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Créer le navire ce n’est point tisser les toiles, forger les clous, lire les astres, 
mais bien donner le goût de la mer qui est un, et à la lumière duquel il n’est 
plus rien qui soit contradictoire mais communauté dans l’amour. 
 
Saint-Exupéry, A. (1948). Citadelle (pp. 163-164). Paris: Gallimard 
 
 
I do not know what I may appear to the world, but to myself I seem to have 
been only like a boy playing on the sea-shore, and diverting myself in now and 
then finding a smoother pebble or a prettier shell than ordinary, whilst the 
great ocean of truth lay all undiscovered before me. 
 
Sir Isaac Newton (1642-1727) 
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1.1 Focus of the dissertation  
 
Teacher education’s challenge is to educate for learning-focused teaching, since 
focusing on student learning is the core of teachers’ expertise. A focus on 
student learning may be regarded as a key factor for becoming and being a 
successful teacher (Lidstone & Ammon, 2002). If student teachers make what 
and how students learn their main concern, they can better adjust the 
curriculum, pedagogy and lessons to their students' needs and facilitate their 
students’ learning. This research is concerned with how to foster student 
teachers’ focus on student learning during their teacher education.  

Until now, teacher education often does not seem to accomplish learning-
focused teaching in their student teachers during their educational programme 
(Baeten, Struyven, & Dochy, 2013; Lidstone & Ammon, 2002; Schelfhout et al., 
2006). Student teachers frequently seem to have prominent concerns for 
classroom management and for acquiring subject matter and general 
pedagogical knowledge or teaching skills for themselves, which absorb much of 
their attention (Fuller & Bown, 1975; Lidstone & Ammon, 2002). This might be 
due to the way teacher education is organised. Much teacher education seems 
to take place more from a teaching-focused perspective than from a student 
learning-focused perspective, thus unintentionally leading student teachers to 
adopt this perspective (Lidstone & Ammon, 2002). Theory, practice, and 
reflection are generally organised separately (Darling-Hammond, 2006). This 
separation might hinder student teachers from reorganising their knowledge 
and practical experiences into meaningful practical knowledge that can be used 
for the benefit of their students’ learning (Akkerman & Bakker, 2012; 
Bronkhorst, Meijer, Koster, & Vermunt, 2011). Student teachers should, 
however, precisely be educated in a way that does bring about such processes 
and such focus on student learning. This necessity is especially urgent in 
Technical Teacher Education which prepares for teaching in technical vocational 
education. Technical vocational education educates students for jobs in a rapidly 
changing society and industry in which self-regulated and lifelong learning skills 
are required to keep up professional expertise. The students therefore have to 
learn to be responsible for their own learning and career paths and to monitor 
their own development towards their professionality (Mittendorff, den Brok, & 
Beijaard, 2011). These rather new demands in vocational education confront 
(student) teachers with new tasks such as guiding students in regulating their 
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own learning and actively constructing the necessary knowledge. For this, 
(student) teachers’ focus on student learning is a prerequisite and teacher 
education’s challenge is to facilitate this more. 

Another reason that student teachers are often concerned more with their 
teaching rather than with how their students learn might be found in a dominant 
view of teacher education on their development as a teacher. Many teacher 
education programmes are somehow based on a view of teacher development 
as a steady developmental progress and centred around concerns that seem 
prominently present in the various phases of this process (Fuller & Bown, 1975; 
Lidstone & Ammon, 2002). Fuller and Bown (1975) have indicated that student 
teachers might go through several stages of development, from being 
concerned with themselves and survival in complex teaching situations to finally 
taking student learning as their main concern. Views such as Fuller’s concerns-
based theory (1969) continue to influence the way teacher education is often 
organised by proposing that student teachers should advance through the 
hierarchical stages of teacher development by addressing the concerns that are 
considered to belong to each successive stage (Conway & Clark, 2003; Watzke, 
2007). The last stage, a strong focus on student learning, is often reached only 
after several years of practice as a teacher, thus after graduation (Lidstone & 
Ammon, 2002; Olsen, 2008). However, focusing on student learning must not be 
postponed until or left as the student teacher’s own concern after graduation. 
Teacher education should search for ways to induce learning-focused teaching 
not only more but also sooner.  

This dissertation therefore zooms in on the outcomes of a learning 
environment in teacher education that was designed to meet the goals of 
fostering more and earlier a focus on student learning in student teachers. 
 
1.2 Conceptual framework  
 
The research presented in this dissertation deals with the problem how to 
induce learning-focused teaching in student teachers already during teacher 
education. Student teachers’ conceptions regarding learning and teaching play 
an important role in how they teach in educational practice (Pajares, 1992; 
Patrick & Pintrich, 2001). Therefore both student teachers’ conceptions and 
their teaching behaviour have to be addressed in a learning environment in 
teacher education that aims to foster learning-focused teaching. In this 
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dissertation we furthermore investigate how student teachers account for their 
teaching and to what extent it was deliberate. 

This section describes the main concepts of the dissertation, namely 
student teachers’ conceptions and teaching behaviour, deliberate teaching, and 
the characteristics of a learning environment that might be effective to realise 
learning-focused teaching. 
 
1.2.1 Student teachers’ conceptions 
Student teachers’ focus while teaching appears to be intertwined with their 
conceptions of learning and teaching (Pajares, 1992; Patrick & Pintrich, 2001; 
Prosser & Trigwell, 1997). These conceptions seem to be related to student 
teachers’ intentions and teaching strategies, and are generally consistent with 
their teaching practices (Donche, 2005; Kember & Kwan, 2000; Schelfhout et al., 
2006). Conceptions can be seen as personal ideas or beliefs that are considered 
to be influential on student teachers’ perception of the environment and their 
behaviour (Pajares, 1992). Conceptions of learning and teaching evolve through 
experiences in various earlier educational contexts towards more elaborate 
conceptions (Entwistle & Peterson, 2004; Holt, 1992). Student teachers tend to 
accept and integrate the kind of information that fits and does not conflict with 
their existing conceptions (Patrick & Pintrich, 2001). Conceptions thus also 
influence the way knowledge is interpreted and used in a situation. They are 
instrumental in interpreting educational situations and in choosing educational 
aims and adequate teaching behaviour in a particular situation (Pajares, 1992; 
Prosser, Trigwell, & Taylor, 1994). Conceptions thus direct student teachers’ 
concerns as beginning teachers (Kember & Kwan, 2000; Prosser & Trigwell, 
1997).  

Research on (student) teachers’ conceptions of learning and teaching 
shows that they are mostly described in terms of a continuum ranging from 
conceptions that focus on knowledge transmission by the teacher to learning-
focused conceptions (Kember, 1997). Transmissive conceptions can be 
described as being oriented towards content and outcomes, with knowledge 
acquisition being most adequately achieved through transmission by experts. 
Transmission is regarded as an activity of passing on information and isolated 
skills from the teacher to the student. The teacher is considered to be an expert 
supplying direction, directive guidance, and being in control of the curriculum, 
the goals, and students’ learning processes (Hermans, van Braak, & Van Keer, 
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2008). Learning-focused conceptions as considered in this part study can be 
described as being oriented towards students’ learning processes, with 
knowledge acquisition being achieved through active construction by the 
students, preferably in collaboration with others. Students are stimulated to be 
active and self-regulating learners. Teaching is regarded as facilitating learning 
and as process-oriented, with a curriculum in which students are stimulated to 
(co-) determine learning goals (Hermans et al., 2008; Kember, 1997; Trigwell & 
Prosser, 1996). Learning-focused conceptions thus represent relevant elements 
of a constructivist model of learning.  

Student teachers’ conceptions may vary along this continuum, because the 
student teachers enter teacher education with varying former educational 
experiences. It is generally known that it is difficult to change student teachers’ 
pre-existing conceptions and this puts high demands on a learning environment 
in which this might take place (Patrick & Pintrich, 2001). To accomplish change 
of conceptions, student teachers have to become aware of their usually tacit 
conceptions. Change of conceptions can be enhanced particularly if the learning 
environment challenges student teachers to relate their conceptions explicitly 
to their teaching practice and to investigate the practical implications of their 
conceptions for student learning (Eley, 2006; Tynjälä, 2008).  
 
1.2.2 Student teachers’ teaching behaviour 
Learning to teach not only requires that student teachers learn how to ‘think like 
a teacher’, but also learn how and be able to ’act as a teacher’ (Kennedy, 1999). 
This implies they know how to put their knowledge and skills to practice in a way 
that fits the context and students’ needs (Hammerness et al., 2005; Richardson, 
2003). Student teachers’ teaching behaviour is strongly connected with student 
teachers’ conceptions of teaching and learning (Donche, 2005; Pajares, 1992; 
Prosser & Trigwell, 1999).  

Analogous to the description of conceptions, teaching behaviour might be 
described in terms of a continuum ranging from teaching that is characterised 
by a focus on knowledge transmission by the teacher to a focus on student 
learning (Kember, 1997). Transmissive teaching might be defined as teacher 
activities starting from a view on knowledge acquisition by students as being 
most adequately achieved through instruction by teachers (Kember & Kwan, 
2000; Prosser et al., 1994; Prosser & Trigwell, 1999; Trigwell & Prosser, 1996; 
Vermunt & Verloop, 1999). The teacher points out the important contents, 
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regulates student learning and gives product-oriented feedback. Learning-
focused teaching is defined in terms of performing teacher activities in which 
the teacher is concerned primarily with supporting student learning when 
making educational decisions and when guiding students (Kember & Kwan, 
2000). This means that the teacher activates student thinking and relates to 
students’ experiences, concerns, and – in the context of vocational education – 
to their future professional jobs and tasks (de Bruijn & Leeman, 2011).  

To accomplish adequate teaching behaviour in complex situations is 
difficult (Olsen, 2008). A process of critical reflection is needed to analyse these 
situations and to carefully weigh the kind of action that is needed to provoke 
student learning (Beijaard, Meijer, & Verloop, 2004; Borko, 2004; Clarke & 
Hollingsworth, 2002; Opfer & Pedder, 2011).  
 
1.2.3 Deliberate teaching 
Learning to teach not only entails that student teachers’ conceptions and 
teaching behaviour are focused on student learning, but student teachers 
should also have the conscious intention to do so: the question of deliberate 
enactment (Grossman, Hammerness, & McDonald, 2009; Kennedy, 1999). In 
other words, student teachers should learn to teach deliberately to provoke 
their students’ learning (Bronkhorst et al., 2011; Dunn & Shriner, 1999). This 
implies doing the normal activities of teaching while being fully mindful of 
student learning when planning and doing the teacher activities. As Dunn and 
Shriner (1999) state: ’Perhaps it is this approach to activities inherent in teaching 
that, when exemplified on a regular basis over many years, both leads to and 
maintains teaching expertise’ (p.647). This way of deliberate teaching 
presupposes a close alignment of student teachers’ cognition and behaviour. 
Particularly with beginning professionals this relationship often appears to be 
problematic; it takes time and many experiences to find a good balance in the 
cognition-behaviour relationship (Beijaard, 1990; Verloop, van Driel, & Meijer, 
2001). During teacher education we should already provide a profound base for 
such ‘deliberate’ teaching in which student teachers’ cognition and behaviour 
prove to be focused on student learning in a consistent way.  

In line with Bronkhorst et al. (2011), who relate enactment to deliberate 
practice, the process of deliberate teaching involves ’the ability of the student 
teacher to put his or her intentions – based on an explicit theory of practice – 
into action to benefit pupil learning' (p. 1124). This conceptualisation entails that 
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student teachers are actively engaged in teaching situations with a learning-
focused goal, and that they continually adapt, revise, and restructure their 
teaching strategies with the explicit intention to bring about their students’ 
learning (Bronkhorst et al., 2011; Dunn & Shriner, 1999; Sonnentag & Kleine, 
2000). To do so, student teachers have to put their conceptions, knowledge, 
skills, and practical experiences, consciously and intentionally to practice with a 
focus on student learning.  

To induce deliberate teaching in student teachers it is important that they 
become aware of and reflect on the learning goals for the students, their way of 
teaching and its effects on student learning.  
 
1.2.4 Main characteristics of the learning environment  
With the learning environment we wanted to influence student teachers’ 
conceptions and teaching behaviour towards a focus on student learning. 
Learning-focused conceptions and behaviour, as characterised shortly in the 
previous sections, represent relevant elements of a constructivist model of 
learning and teaching. Teacher educators generally agree that to be able to 
support student teachers' learning to teach, teacher educators’ way of teaching 
and the learning environment they realise should be congruent to the kind of 
teaching they aim for in their student teachers (Loughran, 1995; Struyven, 
Dochy, & Janssens, 2010; Swennen, Lunenberg, & Korthagen, 2008). The 
learning environment therefore also shows elements of a constructivist model 
of learning and teaching. Here we describe the theoretical notions for each main 
characteristic underlying the learning environment we developed to enhance 
learning-focused teaching. The main characteristics are authentic contexts, 
authentic tasks, and reflective dialogues. We also zoom in on the underlying 
learning process of continuous progressive re-contextualisation of the student 
teachers that might be provoked by this learning environment. Student learning 
constitutes the explicit subject in the programme. 
 
Authentic context  
We define an authentic context as an educational environment in real teaching 
practice that demands professional decisions and actions regarding learning and 
teaching. The central issue in student teachers’ learning process is the ability to 
give meaning to specific educational situations and events and to invoke 
adequate practical knowledge, skills, and attitudes to interpret and deal with 
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these in favour of their students’ learning (Bronkhorst et al., 2011; Hammerness 
et al., 2005; Richardson, 2003). The question of adequate conceptions, 
functional practical knowledge, and teaching behaviour can particularly emerge 
when student teachers are confronted with real issues and tasks regarding 
student learning (Tynjälä, 2008). Real life situations may result in seeing gaps 
and discrepancies in student teachers’ existing conceptions, knowledge, and 
teaching behaviour and challenge them to elaborate or adapt these to make 
them fit for use in practice (Engeström, 1987, 2014). This process might be 
stimulated especially if student teachers are critically questioned about the 
situation (for instance in a reflective dialogue), thus stimulating them to analyse, 
criticise, or reject some aspects of the accepted practice and the existing wisdom 
that underlies that practice (Engeström, 1999). A process of critical reflection is 
further needed to decide upon the teaching behaviour that might be adequate 
to provoke student learning (Beijaard et al., 2004; Borko, 2004; Clarke & 
Hollingsworth, 2002; Opfer & Pedder, 2011). Being in an authentic context also 
confronts student teachers with the (possible) practical implications of their 
own conceptions, knowledge, and teaching behaviour, especially when 
authentic tasks like investigating the effects of their teaching on students’ 
learning outcomes focus their attention on their students’ learning (see also 
Table 1.1).  
 
Authentic task 
We define an authentic task as a task which is relevant in a given educational 
context, in this research concerning student learning. An authentic task 
represents the complex work of a teacher. In teacher education, authentic tasks 
often only relate to preparing (series of) lessons (Schelfhout et al., 2006). To 
focus student teachers explicitly on their students’ learning, an authentic task 
might be constructed that consists of designing a part of an educational 
programme for the school, investigating aspects of student learning relevant for 
this design, executing the programme, and afterwards investigating the effects 
of the lesson design on student learning (see also Table 1.1). Engaging student 
teachers in such authentic tasks asks from them to analyse a problem, search 
for theories, hypothesize solutions, collect and analyse data, and evaluate the 
outcomes. If the authentic task is thus focused on how students can be 
stimulated to learn and which aspects in the learning environment for students 
may support this, student teachers are forced to make explicit and reconsider 
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their own pre-existing conceptions and their knowledge about learning and 
teaching. This process asks for reflection and interpretation of the educational 
situations in their schools and the exploration of the necessary knowledge and 
skills, followed by decisions about appropriate teaching behaviour from the 
perspective of their students’ learning (van Oers, 1998a). Teaching from such a 
perspective might include encouraging students to regulate their own learning, 
often in cooperation with peers, and to reflect on the process and results of their 
learning. Students thus might be stimulated to relate new knowledge to their 
existing knowledge and experiences, and to practice (de Bruijn & Leeman, 2011; 
Hermans et al., 2008; Vermunt & Endedijk, 2011; Vermunt & Verloop, 1999). 
The (student) teacher further might design and assign realistic and meaningful 
practical assignments and give process-oriented guidance and feedback in order 
to facilitate meaningful student learning. Teaching from the perspective of their 
students’ learning in this way might thus also be considered to represent a 
constructivist view on learning and teaching. 
 
Reflective dialogue 
A reflective dialogue is defined here as a reflection on teaching practice eliciting 
externalisation and exchange with others of conceptions, knowledge, and 
experiences in practice. In this research this especially regards student learning 
and the way this might be enhanced by the student teachers (see also Table 1.1). 
Conceptions, knowledge, and experiences can be addressed when they are 
externalised, shared, and reflected upon in a reflective dialogue with others, the 
student teachers thus being confronted with different perspectives on student 
learning and urged to compare and (re)consider these (Patrick & Pintrich, 2001). 
Subsequently they may be revised and internalised in a different way, and this 
may lead to, for instance, a change towards a learning-focused perspective. In 
the designed learning environment the reflective dialogue should take place 
with teacher educators, mentors, and peers. Reflective dialogues may support 
student teachers in revising their conceptions, knowledge, and experiences 
because of a better awareness of these as well as a better awareness of their 
students’ learning. This dialogue makes student teachers go beyond their 
individual frames of reference and makes them consider new – preferably 
learning-focused – conceptions, knowledge, and ways to facilitate student 
learning (Knežić, Wubbels, Elbers, & Hajer, 2010; Marsick, 2001). While being 
engaged in such a dialogue, the teacher educator should model the behaviour 
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that is aimed for in student teachers practice: ‘teach as you preach’ (Johnson & 
Seagull, 1968; Schelfhout et al., 2006; Struyven et al., 2010). To enhance 
awareness and reflection, during the dialogue teacher educators might further 
explicitly explain their own modelled teaching behaviour from the perspective 
of the conceptions and knowledge that underpin their teaching practice. Such 
explicit articulation may induce better insight for the student teachers into the 
relevance of the articulated conceptions and knowledge and how to put these 
into (their own) practice (Loughran & Berry, 2005; Richardson, 1996). 
 
A learning process of continuous progressive re-contextualisation 
The confrontations of student teachers’ conceptions and knowledge with actual 
situations and students in schools might stimulate their reflection upon what 
they think and know about teaching and student learning. Possible 
discrepancies between student teachers’ conceptions, their knowledge, and the 
possibilities for acting in the actual school context will encourage them to revise 
their conceptions, knowledge, and strategies to make them fit the context and 
their students learning processes. This is a process of contextualisation (Guile & 
Young, 2003; Patrick & Pintrich, 2001). Simultaneously, newly developed 
conceptions and knowledge of the student teachers will change their 
perceptions of contexts and the possible ways to act in those contexts. 
Important in this process is the possibility for the student teachers to 
continuously create new meaningful perspectives on their conceptions, 
knowledge, and experiences that allow them to revise and elaborate these 
progressively in relation to each new context they encounter (van Oers 1998a, 
1998b; Patrick & Pintrich, 2001). Van Oers (1998a) defines this as a process of 
continuous progressive re-contextualisation (see also Table 1.1). This is an 
iterative process of transfer of conceptions and theory to practice and back 
again (Guile & Young, 2003). Being immersed in practice and simultaneously 
being urged continuously to reflect explicitly upon conceptions, knowledge, and 
practical experiences from the perspective of student learning stimulates this 
process.  

Teaching practice in authentic contexts, authentic tasks and reflection are 
common characteristics of many teacher education programmes, but are often 
less related to the systematic contextualisation and re-contextualisation of 
conceptions, knowledge, and experiences regarding student learning (Woolfolk 
Hoy & Murphy, 2001). The described learning environment however 
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systematically targets on such a process of continuous progressive re-
contextualisation by simultaneously addressing student teachers on both a 
process-oriented level by means of the reflective dialogue, and a content-
oriented level by focusing on the subject of student learning in reflective 
dialogues and authentic tasks (in authentic contexts).  
 
Content of the programme 
The content of the programme in this research is related to aspects of student 
learning such as cognitive and meta-cognitive learning activities, deep learning, 
transfer of knowledge, motivation, self-regulated and collaborative learning, 
and accompanying pedagogical content knowledge (see also Table 1.1). 
Explicitly raising student learning as learning content in the programme and 
relating these insights to their school contexts might encourage student 
teachers to acquire and revise relevant knowledge and to fit these to the 
context, their students, and the subject they want to teach (Lidstone & Ammon, 
2002; Schelfhout et al., 2006). If for instance within the framework of their 
design task some student teachers are confronted at their schools with students 
who fail to grasp specific knowledge regarding building construction and are not 
able to apply their knowledge in practical tasks, articles could be supplied to the 
student teachers about cognitive learning and transfer, or video-
demonstrations about how to explain such a subject. In the reflective dialogue 
at the institute with educator and peers, and at the school with colleagues, the 
ways the specific subject might be taught in a specific context might be 
discussed. Further topics for the dialogue might (among other things) be the 
practical pros and cons of teaching methods, the presuppositions that underlie 
student teachers’ educational design, previous experiences with such methods, 
the findings of systematic observations of or inquiries into students’ cognition, 
and the possible effects of the design on their students’ learning. The findings 
might in turn affect student teachers’ knowledge and conceptions (re-
contextualisation). The knowledge acquisition of the student teachers should 
thus be closely related to their teaching practice and to the authentic tasks in 
the authentic contexts in which they participate. This implies that the actual 
content of the programme, though always centred around general knowledge 
regarding student learning, might vary depending on what is relevant for 
student learning in each student teacher’s school context and authentic task.  
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Conceptual model  
Our conceptual model as represented by Figure 1.1 shows the characteristics of 
a learning environment that in this research was supposed to bring about the 
learning process of continuous progressive re-contextualisation and induce a 
focus on student learning in student teachers’ conceptions and teaching 
behaviour.  
 

Figure 1.1 Conceptual model 
 
Most studies on learning environments in teacher education are limited in their 
scope, for instance by addressing only student teachers’ cognitions, their 
development of teaching skills, or changes of their conceptions (e.g., Beishuizen, 
Hof, van Putten, Bouwmeester, & Asscher, 2001; Calderhead, 1981; Pajares, 
1992; Richardson, 1996; Wubbels, 1992). This focus on such specific concepts or 
processes passes over the complexity of learning to teach (Opfer & Pedder, 
2011). The process of learning to teach requires a broader perspective, because 
cognitions and behaviour are intertwined and should not be separated or 
learned apart from each other and the context in which they are used. A more 

Learning environment     Outcomes 
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holistic view seems necessary to facilitate such integral learning processes in 
student teachers. Creating a learning environment that takes into account the 
full complexity of learning to teach and at the same time supports student 
teachers in focusing on student learning is difficult, because it has to take into 
account the relation between conceptions, knowledge, and teaching 
experiences in practice. 
 
1.3 Research questions 
 
The purpose of this research was to investigate the influence of a designed 
learning environment in teacher education that aims to foster student teachers’ 
focus on student learning in their conceptions and teaching behaviour more and 
sooner.  

The general research question of this dissertation was: How to foster 
student teachers’ focus on student learning more and sooner?  
This question was divided in three more specific research questions: 
 

I. How can we change student teachers’ conceptions in a learning 
environment in Technical Teacher Education that was constructed to 
meet the goals of fostering a focus on student learning? 

II. Does the designed learning environment bring about learning-
focused teaching in practice?  

III. Did the student teachers who showed learning-focused teaching 
behaviour deliberately teach with a focus on student learning?  

 
The outcomes of the part studies on conceptions, learning-focused teaching, 
and deliberate teaching have subsequently been used to generate detailed and 
in-depth illustrations (portraits) of two individual student teachers to exemplify 
their conceptions, behaviour, and the relation between both. 
 
1.4 Design and method 
 
The research was mainly qualitative in combination with some quantitative 
methods. The research was carried out in two phases. In the first phase a 
learning environment was designed and implemented and the influence of the 
learning environment on student teachers’ conceptions was investigated. The 



Chapter 1 

24 

data collection in the first phase – with one part study – took place from 
February 2010 until July 2010. In the second phase – with three part studies – 
the focus was on the influence of the designed learning environment on student 
teachers’ teaching behaviour and whether their behaviour was deliberate 
learning-focused teaching; in the last part study detailed and in-depth 
illustrations of two individual student teachers were constructed to exemplify 
student teachers’ conceptions, teaching behaviour and deliberate teaching from 
a more individual perspective. The data collection in the second phase was done 
from February 2011 until July 2011. 
  
1.4.1 Context 
The research took place in an institute for Technical Teacher Education that is 
part of a University of Applied Sciences in the Netherlands. The institute 
educates student teachers in the domains of Automotive Technology, Building 
and Construction Technology, Mechanical and Electrical Engineering, and Food 
Technology. The student teachers are educated to teach subjects within their 
domain in Senior Secondary Vocational Education, but also to teach all (more 
general) technical curriculum subjects in Pre-Vocational Secondary Education. 
Student teachers’ education lasts four years. In the first two years great 
emphasis is placed on the study of their subject and on more general aspects of 
teaching such as school organisation, the curriculum, and classroom 
management. In the last two years more emphasis is placed on students’ 
learning processes and how to design adequate programmes to facilitate these. 
The designed learning environment with its explicit focus on student learning is 
therefore realised in the third year of teacher education.  
 
1.4.2 The designed learning environment 
The designed learning environment that is central in this research is 
characterised by the use of authentic contexts, authentic tasks, and reflective 
dialogues. The content pertains to various aspects of student learning. In Table 
1.1 (p. 28-31) a more detailed description of the designed learning environment 
is presented1. The description of the designed learning environment is 

                                                           
1 In a separate appendix a description is given of all relevant elements of the designed learning 
learning environment, such as design principles, goals, contents, and instructions for mentors. The 
total appendix encompasses 44 pages and can be requested from the author. 

http://www.educationfair.nl/program/show/bachelor/teacher-education-in-automotive-technology/fontys-university-of-applied-sciences-eindhoven/1166
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-building-technology/fontys-university-of-applied-sciences-eindhoven/1148
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-building-technology/fontys-university-of-applied-sciences-eindhoven/1148
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-mechanical-engineering/fontys-university-of-applied-sciences-eindhoven/1168
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illustrated by an example of a student teacher who participated in the designed 
learning environment.  
 
1.4.3 The role of the researcher 
Since the purpose of this research was to investigate the influence of a designed 
learning environment in teacher education that aims to foster student teachers’ 
focus on student learning in practice, the research as well as the designed 
learning environment are interrelated and interfere with actual practice. This 
interference might occur especially since the choice was made to combine the 
roles of researcher, curriculum developer and teacher educator into one person 
to ensure that the learning environment could be designed as was desired and 
executed in the way it was designed, thus contributing to the validity of the 
research. This choice however addresses the issue of subjectivity. Engagement 
of the researcher in the research field, in this case as the designer and teacher 
educator, makes it necessary to check upon subjectivity and take adequate 
measures to do justice to the scientific norms and values regarding subjectivity 
(Crouch & McKenzie, 2006). The following measures have been taken:  
- all steps of the design and research process were discussed and accounted 

for in the research team consisting of the author of this dissertation and 
two other researchers;  

- the way that the researcher taught and how she separated the different 
roles in the designed learning environment was monitored and discussed in 
the research team;  

- an audit report was made and the reliability of data gathering and analysis, 
as well as the justifiability and acceptability of the analyses and findings 
were checked by another, independent researcher and the research team 
(cf. Akkerman, Admiraal, Brekelmans, & Oost, 2006);  

- to increase the quality of the data, multiple methods were used for the 
collection of data and representative examples were used to underpin the 
reliability of the data analysis and the internal validity of the findings (cf. 
Maso & Smaling, 1998);  

- the designed learning environment required participation of the mentors in 
the school as regards enabling the performance of the authentic task by 
students and guiding by means of reflective dialogue; for reasons of 
validity, the mentors from the participating schools were instructed as well 
as coached for this purpose;  
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- in different settings, the design and implementation of the learning 
environment as well as the research process were presented and discussed 
with other scientific researchers and reviewers in the field of teacher 
education to allow transparency and critical questioning about the research 
process and the design.  

With these measures we attempted to meet as much as possible to the scientific 
norms and values, as well as to those of educational practice. 
 
1.4.4 Research phases 
The first phase 
The first phase focused on investigating the influence of the designed learning 
environment on student teachers’ conceptions.  
 
Participants  
The participants in the first phase (first part study) were ten student teachers 
from two different departments, namely ‘Automotive Technology’ and ‘Building 
and Construction Technology’.  
 
Learning environment  
The student teachers participated in a programme entitled ‘Student Learning in 
Vocational Education’ at the teacher education institute and simultaneously 
participated in a practice school. At the institute, contents regarding student 
learning, student teachers’ conceptions, and their authentic task and practical 
experiences were discussed, mostly by means of reflective dialogues. Student 
teachers were engaged in activities at their practice school (authentic context) 
regarding educational design, research, and teaching (authentic task), and 
reflection (reflective dialogue).  
 
Instruments  
In order to answer research question I, various instruments were used to 
investigate the change in student teachers’ conceptions, namely questionnaires, 
drawings, and metaphors. Data collected before participation in the learning 
environment were compared to data collected after participation. Learner 
reports were used during the programme to gain insight into student teachers’ 
learning experiences and how these were influenced by the learning 
environment. 
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The second phase 
The second and third part studies focused on the influence of the learning 
environment on student teachers’ teaching behaviour and whether their 
behaviour was deliberate. An experimental design was chosen to determine the 
focus of student teachers’ teaching behaviour. The focus in behaviour of the 
student teachers that participated in the designed learning environment 
(experimental group) was compared to the focus of student teachers in the 
regular learning environment (control group). Subsequently, the accounts of 
student teachers’ learning-focused teaching in the experimental group were 
investigated to determine how their cognitions and behaviours were related and 
whether their teaching was deliberate. Portraits were constructed on the basis 
of the outcomes on the conceptions, teaching behaviour, and accounts of two 
student teachers (the fourth part study). 
 
Participants 
Twenty-two student teachers from the institute for Technical Teacher Education 
participated in the second part study. The participants came from all four 
departments of the institute, namely Automotive Technology, Building and 
Construction Technology, Mechanical and Electrical Engineering, and Food 
Technology. Twelve student teachers participated in the experimental group 
and ten in the control group. Both groups were equally selected on the basis of 
discipline, background, gender, and age. The investigation of the relation 
between cognition and behaviour and whether they taught deliberately was 
limited to the experimental group.  
 
Learning environment 
The learning environment for the experimental group was as for the first part 
study, except that the student teachers participated in a school for two days per 
week. In the control group, student teachers participated in regular lessons in 
which the teacher educator taught content about specific teaching methods in 
vocational education. The teacher educator discussed the assignments 
(homework) mainly by giving product-oriented feedback and recommendations 
regarding the products resulting from the assignments. The assignments were 
independent of the school context. Internship was organised and assessed as a 
separate trajectory and was also two days per week. The practice schools were 
similar for both groups.  

http://www.educationfair.nl/program/show/bachelor/teacher-education-in-automotive-technology/fontys-university-of-applied-sciences-eindhoven/1166
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-building-technology/fontys-university-of-applied-sciences-eindhoven/1148
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-building-technology/fontys-university-of-applied-sciences-eindhoven/1148
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-mechanical-engineering/fontys-university-of-applied-sciences-eindhoven/1168
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Instruments 
In order to answer research question II, we investigated the teacher activities of 
the 22 student teachers during one of the lessons they taught. The data about 
student teachers’ teaching behaviour were collected by means of video 
observations in the classrooms. In order to answer research question III, we 
investigated the content of the accounts the student teachers of the 
experimental group (n=12) gave for their teacher activities in one of the lessons 
they taught. Data were collected by means of interviews. All 12 student teachers 
from the experimental group were interviewed regarding their observed 
teacher activities during the last three weeks of their internship to determine 
(1) how they accounted for their ways of teaching and (2) if these accounts 
reflected a deliberate focus on student learning.  

To construct illustrating portraits, we combined the data on conceptions, 
teaching behaviour, and accounts of their teacher activities of two of the 
student teachers who participated in the designed learning environment to 
illustrate their conceptions, behaviour, and accounts and the relations between 
these from a more individual perspective. With the portraits we were able to 
have a closer look and give a more complete picture of what learning-focused 
teaching looks like. 
 
1.5 Relevance  
 
The research presented in this dissertation has both theoretical and practical 
relevance. On the theoretical level, the present research aims to contribute to 
new views on ways to prepare student teachers for learning-focused teaching 
(cf. Grossman & McDonald, 2008; Schelfhout et al., 2006).  

Another important theoretical gain of this research for teacher education 
is that it may to some extent provide an alternative to developmentally phased 
or concerns-based models of teacher education (Fuller & Bown, 1975; Lidstone 
& Ammon, 2002; Wang, Odell, & Schwille, 2008). If our designed learning 
environment indicates that student teachers are able to design their lessons 
with a definite focus on student learning and teach accordingly, that outcome 
would nuance such developmental views and models.  

We further hope to provide more insight in the complex relationship 
between student teachers’ cognitions and behaviour while learning to teach. In 
general, not much is known about how consistent this relationship between 
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cognition and behaviour is with student teachers. In our research we hope to 
show that our learning environment affects both cognition and behaviour 
towards learning-focused teaching. We might thus contribute to current 
developments of a pedagogy of enactment in teacher education. 

The findings of this research will be practically relevant as well. The design 
of the learning environment may provide a concrete example of how to educate 
student teachers for learning-focused teaching. If the designed learning 
environment, including the dialogical role of the teacher educators and mentors 
in the schools, proves to be able to realise learning-focused conceptions and 
teaching behaviour in student teachers, it seems sensible to implement it in 
teacher education and to further refine it and adapt it to the specifics of 
different contexts of education.  

The authentic task concerning student learning in an authentic context may 
further provide an example of how student teachers’ knowledge acquisition can 
be related to their teaching practice. We hope the presented model of a learning 
environment might thus contribute to bridging the gap between theory and 
practice in teacher education (cf. Korthagen & Kessels, 1999).  

Though the context of this research is Dutch Technical Teacher Education, 
which educates teachers for working in (preparatory) secondary vocational 
education, the outcomes might be relevant for teacher education programmes 
in general, since focusing on and provoking student learning are the essence of 
all teachers’ professionalism. 
 
1.6 Overview of the dissertation 
 
The dissertation consists of six chapters. The introduction to this dissertation is 
the focus of Chapter 1.  

Chapter 2 answers the first research question regarding the influence of the 
designed learning environment on student teachers conceptions. The results 
show: (1) whether and how student teachers’ conceptions of learning and 
teaching are changed after the programme, (2) to what extent the learning 
experiences of student teachers reflect a focus on student learning, and (3) 
which characteristics of the learning environment have influenced the 
conceptions of learning and teaching and the focus of the student teachers. 

Chapter 3 addresses the outcomes of the research question regarding the 
influence of the designed learning environment on student teachers’ teaching 
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behaviour in practice. The teacher activities of student teachers (n=12) in this 
experimental learning environment were compared to those of student 
teachers (n=10) in the regular environment. Data about student teachers’ 
teaching behaviour were collected by means of video-observations in the 
classroom. The results show what teacher activities the student teachers in each 
group showed during their lessons and answers the question whether and how 
these were focused on student learning. 

In Chapter 4 the research question is answered whether the student 
teachers of the experimental group in the second part study who showed 
learning-focused teaching behaviour deliberately taught with a focus on student 
learning. The student teachers (n=12) were interviewed regarding their 
observed teacher activities to determine how they accounted for their ways of 
teaching and if these accounts reflected a deliberate focus on student learning. 
The results show the topics of student teachers’ accounts, representing their 
practical knowledge, and whether and how these were focused on student 
learning.  

Chapter 5 offers a closer look at two student teachers regarding all three 
main concepts of this dissertation: conceptions, teaching behaviour, and 
deliberate learning-focused teaching. For this purpose, we combined the data 
of our previous part studies to generate detailed and in-depth illustrations, or 
portraits, of two of the student teachers that participated in the designed 
learning environment. The results show their focus in behaviour, conceptions, 
and accounts and the relations and consistency between these. The results also 
show whether the portraits confirm on the individual level the various findings 
of the investigated group as a whole. 

In Chapter 6 the main findings, points for discussion, limitations of the 
research, and the role of the researcher are described, followed by the 
implications for practice and suggestions for further research.  

Chapters 2 and 3 were written as independent articles, which have been 
published in or submitted to different journals. As a consequence, some overlap 
exists in the theoretical backgrounds and the descriptions of the learning 
environment in this Chapter, Chapter 2, and Chapter 3.  
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CHAPTER 2 
Student teachers’ development of learning-focused 

conceptions2 

 
 
 

Abstract  
Student teachers’ conceptions of learning and teaching influence the way they 
approach situations in teaching practice. To provoke a focus on student learning 
in student teachers during teacher education, specific learning environments 
are needed. This part study reports on results of a specifically designed learning 
environment characterised by the use of authentic contexts, authentic tasks and 
reflective dialogues. Questionnaires, drawings, metaphors and learner reports 
were used to gain insight into the development of student teachers’ conceptions 
and the influence of the learning environment on this. Results indicate that the 
learning environment contributed to more learning-focused conceptions of 
learning and teaching.  
  

                                                           
2This chapter has been published as: Swinkels, M. F. J., Koopman, M., & Beijaard, D. (2013). 
Student teachers' development of learning-focused conceptions. Teaching and Teacher 
Education, 34, 26-37. 
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2.1 Introduction 
 
The purpose of this part study is to investigate a learning environment for 
student teachers in which they are supported to develop a focus on student 
learning during teacher education. A focus on student learning seems to be a 
key factor for becoming and being a successful teacher (Lidstone & Ammon, 
2002). If student teachers make what and how students learn a priority, they 
can better adjust the curriculum, pedagogy, and lessons to their students' 
needs. For teaching from a student learning perspective, it is essential that their 
conceptions of learning and teaching are directed towards student learning 
(Pajares, 1992; Patrick & Pintrich, 2001). However, research shows that the 
attention of many student teachers is often directed away from student learning 
by more prominent classroom dynamics, such as classroom management or 
instruction, and that they tend to develop survival-oriented strategies (Fuller & 
Bown, 1975; Lidstone & Ammon, 2002; Oosterheert & Vermunt, 2001). Their 
focus seems to be more on developing their own professional skills and their 
expertise in transmitting content knowledge than on their students’ learning 
and knowledge construction (Kember & Kwan, 2000).  

This teaching- or content-centred focus may to some extent be due to the 
developmental phases student teachers go through. It is frequently argued that 
focusing on student learning is a process that takes time and develops in a 
sequential order (Lidstone & Ammon, 2002; Zhu, 2003). Student teachers are 
often thought to progress through the following stages of development: being 
concerned with themselves and how to survive as teachers; being concerned 
with the teaching situation; and finally having concerns that pertain more to 
student learning (Fuller & Bown, 1975). This last stage is often realised after 
having finished teacher education.  

Another reason that student teachers do not focus much on student 
learning during teacher education may be found in the way teacher education is 
designed, with a curriculum that often stands apart from teaching practice itself, 
and with an emphasis on acquiring subject and general pedagogical knowledge 
and skills (Lidstone & Ammon, 2002; Schelfhout et al., 2006). Linking theory and 
practice with a specific concern for student learning is often left to student 
teachers themselves.  

Student teachers’ focus appears to be intertwined with their conceptions 
of learning and teaching (Pajares, 1992; Patrick & Pintrich, 2001; Prosser & 
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Trigwell, 1997; Schelfhout et al., 2006). These conceptions act as a filter for how 
they interpret their environment, their relationship to that environment and the 
possible actions in specific situations in their teaching practice (Kember & Kwan, 
2000). Student teachers’ conceptions influence what they consider to be 
important to learn and adopt, and direct their concerns as beginning teachers. 
Conceptions also act as a filter through which meaning is assigned to new 
knowledge and experiences. Student teachers’ conceptions are shaped by their 
prior experiences, before entering teacher education (Holt, 1992). They are 
often difficult to change, because they are part of student teachers’ identities 
and carry strong personal meanings (Entwistle & Walker, 2000). Teacher 
education’s challenge is to facilitate the change towards learning-focused 
conceptions of learning and teaching in student teachers (Pajares, 1992; Patrick 
& Pintrich, 2001). A promising way might be to stimulate the student teachers 
to become aware of and externalise their conceptions, and to relate these to 
what is collectively seen as relevant in a continuous dialogue with others 
(Beijaard, Meijer, & Verloop, 2004; Schelfhout et al., 2006).  

The need to provoke a focus on student learning and develop learning-
focused conceptions in student teachers is important in general as well as in 
Technical Teacher Education which is the context of this part study. Dutch 
Technical Teacher Education prepares for vocational education regarding 
rapidly changing fields in which self-regulated learning skills are required to 
keep up professional expertise. Current vocational education, in the 
Netherlands and internationally, therefore emphasizes the development of 
students’ competencies and their active construction and integration of 
knowledge, skills, and attitudes (Zimmerman, 2002; Zsiga & Webster, 2007). 
These innovations confront teachers with new tasks such as guiding students 
in regulating their own learning and career paths. For this, teachers’ focus on 
student learning is a prerequisite.  

Accepting the importance of conceptions for enhancing a focus on student 
learning, the main question that underlies this part study is how we can change 
student teachers’ conceptions in a learning environment in Technical Teacher 
Education in the Netherlands that was constructed to meet the goals of fostering 
a stronger and earlier focus on student learning. The findings may have 
implications for other teacher education programmes, because focusing on 
student learning might be seen as the core of a teacher’s expertise and 
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professionalism which should not be postponed or left entirely as the student 
teacher’s own concern after graduation. 
 
2.2 Theoretical background 
 
2.2.1 Student teachers’ conceptions 
Conceptions can be seen as personal ideas or beliefs, in this part study regarding 
learning and teaching. Conceptions evolve through experiences in specific 
contexts in such a way that earlier forms co-exist and interact with more 
sophisticated ones. This process of interaction between conceptions and 
experiences continuously leads to a more elaborate framework of conceptions 
(Entwistle & Peterson, 2004; Pajares, 1992). Conceptions are instrumental in 
interpreting educational situations and in the planning of and deciding about 
appropriate behaviour (Pajares, 1992; Prosser, Trigwell, & Taylor, 1994). 
Conceptions are thus related to student teachers’ intentions and teaching 
strategies, and are generally consistent with their teaching practices (Donche, 
2005; Kember & Kwan, 2000; Prosser & Trigwell, 1997). Experiences in teaching 
practice not only contribute to more elaborate conceptions; they may also cause 
changes therein. Student teachers, however, tend to accept and integrate the 
kind of information that fits, and does not conflict with existing conceptions 
(Patrick & Pintrich, 2001). 

Research on conceptions of learning and teaching shows that they are 
mostly described in terms of a continuum ranging from conceptions that focus 
on knowledge transmission by the teacher to conceptions that focus on 
facilitating learning by the student (Kember, 1997). Transmissive conceptions 
can be described as being oriented towards content and outcomes, with a 
teacher-defined curriculum, and knowledge acquisition being most adequately 
achieved through transmission by experts. Learning-focused conceptions can be 
described as oriented towards students’ learning processes; teaching is 
regarded as facilitating learning and as process-oriented, with a curriculum in 
which students are stimulated to (co-)determine learning goals, to be active 
learners, and in which knowledge acquisition is achieved through active 
construction (Hermans, van Braak, & Van Keer, 2008; Kember, 1997; Trigwell & 
Prosser, 1996). Learning-focused conceptions thus represent relevant elements 
of a constructivist model of learning.  
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During teacher education, student teachers’ pre-existing conceptions tend 
to be difficult to change through instruction (Patrick & Pintrich, 2001), so other 
ways have to be sought. To accomplish change of conceptions, these usually 
tacit conceptions have to be accessible. Conceptions can be addressed when 
they are externalised, shared, and reflected upon in a dialogue with others. 
Subsequently, they may be restructured and internalised in a different way, and 
this may lead to change (Patrick & Pintrich, 2001), in this research preferably 
towards learning-focused conceptions. The change can be enhanced particularly 
if student teachers relate their conceptions explicitly to their teaching practice, 
and investigate the implications of their conceptions for student learning and 
their own teaching (Eley, 2006; Tynjälä, 2008). This process can be promoted by 
a reflective dialogue with others, thus being confronted with different 
perspectives on student learning.  

Another way that might promote learning-focused conceptions is through 
actively involving student teachers in real educational contexts by assigning 
them inquiry-oriented tasks concerning student learning. These confrontations 
stimulate reflection upon what student teachers think and know about teaching 
and student learning. Possible discrepancies between student teachers’ 
conceptions, their knowledge and the possibilities for acting in the actual school 
context will encourage them to revise their conceptions, knowledge and 
strategies in order to fit the context. This is a process of contextualisation (Guile 
& Young, 2003; Patrick & Pintrich, 2001). In this process they assign specific 
meanings to the concepts in use in the context, meanings which are distinct 
from other possible meanings that arise in other situations (van Oers, 1998b). 
Learning in real educational contexts thus involves a continuous process of 
abstracting, reflecting, and choosing new contextualisations within actual 
environments (van Oers, 1998b). Simultaneously, the new conceptual 
framework will change student teachers’ perceptions of contexts and the 
possible ways to act in those contexts. Van Oers (1998a) defines this as a process 
of continuous progressive re-contextualisation. The reflective dialogue 
stimulates these activities. Figure 2.1 shows the characteristics of a learning 
environment that are supposed to bring about the process of continuous 
progressive re-contextualisation, a change in student teachers’ conceptions, and 
a focus on student learning. 
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Learning environment 

Reflective dialogue

Authentic task
(experiences)

Authentic context
(experiences)

Prior conceptions 
of learning & 
teaching

Change in conceptions
of learning & teaching

Focus on student 
learning

Contextualisation 
of knowledge & 

conceptions 

Conceptualisation 
of context 

Reflection

Continuous progressive 
re-contextualisation

Figure 2.1 Characteristics of the learning environment 
 
2.2.2 A learning environment focused on changing student teachers’ 

conceptions 
Until now little research has been done on how to design learning environments 
in teacher education that encourage learning-focused conceptions of learning 
and teaching. In this part study, student teachers’ learning to teach can be 
defined as a process of continuous progressive re-contextualisation that 
preferably takes place in authentic contexts in which realistic tasks are used, and 
in which reflective dialogues evoke the change towards learning-focused 
conceptions and a congruent focus on student learning in a functional way (van 
der Sanden & Teurlings, 2003; van Oers, 1998a). A learning environment on the 
basis of the combination of these characteristics was designed for the third-year 
student teachers of the bachelor programme of an institute for Technical 
Teacher Education. The characteristics will be described below (more concrete 
examples of the characteristics are described in Section 2.3.3). 
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Reflective dialogue 
A reflective dialogue is defined here as a reflection on teaching practice eliciting 
externalisation and exchange with others of conceptions, knowledge, and 
experiences regarding learning and teaching. Reflective dialogues, in this part 
study with peers, teacher educators, and mentors, may support student 
teachers in revising their conceptual framework because of a better awareness 
of their conceptions and a better understanding of student learning. Such a 
dialogue might for instance be about an aspect of student learning, for instance, 
self-directed learning, how a teaching strategy might induce this in students, and 
what conceptions underlie this concept and strategy. This dialogue makes 
student teachers go beyond their individual frames of reference and makes 
them consider new, preferably learning-focused, conceptions and knowledge 
about teaching (Knežić, Wubbels, Elbers, & Hajer, 2010; Marsick, 2001). In this 
part study student learning and ways to induce this, form the explicit content of 
the reflective dialogue. Actually, it is this combination of explicitly discussing 
how to promote student learning, and student teachers externalising their 
conceptions that may support student teachers’ change in conceptions. The 
development of learning-focused conceptions can furthermore be enhanced by 
the teacher educators modelling the behaviour that is aimed for (Richardson, 
1996; Schelfhout et al., 2006), for example by using a specific educational 
approach in their lessons, and explaining it in the light of their own conceptions, 
which may induce better insight for the student teachers into its relevance and 
how to put it into practice. 
 
Authentic context  
In this part study we define authentic context as an educational environment in 
real teaching practice that demands professional decisions and actions 
regarding learning and teaching. Real life situations may result in seeing gaps 
and discrepancies in student teachers’ strategies, knowledge, and conceptions 
(Engeström, 1987). Being in an authentic context enables them to investigate 
and re-examine their conceptions of learning and teaching as well as the 
practical implications of those conceptions. For instance, when investigating 
self-directed learning, they might reconsider how they view student learning 
and infer from that what their students’ learning tasks should look like. The 
central issue in this learning process is the ability to give meaning to specific 
situations and to invoke adequate practical knowledge, skills, and attitudes to 
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interpret and deal with them. The question of adequate conceptions and 
functional knowledge can particularly emerge when student teachers are 
confronted with real life issues and tasks (Tynjälä, 2008). Engaging student 
teachers in practical activities may facilitate a change in their conceptions 
because they wish to fit to the particular situation they are confronted with.  
 
Authentic task 
We define an authentic task as a task which is relevant in a given educational 
context with a focus on specific aspects, which in this part study concern student 
learning. An authentic task represents the complexity of teaching. In teacher 
education, authentic tasks often mainly relate to preparing (series of) lessons 
(Schelfhout et al., 2006). In our part study, we choose to construct an authentic 
task that consists of designing a part of an educational programme for the school 
and investigating aspects of student learning relevant for this design as well as 
the effectiveness of the designed programme. Engaging student teachers in such 
authentic tasks asks from them to analyse a problem, search for theories, 
hypothesize solutions, collect and analyse data, and evaluate their starting-
points. If the authentic task is focused on how students can be stimulated to 
learn, and on which aspects in a learning environment may support this, student 
teachers are forced to make explicit and reconsider their own pre-existing 
conceptions about learning and teaching. This process asks for reflection and 
interpretation of educational situations and the exploration of the necessary 
knowledge and skills, and decisions about appropriate teaching behaviours (van 
Oers, 1998a). Explicitly raising student learning as learning content in the 
programme, for example by means of supplying and discussing articles about 
self-directed learning, and relating these insights to their school contexts, will 
encourage student teachers to acquire and restructure relevant knowledge 
about learning and teaching and to adapt these to the situation and the subject 
they want to teach (Lidstone & Ammon, 2002; Schelfhout et al., 2006). 
 
Continuous progressive re-contextualisation 
Authentic tasks, practice in authentic contexts, and reflection are common 
characteristics of many teacher education programmes, but are often mainly 
related to workplace learning and less to systematic reflection on and 
contextualisation of academic knowledge about student learning (Woolfolk Hoy 
& Murphy, 2001). Moreover, student teachers’ often reflect only on their 
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practical experiences, without explicitly taking into account their conceptions 
and acquired knowledge (Patrick & Pintrich, 2001). In the learning environment 
designed for this research, making use of a combination of these characteristics 
in an integrated way may help student teachers bridging theory and practice and 
developing learning-centred conceptions. The authentic task, authentic context, 
and reflective dialogue may thus reinforce each other and affect the process of 
continuous progressive re-contextualisation on two levels. On a process-
oriented level, student teachers’ conceptions may become explicit and 
challenged, especially by confrontation with the practical implications 
(contextualising) of their conceptions in the reflective dialogue (Knežić et al., 
2010). Similarly, their design task combined with the implementation of it in 
actual practice and their reflection on this may provoke student teachers’ linking 
theory to practice (Woolfolk Hoy & Murphy, 2001). On a content-oriented level, 
student learning serves as explicit subject for both the authentic task and the 
reflective dialogue. If a task is undertaken by student teachers, for instance 
designing a series of workshops provoking the integration of theory and practice 
in students regarding ’becoming a car mechanic‘, the various ways this specific 
subject can be taught in a specific context could be investigated and discussed. 
Topics for dialogue might be the practical pros and cons of teaching methods, 
the presuppositions that underlie student teachers’ educational designs, and 
the possible effects of the design on their students’ learning. These findings 
might in turn affect student teachers’ knowledge and conceptions (re-
contextualising). Simultaneously addressing student teachers on both a process-
oriented and a content-oriented level, may direct student teachers towards a 
focus on their students’ learning through stimulating a process of interrelating 
theory on student learning, externalised conceptions, and teaching practice.  
 
2.2.3  Research questions 
The following more specific research questions will be answered in this part 
study: 
 
1. How are student teachers’ conceptions of learning and teaching changed 

after the programme? 
2. To what extent do learning experiences of student teachers reflect a focus 

on student learning?  
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3. Which characteristics of the learning environment have influenced the 
conceptions of learning and teaching and the focus of the student teachers? 

 
2.3 Method 
 
2.3.1  Design of the part study 
The present part study is based on a pre-test post-test design and was carried 
out in the context of a programme for student teachers entitled ’Student 
Learning in Vocational Education’. This programme was carried out in the 
teacher education institute and the students’ practice schools simultaneously. 
In total, the programme took place in one semester (February 2010 – July 2010). 
To investigate the impact of the programme, data were collected with the same 
instruments before and after this programme.  
 
2.3.2  Participants 
The research took place in an institute for Technical Teacher Education which is 
part of a University of Applied Sciences in the Netherlands. This institute 
provides a bachelor degree for teaching technical subjects in vocational 
education, in domains like Automotive Technology, Building and Construction 
Technology, and Mechanical and Electrical Engineering. 

Student teachers are trained to teach students in technical vocational 
education. In technical vocational education students develop competencies 
necessary for starting their working careers in technical professions. There are 
two levels of vocational education in the Netherlands, that is Pre-Vocational 
Secondary Education (PVSE; ages 12 to 16) and, subsequently, Senior Secondary 
Vocational Education (SSVE; ages approximately between 16 and 20). Student 
teachers from the Technical Teacher Education Institute are trained to teach 
these students technical skills and knowledge, often within competence-based 
learning environments. These environments focus on, for instance, stimulating 
students’ self-directed learning and active construction of knowledge, skills, and 
attitudes by means of job-oriented tasks (Zimmerman, 2002). 

Ten student teachers in their third year of teacher education participated 
in this part study. Because of the use of reflective dialogues, a group size of ten 
student teachers was chosen. They formed a representative selection on the 
basis of discipline, background, and age. After an introduction of the part study, 
in which anonymity of the participants was guaranteed, all student teachers 

http://www.educationfair.nl/program/show/bachelor/teacher-education-in-automotive-technology/fontys-university-of-applied-sciences-eindhoven/1166
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-building-technology/fontys-university-of-applied-sciences-eindhoven/1148
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-building-technology/fontys-university-of-applied-sciences-eindhoven/1148
http://www.educationfair.nl/program/show/bachelor/teacher-education-in-mechanical-engineering/fontys-university-of-applied-sciences-eindhoven/1168
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agreed to participate. All student teachers were male. On average they were 
23.6 years old, their ages ranged from 20 to 28. They were student teachers 
from two different departments, namely Automotive, and Building and 
Construction Technology. Their training lasts four years. In the first two years 
great emphasis is placed on the study of their subject and on more general 
aspects of teaching such as school organisation, the curriculum and classroom 
management. In the last two years the emphasis is placed on how to promote 
student learning and how to design adequate programmes to facilitate this.  
 
2.3.3  Programme and learning environment 
During one semester, student teachers participated in a learning community at 
the institute for half a day a week and in a school for one day per week. The 
programme was both process-oriented and content-oriented. Pertaining to the 
process, student teachers were engaged in activities regarding educational 
design and research, teaching, and reflection. The content concerned aspects of 
student learning such as cognitive and meta-cognitive learning activities, 
motivation, and self-regulated and collaborative learning. Learning content was 
related to teaching practice by means of authentic tasks and contexts. The 
student teachers were coached by teacher educators of the institute and by 
mentors in schools by means of reflective dialogues. These characteristics will 
be described below.  
 
Authentic task  
The authentic task was presented at the start of the semester and was aimed at 
focusing student teachers’ attention on relevant aspects of their students’ 
learning and relating theoretical notions to practical situations. The task 
entailed: (1) designing (a part of) an educational programme for the students at 
their practice school, (2) performing practice-orientated research as a basis for 
the development of the programme, (3) carrying out this programme in their 
practice school, (4) investigating the effects of the programme on their students’ 
learning, and (5) reflecting on and discussing their findings and experiences with 
others. By giving this kind of design task, student teachers were forced to work 
out autonomously how to promote student learning instead of focussing mainly 
on teaching strategies. Besides, they were challenged to integrate theory and 
practice. An example of such a task is the design of a series of lessons regarding 
the characteristics and use of building materials. When designing these lessons 
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student teachers were encouraged to expand their knowledge on, for instance, 
how to promote deeper learning in students or their students’ preferred 
learning strategies. They could do this using various sources of literature, by 
questioning their mentors, and using the feedback of their peers. Systematic 
research methods were used to underpin their findings. Subsequently, they had 
to integrate this acquired knowledge in their design and their teaching 
strategies. At the end of the task, the student teachers had to account for their 
design and reflect critically on their own learning process and conceptions of 
learning and teaching.  
 
Authentic context 
Seven practice schools (3 PVSE; 4 SSVE) were involved. The number of students 
in student teachers’ classrooms varied from 12 to 20. Requirements for 
participating schools were: (1) the availability of a mentor who was willing to 
coach by means of reflective dialogues, (2) opportunities for student teachers 
to develop and teach a relevant educational programme, and (3) opportunities 
to investigate the effects of this programme on the students’ learning. During 
their internship the student teachers were encouraged to work together in pairs 
and critically reflect on each other’s work. Six student teachers worked in pairs, 
while four worked individually.  
 
Reflective dialogue 
In this part study, the main part of the interaction between teacher educators 
or mentors and student teachers occurred in reflective dialogues. In these 
dialogues, student teachers were stimulated to reflect about their conceptions 
about learning and teaching, about the acquired knowledge involved, and about 
their experiences. Teacher educators or mentors encouraged reflection by 
asking questions and providing feedback, taking the experiences student 
teachers gained through the authentic task and in the authentic context as a 
starting point for discussions.  

All the teacher educators and mentors involved were instructed 
beforehand about how to carry out a reflective dialogue. The reflective dialogue 
of teacher educators or mentors included, for example, asking student teachers 
questions about what they wanted to achieve with their students and why, how 
they intended to do this, and which decisions underlay the programme they 
wished to develop and execute. It was important that, through these questions, 
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the student teachers were encouraged to find their own solutions and to 
investigate these critically, instead of being given possible answers. For example, 
student teachers searching for methods to stimulate students to learn deeply 
about constructional design might be asked what kind of student behaviour was 
aimed for, what they expected to see, and how these expectations related to 
their conceptions on student learning. More concretely, in this part study the 
design for a project about the use of environmental energy in which PVSE 
students were stimulated to increase their self-directed learning, was critically 
questioned by their teacher educator from the perspective of educational 
psychology and the student teachers´ underlying conceptions about how they 
view students’ learning. Simultaneously, the mentor in the school discussed the 
structure of their design in view of students’ prior knowledge and skills. The 
process of reflecting on and integrating these various considerations, resulting 
from the combination of task and dialogue, was supported by the teacher 
educator.  
 
2.3.4  Instruments 
In most research on conceptions of learning and teaching, interviews, reports, 
and questionnaires are used (Donche, 2005; Entwistle & Peterson, 2004; 
Oosterheert & Vermunt, 2001; Trigwell & Prosser, 1996). Other ways of 
investigating these conceptions include using drawings (Katz et al., 2011; 
Mensah, 2011). In this part study, various methods were used to investigate the 
change in student teachers’ conceptions, namely questionnaires, drawings, and 
metaphors. Learner reports were used to gain insight into the student teachers’ 
learning experiences and how these were influenced by the learning 
environment.  
 
Questionnaire 
For the questionnaire, validated items regarding conceptions of learning3 and 
teaching (Hermans et al., 2008) were used. The questionnaire was administered 
to a group of student teachers (n=170), including the ten participants in this part 
study. The questionnaire consisted of 41 items rated on a five-point Likert scale 
(1 = completely disagree; 5 = completely agree). Factor analysis regarding this 
part study confirmed a two-factor structure, i.e. a transmissive and a 

                                                           
3 Unpublished document, permission to use and publish granted by H. Leeferink, 2011  
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constructivist learning and teaching style. The transmissive style can be 
described as being oriented towards content and teaching, with the teacher 
being perceived as an expert transmitting knowledge. The constructivist style 
can be described as oriented towards students actively constructing knowledge 
and regulating their own learning processes; the teacher is regarded as 
facilitating students’ learning processes. The two dimensions were 
uncorrelated. The reliability of all scales of the questionnaire was sufficient. 
Table 2.1 gives an overview of the scales, their Cronbach’s Alphas and sample 
items per scale. 
 
Table 2.1 
Scales, number of items, reliability, and sample items of the questionnaire 

Scales Number of 
items 

α Sample item 

Conceptions 
of learning 
 

Transmissive 
 

11 0.74 ‘Learning means that learning 
content is being transmitted’  

Constructivist 
 

15 0.82 ‘Most important in learning is 
students regulating their own 
learning processes’ 

Conceptions 
of teaching 

Transmissive 
 

8 
 

0.74 ‘The most important task of the 
teacher is transmitting facts and 
insights’ 

Constructivist 
 

7 
 

0.72 ‘Students should be given room 
to determine their own learning 
goals’ 

 
Metaphors 
Metaphors regarding conceptions of learning and teaching4 were added to the 
questionnaire. The theoretical constructs of the questionnaire also underlay the 
metaphors. The metaphors were first presented to a test group of student 
teachers; eleven metaphors were interpreted unambiguously. In the present 
part study, the student teachers were asked to choose which metaphor best 
represented how students should learn. Metaphors T1, T2 and T3 represented 
transmissive conceptions, Metaphors C1 and C2 constructivist ones. Next the 
student teachers were asked which metaphor was the worst at representing 
how students should learn. The same procedure was followed for metaphors 
about how students should be taught. Metaphors T1, T2 and T3 represented 

                                                           
4 Unpublished document, permission to use and publish granted by H. Leeferink, 2011 
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transmissive conceptions, and Metaphors C1, C2 and C3 constructivist ones. In 
order to check if the metaphors were interpreted correctly, we asked the 
student teachers to explain their answers. Table 2.2 gives an overview and 
description of the scales, and the metaphors. 
 
Table 2.2  
Scales, scale descriptions, and metaphors  

Scales Scale descriptions Metaphors 
Conceptions  
of learning 
 

Transmissive 
 

Content- and outcome- 
oriented learning; 
content and/or strategies 
defined and transmitted 
by teacher 

T1: Learning is like using tools 
T2: Learning is like laying bricks 
T3: Learning is like filling an empty 
stomach  

Constructivist 
 

Process-oriented learning; 
self-regulation by 
students; 
students as active 
learners 

C1: Learning is like designing and 
maintaining a garden  
C2: Learning is like travelling in an 
unknown country 

Conceptions  
of teaching 
 

Transmissive 
 

Content- and outcome- 
oriented; 
teacher regulating 
learning; 
knowledge defined 
and/or transmitted  
by teacher 

T1: Teaching is like fitting out a 
workroom (for instance a kitchen or 
a garage) in which students do jobs 
or make gear 
T2: Teaching is like guiding pupils 
through an unknown city while 
stimulating their commitment and 
enthusiasm but mapping out and 
controlling their route  
T3: Teaching is like passing on an 
inheritance by transferring teachers’ 
possessions to students  

Constructivist 
 

Process-oriented 
teaching; 
facilitating student 
learning; 
stimulating self-regulation 
by students; 
stimulating active learning 
 

C1: Teaching is like organising a 
climbing expedition in which 
students have to collaborate to finish 
successfully  
C2: Teaching is like organising a 
search in which students should 
discover and determine their route 
C3: Teaching is like making available 
a scenery that students have to fit 
out and tend to autonomously, with 
the teacher monitoring students’ 
activities meticulously 
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Drawings 
The student teachers were asked to make drawings about: (1) students while 
they are learning and (2) themselves while they are teaching. The drawings were 
used to gain insights into student teachers’ conceptions of learning and 
teaching. Student teachers were given thirty minutes to make the two drawings 
on a blank piece of paper (A3 size). In order for the researchers to be able to 
interpret the drawings correctly, the student teachers were asked to briefly 
describe what was happening in the drawing, to mention five core concepts that 
were important for what was happening in the drawing and to say what they 
would like to add which could not be expressed in the drawing.  
 
Learner reports 
Learner reports were used to gain insight into student teachers’ learning 
experiences and their focus, and to find out which characteristics of the 
programme and learning environment had influenced their learning 
experiences. In the course of the programme the student teachers were asked 
fortnightly, by means of five questions, to report on their relevant learning 
experiences regarding: (1) what they learned, (2) how they learned, (3) the 
effect of the learning experience in terms of what it brought about in the student 
teacher, (4) the way they used what they had learned in the school, and (5) 
which characteristics of the programme or learning environment had influenced 
the learning experience. The number of learner reports submitted per 
participant varied from five to nine.  
 
2.3.5  Data analysis 
Questionnaires 
For each student teacher, mean scores per dimension, i.e. transmissive and 
constructivist, were calculated for the conceptions of teaching and learning. Pre-
test and post-test scores per student teacher were compared to see if there was 
a meaningful difference before and after the programme. The cut-off point for 
meaningful change was decided to be a difference of a half standard deviation 
(SD) between pre-test and post-test score of each student teacher. 
  
Metaphors 
For each student teacher, the choices for the metaphors for learning and 
teaching were scored using a priori determined labels for each metaphor, i.e. 
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transmissive or constructivist. Pre-test and post-test preferences of each 
student teacher were subsequently compared. 
 
Drawings 
For each student teacher, the drawings were analysed in several phases, 
following an inductive method. First, the drawings about learning and teaching 
were fully described by going to and from the raw data until the description was 
considered saturated. Then labels were ascribed to the descriptions and 
subsequently compared with the answers to the supplementary questions to 
decide if the drawings had been interpreted correctly. A category system was 
developed as it emerged from the labels and overarching themes were chosen 
to decide for each student whether and how a change in conceptions had 
occurred. Theory on conceptions formed the bases for this choice (see Section 
2.2.1). Lastly, the drawings made before and after the programme were 
compared to see if there was a difference. 
 
Learner reports 
To analyse the learner reports, an inductive method was followed. The learner 
reports were first divided into segments; a new segment started when a 
different subject was introduced. Subsequently, labels were ascribed to these 
segments. Statements regarding the five questions of the learner report were 
coded using categories such as student or teacher control, the relation between 
theory and practice, and the role of motivation for student learning processes. 
Statements regarding the characteristics of the learning environment that were 
described as influential on these learning experiences were listed and 
categorised. The characteristics of the learning environment, i.e. authentic 
context, authentic task and reflective dialogue, were used as overarching 
categories.  

 
Within- and cross-case analysis 
For each student teacher the data per instrument were summarised and 
displayed in a matrix (within-case analysis). The rows represented the data from 
the questionnaires, metaphors, drawings, and learner reports. The columns 
represented the time: before, during, and after the programme. Representative 
quotes from the learner reports were added. Subsequently the data in the 
matrix were compared and combined, followed by an investigation into which 
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results corroborated each other and which differed. This resulted in a portrait 
for each participant of: (1) the student teacher’s (change in) conceptions, (2) the 
main topics of the student teacher’s learning experiences and their effects, (3) 
whether a focus on student learning was developed, and (4) which 
characteristics of the learning environment the student teacher described as 
influential on his learning experiences. Each portrait was illustrated with 
representative quotes from the learner reports. In the Results section we will 
describe such a portrait into more detail. 

To compare the 10 portraits, they were analysed cross-case. A matrix was 
developed to display the data of all 10 participants together (Miles & Huberman, 
1994). The participants represented the rows of the matrix. The columns 
successively represented: (1) the degree and direction of change of conceptions 
per instrument, (2) the topics related to the change of conceptions as apparent 
in the drawings, (3) the degree of congruence between the three instruments 
regarding conceptions, (4) topics of the learning experiences as they were 
apparent from the learner reports, and (5) influential characteristics of the 
learning environment mentioned in the learner reports. The topics of the learner 
reports were compared with those of the drawings to see if the same topics 
emerged. This was deemed necessary to decide if the characteristics of the 
learning environment described as influential on the learning experiences might 
apply to the change in conceptions as seen in the drawings. Each column was 
studied in order to draw conclusions regarding the three research questions.  
 
Reliability 
In line with an audit procedure (cf. Akkerman, Admiraal, Brekelmans, & Oost, 
2006), the reliability of all coding processes, as well as the justifiability and 
acceptability of the analyses, were checked by another researcher. The raw 
data, coded data, category system, the results per instrument and per case, 
portraits, and conclusions were placed at the disposal of the auditor. The 
manner in which the data were gathered and analysed was judged to be 
accurate and acceptable5. 

 

                                                           
5 The audit report written by the auditor about the specifics concerning the trustworthiness of 
this part study can be requested from the author. The audit report consists of the whole 
procedure of decision making, data gathering and analysis, including examples of categorised 
data material, findings, and the conclusions of the auditor. 
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2.4 Results 
 
In the following sections, the changes in student teachers’ conceptions per 
instrument, their learning experiences and focus on student learning, and the 
characteristics of the learning environment that have influenced the 
conceptions will be described respectively. Because of the small number of 
participants and the level of variability within this group, the results will further 
be described on a more qualitative and individual level. To provide more insight 
into what actually happened, one student teacher will be described as a case.  
 
2.4.1  Student teachers’ change in conceptions  
Questionnaire 
Table 2.3 shows that for both the pre-test and post-test, the scores of all 
constructivist conceptions were on average higher than of the transmissive 
conceptions. Also, on average transmissive teaching scores were considerably 
lower than transmissive learning scores, while on average constructivist 
teaching scores were just a bit higher than constructivist learning scores.  
 
Table 2.3 
Summary of the results of the questionnaire per student teacher (ST) on a scale 
from 1-5  

 ST Conceptions of learning Conceptions of teaching 
transmissive constructivist transmissive constructivist 

  pre post pre post pre post pre post 
1 Peter 3.45 2.82 3.00 3.40 3.13 3.38 2.57 2.71 
2 Josh 2.91 2.55 3.67 3.73 2.13 1.13 4.00 4.71 
3 John 2.91 2.82 2.93 3.53 2.25 2.13 3.00 3.86 
4 Simon 2.91 2.55 3.67 3.93 2.38 2.38 4.14 4.29 
5 Colin 3.90 2.55 3.40 3.67 3.75 2.88 2.29 3.57 
6 Victor 3.27 3.00 3.40 3.40 2.13 2.13 3.14 3.29 
7 Willy 3.55 2.91 3.53 3.47 3.13 2.75 3.71 3.43 
8 Philip 2.36 2.09 3.33 2.67 2.75 1.50 4.00 3.40 
9 Jack 2.45 3.77 3.80 3.33 2.75 3.63 4.71 3.71 

10 Barry 3.09 3.00 3.27 3.00 2.25 2.88 3.86 3.29 
 Mean 3.08 2.81 3.40 3.41 2.67 2.48 3.54 3.63 

 SD 0.45 0.42 0.27 0.34 0.51 0.75 0.72 0.53 
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Regarding transmissive conceptions of learning and teaching, the pre-test 
showed a mean score of 3.08 for learning and 2.67 for teaching. At post-test, 
student teachers’ transmissive conceptions showed a mean score of 2.81 for 
learning and 2.48 for teaching. Regarding constructivist conceptions of learning 
and teaching, the pre-test showed a mean score of 3.40 for conceptions about 
learning and 3.54 for teaching. At post-test constructivist conceptions of 
learning had a mean score of 3.41 and of teaching of 3.63.  

Looking at the changes that occurred (accepting a cut-off point of a half SD 
as meaningful change) regarding transmissive conceptions, seven student 
teachers showed less transmissive conceptions of learning afterwards, one 
showed more. Four student teachers showed less transmissive conceptions of 
teaching, two showed more, four remained almost the same. Constructivist 
conceptions of learning averagely remained the same, but four student teachers 
showed more constructivist conceptions afterwards and two showed less (four 
remained almost the same). Regarding constructivist conceptions of teaching: 
three student teachers showed more constructivist conceptions afterwards, and 
four showed less. Three student teachers did not show a meaningful change. 

The overall pattern is that a subgroup of six student teachers (1-6) mainly 
showed an increase in constructivist and a decrease in transmissive conceptions 
of learning and teaching; a subgroup of four student teachers (7-10) showed a 
decrease in their (initially relatively strong) constructivist conceptions, while 
their transmissive ones remained almost equal. An example of a change towards 
constructivist conceptions is Colin, decreasing in his transmissive scores from 
3.90 to 2.55 on learning, and from 3.75 to 2.88 on teaching. His constructivist 
scores increased from 3.40 to 3.67 for learning, and from 2.29 to 3.57 for 
teaching. At the pre-test, for instance, he filled in ‘2’ (disagreeing) for the item 
‘Students learn best when they work according to their own learning goals’ 
(constructivist item), while at the post-test he filled in ‘5’ (completely agreeing) 
for this item. Also, looking at a transmissive item, at the pre-test he filled in ‘4’ 
(agreeing) for the item ‘learning means that knowledge is being transmitted to 
you’, while at the post-test he filled in ‘2’ (disagreeing) for this item.  
 
Metaphors 
In the metaphors (see Table 2.4), regarding the pre-test conceptions of learning, 
six student teachers chose a constructivist metaphor that represented best how 
students should learn, four chose a transmissive metaphor. Seven student 
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teachers chose a transmissive metaphor that represented this least. Regarding 
pre-test conceptions of teaching, only three student teachers chose 
constructivist metaphors representing best how students should be taught. 
Seven student teachers chose transmissive metaphors representing this least. 
Looking at the changes in the choice of the metaphors regarding the conceptions 
of learning, two student teachers showed a shift towards more constructivist 
conceptions after the programme compared to the pre-test when asked which 
metaphors represented best how students should learn. Regarding the 
conceptions of teaching, six student teachers showed a shift towards more 
constructivist conceptions after the programme. Mainly the same shifts were 
visible when asked which metaphors represented least how students should 
learn or be taught.  
 
Table 2.4  
Summary of the results of the metaphors per student teacher (ST) 

 
ST Conceptions of learninga Conceptions of teachingb 

Best  Least  Best  Least  
  pre post pre post pre post pre post 

1 Peter T1 T1 T3 T2 T2 C3 C3 T3 
2 Josh T2 C1 C1 T3 T2 T2/C3c T1 T3 
3 John C2 C1 T3 T3 T2 C3 T3 T3 
4 Simon T1 T1 T3 C2 C3 C2/C3c T1 T3 
5 Colin T2 C1 C2 T3 C3 C1 C3 T2 
6 Victor C2 C1 T3 T3 T2 T2 T3 C1 
7 Willy C1 C1 C2 C2 C3 C3 C2 T2 
8 Philip C2 C2 T2 T2 T2 C1 T3 T3 
9 Jack C2 T1/C2c T3 T3 T2 T1/C2c T3 T3 

10 Barry C2 C2 T3 T3 T2 C2 T3 T3 
a Conceptions of learning: transmissive: T1, T2, T3; constructivist: C1, C2 
b Conceptions of teaching: transmissive: T1, T2, T3; constructivist: C1, C2, C3 
c Despite instructions some student teachers chose two metaphors when asked which 

metaphors represented best how students should learn or be taught 
 
An example of a student teacher with a constructivist shift is Josh, who at the 
pre-test chose ‘Learning is like laying bricks’ (T2) as the metaphor which 
represents best how students should learn, while choosing ‘Learning is like 
designing and maintaining a garden’ (C1) at the post-test. Precisely this last 
metaphor was chosen by him at the pre-test to represent least how students 
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should learn. At the post-test he chose ‘Learning is like using tools’ (T1) as 
representing this least. 

Overall, student teachers either maintained or moved towards 
constructivist perspectives after the programme, ending up with only two 
student teachers with transmissive conceptions of learning and one with 
transmissive conceptions of teaching.  
 
Drawings 
Overall, the pre-test scores show more transmissive than constructivist 
elements in the drawings (81 vs. 54; see Table 2.5). Regarding the pre-test 
drawings of learning, seven student teachers showed more transmissive than 
constructivist elements; only one (Willy) showed clearly more constructivist 
elements. Regarding teaching, also seven student teachers showed more 
transmissive elements, while three showed more constructivist ones.  
 
Table 2.5  
Summary of the results of the drawings per student teacher (ST) a 

 
ST Conceptions of learning Conceptions of teaching 

transmissive constructivist transmissive constructivist 
  pre post pre post pre post pre post 

1 Peter 4 0 2 6 3 0 0 7 
2 Josh 3 0 1 9 5 0 0 3 
3 John 6 3 2 7 4 2 1 8 
4 Simon 4 2 4 9 4 1 6 9 
5 Colin 7 2 3 5 6 7 3 2 
6 Victor 7 0 5 15 6 1 4 9 
7 Willy 0 2 6 9 5 0 4 4 
8 Philip 3 0 1 8 1 0 3 7 
9 Jack 8 0 4 8 0 1 3 8 

10 Barry 1 0 2 14 4 0 0 10 
 Total 43 9 30 90 38 12 24 67 

a The digits represent the number of transmissive or constructivist codes that were ascribed to the 
drawing 
 
Regarding the post-test drawings about learning, all student teachers showed 
more constructivist elements compared to the pre-test. Nine student teachers 
showed less transmissive elements. Regarding the drawings about teaching, 
eight student teachers showed more constructivist elements in the drawings 
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after the programme, one showed less (Colin), and one showed no difference 
(Willy). Eight student teachers showed less transmissive elements afterwards, 
two showed slightly more. Figure 2.2 displays an example of Barry’s pre-test 
drawing about teaching, demonstrating mainly transmissive elements, such as 
the teacher transmitting content with the help of a smart board, and a student 
learning by frontal instruction. His post-test drawing about teaching shows 
mainly constructivist elements, such as self-directed learning, practice-oriented 
tasks, and the teacher as coach (Figure 2.3). This interpretation was guided by 
Barry’s description of what was happening in the drawing. 

Overall student teachers ended up with a considerable shift towards 
constructivist conceptions of learning and teaching, and with a decrease in 
transmissive conceptions. In fact, four student teachers showed no transmissive 
elements in their post-test drawings at all. The most important changes in the 
drawings concerned the role of the teacher, which changed from the 
transmission of knowledge in front of the classroom towards the coaching of 
students while learning collaboratively. Furthermore, conceptions changed 
from teacher towards student control and a greater attention to students’ self-
regulated learning and ownership. Also the way subject matter is dealt with 
changed from student teachers transmitting knowledge to students actively 
constructing knowledge. At post-test, student teachers’ drawings showed a 
stronger relation between theory and practice than at pre-test.  
 
Summary of student teacher’s changes in conceptions 
Overall, for six student teachers the change in conceptions is consistent across 
the measures (student teacher 1-6), meaning a shift towards more constructivist 
conceptions and diminishing of transmissive conceptions, though in the 
metaphors one of them remained almost the same (Victor). For the others 
(student teacher 7-10) there is evidence of the same change in the drawings and 
in the metaphors of teaching (in the metaphors of learning they remained 
constructivist). But for these four, the questionnaire also showed a change 
towards less constructivist conceptions, while the transmissive ones showed 
diverse scores. 
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Figure 2.2 Drawing of student teacher while he is teaching (Barry, pre-test). 

 

 
Figure 2.3 Drawing of student teacher while he is teaching (Barry, post-test). 
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2.4.2  Student teachers’ learning experiences and focus on student learning 
The learning experiences described in student teachers’ learner reports gave 
more insight into the character and content of the changes in conceptions, and 
thus the focus of student teachers. Overall, the content of the learning 
experiences described in the learner reports corresponded with the topics seen 
in the post-test drawings. Corresponding constructivist elements emerged in 
both measures, such as the necessity to integrate theory and practice. Only few 
remarks were made from a transmissive perspective in the learner reports. All 
student teachers showed a focus on student learning in their descriptions. 

The descriptions in the learner reports (LR) particularly dealt with student 
teachers’ concern for students’ processes of deep learning and how to stimulate 
their thinking, reflection, and explication processes. For instance: 
 

Because a student wants to explain something, he reflects about what he 
knows about the subject matter. He then structures his knowledge in order 
to be able to explain it to his peer. In communicating, he goes through the 
subject matter again. Because of this process, deep learning takes place 
(John, LR 2). 

 
The search for teaching activities that would enhance the process of deep 
learning in students was also often mentioned, for instance: 

 
Students have to acquire their own answers for [practical] problem-based 
tasks. By acquiring their knowledge autonomously, the information sinks in 
better, and thus deep learning may be aroused (Victor, LR 7). 

 
The learning experiences in the learner reports further concerned the role of 
affective learning activities and how to connect with experiences of students. 
Furthermore, an emphasis could be noticed on students’ learning processes 
regarding relating and integrating theory and practice. 

Some student teachers, for instance Jack and Barry, also explicitly described 
the activities of the teacher educator as being effective for their own learning 
process. They mentioned to have adopted these activities themselves in their 
own teaching. This might indicate that the behaviour modelled by the teacher 
educator had an influence on their teaching. This especially concerned activities 
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as discussing with and explaining to peers, and learning by practical tasks while 
relating these to theoretical concepts, for instance: 
 

What I also learned is that if students are doing practical tasks, they are 
open for new information. When they take up a practical task you can tell 
them anything about the subject matter, however profound, and they will 
listen attentively. In my opinion this is the best way to teach (Barry, LR 4). 

 
In the learner reports of four student teachers, the descriptions of their teaching 
activities were also phrased from the perspective of their development as a 
teacher and of their teaching skills, besides being focused on student learning, 
for instance:  
 

My knowledge about designing an educational arrangement has increased 
enormously. Learning processes of students are more in my focus of 
attention, because of the learning process I went through. Before, I often 
looked at things I found important, but it is more important to look at what 
a student already knows and what I can teach them more (Jack, LR 7). 

 
2.4.3  Influencing characteristics of the learning environment  
Regarding the characteristics in the learning environment that student teachers 
reported to have influenced their learning experiences (see Table 2.6), most 
student teachers attributed their learning experiences to observation of and 
interaction with students (pertaining to the authentic context), their teaching 
activities and the design task (pertaining to the authentic context and task), the 
research task and their participation in the learning community, including the 
contents that were dealt with therein (pertaining to the authentic task), and 
dialogue with others (pertaining to the reflective dialogue). All students 
mentioned teaching activities, participation in the learning community and 
contents raised, and the dialogue. 

The combination of design task and teaching activities was visible in the 
learner reports of nine student teachers. The following example shows how this 
combination worked out on student teachers’ learning processes, also pointing 
out the role of the reflective dialogue in which the concept of deep learning was 
introduced:  
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Through having acquired an overview on the whole project [to be designed], 
it is easier to design a learning concept for the whole [project]. Every subject 
fits in and has meaning for my students…This way you are able to design 
and bring about deep learning in students (Victor, LR 5). 

 
Across learner reports, the combination of task, teaching activities, and 
reflection by means of a dialogue together is mentioned often as stimulating 
their learning process or changing their way of thinking about learning and 
teaching (see Table 2.6). 

In contrast to the majority of student teachers, three student teachers 
(Willy, Philip, Barry) did not mention the interaction with students as influential 
on their learning experiences. John mentioned neither design nor research task.  
 
Table 2.6  
Summary of the results regarding reported influential characteristics in learner 
reports 
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1 Peter X X X X X X X 
2 Josh  X X X X X X 
3 John X X X   X X 
4 Simon X X X X X X X 
5 Colin  X X X  X X 
6 Victor X X X X X X X 
7 Willy   X X X X X 
8 Philip X  X X  X X 
9 Jack X X X X X X X 

10 Barry X  X X X X X 
aAC: authentic context  
bAT: authentic task  
cRD: reflective dialogue  

 
 



Chapter 2 

62 

2.4.4  The case of Simon 
To provide more insight into the results and in how a student teacher learned 
during the programme, we elaborate on the results of Simon (see Table 2.7). 
Simon is a twenty year old student teacher in Automotive Technology. His 
internship was, together with a co-student teacher, at a SSVE school with classes 
of 20 students. He designed a series of competence-based lessons about 
electro-kits. Simon focused on motivating students, because this seemed to be 
a problem in his classes, and on integrating theory and practice in his lessons, 
since he hypothesised this to be a possible solution. After doing research on 
competence-based learning, motivation, and the perceptions of his students of 
their programme, he decided to use a practice-oriented approach and new 
authentic tasks in his lessons, and evaluated the results afterwards.  
 
Table 2.7  
Summary of the results of Simon  

Instrument Conceptions of learning Conceptions of teaching 
Questionnaire transmissive constructivist transmissive constructivist 

pre post pre post pre post pre post 
2.91 2.55 3.67 3.93 2.38 2.38 4.14 4.29 

Metaphor best  least best least 
pre post pre post pre post pre post 
T1 T1 T3 C2 C3 C2/C3 T1 T3 

Drawing transmissive constructivist transmissive constructivist 
pre post pre post pre post pre post 
4 2 4 9 4 1 6 9 

 
Simon’s case shows how changes in conceptions were apparent after the 
programme in some measures but not in others. A constructivist shift is visible 
in his conceptions of learning in the questionnaire and drawings; the metaphors 
however show little change. Simon’s written explanation to his (post-test) 
choice for the metaphor which represents least how students should learn 
(‘Learning is like travelling in an unknown country’) was: ‘I think it’s important 
students have a clear goal orientation’, so his choice might also be interpreted 
as emphasising the importance of motivation, rather than as a rejection of 
constructivism. In the drawings made after the programme, a focus is visible on 
many constructivist notions (such as self-directed learning, students’ ownership 
regarding their learning task, and interaction between students) and related 

http://www.educationfair.nl/program/show/bachelor/teacher-education-in-automotive-technology/fontys-university-of-applied-sciences-eindhoven/1166
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forms of education (for example, authentic tasks relating theory to practice, 
problem-based learning, collaborative learning, and the teacher acting as a 
coach). In his explanation for the drawings, he emphasised that these 
characteristics are crucial for student learning. 

The same notions are present in his learner reports. In these reports 
Simon’s attention changed from being focused on aspects of student learning, 
such as motivation, and what it means for practice, towards being focused on 
how to teach so that student learning is facilitated. For instance:  

 
[We] investigated how students can be motivated and what activities will 
stimulate this. We found that students feel that the amount of practice in 
education compared to theory is not enough. They are motivated better 
when theory like physics or mathematics is being utilised in practical 
situations or projects. That way, also according to educational theory, 
applied mathematics fits in better in their perception of the vocational tasks 
at hand (Simon, LR 7).  

 
Simon acquired these insights, according to his learner reports, through the 
combination of observing his students during his lessons, interviewing them, 
studying relevant literature, and discussing actual and alternative teaching 
approaches with his teacher educator, mentors, and peers.  

He also focused on aspects of student learning such as their perceptions 
and goal orientations in relation to his own teacher activities, though also some 
teacher-centred notions can be noticed simultaneously, for instance regarding 
a teacher’s goal:  
 

The goal of a teacher is to convey knowledge. Therefore it is important to 
provoke positive expectations in students. This can be done if students: are 
granted own choices and contribution; have a feeling of meaningfulness 
regarding the subject matter; acknowledge the expertise of the teacher … 
 I want to adopt this [insight] in as much authentic projects as possible 
(Simon, LR 3). 

 
Ownership in students regarding the subject to be learned was often mentioned 
in his learner reports, but was also written in the post-test drawing of teaching, 
as a core concept in the additional answers to the drawings, and added as 
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explanation to the metaphors (twice). This may be considered an important 
concept for Simon in his process of developing conceptions of teaching. 

In the learner reports, Simon mentioned the combination of task, dialogue 
(in the learning community), and practical activities in the authentic context as 
important experiences for his learning process, for instance:  
 

For the design of effective collaborative tasks for students, our learning 
community [at the teacher education institute] has provided me with 
relevant information that I can use at my practice school. While observing 
the students during my lessons I was surprised seeing them work so very 
calmly while working cooperatively. This is how competence-based 
teaching works (Simon, LR 2).  

  
Simon constructed, discussed and gave meaning to knowledge about student 
learning in the learning community and used these insights during the task 
performance. Also having to justify what he thought and what he did 
contributed to his learning process: 
 

I gave an account of how I designed my lessons […]. This is what made me 
learn most […]. What I found interesting, was consciously choosing the 
adequate learning contents and teaching activities for this situation (Simon, 
LR 8). 

 
2.5 Conclusions and discussion  
 
This part study adds to our knowledge about the influence of a learning 
environment in teacher education on the change of student teachers’ 
conceptions of teaching and learning towards a focus on student learning. The 
part study indicates that it is possible to change student teachers’ conceptions 
in a relatively short period of time, even though there were substantial 
differences between student teachers. More specifically, six student teachers 
developed more constructivist and less transmissive conceptions as a result of 
the designed learning environment. The other four student teachers showed the 
same change in the drawings, and also developed more or maintained 
constructivist conceptions as shown in the metaphors, but maintained or 
showed less constructivist conceptions in the questionnaires. A focus on student 
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learning could be noticed in all cases. The student teachers attributed their 
learning experiences to specific aspects of the authentic context, the authentic 
task, and the reflective dialogue, as well as to the subjects that were discussed 
in the learning community.  

The findings support the plea of Lidstone and Ammon (2002) for making 
student learning a high priority in teacher development, since pre-service or 
beginning in-service teachers generally do not yet focus much on student 
learning. They raised the question of how this focus may be accomplished. Our 
findings may contribute to answering their question: after placing student 
teachers in educational contexts and giving them authentic tasks, while entering 
into a dialogue about their conceptions, knowledge, and experiences, this focus 
was apparent in student teachers. Our findings also support the view that 
conceptions of learning and teaching are ‘permeable and dynamic structures’ 
(Hermans et al., 2008, p. 128) and can indeed be changed. This contradicts the 
view of Richardson and Placier (2001) that it is hard to change the possibly 
traditional conceptions of education that student teachers may hold, and the 
findings of Schelfhout et al. (2006) who concluded that none of the approaches 
they observed which were aimed at learning-focused thinking and teaching was 
sufficient in itself to change conceptions.  

The findings reported here are still of a tentative nature. The relationship 
between student teachers’ constructivist conceptions and their focus on 
learning, for example, needs to be clarified further. Though a focus on student 
learning was seen in all student teachers, not all showed a constructivist shift in 
all instruments equally. This may be due to context factors. For instance, a 
demanding environment might more easily generate transmissive conceptions 
of teaching in general, because teachers could be inclined to take up survival-
oriented and teacher-focused conceptions. But, when looking more closely at 
the situation-oriented aspects of the conceptions of our student teachers, the 
constructivist shift was more clearly noticeable. This incongruity may also be due 
to the rate at which student teachers are able to go through various stages. 
Some student teachers may need more time for their development. Even when 
they are already concentrating on student learning in their teaching approaches 
in the actual authentic context, they may still hang on to more transmissive, or 
traditional, ways of thinking at a more general level. Tillema and Knol (1997) 
argue that student teachers must go through four stages before an actual 
revision of their conceptual structures can take place. The first two of these 
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consist of recognition of current conceptions or beliefs and evaluation and 
investigation of new ones, while the later ones concentrate more on the actual 
decision to change and reconstruct a conceptual framework. Our learning 
environment might support such a development by stimulating dialogue, 
research, and reflection on conceptions, knowledge, and situations, and by 
assigning student teachers the task of implementing their new findings in an 
educational design and teaching approaches. The question how student 
teachers’ experiences changed their conceptions of learning and teaching or 
contributed to the process of continuous progressive re-contextualisation needs 
to be investigated further.  

Some directions for further research can be suggested. Various instruments 
were used in our part study, and they did not show completely congruent 
outcomes. In two cases, the questionnaires and metaphors showed different 
outcomes compared to the drawings and to what could be noticed in the 
reported learning experiences. This might indicate that our instruments for 
investigating conceptions did not tap the same aspects of that variable. The 
questionnaire and metaphors seemed to force participants to express a more 
dichotomizing view of teaching than they might actually hold. In the drawings, 
student teachers were able to express conceptions from a more nuanced 
perspective than in the questionnaire and metaphors, for instance enhancing 
students’ active, self-regulated engagement in deeper forms of learning while 
simultaneously being focused on their own teaching methods and curriculum. 
The use of drawings to measure conceptions proved to be an instrument that 
gives rich information about the complex nature of conceptions, compared to 
the questionnaires and metaphors. The questionnaires and metaphors seem to 
give a more general view of student teachers’ conceptions, whereas the 
drawings, and also the learner reports, seem to shed light on the more situation-
oriented aspects of their conceptions. Using different instruments thus may 
illuminate different aspects of conceptions. Further investigation into these 
differences is required. 

Finally, the influence of changes in conceptions and focus on how the 
student teachers actually behave in the classroom has not yet been examined. 
Further investigation into the influence of the learning environment on actual 
teacher behaviour, and the relationship between them, may help teacher 
educators to better and sooner prepare student teachers for learning-focused 
teaching.  
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We conclude that this is a small, exploratory part study where conceptual 
changes happened, but not always in a consistent way. It shows the complexity 
of conceptual change and the benefit of using multiple assessment tools that 
enable tracing changes in relation to specific activities established within a 
particular learning environment. The results of this part study do point out some 
practical recommendations for teacher educators. These recommendations 
consist of creating a tight relationship between theory and practical experiences 
by assigning student teachers an authentic task that is relevant for and carried 
out in an authentic context. This task ideally consists of a research, design, and 
performance component that forces student teachers to focus on student 
learning and helps them make explicit their conceptions. Continuously 
stimulating reflection on useful theory and on practice, and relating these in a 
reflective dialogue, seems to stimulate the process of continuous progressive 
re-contextualisation deemed necessary to elicit this focus. The combination of 
these educational elements may help to give an answer not only to current 
questions about how to change student teachers’ conceptions and create a 
focus on student learning, but also about how to bridge the gap between theory 
and practice in teacher education and find ways of professional education that 
are grounded in the practical context of teaching (Grossman & McDonald, 2008; 
Patrick & Pintrich, 2001; Woolfolk Hoy & Murphy, 2001). 
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CHAPTER 3 
Enhancing student teachers’ teaching from a student 

learning perspective during teacher education6 

 
 
 
Abstract 
Teacher education’s challenge is to educate for learning-focused teaching, since 
focusing on student learning is the core of teachers’ expertise. This part study 
investigated the outcomes of an educational design in teacher education which 
intends to foster learning-focused teaching. The designed learning environment 
was characterised by the use of authentic contexts, authentic tasks, and 
reflective dialogues. The teacher activities of student teachers (n=12) in this 
experimental learning environment were compared to those of student 
teachers (n=10) in a regular environment. Data about student teachers’ teaching 
behaviour were collected by means of video-observations in the classroom. The 
results indicate that student teachers of the experimental group showed 
learning-focused teaching behaviour, and much more than student teachers of 
the control group. They stimulated active knowledge construction, deep 
learning, reflection and collaboration, and guided students in a process-oriented 
way. A focus on student learning can be realised more and sooner than is often 
assumed. 

  

                                                           
6 This chapter has been submitted for publication as: Swinkels, M. F. J., Koopman, M., & Beijaard, 
D. Enhancing student teachers teaching from a student learning perspective during teacher 
education. 
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3.1 Introduction 
 

Focusing on and understanding student learning are the core of teacher 
expertise (Pajares, 1992; Patrick & Pintrich, 2001). While teaching, however, 
most student teachers tend to focus more on their own teaching strategies and 
the knowledge to be transmitted than on their students’ learning processes and 
learning activities (Lidstone & Ammon, 2002). This might be explained by their 
prominent concern for classroom management absorbing much of their 
attention (Fuller & Bown, 1975). It might also be caused by the way they were 
educated themselves, with an emphasis on acquiring subject matter knowledge 
often transmitted by teachers and apart from the context for which it is 
necessary (Schelfhout et al., 2006). Up till now, much teacher education still 
seems to take place from a rather teaching-focused perspective with an 
outmoded emphasis on conveying knowledge and skills, thus unintentionally 
leading student teachers to adopt this perspective (Lidstone & Ammon, 2002). 
A thorough focus on students’ learning often comes about only after graduation 
and several years of practical experience, if at all (Olsen, 2008). Teacher 
education, however, must enable student teachers to teach from a student 
learning perspective long before their employment. Moreover, in secondary, 
vocational, and primary education, individual students’ learning processes 
constitute more and more the basis for educating students (de Bruijn & Leeman, 
2011). In the last decade, particularly vocational education has been innovated, 
resulting in constructivist educational models with an emphasis on learning 
related to problems encountered in professional practice. These innovations 
confront teachers with new tasks such as guiding students in regulating their 
own learning and career paths. Teacher education should not lag behind today’s 
education. New learning environments are, therefore, necessary to meet both 
present-day’s educational and students’ demands. 

In a previous part study, we designed and tested the influence of a learning 
environment on student teachers’ change towards learning-focused 
conceptions (Swinkels, Koopman, & Beijaard, 2013). After all, student teachers’ 
conceptions regarding learning and teaching play an important role in how they 
actually think and teach (Pajares, 1992; Patrick & Pintrich, 2001). The designed 
learning environment was characterised by using authentic contexts, authentic 
tasks, and reflective dialogues to direct student teachers’ attention and learning 
processes towards their students’ learning. The learning environment indeed 
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appeared to contribute to student teachers’ changes towards more learning-
focused conceptions of learning and teaching. The most important issue, 
however, goes one step further, namely also bringing about learning-focused 
behaviour in student teachers’ teaching practice (Grossman, Hammerness, & 
McDonald, 2009). The main question of this part study, therefore, is whether 
our learning environment also brings about learning-focused teaching in 
practice.  

A research base on teacher education leading to learning-focused teaching 
is still lacking (Grossman & McDonald, 2008). Moreover, most studies on 
learning and teaching of (student) teachers have not shown positive results 
regarding the effectiveness of designed learning environments in teacher 
education (Opfer & Pedder, 2011). Perhaps this might be due to their focus on 
isolated activities, programmes, or processes, thus reducing the complexity of 
these learning environments (Opfer & Pedder, 2011). With this part study, we 
demonstrate that it might be possible to educate for learning-focused teaching 
by using a learning environment that supports student teachers in the complex 
reality of teaching. The context of this part study is Dutch technical teacher 
education, which educates teachers for working in (preparatory) secondary 
vocational education. The outcomes, however, are assumed to be relevant for 
teacher education programmes in general, since focusing on and provoking 
student learning are the essence of all teachers’ professionalism. 
 
3.2 Theoretical background 

 
3.2.1  The need for focus on student learning in teacher education 
The challenge of teacher education is to provoke teacher expertise and 
professionalism in student teachers in a few years’ time. Teacher expertise 
might be seen as an integrated whole of theoretical and experiential knowledge, 
conceptions, and beliefs, and strategies and skills, resulting in teaching 
behaviour with a great focus on bringing about student learning (van Driel, 
Beijaard, & Verloop, 2001). Previous studies have established various 
orientations regarding teaching and educating teachers, ranging from an 
emphasis on the transmission of knowledge to an emphasis on student learning 
(Kember & Kwan, 2000). The reasons that student teachers are concerned with 
their teaching rather than with how their students learn might be found in their 
developmental phase as a teacher. Fuller and Bown (1975) have indicated that 
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student teachers might go through several stages of development, from being 
concerned with themselves and survival in complex teaching situations to finally 
taking student learning as their main concern. Studies have shown that teachers 
often take several years of practice before they reach this last stage, or they 
even drop out before getting there (Lidstone & Ammon, 2002). Developing 
learning-focused conceptions, and constructing and using the necessary 
knowledge and skills for enacting these in practice, seems a complex process in 
which student teachers are often left to themselves (Olsen, 2008). Teacher 
education should induce this focus on student learning earlier and coach all its 
facets explicitly more and sooner. 

Another reason that student teachers tend to focus on their own teaching 
strategies instead of on their students’ learning may be found in the way teacher 
education is usually organised. Teacher education often emphasizes the 
development of subject matter knowledge and knowledge of pedagogy, next to 
acquiring teaching skills in practice and reflecting on these. Theory, practice, and 
reflection are generally organised separately (Darling-Hammond, 2006). This 
separation might hinder student teachers from reorganising their knowledge 
and practical experiences into meaningful practical knowledge that can be used 
while teaching (Akkerman & Bakker, 2012). This issue might be met by, for 
instance, actively involving student teachers in real educational contexts and 
assigning them inquiry-oriented tasks concerning student learning, thus 
encouraging them to think and to act in a practice-oriented and learning-centred 
way. Student teachers could be urged to reflect critically upon what they think 
and know about student learning and to actively search for ways of teaching 
that fit the context and students’ needs (Hammerness et al., 2005). Learning like 
this involves a reciprocal process of continuous contextualisation of theoretical 
concepts, while at the same time giving meaning to and conceptualising practice 
(Patrick & Pintrich, 2001). In this way, teacher education could be designed from 
a student learning perspective instead of a teaching or content-focused 
perspective (Schelfhout et al., 2006). 
  
3.2.2 Conceptions and teaching behaviour 
Student teachers’ teaching behaviour is intertwined with their conceptions of 
learning and teaching (Pajares, 1992; Patrick & Pintrich, 2001; Woolfolk Hoy & 
Murphy, 2001). These conceptions are the outcome of their own experiences in 
the past as a learner and of previous experiences during teacher education 
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(Sugrue, 1997). Conceptions act as a filter for how student teachers interpret 
experiences in practice and guide their use of knowledge and possible actions in 
specific teaching situations (Kember & Kwan, 2000; Patrick & Pintrich, 2001). 
Student teachers’ conceptions influence what they are inclined to learn and 
accept in their frame of reference and direct their concerns and what they 
consider important to act upon. Conceptions are often implicit and therefore 
difficult to access and change. If student teachers become aware of them, the 
conceptions may be challenged, elaborated, and their adequacy as well as the 
associated behaviour may be discussed (Patrick & Pintrich, 2001).  

Learning to teach requires that student teachers not only learn how to 
‘think like a teacher’ but also know how to ‘act as a teacher,’ the so-called 
problem of enactment (Kennedy, 1999). This implies they have to acquire a deep 
understanding of relevant knowledge and of the contextual implications of this 
knowledge, and make the knowledge fit for use while teaching (Hammerness et 
al., 2005; Richardson, 2003). Translating educational theories and conceptions 
into adequate learning-focused teaching behaviour in situations that are open 
to many interpretations is complex. A process of critical reflection is needed to 
analyse the context and to carefully weigh the kind of action that is needed to 
provoke student learning (Opfer & Pedder, 2011).  
 
3.2.3 Defining learning-focused teaching  
In this part study, learning-focused teaching is defined in terms of performing 
teacher activities in which the teacher is concerned primarily with supporting 
student learning when making educational decisions and when acting with 
students (Kember & Kwan, 2000). Different lenses can be used to identify these 
teacher activities more specifically. First, learning-focused teacher activities 
concern the way students acquire knowledge. The learning-focused teacher 
stimulates students to learn through active knowledge construction and to think 
critically and analytically in order to relate new knowledge to their existing 
knowledge, experiences, and practice (Hermans, van Braak, & Van Keer, 2008; 
Vermunt & Endedijk, 2011; Vermunt & Verloop, 1999). Second, learning-focused 
teacher activities concern the nature of teacher-student interactions and the 
guidance given to students, especially regarding students’ activities to (co-
)determine their learning goals and to regulate their own learning (Hermans et 
al., 2008; Vermunt & Endedijk, 2011). The teacher, for instance, provides 
process-oriented guidance and feedback, stimulates reflection, activates 
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student thinking, and relates to students’ experiences, concerns, and future 
professional tasks (de Bruijn & Leeman, 2011). Third, learning-focused teacher 
activities concern the way teachers construe and allocate tasks. The teacher 
creates realistic and complex practical assignments that call for analysing, 
decision making, problem solving, and active knowledge acquisition by students 
(de Bruijn & Leeman, 2011; Vermunt & Endedijk, 2011; Woolfolk Hoy & Murphy, 
2001). The teacher enhances students’ ownership regarding the task to raise 
their commitment. Tasks and knowledge thus become meaningful for students. 
Fourth, learning-focused teacher activities pertain to the organisation of the 
teaching and learning situation. The learning-focused teacher, for instance, uses 
authentic and functional course curricula and materials in order to evoke 
students’ engagement and participation. The teacher enhances cooperative 
learning and sharing of knowledge to provoke active learning and critical 
discussion (de Bruijn & Leeman, 2011; Vermunt & Endedijk, 2011). Teachers 
must further be able to analyse the subject to be taught in terms of learning 
goals for students in order to design and adequately implement learning 
materials that fit students’ personal learning possibilities (Bakkenes, Vermunt, 
& Wubbels, 2010; Schelfhout et al., 2006) and that, at the same time, match 
more encompassing or broader-formulated educational goals. 
  
3.2.4 Learning environment that enhances learning-focused teaching 
To realize learning-focused teaching as defined above, student teachers must 
learn to evaluate what kind of knowledge and skills, guidance, assignments, and 
learning environment their students need in a particular school situation. At the 
same time, student teachers also have to acquire the necessary competencies 
to enact these requirements in practice (Clarke & Hollingsworth, 2002). 
Enactment requires the integration of conceptions, knowledge, skills, and 
practical experiences in student teachers’ mind, and transfer of these to practice 
(Olsen, 2008; Pajares, 1992; Patrick & Pintrich, 2001). Teacher education should 
encourage these processes. A continuous reflective dialogue in both the 
educational and the practical context can be useful in this respect (Borko, 2004). 
In this dialogue with others, conceptions, knowledge, and practical experiences 
can be made explicit, challenged, and related to what is collectively seen as 
relevant (Beijaard, Meijer, & Verloop, 2004; Clarke & Hollingsworth, 2002). 
Authentic research and design tasks in the authentic context of schools can be 
used to orient student teachers towards their students’ learning and to make 
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student learning their primary concern (Woolfolk Hoy & Murphy, 2001). If 
student teachers have to implement and carry out what they themselves deem 
wise for their students’ learning, they are forced to reflect critically on the 
practical consequences (Parke & Coble, 1997). Knowledge of student learning 
and pedagogy is thus processed in compliance with practice, which leads to 
meaningful knowledge and skills that are useful and accessible while teaching 
(Woolfolk Hoy & Murphy, 2001). Critical and reflective evaluation of their final 
educational designs and behaviour, again made explicit in reflective dialogues 
with others (educators, mentors and peers), will give student teachers the 
opportunity to refine their conceptions, knowledge, skills, and design in favour 
of their students’ learning (Parke & Coble, 1997).  

In a previous part study, we showed that our learning environment changed 
student teachers’ conceptions towards a focus on student learning (Swinkels, 
Koopman, & Beijaard, 2013; see also Chapter 2). In this part study, the question 
of enactment will be addressed. Student teachers who participate in our 
learning environment will be compared regarding their teacher activities with 
student teachers who follow a regular programme. 
 
3.3 Method 
 
3.3.1 Design and context of the part study 
An experimental design was chosen for this part study, with an experimental 
group participating in the learning environment characterised by the use of 
authentic contexts, authentic tasks, and reflective dialogues (see Section 3.3.3 
and Chapter 1 for a description of this learning environment) and a control group 
participating in the usual learning environment. The research took place in an 
institute for Technical Teacher Education being part of a University of Applied 
Sciences in the Netherlands. This institute provides a bachelor’s degree for 
teaching technical subjects in vocational education in the domains of 
Automotive Technology, Building and Construction Technology, Food 
Technology, and Mechanical and Electrical Engineering. Student teachers’ 
training lasts four years. In the first two years of the bachelor programme, great 
emphasis is placed on what it means to be a teacher, on getting acquainted with 
the subject, and on more general aspects of teaching such as the curriculum and 
classroom management. In the final two years, the emphasis is placed on how 
to facilitate student learning; the student teachers learn in a more self-regulated 
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way in these last two years. The experimental learning environment was 
implemented in the third year of the bachelor’s programme. The relevant 
content in the learning environment regarded ‘Student Learning in Vocational 
Education.’  
 
3.3.2 Participants 
Twenty-four student teachers participated in this part study. The participants 
came from all four departments of the institute. Twelve student teachers were 
chosen for the experimental group and 12 for the control group. Both groups 
were equally selected on the basis of discipline, background, gender, and age. 
After an introduction to the part study, in which the participants’ anonymity was 
guaranteed, all student teachers agreed to participate. On average, student 
teachers were 23.4 years old, their ages ranging from 19 to 28. Seven were 
female, 17 male. During the programme, two (male) student teachers of the 
control group dropped out, leaving 10 participants remaining in this group. 
 
3.3.3 Programme and learning environment 
All student teachers participated in a programme that took place at the institute 
for half a day per week, and in a school for two days per week, during one 
semester (February 2011 – July 2011). Additionally, half a day per week was 
allocated to work on the assigned tasks. The other two days were reserved for 
studying subject matter. Student teachers’ learning activities were carried out 
in the teacher education institute and in the student teachers’ practice schools 
simultaneously. 
 
Experimental group  
Programme 
In the experimental group, student teachers participated in a learning 
community in which sharing of knowledge and reflection on conceptions and 
experiences were encouraged. The programme was both content-oriented and 
process-oriented. The content consisted of student learning in vocational 
education regarding, for instance, cognitive and meta-cognitive learning 
activities, deep learning, transfer of knowledge, and self-regulated and 
collaborative learning. Knowledge acquisition was related to the student 
teachers’ teaching practice in authentic contexts (see below) by means of 
authentic curriculum design tasks (see below) relevant for and carried out in the 
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schools (Swinkels et al., 2013; see also the previous Chapters). Pertaining to the 
process, student teachers were encouraged to investigate their students’ 
learning, to design educational materials, to implement these in their teaching 
practice, and to reflect on the activities they had undertaken. Reflective 
dialogues were supposed to be helpful in this respect (see below). 
 
Authentic task  
The authentic task entailed the following: (1) designing and carrying out an 
educational programme for the students at their practice school, (2) doing 
practice-orientated research on their students’ learning as a basis for the 
development of that programme and on the effects of the programme, (3) 
carrying out this programme in their practice school, and (4) reflecting on their 
experiences and results and discussing these with educators, mentors, and 
peers. Through this task, the student teachers were encouraged to promote 
student learning and to expand their knowledge about student learning. They 
were supported by using various sources of literature, discussing with and 
questioning their teacher educators at the institute and mentors at their 
practice school, and sharing knowledge and getting feedback from their peers. 
At the end of the programme, the student teachers had to account for their 
design to all persons involved: peers, colleagues, mentors from the practice 
school, and educators from the teacher education institute.  
 
Authentic context  
Eight practice schools were involved in the internships. Requirements for the 
schools to participate were as follows: (1) the availability of a mentor who was 
willing to coach by means of reflective dialogues (see below) and (2) 
opportunities for student teachers to design, investigate, and teach a relevant 
educational programme. Eight student teachers worked in pairs, four 
individually.  
 
Reflective dialogue  
The student teachers were coached by educators from the teacher education 
institute and mentors in schools by means of reflective dialogues. All teacher 
educators and mentors involved were instructed beforehand about how to carry 
out such a reflective dialogue in terms of stimulating student teachers to reflect 
on their conceptions, the acquired knowledge involved, their experiences, and 



Chapter 3 

78 

how to integrate these in their design. It was very important that they asked the 
student teachers questions instead of giving them answers or 
recommendations, for instance, questions about how they perceived their 
students’ learning and on what knowledge their design, materials, or behaviour 
was grounded. They were also instructed about how to provide process-
oriented feedback, for example by entering in a dialogue with student teachers 
about their actual way of knowledge acquisition and self-regulation, and by 
relating these to the student teachers’ own learning goals and their students’ 
learning goals. 
 
Control group 
Programme  
In the control group, student teachers participated in lessons in which the 
teacher educator taught content about student learning in vocational education 
and specific teaching methods. The teacher educator discussed the assignments 
(homework), mainly by giving product-oriented feedback and recommendations 
regarding the products resulting from the assignments.  
 
Tasks 
Most assignments were exercises meant to apply the instructed knowledge in 
designs for hypothetical situations. The assignments were independent of the 
school context, thus not authentic. The designs were sometimes partly 
demonstrated during simulations at the institute.  
 
Internship 
Internship was organised and assessed as a separate trajectory. Eight schools 
were involved. Four student teachers worked in pairs, six individually. Student 
teachers performed teaching tasks in the school that stood apart from the 
programme in the teacher education institute; these tasks were assigned by the 
mentors. 
 
Guidance 
The way the teacher educator taught and coached could be characterised by the 
use of transmissive teaching methods and product-oriented feedback, and not 
as explicitly dialogical. Reflection by student teachers on school experiences 
took place through a written format. The mentors in the school received no 
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instruction about how to coach the student teachers, but they were all 
experienced mentors. Their coaching methods differed according to their 
personal views and mostly pertained to giving feedback and indications about 
how to improve teaching skills in the classroom. 
 
3.3.4 Data collection  
Data about student teachers’ teaching behaviour were collected by means of 
video observations in the classrooms. One lesson per student teacher was 
observed. Student teachers’ teacher activities were videotaped in the last three 
weeks of their internship to see whether a focus on student learning could be 
discerned in their teaching behaviour. Mentors in schools and student teachers 
were asked beforehand for permission to record the lessons, and they all 
agreed. Student teachers were asked to choose a lesson that was representative 
of their way of teaching during the last stage of internship. The lessons varied in 
subject and were either theoretically or practically oriented, or both. The 
duration of the lessons varied from 45 to 120 minutes. The camera was focused 
on student teachers’ behaviour and interaction with their students. An external 
microphone was pinned onto the student teachers’ clothes to record teacher-
student conversations.  
 
3.3.5 Data analysis 
The data were analysed within-case and cross-case by a process of data 
reduction, data display, and conclusion drawing and verification (Miles & 
Huberman, 1994).  
 
Within-case analysis  
For each student teacher, the video recording was observed and described 
generally in terms of the lesson’s subject and duration, the kind of lesson 
(practical or theoretical or both), the way the student teacher coached or 
instructed mostly, and what the students did most of the time. Then, each video 
recording was divided into fragments. A fragment consisted of an interaction 
between the student teacher and an individual student, a small group of 
students, or the whole class. A new fragment started when a different kind of 
interaction took place or when a new subject started. The length of a fragment 
varied from three minutes to a maximum of twelve minutes. Mainly based on 
the literature underlying this part study, four sensitizing concepts were used for 
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observation to describe the video recordings (Bowen, 2008). These served as 
main categories and concerned teacher activities regarding students’ 
Knowledge Construction (I), student teachers’ Interaction and Guidance (II), 
Assignments (III), and the organization of the Teaching and Learning Situation 
(IV). Each student teacher’s teacher activities were described as fully as possible 
in key sentences per fragment and regarding each relevant main category. 
Student teacher’s teacher activities were thus analysed from four perspectives 
to describe as much as possible of the student teacher’s repertoire shown in the 
lesson. Representative quotes were added to the fragment descriptions. 
Subsequently, labels representing teacher activities were ascribed to the 
descriptions. Fragment descriptions and labels of all lessons were repeatedly 
analysed and checked with the video recordings in order to refine and correct 
the use of descriptions and labels. A category system was developed displaying 
all ascribed labels, representing the observed teacher activities, systematically 
per main category. An extra main category, Otherwise (V), was added for labels 
that emerged during the coding process that did not correspond with the labels 
in the other four categories. Groups of labels belonging together were combined 
and described as a subcategory. Each main category was thus subdivided into 
several subcategories and encompassed a diversity of different labels. Lastly, on 
the basis of literature on learning-focused teaching (see Section 3.2), the labels 
were categorised as learning-focused (LF), not learning-focused (NLF), or neutral 
(N), resulting in a conclusive category system. 
 
Cross-case analysis 
For the cross-case analysis, a matrix was developed to display the labels, i.e. 
teacher activities, of all student teachers. The rows represented main 
categories, subcategories, and teacher activities. The columns represented the 
student teachers, arranged per experimental and control group. In the cells of 
the matrix was entered if and to what extent each student teacher showed a 
teacher activity. The difference between the experimental and the control group 
was determined regarding the amount and the kind of LF, NLF, or N teacher 
activities. For each group, the characteristic teacher activities were established 
and described. These were the teacher activities that were shown by more than 
70% of the student teachers and the teacher activities that stood out because 
they were shown by several student teachers in one group, but by none in the 
other. This description enabled further relevant comparison.  
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The difference between the experimental and the control group was 
established in two ways: once regarding all observed teacher activities per 
student teacher, and once leaving out the teacher activities that occurred only 
once or twice per student teacher. The nature of the difference proved to be the 
same for both ways of establishing the results, but the extent of the difference 
increased when teacher activities shown once or twice by a student teacher 
were left aside. The following results are described using the last method, 
considering that it displays the student teachers’ most representative teaching 
behaviour.  
 
3.3.6 Reliability 
Another researcher carried out an audit procedure to check the descriptions and 
the data analysis’ reliability (cf. Akkerman, Admiraal, Brekelmans, & Oost, 2006). 
The whole procedure of data gathering and analysis was documented and 
placed at the auditor’s disposal, including research questions, relevant 
theoretical backgrounds concerning learning-focused teaching, raw data, 
categorised data, and the findings7. This auditor judged the manner in which the 
data were gathered and analysed as acceptable and justified. 
 
3.4 Results 
 
3.4.1 Teacher activities in the experimental and control group 
To determine whether the designed learning environment was bringing about 
learning-focused teaching in practice, we compared the teacher activities of 
student teachers in the experimental group to those of the control group (see 
Table 3.1). 
 
Experimental group 
Looking at the percentages, the experimental group showed considerably more 
LF (93.2%) than NLF (3.7%) or N teacher activities (3.1%), and also considerably 
more LF teacher activities than the control group did (39.5%). The mean score 
of the experimental group on LF teacher activities was 25.2, compared to 7.3 for 

                                                           
7 The audit report written by the auditor about the specifics concerning the trustworthiness of 
this part study can be requested from the author. The audit report consists of the whole procedure 
of decision making, data gathering and analysis, including examples of categorised data material, 
findings, and the conclusions of the auditor. 
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the control group. These findings also applied consistently to the main 
categories separately. In particular, the outcomes regarding the main category 
Interaction and guidance (II) were striking; 46.9% of the LF teacher activities of 
the experimental group was observed in this main category. For instance, during 
their interaction, all student teachers of the experimental group referred to 
students’ future professional tasks, whereas none of the control group did. Also, 
most student teachers of the experimental group referred regularly to students’ 
own concerns and experiences, and they stimulated students’ self-confidence. 
During the lesson, they encouraged student interaction, collaboration, peer 
feedback, and stimulated students to share knowledge. These student teachers 
interacted with their students particularly by way of posing open-ended 
questions to challenge students’ thinking processes, guiding them by way of 
process-oriented and adaptive support, and scaffolding their learning processes. 
Most student teachers explicitly stimulated students’ self-regulated learning.  
Another example of the LF teacher activities in the experimental group 
concerned the way student teachers provoked their students’ Knowledge 
construction (I). They, for example, enhanced their students to relate theory to 
practice. All student teachers enhanced knowledge construction by posing 
thinking-stimulating questions, whereas one-way transmission of knowledge 
was scarcely observed. Regarding the Teaching and learning situation (IV), all 
student teachers of the experimental group designed their own curriculum 
materials to match their students’ learning goal. All but one used authentic and 
complex Assignments (III) that were oriented towards students’ future 
professional work. In most cases, these assignments called upon student 
collaboration, sharing of knowledge, and the students’ self-regulation. This 
observation was in line with student teachers’ way of interaction and guidance 
(see above). Lastly, noticeable though infrequent, two student teachers in the 
experimental group made explicit remarks about how to facilitate students’ 
learning processes during their lesson (main category V, Otherwise). They 
explicitly pondered (while students were working autonomously) on how to 
optimally continue their lesson for the benefit of their students’ learning, and 
they adapted their lesson during the teaching session.  
 
Control group  
In the control group, more NLF (49.2%) than LF (39.5%) or N (11.4%) teacher 
activities were observed, and also considerably more NLF teacher activities than 
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in the experimental group (3.7%). The mean score of NLF teacher activities was 
9.1 in the control group versus 1.0 in the experimental group. This tendency of 
more NLF scores in the control group was also shown consistently in the 
separate main categories. For example, a characteristic teacher activity in the 
control group was the transmission of knowledge in a one-way direction 
(Knowledge construction, I), which was done regularly by nine out of ten student 
teachers during their lesson. Also, half or more of the student teachers in the 
control group regularly used forms of Interaction and Guidance (II) to get 
students’ attention or effort, for instance maintaining discipline by using threats 
of school punishment. This behaviour was not observed in the experimental 
group. Furthermore, all student teachers in the control group fully regulated 
their students’ learning processes and activities, instead of calling upon 
students’ self-regulation. In line with the regulative interaction of the student 
teachers was their use of reproduction-oriented and closed questions. Eight out 
of ten student teachers further used closed and convergent Assignments (III), 
which were subdivided into parts and ordered step by step. The students’ 
learning activities were thus fully determined and regulated by the teachers’ 
assignments. And lastly, half of the student teachers in the control group 
arranged the classroom (Teaching and learning situation, IV) with the tables 
oriented frontally, thereby not encouraging student interaction or 
collaboration. This behaviour also was not observed in the experimental group.  

More N teacher activities (11.4 %) were observed in the control group than 
in the experimental group (3.1 %). The mean score of N teacher activities was 
2.1 in the control group and 0.8 in the experimental group. Examples of N 
teacher activities in the control group were the student teachers giving 
personally oriented feedback (four student teachers in the control group; none 
in the experimental group) and the use of individual tasks (seven student 
teachers in the control group; two in the experimental group).  
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3.4.2 Further observations  
Looking at individual scores, five student teachers in the experimental group 
showed no NLF teacher activities (see Table 3.2). On the other side, three 
student teachers in the control group showed no LF teacher activities. Their 
lessons could be characterised as transmitting content.  

If we look more closely at the teacher activities of individual student 
teachers in relation to the nature of the lessons, three student teachers in the 
experimental group and four in the control group taught a practical lesson (see 
Table 3.2). The lessons of all other student teachers were theoretical or mixed 
(theoretical with a practical component). Consistent with the findings 
mentioned earlier, for each type of lesson, the experimental group showed, 
mostly considerably, more LF teacher activities than did the control group; 
oppositely, the control group showed considerably more NLF activities than the 
experimental group did.  

Most LF teacher activities were observed in each group’s practical lessons. 
The difference between the experimental and the control group regarding LF 
teacher activities were slightly smaller when looking only at practical lessons, 
though it still was considerable. Looking at all lessons of the control group, more 
NLF than LF teacher activities were observed, but looking only at the practical 
lessons, more LF than NLF teacher activities were shown by these student 
teachers (though still considerably less than in the experimental group’s 
practical lessons).  

On average, fewer LF teacher activities were observed in both groups’ 
theoretical lessons, when compared to the practical lessons. Looking only at the 
theoretical lessons, the relative difference between the experimental and the 
control group regarding LF teacher activities was larger, mostly because the 
student teachers in the control group who gave theoretical lessons showed only 
a few LF teacher activities (almost all shown by Mary).  
The LF teacher activities that were observed in the experimental group’s mixed 
lessons were slightly above the total LF average for this group. The only student 
teacher in the control group who gave such a lesson showed more NLF than LF 
teacher activities, and slightly above the total NLF average for his group.  

Furthermore, the experimental group averagely showed the same (small) 
amount of NLF teacher activities for the theoretical lessons as for the practical 
lessons. The control group, however, averagely showed twice as much NLF 
teacher activities in the theoretical lessons compared to the practical lessons.  
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Table 3.2 
Experimental group and control group: number of teacher activities shown per 
ST 

Notes: The names of the student teachers are fictional to ensure anonymity  
ST = Student teacher; LF = Learning-focused; NLF = Not learning-focused; N = Neutral 
 
3.4.3 Zooming in on Lisa and Kane 
Two cases, one from the experimental group and one from the control group, 
are further elucidated to personalize the results. Both their lessons were 
theoretical with a practical component, and illustrate the various teacher 
activities observed in each group (see Table 3.2). 
 
Lisa 
Lisa (experimental group) is a 23-year-old student teacher in the department of 
Building and Construction Technology. She did her internship in a school for 
Senior Secondary Vocational Education. The observed lesson was taught to 
eleven students; she showed high scores on LF teacher activities (see Table 3.3).  
The lesson was one of a series of lessons that was designed for and attuned to 
her group of students. The subject was ‘image and corporate identity design.’ 

Nature of 
lessons 

Experimental group Control group 
ST LF NLF N ST LF NLF N 

Practical Phil 31 1 1 Irene 15  5 1 
Pete 27 0 0 Tom 24  5 2 
Rick 32 4 1 Jose 9  6 2 
    Viggo 13  7 4 

Mean  30 1.7 0.7  15.3 5.8 2.3 
Theoretical Sara 23 1 0 Barry 0 14 3 

Rhys 16 1 0 Taran 0 15 2 
Rory 19 3 0 Mary 6  9 0 
    Liane 0 10 2 
    Tirza 1 10 1 

Mean  19.3 1.7 0  1.4 11.6 1.6 
Mixed: 
Theoretical 
with a practical 
component 

Lisa 34 1 2 Kane 5 10 4 
Piotr 22 0 0     
Colin 24 0 1     
Josh 23 0 2     
Mike 22 0 2     
Kate 29 1 1     

Mean  25.7 0.3 1.3  5 10 4 
Total mean   25.2 1.0 0.8  7.3 9.1 2.1 
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The lesson lasted ninety minutes. Lisa showed a large variation of teacher 
activities, mostly LF. The only NLF teacher activity was her use of an assignment 
in which students’ activities were planned. Her teacher activities that stood out 
most concerned the way she activated students to search for and use prior and 
new knowledge, urging them to reflect on their identity and work experiences 
and to relate these to relevant knowledge and to their professional ambition 
and goals. The subjects were presented by means of activating questions and 
dialogues. In her way of interacting with students and in her use of the open 
tasks she designed, she often connected with students’ personal interests and 
with their (future) professional tasks. She stimulated students’ self-regulation; 
students had a fair amount of freedom in shaping their assignments. 

In Lisa’s lesson, three phases could be noticed. At the beginning of the 
lesson, Lisa introduced and clarified the subjects in a dialogical way. Lisa 
supported students’ giving meaning to certain core concepts by urging them to 
interactively recall prior knowledge, find concrete examples from their 
experiences, and relate the concepts to the possible use in their future 
profession. For example Lisa said:  
 

Do you recognize these phenomena from your practice at work, and in what 
way?  

 
And then later she said:  
 

Can you present some examples of [the concept]? What do you exactly do 
in such a situation?  

 
She also stimulated critical analyses of examples, by asking questions such as:  
 

If you had your own company, what would you like to communicate? ... 
What would you think if you saw something like this [Lisa shows an 
example]?  

 
Lisa asked many open-ended questions to activate her students’ thinking 
processes and to support them in structuring their findings.  

After this introduction, students worked for forty-five minutes on an 
assignment in which they designed their own corporate identity design and logo 
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for their jobs or hobbies. The task thus seemed to relate to students’ ownership 
and reflection on their professional identity. Students worked autonomously 
and individually, but interaction, sharing of knowledge, and peer feedback were 
stimulated. Lisa coached them individually by scaffolding, supporting just in 
time, and asking questions to stimulate critical reflection. For instance, she 
asked: 
  

This [students’ design] also reveals something about you. Do you think it fits 
with you? ... If I look at your image and then your design, do you think you 
want to proceed with this? 

 
Her interaction was process-oriented and oriented towards professional tasks 
and students’ personal meaning or concern. For instance, discussing a students’ 
presentation about his design regarding corporate identity, she asked:  
 

What do you want to show about yourself? ... What did you show before? 
... What do you think is important in your life? 

 
In the third phase, a plenary discussion about some student designs followed, in 
which critical self-reflection, peer feedback, and feed forward were stimulated 
(and given). Lastly, Lisa asked for a short evaluation of the lesson and thanked 
them for their cooperation.  
 
Table 3.3  
Number of teacher activities of Lisa and Kane in main categories 

Main category Lisa (experimental group) Kane (control group) 

LF NLF N LF NLF N 
Knowledge construction  7 0 - 1 1 - 
Interaction and guidance 15 0 2 3 4 3 
Assignments  8 1 0 0 3 1 
Teaching and learning situation  4 0 - 1 2 - 
Otherwise  0 - - 0 - - 
Total 34 1 2 5 10 4 
Mean of group 25.2 1.0 0.8 7.3 9.1 2.1 

Notes: The names are fictional to ensure anonymity  
LF = Learning-focused; NLF = Not learning-focused; N = Neutral 
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Kane 
Kane (control group) is a 24-year-old student teacher, also in the department of 
Building and Construction Technology. He did his internship in Pre-Vocational 
Secondary Education and taught his lesson to six students about AutoCAD 
drawing on computers. He scored below the total mean on LF teacher activities, 
and above the total means on NLF and N teacher activities (see Table 3.3). His 
lesson lasted fifty minutes. Kane showed a small variation of teacher activities, 
mostly NLF. Kane’s way of teaching could be characterised by a mix of 
transmission of knowledge, interaction, and help with attention for students’ 
questions and problems. The tasks he used were subdivided into small parts and 
were convergent. Regulation of students’ learning activities was entirely done 
by Kane.  

The lesson was a mix of frontal instructions and bit by bit application of 
what was taught and demonstrated, for example: 
 

L., did you [student] succeed too? We’ll wait a moment for L. [waiting]. Now 
just do exactly as I do now [Kane demonstrates on the screen].  

 
He explained, demonstrated, regulated, and checked the assignment step by 
step; the subtasks were carried out by students individually. His interaction with 
students was positive and informal, sometimes with a joke, for instance: 
  

First I will demonstrate this on the screen ... I don’t know whether there are 
still questions? L. hasn’t done anything at all, so he should have a lot of 
questions. [Laughs] 

 
Kane posed mostly closed questions. He supported and corrected students 
unasked for, and sometimes took over students’ work. His feedback was either 
task-oriented or personally oriented (mostly positive). Sometimes he asked for 
his students’ attention by touching their shoulder or by asking for their progress; 
he motivated his students by referring to their examination. He ended his lesson 
by thanking his students for their attention and asking whether they thought the 
lesson worthwhile. Then he jested:  
 

Now off you go! Take along that rumble. Move! I’ve had enough. 
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3.5 Discussion and conclusion 
 
3.5.1 Discussion 
The main question of this part study was whether our designed learning 
environment for teacher education was bringing about learning-focused 
teaching in practice. Focusing on student learning is the core of becoming and 
being an expert teacher (Lidstone & Ammon, 2002). With our learning 
environment, we hoped to contribute to learning to teach with a focus on 
student learning sooner and more than is usually accomplished with student 
teachers. After participating in our designed learning environment, student 
teachers showed learning-focused teaching, and convincingly more than the 
student teachers of the control group did, who were educated in a regular 
learning environment.  

These outcomes point to two gains for teacher education. First, they show 
that our learning environment is able to generate student teachers’ learning-
focused teaching behaviour during teacher education. In a former part study, 
we found that student teachers develop learning-focused conceptions after 
participating in the experimental learning environment (Swinkels et al., 2013; 
see Chapter 2). This part study goes one step further: student teachers’ teacher 
activities revealed student teachers’ main concern for student learning, more 
and sooner than was to be expected on account of other studies about 
educational interventions (Baeten, Struyven, & Dochy, 2013; Schelfhout et al., 
2006). Particularly, differences between student teachers’ teacher activities of 
the experimental and those of the control group were interesting. Student 
teachers in the experimental group stood out for aiming at meaning-oriented, 
constructive, and self-regulative learning in their students. For example, student 
teachers in the experimental group continuously used activating questions to 
stimulate analytical, critical, and reflective student thinking processes. These 
questions were oriented at provoking students’ active knowledge construction, 
and at students giving personal and professional meaning to concepts and skills. 
Student teachers further triggered meaning-oriented learning by means of 
questions that stimulated students to relate theory and professional practice 
and to contextualise what they learned. The student teachers seemed to aim for 
deep learning by their students. Student teachers’ questions also focused on 
stimulating regulative learning processes in students. These processes were 
further reinforced by student teachers’ process-oriented feedback and 
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interaction. From these observations, we conclude that the student teachers in 
the experimental group seemed to aim also at developing students’ 
metacognitive thinking skills, i.e. at students learning to learn and to reflect on 
what they learn. Next to this, the student teachers stimulated their students to 
collaborate on complex tasks, to share knowledge, perspectives, and 
experiences, and to provide peer feedback. These activities also called upon 
students’ analytical, critical, and reflective skills. The student teachers thus 
showed a consistent learning-focused approach regarding knowledge 
construction, interaction with students, and the use of tasks in the learning 
environment they created. The positive outcomes are probably due to 
consistently addressing student teachers’ learning processes on two levels 
simultaneously: on a process-oriented level, namely by challenging student 
teachers’ conceptions, knowledge, and teaching practice; and on a content-
oriented level, because student learning in the authentic context served as an 
explicit subject for both the student teachers’ authentic task and the reflective 
dialogues. This subject integrated student teachers’ learning activities regarding 
their development of conceptions, knowledge construction, acquirement of 
skills, design activities, and teaching practice – especially through the use of the 
reflective dialogues in addition to the use of the authentic task. The reflective 
dialogues urged student teachers to explain and to account for their designs and 
actions in terms of knowledge and insights about their students’ learning. The 
experimental learning environment thus realised a consistent combination of 
enactment of and shared reflection on student teachers’ knowledge, beliefs, 
and practice in relation to each other and in relation to the central mediating 
subject, namely student learning. In this way, the combined characteristics of 
the learning environment appeared to contribute to student teachers’ 
deliberate practice, meaning here a prolonged and mindful engagement in 
practice that is specifically designed to improve individual teaching performance 
intended primarily to increase student learning (Dunn & Shriner, 1999).  

The second gain for teacher education might be found in the alternative 
way of educating student teachers that the learning environment may provide 
to developmentally phased or concerns-based teacher education. Many teacher 
education programmes are in some way based on a view of teacher 
development as a steady developmental progress and centred around concerns 
that seem prominently present in the various phases of (student) teachers’ 
development (Fuller & Bown, 1975; Lidstone & Ammon, 2002). Adhering strictly 
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to such assumptions might well cause them to prove right. If teacher education 
starts with providing student teachers with knowledge and skills around these 
concerns, and if it starts off from the first (assumed) phase, student teachers are 
apt to experience such concerns accordingly. Our findings, however, somewhat 
nuance the developmental view of, for instance, Lidstone and Ammon (2002), 
that understanding student learning is a developmental process that takes time 
and that develops in a consistent sequence, beginning with less sophisticated 
understandings and gradually evolving to more sophisticated understandings, 
such as ‘How did they learn?’ (Lidstone & Ammon, 2002, p. 30). Providing 
student teachers with a consistent concern for student learning in task, 
discourse, and practice seemed to help them in shaping their development of 
knowledge, beliefs, and behaviour towards an earlier, more sophisticated focus 
on student learning. The concern for student learning was shown to be 
prominent in our student teachers after their participation in the learning 
environment. The findings in our part study support the possibility and 
desirability of educating student teachers right from the start as learning-
focused practitioners, rather than educating them from the perspective of 
development of competencies in practical skills and knowledge along sequential 
developmental phases or lines (Grossman et al., 2009). Grossman et al. (2009) 
argue that ‘teacher education should move away from a curriculum focused on 
what teachers need to know to a curriculum organised around core practices, in 
which knowledge, skill, and professional identity are developed in the process 
of learning to practice’ (p. 274). Provoking an earlier and stronger focus on 
student learning than after years of working experience as a teacher seems to 
be well within reach when student teachers are confronted with tasks and 
contexts in which they encounter the full complexity of the teaching practice. 
The prerequisite for educating student teachers in relation to complex teaching 
practice lies in strongly supporting student teachers in analysing and structuring 
this complexity. In our learning environment, this prerequisite was realised by 
consequently making student learning the centre of the teacher education 
programme, and articulating and enacting consistently the crucial nature of 
student learning for learning to teach. Student learning thus formed the 
construction frame into which all further educational conceptions, knowledge, 
skills, and experiences could be fitted. The reflective dialogues supported 
student teachers in building up a structured, and accessible learning-focused 
frame of reference, which enabled them to act accordingly in practice. In such a 
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way of educating student teachers, the extent of the support and external 
structuring provided to student teachers should differ according to their 
possibilities and needs, rather than by addressing them according to assumed 
developmental phases or concerns. Consequently, the phases of teacher 
development might not be as firmly and sequentially fixed as has often been 
presumed. Student teachers’ teaching behaviour can be influenced 
fundamentally in a relatively short period of time.  
 
3.5.2 Limitations and suggestions for further research 
Though the differences between the experimental and the control group are 
convincing, this is a small-scale part study, and the results therefore have to be 
treated with caution. Generalization of the results is difficult as only a few 
schools and mentors were involved, all in the technical education sector. 
Student teachers from outside this sector might respond differently to the 
learning environment, as might mentors within other sectors to the coaching 
role that was asked of them. The learning environment might not work out the 
way it did if mentors in schools are unable or unwilling to coach by way of 
reflective dialogues. Much energy was invested in the choice of cooperative 
schools and in the instruction and guidance of the experimental group’s 
mentors. Such an effort might be very demanding for some teacher education 
institutes and schools.  

Important questions to be investigated further concern the nature of the 
development of student teachers: is their development towards learning-
focused teaching sustainable and what further measures or circumstances in 
teacher education or afterwards are necessary to enhance sustainability? The 
way of guidance in further education and in their induction phase will certainly 
be important to consolidate their development. A confrontation with more 
teacher or subject-centred methods or demands during subsequent internships 
or their first years of teaching might cause them to drop back to less learning-
focused behaviour if their conceptions and actions are not yet steadily 
internalised. A follow-up study after implementation of the learning 
environment might provide further insights about the extent of and the 
conditions for sustainability.  

Another question to be investigated concerns the nature of the practical 
knowledge that underpins student teachers’ actual learning-focused teacher 
activities. Do student teachers who show learning-focused teaching explicate 
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their actions and choices with an explicit reference to their students’ actual 
learning processes, as well as to knowledge about student learning and how to 
facilitate it? After all, student teachers’ capacity to give a well-grounded account 
of their teaching behaviour in practice may be considered an important quality 
of learning-focused teaching as well as an indication of student teachers’ 
deliberate teaching.  
 
3.5.3 Implications and recommendations 
The results of this part study point out several practical implications for teacher 
educators. First, the results imply that teacher education that aims for learning-
focused teaching should be organised in close alignment with student teachers’ 
professional practice. To implement the experimental learning environment, 
mentors in schools and teacher educators have to carefully align their goals for 
student teachers and their way of coaching them. This collaboration also 
provides other opportunities. In our part study, the student teachers’ actual way 
of functioning in the schools led to small-scale innovative developments in the 
schools. The programmes and methods designed by student teachers of the 
experimental group were mostly regarded as improvements and were 
implemented. On condition of clear communication and close collaboration 
between school and teacher education institute, the learning environment of 
the student teachers might thus also be stimulating for schools’ professional 
development.  

Second, when implementing this learning environment, one should be 
aware that it is the consistency and the coherency of the approach centred on 
student learning that seemed to make it work. In this way, theoretical and 
practical knowledge, conceptions, strategies, skills, and practice are reflected on 
and integrated within one trajectory and experienced by the student teachers 
as inseparably interrelated. Breaking the learning environment apart into 
fragments, for instance by only using the authentic task in an authentic context, 
would probably not result in learning-focused teaching to this extent. We 
further suppose that the reflective dialogue that permeates all constituents of 
the learning environment functions as a crucial mediating process. All educators 
involved in this trajectory are therefore recommended to become competent in 
this way of educating. 

Third, the modelling effect of the educational approach appeared to be 
influential in both the experimental and in the control group. The similarities 
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between how the student teachers were educated and how they educated their 
own students highlight the importance of consistently modelling this learning-
focused learning environment (Clarke & Hollingsworth, 2002; Richardson, 
1997). The way the student teachers were addressed in the experimental 
learning environment was reflected in their own lessons with their students. The 
student teachers in the experimental group held dialogues with their students 
urging them to retrieve, exchange, and reconsider their views, knowledge, and 
experiences, and to give personal meaning to the knowledge and skills to be 
acquired, especially from the perspective of their (future) professional tasks and 
contexts. Modelling the learning environment by the teacher educators may 
thus have led to a double-loop learning process: student teachers’ learning 
processes and their students’ processes were mostly facilitated in the same 
manner. This correspondence may partly be due to the teacher educators’ and 
the mentors’ ability to be explicit about what they were doing and why in the 
reflective dialogues; all participants – educators as well as student teachers – 
had to articulate the knowledge, beliefs, and purposes underpinning practice for 
themselves as well as for others (Loughran & Berry, 2005). What educators and 
student teachers taught and learned was thus consistently enacted, explicated, 
and justified. This may have enabled student teachers to become all the more 
aware of the constituting ingredients of the learning environment, to consider 
their worth, and to adapt them to their own practice.  

The lessons of the student teachers in the control group also reflected the 
learning environment they participated in at the teacher education institute. 
These student teachers’ lessons were mostly with an emphasis on conveying 
knowledge or practical skills, without much attention for their meaning for 
students’ nearby practice or use, or for how these fitted students’ personal 
framework. Neither did these lessons explicitly elicit self-regulation, critical 
reflection, or ownership. The lack of explicit articulation of and reflection on 
meaningful knowledge, strategies, and tools to be acquired may have tempted 
student teachers to follow the role model of the teacher educator or prior 
teaching examples.  

Fourth, it might be recommendable to start using the experimental learning 
environment early in teacher education, taking pre-structured authentic core 
practices regarding student learning as a starting point and then building out 
teacher education consistently around increasingly complex tasks in the 
following years. This increasing complexity entails assigning design and research 
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tasks that are relevant for student teachers’ practice schools and that call for 
analysing the various dimensions of the context, for decision making, and for 
problem solving while taking into account the possible implications of their 
decisions for their students’ learning (Woolfolk Hoy & Murphy, 2001). Along the 
way, the amount of pre-structuring of the knowledge and context and the 
amount of scaffolding may be diminished. In their last year, student teachers 
will thus be able to set their goals, investigate their students’ learning, and 
design, implement, and evaluate a learning-focused programme in a self-
controlled, self-monitored, and self-reinforced way (Glaser, 1996).  
 
3.5.4 Conclusion 
Overall, we conclude that the designed learning environment was bringing 
about learning-focused teaching in practice during teacher education after only 
one semester. We realised this by addressing student teachers’ cognition and 
behaviour consistently from the perspective of student learning, instead of 
fragmentally addressing their cognitions and development of teaching skills. The 
complexity of actual teaching practice constituted the starting-point for student 
teachers’ learning (Grossman & McDonald, 2008; Patrick & Pintrich, 2001; 
Woolfolk Hoy & Murphy, 2001). Though the necessity to educate for learning-
focused teaching was recognised in various studies about teacher education 
(Lidstone & Ammon, 2002; Schelfhout et al., 2006), practicable, positive 
solutions have – to our knowledge – not yet been presented before. Our 
empirical data show that it is possible to foster student teachers’ learning-
focused teaching behaviour in a short period of time if student teachers are 
provided with the necessary tools, challenges, and support.  
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CHAPTER 4 
Learning to teach with a focus on student learning: towards 

a deliberate practice? 

 
 
 
Abstract 
In our previous part studies, we found that student teachers who participated 
in a learning environment designed to foster learning-focused teaching 
developed learning focused conceptions about learning and teaching and 
showed learning-focused teaching behaviour. The designed learning 
environment was characterized by the use of authentic contexts, authentic 
tasks, and reflective dialogues, together with taking student learning as central 
subject in the programme. The main research question of this part study is: did 
the student teachers who showed learning-focused teaching behaviour in our 
prior part study deliberately teach with a focus on student learning? Twelve 
student teachers who participated in the designed learning environment were 
interviewed regarding their observed teacher activities to determine how they 
accounted for their ways of teaching and if these accounts reflected a deliberate 
focus on student learning. The data were analysed by a process of data 
reduction, data display, conclusion drawing and verification. The results show 
that student teachers’ accounts were focused on student learning. The 
consistency in their accounts suggest that student teachers knew well what they 
intended to realise, and why. We concluded that they taught deliberately with 
a focus on student learning. 
  



Chapter 4 

98 

4.1 Introduction and theoretical background 
 
In our previous part studies, we found that student teachers, who participated 
in the learning environment that we designed, developed learning focused 
conceptions about learning and teaching (Chapter 2) and showed conclusively 
learning-focused teaching behaviour (Chapter 3). In these part studies, student 
teachers’ focus on their students’ learning seemed to occur more and sooner 
than to be expected on the basis of the general literature about student 
teachers’ professional development (Fuller & Bown, 1975; Lidstone & Ammon, 
2002) as well as on account of other studies about educational interventions 
(Baeten Struyven, & Dochy, 2013; Schelfhout et al., 2006). The learning 
environment that was used can be characterised by the use of authentic 
contexts, authentic tasks, and reflective dialogues. The combination of making 
student teachers perform a complex authentic task in an authentic context, and 
stimulating a continuous reflective dialogue on their knowledge, beliefs, and 
experiences, together with taking student learning as central subject in the 
programme, may have led to student teachers’ focus on student learning in their 
conceptions as well as in their behaviour. In this way we intended to facilitate 
the learning-focused enactment of what student teachers think and know about 
teaching and learning (Clarke & Hollingsworth, 2002; Kennedy, 1999).  

The main assumption underlying the current part study is that student 
teachers’ conceptions and teaching behaviour not only should be focused on 
student learning, but student teachers should consciously and intentionally 
teach with a focus on student learning: the question of enactment (Grossman, 
Hammerness, & McDonald, 2009; Kennedy, 1999). Enactment requires that 
student teachers deliberately set their learning goals, acquire and integrate 
adequate conceptions, knowledge, skills, and practical experiences, and put 
these into practice with the intention to provoke student learning (Bronkhorst, 
Meijer, Koster, & Vermunt, 2011; Dunn and Shriner, 1999; Hammerness et al., 
2005; Richardson, 2003). This implies doing the normal activities of teaching 
while being fully conscious of student learning when planning and doing the 
teacher activities. As Dunn and Shriner (1999) state: ‘Perhaps it is this approach 
to activities inherent in teaching that, when exemplified on a regular basis over 
many years, both leads to and maintains teaching expertise’ (p.647). This way of 
deliberate teaching presupposes a close alignment of student teachers’ 
cognition and behaviour, both being focused on student learning in a consistent 
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way. Such deliberate teaching also implies that the student teachers should be 
able to account for their teaching behaviour with reference to their students’ 
learning, preferably on the basis of consistent practical knowledge – including 
their conceptions, formal knowledge, and experiential knowledge (Verloop, van 
Driel, & Meijer, 2001).  

The focus of the current part study is to investigate whether the student 
teachers who participated in our prior part study (Chapter 3) showed their 
learning-focused teaching behaviour consciously and thus intentionally as well. 
The main research question is: did the student teachers who showed learning-
focused teaching behaviour deliberately teach with a focus on student learning? 
In order to answer this question, we will investigate the content and nature of 
the accounts the student teachers gave for their teacher activities in one of the 
lessons they taught. ‘Content’ pertains to what the accounts are about, ‘nature’ 
refers to the extent to which student teachers indicated in their accounts that 
they have put their teacher activities consciously and intentionally in practice. 
 
Student teachers make use of their practical knowledge that underlies and 
guides their teaching behaviour in practice (Beijaard & Verloop, 1996; Leijen et 
al., 2015; Meijer 1999). Student teachers’ practical knowledge often is still very 
rudimentary and tacit in their early stage of career development. In this part 
study, the accounts student teachers give for their teacher activities are 
perceived as their practical knowledge. We follow Meijer, Verloop, and Beijaard 
(1999) who define practical knowledge as knowledge, beliefs, and conceptions 
that underlie (student) teachers’ behaviour in practice and that to a large extent 
is based on their reflections on their experiences in practice. This knowledge is 
therefore highly personal and may be regarded as student teachers’ ‘particular 
way of reconstructing the past and the intentions of the future to deal with the 
exigencies of a present situation’ (Connelly & Clandinin, 1988, p. 25). Practical 
knowledge guides (student) teachers’ actions in practice. Practical knowledge 
emerges in responding to the question ‘What should I do in this particular 
situation?’, or ‘Why did I do this in this particular situation?’ This view of 
practical knowledge thus concerns not only the ‘what’ question of teaching, but 
also the ‘why’ question, i.e. student teachers’ intentions (cf. Tomlinson, 1995). 
The way student teachers account for their teacher activities after their lessons 
when confronted with such questions may reflect thus the content and focus of 
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their (practical) knowledge-in-use, including their intentions in a retrospective 
way (Meijer, 1999).  

By this part study we hope to provide more insight in the complex and not 
always transparent relationship between student teachers’ cognitions and 
behaviour while learning to teach. Particularly with beginning professionals this 
relationship often appears to be problematic; it takes time and many 
experiences to find a good balance in this cognition-behaviour relationship 
(Beijaard, 1990; Verloop et al., 2001). Nevertheless, in our previous part studies 
we concluded that our learning environment affected both cognition and 
behaviour. It might be assumed thus that in this context student teachers’ 
cognition and behaviour in practice are (strongly) related. In general, however, 
not much is known about how coherent this relationship is with student 
teachers. Previous research on teacher learning seems to have focused most on 
student teachers’ cognition, thereby assuming that this automatically leads to 
development of adequate teaching behaviour, though this relationship was not 
evident from earlier research (Hoekstra, Brekelmans, Beijaard, & Korthagen, 
2009; Richardson & Placier, 2001). In this part study, we attempt to get a grip on 
this relationship through investigating student teachers’ accounts of their 
teacher activities. The content as well as the conscious and intentional nature 
of their accounts might together be seen as an indication for the degree of 
coherency between student teachers’ cognition and behaviour.  
 
4.2  Method 
 
4.2.1 Context and participants 
The context of this part study was Dutch Technical Teacher Education, which 
educates teachers for working in vocational education. The student teachers 
(n=12) participated in the learning environment designed to provoke learning-
focused practice (for a description of the designed learning environment, see 
Chapter 1 and 2). The implementation took place during one semester. Student 
teachers did their internship in school and participated in a learning community 
at the teacher education institute simultaneously.  
 
4.2.2  Instrument and data collection 
Data were collected by means of interviews. Twelve student teachers were 
interviewed regarding their observed teacher activities during the last three 
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weeks of their internship to determine how they accounted for their ways of 
teaching, and if these accounts reflected a deliberate focus on student learning. 
Before each interview, each student teacher’s lesson was observed and 
videotaped. Mentors in schools and student teachers were asked beforehand 
for permission to observe and record a representative lesson and to interview 
the student teachers about this lesson. All agreed. During the observation, notes 
were made by the researcher of student teachers’ teacher activities to facilitate 
student teachers’ recall of what happened during the lesson afterwards. The 
lessons varied in subject and were theoretically or practically oriented, or both, 
depending on what was deemed representative of the way of teaching of the 
student teacher during his or her internship (see Chapter 3). 

A semi-structured interview was used for collecting the data underlying the 
teacher activities of the student teachers in that particular lesson, thus close to 
the context and situation in which the activities took place (Brown, Collins, & 
Duguid, 1989). The questions for the interview were constructed to find out why 
student teachers performed particular observed teacher activities, and to 
discover how they explained and underpinned these. More specifically, we 
wanted to discover to what practical knowledge they referred when accounting 
for their teacher activities, recalled and made explicit either out of themselves 
or by deepening questions (Meijer, 1999). 

The general structure of the interview was set up around four main 
concepts representing general characteristics of teaching. These concepts were 
chosen mainly based on the literature underlying this part study (see Chapter 2 
and 3). The questions of the interview were thus categorised in four main 
categories, each covering several kinds of teacher activities during a lesson (see 
Table 4.1 for examples). The main categories of the interview scheme regarded: 

‐ Knowledge Construction by students (how does the student teacher make 
students acquire the learning contents?);  

‐ Interaction and Guidance (how does the student teacher interact with and 
guide the students?); 

‐ Assignments (what kind of tasks does the student teacher use, and how 
does the student teacher provide these?);  

‐ Teaching and Learning situation (how does the student teacher arrange 
the teaching and learning situation, for instance: didactic materials, 
setting, and group composition?).  
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The interview was conducted immediately after the lesson. The main interview 
strategy was to ask direct questions related to the observations of the activities 
of the student teachers. Through this way of questioning, the student teachers 
were supported to recall the knowledge that underlay the observed teacher 
activity (Beijaard, 1990). For instance: ‘I heard you asking a student to explain to 
another student how he got the solution for a problem, why he chose that 
particular solution, and why he thought it was adequate. Is that correct? Why 
did you to that?’ The average duration of the interviews was 64 minutes. All 
interviews were audio-taped and transcribed verbatim to facilitate analysis.  
 
Table 4.1 
Examples of teacher activities and related questions per main category of the 
semi-structured interview 

Main categories 
of teaching 

Examples of teacher activities Examples of questions 

Knowledge 
Construction 

Asking questions regarding 
relating theory and practice, 
contextualisation, and transfer 

You asked your students to give 
examples of … (the concept) from 
their workplace. Why did you do this?  

Interaction and 
Guidance 

Interaction oriented at 
professional tasks 

You stimulated your students to 
choose an interesting profession-
related theme to work on during the 
next three lessons. Why did you do 
that? 

Assignments Using (self-designed) authentic 
or professionally oriented tasks 

I heard you explain the task you 
assigned as being part of an authentic 
task at their workplace. Why did you 
design such a task? 

Teaching and 
learning 
Situation 

Adapting the setting/classroom 
specifically to the task 

I saw that in the classroom a wall was 
built on which you made your 
students plaster. Who designed that 
arrangement? (After the answer) Why 
did you do that?  

 

4.2.3 Data analysis 
A multiple case-study was conducted in order to determine the content and 
nature of student teachers’ accounts of their teacher activities. The data were 
first analysed by a process of data reduction through summarising and 
displaying the data in a matrix (cf. Miles & Huberman, 1994); next the findings 
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were categorised in an iterative way. The transcriptions of the interviews were 
used for the analysis. The data analysis consisted of the following steps: 
 
1. Developing a matrix to display the data per student teacher systematically. 
The main categories of the interview framework were used to structure the 
data. Summaries were made of each student teacher’s account per question 
regarding a specific teacher activity that was discussed. The rows represented 
the data per main category of the interview framework. They concerned 
summaries of student teachers’ accounts per teacher activity that was observed 
regarding that main category of teaching. The columns represented the student 
teachers. The matrix thus represented a concise overview of all student 
teacher’s accounts of their teacher activities pertaining to the way of knowledge 
construction, the interaction and guidance, the assignments, and the teaching 
and learning situation (see Table 4.2). Representative quotes were added to the 
summaries.  
 
Table 4.2  
Matrix for data analysis of student teachers’ (ST) accounts regarding teacher 
activities 

Main categories 
of teaching 

ST
1 

ST
2 

ST
3 

ST
4 

ST
5 

ST
6 

ST
7 

ST
8 

ST
9 

ST
10 

ST
11 

ST
12 

Knowledge 
Construction  

            

Interaction and 
Guidance 

            

Assignments             

Teaching and 
Learning 
Situation 

            

 
2. Determining the topics of the summaries. The summaries were openly coded 
(Glaser & Strauss, 1999), resulting in a list of topics. By going to and from the 
data a final list of topics could be determined. These topics thus indicated the 
content of student teachers’ accounts.  
3. Categorising the topics as learning-focused or not learning-focused. The 
criterion to categorise a topic as learning-focused was whether it referred to 
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students’ learning goals, students’ learning processes, or how to facilitate 
student learning.  
4. Determining the nature of the accounts by establishing the extent to which 
the student teachers’ accounts – directly or indirectly as answers to questioning 
through asking so-called ‘why questions’ – indicated that their observed teacher 
activities were consciously and intentionally put into practice. 
 
The following is an example to illustrate the data analysis mentioned above. It is 
an example of a student teacher’s response to a question about the task he 
designed and used for his students regarding building construction and teaching 
students how to do stucco work (main category Assignments). His account has 
been summarised as: students have to process the theoretical task and know 
how to apply the information in a practical situation; students should be able to 
use the theory when performing a professional task in the practical situation of 
the workplace. 

This summary was entered in the main category Assignments. The entered 
quote regarding the task was:  
 

If they first process the theory and subsequently have to apply it in practice 
they know how to relate both. That way they will really learn it. But if they 
learn something in theory, but do not use what they learn, they do not know 
when and to what end they should apply the information in a practical 
situation such as their workplace, and they will forget what they read. If 
they have to use it immediately, it will stick better with these students. 
(Rick8) 

 
In this example, the topic that was determined was: Oriented at relating theory 
and practice, contextualisation, and transfer. This topic was determined 
because Rick emphasised that it is important for his students to apply theory 
adequately (i.e. knowing when and what for) in practice, and that they have 
used theory in a practical context in order to remember it for use in other 
situations. Since this topic is about facilitating student learning processes, we 
categorised it as learning-focused. More student teachers explained their 

                                                           
8 See Chapter 3 for an overview of the names of the student teachers. The use of similar names 
facilitates the comparison of both chapters. 
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teacher activities in an interrelated way, thereby referring to multiple 
interconnected concepts. Therefore some topics consist of such combinations 
of concepts, next to the emergence of singular topics out of the data (see Table 
4.3). 
 
4.2.4 Reliability of the analysis of the student teachers’ accounts 
To ensure the reliability of the data analysis, a second researcher verified each 
step of the process of data analysis by going through the transcripts of the 
interviews, the summaries, the topics, the representative quotes, and the 
categorisation of learning focus (cf. Akkerman, Admiraal, Brekelmans, & Oost, 
2006). The entire process of data analysis was subsequently discussed on a more 
general level with a third researcher. Summarising, this process was judged as 
being justified and acceptable9. The representative quotes that were used as 
illustrations of our findings furthermore underpinned the reliability of the data 
analysis (cf. Maso & Smaling, 1998). 
 
4.3 Results 
 
4.3.1  Variety and frequencies of topics of student teachers’ accounts 
The accounts of the student teachers showed a large variety of topics within as 
well as across the main categories, especially in the main category Interaction 
and Guidance (see Table 4.3). Most different teacher activities were observed in 
this main category.  

In the main category Knowledge Construction the most frequent occurring 
topic was ‘Knowledge Construction stimulated by thinking-activating questions, 
urging students to make knowledge or conceptions explicit, or making students 
find solutions autonomously’. Further frequently occurring topics were ‘Relating 
theory and practice, contextualisation, and transfer’ and ‘Understanding by 
students’. In the main category Interaction and Guidance two topics occurred 
frequently, namely ‘Stimulating critical thinking, thinking from another 
perspective’ and ‘Stimulating collaboration and peer feedback’. Most of the 
topics mentioned above concern stimulating students’ higher cognitive skills. 

                                                           
9 The audit report written by the auditor about the specifics concerning the trustworthiness of this 
part study can be requested from the author. The audit report consists of the whole procedure of 
decision making, data gathering and analysis, including examples of categorised data material, 
findings, and the conclusions of the auditor. 
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Table 4.3 
Learning-focused topics and number of student teachers referring to the topics 
of student teachers’ accounts 

Topics student teachers’ accounts refer to STs  

Knowledge construction (I)  
- Understanding by students 10 
- Connecting to what students find important or useful 7 
- Deep learning 4 
- Meta-cognitive thinking processes 1 
- Connecting to, asking for students’ prior knowledge 9 
- Knowledge construction stimulated by thinking-activating questions, urging students 

to make knowledge or conceptions explicit, or making students find solutions 
autonomously  

 
12 

 
- Explicit statement against knowledge transmission  7 
- Relating theory and practice, contextualisation, and transfer 11 
Interaction and Guidance (II)  
- Goal orientation; making students think about why and how to reach their goals 5 
- Students’ reflection on their learning processes, self-knowledge, or product; students 

making their learning processes explicit to others 8 

- Process-oriented feedback  6 
- Self-regulation of students regarding learning-process, planning  9 
- Students making own choices regarding content, process or planning; ownership 8 
- Stimulating students’ learning processes 5 
- Stimulating understanding, knowledge construction 8 
- Stimulating autonomous learning, finding solutions autonomously 7 
- Stimulating consciousness regarding students’ knowledge, experiences, learning 

process; deliberate learning of students 8 

- Stimulating critical thinking, thinking from another perspective 11 
- Stimulating relating theory and practice, contextualisation, and transfer 9 
- Connecting to professionally-oriented tasks 5 
- Connecting to sense of relevance or usefulness of knowledge 3 
- Stimulating giving meaning to concepts  6 
- Connecting to students’ concerns and experiences to provoke a feeling of relevance 

of or acquaintance with what is learned 8 

- Stimulating good ‘esprit de corps’, good attitude towards working  8 
- Connecting to students’ concerns and experiences to motivate students 4 
- Stimulating self-confidence, acknowledge students 8 
- Activating students (attention) 4 
- Appealing to students’ intrinsic motivation 3 
- Appealing to students’ external motivation 4 
- Stimulating zone of approximate development; adaptive guidance; scaffolding 8 
- Demonstrating or modelling professional skills to facilitate autonomous performance  2 
- Approaching students dialogically; approaching students as equals 7 
- Stimulating collaboration and peer feedback 12 
- Stimulating sharing of knowledge 3 
- Explicit statement against control measures or using threats 1 
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Assignments (III)  
- Ownership by students, students co- determining contents of tasks 5 
- Students regulating their own tasks and planning 4 
- Authentic, oriented on professional tasks, complex 8 
- Oriented at relating theory and practice, contextualisation, and transfer 6 
- Oriented at students giving meaning to concepts, learning contents 1 
- Oriented at students’ concerns and experiences 2 
- Designed with the aim to motivate students 4 
- Adaptively designed to match students capacities 5 
- Call upon autonomous learning of students 5 
- Call upon students’ collaboration, sharing knowledge, learning from each other 3 
- Task evaluation or assessment by peer feedback 1 
- Individual task performance (to ensure achieving students’ learning goals) 7 
- Teachers’ analysis of students’ mistakes, errors, misconceptions; formative 

assessment of task 2 

Teaching and Learning Situation (IV)  
- Autonomous learning 8 
- Partly instruction, partly autonomous learning 2 
- Dialogical learning, dialogical teacher-student interaction (class conversation) 3 
- Pedagogic approach oriented at relating theory and practice, contextualisation, and 

transfer 3 

- Didactic materials matching learning goals and actual starting situation students 8 
- Didactic materials and workplace enabling relating theory and practice, 

contextualisation, and transfer by students 6 

- Didactic materials designed to match learning goals, and adapted to students’ 
capacities and former knowledge 11 

- Starting-point of designed lessons, curriculum: relating theory and practice, 
contextualisation, and transfer 7 

- Consistency in goals - assessment procedure - tasks - teaching and learning situation 11 
 
Regarding the main category Assignments, the most frequently occurring topics 
regarded assignments that were ‘Authentic, oriented on professional tasks, 
complex’, and that aimed for ‘Individual task performance (to ensure achieving 
students’ learning goals)’. In this main category no topic was mentioned by all 
or almost all student teachers. In the main category Teaching and Learning 
Situation, two topics stood out: ‘Didactic materials designed to match learning 
goals, and adapted to students’ capacities and former knowledge’, and 
‘Consistency in goals - assessment procedure - tasks - teaching and learning 
situation’.  
 
4.3.2  Nature of the topics of student teachers’ accounts 
Focus of the topics 
Student teachers’ accounts reflected a clear focus on student learning. 
Especially in the main category Interaction and Guidance, many of the topics 
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were about teacher activities that were undertaken, according to student 
teachers’ accounts, to stimulate students’ learning processes. This was either 
expressed in general terms (see e.g. topic ‘Stimulating students’ learning 
processes’) or referring to more specific activities (e.g. when explaining that they 
aimed at ‘Stimulating understanding, knowledge construction’).  

All student teachers consistently referred to their students’ learning 
processes or how to facilitate student learning when accounting for the 
observed teacher activities. The student teachers often explained a teacher 
activity in terms of the intended learning outcomes or the learning processes 
they intended to provoke in their students. They, for instance, explained that, 
by doing a specific teacher activity during the lesson, they wanted to provoke 
deeper information processing strategies such as relating theory and practice, 
or critical processing in their students. An example showing such intentional 
focus on student learning is Rick’s explanation why he engaged in a conversation 
about professional competencies, thereby asking his students to explain these 
and give practical examples:  
 

You have to raise enthusiasm with these students and ask them what they 
think about it [professional competencies], ask them what they already 
know about it, find out their prior knowledge, ask them to give examples. 
So I asked them: ‘where do you see this kind of stuccowork, what do they 
[stucco workers] use it for?’ to supply them with information about what a 
stucco worker really does in professional practice. They already quite know 
it, but you have to make them realise it. (Rick, topic ‘Stimulating relating 
theory and practice, contextualisation, and transfer’, main category 
Interaction and Guidance) 

 
He tried to elicit deeper cognitive learning processes in his students by making 
them relate the learning content to practice in a concrete manner. He provoked 
this by having them think about and give examples from practical situations 
outside the school.  

Student teachers’ accounts differed in extensiveness. The student teachers 
sometimes elaborated on the relationship between the intended learning 
processes and the teacher activities they performed. For example, Colin’s 
explanation why he used a specific model when teaching about making a 
constructional drawing was: 
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They have to know which steps to take, and to be able to relate these steps 
to what happens in reality. What they see is a two-dimensional surface… 
but they don’t grasp the relationship with reality because they just focus on 
the lines. By presenting them a model, it becomes understandable for them, 
making it more visual so that they do not only see the lines, but also get the 
complete picture of a roof or a house. (Colin, topic ‘Relating theory and 
practice, contextualisation, and transfer’, main category Knowledge 
Construction) 

 
Colin thus elaborated on how he tried to make his students relate the theory to 
the practice of students’ (future) workplace. He explained what their problem 
might be, and how he tried to solve it, and how to realise the learning goal 
(acquiring the theory and relating it to practice) for his students by using specific 
didactic materials. But, looking at all student teachers’ accounts, often this 
relationship between teacher activity and intended learning process was 
presented as being obvious, i.e. as part of their (implicit) assumptions about how 
their students’ learning processes should be facilitated. Student teachers then 
just stated that they carried out a specific teacher activity to realise a specific 
learning process in their students, without further explanation, resulting in a less 
extensive account. An example (of the same topic as the example above) is the 
reply of Josh when he was questioned about why he gave many practical 
examples when explaining the theory:  
 

That is a situation he [the student] might recognise, and thus you can relate 
the theory or the task to his workplace. And then you also notice that such 
a boy grasps it [the theory] more easily: ‘OK, you [the teacher] might be 
right’. (Josh, topic ‘Relating theory and practice, contextualisation, and 
transfer’, main category Knowledge Construction) 

 
A closer look at the focus 
Looking closer at the topics representing student teachers’ accounts, it was 
striking that, next to all topics being learning-focused, in all main categories 
stimulating students’ use of metacognitive learning strategies, directed at 
regulating cognitive learning activities, was present in student teachers’ 
explanations. Student teachers mentioned metacognitive strategies as being 
pre-conditional for student learning. For instance, all student teachers 
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emphasised the necessity of stimulating students to find their own solutions for 
problems or questions. Student teachers explained to stimulate this preferably 
by posing thinking-activating questions. For instance, Mike, responding to the 
observation that he asked his students many questions: 
 

If a student asks something, I react with another question because if I give 
the answer, it is too limited … either he can make something out of it, or he 
cannot. But if I ask another question, if I formulate it in another way, he 
might look at it [the problem] from another perspective. That might help 
them finding the solution themselves. They actually know the answer, but 
can’t catch it right then. (Mike, topic ‘Stimulating autonomous learning, 
finding solutions autonomously’, main category Interaction and Guidance) 

  
In their accounts, student teachers regularly emphasised the importance of 
stimulating students’ use of deep processing strategies, such as relating and 
structuring the learning content. Pete, for instance, tried to realise more 
elaborate, argument-based processing of information. After the question why 
he stimulated his students to explain a principle to each other:  
 

Well, to realise deep learning in these students … Look, some understand in 
fact what they are doing. And if you tell them: ‘You get it, come and explain 
it to this student who does not yet has a grip on it, maybe that student will 
understand it sooner when explained from your perspective’. After that, the 
first student thought well about how to explain it best for the other student. 
Thus, by processing the information again he probably understands it even 
more thoroughly. (Pete, topic ‘Deep Learning’, main category Knowledge 
Construction) 

  
The student teachers also emphasised the concrete processing of information, 
i.e. linking information to other experiences at the workplace and outside 
school. Like Mike, who asked his students to explain their answers:  
 

The assignment was about the do’s and don’ts [regarding motivating 
employees of a garage]. What to do to get employees motivated, what to 
say or not to say. You can give them [the students learning how to motivate 
employees] an overview with the texts literally written down … but then 
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they just fill in their task halfway, or they copy it. But if instead you then ask 
them: ‘What do they say to you when you are ready with your work at your 
job?’, or ‘What do you say to other colleagues that helped you?’, then they 
give meaningful answers and I [the teacher] think: ‘Yes, that is exactly what 
they have to do and don’t. That is what they should reply’. (Mike, topic 
‘Stimulating relating theory and practice, contextualisation, and transfer’, 
main category Interaction and Guidance) 

 
Student teachers further emphasised the importance for students to think 
critically when acquiring knowledge. Student teachers, for instance, emphasised 
the necessity to facilitate ‘critical thinking, and thinking from another 
perspective by students’ (main category Interaction and Guidance). All student 
teachers regularly emphasised that they wanted to provoke active processing of 
information in students (main category Knowledge Construction). The majority 
of the student teachers mentioned explicitly their rejection of knowledge 
transmission by teachers, i.e. one-way-instruction of knowledge (main category 
Knowledge Construction). They regarded this as being counterproductive for 
learning, as it reduces the learner to being a passive and uncritical receiver of 
knowledge. Hence, active knowledge construction and critical processing was 
emphasised in several ways by the student teachers.  

It was also striking, when looking closer at the topics, that student teachers 
of their own accord emphasised the necessity to be consistent in formulating 
learning goals, choosing the adequate assessment procedure, choosing 
adequate tasks, and organising the appropriate teaching and learning situation 
(topic ‘Consistency in goals - assessment procedure - tasks - teaching and 
learning situation’, main category Teaching and Learning Situation). Rick, for 
instance, explicitly stated that a teacher should make deliberate educational 
choices and implement these consistently throughout the curriculum to really 
effectuate student learning. For instance, he explained in relation to his lesson 
goals (among other comparable explanations during the interview): 
 

I think you have to keep to this as a teacher [the lesson goal, here: students 
becoming conscious of the contents of the professional competencies 
regarding stuccowork, and attaining them]. So in this case, for instance, I 
make two students work together - because you have to make a deliberate 
choice to do so – and I set the course for that consistently throughout the 
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lessons, so I also truly assess afterwards the competencies they attain … 
Look, if they did this once and they know beforehand it will not be assessed, 
then they will not do it properly. But if you hold on to it [the goals] 
consistently and keep to it, then I think it will work with these students. They 
will become conscious of what they are doing in the sense of: ‘I chose to 
work on these competencies, I said I was going to work on them, so I now 
have to show it during the lesson(s)’. (Rick, topic ‘Consistency in goals - 
assessment procedure - tasks - teaching and learning situation’, main 
category Teaching and Learning Situation) 

 
Most student teachers also explicitly formulated that, to enable student 
learning, didactic materials should be designed to match students’ learning 
goals and should be adapted to students’ capacities and prior knowledge (main 
category Teaching and Learning Situation). This might be considered another 
indication of student teachers’ own emphasis on being consistent in teaching, 
but here regarding goals and students’ learning possibilities. 
 
4.3.3  Recurring topics and consistency in reference to topics per student 

teacher 
The student teachers emphasized the importance to be consistent in the way 
they design the lessons and the learning environment for their students (a topic 
emerging in their accounts, see the example above). Consistency was also visible 
in the data of the interviews. Resembling topics related to teacher activities in 
different main categories recurred over the main categories when looking at the 
topics of all student teachers. Resembling topics were also consistently referred 
to within one student teacher’s account. 
 
Topics recurring in relation to teacher activities in different main categories 
Looking over all categories, several of the topics resembled each other, but 
related to teacher activities in different main categories. For instance, the topic 
‘relating theory and practice, contextualisation, and transfer’ was visible in 
student teachers’ accounts of their teacher activities regarding Knowledge 
Construction, when explaining how they guided and interacted with their 
students, how they used Assignments, and how they designed their students’ 
Teaching and Learning Situation. This topic might therefore be regarded as an 
overarching topic that went beyond a specific main category.  
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Another topic related to teacher activities in more main categories was 
autonomous and self-regulated learning. Many student teachers referred to 
‘Self-regulation of students regarding learning-process, planning’, and to 
‘Stimulating autonomous learning, finding solutions autonomously’ in the main 
category Interaction and Guidance. Regarding teacher activities in main 
category Assignments, student teachers explained to design and give 
assignments that ‘call upon autonomous learning in students’. Regarding the 
Teaching and Learning Situation, student teachers explained that they organised 
this in such a way that it would stimulate autonomous learning by their students.  
 
Consistency in reference to topics per student teacher 
The student teachers were rather consistent in their accounts, meaning that 
related topics could be recognised repeatedly in their accounts and in relation 
to teacher activities in different main categories (see Table 4.4 for an example).  
 
Table 4.4 
Example of consistently occurring related topics throughout Phil’s accounts  

Main category of teaching Topic 
Knowledge Construction Knowledge construction stimulated by thinking-

activating questions, urging students to make 
knowledge or conceptions explicit, or making 
students find solutions autonomously 

Interaction and Guidance Stimulating autonomous learning, finding solutions 
autonomously 

Assignments Call upon autonomous learning of students 
Teaching and Learning 
Situation 

Autonomous learning 

 
An example of repeatedly visible related topics, regarding teacher activities in 
all different main categories, was in the accounts of Phil. He consistently 
explained that students had to learn to regulate their own processes and 
planning, and work autonomously. In his lesson, students had to bake pastry 
according to their self-designed bakery recipes. Regarding his teacher activities 
in the main category Knowledge Construction he said: 
 

I think they learn more that way, if they find it out for themselves instead of 
someone telling them and they are just copying it. (Phil, topic ‘Knowledge 
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Construction stimulated by thinking-activating questions, urging students 
to make knowledge or conceptions explicit, or making students find 
solutions autonomously’, main category Knowledge Construction) 

 
Regarding his teacher activities in the main category Interaction and Guidance 
he stated:  
 

Well, if they didn’t know in advance what to do, they usually asked Hans 
[another teacher] .... and then Hans would explain it again. But instead we 
said: ‘Think about it, you prepared this yourself, so in principle you should 
know it’. And then I would keep an eye on them, and if they really would not 
work it out themselves I would help out, but …. I just take no notice for a 
while and make them think again for five minutes or so. (Phil, topic 
‘Stimulating autonomous learning, finding solutions autonomously’, main 
category Interaction and Guidance) 

 
Subsequently regarding Assignments he said: 
 

In principle they had to seek out everything [the task] for themselves, all 
what is needed to come to that end. […] They had two theory lessons, but 
what they did not finish they had to do at home. (Phil, topic ‘Call upon 
autonomous learning of students’, main category Assignments) 

 
And the following for the main category Teaching and Learning Situation: 
 

[Regarding the students planning their cleaning activities] Then you see 
they can do it. Normally it is done together with the whole class: ‘Now we 
are cleaning up because in ten minutes there will be a break, so stop what 
you are doing. Now, clean it up’. But this way they are doing it out of 
themselves, so they are really able do it autonomously. (Phil, topic, 
‘Autonomous learning’, main category Teaching and Learning Situation) 

 
Such recurring learning-focused topics in a student teacher’s account in relation 
to teacher activities at different moments of the lesson, and pertaining to 
different kinds of main categories, indicates that their practical knowledge, both 
in terms of content and nature, is rather consistent.  
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4.4  Discussion and conclusion  
 
4.4.1  Discussion 
The main research question of this part study was whether the student teachers 
who showed learning-focused teaching behaviour in our prior part study 
deliberately taught with a focus on student learning. In order to answer this 
question, we investigated the content and nature of the accounts the student 
teachers gave for their teacher activities during a lesson. In these accounts, the 
student teachers made explicit a broad range of practical knowledge, 
considering the large variety of topics that emerged out of their accounts. 
Related topics consistently emerged across different main categories and on 
different moments in a student teacher’s interview in response to questions 
regarding different teacher activities. These references across various main 
categories and regarding different moments of the lesson within a student 
teachers’ account occurred with all student teachers. The student teachers also 
often interrelated more than one concept when explaining a teacher activity. In 
some cases this led to rather complex topics that reflected these inseparably 
interrelated concepts (in student teachers’ accounts), as has been illustrated in 
the method section. The topic ‘oriented at relating theory and practice, 
contextualisation, and transfer’ was such a topic that consisted of a combination 
of concepts. This finding is probably inherent to the context of the part study. In 
vocational education students need to integrate knowledge, skills, and attitudes 
and adapt and transfer these to specific situations in practice (cf. de Bruijn & 
Leeman, 2011; Guile & Young, 2003). In their accounts, student teachers often 
surpassed the actual teacher activities they were questioned about and referred 
to the learning goals they had in mind for their students. When asked about their 
choice of Assignments, for instance, student teachers explained that students 
should be able to relate theory and practice, contextualise the knowledge and 
use the knowledge adequately in their professional practice. The student 
teachers often additionally explained how they designed the learning situation 
(main category Teaching and Learning Situation) deliberately to realise these 
goals in students. This suggests that all student teachers knew well what they 
intended to realise, namely student learning, and how to realise that. It also 
indicates that the student teachers taught their lessons based on rather 
interconnected practical knowledge.  
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Many of the topics in student teachers’ accounts concerned stimulating 
students’ learning in terms of higher cognitive processes, or skills that support 
these processes. This focus on students’ higher cognitive processes may have 
been provoked by our learning environment that stimulated development of 
student teachers’ own higher cognitive processes, such as relating the 
knowledge and skills to their practical experiences in the school and developing 
analytical and critical views on how to enhance student learning. Student 
teachers were provoked to employ their higher cognitive skills through making 
their knowledge, conceptions, and views explicit and account for these in the 
continuous reflective dialogue with others. Making knowledge and conceptions 
explicit was further instigated by the teacher educators and the mentors 
themselves being explicit about what they were doing and why in the reflective 
dialogues with the student teachers. Thus, educators as well as student 
teachers, had to articulate the knowledge, beliefs, and purposes underpinning 
their practice. They all questioned each other regarding their teaching practice 
to enhance, deepen, or critically process their thoughts about student learning. 
This may have enabled student teachers to become aware of the characteristics 
of the modelled learning environment and thus to use these characteristics also 
for their own students.  

The modelling effect of our learning environment mentioned above is in 
line with what Loughran and Berry (2005) wrote about the important role of 
teacher educators for the quality of their student teachers’ process of learning 
to teach. The modelling effect of the learning environment is further 
corroborated by the fact that the variety of topics that emerged out of the 
student teachers’ accounts reflected many of the theoretical concepts that were 
emphasised or modelled in the learning environment in which the student 
teachers participated (see Chapter 2). This also underpins the conclusion that 
the student teachers were behaving consciously and intentionally. In the 
learning environment, as a part of their activities for the authentic task, student 
teachers were encouraged to investigate how to make the theoretical concepts 
that were under discussion (and modelled) fit for use in their own teaching 
practice, with the explicit intention to realise specific learning processes in their 
students. Consistent with van Oers (1998b), student teachers seem to have 
contextualised the modelled and discussed theoretical concepts and 
deliberately transferred these to their own teaching practice. The outcomes of 
this part study also support the view of Woolfolk Hoy and Murphy (2001), who 
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state that knowledge of student learning and pedagogy should be processed in 
compliance with practice and then may lead to meaningful and usable 
knowledge and skills. According to their accounts, the student teachers indeed 
were able to give meaning to the discussed educational concepts and knew how 
to apply these in their lessons. Furthermore, our results reaffirm the results of 
Toom, Husu, and Patrikainen (2015) who guided their student teachers towards 
examining their intentions and teaching practice by means of reflective 
discussions and portfolios. Their study showed that student teachers can reflect 
‘beyond solely practical issues on teaching, articulate multiple concerns about 
practice and elaborate them in an integrative manner as well as learn both from 
theory and from practice’ (p. 320). In our learning environment, continuously 
stimulating reflection in the reflective dialogue was indeed a core characteristic, 
next to educating student teachers in compliance with actual teaching practice 
and corresponding tasks. These characteristics probably contributed to the 
rather integrated practical knowledge that emerged out of student teachers’ 
accounts of their teacher activities. This seems to indicate that the learning 
environment not only influenced student teachers’ conceptions and teaching 
behaviour (see Chapter 2 and 3) but also the relationship between cognition and 
behaviour.  

Our learning environment enabled student teachers to teach deliberately 
in a learning focused way. This might have been triggered, because of: (1) the 
learning environment that explicitly took student learning as starting point in 
the educational programme, (2) the authentic task that was performed in (3) the 
authentic context, and (4) the reflective dialogue. Especially this last 
characteristic of the learning environment may have been crucial in bringing 
about student teachers’ reflection upon what they think and know about 
teaching and student learning. In line with Guile and Young (2003), Patrick and 
Pintrich (2001), and van Oers (1998b), talking over what student teachers want 
to achieve with their students and how to realise this probably encouraged them 
to become aware of and adapt their existing conceptions, knowledge, and 
teaching strategies in order to fit their students’ learning processes. Facilitating 
learning to teach by means of such a learning environment might be considered 
as facilitating deliberate practice. Bronkhorst et al. (2011) distinguish two views 
on deliberate practice, each characterised by a different primary intention (p. 
1124). Their ‘regulation‘ conceptualization of deliberate practice concentrates 
mainly on teacher learning and is defined as: ‘the ability of the student teacher 
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to seek or create optimally educative practice experiences.’ Their ‘enactment 
conceptualization‘ describes deliberate practice as ‘the ability of the student 
teacher to put his or her intentions – based on an explicit theory of practice – 
into action to benefit pupil learning.’ This latter conceptualization of deliberate 
practice regards teacher development decisively from the perspective of 
student learning (see also Dunn & Shriner, 1999; Grossman et al., 2009). Our 
learning environment, and the outcomes described in this chapter, agree mostly 
with the enactment conceptualization of deliberate practice. The student 
teachers appeared to be actively engaged in the teaching situation by adapting 
their teaching strategies deliberately to the situation, and with the intention to 
provoke student learning. They were able to explain their teaching behaviour 
with reference to their students’ learning on the basis of consistent practical 
knowledge as it emerged out of their accounts. 
 
4.4.2  Limitations and suggestions for further research 
The part study presented in this Chapter was a small-scale study and the results 
therefore have to be treated with caution. Generalization of the results is 
difficult as only a few student teachers, schools, and observed lessons were 
involved, all in the technical vocational education sector. Student teachers from 
outside this sector might respond differently to the learning environment. Also, 
a possible limitation may have been caused by the choice of the interview 
procedure. The practical knowledge of the student teachers was triggered and 
recalled by the researcher’s questions regarding the observations of teacher 
activities. This might have led to two different issues. First, the answers of the 
student teachers could be rationalisations afterwards. However, the consistency 
in student teachers’ answers in reaction to various observed teacher activities 
during one lesson suggests that the student teachers had thought well about 
how to design their lesson. Therefore we may assume that student teachers’ 
accounts reflect conscious and intentional teaching that is well thought-out 
beforehand, consistently designed, and not rationalised afterwards. Second, the 
researcher’s questions may have contributed to student teachers’ recall of their 
practical knowledge of the teacher activities and may thus have affected the 
nature of the data. Calderhead (1981) states that researchers are involved in the 
context being investigated and that their role might influence the findings (see 
also Vesterinen, Toom, & Patrikainen, 2010). In the semi-structured interview, 
the student teachers were asked to give accounts for the observed teacher 
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activities. The researcher asked planned (structured) questions, but also 
spontaneous ones that were triggered by either the researcher’s own 
interpretations of the observed situations, or by student teachers’ answers. The 
interview thus resembled a conversation, in which the researcher was an active 
listener and open to student teachers’ understanding and interpretations of the 
context. This may have contributed to some subjectivity regarding the course of 
the interview process, but also to the researcher’s better understanding and 
interpretations of the observed situation and of the teacher activities therein, 
which may counterbalance the possibility of subjectivity during the interview. 

Some directions for further research can be suggested. The learning 
processes of the student teachers that apparently led to student teachers’ 
conscious and intentional choices regarding their teacher activities during the 
lesson should be investigated thoroughly to provide more insight about what 
brings about student teachers’ learning-focused behaviour and underlying 
practical knowledge. We now assume that it is the combination of authentic 
context, authentic task, and reflective dialogue, together with the continuous 
focus on student learning, that led to the outcomes. One or more of these 
components may have been more crucial than the other. To permit conclusions 
about the influence of all components of the learning environment – or each of 
them – further research is needed.  

The question of the sustainability of student teachers’ learning outcomes 
demands further attention. Do the student teachers maintain their gained 
insights and learning-focused teaching behaviour over time, and in other 
situations, without the support of such a powerful learning environment and 
continuous reflective dialogues? And can they develop further towards 
profound practical knowledge and expert professional performance on the basis 
of what they now learned? Investigation of the sustainability of student 
teachers’ development after their graduation, of the transfer of their knowledge 
and skills to other teaching contexts, and of the factors that might support the 
sustainability of their learning outcomes and further development during their 
teaching career is needed. This may help teacher educators understand how 
teacher expertise develops and how student teachers and teachers can be 
supported to expand their professionality further. 
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4.4.3  Conclusion 
The outcomes of our part study show that student teachers’ accounts were not 
only consciously and intentionally but also consistently focused on student 
learning. Student teachers set their learning goals, applied their knowledge and 
skills intentionally to realise these, and made their knowledge and skills fit for 
use in their lesson. Thus our learning environment seems not only to provoke 
learning-focused conceptions and teaching behaviour (see Chapter 2 and 3), but 
also to facilitate deliberate practice, especially in the enactment sense of that 
concept. To some extent it might be concluded that this outcome shows that it 
is possible to bridge the gap between cognition and behaviour that is often 
experienced as problematic in teacher education. Student teachers can develop 
practical knowledge that, more and sooner than is usually assumed, focuses on 
student learning and underlies and guides their teaching behaviour in practice 
for the benefit of students’ learning. Educating student teachers towards 
intentional and deliberate teaching in this way may not only foster the learning-
focused professional development of student teachers, but also contribute to 
the improvement of student learning itself. And that is, after all, essential for a 
teacher’s profession. 
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CHAPTER 5 
Portraits of learning-focused student teachers 

 
 
 
Abstract  
In our previous part studies we found that student teachers, who participated 
in a learning environment designed to foster learning-focused teaching, 
developed learning focused conceptions about learning and teaching, showed 
learning-focused teaching behaviour, and deliberately taught with a focus on 
student learning. The outcomes of the part studies on conceptions, teaching 
behaviour, and their accounts of their teaching behaviour have subsequently 
been used and combined to generate portraits of two individual student 
teachers that participated in the designed learning environment. The portraits 
confirmed on the individual level the various findings of the investigated group 
as a whole. Conceptions, behaviour, and accounts were focused on student 
learning. Both student teachers deliberately designed the learning environment 
and lessons for their students, taught according to their design and intentions, 
and accounted consistently for how they taught. They used the processed and 
acquired knowledge and insights consciously and intentionally in their lesson 
designs and during teaching. They thus also showed to be able to transfer 
knowledge and skills to a practical, professional situation. Cognition and 
behaviour seemed to be attuned in order to facilitate the students’ learning in 
practice. Both student teachers attributed their learning experiences explicitly 
to the main elements of the learning environment (authentic context, authentic 
task, reflective dialogue, and the content about student learning).  
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5.1 Introduction 
 
Our previous part studies showed that, after participating in our designed 
learning environment, student teachers developed learning-focused 
conceptions (Chapter 2) and learning-focused teaching behaviour (Chapter 3), 
and that their teaching behaviour and cognition showed much congruency 
(Chapter 4). The student teachers deliberately taught with a focus on student 
learning. We will now take a closer look at two student teachers regarding the 
main concepts of this dissertation. For this purpose, we combined the data of 
our previous part studies with additional data to generate detailed and in-depth 
illustrations, or portraits, of two of the student teachers who participated in the 
designed learning environment to exemplify their conceptions, behaviour, and 
accounts of their teacher activities from a more individual perspective 
(Goodwin, 2005; Lawrence-Lightfoot & Davis, 1997). Constructing portraits 
seems an appropriate way to show in a more holistic way student teachers’ 
cognition and behaviour, because it allows us to relate and integrate the 
outcomes of all previously used data sources and methods into more detailed 
illustrations (the portraits). As such, this chapter will illustrate the outcomes of 
the other part studies and deepen the insights provided by our previous 
research.  
 
5.1.1 Context of the part study and selection of the cases 
The research took place in an institute for Technical Teacher Education being 
part of a University of Applied Sciences in the Netherlands (see also Chapters 2, 
3, and 4). This institute provides a bachelor’s degree for teaching technical 
subjects in vocational education in several technical domains. Two student 
teachers, Rick and Josh, were selected for this part study. The two student 
teachers were part of the experimental group described in Chapters 3 and 4. 
They participated in the designed learning environment that was characterised 
by the use of authentic contexts, authentic tasks, and reflective dialogues.  

The student teachers were selected for this part study from the group of 
twelve participants on the basis of degree of consistency in outcomes of the 
questionnaire regarding their change in conceptions on teaching and 
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learning10, the technical domain they studied, the nature of the lessons they 
gave, and the levels of the school for their internship (see Table 5.1).  
 
Table 5.1 
Characteristics of the two student teachers on selection criteria 

Criterion for selection ST 1: Rick ST 2: Josh 
Outcomes 
questionnaire 

consistent outcomes 
(post-test: more 
constructivist, less 
transmissive than pre-test)  

not consistent outcomes 
(post-test: less 
constructivist, less 
transmissive than pre-test) 

Technical domain building and construction 
technology 

automotive technology 

Nature of lesson (mostly) practical lesson theoretical lesson with a 
practical component 

School level  Pre-Vocational Secondary 
Education 
(ages from 12 to 16) 

Senior Secondary 
Vocational Education 
(ages approximately 
between 16 and 20) 

 
5.1.2 Instruments and data collection 
In line with Goodwin (2005) and Lawrence-Lightfoot and Davis (1997), portraits 
of the two student teachers could be constructed on the basis of various sources 
of information. For an overview of the instruments that were used, see Table 
5.2. All instruments, as well as the method of data collection and analysis, are 
described more extensively in Chapters 2 (instruments 1, 2, 3, and 6a and 6b; 
see Table 5.2), 3 (instrument 4) and 4 (instrument 5).  

The questionnaires, drawings, and metaphors (see Chapter 2) were used 
to investigate the change in student teachers’ conceptions of learning and 
teaching.   

                                                           
10 With respect to the outcomes of the questionnaire a group student teachers with more 
consistent and a group with less consistent outcomes regarding their change in conceptions could 
be distinguished. The consistent group showed less transmissive and more constructivist 
conceptions of learning and teaching in post-test compared to the pre-test. In the less consistent 
group, the changes found were in less consistent directions, for instance less transmissive but also 
less constructivist conceptions in post-test compared to the pre-test. 
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Table 5.2 
Overview of instruments/data sources 

Variable Instrument/ data 
source 

Data 
collection Description 

Conceptions of 
learning and 
teaching 

(1) Questionnaire  pre - post Number of items: 41 (rated on a  
five-point Likert scale ranging from 
1 = completely disagree to  
5 = completely agree) 
Mean scores on two scales: constructivist, 
transmissive 

(2) Drawings  pre - post Labelling of content as constructivist or 
transmissive  
Number of constructivist and transmissive 
characteristics per student teacher 

(3) Metaphors  pre - post Choice of best representing metaphors out 
of a list of five constructivist and six 
transmissive metaphors about learning, 
and six constructivist and six transmissive 
metaphors about teaching 
Determination of choice as constructivist 
or transmissive 

Teaching 
behaviour 

(4) Video-
observation  

post Determination of teacher activities in four 
main categoriesa  
Categorisation as learning-focused, neutral, 
or not learning-focused 
Number of learning-focused, neutral, or 
not learning-focused teacher activities per 
main category 

Accounts: 
practical 
knowledge 

(5) Interview  post Summaries of accounts, determination of 
topics in four main categories 
Categorisation as learning-focused, neutral, 
or not learning-focused 
Number and focus of the topics referred to 

Learning 
experiences 

(6a) Learner 
reports  

during  
(2-3 
weekly) 

Determination of topics 
Categorisation of content as learning-
focused, neutral, or not learning-focused 
Description and focus of the topics  

Influential 
characteristics 

(6b) Learner 
reports  

during  
(2-3 
weekly) 

Identification of aspects of authentic 
context, authentic task, reflective dialogue, 
or otherwise 

Content of 
authentic task 

(7) Research and 
design reports; 
presentation  

post 
Description (summary) of content 

a Knowledge Construction; Interaction and Guidance; Assignments; Teaching and Learning 
situation  
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These data were collected in the experimental group of the second part study 
(see Chapter 3) before and after student teachers’ participation in the learning 
environment (pre-test and post-test). For this group, no results regarding 
conceptions were yet presented in the previous chapters (see Appendix A for 
the outcomes regarding the questionnaire for the entire experimental group). 
The video-observations regarded student teachers’ teaching behaviour. These 
were used to determine whether and how the student teachers showed 
learning-focused teaching behaviour during their lessons after participation in 
the learning environment (see Chapter 3). The interviews regarded student 
teachers’ accounts for their teaching behaviour immediately after the observed 
lessons. The interviews were used to determine student teachers’ focus of their 
teacher activities, and whether they taught deliberately (see Chapter 4). The 
learner reports were used to gain insight into the content and focus of student 
teachers’ learning experiences as well as the characteristics in the learning 
environment that they considered to be influential on their learning 
experiences. During their participation in the learning environment, student 
teachers were asked to report every two or three weeks on their relevant 
learning experiences. Information about student teachers’ background and 
subject for the authentic task was derived from the general questions in the 
questionnaire regarding conceptions, from their research and design reports, 
and from their presentation about their research, design, and execution of the 
authentic task at the end of the programme.  
 
5.1.3 Data analysis for the portraits 
First, a matrix was created to display the overview of the main results per data 
source for each student teacher (see Table 5.3). In five rows, the matrix 
represented the pre-test and post-test scores on the conceptions, the number 
and focus of different teacher activities that could be observed during the 
lesson, the number and focus of different topics in student teacher’s accounts, 
the topics and focus of student teachers’ learning experiences as apparent in 
the learner reports, and the characteristics of the learning environment 
mentioned as influential in the learner reports. A row was added in which the 
content of the authentic task was represented.  

Second, to characterise the data in student teachers’ accounts, overarching 
themes were determined. The accounts were chosen to determine the themes 
because these accounts reflected what the student teachers themselves 
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expressed as explanations and characterisations for their way of teaching. The 
themes that emerged therein therefore were considered to reveal a student 
teacher’s concerns and focus for the lesson taught. To determine the themes, 
related and recurring topics were looked for in the accounts of each student 
teacher. For example, the theme ‘relating theory and practice’ was established 
as Rick referred to several topics regarding relating theory and practice when 
explaining different teacher activities. He for instance referred to ‘relating 
theory and practice, contextualisation, and transfer’ (main category Knowledge 
Construction), ‘stimulating relating theory and practice, contextualisation, and 
transfer’ (main category Interaction and Guidance), ‘oriented at relating theory 
and practice, contextualisation, and transfer’ (main category Assignments), and 
‘didactic materials and workplace enabling relating theory and practice, 
contextualisation, and transfer by students’ (main category Teaching and 
Learning situation). Another example is the theme ‘autonomous learning’, 
which was established because related topics such as ‘stimulating autonomous 
learning, finding solutions autonomously’ (main category Interaction and 
Guidance), ‘call upon autonomous learning of students’ (main category 
Assignments), or ‘autonomous learning’ (main category Teaching and Learning 
situation) emerged in Josh’s accounts in relation to different teacher activities 
in several main categories.  

Third, after establishing these themes in the accounts per student teacher, 
we investigated whether and how the outcomes regarding the teacher activities 
and the conceptions of the student teacher corroborated the themes that had 
emerged in the accounts, and whether these themes further confirmed student 
teachers’ focus on student learning. The interviews and video-observations 
were repeatedly listened to and viewed again to check whether the 
interpretation and comparison of topics and the themes of the accounts and 
teacher activities were adequate. The learner reports were used mainly to 
check, validate, and further illustrate the outcomes regarding student teachers’ 
focus on student learning, next to using them to determine which characteristics 
of the learning environment the student teachers mentioned as influential on 
their learning process. The content of the authentic task was used to determine 
the subject and nature of the lessons that the student teachers gave. These were 
used to illustrate and clarify in the portrait what student teachers’ lessons were 
about. 
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Finally, each portrait was illustrated with quotes from the interview, 
examples from the video-observation, learner reports, and student teachers’ 
remarks on the drawings. The portraits are structured, beginning with a 
description of the background of the student teacher, followed by the general 
findings regarding conceptions, teaching behaviour, and accounts. 
Subsequently, a more detailed portrait of the student teachers is presented 
regarding the way they accounted for their way of teaching, describing the 
topics and overarching themes in their accounts, and how these were 
corroborated by their teaching behaviour, and conceptions. To complete the 
portrait, the characteristics in the learning environment that student teachers 
deemed influential on their learning experiences are described to decide if these 
characteristics of the learning environment did contribute to the change 
towards learning-focused conceptions and development of learning-focused 
teaching behaviour.  

The reliability of the instruments, data collection, procedure, and analysis 
has been checked and guaranteed in previous part studies, and is for this part 
study guaranteed by the use of previously used instruments, data collection, 
procedures, and methods of analysis (see Chapter 2, 3, and 4). The outcomes of 
the questionnaire on conceptions in the experimental group of the second part 
study at the post-test show the same direction of change as the outcomes of the 
student teachers in our first part study (see Chapter 2 and see Appendix A). This 
also supports the reliability of the outcomes on conceptions. The use of 
representative quotes from accounts, and examples derived from video-
observations, learner reports, and drawings also supports the reliability (Maso 
& Smaling, 1998). 
 
5.2 Results 
 
In the following the in-depth student teacher portraits will be presented. Table 
5.3 gives an overview of the findings that were used for making the portraits. 
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Table 5.3  
Overview of the findings per ST 

Variable Instrument Rick Josh 
Conceptions 
of learning 
and teaching  

 conceptions  conceptions 

pre post pre post 

Questionnaires 
(mean scores 
on a scale of 1-
5) (1) 

learning 
t1 3.23 2.54 3.23 2.54 

c2 3.57 3.64 3.93 3.50 

teaching 
t 2.11 1.67 2.56 1.67 

c 3.75 4.00 4.50 4.00 
Drawings (2)  number of 

characteristics 
number of 

characteristics 

learning 
t 1 0 7 1 

c 4 8 6 9 

teaching 
t 3 0 6 0 

c 2 7 2 11 
Metaphors (3) learning c (C1) c (C2) c (C1) c (C1) 

teaching c (C2) c (C3) t (T2) c (C2) 
Teaching 
behaviour 

Video-
observation (4)  

main 
category 

number of different 
observed teacher 

activities 

number of different 
observed teacher 

activities 
 LF3 NLF4 N5 LF NLF N 

KC6 7 1 - 5 0 - 
IG7 15 2 1 11 0 1 
A8 5 1 0 5 0 1 
TL9 4 0 - 2 0 - 
other 1 - - 0 - - 
total 32 4 1 23 0 2 

Accounts: 
practical 
knowledge 

Interviews (5) 
 

main 
category 

number of different 
LF topics 

number of different 
LF topics 

KC 5 4 
IG 16 16 
A 4 5 
TL 7 3 
total 32 28 

Learning 
experiences 

Learner 
reports (6a) 
 

focus topics topics 

LF 

- activating 
students 

- questioning 
students critically 
to enhance 
understanding 

- students want to 
work practically, not 
study theory, and 
are motivated best 
when stimulated to 
learn autonomously 
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- designing a 
module to 
provoke 
integrating theory 
and practice, and 
deep learning 

- getting an 
overview of 
students working 

- posing thinking-
activating questions 
to enhance student 
understanding 

- connecting to 
students’ concerns 
and experiences to 
motivate students 

- getting conscious of 
the effects of own 
way of teaching on 
students 

- giving students 
autonomy makes 
them learn  

N 
- dealing with 

unexpected 
situations 

- in situations of 
conflict: keep calm 
and keep to facts 

Influential 
characteristics  

Learner reports (6b) 
 

- authentic context 
- authentic task 
- reflective dialogue  
- learning content 

of programme 
(student learning) 

- authentic context 
- authentic task 
- reflective dialogue 
- teacher education 

programme/ 
learning content 

- work experiences 
Content of 
authentic 
task 

Research and design reports; 
presentation (7) 
 

- series of lessons 
in stucco work 

- relating theory 
and practice 
(regarding stucco 
work) 

- series of lessons and 
(digital) assignments 
in motorcycle 
technology 

- autonomous 
learning 

- practical, authentic 
assignments to 
motivate students 

- just-in-time theory 

1 t = transmissive 
2 c = constructivist 
3 LF = learning-focused 
4 NLF = not learning-focused 
5 N = neutral 

6 KC = knowledge construction 
7 IG = Interaction and Guidance 
8 A = Assignments 
9 TL = Teaching and Learning Situation
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5.2.1 Rick 
Background 
At the time that this part study took place, Rick was a 23 year old student 
teacher of the department of Building and Construction Technology. His 
former education was Senior Secondary Vocational Education. He was in his 
third year of the bachelor programme. His school of internship was a school 
for Pre-Vocational Secondary Education11. He gave his lessons to students in 
the advanced vocational programme. Rick’s class consisted of 16 students in 
the third year of their educational programme (15-16 years old); the 
programme regarded the sector of Technology. 

Rick’s subject for his authentic task was a design for a series of lessons 
(module) in stucco work. As he stated in his research and design report and 
presentation, Rick’s goals were that his students should acquire the necessary 
theory and skills regarding stucco work and to get insight into the professional 
competencies of a stucco worker. He did research into the way his students 
learned stucco work and how to make his students relate theory and practice. 
He formulated the following guidelines and (intended) characteristics for his 
design task, thereby mainly concentrating on the way he wanted to support 
and interact with his students to make them construct knowledge12: 

• Way of knowledge construction: 
- Theory and practice should be integrated in the same module;  
- Subjects should be integrated and complex; 
- The students should acquire knowledge in a realistic situation; 
- Peer assessment as means of assessment.  

• Interaction and Guidance:  
- The students should become intrinsically motivated by provoking a 

sense of ownership in them; 
- Stimulating collaboration of students during the programme.  

                                                           
11 These schools prepare students for Senior Secondary Vocational Education. Pre-Vocational 
Secondary Education encompasses programmes in four sectors: Care and Welfare, Technology, 
Business, and Agriculture. The curricula of the programmes differ in the degree of difficulty and 
in the ratio of the theoretical and practical subjects. The various levels are: basic vocational 
programme, advanced vocational programme, combined programme, and theoretical 
programme.  
12 Based on an excerpt of Rick’s research and design report and presentation. 
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In his research and design report and presentation, Rick further mentioned 
that the module to be designed should also facilitate future continuation of 
education in Senior Secondary Vocational Education. The competencies for the 
(future) professional job of a stucco worker were the starting-point of the 
design. The design described in the research and design report encompassed 
the learning goals, the lesson plans, the learning materials, the organisation 
and arrangement of the physical learning environment (including the order list 
of materials and tools), the safety procedures, and the assessment procedure. 
The design was carried out by Rick. At the end of his internship and after 
positive evaluation, the school decided to make his design a definite part of 
the school curriculum. 
 
General findings on the main concepts 
After participating in the designed learning environment, Rick’s conceptions 
were changed towards more constructivist and less transmissive conceptions. 
This regarded his conceptions of learning as well as of teaching. This change 
was visible in both the questionnaires and the drawings (see Table 5.3). 
Looking at the changes that occurred in the questionnaire, all changes were 
meaningful except for the change that concerned constructivist conceptions 
of learning (accepting a cut-off point of a half SD as meaningful change; see 
Appendix A for the outcomes). As for the drawings for learning, at the pre-test 
Rick showed one transmissive and four constructivist characteristics, and for 
teaching three transmissive and two constructivist ones. After participation in 
the learning environment, for learning he showed no transmissive and eight 
constructivist characteristics, and for teaching also no transmissive and seven 
constructivist characteristics, which means an overall shift towards more 
constructivist characteristics in the drawings (see also Figure 5.1 and 5.2 
representing the post-test drawings). In line with our definition in Chapter 2, 
constructivist conceptions are regarded as oriented towards students actively 
constructing knowledge and regulating their own learning processes, and the 
teacher facilitating students’ learning processes. Rick’s conceptions afterwards 
represented a clear shift towards more focus on student learning. In the 
metaphors regarding learning and teaching at the pre-test, Rick chose 
constructivist metaphors as representing best his view. In the post-test he also 
chose constructivist metaphors. 
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Figure 5.1 Rick’s post-test drawing of learning. The English translation of the 
written text in the drawing: integrating theory and practice. 
 

 
 
Figure 5.2 Rick’s post-test drawing of teaching. The English translation of the 
written text in the drawing: 1: First I work on the theory. 2: Subsequently the 
teacher instructs me. 3: Then I go on by myself with my practical work 
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With respect to his teaching behaviour, during his lesson at the end of his 
internship Rick showed 32 different learning-focused (LF) teacher activities, 
four different not-learning focused (NLF) ones, and one neutral (N) teacher 
activity (see Table 5.3). Most of the teacher activities pertained to the main 
category Interaction and Guidance (see Chapter 3 and 4), such as ‘interaction 
stimulating student thinking processes by asking questions’, ‘process-oriented 
interaction’, and ‘interaction stimulating collaboration, student interaction, 
and peer feedback’. 

Rick’s accounts after the lesson reflected only LF topics; he explained all 
his teacher activities by referring to students’ learning goals, students’ learning 
processes, or how to facilitate student learning (see Appendix B). Thirty-two 
different topics emerged, most of these in main category Interaction and 
Guidance (see Table 5.3), such as ‘goal orientation: making students think 
about why and how to reach their goals’, ‘stimulating students’ learning 
processes’, and ‘stimulating critical thinking, thinking from another 
perspective’.  

Summarising, Rick’s conceptions showed a clear focus on student learning 
after participation in the designed learning environment. His teacher activities 
and his accounts about his lesson about stucco work reflected a clear focus on 
student learning. This focus was further confirmed in his learner reports. 
Looking at the content of the learner reports, Rick described mostly 
experiences that regarded student learning and how to facilitate this. In his 
learner reports, Rick, for instance, described how he actively searched how to 
make sure that the students really understood the theory and skills to be 
learned in his lessons. He thus found out that it is important to question the 
students critically and check if they really understood it. He investigated how 
to pose critical questions adequately, describing this for instance with:  

 
During the presentations [of the students, showing what they learned and 
made during the lessons], I found it difficult to pose critical questions. [.…] 
This made me realize that I have to gain more insight in a project that they 
are working on, to be able to ask critical questions about that specific 
project. […] It is important to ask critical questions, because that way you 
may find out whether they really get the message about the subject of the 
lesson. [.…] That way you find out whether a student really understood 
what he was doing. (Learner report) 
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He also, for example, described that he searched how to activate a student for 
whom it was difficult to concentrate on theoretical problems and who 
preferred working with his hands. He entered in a dialogue with the student 
to make clear why it was important to work on and understand the theory in 
order to be able to do practical tasks professionally. After this, they both 
agreed on the goals the student should meet during the lesson and Rick kept 
on stimulating the student to find the necessary answers. 
 
Rick’s teaching  
Overarching theme: Relating theory and practice 
The most prominent theme in Rick’s accounts for how he taught was relating 
theory and practice. The topics related to this theme recurred in his 
explanations of various teacher activities, and over all the main categories of 
Rick’s teacher activities. He explained his design, especially his assignments 
and the organisation of the teaching and learning situation, as follows: 
 

Integrating theory and practice […] that is how I actually wanted to do it. 
And also with the security procedures, which are very important, you can 
integrate that too in the theory for this module. So, not making a separate 
chapter about it, but integrating it all together. Actually it is relating 
everything all the time. (Accounts) 

 
Rick explained that he wanted to make his students relate theory and practice 
to enable them to use their acquired knowledge and skills adequately in their 
(future) professional practice (main category Knowledge Construction). For 
instance, he explained a teacher activity with: 
 

What [the theory] they learn here has to be immediately applicable in 
practice for them. If they only can apply it in practice in two weeks’ time, 
it will not stick with these students. (Accounts) 

 
In his teaching behaviour during the lesson, this emphasis on relating theory 
to professional practice and competencies was clearly recognisable in the way 
he actually stimulated the knowledge construction of his students and tried to 
make the concepts meaningful for them. For instance, at the beginning of the 
lesson, he explained the meaning of the concept ‘professional competencies’ 
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to his students. He posed questions to his students about what these 
competencies meant, what they intended to learn to be able to act 
professionally, and what they were actually learning for when practising their 
skills. He exchanged examples with them regarding stucco work, thereby 
asking for and referring to their recognition of stucco work in realistic 
situations. For instance, he asked them:  
 

Did you see stucco work before? Where do you usually come across it? 
(Video-observation) 
 

He regularly asked his students for their former knowledge, skills, and 
experiences. Rick then also posed deepening questions, asking his students to 
make their answers more explicit and concrete. He afterwards explained to 
have posed this kind of questions to facilitate his students’ relating the learning 
content to a stucco worker’s practice in a concrete and realistic manner, and 
to evoke their former knowledge and experiences (main category Knowledge 
Construction).  

Later on in his lesson, when interacting with and guiding his students 
(main category Interaction and Guidance), he again repeatedly asked his 
students for prior knowledge and examples, explaining this as follows:  
 

You have to raise enthusiasm with these students and ask them what they 
think about it [professional competencies], ask them what they already 
know about it, find out their prior knowledge, ask them to give examples, 
so I asked them: ‘where do you see this kind of stucco work, what do they 
[stucco workers] use it for?’ to supply them with information about what 
a stucco worker really does in professional practice. They already quite 
know it, but you have to make them realise it. (Accounts) 

 
When the students were working by themselves in the workbook, Rick urged 
them to think of their practical experiences regarding the learning content 
(main category Interaction and Guidance). He posed supplementary questions 
encouraging them to make explicit how they could use what they learned in 
professional practice (main category Knowledge Construction). Rick later 
explained he did so to make them think and reflect more critically about the 
theory, to give it meaning, and to enhance their recognition and use of the 
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theory in practice. In his interactions, he often referred to the professional 
knowledge, skills, or competencies of a stucco worker. He explained such 
teacher activities for instance by stating: 
 

Working on general professional competencies, […] that is how they have 
to work here in practical situations as well as in real professional practice. 
It is not just learning for this module, but also for all other modules and 
being able to work adequately during their internship. (Accounts) 

 
While the students were working in the workbook, Rick also stimulated them 
to reflect on what they were learning and how they would act professionally 
in a realistic working situation (main category Interaction and Guidance). He 
did so, because he deemed it necessary that they reflected on their 
professional attitude even though these students often hesitate to reflect 
explicitly. He explained such a teacher activity afterwards for instance as 
follows:  
 

If someone [a student] gets angry [during his internship at the workplace], 
for example, maybe he does not want to reflect on it in writing because he 
thinks that maybe he will be judged on that behaviour [getting angry] and 
maybe it won’t be deemed right behaviour [by his superior]. If you 
question him further on this and you know of his issue that ‘he always gets 
angry quickly’, then you can suggest: ‘you have to work on it reflectively 
because later in your professional job you cannot get angry this way. You 
have to learn to act professionally in such a situation. (Accounts) 

 
Rick explained that with the way he allocated the assignments (main category 
Assignments), his use of specific learning materials, and the organisation of 
teaching and learning (main category Teaching and Learning situation), he also 
wanted to enable relating theory and practice by his students. For instance, he 
specifically designed the workbook to facilitate relating theory to practice and 
students’ practical experiences. The subjects in this workbook were: students’ 
own (professional) competencies including reflective skills, their own learning 
goals, and the theory that was needed to do stucco work appropriately in 
practice. He later explained to have chosen these subjects as an orientation on 
the professional task. Rick had supplied the workbook with photographs which 
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represented realistic working situations. For the teaching and learning 
situation he designed and constructed a wall in his classroom which 
encompassed various problems and angles that students might be confronted 
with at their place of work or in future jobs (regarding building construction). 
He explained this with: 
 

If you have done it [stucco work] once […]. Look, this [a prepared wall in 
the practice situation in the classroom] is a flat wall. So if you come across 
such a wall in reality, than you know which actions to perform elsewhere 
too. You can link the actions described here [at school] with real life 
experiences in another situation. But the first time it is difficult for students 
to link what they learned to the situation when applying the skills in that 
situation. (Accounts) 

 
During the lesson, the students first worked on the theory in their workbook. 
Immediately afterwards, they had to put their knowledge into practice in the 
semi-realistic situation in the classroom. As Rick explained in his accounts, he 
did this to enable students to call up the relevant information in a professional 
situation and facilitate his students’ use of theory and skills in professional 
practice. He posed questions during their practice work to remind them of the 
information they just acquired, and explained this with: 
 

If they first process the theory and subsequently have to apply it in 
practice, they know how to relate both. That way they will really learn it. 
But if they learn something in theory and they do not use what they learn, 
they will not know when and to what end they need to apply the 
information in a practical situation […] and they will forget what they 
read. If they have to use it immediately, it will stick better with these 
students. (Accounts) 

 
When his students were practising their stucco skills during the lesson, Rick 
pondered, talking softly to himself, on whether this way of working (first 
acquiring theory, and then immediately putting it to practice) would indeed 
work out well for their learning process:  
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I have to await whether it will stick this way, how they work with it [the 
workbook], and how it works out in practice. After this working period I 
am going to ask them […] how they experienced working thus and what 
they would like to be different. Then I may adapt it. The theory will be 
needed to do the practical job later on in this lesson; then I will see whether 
they remember it adequately and use it appropriately. I can assess 
whether they really understand it by the way they practice it. (Video-
observation) 

 
This emphasis on relating theory about stucco work to professional practice in 
Rick’s accounts and teaching behaviour was also expressed in his conceptions, 
specifically in the drawings, at the end of the programme (see Figure 5.1 and 
5.2). In these, he expressed relating theory and practice, and practically 
(professionally) oriented learning and teaching, next to autonomous and 
collaborative learning. In the clarifying answers13 for his drawings, he 
mentioned relating and integrating theory and practice, deep learning, and a 
realistic (learning) situation. In his learner reports, relating theory and practice 
also emerged: Rick described his search for the best way to design the stucco 
module (authentic task). He found out and decided on which points of 
departure to focus his research and design. These points were ‘integrating 
theory and practice’ and ‘deep learning’. Rick’s accounts, his actual teaching 
behaviour, and his conceptions, also corroborated by his learner reports, thus 
reflected Rick’s deliberate emphasis on relating theory and practice, 
orientation on professional stucco work, and stucco workers’ competencies. 
  
Another overarching theme: Autonomous learning  
When accounting for his way of teaching, Rick also explained to aim for his 
students to learn and act autonomously, because this competence would be 
essential in a professional job. During the lesson he reminded his students 
several times of the need to be able to work autonomously when having a job 
in the future (main category Interaction and Guidance). In his accounts, he 
emphasised the importance of making his students think over and assess their 

                                                           
13 In order for the researchers to be able to interpret the drawings correctly, the student 
teachers were asked to briefly describe what was happening in the drawing, to mention five 
core concepts that were important for what was happening in the drawing and to say what they 
would like to add which could not be expressed in the drawing (see Chapter 2). 
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own competencies, and setting their own learning goals for the lesson (main 
category Interaction and Guidance). He for instance said: 
 

They [the students] have not yet really learned to make and hold on to 
clear work commitments. Setting learning goals is actually also making 
commitments [...]. Because when they set their learning goals themselves 
[...], they themselves know best what to work on, I think. Though they 
won’t always say spontaneously: ‘I think I should make clear commitments 
about what to work on, and keep to them.’ (Accounts) 

 
Rick explained that he deliberately built in and facilitated autonomous learning 
in his lesson(s), for instance by making his students in pairs work autonomously 
in their workbook on defining their learning goals, assessing their own 
competencies, planning the way to acquire these (main category Interaction 
and Guidance), and practice their stucco skills on the wall by themselves (main 
category Teaching and Learning situation). Rick also posed supplementary 
questions to make them think and reflect more critically or work more 
consciously, thus supporting his students’ autonomy by scaffolding. For 
instance, he explained how he supported and interacted with his students 
(main category Interaction and Guidance): 
 

Well, when they tried to install those pine slats and profiles, then you could 
see them think: ‘Wasn’t there something about it in the workbook? I have 
just read it: make sure that it is five millimetres’ [...] because I just before 
asked them about that: ‘How many millimetres should it stick out?’ [...] 
After I showed them how to do it on the left side, they were actually 
working it out all autonomously on the right side, installing those slats, 
[...] and they also took the initiative themselves to grab and make use of 
the level. (Accounts) 

 
Autonomous learning was also expressed in Rick’s conceptions after 
participation in the learning environment. In his drawing about teaching, 
learning by oneself was mentioned explicitly (see Figure 5.2). Rick for instance 
wrote in text balloons in the drawings:  
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First I work on the theory. Subsequently the teacher instructs me. Then I 
go on by myself with my practical work. (Drawing,) 

 
In the additional remarks on his drawing about learning, Rick named as first 
important keyword about what happens in the drawing: ‘autonomy’, and he 
explains this with: 
 

The students work autonomously and collaboratively as much as possible. 
(Drawing) 

 
In the metaphors regarding learning, Rick chose ‘Learning is like travelling in 
an unknown country’. Regarding teaching he chose ‘Teaching is like making 
available a scenery that students have to fit out and tend to autonomously, 
with the teacher monitoring students’ activities meticulously’. Both choices 
emphasize (facilitating) autonomous learning; in the last metaphor also the 
scaffolding role of the teacher is recognisable. In his clarifying answer, Rick 
underpinned his choices with: ‘Students should be facilitated to work together 
autonomously’. In his teaching behaviour, Rick showed to put this expressed 
conception into practice. For instance, after a short instruction in which he 
explained to his students the practical order of things to do, he let them 
prepare the mortar, make the scaffold for the stucco work, and do the stucco 
work autonomously (main category Teaching and Learning situation). He 
stimulated them to work together, divide the tasks, and confer about the task 
on their own accord (main category Interaction and Guidance; see also the 
next overarching theme about Collaboration). He provided them, just in time, 
with additional advice or information while they were working, often by way 
of sharing his thoughts and insights out loud. During the working process he 
gave positive feedback that was oriented on how they performed and what 
the results would be. Whenever his students posed a question or when he saw 
they had a problem, he supported them with help or advice (main category 
Interaction and Guidance). This way of teaching was in line with his accounts 
and conceptions and might best be characterised as stimulating self-regulated 
learning by students, in combination with scaffolding and adaptive support. As 
Rick explained about this way of teaching: 
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Actually it is a combination of it [autonomous learning and support]. They 
get going autonomously, but now and then you have to support them. Like 
with the scaffolding [skill in building construction]: if these students do it 
all by themselves, I don’t think it goes as quickly, or actually well, as when 
you show them once, like: ‘oh, that’s how it works!’ (Accounts) 

 
A third overarching theme: Collaboration and peer feedback 
Rick explicitly stimulated collaboration and peer feedback, explaining in his 
accounts that these skills were important to become aware of how they 
worked and to improve their reflective skills in his students. Discussing 
acquired knowledge and exchanging ideas would support reflection and 
evaluation. He, for instance, explained: 
 

If you let them work together they tend to correct each other, like: ‘don’t 
copy what I do, but you might find it out for yourself.’ Or if they don’t know 
the answer, they confer with each other about the answer. [....] If they are 
allowed to work together, they will consult each other and make some 
kind of strategy: ‘if you do this and I do that and afterwards we will discuss 
it’. (Accounts) 
 
They evaluate their own work and evaluate each other. So, first they do a 
self-evaluation, and then the other student reacts on that: ‘I think you did 
not do it quite right’, or ‘I think you did not work seriously enough.’ My 
intention is that they fill out the evaluation together, and then the teacher 
joins them [...]. Then, as a teacher, you may ask further questions, like for 
instance: ‘Well, you made these agreements together, but you did not 
quite fulfil your obligations, did you?’ … It is important that they reflect on 
how they worked. (Accounts) 

 
He also stimulated collaboration because collaboration is a professional 
competence for stucco workers. In his conceptions, collaboration and peer 
feedback were also emphasised (see for instance Rick’s clarifying answer 
underpinning his choices of the metaphors ‘Students should be facilitated to 
work together autonomously’ mentioned in the previous overarching theme). 
In his additional remarks on what was happening in the drawing about 
learning, Rick named collaboration as second important keyword about what 
happens in the drawing, and peer feedback as the fifth key word (with ‘deep 
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learning’ and ‘integrating theory and practice’ in between). He explained his 
keywords (collaboration and peer feedback) as follows:  
 

The students work autonomously and collaboratively as much as possible. 
They evaluate each other by means of peer feedback. (Drawing) 

 
During his lesson, when urging his students to think well about the professional 
competencies and their goals, as well as when the students were working on 
their theory and practicing their skills, he regularly stimulated their working 
together and discussing problems, solutions, or an approach with each other. 
He regarded the teacher as being an equal part of this collaboration, similar to 
professional work circumstances with a good work climate. Afterwards, he for 
instance explained his own collaborative behaviour with his students in the 
following way:  
 

I always deem it [collaboration] important in a practice situation. In real 
practice you have to work together, and I think that if you just tell them 
‘do this or that, and now you are going to practice it’, then you act as 
someone far above them. But as a teacher you also have to work among 
them [the students] and actually work together with them. (Accounts) 

 
His interaction with his students corroborated this statement. He often posed 
personal questions too, and for instance shared, humorously, his fear that they 
all (including Rick himself) would have sore muscles the next day, regularly 
using the word ‘we’ (thus including himself). He ended his lesson rather 
informally:  
 

We’re going to have a break together. (Video-observation) 
 

During his lesson, and regarding collaboration, Rick additionally explained 
(video-observation) that teachers should make deliberate educational choices 
and implement these consistently throughout the curriculum to really provoke 
student learning. He emphasised the necessity to be consistent in making 
students collaborate, designing the lesson accordingly, and assessing students 
explicitly on these competencies. If you do so as a teacher, students will get 
conscious about it and work on it; he said about this: 
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I think that if you as a teacher follow this through, so: making students 
work together – because you should make deliberate choice in this – and 
also assess them on such competencies consistently [...], then it will work 
out well with these students. They will become conscious about it, like: ‘I 
marked that competence, I committed myself to work on it, so now I really 
have to show it during my practice.’ (Accounts)  

 
Influential characteristics of the learning environment  
The influential characteristics that Rick referred to in relation to his various 
learning experiences were the combination of the authentic context 
(especially the observations of and interactions with students) and the 
authentic task (especially the teaching activities and the design and research 
task), the reflective dialogue with mentor, colleagues, and teacher educator, 
and student learning as the learning content of the programme. In his learner 
reports, Rick described specific learning characteristics of his students that he 
observed during his lessons (authentic context) when he interacted with them 
during the lessons. For instance, he described that they preferred working on 
their practical skills rather than concentrating on the necessary theory. He 
discussed such problems with his mentor and colleagues (reflective dialogue), 
actively searched how to activate students to work on their theory, found a 
solution (relating theory and practice in the minds of his students), and 
implemented this solution in his lesson design (authentic task: research, 
design, and implementation). He, for example, also searched how to make his 
students understand the theory and perform their skills better (when 
determining and describing his goals for his authentic task and starting with 
the research and design part), and found out, through discussing his ideas 
about it with his teacher educator (reflective dialogue), that these problems 
pertained to the concepts ‘integrating theory and practice’ and ‘deep learning’ 
(learning content about student learning). He searched for ways to put these 
concepts into practice for his students. He implemented his insights in his 
lesson design (authentic task).  
 
Conclusion regarding Rick 
The overall pattern of the data shows that Rick’s focus was on student learning, 
especially on how to make his students relate theory and practice and transfer 
their knowledge and skills to practical, professional situations. Autonomous 
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learning, and collaborative learning and peer feedback further emerged as 
overarching themes from accounts, conceptions, and teaching behaviour. 
Cognition and behaviour seemed deliberately attuned to facilitate his 
students’ learning in practice. Rick described the characteristics of the learning 
environment in his learner reports as helping him to develop the supporting 
knowledge and insights through participating in the designed learning 
environment. He used these knowledge and insights consciously and 
intentionally in his lesson design and while teaching, thus showing himself to 
be able too to transfer his knowledge and skills to a practical, professional 
situation. 
 
5.2.2 Josh 
Background 
Josh was a 23 year old student teacher of the department of Automotive 
Technology at the time of the part study. His former education was Senior 
Secondary Vocational Education. He was in his third year of the bachelor 
programme. His school of internship was a school for Senior Secondary 
Vocational Education. He gave lessons to students following the work-based 
study-route14 in Automotive Technology. Josh’s class consisted of a mixed 
group of 12 students in the first or second year of their educational 
programme, varying in age from 16 – 20 years old. 

For his authentic task, Josh designed a series of lessons and digital 
assignments (module) in motorcycle technology for a new training 
programme. The training programme consisted of an electronic learning (e-
learning) environment called ‘Learning Box’. Students were expected to work 
autonomously on the computer or laptop; the teacher would instruct and 
support them. The module and all assignments were to be designed and 
carried out by Josh and a co-student teacher. When he started his internship, 
Josh knew quite well what to expect and what to do at his school. As he stated 
in his research and design report and presentation, his goals were that his 
students should ‘learn how to learn’; the module should be focused on 
autonomous and deep learning and be oriented on professional contexts. The 
knowledge that students acquired should be broadly useable in varying 

                                                           
14 In the work-based study-route of Senior Secondary Vocational Education, participants attend 
courses at school during one or two days a week; they work in practice for three or four days.  
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contexts. Technical materials and tools should be abound during the lessons. 
Students should become able to do the tasks that they learned at school 
autonomously at work. Teaching should be process-oriented and assessment 
should be accordingly: oriented on the learning process of the students rather 
than on the learning outcomes. The competencies for the (future) professional 
job of motorcycle technician were the starting-point for the design. These 
were determined in consultation with stakeholders of automotive industry15. 
The design encompassed the learning goals, the lesson plans, the assignments, 
the organisation and arrangement of the e-learning environment, and the 
assessment procedure. The design was carried out by Josh and his co-student 
teacher. At the end of his internship and after positive evaluation, the school 
decided to make the design and assignments a regular part of the school 
programme. 
 
General findings on the main concepts 
After participating in the designed learning environment, Josh’s transmissive 
conceptions in the questionnaire were changed towards significantly less 
transmissive conceptions (accepting a cut-off point of a half SD as meaningful 
change; see Appendix A for the outcomes). This regarded his conceptions of 
learning as well as of teaching. His constructivist conceptions of learning and 
of teaching at the pre-test were in comparison with the other student teachers 
significantly high, but after participating in the learning environment, they 
were significantly less constructivist than before, though still around the 
average for the group. This change was, however, not visible in the other 
instruments regarding conceptions (see Table 5.3). As for the drawings about 
learning, at the pre-test Josh showed seven transmissive and six constructivist 
characteristics, and regarding teaching six transmissive and two constructivist 
ones. After participation in the learning environment, he showed one 
transmissive and nine constructivist characteristics regarding learning; 
regarding teaching he showed no transmissive and eleven constructivist 
characteristics, which means a clear shift towards less transmissive and more 
constructivist characteristics in the drawings (see also Figure 5.3 and 5.4 
representing the post-test drawings).  

                                                           
15 The statements about the authentic task are based on an excerpt of Josh’s research and design 
report and presentation.  
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Figure 5.3 Josh’s post-test drawing of learning. English translation of the 
written text: - autonomous; - relevant practical assignments; - short theory 
lessons. 

 
Figure 5.4 Josh’s post-test drawing of teaching. The English translation of the 
written text on three persons: me. 
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Looking at the changes that occurred in the metaphors regarding learning and 
teaching, Josh chose the same constructivist metaphors for learning as 
representing best his view before and after participation in the learning 
environment. For teaching, before participation in the learning environment 
he chose a transmissive metaphor, and afterwards a constructivist one. 
Overall, Josh’s conceptions afterwards represented a shift towards more focus 
on student learning in drawings and metaphors, a change not completely 
consistent with the questionnaire results.  

With respect to his teaching behaviour, Josh showed 23 different 
learning-focused (LF) teacher activities, no not learning-focused (NLF) ones, 
and two neutral (N) teacher activities during his lesson at the end of his 
internship (see Table 5.3). Most of the teacher activities pertained to the main 
category Interaction and Guidance (see Chapter 3 and 4), such as ‘stimulating 
student thinking processes by asking questions’, ‘oriented on professional 
tasks’, ‘oriented at students’ concerns, experiences, and perceptions of 
environment’, ‘stimulating self-regulated learning by student’, and ‘process-
oriented feedback’. 

Josh’s accounts after the lesson reflected only LF topics. Namely, he 
explained all his teacher activities by referring to students’ learning goals, 
students’ learning processes, or how to facilitate student learning (see Table 
5.3 and Appendix B). Twenty-eight different topics emerged, most of these 
(16) in the main category Interaction and Guidance (see Table 5.3), such as 
‘self-regulation of students regarding learning-process, planning’, ‘students 
making own choices regarding content, process, or planning; ownership’, 
‘stimulating students’ learning processes’, ‘stimulating understanding, 
knowledge construction’, and ‘stimulating autonomous learning, finding 
solutions autonomously’ (see also Appendix B). 

Summarising, after participation in the learning environment Josh’s 
conceptions became less transmissive; his metaphors and drawings showed a 
more constructivist focus on student learning. His teaching behaviour and his 
accounts reflected a clear focus on student learning. The focus on student 
learning was also confirmed in his learner reports. Looking at the contents of 
the learner reports, Josh described experiences that regarded how to facilitate 
student learning. In his learner reports, for instance, Josh described his 
concern for his students’ understanding. He found out that it is important to 
question the students critically to enhance their understanding. He also 
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expressed his concern for their motivation. He observed that his students had 
a problem in being motivated when studying theory and preferred working in 
practice. He became convinced that instructing students with theory should 
not take too long (no more than 15 minutes, as he made clear in his drawings). 
He found out that when they were stimulated to learn autonomously and 
when the teacher connected to their concerns and experiences, they would 
get motivated to learn. He explained: 
 

We do not work with books. Everyone works on the computer. The 
assignments are short to allow students to get finished within one lesson. 
This increases their motivation because they can choose to skip parts. 
There are no extensive theory lessons, the student starts with his 
assignment and can ask for theoretical support if necessary [...] and the 
teachers’ support is always there. I noticed that motivation among 
students is pretty good when the practice situation is recognisable and 
orderly for them, and looks like the work context. Because they also have 
to seek out there [in the work context] the necessary information if it does 
not work out all right. [….] There is no use in making elaborate theoretical 
instructions for them, you have to make it concise and stimulate them to 
find out things for themselves. (Learner report) 

 
Josh’s teaching 
Josh’s lesson that was observed and about which he was interviewed was 
about the main subjects: ‘automotive workplace management and planning’ 
and ‘motivation of employees’. In Josh’s accounts of his lesson three themes 
could be discerned. The topics related to these themes recurred often in his 
explanations of various teacher activities and over more main categories of 
Josh’s teacher activities (see also appendix B). These themes were: relating 
theory and practice, self-regulation and autonomous learning, and motivation. 
In the accounts these themes were clearly discernible, but the theme 
motivation was often interwoven with the first two themes. The third theme 
will therefore be illustrated when elaborating on the first two. 
 
Overarching theme: Relating theory and practice, and motivation  
Josh explained his lesson design as well as many teacher activities by 
emphasising the importance for his students’ learning to relate the theory they 
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learned at school to their work experience and job. He characterised his lesson 
design, assignments, and the e-learning environment (the Learning Box) as 
‘context rich’, describing this as: 
 

Designing assignments that fit in the work context […] that they just might 
come across in practice. [….] If you design an assignment that is ‘context 
rich’, this will cause, when they are confronted with a recognisable work 
context, that they will recognise it and automatically connect it to their 
own experience. [….] [When confronted with this assignment] they will 
then recall something that they did [in practice], and you can explain why 
it might be not quite right, or appropriate. (Accounts) 

 
Relating to practical work contexts and tasks was visible in all main categories 
of his accounts. Systematically relating theory to recognisable practice would 
work out better, according to Josh, for students’ understanding and being able 
to practice what they learned at their work (main category Knowledge 
Construction). Teaching in that way would support the students to recognize 
and experience the relevance of what they learned and thus motivate them to 
learn (main category Interaction and Guidance). He explained a teacher 
activity for example by saying: 
 

For instance regarding their making of the ‘planning at the workplace’, […] 
I ask them for instance: ‘How about when your motorcycle breaks down, 
how do you start? Do you just haphazardly start changing computers and 
plugs and then you just wait and see what will happen?’ That way they 
make the connection (between theory and practice) much easier. I have 
that too; if someone gives a practical example to the theory, I make the 
connection much easier. That is why I try to do that for my students too. 
(Accounts) 

 
Josh chose the subjects for his lesson and designed the tasks ‘context rich’ 
because these would be relevant for their jobs. For instance, Josh deemed the 
subjects of ‘planning at the workplace’ and ‘motivation of employees’ 
motivating for his students and chose these subjects intentionally to enhance 
their conscious understanding and transfer of the knowledge about the 
subjects to practice (main category Knowledge Construction):  
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They have to know about these subjects [‘planning at the workplace’ and 
‘motivation of employees’] and I notice they are nicely engaged with these 
[during the lesson]. [….] Unconsciously they know how to act in practice 
on these subjects, but not really very consciously. That is why I think it is 
important. [….] That part still missed in the curriculum. [….] They do it all 
right, but not very conscious. If you question them more thoroughly, they 
first say that they don’t [bring their knowledge on the subjects to practice] 
but if you pose more questions they recognise that they do it all right, only 
unconsciously. (Accounts) 

 
Josh explained that, though knowledge of these subjects was essential for their 
job, the students were usually not motivated to listen or learn theory and that 
they had problems staying concentrated on a subject. He said: 
 

Because, in principle, it is very difficult for them. You can make a 
theoretical lesson about it, but it gets dreary very easily, so I don’t think 
they are able to keep up with it. [.…] It gets too theoretical, their intrinsic 
motivation is then required to keep up with it, and they don’t have it. 
(Accounts) 

 
His solution was, next to keeping the theoretical instructions as short as 
possible, to get his students interested by relating as much as possible to their 
professional jobs and experiences or hobbies (which, as he explained in his 
accounts, most often regarded motorcycles), for instance in the assignments 
and in the way of interacting with them:  
 

You then just appeal to him on his level; it is a situation he recognizes. You 
may connect the theory or that kind of assignment to his work 
environment, or at least to the repair shop he works in. And then you 
notice he accepts the theory and thinks: ‘Well, you might be right on that.’ 
[….] Thus they make the connection easier. (Accounts) 

 
In the assignments he designed Josh chose to make complex tasks that 
resembled those of the professional job (main category Assignments). He 
explained this with:  



Portraits of learning-focused student teachers 
 

151 

Making a planning for the workplace involves a lot of things and that 
makes it more complex. But actually they are used to work [in their 
professional workplace] so they already know: some things I need to know 
to be able to work. So, because they are already familiar with it [the 
complexity of the professional workplace] I think they can work it out all 
right. (Accounts) 

 
In his interaction and guidance he often asked his students for their 
experiences and to compare what they learned in the lesson with what they 
had observed at their workplace. For instance, by saying during the lesson:  
 

Are you all familiar with workplace planning? How is it done at your work? 
(Video-observation) 

 
He, for example, also asked his students to explain how something they 
practiced at school would work out in their own work practice (main category 
Interaction and Guidance). He also often answered a question or continued an 
interaction with: ‘Suppose that …’ and then he came with a hypothetic practice 
situation as an answer to the student’s question or problem. For instance, he 
explained a teacher activity with: 
 

I hypothetically place them in a practical situation: ‘Suppose you are the 
manager, how would you deal with it? Then I expect them to make sense 
of the situation, that they make a good story of it. In the sense of: I take 
this into account, and that, and that is why I would act it this way.’ 
(Accounts) 

 
The necessity to relate theory and practice for his students was also 
emphasised in the drawings on learning and teaching, in which he explicitly 
mentioned ‘practice’, ‘relevant practical assignments’, and ‘short theory’ as 
keywords and explanation to the drawings. A car and tools were visible next 
to the laptops and teacher (see Figure 5.3 and 5.4).  
 
Another overarching theme: Autonomy and self-regulation, and motivation 
The design of the lesson and the module included the Learning Box, being an 
e-learning environment for the students by means of which they could learn 
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autonomously (accounts). In his accounts, Josh described how he worked with 
the Learning Box, giving an example of how he made his students work 
autonomously and organise and plan their own tasks (including seeking out 
the theoretical background necessary to do the tasks): 
 

I just gave them an assignment. This included the number of technical 
tasks they had to deal with. In principle that is all, but [as didactic means] 
they have the Learning Box, they have the assignment, and they have a 
separate link which leads to the theory. And you can put as much theory 
in it as needed. (Accounts) 

 
The design of the teaching and learning situation included the didactic 
materials of the Learning Box (assignments, theory, and internet links) that 
were all designed by Josh to facilitate relating theory and practice by the 
students and searching autonomously for information. Josh emphasised that 
the students should have to search for the relevant information themselves 
during all the lessons and when working on all assignments. This was also 
visible in his way of teaching. Josh started the lesson with a very short 
instruction (three minutes) in which he only asked for his students’ 
experiences with planning at their work, and then activated them to start with 
their (two) assignments on the computer or laptop with the Learning Box. The 
instruction was deliberately kept short, which was, as he explained, customary 
in his lessons: 
 

In principle it is like this [very short instruction], but with other subjects, 
for instance really technical ones, you have to explain things and then a 
short instruction precedes the autonomous work, but it won’t be longer 
than fifteen minutes, twenty at the max. (Accounts) 

 
This procedure of short instructions and mostly autonomous work was also 
expressed in the drawings. He explicitly wrote in his drawing of learning: ‘short 
theory lessons’, next to the keywords ‘autonomous’ and ‘relevant practical 
assignments’. These keywords were also emphasised in the additional remarks 
he made about the drawings of learning and of teaching. He further 
emphasised therein that the teacher should act as a coach and support the 
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student’s learning process. In the remarks about the drawing of teaching he 
further added, emphasising the just-in-time way of support by the teacher:  
 

Explanation for group in case of problems that often emerge. (Drawings) 
 

The emphasis on autonomous learning was also visible in his choice of 
metaphors. To the metaphor for learning that he chose (‘Learning is like 
designing and maintaining a garden’), he added motivation as an explanation:  
 

It is all about getting students interested for the content, and so [when 
they are interested] the students are facilitated to acquire and get the 
information themselves; not only learning the facts but also learning how 
to seek out the information themselves. If you are capable of seeking out 
the information yourself and apply it in practice, you are acting uppermost 
clever. Additional tools are there to be used, knowing everything by heart 
is unnecessary. (Metaphors) 

 
To the preferred metaphor for teaching (‘Teaching is like organising a quest in 
which the students have to find out and determine their own route as much 
as possible’), he added: 
 

The student should be allowed to find his own way, within a specific 
framework, but you give him the tools for seeking out and getting access 
to the information. You support him on his trip where necessary. 
(Metaphors) 

 
The emphasis on autonomous learning, self-determination and self-regulation 
were recognisable in other examples of the way Josh taught. After the very 
short instruction, Josh let his students choose on which assignment they would 
like to work first: make a planning for the employees at the workplace or 
motivation of employees. They were also free about the way they preferred to 
do it. The assignments were formulated open and they could be done in 
various ways. He explained this as follows: 
 

In some assignments a slight regulation component is present, but as for 
instance in the assignment about planning: I just gave an example and 



Chapter 5 

154 

that’s it. That is explicitly added to the assignment: ‘you are free to vary’. 
You can see them do it: some students use a totally alternative 
programme with colours and fringes. I like it that way, it’s fine by me. 
(Accounts)  

 
The same kind of autonomy and self-regulation applied to collaboration of 
students. They were free to choose to work individually or together, either in 
pairs or with more students (main category Interaction and Guidance).  
 

Whatever way they like. They just can work together. If they say: ‘we are 
going to make that assignment together’, fine. As long as they really work 
both on it. And you have to check for that when you do the assessment, 
that they are both present and both can account for the answers […] But 
then again, it might also work out to increase their motivation. When one 
says: ‘come on, let’s start to work now’. [.…] And that is the advantage 
when more students work together, they interfere with each other. And 
that is good because that way the insights deepen. They start comparing: 
in this place it is like this, and somewhere else it is like that. And confer 
about what is best, or what seems like the best way. (Accounts) 

 
As for his way of guiding and interacting, Josh walked around, looked how they 
worked on their computer or laptop, answered questions, or posed other 
questions in return to make them find the solutions themselves. He posed 
critical questions or confronted students with hypothetical practice situations 
and discussed with them about the implications of several possible solutions. 
He explained that he acted as such to make his students think for themselves 
and more critically. He reminded them frequently of how to find the necessary 
information in the Learning Box when they asked him for the information. 
Sometimes he just said: 
 

Did you read it well enough? (Video-observation) 
 
Then the students seemed to read the theory or assignment more closely. 
Sometimes, however, he gave the answer immediately and incidentally he also 
gave a suggestion out of himself. He explained such activities with for instance: 
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That you just give them a solution, suggestion, or answer. [....] I sometimes 
do that too much, that I give them an answer instead of making them think 
for themselves. I try to do that [making them think for themselves], to 
pose a counter question. Actually I always do that, but in the end I give the 
right answer although I shouldn’t. But now and then that takes too long 
[...], then his motivation is gone and he sits there just staring at the screen 
and then he just clicks away and starts doing something else. (Accounts) 

 
He thus mostly posed thinking-activating questions to enhance their 
knowledge construction, but also made considerations to sometimes do it 
otherwise in order to keep them motivated. In Josh’s accounts, he explicated 
regularly that his solution for the problem of the students not being motivated 
was to relate the contents of the lesson and the assignments as much as 
possible to their tasks at their work, their personal and professional 
experiences, and to give them ownership and autonomy during the lessons as 
much as possible. 
 
Influential characteristics of the learning environment  
The influential characteristics that Josh referred to in relation to his various 
learning experiences were the combination of the authentic context 
(especially the observations of and interactions with students) and the 
authentic task (especially the teaching activities), the reflective dialogue with 
his mentor, and the learning content of the programme. In his learner reports, 
Josh, for instance, described the motivation of his students when he observed 
(authentic context) and interacted with them during the lessons (authentic 
task). He described that they were concentrated when working autonomously 
on assignments that were directly related to their work. His students were also 
better able to deal with the theory in varying hypothetical situations provided 
in the designed assignments. Josh checked his own observations and 
conclusions regarding his approach: 
 

When you observe the attitude of the students during the lessons, you 
notice that they are better able to concentrate and then prove to learn 
deeply. How do you know that? Because the moment I change the context, 
they still are able to find a solution. They thus really understood it and did 
not apply a trick. (Learner report) 
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He discussed his observations with his mentor (reflective dialogue), actively 
searched how to motivate and activate his students to work during the lessons, 
found a solution (relating theory and practice; giving them autonomy), and 
implemented this solution in his designs of lessons, assignments, and e-
learning environment (authentic task: research, design and implementation). 
The learning contents of the learning community supported his insights. His 
observations and participation with the way of working at his school (i.e. 
competence-based learning) were an eye opener for him (authentic context 
and authentic task):  
 

The experience with competence-based learning when participating in the 
school and giving the lessons: What I noticed is that the motivation of 
students is pretty good. The situation is recognisable and orderly for them 
and comparable with work circumstances in industry. [....] The design of 
the assignments further supported me. [….] I was already enthusiastic 
about this system in theory, but now that I experienced it in practice I am 
really convinced. It is the future for education and makes learning for 
students and teaching for teachers much more attractive. (Learner report) 

 
Conclusion regarding Josh 
Josh’s focus in conceptions, teaching behaviour, and accounts of how he 
taught was on how to make his students learn and to motivate them, especially 
by making his students relate theory and practice and transfer their knowledge 
and skills to their work situations. Autonomy and self-regulation emerged 
further as overarching theme to facilitate deep learning and motivation. Josh 
described all the characteristics of the learning environment in his learner 
reports as influencing his learning experiences, though the emphasis was on 
his teaching and design activities. He used his knowledge, experiences, and 
insights consciously and intentionally in his lesson design and during teaching.  
 
5.3 Conclusion and discussion 
 
In this part study we constructed portraits that illustrate two student teachers’ 
cognition and behaviour after they participated in a learning environment 
designed to provoke learning-focused teaching. To construct the portraits we 
integrated the outcomes of all previously used data sources and methods. As 
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such, the portraits illustrate the outcomes of the other part studies, and 
deepen the insights provided by our previous research. The portraits not only 
show both student teachers’ clear focus on student learning, but also that their 
accounts, behaviour, and conceptions formed a rather consistent whole aimed 
at their students’ learning.  

The first student teacher, Rick, can be characterised as being focused on 
activating his students to acquire the competencies for their future 
professional tasks. He often critically questioned his students to enhance their 
autonomous learning and understanding. He designed the module and the 
assignments and guided the students with the foremost intention to provoke 
integration of theory and practice. He made them collaborate because he 
believed this made them learn better and because it would be an important 
competence in their future job. Josh may be described as a teacher who 
connected to his students’ experiences and concerns, posed many thinking-
activating questions, and made them work autonomously to provoke their 
understanding and motivation. He stimulated their relating theory to their 
practice at their jobs. Like Rick, he also deliberately designed the learning 
environment and the complex and realistic tasks therein to accomplish this. 
The accounts that Rick and Josh gave for their teaching behaviour were 
consistent with their behaviour and post-test conceptions. Behaviour, 
conceptions, and accounts were focused on student learning. In the case of 
Josh, however, the change in conceptions was towards less constructivist 
conceptions. Still, his conceptions were clearly constructivist in the end, and 
his conceptions of teaching were even significantly higher than the mean of 
the group.  

In the learner reports, both student teachers attributed their learning 
experiences explicitly to the main elements of the learning environment that 
was designed for our research. Based on these learner reports, we may 
conclude that the combination of authentic context, authentic task, and 
reflective dialogue, together with the continuous focus on student learning, 
led to the outcomes summarised above. The intended learning environment 
thus appeared to be successful in the sense that what was intended could also 
be realised.  

The portraits confirmed the various findings of the investigated group as 
a whole on the individual level. With the portraits, through combining the 
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outcomes on various variables together, we were able to have a close look and 
a picture of what learning-focused teaching looks like.  
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6.1  Introduction 
 
This dissertation reports on the influences of a learning environment that was 
designed to foster more and earlier a focus on student learning in student 
teachers. The general research question for this research therefore was: How to 
foster student teachers’ focus on student learning more and sooner? Three more 
specific research questions were posed regarding the conceptions of learning 
and teaching of student teachers, their teaching behaviour, and whether the 
student teachers who showed learning-focused teaching behaviour deliberately 
taught with a focus on student learning. Next to answering these questions, in-
depth portraits were constructed on the basis of two student teachers’ 
conceptions, teaching behaviour, and accounts of their teacher activities to 
exemplify their focus and the relations between their conceptions, teaching 
behaviour and accounts. 
 
6.2  Main findings and conclusions 
 
In the following sections, the most important findings and conclusions for each 
of the research questions will be summarised.  
 
6.2.1  Change in conceptions 
To induce a focus on student learning in student teachers already during teacher 
education, a specific learning environment in teacher education was designed. 
The learning environment was characterised by the use of authentic contexts, 
authentic tasks, and reflective dialogues, and by taking student learning as the 
explicit learning content in the programme (see Chapter 1). Conceptions of 
learning and teaching are mostly described in terms of a continuum ranging 
from conceptions that focus on knowledge transmission by the teacher 
(transmissive conceptions) to learning-focused conceptions. Learning-focused 
conceptions were described in this research as being oriented towards students’ 
learning processes, with knowledge acquisition being achieved through active 
construction by the students, preferably in collaboration with others and in a 
self-regulated way. Learning-focused conceptions thus described represent 
relevant elements of a constructivist model of learning. Ten student teachers 
were investigated regarding their conceptions before and after participating in 
the learning environment. Questionnaires, metaphors, and drawings were used 
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to gain insight into the change of student teachers’ conceptions; learner reports 
were used to investigate the influence of the learning environment on this.  

The results showed that the learning environment contributed to more 
learning-focused conceptions of learning and teaching compared to the 
conceptions of the student teachers before their participation in the learning 
environment. More specifically, six student teachers showed more 
constructivist and less transmissive conceptions after participation in the 
designed learning environment. The other four student teachers showed the 
same change in the drawings and the metaphors, but the questionnaires 
showed just as much or even less constructivist conceptions than before the 
programme. Based on the overall picture from all instruments, a clear focus on 
student learning could afterwards be noticed in all cases. In the learning reports, 
the student teachers attributed their learning experiences to specific aspects of 
the authentic context, the authentic task, and the reflective dialogue, as well as 
to the learning content (regarding student learning) of the learning 
environment. We conclude that our learning environment succeeded in bringing 
about an increased focus on student learning.  

 
6.2.2  Learning-focused teaching behaviour  
Learning-focused teaching was defined in terms of performing teacher activities 
in which the teacher is concerned primarily with supporting student learning 
when making educational decisions and when acting with students. The teacher 
activities of student teachers (n=12) in the designed learning environment 
(experimental group) were compared to those of student teachers (n=10) in the 
regular environment (control group). Data about student teachers’ teaching 
behaviour were collected by means of video-observations of student teachers’ 
lessons in the classroom. Four sensitizing concepts were used for observation 
and to describe the teacher activities; these concerned teacher activities 
regarding (students’) knowledge construction, interaction and guidance, use of 
assignments, and organization of the teaching and learning situation. 

The results showed that student teachers of the experimental group 
demonstrated learning-focused teaching behaviour more than student teachers 
of the control group who were educated in a regular learning environment. 
More specifically, student teachers in the experimental group stood out for 
aiming at meaning-oriented, constructive, self-regulative, and collaborative 
learning in their students. Student teachers stimulated students to relate theory 
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to professional practice and to contextualise what they learned. They explicitly 
seemed to aim at developing students’ metacognitive thinking skills, in 
particular at students’ learning to learn and to reflect on what they learned. 
With these teacher activities, the student teachers of the experimental group 
showed a rather consistent learning-focused approach regarding knowledge 
construction, interaction with students, and the use of assignments in the 
teaching and learning situation they created. We conclude that our learning 
environment succeeded in bringing about learning-focused teaching behaviour 
in teaching practice. 

 
6.2.3  Deliberate learning-focused teaching  
Learning to teach deliberately with a focus on student learning was viewed as 
the ability of the student teacher to put his or her intentions, based on his or her 
conceptions, knowledge, and experiences, into action in favour of their 
students’ learning. Deliberate teaching thus defined implies that student 
teachers’ cognition and behaviour are related. We attempted to find out this 
relationship through investigating student teachers’ accounts of their teacher 
activities. The content as well as the conscious and intentional nature of their 
accounts might together be seen as an indication for the coherence between 
student teachers’ cognition and teaching behaviour. Therefore the student 
teachers (n=12) who participated in the newly designed learning environment 
were interviewed regarding their observed teacher activities to determine how 
they accounted for their ways of teaching, and if these accounts reflected a 
deliberate focus on student learning. The general structure of the interview was 
set up around the four main concepts that were also used for the video-
observations of their way of teaching. The main interview strategy was to ask 
direct questions related to the observations of the activities of the student 
teachers during the lesson. 

The results showed that the student teachers taught deliberately and that 
their accounts seemed to be consistently focused on student learning. More 
specifically, in their accounts the student teachers made explicit a broad range 
of practical knowledge. The accounts showed a large variety of topics. Related 
topics of their practical knowledge consistently emerged in their accounts for 
activities regarding their: (1) way of facilitating knowledge construction, (2) 
interaction and guidance, (3) use of assignments, and (4) organization of the 
teaching and learning situation. This consistence occurred in response to 
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questions regarding different teacher activities on different moments. Their 
accounts thus showed rather coherent practical knowledge that apparently was 
put consciously into practice with the intention to provoke student learning. This 
indicates that the learning environment not only influenced student teachers’ 
cognition and behaviour but also the relationship between both. We conclude 
that the student teachers who participated in our learning environment seemed 
to teach deliberately with a focus on student learning. 
 
6.2.4  Portraits of learning-focused student teachers 
Two portraits were constructed to take a closer look at two student teachers of 
the experimental group regarding all three main concepts of this dissertation: 
conceptions, teaching behaviour, and deliberate learning-focused teaching. For 
this purpose, the data of our previous part studies were related and integrated 
to generate detailed and in-depth illustrations of the influence of the learning 
environment on both student teachers. Questionnaires, drawings, and 
metaphors were used to investigate the change in student teachers’ 
conceptions of learning and teaching. These data were collected before and 
after student teachers’ participation in the designed learning environment. 
Video-observations were used to determine whether and how the student 
teachers showed learning-focused teaching behaviour during their lessons after 
participation in the learning environment. Interviews were used to determine 
student teachers’ focus, and whether they taught deliberately. Learner reports 
were used to gain insight into the content and focus of student teachers’ 
learning experiences as well as the characteristics of the learning environment 
that they considered to be influential on their learning experiences. 

Conceptions, teaching behaviour, and accounts appeared to be coherently 
focused on student learning. Recurring learning-focused topics in both student 
teachers’ accounts were visible in relation to teacher activities at different 
moments of the lesson and, for example, pertained to their:  
 

- Way of facilitating knowledge construction (topic: Relating theory and 
practice, contextualisation, and transfer);  

- Interaction and guidance (topic: Stimulating relating theory and practice, 
contextualisation, and transfer); 

- Use of assignments (topic: Oriented at relating theory and practice, 
contextualisation, and transfer);  
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- Organization of the teaching and learning situation (topic: Didactic 
materials and workplace enabling relating theory and practice, 
contextualisation, and transfer by students).  

 
Both student teachers seemed to have deliberately designed the learning 
environment and lessons for their students, taught according to their design and 
intentions, and accounted consistently for how they taught.  

The portraits thus illustrated that student teachers’ cognition and 
behaviour in practice were strongly related. Both student teachers attributed 
their learning experiences explicitly to the main elements of the learning 
environment that was designed for our research. The portraits also confirmed 
on the individual level the various findings of the investigated group as a whole. 
As such, the portraits illustrated the outcomes of the other part studies and 
deepened the insights provided by our previous research. We conclude that the 
combination of authentic context, authentic task, and reflective dialogue, 
together with the continuous focus on student learning led to the outcomes as 
summarised above.  
 
6.3  Discussion of the main findings 
 
The designed learning environment appeared to bring about learning-focused 
teaching in practice in student teachers’ third year of their teacher education 
after only one semester. Though the necessity to educate for learning-focused 
teaching was recognised in various studies about teacher education (e.g., 
Lidstone & Ammon, 2002), previous studies about educational interventions in 
teacher education often lacked positive results (see e.g. Baeten, Struyven, & 
Dochy, 2013; Schelfhout et al., 2006). In this research, the designed learning 
environment seemed to be successful: student teachers’ conceptions, their 
teaching behaviour, and their accounts for the way they taught revealed their 
concern for student learning. We assume that this positive result is caused by 
the simultaneous and congruent use in the designed learning environment of 
authentic contexts, authentic tasks, and reflective dialogues and the fact that 
student learning formed the explicit content of the programme. Student 
teachers were placed in authentic contexts where they were confronted with 
real issues and challenges regarding their students learning. The authentic 
research and design task focused their attention on student learning and in the 
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reflective dialogue there was a continuous emphasis on shared reflection on 
their conceptions, knowledge, and practical experiences in relation to each 
other and in relation to student learning. We assume that the reflective dialogue 
that permeated all constituents of the learning environment functioned as a 
crucial linking pin. The combination of these educational elements may be the 
essential difference with less successful educational interventions aiming to 
educate for learning-focused teaching. This combination may therefore 
contribute to answering current questions about how to change student 
teachers’ conceptions and behaviour towards a more and an earlier focus on 
student learning. 

The relationship between beginning professionals’ cognition and behaviour 
often appears to be problematic. Previous studies on learning to teach showed 
that student teachers usually do not autonomously relate their teaching 
behaviour and experiences in practice to the knowledge that is discussed at the 
teacher education institute, or to their conceptions of learning and teaching 
(Leeferink, 2016; Woolfolk Hoy & Murphy, 2001). Relating conceptions, 
knowledge, and experiences, the last two usually learned in different contexts, 
is however deemed essential for learning to teach (e.g. Akkerman & Bakker, 
2011; Hammerness et al., 2005; Zeichner, 2010). Usually, it takes time and many 
experiences to find a good balance in the cognition-behaviour relationship 
(Beijaard, 1990; Verloop, van Driel, & Meijer, 2001). Nevertheless, our research 
has shown that our learning environment affected both cognition and behaviour 
and the relation between both. In our learning environment, the experiences of 
the student teachers regarding their students’ learning formed the starting point 
for their learning processes. We continuously stimulated the processes of 
relating conceptions, knowledge, and teaching experiences, contextualising the 
theoretical concepts, and conceptualising the teaching experiences of the 
student teachers from the perspective of their students’ learning. These 
processes were stimulated in the reflective dialogues at the teacher education 
institute as well as in the school context. Participation in an authentic 
educational context was a prerequisite for these processes, the authentic task 
the joining factor, and the reflective dialogue the tool that linked cognition and 
teaching practice. All these educational elements had in common the focus on 
student learning as content. Explicitly raising student learning as learning 
content in the programme, authentic task, and dialogue seems to have 
supported the student teachers to relate their cognition explicitly to their 
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behaviour and experiences in the school context. As the portraits of Rick and 
Josh have illustrated (see Chapter 5), our learning environment seems to have 
facilitated student teachers’ ability to put their conceptions, knowledge and 
skills consciously and intentionally into action to realise their students’ learning 
in their lesson.  

A teacher’s thorough focus on students’ learning often comes about only 
after teacher education and several years of practice, if at all (Olsen, 2008). 
However, and as explained before, we see it as teacher educations’ challenge to 
explicitly enable student teachers to teach from a student learning perspective 
more and sooner during their education, since focusing on student learning 
might be seen as the core of a teacher’s expertise and professionalism. This 
should not be left as the student teacher’s own concern after graduation. 
Moreover, in secondary and vocational (as well as primary) education, individual 
students’ learning processes such as goal setting, self-efficacy beliefs, intrinsic 
task interest, learning strategies, and self-reflection more and more constitute 
the basis for education with the goal that students learn to define their own life-
long learning and career paths (de Bruijn & Leeman, 2011; Zimmerman, 2002). 
The rapidly changing society and industry nowadays call for competencies like 
self-regulated and meaningful learning, active construction of knowledge, skills, 
and attitudes to be able to keep up with the changing societal demands 
(Zimmerman, 2002; Zsiga & Webster, 2007). In the last decade, particularly 
vocational education has been innovated to meet these societal demands, 
resulting in constructivist educational models with an emphasis on learning 
related to problems encountered in professional practice, such as for instance 
competence-based education (de Bruijn & Volman, 2000; Koopman, Teune, & 
Beijaard, 2011; Volman, 2005; Wesselink, Biemans, Mulder, & van der Elsen, 
2007). The structure of education has been changed from rather fixed routes 
into the organization of more flexible pathways that lead to a variety of 
qualifications. Key competencies are defined that are essential to professional 
practice or future education and applicable in various contexts, for instance 
collecting, analysing and organising information, planning, problem-solving, and 
collaborating with others. Teachers’ task in such education is to facilitate 
students’ learning related to such competencies. 

Up till now, much teacher education still seems to take place from a rather 
teaching-focused perspective with an emphasis on conveying knowledge and 
teaching skills. When educating student teachers, teacher educators’ and 
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mentors in schools often rely on their own educational backgrounds and 
experiences and on the way they themselves acquired knowledge and skills. This 
often results in enactment of more content-centred and teaching-focused 
conceptions of learning and teaching (Hermans, van Braak, & Van Keer, 2008). 
This unintentionally might lead student teachers to adopt these perspectives 
and to be focused on developing their own professional skills and expertise in 
transmitting content knowledge rather than being concerned with their 
students’ learning processes. Teachers’ modelled behaviour in general, as well 
as teacher educators’ modelled behaviour, have proven to have an impact on 
their students’ and student teachers’ learning (Cochran-Smith & Zeichner, 2005; 
Hattie, 2003). Teacher educators generally agree that to be able to support 
student teachers' learning to teach, teacher educators’ way of teaching and the 
learning environment they realise should be a model for the kind of teaching 
they aim for in their student teachers: ‘teach as you preach’ (Johnson & Seagull, 
1968; Loughran, 1995; Schelfhout et al., 2006; Struyven, Dochy, & Janssens , 
2010). Learning-focused teaching thus should be modelled in learning 
environments in teacher education that prepare for secondary and vocational 
education nowadays, with its focus on constructivist elements of teaching. 
Constructivist elements therefore constituted our designed learning 
environment and these elements seem to have been adopted by the student 
teachers. A similar adoptive learning effect applied for the student teachers in 
the control group. These student teachers’ lessons were mostly taught with an 
emphasis on conveying knowledge or practical skills. The similarities between 
how these student teachers were educated and how they educated their own 
students emphasise the importance of modelling learning-focused learning 
environments in teacher education (Clarke & Hollingsworth, 2002; Richardson, 
1997). This implies that all teacher educators should be very conscious and 
reflective regarding their own teaching design and behaviour and that they 
should be able to support student teachers in a way congruent to what they aim 
for. Moreover, to enhance a deliberate focus on student learning and better 
awareness of how to provoke this in their student teachers, teacher educators 
explicitly need to explain their own modelled teaching behaviour from the 
perspective of the conceptions and knowledge that underlie their teaching 
practice. That is: teacher educators not only have to ‘teach as they preach’ but 
also ‘preach what they teach’, preferably from the perspective of student 
(teachers) learning (Swennen, Lunenberg, & Korthagen, 2008). Such explicit 
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articulation may induce better insight for the student teachers into the 
relevance of the articulated conceptions and knowledge for the learning of the 
students in their own practice (Berry, 2009; Loughran & Berry, 2005; Richardson, 
1996). These demands on teacher educators lead to a plea not only for making 
student learning a priority when designing and implementing learning 
environments in teacher education, but also for systematic professionalization 
of the teacher educators regarding being a congruent role model and being able 
to articulate and explain their own practical knowledge from the perspective of 
student learning to themselves and the student teachers they teach.  

In this research, a focus on student learning appeared to be present in the 
student teachers. The student teachers’ learning experiences expressed in the 
learner reports and accounts indicate their main concerns for student learning 
and less for concerns regarding mastering subject matter knowledge, classroom 
management or other more survival-oriented concerns often prominently 
present in student teachers (Fuller & Bown, 1975; Lidstone & Ammon, 2002; 
Wang et al., 2008). A strong focus on these latter concerns might be due to the 
way student teachers are often educated during their teacher education. Our 
emphasis on student learning instead of educating from a more teaching-
oriented perspective might have caused learning-focused concerns. Specific 
concerns such as classroom management, that are often regarded as customary 
for student teachers, may have been filtered or reshaped by the overall 
perspective of student learning. For example, a concern for classroom 
management – viewed from a learning-focused perspective – may take the 
shape of wanting students to learn more actively, or use theory in practical 
tasks, instead of concentrating on maintaining order to make students listen to 
the theory. Furthermore, if student teachers’ concerns are not immediately 
related to student learning, teacher educators and mentors can actively support 
student teachers in becoming aware of the learning-focused aspects in their 
(perhaps more general) concerns.  

Many teacher education programmes are based on a view of teacher 
development as a steadily phased developmental progress. Fuller and Bown 
(1975), for instance, regard teacher development as student teachers 
progressing in a rather fixed succession through the following concerns-based 
stages of development: being concerned with themselves and how to survive as 
teachers, being concerned with the teaching situation, and finally having 
concerns that pertain more to student learning. Grossman, Hammerness, and 
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McDonald (2009), for example, organised their practice-based teacher 
education around a set of core practices that represent important elements of 
teaching and learning. They determined the order in which core practices are 
dealt with in advance according to what they deem wise for student teacher 
learning. These core practices are predetermined, they are alike for all student 
teachers, and stand apart from (individual) student teachers’ actual experiences 
in practice. The assumption that the process of learning to teach should imply, 
firstly, educating student teachers along concerns-based lines, and, secondly, in 
a fixed sequential order, might well be a misconception that works out as a self-
fulfilling prophecy. Our findings may nuance such concerns-based models or 
developmental views in teacher education.  

More insight is needed into how our findings related to student teachers’ 
concerns can be used throughout the entire programme of teacher education. 
It might be recommendable to build the whole programme consistently around 
student learning, gradually increasing the complexity of tasks and focusing on 
all aspects of being a teacher, but always from a student learning perspective on 
learning to teach. Even if a student learning perspective is already adopted in 
teacher education, teacher educators should think critically about how student 
teachers’ learning processes might best be organised and structured.  
 
6.4  Limitations and suggestions for future research 
 
The first limitation pertains to the different outcomes regarding the instruments 
for investigating student teachers’ conceptions of learning and teaching. We 
used questionnaires, metaphors, and drawings for this. The strength of the use 
of these three data sources was that it provided a broad and nuanced picture of 
student teachers’ change in conceptions. The three instruments, however, did 
not show completely congruent outcomes. For some student teachers, the 
questionnaires showed different outcomes compared to the drawings and 
metaphors. The questionnaire may have touched other aspects of the 
conceptions about learning and teaching or it may have forced the student 
teachers to express a less nuanced view than they might actually hold. The 
drawings allowed student teachers to express themselves more freely and 
nuancedly than both other instruments. The drawings reflected the complex 
and situation-specific nature of conceptions, whereas the questionnaires and 
metaphors seemed to give a more general view of student teachers’ 
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conceptions. When investigating (the change of) individual student teachers’ 
conceptions, it might be recommendable to use instruments with open 
questions or tasks (such as drawings), which allow more insight in the 
complexity of their views on learning and teaching than closed instruments 
(such as questionnaires and metaphors as used in our part study), which provide 
insights into conceptions on a more general level. Future research should pay 
more attention to these differences, and choose those instruments that best fit 
the goal of the research.  

Video-observations were used to investigate whether and how student 
teachers’ behaviour was focused on student learning after participation in the 
designed learning environment. The teacher activities of a group that 
participated in the designed learning environment were compared to those of a 
control group which participated in the usual, more regular learning 
environment. Both groups were equally divided on the basis of discipline, 
background, gender, and age, and were educated similarly during the previous 
years of their bachelor programme. The differences in the outcomes between 
the experimental and control group regarding their behaviour were not only 
visible per group, but also on the individual level. The learning environment 
apparently revealed to be responsible for these differences. However, we did 
not perform a baseline performance measurement prior to student teachers’ 
participation in the learning environment. Such a baseline measurement of their 
teaching behaviour could have provided more insight into the changes of the 
student teachers during participation in the learning environment. 

To investigate whether the student teachers who participated in the 
learning environment deliberately taught with a focus on student learning, a 
semi-structured interview concerning their accounts for their teacher activities 
was used. We assumed that the way student teachers accounted for their 
teacher activities after their lessons reflected the content and nature of their 
(practical) knowledge-in-use in a retrospective way. A possible limitation may 
have been caused by the choice of the interview procedure. The accounts of the 
student teachers might be rationalisations with hindsight rather than practical 
knowledge that underlay their teaching behaviour. Student teachers’ ability to 
rationalise may have been enhanced during their participation in the learning 
environment. The student teachers were encouraged to continuously account 
for their behaviour and educational choices in the reflective dialogues. This 
could have had an impact on student teachers’ ability to explain their activities 
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from a learning-focused perspective. In our research, their learning-focused 
explanations seemed to be sincerely based on their own practical knowledge. 
The consistency in student teachers’ answers in reactions to various observed 
teacher activities during the lessons suggests that they had thought well about 
how to design and execute their lesson. This view is corroborated by the 
coherence between learning-focused conceptions, behaviour and accounts of 
student teachers. However, the extent to which their practical knowledge was 
developed and profoundly integrated has not been investigated. The question 
to what extent their behaviour and accounts were really internalised within and 
fitted their own professional framework and identity is important, because the 
answer to that question may give insight into the sustainability of their learning-
focused teaching and the probability of transfer of their focus and practical 
knowledge to future teaching contexts. Future research should pay explicit 
attention to how student teachers develop well-integrated learning-focused 
practical knowledge through relating knowledge to teaching behaviour over 
time.  

Though the influence of the learning environment as a whole might be 
clear, a conclusion about the influence of each of the elements apart is not yet 
possible. We now assume that the combination of authentic context, authentic 
task, and reflective dialogue, together with the focus on student learning led to 
the outcomes. One or more of these elements may however have been more 
crucial than the other. As mentioned before (see Section 6.3), we assume that 
the reflective dialogue, that permeated all constituents of the learning 
environment, functioned as a crucial linking pin to relate student teachers’ 
conceptions, knowledge, and teaching behaviour. The reflective dialogue may 
thus have contributed substantially to the outcomes regarding student teachers 
learning-focused practice. Further research into the actual influences of each 
component of the learning environment separately would provide more insight 
into what brings about the development of student teachers’ learning-focused 
teaching and how and to which extent this varies for each student.  

This was a small-scale research and generalisation of the results therefore 
is difficult as only 32 student teachers and 16 schools were involved, all in the 
(technical) vocational education sector. This kind of education may be 
characterised by making more use of constructivist elements than other kinds 
of education, especially regarding its emphasis on making students relate 
knowledge to professional practice. The extent in which the participating 
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schools did, however, varied among the schools. We did not categorise the 
schools beforehand and do not know how the school context influenced student 
teachers’ development towards learning-focused teaching. The specifics of the 
school context might be of influence on the power of our learning environment. 
A comparative study in which student teachers participate in the learning 
environment but do internship in schools that vary regarding specific 
characteristics might provide insight into the contribution of the specific school 
context. It could be that practically or professionally oriented forms of education 
are more appropriate for student teachers’ learning to teach with a focus on 
student learning (according to the rather constructivist principles of our learning 
environment) than more theoretically oriented forms. Future research may also 
enlighten whether and to which extent the context and goals of vocational 
education are essential to be able to provoke a focus on student learning as in 
our learning environment. 

Another reason for being cautious with interpreting our results pertains to 
the fact that our study into conceptions (Chapter 2) did not contain a control 
group and that the study into teacher activities (Chapter 3) did not have a pre-
test. These measures are difficult to organise in reality, particularly in the small 
teacher education institute that participated in this research project. 
Nevertheless, such measures may provide results with more power. 

Lastly, the question of the sustainability of student teachers’ learning-
focused teaching demands additional attention. Though the learning 
environment did provoke a focus on student learning in student teachers during 
their education, the goal was to bring about a long-term learning influence and 
provide a base for their further development as a learning-focused teacher. 
Future research might be focused on to what extent the student teachers 
maintain their gained insights and learning-focused teaching behaviour further 
in their teacher education and after graduation when confronted with other 
situations and perspectives on learning and teaching. Such research may include 
factors that hinder and support them to think and behave as a learning-focused 
teacher. 

 
6.5  On the role of the researcher 
 
The author of this dissertation combined multiple roles: designing the learning 
environment on the base of theoretical findings and propositions derived from 
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literature on teacher education (curriculum developer), implementing it into 
practice (teacher educator), and investigating its effects on student teachers 
(researcher). In the field of teaching and teacher education it is common 
practice to combine these different roles into one person. Internationally there 
is a strong scientific tradition in which teacher educators investigate their own 
practices or newly designed interventions for teacher education in order to 
develop these practices further or to investigate the impact of practices or 
interventions (e.g., Bronkhorst, Meijer, Koster, & Vermunt, 2011, 2013; 
Bronkhorst, Meijer, Koster, Akkerman, & Vermunt, 2014; Buitink, 2009; van der 
Linden, 2012; Toom, 2006; Vesterinen & Toom, 2014). Developing, 
implementing, and investigating such practices or interventions particularly 
addresses the issue of subjectivity from a research perspective. In our research 
this issue has been done justice by the following measures. Firstly, all steps and 
procedures in designing and executing the learning environment as well as the 
collection and analyses of the data were discussed in advance by a research 
team of three people (the author of this dissertation and the two supervisors 
being researchers as well). Secondly, in line with an audit procedure (cf. 
Akkerman, Admiraal, Brekelmans, & Oost, 2006), the reliability of data gathering 
and analysis, as well as the justifiability and acceptability of the analyses and 
findings were checked by another, independent researcher (see also Chapter 2, 
3, and 4) and the research team. Thirdly, to increase the quality of the data, 
multiple methods were used for the collection of data and representative 
quotes were used as illustrations for underpinning the reliability of the data 
analysis and the internal validity of the findings (cf. Maso & Smaling, 1998). 
Fourthly, the way that the researcher taught and how she separated the 
different roles in the designed learning environment was monitored and 
discussed in the research team. Finally, during the implementation of the 
learning environment and for reasons of validity, the mentors from the 
participating schools were called together several times as well as coached 
individually to recall how to perform the reflective dialogue to ensure that they 
continued to guide the student teachers as much as possible by means of 
reflective dialogues. 

Having multiple roles as researcher in the research as described in this 
dissertation also had advantages. Firstly, this combination of roles ensured that 
the learning environment could be designed as was desired and executed in the 
way it was designed, thus contributing to the validity of the research. Secondly, 
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the researcher being engaged as the teacher educator allowed a better (and 
more contextual) understanding of the data and having a frame of reference for 
interpreting these data. Crouch and McKenzie (2006) emphasize that small-scale 
qualitative research requires the researcher to be immersed in the research field 
to establish fruitful relationships with participants and through theoretical 
contemplation to address the research questions in depth. This may contribute 
to the validity of the findings and conclusions. Such engagement of the 
researcher in the research field, in this case as the teacher educator, however 
makes it necessary to check upon subjectivity and take measures such as 
mentioned above.  
 
6.6  Implications for practice 
 
The learning environment was implemented during a relatively short period of 
time, namely during a semester in student teachers’ third year of their bachelor 
programme. Its implementation took place rather isolated from other parts of 
the programme. Considering the positive findings, it might be recommended to 
integrate the elements of this learning environment in the whole of the (four-
year) teacher education programme, thus using authentic contexts, authentic 
tasks, and reflective dialogues, and to focus them right from the start of their 
teacher education on student learning. Such integration, however, demands a 
careful consideration about how to structure the programme. Beginning student 
teachers may not yet be able to work on rather complex tasks that demand 
much analysing, relating, and structuring of information and experiences, and 
they may need more support than more experienced student teachers do. A 
careful increase in complexity of tasks and diminishing of the scaffolding and 
support in successive years is advisable. This can, for instance, be done by taking 
pre-structured authentic tasks regarding student learning as a starting point 
early in teacher education – such as the student teachers observing the learning 
capacities and problems of their students and making a (small) assignment for 
them that arouses their interest – and then building out teacher education 
around increasingly complex tasks in the following years.  

Integrating the learning environment in the entire teacher education 
curriculum demands that it is organised in close alignment with teaching 
practice. This cooperation should contribute to: (1) enabling student teachers to 
be intensively engaged in practice and connect their experiences to knowledge 
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and (2) alignment of the goals and way of guidance by educators from the 
teacher education institute and the practice schools. This thus also means that 
teacher educators (including the subject matter teacher educators) and mentors 
will have to coach congruently. Congruent coaching may require from them to 
rethink their own practice, reconstruct their roles, adapt their expectations 
about student teachers’ learning outcomes, and guide the student teachers in 
ways they may have never done before (Darling-Hammond & McLaughlin, 
1995). For instance, it often seems difficult for teacher educators to connect 
theory to practice in student teachers’ mind (Cochran-Smith & Lytle, 1999; 
Korthagen & Kessels, 1999; Richardson, 1997). Bridging this gap may ask from 
teacher educators to break with certain approaches, such as transmitting 
subject and general pedagogical knowledge and skills and leaving the linking of 
theory and practice more or less to the student teachers themselves. Instead, 
they have to take student teachers’ experiences and practical knowledge as 
starting point for learning and professional development and question their 
experiences, self-acquired knowledge, and teacher activities (including the 
design task) by way of a reflective dialogue. It is therefore recommended to 
organise professional learning communities to support this possible paradigm 
change of teacher educators and mentors that should result in another 
pedagogy of teacher education. Especially when several different learning 
contexts (teacher education institute and schools) are involved, it may be 
helpful when all persons involved can exchange their way of coaching and giving 
support, design together authentic tasks that fit the learning goals of the student 
teachers as well as the schools’ and students’ needs, and learn possibly new 
skills such as guiding by means of a reflective dialogue.  

The pedagogy of teacher education anticipated above includes the 
adoption of the constructivist principles that underlay the learning 
environment. These principles have implications for deciding upon curriculum 
goals, teaching and learning activities, the organisation of student teachers’ 
practical experiences in the practice schools, (authentic) tasks, the way of 
guiding (by means of the reflective dialogue), and the assessment procedures. 
Learning to teach from a learning-focused perspective entails that teacher 
educators and mentors themselves also model the learning-focused teacher 
activities that are aimed for and explain their own teaching behaviour so that 
the student teachers may understand these and put these to practice (‘teach as 
you preach’, and ‘preach what you teach’; see also Section 6.3).  
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6.7  Overall conclusion 
 
The main research question was: How to foster student teachers’ focus on 
student learning more and sooner? We conclude that the combination of 
authentic context, authentic task and reflective dialogue, together with 
explicitly raising student learning as learning content in the programme, 
provoked learning-focused conceptions and teaching behaviour, and also 
facilitated deliberate teaching. This outcome shows that it is possible to bridge 
the gap between cognition and behaviour that is often experienced as 
problematic in teacher education, and find ways of professional education that 
are grounded in the practical context of teaching (Grossman & McDonald, 2008; 
Patrick & Pintrich, 2001; Woolfolk Hoy & Murphy, 2001). Student teachers can 
develop practical knowledge that, more and sooner than is usually assumed, 
focuses on student learning and underlies and guides their teaching behaviour 
in practice for the benefit of student learning. Educating student teachers 
towards intentional and deliberate teaching in this way may not only foster the 
learning-focused professional development of student teachers, but – 
ultimately – contribute to the process and quality of student learning itself. And 
that is, after all, the essence of the teaching profession. 
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Appendix A  

Table A.1 
Summary of the results of the questionnaire per student teacher on a scale from 
1 to 5 

ST Conceptions of learning Conceptions of teaching 
 transmissive constructivist transmissive constructivist 
 pre post pre post pre post pre post 
Mike 2.77 2.54 3.36 3.57 2.00 1.67 3.13 3.88 
Rhys 2.46 2.69 3.29 3.79 2.22 1.67 3.25 4.38 
Pete 2.69 3.15 3.64 3.64 2.22 2.56 3.38 3.50 
Phil 3.00 1.23 4.07 3.50 2.67 1.33 4.00 4.50 
Piotr 3.00 3.54 3.93 4.21 2.56 2.00 3.38 3.88 
Rick 3.23 2.54 3.57 3.64 2.11 1.67 3.75 4.00 
Josh 3.23 2.54 3.93 3.50 2.56 1.67 4.50 4.00 
Rory 3.08 2.69 3.29 3.21 2.11 2.00 3.75 4.25 
Kate 2.77 2.69 3.50 3.50 2.44 2.33 3.25 3.63 
Colin 2.77 3.08 3.57 3.79 2.22 2.78 3.50 4.00 
Sara 2.85 2.23 4.21 3.79 2.33 1.89 3.88 3.75 
Lisa 3.23 2.38 3.64 3.43 2.44 1.33 3.75 3.63 
Mean 2.92 2.61 3.67 3.63 2.32 1.91 3.63 3.95 
SD 0.24 0.54 0.29 0.24 0.20 0.44 0.37 0.29 

Notes:  
The names of the student teachers are fictional to ensure anonymity.  
ST = Student teacher  
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Figure A.1 Cut-out of the results of the questionnaire of Rick (histogram) on a 
scale from 1 to 5 
 

 
Figure A.2 Cut-out of the results of the questionnaire of Josh (histogram) on a 
scale from 1 to 5  

0,00

1,00

2,00

3,00

4,00

5,00

pr
e-

te
st

po
st

-te
st

pr
e-

te
st

po
st

-te
st

pr
e-

te
st

po
st

-te
st

pr
e-

te
st

po
st

-te
st

transmissive constructivist transmissive constructivist

learning teaching

Rick

0,00

1,00

2,00

3,00

4,00

5,00

pr
e-

te
st

po
st

-te
st

pr
e-

te
st

po
st

-te
st

pr
e-

te
st

po
st

-te
st

pr
e-

te
st

po
st

-te
st

transmissive constructivist transmissive constructivist

learning teaching

Josh



Appendices 

188 

Appendix B  

Overview of the topics of student teachers’ accounts 
Main categories 
of teaching  Contents student teachers’ accounts refer to: Rick Josh 

I Knowledge 
construction 

Understanding by students  x 
Connecting to what students find important or useful x  
Deep learning x  
Meta-cognitive thinking processes   
Connecting to, asking for students’ prior knowledge x x 
Knowledge construction is stimulated by thinking-activating 

questions, by urging students to make knowledge or 
conceptions explicit, or by making students find solutions 
autonomously  

x x 

Explicit statement against knowledge transmission    
Relating theory and practice, contextualisation, transfer x x 

II Interaction 
and guidance  

Goal orientation; making students think about why and 
how to reach their goals x  

Students’ reflection on their learning processes, self-
knowledge, or product; students making their learning 
processes explicit to others 

x x 

Process-oriented feedback  x  
Self-regulation of students regarding learning-process, 

planning  x x 

Students making own choices regarding content, process or 
planning; ownership x x 

Stimulating students’ learning processes x x 
Stimulating understanding, knowledge construction  x 
Stimulating autonomous learning, finding solutions 

autonomously x x 

Stimulating consciousness regarding students’ knowledge, 
experiences, learning process; deliberate learning of 
students 

x x 

Stimulating critical thinking, thinking from another 
perspective x x 

Stimulating relating theory and practice, contextualisation, 
and transfer x x 

Connecting to professionally-oriented tasks x  
Connecting to sense of relevance or usefulness of 

knowledge   

Stimulating giving meaning to concepts  x  
Connecting to students’ concerns and experiences to 

provoke a feeling of relevance of or acquaintance with 
what is learned 

 x 

Stimulating good ‘esprit de corps’, good attitude towards 
working   x 

Connecting to students’ concerns and experiences to 
motivate students   
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Stimulating self-confidence, acknowledge students   
Activating students (attention)  x 
Appealing to students’ intrinsic motivation  x 
Appealing to students’ external motivation  x 
Stimulating zone of approximate development; adaptive 

guidance; scaffolding x  

Demonstrating or modelling professional skills to facilitate 
autonomous performance  x  

Approaching students dialogically; approaching students as 
equals x x 

Stimulating collaboration and peer feedback x x 
Stimulating sharing of knowledge   
Explicit statement against control measures or using threats   

III Assignments Ownership by students, students co- determining contents 
of tasks  x 

Students regulating their own tasks and planning x x 
Authentic, oriented on professional tasks, complex x x 
Oriented at relating theory and practice, at 

contextualisation, transfer x x 

Oriented at students giving meaning to concepts, learning 
contents   

Oriented at students’ concerns and experiences   
Designed with the aim to motivate students  x 
Adaptively designed to match students capacities   
Call upon autonomous learning of students   
Call upon students’ collaboration, sharing knowledge, 

learning from each other x  

Task evaluation or assessment by peer feedback   
Individual task performance (to ensure achieving students’ 

learning goals)   

Teachers’ analysis of students’ mistakes, errors, 
misconceptions; formative assessment of task   

IV Teaching and 
Learning 
situation 

Autonomous learning  x 
Partly instruction, partly autonomous learning x  
Dialogical learning, dialogical teacher-student interaction 

(class conversation)   

Pedagogic approach oriented at relating theory and 
practice, contextualisation, and transfer x  

Didactic materials matching learning goals and actual 
starting situation students x  

Didactic materials and workplace enabling relating theory 
and practice, contextualisation, and transfer by students x x 

Didactic materials designed to match learning goals, and 
adapted to students’ capacities and former knowledge x x 

Starting-point of designed lessons, curriculum: relating 
theory and practice, contextualisation, and transfer x  

Consistency in goals - assessment procedure - tasks - 
teaching and learning situation is important  x  
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Summary 

Learning to teach with a focus on student learning  
The research presented in this dissertation is concerned with how to induce 
learning-focused teaching in student teachers during teacher education. A focus 
on student learning may be regarded as the core of teachers’ expertise. 
However, often student teachers’ focus is more on developing their own 
professional, predominantly teacher-centred skills and their expertise in 
transmitting content knowledge than on their students’ learning and knowledge 
construction. This might be due to the way teacher education is organised. Much 
teacher education seems to take place more from a teaching-focused than from 
a student learning-focused perspective, thus unintentionally leading student 
teachers to adopt this perspective. Further, many teacher education 
programmes are based on a view of teacher development as a steady 
developmental progress and centred around concerns that are assumed to be 
prominently present in various phases. A strong focus on student learning is 
often reached only after several years of practice as a teacher, thus after 
graduation. Focusing on student learning must not be postponed or left as 
student teacher’s own concern. Teacher education should search for ways to 
induce learning-focused teaching more and sooner. The purpose of this 
dissertation was to investigate the influence of a designed learning environment 
in teacher education aimed at fostering student teachers’ learning-focused 
teaching. The central research question to be answered was therefore 
formulated as follows: How to foster student teachers’ focus on student learning 
more and sooner? The research took place in an institute for Technical Teacher 
Education that is part of a University of Applied Sciences in the Netherlands. The 
learning environment was realised in the third year of their teacher education.  

Previous research had already shown that student teachers’ conceptions 
about learning and teaching play an important role in how they wish to teach. 
Therefore both student teachers’ conceptions and their actual teaching 
behaviour had to be addressed in the learning environment. We investigated 
the impact of our learning environment on the change in student teachers’ 
conceptions, their teaching behaviour, their accounts for their teaching, and to 
what extent this teaching was deliberate. Before summarising the outcomes of 
these investigations, the learning environment will briefly be introduced. 
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The designed learning environment was characterised by the use of 
authentic contexts, authentic tasks, reflective dialogues, and taking student 
learning as the explicit learning content in the programme. These characteristics 
are briefly explained as follows:  

- Authentic context. We define authentic context as an educational 
environment in real teaching practice that demands professional 
decisions and actions regarding learning and teaching. Student teachers 
were placed in authentic contexts during the entire programme.  

- Authentic task. To focus student teachers explicitly on their students’ 
learning, an authentic task was constructed that consisted of designing 
(part of) an educational programme for the school, investigating aspects 
of student learning relevant for this design, executing the programme, 
and investigating the effects on student learning.  

- Reflective dialogue. In a reflective dialogue student teachers reflect on 
teaching practice and externalize and mutually exchange conceptions, 
knowledge, and practical experiences. Reflective dialogues may support 
student teachers in revising their conceptions, knowledge, and teaching 
behaviour. The reflective dialogues in our learning environment took 
place with teacher educators, mentors, and peers.  

- Content of the programme. The content of the programme was related to 
aspects of student learning such as cognitive and meta-cognitive learning 
activities, deep learning, transfer of knowledge, motivation, self-
regulated and collaborative learning, and accompanying pedagogical 
content knowledge. The processing and acquisition of knowledge of the 
student teachers was closely related to the authentic tasks in the 
authentic contexts.  

The influence of this learning environment was investigated in three part 
studies regarding student teachers’ conceptions, teaching behaviour, and 
accounts of their teaching behaviour (to determine whether they taught 
deliberately with a focus on student learning). In a fourth part study detailed 
and in-depth illustrations (portraits) of two individual student teachers were 
constructed to exemplify student teachers’ conceptions, teaching behaviour, 
and deliberate teaching from a more individual perspective.  
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Part study 1: Student teachers’ conceptions  
The first part study focused on the change in student teachers’ conceptions after 
participating in the designed learning environment. Student teachers’ 
conceptions of learning and teaching are generally consistent with their 
teaching practices. These conceptions are mostly described in terms of a 
continuum ranging from conceptions that focus on knowledge transmission by 
the teacher (transmissive conceptions) to learning-focused conceptions. 
Learning-focused conceptions represent relevant elements of a constructivist 
model of learning.  

Twelve student teachers participated in this part study. Various 
instruments were used to investigate the change in student teachers’ 
conceptions, namely questionnaires, drawings, and metaphors. Data regarding 
the conceptions of the student teachers collected before participation in the 
learning environment were compared to data collected after participation. 
Learner reports were used during the programme to gain insight into student 
teachers’ learning experiences and how these were influenced by the learning 
environment. The results indicated that the learning environment contributed 
to more learning-focused conceptions of learning and teaching in a relatively 
short period of time. Most of the student teachers showed a change in 
conceptions towards more constructivist conceptions and diminishing of 
transmissive conceptions, though not all student teachers showed a 
constructivist shift in all instruments equally. All student teachers showed a 
focus on student learning in their descriptions of learning experiences in their 
learning reports. The student teachers attributed their learning experiences to 
specific aspects of the authentic context, the authentic task, and the reflective 
dialogue, as well as to the content regarding student learning. Across the learner 
reports especially the combination of task, teaching activities, and reflection by 
means of a dialogue was mentioned often as stimulating their learning process 
or changing their way of thinking about learning and teaching. Student teachers, 
for instance, mentioned that constructing, discussing, giving meaning to 
knowledge about student learning during the programme, and using these 
insights for their design and during teaching contributed to their learning 
experiences. Also having to justify what they thought and what they did was 
mentioned as contributing to their learning processes. We concluded that the 
combination of the educational elements in the learning environment 
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contributed to a change in student teachers’ conceptions and created an 
increased focus on student learning.  

 
Part study 2: Student teachers’ teaching behaviour  
The second part study investigated the influence of the designed learning 
environment on student teachers’ teaching behaviour in practice. Analogous to 
the description of conceptions, teaching behaviour might be described in terms 
of a continuum ranging from teaching that is characterised by a focus on 
knowledge transmission by the teacher to a focus on student learning. Learning-
focused teaching implies performing teacher activities in which the teacher is 
concerned primarily with supporting student learning when making educational 
decisions and guiding students.  

Twenty-two student teachers participated in this part study. The teacher 
activities of student teachers (n=12) in the experimental learning environment 
(the learning environment designed for this part study) were compared to those 
of student teachers (n=10) in the regular learning environment. Data about 
student teachers’ teaching behaviour were collected by means of video-
observations in the classroom. The results showed that student teachers of the 
experimental group showed learning-focused teaching behaviour more than 
student teachers of the control group. Most of their learning-focused teacher 
activities regarded their interaction with and guidance of students. They, for 
instance, stimulated active knowledge construction, deep learning, reflection, 
and collaboration, and guided students in a process-oriented way. Regarding the 
assignments, they further used authentic and complex assignments that called 
upon collaboration and sharing of knowledge. Regarding the organisation of 
teaching and learning in their practice, they designed their own curriculum 
materials to match their students’ learning goals. A focus on student learning 
was clearly visible in their teaching behaviour. The student teachers of the 
control group mainly transmitted knowledge or practical skills in a one-way 
direction. They interacted with their students in a directive, regulative way and 
mostly used closed (structured step-by-step) assignments. Regarding the 
organisation of teaching and learning in their practice, they arranged the 
classroom in a way that did not encourage collaboration. We concluded that the 
designed learning environment succeeded in bringing about learning-focused 
teaching in practice after only one semester. 
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Part study 3: Student teachers’ deliberate teaching  
In the third part study the question was answered whether the student teachers 
of the experimental group in the second part study, who all showed learning-
focused teaching behaviour, deliberately taught with a focus on student 
learning. Learning to teach not only entails that student teachers’ conceptions 
and teaching behaviour are focused on student learning, but student teachers 
should also have the conscious intention to do so. In other words, student 
teachers should learn to teach deliberately for the benefit of their students’ 
learning.  

The student teachers (n=12) were interviewed regarding their observed 
teacher activities to determine how they accounted for their ways of teaching 
and if these accounts reflected a deliberate focus on student learning. The 
student teachers’ accounts seemed to be consistently focused on student 
learning. The student teachers set their learning goals, applied their knowledge 
and skills to realise these, and made their knowledge and skills fit for use in their 
lesson. The student teachers often explained their teacher activities in terms of 
the learning processes they intended to provoke in their students, especially 
students’ higher cognitive processes or skills that support these processes. In 
their accounts, related topics recurred regarding facilitation of knowledge 
construction, interaction and guidance, use of assignments, and the 
organisation of the teaching and learning situation. For example, the topic 
‘relating theory and practice, contextualisation, and transfer’ was such a 
recurring topic. The consistency in their accounts suggested that student 
teachers knew well what they intended to realise, and how to realise it. We 
concluded therefore that student teachers’ cognition and behaviour in practice 
seemed to be related and that they attempted to teach deliberately. 
 
Part study 4: Portraits of learning-focused student teachers 
The outcomes of the part studies on conceptions, teaching behaviour, and 
accounts have been used and combined to generate portraits of two individual 
student teachers who participated in the designed learning environment. The 
portraits confirmed on the individual level the various findings of the 
investigated group as a whole. Conceptions, behaviour, and accounts were 
focused on student learning. Both student teachers deliberately designed the 
learning environment and lessons for their students, taught according to their 
design and intentions, and accounted consistently for how they taught. 
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Cognition and behaviour seemed well attuned to facilitate the students’ learning 
in practice. Both student teachers attributed their learning experiences explicitly 
to the main elements of the learning environment (authentic context, authentic 
task, reflective dialogue, and the content about student learning). They used the 
processed and acquired knowledge and insights intentionally in their lesson 
designs and during teaching, thus also showing to be able to transfer knowledge 
and skills to a practical, professional situation.  
 
Concluding, the designed learning environment appeared to be effective in 
bringing about learning-focused teaching in practice in student teachers’ third 
year of their teacher education, more and sooner than is usually assumed to 
occur. Student teachers’ conceptions, teaching behaviour, and accounts for the 
way they taught clearly revealed their concern for student learning. We further 
concluded that our learning environment affected both cognition and 
behaviour, and the explicit and conscious relation between both. We assume 
that these results are caused by having used a combination of authentic 
contexts, authentic tasks, and reflective dialogues and the fact that student 
learning formed the explicit content of the programme.  

A first point of discussion resulting from this dissertation pertains to 
concerns-based models or developmental views in teacher education. Many 
teacher education programmes hold views of teacher development as a steadily 
phased developmental progress, with specific concerns in each phase. The 
findings of this research nuance such views. Our emphasis on student learning 
may have caused student teachers’ learning-focused concerns more and sooner 
than expected on the bases of such views. Furthermore, the similarities between 
how the student teachers were educated and how they educated their own 
students were striking. They taught as they were taught. This modelling effect 
underlines the importance of teacher educators to support student teachers in 
a way congruent to what they themselves aim for.  

The results of this research are possibly restricted by the small sample-sizes 
of the part studies, the narrowness of the context, and the uncertainty of the 
sustainability of the outcomes. Future research might therefore be directed at 
investigating how student teachers develop and maintain well integrated 
learning-focused teaching over time and in other contexts than vocational 
education. Maybe other instruments might also be fruitful in this respect. Future 
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research may further include investigation of the influence on student teachers’ 
focus of each component of the learning environment separately.  

Regarding the implications for practice, it is recommended to integrate the 
elements of this learning environment throughout the teacher education 
programme and to immediately focus student teachers on student learning. A 
gradual increase of the complexity of tasks and diminishing of support are 
recommendable. This also implies that all teacher educators and mentors will 
have to coach congruently and model and explain the learning-focused teacher 
activities aimed for. 



 

198 

 



Samenvatting 
 

199 

Samenvatting 

Leren onderwijzen met een focus op het leren van leerlingen 
Het onderzoek dat in dit proefschrift wordt beschreven, betreft de vraag hoe 
aanstaande leraren tijdens hun lerarenopleiding aangezet kunnen worden tot 
onderwijzen vanuit het perspectief van het leren van leerlingen. De gerichtheid 
op het leren van leerlingen kan beschouwd worden als de kern van de expertise 
van een leraar. De aandacht van aanstaande leraren blijkt vaak echter meer uit 
te gaan naar het ontwikkelen van hun eigen, veelal docentgerichte, 
professionele vaardigheden en hun deskundigheid om vakkennis en -inhouden 
over te dragen, dan naar het leren van en de kennisconstructie door hun 
leerlingen. Een oorzaak hiervoor zou kunnen liggen in de wijze waarop het 
opleiden van leraren doorgaans is georganiseerd. Het opleiden van leraren vindt 
veelal plaats vanuit een op onderwijzen gericht perspectief en niet of minder 
vanuit een op leren van leerlingen gericht perspectief. Dit kan onbedoeld leiden 
tot overname van een op onderwijzen gericht perspectief door de aanstaande 
leraren. Daarnaast blijkt de opbouw van veel curricula in lerarenopleidingen 
gebaseerd te zijn op een visie die ervan uitgaat dat de ontwikkeling tot leraar 
een geleidelijk ontwikkelingsproces is dat volgens redelijk vaststaande fasen 
verloopt met elk hun eigen concerns. Binnen deze visie wordt er meestal vanuit 
gegaan dat een sterke gerichtheid op het leren van leerlingen doorgaans pas tot 
stand zal komen na een aantal jaren ervaring als leraar, dus na de opleiding. 
Deze gerichtheid op het leren van leerlingen zou niet moeten worden uitgesteld 
tot ver in of na de opleiding tot leraar, noch moeten worden overgelaten aan de 
eigen verantwoordelijkheid van de leraar na diens opleiding en zonder verdere 
ondersteuning. Het is daarom belangrijk om te zoeken naar mogelijkheden om 
op het leren van leerlingen gericht onderwijzen eerder en meer te realiseren in 
de lerarenopleidingen dan tot nu toe veelal gebeurt. Het doel van het 
proefschrift was om de invloed te onderzoeken van een leeromgeving in de 
lerarenopleiding die was ontworpen om op het leren van leerlingen gericht 
onderwijzen bij aanstaande leraren te bevorderen. De onderzoeksvraag van het 
proefschrift luidde dan ook: Hoe kan op leren van leerlingen gericht onderwijzen 
meer en eerder tot stand worden gebracht bij aanstaande leraren? Het 
onderzoek is uitgevoerd in een tweedegraads technische lerarenopleiding in 
Nederland. De leeromgeving werd geïmplementeerd in het derde jaar van de 
opleiding. 
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Eerder onderzoek heeft aangetoond dat de leer- en onderwijsconcepties 
van aanstaande leraren een belangrijke rol spelen in hoe zij onderwijs willen 
verzorgen. In de te ontwerpen leeromgeving was het dan ook belangrijk dat 
zowel hun concepties als hun feitelijke onderwijsgedrag werden aangesproken. 
In dit onderzoek werd de invloed onderzocht van de ontworpen leeromgeving 
op de verandering in concepties van aanstaande leraren, hun onderwijsgedrag, 
hun verantwoording van dat gedrag en in welke mate er bij dit gedrag sprake 
was van een doelbewuste gerichtheid op het leren van leerlingen (‘deliberate 
teaching’). Alvorens over te gaan tot de resultaten van dit onderzoek wordt 
eerst de leeromgeving kort toegelicht. 

De ontworpen leeromgeving kenmerkte zich door gebruikmaking van 
authentieke contexten, authentieke taken, reflectieve dialogen en het leren van 
leerlingen als expliciete leerinhoud voor het programma. Deze kenmerken 
houden het volgende in: 

- Authentieke context. Een authentieke context is een leer- en 
onderwijsomgeving in de echte onderwijspraktijk die professionele 
beslissingen en handelingen vereist ten aanzien van leren en onderwijzen. 
De aanstaande leraren participeerden in dergelijke authentieke 
contexten gedurende het hele programma. 

- Authentieke taak. Om de aanstaande leraren expliciet te richten op het 
leren van hun leerlingen werd een authentieke taak ontwikkeld die van 
de aanstaande leraren vereiste dat zij: voor hun vakgebied een (deel van 
een) onderwijsprogramma voor de school ontwierpen, onderzoek deden 
naar aspecten betreffende het leren van hun leerlingen die relevant 
waren voor hun ontwerp, het programma uitvoerden conform het 
ontwerp en de effecten van het programma op het leren van hun 
leerlingen onderzochten.  

- Reflectieve dialoog. In een reflectieve dialoog reflecteren aanstaande 
leraren op de onderwijspraktijk en externaliseren en delen zij hun 
concepties, kennis en praktijkervaringen. Reflectieve dialogen kunnen 
hen op deze wijze ondersteunen bij het aanpassen of veranderen van hun 
concepties, kennis en onderwijsgedrag. De reflectieve dialogen vonden 
binnen de ontworpen leeromgeving plaats met lerarenopleiders, 
mentoren in de school en medestudenten. 

- Inhoud van het programma. De inhoud van het programma betrof 
aspecten van het leren van leerlingen zoals cognitieve en metacognitieve 
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leeractiviteiten, diep leren, transfer van kennis, motivatie, zelfregulerend 
en samenwerkend leren en vakdidactiek (‘pedagogical content 
knowledge’). Het verwerven en verwerken van de leerinhoud door de 
aanstaande leraren waren nauw gerelateerd aan hun authentieke taak in 
hun authentieke context. 

De invloed van deze leeromgeving werd onderzocht in drie deelstudies naar 
respectievelijk de concepties van de aanstaande leraren, hun onderwijsgedrag 
en hun verantwoording van dat gedrag (om vast te stellen of hun 
onderwijsgedrag doelbewust was gericht op het leren van hun leerlingen). In 
een vierde deelstudie werden gedetailleerde en verdiepende portretten 
gemaakt van twee aanstaande leraren om de concepties, het onderwijsgedrag 
en hun verantwoording van dat gedrag te belichten vanuit een meer individueel 
perspectief. 

 
Deelstudie 1: De concepties van aanstaande leraren 
De eerste deelstudie betrof de verandering in de concepties van de aanstaande 
leraren nadat zij hadden deelgenomen aan de ontworpen leeromgeving. In het 
algemeen komen hun leer- en onderwijsconcepties overeen met hun 
onderwijsgedragingen. Deze concepties worden meestal beschreven in termen 
van een continuüm dat varieert van concepties gericht op kennisoverdracht 
(transmissieve concepties) tot op leren van leerlingen gerichte concepties die 
relevante elementen van een constructivistische opvattingen over leren 
representeren.  

Aan deze deelstudie namen twaalf aanstaande leraren deel. Er werden 
verschillende instrumenten gebruikt om de verandering in concepties te 
onderzoeken, namelijk vragenlijsten, tekeningen en metaforen. De data 
betreffende concepties die werden verzameld vóór deelname aan de 
leeromgeving werden vergeleken met de data die na deelname werden 
verzameld. Om inzicht te krijgen in de leerervaringen van de studenten en hoe 
deze leerervaringen werden beïnvloed door de leeromgeving werden 
zogenoemde ‘learner reports’ gebruikt. De resultaten laten zien dat de 
leeromgeving in een relatief korte periode had bijgedragen aan meer op leren 
gerichte leer- en onderwijsconcepties. De meeste aanstaande leraren lieten een 
verandering zien in de richting van meer constructivistische en minder 
transmissieve concepties, hoewel niet alle studenten bij alle gebruikte 
instrumenten een gelijke verandering toonden. In hun beschrijvingen van 
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leerervaringen in de learner reports lieten alle aanstaande leraren een 
gerichtheid op het leren van leerlingen zien. De aanstaande leraren schreven 
hun leerervaringen toe aan specifieke aspecten van de authentieke context, 
authentieke taak en reflectieve dialoog, en tevens aan de leerinhouden met 
betrekking tot het leren van leerlingen. Vooral de combinatie van taak, 
onderwijsactiviteiten en reflectie door middel van de dialoog werd genoemd als 
stimulerend voor hun leerproces of voor de verandering in hun wijze van denken 
over leren en onderwijzen. De aanstaande leraren beschreven bijvoorbeeld dat 
het construeren en (samen) betekenis geven aan kennis over het leren van 
leerlingen en het gebruiken van de daaruit voortvloeiende inzichten voor hun 
ontwerp en uitvoering (lesgeven) hadden bijgedragen aan hun leerervaringen. 
Ook droeg volgens hen het verantwoorden van hun opvattingen en handelingen 
daaraan bij. 

De conclusie van de eerste deelstudie was dat de combinatie van de 
kenmerken van de leeromgeving had bijgedragen aan een verandering van 
concepties en een toename van de gerichtheid op het leren van leerlingen. 
 
Deelstudie 2: Onderwijsgedrag van aanstaande leraren 
In de tweede deelstudie werd de invloed van de ontworpen leeromgeving op 
het onderwijsgedrag van de aanstaande leraren in de praktijk onderzocht. 
Analoog aan de beschrijving van concepties kan ook het onderwijsgedrag 
worden beschreven in termen van een continuüm variërend van 
onderwijsgedrag dat wordt gekenmerkt door een gerichtheid op 
kennisoverdracht door de leraar tot op het leren van leerlingen gericht 
onderwijsgedrag. Op leren gericht onderwijsgedrag houdt in dat de 
pedagogisch-didactische keuzes en activiteiten van de leraar voornamelijk 
gericht zijn op het ondersteunen en faciliteren van het leren van leerlingen. 

Aan deze deelstudie namen tweeëntwintig aanstaande leraren deel. De 
leraarsactiviteiten van de aanstaande leraren (n=12) uit de experimentele 
leeromgeving (de leeromgeving die was ontworpen voor dit onderzoek) werden 
vergeleken met die van de aanstaande leraren (n=10) uit de reguliere 
leeromgeving. De data betreffende het onderwijsgedrag van de aanstaande 
leraren werden verzameld door middel van video-observaties in de klas op hun 
stageschool. De resultaten lieten zien dat de aanstaande leraren uit de 
experimentele groep meer op leren gericht onderwijsgedrag vertoonden dan de 
aanstaande leraren uit de controlegroep. Het merendeel van de op leren van 
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leerlingen gerichte leraarsactiviteiten betrof de interactie met en begeleiding 
van leerlingen. De aanstaande leraren stimuleerden bijvoorbeeld actieve 
kennisconstructie, diep leren, reflectie en samenwerking en zij begeleidden de 
leerlingen op een procesgerichte wijze. Wat betreft de taken gebruikten zij 
authentieke en complexe taken die een beroep deden op samenwerking en 
kennisdeling. Met betrekking tot de inrichting van de onderwijsleersituatie 
ontwierpen zij hun eigen leermaterialen om deze aan te laten sluiten bij de 
leerdoelen van hun leerlingen. In hun onderwijsgedrag was een duidelijke 
gerichtheid op het leren van hun leerlingen zichtbaar. De aanstaande leraren uit 
de controlegroep lieten in hun onderwijzen voornamelijk kennisoverdracht of 
overdracht van vaardigheden zien waarbij er sprake was van veel eenzijdig 
gerichte interactie. De interactie werd gekenmerkt door docentsturing en 
docentregulering, en de aanstaande leraren zelf gebruikten vooral gesloten 
(stap-voor-stap opgebouwde) taken. De onderwijsleersituatie werd door de 
aanstaande leraren uit de controlegroep ingericht op een wijze die 
samenwerking tussen leerlingen niet bevorderde.  

De conclusie van de tweede deelstudie was dat de ontworpen 
leeromgeving er in slaagde om in één semester op leren van leerlingen gericht 
onderwijsgedrag in de praktijk te realiseren. 
 
Deelstudie 3: ‘Deliberate teaching’ van aanstaande leraren 
In de derde deelstudie werd de vraag beantwoord of de aanstaande leraren die 
deelnamen aan de experimentele leeromgeving en die allen op leren gericht 
onderwijsgedrag vertoonden ook doelbewust dit gedrag vertoonden (deliberate 
teaching). Leren onderwijzen houdt niet alleen in dat de concepties en het 
onderwijsgedrag van de aanstaande leraren gericht zijn op het leren van 
leerlingen, maar ook dat zij bewust de intentie hebben om dit te doen. Met 
andere woorden, de aanstaande leraren zouden moeten leren bewust 
onderwijs te verzorgen om het leren van leerlingen te bevorderen. 

De aanstaande leraren (n=12) werden geïnterviewd over hun 
geobserveerde leraarsactiviteiten om vast te stellen hoe zij hun onderwijs 
verzorgden en verantwoordden en of iedere verantwoording (‘account’) een 
doelbewuste gerichtheid op het leren van leerlingen weerspiegelde. De 
accounts van de aanstaande leraren leken consistent gericht te zijn op het leren 
van leerlingen. De aanstaande leraren formuleerden de leerdoelen voor 
leerlingen, gebruikten hun kennis en vaardigheden om deze te realiseren en 
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pasten hun kennis en vaardigheden aan voor gebruik tijdens de lessen. De 
aanstaande leraren lichtten hun leraarsactiviteiten vaak toe in termen van de 
leerprocessen die zij bij de leerlingen teweeg wilden brengen, vooral de hogere 
cognitieve processen van hun leerlingen of de vaardigheden die deze processen 
ondersteunen. In hun accounts kwamen gerelateerde topics terug die het 
faciliteren van kennisconstructie, interactie en begeleiding, gebruik van taken 
en de organisatie van de onderwijsleersituatie betroffen. Het ‘relateren van 
theorie en praktijk, contextualisatie en transfer’ is een voorbeeld van een 
dergelijk terugkerend topic. De consistentie in hun accounts maakt het 
aannemelijk dat de aanstaande leraren goed wisten wat ze wilden bereiken en 
hoe ze dat wilden bereiken. De conclusie van de derde deelstudie was dat de 
cognities en onderwijsgedragingen in de praktijk van de aanstaande leraren 
onderling verbonden leken en dat zij hun onderwijs doelbewust trachten te 
verzorgen. 
 
Deelstudie 4: Portretten van op leren van leerlingen gerichte aanstaande 
leraren 
De bevindingen uit de deelstudies met betrekking tot concepties, 
onderwijsgedrag en verantwoording van dat gedrag zijn vervolgens gebruikt en 
gecombineerd om portretten samen te stellen van twee aanstaande leraren die 
deel hadden genomen aan de ontworpen leeromgeving. De portretten 
bevestigden op individueel niveau de resultaten van de onderzochte groep als 
geheel. Concepties, onderwijsgedrag en verantwoording daarvan waren alle 
gericht op het leren van leerlingen. Beide aanstaande leraren ontwierpen 
doelbewust hun leeromgeving en lessen met het oog op hun leerlingen, 
verzorgden hun onderwijs overeenkomstig hun ontwerp en hun intenties en 
verantwoordden op een consistente wijze hoe zij het onderwijs hadden 
verzorgd. Cognitie en gedrag leken zorgvuldig op elkaar afgestemd te zijn om 
het leren van de leerlingen te faciliteren. Beide aanstaande leraren schreven hun 
leerervaringen expliciet toe aan de kenmerken van de leeromgeving 
(authentieke context, authentieke taak, reflectieve dialoog en de leerinhouden 
betreffende het leren van leerlingen). De aanstaande leraren maakten 
doelgericht gebruik van de verworven en verwerkte kennis en inzichten voor 
hun lesontwerp en bij het verzorgen van onderwijs; hiermee toonden zij aan in 
staat te zijn tot transfer van kennis en vaardigheden naar een praktische en 
professionele situatie.  
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Uit het voorgaande blijkt dat de ontworpen leeromgeving effectief leek te 
zijn in het realiseren, meer en eerder dan doorgaans verondersteld wordt, van 
op leren van leerlingen gericht onderwijzen bij aanstaande leraren in het derde 
jaar van hun opleiding. De concepties, het onderwijsgedrag en de wijze waarop 
zij dit verantwoordden, lieten hun zorg voor het leren van hun leerlingen 
duidelijk zien. Ook blijkt dat de ontworpen leeromgeving zowel cognities als 
gedragingen beïnvloedde, evenals de expliciete en bewuste relatie tussen beide. 
Deze resultaten zijn waarschijnlijk veroorzaakt door de combinatie van 
authentieke contexten, authentieke taken, reflectieve dialogen en het expliciet 
centraal stellen van het leren van leerlingen als leerinhoud in het programma. 

Een eerste punt van discussie dat uit dit onderzoek volgt, hangt samen met 
de visie dat de ontwikkeling tot leraar een geleidelijk ontwikkelingsproces zou 
zijn dat volgens tamelijk vastliggende fasen verloopt en waarbij in iedere fase 
sprake is van specifieke concerns. De curricula van veel lerarenopleidingen 
weerspiegelen een dergelijke visie. De resultaten uit dit onderzoek nuanceren 
zulke visies en opleidingsmodellen die daaruit voortvloeien. De gerichtheid op 
het leren van leerlingen bij de aanstaande leraren in de ontworpen 
leeromgeving ontstond eerder en in grotere mate dan verwacht vanuit het 
perspectief van het fase-denken. Dit zou kunnen worden verklaard door de 
nadruk die in de ontworpen leeromgeving op het leren van leerlingen werd 
gelegd. Verder waren er opvallende overeenkomsten tussen de manier waarop 
de aanstaande leraren werden opgeleid en hoe zij zelf onderwijs verzorgden aan 
hun leerlingen. Zij onderwezen zoals zij zelf werden onderwezen. Dit ‘modelling’ 
effect benadrukt hoe belangrijk het is dat lerarenopleiders aanstaande leraren 
opleiden op een wijze die congruent is aan wat zij beogen te bewerkstelligen.  

Dit onderzoek kent ook beperkingen: de relatief geringe omvang van het 
aantal participanten in de deelstudies, de beperking van de context waarbinnen 
het onderzoek plaatsvond en het ontbreken van inzicht in de duurzaamheid van 
de resultaten bij de aanstaande leraren. Toekomstig onderzoek zou zich kunnen 
richten op de wijze waarop de aanstaande leraren zich verder ontwikkelen en of 
zij op langere termijn consequent leerlinggericht blijven onderwijzen, ook in 
andere contexten dan het beroepsonderwijs waarbinnen dit onderzoek zich 
afspeelde. Mogelijkerwijs is ook het gebruik van andere instrumenten nuttig 
voor het krijgen van inzicht in de (duurzame) ontwikkeling van aanstaande 
leraren. Vervolgonderzoek zou zich tevens kunnen richten op de invloed van 
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ieder kenmerk van de ontworpen leeromgeving afzonderlijk op de gerichtheid 
op het leren van leerlingen.  

Voor wat betreft de implicaties van dit onderzoek voor de praktijk: het 
verdient aanbeveling om de kenmerken van de ontworpen leeromgeving te 
integreren in het curriculum van de gehele lerarenopleiding en de aanstaande 
leraren van meet af aan te focussen op het leren van leerlingen. Verder lijkt het 
belangrijk om tijdens de opleiding van aanstaande leraren zorg te dragen voor 
een geleidelijke toename van complexiteit in taken en het geleidelijk doen 
afnemen van de ondersteuning daarbij. Dit betekent dat de lerarenopleiders en 
mentoren in de school samen op een congruente wijze de aanstaande leraren 
zouden moeten begeleiden, de beoogde leraarsactiviteiten als rolmodel 
voorleven en hun gedrag toelichten en verantwoorden.  
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Dankwoord 

Vanaf het begin van mijn studententijd was er altijd het dilemma, wetenschap 
of praktijk. Ik zocht naar verbindingen tussen beide, wat resulteerde in een 
afstudeerscriptie over de kloof tussen theorie en praktijk, op het grensvlak van 
orthopedagogiek en onderwijskunde. De bevindingen uit de wetenschap leken, 
althans in orthopedagogiek en onderwijskunde, niet terecht te komen daar 
waarvoor ze bedoeld en het meest urgent waren. Mijn keuze was om eerst de 
praktijk in te gaan. Het bleek de lerarenopleiding te worden. Daarbinnen bleken 
de orthopedagogische en onderwijskundige kant goed verenigd te kunnen 
worden. De focus daarbij was uiteindelijk altijd op leerlingen in het onderwijs. 
Zij verdienen leraren die het mogelijk maken dat leerlingen hun talenten en 
mogelijkheden optimaal kunnen ontplooien – ergens goed in worden – , en 
daarin niet gehinderd worden door ‘wetten die in de weg staan en praktische 
bezwaren’ – of ingeslepen beelden en opvattingen. Om passende wegen te 
vinden om deze mensen te ondersteunen zullen we steeds opnieuw vragen 
moeten blijven stellen en twijfels hebben bij wat vanzelfsprekend lijkt en onze 
waarneming – en daarmee ons handelen – beïnvloedt. Dat geldt voor zowel 
wetenschap als praktijk. In beide is dat een moeilijk leerproces, of afleer-proces. 
Het is ook een proces waarbij waarheid noch oplossingen ooit definitief zijn en 
het zoeken altijd door zal gaan (whilst the great ocean of truth lay all 
undiscovered before me). 
 Mijn eerste dank gaat daarom uit naar mijn eerste leraar, mijn vader, die 
me leerde om in verwondering naar de wereld te kijken en nooit verzaakte om 
die ene belangrijke vraag te stellen bij alles en aan allen: ’Is dat zo?’ Mijn beide 
ouders hebben mij geleerd dat het er in het onderwijs altijd om gaat het mooie 
en goede in een kind, leerling of student te zien: ieder kind is mooi en vol 
mogelijkheden als je met de juiste ogen kijkt (zoals een andere leraar zei: I 
encourage you to look closely) en bereid bent om zijn of haar talenten aan te 
spreken en te ondersteunen. Het zicht op de einder, een soort van geloof en 
vertrouwen, is daarvoor belangrijk. Het is als lopen over water, je weet niet of 
je zult verdrinken in de poging, maar het oeverloos vertrouwen is je houvast 
voor je handelen.  

Er zijn veel leraren op mijn pad gekomen, teveel om hier op te noemen en 
te bedanken. Maar ik wil hier graag Douwe en Maaike bedanken. Douwe, 
hoewel het misschien niet hetgeen is dat jijzelf (het meest) kenmerkend voor 
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jezelf vindt, is wat me bovenal altijd heeft geraakt: jouw bevlogenheid om 
leerlingen goed onderwijs en goede leraren te willen bieden. Je verenigt dat met 
een diepgaande (wetenschappelijke) expertise waarin je mij hebt laten delen. Je 
schonk mij jouw vertrouwen om deze weg te gaan, misschien ook en vooral 
omdat je in dit onderzoek een mogelijkheid zag om bij te dragen aan onderwijs 
en leraren met oog voor het leren van hun leerlingen. Ik vrees echter dat je in 
mij een eigenwijze leerling had die nooit ophield met vragen naar het hoe en 
waarom, dus ik dank je ook voor je geduld in onze samenwerking, soms strijd. Ik 
heb het altijd als een dialoog gezien. Een dialoog op het grensvlak van 
persoonlijke, professionele en wetenschappelijke integriteit. Ik denk dat aan alle 
drie uiteindelijk recht is gedaan, al was het misschien niet altijd gemakkelijk. Ik 
heb door jou heel veel geleerd wat ik op mijn verdere weg meeneem. Maaike, 
wat wij deelden waren veel dingen, waaronder ons diepe respect voor een 
leraar die ons met hart en ziel liet zien hoe wetenschap en praktijk verbonden 
konden worden opdat leerlingen in het beroepsonderwijs hun talenten zouden 
kunnen ontplooien. Daarnaast waren jouw steun in moeilijke tijden en jouw 
begrip voor en acceptatie van wat ik belangrijk vond, naast je wetenschappelijk 
vakmanschap en oog voor details, onmisbaar.  

Mijn paranimfen, Han en Elly, zo verschillend, en ieder op een andere wijze 
belangrijk. Han, je bent een vriend uit duizenden, een onmisbare leraar en 
toetssteen, mij altijd steunend in mijn persoonlijke en professionele integriteit 
en in mijn zoektocht naar de juiste weg. Al onze gedachtewisselingen over 
literatuur, zen en ons handelen, en het mogen toetsen van mijn ideeën en 
waarden aan jouw zuivere blik, zijn voor mij van onschatbare waarde. Elly, je 
bent zo wijs in hoe je persoon en professionaliteit weet te verenigen. Ik heb 
bewondering voor hoe je dat doet. Integer, volledig recht doend aan de ander, 
of dat nu een collega, leraar, student of een kind is. Ik geef graag mijn stokje aan 
je door in alle opzichten. Wie met jou omgaat wordt gezien, gesteund en recht 
gedaan. 

Tsja, en dan de Pedagogisch Technische Hogeschool waar ik sinds 2008 
werkzaam ben als lerarenopleider en onderzoeker. Daar kwam alles samen, 
wetenschap en praktijk. De kenniskring van Douwe: Maaike, Kariene, Evelien, 
Marieke, Han en later ook Elly. De aanstaande leraren die zich wilden inzetten 
voor leerlingen in het (technisch) beroepsonderwijs. De lerarenopleiders die 
zich inzetten voor die aanstaande leraren die zich wilden inzetten voor … . Diep 
respect voor hun betrokkenheid met de studenten, hun kwaliteiten als 
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lerarenopleiders, hun oog voor het belang van het vak dat de grondslag vormde 
voor de beroepsopleiding. Piet, Ton en Ton, Fieke, en veel andere collega’s, dank 
voor wat jullie toonden en met me deelden. Johan, Kees, Henk, Frank, Jan, en 
zoveel anderen die ik waardeerde en begreep met hun liefde voor het vak, ook 
als die focus op het vak soms leidde tot stevige discussies. Makkelijk was het 
nooit, soms leek de kloof groot, tussen vak en beroep, tussen theorie en praktijk. 
Maar we delen onze passie voor het opleiden van aanstaande leraren en voor 
het leren van hun leerlingen. Onze dialogen, zowel vanuit ‘vak’ als vanuit 
‘beroep’ maakten rijker. Ik ben dankbaar voor de kansen die mijn directeuren 
Jos, Jos en Gerard mij (en ons) hebben geboden in alle wisselende 
omstandigheden. Mijn teamleiders Anton, Peter en Pauline dank ik voor hun 
vertrouwen en de ruimte die ze gaven, ook om die leeromgeving naar eigen – 
en onderzoeks – maatstaven in te richten.  

Alle studenten, leerlingen, kinderen die zichzelf lieten zien in hun 
ontwikkeling, die mij verwonderden, die maakten dat alle inspanningen de 
moeite waard waren: jullie zijn mooie mensen. Dank dat ik erbij mocht zijn en 
een klein, heel klein steentje mocht verleggen in de rivier van jullie leven. 

Mijn ondersteunende collega’s bij de Eindhoven School of Education, en in 
het bijzonder Stella en Henderijn. Zonder jullie bemoedigende woorden en 
vertrouwen had ik het niet gered. Jullie gaven me iedere keer weer net dat zetje 
om door te gaan, steeds als ik twijfelde. Evelien, vol humor, soms chagrijnig, 
soms kritisch, maar altijd een begripvolle collega, vriendin, leraar, trouw maatje, 
… wat was je? (Dat alles.) Veronique en Elvira, ieder een steun en toeverlaat met 
altijd warm en oprecht begrip en belangstelling. Jannet, Connie, Gonny, … een 
rijkdom aan betrokken, lieve mensen. 

Tenslotte, mijn liefsten, die begrepen waarom en voor wie ik het heb 
gedaan, en zonder wie ik het niet had kunnen doen, die onvoorwaardelijk 
achter me bleven staan onder alle omstandigheden, al stelde ik naar mijn 
gevoel mijn prioriteiten soms verkeerd. Zij hoeven niet met naam genoemd; zij 
zijn mijn alles. Liefsten en liefste, ik houd onvoorwaardelijk van jullie, zoals 
jullie dat van mij doen. Het moest worden gedaan en jullie begrepen dat. Dat, 
en dat alleen, volstaat.  
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