s conception and program - has suffered from neglect. The
third part of the book they edited addresses the relation between institutions of the
educational system and the processes and outcomes of learning as it takes place in these
institutions (ibid., p. 7).
Cole & Engeström (1993, p. 7) use the term ‘activity system’ (like ‘activity setting’
derived from Leont’ev and to be considered synonymous), arguing that ‘the relations
between the individual subject and the community are mediated, on the one hand, by
the group’s full collection of “mediating artifacts”, and, on the other hand, by “rules”
(the norms and sanctions that specify and regulate the expected correct procedures and
acceptable interactions among the participants).’ As they see it, a closer analysis of
apparently unchanging activity systems will reveal that ‘transitions and reorganizations
are constantly going on within and between activity systems as a fundamental part of
the dynamics of human evolution’ (ibid., p. 8). Engeström has applied this theoretical
approach to the study of primary care medical practice as a concrete activity setting
(Engeström, 1993).

2. 6 Meaning and action
Towards the end of this chapter we devote a section to the relation between meaning and
action, as it closely concerns the theme of the present study and as it has presented
problems in the reception of Vygotsky’s writings and the development of socio-historical
psychology.
It has often been noted (e.g. by Kozulin, 1990, p. 105) that Vygotsky’s theory makes a
distinction between instrumental, goal-directed behavior associated with tool action, and
cognition and communication associated with the use of signs and their meanings. In the
eyes of many scholars (e.g. Wardekker, 1986; Kozulin, 1990; Valsiner & Van der Veer,
1991) Vygotsky gave precedence to the latter over the former. As worded by Wardekker
(1986, p. 148), in Vygotsky symbolic activity is primary, material activity secondary.
In consequence of this appreciation the same scholars tend to regard the elaboration of
Vygotsky’s theory by Leont’ev, or, more generally, the ‘Kharkov school’ or ‘activity
theorists’, for whom ‘activity’ became the central concept, as a distortion of Vygotsky’s
legacy (e.g. Wardekker, 1986, p. 141-142, 160 ff.; Kozulin, 1990, p. 239 ff.; Van der Veer &
Valsiner, 1991, p. 289-290). The change of emphasis in the theory has been associated
with the changing political climate in the Soviet Union (e.g. Van der Veer & Valsiner,
1991, p. 290).
In this matter other scholars have taken the point of view that Vygotsky’s oeuvre
represents an unfinished project, and that Leont’ev’s activity theory represents a
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legitimate extension or even amelioration of Vygotsky’s theory (Davydov &
Radzikhovskii, 1985, p. 36; Van der Veer, 1985, p. 151-154; Wertsch, 1985, p. 208; Van
Oers, 1987, p. 389; Cole & Engeström, 1993, p. 7).
Van Oers & Wardekker (1997, p. 177) have noted that recent developments in
sociohistorical psychology show a rapprochement between the ‘semiotic’ and ‘activity’
readings of Vygotsky. Now that both aspects have been worked out more fully it
appears that neither reading of Vygotsky, taken by itself, is able to represent the full
potential of his theory. The extension of word meaning to discourse and of action to
participation in activity settings are being integrated under such formulas as
‘participation in discourse communities’ (Hicks, 1996, cited in Van Oers & Wardekker,
1997, p. 204) or ‘constructing life through language’ (Shotter, 1993).
We believe that the theoretical positions of both Vygotsky and Leont’ev involve a view
of meaning and action as two moments in a dialectical process: requiring each other
without coinciding. Or, in the words of Zinchenko and Davydov (1985, p. X): ‘action and
meaning (sense) are two sides of the same coin’. Assignment of meaning, as a higher
psychological function to be developed in individuals, and the development of agency,
allowing deliberate choice and conscious control, may then be seen to mutually support
each other. A dialectical view of the relation between meaning and action enables
Vygotsky to speak of a practice as holding petrified or fossilized meaning. Such a view is
also characteristic of Leont’ev when he puts forward that the construction of meaning is
not completed in advance of its realization in practical action, but is carried forward and
enriched in the course of its realization (Leont’ev, 1978, p. 78). Also he asserts that an
individual’s personality is formed chiefly by meanings which that individual has realized
in his personal practice (ibid., p. 112). A dialectical relation between meaning and action
makes it possible for each aspect to take prominence or precedence in its turn. Special
attention to meaning is relevant and legitimate when a practice or activity is in a state of
development, in a process of change or in need of revision.
In the present study we propose to approach the relation between meaning and action
from a distinction between the assignment of meaning as characteristic of the symbolic
aspect of human action, and the realization of meaning as characteristic of its practical
aspect. Such a distinction recognizes that meanings, as assigned to practical situations
and settings, indicate possibilities for action (Van Oers, 1987, p. 185) and, hence, have a
virtual nature (Van Oers, 1987, p. 194-195). It also recognizes that meanings, as aims to be
achieved or values to be realized, demand to be realized in practice (Van Oers, 1987, p.
182, 195), thus shaping human practice according to human purpose.
The relation between meaning and action has a special relevance in the sphere of
education. Lortie (1977, p. VII) comments on this relation in his warning that schools are
‘headed for the trauma Max Weber called “rationalization” ’: the substitution of targets
to be efficiently reached for values to be tenaciously pursued. In such a climate schools
give precedence to ‘tool’ over ‘symbol’; to the transmission of useful knowledge and
practical skills over critical reflection and motivated choice. On the basis of such an
analysis it is argued that, if the school is to empower and emancipate instead of
recruiting and training, it must first of all teach meaning (e.g. Moll, 1990, p. 13-14).
The prime relevance of Vygotsky’s socio-historical theory for the sphere of education
may be that it urges a definition of practice in which instrumental goal-directed action
needs the motivational basis of meaning and sense. ‘So, instead of basic skills, a
sociohistorical approach talks about basic activities’ (Moll, 1990, p. 8). Here we follow
Carpay when he defines the mission of school education as developing pupils’ personal
and social identity, and learning as a process of assigning meaning to the world and to
oneself (Carpay, 1993; Van Oers & Wardekker, 1997, p. 206). The mission of professional
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education, such as teacher education, may be considered and treated as a special case of
this principle.

2. 7 Summary and conclusions
Summary

In this chapter we have presented an outline of sociohistorical theory as a basis for the
study of assignment of meaning to teaching in the context of teacher education. To round
off this chapter we now summarize the most relevant points and draw some conclusions.
In terms of Vygotskian theory school teaching may be approached as a historical practice
defined essentially by its meanings: values to be realized, functions to be fulfilled, aims
to be achieved.
Symbolic activity or the assignment of meaning is an integral element of a practice and a
basis for the definition of action possibilities and the making of motivated action choices
by participants.
As an integral element of a practice, assignment of meaning partakes of its social,
cultural and historical character and itself takes the form of a sociohistorical process in
which meanings are defined and redefined over time and throughout a practice as an
activity setting in which different actors participate in different roles and in different
positions.
Individual participants of a practice develop personal meanings (‘sense’) by way of an
appropriation of cultural meanings. Such an appropriation involves valuation of cultural
meanings in the light of personal experience. Personal meanings include an affective as
well as cognitive aspect: a conception of as well as an attitude towards, both of which
aspects are necessary for motivated action.
Personal meanings are organized in the personality, which the theory views as a
developing structure qualifying the individual as a subject of action. Thus, the
appropriation of cultural meanings is also the way to develop an identity in a particular
area of practice, such as teaching.
Appropriation of meaning by individuals takes place through participation in a social
practice. Participation provides a context for learning the meanings of a practice as it
holds possibilities for access to models (‘ideal forms’), for a negotiation of meaning in
interaction with other participants, and for active involvement resulting in performance
inviting feedback, as well as resulting in emotional experiences inviting reflection.
Although learning is embedded in participation, the learning aspect of participation
must receive special attention and care. In order to support participants in this learning
process a practice must deliberately define and shape the conditions which make it into a
pedagogical environment.

Conclusions
For this summary we have drawn on the full tradition of sociohistorical theory,
including Neo-Vygotskian elaborations and extensions. We regard this tradition as a
consistent body of theory which is relevant to the study of assignment of meaning to
teaching, and more especially for the development of personally valid meanings by
trainee teachers in the context of a teacher education program.
Vygotskian theory argues convincingly for the centrality of assignment of meaning in
human activity and human development, both on the suprapersonal and on the personal
levels. Also it defines this central role within the context of social practice.
The ideas making up what has been called the ‘hard core’ of Vygotsky’s theory (Hatano,
1993, p. 163), around concepts as mediation, internalization, ZOPED, have proved both
seminal and consistent, as they have invited elaboration and extension and have proved
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capable of assimilating (seemingly) alien or contrasting views. Thus, Vygotsky’s
attention to individual functioning and development has been fruitfully extended to a
study of wider agency and context. Also, Vygotsky’s emphasis on communication has
been fruitfully supplemented by recognition of the role of practical action. As Neo-
Vygotskian theory has earlier proved able to overcome the one-time controversy
between ‘semiotic’ and ‘activity ‘ readings of Vygotsky, it now appears that the
Vygotskian tradition is able to stand up to postmodern criticism. So far as Vygotsky’s
approach to the individual person, as an ensemble of social relations, may be taken to
anticipate a post-modern position, it may in fact contribute to a redefinition of the
personality, away from individual self-sufficiency.
The Vygotskian framework is relevant and suitable for a study of assignment of meaning
in teacher education, as in the exemplary situation of postgraduate teacher education
described in chapter 1. It is considered specially suitable as Vygotskian theory provides
the bridging approach and bridging concepts allowing a study of the transactions
between assignment of meaning to teaching taking place throughout the practice of
teacher education and taking such diverse forms as public images of teaching and
personal theories.
Sociohistorical theory approaches the appropriation of meaning through participation as
a process. This process is characterized by transformations: cultural meanings are
restructured through internalization and internalization involves a restructuring of the
existing personality. In order for such an approach to become useful for the practice of
teacher education this process needs to be further analyzed and elaborated. Such an
elaboration is needed to work out the conditions a practice has to fulfill to support this
process. The specification of conditions of learning presumes an insight into the
characteristics of the learning process these conditions are to support.
In this respect the theory offers a number of suggestions and proposals, such as views of
an internalization process or sequence in Vygotsky and Leont’ev, and various
elaborations of the ZOPED, as e.g. offered by Tharp & Gallimore (1988). However, these
suggestions and elaborations do not by themselves make up a rounded theoretical
framework for the study of assignment to teaching in the context of teacher education. It
will be attempted to work out such a framework in chapter 3.
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CHAPTER 3  ASSIGNMENT OF MEANING TO TEACHING IN TEACHER
EDUCATION : A THEORETICAL FRAMEWORK

3. 1 Introduction
This chapter presents a theoretical framework for the study of the assignment of
meaning to teaching in the institutional context of teacher education.
This framework is based on the theoretical perspective opened by L. S. Vygotsky, as
outlined in chapter 2. For its construction we have drawn on Neo-Vygotskian extensions
and elaborations as well as on seminal ideas of Vygotsky himself. In places where this is
considered relevant the Vygotskian perspective will be supplemented with compatible
theory from other sources.
The theoretical framework outlined in the present chapter leads up to the design of the
empirical part of this study. This design will be presented in chapter 4.
The argument of the present chapter will be developed along the following lines:
First some basic definitions and distinctions will be presented as to the process of
assigning meaning in a social practice. This process will be exemplified by the practice of
school teaching (3. 2). Next the theoretical framework will be worked out for the
assignment of meaning to teaching as it takes place in the institutional context of teacher
education (3. 3).
This institutional context is conceived as a nested structure (3. 4). Then the question is
taken up how assignment of meaning to teaching develops in trainee teachers in a
teacher education environment (3. 5). On the basis of the preceding argument, it will be
considered what conditions in the teacher education environment may support trainee
teachers in developing a professionally adequate and personally meaningful outlook on
teaching (3. 6). These conditions are integrated into a pedagogy (3. 7). The chapter winds
up with a conclusion (3. 8).

3. 2 Some basic definitions and distinctions
Assignment of meaning as a comprehensive notion

In this study the concept of assignment of meaning has been chosen as a comprehensive
notion, referring to a complex process enabling actors to participate meaningfully in an
area of human practice. On this point we follow Vygotsky’s definition of consciousness
as ‘a dynamic, significance-conveying system which represents a unity of affective and
intellectual processes’ (Vygotsky quoted in Yaroshevsky, 1990, p. 395). The choice of
such a comprehensive concept is supported in Neo-Vygotskian theory, as by Minick,
Stone, & Forman (1993, p. 6), putting forward that ‘modes of thinking evolve as integral
systems of motives, goals, values, and beliefs that are closely tied to concrete forms of
social practice’. On this point the holistic preference of the sociohistorical tradition is
paralleled by other traditions, such as in the concept of ‘perspective’ as used in symbolic
interactionism (e.g. Hijmans, 1985, p. 22 ff.) and in Goffman’s concept of ‘frame’
(Goffman, 1974, cited in Wertsch, 1985, p. 203).
The choice of assignment of meaning as a complex notion brings along the need for some
further distinctions, which will be elaborated below.

Assignment of meaning and realization of meaning
Assigning meaning to teaching implies that the practice of teaching becomes an object of
interpretation and appraisal. But in its turn assignment of meaning to a practice is a
requirement for participation in that practice. Meaning is assigned to teaching with a
view to being realized in its practical execution.
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Considered thus the practice of teaching - like other practices - may be regarded as the
unity of two moments one of which is the assignment of meaning and the other the
realization of assigned meaning. This unity may be called dialectical because the two
moments require and refer to each other without coinciding. On the one hand concrete
practice will never allow the full realization of assigned meaning. On the other hand the
realization of meaning in the actuality of a practice tends to consolidate this practice
making it forgetful about assigned meaning and resistant against new meanings. In this
respect, using a term of Vygotsky’s, practice may embody ‘fossilized’ meaning.
Within the living practice of school teaching the interplay between assignment and
realization of meaning is subject to a dynamics. This dynamics may involve, on the one
hand, an emphasis on the enacting of assigned meanings in the performance of
practitioners and their embodiment in the contents, procedures and instruments of
school teaching. But other moments and situations invite a heightened attention to
assigning meaning. Thus deliberate and explicit attention to meaning is invited when the
existing mission of a practice is challenged. Focused attention to meaning is also called
for in situations where participants negotiate meanings in order to cooperate. A special
case is represented by the training situation so far as it aims at orienting trainees in
meanings informing school teaching, to enable them to explore and appropriate these
meanings in the development of a professional identity. In such situations assignment of
meaning may detach itself from a practice and take the character of an independent
symbolic activity.

Explicit and implicit meaning
Meanings assigned to teaching may be expressed and communicated in various forms.
In this connection Van Oers (1987, p. 178, 194) speaks of ‘forms of existence’ of meaning.
In line with the dynamics discussed above these forms of existence may range from so-
called ‘sympractical’ meanings fully embedded in practice (Luria, 1982, cited in Van
Oers, 1987, p. 195), to a fully detached expression. For the purpose of the present study a
distinction is considered relevant between meaning expressed and communicated
explicitly, and meaning expressed implicitly by being enacted or embodied in the
practice of teaching: enacted by practitioners and embodied in curriculum, organization
and artifacts.
On an analogy with Vygotsky’s distinction between scientific and everyday concepts
(above, p. 22) explicit meanings are required for overt discussion and conscious
handling, but need the support of implicit (enacted and embodied) meanings to be
experienced as valid and legitimate. Here we see a parallel with the distinction made by
Watzlawick, Beavin & Jackson (1967) between digital and analogous (roughly verbal and
non-verbal) communication. In the case of dissonance the meanings communicated
digitally are liable to being discredited in favor of those communicated in a non-verbal
way. In a similar way the communication of explicit and implicit meaning, assigned to
the same object and by the same actor, may also be perceived as either consonant or
dissonant and carry the same effects.
Assigning meaning to teaching comprises cognitive elements such as the interpretation
of existing practice in the light of given concepts or images of teaching, or the
construction and revision of such concepts or images. On the strength of Vygotsky’s
views on the development of the imagination (above, p. 23), as well as the elaborations of
Elbaz (1981) and Au (1990) (above, p. 9-10), we will assume that the cognitive aspect of
assignment of meaning to teaching may take the character of reasoned argument as well
as the character of imaginative construction. According to Vygotskian theory
imaginative construction in its developed (‘post-adolescent’) form, while incorporating
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abstraction, retains the quality of concrete thinking. Such a view makes it possible to
regard images of teaching as a crystallization of discursive thinking. Conversely, it
makes images of teaching accessible to description and discussion.

Affective elements in assignment of meaning
On the affective side these cognitive elements are accompanied by such elements as
appraisal and commitment: appraisal involving the formulation and application of value
judgments and commitment involving the readiness to engage in the realization of
assigned meaning. These cognitive and affective elements may be regarded as two
aspects of one integral process of assignment of meaning as they are both required for
motivated participation in a social practice. Also it may be considered that the operations
of interpretation and evaluation, or of conceptualization and commitment, are
interdependent and often performed in combination. On this point the Vygotskian
perspective on socio- and psychosemantics finds a corollary in linguistic semantics, more
specifically in Austin’s theory of speech acts. As summarized by Lyons (1981, p. 190): ‘To
make a statement is to express a proposition and simultaneously to express a particular
attitude towards it.’ Considered thus the development of a concept or image of teaching
and of an attitude to teaching may be regarded as taking place side by side.
On the other hand the distinction between the cognitive and affective aspects of
assignment of meaning may, for analytic purposes, have to be deliberately observed.
Thus a purely cognitive inspection of a concept of teaching, or a comparison of different
concepts, may precede any considerations of choice or commitment.

Transmission and construction in assignment of meaning
The two notions of transmission and construction have their origins in different psycho-
logical and pedagogical traditions. As such they may be considered as representing two
points of view forming an antithesis. In connection with school learning and school
teaching the question has been raised (Hatano, 1993, p. 153ff.), in how far the
sociohistorical tradition of Vygotsky, in its emphasis on sociogenetic learning involving
transmission, imitation, appropriation and internalization, is able to do justice to the
concept of construction.
The theoretical framework proposed in the present study is based on the view that the
two notions of transmission and construction do not inherently deny each other but may
be considered as elements of a process in which presentation serves construction. In this
respect we follow a suggestion made by Resnick (1987, p. 47, quoted in Hatano, 1993, p.
164) that ‘the environment and the culture provide the ‘material’ upon which
constructive mental processes will work’. We consider this suggestion a useful pointer
for the development of a view of assignment of meaning, in which meanings assigned
and communicated at one point or moment in an activity setting provide the materials
for the construction of meaning at another. Considered from this perspective assigned
meaning serves as a context, both constraining and inviting, for the construction of new
meaningful text.

3. 3 Assigning meaning to teaching in the institutional context of teacher education:
theoretical considerations
On the basis of the general tenet of a social practice being grounded in meaning (above,
p. 33) we will regard the assignment of meaning to teaching as taking place throughout
the practice of teacher education, in relation to different forms and levels of agency.
The process of assigning meaning to teaching in teacher education reflects the complex
nature of the practice of teacher education. Persons, groups or institutions engaged in the
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practice of teacher education are engaged in the assignment of meaning to teaching from
their own particular position, in connection with their own roles and tasks. But these
‘local’ assignments of meaning may be considered also to take the character of
participation in a discourse community in which local assignments of meaning interact
against the background of a common tradition and through the medium of a common
language.
According to Neo-Vygotskian views institutional environments deserve study as
assignment of meaning extends beyond the interpsychological plane and includes
institutional phenomena (Wertsch, 1985, p. 74; Nicolopoulou & Cole, 1993, p. 283). Such
views are supported from studies of teacher socialization stressing the need of
examining institutional environments that exist for particular students and groups of
students under study (Zeichner & Gore, 1990, p. 336). We will assume that assignment of
meaning to teaching as it takes place in the broader context of teacher education affects
the conditions under which trainee teachers may explore and appropriate professional
meanings in a local teacher education environment.
For the study of assignment of meaning to teaching in the institutional context of teacher
education we regard four concepts as specially relevant:
1) Activity setting. As appears from the overview in chapter 2 (above, p. 26) the term
‘activity setting’ may refer, more broadly, to a social practice such as labor or schooling
(Wertsch, 1985, p. 212), or, in a more restricted way, to local contexts to be found or
specially arranged within such a broad practice (Tharp & Gallimore, 1988, p. 71 ff.;
Tharp, 1993, p. 276; Goodnow, 1993, p. 372). In both cases the term refers to a specific
socio-cultural complex to be described in terms of objective features, such as activities,
artifacts and environmental features, and of underlying (often implicit) assumptions and
rules about roles, goals and the use of means (see e.g. Cole & Engeström, 1993, p. 8, and
Engeström, 1993, p. 68). Neo-Vygotskian users of the term follow its author A. N.
Leont’ev in regarding an activity setting as defined fundamentally by its meaning or
meanings. In our theoretical framework we shall approach teacher education as an
activity setting according to the above definition.
2) Embeddedness, nestedness. Both terms are used to describe the structure of an activity
setting as characterized by levels of organization. For ‘embeddedness’ see Serpell, 1993,
p. 359-362; for ‘nestedness’ Tharp, 1993, p. 276. Analysis in terms of embeddedness has
been introduced into developmental psychology by Bronfenbrenner (1979), making a
distinction between micro (e.g. mother-child dyads), meso (e.g. family or neighborhood),
and macro systems (e.g. cultural groups or nation-states) (Serpell, 1993, p. 359). It has
been observed (Goodnow, 1993, p. 371) that schools offer a particular opportunity to
observe events at individual, interpersonal and institutional levels. Such an analysis will
have to take into account that embeddedness and nestedness do not necessarily involve
sharp boundaries between levels, that levels may interlock, and that levels may be
differently distinguished and specified according to the need for a broader or finer
grained analysis (e.g. Tharp, 1993, p. 270, 276).
A warning has been expressed (Serpell, 1993, p. 359) that embeddedness, if interpreted
as a multiple and one-sided determination of ‘smaller’ by ‘broader’ contexts, leaves the
individual person at the end of the line and very much contained and constrained. To
remain free from such an interpretation our theoretical framework, based on the
Vygotskian view of personality, will instate the individual person as itself a level of
organization within activity. Also it will regard the relation between different levels as
interactive, involving a two-way flow of communication and influence.
3) Agency. Above (p. 21) we have introduced the concept of human agency as a quality
enabling people to become the subjects of deliberate choice and conscious control of their
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actions. We subscribe to the view of Lave & Wenger (1991, p. 50) that ‘theorizing in terms
of practice, or praxis, also requires a broad view of human agency’. The concept of an
activity setting links up with a concept of agency as extending ‘beyond the skin’
(Wertsch, Tulviste & Hagstrom, 1993, p. 337). Such an extension may refer to a plurality
of persons, from dyads to cooperating groups, as well as to persons or groups acting
together with cultural resources (ibid. ). Vygotskian theory can easily accommodate such
an extension because, through its principle of internalization, it sees agency in
individuals as actually originating in supra-individual agency. In our theoretical
framework the terms ‘agency’ and ‘actor’ will be used to refer to the acting both of
individuals and of supra-individual action systems.
4) Participation. From sociohistorical theory (Leont’ev, Rogoff, Lave & Wenger) we adopt
the principle that in any activity setting action takes the form of participation, as all
action in such a setting presupposes a pre-existent tradition and culture and is
undertaken within a pre-determined structure and in relation to other actors.
Assignment of meaning to a social practice will be approached as a feature of
participation. Participation will also be viewed as the basis for learning a practice,
including its meanings.

3. 4 Teacher education as a nested structure
On the basis of the definitions and distinctions introduced for the study of assignment of
meaning, and of the concepts considered relevant for the approach of teacher education
as an activity setting, we will now elaborate the theoretical framework for teacher
education as a nested structure.
Our distinction and specification of levels in such a structure will be proposed in the
light of its suitability for purposes of analysis, and generalizing from the example of
university-based teacher education in the Netherlands, rather than as reflecting
essentials. We will distinguish five levels on which assignment of meaning to teaching
takes place in teacher education. These levels are:

- a first macro level: community background;
- a second macro level: broad policy frames for teacher education ;
- a meso level: individual teacher education establishments;
- a micro level: interactive situations in a teacher education establishment;
- a personal level.

A study of assignment of meaning to teaching on each level will have to pay attention to
what agents or sources may be distinguished as ‘producers’ of meaning in relation to
their particular positions and roles, to what areas or aspects of teaching they assign
meaning, and how these meanings are expressed and communicated.

First macro level: the community background
Education and teaching being matters of common interest the assignment of meaning to
teaching on the macro level is not limited to the sphere of government. Government
policy and party politics are actively influenced by various interest groups, such as
employers’ organizations, trade unions, organized educational sectors (e.g. universities),
the organized teaching profession, parents’ and pupils’ organizations, groups striving to
preserve or obtain a place in the school curriculum for specific disciplines, and groups
seeking an entry in the school for ‘educations’ in different areas such as emancipation,
conservation, and human rights. Both government and interest groups may make use of
expertise on different aspects of school teaching which is available in a variety of
institutes such as the school inspectorate, universities, pedagogical centers, as well as
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institutes for curriculum development, for the development and production of tests, and
for the development of educational technology.
Education and teaching having become more and more the objects of research, teacher
behavior, teacher thinking, teachers’ motivation and attitudes as well as their
professional status, are being investigated from a scientific perspective.
As school teaching represents a considerable market, publishers and other producers of
educational materials, concretely embodying meanings as to what is to be taught and
how instruction is to be shaped, exert a strong influence, which may be both
empowering and constraining, on teaching as it takes place in schools.
Apart from the circumstance that every citizen, as a tax-payer, is a co-funder of the
education system, common public interest in the practice of school teaching is due to the
fact that, as a pupil and often as a parent, every citizen has been at some time an active
participant in this practice. Therefore every citizen may also set up as something of an
expert in the area of school teaching. Public opinion about school teaching is formed and
developed through such media as the daily press, general and specialized periodicals,
television, film and literature. Thus, such current issues as a changing curriculum and
the status and professionalism of teachers, reported in the first chapter of this study,
have been the subject of discussion and debate in the media.
So far as personal experiences and memories of school teaching, undergone as a pupil,
continue to influence people’s views on teaching, meanings established on the personal
level may be directly influential on any inter- or supra-personal level on which ex-pupils
participate in assigning meaning to teaching. This situation provides one clear example
of a ‘bottom-up’ communication of meaning within the overall practice.

Second macro level: policy frames for teacher education
Against the background of the ‘concert of voices’ on the first macro level, the frames of
meaning set up by government and directly affecting teacher education establishments
deserve some special attention.
In countries, like the Netherlands, where teacher education establishments serve a
publicly financed education system and are themselves part of this system, some of the
fundamental meanings affecting teacher education establishments are laid down by
national government in legislation or in binding rules. These meanings concern the areas
of school education in general, the profession of teaching, and, more directly, teacher
education itself.
Government policy is itself the outcome of assignment of meaning to teaching on the
part of political parties representing different views of the social function and the content
of school education. Political views of education and teaching may be taken from a
variety of perspectives, which have to be harmonized to achieve sufficient political
support for government policy.
Both the constitutional freedom of schools and the current style of government in the
Netherlands, characterized by the principle of deregulation, lead to a policy in which
meanings assigned to teaching take the form of broad frames, allowing overall direction
and control but leaving room for a relative autonomy of individual schools and
establishments.
As governmental policy-making is also based on consultation and participation, the
formulation of macro meanings affecting teacher education establishments as well as the
control of their realization is a matter of negotiation between the government and the
organized teacher education establishments.
The traditional function of teacher education - as historically exemplified by teacher
education for primary education - is associated with the production and maintenance of
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a body of teachers for an established practice of teaching in schools. But in the
Netherlands, as was noted in chapter 1, the creation of a full-fledged teacher education
provision for secondary education has, not accidentally, run parallel with the
introduction of changes into the structure and content of secondary education. Today
teacher education establishments are invited to become participants, and sometimes
pacemakers, in the implementation of new meanings in the education system. The
contrast between reproduction and innovation may be toned down by the consideration
that the education system at any moment presents a mix of stability and change and
hence always needs teachers who are both caretakers and innovators. To teacher
education establishments, however, such a contrast presents problems to be explored
and resolved, as well as opportunities to put in their own accents and create their own
profile.
In accordance with the deregulating style of government policy macro meanings are
formulated under such broad headings as the professional image and profile of the
teacher teacher education establishments are to educate. The same features of style show
up in procedural elements such as the general plan and the educational visitation, which
may be regarded as steering instruments for the implementation of these macro
meanings in the practice of teacher education establishments.
To answer the needs of a differentiated education system, as in the Netherlands, teacher
education is itself distributed over different kinds of teacher education establishments,
educating different kinds of teachers. In such a situation meanings assigned to teaching
will - to some extent - reflect this structural diversity, which encourages different
‘species’ of teacher education to work out their own profile. Once more using university-
based teacher education in the Netherlands as an example, this group of teacher
education establishments is working out a program combining the three functions of
initial teacher education, further professional education, and research, all in connection
with teaching provided by university-trained teachers. Such a program is of interest to
universities, as it offers them special rights to the production of high-quality teachers in
higher levels of secondary education, opens up a field of employment for their
graduates, and - through teacher education contacts with pre-academic secondary
education - supports their recruitment of undergraduates.
Using a distinction made by Wardekker (1986, p. 20) we may distinguish between
science and education as representing two different types of learning. Science represents
sociogenetic learning by producing new systems of meaning; education represents
ontogenetic learning by reproducing existing systems of meaning in individuals.
Considered in these terms university-based teacher education establishments may see
their position as that of an intermediary between ontogenetic and sociogenetic learning.
For a detailed discussion of this bridging function see Rijlaarsdam (1998). This example
may serve to point attention to the relation between the position of teacher education
establishments within the structure of teacher education, their statements of mission and
program, and meanings they assign to teaching.

Meso level
Individual schools and other educational establishments may be viewed as concrete
corporate agents assigning meaning to teaching within macro frames, on the basis of
their religious or pedagogical identity, and in the light of their specific position within
the education system and their demographic and market position. But these corporate
agents may also be viewed as communities of groups and individuals with different
interests and perspectives, having to harmonize these differences into a workable and
marketable unity.
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In order to manifest itself as an agent the individual teacher education establishment
must use the macro meanings, transmitted to it in various forms, as a context for the
definition of its own meanings about school teaching. In this process the teacher
education establishment may be said to develop its identity as an actor.
A teacher education establishment needs an identity to present itself consistently to the
outside world, to develop and realize a consistent teacher education program, and to
create conditions for cooperation among its staff, as well as between teacher educators
and trainees. On this point, following Bernstein (1971, p. 49) *), we introduce the
distinction between a collection and an integrated code as representing two ways of
achieving coherence in a teacher education establishment.
Bernstein distinguishes between two educational knowledge codes. Under the first code
(‘collection’) coherence is sought in an organization able to accommodate differences,
under the second (‘integration’) by subsuming differences under an explicit common
idea. To the extent that steering instruments on the macro level put more emphasis on
conceptual consistency teacher education establishments are invited to follow suit and to
develop themselves under an integrated code.
In this connection it is important to note that teacher education establishments have a
composite structure, made up of a university or higher education institute working
together with practice schools. In such a structure, conceptualizations of teaching may
differ between institute and schools as well as between participating schools. Feiman-
Nemser (1983), cited by Zeichner & Gore (1990, p. 336) has pointed out the importance of
a distinction between campus-based and field-based elements in preservice teacher
education programs as representing different, and often competing, notions of the
process of learning to teach. The products of assignment of meaning on the meso level
are both of an explicit, documentary, and of an implicit, enacted or embodied, nature.
Meanings assigned to teaching are formulated explicitly by individual teacher education
establishments in mission and policy statements, as well as in study guides and
curriculum materials. These documented meanings are paralleled by meanings
embodied in the culture of the establishment, sometimes also referred to as the
establishment’s ‘organization culture’ (Marx et al., 1995, p. 49) or ‘ideology’ (Smets, 1985,
p. 276), expressing the values and standards informing all working relations and
interactions within the establishment, and in a ‘school ethos’ (Rutter, Maughan,
Mortimore & Ouston, 1980, p. 55-56), expressing more deliberately the values and
standards the establishment wishes to communicate through its practice as a model.
With respect to the question how a teacher education establishment communicates
meanings to its trainees the distinction between explicit and implicit meaning receives a
special significance from the consideration that the teacher education establishment,
preparing trainees for teaching in secondary schools, is itself a kind of school in which
the position of trainees is akin to the position of pupils. Within the field of professional
education this parallelism is specific for teacher education and holds consequences for its
practice regarded as a model. At the same time that explicit meanings are presented and
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx
*) Vygotsky and Bernstein share a theoretical ancestry in Durkheim or, more generally, the
‘French school of sociology’. Vygotsky’s debt to Durkheim has been identified as consisting in a)
an explicitly genetic point of view and b) the assumption of a set of collective representations
imposing themselves on the individual (Van der Veer & Valsiner, 1991, p. 206). From this
common source Vygotsky and Bernstein work out materials in different directions, Vygotsky
concentrating on individual development from a psychological and pedagogical perspective, and
Bernstein inquiring from a sociological point of view into cultural transmission through
education.
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communicated to trainees they experience meanings which are enacted and embodied in
the teaching practice of the institute (1990, p. 450-465). In this connection Ginsburg &
Clift  report studies emphasizing the impact of a hidden curriculum in professional
education courses, to the point of considering this hidden curriculum the core of teacher
socialization. From a descriptive point of view it may be asked how the relation between
presented and practiced meaning is perceived by trainees. From a normative, pedago-
gical point of view it may be asked how this relation has to be shaped in such a way that
the practice of a teacher education establishment may function as a model. In this
connection, following Carl Rogers, a ‘principle of congruence’ has been formulated
(Korthagen, 1998, p. 33).
At the end of this chapter (sections 3. 5 and 3. 6), with relevance to conditions supporting
the development of a professionally adequate and personally valid image of teaching by
trainee teachers, we will return to the way a teacher education establishment
communicates meanings of teaching to trainee teachers.

Micro level
In terms of the nested structure of teacher education, macro and meso meanings in their
turn provide frames for assignment of meaning on the micro level. The micro level is
here defined as referring to social interactions in concrete situations. By representing
interpersonal contacts, the micro level forms a bridge between assignment of meaning on
the suprapersonal macro and meso levels, and assignment of meaning on the personal
level.
Traditional readings of Vygotskian theory have focused on the micro level as providing
the model and basis for personal assignment of meaning. More extended readings, as
instanced e.g. by Forman, Minick & Stone, Eds. (1993), have called for attention to the
embeddedness of micro situations in broader institutional contexts. From this
perspective, which is also the perspective of the present study, micro situations in
specific activity settings, such as in teacher education, with the repertoire of situations,
interactions and the roles they provide for interacting participants, are considered to be
partly predetermined on the macro and meso levels. At the same time, this wider context
also partly pre-establishes the frames of meaning available for the interpretation of these
situations, interactions and roles.
The teacher education establishment holds a variety of interactional situations which are
representative of an activity setting geared to teaching and learning. In these educational
situations trainees take part in a variety of roles. By the way the teacher education
environment selects and structures its repertoire of interactions and roles it creates
conditions for its trainees to explore and appropriate the meanings of these interactions
and roles.
With respect to assignment of meaning to teaching, the interactional situations in a
teacher education environment may be ordered on a dimension ranging from situations
in which meanings remain largely implicit, to situations which involve an explicit way of
dealing with meanings.
At one end of this dimension there are situations with the general character of ‘work
situations’, as exemplified by teaching class, in which action dominates over meaning. In
these situations jobs are to be done: tasks have to be fulfilled, plans to be carried out,
expectations to be met. In such situations meanings have to be realized in action. While
they are in progress, these situations leave little room for inspection, interpretation or
deliberation. They require ‘a grasp of the moment and lightning decisions’ (Caselmann,
1964, p. 81). They have been characterized as ‘immediate educational situations’ (Dolk,
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1997, cited in Korthagen, 1998, p. 16), that is, situations leaving little time for reflection.
In Luria’s terms the meanings of such situations are ‘sympractical’ (above, p. 34).
In these situations meanings are enacted (by individual participants) or rather transacted
(between participants) without - mostly - being explicitly expressed or negotiated. The
enacting of meaning in an ‘immediate’ situation has been conceived as taking the
character of a ‘Gestalt’, a pattern in which cognition, emotion, volition and action-
tendencies are fused (Korthagen, 1998, p. 17). As long as meanings in such ‘immediate’
situations remain unquestioned and unchallenged they may become petrified and action
patterns may become consolidated into a routine.
At the other end of this dimension the teacher education environment may provide
situations, arranged at a remove from the workplace and relieved of all pressures of
performance, which are designed to inquire into practical situations as they are
experienced by participants. This inquiry is intended to analyze and consider what
practical situations mean to participants: how they may be interpreted in the light of
objectives and values, to what motives they appeal, and what action possibilities they
hold. In such contemplative situations meanings are made explicit in order to be
consciously appreciated. Here meaning may be said to dominate over action.
Explicit attention to educational meanings is also offered, at some distance from practical
performance, in theory forming part of the teacher education curriculum. This theory
may provide participants with publicly available and valid frames for their inquiry into
the meaning of educational situations and of their own role.
Between these two extremes the teacher education environment holds a variety of
interactional situations involving communication, discussion and negotiation of
meanings of education and teaching, in connection with practical tasks. This variety
includes situations such as the design and planning of instruction, of guidance, or of
educational materials, the assessment of results and the evaluation of given instruction,
so far as these involve an exchange of views and opinions; as well as interviews,
consultations, discussions and conferences on the collegial level or in the sphere of
coaching and guidance.
Apart from the formal situations which the teacher education environment provides for
such an exchange participants may seek and use opportunities for informal exchanges,
both to test and develop personal meanings through comparison with peers and to
develop shared meanings as a mark of in-group membership and solidarity. Depending
on its ‘educational knowledge code’ as defined above (p. 40), the teacher education
establishment may provide openness and safety for exchanges within as well as across
subgroups, so as to incorporate informal contacts in its culture and to prevent a climate
of ‘gossip, intrigue and a conspiracy theory of the workings of the organization’
(Bernstein, 1971, p. 61). Lave & Wenger (1991, p. 93) underline the importance of such
forms of ‘benign community neglect’ to promote the learning of apprentices in relation
with other apprentices.
Trainees in the teacher education environment take part in interactional situations in
different roles. On the one hand trainees participate in the role of learners, vis-à-vis their
teachers and coaches in the teacher education environment. As such they may be the
addressees of instruction, the executors of study assignments set to them, the clients of
tutoring, coaching and supervision, and the objects of assessment. They may also be
engaged as partners in cooperative activities with staff. As adult and graduate learners
trainees are - within limits - the planners and organizers of their own learning route
through the teacher education program. As members of the student population of the
teacher education environment trainees are also the peers and co-learners of other
trainees.
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On the other hand trainees participate in interactions in the role of teachers, vis-à-vis their
pupils in the practice situation, and in collegial contacts with teaching staff of the
practice school.
The performance of these two basic roles, their partial overlapping, and the frequent
transitions from the one to the other, which are all characteristic of initial teacher
education, allow trainees a two-sided perspective on the teaching-learning transaction.
Above it has been argued that what takes place on the micro level of a teacher education
environment is partly predetermined by meso and macro frames. Here it may be added
that the meanings a teacher education environment communicates to its participants are
put across most clearly and forcefully on the micro level. The features of an institutional
style of handling meaning become manifest on the micro level of the teacher education
environment. On this level meanings are communicated through situations allowing
participants an active involvement in interactions which are characteristic of learning
and teaching. It is pre-eminently these situations which provide the experiences inviting,
and sometimes urging, to be inspected for the meanings they carry with a view to
personal valuation and appropriation.

Personal level
From the perspective of Vygotskian theory human individuals develop personal
meanings through being engaged in social practices. Taking Vygotsky’s principle of
internalization as a guideline we shall take it that personal meanings cannot be
developed independently of the supra- and interpersonal levels of assignment of
meaning.
But at the same time there is no direct or mechanical transmission of meaning from the
supra- or interpersonal levels to the personal level. The transaction of meaning between
these levels involves an active and autonomous role for the individual participant as a
person. Appropriation of meanings communicated by the teacher education
environment depends on the way these meanings are perceived and received by
participants.
How meanings are perceived and received by individual participants depends first of all
on the structure of meanings which participants, as persons with already formed
personalities, bring to the teacher education situation. Personalities, as relatively stable
structures of personally valid meanings, develop over time and on the basis of
experiences both within and outside the province of education. A specially strong
influence has been attributed to the many hours of anticipatory socialization spent by
trainee teachers as pupils, forming an ‘apprenticeship of observation’ (Lortie, 1977, cited
by Zeichner & Gore, 1990, p. 333). As also worded by Lortie (1977, p. 66): ‘The mind of
the education student is not a blank awaiting inscription’. New meanings can only be
appropriated by way of a confrontation with existing ones and by way of a
transformation of the existing structure of personal meanings.
How meanings are perceived and received by participants is also dependent on
conditions in the teacher education environment. Meanings can be clearly perceived
when they are clearly and consistently presented. Meanings can be received as relevant
and valid if their relevance and validity have been shown. So far as the development of a
professional identity is the result of an identification with meaningful models, such
models must be provided by the teacher education environment. As a person, the
individual participant has the possibility to confront the meanings presented to him, the
freedom either to appropriate or to reject these meanings. Appropriation implies that
meanings are integrated into the personality through a process involving valuation and
choice. Lortie (1977, p. 55-56) makes a distinction between strong and weak socialization
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experiences in teacher education: as an effect of strong experiences ‘the selves of
participants tend to merge with the values and norms built into the occupation’, whereas
weak experiences leave existing attitudes, values and orientations intact. However, as
Lacey (1977, p. 72) has argued under the heading of ‘strategic compliance’, socialization
under pressure may enforce outward behavior, but will not be able to touch the existing
personal structure of meaning. Hence, ‘strong’ experiences require the complement of
unconstrained inspection for a personal appropriation of the meanings they carry.
Thus far the accent in this section has been on the shaping of individual persons through
their participation in social environments. But, as was argued above (p. 36), assignment
of meaning in a social practice involves communication of meaning in more than one
direction. The personalities of individual participants also serve as inputs and sources,
contributing to the definition and development of meaning on inter- and suprapersonal
levels. In this connection the teacher education environment may actively engage
individual participants, including trainees, for a co-construction of meaning with regard
to the issues involved in its mission, and for a cooperative shaping of its practice.

3. 5 The development process in trainee teachers
The theoretical framework outlined above has aimed at a general overview of the
process of assignment of meaning to teaching as it takes place in the practice of teacher
education. Towards the end of this chapter we will now focus attention on the
assignment of meaning to teaching as it develops in trainee teachers and on the
conditions under which such a development may be supported by the teacher education
environment. For this purpose the theoretical framework will be partly summarized and
further elaborated. Our argument will be based on the assumptions that the teacher
education establishment has to support its trainees in developing a professional identity,
and that this identity is achieved through an appropriation of meanings which are
publicly held relevant and valid in the sphere of teaching and learning. On the basis of
these assumptions the question may be asked how the teacher education environment
may function as a support system for such a development process in trainees.
It should be realized that Vygotsky, while concentrating strongly on individual
development and providing seminal ideas for its study, has not himself paid specific
attention to the spheres of adult and professional development. This means that
interpretations and extrapolations will have to be made, with a careful consideration of
their transferability. Besides, this situation calls for an appeal to Neo-Vygotskian
extensions and elaborations with special relevance to our purpose.
Also our theoretical framework will have to take into account that assignment of
meaning to teaching, as it develops in trainee teachers, is embedded in a complex
process of developing participation, of which it forms one element, be it of central
importance.
A third preliminary consideration concerns the nature of such a process of development
which, empirically, may be approached as a process of observable change.
Characterizing this process as a process of development implies that it is seen as directed
to certain goals, derived from a conception and standard of professionalism. In this
respect our framework will take a normative character, providing an - idealtypical -
model of (initial) professional development in a teacher education environment. Such a
model may then also serve as a frame for description.
In the following three sections some Vygotskian and Neo-Vygotskian ideas on
individual development will be introduced into the theoretical framework.
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Assigning meaning: stages in individual development
In Vygotskian theory assigning meaning to the world as a theater of action is regarded as
a process of long duration. As characterized by Van der Veer & Valsiner (1991, p. 267),
‘children and adults are living in a different semantic universe’. In the course of this
process individuals are engaged in different forms of participation in their socio-cultural
environment, involving successive stages of development. As described by Van Oers &
Wardekker (1997, p. 191 ff.), in connection with Vygotsky’s periodization of individual
development, each of these stages is characterized by a ‘leading activity’ involving
specific developmental tasks, and leads up to a critical moment of discontinuity
announcing a further stage of development, which holds a new relation with the cultural
environment and new tasks to be achieved. It is typical of Vygotsky’s view of individual
development that the transition to a further stage involves a transformation of the
existing structure in which the results of preceding stages are transformed and
‘superseded’ to become part of a new system. In this respect, the formation of a
professional identity by trainee teachers cannot be seen as something added to an
already formed personal and social identity, but as requiring a restructuring of these
identities, taken together.

Adolescence as the background for assignment of meaning in professional
education
In his own work Vygotsky worked out a periodization up to the age of adolescence.
From his studies on concept formation and on the imagination in adolescence it becomes
clear that Vygotsky regarded adolescence as essentially the age of cultural development
and the development of higher psychological functions (e. g. Vygotsky 1994a, p. 195).
The stimulus for this development comes from the environment which pushes the
adolescent forward in the process of ‘growing into the cultural, professional and social
life of adults’ (ibid., p. 213). Vygotsky’s ideas about periodization and leading activities
were taken up for further elaboration by Leont’ev and Elkonin (see Hedegaard, 1990, p.
351 and Van Oers & Wardekker, 1997, p. 192). According to Elkonin the third, late school
and youth, period of individual development is characterized by ‘the development of
motives for social and societal involvement and methods for the mastery of personal
relations as well as work and societal requirements’ (Hedegaard, 1990, p. 351-352).
We take this characteristic of adolescence as a broadly valid description of the
developmental phase preceding assignment of meaning in the sphere of professional
education, and as a foundation on which this further development has to build forward.

Participation as the matrix for assignment of meaning
Taking up the Neo-Vygotskian accents on situated learning and participation, our
framework will regard assignment of meaning to teaching by trainee teachers as
embedded in teacher education as an activity setting in which they are participants. This
setting is characterized by school teaching as its leading activity, involving an activity
program answering values and goals, forms of social interaction and communication in
an institutional setting, and the use of cultural resources including symbols. Participation
involves being drawn into a situation where productive activity and understanding are
dialectically related (Lave & Wenger, 1991, p. 102), and where interpersonal transactions
create patterns of meanings, values, and cognitive structures (Gallimore & Tharp, 1990,
p. 187). Assignment of meaning as an aspect of participation involves that trainee
teachers explore and appropriate the meanings defining the activity which is central to
the setting, in interaction with other participants and with the help of the available
symbolic resources.
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Within this matrix of participation assignment of meaning to teaching by trainee teachers
may be seen as pushed forward by and in its turn contributing to their development as
participants towards a criterion of full participation. The movement towards full
participation has been characterized with the help of different metaphors, Lave &
Wenger speaking of a centripetal process leading the newcomer from the periphery to
the center of an activity setting, whereas Leont’ev accentuates the opposite, outward
direction by speaking of ‘widening limits’, ‘an ever-widening circle of activity’ (Leont’ev,
1978, p. 127). Taken together these two metaphors aptly characterize a process of
development involving both increasing mastery and responsibility, and a gradual
extension of the teacher’s sphere of action.
As indicated above (p. 18, 19, 30) Vygotskian theory distinguishes a cognitive and an
affective element in assignment of meaning, while at the same time emphasizing their
close relation and mutual interaction. In this connection Van der Veer & Valsiner (1991,
p. 169) speak of a ‘dynamic unity of affect and reasoning’. We will first discuss both
elements in their own right and then pay attention to their integration.

The cognitive element in assignment of meaning to teaching
According to Vygotsky’s periodization schema the psychological function of concept
formation has been fully developed in adolescence. This means that, in principle, trainee
teachers are able to take a distance and generalize from concrete situations. Academically
trained trainee teachers may actually be considered to possess special expertise in the
manipulation of verbal abstractions. Besides, long-standing experience with school
teaching has provided trainee teachers with a well-established fund of
conceptualizations. What then, is the nature of further cognitive development during
their professional socialization? We distinguish three strands:
The first is the confrontation of an existing conceptualization of school teaching with
new concepts. Here Vygotsky’s distinction between everyday and scientific concepts
(above, p. 22) is applicable: to the extent that the existing conceptualization of school
teaching in trainee teachers is often of an implicit and unsystematic character it needs to
be confronted by explicit new concepts brought to conscious realization and accessible
for revision. On this point the crux of development lies in strengthening the conscious
quality of concepts of teaching, thus making them instruments for deliberate goal
formation, design and planning.
Second is the - external as well as internal - discussion and negotiation of different
concepts and conceptions of teaching as necessary for the development of shared
meanings in cooperation, as well as for the construction of a personally valid and
consistent outlook on teaching.
Third and last is a continuing confrontation of conceptualization with practical activity.
Concepts and generalizations must be functional in practice as tools (Van der Veer &
Valsiner, 1991, p. 259-260). Only on that condition they may come to be used as
instruments for deliberate goal formation, design, and planning. In this connection
Vygotsky notes that ‘the greatest problem encountered by the adolescent and which he is
usually only able to overcome towards the very end of adolescence, is the further
transference of the sense of meaning of the worked out concept to ever new concrete
situations. [… ] This road from the abstract to the concrete proves to be no less difficult
than the ascending road from the concrete to the abstract had been in its own time’
(Vygotsky, 1994a, p. 253). It may be added that this is also the way ‘scientific concepts
grow down into the everyday’ (Moll, 1990, p. 10), by becoming familiarized through use
and experience.
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For Vygotsky key words to indicate the goal of the cognitive line in development are
conscious awareness, voluntary control and deliberate use (Au, 1990, p. 274; Moll, 1990,
p. 9; Moll & Whitmore, 1990, p. 20; Van der Veer & Valsiner, 1991, p. 276). Other terms
used in this connection are autonomy (Pea, 1993, p. 60) and self-regulation (Van der
Veer, 1985, p. 63; Moll, 1990, p. 17; Van der Veer & Valsiner, 1991, p. 71). As noted in
chapter 2 (above, p. 21), Wertsch (1985, p. 25) and Díaz et al. (1990, p. 127) regard
increasing self-regulation as the hallmark of the transition from basic to higher
psychological functions.
We share the feeling of some critics (Goodnow, 1993, p. 378; Packer, 1993, p. 264; Perkins,
1993, p. 99) that the terms autonomy and self-regulation present a problem by suggesting
an undue emphasis on individual independence and self-sufficiency. Therefore we agree
with Goodnow (1993, p. 378), that this goal should be counterbalanced by the ability to
achieve shared meanings as an objective of development.
A third goal of development in assigning meaning to teaching may be formulated in
terms of systematization and integration. One strong point of scientific concepts is that
they form part of a conceptual system. They allow ‘a movement toward the integration
and systematization of what is known within the formal frameworks provided by
theoretical knowledge’ (Chang-Wells & Wells, 1993, p. 61). In a similar way the
conceptualization of teaching by trainee teachers may develop towards a more highly
comprehensive and consistent whole. Following Elbaz (1981) and Au (1990), we will
assume that such highly generalized conceptions may take the quality of images. As
expressed by Vygotsky: ‘The meaning leads to the emergence of a meaningful picture of
the world’ (Van der Veer & Valsiner, 1991, p. 174).

The affective element in assignment of meaning to teaching
In Vygotskian theory the distinction between cognitive and affective development is not
just an analytical one, as a person’s affective dealings with the world are considered to
take place on a separate plane, as it were underlying the plane of cognition. In
Vygotsky’s well-known formula: ‘Thought is not the last of these planes. It is not born of
other thoughts. Thought has its origins in the motivating sphere of consciousness, a
sphere that includes our inclinations and needs, our interests and impulses, and our
affect and emotion’ (Vygotsky, 1987b, p. 282).
The motivational basis of thought appears in the phenomenon of inner speech as a
private short-hand to construct personal sense (above, p. 18).
The affective side of a person’s dealings with the world becomes manifest in emotional
experiences, which Vygotsky regarded as accessible for reflection through the medium
of ordinary ‘public’ language. Older children may learn to express their emotions
verbally (Van der Veer, 1985, p. 88). In this way they may develop ‘affective
generalizations’ or an ‘emotional logic’ (ibid.).
Litowitz (1993, p. 184 ff.) has pointed out that the development of motivation holds the
conflicting elements of identification and resistance. Development of a new
(professional) identity may bring along resistance through the confrontation with
existing (personal and social) identities. In the socialization of trainee teachers
recognizing and overcoming resistances to school teaching as a profession may count as
an important element in the development of a professional identity and a feeling of
membership (Lave & Wenger, 1991, p. 52-54; Serpell, 1993, p. 361).
As to the relation between cognitive and affective elements Hedegaard (1990, p. 366)
found that - under suitable instruction - the development of motivation has its parallel in
the development of concepts. Leont’ev (above, p. 24) has provided a perspective for an
integrated development by emphasizing the interplay between public socio-cultural
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values and the sphere of personal needs as the way to develop a system of personal
meanings under conscious control. In Leont’ev’s conception of personality development
affective generalizations become coupled with conceptual generalizations, resulting in
(circumscribed) commitments on the basis of value choices.

The practical element in assignment of meaning to teaching
A third element to be identified in the assignment of meaning to teaching as it develops
from the matrix of participation is practical action in the activity setting. This element
comprises such actions as observing and imitating ideal forms, engaging in cooperation,
formulating goals and developing plans for personal action, executing these actions in a
climate of exploration, inviting feedback from the execution of planned actions,
exploring the meaning and use of artifacts and environmental resources. It is through
these forms of practical participation that developing conceptions and commitments may
be tested as well as integrated. Here the dialectical relationship between assigning
meaning and realizing meaning (above, p. 29, 33) provides the dynamics for
development. The extent to which assigned meaning is enacted and embodied by trainee
teachers in their teaching practice may be counted as the ultimate criterion by which
their outlook on teaching and commitment to teaching are to be judged.

Summary on the assignment of meaning to teaching by trainee teachers
Summarizing our account of the assignment of meaning to teaching as it develops in
trainee teachers according to Neo-Vygotskian theory, we may conclude that it reflects a
process of developing agency (above, p. 21) and identity. This process involves
development on the cognitive, affective and practical levels, showing in the fact that –
progressively - meanings assigned to teaching
- are brought under conscious control, allowing voluntary inspection, consideration and
choice;
- acquire a systematic quality by being connected and integrated;
- lead to a circumscribed commitment to professional teaching;
- inform personal action choices;
- inform the achievement of shared meanings in the cooperation with others.

3. 6 The teacher education environment as a support system for the assignment of
meaning to teaching by trainee teachers
A description of conditions which a teacher education environment has to fulfill to
function as a support system for assignment of meaning to teaching as it develops in
trainee teachers has to start from a recognition of the close connection between
participants as learners and the activity setting in which these learners participate. In the
words of Dewey: ‘The idea of environment is necessary to the idea of organism, and with
the conception of environment comes the impossibility of considering the psychical life
as an individual, isolated thing, developing in a vacuum’ (Salomon, Ed. , 1993, p. XIII). In
this sense the teacher education environment does not just provide preconditions for
trainees’ professional development, but also directs and guides this development
towards goals and standards of participation. The term ‘guided participation’ may be
accepted as characterizing this interplay of learner and environment. In this section the
concept of guidance will be worked out for conditions offered by the teacher education
environment to support the development of assignment of meaning to teaching by
trainee teachers. It will be attempted to specify these conditions in close correspondence
with the development of assignment of meaning in trainee teachers as described above
in section 3.4.
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Vygotsky’s principle of a ZOPED involves that conditions for individual learning and
development (as appropriating meanings and means for full participation) are not
‘naturally’ present in a social environment: neither in educational nor in work settings.
From a Vygotskian point of view formal schooling has been criticized under such
headings as the ‘recitation script’ (Tharp & Gallimore, 1988, p. 14) and ‘rote practices’
(Moll, 1990, p. 11). Classrooms have been characterized as ‘zones of underdevelopment’
(Moll & Greenberg, 1990, p. 328) and the school’s privileged role in intellectual
development has been exposed as self-advertisement (Lave & Wenger, 1991, p. 61). On
the other hand the idea of learning as apprenticeship has led to reservations and
qualifications as to the educational quality of work environments. Lave & Wenger (ibid.,
p. 96) emphasize that apprenticeship learning should not be ‘work-driven’ because ‘the
ordering of learning and of everyday practice do not coincide’. They also (ibid., p. 76)
refer to Becker’s (1972) warning that a trade-off between offering labor and gaining
access to a work environment holds no guarantee of learning for the apprentice.
Using the idea of the ZOPED as a guide for formulating conditions for the development
of assignment of meaning to teaching in a teacher education environment we must also
be mindful of criticisms expressed about this concept, as e.g. suggesting an
‘adultocentric’ development in the direction of current models (Tudge, 1990, p. 155;
Litowitz, 1993, p. 190).
In agreement with proposals to see ZOPEDs as extending to the broader context of
educational environments, and following our description of assignment of meaning to
teaching on different levels of teacher education, attention will have to be paid to
conditions for development of assignment of meaning to teaching obtaining ‘above’ the
micro level, with special reference to the way meanings of teaching are presented and
communicated on the level of the teacher education establishment.
Above (p. 27) mention has been made of the ‘means of assistance’ specified by Tharp and
Gallimore (1988, p. 44 ff.) to support assisted performance. While acknowledging this
specification as a valuable example of conditions of learning worked out from a
Vygotsky-inspired pedagogy, we feel that the accent laid by Tharp & Gallimore on
assisted performance and the emphasis in the present study on assignment of meaning
represent different starting-points for the specification of learning conditions.
For the sake of correspondence with the preceding section our specification of conditions
in the teacher education environment will follow the earlier distinction between a
cognitive, an affective, and an action element in assignment of meaning.

Conditions for the cognitive element in assigning meaning to teaching
The teacher education environment can assist trainee teachers in the achievement of a
professionally and personally adequate view of teaching by providing information and
instruction for the development of such a view. Some further criteria may be formulated
for these materials:
They should contribute to the development of a view which is comprehensive in the
sense that relations between different aspects of teaching as a profession (from its
societal functions down to roles and repertoire) may be perceived and interpreted. To
support trainees in assigning meaning to teaching it is of special importance that
cognitive support should extend beyond the instrumental aspects of teaching and
include the consideration of values and aims. Thereby support may go beyond the level
of a mastery of teaching actions to the level of an appropriation of teaching activity.
Hence cognitive support should touch on the practice of school teaching as it is currently
developing, and on problems and controversies currently discussed in society and
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politics. Also it has to support the development of a view of teaching in contact with the
conceptualizations and findings of educational science.
Complementary and in relation to this form of support the teacher education
environment may help trainee teachers forward by assisting them in becoming aware of
the preconceptions they bring to the teacher education program. An awareness of the
existence and the content of these preconceptions makes it possible for trainees to inspect
and evaluate them in relation to new conceptions presented to them, and vice versa.
Following Vygotsky’s idea about the interaction between scientific and everyday
concepts, procedures for a confrontation between personal preconceptions and public,
theoretical concepts may be considered to provide a basis for the development of
working theories with both professional and personal validity.
In recognition of its own function as a model in the assignment of meaning to teaching,
the teacher education environment may support trainee teachers by making its own
policies, programs and actions transparent. Lave & Wenger (1991, p. 105) define
transparency as a way of organizing activities that makes their meaning visible, and
hence as an important bridge between learning by doing and learning by abstraction.
Being explicit about its own practice the teacher education environment heightens the
pedagogical value of this practice, by making it better understood as well as more
accessible to inspection and criticism.
In order to honor pluriformity of views as well as the need to harmonize views for
cooperation, conditions for trainee teachers’ development have to include both formal
and informal occasions for an exchange, negotiation and co-construction of views. These
conditions support both the development of personal profiles and the ability to achieve
shared meanings with others. Thus personal working theories may also serve as theories
for working together with others.

Conditions for the affective element in assigning meaning to teaching
On the affective side the teacher education environment may offer specific support by
creating training situations for systematic reflection on the experiences of trainees in
practice situations with focused attention to the emotional quality of these experiences.
An examination of these experiences may reveal personal patterns of needs and motives,
as well as resistances to teaching activated by the practice situation. Reflection on these
patterns will help trainees to find out if and how these needs and motives may be
honored and resistances may be overcome. Also it may help trainees to relate personal
needs and motives to values and goals informing the practice of teaching. Continued
attention to the affective side of assigning meaning to teaching may lead up to the
development of affective generalizations in the form of a personally defined commitment
to teaching.
The effect of such a specific provision may be strengthened if the teacher education
environment models such affective generalizations in its own practice, by showing
allegiance to a conception of teaching based on value choices. In this respect the ideal
forms to be presented by the teacher education environment do not only represent
competence, but also commitment and identity. Such ideal forms may be shown to
obtain not only for individual teacher educators, but also for agency on supra-personal
levels. Thus the teacher education environment may show that the pedagogical identity
of an institute or school involves the pursuit of consensus about basic principles of
learning and teaching (Klencke, Korthagen & Verkuyl, 1993).
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Conditions for the practical element in assigning meaning to teaching
Above (p. 48) practical activity of trainees has been included as a factor in their
assignment of meaning to teaching. Also (p.49) it has been observed that ‘the order of
work’ and ‘the order of learning’ do not coincide; hence, that practical activity of trainees
has to be organized in a way to make professional development possible.
From these starting-points we now specify some conditions.
A first general condition concerns the access of trainees to the practice situation. The
more fully trainees are accepted into the practice situation as legitimate members and
learners, the more the practice situation will make itself accessible to trainees as a fund of
learning resources (Lave & Wenger, 1991, p. 37, 100 ff.).
Once more, modeling must be mentioned as an important condition, now in the sense
that the practice situation provides ideal forms of the attempted realization of chosen
professional meanings for observation and imitation by trainees.
This condition leads up to another, involving that trainees must have room and
opportunity to try out realizations of their own professional choices in practice. Together
with increasing responsibility this condition contributes to the development of a
professional identity by strengthening trainees’ feeling of authentic functioning.
By providing practice situations of a cooperative nature the teacher education
environment prepares trainees for cooperating with colleagues under an integrated code
(Bernstein, 1972, p. 53 ff., above, p. 40). These situations promote development by
involving the need to achieve shared meanings.
Finally the teacher education environment may encourage trainees to take an active part
in activities on the meso and even macro levels, thus widening trainee’s horizon with
respect to teaching as an activity setting and promoting their development by showing
how processes of assignment of meaning to teaching take place on different levels
throughout the practice. In this connection a teacher education environment may be
regarded as open if it allows trainees to participate in its own processes of evaluation
and development.

3. 7 A pedagogy for the support of trainees’ assignment of meaning to teaching
In this final section we attempt to integrate the conditions to be provided by the teacher
education environment for the assignment of meaning to teaching by trainee teachers
into a pedagogy. This pedagogy has been derived from a blend of Vygotsky’s ZOPED
(above, p. 24 ff.), Lave & Wenger’s ‘legitimate peripheral participation’ (above, p. 27),
and Bernstein’s ‘educational knowledge code’ (above, p. 40), defined by him as ‘the
underlying principles which shape curriculum, pedagogy and evaluation’ (Bernstein,
1971, p. 47). We will use the term ‘pedagogy’ to refer to the way in which a teacher
education environment shapes its practice as a support system for the assignment of
meaning to teaching by trainee teachers. Such a pedagogy may be characterized along
four dimensions:
The first dimension concerns unity versus pluriformity. A teacher education establishment
may be regarded as representing unity to the extent that it pursues consensus about a
conception of teaching as guiding its own practice and program. It represents
pluriformity if its practice and program reflect a plurality of views.
The second dimension concerns active modeling versus neutral presentation. A teacher
education establishment exemplifies active modeling if it deliberately enacts and
embodies adopted meanings in its own practice. It exemplifies neutral presentation if it
refrains from using its own practice for this purpose.
The third dimension concerns explicitness versus implicitness. The pedagogy of a teacher
education establishment may be regarded as explicit to the extent that the establishment
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explains and argues its practice and the choices behind it to trainees. It represents
implicitness to the extent that it refrains from doing so, allowing its practice to speak for
itself.
The fourth dimension concerns openness versus closeness. A teacher education
establishment may be regarded as open if it aspires to represent a learning community
engaged in a continuing exploration of the meanings guiding its practice, involving
trainees as participants, and if it encourages and supports trainees in their own
exploration of meanings of teaching. It represents closeness to the extent that it
approaches trainees as addressees of a message to be transmitted and if it encourages the
unreflected imitation of models.
We assume that, in terms of these dimensions, the pedagogy of a teacher education
establishment has different effects on the way the teacher education environment is
perceived by its trainees and on the possibilities it can offer to its trainees for their
exploration and appropriation of meanings of teaching:
By reflecting a unity of meaning - as in Bernstein’s integrated code (above, p. 40) - the
teacher education establishment demonstrates to trainees that a school has to make
choices in order to define its pedagogical identity as a basis for a consistent
programming and productive cooperation. At the same time such a unity of meaning
may suggest to trainees that individual participants of a school are expected to develop
an allegiance to meanings chosen on the level of the establishment, rather than
encouraged to make personal choices. Conversely, by reflecting a pluriformity of meanings
- as in Bernstein’s collective code (above, p. 40) - the teacher education establishment
exemplifies a variety of perspectives on teaching and thereby invites an exploration of
this variety. At the same time it suggests to trainees that it is not desirable, or not
feasible, to make essential choices on the level of the school or institute and that such
choices are confined to the personal sphere.
In his discussion of the use of professional images in teacher education, Verloop (1995, p.
113) touches on this dimension, with the tensions it holds, and refers to relevant
literature.
By actively modeling chosen meanings in its own practice the teacher education
establishment exemplifies the principle of congruence (above, p. 41), involving that
chosen meanings are enacted and embodied in practice. Congruence experienced by
trainees between professed and enacted meanings may be expected to validate professed
meanings, whereas an experienced dissonance may be expected to invalidate them. By
practicing neutral presentation the teacher education establishment, on the other hand,
expresses its respect for the independent judgment of its trainees, leaves them a space for
personal choice, and provides a safeguard against indoctrination. At the same time
neutral presentation may suggest to trainees that meanings assigned to teaching do not
require commitment and involve no intention to enact them in practice.
Being explicit involves that the teacher education establishment informs its trainees about
the meanings behind its practice. By so doing it enables and invites its trainees to
consider or contend these meanings. This is the principle that Lave & Wenger call
transparency (above, p. 50). By being implicit the teacher education establishment
suggests to trainees that the meanings behind its practice are to be accepted as given,
self-evident, or incontrovertible.
By being open the teacher education establishment approaches trainees as participants
who are invited to take an active part in shaping and developing its practice. Also it
encourages trainees to explore the meanings of teaching presented to them by the
teacher education establishment in their development of a professional identity. Lave &
Wenger refer to this quality by the term ‘access’ (above, p. 51). By being closed the teacher
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education establishment suggests that trainees have to accept and follow the program
offered them by the teacher education establishment and that, instead of developing a
professional identity for themselves, they have to show allegiance to a presented model.
From the above survey of possibilities we now single out the following elements as
appropriate for the pedagogy of a teacher education environment intended to support
the development of a professional identity by trainee teachers:

- the presentation of a diversity of perspectives on teaching
- commitment of the teacher education establishment to a professional standard of

teaching
- the explicit presentation and justification of this professional standard
- the active modeling of this standard by agents in the teacher education

environment
- the possibility for trainee teachers to explore the perspectives on teaching

presented to them in relation to conceptions of teaching they bring to the teacher
education program

- the possibility for trainee teachers to make and try out personal choices in their
teaching practice during their participation in the teacher education program

- the possibility for trainee teachers to be actively involved in their teacher
education establishment (institute and school).

3. 8 Conclusion
In the present chapter a theoretical basis was laid for an empirical study into the
assignment of meaning to teaching in a teacher education environment, with special
attention to the development of a professionally adequate and personally meaningful
outlook on teaching by trainee teachers, and to conditions in the teacher education
environment – together characterized as a pedagogy – by which this development may
be supported.
The next chapter will present the design of an empirical study intended to describe and
explore some aspects of this ensemble in a concrete setting.
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CHAPTER 4 DESIGN OF AN EMPIRICAL STUDY INTO ASSIGNMENT OF
MEANING TO TEACHING IN A TEACHER EDUCATION ENVIRONMENT

4. 1 Introduction
In the first chapter it was briefly indicated how this study proposes to open up its theme
for empirical inquiry. The object of this empirical study was there formulated as the way
personal conceptions of teaching develop in prospective teachers, in relation to a
publicly defined professional image of teaching, and under conditions of an institutional
environment, as exemplified by the postgraduate program for preservice teacher
education of universities in the Netherlands. It was put forward that empirical study of
such a question might have a practical relevance for teacher education, as well as a
theoretical relevance by examining the applicability of a particular theoretical
perspective to practical questions in the field of teacher education.
In chapter 2 the theoretical tradition based on Vygotsky’s cultural-historical theory,
enabling an integrated approach to assignment of meaning on supra-, inter- and
intrapersonal levels, was proposed as a suitable theoretical background for the empirical
study of this question. Special attention was given to Vygotskian and Neo-Vygotskian
views of the way cultural meanings are appropriated by participants in a social practice,
and of the pedagogical conditions which make such an appropriation possible.
In chapter 3, on the basis of this Vygotskian background, a theoretical framework was
developed for the study of assignment of meaning to teaching in the context of teacher
education. The process of assignment of meaning to teaching was worked out for
different levels of teacher education as an institutional activity setting. Also it was
indicated in theoretical terms how assignment of meaning to teaching might be seen to
develop in trainee teachers through their participation in a teacher education program.
This exposition was followed by an account of conditions in the teacher education
environment expected from Vygotskian theory to support the assignment of meaning to
teaching by prospective teachers. With the help of Bernstein’s notion of educational
knowledge codes, these conditions were related to a pedagogy, characterized by the way
a teacher education environment communicates meanings of teaching to trainee teachers
and supports trainee teachers in the exploration of these meanings.
In the present chapter the design of our empirical study will be worked out. First some
general characteristics of this study will be discussed (4. 2). Three theoretical variables
are distinguished (4. 3), and research questions and expectations are formulated in
relation to these theoretical variables (4. 4). This conceptual basis is elaborated into a
research design involving the choice of a setting (4. 5) and the specification of data
sources and empirical variables (4. 6). Research questions and expectations are further
specified in relation to these empirical variables (4. 7). The remainder of the chapter is
devoted to some specific points such as the combination of open and closed questions in
the approach of respondents (4. 8), and to sampling respondents (4. 9). The chapter
winds up with a conclusion (4. 10).

4. 2 General characteristics of the empirical study
In their review of research on teacher socialization Zeichner & Gore (1990) make a
distinction between three main traditions in this research, respectively identified as
functionalist, interpretive, and critical. A Vygotskian approach to assignment of meaning
in teacher education does not fit easily into any of these traditions, as sociohistorical
theory shares elements with all three traditions. It accepts a priority of society over the
individual (functionalism) as far as ontogenesis cannot do without cultural transmission.
It follows the interpretive tradition in attaching fundamental importance to personal
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meaning. It is critical because it acknowledges ‘acts of resistance, negotiation, and
contestation of individuals in the production of meaning and culture’ (Weiler, 1988, cited
in Zeichner & Gore, 1990, p. 331). Accordingly, the design of an empirical study on
Vygotskian principles cannot be accommodated in any of these research traditions, but
may draw on the whole spectrum.
As to the Vygotskian tradition itself, its author has bequeathed at least one important
methodological principle, viz. the ‘genetic’ (= developmental) method involving analysis
of developed situations in terms of the developmental process that ‘produced’ them (see
e.g. Wertsch, 1985, p. 17ff.; Van der Veer & Valsiner, 1991, p. 189). As evidenced e.g. by
the volumes edited by Moll (1990) and by Forman, Minick and Stone (1993), central
notions of Vygotsky’s such as the ZOPED have been used in research into educational
settings. Especially in the second of these volumes attention is paid to the role of more
broadly defined environments, and different environments are studied in a comparative
way (Nicolopoulou & Cole, 1993; Gallimore & Goldenberg, 1993).
With special reference to the field of teacher education, apart from the attention paid by
Gallimore and Tharp to the continuing professional development of teachers in the
school as a learning community (Gallimore & Tharp, 1990; Tharp, 1993), the only
empirical study included in these volumes is a case study by Au, devoted to ‘the
evolution of a novice teacher’s concepts about instruction’ (Au, 1990).
With regard to its central question: how assignment of meaning to teaching develops in
trainee teachers in the context of their teacher education environment, our empirical
study cannot pretend to more than some first steps.
In the first place the present study aims at description. The primary object of this
description is the meanings trainee teachers assign to teaching as a profession and the
changes to which these meanings are subject in the course of their teacher education
program. As this process takes place in the context of a specific teacher education
establishment, and as the conditions provided by this context are assumed from the
theory to exert an influence on the process in trainee teachers, our study also aims at a
description of these conditions. Special attention will be paid to conditions which are
expected from the theoretical perspective to characterize the teacher education
environment as a support system for the exploration and appropriation of meanings of
teaching by trainee teachers (above, p. 44).
Secondly, as our inquiry attempts to clarify the relation between the assignment of
meaning to teaching by trainee teachers and conditions in their teacher education
environment, the element of description is intended to serve as the basis for an
exploration of this relation. Accordingly the present study will attempt to identify some
relationships between the process in trainee teachers and conditions in the teacher
education environment, from the chosen theoretical perspective.
As the description and exploration intended by our study are directed to a development
process taking place within an institutional environment this study will have to reckon
with the specifics of such an environment. Hence a third characteristic of the present
study is that it is directed towards the investigation of a particular teacher education
environment, trusting that findings in this environment may have an exemplary value
but without a pretension to general conclusions.

4. 3 Theoretical variables
As a first step towards the design of an empirical study the theme of the present study,
viz. how assignment of meaning to teaching develops in trainee teachers in the context of
their teacher education environment (above, p. 1), has been worked out for its main
theoretical variables on the basis of the theoretical framework presented in chapter 3.
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Three theoretical variables, with the relations between them, have been distinguished
and specified as indicated in the figure below.

Figure 4. 1: Theoretical variables

First theoretical variable:
MEANINGS ASSIGNED TO TEACHING
BY THE TEACHER EDUCATION
ENVIRONMENT
macro – meso – micro – personal levels

Second theoretical variable:
TRAINING CONDITIONS
IN THE TEACHER EDUCATION ENVIRONMENT
macro – meso – micro levels

Third theoretical variable:
ASSIGNMENT OF MEANING TO TEACHING
AS IT DEVELOPS IN TRAINEE TEACHERS
personal level

It is assumed on theoretical grounds that assignment of meaning to teaching, as it
develops in trainee teachers, is influenced by the teacher education environment. Of the
three theoretical variables forming the conceptual basis of the design, the third refers to
the development process in trainee teachers, while the first two refer to aspects of the
teacher education environment. The arrows in the model indicate that, according to the
theory, the meanings assigned to teaching by the teacher education environment are
communicated to trainee teachers through the medium of training conditions in the
teacher education environment.
In accordance with the theoretical framework outlined in chapter 3 the teacher education
environment of trainee teachers is conceived as an activity setting with a nested structure
(above, p. 37). Hence the two variables distinguished in the teacher education
environment are conceived as operating across different levels. The development process
in trainee teachers is conceived as concentrating on the personal level as it is directed to
results incorporated in the person of individual trainee teachers.

First theoretical variable
The first theoretical variable, ‘meanings assigned to teaching by the teacher education
environment’, refers to meanings of teaching informing the teacher education program
offered to trainee teachers in a teacher education environment. This variable represents
the perspective on teaching functioning in the teacher education environment as a
professional standard holding ‘ideal forms’ (above, p. 25), to be implemented through
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the teacher education program in the personal practice of trainee teachers. These
meanings are presented - in a variety of ways, both explicitly and implicitly (above, p.
34) - to trainee teachers to provide representative answers to such questions as ‘What
does it mean to be a teacher?’ (a question about roles and tasks), ‘What can you mean for
others by being a teacher?’ (a question about pedagogical functions), ‘What can you
mean for society by being a teacher’? (a question about social functions), and ‘What can
teaching mean for teachers themselves?’ (a question about personal satisfaction and
development).
Meanings of teaching presented to trainee teachers by their teacher education
environment as ideal forms may range from piecemeal interpretations and valuations to
comprehensive models, professional images and profiles, conceptions, or ‘philosophies’.
To the extent that the teacher education environment holds a diversity of opinions about
‘good teaching’, the meanings of teaching held up to trainee teachers as ideal forms may
represent a corresponding diversity. In the light of the dynamics of educational practice
meanings presented to trainee teachers may include ideas which are still awaiting their
(fuller) realization and invite changes in existing practice, to be realized with the
contribution of graduates from the teacher education program.

Second theoretical variable
The theme of the present study is directed to exploring how meanings assigned to
teaching by the teacher education environment as a professional standard are
communicated to trainee teachers, and how they may be communicated in such a way
that they may effectively guide and support trainee teachers in their development of a
personally valid outlook on teaching. As indicated by the relational arrows in figure 4. 1
(above, p. 57), communication between the teacher education perspective on teaching
and the developing perspective on teaching in trainee teachers is regarded as mediated
by training conditions in the teacher education environment.
The second theoretical variable, ‘training conditions in the teacher education
environment’, refers to conditions in the teacher education environment of trainee
teachers which are considered on theoretical grounds to be instrumental to the
communication of a professional image of teaching by the teacher education
environment to trainee teachers and to the exploration of this image by trainee teachers
with a view to (further) developing their personal outlook on teaching. In chapter 3
(above, p. 51) these conditions have been subsumed under the notion of a pedagogy of
the teacher education environment. In terms of the Vygotskian theoretical framework the
training conditions envisaged in this variable refer to aspects of the teacher education
environment with relevance to its functioning as a zone of proximal development for
trainee teachers.
The above definition answers to the formula of ‘presentation for construction’ which was
presented in chapter 3 (p. 35). As to the aspect of presentation, characterized by active
modeling and explicitness on the part of the teacher education environment, this variable
draws on a blend of Vygotsky’s ZOPED with Bernstein’s (1972) educational knowledge
codes (above, p. 40). As to the aspect of construction, exemplified by giving trainees
room for trying out personal choices, it draws on elaborations of Vygotskian theory such
as offered in Tharp & Gallimore’s (1988) ‘means of assistance’ for assisted performance
(above, p. 27, 49).

Third theoretical variable
The third theoretical variable, ‘assignment of meaning to teaching as it develops in
trainee teachers’, refers to the process by which trainee teachers engage such questions as
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formulated above in the description of the first theoretical variable, about the teacher’s
roles and tasks, about pedagogical and social functions of teaching, and about personal
satisfaction and development in the teaching profession. Engaging, clarifying, and
answering these questions serves trainee teachers to develop an outlook on teaching and
an attitude to teaching in relation to professional demands as well as to personal wishes.
As far as the teacher education situation is also a situation for the continued testing of a
provisional choice of teaching as an occupation, the development of trainee teachers’
assignment of meaning to teaching may also lead to a decision to abandon the
perspective of teaching.
Assigning meaning to teaching is regarded as a process extending in time beyond the
trainee teacher’s participation in the teacher education program, both backward in time
towards earlier experiences of schooling (above, p. 43), and forward in time as an
element of continuing professional development. Within this extended time span, the
third theoretical variable concentrates on changes in the meanings trainee teachers assign
to teaching during their participation in the teacher education program.
Approaching these changes as a process of development implies that they may be
interpreted and evaluated in relation to a standard of development (above, p. 25). The
standard of development implied in this variable is regarded from the theoretical
background as made up of two elements: one element representing content, and the
other appropriation.
The content element in the standard of development is a conception of teaching guiding
teacher education by way of a professional standard, holding ideal forms, as represented
by the first theoretical variable. With respect to this element changes in trainee teachers’
assignment of meaning to teaching may be interpreted as indicating development when
they show a movement towards meanings included in such a standard of teaching. The
element of appropriation concerns the degree to which a (any) conception of teaching is
assimilated by trainee teachers as a personally valid and workable basis for practicing as
a teacher. In this respect changes in trainee teachers’ assignment of meaning to teaching
may be regarded as indicating development when they show an increase of deliberate
consideration and choice, increasing commitment, and an increasing implementation of
choices in practice (above, p. 48).

Relations between theoretical variables
The relations between the variables as indicated in figure 4. 1 (above, p. 57) by arrows,
have been defined from the research perspective of the present study, on the basis of
Vygotskian theory. By engaging questions about the meaning of schoolteaching trainee
teachers have their existing ideas and images of teaching confronted with a standard of
‘good teaching’ such as presented to them through and by the teacher education
environment (first theoretical variable). Training conditions in the teacher education
environment (second theoretical variable) serve trainee teachers to explore and
appropriate this standard in their development of a professional identity (third
theoretical variable).
The relations between the theoretical variables are not intended to reflect a view of the
socialization of teachers based on transmission (above, p. 35) or on one-sided
determination (above, p. 36). But they do recognize the consideration that assignment of
meaning to teaching cannot develop in individuals independently from a socio-cultural
matrix (above, p. 43).
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4. 4 Research questions and expectations on the level of theoretical variables
The above specification of theoretical variables represents a first step towards opening
the theme of this study (above, p. 1) for empirical inquiry. In terms of the theoretical
variables this theme can now be differentiated into the following questions:
1) What meanings are assigned to teaching in the teacher education environment of
trainee teachers?
2) What training conditions are provided by the teacher education environment to
communicate a professional standard of teaching to trainee teachers and for the
exploration and appropriation of this standard by trainee teachers, and how are these
training conditions perceived and appreciated by teacher educators and trainee teachers?
3) How does assignment of meaning to teaching develop in trainee teachers in the course
of their teacher education program?
Below these three questions will be further specified on the level of empirical variables.
On the basis of the theoretical framework presented in chapter 3, and more directly
following the sections dealing with the teacher education environment as a support
system for the assignment of meaning to teaching by trainee teachers (above, p. 48) we
now attach some expectations about the outcomes of an empirical study to the research
questions formulated above.
Changes in the conceptions of teaching held by trainee teachers towards the standard
presented by the teacher education establishment as well as sustained or increased
commitment to teaching as an occupation are expected to manifest themselves more
strongly to the extent that trainee teachers perceive their teacher education environment
as providing training conditions supporting the development of a professional identity
by trainee teachers. A specification of these conditions has been presented at the close of
chapter 3 (above, p. 53)

4. 5 Setting
The setting chosen for this study is the postgraduate program of university-based
teacher education in the Netherlands. In relation to the theme of this study this setting
offers some interesting features:
- the postgraduate teacher education program is the first program in the Netherlands to
be based on an explicit professional image of teaching, with validity for the different
establishments offering this program. This feature provides a point of reference for the
study of teacher educators’ and trainee teachers’ perspectives on teaching, as well as for
the comparison of different teacher education establishments;
- the postgraduate teacher education program constitutes a continuous period of one
year devoted exclusively to the professional preparation of teachers. This feature
provides a measure of commonality and homogeneity to the situation of trainee teachers
participating in this program, and thereby supports the possibility of studying
relationships between conditions in the teacher education environment and the
development of trainee teachers’ perspective on teaching.
The postgraduate teacher education program in the Netherlands is offered by seven
universities operating with a measure of autonomy within a common framework on the
macro level. This situation makes it possible to inquire into the way this common
framework, holding both a conception of teaching and teacher education conditions, is
worked out by separate teacher education establishments. Whereas a case study
concentrating on a single teacher education establishment would allow maximum
attention to specific description and analysis, the inclusion of more teacher education
establishments into the design makes it possible to compare the ways in which these
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establishments assign meaning to teaching and provide training conditions to trainee
teachers under identical macro conditions.
It has been decided to introduce the element of comparison into the design, expecting
that comparison will help to clarify the relations between variables for each of the
teacher education environments included in the comparison. For practical reasons it has
been decided to limit this comparison to two teacher education establishments which are
expected to be sufficiently different in curriculum and organization to make a
comparative analysis worth while. For reasons of privacy these two establishments will
be indicated in the present study as establishments ‘A’ and ‘B’.

4. 6 Data sources and empirical variables
For the two teacher education establishments to be studied the three theoretical variables
have been elaborated to define data sources and empirical variables.

First theoretical variable: ‘Meanings assigned to teaching by the teacher
education environment’ (above, p. 57)
Macro level. For meanings assigned to teaching on the macro level of teacher education
documents with relevance to university-based teacher education have been chosen as
data sources. These sources include influential studies and reports, general professional
profiles, the general plan underlying the postgraduate teacher education program, and
visitation reports, so far as these sources define a professional image and profile with
relevance to the university-trained teacher.
Meso level. As data sources for meanings assigned to teaching by the teacher education
establishment documents have been chosen describing the conceptions of teaching
underlying the teacher education program of the establishment. ’Conception of teaching’
is here used in a neutral sense without implying a standard of elaboration or unification,
and without assuming that the establishment operates under an integrated code (above,
p. 40). The principal documentary sources for this purpose are study guides. They are
supplemented by other policy and curriculum documents of the teacher education
establishment.
Above (p. 40) it has been pointed out that a university-based teacher education
establishment in the Netherlands is made up of an academic institute cooperating with
practice schools. Accordingly, the teacher education establishment may be regarded as
including more than one corporate agent assigning meaning to teaching. Formally,
schools cooperating with an academic teacher education institute offer their contribution
to the teacher education program under the policy laid down for the teacher education
establishment as a whole. In practice, trainee teachers may be confronted with different
conceptions of teaching on the respective meso levels of institute and schools. A full
picture of the meso level would have required an examination of relevant documents of
all practice schools. For practical reasons we have limited ourselves to documents of the
teacher education establishment as representing the common element on the meso level
for all trainee teachers in that establishment.
Micro level. Meanings assigned to teaching by the teacher education establishment are
designed to be presented and enacted on the micro level by the teacher educators
forming part of this establishment, both in the institute and in cooperating schools. It is
assumed that trainee teachers are confronted with meanings assigned to teaching by
their teacher education establishment most directly and forcefully through contacts with
their teacher educators (above, p. 43). In this respect teacher educators may be taken to
represent the teacher education environment for trainee teachers. We have refrained
from specifying data sources on the micro level, considering that meanings presented
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and enacted by teacher educators on the micro level may be accessed more easily - be it
indirectly - on the personal level.
Personal level. Teacher educators may be expected to owe an allegiance to the conception
of teaching subscribed to by their teacher education establishment, although the measure
of this allegiance may vary with the extent to which they find their own ideas and
priorities represented. Also teacher educators may consider themselves to be more or
less actively involved in the definition of meanings on the meso level. But these
‘institutional’ meanings can never be assumed to fully coincide with the meanings
teacher educators (both individually and as aggregates under such headings as work-
place, function, and discipline) assign to teaching. In the teacher education establishment
(institute and schools) teacher educators operate with relative autonomy, acting from
different positions and with different functions and tasks. Institutional meanings serve
as frames allowing and inviting a personal assignment of meaning to teaching on the
part of teacher educators. An important issue is how the higher level meanings are
represented at the personal level. Hence it is important to make an empirical distinction
between the institutional and personal levels of assignment of meaning to teaching in a
teacher education establishment. This distinction makes it possible to inquire into the
measure of correspondence between the conceptions of teaching as formulated in
documents on the meso level, and the conceptions informing the practice of teacher
educators.
Also questioning teacher educators makes it possible to compare their outlook on
teaching directly with that of trainee teachers (third theoretical variable, below, p. 63).
Assuming that teacher educators communicate both an outlook on teaching and a
commitment to teaching to trainees both of these elements have been included in the
questioning of teacher educators as well as trainee teachers.
Accordingly it has been decided, apart from studying documentary sources, to approach
the teacher educators of each the two chosen teacher education environments as respon-
dents.

Second theoretical variable: ‘Training conditions in the teacher education
environment’ (above, p. 58)
Macro level: As data sources for training conditions on the macro level the same
documents are to be used as the ones chosen for the study of the teacher educator
perspective on teaching (first theoretical variable) on the macro level. Here these
documents will serve as data sources for the description of training conditions as
designed for the postgraduate teacher education program with special attention to
conditions as defined in the second theoretical variable.
Meso and micro levels. Training conditions provided by a teacher education establishment
are described in documents of this establishment. These data sources may be the same as
the ones describing the conception of teaching (first theoretical variable) of the teacher
education establishment, e.g. study guides.
Apart from documents, training conditions may be studied as they are embodied in the
practice, organization and culture of the teacher education establishment. They become
most concretely manifest on the micro level, defined as the level of interactive situations.
Training conditions in the practice of a teacher education establishment on the meso and
micro levels, may be studied empirically through observation and through the reported
experience of participants.
Observation of training conditions may serve as a check on documentary sources by
revealing discrepancies between training conditions as designed and as actually
practiced. Also observation from the perspective of the researcher may identify training
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conditions which, on further analysis, may appear to be instrumental to the participation
of teacher educators and trainee teachers, without their being consciously perceived or
appreciated as such by participants themselves.
In spite of these considerations we have refrained from including the observation of
training conditions into the design. Instead we have chosen to inquire into training
conditions through the reported experience of participants, as this approach may
provide a window on how training conditions are perceived on the personal level. As
defined in the second theoretical variable, training conditions are to be studied for the
instrumental role they fulfil for teacher educators and trainee teachers as participants in
the teacher education environment, with regard to – respectively - communicating and
developing a perspective on teaching. Hence it is assumed that the way training
conditions are perceived and appreciated by participants provides relevant information
about the way in which the participation of teacher educators and trainee teachers is
shaped by training conditions. Also the approach to training conditions through
reported experience makes it possible to compare the perspectives on training conditions
of teacher educators and trainee teachers. The measure of correspondence between the
perspectives of teacher educators and trainee teachers may then be interpreted as an
indication of a common ground felt to exist by teacher educators and trainee teachers for
the shared exploration and implementation of meanings of teaching.

Third theoretical variable: ‘Assignment of meaning to teaching as it develops
in trainee teachers’ (above, p. 58)
Personal level. For the description of meaning assigned to teaching by trainee teachers the
trainee teachers of the two chosen teacher education establishments are to be approached
as respondents.
As our study concerns development in trainee teachers in the context of their teacher
education environment, the notion of development needs to be elaborated to describe
changes taking place in trainee teachers’ assignment of meaning to teaching during their
participation in the teacher education program. At the time of the data collection for the
present study (1994 – 1995) the nominal duration of the postgraduate teacher education
program was one academic year, but actual participation could extend to 18 months.
Changes in trainee teachers’ assignment of meaning to teaching will be described by
comparing data collected at three moments: the moment of entry into the postgraduate
teacher education program, a moment half-way through the course, and the moment of
departure from the teacher education environment (in most cases the moment of
certification).
As indicated in the description of this theoretical variable (above, p. 59), changes in
trainee teachers’ assignment of meaning to teaching may concern both changes in the
content of their conception of teaching, and changes in the degree to which a conception
of teaching has been appropriated by trainee teachers. Changes of the latter kind are of a
complex nature as they involve both cognitive, affective, and practical elements (above,
p. 34 ff.). To do justice to this complexity empirical study of these changes may ideally
attempt to go into each of these separate elements. Another, more practical, approach is
to concentrate on one element assumed to be sufficiently representative to merit being
studied in an exemplary way. Within the scope of the present study we have chosen to
follow the second course and selected commitment, representing the affective side of
assignment of meaning to teaching (above, p. 35), as the exemplary element for empirical
inquiry. Hence it has been decided to split up this third theoretical variable into two
empirical variables, to be labeled respectively ‘conception of teaching’, and ‘commitment
to teaching’.
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In order to be able to compare the conception of teaching and the commitment to
teaching, as they develop in trainee teachers, with the conception of teaching and
commitment to teaching on the part of teacher educators (first theoretical variable,
above, p. 57), the questioning of both groups on this point has to run broadly parallel.
In the following figure the data sources and empirical variables are presented schemati-
cally.

Figure 4. 2: Data sources and empirical variables

1st theoretical variable: ‘Meanings assigned to teaching by the teacher education environment’

macro level   TEACHER EDUCATION
CONCEPTION OF TEACHING

 1   documents

meso level TEACHER EDUCATION ESTABLISHMENT’S 
CONCEPTION OF TEACHING

              2 documents
personal
level TEACHER EDUCATORS’  TEACHER EDUCATORS’

CONCEPTION OF TEACHING  COMMITMENT TO TEACHING
3 respondents  4 respondents

2nd theoretical variable: ‘Training conditions in the teacher education environment’

macro level  TEACHER EDUCATION PERSPECTIVE
ON TRAINING CONDITIONS

  5  documents

meso TEACHER EDUCATION 
level ESTABLISHMENT’S PERSPECTIVE  

            ON TRAINING CONDITIONS
6 documents

personal TEACHER EDUCATORS’ TRAINEE TEACHERS’
level PERSPECTIVE ON PERSPECTIVE ON

TRAINING CONDITIONS TRAINING CONDITIONS
7 respondents 8 respondents

3rd theoretical variable: ’Assignment of meaning to teaching as it develops in trainee teachers’

personal TRAINEE TEACHERS’ TRAINEE TEACHERS’
level CONCEPTION OF TEACHING COMMITMENTS TO TEACHING

9 respondents 10 respondents
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4. 7 Research questions and expectations on the level of empirical variables
The three research questions formulated above (p. 60) on the level of theoretical
variables, may now be further specified in terms of the empirical variables presented in
figure 2.
1) What meanings are assigned to teaching in the teacher education environment of
trainee teachers?

1. 1) What conception of teaching is formulated on the macro level? (empirical
variable 1)

1. 2) What conception of teaching is formulated on the level of the teacher
education establishment? (empirical variable 2)

1. 3) What conceptions of teaching are held by teacher educators in the teacher
education establishment? (empirical variable 3)

1. 4) To what extent does the conception of teaching of the teacher education
establishment agree with the conceptions of teaching of its teacher educators? (relation
between empirical variables 2 and 3)

1. 5) What is the commitment to teaching of teacher educators of the teacher
education establishment? (empirical variable 4)
2) What training conditions are provided by the teacher education environment to
communicate a professional standard of teaching to trainee teachers and for the
exploration and appropriation of this standard, and how are these conditions perceived
and appreciated by teacher educators and trainee teachers?

2. 1) What training conditions are formulated for the teacher education program
on the macro level? (empirical variable 5)

2. 2) What training conditions are formulated by the teacher education
establishment for its teacher education program? (empirical variable 6)

2. 3) What training conditions are regarded as supporting professional
development by teacher educators? (empirical variable 7)

2. 4) To what extent do teacher educators consider these training conditions to be
provided by their teacher education establishment? (empirical variable 7)

2. 5) What training conditions are regarded as supporting professional
development by trainee teachers? (empirical variable 8)

2. 6) To what extent do trainee teachers consider these training conditions to be
provided by their teacher education establishment? (empirical variable 8)

2. 7) To what extent do the views of teacher educators and trainee teachers in a
teacher education establishment agree on the nature of the training conditions they
regard as supporting professional development and on the provision of these conditions
by their teacher education environment? (relation between empirical variables 7 and 8)
3) How does assignment of meaning to teaching develop in trainee teachers in the course
of their teacher education program?

3. 1) What changes take place in the conceptions of teaching of trainee teachers in
the course of their participation in the teacher education program? (empirical variable 9)

3. 2) What changes take place in the commitment to teaching of trainee teachers in
the course of their participation in the teacher education program? (empirical variable
10)

3. 3) Are the changes in the conceptions of teaching of trainee teachers
accompanied by changes in their commitment to teaching as an occupation? (relation
between empirical variables 9 and 10)
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3. 4) Do the changes in the conceptions of teaching of trainee teachers move in the
direction of the conception of their teacher education establishment? (relation between
empirical variables 9 and 2)

3. 5) Do the changes in the conceptions of teaching of trainee teachers move in the
direction of the conceptions of the teacher educators of their teacher education
establishment? (relation between empirical variables 9 and 3)

3. 6) Do the changes of trainee teachers’ commitment to teaching move in the
direction of the commitment to teaching of the teacher educators of their teacher
education establishment? (relation between empirical variables 10 and 4).

The expectations formulated earlier in this chapter (above, p. 60) on a theoretical level,
can now be further specified on the level of data sources and empirical variables.
Changes in the conceptions of teaching held by trainee teachers (empirical variable 9)
involving a movement in the direction of the conception of teaching held by the teacher
education establishment (empirical variable 2) as well as sustained or increased
commitment to teaching as an occupation (empirical variable 10) are expected to
manifest themselves more strongly to the extent that trainee teachers perceive their
teacher education environment as providing training conditions supporting the
development of a professional identity (empirical variable 8).

4. 8 Open and closed questions in the approach of respondents
The choice of teacher educators and trainee teachers as respondents to be questioned
about their perspectives on teaching and on training conditions in the teacher education
environment invites consideration of the possibilities of open as against closed questions
in the approach of respondents.
Open questions may serve the exploration of such variables as ‘conception of teaching’,
‘commitment to teaching’, and ‘training conditions’ by allowing respondents a large
freedom of response, eliciting a diversity of reactions and emphasizing the individual
and personal nature of these reactions.
Closed questions provide better opportunities for comparing individual reactions and
for handling data statistically with a view to studying effects and tendencies on a larger
scale.
In this connection it has been remarked (by Zeichner & Gore, 1990, p. 335, referring to
Hogben & Lawson, 1984; C. Lacey, 1977; Pearson, 1987, and Power, 1981), ‘that the level
at which analysis of data is conducted is particularly crucial’…. ‘When the focus is on
central tendencies in groups of individuals, little change in predispositions is noted. This
approach, however, masks a great deal of individual variation that can be detected when
the development of specific individuals is traced.’
Considering the respective merits of the two approaches it has been decided to use a
combination of both.
For the use of open questions in the approach of trainee teachers as respondents an inter-
view has been developed, to be held at the three moments for the measuring of trainee
teachers’ developing assignment of meaning to teaching (empirical variables 9 and 10).
At the last of these moments the interview also questions trainee teachers about their
perception and appreciation of training conditions in the teacher education environment
(empirical variable 8).
For the use of closed questions in the approach of teacher educators and trainee teachers
as respondents two questionnaires have been developed, one for the variables
‘conception of teaching’ and ‘commitment to teaching’ (empirical variables 3, 4, 9 and
10), and one for the variable ‘training conditions’ (empirical variables 7 and 8). Of each of
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these two questionnaires two parallel variants have been worked out, respectively for
teacher educators and trainee teachers.
The first questionnaire (‘Outlook on teaching’) has been planned to be presented three
times to trainee teachers, at each of the three measuring moments; and once to teacher
educators.
The second questionnaire (‘Outlook on teacher education’) has been planned to be
presented once to trainee teachers, together with the third presentation of the first
questionnaire, and once also to teacher educators, together with the first questionnaire.
It has been regretfully decided for practical reasons to abstain from interviewing teacher
educators and to approach this category of respondents only through questionnaires.
The development and description of the chosen instruments (the interview and the two
questionnaires) will be reported in chapter 6.
As to the deployment of these instruments it has been decided to approach the entire
group of trainee teachers and teacher educators of both teacher education environments
through the two questionnaires, and to interview a representative sample of trainee
teachers from each of the two environments.
Below the deployment of questionnaires and interviews is presented schematically.

Table 4. 1: Deployment of instruments

TRAINEE
TEACHERS

TEACHER
EDUCATORS

1st

moment
Questionnaire
1 (‘Outlook on
teaching’)

Interview about conception of
teaching and commitment to
teaching

2nd

moment
Questionnaire
1 (‘Outlook on
teaching’)

Interview about conception of
teaching and commitment to
teaching

3rd

moment
Questionnaire
1 (‘Outlook on
teaching’)
Questionnaire
2 (‘Outlook on
teacher
education’)

Interview about conception of
teaching, commitment to teaching,
and training conditions

Questionnaire
1(‘Outlook on
teaching’)
Questionnaire
2 (‘Outlook on
teacher
education’)

4. 9 Sample descriptives
Figures for ‘A’ and ‘B’

In the academic year chosen for the collection of data (1994 - 1995) some relevant figures
for the two teacher education environments were the following:
At the beginning of the course 62 trainee teachers were registered in ‘A’ and 122 in ‘B’
(112 in the regular variant and 10 in the inservice variant).
In ‘A’ the staff of teacher educators working in direct contact with trainees numbered 51
persons, 19 of whom were working in the institute and 32 in schools. In ‘B’ the total
number of teacher educators was 134, out of which number 39 were working in the
institute and 95 in schools.
The appendices 4. 1 and 4. 2 (below, p. 201-202) present more detailed figures
respectively for trainee teachers and for teacher educators in the two environments.
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Distinctions
The trainee teachers and the teacher educators of both teacher education environments
may – in principle - be distinguished along a number of criteria. In relation to the
research interest of the present study some distinctions have been considered, viz.
subject, gender, participation in the preservice or inservice program (for trainees of ‘B’),
participation in the teacher education program from institute or school (for teacher
educators), and forming part of micro-constellations (of specific teacher educators in
combination with specific trainee teachers).
* An overview of the subjects of trainee teachers in the two institutes is given in
appendix 4. 1 (below, p. 273). The majority of teacher educators in each of the two
establishments (both in the institute and in cooperating schools) are appointed to
provide training for the teaching of a specific subject (appendix 4. 2, below, p. 202).
Subject cultures may differently affect teacher educators’ and trainee teachers’
perspectives on teaching and on training conditions in the teacher education
environment. They may also affect training conditions themselves, as they are worked
out differently within the teacher education environment. In the face of the diversity of
subject cultures involved in the studied setting we have abstained from including this
element in the design. But the subject of trainees has been used as a criterion for the
selection of trainees for interviews, and the response of teacher educators and trainee
teachers has been marked for their subject.
* The element of gender has not been included in the design, but it has been used as a
criterion for the selection of trainees for interviews, and the response of teacher
educators and trainee teachers has been marked for gender. This has made it possible to
check their response for possible effects due to gender.
* In one of the two chosen teacher education environments (establishment ‘B’) the
teacher education program is offered in two variants (appendix 4. 1, below, p. 201). To
regular participants the program offers preservice teacher education, including training
practice at one of the schools cooperating with the institute. The inservice variant of the
program is open to graduates who are combining the teacher education program with a
(part-time) teaching appointment. In the case of these participants the school in which
they are teaching also functions as their practice school. As indicated in appendix 4. 1
(below, p. 201) the inservice variant of the teacher education program in establishment
‘B’ represents some 8% of its year-group of trainee teachers. The criterion is considered
relevant as training conditions in the two variants show points of difference. It has been
used in the selection of trainee teachers for interviews and as a special point of attention
in the analysis of results.
* Teacher educators in each of the two studied establishments have their functional home
base either in the institute or in cooperating schools. This difference in position is
considered relevant as it affects the roles teacher educators fulfill for trainee teachers and
may also affect their perspectives on teaching and on training conditions in the teacher
education environment. This element has been included in the design.
* In order to inquire into the process of assignment of meaning on the interactional micro
level it is ideally desirable to locate and analyze micro-constellations of specific teacher
educators and trainee teachers. These combinations are to some extent conditioned by
the subject for which trainee teachers are trained and by the practice school or schools to
which they are allocated. But for a complete specification of these micro-constellations of
teacher educators and trainee teachers individual educators and trainees have to be
matched.
It has been (regretfully) decided to abstain from an introduction of micro- constellations
into the design, as specific constellations are hard to define completely and accurately, as



69

they are variable during the teacher education course, and as their use involves the risk
of infringing on the privacy of respondents.

Sampling trainee teachers for interviews
As was discussed above (p. 68), in the sampling of trainee teachers for interviews
attention was paid to the distinction between subjects and, in establishment ‘B’, between
regular and inservice participants. A practical problem for the sampling of trainee
teachers was offered by the circumstance that trainee teachers had to be invited for
participation in the research project at a moment when registering for the course of 1994
- 1995 was still in progress and the definitive composition of the group of trainee
teachers was not yet fully clear. On the expectation that the division of trainee teachers
over the three subject clusters ‘languages’, ‘natural sciences’ and ‘social sciences’ would
prove to be roughly equal, it was decided to approach twelve trainee teachers of
establishment ‘A’ and of the regular variant of establishment ‘B’, according to a division
of two trainee teachers per subject and two subjects per subject cluster for each of the two
teacher education establishments.
Afterwards it turned out that the composition of the group of trainees in establishment
‘A’ answered the expectation better (‘languages’ 34%, ‘natural sciences’ 35%, ‘social
sciences’ 31%) than that in ‘B’ (‘languages’ 47%, ‘natural sciences’ 20%, ‘social sciences’
33%).
Also it was decided to invite eight inservice trainee teachers of establishment ‘B’ (2
‘languages’, 3 ‘natural sciences’ and 3 ‘social sciences’) on the expectation that this
division would roughly reflect the composition of the group of trainees. Afterwards it
turned out that the percentage of inservice participants in establishment ‘B’ was only 8%
of the total group of trainee teachers. Hence inservice participants are over-represented
in the sample, which presents an obstacle to generalizing findings in the sample to the
whole group of trainee teachers, especially as regards establishment ‘B’.
The composition of the sample is presented in table 4. 2 below.

 Table 4. 2: Sample of trainee teachers for interviews

Establishment ‘A’ Establishment ‘B’
regular variant

Establishment ‘B’
inservice variant

Dutch              2 Dutch               2 German                      1languages
English            2 English             2 Italian                         1
Mathematics   2 Mathematics    2 Mathematics              2mathematics

and natural
sciences

Biology            2 Biology             2 Chemistry                  1

History            2 History             2 General economics   1social
sciences Social Science 2 Social  Science 2 Business economics  2
TOTAL                        12                         12                                      8

4. 10 Conclusion

In this chapter the design has been worked out for an empirical study into the
assignment of meaning to teaching in a teacher education environment. The following
chapter will be devoted to a reading of documentary sources on the macro end meso
levels of teacher education. The development of instruments for the questioning of
respondents on the personal level will be described in chapter 6.
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CHAPTER 5 CONCEPTIONS OF TEACHING AND TRAINING CONDITIONS FOR
TEACHER EDUCATION IN DOCUMENTARY SOURCES

5. 1 Introduction
This chapter is devoted to a description of conceptions of teaching and training
conditions for teacher education articulated in documentary sources, with relevance to
teacher education in the Netherlands in the period under study, viz. the early 1990s, and
more specifically to university-based teacher education.
This description is intended to provide answers to some of the research questions
formulated in chapter 4 (above, p. 65), viz. :

* What conception of teaching is formulated on the macro level? (1. 1)
* What conception of teaching is formulated on the level of the individual teacher

education establishment? (1. 2)
* What training conditions are formulated for the teacher education program on

the macro level? (2. 1)
* What training conditions are formulated by the teacher education establishment

for its teacher education program? (2. 2)
The structure of this chapter is as follows:
First the research procedure will be set out which was developed for the selection and
reading of macro and meso sources with regard to the above research questions (5. 2).
Second, a specification will be presented of the chosen documentary sources (5. 3).
Next, a description will be offered of the teacher’s professional profile as it was
developing in the period of the empirical data collection (1994 – 1995), as well as of
training conditions regarded as instrumental for the professional education of this
teacher (5. 4).
The chapter will be concluded with a discussion of the findings, paying special attention
to the relation between the conception of teaching informing the teacher education
program and the training conditions formulated as appropriate for the professional
education of teachers in the light of this conception (5. 5).

5. 2 Research procedure
The selection of documentary sources has been limited to written documents. This
restriction excludes e. g. films and television programs featuring school education and
teaching. The selection of written sources has been further restricted to documents in the
sphere of expert opinion, policy and planning. This restriction excludes e. g. discussion
in the general press and fictional texts dealing with the practice of teaching. These
restrictions do not imply that sources outside the selection are regarded as irrelevant to
the shaping of lay people’s conceptions of teaching and schooling. But the wide variety
of texts contributing to such a climate of opinion is not easily sampled in any
representative way. Therefore we have concentrated on sources which have a direct
relevance – through their content, intended use and authority - to teacher education.
With one exception (OECD, 1990), all chosen sources are written in Dutch language and
refer specifically to school education, teaching, and teacher education in the Netherlands.
On the macro level sources have been selected for reflecting current as well as projected
changes in the teaching profession and in teacher education, either in a general sense or
with more specific reference to teaching in secondary schools. The chosen sources
include influential reports as well as published views of individual experts. In the
selection two sources have been included which refer specifically to the macro planning
of university-based teacher education. These have been chosen from a connected series
of planning documents already referred to in chapter 1 (above, p. 6 ff.) in connection
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with the concepts ‘professional image’ and ‘professional profile’ which they helped
introduce as basic tools in the design of teacher education. In our discussion of the data
we shall incidentally refer to documents from this series other than the two general plans
(CGP, 1986; VSNU, 1996) chosen for description. The period covered by the chosen
macro sources is 1986 – 1996.
In planning documents for university-based teacher education on the macro level it is
emphasized as a matter of principle that these documents should provide a framework
or guidelines which, though binding in themselves, leave room for individual
establishments to work out their teacher education program according to their own
identity and views. This invites inspection of the conception of teaching formulated by
the two teacher education establishments chosen as the setting for our empirical study.
On the meso level documents have been selected which serve as information sources and
guides for all participants in the two teacher education establishments in the academic
year in which teacher educators and trainee teachers belonging to these establishments
were questioned and interviewed, viz. 1994 - 1995.
It should be noted that among the chosen macro sources two sources, viz. VSLPC (1996)
and VSNU (1996), were not yet available to teacher educators and trainee teachers at the
time of their participation in this study. These documents have been included in the
selection because they present a registration of ideas which were already discussed and
developing in the preceding years. VSNU (1996) revises the existing general plan for
university-based teacher education (CGP, 1986) in the light of suggestions expressed in
the visitation of 1992 (VSNU, 1992). VSLPC (1996) describes the professional profile of
teachers in secondary education according to an approach suggested by the Ministry of
Education in 1993 (Ministry of Education, 1993), and earlier worked out on parallel lines
for primary education (VSLPC, 1993).
For the reading of these sources as well as for an ordered presentation of the data,
allowing comparison between sources, a heuristic framework has been set up with the
following structure:

1) social and educational changes affecting the teacher’s position and role;
2) (intended) changes in teachers’ position and career expected to make teaching

more attractive for (prospective) teachers;
3) general characteristics of the teacher’s position and role;
4) teachers’ functions and tasks in serving the primary process (micro level);
5) teachers’ functions and tasks in the school organization (meso level);
6) teachers’ functions and tasks in the education system (macro level);
7) teachers’ functions and tasks with regard to their own professionalism;
8) teachers’ qualities as required by their functions and tasks;
9) training conditions appropriate for the development of these qualities.

This structure reflects an argument in which the first two elements provide explanations
for changing views of teachers’ position, roles, functions and tasks (3 through 7). These
in turn require qualities (8) for the development of which certain training conditions (9)
are considered appropriate.
The above framework does not directly or fully reflect the argument presented in the
chosen sources, taking separately. Depending on the angle from which they approach
the subject of school teaching and on their intended use, sources vary in the attention
they pay to the different elements distinguished in the framework. But the framework is
based on the assumption of a public discussion in which these elements are mutually
related.
Not all selected sources make a clear or explicit distinction between teachers’ tasks on the
one hand, and qualities needed to fulfil these tasks on the other hand. Statements in
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these sources may often be interpreted as referring to both categories at once, as two
sides of the same coin. Such a practice suggests the assumption of a uniform structure
underlying both tasks and qualities. On the basis of this structure statements about tasks
may be simply transformed into statements about qualities, and vice versa.
From another point of view the order of the teacher’s professional qualities does not
correspond to the order of teacher tasks but rather reflects a formal structure of
professional functioning. Elements of such a structure, such as the use of scientific
knowledge, an attitude of inquiry, or cooperation in teams, may play a role in a variety
of tasks (see e.g. ARCULO, 1985, p. 7).
In our framework we have avoided a specification of teachers’ qualities duplicating what
has already been inventoried with respect to functions and tasks. Instead we have
attempted a description which is directed to formal qualities characteristic of the
teacher’s professionalism.
Sources also use different principles for the ordering of the teacher’s functions and tasks.
Such an order may be based primarily on a distinction between task areas, such as the
four areas instruction, guidance, development, and organization distinguished in
planning documents for university-based teacher education (e. g. CGP, 1986, p. 5). Such a
distinction envisages teachers’ functions and tasks as extending over different levels in
their activity setting. However, from a more practical, and also historical, point of view
the order of teacher tasks may also be based primarily on the distinction between levels
in the teacher’s activity setting, inside and outside the classroom (micro, meso, macro). In
our framework, following the predominant practice in the sources, the two angles have
been combined in such a way that the teacher’s functions as an instructor, guide, and
educator of pupils are associated with the micro level, and tasks in the areas of
development and organization are linked to the meso level. The categorization of teacher
tasks provided by VSLPC (1996) – itself one of the macro sources – has been gratefully
used as a guideline as well as a check for our own.
As all selected sources are concerned with the development of teaching and contribute to
the articulation of an emergent professional profile, statements in these sources often
refer to a target profile (VSLPC, 1996, p. 17) involving shifts of direction or emphasis
(ABOP, 1989, p. 38) with respect to the existing situation of teaching. Hence in many
cases declarative statements such as ‘guides active learning’ must be read as indicating
such a shift of direction or emphasis, on a dimension of teaching with contrasted
positions. When such contrasts are made explicit in sources they will be reported.
The reading of selected sources has aimed at a full and impartial description. For the first
two (background) categories frequently mentioned trends will be summarized. For the
remaining categories, representing the professional profile and training conditions,
results will be presented in tables. For the sake of completeness all relevant statements in
sources have been included in the tables, down to characteristics mentioned only by one
single source.
In the preparation of the questionnaire ‘Outlook on teaching’, which was based on the
same collection of sources so far as these were available at the time (1994, see below,
appendix 6. 2, p. 217) the help of a second reader was employed to check on the
representation of the sources. As in that situation no differences were found between the
two readings we have abstained from recruiting the assistance of a second reader for the
survey presented in the present chapter.
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5. 3 Specification of selected sources
12 sources have been chosen as representative of the articulation of a conception of
teaching and of the training conditions under which today’s teachers are to be educated.
The first 7 of these sources, situated on the macro level, deal with teaching in a general
way. The next two sources (nos. 8 and 9), are macro level planning documents for
university-based teacher education. The last three sources (nos. 10 through 12) are meso
sources, referring to the teacher education program in establishments ‘A’ and ‘B’ for the
academic year 1994 – 1995.

1) ABOP Teachers’ Union (1989). De bedrijvige school. Een visie op het onderwijs van
de toekomst [The active school. A perspective on education in the future]. This is the report of
an independent commission, invited by ABOP Teachers’ Union to work out a sketch of
social developments in the coming decades, with their consequences for publicly funded
education, and for the professional practice of workers in this field;

2) OECD Organisation for Economic Co-operation and Development (1990). The
teacher today. Tasks, conditions, policies. Paris: OECD. This report inquires into teaching as
a central factor in the improvement of the quality of education. With respect to this issue
it surveys discussion and development in OECD member countries, including the
Netherlands;

3) Leune, J. M. G. (1990). Leraarschap in de jaren ’90 [Teaching in the 90s]. School
18(1), January 1990. Starting from the view that teachers fulfil a key role in education, and
in support of a revaluation of the teaching profession, this article reviews changes in the
position and tasks of teachers in connection with social developments affecting
education;

4) Wubbels, Th. (1992). Leraren tellen [Teachers count]. Also published in School
20(5/6), May/June 1992. This inaugural lecture was delivered from a chair devoted to the
study of the teacher as a factor in learning environments. In support of the current
political trend to make teaching more attractive, and starting from an extended
professionalism of teachers, it works out consequences for the teacher’s professional
education and career development;

5) CTL Commission on the Future of Teaching (1993). Een beroep met perspectief.
De toekomst van het leraarschap [An occupation with prospects. The future of teaching].
This commission was set up to advise the Ministry of Education about the role, position
and appreciation of the teacher in the education system, with special attention to career
perspectives, mobility, qualification, and to the teacher’s professional education and
development. Most of the recommendations in this report were taken up (but not to date
implemented) by the Ministry (Ministry of Education and Sciences, 1993);

6) Steering Group Profile Second Phase Secondary Education (1993). Tweede fase,
scharnier tussen basisvorming en hoger onderwijs [Second phase, hinge between basic and higher
education]. This report works out the governmental proposals for a reorganization of the
second phase of secondary education. It discusses teachers’ professionalism as one of
four main features of the renewed second phase;

7) VSLPC National Pedagogic Centers (1996). Beroepsprofiel leraar secundair
onderwijs op openbare en algemeen bijzondere scholen [Professional profile teacher secondary
education in public schools and non-denominational schools with a special identity]. This
professional profile was worked out by the joint Netherlands’ pedagogic centers as one
of a series commissioned by the organizations of governing bodies and workers in
education. It aims at a coherent description of the ensemble of teachers’ tasks,
representing a ‘target profile’ by incorporating developmental trends;

8) CGP Commission General Plan (1986): Raamplancommissie universitaire
lerarenopleiding (1986). Advies aan de Minister van Onderwijs en Wetenschappen [Advice to
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the Minister of Education and Sciences]. On the basis of a series of earlier planning
documents, this general plan, with effect for the joint establishments for university-based
teacher education in the Netherlands, presents a professional profile of the university-
trained teacher, specified for the tasks of this teacher, and worked out for the
programming of initial teacher education;

9) VSNU Netherlands’ Universities (1996): Vereniging van Samenwerkende
Nederlandse Universiteiten (1996). Raamplan voor de universitaire lerarenopleiding [General
plan for the university-based teacher education program]. After a period of ten years, and
spurred by an evaluation (VSNU, 1992), the existing general plan for university-based
teacher education (CGP, 1986; source no. 8) was felt to be ready for a revision. The
renewed general plan lays emphasis on ‘primary process’, viz. pupils’ learning and
development, including learning to learn. Also it aims at the integration of new views in
the area of teacher education;
 10) Establishment ‘A’ (1994). Studiegids 1994 / 1995 [Study Guide 1994 / 1995].
In the Study Guide the text on the teacher education course is preceded by a section
devoted to general information about the university to which establishment ‘A’ belongs;

11) Establishment ‘A’ (1994). Leerplan t.b.v. de postdoctorale lerarenopleiding 1994 / 95
[Curriculum for the postgraduate teacher education program 1994 / 95]. In the case of
establishment ‘A’ data have been derived, apart from the above Study Guide, from the
separately produced Curriculum for the postgraduate teacher education program 1994 / 95.
The distribution of data over these two sources is due to a revision of the curriculum,
which had not yet been authorized when the Study Guide was published (Study Guide
1994 / 1995, p. 31). The conception of teaching underlying the teacher education program
of this establishment is articulated in the form of final attainment terms and program
choices. Final attainment terms, as specified in the Curriculum (p. 5 ff.) are ordered for
teacher tasks on the micro, meso, and macro levels, and expressed in terms sometimes
referring to tasks, sometimes to required qualities. Final attainments terms for the macro
level are specified only for required knowledge;

12) Establishment ‘B’ (1994). Studiegids ’94 – ’95 [Study Guide ’94 – ‘95]. This Study
Guide contains a separate chapter (‘Bij wijze van verantwoording’ [‘By way of account’],
p. 5 – 17) describing the professional profile as well as the pedagogical principles
underlying the teacher education program of this establishment.

Above (p. 72) we already noted that the chosen sources approach the subject of teaching
from different angles and address different aspects. From the description of the sources
just given it may be added that they also differ as to the range of teaching practice to
which they refer and as to their formal status.
As regards range ABOP, OECD, Wubbels , and CTL, refer (either explicitly, or by default
of an explicit restriction) to the broad range of teaching throughout the education
system. Leune, Steering Group, and VSLPC specifically address teaching in secondary
education, the second of these sources even more specifically teaching in the higher
grades of secondary schools. CGP and VSNU, as well as the materials from
establishments ‘A’ and ‘B’, are directly concerned with university-based teacher
education.
The formal status, and hence the formal authority, of the chosen sources varies between
expert personal opinion on the one end, to documents shaping governmental policy on
the other. Together the chosen sources are taken to reflect a discussion addressing
related issues of school teaching in the Netherlands, as well as a culture of policy-making
in which the organized education sector, educational science, supporting institutions,
and government, participate and interact.
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Among the sources, OECD has been included as one source referring to an international
context of discussion and development. The use of this source makes it better possible to
see how far developing views of teaching in the Netherlands exemplify a broader trend.

5. 4 Description of results
Social and educational changes affecting the teacher’s position and role

Out of a number of social developments affecting school education some frequently
mentioned issues are increasing individualization, the advance of an information society
involving new forms of access to knowledge and information, the aging society, the
emancipation of women, developments in the labor market, changes in the profile of
adolescent pupils, internationalization, and ethnic and cultural pluralism (ABOP, p. 19
ff.; OECD, p. 98 ff.; Leune, p. 22; Steering Group, p. 14; VSLPC, p. 28; VSNU, p. 3; CGP,
p. 5).
Social pressure is leading to additional, sometimes warring demands on the school
(OECD, p. 98; Leune, p. 21). These involve an expansion of the school’s brief to include
cultural transmission, personal development, development of talent, preparing young
people for full participation in society and labor, the countering of inequality, and the
promotion of social cohesion and justice (OECD, p. 9; Leune, p. 21; Steering Group, p. 9,
10). Schools are also challenged to extend the scope of their care of pupils (OECD, p. 98;
VSLPC, p. 29). Social trends suggest new, supplementary aims of schooling (ABOP, p.
38), involving the development of broad skills, attitudes, and qualities (VSLPC, p. 36).
These social trends lead to curricular reforms in which teachers are becoming more
actively involved (OECD, p. 101). In the Netherlands the redesigning of the second phase
of secondary education exemplifies such a reform (SG, p. 50). In the sphere of university-
based teacher education, the introduction of basic education, of study profiles and
modular programming, and changing examination programs, are mentioned to specify
the general demand that teachers attune their teaching to social change (‘B’, p. 8).
More or less independently from the above social developments the education system is
also undergoing internal changes. These have been summarized under the headings of
quality control, school effectiveness, professionalization and differentiation (Leune, p.
28).
Together these changes are regarded as involving a cultural reversal in the school
(Steering Group, p. 5).

Changes in teachers’ position and career expected to make teaching more
attractive for (prospective) teachers
Many of the sources comment on an existing lack of status and appreciation of school
teaching and express a commitment to its revaluation (ABOP, p. 67; OECD, p. 7; Leune,
p. 19; Wubbels, p. 16; CTL, p. 39). Several sources affirm that the teacher plays and will
continue to play a key role in society (ABOP, p. 65, 67; OECD, p. 7; Leune, p. 18) and in
the education process (OECD, p. 9; Leune, p. 18). It is recognized that changes in the
teaching profession are necessary to achieve this revaluation, as well as to heighten
professional élan (ABOP, p. 15; Leune, p. 20) and to create a new ethos (ABOP, p. 16).
It is expected that the breaking up of the individual teacher’s isolated position will shake
the vested opinion that individual autonomy is the basis of the teacher’s satisfaction
(CTL, p. 60). Also it is expected that differentiation of tasks and functions will give more
body to the teacher’s task (Steering Group, p. 21) and will offer the teacher more variety
(ABOP, p. 65; OECD, p. 113; Wubbels, p. 16). Of the twin forms of differentiation,
function differentiation provides the possibility of higher pay as an additional incentive
(ABOP, p. 66). However, if a higher salary is awarded for functions other than teaching,
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such a measure may have a negative effect on the appreciation of regular teaching
(Wubbels, p. 16).
From the recognition that teachers need a career perspective (OECD, p. 65; CTL, p. 75) it
is proposed to structure teachers’ careers in phases (ABOP, p. 65; Wubbels, p. 22; CTL, p.
82). Another measure by which the status of teaching may be improved is to raise the
initial qualification of all teachers in the education system to the academic level (OECD,
p. 49; Wubbels, p. 20).

General characteristics of the teacher’s position and role
In table 5. 1 below we present a survey of general features of the teacher’s position and
role as contained in the sources. Full references for the statements included in this table,
as well as explanatory notes to the categories used in this table, are given in appendix 5.
1 (below, p. 203).

Table 5. 1: General characteristics of the teacher’s position and role

CATEGORIES AB
*)

OE LE WU SG CT LP CG VS ‘A’ ‘B’

1. represents a subject and
is also a pedagogue

x x x

2. works as a professional x x x x x x x x x
3. works as a designer x
4. uses the cycle of
planning, execution, and
evaluation

x x x x

5. fulfils a broad range of
tasks

x x x x x x x x x x x

6. has teaching as a central
task

x x x x x

7. takes part in task and
function differentiation

x x x

8. has possibilities for
career development

x x x x x

*) Abbreviations in the tables:
AB: ABOP Teachers’ Union (1989); OE: OECD (1990); LE: Leune (1990); WU: Wubbels (1992);
SG: Steering Group Profile Second Phase Secondary Education (1993); CT: CTL Commission
on the Future of Teaching (1993); LP: VSLPC Pedagogic Centers (1996); CG: CGP Commission
General Plan (1986); VS: VSNU Netherlands’ Universities (1996); ‘A’: Study Guide 1994 / 1995
and Curriculum 1994 / 95; ‘B’: Study Guide ’94 – ’95. In references the two sources under ‘A’ will
be distinguished as ‘AS’ for Study Guide and ‘AC’ for Curriculum.

The data in table 5. 1 show full consensus about the idea of the ‘broad teacher’, fulfilling
a variety of tasks. Later sources, from CTL (1993) onwards, add an emphasis on proper
teaching or ‘primary process’ (CGP, 1995, p. 3) as a central task. Such an emphasis may
be interpreted as a reaction to a (supposed) tendency to broaden or diversify teacher
tasks in such a way that the professional core of the teacher’s role becomes obscured. The
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suggestions about task and function differentiation, and about career development, may
be regarded as elaborations of the idea of the broad teacher.
Broad consensus is also shown by the sources on the point of teachers’ professionalism.
Although sources differ in their definition and use of the term ‘professionalism’, their
elaboration of the term tends towards an extended professionalism (as discussed in
chapter 1, above, p. 4). The characterization of the teacher as a designer may be taken as
a ‘root image’ of such an extended professionalism.
As shown by the data, the dual nature of the teacher as representing a subject as well as
being a pedagogue is pointed out only by sources in the area of teacher education for
secondary schools. This characteristic applies especially in the case of university-trained
teachers who have already been qualified in an academic discipline when they come to
the teacher education program.

The teacher’s functions and tasks in the primary process
Data on the teacher’s functions and tasks in serving the primary process will be reported
in two steps, respectively dealing with the serving of goals (Table 5. 2), and with the
shaping of the educational situation (Table 5. 3).

Table 5. 2: The teacher’s functions and tasks in the primary process: a) serving
educational goals

CATEGORIES AB OE LE WU SG CT LP CG VS ‘A’ ‘B’

1. personal development x x x x
2. development towards
adulthood

x

3. self-regulated learning x x x
4. participation in an
information society

x x x

5. participation in labor x x x x
6. active citizenship x x x
7. knowledge and skills in a
school subject

x

8. general education / a broad
orientation

x x

9. broad cognitive, study and
inquiry skills

x x x

10. social and communicative
skills

x x

11. technical skills x
12. the use of experience and
intuition

x

13. intelligence x
14. reflection x
15. creativity x x
16. perseverance x
17. flexibility x
18. stress-resistance x
19. a critical attitude x
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20. independent judgment x
21. a capacity for making
choices

x

22. innovative behavior x x
23. understanding of a
complex society

x

24. awareness of values and
standards and of moral issues

x x x x x

25. aesthetic sensitivity x
26. environmental sensitivity x
27. an international attitude x x x
28. an attitude supporting
gender equality

x x

29. an intercultural attitude x x x x

Full references for the statements included in this table, as well as explanatory notes to the
categories used in this table, are given in appendix 5. 2 (below, p. 204).

Educational goals to be served by teachers are described by sources in various ways. In
the above table 5. 2 we have attempted to distinguish formulations about general aims of
education (nos. 1 through 8) from formulations about knowledge, skills, qualities and
attitudes, relevant to such aims, to be instilled or developed in learners through the
education system (nos. 9 through 31). ABOP (p. 37) and SG (p. 10) distinguish three
general aims of education, viz. personal development (no. 1), participation in the labor
process (no. 5) and active citizenship (no. 6). ABOP (p. 37) regards these as the chief aims
of education and not themselves subject to revision.
In line with their notice of the school teacher’s expanding brief reported above (p. 76),
sources specify a broad range of educational goals to be served by school teachers. In
some sources (notably ABOP, OECD, Leune, Steering Group) the goals they specify are
characterized as new goals. Rather than replacing traditional goals these new goals are
regarded as additions to the existing spectrum of educational goals (ABOP, p. 37).
All four of these macro documents agree in regarding a changing labor process as a
primary source of new educational goals. Also these documents concur in regarding a
broad general education and the mastery of broad skills as a condition for active
participation in the labor process. Three out of the four documents add a preparation for
active citizenship, familiarity with information technology, and the fostering of an
international outlook.
However, looking at the table as a whole, the chosen sources do not present a clear
consensus about educational goals. Thus, sources do not unambiguously affirm such
goals as social and communicative skills, the handling of values and moral issues, or the
development of specific attitudes such as environmental sensitivity. Nor do sources enter
into the question how these various goals should be harmonized between them, or with
more traditional goals such as, in secondary education, are bound up with individual
school subjects.
Somewhat surprisingly, documents in the field of university-based teacher education do
not pay much attention to educational goals to be served by teachers. One reason may be
that these documents concentrate on the articulation of goals on their own level, that is,
the level of training goals for trainee teachers. In fact, a number of qualities mentioned in
the table as educational goals for pupils (broad cognitive skills, learning from experience,
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reflection, creativity, stress-resistance, awareness of values and standards, innovative
behavior, flexibility, self-regulation), are also mentioned as qualities to be achieved by
teachers themselves; see the table on teachers’ professional qualities (below, p. 85).
However, this parallelism is not argued in the sources as deliberately designed to enable
teachers to model target qualities to pupils.

Table 5. 3: The teacher’s functions and tasks in the primary process: b) shaping the
educational situation

CATEGORIES AB OE LE WU SG CT LP CG VS ‘A’ ‘B’
General characteristics:
1. focuses on learning as
process

x

2. guides the learning process x x x x x
3. supports active and
independent learning

x x x x x x x x

4. uses problem-centered
learning

x

Shaping relations with pupils:
5. meets pupils on an
individual and personal basis

x x x

6. tunes in with entering
situation of pupils

x x x x

7. tunes in with differences
between pupils

x x x x x x x x

8. extends attention and care to
pupils with problems

x x x

9. extends attention and care to
gifted pupils

x

10. creates a pedagogical
climate

x x x x x

11. communicates with pupils x x
12. motivates / stimulates
pupils

x x x x

13. gives pupils time for
assimilating subject matter

x

14. makes pupils co-
responsible for their learning
process

x

15. asks pupils to give
feedback on the instruction
process

x

16. fosters social contexts x x
17. counters discrimination x
Shaping subject matter:
18. transforms general goals
into subject goals

x
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19. transforms scientific
knowledge into subject matter

x x x

20. provides clear and logical
presentation

x

21. provides rich contexts x
22. takes epistemological and
historical aspects into account
in ordering subject matter

x

23. enters into value aspects of
subject matter

x x

Arranging learning situations:
24. plans and organizes
environments for learning and
learning situations

x x x x x x

25. structures learning
processes

x

26. sets and clarifies goals x x
27. uses methods and
procedures

x x x x x x x x

28. uses grouping forms x x x x
29. uses materials and media,
including IT

x x x x x x

30. adapts materials x
31. (co-)produces materials x x
32. evaluates learning
situations

x

Managing learning activities:
33. manages learning activities x
34. uses rules of conduct /
establishes a working order

x x

Practicing assessment
35. assesses and reports x x x x x
36. uses tests x x
37. (co-)produces tests x x x x
Practicing diagnosis, routing
and remedial:
38. practices diagnosis and
remedial

x x x

39. diagnoses and remedies the
learning climate

x x

40. keeps track of the progress
of individual pupils

x x x

41. designs individual learning
routes

x

Coaching / counseling :
42. coaches / counsels
individual pupils

x x x x x



82

Full references for the statements included in this table, as well as explanatory notes to the
categories used in this table, are given in appendix 5. 3 (below, p. 205).

The data in table 5. 3 suggest a high degree of consensus on three elements in the
shaping of educational situations: that teachers function primarily as guides of active
and independent learning, that they arrange suitable environments for such learning,
using a variety of methods and procedures, and that they take differences between
pupils into account. This consensus may be interpreted as a broad affirmation of the
principle of self-regulated learning on an individual basis.
In the period 1986 – 1996 these elements have also become prominent in university-based
teacher education. As shown by the data, it is especially the meso documents in the
sphere of teacher education in which the shaping of educational situations is worked out
in more detail. In both ‘A’ and ‘B’, although with varying accents, this elaboration
suggests a balance between the teacher’s ‘technical’ shaping of learning situations with
the help of procedures and materials, and the shaping of relations with, and between,
learners.

The teacher’s position, functions and tasks in the school organization (meso
level) and in the education system (macro level)
The following table 5. 4 presents a survey of data on the teacher’s roles on the meso and
macro levels.

Table 5. 4: The teacher’s position, functions and tasks in the school organization and
in the education system

CATEGORIES AB OE LE WU SG CT LP CG VS ‘A’ ‘B’
School organization (meso
level):
1. is a participant in the
school organization

x x

2. belongs to a professional
collective

x x x x

3. takes part in policy and
decision making

x x x x x x x

4. functions in a modern labor
organization

x

5. contributes to
interdisciplinary
harmonization and
integration

x x x x x

6. takes part in meso activities x x x x x x x
7. works in teams x x x x x
8. takes part in team teaching x x x
9. takes part in creating
conditions for primary
process

x

10. takes part in the pupil
guidance system

x x x x x x
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11. takes part in the guidance
of trainees and beginning
teachers

x x x

12. takes part in
extracurricular activities

x x

13. confers with colleagues x x x x x x x x
14. takes part in middle
management

x x x x x

15. takes part in development
and innovation

x x x x x x x x

16. takes part in research
activities

x x x x

17. entertains contacts with
caretakers of pupils

x x x x x x

18. entertains contacts with
local community

x

19. entertains contacts with
experts and professional
organizations

x x

20. fulfils specializations x x x
Education system (macro
level):
21. takes part in the
maintenance of a professional
standard

x

22. takes part in development
of IT materials

x

23. expresses views about the
development of the education
system as a whole

x

Full references for the statements included in this table, as well as explanatory notes to the
categories used in this table, are given in appendix 5. 4 (below, p. 207).

The data in table 5. 4 confirm the idea of a shift away from teachers’ individual
autonomy to their membership of the school as an educational community. The accent
on teachers’ participation in policy and decision making on the school level supports the
characteristic of an extended professionalism (above, p. 74, 78). As to specific tasks and
activities on the meso level a majority of the sources mention participation in policy and
decision making, participation in the pupil guidance system, conferring with colleagues,
taking part in development and innovation, and entertaining contacts with caretakers of
pupils.
In the sphere of university-based teacher education taking part in research is included
more specifically as a teacher task. The accent on research may be interpreted as
underlining the profile of university-trained teachers and their special contribution to the
process of development and innovation.
The data pay little attention to teachers’ position, functions and tasks on the macro level
of the education system. No formulations in this area are provided by sources in the field
of teacher education, whereas these sources do include a knowledge of, and keeping
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informed about, macro elements among the teacher’s professional qualities (see the
description of the curriculum of establishment ‘A’, above, p. 75, and tables 5. 5 and 5. 6,
below, p. 84 and 85). By their silence on this point sources contribute to an image of
teachers’ functioning as bounded by their school environment.

The teacher’s functions and tasks with respect to maintaining and developing
his / her personal professionalism
In the following table 5. 5 we present data on teachers’ functions and tasks with respect
to maintaining and developing their personal professionalism.

Table 5. 5: The teacher’s functions and tasks with respect to maintenance and
development of his / her personal professionalism

CATEGORIES AB OE LE WU SG CT LP CG VS ‘A’ ‘B’
1. manages his/her own
continuing
professionalization

x x x

2. creates learning situations
within practice

x

3. takes part in peer
counseling and coaching
among colleagues

x x

4. follows developments in
his / her discipline and in
teaching methods

x x x x x

5. follows developments in
educational research and
curriculum planning

x x

6. takes part in training and
schooling activities

x x x x x x

Full references for the statements included in this table, as well as explanatory notes to the
categories used in this table, are given in appendix 5. 5 (below, p. 208).

As the data in table 5. 5 show, in the period under study continuing professional
education has become accepted as an integral element of the teacher’s task. Continuing
professional education may be seen as related to task and function differentiation and to
career development as emergent general characteristics of teaching (above, table 5. 1, p.
77).
In contrast to macro sources, including those in the area of teacher education, the
documents from ‘A’ and ’B’ hardly go into the matter of their trainees’ continuing
professionalization (see also the comments on table 5. 7, below, p. 86). Their abstention
on this point is liable to encourage a view of teacher education as mainly confined to
initial training.

The teacher’s professional qualities
The following table 5. 6 presents a survey of data on the teacher’s professional qualities.
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Table 5. 6: The teacher’s professional qualities

CATEGORIES AB OE LE WU SG CT LP CG VS ‘A’ ‘B’
1. has a professional attitude x x x
2. acts in the light of values and
standards

x x

3. acts in the light of the social
functions of education

x x

4. acts in the light of the
collective interests of the school

x

5. has a pedagogical attitude x x x
6. takes a positive attitude
towards pupils

x

7. gives priority to the interests
of the pupils

x

8. takes a pupil perspective x
9. is acquainted with socio-
pedagogic problems of pupils

x

10. commands specific guidance
skills

x

11. has an affinity for his / her
 subject

x x

12. has an academic command
of his / her discipline

x x x x x x

13. knows his / her discipline as
a school subject

x x x x

14. commands the methodology
of his / her subject

x x x x

15. has an interdisciplinary
attitude

x x

16. has educational knowledge
and understanding

x x x x x x x

17. commands a repertoire of
teaching strategies

x

18. uses scientific knowledge x x x
19. has higher
cognitive/academic skills

x x x x

20. has an attitude of exploration
and inquiry

x x x x x x x x x

21. is able to appreciate
educational research and
experiment

x

22. has research skills x
23. has an innovative attitude /
innovative skills

x x x x x x

24. has social and
communicative skills

x x x x x
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25. has a capacity for continued
professional development

x

26. learns from experience x
27. practices self-reflection x x
28. is capable of self-regulation x
29. is aware of his / her personal
style of teaching and further
develops this style

x

30. commands a personal
perspective on teaching

x x x x x

31. is committed x x
32. is flexible x x
33. is inventive / creative x x x
34. is resistant to stress x

Full references for the statements included in this table, as well as explanatory notes to the
categories used in this table, are given in appendix 5. 6 (below, p. 209).

As shown by table 5. 6 sources specify a wide variety of professional qualities for
teachers. In documents from the area of teacher education these qualities have been
ordered into broader categories, as in the ability profile described in VSNU (1996), p. 6, 7,
distinguishing a scientific, an interdisciplinary, a professional / innovative / inquiry-
oriented, and a pedagogical disposition as making up the ability profile of the university-
trained teacher.
Among general macro sources the one quality enjoying full explicit consensus is the
attitude of exploration and inquiry. This emphasis runs parallel with a stronger accent
on the development of higher-order cognitive skills in the primary process in schools.
This parallelism is just one instance of a correspondence between professional qualities
specified for teachers and educational goals specified for pupils (above, table 5. 2, p. 78).
Apart from exploration and inquiry a majority of general macro sources mention social
and communicative skills and educational knowledge and understanding as required
professional qualities of teachers.
An important addition in the documents from university-based teacher education is their
attention to the development of a personal perspective on teaching.

Training conditions in teacher education
The following table 5. 7 presents data on training conditions in teacher education.

Table 5. 7: Training conditions in teacher education

CATEGORIES
The teacher education environment:

AB OE LE WU SG CT LP CG VS ‘A’ ‘B’

1. is directed to the existing
teaching practice including
current change and development

x x

2. programs on the basis of a
professional image

x x x
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3. ensures programmatic unity
through multidisciplinary teams

x

4. mutually attunes disciplinary
education and professional
education

x

5. balances disciplinary and
interdisciplinary aspects

x x

6. mutually attunes educational
studies and subject methodology

x x

7. provides education on an
academic level

x

8. enables trainees to continue
their practice of scientific
methods

x

9. helps trainees to translate
academic knowledge into
meaningful knowledge for pupils

x

10. establishes contact between
science and teaching practice

x x x

11. provides orientation / frames
of reference

x x

12. provides rich contexts for
learning

x

13. includes the use of analogy
and metaphor in its language of
instruction

x

14. follows up instruction and
information with skill training

x

15. models target practice x x
16. offers theory in modular form x x
17. supports the integration of
theory in existing knowledge and
views of trainees

x x x

18. recognizes both reflection and
reinforcement in teacher
socialization and learning

x

19. combines theory and practice x x x x
20. recognizes the relation
between micro, meso and macro
levels

x x

21. mutually attunes institute
practice and school practice of
trainees

x

22. incorporates practice shock in
initial teacher education

x

23. provides a gradual increase of
complexity and intensity in
school practice

x x



88

24. diminishes intensity of
guidance with increasing self-
reflection of trainees

x

25. provides guidance of school
practice by teacher educators
from school and institute

x x x x

26. offers trainees full
membership of the teaching team
of the practice school

x

27. contains research as an
integral component

x x x x

28. offers a program balancing a
common core and differentiation

x x

29. brings trainees in contact with
a diversity of views and teaching
styles

x

30. enables trainees to learn
actively

x

31. supports trainees’ learning
from experience

x

32. offers trainees opportunities
for exchange of experience and
ideas

x x

33. offers trainees opportunities
for team work

x

34. enables trainees to practice
peer counseling

x x

35. enables trainees to work in
cycles

x x x

36. enables trainees to test
personal working theories in
practice

x

37. honors the development
process in (trainee) teachers

x x x

38. supports trainees in
developing a personal view of
teaching

x

39. gives trainees room for the
development of a personal style
of teaching

x

40. enables trainees to shape their
own training route

x x

41. enables trainees to practice
self-assessment

x x

Full references for the statements included in this table, as well as explanatory notes to the
categories used in this table, are given in appendix 5. 7 (below, p. 212).
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Table 5. 7 is restricted to statements about training conditions for initial teacher
education and does not include remarks in the sources about conditions for further
professional education. A number of sources (ABOP, p. 69; OECD, p. 82, 84; Leune, p. 28;
Steering Group, p. 24; CTL, p. 31) urge the need of recurrent inservice schooling. For CTL
this involves the development of an inservice culture. Initial teacher education is to be
followed by a period of supervised induction (ABOP, p. 69; Wubbels, p. 25), which is
also supported by peer counseling (Wubbels, p. 25). Further phases of teacher education
are projected in the context of a phased career (Wubbels, p. 22). Professional
development of teachers is also to be supported by personnel management in their
schools (CTL, p. 65). The selected macro and meso sources in the area of teacher
education do not contain statements about conditions for further professional education.
Apart from Wubbels, general macro sources do not pay close attention to training
conditions in teacher education. One clear exception is the broad support of recurrent
inservice schooling, answering the demand of continued professional education.
As might be expected, training conditions are given more attention and are worked out
more fully in documents from the field of teacher education. In these documents training
conditions are often related explicitly to the tasks teachers have to fulfil in schools and to
professional qualities teachers are to develop.
Some training conditions prominently mentioned in teacher education documents are
the combination of theory and practice, interdisciplinary guidance of school practice,
doing research, and working and learning in cycles. Also these sources follow up their
attention to the development of a personal perspective on teaching - as a professional
quality - by putting in an accent on personal choice (nos. 38 – 41).
On several points the training conditions mentioned in the chosen sources show a
correspondence with the training conditions elaborated theoretically in chapter 3 (above,
p. 48 ff.). Thus the practice of founding teacher education in an explicit professional
image of teaching (no. 1) reflects both conceptual unity and explicitness about such a
unity. This condition is supported in the organization of the teacher education program
by the use of multidisciplinary teams (no. 2). Active modeling of principles is reflected in
a teacher education program modeling its target practice (no. 14).
Counteracting the accent on unity, the teacher education program should bring trainees
into contact with a diversity of views and teaching styles (no. 29), as well as offering
them opportunities for an exchange of experiences and ideas (no. 32). A personal
exploration of theory and views by trainees is reflected by the teacher education
establishment supporting the integration of presented theory in existing knowledge and
views of trainees (no. 16), enabling trainees to test personal working theories in practice
(no. 36), and supporting trainees in developing a personal view (no. 38) as well as a
personal style of teaching (no. 39).

5. 5 Discussion
Our inspection of documentary sources has aimed at a description of the professional
image of teaching informing teacher education and of the training conditions under
which this image may function as a standard for prospective teachers. Considered from
this perspective the data presented above have to be further interpreted and analyzed:
do they add up to a clear and coherent image of the ‘emergent’ teacher? Do they reflect
consensus on the main lines of this image? Do they show changes in the professional
image in the course of the studied period? Do they show differences between the two
studied establishments ‘A’ and ‘B’? How may the training conditions formulated for
teacher education be taken to support the appropriation of the professional image by
prospective teachers?
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General points
Sources reflect a high degree of consensus on four aspects of the new school teacher. In
the first place they support a shift in the teacher’s role in the primary process, from the
role of a transmitter of knowledge to that of a designer and guide of active and
independent learning. Second, they agree on a shift from teachers’ individual autonomy
to their membership of a professional community and to teamwork. Third, they support
the idea of an extended teacher task. Fourth, they support the trend towards conceiving
teaching as a professional activity. As regards historical development it may be added
that the main elements of this professional image were already present in one of the
earliest sources (ABOP, 1989). From a comparison between Dutch-language sources and
OECD it appears that the consensus on these issues is an international phenomenon.
Although the above changes have been characterized as involving a cultural reversal,
sources make clear, especially as to the first two aspects, that they involve shifts of
emphasis rather than radical changes and involve the need of striking a new balance.
Thus, the teacher’s guidance of independent learning does not cancel out the element of
instruction (ABOP, p. 41). Also, the teacher’s forming part of a professional collective
does not eliminate the element of individual functioning. OECD (p. 44) recognizes a
continuing tension between teachers’ openness to communal influence and cooperation
on the one hand, and their functioning as individual professionals on the other. These
two elements have to be combined in an ‘open professionalism’, in which an openness to
outside influences enhances, rather than diminishes, the individual’s sense of
commitment and responsibility.
Looking at the relations between the aspects of the teacher’s professional profile – as
needing to be integrated in the teacher’s practice – it is noteworthy that at a moment
when active collegiality and team work are becoming more strongly emphasized for
teachers,
the position of learners is becoming more strongly individualized. From some sources
this latter development may be read as the inevitable consequence of a general trend in
society. In other sources (Steering Group, p. 45; VSLPC, p. 71) the trend towards
individualized learning is felt to need the counteracting care of social contexts and
cooperative learning.
As regards another important issue, viz. the teacher’s responsibility and role as a
pedagogue, the studied sources do not provide an unambiguous message. In the Dutch-
language sources, reflecting a continental European tradition, a distinction is commonly
made between a didactic and a pedagogical aspect of the teacher’s role, the former
referring to the teacher’s function in shaping appropriate learning situations for the
transmission of cultural knowledge and skills, the latter referring to the support of
pupils’ development, with an emphasis on their orientation towards values and
standards. This practice creates difficulties for a conceptual exchange with the Anglo-
Saxon world in which the term ‘didactic’ tends to be avoided because of its pejorative
connotation and the term ‘pedagogy’ is commonly used to indicate the whole of the
teacher’s functioning towards pupils. But even the more restricted continental view of
the teacher’s pedagogical responsibility leaves room for differences in content and scope.
Thus, this responsibility may be regarded as keeping close to guiding pupils through the
subject and school curriculum, as broadened to a care of pupils’ sociopedagogic
problems, or as further extended to include an active support of personality formation in
the light of standards and values. Thus, also, support of self-regulated learning may be
extended to the fostering of a more comprehensive self-determination. A number of the
studied sources (ABOP, OECD, VSLPC, VSNU) contain suggestions that the teacher’s
pedagogical role should be interpreted in extended ways. But they do not clearly
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indicate how far the teacher’s – and the school’s – pedagogical responsibility may be
stretched.
The wide range and the diversity of educational goals specified in the studied sources as
deserving to be realized for pupils with the teacher’s help, raise questions as to the
consistency as well as the feasibility of such an extended brief. In some of the sources it is
suggested that new goals may be added on to an existing range (e. g. ABOP, p. 37). Other
sources (e.g. OECD, Leune) recognize elements of tension between different kinds of
educational goals schools and teachers are expected to serve. Such tensions demand the
more attention to the extent that they carry consequences for the definition of the
teacher’s role and the shaping of the teacher’s practice with learners. If, for example,
these goals include both the promotion of ‘social cohesion and justice’, and the ‘human
resource development so critical in modern, technology-based economies’ (OECD, p. 9),
the different pedagogical implications of each of these aims need to be made clear, as
well as their mutual compatibility inquired into.
Interpretation and analysis of these tensions may benefit from the help of some more
comprehensive analytic tools providing basic distinctions. For this purpose we will
briefly review the data on educational goals in the light of three such tools, as presented
respectively by Bernstein, Jackson, and Wardekker.
In the terms of Bernstein’s (1971, p. 49 ff.) distinction between a ‘collection’ and an
‘integrated’ educational knowledge code the data show a shift towards the integrated
code by stressing the importance of such new goals as broad skills and general attitudes
transcending the boundaries between school subjects. However, Bernstein’s definition of
an integrated educational knowledge code (ibid., p. 53) refers to the ensemble of
curriculum content, methodology, and organization. Hence, in the light of his distinction
tension may arise from an incongruity between these different aspects of the total
educational situation. In the case of secondary education in the Netherlands current
development is apt to produce such a tension, as ‘integrated’ goals transcending subject
boundaries have to be achieved through a curriculum and a school organization which
remain predominantly based on the collection code.
Jackson (1986, p. 115 ff.) offers his distinction between a ‘mimetic’ and a ‘transformative’
educational tradition as a more dispassionate and even-handed reformulation of
Dewey’s contrast between traditional and progressive education (Dewey, 1938). Whereas
the mimetic approach views education as consisting essentially in cultural transmission
and imitation, the transformative approach sees education as primarily aimed at ‘a
transformation of one kind or another in the person being taught’ (ibid., p. 120). More
specifically such a transformation involves that teachers ‘modify character, instill values,
shape attitudes, generate new interests’ (ibid., p. 123). Similarly to Bernstein’s codes,
Jackson’s traditions become manifest not only on the level of educational goals, but also
in pedagogical methods. Transformative education requires a special pedagogy, using
such methods as personal modeling, ‘soft’ suasion, and narrative (ibid., p. 124). In
Jackson’s view, existing curricular programs reflect elements of both traditions in
varying proportions. Thus, curricula tend to become increasingly mimetic as they aim at
higher-aged learners in the education system (ibid., p. 130).
From a historical perspective, Jackson sees a steady advance of the mimetic tradition at
the expense of the transformative (ibid., p. 131). Also it is important to note that he does
not see a possibility for an effective synthesis of the two traditions (ibid., p. 144).
In the light of Jackson’s distinction the data may be interpreted as showing a tension
between the mimetic and transformative traditions. Contrary to Jackson’s view of a
general historical trend, the current development of secondary education in the
Netherlands, as appearing from the data, shows an increased attention to transformative
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goals, e. g. to the development of an attitude of inquiry, of independent judgment and of
self-regulated learning. But these ‘higher-order’ goals have to be achieved in an
educational context which is, historically, more strongly oriented towards the mimetic
tradition. Thus, the secondary school curriculum still involves the acquisition of a basis
of knowledge and skills in each of some 15 different school subjects.
Jackson’s analysis may be fruitfully compared with Wardekker’s (1986, p. 53 ff.)
distinction between education according to an ‘equipment model’ (Du.
‘toerustingsmodel’) and a ‘development model’ (Du. ‘ontplooiingsmodel’). Wardekker
sees these two models as reflecting educational traditions founded in two contrasting
anthropologies, respectively emphasizing human plasticity and pliability, as against a -
genetically or socially – predetermined human potential. In contrast to Jackson,
Wardekker does not regard his two models as irreconcilable. Instead, he views each of
them, taken separately, as inadequate and in need of being superseded by a new
conception, integrating both. In Wardekker’s view such a conception of education has
become available through Vygotsky. In a Vygotskian approach to education mimetic
elements such as imitation (above, p. 25) and the equipment of learners with cultural
tools may serve personal development as well as the productive and creative use of
educational knowledge in social practice. Various elaborations of this conception, as
reported in US sources, have been reviewed in the theoretical part of this study. Here it
may be added that an educational conception on Vygotskian lines has also been
elaborated in the Netherlands (Van Parreren, 1988; Wardekker, 1997; Van Oers, 1998).
Although, as yet, this conception has been worked out for the area of primary education,
it may also contribute to the solution of tensions in the curriculum of secondary schools.
A last point of interest in the picture of the ‘new’ teacher which the sources do not
explicitly deal with is the potential tension between the wish to create learning
environments emphasizing independent and self-regulated learning, and the continued
existence of the school as an environment ‘enforcing’ a largely prescribed and pre-
structured as well as considerably fragmented curriculum on children and adolescents
up to the age of 18. If, as sources affirm, the teacher’s central task is to support active
learning and a self-regulated development of pupils, teachers’ sustained motivation for
such a role in the school will be to a large extent dependent on pupils’ motivation for
theirs. Whereas the sources go into public meanings of school teaching, as well as,
incidentally, into meanings teaching may carry for (prospective) teachers personally, the
question what meanings school may hold for pupils remains underexposed. This creates
an impediment to a rounded view of what makes teaching worth while to teachers.

University-based teacher education
The professional image of the university-trained teacher, as it appears from the two
planning documents for university-based teacher education (CGP and VSNU), invites
inspection for its correspondence with the professional image of teaching presented in
general macro sources. Also, as these two documents cover a 10-year period, they invite
attention to the historical development of the professional image underlying university-
based teacher education.
A general conclusion may be that the two sets of documents show strong agreement on
main features of the professional image. Both see the teacher as functioning in an
education system subject to changing expectations and demands from the social context.
Both share an appreciation of what issues and trends (notably individualization,
information technology, gender equality, cultural diversity, labor market requirements)
are currently prominent in claiming attention from the school. Both the general and the
university-related documents envisage a teacher answering to the formula of an
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extended professionalism, capable of functioning independently in the light of
responsibilities and commitments, and able to design and arrange learning situations in
the light of educational goals and relationships, on a basis of expert knowledge. Such a
teacher is able to support and guide active and independent learning, learning to learn,
and, more broadly, the development of independent thinking and judgment. This
teacher functions as a member of the school viewed as a collective educational enterprise
and as a participant in team work of many kinds. He or she fulfils a variety of tasks in
and outside the classroom. These tasks include participation in development and
innovation, making teachers agents of change in their own activity setting.
Also in their personal practice teachers engage in reflection and inquiry, directed to
evaluating and improving their functioning and repertoire, as well as following
developments in policy and science, and managing their own continued professional
education.
From the strong degree of agreement between the two sets of documents on main
features of the professional image we may conclude that the conceptualization of the
‘new’ teacher is undertaken from a predominantly unifying point of view, looking for
essential characteristics of the school teacher - as a generic term – rather than looking for
distinctions between teachers functioning with diverse qualifications and in different
sectors of the education system.
So far as the planning documents for university-based teacher education put in accents
marking off a professional image and profile specifically characterizing the university-
trained teacher, these accents concern academic or scientific aspects of the teacher’s
functions and tasks, as well as the corresponding attitudes and skills. The relevance of
these qualities is argued both from the primary field of action of university-trained
teachers, viz. higher and pre-academic levels in secondary education, and from the
specific contribution university-trained teachers may offer to their schools, especially in
the sphere of development and innovation (e.g. ARCULO, 1980, p. 26; ARCULO, 1985, p.
4). The appreciation of this contribution may be interpreted as exemplifying a more
general trend towards incorporating academic qualities into the education process. The
general macro sources give evidence of such a trend with respect to educational
objectives, to the school’s management of change and innovation, as well as to teachers’
self-development. The proposal of an academic qualification for all teachers is another
indication of this trend.
The single most clearly distinctive feature in the professional image of university-trained
teachers, exemplifying this academic attitude, is their readiness and ability to take part in
research. This feature was prominently presented and argued (on the two counts
mentioned above) already in ARCULO, 1980. Another feature of the university-related
documents is their attention to teachers’ development and use of a personal outlook and
of self-constructed theories. In the first chapter (above, p. 5) we already noted that the
introduction of the concepts ‘professional image’ and ‘personal theories’ in the sphere of
teacher education, though taking place in roughly the same period, did not appear to be
interrelated. The university-related documents support this view, as they make use of
concepts of the two kinds without making an explicit connection.
As regards the nature of what we have provisionally labeled ‘personal theories’ a closer
look at the documents suggests that the constructs thus bracketed together are
heterogeneous among themselves. A primary rough distinction may be attempted
between two types:
On the one hand teachers are regarded as constructors of theories to guide their actions
in complex and partly unpredictable situations. This view emphasizes the need for these
theories to be based in scientific knowledge and to be effective in real situations. The
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term used in the documents for these constructs is ‘working theories’ (D. ‘werktheorieën’)
(VSNU, 1996). They are of the same nature as the self-constructed theories for the
handling of unique situations presented as characteristic of the teacher-professional in
Wubbels (1992, p. 18).
On the other hand teachers are regarded, and were so regarded already in older sources,
as developers of an encompassing personal view of teaching. This personal view
includes an understanding of the political and socio-cultural context of education and
the appreciation of educational practice in the light of value choices. The term used for
this concept in university-related documents is ‘personal outlook’ (D. ‘persoonlijke visie’
or ’eigen visie’) (CGP, 1986; VSNU, 1996). Among the general macro sources OECD (1991,
p. 79) uses the term ‘set of theories and beliefs’, and VSLPC (1996, p. 48) the term
‘working concept’ (D. ‘werkconcept’) for a similarly integrated personal view. These two
notions may, in an ideal-typical way, be contrasted as ‘instrumental’ versus ‘value-
oriented’, ‘local’ versus ‘global’, ‘cognitive’ versus ‘cognitive plus affective’. Of the two
notions, the second shows the closest correspondence, as its personalized counterpart, to
the concept of a public professional image. In the most recent document in the series the
two notions have been amalgamated under the common denominator of ‘working
theory’ (VSNU, 1996, p. 2, 4, 15). In this merger it appears that the more recent,
instrumental element is given more prominence, as a new cornerstone of the pedagogy
of teacher education (VSNU, 1996, p. 2), than the more traditional call for a personal
outlook on education in the light of values and standards (ibid., p. 7). In order for these
concepts to be usefully employed in teacher education it would seem that, rather than
allowing their silent amalgamation, attention deserves to be paid to their distinctive
origins, features, and possibilities, with the specific implications for the pedagogy of
teacher education and for concrete training procedures each of these concepts brings
along.
Apart from the introduction of working theories as a new methodological principle in
teacher education, it may be asked if the university-related documents, spanning a ten
year period, reflect a development in the professional image of the university-trained
teacher. The internal evaluation report VSNU (1992) complains of a lack of development
in the professional image since the appearance of the first general plan (CGP, 1986). It
also criticizes this plan for one-sidedness, as paying more attention to teachers’ tasks
than to their pedagogical role. Attention to personal development of both learners and
teachers is felt to be largely lacking (VSNU, 1992, p. 9). This criticism, which is not
further specified with reference to the text of the current general plan, leads up to a
recommendation to actualize this plan. On the basis of this report CGP, 1995 (p. 3)
announces a new professional profile, founded in a new pedagogic concept. The latter
involves both a shift of attention to the ‘primary process’, viz. the learning – and learning
to learn – of pupils (ibid., p. 4, 10), as well as a reaffirmation of the school as an
educational institution, countering the approach of the school as a ‘modern professional
labor organization’ considered characteristic of the governmental report CTL (1993)
(CGP, 1995, p. 5). CGP (1995) also answers the call for heightened attention to learners by
introducing a ‘learner profile’ (ibid., p. 7). In the definitive text of the new general plan
(VSNU, 1996, p. 2) the new pedagogic approach is summarized as involving an increase
of attention to the task areas of instruction and guidance, and diminished attention to
school organization.

Teacher education establishments ‘A’ and ‘B’
A comparison of data between establishments ‘A’ and ’B’ is of interest to see what
differences in professional image and training conditions may show up between two
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teacher education establishments both providing university-based teacher education,
and both operating under the regime of the same legislation and general plan.
Comparison of ‘A’ and ’B’ has to take into account that the documents of these two
establishments are not structured in the same way. Whereas ‘B’ presents a separate
reasoned account of its program choices, ‘A’ is less explicit about these choices. On the
other hand, in the section with general information prefacing the Study Guide of ‘A’,
attention is paid to some basic principles underlying the study at the university to which
this establishment belongs, in relation to its denominational (Protestant Christian)
identity. Specifically mentioned are: sound organization, attention to the individual,
possibilities for personal initiative, careful guidance. Another feature is that all studies at
this university include reflection on the uses of science and scientific results. With a view
to this reflection a course in philosophy is obligatory for all students (‘A’, Study Guide
1994 / 1995, section general information, p. 5).
From a comparison of recorded statements some specific differences between ‘A’ and ‘B’
may be noted:

* ‘A’ pays comparatively more attention to the aspect of educational goals to be
served by teachers than ‘B’ (table 5. 2, above, p. 78);

* in its statements about the shaping of educational situations ‘A’ is more
elaborate on the point of shaping relations with pupils than ‘B’ (table 5. 3, above, p. 80);

* ‘B’ gives more prominence to the teacher’s roles and tasks on the meso level than
‘A’ (table 5. 4, above, p. 82). This distinction is reflected in the organization of the teacher
education program, ‘B’ making use of contract schools receiving larger multidisciplinary
groups of trainees, whereas ‘A’ shapes its relations with school practice through
individual subject teachers;

* As regards teachers’ professional qualities ‘B’ is more elaborate on the point of
academic attitudes and skills, including research. Also ‘B’ gives more prominence to the
aspect of self-reflection and self-regulation. On the other hand ‘A’ puts more emphasis
on an awareness of values and standards (as it also does in the sphere of educational
goals), as well as on social and communicative skills (table 5. 6, above, p. 85);

* Some of the above differences are reflected in the sphere of training conditions.
Thus ‘A’ emphasizes the provision of frames of reference (possibly in relation to values
and standards), whereas ‘B’ is more explicit about trainees’ membership of the staff of
receiving schools, about team work, and about opportunities to engage or keep engaged
in activities with a scientific quality.
The above differences, as tentatively interpreted from documents, invite further inquiry
through the questioning of participants.

Training conditions in teacher education
A central interest of this study is the question what training conditions are appropriate
for the realization of a professional image of teaching in the practice of teaching through
teacher education. Looking back at the data presented in this chapter, and more
especially at the data on training conditions as presented in table 5. 7 (above, p. 86), some
concluding remarks will be made in relation to this issue.
As far as sources go into the matter of teacher training conditions – which is done most
fully in documents directly concerned with teacher education - these sources show an
awareness of the relation between the professional profile towards which teacher
education is oriented, and the nature of training conditions suitable for the appropriation
of this image by prospective teachers. On a number of important points these documents
suggest the need of correspondence and congruity between elements of teachers’
professionalism and training conditions conducive to the development of these
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professional qualities. Thus sources argue for contiguity and interaction between
teaching practice on one side, and study and reflection on the other, as a condition for
developing a reflective practitioner who is willing and able to engage in continued
professional development. They put an emphasis on inquiry and research in teacher
education as a necessary condition for the development of an inquiry-oriented teacher.
Teaching on the basis of a personal outlook and commitment is seen to require the
possibility for making personal choices in teacher education. Cooperation in teams, if to
be practiced by teachers in their schools, has to be both modeled and trained in the
teacher education environment.
The comparison between establishments ‘A’ and ‘B’ (above, p. 94) makes clear that, as to
such issues, individual establishments make use of the freedom accorded to them in
macro agreements to put in their own accents.
Considering the relative novelty of some central features of the professional image to be
honored in training conditions, it may be expected that their practical realization in
teacher education institutes, and in the schools cooperating with them, faces obstacles.
Thus, to date, the burden of teacher training in the Netherlands is concentrated in initial,
mainly preservice, teacher education. This brings along an emphasis on providing
trainees with a starter competence enabling them to hold their own in current teaching
practice and to meet the demands of their employing schools. Such a priority does not
create the most congenial climate for the development of reflection and an attitude of
inquiry. As shown by the data, a clear perspective on a program for further professional
growth and development, able to realize longer-term goals, is still lacking.
Concentration of teacher education in one compact period of initial training, as in
university-based teacher education, also makes for a crowded curriculum leaving little
room for realizing personal options.
Another factor influencing the realization of avowed principles on the level of training
conditions is that, in their organization, the studied teacher education establishments
answer to Bernstein’s description of a ‘collection code’ so far as they tend to put a
stronger profile on teacher educators’ special position (in relation to a discipline, to their
home base in the institute or in a school, or to their specific functions and tasks), than
they do on the common achievement of shared objectives. Hence teacher education
establishments are more suited to reflect and model diversity than to demonstrate a
unified policy.
How teacher education establishments put across their documented views of training
conditions, and how these conditions are experienced and appreciated by participants,
may become further clarified through the questioning of teacher educators and trainee
teachers.
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CHAPTER 6  RESEARCH INSTRUMENTS FOR THE STUDY OF CONCEPTIONS OF
TEACHING AND TRAINING CONDITIONS ON THE PERSONAL LEVEL

6. 1 Introduction
This chapter contains a description of the development and characteristics of the research
instruments used in the present study for the investigation of conceptions of teaching
and perspectives on training conditions on the personal level, together with a rationale of
their development.
First some preliminary considerations are presented as to the research instruments and
the approach of respondents (6. 2).
Next the chapter will deal successively with the development of instruments for the
study of meanings assigned to teaching (6. 3) and for the study of training conditions in
the teacher education environment (6. 4). The chapter winds up with a conclusion (6. 5).

6. 2. Preliminary considerations
In the search for suitable instruments two preliminary considerations have played a role.
The first of these relates to the theoretical relevance, the second to the practical relevance
aimed at for this study.
Theoretical relevance. In the first chapter (above, p. 2) we wrote that this study aims at
theoretical relevance by trying out the applicability of Vygotskian theory to research in
the area of teacher education. Applying Vygotskian theory in this area involves that the
definition of the main variables in the design (‘conception of teaching’, ‘training
conditions’ (above, p. 57) is extended to the level of instruments. In chapter 4 (above, p.
55) we concluded from a recent survey that a Vygotskian approach to teacher
socialization does not fit easily into the prevailing research traditions. As a consequence
the use of existing instruments deriving from other research traditions may involve the
importation of theoretical notions which are foreign to the Vygotskian approach and
hence may impair construct validity on the level of instruments. One example of such a
foreign approach would be theory, such as Loevinger’s theory of ego development
(Loevinger, 1966), approaching personality development as a process inherent in the
individual person and regarding professional activity as an area of performance in which
the effects of personal development become manifest (see the discussion on
developmental stages in Burden, 1990, p. 312-313).
Apart from the aspect of construct validity, the theoretical background of this study also
holds consequences for the way in which respondents are to be approached about the
chosen constructs. Once assignment of meaning to teaching has been defined as a higher
psychological function, involving conscious realization and deliberate choice (above, p.
20), respondents should be invited to make their interpretations and appreciations of
teaching explicit, to make reasoned judgments, and to sort out their choices and
priorities. Such an approach does not agree with a methodology ‘tapping’ respondents
for cognitions whose meanings have to be constructed by the researcher ‘over the heads’
of respondents, as e. g. in the case of the repertory grid method (Kelly, 1955; Corporaal,
1988, p. 61 ff.). Rather such an approach requires that respondents in the teacher
education environment are approached as participants in the research situation. More
concretely such an approach involves that respondents are informed about the research
questions to be explored, thus inviting them to share an interest in these questions
together with the researcher, and that respondents are invited to consciously consider
their views and priorities.
Practical relevance. In the first chapter it was stated (p. 2) that the present study aspires to
practical relevance by contributing towards an understanding of conditions in the
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teacher education environment which may help trainee teachers to develop a conception
of teaching with public as well as personal validity. With an eye to this practical aim the
instruments to be used in this study would receive an additional value if they could be
used for diagnostic purposes in these environments, or serve as models for the
development of such diagnostic instruments.
As to the question whether the instruments to be used in the present study might be best
adopted or adapted from existing materials, or independently developed, these two
preliminary considerations have led to a preference for independent development. As
will be discussed below, in the course of the development of the research instruments the
preliminary considerations were subjected to a confrontation with other criteria, notably
methodological requirements and practical feasibility.

6. 3 Instruments for the measurement of meanings assigned to teaching
An initial interview instrument

With a view to approaching respondents about their assignment of meaning to teaching
an interview situation was conceived. This situation was designed to make it possible for
respondents both to freely express and formulate meanings assigned by them to teaching
in answer to open questions, and to react to statements about teaching presented to them
by the researcher.
Spontaneous formulations were taken to represent the ‘level of actual development’ of
respondents. Besides, by confronting respondents with representative public views of
teaching, the interview situation was also designed to create a zone of proximal
development indicating points of emergent assignment of meaning to teaching. Thus
each interview by itself could show a process of micro development, as respondents
supplemented, elaborated or revised earlier spontaneous pronouncements in the light of
subsequent prompts submitted to them. Repeated administration of such an interview
would make it possible to find out if these emergent meanings would lead to changes in
respondents’ state of actual development over time.
On the basis of these considerations an initial interview instrument was developed. It
was progressively structured, in the sense that it started with a general open question
leaving respondents a maximum freedom of spontaneous response and then moved to
the presentation of progressively more specific and differentiated questions inviting
reactions from respondents.
The initial interview instrument contained three clearly marked phases:
The first phase consisted of one question reflecting the central interest of the study. This
question was: ‘What makes teaching as an occupation worth while to you?’ *). The wording of
this question was chosen as an invitation for respondents to consciously realize their
conception of teaching and, at the same time, to inspect this conception for the meanings
it carried for them.
In the second phase this question was broken up into a number of sub-questions referring
to different aspects of teaching as an occupation. These aspects were chosen by the re-
searcher against the background of current discussions about teaching as an occupation
(see the literature referred to in chapter 1). The original selection contained 10 aspects of
teaching regarded as potential sources for, or against, a motivated choice of, and
commitment to, teaching as an occupation. These chosen aspects were: the social
function of schoolteaching; schooling and development of pupils; teaching a subject; the
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx
*) The interview instrument was developed and administered in Dutch language. For the purpose
of this description all interview questions and prompts are rendered in English.
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teacher’s role; working in a school; the professional nature of teaching; the teacher’s
personal and professional development; the status of teaching; labor conditions of
teachers; the heaviness of the teacher’s task.
In the light of sociohistorical theory these aspects are not all of the same order. Leontev’s
tenet that an activity setting such as teaching is defined fundamentally in terms of its
meanings (above, p. 27) refers primarily to functions and goals to be specifically fulfilled
and realized by that activity. It is especially these constitutive meanings which have to be
explored and appropriated by participants as a basis for action choices and for the
development of a professional identity. Among the chosen aspects of teaching these
meanings are represented most clearly and directly by the first four (the social function
of schoolteaching; schooling and development of pupils; teaching a subject; the teacher’s
role).
The six remaining aspects refer, broadly, to conditions under which the functions and
goals of teaching are realized and by which their realization is affected.
It was assumed that for prospective teachers, in considering the question what makes
teaching worth while to them, both kinds of aspects would contribute to their idea of
what it means to be a teacher, and to their motivation for teaching as an occupation.
Including both kinds of aspects in the questioning of respondents would make it possible
to find out how they were mixed and combined in respondents’ motivation for teaching.
In the interview these aspects were presented to respondents with a request to
appreciate their relevance for their own assignment of meaning to teaching.
For the third phase of the interview specifications were worked out for each of the aspects
presented to respondents in phase 2. In such a specification the aspect involved was
elaborated into a number of statements representing different positions a respondent
might take up towards this aspect. These specifications, formulated and presented to
respondents by the researcher, provided a selection of arguments for the appreciation of
an aspect as either positively or negatively relevant.
In order to allow a process of micro development the instrument provided for returns
from the more specific to the more global levels of questioning, inviting respondents to
reconsider their response to earlier, more open and global questions, in the light of their
response to later, more specific and structured questions.
This initial interview instrument was piloted with trainee teachers. Findings from these
pilot interviews contributed to the identification of problems. Below these problems as
well as the further development of this initial instrument will be briefly described.

Problems with the initial interview instrument
A number of problems connected with this instrument needed attention. Some of these
problems concerned:

- the fitness of the chosen questions, aspects and specifications to inquire into the
meanings assigned to teaching by trainee teachers;

- the practical feasibility of a repeated administration of this instrument to
representative samples of trainee teachers in two different teacher education environ-
ments;

- the possibility that the instrument, if repeatedly administered, might itself
contribute to the effects it was intended to register;

- the analysis of the resulting data.
Also it was considered that the interview instrument could never transcend its own
horizon, being restricted to the measuring of assigned meanings as verbally expressed,
and unable to register the degree to which these meanings were appropriated by
respondents as informing their teaching practice. Hence the need was felt to supplement
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this instrument by an instrument directed to measuring the realization of assigned
meanings in professional practice.

Further development of the initial interview instrument
As to the first phase of the interview (broad open question) it was considered that the
question (‘What makes teaching as an occupation worth while to you?’) might be interpreted
by respondents as presuming an earlier definitive choice in favor of teaching. Hence it
was decided to prefix a question acknowledging a variety of possible positions on this
point (‘Do you want to be a teacher?’) and allowing qualified answers such as ‘yes, on the
condition that ...’, ‘perhaps’ or ‘no, unless ...’. This question was also considered suitable to
register respondents’ commitment to teaching separately from their conception and
appreciation of teaching and to be able to follow the development of this commitment
over time.
Also two further questions were added, directed respectively to respondents’ ideal
image of the teacher’s role (‘What kind of teacher do you want to be’) and to their ideal
image of a school environment (‘In what kind of school would you like to work?’). These two
questions were added to inquire into respondents’ orientations in two main areas which
leave room for personal choices, reflecting a personal assignment of meaning to teaching.
 As to the second phase of the instrument (appreciating aspects) it appeared from pilot
interviews that most respondents brought up the aspect of ‘contacts with people’ as a
meaningful category. This aspect was not included in the original selection (above, p. 98-
99). On the other hand most respondents showed a lack of acquaintance with the notion
of a profession (as an occupation with special characteristics) and with labor conditions
for teachers. In order for trainees to respond at all to these aspects additional information
had to be provided by the interviewer.
By themselves these outcomes may be interpreted as relevant results of the instrument.
However, it was felt that the aspects of teaching brought into the interview situation
should not be completely outside the scope of respondents. Hence it was decided to
bring the selection closer to the horizon of respondents. Accordingly the aspect of
‘contacts with people’ was included in the selection and the aspects ‘the professional
nature of teaching’ and ‘labor conditions’ were excluded.
As regards the third phase of the instrument (specifications) the common formal
character of the specifications consisted in the fact that they represented a range of
available positions, inviting appreciation and choice. In the initial elaboration of these
specifications each of the chosen aspects was approached primarily on its own merits,
and analyzed for a range of positions representative of current discussion and
development. As a consequence of this approach the resulting specifications showed a
variety of structures, some aspects (such as the schooling and development of pupils)
lending themselves more readily to a range of positions, whereas other aspects (such as
the position of teachers in the school organization) suggested a dichotomy or trichotomy.
In the face of this variety it was attempted to achieve a more unified structure for the
specifications.
In the search for increased consistency it was attempted to found the specifications in
one or a few more fundamental oppositions on the level of an image or paradigm of
teaching.
The literature about schooling, teaching, and teacher education provides a variety of
attempts to define such comprehensive underlying oppositions. Sources inspected for
the revision of the interview instrument included a survey of older teacher typologies as
presented by Knoers (1971), Bernstein’s (1971) distinction between a ‘collection’ and an
‘integrated’ code of educational knowledge, Hoyle’s (1975) distinction between restricted
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and extended professionalism, Fenstermacher & Soltis’s (1992) Approaches to teaching, and
the use of fundamental dilemmas in a school development project by Carpay,
Wardekker & Van Oers (1990), on the formal basis of Berlak & Berlak’s (1981) Dilemmas
of teaching. This last source was considered to be the more suitable as the range of
dilemmas of teaching distinguished by Berlak & Berlak showed a correspondence with
the range of aspects chosen for our own study. Hence it was attempted to reformulate
the specifications in the form of dilemmas.
From this survey it appeared that it was impossible to establish one single deep
‘semantic dimension’ representing a fundamental opposition underlying the current
discussions about a ‘new’ teacher to serve secondary education as developing in the
Netherlands and to be trained by establishments for teacher education (see the literature
referred to in chapter 1). The main oppositions in these discussions concerned

- the teacher’s role, contrasting the role of a transmitter of knowledge, and the
roles of an organizer of learning situations and of a monitor of active and independent
learning by pupils;

- the teacher’s position in the school, contrasting a position of autonomy in the
classroom, and the position of a participant and collaborator in the school;

- the teacher’s professionalism, contrasting competence as an executive of pre-
structured programs and materials, and competence as a designer or co-designer of
instruction;

- the teacher’s professional education, contrasting a teacher adequately prepared
by the mastery of a discipline and by initial training, and a teacher engaging in
continued professional development.
To some extent these oppositions could be subordinated under Hoyle’s distinction
between a restricted versus an extended professionalism (above, p. 4), but for this
purpose this distinction had to be expanded beyond its original reference and scope.
In the light of these findings it was decided to abandon the search for one single
underlying dimension, and to accept a range of dilemmas, as exemplified by Berlak &
Berlak. Also it was decided to work out all specifications in the form of dilemmas.
Specifications were now worked out in the form of paired opposites of statements, to be
presented to respondents with the request to define their position towards these
oppositions.
Some examples of such paired opposites were:

- (for the aspect ‘school and society’): ‘It is important for a teacher to contribute to a)
the preservation of an intellectual elite’ versus b) ‘the spreading of knowledge in society’;

- (for the aspect ‘the teacher’s role’): ‘It is important in a teacher’s functioning for
pupils a) to offer them a structure in which they can achieve good results’ versus b) ‘to train them
to do their school work under their own responsibility’.
A new round of pilot interviews was held to test this procedure. In these try-outs it
appeared that respondents were often unable to perceive or unwilling to accept the
paired items as forming a contrast. This finding was interpreted as involving that the
alternatives submitted to respondents did not represent true dilemmas to them, or that
the perception of these alternatives as dilemmas was outside the present horizon of
respondents. In either case the reception of this procedure by respondents cast serious
doubts on its efficacy.
In this quandary the search for an adequate elaboration of specifications received a fresh
impetus from the appearance of a ‘General Professional Profile’ (VSLPC Pedagogic
Centers, 1993), intended to serve as a standard for the definition of the ‘new’ teacher and
as a guide for the initial training and continued professional development of this teacher.
This profile, the first to appear in a series, was specifically directed to a description of the
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teacher in primary education. Although this publication did not directly concern
teaching in secondary schools, both its general approach as well as a large proportion of
its content were considered useful. Its approach involved progressive levels of
specification, starting out from general professional characteristics, leading to
characteristics of teachers as educators and, finally, to characteristics specifically
concerning teaching in primary education. Both of the two first levels were considered
directly relevant, whereas the elaboration of the third level could at least serve as a
model.
At this juncture four decisions were made as to the further development of instruments
for measuring the assignment of meaning to teaching:
In the first place it was decided to use the General Professional Profile (VSLPC
Pedagogic Centers, 1993) as a model and primary source for the elaboration of
specifications, and to supplement this source with materials from other macro sources in
the sphere of secondary schoolteaching, as well as from documentary sources on the
meso level of the two teacher education environments chosen for empirical study.
Secondly, considering the difficulties which had shown up during the pilot interviews, it
was decided to drop the attempt to work out these specifications in the form of paired
opposites and to develop all specifications from the perspective of the ‘new’ teacher as
conceived and defined in the chosen sources.
Thirdly it was decided to detach the specifications from the interview instrument and to
work them out in a separate instrument in the form of a questionnaire. This last decision
was partly based on the finding from pilot interviews that the initial interview
instrument, covering the three phases, took up to 90 minutes to be carried out. Repeated
administration of this interview to samples of trainees from two teacher education
environments would involve an enormous investment of time. Also it was found that the
length of the interview brought along a risk of overstraining the concentration and
endurance of participants. More positively it was considered that the construction of a
separate instrument for the specifications served the purpose of a double strategy
allowing a broad as well as an in-depth approach of respondents. This decision led to the
design described in chapter 4 (above, p. 66) in which the interview instrument (now
limited to the first two phases) was designed to be used for the questioning of samples of
trainee teachers and in which the questionnaire representing the third phase was
designed to be submitted to all the teacher educators and trainee teachers in the two
chosen teacher education environments.
In the light of these considerations the argument against the dissolution of the initial
interview instrument, viz. the breaking up of an organic whole with interrelated levels,
was - somewhat regretfully - overruled.
In the fourth place the development and administration of an additional instrument for
measuring the realization of meanings assigned to teaching in the practice of
respondents (above, p. 99-100) was considered to exceed the scope of the present study.
Hence - with even stronger regret - the development of this additional instrument was
abandoned.
The further development of the two instruments into their final form will now be
reported separately.

The final interview instrument for the assignment of meaning to teaching
In the final shaping of the interview instrument, supported by further piloting, it was
reconsidered in the light of its remaining two-phase structure, made up respectively of
broad open questions and the appreciation of aspects. Below the instrument will be
described as a sequence of steps.
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Introduction. The interview is opened by an introduction, directed to getting acquainted,
clarifying the purpose of the interview, viz. inquiring into respondents’ views of
teaching as an occupation, and clarifying procedure.

First step. Four questions are addressed to respondents, viz.
1) ‘Do you want to be a teacher?’
2) ‘What makes teaching as an occupation worth while to you?’
3) ‘What kind of teacher do you want to be?’
4) ‘In what kind of school do you want to work?’

For their response to the first question respondents are offered the alternatives ‘yes’, ‘yes,
on condition that ...’, ‘perhaps’ and ‘no’, with an invitation to expand on these alternatives.
Out of the four questions used as opening questions, two questions were especially felt
to invite being broken up into aspects, viz. the question what kind of teacher
respondents wanted to be, and the question what made teaching as an occupation worth
while to respondents.
As to the teacher’s role (below, second step) the main sources used for the selection of
aspects were ABOP, 1989, and CTL, 1993.
As regards teaching as an occupation (below, third step) the set of aspects already
developed and tried out (above, p. 98, 100) was once more revised to include aspects
relating to functions and goals of teaching, to the social context of teaching, and to
personal functioning and development in the teacher’s role.
Aspects were worked out to be presented to respondents on cards and to be arranged by
them in an order of priority as to their contribution to respondents’ motivated view of
teaching.
Second step. A set of 12 cards is presented to respondents and explained as referring to
different aspects of the teacher’s role. Respondents are invited to lay out these ‘role
cards’ in an order of priority from their perspective on teaching and to comment aloud
on their deliberations and decisions. The 12 chosen roles are (in alphabetical order):
* confidant (D. vertrouwenspersoon)
* guide (D. begeleider)
* group worker (D. groepswerker)
* instructor (D. instructeur)
* manager of the learning process (D. bestuurder van het leerproces)
* model (D. voorbeeld)
* organizer of the learning process (D. organisator van het leerproces)
* pedagogue (D. pedagoog)
* stimulator (D. stimulator)
* subject specialist (D. vakdeskundige)
* teaching methods specialist (D. didacticus)
* transmitter of knowledge (D. kennisoverdrager)
Third step. A set of 9 cards is presented to respondents and explained as referring to
different aspects of working as a teacher. As in the second step respondents are invited
to lay out these ‘aspect cards’ in an order of priority from their perspective on teaching
and to comment aloud on their deliberations and decisions. The 9 aspects are (in
alphabetical order):
* being active in the occupational group (D. actief deelnemen aan de beroepsgroep)
* contributing to pupils’ development (D. iets meegeven aan je leerlingen)
* continuing to develop yourself as a teacher (D. jezelf als leraar blijven ontwikkelen)
* creating an effect in society (D. iets uitrichten in de samenleving)
* functioning as a person in the teacher’s role (D. als persoon functioneren in de
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leraarsrol)
* giving instruction (D. onderwijs geven)
* working with others in the school (D. samenwerken in de school)
* working with pupils (D. omgaan met leerlingen)
* working with your subject (D. werken met je vak)
Fourth step. The final interview instrument preserved the possibility for respondents to
reconsider their answers to the opening questions. Respondents are invited to reconsider
their answers to the four opening questions and - if so desired - to extend or amend
them. For this purpose the original answers are read back to respondents by the
interviewer from the notation form (appendix 6. 1, below, p. 214).
Fifth step. This step is included in the second and third administrations of the interview.
It consists of the additional question ‘What changes have occurred in your outlook on teaching
since you entered the postgraduate course?’
Sixth step. At the third moment the interview is concluded with a question about training
conditions. This step is described in the context of measuring trainee teachers’
perspectives on training conditions (below, p. 106 ff.).
Procedure. Interviews are recorded on audio tape. Besides the answers of respondents are
taken down in a condensed form in writing with the help of a notation form (appendix 6.
1, below, p. 214).

Development of the questionnaire ‘Outlook on teaching’
As discussed above (p. 102), the development of the questionnaire was based on sources
describing an emergent professional image of teaching in secondary schools.
For this purpose ten documentary sources, available at the time of developing the
questionnaire, viz. early 1994, were chosen as relevant and useful. Seven of these were
macro sources concerning schooling, teaching and teacher training. Three sources were
chosen to reflect the image of teaching as currently defined by university-based teacher
education establishments in the Netherlands. A list of these sources is given in appendix
6. 2 (below, p. 217).
 From these sources statements about the professional image of teaching were collected.
It was found that these statements could be ordered under categories already
distinguished in the earlier phase of developing the initial interview instrument. The
final categories used for the ordering of statements from the sources were ‘development
of pupils’, ‘teaching a subject’, ‘working with pupils’, ‘working in a school’, ‘school and
society’, ‘personal qualities’, ‘professional development’, and ‘religious identity’. The last
of these categories was specially included to enable comparison between establishments
‘A’ and ‘B’ for the feature formally distinguishing the two establishments.
A first collection of 194 items was condensed into a draft questionnaire containing 113
items, distributed over the eight aspects.
As a check on the inventory and classification of items derived from the ten sources a
‘second reader’ was asked to carry out an independent parallel construction. This
resulted in a collection of 425 statements ordered in the categories ‘teacher as transmitter
of subject knowledge’, ‘teacher as pedagogue’, ‘teacher as team member and member of
the school organization’, ‘teacher activities outside the school’ and ‘general points’. All
statements included in the parallel inventory were compared with items in the draft
questionnaire. In the large majority of cases, as judged by the researcher and the second
reader, the comparison justified the selection and the wording of the items included in
the draft. A few statements from the parallel inventory, concerning testing and
internationalization, were included in the draft questionnaire. In order not to further
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extend the number of items in the questionnaire some other items, considered
dispensable, were dropped.
Ten items were added to the concept questionnaire to measure respondents’
commitment to teaching as an occupation. This addition was made with a view to
following the development of trainee respondents’ commitment to teaching over time
and to analyzing this development in relation to changes in respondents’ view of
teaching as measured by the main body of the questionnaire. The ten additional items
were adapted from on a scale for the measurement of labor satisfaction of teachers by
Brekelmans (1989, p. 203), itself making use of questionnaires developed by  Cloetta &
Hedinger (1981) and Prick (1983).

Description of the questionnaire ‘Outlook on teaching’
The questionnaire was worked out in two versions, one for trainee teachers and one for
teacher educators. As to content the two versions are identical. The two versions only
differ in the wording of the common root introducing the items. In the case of trainee
teachers the common root introducing the first 113 items has been worded as ‘The
teacher I should like to be’; in the case of teacher educators this root has been worded as
‘The teacher I should like to educate’. The ten concluding items about commitment to
teaching are formulated identically in both versions, without the use of a common root
but under the heading ’Some concluding statements’.
The questionnaire, dated August 1994, was presented under the title ‘Outlook on
teaching’ [‘Kijk op Leraarschap’], both to characterize its content, and to distinguish it
from the other questionnaire used in this study for the inquiry into training conditions,
titled ‘Outlook on teacher education’ [‘Kijk op opleiden’].
The questionnaire opens with an introductory page requesting respondents to appreciate
the items submitted to them from a personal point of view, and to do so by scoring the
items according to a 6-point scale. The values of these points were indicated as: 6:
‘straight from the heart’; 5: strong agreement; 4: agreement; 3: disagreement; 2: strong
disagreement; 1: ‘over my dead body’.
Also respondents are asked on this page to provide some personal data. In the case of
trainee teachers these data include their teacher education environment (‘A’, ‘B’ regular
program, or ‘B’ inservice program), their subject, their name, and the date of answering
the questionnaire.
In the case of teacher trainers the data include their teacher education environment (‘A’
or ‘B’), their name, and the date of answering the questionnaire.
In connection with the requested personal data a remark is added to the effect that
names of respondents will only be used to annex some further publicly available data to
the response and that the privacy of respondents will be respected.
The items in the questionnaire are ordered as indicated in table 6. 1 below.

Table 6. 1: Composition of the questionnaire ‘Outlook on teaching’

CATEGORIES NUMBER
OF
ITEMS

ITEM NUMBERS

  1. Pupils’ learning and development 18     1 –   18
  2. Teaching a subject 15   19 –   33
  3. Working with pupils 26   34 –   59
  4. Working in a school 12   60 –   64, 66 -  71
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  5. School and society 11   72 –   82
  6. Working as a teacher   9   83 –   91
  7. Professional qualities 15   92 –   95, 97 - 106
  8. Professional development   7 107 – 113
  9. Religious identity   2   65, 96
10. Commitment to teaching 10 114 – 123

The full text of the questionnaire in its version for trainee teachers is added (in Dutch
language)as appendix 6. 3 (below, p. 218).

6. 4 Instruments for the measurement of training conditions in the teacher
education environment

Development rationale
In chapter 3 training conditions in the teacher education environment were discussed
theoretically in relation to their function as a support system for the exploration and
appropriation of meanings of teaching by trainee teachers (above, p. 48 ff). In the design
of this study the theoretical variable ‘training conditions’ was introduced as mediating
between the assignment of meaning to teaching in the teacher education environment
and by trainee teachers (above, p. 57). On the level of data sources and empirical
variables (above, p. 61) it was argued that training conditions, apart from the use of
documentary sources, were to be studied from the perspectives of teacher educators and
trainee teachers, and that this asked for a parallel approach of both types of participants.
As to the use of interviews and questionnaires the decision made with respect to the
measuring of assignment of meaning (above, p. 67) was extended to the study of training
conditions: trainee teachers were to be both interviewed and approached by way of a
questionnaire, teacher educators would only be invited to respond to the questionnaire.
Hence the questionnaire was to become the main instrument for comparing the
perspectives on training conditions of educators and trainees.

Development of the questionnaire ‘Outlook on teacher education’
First step. A starting point for the development of this questionnaire was provided by the
theoretical elaboration of training conditions functioning as a support system for the
assignment of meaning to teaching by trainee teachers (above, p 53). These were
specified as

- the presentation of a diversity of perspectives on teaching
- commitment of the teacher education establishment to a professional standard of

teaching
- the explicit presentation and justification of this professional standard
- the active modeling of this standard by agents in the teacher education

environment
- the possibility for trainee teachers to explore the perspectives on teaching

presented to them in relation to conceptions of teaching they bring to the teacher
education program

- the possibility for trainee teachers to make and try out personal choices in their
teaching practice during their participation in the teacher education program

- the possibility for trainee teachers to be actively involved in their teacher
education establishment (institute and school).
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Second step. The results of this first, theoretical, step were confronted with an inventory of
training conditions read from the study guides of the two establishments under study.
This confrontation was felt to be useful both to test the theoretical framework and to
attune the instrument to training conditions obtaining in the actual practice of the
studied establishments. The produced inventory, combining training conditions
mentioned by each of the two establishments, is presented in table 6. 2 below.

Table 6. 2: Training conditions inventoried from study guides of teacher education
establishments under study

The teacher education environment:
  1. provides information
  2. provides theory
  3. provides skill training
  4. provides for the assimilation of information
  5. provides for the application of knowledge and skills
  6. enters into practice experiences and practice problems of trainees
  7. provides training in the analysis of practice  situations
  8. invites inquiry into practice questions
  9. promotes an integration of theory and practice
10. invites trainees to plan their study in a personal way
11. invites trainees to make personal program choices
12. provides possibilities for trainees to try out  personal ideas and solutions
13. provides possibilities for trainees to develop their  own materials
14. provides possibilities for independent performance
15. provides feedback
16. invites trainees to practice self-reflection and self-evaluation
17. invites trainees to practice  cooperation
18. invites trainees to mutual guidance and schooling
19. makes its own principles and choices explicit
20. offers its own principles and choices for discussion
21. provides for the exchange of experiences and views
22. provides for the comparison of different approaches
23. promotes contacts with the occupational group outside the teacher education
environment
24. approaches trainees as colleagues
25. invites trainees to participate in the organization of the teacher education
program
26. involves trainees in the evaluation of the teacher education program.

Third step. The confrontation of the theoretically derived training conditions with the set
of inventoried training conditions led to the conclusion that the theoretical categories did
not offer a ready framework for the ordering of training conditions as described by the
establishments under study. Concretely, the inventory contained no items clearly
representing the theoretical categories ‘commitment to a professional standard of
teaching’ and ‘active modeling’, whereas the theoretical categories ‘explicit presentation
of a professional standard’ and ‘presentation of a diversity of views’ were represented by
one item only (respectively by nos. 19 and 22). On the other hand, a number of the
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inventoried training conditions could not be readily ordered under the theoretical
categories.
By way of harmonizing the theoretical and the empirical approaches it was decided to
retain the theoretical categories ‘presentation of a diversity of perspectives, ‘commitment
to a professional standard of teaching’, ‘explicit presentation of this standard’, and
‘active modeling’, all of them dealing with the communication of meanings to trainee
teachers, and to slightly adapt the three remaining theoretical categories, characterizing
the establishment as a training ground for trainee teachers. These were now elaborated
into four categories specified as:
‘The teacher education establishment

- opens its practice to trainees for discussion and participation
- gives guidance to trainees aimed at developing a personally valid view of

teaching
- supports trainees in making personal choices in their practice as teachers
- provides possibilities to trainees for exchange and cooperation’.

Fourth step. The questionnaire was worked out by a construction and selection of items
specifying the eight categories.
Fifth step. This step concerned the questions to be put to respondents in connection with
the items of the questionnaire. It was decided to question both trainee teachers and
teacher educators about their appreciation of training conditions as desirable for the
support to be provided by the teacher education environment for the development of an
outlook on teaching as an occupation, and about their perception of such a condition as
actually present in their teacher education environment.
In the case of teacher educators this second question was further split up to distinguish
between respondents’ perception of conditions as present respectively in the practice of
their teacher education establishment as a whole, and in their own personal practice.
For the scoring of these questions a five-point scale was introduced ranging from ‘very
desirable’ to ‘very undesirable’ for the questions about desirability, and from ‘practiced
systematically’ to ‘not practiced at all’ for the question about the use of conditions.
Sixth step. The last step involved a pilot administration of the questionnaire. For this
purpose a teacher educator external to the teacher education staffs of  establishments ‘A’
and ‘B’ was asked to act as a respondent. Apart from suggestions about the wording of
some of the items, the commentary of this pilot respondent gave no occasion for changes
in the questionnaire.

Description of the questionnaire about training conditions
The questionnaire was worked out in two versions, one for trainee teachers and one for
teacher educators. As to their content the two versions are identical. As to the
questioning of respondents the two versions differ as indicated in the above section (fifth
step).
The questionnaire, dated respectively January 1995 (version for teacher educators) and
April 1995 (version for trainee teachers), was presented under the title ‘Outlook on
teacher education’ [‘Kijk op opleiden’], both to characterize its content and purpose, and
to distinguish it from the other questionnaire used for the inquiry into the assignment of
meaning to teaching, ‘Outlook on Teaching’ [‘Kijk op leraarschap’].
The questionnaire opens with an introductory page requesting respondents to assess the
statements submitted to them in three ways (teacher educators) or two ways (trainee
teachers), as explained in the previous section (fifth step).
Also on this introductory page respondents are asked to provide some personal data. In
both versions these data include the teacher education environment (‘A’ or ‘B’), the
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respondent’s name, and the date of answering the questionnaire. In connection with this
request a remark is added to the effect that names of respondents will only be used to
annex some further publicly available data to the response and that the privacy of
respondents will be respected.
The introduction concludes with a request to answer this questionnaire after answering
the questionnaire ‘Outlook on teaching’.
The items in the questionnaire have been ordered as indicated in table 6. 3 below.

Table 6. 3: Composition of the questionnaire ‘Outlook on teacher education’

CATEGORIES
My teacher education environment...

NUMBER
OF
ITEMS

ITEMS NUMBERS

1. shows commitment to a view of teaching and
schooling

8 1–7, 10

2. is explicit about its views 5 13, 14, 16, 19, 22
3. shapes its own practice as a model 2 8, 11
4. opens its practice to trainees for discussion and
participation

6 15, 17, 18, 20, 21, 23

5. orients trainee teachers in educational views
and issues

6 33, 36, 39, 41, 42, 43

6. gives guidance to trainees aimed at developing
a  personal view of teaching

7 9, 12, 24, 25, 27, 35, 38

7. supports trainees in making personal choices in
their practice as teachers

7 26, 28, 29–32, 44

8. provides possibilities to trainees for exchange
and cooperation

3 34, 37, 40

The full text of the questionnaire in its version for teacher educators is added (in Dutch
language) as appendix 6. 4 (below, p. 222).

Inclusion of a question about training conditions in the interview instrument
for trainee teachers
In the third round of interviews with trainee teachers a (last) question was included
about training conditions in their teacher education environment.
This question was worded as ‘What situations in the postgraduate program have
supported you most in the development of your outlook on teaching as an occupation?’
Respondents were first given an opportunity to answer this question freely. After the
completion of this unassisted response respondents were given a list of situations, with
the request to inspect this list for possible additions to their original response (see
appendix 6. 5, below, p. 232).

6. 5 Conclusion

The instruments whose development was described above were used for the collection
of data among teacher educators and trainee teachers of both chosen establishments in
the period 1994 – 1995. How the data collection was organized and executed, and how
the developed instruments were tested and adjusted on the basis of the collected data is
the subject of the following chapter.
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CHAPTER 7 DATA COLLECTION AND QUALITY CONTROL OF INSTRUMENTS
ON THE PERSONAL LEVEL

7. 1 Introduction
In the spring of 1994 the directors of the two chosen teacher education establishments
(‘A’ and ‘B’) were formally approached to request their cooperation in a study to be
carried out in their institutes during the academic year 1994 - 1995 and involving the
participation of trainee teachers and teacher educators as respondents. The directors of
both institutes agreed to this request and kindly provided contacts on the professional
and administrative levels to get the study under way.
This chapter presents a report of the collection of data on the personal level (7. 2) as well
as an account of the way the collected data were used to perform a quality control on the
instruments, respectively as regards the interview instrument (7. 3) and the
questionnaires (7. 4). The chapter winds up with a conclusion (7. 5).

7. 2 Data collection
Interviews

In the summer of 1994 a number of prospective trainee teachers registered for the 1994 -
1995 course in establishments ‘A’ and ‘B’ were approached for their participation in a
series of three interviews, in order to compose the sample described in chapter 4 (above,
p. 67). It was promised to these trainees that at a moment when all the interview data
had been collected and analyzed they would receive a personal report about their
response. Also it was guaranteed that all the information they provided would be
handled in such a way that the privacy of respondents would be protected.
All but one of the approached prospective trainee teachers agreed to take part. One
candidate declined the invitation for reasons of time. A replacement for this candidate
was approached successfully.
All but one of the trainee teachers included in the sample took part in the full series of
three successive interviews. The exception was provided by a trainee teacher of general
economics who broke off his study for the teacher education certificate after the first
interview and was not replaced. One other trainee teacher taking part in the interviews
discontinued the teacher education program between the second and third interviews
but was willing to complete the series of interviews.
As a result, counting only complete series of three interviews per respondent, the
response covered 93 out of the 96 interviews originally planned, and 31 out of the 32
trainee teachers originally approached for participation.
In addition to the researcher three other persons were recruited as interviewers. For the
purpose of standardizing the interviews an instruction was drawn up specifying the
procedure of the interviews (appendix 7. 1, below, p. 233). This instruction was discussed
with each of the interviewers.
For reasons of continuity it was decided to pair off interviewers and respondents for the
full series of three interviews. This intention was realized in the case of 29 of the 31
respondents. In the case of two respondents, for practical reasons, one of the three
interviews was conducted by a different interviewer.
The first round of interviews was planned to take place before the start of the
postgraduate teacher education program, which was scheduled for 5 September 1994 at
establishment ‘A’, and for 29 August 1994 at establishment ‘B’. In the majority of the
cases (25 interviews) this planning was realized. Owing to practical circumstances six
interviews were conducted shortly after the start of the program, with a maximum delay
of 11 days.



112

The second round of interviews, planned to take place halfway through the program,
was carried out in the majority of cases (30 interviews) in the period from 16 January to
24 February 1995. One delayed interview was conducted on 21 March.
The third round of the interviews, planned to take place at the end of the program, took
place in the majority of cases (27 interviews) in the period from 14 June to 7 July 1995.
Two interviews were conducted in September and two in November 1995.
As planned all interviews were to be recorded on audio tape. Also the response was to
be taken down in writing with the use of a notation form. This planning was realized in
all but three of the interviews, which failed to be recorded on tape and were only
registered in written form.

Questionnaires for trainee teachers
The introduction of the study, and especially of the questionnaire ‘Outlook on Teaching’,
to the full bodies of trainee teachers registered at establishments ‘A’ and ‘B’ for the 1994 -
1995 course took place on the first day of the course; for ‘A’ on 5 September 1994, and for
‘B’ on 29 August 1994. On that occasion the general aim of the study was explained and
trainee teachers were requested to take part. Care was taken to emphasize the voluntary
nature of trainees’ cooperation. Also it was guaranteed that all the information trainees
provided would be handled in such a way that their privacy would be protected.
At a later moment during the same first day of the course the questionnaire ‘Outlook on
Teaching’ was submitted to trainees, collectively and in their institute building, for the
first time.
For the second round of the same questionnaire, halfway through the course, no suitable
moment for a collective administration of the questionnaire proved available in the time-
table of the two institutes. Consequently the questionnaires were distributed to trainees
individually with a covering letter, dated 18 January 1995 (‘A’), and 15 January 1995 (‘B’),
requesting trainees to return these questionnaires before 15 February. Trainees who had
not returned their response by that date received a reminder.
The third round of the administration of questionnaires to trainees, at the end of the
course, included both the third administration of the questionnaire ‘Outlook on
Teaching’ and the single administration of the questionnaire ‘Outlook on Teacher
Education’.
As in the first round, establishment ‘A’ kindly provided a moment in its time-table, on 12
June 1995, for the collective administration of both questionnaires. As not all trainees
were present on that occasion the remaining trainees of ‘A’ were approached
individually, with a request to return both questionnaires before the end of the course. In
‘B’, where a moment for collective administration was not available, all trainees were
approached individually.
Trainees who had not returned their questionnaires by the end of the course (beginning
of July 1995) were reminded - once or repeatedly - till well after the summer vacation
(September 1995), in order to maximize the response.
 In establishment ‘A’ at the beginning of the course the number of trainee teachers
amounted to 57. During the course 3 trainee teachers discontinued the program. From
the remaining 54 trainee teachers the response to the questionnaire ‘Outlook on
Teaching’ amounted to 41 (76%) for the first round, 49 (91%) for the second round and 42
(78%) for the third round. The response to the questionnaire ‘Outlook on Teacher
Education’ amounted to 41 (76%). 30 out of the possible total of 54 trainee teachers (55%)
provided a complete response of four answered questionnaires.
In establishment ‘B’ 115 trainee teachers were registered for the 1994 - 1995 course at the
beginning of the academic year. Two of these qualified early in the course owing to
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exemptions; three others discontinued the teacher education program. Among the
remaining 110 trainee teachers the response to the questionnaire ‘Outlook on Teaching’
amounted to 85 (77%) for the first round, 90 (82%) for the second round and 69 (63%) for
the third round. The response to the questionnaire ‘Outlook on Teacher Education’
amounted to 66 (60%). 53 out of the possible total of 110 trainee teachers (48%) provided
a complete response of four answered questionnaires.
A summary of the response of trainee teachers is presented in table 7. 1 below.

Table 7. 1: Response to questionnaires by trainee teachers

Teacher
education
establish-
ment

N Outlook on
Teaching
1st moment

Outlook on
Teaching
2nd moment

Outlook on
Teaching
3rd moment

Outlook
on
Teacher
Education

Full
series

‘A’  54 41 (76%) 49 (91%) 42 (78%) 41 (76%) 30 (55%)
‘B’ 110 85 (77%) 90 (82%) 69 (63%) 66 (60%) 53 (48%)

Questionnaires for teacher educators
In February 1995 all teacher educators in the service of establishments ‘A’ and ‘B’ were
approached through internal or external mail. They received teacher educator versions of
the two questionnaires, together with a covering letter requesting their cooperation and
referring to an enclosure with information about the aim and design of the study.
Teacher educators were requested to return their response by 15 March 1995. After this
date teacher educators who had not returned the questionnaires were reminded - once or
repeatedly - to maximize the response.
In a number of cases the reception of the questionnaires by teacher educators led to
critical questions and reactions. Some of these concerned the value of educational
research in general. Others questioned the aim of the present study, e.g. as too idealistic
or as involving an inquiry into matters already well-established. Also some teacher
educators considered the instrument of a questionnaire unsuitable, e.g. because of
leaving insufficient room for the expression of a personal or a balanced opinion. Some
objected to the nature of the questions as too abstractly worded; others to questions
experienced as repetitive. Also the way the inquiry was introduced called up critical
reactions as being unduly indirect or impersonal.
With regard to the questionnaire ‘Outlook on Teacher Education’ a number of teacher
educators declared themselves unable to answer questions about their teacher education
environment taken as an institutional entity. In some cases, mostly concerning teacher
educators in schools, teacher educators considered themselves insufficiently informed
about the teacher education environment as a whole; in other cases the very existence of
such a collective entity was questioned or denied.
In one school cooperating with establishment ‘B’ the majority of practice teachers reacted
collectively with a letter in which they declined their participation in the inquiry because
they considered the professional profile presented in the questionnaire 'Outlook on
Teaching' as outside the range of the initial teacher education qualification and hence,
outside their responsibility as teacher educators.
All of these critical reactions were individually acknowledged and answered, either
through correspondence, by telephone or in direct contact with critics. In a small number
of cases these further contacts resulted in a readiness to respond to the questionnaires.
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The response to the questionnaires by teacher educators of the two institutes is presented
in table 7. 2 below.

Table 7. 2: Response to questionnaires by teacher educators

Teacher
education
establishment

Working
environment

n Outlook on
Teaching

Outlook on Teacher
Education

institute 15   7     (47%)   7    (47%)‘A’
schools 32 26     (81%) 24    (75%)
institute 37 28     (76%) 28    (76%)
schools
accommodating
preservice trainees

83 51     (61%) 49    (59%)
‘B’

schools
accommodating
inservice trainees

31   9      (29%)   8     (26%)

As the table shows, for some categories of teacher educators, notably those working in
the institute of establishment ‘A’, and those working in schools of establishment ‘B’
accommodating inservice trainees, the response to the questionnaires was less than
satisfactory. This circumstance carries consequences for the interpretation of results in
relation these two groups (below, chapters 8 and 9).

7. 3 Quality of the interview instrument
In this chapter (above, p. 111) it was reported that interviews were conducted by four
different persons and that in the large majority of cases respondents and interviewers
were paired off for the full series of three interviews. Out of 31 respondents, only in two
cases one of the three interviews was conducted – for practical reasons – by another
interviewer.
The first interviewer conducted 61 interviews with 21 respondents (including one
respondent interviewed only once). The second interviewer conducted 17 interviews
with 6 respondents (including one respondent interviewed only twice). The third
interviewer conducted 14 interviews with 5 respondents (including one respondent
interviewed only twice). The fourth interviewer conducted only one interview.
To check on possible effects of the use of different interviewers two tests were carried out
on the results of the two sorting tasks:

* a non-parametric correlation test (Spearman, significance at the 0.05 level) was
carried out on mean values of variables for the testing of correlations between
respondents’ ranking of variables;

* a non-parametric test for unrelated samples (Mann-Whitney, significance at the
0.05 level) was carried out on separate variables.
Both tests were used to compare results between three of the four interviewers; the
fourth interviewer, who had conducted only one interview, was left out of consideration.
A survey of the results of the Spearman test is presented in appendix 7. 2 (below, p. 235).
Out of the 18 correlations tested 12 were shown significant. Of the 6 remaining
correlations, not showing significance, one concerned the combination of interviewers 1–
2 (1st moment), three the combination 1– 3 (all three moments), and two the combination
2 – 3 (2nd and 3rd moments).
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A survey of the results of the Mann-Whitney test is presented in appendix 7. 3 (below, p.
236).
Over 63 variables the combination of interviewers 1– 2 shows 4 significant differences
(6%); the combination 1 – 3 shows 3 significant differences (5%); the combination 2 – 3
shows 9 significant differences (14%). All three combinations taken together show 16
differences over 189 variables (8%).
In the face of these findings the possibility of an effect of the individual interviewer on
the results of sorting tasks cannot be excluded. The interviewers followed a pre-arranged
procedure, restricting their instruction for the sorting tasks to a technical minimum (see
the instruction for interviewers, appendix 7. 1, below, p. 233). But this does not exclude
the possibility of an effect due to the personal conduct of the interviews by interviewers,
nor the possibility of an answering tendency in respondents in relation to their
perception of interviewers.
The assumption of such an effect is not supported by the fact that differences between
paired interviewers are only found incidentally, and not consistently, over repeated
administrations of the interview.
Apart from an effect due to different interviewers, differences in results of interviews
conducted by them may also be due, or partly due, to differences between the groups of
respondents entrusted to different interviewers, the more so as the numbers of
respondents with whom interviewers 2 and 3 were paired off, were small. The nature of
the data does not allow further analysis on this point.

7. 4 Quality of the questionnaires
The questionnaires have been tested for their representation of theoretically assumed
concepts. Further, if the assumed concepts were not corroborated by the data, other
structures in the data have been explored. Thus a mixed approach of validity testing of
theoretical concepts and exploration of structures in the data has been followed.
For both questionnaires the theoretically constructed categories of items (above, p. 105
and 109) were tested for scale reliability on the basis of Cronbach’s alpha (.80 criterion).
Also factor analyses were carried out on these categories and occasionally across
categories. In the case of the questionnaire ‘Outlook on teaching’, factor analysis was
performed on the response of trainee teachers at the first measuring moment and
subsequently checked for their response at each of the other two moments and for the
response of teacher educators. On the same lines, in the case of the questionnaire
‘Outlook on teacher education’ factor analysis was performed on the response of trainee
teachers for desirability of the variable and subsequently checked for the response of
each of the categories trainee teachers and teacher educators to the remaining questions
concerning the variable. A .035 criterion was observed for minimal factor loadings. In
cases showing up more than one factor these factors were varimax rotated and subjected
to interpretation. Thus, in combination, testing for reliability, factor analysis, and
examination of content validity, contributed to scaling the two questionnaires.

‘Outlook on teaching’
As presented to respondents the questionnaire ‘Outlook on teaching’ was made up of
123 items divided over 10 categories (above, p. 105).
In category 1 (Pupils’ learning and development) factor analysis extracted three factors,
which were interpreted as self-regulated learning, social and moral development, and
handling information. On the basis of this interpretation scales were tested for each of
the three factors. From the 18 items in the category reliable scales could be constructed
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for the first and second factor, but not for the third. Two items originally belonging to
categories 5 and 7 were included in the scale on social and moral development.
 In category 2 (Teaching a subject) factor analysis extracted two factors, which were
interpreted as ‘working with your subject’ and ‘giving instruction’. On the basis of this
interpretation reliable scales could be constructed for the two sub-categories. Further
factor analysis of the scale ‘working with your subject’ showed two components which
were interpreted as ‘scientific approach to the school subject’ and ‘subject in context’.
However, reliability proved insufficient for a further subdivision of this scale. One item
originally belonging to category 3 was included in the scale on giving instruction.
In category 3 (Working with pupils) factor analysis extracted 4 factors. Three of these
were interpreted as respectively ‘attention to individual pupils’, ‘managing for results’
and ‘pupil-centered orientation’. The fourth factor could not be clearly interpreted. On
the basis of the interpretation scales were constructed for the first three topics. For the
topic of ‘pupil-centered orientation’ the presence of two principal components in two out
of four measuring situations was accepted in the face of good reliability. One item
originally belonging to category 7 was included in the scale on ‘pupil-centered
orientation’.
In category 4 (Working in a school) factor analysis extracted one factor. Also the 12 items
made up a reliable scale. As, however, the content of this scale was considered to be
insufficiently focused, four items were selected for a scale ‘working together in a team’.
Four other items dealing with breadth of the teacher task were examined for inclusion in
category 6 (below).
Among the items for category 5 (School and Society) one item (No. 75) showing a
negative effect on reliability was deleted. For the remaining 10 items factor analysis
extracted one factor. However, it was considered that content validity could be improved
by distinguishing two elements in the category, viz. ‘emancipation’ and ‘participation in
change’. For the first of these elements a reliable scale could be constructed consisting of
6 items. The presence of two principal components in two out of four measuring
situations was accepted in the face of good reliability. The items dealing with change
were examined for inclusion in category 6 (below).
Among the items for category 6 (Working as a teacher) two items (Nos. 83 and 86)
showing negative effects on reliability were deleted. The remaining 7 items allowed the
construction of a reliable scale, representing one single factor. However, it was
considered that the content validity of these items, in combination with items from
category 4 dealing with breadth of the teacher task and with items from category 5
dealing with participation in change, could be improved by distinguishing two elements,
viz. ‘broad teacher task’ and ‘participation in change’. For the first of these elements a
reliable scale was constructed consisting of 7 items. The presence of two principal
components in one out of four measuring situations was accepted in the face of good
reliability. Construction of a reliable scale for participation in change did not prove
possible. However, the extended formula ‘personal initiative’ allowed the construction of
a reliable scale representing one factor. This scale was made up of 8 items originally
belonging to the categories 4, 5, 6, 7 and 8. The presence of two principal components in
two out of four measuring situations was accepted in the face of good reliability.
The 15 items of category 7 (Professional qualities), although admitting a reliable scale,
were considered thematically too diverse to accept such a scale. Therefore it was decided
to abandon this scale and to examine some relevant items for inclusion in category 8.
The original 7 items of category 8 (Professional development) allowed the construction
of a reliable scale and represented one factor. Reliability could be further increased by
elimination of one item (No. 113), which was moved to the scale on personal initiative.
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Addition of four items from category 7 did not negatively affect reliability and content
validity. Hence a scale was constructed by a combination of 10 items from the categories
7 and 8. The presence of two principal components in one out of four measuring
situations was accepted in the face of good reliability.
The 2 items in category 9 (Religious identity) could be brought together in a reliable
scale.
The 10 items in category 10 (Commitment to teaching), while showing sufficient
reliability, were found to represent two (and in the case of teacher educators even three)
factors. Of the two principal components one was interpreted as a more moderate and
reasoned type of commitment (‘as a teacher you can mean something for other people’
and ‘as a teacher you can continue to develop yourself’) and the other as a more
dedicated and single-minded commitment (‘there is no finer job than teaching’, ‘teaching
is a job for life’). However, it did not prove possible to construct reliable scales on the
basis of this distinction. The original items were considered sufficiently homogeneous in
content to allow the construction of a single scale.
The transformation of the theoretical categories into the constructed scales of the
questionnaire ‘Outlook on teaching’ is presented in the following table 7. 3.

Table 7. 3: Questionnaire ‘Outlook on teaching’: categories into scales

Initial theoretical categories Constructed scales

No. Name No. of
items

Label Name No.
of
items

SRL Self-regulated learning   81. Pupils’ learning and
development

18

SMD Social and moral
development

  8

SUB Working with your subject   92. Teaching a subject 15

INS Giving instruction   7
IND Attention to individual

pupils
  9

RES Managing for results   6

3. Working with pupils 26

PUP Pupil-centered orientation   9
4. Working in a school 11 TEA Working in teams   4
5. School and society 11 SOC School and society   6

TAS Broad teacher task   86. Working as a teacher   9
PER Personal initiative   8

7. Professional qualities 14 - -   -

8. Professional development   7 PRO Professional development 10
9. Religious identity   2 REL Religious identity   2
10. Commitment to teaching 10 COM Commitment to teaching 10

104 of the original 123 items were preserved. Of the 10 theoretical categories, 3
(‘professional development’, ‘religious identity’, and ‘commitment’) were preserved
more or less intact, 4 (‘pupils’ learning and development’, ‘teaching a subject’, ‘working
with pupils’, and ‘working as a teacher’) were split up into smaller categories, 2
(‘working in a school’ and ‘school and society’) were narrowed down, and 1
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(‘professional qualities’) was abandoned. A survey of the composition of the scales, also
reporting results of reliability and factor analysis, has been included as appendix 7. 4
(below, p. 238).

 ‘Outlook on Teacher Education’
As presented to respondents the questionnaire was made up of 44 items distributed over
8 categories (above, p. 109). All items were presented to respondents in two versions
(trainee teachers) or three versions (teacher educators). For both categories of
respondents two versions referred, respectively, to desirability and to existing practice of
the teacher education establishment. The third version referred to the personal practice
of teacher educators.
In category 1 (‘shows commitment to a view of teaching and schooling’) one item (No. 6)
negatively affecting reliability was reserved for examination under category 6.The
remaining items constituted a reliable scale for the three versions. One factor explains
upward from 53% of the variance, items loading on this factor from .58.
The 5 items of category 2 (‘is explicit about its views’) are represented by one factor,
explaining upward from 48% of the variance. Items load on this factor from .60.
Reliability was found acceptable. As content validity was considered good, it was
decided to institute the category as a scale.
Together the 2 items of category 3 (‘shapes its own practice as a model’) did not make up
a reliable scale for the three versions. Hence the construction of a scale was – regretfully -
abandoned.
Reliability of the 6 items of category 4 (‘opens its practice to trainees for discussion and
participation’) could be increased by eliminating the items Nos. 15 and 21. For the
remaining 4 items one factor explains upward from 63% of the variance. Items load on
this factor from .74.
For category 5 (‘orients trainee teachers in educational views and issues’) reliability
could be increased by eliminating the items Nos. 42 and 43, and by including item No. 6,
which was originally included in category 1. The resulting reliability allowed the
construction of a scale of 5 items. One factor explains upward from 53% of the variance,
items loading on this factor from .60.
For two of the three versions the items of category 6 (‘gives guidance to trainees aimed at
developing a personal view of teaching’) did not allow the construction of a reliable
scale. Hence the construction of such a scale was abandoned.
Reliability of a scale based on the items of category 7 (‘supports trainees in making
personal choices in their practice as teachers’) could be increased by eliminating item No.
44. After this elimination reliability for the version concerning the individual practice of
teacher educators still remained weak (.068). However, considering that individual
practice provides unequal opportunities to teacher educators working in different
positions, a scale for this category was allowed. For the first two versions one factor
explains upward from 50% of the variance, items loading on this factor from .66. For the
third version the first of two factors explains 40% of the variance, with a minimum factor
loading of .41.
The three items of category 8 (‘provides possibilities to trainees for exchange and
cooperation’) did not add up to a sufficiently reliable scale. A new combination of items
was examined focusing on the exchange of practice experiences (items Nos. 25, 27, and
34). For this combination alphas for the three versions were respectively .77, .81, and .58.
It was considered that weak reliability for the third version need not weigh very heavily
as the individual practice of different teacher educators provides varying opportunities
for the support of such an exchange. One factor explains upward from 57% of the
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variance, the three items loading on this factor from .63. Hence, also considering that
exchange of practice experiences proved to be an important category in results from
interviews, it was decided to include a scale on this subject.
The transformation of the theoretical categories into the constructed scales of the
questionnaire ‘Outlook on teacher education’ is presented in the following table 7. 4.

Table 7. 4: Questionnaire ‘Outlook on teacher education’: categories into scales

Initial theoretical categories Constructed scales

No. Name No.
of
items

Label Name No.
of
items

1. shows commitment to a view
of teaching and schooling

8 VIE shows commitment to a view of
teaching and schooling

7

2. is explicit about its views 5 EXP is explicit about its views 5
3. shapes its own practice as a

model
2 - - -

4. opens its practice to trainees
for discussion and
participation

6 PAR opens its practice to trainees for
discussion and participation

4

5. orients trainees in educational
views and issues

6 ORI orients trainees in educational
views and issues

5

6. gives guidance to trainees
aimed at developing a
personal view of teaching

7 - - -

7. supports trainees in making
personal choices in their
practice as teachers

7 CHO supports trainees in making
personal choices in their
practice as teachers

6

8. provides possibilities to
trainees for exchange and
cooperation

3 PRA supports the exchange of
practice experiences

3

30 of the original 44 items were preserved. Of the 8 theoretical categories 5 (‘shows
commitment to a view of teaching and schooling’, ‘is explicit about its view’, ‘opens its
practice to trainees for discussion and participation’, ‘orients trainees in educational
views and issues’, and ‘supports trainees in making personal choices in their practice as
teachers’) were preserved more or less intact, 1 (‘provides possibilities to trainees for
exchange and cooperation’) was narrowed down, and 2 (‘shapes its own practice as a
model’ and ‘gives guidance to trainees aimed at developing a personal view of teaching’)
were abandoned.
A survey of the composition of the scales, also reporting results of reliability and factor
analysis, has been included as appendix 7. 5 (below, p. 244).

7. 5 Conclusion

In the process of data collection and in the quality check on instruments, as reported in
this chapter, some elements have shown up which involve reservations about the quality
of the data. These elements will have to be taken into consideration when these data are
analyzed and interpreted, as will be done in the following chapters.
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CHAPTER 8: THE OUTLOOK ON TEACHING OF TEACHER EDUCATORS AND
TRAINEE TEACHERS

8. 1 Introduction
This is the first of two chapters devoted to the presentation and discussion of results on
the personal level, as distinct from the results from the study of documents reported in
chapter 5. Chapter 8 reports results concerning the outlook on teaching of teacher
educators and trainee teachers. Results concerning the appreciation of training
conditions by both groups of respondents will be reported in chapter 9.
The structure of the present chapter is as follows:
First the procedure will be described with the help of which the data, obtained by the use
of different instruments, have been analyzed (8. 2). Results concerning the outlook on
teaching of teacher educators will be presented in section 8. 3; results concerning the
outlook on teaching of trainee teachers in section 8. 4. The chapter will be concluded by a
discussion directed to the synthesis and interpretation of these results (8. 5).
Outcomes as presented in this chapter are general in the sense that they concern groups
of respondents and not individuals. As noted in chapter 4 (p. 66) such a generalization
may obscure individual profiles and differences. Hence the presentation of general
patterns and tendencies needs to be supplemented by paying attention to results on the
individual level. This will be done in chapter 10.

8. 2 Procedure for the examination of the data
The data have been examined to provide answers to research questions about the
assignment of meaning to teaching by teacher educators in the teacher education
environment of trainee teachers (research questions 1. 3 through 1. 5, above, p. 65) and
about meanings assigned to teaching by trainee teachers at different moments during
their participation in the teacher education program (research questions 3. 1 through 3. 3,
above, p. 65-66).
The data have been further examined with a view to comparing the outlook on teaching
and the commitment to teaching of teacher educators with those of trainee teachers, as
seen to develop in the course of their stay in the teacher education environment (research
questions 3. 5 and 3. 6, above, p. 66).
Also the views on teaching of teacher educators and of trainee teachers have been
compared with the conception of teaching of their teacher education establishment, as
reported from documentary sources in chapter 5 (research questions 1. 4 and 3. 4, above,
p. 65-66).
As the data from interviews with trainee teachers have been mainly elicited by open
questions, and as the numbers of respondents are small, changes in the response, or
differences between categories of respondents, could only be interpreted in a tentative
way. Considering the level of the data the outcomes of open questions have not been
subjected to testing and have been primarily used to create an inventory of trainees’
views and to indicate patterns and trends. In the case of the – more structured - sorting
tasks, tests suited to the level of the data have been used to test the significance of
correspondences and differences between comparable data. Considering that the sorting
tasks were directed explicitly at the weighing of priorities among different elements of
the motivation for teaching and of the teacher’s role, correlations between the ranking of
these elements at different moments or between different categories of respondents, have
been examined (at the 0.05 level) with Spearman’s rho. Changes in the ranking of
separate variables in the sorting tasks by categories of respondents have been tested with
Wilcoxon Signed Ranks, differences in the ranking of separate variables between
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categories of respondents with Mann-Whitney’s U. Allowing for the small size of the
total sample and the sub-samples from establishments ‘A’ and ‘B’, significance for these
last two tests has been assumed at the 0.10 level.
In the case of a repeated administration of the questionnaire, as practiced with trainee
teachers, changes over time for separate variables have been examined and tested with
the help of General Linear Model: Repeated measures. This procedure makes it possible
both to examine a response pattern over a series of moments in time, and to examine this
pattern in interaction with a between-subjects factor, in this case especially the
distinction between establishments ‘A’ and ‘B’. In the case of teacher educators, to whom
the questionnaire was submitted only once, and for the comparison of teacher educators
and trainee teachers, T-tests have been used to examine the data for differences in the
appreciation of separate variables by different categories of respondents. Considering the
size of the population addressed by the questionnaire significance assumed for repeated
measures and T-tests has been assumed at the 0.05 level.
As to establishment ‘B’ the data have been checked for possible differences between
teacher educators in schools accommodating, respectively, preservice and inservice
trainees.
Such a check was also intended to support a decision about the use of the (low) response
of the latter group of teacher educators (see above, p. 114). A T-test revealed no
significant differences between the two groups in their outlook on teaching and
commitment to teaching (for means see appendix 8. 1, below, p. 246), and a correlation
test showed a high correlation in their ranking of the twelve general aspects of the
professional image (. 86, significance at the 0.01 level). Hence it was decided to treat
these two types of teacher educators working in schools of establishment ‘B’ as a single
group. Also the response to the questionnaire ‘Outlook on teaching’ has been tested for
possible differences between regular and inservice trainees in establishment ‘B’. This test
has been performed with the help of GLM Repeated measures, using the type of trainee
teacher as a between-subjects factor. Among 14 variables of the questionnaire (including
religious identity and commitment to teaching) a difference in the response appeared
only in the case one variable, viz. ‘working in teams’. In the light of this outcome it has
been decided to treat the two types of trainee teachers in establishment ‘B’ as one group.
Although the questionnaire was not explicitly directed to a weighing of priorities it has
been considered that the ranking of different elements in the professional image of
teaching submitted to respondents could provide additional information about their
outlook on teaching. Hence, as in the case of the sorting tasks, correlation tests (Pearson)
have been used to examine the data for changes in the outlook on teaching of categories
of respondents and for differences in the outlook on teaching between categories of
respondents.
In cases where data have been obtained with the help of different instruments and been
examined with the help of different methods, it will be indicated in the course of the
presentation how far outcomes about the same topics confirm each other.
In the discussion rounding off this chapter (8.5) some general conclusions will be made
on the ensemble of results presented in this chapter. This discussion will also go into the
expectations formulated in connection with research questions in chapter 4 (above, p. 60,
66).
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8. 3. The outlook on teaching of teacher educators
Teacher educators’ conception of teaching

Teacher educators’ conceptions of teaching have been studied at one moment in time
and with the help of one instrument, viz. the questionnaire ‘Outlook on teaching’. If from
the scales of this questionnaire the special categories of religious identity and
commitment to teaching are left out of consideration, mean values for the appreciation of
the remaining twelve general aspects of the professional image of teaching in the total
group of teacher educators range from just under 4. 5 to just under 5 points on a 6-point
scale, thus expressing a moderate agreement. A survey of mean scores for different
categories of teacher educators is presented in appendix 8. 1 (below, p. 246).
Among these aspects of the professional image the aspects ‘self-regulated learning’,
‘pupil-centered orientation’ and ‘professional development’ take precedence in the
ranking of the total group of teacher educators. They are followed successively by
‘managing for results’, ‘social and moral development’, ‘giving instruction’, ‘working
with your subject’, ‘working in teams’, ‘broad teacher task’, ‘personal initiative’,
‘attention to individual pupils’ and, last, ‘school and society’.
When the total group is split up between establishments ‘A’ and ‘B’ (see appendix 8. 2,
below, p. 247), the ranking of the twelve aspects in each of the constituent groups of
teacher educators correlates highly with the overall ranking (respectively, Pearson .97
and 1); also the rankings of the two groups ‘A’ and ‘B’ correlate highly between
themselves (Pearson .95). The correspondence between the outlook on teaching of
teacher educators in ‘A’ and ‘B’ is confirmed by a T-test showing no significant
differences in the appreciation of the twelve general aspects of the professional image
between the two groups (appendix 8. 2, below, p. 247). The only significant difference
shown by the T-test is a higher appreciation of the specific aspect of religious identity in
‘A’ as compared to ‘B’. This difference corresponds with the formal distinction between
the two establishments as respectively denominational and non-denominational. In the
light of the data this specific difference does not appear to involve further differences in
the outlook on teaching of teacher educators between the two establishments.
When the total group of teacher educators is split up along the division between
educators working in institutes and schools (irrespective of the establishment),
correlation between the ranking of the twelve aspects, though still high, goes down to
Pearson .84. Here a T-test shows up significant differences for three aspects, viz.
‘working with your subject’, ‘giving instruction’, and ‘professional development’. In
these three instances – as, without significance, for the other nine aspects - teacher
educators working in institutes present a higher appreciation than those working in
schools (appendix 8. 3, below, p. 247). These differences invite interpretation in the light
of the specific content of the respective variables: ‘Working with your subject’
emphasizes the relation between school subject and academic discipline and the teaching
of school subjects in broader contexts; ‘giving instruction’ accentuates modern
instructional procedures and aids; ‘professional development’ focuses on continued
schooling and training. The results suggest that on these issues teacher educators
working in academic institutes take a more appreciative – and perhaps a more confident
– view than their colleagues working in schools.
Looking more specifically at the relation between the two types of teacher educators in
each of the two establishments ‘A’ and ‘B’, we find a higher correlation between the
ranking of the twelve aspects by the two types in ‘A’ (Pearson .94) than in ‘B’ (Pearson
.75). This finding is supported by a T-test revealing no significant differences for separate
variables in ‘A’, whereas in ‘B’ teacher educators from institute and schools differ
significantly as to their appreciation of the three aspects already mentioned (‘working
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with your subject’, ‘giving instruction’, and ‘professional development’), as well as on
the aspect of ‘school and society’, focusing on emancipatory effects of school education,
which is also appreciated more highly by teacher educators in the institute (appendices
8. 4 and 8. 5, below, p. 248).
These findings suggest that the outlook on teaching of the two types of teacher educators
is more homogeneous in ‘A’ than in ‘B’. This suggestion needs to be made with reserve
in view of the low response of teacher educators in the institute of establishment ‘A’. In
the light of the expectations about conceptual unity in the teacher education
establishment formulated in relation to research questions (above, p. 60, 66), the measure
of agreement between the views of teacher educators of campus and field may be
expected to carry consequences for the development of the conception of teaching of
trainee teachers.
For a check on the possible influence of gender the data have also been inspected for
correspondences and differences in the appreciation of variables between teacher
educators of different sex. Rankings of the twelve aspects by these two groups correlate
highly (Pearson .96). The only difference found in the appreciation of separate aspects is
a higher appreciation of religious identity by men.

The conceptions of teaching of teacher educators and the conception of
teaching of their teacher education establishment
Among the differences between the establishments ‘A’ and ‘B’ as read from their
documents (above, p. 94), the only difference reflected by teacher educators of ‘A’ and ‘B’
is the appreciation of the aspect of religious identity. Other differences, such as regarding
the shaping of relations with pupils, teacher participation on the meso level of the school,
academic attitudes and skills, self-reflection, and dealing with values and standards
(above, p. 78 ff.), are not reflected by the two groups of teacher educators.

Commitment to teaching of teacher educators
Teacher educators’ commitment to teaching, as read from their response to the
questionnaire, ranges from just under to little above 4 points on the 6-point scale, thus
expressing a somewhat reserved agreement with the statements presented to them
(appendix 8. 1, below, p. 246). Teacher educators of ‘A’ score higher than those of ‘B’,
educators from schools higher than their colleagues from institutes, and male educators
higher than female ones. But the only significant difference on this point is found
between institutes and schools. It is noteworthy that with respect to commitment the
scales are tipped on the other side than with respect to the outlook on teaching: whereas
teacher educators working in schools show themselves more reserved about various
aspects of the new professional image, they express a stronger commitment to the
profession than their colleagues working in academic institutes. This difference holds
good for each of the two establishments, but is significant only for the combination of ‘A’
and ‘B’, and for ‘A’ taken separately.

8. 4 The outlook on teaching of trainee teachers
Trainee teachers’ outlook on teaching has been investigated for their motivation to
become or remain teachers, for the conception of the teacher they would like to be, for
the school environment in which they would like to work, and for their commitment to
teaching as a profession. In the following sections results will be reported in the order of
these four headings.
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8. 4. 1 Trainee teachers’ motivation for teaching
Trainee teachers’ motivation for teaching has been studied with the help of different
means within the framework of the interview. At each of the three moments trainees
were invited by an open question to freely express what makes teaching as an
occupation worth while to them. The response to this question provides a survey of
motives, as well as indications of changing priorities of trainee teachers and of
differences between the two groups ‘A’ and ‘B’.
At each of the three moments these findings were supplemented by outcomes of the
sorting task, which throw light on trainees’ perception of the (potentially) motivating
aspects presented to them and reflect trainees’ weighing and choice directed to
establishing priorities. Finally trainees’ response to the question (put to them at the 2nd

and 3rd moments), what changes they have themselves experienced in their outlook on
teaching, has been inspected for changes in their motivation for teaching.

Content and composition of trainee teachers’ motivation for teaching
Trainee teachers’ response to the open question has first been ordered into 30 narrowly
defined categories. These categories have been kept close to the wording of the response.
They have been formed irrespective of the number of statements they include. As a
result these categories may include a very small number of statements. In appendix 8. 6
(below, p. 249) the constructed narrow categories are illustrated by quotations from
interviews.
Subsequently these narrow categories have been combined into broader categories. A
table presenting a survey of the response to the open question as ordered in narrow and
broad categories has been included as appendix 8. 7 (below, p. 251).
An underlying criterion for the formation of broad categories has been a tripartition
between statements emphasizing functions and activities (broad categories 1, 2, 3), social
relations (broad category 4), and statements emphasizing personal satisfaction (broad
categories 5 through 9).
A number of broad categories have been defined as identical with narrow categories.
This was done in cases when a narrow category represents a delineated area of content,
not easily combined with other categories (broad categories 1, 10), or when a narrow
category is frequently mentioned by respondents (broad categories 5, 6, 9).
Out of the response to the open question for the three moments taken together, the 10
narrow categories most frequently mentioned in the total sample, presented in an order
of decreasing mention, are

- ‘having contacts with pupils’ (65 mentions)
- ‘practicing your subject’ (39 mentions)
- ‘having variety’ (30 mentions)
- ‘giving instruction’ (28 mentions)
- ‘having independence’ (24 mentions)
- ‘having room for other interests’ (21 mentions)
- ‘contributing to pupils’ development’ (19 mentions)
- ‘developing yourself’ (17 mentions)
- ‘contacts with colleagues’ (16 mentions).

Statements in terms of these 10 categories cover 63% of the total response.
These results suggest that respondents regard a varied set of aspects as making teaching
personally meaningful and motivating to them. These aspects include working in a social
occupation, utilizing a studied discipline, teaching young people, developing yourself, as
well as task features such as variety, independence and having room for other interests.
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 A survey based on the broad distinction between functional, social, and personal aspects
of motivation is presented in table 8. 1 below.

Table 8. 1: Distribution of functional, social, and personal aspects in trainees’
motivation for teaching

Motivation for teaching 1st moment 2nd moment 3rd moment
functions and activities   36 %   36 %   34 %
social relations   36 %   39 %   48 %
personal satisfaction   28 %   25 %   18 %

The survey shows a fairly balanced as well as fairly stable make-up of trainee teachers’
motivation for teaching. In the course of the teacher education program the share of
functional aspects remains practically constant, that of social aspects gains prominence,
and that of personal aspects decreases. This mixed composition of aspects also shows up
in the response of individual respondents. The combination of functional, social, and
personal aspects is characteristic of a majority of interviewed trainees, increasing from
52% of interviewed trainees at the first moment to 68% at the third. Roughly 10% of
interviewed trainees mention aspects in one of the three areas only.
Trainees’ mixed motivation for teaching to some extent reflects the combination of
elements proposed in documentary sources to make teaching more attractive, viz.
membership, variety, and career development (above, p. 76). However, in trainees’
perception of teaching the attractiveness of membership and cooperation is clearly
counterbalanced by a desire for independence.
Results from the corresponding sorting task (appendix 8. 8, p. 254) support the
prominent importance attached by trainees to having contacts with pupils, contributing
to pupils’ development, and giving instruction. At a lower level they also support the
importance of practicing your subject, developing yourself as a teacher and working in
contact with colleagues. They also support the diffidence of trainees as regards creating
an effect in society and realizing ideals.
Three prominent categories in the response to the open question are not represented by
aspect cards. These categories, viz. ‘having variety’, ‘having independence’ and ‘having
room for other interests’, all refer to task features which were excluded from the sorting
task as insufficiently representative of sense-providing motives for teaching as
theoretically derived (above, p. 99). Trainees’ response to the open interview question
suggests that they do not recognize such a theoretical, let alone a hierarchical, distinction
between motives of different kinds.

Trainee teachers’ perception of motivating aspects of teaching presented to
them
During their performance of the sorting task respondents were invited to comment on
the cards presented to them and on their weighing of different potentially motivating
aspects of teaching. Below we present a summary of these comments, reflecting
respondents’ associations and feelings in relation to the presented categories. In this
summary we follow the order of these categories as laid down in the total sample at the
third measuring moment, viz. at the end of the teacher education course.
To give an idea of the numbers of respondents involved, the following indicators have
been used: ‘many’ for numbers upward from 12, ‘a number of’ for numbers from 7
through 11, ‘some’ for numbers from 2 through 6. The values of these indicators have
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been chosen in view of the fact that 22 (= 71%) out of the 31 interviewed trainees offered
such interpretative comments on the cards presented to them.
Direct quotations have been indicated by quotation marks.

Working with pupils is acknowledged by many trainees as the most attractive,
pleasurable and motivating aspect of teaching. As one trainee puts it: ‘It is so nice when
pupils come to you with enthusiasm at the beginning of a lesson’. Good contacts with
pupils – rather than a top-down approach - are regarded both as an essential condition
for putting across knowledge to pupils and contributing to their development, and as a
prime source of satisfaction for teachers themselves. ‘If you cannot develop good
contacts with pupils, it is better you should give up teaching’. One trainee explicitly puts
working with pupils above transmitting knowledge. For some trainees variety of classes
and pupils is an important factor, and pupils may be adults as well as youngsters,
whereas another expresses a preference for younger pupils because of their greater
spontaneity. Good contacts with pupils are considered to require social skills.

Contributing to pupils’ development is something many trainees hope to achieve. Many
regard this as the teacher’s main task or the core of the teacher’s task, and success in this
task as the teacher’s main reward. Achieving this task means that pupils will have good
memories of their school days and of yourself, as a person who has been significant for
them. The substance of this contribution is described by trainees in various terms, both in
relation to their subject and - more often - outside or transcending the subject
curriculum. It is formulated in such general terms as personality building, fostering an
awareness of values and standards, developing interests and attitudes, applying school
knowledge in daily life, or helping to make better people of pupils. More specifically
trainees mention the ability to form and argue opinions, development of social and
cooperative skills, and of ‘a way of thinking to cope with uncertainty, ignorance, and
fear’. For some trainees it is a problem that the substance of the contribution they might
be able - or might be expected - to give to pupils is insufficiently clear. Some trainees
express reservations about the feasibility of this aspect, as too marginally attended to in
the school curriculum, and some about its desirability, not wanting to indoctrinate or
convince.

Giving instruction is regarded by some trainees as a generic and global definition of the
whole of school practice and, therefore, as such a self-evident aspect of teaching to be
practically meaningless. Other trainees, contrasting this aspect with the previous one,
view giving instruction in their subject as the primary or basic task of the teacher: ‘This is
what you have been hired to do’. The primacy of this task is underscored by having to
comply with examination requirements. For some trainees giving instruction in their
subject serves mainly as a channel for developing contacts with pupils. For some it
stands in the way of offering ‘something more’ to pupils and is therefore to be regarded
as a necessary evil. But many trainees assert the usefulness and attraction of putting
across knowledge and adding to pupils’ knowledge, and of mastering instruction as a
craft demanding clarity of exposition and patience.

Functioning as a person in the teacher’s role. Some trainees criticize this category as
vague, or not itself a motivating aspect of teaching. But many trainees recognize its
importance, some adding that functioning as a person in the teacher’s role is a special
concern in their present situation as beginning teachers. The importance of this aspect is
filled in by trainees in various ways: you should be able to be yourself and feel at home
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in the teacher’s role in order to like the teacher’s job and keep on enjoying it. You should
be able to put in personal accents in what and how you teach. You must foster personal
contacts with pupils, e.g. by talking with pupils about everyday matters before and after
lessons. One trainee views the classroom as a laboratory for self-discovery. Functioning
as a person is contrasted to being an anonym, a robot, or a walking encyclopedia.
‘Teachers should be seen by pupils as persons who are also able to laugh and cry’. While
acknowledging the importance of functioning as a person some trainees recognize the
need of being able to play a part, to preserve distance, or to suppress personal feeling (as
in dealing with pupils you dislike). One trainee reports that the teacher’s role, with the
power and authority it holds, e. g. as an omniscient person in the eyes of parents, has
been found an attractive role to play.

The appreciation of working with your subject shows pronounced contrasts. On one side
many trainees consider this aspect to be the primary factor in their motivation for
teaching, in their daily teaching practice, and in their contacts with pupils. For them
teaching is a medium to put your subject across and to remain actively interested in the
subject yourself. ‘It will keep me busy all my life’. On the other side for many trainees the
specific discipline they have studied represents no significant factor. They would be
equally happy teaching another subject. If teaching practice involves that continued
academic interest in your discipline fades into the background, this is no great loss. ‘The
majority of teachers are not blinkered subject specialists’. Some trainees are concerned
about how to teach their subject in such a way that it may serve practical uses for pupils,
or about having to teach elements of their discipline for which they have little affinity.

Continuing to develop yourself as a teacher is regarded by most trainees as an inherent
aspect of teaching, and necessary both for yourself and for your pupils. Further
professional development is important if you want to stay in teaching after the first year,
and to remain alert and enthusiastic. Developing yourself as a teacher involves both your
subject and its transmission. Becoming an expert and successful teacher takes time. Also
continued professional development is necessary because teaching practice develops and
pupils change. To keep in touch with pupils you have to extend and vary your teaching
repertoire and make use of modern means of instruction. Continued professional
schooling enables you to create a personal career perspective and profile, e.g. as a
mentor, remedial teacher, or coordinator. Many trainees see continued professional
development as the means to prevent growing rusty or sour and to ward off stagnation
and rigidity. As concrete ways to engage in professional development trainees mention
reading books and following courses. For some trainees this aspect is a matter of minor,
of temporary, or of later concern. ‘Self-development comes by itself’. ‘One day you may
expect a teacher to stop learning about his job’. ‘This is a little too far out for a trainee’.

Working with others in the school is appreciated by trainees for various reasons. Apart
from being functionally required to ensure coherence in the teaching of pupils, working
with colleagues is seen (sometimes freshly discovered) to provide added pleasure and
support to teachers themselves. Some trainees emphasize that a teacher is not an island
but part of a team. This point is also put differently: social contacts mitigate the
individualistic quality of teaching. Consultation with colleagues is necessary – ‘as soon
as you go outside the classroom’ - to mutually attune lessons, both within and without
one’s own subject department. ‘Children go through a process of general development,
of which you are a part’. Cooperation with colleagues extends to projects and
extracurricular activities. Team building among colleagues helps to foster a good social
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atmosphere in the school and friendly relations between teachers and pupils. Also it is
important that you can come to colleagues with your – negative as well as positive –
experiences. You can learn a lot from your colleagues. For one trainee working together
depends on like-mindedness, which is felt to be a condition not easily fulfilled. Some
trainees view working together in the school as a matter of minor or later concern.

Creating an effect in society. Many trainees regard the idea that teachers may have an
impact on society as ambitious, pretentious, idealistic, vague, far-fetched or illusory.
Some trainees express the principle that concrete pupils, not abstract society, demand
their primary allegiance. If any effect is created by teachers in society at all, it can never
be the outcome of a planned intention. So far as trainees react positively to this aspect
they look at scoring an effect in society as an indirect result of their teaching. Thus a
trainee teacher of Dutch language hopes to contribute by her teaching to combating the
corruption of the national tongue. Other trainees think of making such a contribution
through the development of pupils’ social awareness and social skills. In this connection
one trainee points out that secondary schools pupils, as adolescents, are an important
age-group for social education. Another considers that for a number of pupils the
secondary school represents the last formal schooling they will ever receive.

Being active in the occupational group. Many trainees have difficulties in conceiving
such a group and report a lack of interest in belonging to such a group outside the
context of their school. In this connection one trainee refers to the low status of teachers
as an occupational group, another to less attractive qualities such a group of teachers
might display (‘many teachers are bureaucrats’). Some trainees make a distinction
between functions of such a group they would avoid, such as taking part in the work of
trade unions or pressure groups, or visiting congresses, and functions they would
welcome, such as taking part in networks and informal contacts for the exchange of
methodical tips and materials, or just being kept informed about what goes on in the
educational scene. Some trainees reserve the possibility of becoming more involved and
active on the macro level at a later moment in their career. A small minority sees
becoming active in the occupational group as an important condition and stimulus for
their continued professional growth and development.

Continuity and change in trainee teachers’ motivation for teaching
The stability of trainee teachers’ motivation for teaching over the period of their
participation in the teacher education program is confirmed by a rank-correlation test
carried out on the results of the sorting task (Spearman). Correlation coefficients are .93
between the 1st and 2nd moments, .98 between the 2nd and 3rd moments, and .92 between
the 1st and 3rd moments. A diagram presenting results of the sorting task is included as
appendix 8. 8 (below, p. 254).
Continuing priorities as indicated by the sorting task concern contacts with pupils,
contributing to pupils’ development and giving instruction.
The outcomes of both open question and sorting task suggest that the social aspect of
having contacts with pupils comes to take precedence over the functional aspect of
contributing to pupils’ development. The increasing priority of having contacts with
pupils is confirmed by a Wilcoxon Signed Ranks test performed on separate variables in
the sorting task (appendix 8. 9, below, p. 255).
The response to the open question also suggests an increasing appreciation of having
variety and having contacts with colleagues. In the sorting task another rising variable
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(significantly between the 1st and 2nd moments) is ‘functioning as a person in the teacher’s
role’.
Some of these aspects are commented upon by trainees when asked directly after
changes in their outlook on teaching during the teacher education course:
Pupils are becoming more important and dealing with them a greater source of satisfaction. It
pays to find out about pupils’ interests, and to honor their expectations on a basis of give and take.
Contacts with colleagues are pleasant and supporting. Organizing your own teaching and
working together in the subject department become more important, the latter both for business
and pleasure.
You become more conscious about your functioning as a teacher; you keep learning all the time.
By the confrontation with yourself you get to know your strong and weak points; you get a clearer
idea of what you are worth.
Some categories decreasingly mentioned between the first and third moments are
‘having room for other interests’, ‘contributing to pupils’ development’, ‘putting across
enthusiasm’, and ‘realizing ideals’. The last of these may be associated with a fall of the
variable ‘creating an effect in society’ in the sorting task.
Decreasing appreciation of teaching as an occupation which leaves room for other
interests may be associated with trainee teachers’ changing perception of the teacher
task:
The teacher task proves to be heavier, more demanding and more absorbing than expected.
Teachers have to be able to work efficiently and under pressure. Psychological and relational
factors prove to be important. Participation in changes asks a lot of energy from teachers, without
showing quick returns. Work load combined with quality requirements make you afraid of
breaking down. You have to stand up to disappointments because many things do not come off as
you wanted.
The decreasing mention of ‘contributing to pupils’ development’, ‘putting across
enthusiasm’, and ‘realizing ideals’ invites attention because it may - in combination -
reflect a growing skepticism or disenchantment as to some of the motivating
expectations with which trainee teachers entered the teacher education program. In fact,
many respondents explicitly report a change from a more idealistic towards a more
realistic attitude in the course of the program.
You become more aware of constraining circumstances, especially limited time and restricted
freedom of action. Teaching practice leaves you little time to become a confidant of pupils, to give
pupils individual guidance, etc. There is a discrepancy between friendly relations with pupils and
making demands. It is disappointing that you cannot teach pupils very much.
That you might offer something to pupils in the area of morals proves illusory: it looks as if pupils’
standards have already crystallized. The ideal of making the whole group enthusiastic falls away.
Making better people of pupils becomes less important. More is necessary, and a longer road, to
make pupils independent students. You can have more peace of mind by accepting that changes
take time. I have become less idealistic, more pragmatic; this is a big change. Transmitting
knowledge has become more important, putting across my own values less so.
Also mentioned are a greater importance of being consistent in your approach, of
systematic attention to goals, of strategies in classroom management: craftsmanship
takes the place of sympathy. Becoming more realistic also involves renewed attention to
the balance between investments and returns.
The reported changes may be tentatively interpreted in relation to trainees’ experiences
in the teacher education environment. In secondary school teaching contacts with pupils,
giving instruction, and contacts with colleagues, are chief elements in daily practice.
Work in the school may well appear to beginning practitioners as more varied and
dynamic than they had expected from their earlier experience as pupils or from
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stereotypes about teaching. On the other hand, the toning-down of expectations about
contributing to pupils’ development, about putting across enthusiasm and realizing
ideals, and about the pursuit of other interests beside teaching, suggests an increasing
realism about working in the school.

Motivation for teaching of trainee teachers in establishments ‘A’ and ‘B’
A comparison of the response of trainee teachers from establishments ‘A’ and ‘B’ largely
confirms the stability found in the total sample. Also this comparison shows up few
differences in the motivation for teaching between the two groups. Diagrams of the
ranking of variables in the sorting task by trainees of ‘A’ and ‘B’ are included as
appendices 8. 10 and 8. 11 (below, p. 256-257). For the sorting task a rank-correlation test
(Spearman) shows high correlations for the ranking of variables between ‘A’ and ‘B’ at
all three moments (respectively .95, .98, and .88). One difference between the two groups,
suggested by their response to the open question, is that in terms of the tripartition
between functional, social, and personal aspects we find a more stable pattern in ‘B’,
whereas for trainee teachers in ‘A’ social relations gain prominence and personal
satisfaction loses prominence (appendix 8.12, below, p. 258). As to trainees’ appreciation
of separate variables it appears from the results of the sorting task that trainees of ‘B’
show an increasing interest both in giving instruction and in working with pupils in the
course of the postgraduate year. Also trainees from ‘B’ start out with a higher
appreciation of creating an effect in society, but appear by the end of the year to have
given up this motivating aspect. The only significant change in trainees of ‘A’ is the
progressively more pronounced posteriority of being active in the occupational group
(appendices 8. 13 and 8. 14, below, p. 259).

8. 4. 2 The kind of teacher trainee teachers would like to be
Trainee teachers’ conceptions of teaching have been studied, as in the case of their
motivation for teaching, with the help of an open question and a sorting task forming
part of the interview at each of the three moments. Use was also made of trainees’
response to a direct question after changes in their outlook on teaching, put to them in
the 2nd and 3rd rounds of the interview. For trainees’ conceptions of teaching these
findings from interviews were supplemented by outcomes of the questionnaire ‘Outlook
on teaching’, administered to them at three moments during their participation in the
teacher education program.

Content and composition of trainees’ conception of teaching
The response to the open interview question has first been categorized into 30 narrow
categories, remaining close to the wording of respondents. Fifteen statements (covering
3% of the response) resisted classification. In appendix 8. 15 (below, p. 260) the chosen
narrow categories are illustrated by quotations from interviews.
As in the case of the interview question inquiring after trainees’ motivation for teaching,
narrow categories have been combined into broad categories. Two narrow categories
were felt to be sufficiently representative of demarcated role areas to be made into broad
categories by themselves. In appendix 8. 16 (below, p. 262) a survey is presented of the
total response to this question, both for narrow and broad categories.
In the response of the total sample to the open question, for the three moments taken
together, the 10 narrow categories most frequently mentioned, presented in an order of
decreasing mention, are:

- ‘stimulates and inspires pupils’ (46 mentions)
- ‘is open to pupils’ (41 mentions)
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- ‘is friendly’ (29 mentions)
- ‘tunes in with pupils’ experience’ (25 mentions)
- ‘has good contacts with pupils’ (21 mentions)
- ‘is strict’ (21 mentions)
- ‘guides pupils’ (19 mentions)
- ‘is in control’ (17 mentions)
- ‘produces results’ (16 mentions).
- ‘makes herself / himself clear’ (15 mentions)

Together, statements in these 10 categories cover 63% of the response.
In this composite picture of the teacher that trainees would like to be, statements
expressing an orientation towards pupils take a prominent place: 6 of the top 10 narrow
categories, among which are the 5 most frequently mentioned, all belong to this broad
category. These elements are supplemented by statements concerning control and
craftsmanship in the basics of classroom teaching, such as clarity and achieving results.
The top 10 narrow categories do not include elements from the broad categories ‘shapes
pupils’ development’, ‘supports independent learning’, ‘is oriented towards methods’,
‘participates in the school’, and ‘works in a personal way’. From this composite picture it
also appears that stimulating and inspiring pupils is regarded as the teacher’s primary
role.
The theoretically derived labels of role cards show a partial correspondence with
categories constructed for the open interview question. Only in a few cases there is a
clear one to one correspondence. In many cases correspondence is a matter of
interpretation.
The results of the sorting task on teacher roles (a diagram is included as appendix 8. 17,
below, p. 265) invite a distinction between three groups of roles. One group, including
the roles of ‘stimulator’, ‘guide’, and ‘transmitter of knowledge’, is consistently
prominent over the three moments. The prominence of these three roles corresponds
with priorities in trainees’ response to the open question. Three other roles, viz. those of
‘group worker’, ‘instructor’, and ‘model’, remain consistently in a bottom position. In
between these extremes a middle group includes the roles of ‘confidant’, ‘manager of the
learning process’, ‘organizer of the learning process’, ‘pedagogue’, ‘subject specialist’,
and ‘teaching methods specialist’.
If the special categories of religious identity and commitment are left out of
consideration, mean values for the appreciation of the various aspects of the professional
image of teaching in the response to the questionnaire, at each of the three measuring
moments, range from little over 4.5 to little under 5 points on the 6-point scale, thus
expressing an overall moderate agreement.

Trainee teachers’ perception of teacher roles presented to them
As in the sorting task on motivating aspects of teaching, respondents were invited to
comment on the role cards presented to them and on their weighing of the importance of
different roles. Below we present a summary of these comments. Categories are ordered
to decreasing priority, as laid down in the total sample at the third measuring moment.
The same indicators have been used as in the earlier sorting task: ‘many’ for numbers
upward from 12, ‘a number of’ for numbers from 7 through 11, ‘some’ for numbers from
2 through 6. Direct quotations have been indicated by quotation marks.
Functioning as a stimulator is regarded by many trainees as the teacher’s main role.
‘Motivation makes or breaks everything you do’. Some trainees argue the importance of
this role from the view that ‘pupils do not learn on their own initiative’ or that ‘children
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do not want to learn’. Hence for some trainees stimulating pupils takes precedence over
transmission of knowledge. As a stimulator the teacher motivates pupils, shows them
the uses of what they are learning, arouses their interest and enthusiasm, and sets them
thinking. Stimulating pupils is a condition both for achieving results and for creating a
good atmosphere in class. You can stimulate pupils by your own enthusiasm, thus acting
as a model, by inviting them to join in, by showing them what they are able to do, by
offering them variety and engaging them in practical work. One trainee notes a difficulty
with this role in situations where she has to teach subject matter for which her pupils or
she herself have little affinity. For some respondents stimulating pupils is a matter of
course and does not represent a special role.

Acting as a guide for pupils is also viewed by many trainees as an important role. It is
seen to define the teacher’s position as not above but by the side of pupils and together
with pupils, and teachers’ primary function as supporting a process of development
which takes different forms in different pupils and has to ‘leave the learner intact’. Some
trainees see this role in connection with the principle of active and independent learning.
In contrast to some arguments offered for the teacher’s role as a stimulator, the
importance of acting as a guide is sometimes argued from the view that the initiative for
learning must come from pupils themselves. One trainee see a circumscribed place for
this role in problem situations. But more trainees emphasize its broad application,
extending beyond classroom learning to group processes, contacts among pupils,
homework, extracurricular activities, or, comprehensively, ‘the whole of pupils’ life in
the school’. As one trainee puts it: ‘The teacher has to be a guide through the maze’. For
some trainees being a guide is practically equivalent to being a teacher, and therefore too
self-evident, too general or too vague to deserve special attention. Another trainee
objects to this role for being too soft, and for insufficiently recognizing the necessary
distance between teacher and pupil.

Together with those of a stimulator and guide, many trainees regard the teacher’s
function as a transmitter of knowledge as a central and overarching role. For a number of
trainees transmitting knowledge is what you are expected to do when you are employed
as a teacher. ‘This is what pupils come to school for’. Trainees feeling specially attracted
to this role mention telling pupils about things they should know, both inside and
outside the subject. This should leave room for pupils to form their own opinions and
points of view. Some trainees express reservations about this role, as one-sided or
inappropriate. For them teaching involves more than transmission of knowledge, or they
point out that pupils’ learning should be approached rather as a process of guided
acquisition or discovery.

Some trainees comment on the teacher’s role as a methods specialist as being a role they
cannot or cannot yet clearly picture or are (as yet) unable to correctly appreciate. One
trainee expects that an interest in this role will come with the repeated experience of
making mistakes in teaching practice. Another trainee refers specifically to his
experiences with a methods course in the teacher education environment for having
brought about a clearer and more meaningful picture of this role. As far as trainees offer
an interpretation of this role they mostly emphasize the element of how to teach, how to
successfully transmit knowledge. More specifically, through growing mastery of this role
some trainees expect to develop their repertoire of instructional procedures and, thereby,
to bring more variety into their lessons, to make their lessons more appealing to pupils,
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to better tune in with interests of pupils, or to use methods which are more appropriate
for the subject matter to be taught.
Some trainees considers this role to be less important, e. g. because a good modern
textbook leaves nothing to be added, or because they see it as too theoretical and hence
as foreign to the practical performance of teaching.

Comments on the teacher’s role as an organizer of the learning process show a sharp
contrast between some trainees viewing this role as essential and primary, and a larger
number for whom this role label is meaningless or even repulsive. In many cases a
positive appreciation of this role is based on an interpretation focusing on conditions to
be developed by the teacher for the active and self-regulated learning of pupils. These
conditions should also support pupils’ learning to learn. Organization of the learning
process is seen by one trainee as an orchestration of the learning situation in which all
elements under consideration are brought together. Critical trainees regard this role as
unclear, unappealing, theoretical, technical, as a ‘nasty label’ to apply to a teacher, or as
not forming part of the teacher’s task at all. For one trainee it associates with meddling
with pupils, another refers to the many things which have already been organized for
the teacher. Many trainees see this role as closely related to that of a manager of the
learning process.

The teacher’s role as a subject specialist is considered essential by trainees who
emphasize their own interest in their subject as a strong motive for teaching. Others
argue the importance of this role in terms of having to transmit accurate and up to date
knowledge, needing a surplus knowledge above what is contained in the textbook to
make lessons interesting and to answer unexpected questions, having to keep ahead of
pupils, or preventing being shown up as a quack. Many trainees, while recognizing this
role as a necessary condition, add some reservations. Especially for teaching younger
pupils, in lower grades, disciplinary knowledge on a scientific level has a limited
relevance. Also teaching involves quite other functions and qualities than being an
expert in your discipline. ‘If you want to concentrate on working with your subject, you
have to go for a doctoral degree instead of going into teaching.’ For one trainee being a
subject specialist has never had any appeal at all.

Trainee teachers’ comments on the teacher as a manager of the learning process in many
cases resemble their reactions to the teacher’s role as an organizer of the learning process.
The teacher’s role as a manager meets the same critical appraisal of trainees who regard
this label, too, as vague, technical, theoretical, unclear, unimportant, unappealing, or
unrepresentative of the teacher’s function. A positive appreciation of this role is
associated with the need to design and plan learning situations in advance of their
execution, to know what your are about, to choose appropriate methods, and to keep
learning processes focused on goals. In contrast to the role of an organizer, the teacher’s
role as a manager of the learning process carries associations with an approach which
some trainees regard as one-sided in the sense of being too directive and putting too
much control in the hands of the teacher. ‘On the karting track I put down the road signs,
but my pupils are at the wheel of the karts’.

Comments on the teacher’s role as a pedagogue show a diversity of interpretations as
well as sharply contrasting appreciations. Some trainees emphasize the element of
approaching pupils as persons and developing good relations with them on the basis of
sympathetic understanding. Others see this role in connection with having an eye for
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pupil’s problems and going into these problems. The teacher’s role as a pedagogue is
also associated with social education to be provided by the school, such as teaching
pupils to listen to each other, to work together, and to approach each other and other
people with respect. Some trainees regard functioning as a pedagogue as an important,
or even the main, task of the teacher, and inherent in working with pupils under 18. ‘As
soon as you praise or punish pupils you are acting as a pedagogue’. Some add that as
pedagogues teachers act as replacements for pupils’ homes and that their pedagogical
role should be regarded as a necessary evil. Other trainees express doubts about the
teacher’s role as a pedagogue, reject this role, or regard themselves as insufficiently
qualified to fulfil it. ‘I don’t have to educate them.’ ‘My pupils have already been
educated.’ ‘Pupils should be their own pedagogues.’ ‘How can you educate 300 people?’

The teacher’s role as a confidant is positively appreciated by many trainees in terms of
being open and accessible to pupils and creating a climate of trust in which pupils can
feel free to come to you with problems and in which problems can be discussed in class.
One trainee refers to her own experiences as a pupil (fear of failure) to underline the
importance of such a climate. Another reports a special interest in dealing with
psychological problems. Reservations expressed about this role include the feeling that
you cannot set up as a confidant but may earn this position by proving worthy of trust.
Also it is felt that this is not an easy role for teachers to fulfil, and that – as a more
specialized function – it has to be entrusted to class mentors or school counselors. Critics
of this role consider it unnecessary or inessential, regard it as an infringement on
privacy, or think that others (mentor, friend, mother) are better able to fulfil such a role.

The teacher’s role as a group worker is seen by many as a direct consequence of working
with classes and groups. ‘As a teacher you only work with groups.’ As such it is
necessary for a teacher to have an eye for what goes on in these groups, e.g. for
individual differences within a class, for pestering and for pupils dropping out of a
group. In the role of a group worker teachers must extend equal treatment to all pupils
and teach their pupils cooperation and solidarity. Some trainees report that they perform
this role with reluctance or doubt the influence they might have on group processes
among their pupils.
Some other trainees want to minimize the group aspect of teaching as much as possible
and concentrate on individual pupils. ‘In maths there is no need of a group worker.’ For
many trainees the label of a group worker carries negative connotations, as too soft, too
‘social’, and as suggestive of group therapy or working with cretins. Hence they do not
see it as associated with teaching.

The teacher’s functioning as a model is a role which calls up a variety of reactions, with a
predominance of critical comments which are frequently expressed in emotional terms.
This role is positively appreciated by trainees who argue a need of adolescents to explore
and appraise models of adult behavior. Teachers should be aware that, for better or for
worse, and whether they like it or not, they represent such a model for their pupils. This
means e.g. that teachers should be careful about holding pupils up to ridicule. Positively,
and more specifically related to teaching, demonstrating enthusiasm for your subject is
an important condition to stimulate pupils. All this need not involve that you set up as a
special or privileged model: as an individual teacher you just set one example among
many.
A number of trainees comment on this role as scary or uncomfortable: you do not want
pupils aping you, especially when you think of your own questionable qualities, such as
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e. g. being pig-headed. ‘Pupils should find and develop themselves.’ For one trainee in
the order of priorities a model is ‘the last thing I would want to be’. Another associates
this role with trying to be popular, which she condemns. Radical critics qualify this role
as demagogic, impossible, pretentious, ridiculous, or unnecessary.

Finally, with most trainees the teacher’s functioning as an instructor calls up critical
comments. Acting as an instructor is associated with giving explanations, directives, and
assignments. For some trainees this function reflects the actual position of teachers in
secondary education, as dominated by a tradition of frontal teaching. Others allow a role
for instruction in their teaching, as long as it is supplemented by other roles. Especially if
the aim is to support learning to learn teacher should concentrate on guidance instead of
instruction. An emphasis on instruction makes a school teacher resemble a swimming
instructor or a drill sergeant. Such a teacher ‘presents his explanation and then leaves
you to sink or swim’. An accent on instruction involves a one-way communication with
pupils, and makes your teaching authoritarian, coercive, one-sided, and peremptory. An
instructor always tells you ‘to do this or that’. Also it takes away possibilities to be
creative as a teacher.

Continuity and change in trainee teachers’ conception of teaching
The results show considerable stability in the conception of teaching entertained by
trainees. Between the first and third moments, apart from an exchange in their frequency
of mention between ‘is oriented towards methods’ (rising) and ‘ shapes pupils’
development’ (falling off), the order of the broad categories in the response to the open
question remains unchanged.
Stability in trainees’ appreciation of roles over the three moments is confirmed by a
correlation test (Spearman) carried out on the results of the sorting task (appendix 8. 18,
below, p. 266). Correlation coefficients are: between the 1st and 2nd and between the 2nd

and 3rd moments: .92; between the 1st and 3rd moments: .86. A further confirmation is
provided by a high correlation (Pearson .88) between trainees’ ranking of aspects of the
professional image in the questionnaire ‘Outlook on teaching’ at the 1st and 3rd moments
(appendix 8. 19, below, p. 267).
In response to a direct question after changes they experienced during their teacher
education year interviewed trainee teachers reported a number of changes in their
outlook on teaching:
The picture of what it means to be a teacher becomes fuller and clearer. The teacher’s job turns out
to be more varied than expected: in your dealing with pupils you are much more than a subject
specialist; a lot of what keeps you busy goes on outside the classroom. But also you become more
aware of the limitations set to what you can do as a teacher, e.g. by prescribed curricula.
Starting as a teacher you are preoccupied with yourself: this makes it difficult to be open to pupils’
problems (in spite of what they hope and expect). You have to accept the fact that good contacts
with classes and pupils do not come by themselves, and accept the role of an authority.
At first you just see classes as undifferentiated bodies. Gradually you begin to distinguish
individual pupils and to see differences. Then it becomes a problem that you do not get round to
the silent pupils in your classes.
Contacts with classes have to be actively built up and fostered. As a trainee you are not always in
a good position to do this. But gradually you may get a better grip on creating the proper climate.
Handling classes asks a tremendous lot of energy even of experienced teachers. For this they
deserve respect.
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You come to experience the school more as an organization, with its diversity of activities and
groups. Teachers appear to be busier organizing things than with their own subject. The role of
the school management, and its influence in the organization, becomes more apparent.
Trainee teachers’ response to the interview question what kind of teacher they would
like to be (appendix 8. 16, below, p. 262), suggests an increasing interest in producing
results and providing direction and structure as features of a good subject teacher. Also
trainee teachers pay increasing attention to tuning in with pupils’ experience and
guiding pupils. Support of independent learning becomes a recognized element from
zero mention at the first moment. Trainees also show an increasing interest in teaching
methods and in participating in the school. On the other hand the prominence of
stimulating and inspiring pupils and being open to pupils is somewhat toned down. The
one broad category showing decreasing mention over time is ‘handling authority’.
As to the appreciation of separate variables in the sorting task a Wilcoxon Signed Ranks
test shows a significant rise of ‘organizer of the learning process’ and of ‘subject
specialist’, and a fall of ‘confidant’ and ‘pedagogue’ (appendix 8. 18, below, p. 266).
From the components of the professional image included in the questionnaire analysis
with the help of repeated measures (appendix 8. 20, below, p. 268) indicates only one
variable showing significant change over time, viz. ‘working with your subject’. As
shown by the tests of within-subjects-contrasts, this change is predominantly of a
quadratic nature. Specifically, comparison of mean values shows an overall decline of
this variable between the 1st and 3rd moments, including a decline between the 1st and 2nd

moments, followed by a partial recovery between the 2nd and 3rd moments. ‘Working
with your subject’ is also the only element in the professional image of teaching for
which repeated measures distinguishes an effect of gender (appendix 8. 21, below, p.
268). As shown by the mean scores for this element (appendix 8. 19, below, p. 267), the
fluctuations in the appreciation of this element are characteristic of the response of
women trainees. Additionally, within-subjects-contrasts show a linear rise of the
variables ‘giving instruction’ and ‘professional development’ and a quadratic change of
the variable ‘broad teacher task’, none of which are confirmed as significant by the
multivariate tests.
The rise of ‘professional development’ corresponds with a rise of attention to self-
development in the open question.
The decline of ‘working with your subject’ appears to contradict the response to the open
question in the broad category ‘being a good subject teacher’, and the rising position of
‘subject specialist’ in the sorting task. However, as presented in the questionnaire,
‘working with your subject’ puts an emphasis both on a scientific approach as well as on
different contexts in which the subject may be taught. Experience with school practice
may well moderate trainees’ views on these specific issues.
In view of trainees’ high and rising appreciation of having variety as a motive for
teaching, they might be also expected to show a positive appreciation of a broad teacher
task. However, trainees’ comments on the heaviness of the teacher task as a notable
change in their outlook on teaching (above, p. 130) may help to account for fluctuations
in their regard for this variable.
Trainees’ growing appreciation of independent learning, as it appears from their
response to the open interview question, is not significantly confirmed by the results of
the questionnaire. But from the survey of mean scores (appendix 8. 19, below, p. 267) it
appears that trainees already show a high appreciation of this variable on entering the
teacher education program.
Taken together, the changes in trainee teachers’ conception of teaching may be
interpreted as reflecting a shift of emphasis from a more global pupil-directed
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orientation towards a stronger concern with the organization of pupils’ learning in the
subjects taught by respondents. Such an interpretation is supported by the stronger
attention respondents show to being a subject specialist, to guiding pupils and tuning in
with their experiences, to supporting independent learning, as well as to extending their
own teaching repertoire. These changes are accompanied by a toning-down of being
open to pupils and stimulating them. Also trainees show a rising awareness and
appreciation of participating on the meso level of the school. Several of these changes are
liable to feed an interest in continuing professional schooling and development.
The question if and how far changes in the outlook on teaching of trainee teachers
involve a convergence towards the outlook of their teacher educators has been examined
with the help of a rank-correlation test (Pearson) comparing trainee teachers’
appreciation of the professional image in the questionnaire ‘Outlook on teaching’ at the
three moments with that of teacher educators as measured at one single moment. For the
whole group of trainee teachers, compared to the whole group of teacher educators,
correlations for the three moments are, respectively: Pearson .80, .94, and .94 (all of them
significant at the 0,01 level). These figures suggest convergence, especially between the
1st and 2nd moments. Confirmation is offered by a T-test registering only one situation in
which trainee teachers and teacher educators differ significantly over a variable, viz. a
higher appreciation of ‘school and society’ by trainee teachers at the first moment
(appendix 8. 22, below, p. 269).
In view of the differences found in the conception of teaching between teacher educators
working in institutes and schools (above, p. 123), it has been further examined (Pearson)
towards which of the two groups trainees’ conception of teaching converges more
strongly. The results are shown in the following table 8. 2.

Table 8. 2: Correlations between the conceptions of teaching of trainee teachers and
teacher educators working in institutes and schools

1st

moment
2nd

moment
3rd

moment
trainee teachers – teacher  educators institute .80 .91 .87
trainee teachers – teacher  educators school .75 .91 .92

These results suggest that in the course of the teacher education program the conception
of teaching of trainee teachers converge more strongly towards that of teacher educators
working in schools.
To round off this section, some parallels may be noted between trainee teachers’
appreciation of motivating aspects of teaching as an occupation, discussed above (p.
125), and of features of the teacher trainees would like to be. In their response on both
issues trainee teachers show themselves strongly oriented towards pupils. Some loss of
confidence in the possibility to put across enthusiasm to pupils is reflected in the toning-
down of expectations about stimulating and inspiring pupils. Also the response to both
questions shows a combined interest in, on the one hand, functioning independently and
bringing in personal ideas and, on the other, participating and cooperating in the school.

The conception of teaching of trainee teachers in establishments ‘A’ and ‘B’
An examination of differences in the conception of teaching between trainee teachers
from ‘A’ and B’ may be best started from an analysis of the results of the questionnaire
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‘Outlook on teaching’ in which the majority of trainees took part. When the teacher
education establishment is introduced as a between-subjects factor repeated measures
indicates four variables, viz. ‘social and moral development’, ‘attention to individual
pupils’, ‘pupil-centered orientation’, and ‘broad teacher task’, as showing significant
differences between the two groups (appendix 8. 23, below, p. 270). These differences
invite further inspection on the level of each of the two groups ‘A’ and ‘B’. As regards
the specially distinctive variable ‘religious identity’, although ratings diverge over time
from a shared reserve towards a moderate acceptance in ‘A’ and towards increasing
indifference in ‘B’, repeated measures finds no significant differences in appreciation by
trainee teachers between the two establishments ‘A’ and ‘B’. Repeated measures also
reveals a difference between the two groups as to their commitment to teaching, to be
discussed further down (below, p. 146).
From a survey of the mean scores (appendix 8. 19, below, p. 267) it may be noted that out
of the twelve general aspects of the professional image (leaving religious identity out of
consideration), at the first moment ten aspects are appreciated more highly by trainees of
‘B’, whereas at the third moment eight of these twelve are rated more highly by trainees
of ‘A’. In the case of six aspects (‘self-regulated learning’, ‘giving attention to individual
pupils’, ‘managing for results’, ‘school and society’, ‘broad teacher task’, and
‘professional development’) the original order of appreciation between ‘A’ and ‘B’ has
become reversed at the 3rd moment. All four variables singled out by repeated measures
as showing significant differences between the two groups ‘A’ and ‘B’ exemplify the
pattern indicated above, as they all show an initial position of ‘B’ equal to or higher than
‘A’, and a final position which is higher for ‘A’. The composite pattern of development
over the 12 variables for ‘A’ and ‘B’, computed as the mean value of the mean scores for
the 12 general variables in the professional image of teaching, is shown in the figure
below.

Figure 8. 1: Appreciation of the professional image of teaching by trainee teachers of
‘A’ and ‘B’
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Interpretation of the differences between ‘A’ and ‘B’ will have to go into the entering
behaviors of the two groups, as well as into the contrasting patterns of change between
the two groups during their stay in the teacher education environment. The pattern
described above suggests that trainee teachers of ‘B’ enter the teacher education program
with a (slightly) higher appreciation of the professional image, as well as perhaps with
higher expectations about its presence in current teaching practice, and that these
expectations are not fully met by their experiences in the course of their teacher
education year. On the other hand trainee teachers of ‘A’, whereas their initial
appreciation and expectations are on a more moderate level and do not appear to be
positively affected by their first experiences in the teacher education environment, end
up by showing a higher appreciation of the professional image presented to them.
As to the pattern of trainees’ response to the questionnaire it may be noted that as a
result of these changes the appreciation of the image of teaching by trainee teachers of
both establishments converges over time. Such a convergence is supported by the results
of the sorting task. Diagrams of the ranking of teacher roles by trainees of ‘A’ and ‘B’ are
presented as appendices 8. 24 and 8. 25 (below, p. 271-272). Correlations between the
ranking of variables by trainees of ‘A’ and ‘B’ (appendix 8. 19, below, p. 267) increase
from a non-significant .52 at the 1st moment to a significant .85 (Spearman) at the 3rd

moment. Significant differences between the appreciation of separate variables decrease
from 4 to 0 between the 1st and 3rd moments (appendix 8. 26, below, p. 273).
When repeated measures are applied to the results of group ‘A’, significant changes over
time are indicated for the variables ‘self-regulated learning’ and ‘broad teacher task’
(linear), as well as ‘working with your subject’ and ‘pupil-centered orientation’
(quadratic) (see appendix 8. 27, below, p. 274). The linear rise in ‘A’ of ‘self-regulated
learning’ corresponds with a rising appreciation of ‘organizer’ and ‘manager of the
learning process’ in the sorting task and of ‘support of independent learning’ in the open
question. The linear rise of ‘broad teacher task’ has no clear parallel in the sorting task
(concentrating on roles in the micro situation) but corresponds with a rise of
‘participating in the school’ in the open question, as well as by a rise of ‘having variety’
as a motivating aspect of teaching. The quadratic changes registered for ‘working with
your subject’ and ‘pupil-centered orientation’ both involve a decline between the first
two moments, followed by a recovery between the 2nd and 3rd moments. As to the former
variable the response of ‘A’ trainees to interview questions rather indicates a sustained
or rising interest in working with your subject and being a subject specialist. But, as was
already remarked in relation to the results of the total group of trainees (above, p. 137),
the scale on working with your subject in the questionnaire puts an emphasis on
specially innovative aspects of dealing with the school subject. The quadratic pattern of
change presented by the variable ‘pupil-centered orientation’ shows some
correspondence with the changing appreciation by ‘A’ trainees of acting as a stimulator,
and of contributing to pupils’ development as a motivating aspect of teaching.
In group ‘B’ repeated measures indicates two variables as showing changes over time,
viz. ‘school and society’ and ‘broad teacher task’ (both linear) (see appendix 8. 28, below,
p. 274). The decline of ‘school and society’ corresponds with the decline of creating an
effect in society and of realizing ideals as motivating aspects of teaching. The decline of
‘broad teacher task’ contradicts a rise of ‘participating in the school’ in the open question
as well as a rise of ‘having variety’ as a motive for teaching. However, it does correspond
with a higher incidence of remarks from ‘B’ trainees on the heaviness of the teacher task
when directly questioned about changes in their perception of teaching.
The differences found between trainees of ‘A’ and ‘B’ for separate variables may serve to
specify the overall pattern of difference between the two groups outlined above. They
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suggest that for such key aspects of the professional image as supporting self-regulated
learning and functioning in a broad teacher task ‘A’ trainees show increasing recognition
and appreciation during their teacher education year. On the other hand, as to this same
broad teacher task as well as to the social effects of their functioning as teachers, trainees
of ‘B’ appear rather to have lost some of their initial regard.
As was done in the case of the whole group of trainee teachers (above, p. 138), a
correlation test (Pearson) has been used to see if and how far the conception of teaching
of trainee teachers of ‘A’ and ‘B’ converges with that of their teacher educators. In the
case of ‘A’ trainees’ conception of teaching converges in a linear way (respectively .73,
.87, and .94) with that of their teacher educators. The same pattern holds good for each of
the two groups of teacher educators (institute and school), although at each of the three
moments correlations with teacher educators working in schools (respectively .73, .88,
and .95) are higher than with those working in the institute (respectively .71, .72, and
.86).
In the case of trainees of ‘B’ conceptions converge between the 1st and 2nd moments ( .81
and .88) but subsequently diverge between the 2nd and 3rd moments (.88 and .85). This
pattern holds good for each of the two groups of teacher educators. As opposed to ‘A’, at
each of the three moments correlations of ‘B’ trainees are higher with teacher educators
working in the institute (respectively .82, .88, and .84) than with those working in schools
(respectively .78, .82, and .80).

8. 4. 3 The school in which trainee teachers would like to work
Interviewed trainee teachers have been asked for their preferences for a school as their
working environment in the form of an open question (‘At what kind of school would
you like to work?’) at each of the three moments during their teacher education year.

Categorization of the response
The response to this question has been ordered into 20 categories, on the basis of
statements made by respondents. The first 18 of these categories represent aspects
trainees consider relevant for their choice of a school, viz. ‘type of school’, ‘pupils’,
‘school concept’, ‘denomination’, ’location’, ‘size’, ‘rules’, ‘atmosphere’, ‘colleagues’,
‘communication’, ‘cooperation’, ‘school development’, ‘management’, ‘organization’,
‘facilities’, ‘support of (beginning) teachers’, ‘freedom’, ‘own subject’. The remaining two
categories have been created to accommodate, respectively, the wish to explore and
compare schools before making a choice and some statements defying classification.
For a number of categories further distinctions have been introduced to register
considerations and preferences expressed by respondents in relation to these aspects.
For the category ‘type of school’ distinctions made by respondents are: general
secondary education versus vocational education, higher education, adult education,
international school, or industry; mainstream school versus school with a special
pedagogy such as Montessori, Dalton, Steiner; multicultural versus ‘white’ school; high
level versus low level or broadly comprehensive setting; higher grades versus lower
grades.
In the category ‘pupils’ learners are distinguished as easy (e. g. pleasant, approachable,
motivated, inquisitive) versus difficult (e.g. violent, criminal, unmotivated).
For ‘school concept’ distinctions are made between a pupil- or person-oriented and a
result- or achievement-oriented school, and between schools with mixed ability versus
streamed grouping. Preferences are expressed as to the practice of special features such
as variation in instructional procedures, working individually or in groups, independent
learning and learning under pupils’ own responsibility, interdisciplinary projects,



142

extracurricular activities, development of creativity, social or moral education,
cultivation of mutual respect, differentiation in the approach of younger and older
pupils, a well-developed system of pupil guidance.
For ‘denomination’ the one distinction made by respondents is between a non-
denominational or non-ideological, and a denominational school.
For ‘location’ distinctions are made between big and small cities, between problem and
non-problem areas, and between proximity and distance from respondents’ homes.
For ‘size’ distinctions are between a big, a medium-size, and a small school.
For ‘rules’ respondents distinguish between a school using strict or, at least, clear rules,
and supporting (beginning) teachers in the enforcement of these rules; and a school
which does without rigid rules.

Preferences for a school environment
A survey of results, on the level of response categories, is presented in a table included as
appendix 8. 29, below, p. 275.
In the response of the total sample four categories, viz. ‘school concept’, ‘type of school’,
‘denomination’ and ‘colleagues’, remain present in the five categories most frequently
mentioned at all three moments. At the first two moments they are supplemented by
‘atmosphere’, at the 3rd moment by ‘size’.
In the total sample between the 1st and 3rd moments increasing mention is made of the
categories ‘colleagues’, ‘organization’, ‘school development’, ‘rules’, ‘location’, ‘facilities’,
‘type of school’, ‘size’, and ‘school concept’. Gradually less mentioned are the categories
‘wanting to further explore and compare schools’ and ‘atmosphere’.
Increasing preference is expressed for teaching in a non-denominational setting, for
teaching at a smaller school, and at a school which is flexible in its handling of rules.
Decreasing preference is expressed for working in educational settings other than
secondary schools, for teaching at the highest level, for teaching in schools with a special
pedagogy, and for teaching ‘easy’ pupils.
The results invite comparison with the mixed composition of trainees’ motivation
discussed above (p. 125). Trainees’ preferences for a school environment, as well, show a
varied composition, in which practical, social and educational criteria are included. As to
these last criteria the results make clear that for most trainees the pedagogic identity of
the school carries more weight than its religious identity.
Over the teacher education year trainees’ preferences appear to reflect a gradual
acceptance of ‘regular’ schools as a suitable working environment.

Preferences for a school environment in ‘A’ and ‘B’
At the 1st moment the clearest differences between ‘A’ and ‘B’ are that ‘A’ respondents
make more frequent mention of ‘denomination’, ‘colleagues’ and ‘size’, whereas ‘B’
respondents more frequently mention ‘rules’, ‘management’, and ‘communication’.
 Between the 1st and 3rd moments the response from trainees of establishment ‘A’ shows
increasing attention to ‘cooperation’, ‘communication’, ‘atmosphere’, ‘management’, and
‘own subject’. The response from trainees of ‘B’ shows increasing mention of ‘school
concept’, ‘type of school’, ‘rules’, and ‘size’. Gradually less frequently mentioned are
‘atmosphere’, ‘communication’, ‘cooperation’, and ‘freedom’.
At the 3rd moment respondents from ‘A’ give more attention to ‘denomination’,
‘communication’, ‘colleagues’, ‘cooperation’, and ‘location’; respondents from ‘B’ to
‘rules’.
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These findings do not allow a clear overall distinction between the preferences of ‘A’ and
‘B’. As to the aspect of ‘rules’ the results suggest that trainees of ‘B’ are and remain more
preoccupied with matters of discipline.

8. 4. 4 The conception of teaching of trainee teachers and the conception of
teaching of their teacher education establishment
The outcomes of the questionnaire suggest (although without significance) that trainee
teachers of ‘A’ are increasingly more prepared than their colleagues of ‘B’ to support the
religious identity of their school. But at the same time an increasing number of trainees
of ‘A’ express a preference to work in a non-denominational – or at least a not strictly
denominational – school.
Our findings do not suggest that trainees from establishment ‘B’ are more strongly
oriented towards functioning on the meso level, nor that they take a stronger interest in
research and innovation, than trainees from ‘A’.
A stronger emphasis on values and standards in establishment ‘A’ may be seen to work
through in a rising appreciation of social and moral development with trainees of ‘A’,
contrasted to a fall with trainees of ‘B’. But this divergence is not significant, and the
appreciation of the teacher’s role as a pedagogue is practically identical for the two
groups.
Altogether, as in the case of teacher educators, differences between the two
establishments as read from their documents, are not clearly reflected in the outlook on
teaching of trainee teachers.

8. 4. 5 Trainee teachers’ commitment to teaching
Trainee teachers’ commitment to teaching has been examined both with the help of an
open interview question (‘Do you want to be a teacher?’) and of a special scale in the
questionnaire ‘Outlook on teaching’.

Results from interviews
In the total sample the question ‘Do you want to be a teacher?’ is answered affirmatively
- with or without conditions - at the three moments by a large majority of respondents
(75% to 95%). The number of affirmative answers increases between the 1st and 2nd

moments and decreases to the same extent between the 2nd and 3rd moments.
Affirmative answers are given without conditions by over half of the respondents at the
three moments. Conditionally affirmative answers are given at these moments by 29% to
45% of respondents. In the total sample the small number of doubting respondents
decreases between the 1st and 3rd moments. Negative answers to this question are only
given at the 3rd moment, by 2 respondents from the ‘A’ group.
A survey of results is presented in table 8. 3 below.
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Table 8. 3: Trainee teachers’ attitudes towards becoming a teacher

Categories Measuring
moments

‘A’
(n = 12)

‘B’
(n = 19)

TOTAL
n = 31)

‘yes’ 1
2
3

5
5
6

42 % 1)
42 %
50 %

13
11
10

68 %
58 %
53 %

18
16
16

58 %
52 %
52 %

‘yes if’ 1
2
3

5
6
3

42 %
50 %
25 %

  4
  8
  8

21 %
42 %
42 %

  9
14
11

29 %
45%
35 %

‘perhaps’ 1
2
3

2
1
1

17 %
  8 %
  8 %

  2
  0
  1

10 %
  0 %
  5 %

  4
  1
  2

13 %
  3 %
  6 %

‘no’ 1
2
3

0
0
2

  0 %
  0 %
17 %

  0
  0
  0

  0 %
  0 %
  0 %

  0
  0
  2

  0 %
  0 %
  6 %

1) Percentages refer to the number of respondents making statements in a category, in relation to
the size of the sample. Percentages have been added to facilitate comparison between the groups
‘A’ and ‘B’.

Conditions qualifying respondents’ commitment to teaching are expressed by them not
only in the case of conditional affirmatives, but also in connection with other response
alternatives. All statements about conditions have been inventoried and ordered into 8
categories. A survey of these statements is presented in a table included as appendix 8.
30, below, p. 277.
Below trainees’ conditions are reported in an order of decreasing mention over the three
moments. The same indicators have been used as in the case of the sorting tasks: ‘many’
for upward from 12 mentions, ‘a number of’ for 7 through 11 mentions, ‘some’ for 2
through 6 mentions. Direct quotations have been indicated by quotation marks.
Working part-time is mentioned by many trainees as a matter of preference or as an
exclusive condition. Some respondents look for a combination of teaching and some
other activity, such as environmental work, curriculum or courseware development, or
journalism. Others express a fear of becoming too much absorbed by teaching, at the
expense of creativity, reflection, keeping up your subject, personal development, or job
satisfaction. In this connection some respondents mention drawbacks of teaching:
heaviness of the teacher’s task, time pressure, discipline problems, and – possibly, with
time - boredom. In four out of five cases in which an unconditional affirmation of
teaching becomes qualified in the course of the teacher education program this
qualification concerns the wish to work part-time.
Many respondents want to have their initial choice of teaching as an occupation
confirmed by the postgraduate program. This reservation is sometimes worded in terms
of job attractiveness (‘want to see if I like it’), but more often in terms of uncertainty
about being fit for teaching (‘want to see if I can do it’). Elaborating on this condition
respondents bring up special points: personal defects to be overcome, dealing with
pupils and exercising authority, keeping order, dealing with time pressure, providing for
weak pupils, standing up to a very heavy job, achieving efficiency in preparing lessons,
coping with uncertainty about results.
A number of respondents regard teaching as a temporary occupation. For some teaching
is an intermediate step towards work they prefer, viz. educational work in a museum or
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working abroad. Others emphasize their unwillingness to make a life-long commitment:
‘not for life’, ‘not until retirement’.
A number of respondents want to keep alternatives open. They do so because they do
not feel a special calling for teaching; have a preference for other work such as
journalism, publishing, or work in an international setting; or reserve the possibility of a
career in industry or of doing educational work outside the school. For some
respondents the consideration of alternatives is bound up with drawbacks they associate
with teaching, such as the heaviness of the teacher task, lack of freedom, or the lack of
career perspectives.
Some respondents make special demands on the school environment in which they
would like to teach. The specifics of these demands have been presented in connection
with trainees’ preferences about schools (above, p. 142).
Some respondents see a career in teaching as dependent on the labor market.
Some look for breadth and variety in teaching. Apart from classroom teaching these
trainees want to engage in other tasks, such as methods development or research.
Some see teaching as a first step towards a further career in education. Specifically
mentioned are middle management and working in an international school.
As to changes over time with respect to these conditions

- working part-time is mentioned increasingly;
- special demands on the school environment are mentioned from the 2nd moment

and especially at the 3rd moment;
- gradually more concern is expressed about the labor market;
- confirmation of an initial choice for teaching, teaching as a temporary

occupation, and breadth and variety, are mentioned less often.
With respect to these conditions one point of difference between the two groups ‘A’ and
‘B’ is that ‘B’ respondents make comparatively more demands on the school
environment in which they want to work.
Asked directly after changes in their outlook on teaching, at the 2nd moment 32% of
respondents in the total sample spontaneously report a growing affirmation of teaching,
10% a declining affirmation, 6% an unchanged appreciation. At the 3rd moment the score
for growing affirmation has fallen to 19%; declining affirmation stays at 10%; an
unchanged appreciation is no longer reported. Below we present a survey of trainees’
comments on these changes.
On the positive side teaching has turned out to be pleasanter and more of a challenge than
expected. Working in education has proved to be more varied and more stimulating. The
dynamics of the profession will make it possible to continue teaching for a longer time. Practice
has taken away doubts and fears about being able to teach. Self-knowledge and self-reliance have
been strengthened. Pleasure and satisfaction increase with growing competence.
On the negative side teaching has proved more difficult, more subject to constraining
circumstances, and less rewarding than expected. Easy relations with classes are disturbed by
discipline problems. Prescribed curricula and timetables take away variety. Senior colleagues
show themselves negative about current changes. Innovation seems to boil down to a lot of talking
and little action.

Results from the questionnaire
As read from their response to the questionnaire trainee teachers’ commitment to
teaching shows a small, non-significant decline between the 1st and 2nd moments,
stabilizing on a level of moderate agreement with the statements presented to them. If
the sex of trainee teachers is introduced as a between-subjects factor repeated measures
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show no effects of this factor on trainees’ commitment to teaching (appendix 8. 21,
below, p. 268).
The repeated measures procedure, while not showing significant changes over time for
the total group of trainee teachers, does show a significant difference between the
response from ‘A’ and ‘B’. The nature of this difference may be visualized with the help
of a diagram.

Figure 8. 2: Commitment to teaching of trainee teachers of ‘A’ and ‘B’

It is noteworthy that the difference between trainees of ‘A’ and ‘B’ in their response to
the scale on commitment shares the character of the differences shown by repeated
measures between the two groups for a number of aspects of the professional image, as
discussed above (p. 139), viz. a gradual reversal of appreciation in which the
appreciation of trainees in ‘A’ comes to exceed that of trainees in ‘B’.
Specifically for group ‘B’ repeated measures further indicates a significant decline over
time of a linear character. This finding corresponds with a decline of unconditional
affirmatives in answers of ‘B’ trainees to the open interview question.
Individual cases have been inspected for the question how far changes in the
commitment to teaching of trainee teachers correspond with changes in their outlook on
teaching (research question 3. 3). For this purpose variables have been computed for the
subtraction of trainees’ scores for conception of teaching and commitment to teaching at
the 1st moment from those at the 3rd moment. A combination of positive outcomes of
these subtractions has been interpreted as a corresponding rise, and a combination of
negative scores as a corresponding decline. As a result of this operation it appears that
changes in commitment to teaching correspond with changes in trainees’ conception of
teaching in 61% of the examined cases, of which 29% reflect a corresponding rise of the
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two variables and 32% a corresponding decline. This leaves 29% of cases showing no
correspondence.
The question if and how far the commitment of trainee teachers converges with that of
their teacher educators has been examined with the help of a T-test, comparing the mean
score of trainee teachers for commitment to teaching at each of the three measuring
moments with that of their teacher educators as measured at one single moment. In the
total group the commitment to teaching of trainee teachers diverges downward from
that of their teacher educators. In the case of establishment ‘A’ the commitment of trainee
teachers converges towards that of their teacher educators, from a significant difference
at the first moment. This convergence is specifically directed towards the commitment to
teaching of teacher educators working in schools, which is on a higher level than that of
their colleagues working in the institute. In the case of establishment ‘B’ the commitment
of trainee teachers starts above, but over time sinks below that of their teacher educators,
converging towards the comparatively lower level of the commitment to teaching shown
by teacher educators working in the institute. However, neither of these differences is
significant.

8. 5 Synthesis and interpretation
To round off this chapter, we will attempt, from the results described above, to achieve a
more rounded view of trainee teachers’ outlook on teaching as it takes shape in the
course of the teacher education year. For this purpose the outlook on teaching of trainee
teachers will be considered in relation to the documented image of teaching on the
macro and meso levels, and to the outlook on teaching of the teacher educators by whom
trainee teachers are trained.
In chapter 5 (above, p. 90) four elements of the documented professional image of
teaching were identified as, respectively, functioning as a guide for the active and self-
regulated learning of pupils, functioning as a participant in teamwork, functioning in an
extended task, and functioning as an extended professional, able to design learning
situations on the basis of disciplinary and educational knowledge, and prepared to
engage in continued professional development.
On all four of these counts it appears from the results described in this chapter that the
outlook on teaching of trainee teachers shows a measure of correspondence with the
public image.
As to the guidance of pupils’ active and independent learning the results make clear that
for most trainees the roles of a stimulator and guide are key roles, taking precedence
over the role of an instructor, and less markedly, over the teacher’s role as a transmitter
of knowledge. As shown by their appreciation of teacher roles, trainees show themselves
already strongly oriented towards pupils on entering the program. What is added
during this program is an appreciation of the craftsmanship needed to implement such a
view. Such an addition may be interpreted from the growing importance trainees
attribute to the teacher’s role as an organizer of the learning process. Another effect of
trainee teachers’ stay in the teacher education environment may be identified as a
growing awareness of difficulties attending the realization of the concept of active and
independent learning in secondary schools.
In the matter of the teachers’ membership and participation, as contrasted to their
individual autonomy, the response of trainee teachers reflects the mixed position
expressed in OECD, 1990 (p. 44). On the one hand trainee teachers show an appreciation
of the need and the benefits of working together in teams and participating in school
activities. Although the subject trainees share with other teachers is viewed as an
important factor in contacts and cooperation with colleagues, trainee teachers clearly do
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not see it as the only connecting link. Also trainees tend to accept and welcome variety in
the teacher task as making their job more interesting. But on the other hand many
trainees rank independence and the room to put in personal accents among the most
important assets of teaching.
As to their own professionalism, trainee teachers appear to regard designing lessons and
developing materials as an inherent part of their job. Such an extended professionalism
also agrees with their wish for a measure of independence reported above. Participating
in school activities, though mentioned increasingly during the teacher education
program, does not, at this stage, appear to be a central element in most trainees’ outlook
on teaching. On this issue, as on others, it should be borne in mind that in initial teacher
education both trainee teachers and the teacher education environment are primarily
concerned with the development of a starting competence.
Most interviewed trainee teachers appreciate the need of continued professional
schooling. For some continued schooling is related to a perspective of career
development. That respondents are not very specific in their ideas about continued
schooling may be seen to correspond with a lack of clarity about further schooling in the
public image of teaching, as well as with a lack of attention to this issue in documents of
the teacher education environment.
As to other issues, as well, uncertainties of trainee teachers about aspects of their
function and task, may be seen to correspond with a lack of clarity or consensus in the
public sphere. Thus, trainee teachers appear to attach importance to the idea of
contributing to pupils’ development, both within and outside their own subject. But
many express uncertainty about the nature of this contribution, or about the feasibility of
making such a contribution to pupils in the school. More specifically respondents are
uncertain about the pedagogical role teachers might fulfil. These uncertainties reflect a
lack of clarity about educational goals and about the teacher’s pedagogical role as
reported from documents.
Trainees’ comments on the school in which they would like to work suggest that many
of them hope and expect their school to provide a platform defining shared educational
goals and roles for its teachers. Also they appear willing to help develop such a platform.
It seems that for most the idea of a school concept answers this expectation better than
the idea of a denominational school. But at the same time trainees are aware of the need
to find kindred souls among colleagues with whom personal ideals and ideas can be
shared, as a condition for working out and realizing a school concept.
On the whole respondents see the hard core of their work as a teacher in fulfilling the
requirements of the curriculum and the set final terms. Over against this functional core
they stress the importance of such social factors as good contacts with pupils and
colleagues, as making the teacher’s job more interesting and attractive. Such a view of
the teacher’s job comes close to what is known about the appreciation of school life
entertained by pupils.
The above interpretation is supported by the frequent comments trainees make on a fall
of idealism or an increasing realism about teaching as an occupation. In this connection it
is noteworthy that trainees put a continued strong emphasis on their role as a stimulator
of pupils’ learning. This emphasis suggests a particular mixture of realism and idealism.
In their appreciation of pupils’ active and independent learning trainees show
themselves realistic by attributing an important and necessary role for the teacher in
building up and maintaining pupils’ motivation to learn. But to the extent that they
overemphasize their responsibility for pupils’ motivation they manifest an idealism
which makes them vulnerable to frustration and guilt in case their own dedication and
drive prove to be insufficient or ineffective.
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Considering the risks of such a commitment it is important to note that trainees’ realism
about teaching involves the acceptance of a mixed motivation for teaching including
both functional and social factors and the consideration of a variety of personal benefits
of a material and non-material nature. The great majority of trainees do not see teaching
as a vocation demanding a total dedication. Instead, their comments suggest a view of
teaching in which commitment to teaching does not exclude the wish to make teaching a
part time job, or a job to be fulfilled on a temporary basis. Such an approach may help
prospective teachers to better keep up their enthusiasm and commitment, and to stand
up to difficulties and setbacks. It also may contribute to toning down the position of
teachers and teaching as an isolated profession and to opening up this profession for
interaction and exchange with other areas in the social environment in which it is
embedded and in which it has to be functional.
The results of this chapter suggest that for the shaping of an outlook on teaching of
trainee teachers the outlook on teaching of their teacher educators plays an important
role, in the sense that they represent and model a professional image of teaching for
trainee teachers more powerfully than documents.
That trainee teachers of ‘A’ and ‘B’ do not show emergent differences in their outlook on
teaching in relation to different accents in the documented views of their establishments
may be more easily understood in relation to the finding that such differences do not
appear, either, in the views of their teacher educators.
Also the finding that trainee teachers of ‘A’ show a growing commitment to teaching
deserves to be considered in relation to the two findings that (first) there is a consonance
between the outlook on teaching of teacher educators working in the institute and in
cooperating schools and (second) that in the shaping of their outlook on teaching trainee
teachers are more strongly oriented to the most committed group, viz. teacher educators
working in schools.
Inversely, the declining commitment to teaching among trainees of ‘B’ may be better
understood against the background of differences between a more academic and a more
commonsensical view of teaching as represented, respectively, by teacher educators of
the institute and of schools. To the extent that – within this area of tension - trainee
teachers of ‘B’ orient themselves more strongly towards teacher educators of the
institute, they may also come to share the more reserved commitment to teaching of
these teacher educators.
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CHAPTER 9: THE OUTLOOK ON TRAINING CONDITIONS OF TEACHER
EDUCATORS AND TRAINEE TEACHERS

9. 1 Introduction
This chapter continues the presentation of results on the personal level started in the
previous chapter. It is devoted to the presentation and discussion of results concerning
the outlook on training conditions of teacher educators and trainee teachers. As such it
seeks to provide answers to the research questions about training conditions in the
teacher education environment (above, p. 60, 65) and to the expectations which were
attached to these questions from the theoretical background of this study (above, p. 60,
66).
The structure of this chapter is as follows:
Some methodological remarks will be made concerning the way in which the data,
obtained by the use of different instruments, have been examined and tested (9. 2).
Results concerning the outlook on training conditions of teacher educators will be
presented in section 9. 3; results concerning the outlook on these conditions of trainee
teachers in section 9. 4. The chapter will be concluded by a discussion of these results (9.
5).

9. 2 Procedure for the examination of the data
The data have been examined to provide answers to research questions about the
appreciation of training conditions in the teacher education environment by teacher
educators (research questions 2. 2 through 2. 4, above, p. 65) and by trainee teachers
(research questions 2. 5 and 2. 6, ibid. ). They have been further examined with a view to
comparing the outlook on training conditions of teacher educators with those of trainee
teachers (research question 2. 7, ibid.).
Data on the subject of training conditions have been provided by an open question put to
trainee teachers in the third round of interviews (‘What situations in your teacher
education environment have supported you most in getting a clearer view of teaching as
an occupation?’), and by the questionnaire ‘Outlook on teacher education’ which was
submitted to both teacher educators and trainee teachers. To trainee teachers this
questionnaire was submitted towards the end of their teacher education year.
As in the case of trainees’ outlook on teaching the open interview question has been used
primarily to create an inventory of trainees’ views and to indicate patterns and trends.
With respect to the questionnaire, correspondences in the ranking of training conditions
for desirability by different categories of respondents have been examined at the 0.05
level with the help of a correlation test (Pearson). Also at the 0.05 level T-tests have been
used to examine differences in the appreciation of separate variables by different
categories of respondents. As the questionnaire was administered only once no changes
over time have been examined.

9. 3 The outlook on training conditions of teacher educators
A general survey of results is presented in appendix 9. 1 (below, p. 278). All of the six
training conditions presented in the questionnaire are rated by the total group of teacher
educators as desirable to highly desirable. Supporting an exchange of practice
experiences ranks highest, followed – in an order of decreasing appreciation – by
support of trainees in making personal choices, showing commitment to a view of
teaching and schooling, being explicit about views, orienting trainees in educational
views and issues, and opening one’s practice to trainees for discussion and participation.
As to the six training conditions taken together, computed as the mean value of the mean
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scores for the separate variables, teacher educators consider them to be more fully
realized in their personal practice than in the practice of their teacher education
establishment.
When the total group of teacher educators is split up between establishments ‘A’ and ‘B’,
the ranking of training conditions for desirability between the two groups shows a high
correlation (Pearson .95). This correspondence is corroborated by a T-test, which shows
no significant differences on this point between the two groups. However, if the two
groups are compared for the realization of training conditions in the teacher education
establishment and in their personal practice, teacher educators of ‘A’ show a higher
appreciation in all cases except for the support of trainees’ exchange of practice
experience in their own personal practice. For an interpretation of this exception it may
be considered that the functional position of teacher educators, as involving the guidance
of either single or several trainee teachers, rather than their membership of either of the
two establishments, to a large extent determines their possibilities for such an exchange.
As to the ensemble of training conditions it is important to note that teacher educators of
‘B’ show themselves far more critical about their presence in the teacher education
establishment than their colleagues of ‘A’ and that they express a stronger sense of
discrepancy between training conditions they regard as desirable and the conditions
they perceive in their teacher education environment.
As in the case of teacher educators’ outlook on teaching (above, p. 123 ff.), the results
have also been inspected for possible differences between teacher educators working in
institutes and schools, between teacher educators of different sex, and, in the case of
establishment ‘B’, for differences between teacher educators in schools accommodating
either regular or inservice trainees.
Ranking of training conditions for desirability between teacher educators in institutes
and schools shows a high correlation (Pearson .95) and the two groups differ
significantly as to one variable only, viz. a higher appreciation by teacher educators
working in institutes of the desirability of opening your practice to trainees for
discussion and participation. Also teacher educators working in institutes show a higher
appreciation of the desirability of all six training taken together.
In each of the two establishments taken separately (appendix 9. 2, below, p. 279)
correlations for the desirability of training conditions between the two groups are high
(Pearson .89 for ‘A’ and .92 for ‘B’) and in each significant differences appear only for the
desirability of one training condition (supporting personal choices in ‘A’ and opening
your practice to discussion and participation in ‘B’). In both cases teacher educators in
the institute show a higher appreciation of desirability than their colleagues in schools.
For all of the six training conditions taken together, their desirability in ‘B’ is more highly
appreciated by teacher educators in the institute than by their colleagues in schools. In
this respect teacher educators of ‘A’ shows themselves more homogeneous in their
attitude towards training conditions, as was also the case with regard to their outlook on
teaching (above, p. 124).
When comparing teacher educators on the basis of gender (appendix 9. 1, below, p. 278),
whereas ranking of training conditions for desirability show a high correlation (Pearson
.90), a number of differences appear in the appreciation of separate variables, all of
which involve a higher appreciation by male teacher educators. Specifically these
differences concern the desirability of orienting trainees in educational views and issues,
of opening one’s practice to trainees for discussion and participation, and of showing
commitment to a view of teaching and schooling. Also men show a higher appreciation
of the realization of orientation and participation in the practice of their establishment,
and of supporting personal choices of trainees in their personal practice as teacher
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educators. The present study has not been designed in a way to allow interpretation of
gender differences, but the findings suggest that gender must be accepted as a factor in
the appreciation of training conditions.
As to the difference between teacher educators in schools of establishment ‘B’
accommodating – respectively - regular and inservice trainee teachers, no significant
differences were found for separate variables (appendix 9. 2, below, p. 279). The ranking
of training conditions for desirability in the two groups of teacher educators shows a
high correlation (Pearson .86). Hence in the interpretation of results these two types of
teacher educators in schools of ‘B’ have been regarded as a single group.

9. 4 The outlook on training conditions of trainee teachers
The interview question ‘What situations in the postgraduate program have supported
you most in the development of your outlook on teaching as an occupation?’ was first
put to respondents as an open question. After their spontaneous answers a checklist was
handed to respondents inviting them - if they so desired - to add to their original
response. This checklist referred to elements (situations and participants) in the teacher
education program with possible relevance to the question (see appendix 6. 5, below, p.
232).
The response has been ordered into three broad categories, viz. ‘school’, ‘institute’, and
‘general points’. The broad category ‘school’ has been split up into a micro and a meso
section. The broad category ‘institute’ has been split up into a general section, a section
for subject methodology, and a section for educational studies. A survey of the results on
the basis of this categorization is presented in appendix 9. 3, below, p. 280.

Appreciation of training conditions in the total group of trainee teachers
In the total sample trainees’ remarks on training conditions are distributed over the three
main categories in a proportion of ‘school’ 43%, ‘institute’ 24%, and ‘general’ 33%.
In an order of decreasing frequency categories often mentioned in the area of the school
are: ‘own teaching practice’, ‘school practice’, ‘ school practice teacher’, ‘lesson planning
and evaluation discussions’, ‘colleagues / subject department’, ‘observation’, and
‘pupils’.
The importance of teaching practice in the eyes of trainees may be illustrated with a
selection of their statements in response to the interview question:
You learn most from your own teaching, including the reactions of your pupils.
Teaching practice challenges your prejudices and puts your ideals to the test.
Performing as a teacher is the best way to get an idea of the teacher’s job.
Having to cope with both easy and difficult classes is the ultimate test of your viability as a
teacher.
Work is the place where you run into problems you want to delve into and solve. You can only
learn from your own experiences, you cannot avoid learning the hard way.
The importance of key functionaries such as the school practice teacher or the subject
methodologist is seen to reside by trainees in their functioning as stimulating models for
observation, as coaches and guides, as partners in cooperative work. Some statements of
trainees are:
My practice teacher comes in, asks pupils what is on the agenda, starts explaining, everybody
listens. I think wow is this possible? I almost feel jealous.
My subject methodologist was very stimulating: she showed me all the variety a teacher’s job can
offer.
What supported me most was the talks with my school practice teacher and the feedback he gave
me.
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I liked the contact with practice teachers over coffee, the tips they gave about things you do not
find in books.
Categories frequently mentioned in the area of the institute are: ‘subject methodology’
and ‘intervision’.
General categories frequently mentioned are: ‘informal contacts and exchanges’ and
‘critical remarks’. ‘Informal contacts and exchanges’ is the category most frequently
mentioned in the total sample. Informal contacts and exchanges are considered
important because you can feel supported by problems reported by other trainees as well
as stimulated by their creative ideas, and because they are a welcome antidote to an
overemphasis on theory in the program.
Trainees’ critical remarks range over a variety of training conditions. The most
frequently voiced criticism concerns the theoretical character of the program. For one
trainee this program does not tune in with traditional teaching practice in schools;
another expresses a preference for practical examples instead of theory. Another
repeated criticism refers to trainees feeling overtaxed by a program squeezing too much
material into one single year. Such an overload produces stress and kills reflection. Also
it leaves insufficient time for informal contacts. Further critical remarks concern program
elements which are considered irrelevant, or – inversely – are sorely missed (‘how pupils
are put together’), as well as elements coming at the wrong moment, ending too soon, or
being insufficiently provided for (such as guidance during teaching practice).
A survey of the response of trainees to the questionnaire is presented in appendix 9. 4
(below, p. 282). Out of the six training conditions in the questionnaire five are
appreciated by trainee teachers as desirable; one condition, viz. that the teacher
education establishment should show commitment to a view of teaching and schooling,
is not clearly regarded as desirable by the whole group. For the five training conditions
trainees regard as desirable their priorities correspond with those of teacher educators.
In a decreasing order these priorities are: supporting the exchange of practice
experiences, supporting trainees in making personal choices, being explicit about views,
orienting trainees in educational views and issues, and opening practice to trainees for
discussion and participation.
As in the case of teacher educators, in the appreciation of trainees the presence of desired
training conditions in the teacher education environment falls short of their desirability.
The strongest reserve is expressed by trainee teachers as to the experienced presence of a
teacher education environment which is open to discussion and participation, and
explicit about its views.

Appreciation of training conditions by trainee teachers of ‘A’ and ‘B’
In the response to the interview question of trainees of establishment ‘A’ the distribution
of statements over the three main categories is ‘school’ 38%, ‘institute’ 27%, ‘general’
35%. For trainees of ‘B’ this distribution is ‘school’ 45%, ‘institute’ 22%, ‘general’ 33%.
These different distributions suggest that trainees of ‘A’ experience comparatively more
support from the institute for the development of their outlook on teaching than trainees
of ‘B’, whereas these latter trainees feel themselves comparatively more supported by the
school.
Looking more closely at the area of ‘school’ the distribution of statements over the micro
and meso levels also differs between the two groups. Among trainees of ‘A’ the
proportion is micro 83%, as against meso 17%; with trainees of ‘B’ micro 69%, as against
meso 31%. This suggests that the stronger emphasis on the school among trainees of
establishment ‘B’ is specifically directed to the meso level. This difference between
trainees of ‘A’ and ‘B’ may be associated with a stronger accent put in documents of ‘B’
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on teachers’ functioning on the meso level, which is also reflected in the organization of
the school practice of trainees (above, p. 95).
In the broad category ‘institute’ the response from trainee teachers of ‘A’ shows the
distribution ‘general institute’ 38%, ‘subject methodology’ 29%, ‘general education 33%,
as against a distribution ‘general institute’ 31%, ‘subject methodology’ 17%, ‘general
education’ 52% in the response of ‘B’. This difference, showing a stronger accent on
subject methodology in ‘A’ as against a stronger emphasis on general education in ‘B’,
may be associated with the different accents as to teachers’ functioning on the micro and
meso levels reported above.
On this point it should be added that the differences in the appreciation of training
conditions by trainees of ‘A’ and ‘B’ are not reflected in their conception of teaching as
reported in the previous chapter. There it was found that ‘A’ and ‘B’ trainees do not
significantly differ as to their appreciation of being a good subject teacher and
participating in the school (above, p. 139).
Comparison of the response of trainees of ‘A’ and ‘B’ to the questionnaire does not show
a significant difference as to the desirability of the six presented training conditions in
the two groups. The ranking of training conditions for desirability between the two
groups shows a high correlation (Pearson .94). But the two groups do differ in their
appreciation of the presence of the ensemble of these conditions in their teacher
education establishment. Trainee teachers of ‘A’ show a relatively higher appreciation of
the presence of these conditions. Also they express a lesser sense of discrepancy between
training conditions regarded as desirable and conditions as perceived in their teacher
education environment. Specifically, trainees of ‘A’ show themselves more satisfied
about the orientation they receive in educational views and issues (appendix 9. 4, below,
p. 282).
As to the distinction between regular and inservice trainee teachers of establishment ‘B’
the ranking of training conditions for desirability between the two groups shows a high
correlation (Pearson .98). A significant difference was found for one variable (see
appendix 9. 4, below, p. 282), inservice trainees showing themselves more appreciative of
the support they received in the exchange of practice experiences than regular trainees.
This finding may be interpreted as reflecting a difference in the way inservice trainees
were treated by the establishment, viz. as a special group remaining constant over the
year for a variety of curricular elements (Establishment ‘B’, 1994, p. 39). As put by one
inservice trainee: We had a fantastic inservice group with ages from 23 to 45.
The only two differences shown by the division of trainee teachers for gender are that
female trainee teachers regard the exchange of practice experiences and participation as
(even) more desirable than the men. We can only speculate about the question why
gender should have different effects on the appreciation of training conditions among
trainee teachers and teacher educators (above, p. 152).

Comparison of the appreciation of training conditions of teacher educators
and trainee teachers
From a comparison of the whole group of teacher educators with the whole group of
trainee teachers (see appendix 9. 5, below, p. 283) it appears that the two groups differ
over the desirability of three conditions (being explicit, supporting the exchange of
practice experiences, and showing commitment to a view of teaching and schooling).
These differences are corroborated by a correlation test showing a non-significant
correlation between the rankings of training conditions for desirability in the two groups
(Pearson .80). Also they differ over the presence of all six conditions in the teacher
education environment. In all cases the appreciation of teacher educators is higher than
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that of trainee teachers. This general pattern is reflected in both establishments ‘A’ and
‘B’. In these two establishments, as in the total group, overall desirability as well as
overall realization of the six conditions are rated higher by teacher educators. In
establishment ‘A’ teacher educators and trainee teachers differ over 11 variables, in
establishment ‘B’ over 9. Specific differences for ‘A and ‘B’ are that in ‘A’ teacher
educators and trainee teachers differ over the desirability of explicitness and personal
choice and over the presence of commitment to a view of teaching, whereas in
establishment ‘B’ they differ over the desirability of an exchange of practice experiences
(which teacher educators appear to appreciate even more highly than trainee teachers).
However, when teacher educators and trainee teachers of the two establishments are
examined for their ranking of the training conditions, the correlation between the two
groups of participants turns out to be (significantly) high in establishment ‘A’ (Pearson
.86) as against lower in ‘B’ (Pearson .67, non-significant).

9. 5 Discussion
From their response to the interview question it may be concluded that trainee teachers
recognize a broad range of training conditions as conducive to the development of their
perspective on teaching as an occupation. This range includes the observation and
imitation of models, teaching practice accompanied by personal coaching, participation
in the school, exchange and reflection, and – with some reserve – educational theory. The
priority of an exchange of practice experiences is confirmed by trainees’ response to the
questionnaire. Trainees’ response to the questionnaire provides additional information
as it shows how trainees appreciate such more theoretically conceived categories as
support of personal choice and explicitness on the part of the teacher education
establishment.
The response to the questionnaire suggests that teacher educators and trainee teachers
are largely in agreement about the desirability of the theoretically derived training
conditions submitted to them. Also they largely share the same priorities among these
conditions. However, trainee teachers show themselves reserved about the desirability of
a teacher education establishment which has committed itself to a particular view of
teaching and schooling. That an appreciation of the presence of desired training
conditions should fall short of their desirability may be regarded as an expected result of
any question asking for the relation between an ideal standard and its realization. But to
the extent that the two appreciations further diverge – as is more strongly suggested by
the data for establishment ‘B’ – an approximation of the standard may be considered
more difficult to achieve.
As to specific conditions included in the questionnaire some further observations may be
added:
Orienting trainees towards educational views and issues – to be associated with the
presentation of a diversity of perspectives - is considered desirable by all participants,
but its presence in the teacher education environment is recognized more clearly, both by
teacher educators and trainee teachers, in ‘A’. The same holds for the support of personal
choices by trainee teachers.
Explicitness about views, also considered desirable by all participants, is regarded as
insufficiently realized by trainee teachers of both ‘A’ and ‘B’. The same holds for the
condition that the teacher education is open to discussion and participation.
Modeling, while not represented in the questionnaire, shows up from trainees’ response
to the interview question as an important element in the support experienced by them in
the teacher education environment. Modeling is more often associated by trainees with
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individual teacher educators than with the teacher education environment as an
organization.
Provisions for making trainees conscious of the conceptions of teaching they brought to
the teacher education environment were not specifically inquired into in the
questionnaire. But statements made by trainees on this point in answer to the open
interview question suggest that they see their own teaching practice as the principal
source for such an awareness.
The provision of possibilities for making personal choices is appreciated as an important
training condition by both teacher educators and trainee teachers.
Possibilities for an active participation in the teacher education establishment, though
considered desirable by both teacher educators and trainee teachers, does not appear to
hold a position of priority for each of these two groups.
One training condition on which teacher educators and trainee teachers do not clearly
agree is that the teacher education environment should show commitment to a
professional standard of teaching. This suggests that, even more strongly than their
teacher educators, trainee teachers want to reserve the right and the possibility of an
independent choice of position and allegiance. However, it should be noted that as to
this condition establishments ‘A’ and ‘B’ differ: both as to the desirability of such a
commitment and to the extent to which it is realized in the teacher education
environment both teacher educators and trainee teachers of ‘A’ show a higher
appreciation than their partners in ‘B’. Also teacher educators of ‘B’ show themselves less
confident about the realization of desired conditions in the practice of their teacher
education environment as compared to their realization in their personal practice, than
their colleagues in ‘A’. These findings suggest a stronger consensus about their common
practice among teacher educators in ‘A’ than in ‘B’.
In the light of the expectations attached to our research questions two main criticisms of
trainee teachers deserve attention. First: trainees’ experience of being overloaded and put
under stress by the teacher education program may lead to a loss of confidence in the
learning principles advocated by the teacher education environment. If it advocates
reflection but produces stress the teacher education environment makes itself guilty of a
pragmatic paradox, and scepsis about principles may be the result with trainee teachers.
Second: to the extent that trainees experience theory presented by the program as out of
tune or out of season with their current questions and concerns, their desire for an area
of informal contact and exchange may become strengthened. Such a need may result in
the organization of meetings by trainees outside the formal teacher education program,
such as are reported by trainees of establishment ‘A’. This represents a divided training
situation both in practice and in the minds of trainees. A trend in this direction may be
counteracted by a training situation promoting the interaction between public definitions
of teaching, as represented by the teacher education program, and the developing
personal views of trainees.
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 CHAPTER 10 PATTERNS OF DEVELOPMENT IN INDIVIDUAL CASES

10. 1 Introduction
The present chapter, in which attention is paid to research results on the level of
individual cases, was conceived as a counterpart to the earlier chapters 8 and 9, in which
the response of teacher educators and trainee teachers was dealt with in a generalizing
way.
In chapter 1 (above, p. 9) it was observed that a public image of teaching is meant to be
realized through individual persons.
In chapter 2 (above, p. 19 ff. ) a Vygotskian view was presented on the way in which
cultural meanings are appropriated by individuals as personal sense informing their
action choices and constituting their personal identity.
In chapter 3 (above, p. 37, 43) the personal level was specified as one of four levels on
which assignment of meaning takes place as a basis for agency.
In chapter 4, dealing with research design, it was noted that attention to general
tendencies may mask individual variation (above, p. 66). Hence, in chapter 8 (above, p.
121) it was announced that a generalizing approach to results on the personal level
would have to be complemented by presentation and analysis on the individual level.
Apart from revealing individual variation such an approach may also serve to show how
different elements in the assignment of meaning to teaching (conception, commitment)
are related in individual persons, and how assignment of meaning develops in
individual persons under specific conditions as they are perceived and appreciated by
them. In this respect an individualizing approach is also an integrative one.
The structure of this chapter is as follows:
First the procedure for the selection and examination of data on the individual level will
be described (10. 2). On the basis of a cross-cases display more detailed attention will be
paid to the composition of trainee teachers’ outlook on teaching and to patterns of
development (10. 3). Next changes in trainee teachers’ outlook on teaching will be
examined in relation to their experiences in the teacher education environment (10. 4).
This invites consideration of the training conditions which trainee teachers appreciate as
supporting their professional development in the teacher education program (10. 5).
Some individual cases, exemplifying different patterns of development, will be
presented and examined (10. 6). Finally the outcomes of the approach chosen for this
chapter will be discussed in relation to those of the generalizing approach used in
chapters 8 and 9, and some conclusions will be formulated (10. 7).

10. 2 Procedure for the selection and examination of data on the individual level
The selection of individual cases was based on data for individual trainee teachers, so far
as these data made up complete sets. Such a complete set includes a full record of each of
the three interviews, as well as a full response to both questionnaires at each of the
moments of their administration. Out of the 31 cases of trainee teachers who took part in
interviews as well as responded to the two questionnaires, 20 cases met the requirements
of such a full response.
For the study of the selected 20 individual cases statements in response to open
interview questions were taken as a starting-point. The repeated questioning of trainee
teachers about their attitude towards teaching as a profession, their motives for teaching,
the kind of teacher they would like to be, and the school in which they would like to
work, provides a useful structure to look into patterns and changes in trainees’
appreciation of these issues. In the later interviews trainees were also asked to express
their own perception of changes in their outlook on teaching. A final question, included
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in the last interview only, referred to trainees’ appreciation of training conditions in their
teacher education establishment. Together these questions allow a rounded view of the
assignment of meaning to teaching by trainee teachers.
In chapter 6, dealing with research instruments (above, p. 98), it was argued that
spontaneous utterances in response to open questions could be used to represent the
level of actual development of respondents, whereas utterances in their response elicited
by prompts more aptly reflected a zone of proximal development. On the basis of this
consideration the choice was made to use trainees’ statements in response to open
questions, rather than their reactions to sorting tasks or questionnaires, as the starting-
point for data analysis in this chapter. Deliberate limitation to one kind of data facilitates
comparison between respondents and between their responses at different moments.
Limitation to spontaneous utterances serves to direct the examination of data towards
perceptions and appreciations which have become so far appropriated that they do not
need to be prompted to be expressed. Such an emphasis is considered relevant to the
study of a process in trainee teachers in the context of a training program designed to
qualify and certify them for independent professional functioning in educational
practice. All the same, as a consequence of this choice, the response covered in the
survey may hold lacunae as to views and appreciations on an actual level of
appropriation which have not been spontaneously mentioned in the situation of the
interview.

10. 3 Individual trainee teachers’ outlook on teaching and patterns of development
A survey of the 20 selected cases has been worked out in the form of a cross-cases
display (see appendix 10. 1, below, p. 284). In this display trainees’ spontaneous response
to interview questions has been ordered into 17 categories. The first 12 of these
correspond closely with the 12 general categories of the professional image of teaching
submitted to trainee teachers in the questionnaire ‘Outlook on teaching’. One scale from
the questionnaire (‘managing for results’) was here omitted for want of suitable content;
in its place one other category was added to register trainees’ remarks on the teacher’s
role in development and innovation. To achieve a rounded view these 12 categories were
supplemented with 5 further categories registering, respectively, respondents’ combined
score for outlook on teaching and their score for commitment to teaching, preferences for
teaching part time, and respondents’ score for desirability and presence of training
conditions in their teacher education establishment.   
From the survey of individual cases some first general observations may be made:
* the overview shows considerable diversity in the composition of trainees’ outlook on
teaching between individual cases;
* the overview reflects the overall order of priorities between elements reported in
chapter 8. What is added here is a presentation of these priorities on the level of
individual cases;
* the overview does not suggest an overall pattern of development in trainees’ outlook
on teaching, in the sense that elements systematically emerge over time in trainees’
spontaneous response to open interview questions.
These observations invite more detailed inspection, both in relation to separate elements
of trainees’ outlook on teaching and in relation to their conjunction in individual cases.
As to the presence of separate elements a distinction has been made between elements
whose presence is constant, emergent, submergent, or incidental. We define elements as
constant when they are present at the first and third moments or at all three. Emergent
elements are those appearing in trainees’ response from the second or third moment.
Submergent elements are those mentioned at the first moment but not preserved in
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trainee’s response at the third moment. The presence of elements in trainees’ response at
the second moment only is defined as incidental.
On the basis of this distinction some further, more specific observations may be made:
* Three elements, viz. ‘working with your subject’ (SUB), ‘contacts with pupils’ (PUP),
and ‘giving instruction’ (INS) are constantly present in the response of a majority of the
selected individual cases, PUP in 19, INS in 14, and SUB in 11. If emergent presence of
these elements is added, their presence involves an even larger majority of cases
(presence of PUP in 19, of INS in 16, of SUB in 15). The overview further suggests a
prominence of the combination of these three elements in trainees’ outlook on teaching,
as a constant or emergent presence of this combination involves a majority of 12 cases.
Both for each of the three elements taken separately, and for their combination, constant
presence predominates over emergent presence in the course of the teacher education
program.
These observations may be interpreted as pointing to a stable core in trainees’ outlook on
teaching, made up of elements which are already within their horizon at the moment
they enter the teacher education program. The composition of this stable core reflects a
traditional image of school teaching. Its continued prominence in trainees’ outlook on
teaching may also be associated with their concerns and priorities in the initial teacher
education program.
* As against the above three traditional elements in the professional image of teaching
the remaining elements (SRL through PRO) may be characterized as more recent
extensions. From the overview it appears that these elements take a less prominent
position in trainees’ outlook on teaching. Also it appears that some of these elements
emerge in trainees’ outlook on teaching in the course of the teacher education program
rather than being present from the beginning.
Specifically, looking at their presence at the end of the teacher education program, a
majority of individual cases show a constant or emergent presence of the elements
‘working in teams’ (TEA; in 14 cases), ‘self-regulated learning’ (SRL; in 13 cases), and
‘broad teacher task’ (TAS, in 11 cases). This leaves a number of cases in which one or
more of these elements have been included in trainees’ spontaneous response only
incidentally or not at all.
In the instance of ‘self-regulated learning’ and ‘broad teacher task’ emergent presence in
trainees’ response predominates over constant presence. This suggests an effect from the
teacher education program. As to the emergence of ‘self-regulated learning’ one trainee
(Michelle) explicitly refers to an eye-opener she received from a talk by a Dalton school
guest teacher. Another (David) refers explicitly to his espousal of the ‘future model’.
Thomas reports a shift in his outlook from transmitting knowledge to organizing
learning situations. Yet others refer to their getting acquainted with Montessori
education. As to ‘broad teacher task’ a number of trainees report an emergent awareness
and appreciation of variety in the teacher task or of functions in the school under the
influence of their experiences in practice schools.
As regards the element of ‘working in teams’ it should be noted that it includes
statements of trainees emphasizing the aspect of having contacts with colleagues and
working in a climate of mutual interest and support, as well as statements emphasizing
the aspect of cooperation. Statements of the former type more often show a constant
presence over time, whereas those in the latter category more often emerge over time.
Hence, for the aspect of cooperation with colleagues the results suggest some effect from
the teacher education program.
This leaves a number of elements whose constant or emergent presence does not involve
a majority of the selected individual cases. The presence of the three most frequently
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mentioned of these elements (INN ‘innovation and development’, PRO ‘professional
development’, and PER ‘personal initiative’), takes a constant rather than an emerging
character. As to the element of personal initiative, involving a measure of personal
elbow-room, it is important to note that in the large majority of instances this element is
found in combination with an affirmation of working in teams.
At the bottom end of this spectrum of elements, the elements SMD ‘social and moral
development’ and SOC ‘contributing to developments in society’ take a predominantly
submergent character. As to the aspect of ‘social and moral development’ it is important
to note that an awareness of this element is sometimes accompanied by reluctance to
accept it as part of the teacher’s role.

10. 4 Changes in trainee teachers’ outlook on teaching in relation to their
experiences in the teacher education environment
The available data on the level of individual cases make it possible to examine changes
over time in trainees’ outlook on teaching in relation with their observations on
experiences in the teacher education environment. On this point, as well, the
spontaneous response of trainees to open interview questions has served as the basic
material.
From the theoretical background of this study it has been assumed that the process of
assigning meaning to teaching by trainee teachers extends both before and after their
participation in the initial teacher education program. This assumption involves

* that they enter the teacher education program with a set of expectations (ideas,
wishes, plans, questions) about teaching as a profession;

* that these expectations are confronted with experiences in the teacher education
environment;

* that these experiences may have a positive or a negative emotional quality;
* that they give rise to changes in trainees’ outlook on teaching and attitude

towards teaching in the course of the teacher education program.
From the data it appears, often in relation to trainees’ expectations, that particular
aspects of working as a teacher tend to become centers of attention in the experience of
trainees. Some aspects more frequently referred to in trainees’ comments are: teaching
pupils, teaching a studied subject, teaching as a job, and confronting your own assets and
liabilities. Also in relation to expectations, changes reported on each of these aspects may
take a positive or a negative tone.
As to working with pupils positive changes are reported by trainees who have entered
the program with a strong emphasis on teaching their subject and now discover an
interest in looking at pupils and developing contacts with them or find themselves
surprisingly able to establish the good contacts with pupils they hoped to achieve. As
put by Emma: I have discovered that contacts with pupils and watching them are very
attractive.
On the negative side a number of trainees comment on corrections they were forced to
make in their original expectations about contacts with pupils. With some regret
Margaret, Mary and Derek report having had to grow a thick skin to protect themselves
from disappointment, and having had to develop a professional distance towards pupils.
As put by Derek: While striving for a positive, trusting relation with classes, I have learned to
preserve my emotional distance. I have become better able to get things off my mind, have grown a
thicker skin.
Martha has come to realize that a teacher’s job leaves insufficient time to be a confidant
or guide for pupils, and that she is unable to pay sufficient attention to silent pupils.
Brian, as well, comes to feel with regret that pupil guidance does not belong to the
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teacher’s task. Keith feels concerned about his lack of understanding of pupils who
(unlike himself) do not show themselves eager to learn. Brian, Derek and Keith are
worried by the perspective that their teacher task obliges them to assume the role of a
pedagogue teaching or enforcing the manners they would have preferred to be brought
on elsewhere. Teaching manners is not a job for the school (Keith).
On the issue of teaching your subject and using it in the service of pupils’ development
positive changes are reported by trainees who, as in the case of Susan, came to the
training program with a primary interest in teaching irrespective of the subject and now
find their interest in their subject and in further developing their subject knowledge to be
reactivated by teaching it. Another positive change is that teaching proves to be more
than transmission of knowledge (Michelle): Teaching is much more than that. And those
other things are perhaps more important. Thinking about a donor codicil is more important as a
final result than the mere knowledge of blood and veins.
Negatively colored comments come from trainees such as Anne, Keith, and Nina who,
inversely, have come to realize that what they are able to put across to pupils is less or
something different than what they originally hoped and expected. In school teaching
putting across knowledge predominates over teaching values (Nina). Actually you can teach
pupils very little (Anne).
In a number of cases it appears from their observations that trainees’ expectations about
teaching as a job and working in a school have a basis in early or more recent
experiences as a child growing up in a teaching family (Bernard, Keith), or as a pupil in a
school or study environment which is remembered either positively (e. g. Bernard, Keith,
Patricia, Susan, Thomas) or negatively (e. g. Anne). In my old school there were easy
relations between teachers and pupils. Relations in class were informal, as in a family (Susan).
Depending on the practice situation or situations in which trainee teachers are placed the
confrontation of expectations and experiences may lead to different results:
Positively toned changes are reported e.g. by Susan whose enthusiasm for teaching is
increased by finding her practice school modeling some essential elements of her (pupil-
centered and innovative) former school. Mary, Patricia, Robert, Susan and Thomas show
themselves happy to discover that a teaching job offers a varied task and appeals to a
variety of abilities and interests. Also trainees come to report specific functions and
areas, such as the functions of an organizer and manager (Patricia, Thomas), or the area
of development and innovation (Emma, Nina, Robert, Thomas). Managing suits me:
organizing things and seeing that they run smoothly. Teaching and management can be combined
(Patricia).
Often in relation to the aspect of variety, trainees comment positively on the possibilities
they have detected in teaching to provide for continuing professional development or
career development (Derek, Eileen, Michelle, Robert, Susan, Thomas).
Negative changes are reported by Keith, Margaret, Patricia, and Ronald in connection
with the heaviness of the teacher task. Imagine you have to do twenty or more periods a week
and you go crazy (Keith). It makes me afraid of falling flat on my face, having to choose between
overloading myself or accepting a loss of quality (Ronald). Ronald also shows himself
disappointed by the restrictions to his personal freedom of movement in the school. All
four of these trainees at one or more moments express a disinclination to work as a
teacher full time.
Bernard, who entered the training program with expectations about teamwork and
innovation, comes to conclude at the end of the program that ‘the system’ prevents
schools from developing, because innovation is left to individuals. After all you are on
your own in the school. Emma shows surprise at the traditional behavior of some teachers
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in her practice school. Susan, on the same lines, hopes to find some like-minded
contemporaries in her future school.
A final center of attention to be considered in examining changes in trainees’ outlook on
teaching is the confrontation with their own person. In this respect positives changes
reported by trainees concern growing confidence in their ability to cope with the
teacher’s role and to enjoy it (Bernard, David, Mary). Among negative changes on this
point may be counted continuing or increasing uncertainty about personal competence
(Keith, Mary), experienced stress and strain (Ronald), curtailment of personal elbow-
room (Ronald), and loss of sensitivity (Derek, Margaret).
As already reported in chapter 8 (above, p. 131, 148) many trainees characterize the
ensemble of the changes in their outlook on teaching and their attitude towards teaching
as a change towards increased realism, sometimes also indicated as increased
pragmatism or a more business-like attitude (Anne, Derek, Martha, Mary, Nina, Paul,
Ronald). As worded by Paul: Teaching has become more of an ordinary job, has become real
work. Such a characterization resists an interpretation in terms of positive versus negative
change but rather suggests a necessary process of development in trainees’ coming to
terms with the existing practice of teachers, and in forging their own professional
identity in this practice. Attendant to increased realism is trainees’ awareness that the
realization of ideals needs patience and time (Anne, Brian, Susan).

10. 5 Trainees’ appreciation of training conditions
In the sample of selected individual cases trainees’ perception and appreciation of
training conditions can be examined in relation with their expectations as well as their
experiences in the teacher education environment. The survey of reported changes in the
above section suggests that the developmental tasks confronting trainee teachers in the
teacher education program involve both an assignment of meaning to teaching and the
realization of assigned meanings. Assignment of meaning involves finding out about
personal preferences and perspectives as to teaching style, school environment, breadth
and composition of task, kind of appointment, professional and career development.
Realization of meaning involves the achievement of mastery and control over the teacher
task. From the experience of trainee teachers it appears that the teacher education
program puts an emphasis on mastery and control over traditional teacher tasks on the
micro level. From the theoretical background of our study it is assumed that the
development of a professional identity is based on an interaction between assigning and
realizing meaning to teaching. Such a development is supported when trainees find their
meanings of teaching reflected and recognized in their practice environment and when -
with proper assistance – they can feel confident about their ability to realize these
meanings. Development is impeded when no good match can be established between
meanings prevalent in the practice environment and meanings assigned to teaching by
trainees themselves, or when trainees have insufficient confidence in their ability to
realize assigned meanings in a given environment.
Whereas the interview question about training conditions was focused on the aspect of
assigning meaning (‘What training conditions have supported you in developing your
outlook on teaching?’) trainees tended to answer it by way of a more general
appreciation of the support they received from their teacher education environment in
both assigning meaning to teaching and realizing these meanings in their personal
practice.
As to the support trainees experienced in their training environment school practice
takes a prominent place. School practice allows trainees to become immersed in the
activity setting of teachers. Apart from observation and participation in class, leading up
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to independent teaching practice, school practice enables trainees to walk around
(Margaret), to meet and observe teachers in the staff-room, become acquainted with
special functions, and take part in staff outings (Anne). In the effort of learning to cope a
climate of warmth, access and protection provided by the practice school is experienced
as very welcome support (David, Eileen, Ronald).
Within school practice many trainees (Anne, Brian, Derek, Eileen, John, Keith, Margaret,
Michelle, Nina) put an emphasis on their own teaching practice. This is what I learned
most from, including pupils’ reactions (Michelle). Pupils shook me up most of all (Brian). John
goes so far as stating that, before practice, any kind of training is useless. Less radically
Derek puts forward that there is no escape from learning to teach ‘the hard way’, that is,
from your own experience. Yet for most trainees (including Derek) teaching practice
needs guidance, in the form of feedback and coaching, primarily by the school practice
teacher (Anne, Derek, Emma, Keith, Mary, Martha, Nina, Patricia, Ronald, Susan,
Thomas). Susan specifically comments on her (unfulfilled) need of a renewed period of
guided performance after her spell of independent teaching. Derek points out that, if
teaching practice (besides theory) is a cornerstone in the teacher education program, this
program collapses when teaching practice is insufficiently supervised in the school.
Guidance of teaching practice will have to strike a balance between the support of
trainees’ assignment and realization of meaning, in relation to specific situations and
needs of individual trainees. Thus David comments on a fine-tuned style of guidance by
singling out two – for him - crucial moments at which his practice school respected and
encouraged his freedom of movement.
As against school practice the element of theoretical study is less frequently and less
wholeheartedly appreciated as supporting trainees’ professional development in the
course of the program. Derek and Paul have received the proffered theoretical materials
as something to be kept away for a later moment. Theory is more effective in retrospect, not
in advance. You cannot realistically picture a class. Then these articles do not mean very much to
you (Derek). Michelle would have preferred to get theory and feedback in combination
and on the job. Subject methodology is mentioned by some trainees (Eileen, Ronald,
Thomas) as a useful source of methods and materials.
Trainees’ appreciation of an exchange of ideas and experiences with fellow-trainees
reflects the two aspects of coping and exploration. A need to share problems with other
trainees may be regarded as, primarily, aimed at relieving the strain of coping. Can I
share my problem with you or am I the only one? (Derek). But these contacts may also serve
to pick up new views and ideas which help you to shape your own (Anne). From the
same point of view Keith emphasizes the importance of having contacts with fellow-
trainees across subjects.
The interest in exploring and comparing different school environments comes out in
cases of trainees who either compare present and past environments (Anne, Bernard,
Keith, Patricia, Susan, Thomas, or who have a training or working experience in different
schools during the teacher education course (Derek, Susan). Visits to different schools
during the course (Bernard) and the performance of guest teachers from Dalton and
Montessori schools (Michelle) are mentioned as specially valuable supports in the
development of an outlook on teaching.
Practicing in different schools supports trainees in exploring the relation between a
specific school environment and the shaping of their own teaching. Every school is a
universe in itself. Your role as a teacher is also determined by the school (Derek).
The spontaneous response of trainees suggests that, in their exploration of teaching
practice, the finding and observing of models plays an important role. Both individual
persons and school environments may be chosen as models when they are seen to
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represent a standard of successful realization of acknowledged values. Thus individual
teachers in trainees’ past or present experience may be singled out because they showed
inspiration whereas others followed a routine (Derek), were sloppy and chaotic but
fantastic story-tellers (Keith), showed the many-sidedness of teaching (Martha), or had
kept up their enthusiasm after long practice (Michelle). School environments function as
models when trainees recognize them as fitting in with their own ideas and aspirations
about such issues as pupil development, teaching your subject, collegiality, personal
elbow-room, or innovative practice.

10. 6 Some exemplary individual cases
Towards the end of this chapter we present and discuss five individual cases,
exemplifying different patterns of development, in an effort to gain an understanding of
the relations between trainees’ expectations, changes in their outlook on teaching and
their commitment to teaching, and their experiences under training conditions in the
teacher training environment. Two of these cases involve an extension of trainees’
conception of teaching in the course of the teacher education program, two others reflect
a growing reserve, whereas the last case to be presented represents a stable but rather
restricted pattern. In the following presentation trainees’ statements have been slightly
edited while attempting to stick closely to their content and wording.

Thomas. Thomas is a trainee teacher of establishment ‘B’ for the subject of biology. The
case of Thomas shows the greatest increase in the combined scores for the professional
image (OT) and for commitment (COM), as presented in the questionnaire ‘Outlook on
teaching’. In the light of this increase the case of Thomas reflects a desirable result in
terms of the objectives of the teacher education program.
Thomas enters the teacher education program with a clear resolve to become a teacher,
‘certainly for the near future’, and with a mixed motivation including the teaching of a
cherished subject (biology), working with people, and contributing through teaching to
societal effects (‘The arrogance of science should be brought down’). He also brings in a
considered view of the teacher he would like to be, balancing warmth and consistency in
his dealings with pupils, and attuning his pedagogical role to pupils’ developmental
stages in relation to age. He shows a clear preference for working in specific educational
environments (viz. Montessori and adult education), as well as a preference for a specific
pedagogy (viz. supporting pupils’ responsibility for their own learning). On the basis of
earlier experiences as an informal teacher and as an assistant at the university Thomas
feels confident about his ability to become a good teacher.
In the course of the postgraduate program Thomas’s motivation for teaching is
strengthened by an awareness that teaching is many-sided, that it allows a good measure
of personal freedom, and that the possibility of teaching part time leaves room for other
interests. His reported outlook on teaching comes to include the meso and macro areas.
In the meso sphere the teachers of a school have, together, to represent and model the
school’s pedagogy to pupils. On the macro level a challenge is provided by the
consideration that the teaching profession stands in need of reinforcement and
innovation. As to the micro situation Thomas’s outlook on teaching changes from an
accent on personal transmission of knowledge to an accent on the organization of
arrangements for learning. His commitment to the principle of learner responsibility
leads to an interest in learning processes for maximum results. Commenting on his self-
development as a teacher Thomas reflects on directiveness and enthusiasm as personal
qualities he needs to keep in check.
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At the end of the program Thomas’s preferences for a work environment and career
perspectives have become further specified. His school should provide a good climate
for cooperation, abstain from petty rules, and put trust in pupils. In the first phase of his
career as a teacher, in secondary education, the accent will be on learning the essentials
of the teacher’s art. After that he will want to teach at a methodically high level,
undisturbed by the growing pains of adolescent pupils.
In his appreciation of training conditions Thomas singles out the support of experienced
coaches in his practice school and in the institute, curriculum elements dealing with
methods and with macro-meso-micro relations, and contacts with fellow-trainees. His
scores on training conditions suggest considerable dissatisfaction about the degree to
which desirable conditions have been realized in his teacher education environment,
with an emphasis on insufficient possibilities for active participation. However, such a
feeling does not seem to have affected his commitment to teaching. A clue to
understanding this contrast may be offered by his conviction that ‘dissatisfaction with
the present situation can serve as a basis for change’.

Interpreting the case of Thomas, we note that he comes to the training program with a
clear sense of purpose, with confidence in his ability, and with an outlook on teaching
already including such elements as a support of self-regulated learning and team work.
In the training program he succeeds in finding a school environment matching his
expectations and enabling him, in the course of the year, to further develop his
professional competence and extend the horizon of his outlook on teaching. His case
makes clear that a choice for teaching part time may go together with commitment to a
broad and innovative image of teaching. His critical stance toward training conditions
may well reflect a lack of fit between his personal need of independence and initiative,
and a more prescriptive regime of the teacher education program.

Mary. Mary is a trainee teacher of establishment ‘A’ for the subject of Dutch language.
On the basis of her spontaneous response to interview questions the case of Mary shows
the greatest extension in a trainee’s outlook on teaching in the course of the teacher
education program.
On entering the program Mary shows recognition of the three traditional elements
working with your subject, contacts with pupils, and giving instruction in her subject
(Dutch language). Also she shows an interest in project work as an innovative method
and expects of her future school that it provides for further schooling of its teachers.
At that moment she regards teaching as an initial step towards educational work outside
the school, e. g. in a museum. Her primary motive for teaching is that she may keep
broadly active with her subject. Besides she looks forward to the contacts with pupils.
The teacher she would like to be has authority (as a necessary condition), is able to bring
abstract subject matter to life, can motivate all pupils for her subject, and is accessible for
pupils with problems. She prefers a Christian school because of her own religious
orientation, a school which leaves room for the personal development of its pupils
outside the subject lessons.
In the course of the program Mary extends her horizon by including further elements
into her outlook on teaching, viz. a pupil-centered approach, cooperation in the subject
department, the many-sidedness of the teacher task, the incentive to remain broadly
informed and to renew yourself, and the preference for working in a school which is
open to innovation and change.
By the end of the program Mary’s resolve to become a teacher has become more
wholehearted. Although she has had to become more level-headed in her dealings with
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pupils, giving instruction has proved to be more enjoyable than she had expected. Apart
from teaching classes, the teacher’s job has proved to be varied and challenging. Getting
involved with school policy and educational issues is at least as important as teaching
your subject. She has felt a growing self-confidence. The trend of her development in the
teacher education program is reflected in a rising score for commitment to teaching.
Mary expresses a positive appreciation of the training conditions in her teacher
education environment. She specifically mentions her school practice teacher and her
teacher of educational studies as two persons who have set her thinking. She has been
glad to receive written information which she could put to personal use. Also she has
appreciated the informal contacts with fellow-trainees in the ‘active group’.

Interpreting the case of Mary it may be noted that her case represents a clear extension of
a trainee’s outlook on teaching, combined with a growing commitment to teaching as an
occupation, in the course of the teacher education program. Although she does not
specifically comment on this we may assume that she has been training in a school
environment congenial to her expectations. Her finding that she had little difficulty in
coping with her classes may have facilitated the broadening of her horizon to other
aspects of teaching. Even more so than in the case of Thomas, who brought an extended
outlook on teaching to the program, Mary’s progress may be regarded as a desirable as
well as attainable result in terms of the program’s objectives. But the extending horizon
most clearly exemplified by Mary is only characteristic of a minority of the studied
individual trainees.

Anne. Anne is a trainee teacher of establishment ‘A’ for the subject of history. On the
opposite end from Thomas, Anne represents a case in which scores for both outlook on
teaching (OT) and commitment to teaching (COM) go down between the first and third
moments, hence a case which reflects a less desirable result in the light of the goals of the
teacher education program.
On entering the training program Anne explains that her resolve to become a teacher is a
provisional one, and that she wants to use the program to achieve more clarity. Her chief
motive for teaching is that as a teacher of history she may be able to make a functional
use of her studied discipline, which is the study of antiquity. She regards history as an
essential subject for pupils’ social development. It is important to her that pupils will like
her lessons and take an interest in her subject. But, not to give way to idealism, she will
probably have to be content if she can put across some history to some of her pupils.
Further valuable aspects of teaching she hopes to discover in the course of the training
program. As a teacher Anne wants to be appreciated by pupils and colleagues.
Appreciation should be balanced by authority based on respect rather than repression.
Rather than trying to be popular Anne wants to present natural behavior to her pupils,
with such consistency that pupils may come to recognize and trust her. From a school as
working environment Anne expects friendly relations, solidarity, and support of
beginning teachers. The school must offer a balance of elbow-room and collegiality. In
contrast to her own old school, which appeared to be bogged down in settled ideas, it
should be open to new ideas of both pupils and teachers. For a good atmosphere
extracurricular activities, like sports and drama, are important.
In the course of the teacher education program Anne’s motivation for teaching comes to
include an appreciation of the contacts with pupils in class. Also teaching proves to
provide variety, freedom, ever new situations and challenges, and flexibility in tuning in
with different people. Her ideas about the teaching of history become more specific as
well as broadening out: pupils must learn to develop a historical point of view, but also,
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more generally, to develop independent critical thinking, find their own values and
standards.
As to how to teach Anne comes to emphasize interaction with pupils and attention to
individual differences. Also she no longer feels the need to know everything about what
she has to teach and to hide her ignorance from pupils. She develops a preference for
teaching in a smaller school (unlike her old big ‘learning factory’) which offers better
conditions for the qualities she considers important.
Anne confesses to a mixture of positive and negative experiences at her practice school.
Becoming a good teacher takes time, and you will always remain a learner yourself. You
have to accept failure without losing your faith and enthusiasm. You have to accept that,
sometimes, pupils take absolutely no interest in what you want to put across to them and
that, after all, you can teach pupils very little. Besides, if you are aiming at longer-term
objectives it is very hard to find out about the results of your history teaching.
By the end of the program Anne has confirmed her initial resolve by accepting a teaching
appointment. But owing to continuing uncertainty she approaches this appointment as a
prolonged phase of orientation and inquiry, leaving her career choice for teaching still a
provisional one.
In her response to interview questions Anne shows a largely positive appreciation of the
training conditions in her teacher education environment. For her the main support has
come from school practice, and especially from her own teaching and functioning in the
school. She has been eager to take part in the full life of the school. Contacts with other
trainees have been important to her both for the sharing of problems and for shaping her
own ideas.
On the negative side Anne reports the big difference she has experienced between
practice and theory, between what you hear in the institute and what you see in the
school. Teachers show themselves indignant because ‘they’ want such a lot of them, and
because trainees get their heads turned in the institute with fancy stuff. ‘In such
situations I feel inclined to side with the teachers.’ For her the theoretical background is
important but does not help in the shaping of an image of the profession. ‘For this you
depend most on practice.’ These critical notes help to explain Anne’s low score for the
presence of desirable training conditions in the questionnaire.

Interpreting the case of Anne, we note that Anne, like Thomas, comes to the training
program with a clear sense of purpose, and with an outlook on teaching already
including such new elements as teamwork balanced by personal freedom, innovation,
and continuing professional development. Unlike Thomas, she comes to the training
program with a good measure of uncertainty about her ability to realize her intentions,
which are specifically focused on the teaching of history. To the same extent that, in the
course of the program, she elaborates her ideas about teaching history, she also gathers
further doubts about the realization of these ideas. Whereas she extends her allegiance to
her subject to a liking for her pupils, she has to admit at the same time that she can teach
them very little. Her comments on training conditions suggest that she has missed some
specific support in tackling the developmental task confronting her in the training
program. Such a pattern of development goes far to explain Anne’s declining scores for
outlook on teaching and commitment to teaching.

Bernard. Bernard is a trainee teacher of establishment ‘B’ for the subject of biology.
Bernard’s is another case of a trainee whose scores for commitment and outlook on
teaching go down between the first and third moments.
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On entering the teacher education program Bernard is still uncertain about becoming a
teacher. Originating from a teaching family he feels both the attractions of teaching and
the danger of being locked away in a closed circuit. Apart from teaching he wants to
develop educational materials. Also he wants to find out if he is suited for school
teaching.
Coming from the area of research, Bernard’s first motive for teaching is working in a
social occupation. Next is the motive to make his work more directly useful. A third
motive is having variety. As to his motivation for teaching Bernard’s subject, biology,
presents a problem: he has ethical objections to genetic manipulation and is averse to
teaching in a type of school where he is expected to stand up for it. Bernard wants to be
an interactive teacher with an openness for pupils’ questions and ideas. Also he wants to
foster an attitude of mutual respect. For a school to work in Bernard prefers a small
school with motivated pupils and good contacts among colleagues.
In the course of the training program Bernard finds his hopes about enjoying contacts
and doing useful work fulfilled in his practice environment. Also he is reassured by
finding that he can be himself as a teacher; this has made him more confident. In other
respects his experiences in the school have caused some disappointment and doubt. It
has become clear to Bernard that personal guidance of pupils is not the teacher’s primary
role. Teachers appear to know a lot about pupils’ background, but to be unable to act on
the information they possess. This discrepancy seems to affect the culture of the school in
a more general way. ‘Teachers sit pleasantly together talking, but they do not talk about
the things they can tackle and change together.’ In comparison with primary schools
secondary schools are too big and too hierarchical to develop teamwork and cooperation.
But cooperation is a precondition for innovation, e. g. the development of teaching across
subjects. Also he differs with his practice teacher about silence in class: for him pupils do
not have to be so quiet. He would like more variation in instructional procedures than
the time-table regime of 50 minutes per lesson allows.
These experiences make Bernard more sharply aware of his own preferences and
priorities. He comes to make a difference between schools which are really child-
centered and schools that look primarily at parents, preferring the former kind. He takes
an interest in Montessori education as more closely reflecting his own outlook on
teaching.
At the end of the training program Bernard has strengthened his resolve to become a
teacher, but has also sustained his wish to keep room for other interests by teaching part
time. One key interest has remained the development of educational materials; the
setting for this work is pictured by Bernard as outside rather than inside the school.
Characteristically, what Bernard has appreciated most in his training environment is the
opportunity to visit different schools and to talk with the teachers of these schools. But
he would have preferred to have these school visits spread over the year instead of being
crammed into one week.

Interpreting the case of Bernard we note that Bernard comes to the training program
with a broad orientation toward teaching as well as a measure of uncertainty about a
career in teaching. This uncertainty concerns both the nature of teaching, and his own
suitability to perform the teacher’s role. Whereas his experiences confirm him about
having the makings of a teacher and about teaching as a social occupation, they also on
some essential points affect his expectations in a negative way. On such issues as a pupil-
centered pedagogy, team work, and innovation, possibilities available in the practice
environment fall short of the ideas and wishes with which Bernard entered the training
program. To the extent that his outlook on teaching becomes more clearly defined,
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Bernard also shows a growing awareness of the fact that he has to continue his search of
an appropriate school environment to realize the meanings he assigns to teaching.

For a last example we take the case of a trainee entering the program with a fairly
restricted horizon, and showing comparatively few changes in his outlook on teaching
over time.

David. David is a trainee teacher of establishment ‘B’ for the subject of mathematics.
David enters the training program with a firm resolve to become a teacher. His motives
for teaching are that he can stay active with mathematics, that he can do something for
pupils in secondary education, be in contact with pupils, and express and communicate
something of himself. As a teacher David wants to bring variety to his lessons by using a
variety of instructional procedures. His school should have a good working atmosphere,
in which individual teachers receive support from each other and from the school
management. The teaching team should hang together ‘better than a handful of dry
sand’.
In the course of the training program David confesses to initial doubts about his ability
to cope with classes and pupils, but in this respect he has been completely reassured and
has come to feel like a fish in water. He has come to fully endorse the ‘future model’ of a
teacher as primarily a trainer and coach, supporting pupils towards independent
learning. At the same time he has come to feel something of an odd man out in the
professional culture of teachers: many teachers are bureaucrats.
As to the training conditions in his teacher education environment David makes a sharp
distinction between institute and school practice. The school environment has been like a
warm nest, and has supported him at crucial moments in freely shaping his own
practice. On the other hand he has experienced the institute as less accommodating by
emphasizing his position as a learner and setting him academic tasks. This is reflected in
the distance between David’s scores for desirability and presence of training conditions
in the questionnaire.

Interpreting the case of David we note that his expectations about teaching are largely
answered by his experiences in the teacher education program. Apart from the important
progress toward an explicit recognition of the teacher’s changing role in the micro
situation, the horizon of David’s outlook on teaching is not clearly extended during his
stay in the training program. His pattern of development suggests that a successful
match between expectations and experiences in the school environment may lead to a
plateau of competence and satisfaction, which it takes time and new incentives to bring
into further development.

10. 7 Summary and discussion
In this chapter the response of individual trainees of both establishments has been
examined for patterns of development in their outlook on teaching and their
commitment to teaching during their participation in the postgraduate teacher education
program.
Results on the individual level confirm the impression, already arrived through a
generalizing approach in chapter 8, that a traditional core of the image of secondary
school teaching, emphasizing teaching one’s subject and working with adolescent pupils,
continues to predominate in the outlook of trainee teachers throughout the teacher
education program. It also appears from results on the individual level that trainees are
positively oriented towards forming part of collegial teams as long as they are allowed a



172

measure of personal initiative and elbow-room. Among the more recent aspects of the
professional image of teaching self-regulated learning and a broad and varied teacher
task appear to be two elements most clearly emerging within trainees’ horizon in the
course of the program. Awareness and appreciation of other elements, such as
contributing to pupils’ social and moral development, contributing to development and
innovation on the meso or macro levels, and shaping a perspective on one’s own further
professional and career development, do not appear to be more than incidentally
emerging, or even to submerge in the course of the program.
The emphasis on a traditional core in trainees’ image of teaching may be attributed to
three sources. One of these is the memories of teaching trainees brought to the program
from their earlier experience as pupils. In this position trainees have experienced
teachers primarily within the limits of their classroom teaching, and predominantly in
the context of schools with a traditional school culture. A second source is that, in their
school practice, which the majority of trainees appreciate as the central area of their
training, trainees are placed in school environments in which more recent elements of
the professional image are also in a phase of slow and hesitant emergence and not clearly
and consistently modeled to trainees.
A third source is that the initial teacher education program itself puts an emphasis on
mastery of classroom teaching as the core of trainees’ qualification for independent
teaching. Hence, in the experience of trainees, the emphasis of the program is rather on
coping adequately with the realization of given meanings of teaching, than with the
development of a personal professional identity by an exploration of available meanings.
So far as the program aims at exemplifying an emergent professional practice through
the school environments in which trainees are accommodated, it does not appear that
trainees experience these environments as sharing a common core among themselves or
with the teacher education institute. So far as the program aims at the communication of
a common theoretical framework for trainees’ understanding of an emergent
professional practice it appears that, from their experiences and concerns, trainees do not
easily recognize the value and relevance of this framework. So far as the program aims at
the support of trainees’ professional development through coaching, it appears from
trainees’ reports that they do not always feel adequately supported in relation to the
developmental tasks they are confronting in their school environment, on the basis of
their personal needs and wishes.
Together these three observations on the training conditions provided to trainee teachers
may contribute to an understanding of the discrepancy felt to exist by trainees between
conditions they appreciate as desirable, and conditions whose presence they perceive in
the teacher education environment.
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CHAPTER 11: REVIEW AND REFLECTION

11. 1 Introduction
In this final chapter the present study will be summarized and reviewed. Our study sets
out with a sketch of changing ideas about school teaching with consequences for teacher
education. It leads up to an inquiry into the developing outlook on teaching of
prospective teachers under conditions of their teacher education environment. In
between, and attempting to link up these two ends, the study seeks to understand how a
publicly defined professional image of teaching is communicated to prospective teachers
through teacher education and how it may serve them as a standard in the development
of a professional identity.
As our study aspires to practical relevance, it needs to be considered if and how the
results of this study contribute to an understanding of teacher education, and how such a
contribution may be put to practical use. So far as this study aspires to increased
understanding on the basis of a particular theoretical tradition, viz. sociohistorical
theory, it also needs to be reviewed how, and to what effect, this theoretical approach
has been applied in the present study.
In the course of this chapter we will first summarize and review the results of this study
in the area of teacher education (11. 2) and subsequently review our use of sociohistorical
theory for the study of this field (11. 3). These reviews lead up to suggestions for further
study
(11. 4) and to a conclusion (11. 5).

11. 2 Reviewing results
Results will be summarized and reviewed in the light of the research questions
formulated for this study (above, p. 60, 65), in the light of the general research theme
underlying these questions (above, p. 1), and in the light of the expectations which were
attached to these questions (above, p. 60, 66).
The results of this study are presented with a measure of reserve, owing to such factors
as an inadequate response of two groups of respondents (above, p. 114-115), a possible
effect of the use of different interviewers (ibid.), and an emphasis on reported
assignment of meaning as against an observation of meanings as enacted in practice
(above, p. 102).

Research questions
First we turn to the question what meanings are assigned to teaching in the teacher
education environment of trainee teachers (research question 1).

What conception of teaching is formulated on the macro level? (research question 1. 1)
As reported in chapter 5 policy and planning documents of the period 1989 – 1996 show
the emergence, in the Netherlands and abroad, of a new professional image of school
teaching. The chief elements of this professional image are an extended task including
activities outside the classroom, a shift from individual autonomy towards participation
in teams, a shift in the teacher’s role from transmitting knowledge towards arranging
learning situations and guiding pupils’ independent learning, and an increased
professionalism. The envisaged extension of the teacher task is counterbalanced by an
emphasis on the ‘primary process’, viz. the support of pupils’ learning and learning to
learn, as the teacher’s central task. Increased professionalism refers to an extension of the
teacher’ s responsibility from ‘operative’ to ‘designer’, and – correspondingly – to an
overall quality of the teacher’s functioning, characterized by the (creative) use of a
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scientific knowledge base and by an attitude of inquiry. This inquiry attitude is to serve
the quality and innovation of teachers’ practice as well as their continuing professional
development. In the sphere of university-based teacher education the ‘scientific’
(inquiry-oriented) quality of teachers’ professionalism receives special emphasis.
Worked out into a professional profile, the professional image in this same period
develops towards a standard to be used in the planning of teacher education. This
standard is reflected in the final terms and the curriculum content of the preservice
teacher education program, as well as in the pedagogy of this program, so far as the
documents express the view that the professional qualities of the ‘new’ teacher have to
be modeled and developed in the teacher education environment. Also it is realized that
the professional and career development of the ‘new’ teacher requires structural
measures such as supervised induction, a phased career and, perhaps, an academic
qualification for all teachers.

What conception of teaching is formulated on the level of the individual teacher education
establishment? (research question 1. 2)
The documents of the two studied teacher education environments illustrate the
possibility for individual establishments to put in their own accents under a common
general plan (above, p. 94). Specifically establishment ‘A’ appears to pay more attention
to values and standards in education, to educational goals to be served by teachers, to
teachers’ relations with pupils, and to communicative skills, whereas establishment ‘B’
lays a stronger emphasis on teachers’ functioning in an extended task, on self-reflection
and self-regulation, and on inquiry skills. From this comparison establishment ‘B’
appears to express the new professional image of teaching more fully than establishment
‘A’.

What conception of teaching is held by teacher educators in the teacher education establishment?
(research question 1. 3). To what extent do the conceptions of teaching of the teacher education
establishment agree with the conceptions of teaching of its teacher educators? (research question
1. 4)
As reported in chapter 8 (above, p. 123) teacher educators show a moderate agreement
with the various aspects of the professional image of teaching submitted to them in the
questionnaire. Apart from the special aspect of religious identity, for which a higher
appreciation of teacher educators in ‘A’ corresponds with the formal identity of their
establishment, no significant differences have been found in the outlook on teaching of
teacher educators of establishments ‘A’ and ‘B’. This means that, in their personal
outlook on teaching, teacher educators of ‘A’ and ‘B’ do not reflect the differences
appearing between the documented views of their establishments. However, when a
division is introduced between teacher educators working in schools and in academic
institutes (irrespective of the establishment), it appears that for most elements of the
professional image teacher educators in institutes show a higher appreciation of the new
professional image than their colleagues in schools. It also appears that this difference is
more characteristic of establishment ‘B’ than of establishment ‘A’. From this finding it
has been concluded that in their outlook on teaching teacher educators of ‘A’ constitute a
more homogeneous body than those of ‘B’. Assuming that trainees perceive such
differences in outlook between their teacher educators in the school and in the institute,
and that this perception affects their orientation towards the professional image of
teaching, this distinction between the teacher educators of ‘A’ and ‘B’ may help to
explain some of the differences found between trainee teachers in these two
establishments.
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What is the commitment to teaching of teacher educators of the teacher education establishment?
(research question 1. 5)
Teacher educators’ commitment to teaching, as read from their response to the
questionnaire, is characterized by a somewhat reserved agreement with the statements
presented to them (above, p. 124). On this point, as well, a difference shows up between
teacher educators in schools and institutes, in this case affecting both establishments.
Teacher educators in schools – while showing a lower appreciation of the new
professional image - show a higher commitment to teaching than their colleagues
working in institutes.

Next, skipping for a moment the issue of training conditions, we summarize the answers
found for the question how assignment of meaning to teaching develops in trainee
teachers in the course of their teacher education program (research question 3).

What changes take place in the conceptions of teaching of trainee teachers in the course of their
participation in the teacher education program? (research question 3. 1)
From the questioning of trainee teachers in two university-based postgraduate teacher
education programs during the year 1994-95 it appears that these prospective and
beginning teachers come to the teacher education program with a composite motivation
for teaching (above, p. 125). They show themselves attracted to the traditional core of the
teacher’s role in secondary schools, viz. the combination of working with pupils, giving
instruction and practicing a studied subject. Among these three elements contacts with
pupils are predominant in the motivation of trainees. Besides, trainee teachers are
attracted by task conditions such as variety, independence, and social contacts, and by
the expectation that teaching will further their own development. This motivation
pattern shows considerable stability over time, but the data also suggest some changes.
Whereas contacts with pupils remain a strong motive, trainee teachers appear to become
more doubtful about what they can contribute to pupils’ development, and, through
teaching, to societal change. Contacts with colleagues become more important. The
expectation of some that teaching will leave them room for other interests is tempered by
a growing awareness of the heaviness of the teacher’s job.
In line with their motivation structure trainee teachers show themselves strongly
oriented towards pupils in their outlook on teaching (above, p. 132). Key notions with
them are stimulating pupils, establishing friendly relations, and tuning in with pupils’
interests. These remain predominant over such elements as providing clarity, exercising
control, and producing results.
On the whole trainees’ outlook on teaching shows considerable stability over time
(above, p. 136). However, in the course of the postgraduate year trainees’ orientation
toward pupils undergoes some changes. Trainee teachers become more doubtful about
their possibilities to inspire pupils and to act for them as a confidant or a pedagogue. On
the other hand they become more alive to craft aspects of their role in the primary
process, providing direction and guidance to pupils’ learning in the subject they are
teaching.
One clear sign of trainees’ exposure to the emergent professional image of teaching is
that they show a growing awareness of their role as an organizer of active and
independent learning as against a direct transmission of knowledge. Another indication
of this exposure is that trainees become more aware of being part of the school as an
organization and of working together with others (above, p. 137-138).
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As to their dealings with pupils and their participation in the school trainees report an
increased realism, involving both a loss of ideals in the face of constraints and
limitations, and a clearer view of possibilities available to them. Growing realism also
involves an awareness that the realization of these possibilities will take time and
requires further professional development (above, p. 131, 148).
From their entry into the teacher education program trainee teachers show an awareness
of the diversity of the educational settings for which this program qualifies them, and of
the fact that this diversity – in principle – allows them to choose a work environment as
teachers in accordance with their own motives and perspectives (above, p. 141). In their
appreciation of a school environment trainees attach a strong weight to the educational
and pedagogical – rather than the denominational - identity of the school, especially as to
its approach of pupils and of pupils’ learning, and as to relations with colleagues. In the
course of the postgraduate year trainees tend to become more reconciled to the idea of
working in a regular secondary school.
Reviewing the outlook on teaching of the studied trainee teachers at the end of their
initial teacher education course it may be concluded from our findings that – for this
population of trainees and for the period under study (1994 – 1995) - the initial teacher
education program was partly successful in fostering awareness and appreciation of the
new standard of teaching. The clearest contribution of the program is a growing interest
of trainees in active and independent learning of pupils, involving the acceptance of a
changing role in the primary process. On the point of membership and participation the
findings suggest that trainees bring an attitude to the teacher education program in
which a need to belong and participate is counterbalanced by a desire for personal
freedom and initiative. The findings suggest that the teacher education program builds
forward on this attitude by showing trainees the need for teachers in a modern school to
consult each other and to cooperate in teams. As to an extended teacher task the effect of
the program is less clear, as the findings are ambiguous: although trainees attach a value
to variety, the idea of a broad teacher task – perhaps in relation to trainees’ misgivings
about the heaviness of the teacher task - does not appear to hold a growing appeal for
the majority of them. On this point the development of trainees in ‘A’ and ‘B’ appears to
diverge, respectively towards and further away from an acceptance of the extended
teacher task (above, p. 139).
The results suggest that the biggest question relating to the realization of a new standard
of teaching through the initial teacher education program concerns the teacher’s
professionalism, and more specifically the aspects of inquiry and reflection which are
considered core aspects of an extended professionalism in the documentary sources,
especially for university-based teachers. In a more concrete and limited sense these
aspects have to show up in an interest in taking part in research and innovation activities
in the school. Such an interest is manifested only by a small minority of the studied
trainees. In a more general sense the findings do not testify to a carry-over by trainees of
already developed scientific attitudes to their approach of teaching, nor to the further
development of an attitude of inquiry and reflection during their postgraduate year.
From trainee teachers’ reported experiences in the teacher education environment it may
be concluded that, whereas many of them want to explore the teacher’s job in relation to
their own motives and capacities, with many of them exploration and shaping are
overridden by the more immediate need of coping with the requirements of their tasks
and assignments in the school as well as in the institute.

Do the changes in the conceptions of teaching of trainee teachers move in the direction of the
conceptions of their teacher education establishment? (research question 3. 4)



177

Data on the outlook on teaching of trainee teachers have been examined for differences
between trainee teachers belonging to two different teacher education establishments ‘A’
and ‘B’, in order to see how far differences found in the data reflected differences in the
documented outlook on teaching of these environments (above, p. 143).
As to trainee teachers’ motivation for teaching no significant differences were found
between the two groups. As to trainees’ outlook on teaching a characteristic difference
was found in the pattern of development of the two groups, involving that for many
elements in the professional image of teaching trainees of establishment ‘B’ enter the
teacher education program with a higher appreciation than trainees of ‘A’, whereas at
the end of the program these positions have become reversed (above, p. 139). This
finding suggests that in the case of establishment ‘A’ the training environment
encourages an approach of trainees to the professional image of teaching, whereas in the
case of ‘B’ trainees’ initial appreciation is not fully sustained in the course of the
postgraduate year. It is noteworthy that this gradual reversal of positions also holds for
changes in the commitment to teaching of trainees belonging to ‘A’ and ‘B’.
On some points the data suggest a correspondence with the documented outlook on
teaching of establishments ‘A’ and ‘B’. Thus trainees of ‘A’ develop a higher appreciation
of social and moral development and of pupil-centered teaching than trainees of ‘B’. In
the case of ‘B’ such a correspondence is not clear: ‘B’ trainees attach more value to
working in teams, but they develop a lower appreciation of working in a broad teacher
task than trainees of ‘A’. Neither do they show a higher appreciation of self-reflection or
inquiry (above, p. 143).

Do the changes in the conceptions of teaching of trainee teachers move in the direction of the
conceptions of the teacher educators of their teacher education establishment? (research question
3. 5) The data offer a suggestion that in their outlook on teaching trainee teachers
converge towards the outlook on teaching of teacher educators, and more strongly so
with teacher educators working in schools. This convergence is suggested more clearly
for establishment ‘A’ than for ‘B’ (above, p. 138, 141).

What changes take place in the commitment to teaching held by trainee teachers in the course of
their participation in the teacher education program? (research question 3. 2). Are the changes in
the conceptions of teaching held by trainee teachers accompanied by changes in their commitment
to teaching as an occupation? (research question 3. 3) ). Do the changes of trainee teachers’
commitment to teaching move in the direction of the commitment to teaching of the teacher
educators in their teacher education establishment? (research question 3. 6)
During their participation in the teacher education program the commitment to teaching
as an occupation, as measured in the entire group of trainee teachers, shows a small non-
significant decline, stabilizing on a level of moderate commitment (above, p. 145). But
between the two establishments ‘A’ and ‘B’ the pattern of change shows a significant
difference, commitment to teaching becoming stronger with trainees of ‘A’ and falling
off with trainees of ‘B’. The study of individual cases (chapter 10) makes clear that
changes in the commitment to teaching of trainee teachers correspond in some 60% of
the cases with changes in their appreciation of the professional image of teaching
presented to them in the questionnaire. In an equal measure these corresponding
changes show a rising or a falling trend.
As to the correspondence of the commitment to teaching of trainee teachers with that of
their teacher educators it appears from the results that the commitment to teaching of
trainees in the total group diverges downward from the commitment of their teacher
educators. In establishment ‘A’ a rising commitment to teaching of trainee teachers
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converges towards the commitment to teaching of their teacher educators, specifically
towards the commitment of teacher educators working in schools, which is on a higher
level than that of their colleagues working in institutes. In establishment ‘B’ trainees’
commitment to teaching drops from above to below that of their teacher educators,
converging towards the comparatively lower commitment to teaching of their teacher
educators working in the institute (above, p. 147).
Before entering the postgraduate program the large majority of trainees have made a
resolve to go into teaching. At the end of the program this large majority has remained
intact, but more trainees now attach certain conditions to becoming a teacher (above, p.
144). In most cases such a condition concerns working part time. Many trainees show
themselves afraid that a full employment in teaching will be detrimental to the quality of
their functioning as teachers as well as to their personal satisfaction and development.
Evidence from individual cases makes clear that a decision to work part time as a teacher
does not necessarily involve a loss of commitment to teaching.

Now, taking up the last remaining research question, answers will be reported for the
question what training conditions are provided by the teacher education environment
to communicate a professional standard of teaching to trainee teachers and for the
exploration and appropriation of this standard by trainee teachers, and how these
training conditions are perceived and appreciated by teacher educators and trainee
teachers (research question 2)
What training conditions are formulated for the teacher education program on the macro level?
(research question 2. 1)
As already noted above (p. 95), in planning documents for teacher education on the
macro level the standard represented by the new professional image is seen to require a
pedagogy allowing the professional qualities of the 'new’ teacher to be modeled to and
appropriated by trainee teachers in the teacher education environment. Thus, some
training conditions prominently mentioned in teacher education documents are the
interaction of theory and practice, interdisciplinary guidance of school practice, doing
research, working and learning in cycles, as well as support of the development of a
personal perspective on teaching. Such a development is seen to require the integration
of presented theory with existing knowledge and views, and a possibility to test personal
working theories in practice.
The principle of founding teacher education in an explicit professional image of teaching
testifies to the importance attached in macro sources to conceptual unity and explicitness
about such a unity. This principle is to be realized in the organization of the teacher
education program, e. g. by the use of multidisciplinary teams. Counteracting the accent
on unity, the teacher education program should bring trainees into contact with a
diversity of views and teaching styles as well as offering them opportunities for an
exchange of experiences and ideas.

What training conditions are formulated by the teacher education establishment for its teacher
education program? (research question 2.2)
Partly in line with their different accents in the professional image the two
establishments ‘A’ and ‘B’ also show some differences in their specification of training
conditions (above, p. 94-95). Whereas ‘A’ mentions the provision of frames of reference,
integration of theory in existing knowledge and views, support of active learning, and
support of the development of personal views, ‘B’ specifies the use of scientific method
and knowledge, diversity, and trainees’ full membership of the teaching team of the
practice school. This last element is reflected in the organization of the teacher education
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program, ‘B’ making use of contract schools receiving larger multidisciplinary groups of
trainees, whereas ‘A’ shapes its relations with school practice through individual subject
teachers.

What training conditions are regarded as supporting professional development by teacher
educators? (research question 2. 3). To what extent do teacher educators consider these training
conditions to be provided by their teacher education establishment? (research question 2. 4)
All of six theoretically derived training conditions submitted to teacher educators in a
questionnaire are regarded by them, in both establishments, as supporting the
professional development of trainees, with a priority for supporting an exchange of
practice experiences (above, p. 151). Teacher educators consider these conditions to be to
a large extent realized in the practice of their establishment, and even more so in their
personal practice. As to the desirability of these conditions teacher educators of
establishments ‘A’ and ‘B’ agree, but teacher educators of ‘A’ show relatively more
confidence in the realization of these conditions in their establishment and in their
personal practice. As was the case with respect to their outlook on teaching, in their
appreciation of the submitted training conditions teacher educators of institute and
schools show themselves more homogenous as a body in establishment ‘A’ than their
colleagues of ‘B’.

What training conditions are regarded as supporting professional development by trainee
teachers? (research question 2. 5). To what extent do trainee teachers consider these training
conditions to be provided by their teacher education establishment? (research question
2. 6)
As to the support trainee teachers experience from their training conditions for the
development of a professional identity the school environment is appreciated more
highly than the environment of the institute. In both of these environments key
functionaries such as, in the school, the school practice teacher and, in the institute, the
subject methodologist, are frequently mentioned as supportive models, coaches, and
sources of information. Among the great diversity of training activities trainee teachers
single out informal contacts with fellow-trainees as offering the most welcome support
(above, p. 154).
Trainee teachers subscribe to the desirability of (in order of decreasing priority) an
exchange of practice experiences, room for personal choices, explicitness on the part of
the teacher education establishment about its views, receiving an orientation in
educational views and issues, and participation in their teacher education establishment
(above, p. 154).  But they do not regard it as desirable that their teacher education
establishment should show commitment to a particular view of schooling and teaching.
As to the ensemble of the training conditions in their environment trainees regard
realization as falling clearly short of desirability. Two specific criticisms voiced by trainee
teachers are that the teacher education program is unduly theoretical and that this
program overtaxes them (above, p. 154).
A noteworthy difference between trainees of establishments ‘A’ and ‘B’ is that the school
environment - as against the environment of the institute - is appreciated as more
strongly supportive by trainees of ‘B’ (above, p. 154). On closer inspection this difference
appears to be based on a higher appreciation of training activities on the meso level of
the school. On this point a difference in appreciation between trainees of ‘A’ and ‘B’ may
be interpreted in relation to the different organization models employed by their
respective environments, ‘B’ entrusting its trainees to schools rather than to individual
teachers. On the same lines, a greater satisfaction about the possibilities for an exchange
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of practice experiences with inservice trainees in ‘B’ may be related to the way their
training program is organized: concentrating more training activities in the same group
of inservice trainees (above, p. 155).
Trainees of ‘A’ and ‘B’ share the same appreciation of the desirability of training
conditions submitted to them, but trainees of ‘A’ regard these conditions as more fully
realized in their establishment than trainees of ‘B’ (above, p. 155).

To what extent do the views of teacher educators and trainee teachers in a teacher education
establishment agree on the nature of the training conditions they regard as supporting
professional development and on the provision of these conditions by their teacher education
environment? (research question 2. 7)
Trainee teachers’ views of training conditions have been compared with those of their
teacher educators (above, p. 155). Both as to the desirability of the submitted training
conditions and as to their presence in the teacher education environment teacher
educators of both establishments show a higher appreciation than trainee teachers. As to
the order of their priorities among the submitted training conditions teacher educators
and trainee teachers of establishment ‘A’ show themselves more in agreement than those
of ‘B’.

General research theme
A more rounded view of these results will now be attempted from the perspective of the
research theme underlying the research questions dealt with separately above.
In chapter 1 (above, p. 1), the research theme of the present study was formulated as the
assignment of meaning to teaching and, more specifically, the relations between
conceptions of teaching on the public and on the personal level in the context of teacher
education. This theme was worked out into a research problem stated as in what way
personal conceptions of teaching develop in trainee teachers, in relation to a publicly
defined professional image of teaching, and under conditions of an institutional
environment.
Our reading of documents on the macro level retraces the articulation of a new
professional image of teaching showing clearly defined changes as well as tensions and
contrasts, and incompletely charted areas. Clear changes concern the teacher’s task in the
primary process, the teacher’s extended task in the school, and the professional quality
of teachers’ functioning. Tensions and contrasts appear e. g. as to the balance between
teachers’ functioning on the micro and meso levels of the school and as to the balance
between teachers’ individual autonomy and their membership of teams. Some less
clearly charted areas are the range of educational goals teachers are to serve in secondary
schools, the nature of their pedagogical role towards pupils, and their continuing
professional development after initial training.
Documentary sources also show that individual teacher education establishments, as
corporate agents, make use of their freedom to put in their own accents. Thus, from a
comparison between the two studied establishments it appears that social and moral
development is given more prominent attention in one of them, whereas the other
establishment puts a stronger emphasis on an inquiry-oriented attitude and on
participation on the meso level of the school. As read from the documents some of these
different accents are reflected in the curriculum and organization of the teacher
education program offered by the two establishments.
When research attention is turned to the personal level, it appears that the above
differences between the documented views of establishments are not clearly reflected in
the outlook on teaching of their teacher educators. So far as teacher educators differ
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among themselves in their outlook on teaching, such differences are more easily
attributed to their functional home-base in institutes or schools than to their membership
of one or another teacher education establishment. When the distinction between teacher
educators in schools and institutes is further inquired into, it turns out to apply as well to
the commitment to teaching of teacher educators. This distinction appears to be more
specifically characteristic of one of the two studied establishments (‘B’), in which the new
professional image is more wholeheartedly adopted by teacher educators in the institute
than by those in cooperating schools, whereas teacher educators in schools show
themselves more committed to teaching as an occupation. These findings are regarded as
relevant once it is assumed from the theoretical background of the study that teacher
educators are important mediators in the communication of meanings of teaching to
trainees, and that the modeling of meanings in the teacher education environment
contributes to the development of as professional identity by trainee teachers.
Repeated questioning of trainee teachers has made it possible to distinguish between
what they bring to the teacher education program, and what is added and changed
during their participation in the program. Apart from an academic degree in a studied
discipline trainee teachers – speaking generally – bring along some valuable ingredients
for teaching according to the new standard, viz. a motivation for work in a social
occupation, a pupil-centered attitude and a readiness to work in teams as long as their
personal elbow-room is ensured. The clearest indication of trainees’ further development
towards the professional standard is that many of them develop an appreciation of the
teacher’s new roles in the primary process. The strongest doubt about such a
development concerns the professional attitude of the new teacher, as an inquiry-
oriented and reflective practitioner.
Repeated questioning of trainees has also shown up different profiles between the
development of trainees in each of the two studied establishments. For one establishment
(‘A’) this profile suggests a more reserved initial attitude towards the new teacher,
gradually becoming more wholeheartedly accepting; for the other (‘B’) a gradual
cooling-off of initially higher expectations. These differences invite attention to
developmental results in relation to initial expectations, as well as training conditions.
Establishment ‘A’ is also the establishment in which the development of trainees reflects
some specific accents in the documented meso view of the new teacher. Between the two
establishments trainee teachers’ outlook on teaching and commitment to teaching
converge more strongly towards those of their teacher educators in establishment ‘A’,
which is also the establishment showing a stronger agreement between the views of
teacher educators in the institute and in schools.
Individual cases of trainee teachers have been analyzed for patterns of development as to
their outlook on teaching and commitment to teaching in relation to their perception of
training conditions. From this analysis it appears that differences between individual
patterns of development override the distinction between establishments ‘A’ and ‘B’, and
are more easily interpreted as the result of experiences of individual trainees – with their
personal perspectives – in more specific local environments such as the practice school.
Individual cases confirm the presence of a stable core in trainees’ outlook on teaching,
emphasizing their functioning in the primary process as well as the membership of a
collegial group. In a majority of cases an interest in self-regulated learning, in a broad
teacher task, and in cooperation, is seen to emerge. But other new elements of the
professional image, such as taking part in school innovation and engaging in continued
professional development, are only present in an incidental way. Also some elements
such as contributing to pupils’ social and moral development, rather appear to become
submerged in the course of the program.
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The mediating role of training conditions has been studied by examining the way they
were perceived and appreciated by participants. Teacher educators and trainee teachers
largely proved to share (more clearly in ‘A’ than in ‘B’) the same positive appreciation of
the theoretically derived training conditions, but trainee teachers showed themselves
much more critical about the realization of these conditions in their teacher education
environment. This critical stance becomes more accessible to interpretation in the light of
trainees’ comments on training conditions in interviews. These comments suggest that
trainee teachers do not perceive the teacher education environment as actively modeling
an interaction between theory and practice, whereas such an interaction is seen on the
level of documents as a requirement for the development of an inquiry-oriented
practitioner. Another (related) training condition which, from trainees’ comments, may
be regarded as insufficiently realized is the possibility to explore conceptions of teaching
towards the development of a personally valid and workable outlook on teaching. In the
perception of trainees, the aspect of exploration seems to be dominated in the teacher
education environment by an emphasis on gaining mastery and control.

Expectations
In relation to the research questions some expectations were formulated (above, p. 60,
66). As formulated on the theoretical level (above, p. 60):
Changes in the conceptions of teaching of trainee teachers towards the standard presented by the
teacher education establishment as well as sustained or increased commitment to teaching as an
occupation are expected to manifest themselves more strongly to the extent that trainee teachers
perceive their teacher education environment as providing training conditions characterized by
(above, p. 53)

- the presentation of a diversity of perspectives on teaching
- commitment of the teacher education establishment to a professional standard of teaching
- the explicit presentation and justification of a professional standard of teaching

underlying the teacher education program
- the active modeling of this standard by agents in the teacher education environment
- the possibility for trainee teachers to explore this standard in relation to conceptions of

teaching they bring to the teacher education program
- the possibility for trainee teachers to make and work out personal choices in their

teaching practice during their participation in the teacher education program
- the possibility for trainees to be actively involved in their teacher education establishment

(institute and school).

From the theoretical background of the present study the dynamics of development in
individual cases is interpreted as involving emotional experiences, taking a more
positive or negative quality (above, p. 162). This quality is considered to depend on the
extent to which trainee teachers find or develop an agreement between the meanings
they discern in their local teacher education environment and those they assign to
teaching themselves. It is also considered to depend on the confidence of trainees in their
ability to realize assigned meaning in their personal practice in the context of a school.
As to the developmental task of trainees to explore the meanings offered to them in the
teacher education environment, trainees’ reports invite attention to the element of
contrast and tension in the meanings presented to them. Assignment of meaning to
teaching involves a confrontation with ‘dilemmas of schooling’ (above, p. 10, 101). Some
contrasts and tensions confronting trainees are those between
- an orientation towards the productive use of a studied discipline, and an orientation
towards the development of pupils;
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- a personal wish for proximity and easy relations with pupils, and a professional need of
distance and authority;
- the value of personal autonomy, and the value of membership and cooperation;
- commitment to a more extended, more varied and rewarding but also more
demanding, teacher task, and the wish to reserve a room for personal goals outside
teaching.
The fact that trainee teachers come to school teaching in a period of change and
development, which are reflected in different ways by schools and institutes in the
teacher education environment, only adds to the diversity and complexity of the
ensemble of meanings confronting trainees. Two of the most central notions in the new
professional image of teaching, viz. the idea of active and independent learning in a
school environment, and the inquiry-oriented school teacher, are each of them
sufficiently subversive as to be almost paradoxical. Depending on the training conditions
in the teacher education environment trainees’ exploration of these meanings may be
guided towards or away from a personally as well as professionally valid and workable
conception of teaching.
As to the question how training conditions in their teacher education establishments
exert an influence on trainees’ outlook on teaching as it develops during the
postgraduate year the findings suggest some tentative conclusions:
The teacher education program, while formally characterized as initial, is not clearly
defined and demarcated against a perspective of further professional development. As
such it seeks to combine the development of a starting competence, emphasizing
mastery of the teacher’s changing role in the primary process, with the development of a
more extended competence both as to teacher tasks and as to teachers’ professional
qualities. In the order of trainees’ concerns the importance of a starting competence
appears to take precedence – at the time - over the value of an investment in longer-term
professional development.
Correspondingly, whereas the program aspires to modeling a professional attitude
through recurrent cycles of practical action and theoretical reflection, trainees do not
appear to perceive the practical and theoretical sides of their professional education as
forming an interactive unity. The aim of a starting competence emphasizes the value of
expert advice over reflection and theory. Also, because the practical and theoretical
elements in the program have been subjected to a division of labor between schools and
institute, the organization of the program as well as of trainees’ agenda rather suggests a
split than a unity between these two moments of a professional practice. Trainees may
experience such a split as a conflict of loyalty in which they are invited to choose sides.
In order for the postgraduate teacher education program to contribute more effectively
to the realization of the new standard of teaching the above conclusions have to be
searched for promising lines of further development.
The findings suggest that, if an initial teacher education program has to sustain or
develop an attitude of reflection and inquiry, the emphasis in this program on coping
independently with exacting responsibilities has to be reduced (see also Zeichner &
Teitelbaum, 1982).
A second suggestion from the findings is that, if such an attitude is to be developed
through an interaction of theoretical and practical moments, and through working in
cycles, these principles will have to be modeled and organized in such a way that they
may be perceived by trainees. This involves a reappraisal of the curriculum structure and
the cooperation of institutes and schools in the teacher education program.
The findings confirm the view that the education of a professional teacher requires a
longer-term process of professional development. In such an extended process initial
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teacher education – as one step in a sequence - may focus on more bounded and
attainable objectives. Proposals to this effect have been made at earlier moments by Vonk
(1982, p. 344) and Créton & Wubbels (1984/1990, p. 368 ff.), see also in Brouwer (1989, p.
97).

The results of the present study in the context of teacher education
research
The findings of the present study touch on a number of issues which have been – for a
longer or shorter period of time – the object of research into teacher education on an
international scale. Some points of contact may be inventoried from Zeichner & Gore’s
(1990) review of teacher socialization literature, specifically from the section on
preservice teacher education. Institutional environments have been marked as major
sources among teacher education programs (Clark & Marker, 1975), and attention has
been directed to distinguishable subenvironments (Lacy, 1978). Campus-based and field-
based elements in the teacher education program have been characterized as different
and often competing (Feiman-Nemser, 1983). Teacher education has been found to have
a weak impact on values, attitudes, and role identities trainee teachers brought to the
teacher education program (e. g. Crow, 1988). A diffused impact of teacher education has
been ascribed to such factors as the segmentation of the teacher education program and
the mixed messages it sends out to trainee teachers as a result (Atkinson & Delamont,
1985). Attention has been invited to the hidden curriculum of professional education
courses (e. g. Ginsburg & Clift, 1990). Some more points, with special reference to the
role of school practice, may be gathered from Guyton & McIntyre’s (1990) review of the
literature on student teaching and school experience. The tenor of this review is that, in
spite of its general recognition as the most important element in teacher preparation,
school practice has not much evolved beyond medieval apprenticeship, and that a sound
theoretical basis is still lacking. A point of special relevance to the present study is that
an inquiry-oriented model of teacher education is seen by Guyton & McIntyre as having
to compete with other, predominant, models (behavioristic, personalistic, and
traditional-craft). In order for an inquiry-oriented professional standard to be
successfully introduced into teacher education, congruence between campus and field
and integration of theory and practice are considered essential conditions.
Considering the importance assigned to ecological conditions both in the above reviews
and in the present study, we have abstained from a more detailed comparison of the
results of the present study with those of the international research literature, and
preferred to make a comparison with research carried out into the same context, viz. the
university-based teacher education program in the Netherlands, about a decade earlier
than by the present study. In these earlier studies we find the same constellation - of a
new professional standard and a process of professional development towards this
standard under certain training conditions - examined at a moment closer to its
conceptual origins. For this purpose we turn to the studies of Brouwer (1989) and
Koetsier (1991).
Brouwer performed a longitudinal study on the professional development of university-
trained teachers extending from their preservice training to their second or third year as
practicing teachers in secondary schools (1982 – 1986). Like the present study, the study
of Brouwer addresses the question what training conditions in the teacher education
program support a process of development in prospective teachers in the direction of a
given standard of professional competence. Different from the present study, Brouwer’s
study focuses on the teacher’s professional actions as the central criterion for
development (Brouwer, 1989, p. 114), whereas in the present study - in a complementary
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fashion - the focus is on the teacher’s development of a professional identity through
assignment of meaning. For that matter, Brouwer, as well, argues the relevance of his
approach from sociohistorical theory (ibid., p. 114).
Brouwer’s inquiry into training conditions concentrates on the cooperation between
institute and schools and is guided by a training model worked out for the teacher
education program at Utrecht university in the Netherlands. Three main principles in
this training model are: an interaction between theory and practice through a cyclic
alternation of activities in institute and school; guidance of the development process of
individual trainees; and intensive cooperation between teacher educators (ibid., p. 36).
The training model based on these principles aims at a professionalization in which
practical performance is based in conscious and systematic reflection (ibid., p. 38).
In the course of his study Brouwer identifies both impediments and facilitators with
respect to such a professionalization in the teacher education environment. Some of these
impediments are that a need of being accepted in their practice environment makes
trainees ready to comply and conform (ibid., p. 73, 93), that a need of control over
difficult situations favors an early fixation of repertoire (ibid., p. 45), and that
experienced stress tends to lead to a lowering of standards (ibid., p. 76). These
impediments, leading to an emphasis on control, have to be deliberately countered by a
pedagogy facilitating an attitude of exploration. Some specific facilitators are that the
teacher education environment practices congruence by modeling its standards (ibid., p.
56), that it prevents blind imitation by being explicit (ibid., p. 67), and that it offers
trainees elbow-room for exploration (ibid., p. 240).
Three general conclusions from Brouwer’s study are: that an integrated approach of
theory and practice favors the development of a starting competence in trainee teachers;
that the mechanism of trainees’ professional development is made up chiefly of an
interaction between context factors in the practice environment, and views and
experiences of trainees; and that context factors in the practice environment are the main
determinants of learning effects in trainee teachers (ibid., p. 401). As regards the first of
these conclusions it needs to be added that the trainees studied by Brouwer tend to
assess the value of theoretical elements in their curriculum closely in relation to their
school practice (ibid., p. 263).
Brouwer’s analysis points both to the refractory nature of some of the problems attached
to the professionalization of teachers, and to continuing perspectives for their solution.
The study of Koetsier (1991) represents a further step in the design of a phased teacher
education program based on the same training philosophy as the one underlying the
study of Brouwer. It aims at the design of a period of supervised independent individual
teaching practice conceived as bridge between a more protective period of training
practice in triads of trainee teachers, and the entry into fully-fledged professional
practice. The training conditions in this period of supervised independent practice are
informed by an exploration principle (Koetsier, 1991, p. 56-57) involving that changes in
trainees’ conduct and cognition are the intended result of an exploration of trainees’
action possibilities in the practical teaching situation, and of reflection on the actions
undertaken by them. The exploration principle informing the training conditions
corresponds with an explicit attention in the adopted professional profile to research
competence and to an exploratory and reflective competence, as two areas of competence
in a total of five (ibid., p. 81).
As to the important role of training conditions for the appropriation of a standard of
teaching by trainee teachers the results of the present study confirm those of Brouwer
and Koetsier.
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Brouwer’s study argues the importance of designing training conditions for teacher
education in such a way that they do not only accommodate the curriculum of the
teacher education program but also embody its pedagogy. It also argues that training
conditions may be specially – and effectively - designed for the development of a
reflective and inquisitive practitioner. As such, the findings of his study still hold a
strong relevance for an understanding of trainees’ professional development in the
university-based teacher education program, as it was examined in the present study
after a decade. Koetsier’s study is relevant to the actual situation as it provides a concrete
example of the design of a teacher education program aiming at congruence between a
professional image of teaching and the training conditions under which trainees are
guided towards an appropriation of this standard.

11. 3 Reviewing theory and design
Since the time when this study was first conceived (the early 80s) Vygotskian and Neo-
Vygotskian theory have gained increasing interest and become increasingly used in the
study of learning and development with a focus on meaning and significance, as well as
in the study of sociocultural practices. In the present study of teacher education these
two elements have been combined. Hence the distinctive characteristic of this study
resides in the fact that, addressing teaching as a ‘societally significant practice’ (Chaiklin,
1993, p. 384 ff.), it focuses specifically on the question what significance this practice
holds for participants.
By the wealth of its ideas and by the depth and breadth of its ‘bridging’ concepts
Vygotskian theory holds both possibilities and risks for the researcher. In this study the
concept ‘assignment of meaning’ has been used to explore how significance of teaching is
defined, communicated and appropriated within a large and complex activity system. As
this exploration has been guided by rough distinctions as to different levels of agency as
well as different actors (both of a corporate and a personal nature) it may well be
questioned if such a widely-meshed net is able to catch the essence of the process of
assigning meaning to teaching as it goes on over time through a succession of
interactions in a diversity of micro-constellations.
Being part of a dialectical tradition Vygotskian theory is characterized by an interest in
contradiction and conflict as factors in development (ibid., p. 395). The field of school
teaching in a period of change aptly lends itself to such a dialectical approach. In the
course of this study a number of examples have been presented (e. g. of Berlak & Berlak,
Bernstein, Jackson, and Wardekker) of the use of this approach in educational theory. In
chapter 6 of this study (above, p. 101) it was described how, in the construction of
research instruments, it was attempted to work out the central instrument on the
principle of dilemmas of schooling. In retrospect it may be asked if this attempt was not
given up too soon. An instrument based on contrasts is appropriate in an approach of
respondents emphasizing weighing and choice, whereas the appreciation of elements
belonging to a given standard rather suggests an appeal to conform. Use of contrasts
might have shown up more differences between respondents as well as more changes in
the response than were revealed by the questionnaire actually used. More focused
attention to contradictions might also have contributed to locating and singling out some
key issues in the assignment of meaning to teaching for closer inspection and analysis.
Another point on which Vygotskian theory has not been done full justice is that the
design elaborated from this theory for the present study puts a one-sided emphasis on
the expression of ideas and appreciations about the practice of school teaching, thereby
leaving out of consideration the assignment of meaning as it takes place in or in direct
relation with practical situations. A corresponding bias concerns the emphasis on
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assignment of meaning by separate individual actors with an attendant neglect of
meanings construed and negotiated in interactive situations. In combination these
accents involve a lack of attention to the ongoing assignment of meaning to teaching in
interpersonal settings. The above critical reflections all concern the problem of
elaborating an appropriate methodology for the application of Vygotskian theory, rather
than the theory itself.
The choice of a longitudinal approach may, in itself, be regarded as self-evidently
necessary in a study of change of development in trainee teachers’ outlook on teaching,
as well as congruent with Vygotsky’s genetic method. However, it may be asked if the
time-span covered by the study, coinciding with the postgraduate teacher education
year, has not been chosen in a too restricted way. Elements in trainees’ outlook on
teaching appearing to submerge under the pressure of a first teaching practice may re-
emerge at a convenient moment later in time. In this connection Brouwer (1989, p. 303)
speaks of a ‘latency period’ of ideals. Also effects of the teacher education program may
take more time to materialize.
The mixed use of instruments aiming at a broadly quantitative and an in-depth
qualitative collection of data may in retrospect be upheld on a consideration of the
specific and complementary merits of each of these types. While the use of pre-
structured questions has served to examine respondents for their perception and
appreciation of theoretically derived categories – as in the questionnaires and sorting
tasks - , the use of open questions has facilitated an inventory of trainees’ personal
notions and views. In this way the combination of instruments has – to some extent –
revealed an interplay between public and personal notions about school teaching, on the
basis of Vygotsky’s distinction between scientific and everyday concepts. The attempt to
operationalize through instruments another important distinction from Vygotskian
theory, viz. between a level of actual and a zone of proximal development, has not been
systematically sustained (see the discussion on the initial interview instrument in chapter
6, above, p. 98 ff.).
As to their aspired practical relevance it remains to be questioned how far the
instruments used in this study may serve diagnostic procedures in the teacher education
program, aiming at the recurrent examination of trainees’ assignment of meaning to
teaching in the course of their professional development. For this purpose we believe
that the structure of the open questions in the interview instrument may at least serve as
a starting-point for further development.
In the course of this review we have already referred to Chaiklin’s concluding chapter in
a recent collection of studies about societally significant practices (Chaiklin & Lave, Eds.,
1993). We believe that the present study answers each of the five common characteristics
of the studies included in this volume, viz. 1) that it takes a meaningful societal practice
as a direct object of study; 2) that this practice is studied in the context of a societal
institution; 3) that it has a definite theoretical interest, trying to describe this practice in
relation to a theoretical tradition; 4) that it attempts to go beyond the level of performed
actions and the knowledge immediately required for the performance of these actions;
and 5) that the studied practice is one having significant consequences for its participants
(ibid., p. 384).
Chaiklin (ibid., p. 380-381) identifies two issues on which the collected studies show
theoretical differences. One of these concerns the relation between societal relations and
individual actions, the other the questions how far research should contribute to a
reformulation of the practices it describes and analyzes. The present study, as based in
the dialectical tradition of Vygotsky, puts a strong emphasis on societal relations; but at
the same time it affirms the agency of individuals and aims at defining conditions under
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which the agency of individuals may be strengthened and developed. As to the second
question the present study, while not pretending to a reformulating of the practice of
teacher education, aims at a reconsideration of the pedagogy of teacher education in the
light of the professional standard teacher education is to help realize.

11. 4 Suggestions for further study
This review may be appropriately concluded with some suggestions for further study
and research. We believe that the process of assigning meaning to teaching by trainee
teachers in a teacher environment merits closer and more detailed attention. This would
require an approach focusing on this process as it evolves in individual trainee teachers
over time, in the concrete environment and subenvironments which the teacher
education program provides for them. Such an approach would have to pay attention to
trainees’ progress through a succession of situations ranging from exploration of
educational theory to performing as a (beginning) teacher in school practice and to
situations in which this practice is planned or evaluated. In all of these situations it
would have to attend to the interactions they hold between trainee teachers and
significant partners in the teacher education program, such as pupils, fellow-trainees,
and various types of teacher educators. Apart from, or instead of, specially designed
instruments such as interviews and questionnaires, such an approach might profitably
make use of reflective materials ‘naturally’ produced by trainee teachers as well as by
their partners in the teacher education program. Compared to the present study, such an
approach would also allow a more rounded view of trainees’ development of a
professional identity as it would engage the aspect of assignment of meaning in
combination with the aspect of the practical realization of assigned meanings, as two
moments in a spiral process of development.
To the extent that assignment of meaning involves the recognition and definition, as well
as the resolution and reconciliation, of contrasts, it may finally be suggested that in the
design of such a research approach the idea of dilemmas of schooling and teaching could
be appropriately included.

11. 5 Conclusion
The results of the present study confirm a long-standing feeling that teacher education,
as an area of professional education, is faced with more problems and obstacles than it
can boast of successes and achievements. The recognition of this condition has
sometimes provoked expressions of near-despair, as instanced by Yates (1981, cited in
Zeichner & Gore, 1990, p. 528), complaining that ‘student teaching problems are
unchanging, persistent and universal’. To counter such feelings it is important to
acknowledge, at the same time, the dynamics of this field and to signal promising
developments. For teacher education in the Netherlands some recent developments are
reported in Willems, Stakenborg & Veugelers, Eds. (1999) Trends in Dutch teacher
education. One of these trends is that the teaching profession and, hence, teacher
education are opening up to people who come to teaching after a career in business or
industry, thus strengthening the link between teacher education and society. Another is
the closer attention paid to the precise nature of the functions and contributions of
different teacher educators who have to work together in complementary ways, as
discussed for the coaching function by Klencke & Krüger. A third is the introduction of
(clinical) supervision as a methodical procedure which is specially directed to a reflection
of practice experiences in support of the development of a personally valid and workable
professional identity (Rozemond).
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APPENDIX 4. 1: Trainee teachers participating in empirical study 1994 – 1995

Subject Establishment
‘A’

Establishment
‘B’
regular variant

Establishment
 ‘B’
inservice variant

Classical languages   1    4   1
Dutch   7  10   1
English   6  10   2
French   3  11   -
German   4    8   -
Italian   -    4   -
Russian   -    1   -
Spanish   -    6   -
subtotal languages 21  54   4
Biology   9    8   -
Chemistry   4    4   1
Mathematics   5    7   2
Physics   4    2   -
subtotal mathematics
and natural sciences

22  21   3

Art history   -    1   -
Business economics   2    7   2
General economics   3    9   -
Geography   4    3   -
History   7    9   -
Philosophy   -    1   -
Social studies   5    7   1
subtotal social
sciences

19  37   3

TOTAL 62 112  10
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APPENDIX 4. 2: Teacher educators*)  participating in empirical study 1994 – 1995

Subject Establishment ‘A’ Establishment ‘B’
institute schools institute schools

Education  2  - 10  3')
Reading & spelling  1  -  -  -
Speech therapy  -  -  2  -
subtotal general subjects  3  - 12  3')
Classical languages  1  1  1  6#)
Dutch  1  2  4") 16")
English  1  4  3~) 11#)
French  1  3  1  7#)
German  2  1  2  4#)
Hebrew  -  -  1  -
Italian  -  -  1  -
Russian  -  -  2  1
Spanish  -  -  1  4
subtotal  languages  6 11 16 49
Biology  2  3  1  5
Chemistry  2  1  1  4
Mathematics  1  1  1  4
Physics  1  1  1  6
subtotal mathematics and  natural
sciences

 6  6  4 19

Business economics  -  -  1  3
Cultural  history of Christianity  -  -  1  -
General economics  1  5  1  4
Geography  1  2  1  2#)
History  1  2 1@)  6
Philosophy  -  -  1  2
Social studies  1  4  1  7#)
Theology  -  2  -  -
subtotal social sciences  4 15  7 24
TOTAL 19 32 39 95

Notes:
*)  Teacher educators included in this table are professional members of the institute  and of
cooperating schools who are directly engaged in training activities with trainee teachers.
')  This number refers to school practice coordinators, supervising a group of trainee teachers
allocated for teaching practice to their schools and also giving instruction in the area of general
education.
#)  This number includes one school practice subject supervisor who also functions as school
practice coordinator in his or her school.
") This number includes two teacher educators specialized in Dutch as a second language.
~) This number includes two teacher educators specialized in English as a language of
instruction.
@) This teacher educator functions for both History and Art history.
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APPENDIX 5. 1: References and explanatory notes for Table 5. 1: General
characteristics of the teacher’s position and role

1. represents a subject and is also a pedagogue: CGP p. 4; VSNU, p. 14; ‘B’, p. 12. In CGP
being a pedagogue is defined as giving guidance to learning and developmental
processes of pupils; in VSNU the teacher’s pedagogical tasks is defined as helping
adolescents to achieve independence and an independent opinion about (social)
problems related to or transcending the school subject.
2. works as a professional: ABOP, p. 67;  OECD, p. 44; Leune, p. 28; Wubbels, p. 17;  SG,
p. 21; CTL, p. 75, 77;  VSLPC, p. 17; VSNU, p. 4; ‘B’, p. 6. In Wubbels this professionalism
takes the character of an extended, as against a restricted professionalism.  In ‘B’ it is
characterized by theoretical depth as a guideline for reflection and practical action.
3. works as a designer: Wubbels, p. 17, 19; an extended professionalism involves the
teacher’s functioning more as a designer, less as an executive.
4. uses the cycle of planning, execution, evaluation: CGP, p. 5; VSNU, p. 4; ‘AC’, p. 5; ‘B’,
p. 5, 6, 7.
5. fulfils a broad range of tasks: ABOP, p. 68; OECD, p. 97 ff.; Leune, p. 27; Wubbels, p.
15;  SG, p. 16; CTL, p. 32; VSLPC, p. 26, 39; CGP, p. 5; VSNU, p. 5; ‘AC’, p. 5; ‘B’, p. 5, 6, 7.
In CGP this range is specified as made up of tasks in the areas of instruction, guidance,
development, and organization. VSNU extends ‘development’ to ‘research and
development’. In the formulation of ‘AC’ the teacher functions in the subject department
and in the school, besides teaching. ‘B’ follows CGP in viewing the teacher’s function in 4
task areas, viz., instruction, guidance, development, and  organization.
6. has teaching  as a central task: CTL, p. 11; VSLPC, p. 14; CGP, p. 5; VSNU, p. 3; ‘AS’, p.
5; ‘B’, p. 6.
7. takes part in task and function differentiation: ABOP, p. 71; Wubbels, p. 16;  CTL, p.
80. This category adds the element of choice and specialization to breadth and variety of
teacher tasks.  As distinct from task differentiation, function differentiation involves
different levels of qualification and pay (CTL).
8. has possibilities for career development: ABOP, p. 70;  OECD, p. 60, 65; Wubbels, p. 22;
CTL, p. 63, 75, 82; VSLPC, p. 27. Some sources (Wubbels, CTL) work out career
development  in the form  of a phased career,  corresponding with levels of qualification
to be obtained through continuing teacher education.
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APPENDIX 5. 2: References and explanatory notes for Table 5. 2: The teacher’s
functions and tasks in the primary process: a) serving educational goals

1. Personal development: ABOP, p. 37; Leune, p. 23; SG, p. 10; VSLPC, p. 68. This
category includes individual development (ABOP), personal development (Leune), self-
realization (SG), and development of self-concept and personality (VSLPC).
2. development towards adulthood: ‘AC’, p. 3.
3. self-regulated learning: ABOP, p. 41, 43; SG, p. 15, 21, 49; VSNU, p. 3, 7. This category
includes a capacity for independent learning (ABOP, p. 41; VSNU, p. 3), learning to learn
(ABOP, p. 43; SG, p. 15, 21, 49; VSNU, p. 7), reflection on learning (ABOP, p. 43).
4. participation in an information society: ABOP, p. 28; OECD, p. 105; Leune, p. 23.
5. participation in labor: ABOP, p. 38; OECD, p. 102; Leune, p. 223; SG, p. 9.
6. active citizenship: ABOP, p. 37; OECD, p. 102;  SG, p. 9.
7. knowledge and skills in a school subject: ‘AC’, p. 3.
8. general education / a broad orientation: Leune, p. 23;  SG, p. 9.
9. broad cognitive, study and inquiry  skills: ABOP, p. 38, 40, 43, 44; OECD, p. 101, 102;
SG, p. 49. These include dealing with information (ABOP, p. 38; SG), discovering (ABOP,
p. 44), distinguishing main issues from side issues (SG); evaluating (ABOP, p.  44),
experimenting (ABOP, p. 44), performing logical reasoning and drawing conclusions
(SG), making assignments (ABOP, p. 44), perceiving relations (ABOP, p. 40; SG),
planning (ABOP, p. 44; SG), problem analysis and problem solving (ABOP, p. 38; OECD,
p. 102), using sources (ABOP, p. 44; SG), verbalizing mental process (ABOP, p. 43, 44).
10. social and communicative skills: ABOP, p. 44; Leune, p. 23. These skills include
cooperating (ABOP; Leune), presenting, reporting, discussing (ABOP).
11. technical skills: ABOP, p. 38.
12. the use of experience and intuition: ABOP, p. 40.
13. intelligence: Leune, p. 23.
14. reflection: ‘AC’, p. 5.
15. creativity: ABOP, p. 44; ‘AC’, p. 6.
16. perseverance: Leune, p. 23.
17. flexibility: SG, p. 9.
18. stress-resistance: Leune, p. 23.
19. a critical attitude: ‘AC’, p. 6.
20. independent judgment: VSNU, p. 3, 7.
21. a capacity for making choices: ABOP, p. 38, 39; these choices are to be made on a
basis of respect for others.
22. innovative behavior: ABOP, p. 38; Leune, p. 23.
23. understanding of a complex society: ABOP, p. 38.
24. awareness of values and standards and of moral issues: ABOP, p. 21, 38; OECD, p.
101, 102; VSLPC, p. 65; VSNU, p. 3; ‘AC’, p. 5. Specific values mentioned are humanity,
solidarity, tolerance and freedom (ABOP, p. 38).
25. aesthetic sensitivity: OECD, p. 101.
26. environmental sensitivity: OECD, p. 101.
27. an international attitude: ABOP p. 30; OECD, p. 102; Leune, p. 23.
28. an attitude supporting gender equality: CGP, p. 5; VSNU, p. 5.
29. an intercultural attitude: OECD, p. 102; Leune, p. 24; CGP, p. 5; VSNU, p. 5.
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APPENDIX 5. 3: References and explanatory notes for Table 5. 3: The teacher’s
functions and tasks in the primary process: b) shaping the educational situation

General characteristics:
1. focuses on learning as process: ABOP, p. 40; as distinct from focusing on results.
2. guides the learning process: ABOP, p. 41; SG, p. 21; CTL, p. 24; VSLPC, p. 32; VSNU, p.
5. The teacher functions as an organizer (SG), as a stimulator and supporter (CTL), as a
manager (ABOP, as distinct from giving instruction (ABOP).
3. supports active and independent learning: ABOP, p. 39; OECD, p. 103; Wubbels, p. 17;
SG, p. 15, 19; VSLPC, p. 32; VSNU, p. 5; ‘AS’, p. 32; ‘B’, p. 7. This support is provided by
training pupils in learning strategies (‘B’).
4. uses problem-centered learning: OECD, p. 102.
Shaping relations with pupils:
5. meets pupils on an individual / personal basis: ABOP, p. 40; SG, p. 6; VSNU, p. 7;
‘AC’, p. 6; ‘B’, p. 6. Teachers meet pupils at eye level (ABOP).
6. tunes in with entering situation of pupils: ABOP, p. 44; CGP, p. 4, 5; ‘AS’, p. 5, 33;  ‘B’,
p. 6. Teachers tune in with pupils’ developmental situation (CGP, p. 4; ‘AS’, p. 33); with
characteristics of pupils (CGP, p. 5; ‘AS’, p. 33); with pupils’ experience (ABOP; CGP, p.
5; ‘AS’, p. 33); they assess entering behavior of pupils (‘AS’, p. 5; ‘B’).
7. tunes in with differences between pupils: ABOP, p. 45; OECD, p. 83; Leune, p. 23, 26;
SG, p.11, 19, 25, 44; CTL, p. 74; CGP, p. 4;  VSNU, p. 7; VSLPC, p. 70; ‘AS’, p. 32; ‘B’, p. 8.
Teachers tune in with individual differences (OECD;  Leune; SG, p. 11, 19, 44; VSNU);
with differences in learning style (ABOP; SG, p. 25); with sociocultural differences
(VSLPC; VSNU); with a multicultural background  of pupils (CTL).
8. extends attention and care to pupils with problems: VSLPC, p. 72; ‘AC’, p. 5; ‘B’, p. 7.
9. extends attention and care to gifted pupils: ‘AS’, p. 32.
10. creates a pedagogical climate: VSLPC, p. 69; CGP, p. 5; VSNU, p. 5, 7; ‘AC’, p. 6; ‘B’, p.
7.  A pedagogical climate is created together with pupils (VSNU, p. 7); it is characterized
by safety and respect (VSLPC). Teachers recognize problems in social relations between
pupils (CGP; VSNU, p. 5); foster good relations between pupils (‘AC’); recognize and
remedy problems between pupils (‘B’).
11. communicates with pupils: VSNU, p. 7; ‘AS’, p. 6, 33. Teachers enter into
conversation with pupils (‘AS’, p. 33); also about existential questions and questions of
meaning (‘AC’, p. 6).
12. motivates / stimulates pupils: CTL, p. 24; CGP, p. 5;  ‘AS’, p. 33; ‘AC’, p. 5; ‘B’, p. 7.
13. gives pupils time for assimilating subject matter: ‘AC’, p. 5.
14. makes pupils co-responsible for their learning: SG, p. 49.
15. asks pupils to give feedback on the instruction process:  ‘AC’, p. 6.
16. fosters social contexts: SG, p. 45; VSLPC, p. 71. Social contexts are fostered to
counteract the trend towards individual learning routes (SG). Teachers  foster solidarity
and cooperation in learning groups (VSLPC).
17. counters discrimination: VSLPC, p. 71.
Shaping subject matter:
18. transforms general goals into subject goals: ‘B’, p. 6.
19. transforms scientific  knowledge into subject matter: CGP, p. 4; ‘B’, p. 11.Teachers
transform abstract disciplinary knowledge into meaningful knowledge for pupils (‘B’).
20. provides clear and logical presentation: ‘AC’, p. 5.
21. provides rich contexts: ABOP, p. 44.
22. takes epistemological and historical aspects into account in ordering subject matter:
‘AC’, p. 5.
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23. enters into value aspects of subject matter: VSLPC, p. 68; ‘AC’, p. 5. Teachers take
ethical aspects into account in shaping subject matter (‘AC’).
Arranging learning situations:
24. plans and organizes environments for learning and learning situations: ABOP, p. 45;
Wubbels, p. 6; SG, p. 21; VSNU, p. 5; ‘AC’, p. 5; ‘B’, p. 6, 7. Teachers contribute to a
stimulating environment for learning (ABOP); they create appropriate environments for
learning (Wubbels); lay more emphasis on planning and organization (SG; VSNU); plan
lessons systematically (‘AC’); plan creatively from a sound theoretical basis (‘B’, p. 7);
readjust plans during execution (‘B’, p. 7).
25. structures learning processes: ‘B’, p. 6.
26. sets and clarifies goals: ‘AC’, p. 5; ‘B’, p. 6.
27. uses methods and procedures: ABOP, p. 44, 45; Leune, p. 26, 27;  SG, p. 6, 25, 48; CGP,
p. 5; ‘AC’, p. 5; ‘B’, p. 6. These methods and procedures include e. g. project work serving
the development of inquiry skills (ABOP, p. 44); problem-centered learning (OECD, p.
102); procedures more directed to coaching (Leune, p. 26; SG, p. 25);  interactive
procedures, also procedures conducive to the clarification and communication of values
(‘AC’); methods developed by experts (Leune, p. 27).
28. uses grouping forms: ABOP, p. 43; Leune, p. 26; CTL, p. 64.
29. uses materials and media, including IT: ABOP, p. 43. 49; OECD, p. 101, 105; Leune, p.
26; VSLPC, p. 80; CGP, p. 5;  ‘AC’, p. 5; ‘B’, p. 6, 7, 8. Teachers choose and use
appropriate means (‘AC’ 5; ‘B’, p. 6); they use existing materials critically (‘B’, p. 7, 8).
The use of information technology by teachers includes training  pupils in their own
educational use of IT (ABOP, p. 43).
30. adapts materials: ‘B’, p. 8.
31. (co-)produces materials: ABOP, p. 68; SG, p. 22.
32.evaluates learning situations: ‘B’, p. 6, 7.
Managing learning activities:
33. manages learning activities: VSLPC, p. 82.
34. uses rules of conduct / establishes a working order: ‘AC’, p. 5; ‘B’, p. 6.
Practicing assessment:
35. assesses and reports: OECD, p. 101; VSLPC, p. 85; CGP, p. 5; ‘AS’, p. 32; ‘B’, p. 7.
36. uses tests: ‘AC’, p. 5; ‘B’, p. 6.
37. (co-)produces tests: SG, p. 22; CGP, p. 5; ‘AC’, p. 5.
Practicing diagnosis, routing, remedial:
38. practices diagnosis and remedial: VSLPC, p. 83; VSNU, p. 5; CGP, p. 5; ‘AC’, p. 5.
Teachers recognize and react to learning problems (CGP; VSNU). The practice of
diagnosis and remedial includes the use of tests (‘AC’).
39. diagnoses and remedies the learning climate: ‘AC’, p. 5; ‘B’, p. 7. E. g. with respect to
discipline, fear of failure, learning problems (‘B’).
40. keeps track of the progress of individual pupils: ABOP, p. 45; Leune, p. 27; ‘AS’, p. 33;
‘AC’, p. 5. Teachers observe behavior of individual pupils during lessons (‘AC’, p. 5).
41. designs individual learning routes: SG, p. 45.
Coaching / counseling:
42. coaches / counsels individual pupils: ABOP, p. 66, 68; OECD, p. 44; SG, p. 14, 22, 45;
‘AS’, p. 33; ‘B’, p. 8. E.g. as a mentor (‘AS’; ‘B’); in class during instruction (‘B’).
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APPENDIX 5. 4: References and explanatory notes for Table 5. 4: The teacher’s
position, functions and tasks in the school organization and in the education system

School organization (meso level):
1. participates in the school organization: ‘AC’, p. 3; ‘B’, p. 6, 13. Functions effectively and
efficiently in a school (‘AC’); is a competent participant in the school organization (‘B’).
 2. belongs to a professional collective: ABOP, p. 41; OECD, p. 60; SG, p. 23; CTL, p. 13,
23, 59, 74. As members of a professional collective teachers contribute to the
development and realization of the school’s objectives (CTL, p. 74). Belonging to a
professional collective means that the professional isolation of teachers is broken up
(ABOP; OECD; SG; CTL, p. 13, 23, 59).   
 3. takes part in policy and decision making: ABOP, p. 41; OECD, p. 44, 107; CTL, p. 11,
75, 77; VSLPC, p. 56; CGP, p. 5; VSNU, p. 5; ‘B’, p. 8.
4. functions in a modern labor organization: VSLPC, p. 56.
5. contributes to interdisciplinary harmonization  and integration: ABOP, p. 44;  SG, p.
28; CGP, p. 5; VSNU, p. 5; ‘B’, p. 10, 17. Harmonization concerns both curriculum content
and methodology (CGP; VSNU). Interdisciplinary integration takes place in thematic
curriculum areas (ABOP); in broad curriculum areas (SG).
 6. takes part in meso activities: ABOP, p. 42, 66; OECD, p. 113; Wubbels, p. 16; SG, p. 16;
CTL, p. 32; ‘AS’, p. 5; ‘B’, p. 7.
7. works in teams: ABOP, p. 46; OECD, p. 44; VSLPC, p. 25, 55; VSNU, p. 6; ‘B’, p. 6, 10,
17. Team work also takes place on an interdisciplinary basis (VSNU, p. 6).
8. takes part in team teaching: ABOP, p. 41; Leune, p. 26; VSLPC, p. 26.
9. takes part in creating conditions for primary process: VSNU, p. 6;  e. g. conditions for
individual learning routes.
10. takes part in the pupil guidance system: ABOP, p. 46; Leune, p. 21; VSLPC, p. 26, 121
ff.; VSNU, p. 7; ‘AS’, p. 33; ‘B’, p. 6, 8.
11. takes part in guidance of trainee and beginning teachers: ABOP, p. 42; VSLPC, p. 59;
‘B’, p. 8.
12 takes part in extracurricular activities: Leune, p. 21; ‘AC’, p. 6.
13. confers with colleagues: ABOP, p. 41, 46; SG, p. 6; CTL, p. 61; VSLPC, p. 58; CGP, p. 5;
VSNU, p. 5, 6, 7; ‘AC’, p. 6; ‘B’, p. 7. Teachers confer with colleagues in their subject
department (‘AC’).
14. takes part in middle management: ABOP, p. 70; CTL, p. 81; CGP, p. 5; VSNU, p. 6; ‘B’,
p. 8. E.g. department organization, mentor tasks (‘B’).
15. takes part in development and innovation: ABOP, p. 46, 47, 49; OECD, p. 101;
Wubbels, p. 19; VSLPC, p. 26, 73; CGP, p. 4, 5; VSNU, p. 6, 7; ‘AC’, p. 6; ‘B’, p. 8. Teachers
take part in curriculum development (ABOP, p. 46; Wubbels; VSLPC, p. 73; CGP, p. 5;
VSNU, p. 7); in experiments and innovations (VSLPC, p. 26; CGP, p. 4; VSNU, p. 6); in
the introduction of information technology (ABOP, p. 49; OECD); in modularization
(ABOP, p. 47); in development of curriculum and materials (VSLPC, ‘AC’), in the
development of their  school subject, paying attention to ethical, epistemological and
historical questions (‘AC’); in shorter and longer term program development,
development of differentiated materials, introduction of project work, developments in
organization and instruction (‘B’).
16. takes part in research activities: OECD, p. 44; Wubbels, p. 19; VSNU, p. 6, 7; ‘B’, p. 13.
Often, though not always, this research is undertaken in function of innovation (VSNU).
17. entertains contacts with caretakers of pupils: OECD, p. 44; VSLPC, p. 88; CGP, p. 5;
VSNU, p. 5; ‘AC’, p. 6; ‘B’, p. 6.
18. entertains contacts with the local community: OECD, p. 44.
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19. entertains contacts with experts and professional organizations: ABOP, p. 66; VSLPC,
p. 90.
20. fulfils specializations: ABOP, p. 42; Wubbels, p. 26; VSNU, p. 13. E. g. care of
extracurricular activities, guidance of beginning teachers and trainees, innovation of
methodology, innovation of the subject curriculum, introduction of new media,
leadership of a department, media management,  middle management, participation in
educational innovations, pupil guidance, quality control, remedial teaching, study and
careers counseling.
 Education system (macro level)
21. takes part in maintenance of professional standard: ABOP, p. 65.
22. takes part in development of IT materials: ABOP, p. 50.
23. expresses views about the development of the education system as a whole: OECD, p.
44.

APPENDIX 5. 5: References for Table 5. 5: The teacher’s functions and tasks with
respect to maintenance and development of his / her personal professionalism

1. manages his/her own continuing professionalization: CTL, p. 78; VSLPC, p. 53; ‘B’, p.
6, 7.
2. creates learning situations within practice: VSNU, p. 7.
3. follows developments in his / her discipline and in teaching methods: ABOP, p. 66, 67;
Leune, p. 28; VSLPC, p. 25; CGP, p. 4; VSNU, p. 5.
4. follows developments in educational research and curriculum planning: CGP, p. 4;
VSNU, p. 7.
5. takes part in peer consultation and coaching among colleagues: ABOP, p. 46; VSLPC,
p. 60.
6. takes part in training and schooling activities: ABOP, p. 69; OECD, p. 44, 116; Leune, p.
28; Wubbels, p. 22 ff.; VSLPC, p. 25; VSNU, p. 7.
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APPENDIX 5. 6: References and explanatory notes for Table 5. 6: The teacher’s
professional qualities

1. has a professional attitude: ABOP, p. 65; OECD, p. 44; VSNU, p. 7. A sense of
professional responsibility (OECD); a professional, inquiry-oriented attitude (VSNU).
2. acts in the light of values and standards: VSLPC, p. 50; ‘AS’, p. 33.
3. acts in the light of the social functions of education: OECD, p. 84; VSLPC, p. 45.
Teachers are capable of relating school learning to developments in the world outside
(OECD).
4. acts in the light of the collective interests of the school: CTL, p. 75.
5. has a pedagogical attitude: VSLPC, p. 67; VSNU, p. 7; ‘AC’, p. 6. This involves paying
attention to the self-concept and personality development of pupils (VSLPC); a positive
attitude towards adolescent pupils, a capacity to support their development into
responsible and independent individuals, and a capacity to function in the education
system on the basis of a personal perspective and respecting accepted values and
standards  (VSNU).
6. takes a positive attitude towards pupils: ‘B’, p. 6.
7. gives priority to the interests of pupils: ABOP, p. 67.
8. takes a pupil perspective: ‘B’, p. 12; as a starting point for methodological decisions.
9. is acquainted with socio-pedagogic problems of pupils: ‘AC’, p. 6; e. g. truancy,
intercultural problems.
10. commands specific guidance skills: CGP, p. 4, 14.
11. has an affinity for his / her subject: ABOP, p. 67; ‘B’, p. 6, 13.
12. has an academic command of his / her subject: OECD, p. 81; Leune, p. 28; Wubbels,
p. 19; CGP, p. 4; VSNU, p. 6; ‘B’, p. 7.
13. knows his / her discipline as a school subject: CGP, p. 8; VSNU, p. 15; ‘AC’, p. 6; ‘B’,
p. 11. Teachers know the history of their school subject (CGP); the relation between their
school subject and the academic discipline to which it is related (CGP; VSNU); they
follow scientific developments in their discipline as a school subject; master the basic
structures of their school subject (‘B’).
14. commands the methodology of his / her subject: Leune, p. 28; CGP, p. 8; VSNU, p. 6,
15; ‘AC’, p. 6. This includes acquaintance with developments in the methodology of the
subject, with theory and practice of curriculum development within the subject, with
concept development in pupils in relation to the subject (CGP; VSNU, p. 15); for ‘AC’ this
includes acquaintance with results of (international) subject-methodological research.
15. has an interdisciplinary attitude: CGP, p. 8: VSNU, p. 6, 14, 15. Teachers are
acquainted with developments in the coordination and integration of their subject with
other subjects (CGP; VSNU, p. 15).
16. has educational knowledge and understanding: ABOP, p. 46, 67; OECD, p. 82;
VSLPC, p. 65; CGP, p. 4; VSNU, p. 6, 15; ‘AS’, p. 33; ‘AC’, p. 3, 6, 7; ‘B’, p. 8. Teachers
have knowledge on an academic level (VSNU, p. 6);  a knowledge of educational policy
(CGP); they are informed about the development and background of their pupils (ABOP,
p. 46); are acquainted with youth culture and minority cultures, with modular
programming, with the significance of the school organization for planning and
cooperation (ABOP, 67) ; understand the relation between education, personality
development, and schooling (VSLPC);  are acquainted with youth studies,  psychology of
adolescence, educational sociology, the issues of equal chances and multicultural
education, the psychology of learning and instruction, methodological theory,
curriculum development and evaluation, school organization and school culture (VSNU,
p. 15); have an orientation in adult education, public educational policy and the
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education system (VSNU, p. 15); have an eye for the relation between education and
society (‘AS’); know the education system in the Netherlands according to its history,
structure, and aims, including developments in educational policy (‘AC’, p. 7); follow
educational developments and innovations (‘AS’; ‘AC’, p. 3, 7); are acquainted with
alternative forms of schooling (‘AS’); with institutions providing educational support
(‘AC’, p. 7); with the examination system (‘AC’, p. 7); with current philosophies of
education (‘AC’, p. 6); with the educational principles of different denominations,
especially of Christian education (‘AC’, p. 7); are able to analyze the religious and
pedagogical identity of a school (‘AC’, p. 6); are acquainted with developments in
national educational policy (‘B’).
17. commands a repertoire of teaching strategies: OECD, p. 83.
18. uses scientific knowledge: Wubbels, p. 18; VSLPC, p. 25; ‘B’, p. 6, 7. Plans creatively
from a sound theoretical basis (‘B’, p. 7).
19. has higher cognitive / academic skills: Wubbels, p. 20; VSLPC, p. 47; ‘AC’, p. 3; ‘B’, p.
6, 11, 13. Teachers are reflective (‘AC’; ‘B’, p. 13); they use the reflection cycle (‘B’, p. 13);
they are able to make clear analyses of practice and policy (‘B’, p. 6, 11).
20. is able to appreciate educational research and experiment: CGP, p. 4.
21. has research skills: ‘B’, p. 13.
22. has an attitude of exploration and inquiry: ABOP, p. 68; OECD, p. 44; Leune, p. 28;
Wubbels, p. 10, 19; SG, p. 23; CTL, p. 75; VSLPC, p. 25; VSNU, p. 2, 6, 7, 14; ‘B’, p. 13.
Teachers seek and use information (ABOP; Wubbels, p. 19); they are open to communal
influence and external developments (OECD; Leune); they look beyond the walls of their
classroom and school (CTL; VSLPC);  they compare their own practice with that of others
(VSLPC); are able and willing to inquire systematically into practice (Wubbels, p. 10); act
on the basis of analyses of the learning process (SG). This attitude involves a
combination of involvement and distance (‘B’).
23. has an innovative attitude / innovative skills: ABOP, p. 67; Leune, p. 28; CTL, p. 75,
76; CGP, p. 4; VSNU, p. 5, 7; ‘B’, p. 8. This attitude and these skills also apply to changes
in personal practice (CT, p. 76; VSNU, p. 7). Teachers are expected to attune their
teaching to social developments, such as currently the introduction of ‘basic education’,
revised examination programs, and the introduction of modular programming and
profiles in the second phase of secondary education (‘B’).
24. has social and communicative skills: OECD, p. 44; Leune, p. 28; CTL, p. 76;  VSLPC, p.
52; ‘AC’, p. 5. Teachers are open to and capable of cooperation (OECD; Leune; CTL); they
are able to divide tasks (CTL); to take part in consultation (CTL); to communicate
(VSLPC); they express themselves so that  pupils can understand (‘AC’).
25. has a capacity for continued professional development: VSNU, p. 2, 7.
26. learns from experience: VSNU, p. 4.
27. practices self-reflection: CTL, p. 76; ‘B’, p. 13.
28. is capable of self-regulation: ‘B’, p. 13.
29. is aware of his / her personal style of teaching and further develops this style: CGP,
p. 5.
30. commands a personal perspective on education: VSLPC, p. 48; CGP, p. 4; VSNU, p. 2,
4, 7; ‘AC’, p. 3, 6; ‘B’, p. 6, 11. Teachers implement and test personal ideals and views in
practice (CGP);  they develop a working concept and use it as a basis for action choices
(VSLPC); they develop working theories (VSNU); a personal ideological view of
education (‘AC’, p. 3); an ideological framework for pedagogical relations with pupils
(‘AC’, p. 6); a personal point of view (‘B’).
31. is committed: (ABOP, p. 67; ‘B’, p. 6, 13). Teachers are committed to the profession, to
pupils, to the school (‘B’).
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32. is flexible: ABOP, p. 46, Wubbels, p. 19.
33. is inventive / creative: Wubbels, p. 19; SG, p. 6; ‘B’, p. 7.
34. is resistant to stress: Leune, p. 28.
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APPENDIX 5. 7: References and explanatory notes for Table 5. 7: Training conditions
in teacher education

The teacher education environment:
1. is directed to actual teaching practice including current change and development:
CGP, p. 7; VSNU, p. 13.
2. programs on the basis of a professional image: CGP, p. 4; VSNU, p. 5; ‘B’, p. 6. This
involves consensus on a hard common core of various professional images (‘B’).
3. ensures programmatic unity through multidisciplinary teams: VSNU, p. 15.
4. mutually attunes disciplinary education and  professional education: CGP, p. 7.
5. balances disciplinary and interdisciplinary  aspects: VSNU, p. 14; ‘B’, p. 10, 23. The
teacher education environment provides situations for interdisciplinary contact and
cooperation to trainees (‘B’, p. 23).
6. mutually attunes educational studies and subject methodology: CGP, p. 7, 8; VSNU, p.
14, 15.
7. provides education on an academic level: Wubbels, p. 20.
8. enables trainees to continue their practice of scientific method: ‘B’, p. 11; this involves
making clear analyses and articulating a personal point of view.
9. helps trainees to translate academic knowledge into meaningful knowledge for pupils:
‘B’, p. 11; involving a transformation process which may be characterized as ‘de-
academizing’ trainees.
10. establishes contact between science and practice: ABOP, p. 69; CTL, p. 90; ‘B’, p. 9.
This involves intensive cooperation of teacher education and schools (CTL); e. g. through
contract schools functioning as full partners of the teacher education institute (‘B’).
11. provides orientation / frames of reference: CGP, p. 7; ‘AC’, p. 4.
12. provides rich contexts for learning: VSNU, p. 2, 4, 14. Learning situations are
modeled on complex practice situations (VSNU, p. 2, 4);  theory is presented in context
(VSNU, p. 14).
13. includes the use of analogy and metaphor in its language of instruction: Wubbels, p.
14.
14. follows up instruction and information with skill training: Wubbels, p. 14.
15. models target practice: OECD, p. 83; VSNU, p. 14. The teacher education
environment models teaching strategies and methodologies (OECD);  it models the
teacher as participant in a joint education process; the interrelationship between micro,
meso and macro levels; the incorporation of research and development in school
practice; the presentation of theory in context (VSNU).
16. offers theory in modular form: VSNU, p. 8; ‘AC’, p. 9.
17. supports the integration of theory in existing knowledge and views of trainees:
Wubbels, p. 13; VSNU, p. 2, 4; ‘AC’, p. 3. This is effected by enabling trainees to draw up,
refine and revise an adequate working theory (VSNU); by activating intuitive ideas and
existing abilities, as a starting point for reflection on theory presented to trainees (‘AC’).
18. recognizes both reflection and reinforcement in teacher socialization and learning:
Wubbels, p. 22.
19. combines theory and practice: CGP, p. 7; VSNU, p. 11, 15; ‘AC’, p. 4; ‘B’, p. 10. The
teacher education environment ensures balance and connection between theory and
practice, as well as close contacts in time (CGP); it combines learning and working
(VSNU); plans school practice parallel with theoretical study (‘AC’, ‘B’).
20. recognizes the relation between micro, meso and macro levels: CGP, p. 7.
21. mutually attunes institute practice and school practice of trainees: CGP, p. 7.
22. incorporates practice shock in initial teacher education: Wubbels, p. 25.
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23. provides a gradual increase of complexity and intensity in school practice: ’AC’, p. 8;
‘B’, p. 23.
24. diminishes intensity of guidance with increasing self-reflection of trainees: ‘AC’, p. 8.
25. provides guidance of school practice by teacher educators from school and institute:
CGP, p. 8; VSNU, p. 16; ‘AC’, p. 8; ‘B’, p. 23.
26. offers trainees full membership of the teaching team of the practice school: ‘B’, p. 9.
27. contains research as an integral component: CGP, p. 7; ‘AC’, p. 14; ‘B’, p. 13.
28. offers a program balancing a common core and differentiation: VSNU, p. 13; ‘AC’, p.
14; B’, p. 14. The teacher education environment offers programmatic options to trainees
(‘AC’, p. 14; B’, p. 14).
29. brings trainees in contact with a diversity of views and teaching styles: ‘B’, p. 9, 23.
30. enables trainees to learn actively: ‘AC’, p. 3.
31. supports trainees’ learning from experience: VSNU, p. 4, 15; reflexive learning from
personal practice (VSNU p. 15).
32. offers trainees opportunities for exchange of experience and ideas: ‘AC’, p. 3, ‘B’, p. 9,
23.
33. offers trainees opportunities for team work:  ‘B’, p. 10.
34. enables trainees to practice peer counseling: CGP, p. 8; ‘B’, p. 16.
35. enables trainees to work in cycles: VSNU, p. 4; ‘AC’, p. 4;  ‘B’, p. 13.
36. enables trainees to test working theories in practice: VSNU, p. 4.
37. honors the  development process in  (trainee) teachers: Wubbels, p. 23; CGP, p. 7; ‘B’,
p. 15. Honors developing concerns (Wubbels; ‘B’).
38. supports trainees in developing a personal view of teaching: ‘AC’, p. 12.
39. enables trainees to develop a personal style of teaching: CGP, p. 9; ‘B’, p. 23. This
involves giving room to trainees (CGP); supporting  trainees (‘B’).
40. enables trainees to shape their own training route: ‘AC’, p. 11, 12, 13; ‘B’, p. 14, 21.
Trainees make a personal training plan (‘AC’, p. 11, 13; B’); they make personal choices
of subject matter (‘AC’, p. 11, 12).
41. enables trainees to practice self-assessment: ‘AC’, p. 11; ‘B’, p. 14.
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APPENDIX 6. 1: Notation form for interviews

0. Data
Name of respondent:
Form of participation in TE program: ‘A’ / ‘B’ regular / ‘B’ inservice
Name of respondent:
Date of interview:

1. First step: four open questions
1. 1 Do you want to be a teacher?
yes
yes, if
perhaps
no

1. 2 What makes teaching as an occupation worth while to you?

1. 3 What kind of teacher would you like to be?

1. 4  In what kind of school would you like to work?

2. Second step: sorting task of 12 role cards
labels: * guide (D. begeleider)  * manager of the learning process (D. bestuurder van het
leerproces)  * teaching methods specialist (D. didacticus)  * group worker (D. groepswerker)
* instructor (D. instructeur) * transmitter of knowledge (D. kennisoverdrager) * organizer of
the learning process (D. organisator van het leerproces)  * pedagogue  (D. pedagoog) *
stimulator (D. stimulator)  * subject specialist  (D. vakdeskundige) * confidant
(D. vertrouwenspersoon)  * model  (D. voorbeeld)

No. label explanation
 1.
 2.
 3.
 4.
 5.
 6.
 7.
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 8.
 9.
10.
11.
12.

3. Third step: sorting task of 9 aspect cards
labels: * being active in the occupational group (D. actief deelnemen aan de beroepsgroep)
* being yourself in the teacher’s role (D. als persoon functioneren in de leraarsrol)
contributing to pupils’ development (D. iets meegeven aan je leerlingen) * creating an effect
in society (D. iets uitrichten in de samenleving) * developing yourself as a teacher
(D. jezelf als leraar blijven ontwikkelen) * being in contact with pupils (D. omgaan met
leerlingen)  * giving instruction (D. onderwijs geven) * working with others in the school
(D. samenwerken in de school)  * working with your subject (D. werken met je vak)

No. label explanation
1.
2.
3.
4.
5.
6.
7.
8.
9.

4. Fourth step: elaboration and revision.
4. 1 Elaboration / revision of question 1: Do you want to be a teacher?

4. 2 Elaboration / revision of question 2: What makes teaching as an occupation worth while
to you?

4. 3 Elaboration / revision of question 3: What kind of teacher would you like to be?
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4. 4 Elaboration / revision of question 4: In what kind of school would you like to work?

5. Fifth step: open question *):  What has changed in your view of teaching since the beginning
of the course (since the moment of the first interview)?

*) question asked in 2nd and 3rd administration of interview

6. Sixth step: open question**):  What situations in the postgraduate program have supported
you most in the development of your views on teaching as an occupation?
spontaneous answers:

answers in reaction to the checklist:

 **) question asked in 3rd administration of interview
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APPENDIX 6. 2: Sources for the questionnaire ‘Outlook on  teaching’

A) Macro sources
ABOP Teachers’ Union (1989): Algemene Bond van Onderwijzend Personeel (1989).
De bedrijvige school. Een visie op het onderwijs van de toekomst. [The enterprising school. A
perspective on school education in the future.]
VSNU Netherlands’ Universities (1992): Vereniging van Samenwerkende
Nederlandse Universiteiten (1992). Onderwijsvisitatie universitaire lerarenopleiding.
[Educational Visitation University-based Teacher Education.]
CTL Commission on the Future of Teaching (1993): Commissie Toekomst Leraarschap
(1993). Het gedroomde koninkrijk. De toekomst van het leraarschap. [The dreamed kingdom. The
future of teaching.]
VSLPC Pedagogic Centres (1993): Vereniging de Samenwerkende Landelijke
Pedagogische Centra (1993).  Algemeen beroepsprofiel leraar primair onderwijs. [General
Professional Profile Teacher Primary Education.]
VLOR Flemish Education Council (1993): Vlaamse Onderwijsraad (1993). Naar een
nieuwe lerarenopleiding. Advies van de Vlaamse Onderwijsraad. [Towards a new teacher
education. Report of the Flemish Education Council. ]
Veenstra, E. (1993). Basisvorming. Consequenties voor het beroepsprofiel van de docent [Basic
education. Consequences for the professional profile of the teacher]
Steering Group Profile Second Phase Secondary Education (1993): Stuurgroep Profiel
Tweede Fase Voortgezet Onderwijs (1993). Tweede fase, scharnier tussen basisvorming en
hoger onderwijs. [Second phase, hinge between basic and higher education.]
B) Meso sources
Establishment ‘A’ (1993).  Studiegids 1993/1994. [Study Guide 1993/1994.]
Establishment ‘B’ (1993).  Studiegids ‘93 - ’94. [Study Guide ‘93 - ’94.]
University of Utrecht, Interfacultary Institute for Teacher Education, Educational
Development and Study Skills (1993): Universiteit van Utrecht, Interfacultair Instituut
voor Lerarenopleiding, onderwijsontwikkeling en studievaardigheden (1993).
Studiegids 1993-1994. [Study Guide 1993-1994.]
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APPENDIX 6. 3: Questionnaire ‘Outlook on teaching’
KIJK OP LERAARSCHAP. Vragenlijst over de voortgaande oriëntatie op het beroep
van leraar binnen de postdoctorale lerarenopleiding. Versie voor leraren in opleiding.

In deze vragenlijst wordt je een aantal uitspreken voorgelegd over het leraarschap.
Het verzoek is of je deze uitspraken vanuit je persoonlijke gezichtspunt wilt beoordelen.
Voor de beoordeling beschik je over de mogelijkheden:

6: ‘uit het hart gegrepen’
5: erg mee eens
4: mee eens
3: niet mee eens
2: sterk op tegen
1: ‘over mijn lijk’

Hieronder het verzoek om voor tijdelijk gebruik je naam op te geven. Deze is nodig om
enkele openbare gegevens van jezelf aan de antwoorden op de vragenlijst te kunnen
koppelen. Zodra deze koppeling tot stand is gebracht zal je naam van het
antwoordformulier worden gescheiden.

opleiding: ‘A’ /  ‘B’ regulier /  ‘B’ inservice *)

vak:
naam:
datum:

*) verzoeke het juiste antwoord te omcirkelen

NB. In deze vragenlijst wordt de term ‘leraar’ gebruikt om een functie aan te duiden die
door vrouwen en mannen kan worden vervuld.

DE LERAAR DIE IK ZOU WILLEN ZIJN

1. bevordert zelfstandig leren van leerlingen
2. bevordert zelfvertrouwen van leerlingen
3. bevordert samenwerken van leerlingen
4. bevordert creativiteit bij leerlingen
5. bevordert een onderzoekende houding bij leerlingen
6. kweekt bij leerlingen begrip en respect aan voor onderlinge verschillen
7. oefent leerlingen in studievaardigheden
8. oefent leerlingen in sociale vaardigheden
9. oefent leerlingen in het formuleren van standpunten
10. oefent leerlingen in het maken van keuzes
11. oefent leerlingen in de omgang met informatie
12. oefent leerlingen in de omgang met media en beeldcultuur
13. oefent leerlingen in de omgang met computers
14. oefent leerlingen in de omgang met morele dilemma’s
15. oefent leerlingen in de omgang met waarden
16. bereidt leerlingen voor op deelneming aan het arbeidsbestel
17. bereidt leerlingen voor op deelneming in de maatschappij en de cultuur
18. bereidt leerlingen voor op levenslang leren
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19. volgt de wetenschappelijke ontwikkelingen in zijn/haar schoolvak
20. volgt de didactische ontwikkelingen in zijn/haar schoolvak
21. vertaalt wetenschappelijke vakkennis naar voor leerlingen betekenisvolle

kennis
22. brengt verband aan tussen de leerinhouden van zijn/haar vak
23. schenkt aandacht aan de samenhang van verschillende vakken
24. werkt mee aan vakoverstijgende thema’s en projecten
25. plaatst zijn/haar vak binnen het totaal van de vorming op school
26. plaatst zijn/haar vak binnen de maatschappelijke realiteit
27. wijst leerlingen op het belang van zijn/haar vak voor hun studie- en

beroepsperspectieven
28. hanteert een breed repertoire aan werkvormen
29. maakt gebruik van moderne hulpmiddelen waaronder de computer
30. past verschillende vormen van differentiatie toe
31. arrangeert leersituaties door doelen en middelen te kiezen en op elkaar af te

stemmen
32. maakt kritisch gebruik van bestaande methoden en materialen
33. ontwikkelt zelf leerinhouden en onderwijsmaterialen
34. schept een goede werkorde in de klas
35. houdt leerlingen aan afgesproken regels
36. biedt leerlingen structuur
37. biedt leerlingen impulsen
38. biedt leerlingen succeservaringen
39. volgt de vorderingen van leerlingen en stuurt ze bij
40. trekt consequenties uit toetsresultaten voor zijn/haar leerlingen en voor

zichzelf
41. schept een sfeer waarin leerlingen zich veilig en gewaardeerd kunnen voelen
42. schept een leeromgeving die leidt tot maximaal rendement van het leren
43. bouwt een vertrouwensrelatie met leerlingen op
44. houdt rekening met gevoelens van leerlingen
45. luistert naar leerlingen
46. treedt met leerlingen in gesprek over levensvragen
47. verdiept zich in de leef- en denkwereld van leerlingen
48. sluit aan bij wat leerlingen kennen en kunnen
49. sluit aan bij wat leerlingen bezighoudt en interesseert
50. sluit aan bij de sociaal-culturele achtergronden van leerlingen
51. speelt in op verschillen tussen leerlingen
52. speelt in op verschillende leerstijlen van leerlingen
53. bevordert een goede omgang tussen leerlingen
54. schenkt aandacht aan persoonlijke problemen van leerlingen
55. schenkt aan aan leer- en gedragsproblemen van leerlingen
56. speelt in de ontwikkeling van leerlingen in puberteit en adolescentie
57. begeleidt leerlingen individueel en binnen de groep
58. herstelt tekorten van leerlingen
59. brengt samenhang in onderwijs en begeleiding
60. neemt in de school taken op zich die aansluiten bij zijn/haar interesses en

kwaliteiten
61. werkt als lid van een team
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62. werkt samen aan de afstemming van inhouden en didactiek
63. werkt samen aan vak- en schoolwerkplanontwikkeling
64. werkt samen aan het pedagogisch gezicht van de school
65. werkt samen aan het levensbeschouwelijk gezicht van de school
66. gaat bij collega’s op lesbezoek
67. draagt bij aan het samenspel tussen de school en de verzorgers van leerlingen
68. werkt mee in de leerlingbegeleiding op school
69. werkt mee aan buitenschoolse activiteiten
70. neemt actief deel aan beleids- en besluitvorming binnen de school
71. maakt passend gebruik van de steun van externe deskundigen en

hulpverleners
72. streeft ernaar dat de leerlingen voldoende geschoold worden om toegang te

krijgen tot betaalde arbeid
73. streeft ernaar dat de leerlingen op grond van genoten onderwijs volwaardig

kunnen deelnemen in de samenleving
74. zet zich in voor de spreiding van kennis in de maatschappij
75. zet zich in voor de instandhouding van een intellectuele elite
76. bestrijdt educatieve achterstanden op grond van maatschappelijke positie of

afkomst
77. bestrijdt discriminerende vooroordelen en rolpatronen
78. handelt op grond van kennis van de geschiedenis, de doelstellingen en de

structuur van het Nederlandse onderwijs
79. oriënteert leerlingen in kernwaarden van de Nederlandse cultuur zoals

vrijheid en verdraagzaamheid
80. bereidt leerlingen voor op het leven in een interculturele samenleving
81. volgt onderwijsvernieuwingen met het oog op hun consequenties voor

zijn/haar werk in de school
82. helpt veranderingen in het onderwijs in gang te zetten
83. oefent zijn/haar vakmanschap uit in de beslotenheid van de klas
84. kijkt buiten de grenzen van zijn/haar eigen klaslokaal
85. oriënteert zich internationaal
86. is alleen zelf verantwoordelijk voor de uitoefening van zijn/haar beroep
87. werkt samen met beroepsgenoten binnen en buiten de school
88. is naast vakleerkracht pedagoog
89. is naast lesgever begeleider
90. doet meer dan alleen toepassen en uitvoeren wat anderen hebben bedacht
91. zet zich in voor de kwaliteit en het maatschappelijk aanzien van het

leraarschap als beroep
92. heeft hart voor het vak, het beroep en de leerlingen
93. heeft een brede taakopvatting
94. gaat bewust om met waarden en normen
95. benadert zijn/haar werkpraktijk vanuit een onderzoekende houding
96. handelt vanuit een levensbeschouwelijk referentiekader
97. handelt op grond van kennis van gangbare onderwijsvisies
98. handelt vanuit een eigen visie op onderwijs
99. handelt vanuit een leerling-perspectief in plaats van een leerstof- of

docentperspectief
100. plant creatief vanuit een goede theoretische basis
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101. reflecteert op zijn/haar eigen functioneren
102. maakt zijn/haar handelen en functioneren bespreekbaar
103. vraagt feedback aan leerlingen en collega’s
104. stelt zich open voor begeleiding
105. communiceert gevarieerd met verschillende personen in verschillende

situaties
106. drukt zich voor leerlingen begrijpelijk uit
107. werkt aan de verbetering van zijn/haar onderwijskwaliteiten
108. werkt aan de uitbreiding van zijn/haar handelingsrepertoire
109. komt via reflectie op zijn/haar werk tot nieuwe leervragen voor zijn/haar

verdere ontwikkeling als leraar
110. voert gewenste veranderingen in het eigen handelen door
111. neemt deel aan onderlinge scholing en wederzijdse begeleiding met collega’s
112. blijft zich als leraar ontwikkelen
113. ontwikkelt samen met de schoolleiding van zijn/haar school een

loopbaanperspectief

ENKELE AFSLUITENDE STELLINGEN

114. Er is geen mooier beroep dan het leraarschap
115. Het leraarschap is een baan voor het leven
116. In het leraarschap kun je al je kwaliteiten tot gelding brengen
117. Het leraarschap is wat je er zelf van maakt
118. Het leraarschap houdt je geestelijk in beweging
119. Als leraar vervul je een sleutelrol in de samenleving
120. In het leraarschap kun je al je ideeën kwijt
121. Als leraar kun je iets voor anderen betekenen
122. Het werken als leraar schenkt bevrediging
123. Als leraar kun je je voortdurend blijven ontwikkelen
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APPENDIX 6. 4:  Questionnaire ‘Outlook on teacher education’
KIJK OP OPLEIDEN. Vragenlijst over de steun die de postdoctorale opleiding aan haar
deelnemers kan bieden bij hun voortgaande oriëntatie op het beroep van leraar. Versie
voor opleiders.

In deze vragenlijst wordt U een aantal uitspraken voorgelegd over de steun die de
opleiding aan haar deelnemers  (lio's/dio's) kan bieden bij hun voortgaande oriëntatie op
het beroep van leraar binnen de postdoctorale universitaire lerarenopleiding.

U wordt gevraagd om elk van deze uitspraken op drie manieren te beoordelen:
1) op de wenselijkheid van de uitspraak voor de opleiding waar U aan verbonden

bent
2) op de toepasselijkheid van de uitspraak voor de praktijk van deze opleiding
3) op de toepasselijkheid van de uitspraak voor Uw eigen praktijk als opleider

Hieronder het verzoek om voor tijdelijk gebruik Uw naam op te geven. Deze is nodig om
enkele openbare gegevens (functie binnen de opleiding, vakgebied) van Uzelf aan de
antwoorden op de vragenlijst te kunnen koppelen. Zodra deze koppeling tot stand is
gebracht zal Uw naam van het antwoordformulier worden gescheiden. De binnenkomende
gegevens zullen in algemene zin worden verwerkt.

opleidings-
instelling:

IDO      ILO   *)

naam:

datum beant-
woording:

*) verzoeke het juiste antwoord te omcirkelen

NB: Vriendelijk verzoek om deze vragenlijst 'KIJK OP OPLEIDEN' te beantwoorden na
beantwoording van de vragenlijst 'KIJK OP LERAARSCHAP'

DE OPLEIDING *)

1. werkt vanuit een visie op onderwijs en leraarschap

Als opleider vind ik dit **) ;  o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

*) NB 'Opleiding': instituut voor de universitaire lerarenopleiding, met inbegrip van de daarmee
verbonden stagescholen
**) verzoeke het gekozen cirkeltje zwart te maken
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2. maakt zich sterk voor ontwikkelingen in het voortgezet onderwijs

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

3. confronteert deelnemers met een visie op onderwijs en leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

4. fundeert haar opleidingsprogramma in een visie op onderwijs en leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

5. maakt zich sterk voor ontwikkelingen in het leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

6. confronteert deelnemers met een diversiteit van opvattingen over onderwijs en
leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
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7. neemt een standpunt in over ontwikkelingen in het voortgezet onderwijs

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

8. staat in haar eigen praktijk model voor een visie op onderwijs en leraarschap

Als opleider vind ik dit):    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

9. laat de ontwikkeling van een visie op onderwijs en leraarschap over aan deelnemers

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

10. neemt een standpunt in over ontwikkelingen in het leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

11. vervult een voorbeeldfunctie voor vernieuwingen die zij in het onderwijs wil helpen
realiseren

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
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12. steunt deelnemers bij de ontwikkeling van een visie op onderwijs en leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

13. expliciteert tegenover deelnemers de uitgangspunten en keuzes achter het
opleidingsprogramma

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

14. stelt afwegingen en keuzes achter het opleidingsprogramma met deelnemers ter
discussie

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

15. betrekt deelnemers bij de evaluatie van het opleidingsprogramma

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

16. maakt aan deelnemers duidelijk op welke opvattingen over onderwijs en leraarschap zij
zich baseert

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
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17. nodigt deelnemers uit tot vragen over het opleidingsprogramma

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

18. betrekt deelnemers bij de ontwikkeling van het opleidingsprogramma

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

19. maakt aan deelnemers duidelijk op welke vernieuwingen in het voortgezet onderwijs
zij zich richt

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

20. laat deelnemers meedenken en meebeslissen over het opleidingsprogramma

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

21. benadert deelnemers als aankomende collega's

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
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22. verantwoordt het opleidingsprogramma tegenover deelnemers

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

23. betrekt deelnemers bij de vormgeving van het opleidingsprogramma
Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

24. steunt deelnemers in de wederzijdse afstemming tussen hun persoon en de
beroepseisen van het leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

25. gaat met deelnemers in op hun praktijkervaringen en  -problemen

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

26. steunt deelnemers bij het ontwikkelen van een eigen stijl van lesgeven

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
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27. sluit in het opleidingsprogramma aan bij praktijkervaringen en -problemen van
deelnemers

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

28. steunt deelnemers bij het ontwikkelen van een eigen repertoire als docent

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

29. nodigt deelnemers uit tot een persoonlijke aanpak van de studie

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

30. steunt deelnemers bij het ontwikkelen van eigen lesmateriaal

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

31. nodigt deelnemers uit tot het maken van persoonlijke keuzes binnen het
opleidingsprogramma

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
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32. steunt deelnemers bij het uitwerken en beproeven van eigen ideeën

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

33. oriënteert deelnemers in actuele discussies over onderwijs en leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

34. nodigt deelnemers uit tot het uitwisselen van ervaringen en ideeën

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

35. nodigt deelnemers uit tot een onderzoekende benadering van onderwijssituaties en
onderwijstaken

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

36. nodigt deelnemers uit tot doordenking van pedagogische vragen in verband met het
leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
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37. oefent deelnemers in vormen van samenwerking die een onderlinge afstemming van
ideeën met zich meebrengen

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

38. nodigt deelnemers uit tot zelfreflectie en zelfbeoordeling

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

39. oriënteert deelnemers in visies op ontwikkeling en scholing

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in 't geheel niet

40. oefent deelnemers in onderlinge begeleiding en deskundigheidsbevordering

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

41. nodigt deelnemers uit tot doordenking van het wetenschappelijke karakter van het
leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst

Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                        systematisch                     in ’t geheel niet
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42. oriënteert deelnemers in de arbeidssituatie en rechtspositie van leerkrachten

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

43. nodigt deelnemers uit tot doordenking van levensbeschouwelijke vragen in verband
met het leraarschap

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet

44. steunt deelnemers in de ontwikkeling van een loopbaanperspectief

Als opleider vind ik dit:    o   -   o   -   o   -   o   -   o
                         zeer wenselijk                 zeer ongewenst
Mijn opleiding praktiseert dit:   o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
Zelf praktiseer ik dit:         o   -   o   -   o   -   o   -   o
                         systematisch                     in ’t geheel niet
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APPENDIX 6. 5: Checklist on training conditions in the teacher education
establishment
Which situations in the postgraduate program have most supported you to get a better
view of teaching as an occupation? You may identify these situations from the list by
mentioning separate elements or by combining elements from the left and right columns.

WHAT? (activities)

school practice
observation
teaching pupils
guiding pupils
discussing your lessons (before and after
giving them)
informal talks
meetings
meso activities
extracurricular activities
interviews
institute
lectures
workshops
exchange of experiences
literature study
assignments
intervision
developing materials
meso activities
research
self-evaluation
log
reporting
informal talks
media
…..

WITH WHOM? (people)

pupils
other trainee teachers
school practice teachers
school practice coordinator
subject section
teachers
non-teaching staff
school management
other trainee teachers
subject methodologist
general education teachers
mentor
other institute teachers
guest teachers
institute management
...........



233

APPENDIX 7. 1: Instruction for interviewers
1. Preparation
* Trainee teachers have been approached for cooperation and have agreed to cooperate.
* Appointments as to date, time, and place of the interview have been made with
respondents by telephone and have been confirmed in writing. These appointments have
been put on a list.
* Interviewer calls respondents briefly before the date of the interview to make sure
about the appointment and to introduce herself / himself as the interviewer.
* At both institutes arrangements have been made for a quiet room to conduct the
interviews. Interviewer inspects the room before the interview and prepares setting and
materials (instruction, notation form, dictaphone with empty cassette, a card with
response possibilities for the first open question,  two sets of cards to be ordered
respectively for teacher roles and aspects of teaching.

2. Introduction
* Getting acquainted, putting respondent at ease, explaining interview situation
* I am going to ask you some questions about your  views on teaching as an occupation.
* The interview will take about an hour.
* Your name is needed for the analysis of the data. But the information you will give in the
interview will only be used in a general way.
* The interview will be recorded on audio tape. After the analysis of the data these tapes will be
erased.
* Also your answers will be taken down on a notation form.
* In the course of the academic year this interview will be repeated twice in order to follow the
development of your views.
* Apart from the interviews you will be invited - together with all other trainee teachers - to
answer a questionnaire about the same subject.

* Interviewer takes down personal data on notation form.

3. First step
* Interviewer engages and checks recording device.
* First I will put four questions to you with a general character. Question 1 is:  Do you want to be
a teacher? Please look on this card to see which answer is most suitable.

DO YOU WANT TO BE A TEACHER?
yes
yes, if
perhaps
no

* Interviewer takes down answer on notation form.
* Question 2 is ‘What makes teaching as an occupation worth while to you?’
* Interviewer takes down condensed answers on notation form.
* Question 3 is ‘What kind of teacher would you like to be?’
* Interviewer takes down condensed answers on notation form.
* Question 4 is: ‘In what kind of school would you like to work?’
* Interviewer takes down condensed answers on notation form.
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* With regard to these four questions interviewer asks for further explanation if first
answers are concise or unclear. Per question the interviewer feeds back (summarized)
answers to respondents, asking for confirmation. At these moments respondents are
allowed to elaborate on earlier answers.

4. Second step
* Now I am going to present you twelve cards about aspects of the teacher’s role, as it might be
fulfilled in relation to pupils. You are requested to lay them out in an order of priority. What you
consider most important comes on top and the least important at the bottom. And would you
please comment aloud on what you are doing?
* Interviewer presents 12 cards,  in alphabetical order
* Interviewer takes down  the order of the cards, with the commentary, on the notation
form.

5. Third step
* Now we do the same with nine cards about several aspects of teaching as an occupation. Would
you please lay out these cards in your order of priority. And would you again comment aloud on
your what you are doing?
* Interviewer presents 9 cards,  in alphabetical order
* Interviewer takes down  the order of the cards, with the commentary, on the notation
form.

6. Fourth step (2nd and 3rd administration of interview). Additional question:
* ‘What changes do you think have occurred in your outlook on  teaching since you entered the
postgraduate course?’
* Interviewer takes down condensed answers on notation form.

7. Fifth step (3rd administration of interview). Additional question:
* ‘What situations in the postgraduate program have supported you most in the development of
your outlook on teaching as an occupation?’
* Interviewer takes down condensed answers on notation form.
* Interviewer presents checklist with a request to inspect it for further relevant situations
and
takes down condensed answers on notation form.

8. Last step. Feedback, conclusion
Now we are getting to the end of the interview.  Before we finish I would like you to look back to
the answers you gave to the first four questions. Now you have an opportunity to make some
additions or changes.
The first question was ‘Do you want to be a teacher? And your answer was …… . Do you want
to add of change anything?
The second question was  ‘What makes teaching as an occupation worth while to you?’ And your
answer was …… . Do you want to add of change anything?
The third question was  ‘What kind of teacher would you like to be?’ And your answer was …… .
Do you want to add of change anything?
The fourth question was ‘In what kind of school would you like to work?’ And your answer was
…… . Do you want to add of change anything?
With this we have come to the end of the interview. Thank you again for your cooperation.
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APPENDIX 7. 2: Correlations between rankings of variables in sorting tasks
conducted by different interviewers

Sorting
task

Paired
interviewers

Measuring
moment

Corr. coeff.
(Spearman’s
rho)

1 – 2 1 .64
1 – 3 1 .38
2 – 3 1 .80 *
1 – 2 2 .82 *
1 - 3 2 .68 *
2 – 3 2 .85 *
1 – 2 3 .80 *
1 – 3 3 .81 *

aspects

2 - 3 3 .80 *
1 – 2 1 .83 *
1 – 3 1 .75 *
2 – 3 1 .74 *
1 – 2 2 .74 *
1 – 3 2 .45
2 – 3 2 .54
1 – 2 3 .64 *
1 – 3 3 .42

roles

2 - 3 3 .37

*) significance(2-tailed) at the 0.05 level



236

APPENDIX 7. 3: Differences in the appreciation of separate variables in sorting tasks
conducted by different interviewers. Z value in Mann-Whitney test of unrelated
samples

Variables Measuring
moments

Z for
interviewers
1– 2

Z for
interviewers
 1– 3

Z for
interviewers
2 – 3

motivating aspects of
teaching:

1  2.06 *) (2>1) **)    .79  1.58
2  1.30  1.07  2.09 * (2>3)

being active in the
occupational group

3  2.25 * (2>1)  2.02    .96
1  1.05    .44    .43
2    .31  1.45  2.17 * (2>3)

contributing to pupils’
development

3  1.43  2.71 * (1>3)  1.61
1  2.12 * (2>1)  1.00  1.25
2    .06   .47    .21

continuing to develop yourself
as a teacher

3  1.03    .21  1.09
1    .34    .00    .00
2    .00    .47    .42

creating an effect in society

3  1.10    .43    .37
1  1.05  1.74  2.27 * (3>2)
2    .28  1.20  1.34

functioning as a person in the
teacher’s role

3    .75    .11    .49
1  1.85    .54    .74
2    .71  1.79  2.20 * (3>2)

giving instruction

3    .95  1.06  1.02
1    .78  1.11    .44
2    .84    .00    .55

working with others in the
school

3    .30    .22    .10
1  1.92  2.41 * (1>3)    .23
2  1.50  1.74    .17

working with pupils

3  1.53  1.89    .46
1  1.14    .32  1 53
2  1.20    .65    .82

working with your subject

3    .33    .84    .59
teacher roles:

1    .40    .43    .82
2    .86    .79    .44

confidant

3  2.62 * (2>1)  1.89    .10
1    .70    .43  1.13
2    .44    .92  1.05

guide

3    .16    .21    .20
1    .58    .32    .27
2    .40  1.39  1.06

group worker

3    .50    .96    .43
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1    .30    .87    .78
2    .16    .19    .35

instructor

3  1.09  2.12    .49
1  1.12    .43    .32
2  1.26    .93  2.09 * (2>3)

manager of the learning
process

3  1.23    .96  1.21
1  1.20  1.77  1.06
2    .59  1.87  2.79 * (3>2)

model

3    .07    .64  1.15
1  1.44    .86    .47
2    .22  2.40 * (1>3)  2.43 * (2>3)

organizer of the learning
process

3    .10  1.27  2.16 * (2>3)
1  1.13  1.40    .35
2  1.29  1.03    .07

pedagogue

3    .85    .00    .82
1    .43    .64  1.33
2    .87    .57    .14

stimulator

3  1.86    .43  1.82
1    .40    .65    .74
2    .15  1.85  2.40 * (3>2)

subject specialist

3    .43   .95    .95
1    .06    .75    .94
2    .21    .18    .10

teaching methods specialist

3    .16    .32    .73
1  1.94    .00  1.30
2    .25  1.51  1.82

transmitter of knowledge

3    .20    .95  1.38

*) Exact significance at 0.05 level

**) The formula 1>2 is used to indicate that respondents interviewed by interviewer 1 assign a
higher priority to this variable than respondents interviewed by interviewer 2.
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APPENDIX 7. 4: Scales of the questionnaire ‘Outlook on teaching’

SRL: SELF-REGULATED LEARNING 8 items:
001  promotes independent learning of pupils
002  promotes self-confidence of pupils
004  promotes creativity in pupils
005  promotes an attitude of inquiry in pupils
007  trains pupils in study skills
009  trains pupils in formulating points of view
010  trains pupils in making choices
011  trains pupils in dealing with information

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .87 1 52% .67
trainee teachers 2nd moment .89 1 56% .73
trainee teachers 3rd moment .90 1 60% .72
teacher educators .87 1 53% .66

SMD: SOCIAL AND MORAL EDUCATION 8 items:
003  promotes cooperation of pupils
006  fosters understanding of and respect for individual differences
008  trains pupils in social skills
014  trains pupils in dealing with moral dilemmas
015  trains pupils in dealing with values
017  prepares pupils for participation in society and culture
079  orients pupils in core values of culture in the Netherlands, such as freedom and
tolerance
094  deals consciously with values and standards

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .85 1 49% .56
trainee teachers 2nd moment .89 1 56% .61
trainee teachers 3rd moment .89 1 57% .67
teacher educators .89 1 57% .65

SUB: WORKING WITH YOUR SUBJECT 9 items:
019  follows scientific developments in his / her school subject
020  follows methodological developments in his / her school subject
021  translates scientific disciplinary knowledge into meaningful knowledge for pupils
022  makes connections between different topics in his / her school subject
023  pays attention to the connections between different school subjects
024  takes part in themes and projects transcending separate school subjects
025  places his / her subject in the totality of the education provided by the school
026  places his / her subject in the context of social reality
027  points out the significance of his / her subject regarding pupils’ perspectives for
further study and work
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alpha no. of extracted
components

explained
variance 1st c.

minimum
factor
loading

trainee teachers 1st moment .85 2 46% .53
trainee teachers 2nd moment .88 2 52% .63
trainee teachers 3rd moment .89 2 54% .50
teacher educators .88 2 51% .61

INS: GIVING INSTRUCTION 7 items:
028  uses a broad repertoire of instructional procedures
029  uses modern educational aids including the computer
030  applies various forms of differentiation
031  arranges learning situations by choosing and mutually attuning goals and means
032  makes critical use of existing methods and materials
033  develops curriculum content and educational materials herself / himself
040  draws conclusions from test results, with consequences for pupils and for herself /
himself

alpha no. of extracted
components

explained
variance 1st c.

minimum
factor
loading

trainee teachers 1st moment .81 1 48% .56
trainee teachers 2nd moment .86 1 56% .62
trainee teachers 3rd moment .90 1 63% .74
teacher educators .79 2 46% .47

IND:  ATTENTION TO INDIVIDUAL PUPILS 9 items:
050  tunes in with the socio-cultural background of pupils
051  tunes in with differences between pupils
052  tunes in with different learning styles of pupils
054  pays attention to personal problems of pupils
055  pays attention to learning problems and behavioral problems of pupils
056  tunes in with pupils’ development in puberty and adolescence
057  guides pupils individually and in the group
058  remedies deficiencies of pupils
059  gives coherence to instruction and guidance

alpha no. of extracted
components

explained
variance 1st c.

minimum
factor loading

trainee teachers 1st
moment

.92 1 60% .73

trainee teachers 2nd
moment

.92 1 60% .69

trainee teachers 3rd
moment

.93 1 65% .73

teacher educators .91 1 59% .59



240

RES: MANAGING FOR RESULTS 6 items:
034  creates a good working order in class
035  keeps pupils to agreed rules
036  offers structure to pupils
037  offers incentives to pupils
039  monitors pupils’ progress and trims their course
042  creates a learning environment maximizing learning results

alpha no. of extracted
components

explained
variance 1st c.

minimum
factor loading

trainee teachers 1st moment .86 1 59% .69
trainee teachers 2nd moment .88 1 64% .75
trainee teachers 3rd moment .91 1 70% .79
teacher educators .87 1 61% .74

PUP: PUPIL-CENTERED ORIENTATION 9  items:
041  creates an atmosphere in which pupils may feel
043  builds up a relationship with pupils based on mutual trust
044  takes feelings of pupils into account
045  listens to pupils
047  enters into the life-world and ideas of pupils
048  tunes in with what pupils know and are able to do
049  tunes in with what keeps pupils busy and interests them
053  promotes good relations between pupils
106 expresses herself / himself so that pupils can understand

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .88 2 52% .64
trainee teachers 2nd moment .91 1 59% .60
trainee teachers 3rd moment .92 1 60% .68
teacher educators .88 2 52% .58

TEA: WORKING IN TEAMS 4 items:
061  works as member of a team
062  works together with others to attune curriculum content and teaching methods
063  works together with others in curriculum development for her / his subject and for
the school
064  works together with others in shaping the pedagogical identity of the school

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .87 1 73% .80
trainee teachers 2nd moment .87 1 73% .80
trainee teachers 3rd moment .87 1 71% .81
teacher educators .89 1 75% .83
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SOC: SCHOOL AND SOCIETY 6 items:
072  strives for a school education giving pupils access to paid labor
073  strives for a school education enabling pupils to participate fully in society
074  commits herself / himself to the spreading of knowledge in society
076  combats educational deprivation based in pupils’ social position or origin
077  combats discriminating prejudices and role patterns
080 prepares pupils for life in an intercultural society

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .80 2 52% .45
trainee teachers 2nd moment .82 2 53% .60
trainee teachers 3rd moment .84 1 57% .62
teacher educators .84 1 55% .65

TAS: BROAD TEACHER TASK 8 items:
067 contributes to the interplay between the school and caretakers of pupils
068 takes part in the pupil guidance system of the school
069 takes part in extracurricular activities
070 takes an active part in policy-making and decision-making in the school
084 looks beyond the borders of her / his own classroom
088 is a pedagogue as well as a subject teacher
089 is a guide as well as a subject teacher
093 takes a broad view of the teacher task

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .87 1 54% .68
trainee teachers 2nd moment .88 1 55% .60
trainee teachers 3rd moment .87 1 54% .47
teacher educators .84 2 49% .57

PER: PERSONAL INITIATIVE 8 items:
060 takes up tasks in the school which fit in with here / his interests and qualities
081 follows educational developments to appreciate their consequences for her / his
work in the school
082 helps to set educational changes going
090 does more than just carrying out and applying what others have found out
095 approaches her / his practice as a teacher from an attitude of inquiry
098 acts from a personal view of education
100 plans creatively from a sound theoretical basis
113 develops a career perspective together with the management of her / his school
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alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .84 1 50% .57
trainee teachers 2nd moment .84 2 48% .56
trainee teachers 3rd moment .85 1 50% .55
teacher educators .83 2 45% .57

PRO: PROFESSIONAL DEVELOPMENT 10 items:
101  reflects on her / his own acting and functioning
102  opens her acting and functioning for discussion
103  invites feedback from pupils and colleagues
104  is open to guidance
107  works on the improvement of her / his professional qualities
108  works on the extension of his / her teaching repertoire
109  uses reflection to define new learning questions in his / her further professional
development
110  carries through desired changes in his / her own practice
111  takes part in inter-collegial schooling and guidance
112  continues to develop himself / herself as a teacher

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .94 1 66% .71
trainee teachers 2nd moment .94 2 66% .76
trainee teachers 3rd moment .95 1 70% .79
teacher educators .94 1 66% .72

REL: RELIGIOUS IDENTITY 2 items:
065 works together with others in shaping the religious identity of the school
096 acts from a religious frame of reference

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .78 1 82% .91
trainee teachers 2nd moment .88 1 90% .95
trainee teachers 3rd moment .81 1 84% .91
teacher educators .82 1 .85% .92

COM: COMMITMENT TO TEACHING 10 items:
114  there is no finer job than teaching
115  teaching is a job for life
116  as a teacher you can make good use of all your qualities
117  teaching is what you make of it yourself
118  teaching keeps you mentally in motion
119  as a teacher you fulfil a key role in society
120  in teaching you can express all your ideas
121  as a teacher you can mean something for others
122  working as a teacher provides satisfaction
123  as a teacher you can keep developing yourself
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alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

trainee teachers 1st moment .85 2 43% .51
trainee teachers 2nd moment .88 2 48% .61
trainee teachers 3rd moment .88 2 49% .61
teacher educators .82 3 39% .35
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APPENDIX  7. 5: Scales of the questionnaire ‘Outlook on teacher education’

VIE: SHOWS COMMITMENT TO A VIEW OF TEACHING AND SCHOOLING   7
items:
1 works on the basis of a view on education and teaching
2 is committed to developments in secondary education
3 confronts trainee teachers with a view of education and teaching
4 founds its teacher education program in a view of education and teaching
5 is committed to developments in teaching as a profession
7 takes up a point of view towards developments in secondary education
10 takes up a point of view towards developments in teaching as a profession

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

desirability .86 1 55% .65
presence in establishment .87 1 57% .71
presence in personal practice .84 1 53% .58

EXP: IS EXPLICIT ABOUT ITS VIEWS  5 items:
13 makes the starting-points and choices underlying its teacher education program
known to trainee teachers
14 presents considerations and choices underlying its teacher education program to
trainee teachers for discussion
16 makes clear to trainee teachers on which views on education and teaching its practice
is based
19 makes clear to trainee teachers which developments in secondary education it
supports
22 explains and justifies its program to trainee teachers

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

desirability .72 1 48% .60
presence in establishment .87 1 67% .75
presence in personal practice .77 1 57% .71

PAR: OPENS ITS PRACTICE TO TRAINEES FOR DISCUSSION AND
PARTICIPATION  4 items:
17 invites trainee teachers to question the teacher education program
18 involves trainee teachers in the development of the teacher education program
20 involves trainee teachers in reflection and decision-making on the teacher education
program
23 involves trainee teachers in the organization of the teacher education program

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

desirability .82 1 65% .74
presence in establishment .88 1 74% .78
presence in personal practice .80 1 63% .75
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ORI: ORIENTS TRAINEE TEACHERS IN EDUCATIONAL VIEWS AND ISSUES  5
items:
  6  confronts trainee teachers with a diversity of views on education and teaching
33  orients trainee teachers in current discussions about education and teaching
36  invites trainee teachers to reflect on pedagogical questions in relation to teaching
39  orients trainee teachers in views of development and schooling
41  invites trainee teachers to reflect on the scientific character of teaching

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

desirability .76 1 53% .60
presence in establishment .82 1 59% .68
presence in personal practice .77 1 53% .64

CHO: SUPPORTS TRAINEE TEACHERS IN MAKING PERSONAL CHOICES IN
THEIR PRACTICE AS TEACHERS 6 items:
26  supports trainee teachers in the development of a personal style of teaching
28  supports trainee teachers in the development of a personal teaching repertoire
29  invites trainee teachers to approach their study in a personal way
30  supports trainee teachers in developing their own lesson materials
31  invites trainee teachers to make personal choices in the teacher education program
32  supports trainee teachers in working out and trying out personal ideas

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

desirability .80 1 50% .66
presence in establishment .83 1 54% .68
presence in personal practice .68 2 40% .41

PRA: SUPPORTS THE EXCHANGE OF PRACTICE EXPERIENCES 3 items:
25 enters into trainee teachers’ experiences and problems in their teaching practice
27 attunes the teacher education program to trainee teachers’ experiences and problems
in their teaching practice
34 invites trainee teachers to exchange experiences and problems in their teaching
practice

alpha no. of extracted
components

explained
variance 1st c.

minimum factor
loading

desirability .77 1 69% .81
presence in establishment .81 1 73% .80
presence in personal practice .58 1 57% .63
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APPENDIX 8. 1: Mean scores for the outlook on teaching of teacher educators.
Questionnaire ‘Outlook on teaching’

Variables Total

group

‘A’ ‘B’ Inst.

‘A’+’B’

School

‘A’+’B’

Inst.

‘A’

School

‘A’

Inst.

‘B’

School

‘B’

School

‘B’

reg.1)

School

‘B’

 ins.2)

women men

1. Self-
regulated
learning

5.0 5.0 5.0 5.0 5.0 4.9 5.0 5.1 4.9 4.9 4.8 4.9 5.0

2. Social and
moral
education

4.7 4.8 4.7 4.8 4.7 4.9 4.8 4.8 4.6 4.6 4.6 4.6 4.8

3. Working
with your
subject

4.7 4.7 4.7 4.9 4.6 4.7 4.7 4.9 4.6 4.6 4.6 4.7 4.7

4. Giving
instruction

4.7 4.8 4.7 4.9 4.7 4.9 4.8 4.9 4.6 4.6 4.4 4.7 4.8

5. Attention
to individual
pupils

4.6 4.6 4.6 4.7 4.5 4.6 4.6 4.7 4.5 4.5 4.4 4.5 4.6

6. Managing
for results

4.9 5.0 4.9 4.9 5.0 4.9 5.0 4.8 4.9 4.9 4.9 4.9 5.0

7. Pupil-
centered
orientation

5.0 5.1 5.0 5.0 5.0 5.0 5.1 5.1 4.9 4.9 4.9 5.0 5.0

8. Working
in teams

4.7 4.6 4.7 4.8 4.6 4.6 4.6 4.8 4.6 4.6 4.7 4.6 4.7

9. School and
society

4.5 4.5 4.5 4.7 4.4 4.5 4.5 4.7 4.4 4.4 4.2 4.4 4.5

10. Broad
teacher task

4.6 4.6 4.6 4.7 4.6 4.6 4.6 4.7 4.6 4.6 4.6 4.5 4.7

11. Personal
initiative

4.6 4.6 4.6 4.7 4.6 4.6 4.6 4.7 4.5 4.6 4.2 4.6 4.6

12.
Professional
development

5.0 5.1 5.0 5.2 4.9 5.0 5.1 5.2 4.8 4.8 4.8 5.0 5.0

13. Religious
orientation

4.0 4.5 3.8 4.1 3.9 4.6 4.5 3.9 3.7 3.6 4.1 3.7 4.1

14. Commit-
ment to
teaching

4.1 4.7 4.1 4.0 4.2 4.0 4.3 4.0 4.1 4.1 4.2 4.1 4.2

Conception
of teaching 3)

4.7 4.8 4.7 4.8 4.7 4.8 4.8 4.9 4.7 4.7 4.6 4.7 4.8

1) teacher educators in schools accommodating regular trainee teachers
2) teacher educators in schools accommodating inservice trainee teachers
3) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)
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APPENDIX 8. 2: The outlook on teaching of teacher educators of ‘A’ and ‘B’.
Questionnaire ‘Outlook on teaching’. T-tests independent samples

Variables Mean ‘A’ Mean ‘B’      T
1. Self-regulated learning 5.0 5.0    .26
2. Social and moral education 4.8 4.7  1.19
3. Working with your subject 4.7 4.7    .05
4. Giving instruction 4.8 4.7  1.42
5. Attention to individual pupils 4.6 4.6    .84
6. Managing for results 5.0 4.9    .95
7. Pupil-centered orientation 5.1 5.0  1.06
8. Working in teams 4.6 4.7    .43
9. School and society 4.5 4.5    .17
10. Broad teacher task 4.6 4.6    .21
11. Personal initiative 4.6 4.6    .34
12. Professional development 5.1 5.0    .92
13. Religious orientation 4.5 3.8  4.08  *)
14. Commitment 4.3 4.1  1.65
Conception of teaching 1) 4.8 4.7    .65

*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)

APPENDIX 8. 3: The outlook on teaching of teacher educators in institutes and
schools. ‘A’ + ‘B’.  Questionnaire ‘Outlook on teaching’. T-tests independent samples

Variables Mean inst. Mean school      T
1. Self-regulated learning 5.0 5.0   .63
2. Social and moral education 4.8 4.7 1.20
3. Working with your subject 4.9 4.6 2.54 *)
4. Giving instruction 4.9 4.7 1.95 *
5. Attention to individual pupils 4.7 4.5 1.04
6. Managing for results 4.9 5.0   .93
7. Pupil-centered orientation 5.0 5.0   .71
8. Working in teams 4.8 4.6 1.10
9. School and society 4.7 4.4 1.79
10. Broad teacher task 4.7 4.6   .65
11. Personal initiative 4.7 4.6 1.25
12. Professional development 5.2 4.9 2.09 *
13. Religious orientation 4.1 3.9   .70
14. Commitment 4.0 4.2 2.27 *
Conception of teaching 1) 4.8 4.7 1.37

*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)
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APPENDIX 8. 4: The outlook on teaching of teacher educators in institutes and
schools. Establishment ‘A’. Questionnaire ‘Outlook on teaching’. T-tests  independent
samples

Variables Mean inst. Mean school     T
1. Self-regulated learning 4.9 5.0 1.00
2. Social and moral education 4.9 4.8   .07
3. Working with your subject 4.7 4.7   .26
4. Giving instruction 4.9 4.8   .46
5. Attention to individual pupils 4.6 4.6   .02
6. Managing for results 4.9 5.0   .71
7. Pupil-centered orientation 5.0 5.1   .50
8. Working in teams 4.6 4.6   .13
9. School and society 4.5 4.5   .14
10. Broad teacher task 4.6 4.6   .04
11. Personal initiative 4.6 4.6   .16
12. Professional development 5.0 5.1   .22
13. Religious orientation 4.6 4.5   .45
14. Commitment 4.0 4.3 2.10 *)
Conception of teaching 1) 4.8 4.8   .25

*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)

APPENDIX 8. 5: The outlook on teaching of teacher educators in institutes and
schools. Establishment ‘B’.  Questionnaire ‘Outlook on teaching’. T-tests  independent
samples

Variables Mean inst. Mean school     T
1. Self-regulated learning 5.1 4.9 1.16
2. Social and moral education 4.8 4.6 1.42
3. Working with your subject 4.9 4.6 2.66 *)
4. Giving instruction 4.9 4.6 2.08 *
5. Attention to individual pupils 4.7 4.5 1.20
6. Managing for results 4.8 4.9   .62
7. Pupil-centered orientation 5.1 4.9 1.06
8. Working in teams 4.8 4.6 1.20
9. School and society 4.7 4.4 2.07 *
10. Broad teacher task 4.7 4.6   .68
11. Personal initiative 4.7 4.5 1.30
12. Professional development 5.2 4.8 2.52 *
13. Religious orientation 3.9 3.7 1.14
14. Commitment 4.0 4.1 1.45
Conception of teaching 4.9 4.7 1.61

*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)
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APPENDIX 8. 6: Quotations from interviews illustrating narrow categories
constructed for ordering the response of trainee teachers to the question what makes
teaching worth while to them

1. Practicing your subject: ‘You keep busy with all aspects of the subject’;  ‘You build forward
on your study, practice your subject’; ‘Teaching is a stimulating way to be busy with your
subject’; ‘Biology is the most beautiful subject’; ‘Social science is interesting, useful, has
pedagogical value’; ‘Doing something useful with what you are interested in’.
2. Giving instruction: ‘You create learning situations’; ‘It’s nice to be standing in front of a
class’; ‘Transmitting knowledge means something for yourself’; ‘Good to make people understand
something, give them an Aha-experience’.
3. Contributing to pupils’ development: ‘I want to teach people to make their own decisions
and choices’; ‘As a teacher you can contribute to producing valuable people’; ‘In teaching you can
emancipate pupils, give pupils a voice’; ‘You can help to make people more open and tolerant
towards each other’; ‘You can stimulate pupils to think independently’;
‘History can be used to develop social consciousness’; ‘It’s nice to play a role for teenagers’;
‘Working with teenagers, you work with an important, formative age-group’.
4. Making school pleasant for pupils: ‘I like to make school more pleasant for pupils’;
‘I want to teach things to people in an enjoyable way’.
5. Putting across enthusiasm: ‘It’s good to make pupils enthusiastic for your subject’;
‘You must cherish the small moments that pupils pick up enthusiasm’.
6. Designing education: ‘I like making lesson materials’; ‘I like using sources, using media.’
7. Developing education: ‘I like to help introduce strategies for independent learning’;
‘Teaching means that you keep developing and improving’.
8. Doing useful work: ‘As a teacher you do useful work’; ‘Teaching has a clear and useful goal’.
9. Realizing ideals: ‘As a teacher you can transmit something that makes the world a little
better’; ‘Society is based on education’; ‘Improve the world, start with young people’.
10. Working on an academic level: ‘As a teacher you can work on an academic level.’
11. Working in education: ‘It’s better than going into administrative work’.
12. Having contacts with people: ‘I like people, contacts as such give satisfaction to me’;
‘Working with people is a challenge’.
13. Having contacts with pupils: ‘I like working with adolescents’; ‘It’s interesting to have
contacts with different pupils’; ‘Contacts with pupils prove to be much more enjoyable than I
thought’.
14. Having contacts with colleagues: ‘It’s good to be thinking the same as young colleagues’.
15. Working together: ‘It’s good to work in a team’; ‘I like to work in the school as a
community’.
16. Having independence: ‘It’s like having your own business’; ‘A lonely existence is
attractive’; ‘I like to be my own boss in class’; ‘As a teacher you have some freedom to design your
own lessons’.
17. Having variety: ‘Teaching  means more than just working with classes’; ‘Nice to do
extracurricular activities’; ‘As a teacher you have both variety and continuity’; ‘Teaching has
many aspects’; ‘You work with different people’; ‘You spend your time in different ways’;
‘Teaching is different in lower and higher grades’; ‘In teaching not all your days are the same’;
‘You have variety in levels’; ‘There is variety of subject matter’; ‘You have a variety of tasks’; ‘In
teaching many things are unpredictable’.
18. Getting appreciation: ‘Being appreciated by pupils lifts up your own person’; ‘It’s good to be
recognized by the school management’.
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19. Being challenged: ‘Because teaching is not an easy job it is challenging’; ‘As a teacher I feel
challenged to improve the profession’; ‘Teaching is a challenging way to be busy with your
subject’.
20. Being competent: ‘I like to transmit something that I am  good at’.
21. Having room for creativity: ‘Teaching gives me room to be creative’.
22. Doing pleasant work: ‘Teaching is nicer than other occupations I have done’; ‘School is a
pleasant workplace, not boring’.
23. Having practical advantage: ‘As a teacher you enjoy practical advantages’.
24. Getting a response: ‘It’s good to get spontaneous reactions from pupils’; ‘Getting a response
to your teaching gives a lot of satisfaction’.
25. Assuming responsibility: ‘As a teacher you carry a fair amount of responsibility towards
pupils; this gives you  the feeling that you ‘are something’’.
26. Getting satisfaction through results: ‘When they understand it it gives you satisfaction’;
‘It’s nice when you get good examination results’.
27. Developing yourself: ‘Transmitting knowledge  compels you to deepen your knowledge and
to get new ideas’; ‘As a teacher you keep developing yourself  in your subject’; ‘You learn new
things in the social sphere’.
28. Having career perspectives: ‘Later I want to become a student counselor’;  ‘Later I want to
start my own school in Africa’.
29. Having room for other interests: ‘As a teacher you have long holidays’; ‘As a teacher you
have many free days’; ‘As a teacher you have the possibility of working part time’; ‘You can do
other things at home’; ‘Teaching may be combined with other activities’.
30. Having a job: ‘It’s better to have a structural job than doing incidental work’.
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APPENDIX 8. 7: Trainee teachers’ motives for teaching
Survey of the response to the open question what makes teaching as an occupation
worth while. Broad categories have been shaded and printed in bold type.

CATEGORIES 1st

mom.
% 2) 2nd    

mom.
% 3rd

mom.
% TOT. %

1. 1) practicing your
subject

‘A’
‘B’
TOT.

  6   1)

  5
11

50 %
26 %
35 %

   5
   8
 13

42 %
42 %
42 %

   7
   8
 15

58 %
42 %
48 %

  18
  21
  39

50 %
37 %
42 %

2. giving instruction ‘A’
‘B’
TOT.

  3
  7
10

   2
   7
   9

   6
   3
   9

  11
  17
  28

3. contributing to
pupils’ development

‘A’
‘B’
TOT.

  4
  3
  7

   6
   4
 10

   0
   2
   2

  10
    9
  19

4. making school
pleasant for pupils

‘A’
‘B’
TOT.

  0
  1
  1

   1
   1
   2

   0
   2
   2

    1
    4
    5

5. putting across
enthusiasm

‘A’
‘B’
TOT.

  2
  2
  4

   3
   1
   4

   1
   1
   2

    6
    4
  10

2) teaching ‘A’
‘B’
TOT.

  7
12
19

58 %
63 %
61 %

   9
 10
 19

75 %
53 %
61 %

   7
   8
 15

58 %
42 %
48 %

  23
  30
  53

64 %
53 %
57 %

6. designing instruction ‘A’
‘B’
TOT.

  0
  0
  0

   1
   0
   1

   0
   1
   1

    1
    1
    2

7. developing education ‘A’
‘B’
TOT.

  0
  0
  0

   1
   1
   2

   0
   4
   4

    1
    5
    6

8. doing useful work ‘A’
‘B’
TOT.

  1
  0
  1

   1
   1
   2

   0
   1
   1

    2
    2
    4

9. realizing ideals ‘A’
‘B’
TOT.

  3
  3
  6

   1
   1
   2

   0
   0
   0

    4
    4
    8

10. working at an
academic level

‘A’
‘B’
TOT.

  0
  0
  0

   0
   1`
   1

   0
   0
   0

    0
    1
    1

11. working in
education

‘A’
‘B’
TOT.

  1
  2
  3

   1
   0
   1

   0
   0
   0

    2
    2
    4

3) working in
education

‘A’
‘B’
TOT.

  4
  5
  9

33 %
26 %
29 %

   4
   3
   7

33 %
16 %
23 %

   0
   5
   5

  0 %
26 %
16 %

    8
  13
  21

22 %
23 %
23 %

12. having contacts
with people

‘A’
‘B’
TOT.

  2
  5
  7

   2
   3
   5

   1
   1
   2

    5
    9
  14
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13. having contacts
with pupils

‘A’
‘B’
TOT.

  7
12
19

   9
 13
 22

 10
 14
 24

  26
  39
  65

14. having contacts
with colleagues

‘A’
‘B’
TOT.

  1
  2
  3

   1
   5
   6

   1
   6
   7

    3
  13
  16

15. working together ‘A’
‘B’
TOT.

  1
  1
  2

   2
   2
   4

   1
   2
   3

    4
    5
    9

4) having social
contacts

‘A’
‘B’
TOT.

  8
16
24

67 %
84 %
77 %

 10
 16
 26

83 %
84 %
84 %

 11
 16
 27

92 %
84 %
87 %

  29
  48
  77

80 %
84 %
83 %

16. 5) having
independence

‘A’
‘B’
TOT.

  2
  8
10

17 %
42 %
32 %

   0
   5
   5

  0 %
26 %
16 %

   3
   6
   9

25 %
32 %
29 %

    5
  19
  24

14 %
33 %
26 %

17. 6) having variety ‘A’
‘B’
TOT.

  2
  4
  6

17 %
21 %
19 %

   5
   6
 11

42 %
32 %
35 %

   5
   8
 13

42 %
42 %
42 %

  12
  18
  30

33 %
32 %
32 %

18. getting appreciation ‘A’
‘B’
TOT.

  0
  0
  0

   1
   0
   1

   1
   1
   2

    2
    1
    3

19. being challenged ‘A’
‘B’
TOT.

  2
  1
  3

   1
   1
   2

   0
   2
   2

    3
    4
    7

20. being competent ‘A’
‘B’
TOT.

  1
  1
  2

   0
   1
   1

   0
   0
   0

    1
    2
    3

21. having room for
creativity

‘A’
‘B’
TOT.

  1
  0
  1

   1
   1
   2

   0
   1
   1

    2
    2
    4

22. doing pleasant work ‘A’
‘B’
TOT.

  0
  2
  2

   0
   0
   0

   0
   2
   2

    0
    4
    4

23. having practical
advantages

‘A’
‘B’
TOT.

  1
  0
  1

   0
   0
   0

   1
   0
   1

    2
    0
    2

24. getting a response ‘A’
‘B’
TOT.

  1
  0
  1

   0
   1
   1

   0
   1
   1

    1
    2
    3

25. assuming
responsibility

‘A’
‘B’
TOT.

  0
  0
  0

   0
   1
   1

   0
   0
   0

    0
    1
    1

26. getting satisfaction
through results

‘A’
‘B’
TOT.

  0
  0
  0

   2
   2
   4

    1
    1
    2

    3
    3
    6
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7) getting satisfaction ‘A’
‘B’
TOT.

  6
  4
10

50 %
21 %
32 %

   4
   5
   9

33 %
26 %
29 %

    1
    7
    8

  8 %
37 %
26 %

  11
  16
  27

30 %
28 %
29 %

27. developing yourself ‘A’
‘B’
TOT.

  2
  4
  6

   2
   4
   6

    1
    4
    5

    5
  12
  17

28. having career
perspectives

‘A’
 ‘B’
TOT.

  1
  2
  3

   0
   0
   0

    1
    0
    1

    2
    2
    4

8) developing yourself ‘A’
‘B’
TOT.

  2
  6
  8

17 %
32 %
26 %

   2
   4
   6

17 %
21 %
19 %

    2
    4
    6

17 %
21 %
19 %

    6
  14
  20

17 %
25 %
21 %

29. 9) having room for
other interests

‘A’
‘B’
TOT.

  3
  4
  7

25 %
21 %
23 %

   2
   8
 10

17 %
42 %
32 %

    0
    4
    4

  0 %
21 %
13 %

    5
  16
  21

16 %
28 %
23 %

30. 10) having a job ‘A’
‘B’
TOT.

  3
  3
  6

25 %
16 %
19 %

   1
   0
   1

  8 %
  0 %
  3 %

    1
    0
    1

  8 %
  0 %
  3 %

    5
    3
    8

16 %
  5 %
  9 %

Notes to the table:

1) Counts refer to the number of respondents making statements in that category. Several
statements within the same narrow category made by the same respondent at the same moment
have been counted as one.
2) For broad categories counts have been converted into percentages to facilitate comparison
between ‘A’ and ‘B’. Percentages refer to the number of respondents making statements in a
category in proportion to the size of the sample. ‘A’ = 12, ‘B’ = 19.
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APPENDIX 8. 8: Mean rankings of motivating aspects of teaching. Sorting task. All
interviewed trainee teachers

-7,19

-7,77 -7,83

-4,96
-4,87
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-6,16

-7,12

-7,67

-5,35

-4,29

-4,77

-4,22

-3,93
-3,74

-5,54

-6

-5,67

-3,32

-2,22

-5,16

-4,9

-3,03-3,09
-3,19

-2,92

-4,93

-9

-8

-7

-6

-5

-4

-3

-2

-1

0

1 2 3

being active in the occupational group contributing to pupils' development

continuing to develop yourself as a teacher creating an effect in society

functioning as a person in the teacher's role giving instruction

working with others in the school working with pupils

working with your subject
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APPENDIX 8. 9: Mean rankings of motivating aspects of teaching. Sorting task. All
interviewed trainee teachers. Z value in Wilcoxon Signed Ranks test

Motivating aspects of
teaching

Mean
rank 1st

moment

Mean
rank 2nd

moment

Mean
rank 3rd

moment

Z
1st – 2nd

moment

Z
2nd – 3rd

moment

Z
1st – 3rd

moment
being active in the
occupational group

7.2 7.8 7.8 1.72 *)  .10 1.52

continuing to develop yourself
as a teacher

5.0 4.9 5.1   .05  .65   .46

contributing to pupils’
development

3.1 3.2 3.0   .15   .67   .45

creating an effect in society 6.2 7.1 7.7 1.68 1.53 2.40 **)
functioning as a person in the
teacher’s role

5.3 4.3 4.8 1.91 *   .95   .96

giving instruction 4.2 3.9 3.7 1.26   .12   .96
working with others in the
school

5.5 6.0 5.7 1.13   .93   .53

working with pupils 3.3 2.9 2.2 1.35 2.26 ** 2.64 **
working with your subject 5.2 4.9 4.9   .46   .14   .38

*) Significance at the 0.10 level
**) Significance at the 0.05 level
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-7,25

-7,75

-8,5

-2,66 -2,58

-5,33 -5,25

-5,66

-6,83 -6,83

-7,16

-5,66

-4,5

-5,08

-3,66

-4,28 -4,25

-6 -6,08

-5,75

-2,83

-2,5

-2,08

-4,75 -4,75

-3,91

-3,08

-9

-8

-7

-6

-5

-4

-3

-2

-1

0
1 2 3

being active in the occupational group contributing to pupils' development
continuing to develop yourself as a teacher creating an effect in society

functioning as a person in the teacher's role giving instruction

working with others in the school working with pupils

working with your subject

APPENDIX 8. 10: Mean rankings of motivating aspects of teaching. Sorting task.
Interviewed trainee teachers of ‘A’
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APPENDIX 8. 11: Mean rankings of motivating aspects of teaching.  Sorting task.
Interviewed trainee teachers of ‘B’

-7,15

-7,78

-7,42

-4,73
-4,63

-4,87

-5,73

-7,31

-8

-5,15

-4,15

-4,57-4,57

-3,73

-3,42

-5,21

-5,94

-5,63

-3,63

-3,15

-2,31

-5,42

-5

-5,52

-3,36

-9

-8

-7

-6

-5

-4

-3

-2

-1

0
1 2 3

being active in the occupational group contributing to pupils' development

continuing to develop yourself as a teacher creating an effct in society

functioning as a person in the teacher's role giving instruction

working with others in the school working with pupils

working with your subject
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APPENDIX 8. 12: Functional, social, and personal motives for teaching in trainee
teachers of establishments ‘A’ and ‘B’

Motivation for
teaching

‘A’ 1st

moment
‘A’ 2nd

moment
‘A’ 3rd

moment
‘B’ 1st

moment
‘B’ 2nd

moment
‘B’ 3rd

moment
functions and
activities

39% 43% 38% 33% 32% 32%

social relations 19% 24% 30% 24% 25% 24%
personal
satisfaction

42% 33% 32% 43% 43% 44%
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APPENDIX 8. 13: Mean rankings of motivating aspects of teaching. Sorting task.
Interviewed trainee teachers of ‘A’. Z value in Wilcoxon Signed Ranks test

Motivating aspects of
teaching

Mean
rank
1st

moment

Mean
rank 2nd

moment

Mean
rank 3rd

moment

Z
1st – 2nd

moment

Z
2nd – 3rd

moment

Z
1st – 3rd

moment

being active in the
occupational group

7.2 7.7 8.5 1.28 2.21 **) 2.22 **

continuing to develop yourself
as a teacher

5.3 5.2 5.7   .00   .63   .42

contributing to pupils’
development

2.7 3.1 2.6   .52   .84   .05

creating an effect in society 6.8 6.8 7.2   .73   .55   .42
functioning as a person in the
teacher’s role

5.7 4.5 5.1 1.45   .67   .49

giving instruction 3.7 4.2 4.2   .30   .12 1.03
working with others in the
school

6.0 6.1 5.7   .36   .58   .74

working with pupils 2.8 2.5 2.0   .84   .81 1.29
working with your subject 4.7 4.7 3.9   .34   .83   .63

**) Significance at the 0.05 level

APPENDIX 8. 14: Mean rankings of motivating aspects of teaching. Sorting task.
Interviewed trainee teachers of ‘B’. Z value in Wilcoxon Signed Ranks test

Motivating aspects of
teaching

Mean
rank
1st

moment

Mean
rank 2nd

moment

Mean
rank 3rd

moment

Z
1st – 2nd

moment

Z
2nd – 3rd

moment

Z
1st – 3rd

moment

being active in the
occupational group

7.2 7.8 7.4 1.14 1.09   .21

continuing to develop yourself
as a teacher

4.7 4.6 4.8   .10   .32   .29

contributing to pupils’
development

3.4 3.3 3.3   .28   .14   .53

creating an effect in society 5.7 7.3 8.0 1.66 *) 1.57 2.42 **)
functioning as a person in the
teacher’s role

5.2 4.2 4.6 1.33   .75 1.00

giving instruction 4.6 3.7 3.4 1.67 *   .28 1.67 *
working with others in the
school

5.2 5.9 5.6 1.20   .74   .74

working with pupils 3.6 3.2 2.3 1.11 2.21 ** 2.32 **
working with your subject 5.4 5.0 5.5   .98   .76   .03

*) Significance at the 0.10 level
**) Significance at the 0.05 level
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APPENDIX 8. 15: Quotations from interviews illustrating narrow categories
constructed for ordering the response of trainee teachers to the question what kind of
teacher they would like to be

1. is a good (subject) teacher : ‘is a good teacher’; ‘is a good math teacher’; ‘is primarily a
subject teacher’.
2. transmits knowledge: ‘transmits a great deal of knowledge’; ‘knows how to put across subject
matter’.   
3. makes himself / herself clear: ‘explains clearly’; ‘teaches so that pupils can understand’.
4. produces results: ‘achieves good results with pupils’; ‘is somebody you can learn from’;
‘allows pupils to get good marks’.
5. provides direction and structure: ‘provides structure’; ‘offers direction to pupils’.
6. has subject knowledge: ‘has sufficient subject knowledge to answer all pupils’ questions’;
‘has a solid subject knowledge’.   
7. shapes pupils: ‘goes into topics (society, politics, morals) outside his subject’; ‘gives an
impetus to critical thinking’; ‘teaches pupils to handle things creatively’; ‘is a mixture of guide
and evangelist’.   
8. supports independent learning: ‘teaches pupils to become independent, in spite of the
difficulties and limitations’; ‘makes clear to pupils that they learn for themselves and not for the
teacher’.   
9. practices equality and mutual respect: ‘takes people seriously’; ‘treats pupils as adults as
much as possible’.   
10. is open to pupils: ‘has a low threshold for problems’; ‘is somebody that pupils dare to
approach with questions’;  ‘answers questions’; ‘is a confidant for 15 to 18 year olds’.
11. has good contacts with pupils: ‘has a personal contact with pupils’; ‘has a good relationship
with the class’; ‘hits it off with children’.   
12. is friendly: ‘is friendly’; ‘is humane’; ’is nice’; ‘is quiet’;  ‘is tolerant’; ’is warm’; ‘creates a
relaxed atmosphere’.
13. tunes in with pupils’ experience: ‘tunes in with pupils’ knowledge and experience’;
‘remembers her / his own rebelliousness’; ‘enters into the feelings and the music of pupils’; ‘draws
pupils’ world of experience into the lessons’.   
14. has realistic expectations about pupils: ‘is realistic about pupils and their expectations’.   
15. stimulates and inspires pupils: ‘stimulates and motivates pupils for learning’; ‘is
inspiring’; ‘is enthusiastic about his / her subject’; ‘brings a subject to life for pupils’.
16. guides pupils: ‘gives extra help to individual pupils’; ‘is a coach but not a father’; ‘ is a
helper’.
17. has a knowledge of learning processes: ‘has an insight in learning processes’; ‘plans and
considers learning processes’.   
18. practices variety, commands a repertoire of instructional procedures: ‘brings variety
into his lessons’; ‘uses different instructional procedures’.   
19.  is in control: ‘keeps order without making much of an effort’; ‘tightens and slackens the
reins’; ‘has a natural authority’.
20. is strict: ‘makes his boundaries clear to pupils, does not get kicked around’; ‘is consistent in
handling rules’; ‘is sufficiently authoritarian’.
21. is just: ‘is honest and just’; ‘listens to pupils in order to act justly’; ‘is reliable’.
22. works together with others: ‘cooperates with colleagues’; ‘functions well in the subject
department’.
23. is a broad teacher: ‘involves herself / himself in many things outside classroom teaching’; ‘is
a jack-of-all-trades’.   
24. takes part in projects: ‘takes part in projects’.
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25. takes part in extracurricular activities: ‘takes part in extracurricular activities’.   
26. takes part in innovation and research: ‘cooperates in educational change’; ‘is active in
development groups for the second phase’.   
27. brings in personal ideas and materials: ‘puts in his / her own accent in lessons’; ‘uses her /
his own understanding’; ‘finds new ways of being active with pupils and with the subject’.
28. is / remains himself / herself: ‘is herself / himself in front of the class’; ‘does not imitate
others’; ‘does not force herself / himself’; ‘does not try to be popular’.   
29. watches over personal boundaries: ‘does not take everything on his own shoulders’; ‘is able
to put cares and problems out of his mind’; ‘grows a thick skin’.   
30.  develops himself / herself: ‘keeps renewing, developing, improving herself / himself’; ‘takes
up inservice schooling’.
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APPENDIX 8. 16: Trainee teachers’ conception of teaching
Survey of the response to the open question what kind of teacher trainee teachers would
like to be. Broad categories have been shaded and printed in bold type.

CATEGORIES 1st

mom.
% 2) 2nd

mom.
% 3rd   

mom.
% TOT. %

1. is a good (subject) teacher ‘A’
‘B’
TOT.

  4 1)

  3
  7

  1
  2
  3

  2
  2
  4

  7
  7
14

2. transmits knowledge ‘A’
‘B’
TOT.

  1
  2
  3

  2
  1
  3

  0
  4
  4

  3
  7
10

3. makes himself / herself
clear

‘A’
‘B’
TOT.

  5
  2
  7

  2
  3
  5

  1
  2
  3

  8
  7
15

4.  produces results ‘A’
‘B’
TOT.

  2
  2
  4

  1
  4
  5

  0
  7
  7

  3
13
16

5.  provides direction and
structure

‘A’
‘B’
TOT.

  0
  1
  1

  0
  1
  1

  1
  3
  4

  1
  5
  6

6. has subject knowledge ‘A’
‘B’
TOT.

  2
  0
  2

  3
  1
  4

  3
  2
  5

  8
  3
11

1) is a good (subject) teacher ‘A’
‘B’
TOT.

  7
10
17

58 %
53 %
55 %

  7
10
17

58 %
53 %
55 %

  5
13
18

42 %
68 %
58 %

19
33
52

53 %
58 %
56 %

2) 7. shapes pupils’
development

‘A’
‘B’
TOT.

  1
  3
  4

  8 %
16 %
13 %

  1
  0
  1

  8 %
  0 %
  3 %

  1
  4
  5

  8 %
21 %
16 %

  3
  7
 10

  8 %
12 %
11 %

3) 8. supports independent
learning

‘A’
‘B’
TOT.

  0
  0
  0

  0 %
  0 %
  0 %

  1
  3
  4

  8 %
16 %
13 %

  2
  3
  5

17 %
16 %
16 %

  3
  6
  9

  8 %
10 %
10 %

9. practices equality and
mutual respect

‘A’
‘B’
TOT.

  1
  3
  4

  0
  2
  2

  0
  0
  0

    1
    5
    6

10. is open to pupils ‘A’
‘B’
TOT.

  7
10
17

  5
  8
13

  3
  8
11

  15
  26
  41

11. has good contacts with
pupils

‘A’
‘B’
TOT.

  4
  3
  7

  5
  3
  8

  4
  2
  6

  13
    8
  21

12. is friendly ‘A’
‘B’
TOT.

  4
  6
10

  4
  6
10

  3
  6
  9

  11
  18
  29

13. tunes in with pupils’
experience, welcomes pupils’
initiatives

‘A’
‘B’
TOT.

  2
  3
  5

  5
  7
 12

  3
  5
  8

  10
  15
  25
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14. has realistic expectations
about pupils

‘A’
‘B’
TOT.

  1
  0
  1

  0
  0
  0

  1
  0
  1

    2
    0
    2

15. stimulates and inspires
pupils

‘A’
‘B’
TOT.

  7
11
18

  6
  8
14

  9
  5
14

  22
  24
  46

16. guides pupils ‘A’
‘B’
TOT.

  2
  2
  4

  1
  7
  8

  2
  5
  7

    5
  14
  19

4) is oriented towards pupils ‘A’
‘B’
TOT.

11
17
28

92 %
89 %
90 %

12
17
29

100
%
 89 %
 93 %

11
17
28

92 %
89 %
90 %

  34
  51
  85

94 %
89 %
91 %

17. has a knowledge of
learning processes

‘A’
‘B’
TOT.

  0
  1
  1

  1
  1
  2

  0
  0
  0

    1
    2
    3

18. practices variety,
commands a repertoire of
instructional procedures

‘A’
‘B’
TOT.

  0
  2
  2

  4
  3
  7

  4
  1
  5

    8
    6
  14

5) is oriented towards
methods

‘A’
‘B’
TOT.

  0
  2
  2

  0 %
10 %
  6 %

  5
  4
  9

42 %
21 %
29 %

  4
  1
  5

33 %
  5 %
16 %

    9
    7
  16

25 %
12 %
17 %

19. is in control ‘A’
‘B’
TOT.

  5
  5
10

  1
  3
  4

  1
  2
  3

    7
  10
  17

20. is strict ‘A’
‘B’
TOT.

  3
  5
  8

  3
  4
  7

  1
  5
  6

    7
  14
  21

21. is just ‘A’
‘B’
TOT.

  0
  0
  0

  0
  1
  1

  2
  2
  4

    2
    3
    5

6) handles authority ‘A’
‘B’
TOT.

  6
10
16

50 %
53 %
52 %

  4
  8
12

33 %
42 %
39 %

  3
  7
10

33 %
37 %
32 %

  13
  25
  38

36 %
44 %
41 %

22. works together with
others

‘A’
‘B’
TOT.

  2
  0
  2

  0
  0
  0

  3
  3
  6

   5
   3
   8

23. is a broad teacher ‘A’
‘B’
TOT.

  0
  1
  1

  1
  1
  2

  0
  0
  0

   1
   2
   3

24. takes part in projects ‘A’
‘B’
TOT.

  0
  0
  0

  0
  0
  0

  1
  2
  3

   1
   2
   3

25. takes part in
extracurricular activities

‘A’
‘B’
TOT.

  1
  1
  2

  0
  1
  1

  1
  0
  1

   2
   2
   4
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26. takes part in innovations
and research

‘A’
‘B’
TOT.

  2
  1
  3

  1
  1
  2

  1
  1
  2

   4
   3
   7

7) participates in the school ‘A’
‘B’
TOT.

  3
  3
  6

25 %
16 %
19 %

  1
  3
  4

  8 %
16 %
13 %

  5
  4
  9

42 %
21 %
29 %

   9
 10
 19

25 %
17 %
20 %

27. brings in personal ideas
and materials

‘A’
‘B’
TOT.

  0
  2
  2

  0
  1
  1

  2
  2
  4

   2
   5
   7

28. is herself /himself ‘A’
‘B’
TOT.

  2
  5
  7

  0
  2
  2

  1
  1
  2

   3
   8
 11

29. watches over personal
boundaries

‘A’
‘B’
TOT.

  0
  1
  1

  3
  1
  4

  0
  1
  1

   3
   3
   6

30. develops himself / herself ‘A’
‘B’
TOT.

  1
  0
  1

  0
  4
  4

  2
  1
  3

   3
   5
   8

8) works in a personal way ‘A’
‘B’
TOT.

  2
  7
  9

17 %
37 %
29 %

  3
  7
10

25 %
37 %
32 %

  4
  5
  9

33 %
26 %
29 %

   9
 19
 28

25 %
33 %
30 %

Notes to the table:

1) Counts refer to the number of respondents making statements in that category. Several
statements within the same narrow category made by the same respondent at the same moment
have been counted as one.
2) For broad categories counts have been converted into percentages to facilitate comparison
between ‘A’ and ‘B’. Percentages refer to the number of respondents making statements in a
category in proportion to the size of the sample. ‘A’ = 12, ‘B’ = 19.
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APPENDIX 8. 17: Mean rankings of teacher roles. Sorting task. All interviewed trainee
teachers

-6,8
-6,67

-7,54

-4,35

-3,87

-4,64

-7,93 -7,9

-8,51
-8,67

-9,32

-9,12

-7,06 -7,06

-6,8

-9,41
-9,25

-8,87

-6,83 -6,77

-5,38

-6,25

-7,09

-7,48

-3,48
-3,61 -3,61

-6,8

-5,87

-5,54

-6,09

-5,77

-5,41

-4,25

-4,7

-5,03

-10

-9

-8

-7

-6

-5

-4

-3

-2

-1

0

1 2 3

confidant guide group worker

instructor manager of the learning process model

organizer of the learning process pedagogue stimulator

subject specialist teaching methods specialist transmitter of knowledge
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APPENDIX 8. 18: Mean rankings of teacher roles. Sorting task. All interviewed trainee
teachers. Z value in Wilcoxon Signed Ranks test

Teacher roles Mean
rank 1st

moment

Mean
rank 2nd

moment

Mean
rank 3rd

moment

Z
1st – 2nd

moment

Z
2nd – 3rd

moment

Z
1st – 3rd

moment
confidant 6.8 6.7 7.5   .54 1.80 *) 1.43
group worker 7.9 7.9 8.5   .41 1.05 1.22
guide 4.3 3.9 4.6   .89 1.25   .09
instructor 8.7 9.3 9.1 1.56   .26   .70
manager of the
learning process

7.0 7.0 6.8   .56   .55   .69

model 9.4 9.3 8.9   .47 1.23   .83
organizer of the
learning process

6.8 6.8 5.4   .11 2.57 **) 2.32 **

pedagogue 6.3 7.1 7.5 1.03   .87 1.80 *
stimulator 3.5 3.6 3.6   .07   .28   .11
subject specialist 6.8 5.9 5.5 1.61   .63 1.90 *
teaching methods
specialist

6.1 5.8 5.4   .83 1.08   .99

transmitter of
knowledge

4.3 4.7 5.1   .75   .59 1.06

*) Significance at the 0.10 level
**) Significance at the 0.05 level
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APPENDIX 8. 19: Mean scores for the outlook on teaching of trainee teachers

total group women men            ‘A’            ‘B’Vars.
1st

m.
2nd

m.
3rd

m.
1st

m.
2nd

m.
3rd

m.
1st m. 2nd

m.
3rd

m.
1st

m.
2nd

m.
3rd

m.
1st

m.
2nd

m.
3rd m.

1. Self-
regulated
learning

4.9 4.9 4.9 4.8 4.8 4.9 4.9 4.9 4.9 4.8 4.9 4.9 4.9 4.9 4.9

2. Social and
moral
education

4.7 4.7 4.7 4.7 4.7 4.7 4.7 4.6 4.6 4.8 4.7 4.8 4.7 4.6 4.6

3. Working
with your
subject

4.8 4.7 4.7 4.9 4.7 4.8 4.7 4.7 4.7 4.8 4.5 4.6 4.8 4.8 4.8

4. Giving
instruction

4.7 4.7 4.7 4.7 4.7 4.8 4.6 4.7 4.7 4.6 4.6 4.7 4.7 4.7 4.8

5. Attention
to
individual
pupils

4.6 4.5 4.5 4.7 4.6 4.5 4.4 4.4 4.5 4.6 4.5 4.6 4.6 4.5 4.5

6. Managing
for results

4.8 4.8 4.9 4.8 4.9 4.9 4.8 4.8 4.9 4.8 4.8 4.9 4.8 4.9 4.9

7. Pupil-
centered
orientation

4.9 4.8 4.9 5.0 4.9 4.9 4.8 4.8 4.9 5.0 4.9 5.0 4.9 4.8 4.8

8. Working
in teams

4.6 4.5 4.6 4.7 4.7 4.6 4.5 4.5 4.6 4.5 4.5 4.5 4.6 4.5 4.6

9. School
and society

4.7 4.6 4.6 4.8 4.7 4.7 4.6 4.5 4.5 4.7 4.6 4.6 4.7 4.5 4.6

10. Broad
teacher task

4.6 4.5 4.6 4.7 4.6 4.6 4.5 4.5 4.6 4.5 4.6 4.7 4.6 4.5 4.5

11. Personal
initiative

4.6 4.6 4.6 4.7 4.6 4.6 4.5 4.6 4.6 4.6 4.6 4.5 4.6 4.6 4.7

12.
Professio-
nal develop-
ment

4.8 4.9 4.9 4.9 4.9 4.9 4.7 4.9 4.9 4.8 4.9 5.0 4.8 4.9 4.9

13. Religious
orientation

3.9 3.9 3.8 3.9 3.9 3.8 3.8 3.8 3.8 4.0 4.0 4.0 3.8 3.8 3.7

14. Commit-
ment to
teaching

4.1 4.0 4.0 4.2 4.1 4.0 4.0 3.9 4.0 4.0 4.1 4.1 4.2 4.0 4.0

Conception
of teaching 1)

4.7 4.7 4.7 4.8 4.7 4.7 4.6 4.6 4.7 4.7 4.7 4.7 4.7 4.7 4.7

1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)
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APPENDIX 8. 20 Changes in the outlook on teaching of trainee teachers.
Questionnaire ‘Outlook on teaching’. All trainee teachers. GLM Repeated measures

Variables MT
F

WSC: lin
F

WSC: qua
F

1. Self-regulated learning   .99 1.94   .05
2. Social and moral education   .41   .48   .55
3. Working with your subject 4.52 *) 4.00 * 6.26 *
4. Giving instruction 2.25 4.38 *   .00
5. Attention to individual pupils   .93   .94 1.31
6. Managing for results 1.63 2.74   .45
7. Pupil-centered orientation   .85   .08 1.62
8. Working in teams   .08   .05   .14
9. School and society 2.31 1.59 3.28
10. Broad teacher task 2.40   .06 4.65 *
11. Personal initiative 1.00 1.79   .07
12. Professional development 2.60 5.18 *   .94
13. Religious orientation   .32   .16   .51
14. Commitment to teaching 1.35 2.06 1.16
Conception of teaching 1)   .71   .21 1.11
MT: Multivariate tests WCS: Tests of within-subjects-contrasts. Lin: Linear. Qua: Quadratic
*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)

APPENDIX 8. 21 Effects of gender on the outlook on teaching of trainee teachers.
Questionnaire ‘Outlook on teaching’. All trainee teachers. GLM Repeated measures

Variables MT * gender  F
1. Self-regulated learning   .26
2. Social and moral education   .22
3. Working with your subject 3.39 *)
4. Giving instruction 1.12
5. Attention to individual pupils 1.80
6. Managing for results 1.44
7. Pupil-centered orientation 1.76
8. Working in teams 1.91
9. School and society   .28
10. Broad teacher task 2.22
11. Personal initiative 2.69
12. Professional development 2.01
13. Religious orientation   .53
14. Commitment to teaching   .72
Conception of teaching 1) 1.99
MT factor * gender: Multivariate tests for factor in interaction with gender
*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)
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APPENDIX 8. 22: The outlook on teaching of teacher educators and trainee teachers.
‘A’ + ‘B’. Questionnaire ‘Outlook on teaching’. T-tests independent samples

Variables Mean
TE

Mean
1st

mom.
TT

    T Mean
2nd

mom.
TT

T Mean
3rd

mom.
TT

T

1. Self-regulated learning 5.0 4.9  1.83 4.9  1.77 4.9    .96
2. Social and moral education 4.7 4.7    .16 4.7  1.03 4.7    .91
3. Working with your subject 4.7 4.8 1.82 4.7    .10 4.7    .59
4. Giving instruction 4.7 4.7    .90 4.7    .54 4.7    .29
5. Attention to individual
pupils

4.6 4.6    .13 4.5    .96 4.5    .48

6. Managing for results 4.9 4.8  1.55 4.8  1.19 4.9    .29
7. Pupil-centered orientation 5.0 4.9    .46 4.8  1.94 4.9  1.12
8. Working in teams 4.7 4.6    .74 4.5  1.49 4.6  1.13
9. School and society 4.5 4.7 3.04 *) 4.6  1.00 4.6  1.18
10. Broad teacher task 4.6 4.6    .70 4.5  1.80 4.6    .75
11. Personal initiative 4.6 4.6    .21 4.6    .17 4.6    .21
12. Professional development 5.0 4.8  1.84 4.9  1.08 4.9    .74
13. Religious orientation 4.0 3.9  1.03 3.9  1.01 3.8  1.38
14. Commitment to teaching 4.1 4.1    .39 4.0  1.32 4.0  1.10
Conception of teaching 1) 4.7 4.7    .39 4.7  1.08 4.7    .36

*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)



270

APPENDIX 8. 23: Effect of establishments ‘A’ and ‘B’ on the outlook on teaching of
trainee teachers. Questionnaire ‘Outlook on teaching’. GLM repeated measures

Variables MT * est.
F

1. Self-regulated learning 2.40
2. Social and moral education 3.22 *)
3. Working with your subject 1.76
4. Giving instruction 1.78
5. Attention to individual pupils 3.72 *
6. Managing for results 1.88
7. Pupil-centered orientation 4.01 *
8. Working in teams   .68
9. School and society 1.48
10. Broad teacher task 6.67 *
11. Personal initiative   .12
12. Professional development 2.17
13. Religious orientation 1.47
14. Commitment to teaching 4.76 *
Conception of teaching 1) 2.70

MT factor * establishment : Multivariate tests for factor in interaction with establishment.
*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)
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APPENDIX 8. 24: Mean rankings of teacher roles. Sorting task. Interviewed trainee
teachers of ‘A’
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-6,89

-7,31

-7,68

-3,79 -3,73

-4,58

-6,68

-7,36

-8

-9,21 -9,15 -9,15

-6,89
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APPENDIX 8. 25: Mean rankings of teacher roles. Sorting task. Interviewed trainees of
‘B’
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APPENDIX 8. 26: Mean rankings of teacher roles by trainee teachers in ‘A’ and ‘B’.
Sorting task. Z value in Mann-Whitney test

Teacher roles ‘A’
1st

mom.

‘B’
1st

mom
.

Z ‘A’
2nd

mom.

‘B’
2nd

mom.

Z ‘A’
3rd

mom.

‘B’
3rd

mom
.

Z

confidant   5.7 6.9   .31   7.3 7.3 1.51 6.9 7.7   .55
group worker   9.9 6.7 2.80 **)   8.7 7.4 1.23 9.3 8.0 1.38
guide   5.2 3.8 1.23   4.1 3.7   .79 4.7 4.6   .28
instructor   7.8 9.2 1.54   9.6 9.2   .17 9.1 9.2   .00
manager of the
learning process

  7.3 6.9   .23   8.1 6.4 1.53 6.6 6.9   .31

model 10.5 8.7 1.57 10.7 8.5 1.82 *) 9.2 8.6   .91
organizer of the
learning process

  5.4 7.7 2.02 **   6.7 6.8   .14 4.2 6.2 1.51

pedagogue   6.5 6.1   .37   6.7 7.4   .70 7.3 7.6   .24
stimulator   2.1 4.4 3.09 **   3.1 3.9 1.16 3.2 3.8   .60
subject specialist   6.9 6.7   .00   5.3 6.2   .43 5.2 5.7   .24
teaching
methods
specialist

  4.3 7.2 2.82 **   5.0 6.3 1.35 5.7 5.3   .68

transmitter of
knowledge

  5.2 3.6 1.51   4.3 4.9   .12 6.1 4.4 1.51

*) Significance at the 0.10 level
**) Significance at the 0.05 level
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APPENDIX 8. 27 Changes in the outlook on teaching of trainee teachers.
Questionnaire ‘Outlook on teaching’. Trainee teachers of ‘A’. GLM Repeated
measures
Variables MT  F WSC: lin F WSC: qua F
1. Self-regulated learning 3.62 *) 7.43 *     .11
2. Social and moral education 2.75 1.13   4.85 *
3. Working with your subject 5.13 *   .50 10.43 *
4. Giving instruction 2.64 1.82   2.97
5. Attention to individual
pupils

3.26   .52   3.86

6. Managing for results 1.67 2.99     .95
7. Pupil-centered orientation 4.54 *   .58   9.00 *
8. Working in teams   .43   .55     .10
9. School and society   .18   .19     .23
10. Broad teacher task 4.45 * 7.70 *   1.42
11. Personal initiative   .45   .92     .00
12. Professional development 2.99 5.83 *     .01
13. Religious orientation 1.77 3.40     .03
14. Commitment to teaching 2.09 3.72     .22
Conception of teaching 1) 2.79 2.32   3.07
MT: Multivariate tests WCS: Tests of within-subjects-contrasts. Lin: Linear Qua: Quadratic
*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)

APPENDIX 8. 28 Changes in the outlook on teaching of trainee teachers.
Questionnaire ‘Outlook on teaching’. Trainee teachers of ‘B’. GLM Repeated measures
Variables MT  F WSC: lin F WSC: qua F
1. Self-regulated learning   .13   .01   .25
2. Social and moral education 1.48 2.39   .03
3. Working with your subject 2.40 4.52 *)   .92
4. Giving instruction 1.42 2.53 1.04
5. Attention to individual
pupils

2.29 4.60 *   .00

6. Managing for results   .80   .34 1.34
7. Pupil-centered orientation   .57   .93   .18
8. Working in teams   .33   .67   .04
9. School and society 3.32 * 4.20 * 3.25
10. Broad teacher task 3.27 * 4.39 * 3.19
11. Personal initiative   .54   .86   .10
12. Professional development   .85   .96 1.45
13. Religious orientation   .49   .38   .51
14. Commitment to teaching 3.93 * 7.84 *   .96
Conception of teaching 1)   .32   .66   .04
MT: Multivariate tests WCS: Tests of within-subjects-contrasts. Lin: Linear Qua: Quadratic
*) Significance at the 0.05 level
1) Computed as the mean score for the twelve general aspects of the professional image of
teaching (variables 1 – 12)
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APPENDIX 8. 29: Aspects considered relevant by trainee teachers in their choice of a
school
In this survey results of the open interview question have been ordered according to
their decreasing frequency of mention by the total sample at the third measuring
moment.

Categories Measuring
moments

‘A’
(n = 12)

‘B’
(n = 19)

TOTAL
(n = 31)

School concept 1
2
3

6
5
6

50 %
42 %
50 %

  9
  9
10

47 %
47 %
53 %

15
14
16

48 %
45 %
52 %

Type of school 1
2
3

4
5
5

33 % 1)

  4 %
  4 %

  7
11
  9

37 %
58 %
47 %

11
16
14

35 %
52 %
45 %

Colleagues 1
2
3

4
4
6

33 %
33 %
50 %

  3
  5
  6

16 %
26 %
32 %

  7
  9
12

23 %
29 %
39 %

Denomination 1
2
3

4
6
6

33 %
50 %
50 %

  3
  2
  4

16 %
11 %
21 %

  7
  8
10

23 %
26 %
32 %

Size 1
2
3

3
2
4

25 %
17 %
33 %

  2
  2
  4

11 %
11 %
21 %

  5
  4
  8

16 %
13 %
26 %

Atmosphere 1
2
3

0
5
3

  0 %
42 %
25 %

11
  9
  4

58 %
47 %
21 %

11
14
  7

35 %
45 %
23 %

Cooperation 1
2
3

2
2
4

17 %
17 %
33 %

  4
  2
  3

21 %
11 %
16 %

  6
  4
  7

19 %
13 %
23 %

Rules 1
2
3

0
1
1

  0 %
  8 %
  8 %

  3
  2
  6

16 %
11 %
32 %

  3
  3
  7

10 %
10 %
23 %

School development 1
2
3

1
1
3

  8 %
  8 %
25 %

  1
  4
  4

  5 %
21 %
21 %

  2
  5
  7

  6 %
16 %
23 %

Organization 1
2
3

0
1
3

  0 %
  8 %
25 %

  0
  3
  3

  0 %
16 %
16 %

  0
  4
  6

  0 %
13 %
19 %

Location 1
2
3

0
2
3

  0 %
17 %
25 %

  1
  2
  2

  5 %
11 %
11 %

  1
  4
  5

  3 %
13 %
16 %

Communication 1
2
3

1
1
3

  8 %
  8 %
25 %

  4
  3
  1

21 %
16 %
  5 %

  5
  4
  4

16 %
13 %
13 %

Facilities 1
2
3

0
1
1

  0 %
  8 %
  8 %

  1
  3
  3

  5 %
16 %
16 %

  1
  4
  4

  3 %
13 %
13 %
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Freedom 1
2
3

2
0
2

17 %
  0 %
17 %

  4
  2
  2

21 %
11 %
11 %

  6
  2
  4

10 %
  6 %
13 %

Management 1
2
3

0
0
1

  0 %
  0 %
  8 %

  3
  3
  3

16 %
16 %
16 %

  3
  3
  4

10 %
10 %
13 %

Pupils 1
2
3

2
0
1

 1 %
  0 %
  8 %

  4
  2
  3

21 %
11 %
16 %

  6
  2
  4

19 %
  6 %
13 %

Residual 1
2
3

3
0
1

25 %
  0 %
  8 %

  1
  0
  2

  5 %
  0 %
11 %

  4
  0
  3

13 %
  0 %
10 %

Own subject 1
2
3

0
2
1

  0 %
17 %
  8 %

  1
  3
  1

  5 %
16 %
  5 %

  1
  5
  2

  3 %
16 %
  6 %

Support of (beginning) teachers 1
2
3

2
2
2

17 %
17 %
17 %

  2
  1
  2

11 %
  5 %
11 %

  4
  3
  2

13 %
10 %
  6 %

Wanting to further explore and
compare schools

1
2
3

3
0
0

25 %
  0 %
  0 %

  3
  1
  0

16 %
  5 %
  0 %

  6
  1
  0

19 %
  3 %
  0 %

1) Percentages have been added to facilitate comparison between the groups ‘A’ and ‘B’.
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APPENDIX 8. 30: Conditions under which trainees are prepared to enter teaching
In this table conditions are ordered according to their decreasing frequency of mention in
the total sample at the third measuring moment.

Categories Measuring
moments

‘A’
(n = 12)

‘B’
(n = 19)

TOTAL
(n = 31)

working part time 1
2
3

1
3
3

  8 % 1)

25 %
25 %

1
4
7

  5 %
21 %
37 %

  5
  7
10

16 %
23%
32 %

confirmation of initial
choice

1
2
3

3
2
4

25 %
17 %
33 %

4
2
1

21 %
10 %
  5 %

  7
  4
  5

23 %
13 %
16 %

school environment 1
2
3

0
0
0

  0 %
  0 %
  0 %

0
2
4

  0 %
10 %
21 %

  0
  2
  4

  0 %
  6 %
13 %

labor market 1
2
3

0
1
0

  0 %
  8 %
  0 %

0
0
3

  0 %
  0 %
16 %

  0
  1
  3

  0 %
  3 %
10 %

keeping alternatives
open

1
2
3

2
2
1

17 %
17 %
  8 %

0
2
1

  0 %
10 %
  5 %

  2
  4
  2

  6 %
13 %
  6 %

temporary occupation 1
2
3

4
0
1

33 %
  0 %
  8 %

2
1
1

10 %
  5 %
  5 %

  6
  1
  2

19 %
  3 %
  6 %

first step in a career in
education

1
2
3

1
0
1

  8 %
  0 %
  8 %

0
1
0

  0 %
  5 %
  0 %

  1
  1
  1

  3 %
  3 %
  3 %

breadth and variety 1
2
3

1
0
0

  8 %
  0 %
  0 %

2
1
0

10 %
  5 %
  0 %

  3
  1
  0

19 %
  3 %
  0 %

1) Percentages have been added to facilitate comparison between the groups ‘A’ and ‘B’.
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APPENDIX 9. 1: Appreciation of training conditions by teacher educators.
Questionnaire ‘Outlook on teacher education’. T-tests independent samples

Vars. 1) All
teacher
educa-
tors

‘A’ ‘B’    T inst. school    T women men    T

EXPa 4.3 4.3 4.3   .42 4.4 4.3 1.73 4.3 4.3   .41
EXPb 3.5 3.9 3.4 3.29 *) 3.6 3.5   .49 3.4 3.6 1.32
EXPc 3.8 4.0 3.7 2.79 * 3.9 3.7 1.72 3.7 3.8 1.05
ORIa 4.1 4.3 4.1 1.28 4.2 4.1   .79 3.9 4.3 3.24 *
ORIb 3.6 4.0 3.4 4.00 * 3.5 3.6    .81 3.4 3.7 2.54 *
ORIc 3.6 3.9 3.4 2.74 * 3.6 3.5   .53 3.3 3.7 3.37 *
PARa 4.0 4.1 3.9 1.83 4.2 3.9 2.48 * 3.6 4.1 3.13 *
PARb 3.2 3.7 3.0 4.81 * 3.1 3.2    .19 2.7 3.4 4.50 *
PARc 3.5 3.8 3.3 2.90 * 3.5 3.5    .10 3.1 3.6 2.95 *
PERa 4.3 4.4 4.3 1.43 4.4 4.3 1.70 4.2 4.4 1.86
PERb 3.5 4.0 3.4 4.82 * 3.5 3.5    .00 3.4 3.6 1.14
PERc 4.0 4.3 4.0 3.21 * 4.0 4.1    .76 3.8 4.1 3.18 *
PRAa 4.7 4.7 4.6 1.08 4.7 4.6  1.35 4.6 4.7 1.23
PRAb 4.0 4.3 3.9 2.93 * 4.2 3.9  1.85 4.0 4.0   .16
PRAc 4.4 4.5 4.4 1.23 4.5 4.4  1.21 4.4 4.4   .47
VIEWa 4.2 4.3 4.2 1.25 4.4 4.2  1.97 4.1 4.3 2.09 *
VIEWb 3.6 3.9 3.5 3.65 * 3.6 3.6    .34 3.5 3.7 1.55
VIEWc 3.9 4.0 3.8 2.10 * 4.0 3.9    .99 3.7 4.0 2.56 *
TCa 4.3 4.3 4.2 1.90 4.4 4.2  2.25

*
4.1 4.3 3.00 *

TCb 3.5 4.0 3.3 5.23 * 3.5 3.5    .03 3.4 3.6 2.20 *
TCc 3.8 4.0 3.7 3.50 * 3.8 3.8    .45 3.6 3.9 3.40 *

1) Variables: EXP: ‘is explicit about its views’  ORI: ‘orients trainees in educational views and
issues’
PAR: ‘opens its practice to trainees for discussion and participation’   PER: ‘supports trainees in
making personal choices in their practice as teachers’  PRA: ‘supports exchange of practice
experiences’  VIEW: ‘shows commitment to a view of teaching and schooling’ TC: overall
training conditions, computed as the mean value of the scores for the 6 separate conditions.

The three aspects a, b, and c refer respectively to desirability, presence in teacher education
establishment, and presence in personal practice of teacher educators.
*) Significance at the 0.05 level
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APPENDIX 9. 2: Appreciation of training conditions by teacher educators of ‘A’ and
‘B’. Questionnaire ‘Outlook on teacher education’. T-tests independent samples

Vars. 1) inst.
‘A’

schools
‘A’

    T ins.
‘B’

schools
‘B’

    T schools
‘B’
reg. 2)

schools
‘B’
ins. 3)

       T

EXPa 4.5 4.3    .66 4.4 4.2 1.63 4.3 3.9  1.42
EXPb 3.8 3.8    .11 3.5 3.3 1.01 3.3 3.3    .07
EXPc 4.3 3.9  1.52 3.8 3.6 1.62 3.6 3.5    .59
ORIa 4.3 4.3    .27 4.2 4.1   .93 3.8 3.5    .69
ORIb 3.9 4.0    .53 3.4 3.5   .18 2.9 2.8    .67
ORIc 4.0 3.8    .74 3.5 3.4   .61 3.4 2.9 1.16
PARa 4.2 4.1    .37 4.2 3.8 2.76 * 4.1 4.2    .87
PARb 3.6 3.8    .74 3.0 2.9   .58 3.5 3.3    .48
PARc 3.6 3.9    .72 3.4 3.3   .57 3.4 3.6  2.08
PERa 4.7 4.4  2.20 * 4.4 4.3 1.21 4.3 4.1    .61
PERb 4.0 4.0    .06 3.4 3.3   .50 3.3 3.3    .04
PERc 4.3 4.3    .06 3.9 4.0   .51 4.0 4.0    .31
PRAa 4.8 4.7  1.14 4.7 4.7 1.12 4.6 4.5    .73

PRAb 4.6 4.2  1.43 4.1 3.8 1.74 3.8 3.4    .94
PRAc 4.8 4.5  1.58 4.5 4.4   .77 4.4 4.1  1.47
VIEWa 4.5 4.3  1.43 4.4 4.1 1.72 4.2 4.0    .68
VIEWb 3.8 4.0    .56 3.5 3.5   .27 3.4 3.5    .35
VIEWc 4.1 4.1    .00 3.9 3.8 1.38 3.7 3.7    .43
TCa 4.5 4.4    .78 4.4 4.1 2.38 * 4.2 4.0    .81
TCb 3.9 4.0    .49 3.4 3.3   .87 3.4 3.1    .77
TCc 4.1 4.0    .47 3.8 3.7   .73 3.7 3.7    .46

1) Variables: EXP: ‘is explicit about its views’  ORI: ‘orients trainees in educational views and
issues’
PAR: ‘opens its practice to trainees for discussion and participation’   PER: ‘supports trainees in
making personal choices in their practice as teachers’  PRA: ‘supports exchange of practice
experiences’  VIEW: ‘shows commitment to a view of teaching and schooling’ TC: overall
training conditions, computed as the mean value of the scores for the 6 separate conditions.
The three aspects a, b, and c refer respectively to desirability, presence in teacher education
establishment, and presence in personal practice of teacher educators.
2) Teacher educators accommodating regular trainee teachers
3) Teacher educators accommodating inservice trainee teachers

*) Significance at the 0.05 level
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APPENDIX 9. 3: Appreciation of training conditions by trainee teachers.  Response to
the interview question
Categories A (n = 12) B (n = 19) TOT. (n = 31)

sp.1) el.2) tot.3) sp. el. tot. sp. el. tot.
1. school practice   6   0   6   6   0   6 12   0 12
2. own teaching practice   1   5   6   8   4 12   9   9 18
3. pupils   3   0   3   0   3   3   3   3   6
4. school practice teacher   3   1   4   4   3   7   7   4 11
5. observation   1   3   4   0   5   5   1   8   9
6. lesson planning and evaluation
discussions

  2   0   2   3   5   8   5   5 10

   total micro (cat. 1 – 6) 16   9 25 21 20 41 37 29 66
7. colleagues / subject department   3   0   3   3   4   7   6   4 10
8. meetings   1   0   1   0   2   2   1   2   3
9. walking about in the school   0   0   0   1   0   1   1   0   1
10. pupil guidance   0   0   0   1   0   1   1   0   1
11. extracurricular activities   0   1   1   0   2   2   0   3   3
12. examples of other trainees   0   0   0   0   1   1   0   1   1
13. trainee school group   0   0   0   3   0   3   3   0   3
14. school practice coordinator   0   0   0   1   0   1   1   0   1
   total meso (cat. 7 – 14)   4   1   5   9   9 18 13 10 23
      TOTAL SCHOOL (CAT. 1 – 14) 20 10 30 30 29 59 50 39 89
15. institute   0   0   0   2   0   2   2   0   2
16. lectures   2   0   2   0   0   0   2   0   2
17. texts / written information   1   0   1   1   0   1   2   0   2
18. assignments   0   2   2   0   0   0   0   2   2
19. guest teachers   1   1   2   0   1   1   1   2   3
20. trainee institute group   0   1   1   1   1   2   1   2   3
21. educational design course   0   0   0   1   0   1   1   0   1
22. optional courses   0   0   0   2   0   2   2   0   2
   total general institute (cat. 15 – 20)   4   4   8   7   2   9 11   6 17
   23. subject methodology   3   3   6   4   1   5   7   4 11
24. educational studies   2   2   4   1   0   1   3   2   5
25. interaction course   0   0   0   2   1   3   2   1   3
26. intervision course   0   0   0   2   6   8   2   6   8
27. psychology of adolescence course   2   0   2   0   0   0   2   0   2
28. research course   1   0   1   2   1   3   3   1   4
   total general education  (cat. 24– 28)   5   2   7   7   8 15 12 10 22
      TOTAL INSTITUTE (CAT. 15 – 28) 12   9 21 18 11 29 30 20 50
29. postgraduate teacher education
program

  1   0   1   2   0   2   3   0   3

30. practical examples and tips   0   0   0   2   1   3   2   1   3
31. informal contacts and exchanges   3   8 11   7 11 18 10 19 29
32. working together with other trainees   0   0   0   2   0   2   2   0   2
33. group of active trainees   0   3   3   0   0   0   0   3   3
34. talks with teacher educators   1   1   2   0   0   0   1   1   2
35. techniques   1   0   1   0   0   0   1   0   1
36. literature study   0   2   2   0   2   2   0   4   4
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37. self-evaluation   0   1   1   1   1   2   1   2   3
38. critical remarks   4   3   7   9   4 13 13   7 20
      TOTAL GENERAL POINTS
      (CAT. 29 – 38)

10 18 28 23 19 42 33 37 70

1) spontaneous response  2) elicited response   3) total response
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APPENDIX 9. 4: Appreciation of training conditions by trainee teachers.
Questionnaire ‘Outlook on teacher education’. T-tests independent samples

Variables All
trainee
teachers

 ‘A’ ‘B’   T ‘B’
reg.

‘B’
ins.

  T women men    T

EXPa 4.2 4.0 4.2 1.77 4.2 4.2   .48 4.2 4.1 1.41
EXPb 2.7 2.9 2.6 1.96 2.5 2.9 1.21 2.7 2.7   .31
ORIa 4.0 4.0 4.0   .19 4.0 3.9   .72 4.1 4.0 1.44
ORIb 3.1 3.5 2.9 4.07 *) 2.9 3.2 1.22 3.1 3.1   .35
PARa 4.0 3.9 4.1 1.60 4.1 4.0   .63 4.2 3.9 3.10 *
PARb 2.6 2.8 2.5 1.94 2.4 2.7   .92 2.4 2.7 1.67
PERa 4.3 4.2 4.3 1.37 4.3 4.2   .64 4.4 4.2 2.10 *
PERb 3.1 3.2 3.0 1.30 3.0 3.2   .60 3.1 3.1   .17
PRAa 4.5 4.6 4.5 1.09 4.5 4.4   .76 4.6 4.4 2.18 *
PRAb 3.4 3.6 3.3 1.66 3.2 3.8 2.13 * 3.5 3.4   .28
VIEWa 3.8 3.7 3.8   .50 3.8 3.8   .08 3.7 3.8   .41
VIEWb 3.3 3.3 3.3   .03 3.2 3.6 1.78 3.3 3.3   .20
TCa 4.0 4.0 4.1   .94 4.1 4.0   .69 4.1 4.0 1.88
TCb 3.0 3.2 3.0 2.75 * 2.9 3.2 1.48 3.0 3.0   .03

1) Variables: EXP: ‘is explicit about its views’  ORI: ‘orients trainees in educational views and
issues’ PAR: ‘opens its practice to trainees for discussion and participation’   PER: ‘supports
trainees in making personal choices in their practice as teachers’  PRA: ‘supports exchange of
practice experiences’  VIEW: ‘shows commitment to a view of teaching and schooling’  TC:
overall training conditions, computed as the mean value of the scores for the 6 separate
conditions.
The three aspects a, b, and c refer respectively to desirability, presence in teacher education
establishment, and presence in personal practice of teacher educators.

*) Significance at the 0.05 level
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APPENDIX 9. 5: Appreciation of training conditions by teacher educators and trainee
teachers. Questionnaire ‘Outlook on teacher education. T-tests independent samples

Vars. 1) teacher
educa-
tors

trainee
teachers

   T teacher
educa-
tors ‘A’

trainee
teachers
‘A’

   T teacher
educa-
tors ‘B’

trainee
teachers
‘B’

   T

EXPa 4.3 4.2 2.45 *) 4.3 4.0 2.60 * 4.3 4.2 1.08
EXPb 3.5 2.7 7.68 * 3.8 2.9 5.98 * 3.4 2.6 6.00 *
ORIa 4.2 4.0 1.85 4.3 4.0 1.84 4.1 4.0 1.07
ORIb 3.6 3.1 4.86 * 4.0 3.5 3.63 * 3.4 2.9 4.38 *
PARa 4.0 4.0   .79 4.1 3.9 1.62 3.9 4.1 1.88
PARb 3.2 2.6 5.16 * 3.7 2.8 5.60 * 3.0 2.5 3.53 *
PERa 4.3 4.3   .96 4.4 4.2 2.31 * 4.3 4.3   .25
PERb 3.5 3.1 4.60 * 4.0 3.2 6.06 * 3.4 3.0 2.75 *
PRAa 4.7 4.5 3.40 * 4.7 4.6 1.67 4.6 4.5 2.01 *
PRAb 4.0 3.4 4.89 * 4.3 3.6 3.76 * 3.9 3.3 3.92 *
VIEWa 4.2 3.8 6.05 * 4.3 3.7 4.79 * 4.2 3.8 4.26 *
VIEWb 3.6 3.3 3.13 * 3.9 3.3 4.42 * 3.5 3.3 1.36
TCa 4.3 4.0 3.97 * 4.4 4.0 4.19 * 4.2 4.1 2.14 *
TCb 3.5 3.1 6.10 * 4.0 3.2 6.21 * 3.4 3.0 4.49 *

1) Variables: EXP: ‘is explicit about its views’  ORI: ‘orients trainees in educational views and
issues’ PAR: ‘opens its practice to trainees for discussion and participation’   PER: ‘supports
trainees in making personal choices in their practice as teachers’  PRA: ‘supports exchange of
practice experiences’  VIEW: ‘shows commitment to a view of teaching and schooling’ TC:
overall training conditions, computed as the mean value of the scores for the 6 separate
conditions.
The three aspects a, b, and c refer respectively to desirability, presence in teacher education
establishment, and presence in personal practice of teacher educators.

*) Significance at the 0.05 level
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APPENDIX 10. 1: Survey of individual cases

The categories used in the following survey have been indicated and defined as follows:
SUB: working with your subject.
PUP: having contacts with pupils.
INS: giving instruction, putting across knowledge, contributing to pupils’ (cognitive)
development.
SRL: supporting self-regulated learning.
SMD:  supporting social and moral development, acting as a pedagogue. This may be
done out of conviction (con), or reluctantly (rel).
IND: paying attention to individual pupils.
TEA: working in teams. Here the accent may be on collegial contacts (col), or on
cooperation (coop).
TAS: working in a broad and varied teacher task, taking part in activities and functions
on the meso and macro levels.
SOC: contributing to developments in society.
INN: taking part in innovation and development.
PER: room for personal initiative. Here the accent may be on freedom to shape your own
lessons and contacts with pupils (lp), or on freedom to organize your own time on task
(tt). PRO: professional development. Here the accent may be on remaining a learner (lea),
or on career perspectives (car).
OT: combined score for the twelve variables of the professional image of teaching in the
questionnaire ‘Outlook on teaching’. The maximum score is 6. 0.
COM: score for commitment to teaching in the questionnaire ‘Outlook on teaching’. The
maximum score is 6. 0.
PT: preference for working part time.
DTC: combined score for desirability of training conditions in the questionnaire ‘Outlook
on training conditions’. The maximum score is 5. 0.
PTC: combined score for presence of training conditions in the questionnaire ‘Outlook on
training conditions’. The maximum score is 5. 0.

In the survey cases have been ordered from rising to falling combined scores for OT and
COM between the 1st  and 3rd moments. For the protection of privacy names of
respondents have been changed.
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 1. Name: THOMAS Subject: Biology Establishment: B regular
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x
con

x
col

x 4.9 3.6

2 X x x x x
col
/
coo
p

x x x x
lea /
car

5.2 4.5 x

3 X x x x
col
/
coo
p

x x x
lea

5.4 4.6 x 5.0 2.7

 2. Name: PATRICIA Subject: English Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x x
car

4.7 3.5

2 x x x x x
col

x x 4.8 4.5 x

3 x x x x x
col
/
coo
p

x x x
car

5.8 4.3 4.1 3.0

 3. Name: MICHELLE Subject: Biology Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x
col

x 4.6 4.3

2 x x x x x x 4.8 4.1

3 x x x x x
lea

5.1 4.7 3.6 3.5
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 4. Name:  EMMA Subject: Social science Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x
col

x x x
lp

4.2 3.4 x

2 x x x x x
col

x 4.3 3.7 x

3 x x x x x
col
/
coo
p

x x x
tt

4.5 3.8 x 3.8 2.4

 5. Name: RONALD Subject: Biology Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x
col
/
coo
p

x x x x
tt

4.8 3.6 x

2 x x x x x
coo
p

x x x
lp /
tt

4.4 3.9 x

3 x x x x
coo
p

x x x
car

5.0 4.1 x 4.1 3.0

 6. Name: DEREK Subject: German Establishment: B inservice
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x
rel

x
col

4.7 4.4

2 x x x x
rel

x
col

x x
lea

4.5 3.9

3 x x x x x
col

x
tt

4.9 4.7 3.9 3.6
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 7. Name: MARTHA Subject: English Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x 4.4 3.8 x
2 x x x x

col
4.5 4.3

3 x x x x x
col

x 4.5 4.0 4.4 3.1

 8. Name: PAUL Subject: Social science Establishment: B regular
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x
con

x 4.2 3.6

2 x 4.4 3.5 x
3 x x 4.4 3.7 x 3.9 3.4

 9. Name: MARGARET Subject: Dutch Establishment: B regular
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x 4.2 4.4
2 x x x x

col
x 4.1 4.6

3 x x x x x x
col

4.4 4.4 x 4.2 3.7

 10. Name: SUSAN Subject: English Establishment: B regular
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x
col
/
coo
p

x x x
car

5.8 4.1

2 x x x x x x
col
/
coo
p

x x
car

5.5 4.5 x

3 x x x x
col

x x x
lea /
car

5.1 4.7 4.7 2.7
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 11. Name: NINA Subject: Dutch Establishment: B regular
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x
con

x x 4.4 3.7

2 x x x x x
rel

x
col

x x 5.0 3.8

3 x x x x x 4.5 3.6 3.9 3.5

 12. Name: BRIAN Subject: Social science Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x x 4.8 4.4
2 x x x 4.9 4.3
3 x x x x x x 4.6 4.5 4.0 3.2

 13. Name: EILEEN Subject: Social science Establishment: B regular
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x
col
/
coo
p

x x 5.9 5.3

2 x x x x
coo
p

x x 6.0 4.7

3 x x x x x x
car

6.0 4.7 4.9 3.3

 14. Name: BERNARD Subject: Biology Establishment: B regular
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x
col

x x x
car

4.7 3.8 x

2 x x x x x
col

x x x
car

4.4 3.8 x

3 x x x x
col
/
coo
p

x x 4.3 3.5 x 3.8 2.8
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 15. Name: MARY Subject: Dutch Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x
lea /
car

4.8 4.2

2 x x x x x
coo
p

4.8 5.2

3 x x x x x
coo
p

x x x x
lea

4.4 4.8 4.4 3.7

 16. Name: JOHN Subject: Mathematics Establishment: B inservice
SUB PUP INS SRL SMD IND TEA TAS SOC INN PER PRO OT COM PT DTC PTC

1 x x x
lp/t
t

4.2 4.3 x

2 x x x x
lp/t
t

4.0 3.0

3 x x x x
lp/t
t

4.2 3.5 3.2 2.7

17. Name: DAVID Subject: Mathematics Establishment: B inservice
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 X x x x
col

4.4 3.7

2 x x x x x
col

x
lp

5.4 3.0

3 x x x x
col

4.7 2.7 4.0 2.0

 18. Name: ROBERT Subject: Chemistry Establishment: B inservice
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x
col

x x
lp

x
car

4.6 3.7

2 x x x x
lea /
car

4.4 3.5

3 x x x
col

x x 4.1 3.3 4.4 2.7
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 19. Name: KEITH Subject: Mathematics Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x x
rel

4.7 3.4

2 x x x x
col
/
coo
p

x 4.1 3.6 x

3 x x x
col

x 4.0 3.1 3.8 3.4

 20. Name: ANNE Subject:  History Establishment: A
SUB PUP INS SRL SMD IND TEA TAS SOC IN

N
PER PRO OT COM PT DTC PTC

1 x x x x
col
/
coo
p

x x x x
lp

x
lea

5.6 4.5

2 x x x x x x x
col
/
coo
p

x x
lp

x
lea

4.7 3.8

3 x x x x
col
/
coo
p

x x
lp

x
lea

4.4 4.0 3.6 2.7
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SUMMARY IN DUTCH / SAMENVATTING

In hoofdstuk 1 wordt het begrip betekenisverlening aan leraarschap aan de orde gesteld
als thema van deze studie. Zowel de inhoud van het leraarschap - als een geheel van
functies, rollen en taken - als het maatschappelijke belang van het leraarschap, zijn
voorwerp van verschillende en veranderlijke inzichten. Dit houdt in dat aankomende
beoefenaren van het leraarschap de daaraan toegekende betekenissen moeten verkennen
met het oog op de ontwikkeling van een eigen beroepsidentiteit. De leraarsopleiding
wordt in de studie beschouwd als een intermediair tussen maatschappelijke betekenissen
die aan het leraarschap worden toegekend en de persoonlijke betekenisverlening aan het
leraarschap als beroep, zoals die zich ontwikkelt bij aankomende leraren.
Het thema van de studie spitst zich toe op een empirisch onderzoekbare vraagstelling
naar de manier waarop de betekenisverlening aan leraarschap zich ontwikkelt bij leraren
in opleiding, in relatie tot een als standaard functionerend openbaar beroepsbeeld van
leraarschap, en onder de condities van een institutionele omgeving. In de studie is deze
omgeving de postdoctorale lerarenopleiding van Nederlandse universiteiten.
De studie streeft naar praktische relevantie voor zover zij kan bijdragen tot verdere
ontwikkeling van de lerarenopleiding. Zij streeft naar theoretische relevantie door haar
onderzoeksobject te benaderen vanuit de cultuurhistorische wetenschapstraditie,
verbonden met de naam van Vygotsky, en daarmee de toepasbaarheid van deze traditie
te beproeven voor dit object.
Veranderingen in het leraarschap komen aan de orde aan de hand van ontwikkelingen in
het (voortgezet) onderwijs en van discussies over de status en het al of niet professionele
karakter van het leraarschap. Deze veranderingen hebben geleid tot een ontwikkeling in
de universitaire opleiding van leraren, gericht op professioneel leraarschap. In deze
ontwikkeling hebben de begrippen ‘beroepsbeeld’ en ‘beroepsprofiel’ een belangrijke rol
gespeeld bij de definitie van een standaard ten dienste van de formulering van
eindtermen en de inrichting van de opleiding. Vanuit de probleemstelling van de studie
rijst dan de vraag hoe een dergelijk op macroniveau geformuleerd beroepsbeeld in de
leraarsopleiding wordt gecommuniceerd naar aankomende leraren en interacteert met
de beelden van leraarschap die aankomende leraren meebrengen naar de opleiding.
Het begrip ‘beroepsbeeld’ wordt naar zijn inhoud en achtergrond nader geanalyseerd.
Het begrip ‘betekenisverlening’ wordt geplaatst als kernbegrip in de cultuurhistorische
traditie van L. S. Vygotsky. In deze traditie vormt betekenisverlening de grondslag van
menselijk handelen en vindt betekenisverlening plaats op alle niveaus van een sociale
praktijk.

Hoofdstuk 2 presenteert een overzicht van Vygotskiaanse en Neo-Vygotskiaanse theorie
voor zover die relevant wordt geacht voor het onderzoek van de vraagstelling. Het
overzicht gaat achtereenvolgens in op theorie over de relatie tussen maatschappelijke
betekenis en persoonlijke zin, over individuele ontwikkeling en de condities daarvoor,
en over de relatie tussen betekenisverlening en handelen. Wat betreft enkele
kernbegrippen, zoals ‘interiorisatie’ en ‘zone van naaste ontwikkeling’, worden Neo-
Vygotskiaanse ontwikkelingen en discussies gerapporteerd. Een van die ontwikkelingen
betreft de aandacht voor sociale praktijken binnen institutionele omgevingen als context
van ‘gesitueerd’ leren.

Op basis van de Vygotskiaanse traditie beschrijft hoofdstuk 3 de opbouw van een
theoretisch kader als uitgangspunt voor empirisch onderzoek. Het begrip
‘betekenisverlening aan leraarschap’ krijgt een nadere uitwerking en wordt gerelateerd
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aan de institutionele context van de lerarenopleiding. Deze wordt uiteengelegd in een
zestal niveaus, van een maatschappelijk macroniveau tot een persoonlijk niveau, waarop
betekenisverlening aan leraarschap plaatsvindt en waartussen, in beide richtingen,
toegekende betekenissen worden gecommuniceerd. Vervolgens wordt op theoretisch
niveau een karakteristiek gegeven van de ontwikkeling van een beroepsidentiteit door
aankomende leraren. Tenslotte wordt de leraarsopleiding, gezien als een institutionele
omgeving, bekeken vanuit de vraag hoe zij aankomende leraren steun kan bieden bij de
ontwikkeling van een beroepsbeeld dat zowel persoonlijk als professioneel geldig en
werkbaar is. Deze steun wordt uitgewerkt in een aantal condities die met elkaar het
karakter dragen van een opleidingspedagogiek.

Hoofdstuk 4 bevat de uitwerking van een opzet voor empirisch onderzoek. Dit
onderzoek heeft een beschrijvend en explorerend karakter en richt zich vooral op de
vraag hoe de betekenisverlening aan leraarschap zich ontwikkelt bij aankomende leraren
tijdens hun deelneming aan de postdoctorale lerarenopleiding, in relatie tot de
opleidingscondities waaronder deze ontwikkeling plaatsvindt.
Op theoretisch niveau worden drie variabelen onderscheiden, en wel: 1) betekenissen die
aan leraarschap worden toegekend in de opleidingsomgeving van aankomende leraren;
2) opleidingscondities in de opleidingsomgeving van aankomende leraren; en 3)
betekenisverlening aan leraarschap zoals die zich ontwikkelt bij aankomende leraren
zelf. In deze drieslag wordt de tweede variabele beschouwd als intermediair tussen de
eerste en de derde. Op basis van deze theoretische variabelen worden onderzoeksvragen
en verwachtingen geformuleerd.
De gekozen onderzoeksomgeving – de postdoctorale lerarenopleiding aan Nederlandse
universiteiten – wordt voor het empirisch onderzoek nader toegespitst op twee
instellingen, elk opgevat als een eenheid gevormd door een academisch instituut en een
aantal daarmee verbonden scholen en leerkrachten. De keuze voor een tweetal
instellingen maakt het mogelijk om – onder een gemeenschappelijke standaard –
verschillende accenten in de uitwerking van een beroepsbeeld naar eindtermen en
opleidingscondities te onderzoeken, met de effecten daarvan op de ontwikkeling bij
leraren in opleiding. Hierna worden de theoretische variabelen, met de daaraan
verbonden onderzoeksvragen en verwachtingen, nader uitgewerkt tot databronnen en
empirische variabelen. In de opzet van het onderzoek wordt een combinatie van een
(kwantitatieve) breedte- en een (kwalitatieve) dieptebenadering voorgesteld, nader uit te
werken in instrumenten. Het hoofdstuk wordt afgesloten met een overzicht van
gegevens betreffende de twee gekozen instellingen en de daarin te benaderen
respondenten.

Hoofdstuk 5 rapporteert de resultaten van een onderzoek van macro- en
mesodocumenten naar het beroepsbeeld waarop de universitaire lerarenopleiding zich
richt en naar de daarmee verbonden opleidingscondities. De te volgen
onderzoeksprocedure wordt beschreven en de keuze van documenten verantwoord. De
analyse van de gekozen bronnen richt zich achtereenvolgens op: maatschappelijke en
onderwijsveranderingen die raken aan de positie en rol van leraren; voorstellen die erop
gericht zijn het leraarschap als beroep aantrekkelijker te maken; algemene kenmerken
van de positie en rol van de leraar; functies en taken van leraren in het primaire proces
(= het leren en leren leren van leerlingen); functies en taken van leraren op meso- en
macroniveau; taken van leraren met het oog op hun voortgaande beroepsontwikkeling;
professionele kwaliteiten van leraren; en opleidingscondities in de lerarenopleiding.
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Uit de gekozen bronnen spreekt een grote mate van overeenstemming over vier
kenmerken van het ‘nieuwe’ beroepsbeeld, namelijk de veranderende rol van leraren in
het primaire proces (van kennisoverdrager naar ontwerper, arrangeur en begeleider); de
verschuiving van hun individuele autonomie naar het lidmaatschap van functionele
groepen; de uitbreiding van hun taken binnen de school; en het professionele karakter
van hun beroepsactiviteit en de daarvoor vereiste bekwaamheden. Minder duidelijk
spreken de bronnen zich uit over de pedagogische taak van leraren in het voortgezet
onderwijs en over de doelstellingen die zij in hun onderwijs moeten dienen. In hun
benadering van de professionaliteit van leraren leggen de bronnen uit de sfeer van de
universitaire lerarenopleiding een bijzonder accent op houdingen en bekwaamheden
met een wetenschappelijk (onderzoeksgericht) karakter. Vergelijking van documenten
van de twee gekozen opleidingsinstellingen laat zien dat een van deze (instelling ‘A’)
relatief meer aandacht geeft aan de door leraren te dienen onderwijsdoelen (met name
aan de sociale en morele vorming van leerlingen) en aan de leraar-leerlingrelatie, terwijl
de andere (instelling ‘B’) meer nadruk legt op een wetenschappelijke (reflectieve en
onderzoeksgerichte) houding en op functies en taken van leraren op het meso-niveau.
Voor zover de geanalyseerde bronnen ingaan op opleidingscondities in de universitaire
lerarenopleiding wijzen zij op de noodzaak van een afstemming van deze condities op
de ontwikkeling van de beoogde professionaliteit. Specifiek gaat het dan om de
interactie tussen actie en reflectie, om de inbedding van onderzoeksactiviteiten in het
programma van de initiële opleiding, en om de ondersteuning van de ontwikkeling van
een persoonlijk geldig en werkbaar beroepsbeeld. In de studiegids van instelling ‘B’
wordt het accent op meso-taken van leraren weerspiegeld in de organisatie van de
schoolpraktijk in een beperkt aantal opleidingsscholen waarin leraren in opleiding ook
op mesoniveau worden ingeschakeld.

Hoofdstuk 6 beschrijft de ontwikkeling van onderzoeksinstrumenten ten dienste van het
empirisch onderzoek op persoonlijk niveau. In verband met de uitwerking van een
Vygotskiaanse benadering wordt een principe-keuze verantwoord voor de eigen
ontwikkeling van instrumenten, tegenover het gebruik van bestaande instrumenten.
Verslag wordt gedaan van de poging een instrument te ontwikkelen dat beantwoordt
aan het onderscheid tussen een actueel ontwikkelingsniveau en een zone van naaste
ontwikkeling in de betekenisverlening aan leraarschap en gebruik maakt van het idee
van ‘scholingsdilemmas’. Vervolgens rapporteert het hoofdstuk hoe deze poging – via
proefafnames van het ontwikkelde instrument – leidt tot de uitwerking van definitieve
onderzoeksinstrumenten. Dit zijn, enerzijds, twee vragenlijsten, respectievelijk gericht op
het beroepsbeeld van opleiders en leraren in opleiding, en op de perceptie en appreciatie
van opleidingscondities door deze beide groepen van participanten en, anderzijds, een
interviewinstrument bestemd voor de herhaalde bevraging van leraren in opleiding
gedurende hun deelneming aan de postdoctorale opleiding.

Hoofdstuk 7 rapporteert de dataverzameling en de kwaliteitscontrole en -verbetering
van de gebruikte instrumenten aan de hand van de verzamelde data.
De interviews en vragenlijsten zijn aan beide instellingen afgenomen in het cursusjaar
1994 – 1995. Leraren in opleiding zijn geïnterviewd en over hun kijk op leraarschap
bevraagd aan het begin, halverwege, en aan het einde van hun opleidingsjaar. Aan
opleiders is de vragenlijst over hun kijk op leraarschap eenmaal voorgelegd. Leraren in
opleiding en opleiders hebben ook eenmaal de tweede vragenlijst, over
trainingscondities, beantwoord.
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Op basis van de data is het interviewinstrument gecontroleerd op effecten veroorzaakt
door het gebruik van meer interviewers. Hierbij zijn enkele – niet-systematische –
verschillen vastgesteld op grond waarvan dergelijke effecten niet kunnen worden
uitgesloten.
Op grond van de data zijn de beide vragenlijsten getoetst op hun representatie van de
theoretisch aangenomen constructen. In het geval van onvoldoende overeenstemming
zijn, met aandacht voor inhoudsvaliditeit, andere structuren in de data onderzocht. Aan
de hand van deze benadering zijn voor beide vragenlijsten definitieve schalen
vastgesteld.

In hoofdstuk 8 wordt verslag gedaan van de kijk op leraarschap van opleiders en leraren
in opleiding. Opleiders tonen een gelijkmatige en gematigde instemming met de hun
voorgelegde aspecten van het nieuwe beroepsbeeld. Opleiders van de instellingen ‘A’ en
‘B’ verschillen alleen in hun waardering van levensbeschouwelijke identiteit, hetgeen
ook het punt is waarop beide instellingen formeel verschillen. Binnen de instellingen
blijkt het nieuwe beroepsbeeld meer adhesie te krijgen van opleiders in het instituut dan
van hun collega’s in de scholen. Daartegenover tonen opleiders in scholen zich sterker
verbonden met het leraarschap als beroep. Op deze punten zijn de opleiders van
instelling ‘A’ meer homogeen dan die van ‘B’.
Zowel de motieven van leraren in opleiding voor het leraarschap als beroep, als hun kijk
op leraarschap, vertonen een hoge mate van stabiliteit gedurende het opleidingsjaar.
Lesgeven in je vak, sociale contacten, afwisseling en onafhankelijkheid zijn
veelgenoemde motieven voor leraarschap. De leraren in opleiding tonen zich in het
algemeen sterk leerling-gericht. Ze zien het belang van collegialiteit en samenwerking in
teams, zolang er ruimte blijft voor persoonlijke accenten. De meest duidelijke
ontwikkeling in hun beroepsbeeld betreft een toenemende waardering van de
veranderende leraarsrol in het primaire proces. De resultaten laten geen duidelijk
groeiende waardering zien van een leraarstaak die zich uitbreidt naar het meso-niveau
van de school. Er is sprake van een toenemend realisme over het leraarschap, ten koste
van gekoesterde idealen. Terwijl de leraren in opleiding zich in toenemende mate bereid
verklaren les te geven in het reguliere voortgezet onderwijs verbinden zij hieraan ook in
toenemende mate de voorwaarde van werken in deeltijd. Uit de reacties van leraren in
opleiding kan niet worden afgeleid dat zij zich tijdens de opleiding ontwikkelen in de
richting van de reflectieve en onderzoeksgerichte benadering van het leraarschap die
door de geldende standaard wordt beoogd.
Leraren in opleiding van instelling ‘A’ lijken zich op enkele punten – zoals in de
appreciatie van waarden en normen – te ontwikkelen in de richting van het
gedocumenteerde beroepsprofiel van hun instelling; ten aanzien van instelling ‘B’ wordt
een dergelijk verband niet aangetoond. Leraren in opleiding van instelling ‘A’
ontwikkelen zich in hun kijk op leraarschap en in hun verbondenheid met het
leraarschap ook duidelijker in de richting van hun opleiders, en vooral van hun
opleiders in de school. In het algemeen leggen de leraren in opleiding van instelling ‘A’,
vanuit een meer gereserveerde opstelling aan het begin van het opleidingsjaar, een
groeiende waardering voor het nieuwe beroepsbeeld en een toenemende verbondenheid
met het leraarschap aan de dag, terwijl de ontwikkeling van de leraren in opleiding in
‘B’, vanuit een hoger entreeniveau, een geleidelijke teruggang laat zien.

Aanvullend worden in hoofdstuk 9 de resultaten gepresenteerd van het onderzoek naar
de waardering van opleidingscondities door opleiders en leraren in opleiding. Alle aan
hen voorgelegde opleidingscondities worden door opleiders wenselijk geacht, met een
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voorkeur voor de uitwisseling van praktijkervaringen. Opleiders achten deze condities
in ruime mate verwezenlijkt in de praktijk van de opleiding en in nog hogere mate in
hun persoonlijke opleidingspraktijk. Evenals in hun appreciatie van het beroepsbeeld
tonen de opleiders van instelling ‘A’ zich in hun waardering van opleidingscondities als
groep meer homogeen dan de opleiders van ‘B’.
Leraren in opleiding beschouwen de hun voorgelegde opleidingscondities als even
wenselijk als opleiders, behalve op het punt van een exclusieve binding van hun
instelling met een bepaalde onderwijsvisie, die zij over het algemeen als onwenselijk
beschouwen. Maar zij tonen zich veel kritischer dan hun opleiders over de mate waarin
deze condities in hun instelling zijn gerealiseerd. Een meer uitgewerkt beeld van de
opleidingscondities die leraren in opleiding als steunend waarderen in hun
opleidingsomgeving komt naar voren uit de interviews. Leraren in opleiding beleven
hun schoolpraktijk als meer steunend dan hun activiteiten en contacten in het instituut.
Sleutelfiguren, zoals met name de schoolpracticumdocent, worden als steunend ervaren
zowel op grond van hun voorbeeldfunctie als van hun functie als begeleider. Uit het
geheel van alle situaties, activiteiten en contacten in de opleiding lichten de leraren in
opleiding de onderlinge informele contacten uit als het meest steunende element.
Specifieke punten van kritiek betreffen het door de leraren in opleiding als te zwaar
theoretisch ervaren karakter van de opleiding en hun gevoel dat de opleiding hen
overbelast. Leraren in opleiding van instelling ‘B’ waarderen hun activiteiten in de
schoolpraktijk nog hoger dan die van ‘A’, maar dit verschil in waardering geldt specifiek
het aandeel van de meso-activiteiten die meer kenmerkend zijn voor het
opleidingsmodel van instelling ‘B’. Leraren in opleiding van ‘A’ en ‘B’ tonen een gelijke
waardering van de wenselijkheid van de hun voorgelegde opleidingscondities, maar in
het geval van instelling ‘A’ worden deze condities door de leraren in opleiding in hogere
mate beschouwd als verwezenlijkt.

Terwijl de twee vorige hoofdstukken een generaliserend beeld presenteren gaat
hoofdstuk 10 in op ontwikkelingspatronen in individuele gevallen van leraren in
opleiding. Deze individuele patronen bevestigen de aanwezigheid van een stabiele
traditionele kern in het beroepsbeeld van de leraren in opleiding, evenals de toenemende
waardering van actief en zelfstandig leren van leerlingen. Uit de gepleegde analyse
wordt afgeleid dat de ontwikkeling van een persoonlijk beroepsbeeld en een
persoonlijke beroepshouding eerder berusten op de confrontatie van ieders
verwachtingen bij het begin van de opleiding met ervaringen in specifieke lokale
opleidingsomgevingen – met name binnen de praktijkschool – dan op hun deelneming
aan het opleidingsprogramma van instelling ‘A’ of ‘B’. Al naar gelang deze ervaringen
emotioneel worden ingekleurd en afhankelijk van hun verdere verwerking kunnen zij
leiden tot een toe- of afnemende waardering van het beroep van leraar.
Het hoofdstuk wordt afgesloten met de beschrijving van enkele individuele gevallen die
exemplarisch zijn voor verschillende ontwikkelingspatronen.

Hoofdstuk 11, tenslotte, is gewijd aan een samenvattende en evaluatieve terugblik op de
gehele studie. Deze terugblik betreft in de eerste plaats de onderzoeksresultaten die hier
worden samengevat aan de hand van de afzonderlijke onderzoeksvragen. Vervolgens
worden deze resultaten in samenhang beschouwd in het licht van de probleemstelling
die aan de onderzoeksvragen ten grondslag was gelegd. De resultaten van het
onderzoek worden geïnterpreteerd op grond van de verwachtingen die aan de
onderzoeksvragen zijn verbonden. De verwachting dat opleidingscondities van invloed
zijn op de ontwikkeling van een beroepsidentiteit door leraren in opleiding in relatie tot
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een professionele standaard wordt door het onderzoek op tentatieve wijze bevestigd.
Meer specifiek lijken de uitkomsten erop te wijzen dat de reflectieve en onderzoekende
beroepshouding die de standaard beoogt niet door leraren in opleiding ontwikkeld kan
worden als de opleidingscondities deze niet voor hen als ervaarbaar congruent
modelleren. Op dit punt houden de uitkomsten van het onderzoek een bevestiging in
van resultaten van internationaal opleidingsonderzoek en van conclusies die op een
eerder moment in de ontwikkeling van de universitaire lerarenopleiding werden bereikt
in onderzoekingen van Brouwer en Koetsier.
Tenslotte wordt in dit hoofdstuk evaluerend teruggekeken op het gebruik dat in deze
studie is gemaakt van de Vygotskiaanse theoretische basis. Hierbij wordt aangegeven
dat op enkele punten, met name het dialectische principe van contrast en het
onderscheid tussen een actueel niveau en een zone van naaste ontwikkeling, deze
theoretische basis nog onvoldoende is benut. Ook heeft de gevolgde grofmazige
benadering van het proces van betekenisverlening onvoldoende recht kunnen doen aan
de voortgaande betekenisverlening aan leraarschap op het niveau van kleinschalige
interactieve situaties.
Mede in het licht van deze evaluatieve opmerkingen worden tenslotte enkele suggesties
gedaan voor verder onderzoek.
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RESEARCH QUESTIONS

1) What meanings are assigned to teaching in the teacher education environment of trainee
teachers?

1. 1) What conception of teaching is formulated on the macro level?
1. 2) What conception of teaching is formulated on the level of the individual teacher

education establishment?
1. 3) What conceptions of teaching are held by teacher educators in the teacher education

establishment?
1. 4) To what extent does the conception of teaching of the teacher education establishment

agree with the conceptions of teaching of its teacher educators?
1. 5) What is the commitment to teaching of teacher educators of the teacher education

establishment?

2) What training conditions are provided by the teacher education environment to communicate a
professional standard of teaching to trainee teachers and for the exploration and appropriation of
this standard, and how are these conditions perceived and appreciated by teacher educators and
trainee teachers?

2. 1) What training conditions are formulated for the teacher education program on the macro
level?

2. 2) What training conditions are formulated by the teacher education establishment for its
teacher education program?

2. 3) What training conditions are regarded as supporting professional development by
teacher educators?

2. 4) To what extent do teacher educators consider these training conditions to be provided by
their teacher education establishment?

2. 5) What training conditions are regarded as supporting professional development by
trainee teachers?

2. 6) To what extent do trainee teachers consider these training conditions to be provided by
their teacher education establishment?

2. 7) To what extent do the views of teacher educators and trainee teachers in a teacher
education establishment agree on the nature of the training conditions they regard as supporting
professional development and on the provision of these conditions by their teacher education
environment?

3) How does assignment of meaning to teaching develop in trainee teachers in the course of their
teacher education program?

3. 1) What changes take place in the conceptions of teaching of trainee teachers in the course
of their participation in the teacher education program?

3. 2) What changes take place in the commitment to teaching of trainee teachers in the course
of their participation in the teacher education program?

3. 3) Are the changes in the conceptions of teaching of trainee teachers accompanied by
changes in their commitment to teaching as an occupation?

3. 4) Do the changes in the conceptions of teaching of trainee teachers move in the direction of
the conception of their teacher education establishment?

3. 5) Do the changes in the conceptions of teaching of trainee teachers move in the direction of
the conceptions of the teacher educators in their teacher education establishment?

3. 6) Do the changes of trainee teachers’ commitment to teaching move in the direction of the
commitment to teaching of the teacher educators in their teacher education establishment?


