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Introduction

Teacher education findsitsdlf in acriticad stage. The pressure towards more school- based
programs which isvisblein many countriesis asign that not only teachers, but also parents

and paliticians, are often dissatisfied with the traditiona gpproaches in teacher education
(Barone, Berliner, Blanchard, Casanova, & McGowan, 1996, p. 1108-1109). In some countries
amgor part of preservice teacher education has now become the respongbility of the schoals,
creating a Situation in which to alarge degree teacher education takes the form of *training on
thejob’.

The argument for this tendency isthat traditiona teacher education programs are said to fail

in preparing prospective teachers for the redlities of the classroom (Goodlad, 1990).

Many teacher educators object that a professional teacher should acquire more than just
practica tools for managing classroom sSituations and that it isther job to present student
teachers with a broader view on education and to offer them a proper grounding in

psychology, sociology, etcetera. Thisiswhat Clandinin (1995) cdls “the sacred theory-
practice story”: teacher educeation conceived as the trandation of theory on good teaching into
practice. However, many studies have shown that the transfer of theory to practice is meager

or even non+existent. Zeichner and Tabachnick (1981), for example, showed that many notions
and educationa conceptions, developed during preservice teacher educetion, were "washed out”
during field experiences. Comparable findings were reported by Cole and Knowles (1993) and
Veenman (1984), who aso points towards the severe problems teachers experience once they
have |eft preservice teacher educeation. Lortie (1975) presented us with another early study into
the socidization process of teachers, showing the dominant role of practice in shaping teacher
development.

At Kongtanz Univerdty in Germany, research has been carried out into the phenomenon of

the "trangition shock™ (MUller-Fohrbrodt et a., 1978; Dann et ., 1978; Dann et d. 1981,
Hinsch, 1979). It showed that, during their induction in the profession, teachers encounter a
huge gap between theory and practice. As a consequence, they pass through a quite distinct
atitude shift during their first year of teaching, in general creating an adjustment to current
practices in the schools and not to recent scientific ingghtsinto learning and teaching.

In this paper | will firgt ook at the problem of changing teachers or education in generd and the
causes of this problem. | will then describe the basic principles of the "redlistic gpproach to
teacher education”, which takes recent insghts about teachers functioning into account,
especiadly the idea that much of ateacher's behavior is guided by non-rationa and unconscious
processes within the teacher. | will dso summarize research findings concerning effects of the
redigtic gpproach. Finally, asection is devoted to a reflection on the development toward
redlitic teache education. There | will aso discuss our experiences with implementing the
redigtic approach in avariety of other indtitutions for teacher education.

The problem of changing teachers and education

Thereis not only extensive literature dealing with the often unsuccessful attempts of preservice
teacher educators to influence teacher behavior, but many studies on inservice teacher education
and curriculum development point at the same phenomenon. It can be helpful to our purpose to
discuss the problem of educationa change from a broader perspective now, before, in the rest of
this paper, the focus is on preservice teacher education.

Holmes (1998, p. 254) sets the stage for the present discussion by stating that

“Even the strongest advocates of change concede that large numbers of change projects have gone sadly awry.”



A wedl-known modd for planned educationa change is the RD& D mode, based on a sequence
moving from research, to development to dissemination. The underlying rationdeis one of
technicd-rationdity: we have alot of knowledge about *good education’, so why not teach this
knowledge to a group of teachers, and, once that has led to a successful innovation, disseminate
the success? In the padt, this model has often been used by policy makers - conscioudy or
unconscioudy - and has directed many attempts to change education.

After the discussion in the previous section, it will be no surprise that the RD& D modd has
serious limitations, as Lieberman (1998, p.19) concludes, in her introduction to the 1998
International Handbook of Educational Change. Sherefers to an unpublished paper by
Huberman in which he “critiques the RD& D modd as being “hyper-rational and technocratic”,
and insengtive to the unique properties of school cultures.” Day (1999, p. 15) notes that
“externdly imposed reform (....) will not necessarily result in teachers implementing the

intended changes’, as “amultitude of research projects in different countries have shown”.
Fullan (1998) dtates. “If we know anything we know that change cannot be ‘ managed’.”
McLaughlin (1998) concludesthat “it is exceedingly difficult for policy to change practice.” |
can add that thisis extremely difficult for teacher educators as well.

Inmy view this has to do with an aspect of change that has until now attracted relaively little
attention from researchers writing about change. In fact, in the two volumes of the 1998
International Handbook of Educationd Changeit ishard to find. It is the notion thet thereisa
world of difference between two ways in which we can use the word change as averb. The first
isthe trangtive use of the word, for example in the sentence “1 wish to change this teecher”.
The second is the intrangtive use: “teacher X changes.” The former use of the verb to change
impliesthat there is an externa pressure, however subtle, put on the teacher. The latter sentence
refers to change directed by the teacher himsdlf or hersdlf. | agree with Mclntyre and Hagger
(1992, p. 271) that “teachers should develop, not that other people should devel op teachers.”
They dso gate that

“‘Development’ takes what isthere as a valuable starting point, not as something to be replaced, but a useful
platform on which to build. To do so istorecognise not only that teachers do have valuable existing expertise but
also that, if teachers are forced to choose, they will usually revert to their secure established ways of doing things.
The metaphor of ‘building on what is already there’ is not, however, satisfactory because it suggests adding on
something separate to what is there, something extra on top. The concept of development, in contrast, implies that
whatever is added, whatever is new, will beintegrated with what isthere already, and will indeed grow from what
isthere.” (Mclntyre & Hagger, 1992, p. 271)

| think thet a mgor mistake of many attempts to implement innovations in education has been
that the wish to change came from the outside and did not meet the needs and concerns of the
teachers and the circumstances in which they worked. Although an author such as McLaughlin
(1998, p. 72) isaware of the fact that “the presence of the will or motivation to embrace policy
objectives or grategiesis essentia to generate the effort and energy necessary to a successful
project”, such a statement till looks at the problem of change from the vantage point of the
outsder wishing to change teachers. Holmes (1998, p. 250) statesit even more clearly:

“Despite the rhetoric, school change projects are inevitably topdown. For all the talk of democratic decision
making, collaboration, and recognizing the importance of teachers, change projects are and must be implemented
from thetop. Occasionally, teachers may exercise the right of veto, but more usually any resistance will seethem
being accused of being afraid of change and defenders of the status quo, the most grievous sin in Fullan’smoral
code.”

The problem may be that for along time we did not know what other possibilities there were to
intiate developments in educeation. Thisis clarified through Holmes' statement that



“... thereisan admitted problem in trying to train teachers like seals, but there islittle chance of their implementing
the desired changesif left alone” (Holmes, 1998, p. 254).

The dichotomy between “training like seds” and “leaving teachers done’ is an example of

wha Watzlawick, Weskland, and Fisch (1974, p. 90) cdl “theilluson of dternatives’: if we
accept this dichotomy we are trapped in the idea that these are the only two possibilities. Thisis
symptométic of the approach towards educationa change that has for along time dominated the
thinking of reformers. As Hargreaves (1994, p. 6) notes, these reformersin fact often showed
disrespect for teachers.

The redigtic gpproach to teacher training, developed at the VL OS Ingtitute of Education at
Utrecht University, shows a third possibility, which isto take teachers serioudy, work with

them on the basis of their concerns, even to train them in the use of certain skills, but only on
the basis of their wish to develop these kills. This means neither to train them like sedls nor
leaving them done. It implies taking account of the mora purposes of teachers (Day, 1999, p.
15).

Important in the view behind the redlistic approach is the emphasis on the process character of
change. More than the technica-rationdity approach, the redigtic gpproach draws our attention
towards the process of professional development and change itself. This has been a neglected
areafor along time “... there is dmost a complete lack of account of how the changes come
about. Thisisasgnificant deficit for those interested in teacher education because programmes
need to be based on an understanding of the mechanism of change rather than milestones’
(Desforges, 1995, p. 388; see dso Fullan & Hargreaves, 1992, p. 1). Burden (1990) says.
“There needs to be clarification of the nature of teacher changes and the process by which this
change is brought about” .

L essrational ways of information processing

One of the things that receives much attention in the realistic gpproach to teacher education, is
that we cannot understand teacher change if considered merely from a cognitive stance.
Teaching is a profession in which fedings and emotions play an essentia role (Nias, 1996;
Hargreaves, 1998a):

“One of the most neglected dimensions of educational changeisthe emotional one. Educationa and organizational
change are often treated as rational, cognitive processesin pursuit of rational, cognitive ends. (.....) The more
unpredictabl e passionate aspects of |earning, teaching and leading, however, are usually left out of the change
picture.” (Hargreaves, 1998b, p. 558)

The problem of educational change, and particularly of teacher education, isfirg of dl a
problem of deding with the naturd emotiona reactions of human beings to the threet of losing
certainty, predictability or stability. This affective dimension is too much neglected in the
technicd-rationdity approach. For example, mogt literature on the role of preconceptions
guiding student teachers actions tend to focus on just one type of human information processing
(for example Hollingsworth, 1989; Weingtein, 1989). This type of information processing -
mostly focused on by teacher educators - can be described asrationa or logical. For example,
student teachers are asked to analyze the gods of alesson they gave, the way they worked
towards these goals and the effects. The impact of such approaches on the student teachers
preconceptionsis relatively low, as the Situations these student teachers are confronted with
during their teaching practice, dicit alot of fedings (for example fedings of fear), concerns,
vaue conflicts, etcetera, which are certainly not only rationd, logical, cognitive or conscious
and eadly remain outsde the analysis.



People do not act soldy on the basis of logica and rationa andysis. Fedings of fear can be
very influentid, “washing out” any rationd intentions formulated before the lesson. Very often
one sees such a student teacher fal back on very old patterns, partly influenced by surviva
behavior developed during the student teacher’ s own persond history, and partly influenced by
stored images of other teachers handling severe classroom problems.

Role models

Koster, Korthagen, and Schrijnemakers (1995) studied the influence of former teachers on the
way student teachers teach. They showed that certain former teachers can serve both asa
positive and as a negative role modd to student teachers. For example one student teacher in
their study, cdled Ita, sad:

“When | wasin thefirst year of my secondary school, we had a gentle and sweet teacher, who controlled the class
very well. | think about her al thetime. | have to be careful that students don’t play tricks on me. And then | keep
thinking of her. Her nameis miss Hapé.”

Although Itamay be aware of certain specific characteristics of her former teacher which she
would like to copy, we believe that in a Stuation like thisit is more adequate to say that Itahas
agestalt of her former teacher, consisting of not only avisua image but aso of the fedings,
vaues, and behaviord aspects linked to thisimage.

Crow (1987, p. 10) presents another example. Coleen, a secondary student teacher says about a
former English teecher:

“She was extremely knowledgeabl e about literature and grammar. She stimulated me to want to know more... |
wanted to read and read and understand... She was always an English teacher and we all liked it... She had quite an
influence on me... | definitely will use alot of different thingslike shedid”.

Ross (1987) notes that previous teachers can aso serve as negative role models. Koster,
Korthagen, and Schrijnemakers (1995) aso found such examples of negative role models.
Jeanine, a student teacher in biology says.

“1 want to maintain a nice atmosphere between me and the students. | don’t want a struggle like | have witnessed a
lot of timeswhen | was a student. (....) For example, | had an English teacher who would walk out of the classroom
because she couldn’t take it any more, and the next time she would bring us candy. We laughed our heads off then,
but looking back | pity her.”

Such experiences made her fed that contact with students was important to her and helped her
develop her ideas of how she wanted to be with the children.

These were examples of role models conscioudy influencing student teechers. However,
Zeichner, Tabachnick and Densmore (1987) emphasize that this influence of former teachers
can dso take place on aless conscious leve, which is aso shown by McEvoy (1986). She
addressad the issue of role modelsin a paper with the intriguing title “ She is still with me?.
McEvoy interviewed nine teachers of which seven could easily describe gtriking characteristics
of impressive former teachers. Often it was a shock to these teachers to redlize that they were
describing characterigtics that were now very obviousin their own way of teaching, athough
they had not conscioudy been aware of the modding process. In line with thisfinding,
Britzman (1986) arguesthat it can be important to have student teachers examine the values
embedded in such role mode s in order to avoid that they influence their teaching behavior in an
UNCONSCIOUS Way.



Gestalts

In sum, fedlings, images, role modes, vaues, and so forth, may dl play arolein shaping
teaching behavior in the here-and-now of classroom experiences, and often unconscioudy or
only partly conscioudy. Aswe wish to take therole of lessrationa and less cognitive ways of
information processing serioudy, we use the term gestaltsto indicate the internd entitiesthat -
often unconscioudy - guide human behavior. With the term gestalts, we want to refer to the
persona conglomerates of needs, concerns, values, meanings, preferences, fedings and
behaviora tendencies, united into one inseparable whole. As we saw, they often evolve asa
result of a person's earlier experiencesin life, for example with other important personsin early
childhood and in school.

We bdlieve that one of the reasons that program impact is sometimes limited in scope isthat the
role of gestalts and lessrational information processing is often neglected.

The gedtdts influencing student teachers  perceptions of and behavior in practice can only
become clear to them if there are sufficient practical experiences within the teacher education
program. Thus, long student teaching periods or early entrance into the field can be proposed as
contributions to a solution for the problematic relation between theoretica and practical
components of teacher education (compare for example Sandlin, Young, & Karge, 1992). We
think that starting from practical experiences can be a viable avenue in teacher education to help
integrate theoretica notions into teacher actions and to help take into account both types of
human information processing. Such an gpproach to teacher education does, however, not
guarantee success. Long student teaching periods can be a socidizing factor rather than offering
an opportunity for professona development. Wideen, Mayer- Smith and Moon (1993), for
example, conclude from areview of studies on effects of teacher education programsthat ...
the student teaching experiences were S0 devastating that little learning seemed to take place”.
Thisiswhy Korthagen et d. (2001) describe guiddines for careful planning, structuring, and
supervison to make practical experiences indeed alearning experience. Underlying these
guiddines are the fallowing principles describing the intended learning processes in student
teachers.

Experiential learning and therole of reflection

Learning in student teaching can be seen asaform of experiential learning (Jamieson, 1994).
The process of experientid learning may for example be described by the model developed by
Kolb and Fry (1975) asacyclica process of concrete experience, reflective observation,
abstract conceptualization and active experimentation. This model, however, does not account
for the non-reflective learning that is an important part of learning (Bandura, 1978; De Jong,
Korthagen, & Wubbels, 1998). It suggests on the one hand, that learning from experienceisa
natural, most autonomous process leaving little room for guided learning. On the other hand,
it overemphasizes the role of abstract concepts at the cost of concrete and more individua
concepts, images, fedings or needs. Moreover, “it fails to take account of the need for
developmenta link between cognitive, emotiond, socid and persond development in the
journey towards expertise in teaching” (Day, 1999, p. 69). To develop teacher education
programs, other descriptions of the processes during learning from experience are needed.



Creating alternative methods of action

Awareness
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Looking back on the action

Figure 1: The ALACT model describing theideal process of reflection.

We describe the idedl process of experientia learning as an dternation between action and
reflection. Korthagen (1985) distinguishes five phasesin this process: (1) action, (2) looking
back on the action, (3) awareness of essentid aspects, (4) cresting dternative methods of action,
and (5) trid, which itsdlf isanew action and therefore the starting point of anew cycle (see
figure 1). Thisfive phase mode is cdled the ALACT model (after the firdt letters of the five
phases).

In phase 2, the questions presented in figure 2 can be helpful in promoting concretenessin the
reflctive process.

0. What is the context?

1 What did you want? 5. What did the students want?

2 What did you do? 6 What did the students do?

3. What were you thinking? 7.  What were the students thinking?
4 How did you feel ? 8 How did the students feel ?

Figure 2: Concretizing questions for phase 2 of the ALACT model.

Finding answersto al of these questions is often difficult to Sudent teachers. Especidly the right
hand questions are often problematic: sometimes they have no idea about their sudents’ thinking
or feding. Of coursethat isagood starting point for discussing the question what the student
teacher could do in the next lesson to find answers.

The important finad step in phase 2 is connecting the answers to the questions 1-8, in other words
andyzing the circular process going on between the teacher and the students. For example: how
did the student teacher’ s own fedlings influence his or her actions during the lesson, how did
these actions influence what his or her sudents felt and wanted, how did that influence their
behavior, what was the effect of that behavior on the teacher’ s fedlings, etcetera. In this way the
essentia aspects of the process during the lesson become clear, which brings the reflection into
phase 3.




theory and Theory

In phase 3, aneed for more theoretical € ements can come up and these can be brought in by a
supervisor, but they are tailored to the specific needs and concerns of the teacher and the
Stuation under reflection. We cdl this theory with asmadl t. Important is that it should help the
teacher to perceive those characteristics of the Stuation that are important to the question of

how to act in the Stuation. Thisisamagor difference with Theory with capitd T, formal

academic theory, which aims at under standing a Stuation. This means thet theory with a

smdl tisnot areduction or smplificiation of forma academic knowledge, but fundamentally
different in nature. Theory with capitd T is conceptuad knowledge, generdized over many
Stuaions, theory with asmall t is perceptua knowledge, persondly relevant and closdy

linked to concrete contexts. (See Kessals & Korthagen, 1996, or Korthagen et al., 2001, chapter
2, for amore thorough discussion of these concepts. Kessels & Korthagen, 1996, relate them to
the Aristotelean terms episteme and phronesis).

Promoting reflection on experiences
Hereis an example of a student teacher, Judith, going through the phases of the ALACT modd,
under the supervison of ateacher educator:

Judith isirritated about a student, named Jim. She has the feeling that Jim alwaystries to avoid having to do any
work. Today she noticed this again. In the preceding lesson the children received an assignment for three lessonsto
work on in pairs and hand-in awritten report at the end. Today, during the second lesson, Judith had expected
everyone to work hard on the assignment and to use this second lesson as an opportunity to ask her help. However,
Jim appeared to be busy with something completely different. In the lesson she reacted by saying: “ Oh, so again
you are not doing what you should do.... | think the two of you will again end up with an insufficient result!”
(Phase 1: action)

During the supervision, Judith becomes more aware of her irritation and how thisinfluenced her action. When the
supervisor asks her what could have been the effect on Jim of her reaction, she realizesthat her irritated reaction
may, in turn, have caused irritation in Jim, probably causing him to be even more demotivated to work on the
assignment. (Phase 2: ooking back)

Through this analysis she becomes aware of the escalating negativity which is evolving between her and Jim and
she startsto realize how thisleadsinto a dead-end road (Phase 3: awareness of essential aspects). However, she
does not see away out of the escalation. Her supervisor shows understanding of Judith’ sstruggle. Shea so bringsin
some theoretical notions about escal ating processesin the rel ationship between teachers and students, such asthe
often occurring pattern of ‘more of the same’ (see for the underlying Theory with capital T: Watzlawick, Weakland,
& Fisch, 1974) and the guidelines to de-escalate by changing this pattern and being more empathetic or by
deliberately giving a positive reaction (theory with asmall t). Thisisthe start of phase 4: creating alternative
methods of action. She comparesthese guidelines with her impulse to be even more strict and put more constraints
on Jim. Finally, she decidestotry out (phase 5) a more positive and empathetic approach, that starts with asking
Jim about his plans. Thisisfirst donein the supervision session: the supervisor asks Judith to practice such
reactions and includes a mini-training in using ‘ feeling-words'. If the results of this new approach are reflected on
after the try-out in the real situation with Jim, phase 5 becomes the first phase of the next cycle of the ALACT
model, thus creating a spiral of professional development.

This example shows how the student teacher's reflection is organized on the basis of the
ALACT modd. An inductive approach is followed that builds on the student teachers own
perceptions, their thinking and feeling about concrete teaching Stuations in which they were
actively involved, their needs and concerns. In sum, redlistic teacher education starts from
student teachers experiences and their gestalts rather than from the objective theories on
learning and teaching from the literature. Student teachers go to schools for observations,
teaching experiences and other assgnments very early. In thisway, experiences are created that
can be used in the reflection process to help investigate the gestalts that student teachers have
developed in experiences earlier in their lives. Next, for example images, fedings, needs,



behaviora tendencies, and so forth, triggered by small teaching experiences can be brought into
awareness, and the relationship between the gestats evoked by taking the teacher’ s role can be
related to the student’ s experiences as a child in school. Through this, also inner conflicts and
concerns about how to dedl with teaching may surface in the student teachers. These concerns
are amore productive tarting point for learning about teaching than theories coming from
outsde the student teachers.

Interpreting student teacher learning as learning by reflection on can be taken a step further by
a0 gpplying thisideato other components of teacher education, such as group seminars on
campus. The redlistic approach can be used at the level of a class on campus by cresting an
experience in that classwhich isthe basis for learning for awhole group. One example is the
idea of organizing 10-minutes lessons given by student teachersto thelr felow students. (See
Korthagen et ., 2001 for other examples and a discussion of the question of how the attuning
of theory to the specific needs and concerns of individua student teachers can lill take place if
the teacher educators works with larger groups.)

Program organization

The redistic approach to teacher education not only has consequences for the types of
interventions teacher educators should use to promote the intended learning process in the
student teachers, but there are aso consegquences on the organizationd leve of teacher
education curricua

Firgt of dl linking theory and practice with the aid of the ALACT modd requires frequent
dternation of school teaching days and mestings at the teacher education inditute.

Secondly, in order to harmonize the interventions of school-based mentors and ingtitute- based
teacher educators, close cooperation between the schools and the ingtitute is necessary. Not
every school may be suitable as a practicum ste: the school must be able to offer a sound

bal ance between safety and challenge and a bal ance between the god of serving student tea-
chers learning and the interests of the school.

Thirdly, the approach advocated here impliesthat it isimpossible to make a clear digtinction
between different subjects in the teacher education program. As Korthagen & Lagerwerf
(1996) note, the redlistic approach “is not compatible with a program structure showing
separate modules such as 'subject matter methods, 'general education’, 'psychology of lear-
ning, etc. Teacher knowledge which is assumed to function in practice is knowledge based on
experiences; and teaching experiences are not as fragmented as the programs of many teacher
education ingtitutes would suggest.”

Findly, the redistic approach in teacher education requires specific competencies from both
teacher educators and cooperating teachers. Thisimplies the need for professond develop-
ment of teacher education staff and cooperating teachersin the school. A staff training has
been developed and implemented in many inditutions for teacher education in Europe,
causing a shift in the gpproaches of many teacher education programs. Thetraining is
described in more detail in Korthagen et d. (2001, p. 239-253).

A summary: The basic tenets of the realistic approach

Wewill now summarize the basic tenets of realistic teacher education.

The redlistic gpproach is basad on the following tenets:
It starts from concrete practica problems and the concerns experienced by (student)
teachersin real contexts.



It ams at the promotion of systemtic reflection of (sudent) teachers on their own and
their gudents wanting, feding, thinking and acting, on the role of context, and on the
relationships between those aspects.

It builds on the persond interaction between the teacher educator and the (student) teacher
and on the interaction amongst the (student) teachers.

It takes gestdts of teacher as the starting point for professiond learning, which has
consequences for the kind of theory that is offered (Theory with capital T versus theory
withasmadl t).

It has astrongly integrated character. Two types of integration are involved: integration of
theory and practice and integration of severd disciplines.

Empirical support of therealistic approach in teacher education

Since the mid-eighties, the teacher education program a Utrecht University preparing for
secondary education, has gradualy developed more and more towards the approach
described in this article. Of course, an important question is: what are the results? Focusing
especidly on this question, we will briefly present an overview of severd evduative studies

of the Utrecht program, which have been published before.

An nationa evauation study carried out by an externd research office (Research voor Beleid;
see Luijten et ., 1995 and Samson & Luijten, 1996) of dl Dutch teacher education programs
preparing for secondary education has shown that 71% of a sample of graduates of the Utrecht
program (n=81) scored their professiona preparation as good or very good (the two highest
scores on afive-point scae). Thisisaremarkable result, asin the total sample of graduates
from al Dutch teacher education programs preparing for secondary education (n = 5135) this
percentage was only 41% (p < 0.001).

In thelight of the present article, afundamenta question is. Does the redigtic gpproach

indeed reduce the gap between theory and practice? Severd studies focused on this more
specific question.

In 1991, an evaduative overdl study among al graduates of the Utrecht University program
between 1987 and 1991 showed that 86% of the respondents considered their preparation
program as relevant or highly relevant to their present work as ateacher (Koetser et d.,
1997). Hermans et d. (1993) illudrate this finding with more quditative data of an

experiment with agroup of 12 student teachers strictly incorporating dl the principles of a
reglistic approach. All 12 student teachers reported a seamless connection between theory and
practice, a noteworthy result, given the many research reports from dl over theworld
showing the problematic relationship between theory and practice. Some quotes from student
teachers evaluaions are: "The integration theory/practice to my mind was perfect”; "Come to
think of it, | have seen and/or used dl of the theory in practice"; "The things dedlt with in the
course are dways gpparent in school practice'.

Brouwer (1989) studied the relationship between program design and effects of 24 teacher
education curricula (related to 12 different school subjects), in use a Utrecht University
during the eighties, i.e. the yearsin which the redigtic gpproach started to develop. At various
moments during these programs and during the first two years in which the graduates worked
as teachers, quantitative and qudlitative data were collected among 357 student teachers, 31
teacher educators and 128 cooperating teachers. Concrete learning effects on the work of the
graduates during their first year in the profession (measured by means of 14 criterion
variables) appeared to depend primarily on the degree to which theoretical eementsin their
preparation program were perceived by the student teachers as functiond for practice at the
time of their student teaching, and on the cydlica dternation between school-based and
universty-based periodsin the program. Also, agradua increase in the complexity of
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activities and demands on the student teachers gppeared to be a crucid factor in integrating
theory and practice.

Another fundamenta question is whether the professonad community would consder the
knowledge base offered to the sudent teachers at Utrecht University to be sufficient. Some
vauable indications may be derived from two externd evauations, in 1992 and 1997, by two
officid committees of expertsin teacher education, researchers and representatives of
secondary education, ingtituted by the Association of Dutch Universties (VSNU). The
program received very positive assessments. For example, in 1997 the program scored ‘ good
to excdlent” on 25 out of 34 criterion variables, including the criteria‘ vaue of program
content’ and ‘professona quality of the graduates . On the other 9 criteriait received the
assessment “sufficient”. No other Dutch university teacher education program received such
high scores.

However, the 1992 committee did comment on the fact thet the find objectives of the
program were not formulated at an explicitly concrete level. This was recognized by the
program saff. It isadifficulty amost inherent to the redistic approach thet it is hard and
perhaps even counterproductive to state in advance what the reinvention process should lead
to. Perhgps thisis the price to be paid for the shift from an emphasis on episteme towards the
development of knowledge, skills and attitudes which are redly being used in practice. On the
other hand, after 1992, years of experience with the redistic approach have helped the
program staff to become able to predict rather precisely what types of problems and concerns
are generated by what kinds of practical experiences of student teachers aswell as what kind
of "theory" can effectively be connected to these problems and concerns. This made it
possible to formulate the program objectives more precisdy in advance and to not only follow
the student teachers concerns, but also generate them (Van der Vak et d., 1996). Thisled the
1997 committee to score the degree of “completeness and clarity of the program goas’ as
good to excellent aswell as the degree to which the program goas were achieved. We bdieve
that thisis another indication that anew and sound "pedagogy of redistic teacher education”

is now evolving.

A final reflection

One may wonder what aspects of the realistic gpproach are redly new. This question may
come up becauise many characterigtics of the gpproach seem to build on older foundations. For
example, the whole idea of learning-by-doing isin fact an old one, asisthe notion of gestats,
which goes back to early gestalt psychology (see for example Kohler, 1947). Asthese getalts
are consdered to be linked to early experiencesin life, one might even sense influences from
apsycho-andytica perspective. The redistic gpproach aso shows a strong emphasison a
holistic view of the individua development of the student teacher and the persond factors
involved. This holistic view brings back memories of humanistic psychology (Rogers, 1969;
Madow, 1971) or its educationd branch, confluent education (Brown, 1971). Humanistic
psychologists included the development of the self as a central aspect of teacher education

(see for example Combs, Blume, Newman, & Wass, 1974) and the redistic approach isin line
with their view of the teacher as“a unique human being who has learned to use himsdlf
effectively and efficiently to carry out his own and society’ s purposes in the educeation of
others’ (Combs, 1965, p. 9). Even a behaviorigtic view comesto the fore as skillstraining is
consdered to be important, aslong asit is linked to the teachers concerns (see the end of the
example of Judith). Finadly, more recent developments in learning psychology play an

important role, such as the attention to the role of menta structures and the way in which

these Structures are grounded in the socid contexts in which they developed (Cobb & Bowers,
1999).
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Perhaps the fact that the redlistic gpproach has its roots in many other important theoretica
frameworksiis precisaly its most striking festure. What is new about redigtic teacher
education isthat it represents a synthesis of those dements from avariety of theoretica
frameworks that appear to be beneficia to practices in teacher education.

One important aspect of the redistic gpproach is that it builds on the notion of gestdts.
Although & firgt Sght it may seem unfamiliar, this framework, too, can be consdered a
synthesis of other, more well-known perspectives on learning, aswill now be explained.
Bagic in the notion of agestdt isthe idea that much teacher behavior is guided by
unconscious or only partly conscious gestats and that professiond learning involves the
development of more awareness of and changes in these gestdts. Thisideais certainly not
completely new, but it builds on research on teachers images, implicit theories, tacit
knowledge, and so forth. It is also strongly connected to a view of knowledge as “ Stuated”
(Lave & Wenger, 1991; Brown, Collins, & Duguid, 1989). This view seems to represent a
break with traditional perspectives characterigtic of mainstream cognitive psychology, in
which professond learning generdly means the acquisition of theories about learning and
teaching and the development of the capacity to apply these theories to practice. However,
this more traditiond view of learning dso finds its place in the redigtic gpproach. During the
process of professiond learning, the teacher may reflect on his or her gestdts and develop a
conscious schema about a class of Stuations or even atheory that islogicaly consstent.
During this process, teacher educators may well offer Theory with capital T (episteme).
Thisleadsto athreeleve modd of professond learning (gestdt- schema-theory), further
elaborated in previous publications (see for example Korthagen & Lagerwerf, 1996;
Korthagen et ., 2001).

The three level modd can be considered as a synthesis of the perspective of situated learning
which views knowledge as embedded in contexts (Cobb & Bowers, 1999), and classical
cognitive psychology, which views knowledge devel opment as a process of abstraction from
concrete Stuations. The view eaborated in the redlistic gpproach isthat both views are valid,
but that it depends on the stage the teacher isin, which one best describes the process of
learning about teaching or the kind of knowledge involved in this process.

In conclusion, both in its gpproach of teacher education and in its psychologica foundations,
the redlistic approach presents a perspective that is not so much at odds with more traditional
approaches, but anew synthesis of many helpful theories and practices, developed in the past.
However, by gating this conclusion in thisway, the danger may be that the practica
consequences for teacher educators of the redlistic gpproach remain somewhat concedled.
Experiences that we now have with working with teacher education staff in many different
inditutions in avariety of countries show that they often have to pass through an intensve
change process to become able to work in aredistic way. Most teacher educators are used to
and happy with one particular view of teacher development, either a behavioritic, a cognitive
psychologica or yet another view. Over the years they have devel oped their persona way of
working and fed comfortable with it. For example, in our training courses for teacher
educators, we often witness supervisors of teaching practice telling student teachers as quickly
as possible what they should improve on in their next lessons, generdly in the most friendly
wordings. It isnot exceptiona for teacher educators to explain to student teachers not to rely
too much on explaining. As Russell (1999) putsiit:

“Theimage of ‘teaching astelling’ permeates every move we make as teachers, far more deeply than we would
ever care to admit to others or ourselves.”
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We dso come across lecturers who keep believing that even if there is no short term effect of
thar lectures in teacher education, the theories they present will in the long run redly
influence practice. It can then be a giant step for such educators to work from basic principles
such as listening to the perceptions of the student teacher, to really comnect with his or her
needs and concerns, to stimulate reflection within a safe atmosphere, and to a joint search for
theory with asmall t. As we gpply these very same principles in our guidance of these teacher
educators, the process of professional development necessary for the implementation of the
redigtic approach often takestime. | believe there is no shortcut to fundamenta attitudina
change.

A find problem to mention is that, as soon as teacher educators start to change and become
willing to adopt the redlistic gpproach, they are confronted with indtitutional barriers that are
sometimes hard to overcome. Thisiswhy we seldom give training courses for individud
teacher educators from separate ingtitutions, but try to involve the entire staff of departments
of teacher education, often including deans or program coordinators.
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