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Abstract
Author: Leroy Kemp
Title: Relationship between Afro-American Preservice

Teachers’ Pedagogical Clinical Knowledge and
Reflective Thinking

The research reported here examined the assumption
advanced by the multisourse learning theorists using
constructs of field dependent or real-world versus field
independent or text-driven modes of instruction. it was
argued that level of pedagogical clinical knowledge and
reflective thinking among prospective Afro-American teachers
differed with not only mode of instruction but with level of
instructional emphasis as well. It was assumed that the
cognitive integration of pedagogical clinical knowledge
would reveal qualitative differences under real classroom
teaching experiences versus text-driven instruction.

Two random samples were drawn from two groups of Afro-
American preservice teachers enrolled in an introductory
level education course. The combined groups consisted of
183 preservice teachers (145 females and 38 males) enrolled
during the fall 1990 and fall 1991 semesters. A
pretest/posttest quasi experimental design was used to
examine differences in students’ acquisition of selected
aspects of clinical knowledge and level of reflective
thinking among the two samples.

The findings supported the observation that field
dependent instruction involving the analysis of real school
events qualitatively influenced prospective teachers’
initial cognitive integration of clinical pedagogical
knowledge. A positive relationship between reflective
thinking and cognitive integration of pedagogical clinical
knowledge was confirmed irrespective of level of
instructional emphasis (moderate versus high). The major
implication of this study is that, in teacher education, a
more wholistic and flexible approach is required to enable
preservice teachers tp achieve a more meaningful versus a
superficial understanding of teaching.
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Relationship between Afro-American Preservice Teachers’

Pedagogical Clinical Knowledge and Reflective Thinking

Leroy Kemp
Jackson State University
Purpose of the Study
Given the current research relating to studying
cognitive changes while learning to teach (Clark, 1988;
Ross, 1990; Sparks-Langer & Colton, 1991; Zeichner & Liston,

1987), we have much to learn about preparing new teachers

from different cultural heritages how to professionally
handle the complexities of unknown classrooms (Education
Commission of the states, 1990). The research reported here
represents one beginning attempt to systematically look at
intellectual changes among Afro-American preservice teachers
while they are learning to teach. The purpose of this sfudy
was to increase the theoretical and applied knowledge of
teacher education by better understanding the nature of
growth in pedagogical clinical knowledge and reflective
thinking among students from a minority culture.
An Overview of the Problem

There is general agreement that critical reflection
and problem solving competencies ought to constitute the
essential core of the curriculum in the professional
education of prospective teachers (Fenstermacher, 1990;
Giroux, 1888; Goodlad, 1990b; Kagan, 1988; Liston &

Zeichner, 1987; Morine-Dershimer, 1989; Schon, 1983;




Shavalson & Stern, 1981; Wildman & Niles, 1987). However,

questions remain unanswered as to the nature of the
professional practice instrumental in the development of
preservice teachers’ pedagogical and reflective thinking
competence (Hollingsworth, 1989; Schon, 1987; Kemp, 1990).
A major challenge focuses on the methodological and
empirical issues related to how prospective teachers
acquire, interpret, give meaning to, and make decisions
relative to different forms of pedagogical knowledge
(Hoffman, 1986; Rosenshine, 1987). According to Hoffman
(1986), in addition to curriculum issues, inquiry regarding
factors which influence cognitive changes in preservice
teachers’ learning to teach is necessary to increa%g our
understanding of the professional practice in education.
Schon (1987) argued in favor of a field dependent as
opposed to a field independent or laboratory form of
professional education of prospective teachers. In
theorizing the nature of professional knowledge and
education, Schon (1987) stated that complex problems in
real-world teaching contexts resist technical solutions.
Consequently, learning professional pedagogy in laboratory
and field independent class settings appear to overlook
aspects of actual teaching events in favor of simpler
problems that respond to predetermined responses. According
to Schon (1987), learning is a multisource process whereby

the education of prospective teachers should begin with




real-world complex problems or some type of situation that

is characterized by uncertainty, conflict, and uniqueness.

The multisource process of learning in real-world
situations has been generally substantiated by recent
developments in cognitive psychology (Iran-Nejad, McKeachie,
& Berliner, 1990; Walters & Gardner, 1985). Drawing from
Barlett’s (1932) construct of simplification by integration
and Lewin’s’ (1951) field theory, researchers have advanced
the suprosition that individuals have the natural potential
for learning in real-world situatiéﬁs. Individuals possess
the potential for simultaneously integrating multiple
sources of informetion (Ausubel, 1963; Brown, Collins, &
Duguid, 1989; Iran-Nejad, 1990; McCombs, 1989; Shuell,
1990).

Pedagogical knowledge acquired in actual teaching
events are more readily learned, remembered, and
used (Zeichner & Tabachnick, 1981). Such instructional
events appear to be more meaningful, the more situated in
context, and more rooted in cultural, background,
metacognitive, and personal knowledge of prospective
teachers (Hollingsworth, 1988; Iran-Nejad, McKeachie, &
Berliner, 1990; Wildman & Niles, 1987).

Background

Current reforms in teacher education have increasingly
focused on preservice teachers’ intellectual and reflective
thinking competznce (Clark & Lampert, 1986; Giroux, 1988;

Goodlad, 1990a; Liston & Zeichner, 1990; Schon, 1987;




Shavalson & Stern, 1981. The major theoretical assumption

advanced was that teachers make judgements and carry out
decisions in an uncertain complex environment. Thus,
prospective teachers require critical pedaggéical competence
for transforming the diverse realities which have altered
the traditional boundaries in public education (Elmore,
Rowan, Sykes, Gideonse, Johnson, Raywid, David, & Cchen,
1990; Feathers, 1989; Giroux, 1991; Goodlad & Keating,
1990).»'”

Pedagogical Competence and Reflective Thinking

Teaching involves the integration of knowledge, values,
and skills (Lortie, 1975; Schon, 1987; Sparks-Langer &
Colton, 1991). An understanding of teaching requires
prescrvice teachérs to synthesize knowledge of teaching with
their personal values systems, unique attitudes, and
experiences (Jersild, 1952, 1955; Fuller and Brown, 1975;
Clark, 1988). It was assumed that reflective thinking and
pedagogical clinical competence are developmental in nature
(Ross, 1990). Consequently pedagogical knowledge and
reflective thinking should grow as prospective teachers
advance in the teacher education pirogram.

Cognitive Integration and Intellectual Development in
Teaching

Cognitive integration and intellectual development are

interrelated and interdependent (Bieri, 1966). In a very

broad sense, cognitive integration indicates something about

how prospective teachers structure their knowledge of the




complexities involved in teaching. Students’ cognitive

integration of pedagogical clinical knowledge and reflective
thinking should reveal a movement along the continuum
proposed by Perry (1570), as they are exposed to both the
theoretical and practical aspects of teaching.

Perry conceptualizes critical and ethical development
in the undergraduate years as a progression from a reliance
upon authority and intuition to a stance which recognizes
the need to use critical intelligence in evaluating
complexity and multiplicity. During an initial period of
development, which Perry calls Dualism, students seem to
recognize the complexities in teaching, but believe that
personal preferences and choices are equally valid. At the
second stage, students accept differences, but none are
judged to be superior to another. During this stage, which
is called Multipliciiy by Perry, students remain unwilling
to change theivr personal values and beliefs, despite
evidence to the contrary. When students begin to perceive
knowledge and values as relative to different situations and
to recognize that behaviors and attitudes can be critically
evaluated on the basis of current knowledge, they have
entered Perry’s third stage of intellectual growth -
Contextual Relativism. During the fourth and final stage of
Perry’s conceptualization, called Commitment, students
become committed to a personal vision of teaching, based on
a critical assessment of the complexity inherent in teaching

and learning.
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Cognitive Integration of Reflective Thinking and Pedagogical
Knowledge

Shuell (1990) proposed that reflective thinking and
knowledge acquisition is a complex process. Intellectual
development increases as an individual gradually proceeds
through a series of three phases according to Shuell (1990).
These phases are not fixed. They tend to change both
quantitatively and qualitatively within different knowledge

domains. Hence, both level of reflective thinking and

quality of clinical knowledge should vary across different
pedagogical subjects.

During the first period of development, which Shuell
calls the Initial "hase, students encounter a large array of
facts and pieces of information that are conceptually
isolated. Gradually, the students begin to form an

intellectual unqééstanding of the attributes of the new

domain of knowledge. 1In the second stage of cognitive
growth, students gradually begin to see similarities and

relationships among different concepts and principles

involved in teaching. During this period, which is called

the Intermediate Phase by Shuell, reflective thinking

competence increases as students’ knowledge becomes more

abstract and more capable of being generalized to a variety

of teaching situations. When students’ pedagogical |
knowledge and reflective thinking become integrated and

function more autonomously, they have entered Shuell’s third

and final stage of intellectual growth-the Terminal Phase.




Students begin to depend heavily, if not exclusively, on the

pedagogical knowledge-specific strategies for solving
problems.
Types of Pedagodical Knowledge

Considerable discussion about the nature of pedagogical

knowledge was presented in Educating a Profession: The

Report of the Bicentennial Commission on Education for the

Profession of Teaching (Howsan, Corrigan, Denemark & Nash,
1976). Further constructs nf specific forms of pedagogical
knowledge were delineatec in A Design of a School of
Pedagogy (Smith, 1980). Pedagogical clinical knowledge,
pedagogical specialized krowledge, and pedagogical academic
knowledge were operationalized as the domain of professional
practice {Smith, 1980).

Each form of pedagogical knowledge are interrelated
with the generic concept of professional pedagogy. However,
each is domain specific. Pedagogical clinical knowledge is
applicable to all disciplines and across all instructional
levels. It includes processes of diagnosis, planning,
communication, and evaluation. Specialized pedagogical
knowledge is clinical in nature but includes the integration
of the psychological, sociological, historical, curricula,
technological, and instructional foundations of Kknowledge.
Pedagogical academic knowledge is subject specific.

Teachers transform subject matter into a teachable subject

consistent with student’s diversity.
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Assumptions

First, meaningful intellectual acquisition

of pedagogical knowledge is more qualitatively actualized in
real school situations. It is reasonable to argue that,
prospective teachers’ level of pedagogical clinical
knowledge and reflective thinking are influenced by the
characteristics of the instructional context.

Second, in view of Shuell’s (1990) conceptualization of
phases of learning it appears that level of pedagogical
reflective thinking varies in accordance with the form of
pedagogical knowledge domain. It appears that competence in
pedagogical clinical knowledge does not suggest equality
coﬁpetence in either pedagogical specialized knowledge or
pedagogical academic knowledge.

Third, it was assumed that reflective thinking and
pedagogical clinical knowledge are developmental. Both
should reveal a reduction in students’ reliance upon
authority and intuition to a stance which recognizes the
need to use critical intelligence in evaluating complexity
in teaching. Finally, both reflective thinking and level
of pedagogical understanding were assumed to be inferred on
the basis of students’ verbal behavior (Glatthorn, 1985).

Hypotheses
Hypothesis 1

There is no significant difference between the mean pre
and post scores of preservice teachers’ field dependent
pedagogical clinical knowledge and critical thinking.
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Hypothesis 2

There is no significani ..:dagogical clinical knowledge
and critical thinking differencs between the means pre and
post scores of high instr.ctional versus moderate
instructional emphasis.

HBypothesis 3

There is no significant difference between the mean pre
and post scores of preservice teachers, text-based or field
independent pedagogical clinical knowledge and critical
thinking.

Methodology
Sample

Two random samples were drawn from two groups of Afro-
American preservice teachers enrolled in an introductory
level educatioﬁ course. The combined groups consisted of
183 preservice teachers (145 females and 38 males) enrolled
during the fall 1990 and fall 1991 semesters. Sample Group
1 represented students enrolled during the Fall 1990
semester and Sample Group 2, the Fall 1991 Semester. None of
students had completed all of the admission requirements for
entrance into the teacher education program. All were
at the pre-professional stage of the teacher education
curriculum.

Design

A pre-post quasi experimental design was used to

examine differences in students’ acquisition of selected

aspects of clinical knowledge and level of reflective

Jomast
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thinking among the two samples. Students in Sample Group 1,
comprised three sections of an Introduction to Education
[IEDU] course, each of which was taught by a different
instructor. In contrast, students in Group 2 represented
two sections of the IEDU course which were taught by the
same instructor.

Treatment. Students in Groups 1 and 2 used a common
course syllabus with required students to complete ten
hours of initial field practicum experience during weeks
ten through fifteen of the semester. Students completed
a two hour period, during each of the five weeks, with
an instructional foci on a) instructional facilities;

b) teacher-students interactions; c) teaching roles and
styles; d) classroom management and discipline; and
e) a tutorial assignment.

Both Group 1 and Group 2 students wrote extensively
about selected course content and the field practicum. The
writing assignments and oral presentation enabled students
to reflect critically about their personal dispositions and
preferences with regard to teaching. Group 1 received
moderate instruction emphasis on reflective thinking and
pedagogical clinical knowledge. In contrast, Group 2,
received high instructional emphasis on these topics which
included more indept critical analysis of selected
assign . ants.

Instructional emphasis is used, in this study, to

denote the level of systematic treatment of reflective

-
-
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thinking and pedagogical clinical knowledge across three

sections of the course. Although, the three Group 1
instructors periodically discussed instructional plans,
it was not possible to control extranecsus factors which
influenced iustructional emphasis. Factors effecting
instructional emphasis were controlled for Group 2, since
one instructor taught both sections of the course.
Experimenter bias was controlled by means. Data used in
study were collected anonymously and six judges evaluated
the data.

Procedures

Field Dependent Instruction. Both groups wrote a

essay about selected contextual factors adapted from Cole &
Griffin (1987). This instrument served to determine the
interaction of students’ levels of pedagogical clinical
knowledge and reflective thinking on field dependent type of
instruction. Students were permitted forty minutes in which
to respond to the same essay item during the second and
final weeks of the course.

For both the pre and post essays, students were
provided with a figure which showed several levels of
contextual influences on students’ learning process (Cole &
Griffin, 1987). These contextual factors included: (a) the
task concept (b) the learner, (c) the lesson, (d) the
classroom organization, (e) the school organization, and (£f)

the community organization. The test situation required

¥4



students to identify and explain how these contextual

factors would influence there decisions when fteaching a
specific lesson to a class of thirty-five students.

Field Independent Instruction. Measures of levels of

pedagogical reflection and critical thinking for field
independent instruction were determined from students’
essays on selected course content. Students’ responded to
the essay topics after each was discussed in class. The
text situation required students to a) summarize and discuss
the critical elements of the topic and b) explain how these
elements would influence their decisions when teaching. The
topics included a) classroom management, b) discipline, c)
student diversity, d) effective teaching, e) legal, ethical,
and moral issues in teaching, and f) teaching as a
profession. Essays written prior to mid semester
constituted the pre-test data while those completed after
the mid semester served as the post test data. Students
wrote the essay in class and were permitted to use their
notes on the topic. BAll essays were limited to a one page
response.

Judging Level of Pedagogical Competence. Perry’s

(1970) first three levels of intellectual development during
the college years were used as criteria for rating
pedagogical competence. After initial training periods to
achieve 80 percent or better interrater reliability, three

university instructors and three public school teachers

Jema
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scored the essays. The essays were rated a score of 1 for
dualism, 2 for multiplicity, and 3 for contextual
relativism.

Judqing Reflective Thinking. The Taxonomy of

Educational Objectives: Cognitive Domain I (Bloom, 1956) was
used to determine the level of reflective thinking
competence illustrated in the students’ essays. The team of
three instructors and three public school teachers rated the
essays for level of reflective thinking two weeks after
rating them for level of pedagogical knowledge. The essays
were rated a score of 1 for recall; 2 for interpretation; 3
for application; 4 for analysis; 5 for synthesis; and 6.for
evaluation.
Statistical Analysis

The t-test for correlated means was used to test the
three null hypotheses. The t-test for correlated means was
used to determine if there is a significant difference
between the pre-post means of non-independent saiples. The
results of the t-test difference between pre and post field
dependent levels of pedagogical clinical knowledge (Table 1)
are illustrated for both groups of preservice teachers. The
purpose here was to determine the interaction of the field
practicum experience on the quality of pediagogical clinical
knowledge. Comparisons between tipe of instructional
emphasis (Table 2) are contrasted by critical thinking and

pedagogical knowledge on field dependent data.

ig




Field independent or text-based pre and post critical

thinking and level of pedagogical knowledge are presented
in Table 3.
Findings

Field Dependent Pedagogical Clinical Knowledge

In Table 1 the effect of the field dependent
instruction on level of pedagogical clinical knowledge
is illustrated. The null hypothesis of no significant
Table 1

Pre and Post Pedagogical Mean Difference and Standard

Deviations by Instructional Emphasis

™
Ty,

Pedagogical Clinical Knowledge

Instructional Pre-Test Post Test
Emphasis
M SD M SD t

=]

Moderate

Instructional

Emphasis

Group 1 40 1.4 .34 1.6 .40 2.02%

High

Instructional

Emphasis

Group 2 40 1.4 49 2.2 .73 4.96%%

*p < ,05, **p < ,001,

difference between the mean pre and post level of
pedagogical clinical knowledge was rejected. Under moderate
instructional emphasis, Group 1 (t = 2.02, p <. 05) versus

high instructional emphasis, Group 2 (t = 4.96, p < .001)

¥7



there was a significant difference in mean pedagogical

clinical knowledge scores.

It appears that field dependent instruction involving
the analysis of real school events 1nf1uence the quality of
prospective teachers’ initial intellectual development with
regards to clinical pedagogical knowledgew; The data, M=1.4
and SD =.34 versus M=1.4 and SD .49, suggest preservice
teachers’ level of clinical knowledge were compatible prior
to instruction. Both Group 1 and Group 2 students were at
the dualism stage aecording to Perry’s (1970) construct of
critical and intellectual development. Consequently, both
groups seem to recognize some of the contextual factors in
real teaching sitvations, but believed that their personal
choices were equally valid.

- At the end of the ten hours of initial field practicum
experiences combined with critical analysis of real teaching
events, both Group 1 and Group 2 had advanced in their
intellectual understanding of the clinical pedagogy. Group
1 post scores (M=1.6 and SD=.40) indicated that theFe were
some qualitative intra group variance (pre SD=.34 versus
post S=.40) yet the many of these students’ critical
knowledge of clinical pedagogy remained at the dualism
stage.

In contrast, Group 2 students’ scores (pre SD=.49 and
post 8D=.73) indicated greater intro group variance. A
greater number of students in Group 2 had reached Perry’s

second stage of intellectual development, multiplicity. At




this stage students were beginning to recognize a greater
need to use critical intelligence in evaluating complexity
and multiplicity in teaching events. However, despite
knowlecdge to the contrary these prospective teachers remain
unwilling to change their personal values and beliefs.

Field Dependent Cognitive Growth

Findings on the relationship between reflective
thinking and pedagogical clinical knowledge are presénted in
Table 2 for both moderate and high instructional emphasis
groups. The null hypothesis of no significant difference
Table 2

Pre and Post Reflective Thinking and Pedagogical Knowledge

Mean Differences and Standard Deviation bv Instructional

Emphasis
Field Dependent Instruction

Instructional Reflective  Pedagogical
Emphasis Thinking Knowledge

n M SD M SD t
Modeirate Instructional
Emphasis- Group 1
Pre-Test 35 1.8 .39 1.5 .36 2,11%%
Post-Test 33 2.0 .36 1.7 .40 4.68%%*
High Instructional
Emphasis- Group 2
Pre-Test 38 1.8 .63 1.5 .68 3.73%%*
Post Test 34 2.5 .57 2.4 .63 2.42%

* p < .05, ** p < .001.

16




between reflective thinking and pedagogical knowledge was

rejected. Under moderate instructional emphasis Group 1,
both pre-test mean scores (t = 2.11, p < .001) and post mean
scores (t = 4.68, p < .001) revealed significant
differences. These facts suggest that quality of pedagogical
knowledge was related to level of reflective thinking for
field dependent or real teaching experience based
instruction. Similar findings were observed with the high
instructional emphasis in Group 2; whereas both pre-test (t
= 3,73, p < .001) and post test (t = 2.42, p < .05.) means
were significantly related.

Level of instructional emphasis appeared to have an
effect on intellectual growth in both reflective thinking
and pedagogical knowledge which support Rosenshine’s (1987)
findings on explicit teaching. There was dgreater level of
reflective thinking for the high instructional emphasis
group (pre-test M = 1.8 and post test M = 2.5) versus the
moderate instructional emphasis group (pre-test M = 1.8 and
post test M = 2.0).

Using Bloom’s (1956) taxonomy as criteria, both Group 1
(M=1.9) and Group 2 (M=1.8) pre-test scores were compatible,
at the recall level. At this level, each group’s reflective
thinking was restricted to the identification of specific
concepts and principles in teaching without regard to their
relevance to the teaching process. In contrast, the post

test scores (Group 1, M=2.0 and Group 2, M=2.5) indicate

that both groups had reached the second level,

2w
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comprehension. Group 2 demonstrated greater reflective
thinking relative to the interpretation of specific concepts
and principles in teaching.

For level of pedagogical knowledge pre-test scores
(Group 1, M = 1.5 and Group 2, M = 1.5) illustrated
cognitive integration of specific concepts and principles of
teaching at the dualism stage. As anticipated, both groups
conceptualized diversity in teaching as an either/or
situation with limited personal understanding and
participation. As indicated by the post test scores (Group
1, M= 1.7 and Group 2, M = 2.4), both groups advanced in
level of understanding in clinical knowledge (Table 2).
Group 1 students remained at the dualism stage; whereas
Group 2 students proceeded to the mid point of stage two,
multiplicity. At this level, Group 2 began to recognize, to
a greater extent, the interrelatedness among the concepts
and principles in teaching. Yet their personal biases
remained unchanged.

Field Independent Cognitive Growth

The null hypothesis of the pre-post difference

field independent or text-based instruction was not
supported (Table 3) conclusively. For reflective thinking,
mean score difference was significant for the content
concerning effective teachers (t = 5.54, p < .001); whereas

classroom management (t = 1.03) was not significant.

oo
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Table 3

Pre and Post Field Dependent Reflective Thinking and

Pedagogical Knowledge Differences and Standard Deviations

by Instructional Content

Field Independent

Instructicaal Pre Post
Content

M SD M SD t

I=

Reflective Thinking
Effective Teachers 33 1.4 .28 1.8 .41 5.54%%

Classroom Management 31 1.6 .35 1.8 .39 1.03

Pedagogical Knowledge
Effective Teachers 33 1.7 .81 2.3 .88 3,77k

Classroom Management 31 1.6 .76 2.0 .89 2.36%

*p < .05, **p < .001.

These findings support the assumption that most
reasoning is domain-specific and most knowledge is context-
bound (Bereiter, 1990; Rumelhart & Norman, 1981). There was
pre-test reflective thinking differences (Effective
Teachers, M = 1.4, SD = ,28 and Classroom Management, M
=1,6, SD = ,35) indicating that cognitive growth at the
recall level was slightly higher for classroom
management with greater group heterogeneity. As a
consequence of text-based instruction, cognitive growth

increased as indicated by the post test scores for both



Effective Teachers, M = 1.8, SD = ,41 and Classroom

Management, M = 1.8, SD = ,39). However, quality of
reflective thinking remained at the recall level suggesting
that students were able to identify specific attributes of
these concepts without any siguificant interpretation within
the teaching process.

In support of Shuell’s (1990) phrases of learning
theory, pedagogical cognitive development seemed to
vary with the specific content domain. As evidenced by the
pedagogical knowledge pre-test scores (Effective Teachers,
M=1.7, SD = .81 and Classroom Management, M = 1.6, SD =
.76) students differed slightly in their understanding
of these content areas (Table 3). However, irrespective to
the two specific types of content, students’ quality of
pedagogical knowledge was based primarily on their personal
preferences. This observation was expected since we know
that students entering teacher education have definite ideas
about teaching and learning (Brousseau, Book, & Byers, 1988;
Day, 1959; Fuller & Brown, 1975; Lortie, 1975; Wright &
Tuska, 1968), which tend to become resistant to alternative
cognitive and behavioral change.

The pre-post findings shown in Table 3 (Effective
Teachers, t = 3.77, p < .001 and Classroom Management, t =
2.36, p < .05.) for clinical pedagogical knowledge rejects
the null hypothesis of no significant difference in field
independent or text based instruction on level of

intellectual development. There was minimal pre-test level
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of intellectual .ifference among students between Effective
Teachers (M = 1.7, SD = .81) and Classroom Management (M =
1.6, SD = .76). These mean scores indicated pedagogical
knowledge comprehension at the dualism stage ¢©f Perry’s
(1970) theoretical construct of intellectual development.

At this level, students evaluated each content area in terms
of their personal knowledge and beliefs rather than on the
basis of research evidence.

On both content areas, (Table 3) students’ cognitive
integration of clinical pedagogical knowledge increased as
indicated by the post~test scores (Effective Teachers, M =
2.3, SD = .88 and Classroom Management, M = 2.0, SD = .89).
Students had advanced to the second level of intellectual
development, multiplicity. Students had begun to recognize
more of the complexities involved with effective teaching
and classroom management. They acknowledged the validity of
the effective teaching and classroom management research in
professional practice. However, at this level of
intellectual development, these students believed that their
personal knowledge about effective teaching and classroom
management was equally legitimate as a basis for
professional decisionﬁaking in teaching. Moreover,
students’ understanding of these subjects was limited to
specific situations as opposed to the relevance of knowledge

across multiple situations.
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Conclusions

This study represented a beginning effort to examine
the assumption advanced by the multisource learning theory
using Schon’s (1987) constructs of field dependent or real-
world versus field independent or text-driven modes of
instruction. It was argued that level of pedagogical
clinical knowledge and reflective thinking among prospective
Afro-American teachers differed with not only mode of
instructior but level of instructional emphasis as well. On
the basis of Perry’s (1970) proposal of intellectual
development, we assumed that the cognitive integration of
pedagogical clinical knowledge would reveal qualitative
differences under real classroom teaching experiences versus
text-driven instruction. Finally, we argued, using Shuell’s
(1990) phases of learning theory, that cognitive integration
of clinical pedagogical knowledge and level of reflective
thinking were influenced by subject content.

The findings supported the observation that field
dependent instruction involving the analysis of real school
events qualitatively influenced prospective teachers’
initial cognitive integration of clinical pedagogical
knowledge. Students advanced along the continuum of Perry’s
(1970) first and second stages of intellectual development,
dualism and multiplicity respectively. Students gained
a greater understanding of the contextual factors involved
in teaching, yet continued to value their own personal

knowledge and beliefs.
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A positive relationship between reflective thinking and

cognitive integration of pedagogical clinical knowledge was
confirmed irrespective of level of instructional emphasis
(moderate versus high). However, level of instructional
emphasis seemed to have had a qualitative effect on both
reflective thinking and pedagogical clinical knowledge.
Greater gains were in favor of the high instructional
emphasis group (Group 2). For Group 2, reflective thinking
advanced from recall to comprehension and from dualism to
multiplicity for pedagogical clinical knowledge.

The data on field independent or text-driven
instruction confirmed the supposition regarding qualitative
differences in cognitive integration of clinical pedagogical
knowledge and level of reflective thinking. On both
subjects, effective teachers and classroom management,
cognitive growth was greater in pudagogical knowledge in
contrast to reflective thinking. For pedagogical knowledge,
students showed greater growth in effective teaching that in
classroom management. This fact supports Shuell’s (1990)
argument that most reasoning is domain-specific and most
knowledge is context-bound yet phases of cognitive growth
are not fixed. Consequently, the existence of a uniformity
of prospective teachers’ cognitive development may not be

assumed across all pedagogical subjects.

Though obviously limited by the single program studied,




the composition and size of the sample, and the level of
field practicum experience, this study suaggests that
reflective thinking and pedagogical clinical knowledge

are essential factors to be considered in the professional
education of beginning prospective teachers. Given
appropriate instruction using real-world teaching
experiences, Afro-American prospective teachers will achieve
a mezuingful cognitive integration of the complexities
involved in teaching.

It is not a question of simply text-driven versus real-
world based instruction. It is necessary to critically
reconceptuali.ze the yuality of preservice cognitive
development under different assumptions about the nature of
learning. Clearly, this study implies that what seems to be
needed in teacher education is a more wholistic and flexible
approach that will help teacher candidates to achieve a more
meaningful, versus a superficial, understanding of teaching.
We have argued that an understanding of the prospective
teacher’s unique cultural, metacognitive, and individual
preferences must be considered as critical factors in the
professional preparation of prospective teachers.

Research must go beyond this study to investigate the
relationship of reflective thinking and clinical pedagogical
knowledge as prospective teachers advance through the
teacher education program. Assumptions about prospective

teachers’ cognitive integration of different types of

N9
-~

24




pedagogical knowledge should be reexamined on the basis of

qualitative changes in their unique cognitive schema of the

professional practice.

N
o




References

Ausubel, D. P. (1963). The psychology of meaningful
learning. New York: NY: Grune & Stratton.

Bartlett, F. C. (1932). Remembering: A study in experimental
and social psychology. Cambridge, England: Cambridge
University Press.

Bereiter, C. (1990). Aspects of an educational learning
theory. Review of Educational Research, 60(4), 603-624.

Bieri, J. (1966). Cognitive complexity and personality
development. In O. J. Harvey (Ed.), Experience
structure and adaptability (pp. 13-37). New York, NY:
Springer Publishing Company, Inc.

Bloom, B. S., Englehart, M. D., Furst, E. J., Hill, W. H.,
& Krathwohl, D. R. (Eds.). (1956). Taxonomy of
educational objectives: The classification of
educaticnal goals. Handbook I: Cognitive domain. New
Yorx, NY: David McKay. Inc.

Brousseau, B. A., Book, C., & Byers, J. L. (1988). Teacher
beliefs and the cultures of teaching. Journal of Teacher
Education, 39(6), 33-39.

Brown, J. S., Collins, A., & Duguid, P. (1989). Situated
cognition and the culture of learning. Educational
Researcher, 18, 32-34.

Clark, C. M. (1988). Asking the right questions about
teacher preparation: Contributions of research on
teacher thinking. Educational Researcher, 17(2), 5-12.

Clark, C. & Lampert, M. (1986). The study of teacher
thinking: Implications for teacher education. Journal
of Teacher Education, 38(5), 27-31.

Cole, H. & Griffin, P. (1987). Contextual factors in
education. Madison, WI: Wisconsin Center for Educational
Research.

Day, H. (1959). Attitude changes of beginning teachers
after initial teaching experiences. Education, 10, 326-
328,

Education Commission of the States. (1990). New
strateqgies for producing minority teachers. Denver,
CO: Author.




Elmore, R. F., Rowan, B., Sykes, G., Gideonse, H. D.,
Johnson, S., Raywid, M. A., David, J. L. & Cohen, M.,
(Eds). (1990) Restructuriig schools: The next generation
of educational reform. San Francisco, CA: Jossey-Bass
Publishers.

Feather, F. (1989). G-forces: Reinventing the world.
Toronto: Summerhill Press.

Fenstermacher, G. D. (1990). Some moral considerations on
teaching as a profession. In J. J. Goodlad, R. Goder,
& K. A. Sirotnik (Eds.), The moral dimensions of
teaching (pp.130-151). San Francisco, CA: Jossey-Bass
Publishers.

Fuller, F. F. & Brown, 0. (1975). Becoming a teacher.
In Kevin Ryan, (Ed.) Teacher education, the seventy
fourth vearbook of the national society for the study
of education. Part 2. (pp. 25-54) Chicago, IL: The
University Press.

Giroux, H.A. (Ed.). (1991). Postmodernism, feminism, and
cultural politics: Redrawing educational boundaries.
Albany, NY: State University of New York Press.

Giroux, J.R. (1988). Teachers as intellectuals: Toward a

critical pedagogy of learning. Granby, MA: Bergin and
Garvey Publishers, Inc.

Glatthorn, E. L. (1985). Tninking and writing. 1In Frances
Link, (Ed.), Essays on the intellect. Reston, VA:
Association for Supervision and Curriculum
Development.

Goodlad, J. I. (1990a) Teachers for our nations schools.
San Francisco, CA: Jossey-Bass Publishers.

Goodlad, J.I. (1990b). The occupation of teaching in
schools. In J.I. Goodlad, R. Soder & K.A. Sirotnik
(Eds.), The moral dimensions of teaching (pp. 3-34). San
Francisco, CA: Jossey-Bass Publishers.

Goodlad, J. I., & Keating, P. (Eds.). (1990). Access to
knowledge: An adgdenda for our nation’s schools.
New York: College Entrance Examination Board.

Hollingsworth, S. (1988). Making field-based programs work:
A three-level apprcach to reading instruction. Journal
of Teacher Education, 39(4), 28-36.

Hollingsworth, S. (1989). Prior beliefs and cognitive
change in learning to teach. American Educational
Research Journal, 26(2), 160-189.

3




Hoffman, J. V. (1986). Reality and reform in clinical
teacher education. New York, NY: Random.

Howsam, R.B., Corrigan, D.C., Denemark, G.W. & Nash, R.J.
(1976). Educating ¢ profession: The report of the
bicentennial commission on education for the profession
of teaching. Washington, DC: American Association of
Colleges for Teacher Education.

Iran-Nejad, A., McKeachie, W. J., & Berliner, D. C. (1990).
The multicource nature of learning: An intrcduction.
Review of Educational Research. 60(4), 509-515.

Jersild, A. T., (1952). In search of self. New York, NY:
Teachers College Press Columbia University.

Jersild, A. T., (1955). When teachers face themselves. New
York: Teachers College Press Columbia University.

Kagan, D.M. (1988). Teaching as critical problem solving:
A critical examination of the analogy and its
implications. Review of Educational Research, 58(4),
482-505.

Kemp, L. (1990). Enhancing preservice teachers critical

thinking through writing. University Teaching in the
South, 1(3) 5-8.

Lewin’s, K. (1951). Field theory in social science.
New York: Harper and Row.

Liston, D. P. & Zeichner, K. M. (1987). Reflective teacher
education and moral deliberation. Journal of Teacher
Education, 38(6), z-8.

Liston, D. P. & Zeichner, K. M. (1990). Teacher education
and the social context of schooling: Issues in curriculum
development. American Educational Research
Journal, 27,(4) 610-638.

Lortie, D. C. (1975). Schoolteachers: A soc1olog1ca1 study.
Chicago, IL: University of Chicago Press.

Morine-Dershimer, G. (1989). Preservice teachers’
conception of content and pedagogy: Measuring growth in
reflective, pedagogical decision-making. Journal of
Teacher Education, 30(5), 47-62.

31



McCombs, B. L. (1989). Self-reqgulated learning and academic
achievement: A phenomenological view. In Zimmerman, B.
J., & Schunk, D. H., (Eds.), Self-requlated learning and
academic achievement theory research and practice:

Progress in cognitive development research (pp. 51-82).
New York: Springer-Verlag.

Perry, W. G. (1970). Forms of intellectual and ethical

development in the college years. A scheme. New York:
Holt, Rinehart and Winston, Inc.

Rosenshine, B. V. (1987). Explicit teaching and teacher
training. Journal of Teacher Education, 38(3), 34-36.

Ross, D.D. (1990). Programmatic structures for the
preparation of reflective teachers. In R. Clift, W.R.
Houston, and M.D. Pugach (Eds.), Encouraging reflective
practice in education (pp.97-118). New York: Teachers
College Press.

Rumelhart, D. E., & Norman, D. A. (1981). Analogical
processing in learning. In J. R. Anderson (Ed.),

Cognitive skills and their acquisition (pp. 26-56)
Hillsdale, NJ: Erlbaum.

Shavalson, R. J. & Stern, P, (1981). Research on
teachers’ pedagongical thoughts, judgments, decisions,
and behavior. wiew of Educational Research,

51, 455-498.

Shuell, T. J. (Winter 1990). Phases of meaningful learning.
Review of Educational Research, 60(4) 531-547.

Schon, D. A. (1987). Educating the reflective practitioner.
San Francisco, CA: Jossey-Bass Publishers.

Schon, D. A. (1983). The reflective practitioner. New York:
Basic Books.

Smith, O. (1980). A Design for a School of Pedagogy.
Washington, D.C.: U. S. Department of Education.

Sparks-Langer, G. M. & Colton, A. B. (1991). Synthesis of
research on teachers’ reflective thinking. Educational
Leadership, 48(6), 37-44.

Walters, J. M. & Gardner, H. (1985). The development and
education of intelligences. In F. R. Link (Ed.),
Essays on the intellect. (pp.1-22). Alexandria,

VA: Association for Supervision and Curriculum
Development.

29




Wildman, T. M. & Niles, J. A. (1987). Reflective teachers:
Tensions between abstractions and realities. Journal of
Te~cher Education, 38(4), 25-31.

Wright, B. D. & Tuska, S. A. (1968). From dreams to life
in the psychology of becoming a teacher. School Review,
76, 253-273.

Zeichner, K. M., & Liston, D. P. (1987). Teaching student
teachers to reflect. rvard Educational Review, 57(1),
23-48.

Zzeichner, K. M., & Tabachnick, B. (1981). Are the effects of
university teacher education washed out by school
experience? Journal of Teacher Education, 32, 7-11.




of

DOCUMENT IDENTIFICATION

REPRODUCTION RELEASE (Specific Document)

- . . by 4

U.S. DEPARTMENT OF EDUCATION Please send to:
OFFICE OF EDUCATIONAL RESEARCH AND IMPROVEMENT {OERY)

EDUCATIONAL RESOURCES INFORMATION CENTER (ERIC)

Teacher Education

Suite 610

—

Tite: Relationship between Afro—-American Preservice Teachers'
. Pedaqogical Clinical Rnowlecqde and Rerlective TNinK1ing

Author(s): Leroy Kemp

Corporate Source (if appropriate):

Publication Date* e o .

REPRODUCTION RELEASE

In order to disseminate as widely as possible timely and significant materials of interest to the educational community,
documents announced in the monthly abstract journal of the ERIC system, Resou ces in Education (RIE), are usually made
available to users in microfiche and paper copy (or microfiche only} and sold through the ERIC Document Reproduction Ser-
vice (EDRS). Credit is given to the source of sach document, and, if reproduction release is granted, one of the following

notices is affixed to the document.

It permission is granted to reproduce the idantified documant, please CHECK ONE of the options and sign the release

below.

*PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY

CHECK

HERE X

Microfiche OR

(4 x 6" film) Dr. Ifrmp

reproduction . //
TO TH& EDUCATIONA nejiounces‘

INFORMATION CENTER (ERIC)." j

and paper co
8%" xp1 ) py ASAERPOPRINIE] / 2/ only AS APPROPRIATE]

“PERMISSION TO REPRODUCE THIS
MATERIAL IN MICROFICHE ONLY
Microfiche HAS BEEN GRANTED 8Y
(4" x 6" lilm)

IPERSONAL NAME OR ORGANIZATION
reproduction

TO THE EDUCATIONAL RESOURCES
INFORMATION CE.'TER (ERIC)."

Documents will be processed as indicated provided reproduction quality petets, If permission to reproduce s granted, but neither box 13 checked,

documents will be processad in both microfiche and pasper copy.

SIGN
HERE

“| hereby grant to the Educational R rces Information C
indicated abgve/Reproduction from IC microfiche by pe:
permission ffosh the copyright holder] Rxception is made for n
agencies to

Signature:

torm {
ns other than ERIC employeses and its system contractors requires
-profit reproduction of microfiche by libraries and other service
tisfy information needs gt educators in response to Miscrete inquiries.”

xciusive permission to reproduce this document as

Punted Name _ D« Leroy Kemp

omam?.(m:\lacksor}/slt/ét e _unive LA Ty

Address 2158 _Timoleon Street

postionAssociate Praofessor
TetNo- (R0O1) 968-2336

New Orileans, T.A _—leCodc.70122

Da(e.Aucust 13 L 1_992

DOCUMENT AVAILABILITY INFORMATION (Non-ERIC Source)

ERIC Clearinghouse on
One Dupont Circle NW

Washington DC 20036

It permission to reproduce 1s not granted to ERIC, or, if you wish ERIC to cite the availability of the document from
another source, piease provide the following information regarding the avaidability of the document. (ERIC will not an-
nounce a document unless it is publicly available, and a dependable source can be specified. Contributors should also be
aware that ERIC selection criteria are significantly more stringent for documents which cannot be made available through
EDRS))

PublisherDistnbutor

Address:

Price Per Copy:

Quantity Price

IV.  REFERAAL TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER
If the right to grant reproduction release is held by someone'other than the addressee, please provide the appropriate
name and address:
Q
EFF-53 (Rov. 4/36)

ey —



