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Abstract

The aim of this study is to illustrate the pedagogical knowledge through the empirical
data from the case study, which emerged in the process of sharing between tutor teach-
er and future teacher trainee. In the first part, the theoretical basis is defined. Attention
is paid to sharing of knowledge, which is realised in the model of apprenticeship. Then
the methodology is introduced, the research problem is defined, as well as the design,
sample selection, method of data collection and analysis and interpretation. Based on
the data analysis, it was found that sharing in the apprenticeship model had an impact
on more effective professional preparation. Different experiences of teacher trainer
trainers or educators and future teachers often block understanding of the observed or
said, because the purpose of sharing is not only to describe what was done in lessons,
but in particular to understand what is behind the observed behaviour. Our research
has shown that the precondition for sharing is mutual respect and support with regard
to the needs of the other. Detailed analysis and description of pedagogical situations
enables students to make deeper reflections, which can result in the modification of
existing or adopt new elements of practical knowledge to their knowledge base.
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Sdileni pedagogickych znalosti mezi
studentkou ucitelstvi a jeji cvicnou ucitelkou
v pribéhu pedagogické praxe

Abstrakt

Cilem této empirické sondy je ilustrovat prostfednictvim dat z pfipadové studie peda-
gogické znalosti, které vznikly v procesu sdileni mezi cvi¢nou ucitelkou a studentkou
ucitelstvi. Nejdfive jsou vymezena teoreticka vychodiska. Nasledné je vénovana po-
zornost sdileni pedagogickych znalosti, které je realizovano v modelu u¢ednictvi. Poté
je pfedstavena metodologie, tedy: vyzkumny problém, design, vybér vzorku, metoda
sbéru, analyzy a interpretace dat. Na zékladé analyzy dat bylo zjisténo, ze sdileni ode-
hravajici se v modelu u¢ednictvi ma vliv na efektivnéjsi profesni pfipravu. Rozdilné
zkusenosti cvi¢né ucitelky a studentky mnohdy brani porozuméni pozorovaného nebo
fe¢eného, proto smyslem sdileni nenf jen popsat to, co se v hodinach délo, ale zejména
porozumét tomu, co je za pozorovanym jednanim. Z nasi vyzkumné sondy vyplynulo, ze
predpokladem pro sdileni se stdva vzajemny respekt a podpora s ohledem na potreba
toho druhého. Podrobny analyza a popis pedagogickych situaci ze strany cvi¢ného
ucitele umozni studentce hlubsi reflexi, kterd maze vyustit v modifikaci stavajicich ¢i
pfijmout nové prvky praktickych znalosti do své znalostni baze.

Klicova slova: pedagogické znalosti, sdileni pedagogickych znalosti, u¢ednictvi, cisty
jazyk.

Introduction

Students of teaching programmes at university (fututre teachers) acquire knowledge
for their professional development not only in theoretical training but also during
practical training. Most students may not be aware of the knowledge gained in their
preparation for their profession. We believe that this knowledge could be made aware
of, and if necessary, modified in the process of sharing, and this could make the training
of future teachers more effective. The sharing of practical pedagogical knowledge is
based on the mutual cooperation of the teacher trainer trainer with the future teacher
and is realised in the apprenticeship model. During this cooperation the teacher trainer
trainer analyzes the pedagogical situation by reflecting on his/her experience, which is
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associated in most cases with the problematic situation in which the student’s teaching
is received or because of the student’s professional development stimulating this, from
which an impulse to share arises. Thus trainees are given the opportunity to modify
existing knowledge in the reflection process throughout this detailed analysis.

1 Definition of pedagogical knowledge and its sharing

Knowledge can be defined from the point of view of various disciplines of philosophy,
sociology, psychology, pedagogy etc. Due to the fact that this research is situated in
the school environment, the subject of the research is sharing pedagogical knowledge
between the teacher trainer and teacher trainee, which we define as“a wider cognitive
structure that includes theoretical knowledge and practical knowledge” (Janik, 2005,
p. 26).

Our attention will be primarily focused on the practical pedagogical knowledge
of the teacher trainer trainers, as this knowledge is predominantly the subject of the
sharing in practice. Practical knowledge is one that is shaped mainly by experience from
teaching practices (Eraut, 1994) and can be projected into the teacher’s behaviour. Since
the teacher trainee has minimal pedagogical experience, practical knowledge cannot
be created as is the case with a teacher trainer trainer. To create practical knowledge,
teacher trainees work not only with their own experience in practice but also with
sharing knowledge with the teacher trainer trainer.

One area that is often thematized in the context of teacher research is the area of
teacher’s pedagogical opinions, attitudes, values or beliefs (belief - this is a professional
belief, see Pisovd, 2005, p. 26), which influences the teacher’s behaviour. In the Czech
context, the concept of teacher’s concept of teaching is used in this context (Mares,
2013, p.455). If we talk about teacher trainees (future teachers), the term student’s
concept of teaching is usually used in this context (Svec, 1999, p.39). In the concept
of teaching, not only theoretical but also practical knowledge has certain influence.
“Teacher’s concept of teaching is a complex of pedagogical opinions, pedagogical at-
titudes and teacher’s arguments that justify it. This complex creates a cognitive and
emotional basis for teacher’s thinking about education, for the assessment of educa-
tion and teacher’s negotiation with all participants in the educational process.” (Mares,
2013, p. 455).

We believe that the concept of teaching is formed even before the beginning of the
teacher’s career, even before the beginning of the education preparation. The experi-
ence of the teacher trainee as a pupil has a strong influence (Richardson, 1996) and
so-called apprenticeship of observation (Lortie, 1975). A no less powerful influence
on the student’s learning is the experience from out - of — school activities. Finally,
the teacher trainer contributes to the formation of the concept of teaching as he/she
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shared his/her professional experience and the associated practical knowledge which
encourages the teacher trainees. Student’s concepts of teaching is a kind of “filter” that
enables him/her to process new incoming pedagogical knowledge (Richardson, 1996).

The development and cultivation of pedagogical practical knowledge in peda-
gogical preparation is influenced by sharing among teaching staff and their trainees.
A well-known fact is that students often fail to link the knowledge of theoretical training
with practical experience and also often do not understand the practice of the teacher
or feedback because they do not know the background of their teacher trainer (Elliott
& Calderhead, 1994). Teacher trainees and their teacher trainer trainers therefore have
a different level of practical knowledge, so sharing is more difficult. In this case, the
teacher trainee and the teacher trainer trainer enter into a relationship that can be
labelled as an apprenticeship.

Our research is based on our previous study (Caskova, 2014, modified). The shar-
ing between the trainee and the teacher trainer takes place in a collaborative model
of apprenticeship that combines elements of the traditional and cognitive model of
apprenticeship (Van Velzen et al., 2012). The traditional model of apprenticeship lies in
the imitation of what the experienced master does. In other words, the teacher shows
the student the solutions for pedagogical situations. Observation (or tracking) plays
an important role in the traditional apprenticeship process. In pedagogical practice,
observation allows students to see general teaching, and this could be a stimulating
factor in the learning process of teaching, for two reasons. First, it provides students
with an idea of the organization of the individual steps of the lesson before he / she
will teach. Secondly, it can help the student understand the feedback from the teacher
trainer (cf. Collins, Holum & Brown, 1991).

In pedagogical practice, the traditional model of apprenticeship, which is based
primarily on observation, is insufficient for the student to further develop understand-
ing of a teacher’s behaviour, so it is important to promote this understanding through
the cognitive model of apprenticeship (Collins et al., 1991). The cognitive model of ap-
prenticeship is different from the traditional one as the traditional model can observe
individual steps leading to the successful accomplishment of the task, whereas when
learning how to teach this is not always valid, and it is important to complement the
discussions about its justification ie “making thinking visible” (Collins et al., 1991 ). This
model has been extended to a model of collaborative apprenticeship (Glazer & Han-
nafin, 2006), which is based on the mutual interaction of both participants. The model
inspired Van Velzen et al. (2012), who pointed to the problem of novice teachers lacking
practical knowledge. In their development, they are assisted by the teacher trainer,
because this knowledge cannot be obtained other than by practical experience. Col-
laborative apprenticeship allows the teacher trainee to gain access to the everyday
experience they encounter in practice. The teacher trainer analyzes and explains in
detail the way in which the pedagogical situation is based on experience, this may
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give the trainee a stimulus for critical reflection of the situation, while opening the
door for learning to teach.

If a student reflects any fact, this reflection is probably triggered by some experi-
ence - a first-order personal experience- conceptualizing it in conjunction with current
experience translates it into a so-called second-order experience. The student finds
a connection between the past experience and the present experience by the teacher
trainer’s behaviour or by the analysis of the situation, and by reflecting it in relation to
another context, the student elevates it to a higher abstract level (Shulman 1996, p.209).
This approach is understood as an analogy to Korthagen’s (2011) view of teacher’s ca-
reer development from gestalt (past experience expressed as a metaphorical gestalt)
to the schematization of personal practical knowledge and from schematized personal
practical knowledge to formal theory. In both approaches, the current experience of
the student in the practice serves to create general proposals, which can be verified in
practice in other pedagogical situations.

A teacher trainer can be a bridge between the student’s experience and general-
ized practical constructs or theory, making theories easier for students to grasp. By
observing the student’s behaviour, the trainer can reveal his/her concept of teaching,
and the consequent link to his/her role as a teacher - first-order teaching, which reflects
towards the positive career development of the student/teacher trainee. This reflec-
tion is a transition to the so-called second-order teaching, that is, the role of teacher as
a future teacher (Murray & Male, 2005). In order to share and thus extend the student’s
knowledge base, the teacher trainer should (according to Shulman & Shulman, 2004):
a. have a well-developed vision for the development of the teacher trainees; should

be able to communicate and analyze their convictions, assumptions and judgments

and relate them to the pedagogical context and thereby create space for students’
critical reflection,

b. be respectful to student’s needs and be respected by the student,

c. combine theoretical and practical knowledge that are highlighted in student’s en-
gagement.

2 Methodology

The aim of the study is to find out in which way the sharing of pedagogical knowledge
between the teacher trainee and the teacher trainer is taking place within their peda-
gogical practice.

The research examines:

How pedagogical knowledge is shared between the teacher trainee and his/her
teacher trainer?
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Due to the complexity of the concept of sharing of pedagogical knowledge, a quali-
tative approach was chosen. A research study by Svafi¢ek & Sedova (2007) was chosen
as a research design that enabled us to fulfill our goals; to capture the process of shar-
ing pedagogical knowledge between the teacher trainee and his/her teacher trainer.

The sharing of practical pedagogical knowledge takes place in the apprenticeship
model. Our research is based on a collaborative apprenticeship model by Van Velzen
et al. (2012), which focuses on the sharing of practical pedagogical knowledge in the
framework of the co-operation of a teacher trainer with a student of teaching (teacher
trainee), but in our research we are based on a certain modification’.

The research was carried out at a primary school in Brno, Czech Republic. The stu-
dent? and the teacher trainer® were selected on the basis of their voluntary decision to
participate in the research, the selection was in the subject of mathematics. In the Czech
environment, in the context of practice management, the term facultative teacher or
teacher trainer are most often used (with a difference in professional preparedness to
practice) (PiSova, 2005), therefore we have decided to use the term “teacher trainer”.
The research was in agreement with its ethical aspect. Both the teacher trainer and the
teacher trainee were acquainted with the course of the interviews as well as with the
research. With respect to anonymity, the student performs in a research study under the
fictitious name of lvana. The content of the research interviews was tied to pedagogical
practice* that the trainee graduated from within her studies.

3 Data collection and analysis

The data for this case study was collected primarily through in-depth interviews for one
and a half years. Most of the interviews were focused on the termination of first-person

' The co-operation of the teacher trainee (future teacher, or the student of pedagogy) and a teacher trainer
trainer involves three consecutive phases. At first, the student observes the class of the teacher trainer trainer
and follows her actions, such as interacting with pupils, organizing the class etc. Thereafter, the teacher
trainee takes the real teacher’s role. The lesson is being prepared by the trainee with the help of the teacher
trainer trainer. The student is teaching the class, the teacher trainer trainer observes her activity. The lesson
is followed by an analysis of the lesson by the teacher trainer trainer, in the form of a discussion. The student
receives recommendations or comments from the teacher trainer trainer. In the third phase, a student usu-
ally prepares a lesson plan for his/herself, which s/he then practically realizes, again in the presence of the
teacher trainer trainer.

2 Teaching as a follow-up Master’s programme of teaching mathematics and arts.

3 The teacher trainer has 27 years of teaching experience, she has studied mathematics and biology, and she
teaches mathematics and natural science at the lower secondary level at the elementary school.

4 Pedagogical practice at the Faculty of Education of the Masaryk University in Brno in the follow-up Master’s
programme is for three-semesters: the first and second semesters are continuous; in the third semester the
practice is continuous (4 weeks). However, the student teaches only 3 lessons in one subject in his/her first
practice, 10 lessons in one subject during the second practice. In the third practice, the student teaches
20 hours.
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experience (Varela, Thompson, & Rosch, 1993), led by a researcher in an inductive way
and inspired by the pure language method (Lawley & Tompkins, 2000).
Data was obtained:
« through direct observation of the teaching of the teacher trainee and the teacher
trainers by interviews R1-R7,
+ In-depth interviews R1-R10 (January 2014 - May 2015), the average length of which
was about 1.5 hours, and except for the first two the rest were recorded on video,
+ areflective diary of the teacher trainee who is tied to pedagogical practice 1.

The time sequence of the interviews was first aimed at finding out the concept of
teaching before entering the practice where the research was conducted, then what
pedagogical knowledge was the subject of sharing during practice, and finally whether
there has been a shift in the formation of the concept of teaching of the student/trainee
after graduation.The last interview was retrospective, the structure of this last interview
was that the researcher first asked the following open question: What changed after
the practice? And he let the student talk freely and then compared his findings with
the student’s testimony.

Realized interviews® are literally rewritten in the Videograph programme (Rimme-
le, 2002). Subsequently, their analysis was performed by open coding (Svafi¢ek & Se-
dovd, 2007) with the support of Atlas.ti and the key themes were sought. Interview
topics have been studied in context, although they may have occurred remotely in one
interview or later in other interviews. The interviews and the topics identified therein
have been constantly compared (Svafi¢ek & Sedova, 2007).

4 Research results

The study results that are loosely linked and expanded (Caskovd, 2015) will be presented
in the following section.

4.1 How does sharing pedagogical knowledge take place through
mutual observation of teaching

In this chapter, attention will be focused on how to share pedagogical knowledge
related to the concept of student’s education. When observing the teacher trainer,
the student reflected her experience on the basis on which she formed her theoretical

5 In the interviews, we refer to individual participants as Researcher, teacher trainer trainer, student or Ivana
accordingly. In square brackets, a commentary from the researcher is given.
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schemes. The researcher asked Ivana for a“good relationship” that plays an important
role for her.

Researcher: Now, when you say a good relationship is important, between the pupil and the
teacher, the important word is good, so in your case, what is a good relationship?

Student: | do not know, | have had a chance to have a lot of observations recently. | think that there
was a lot of deficiency in how pupils perceive teachers. If they simply perceived the teachers as
cool and a natural authority, they just worked and it was not a problem [it is based on the lessons
of her teacher trainer, who she perceives as a natural authority]. But if a teacher who was a little
strict, perhaps very authoritativethe pupils just had a block or little respect for him (teacher).
So they seemed to be building their aversion to the subject from the beginning, and they were
deliberately disturbed [as a result of observing the teaching of another teacher the student had
been able to see before entering the school where the research took place]. R10

The student realized that the authoritative behaviour of the teacher did not lead to the
achievement of educational goals, and we believe that it also started the process of
learning and this is the beginning of understanding the importance of class manage-
ment. This negative experience has been so emotional to the student that she has been
reflecting it several times using metaphors even in her diary, where she is more open
(“aggressive’, “pupils strike fear’, “the atmosphere could be cut”... and the question aris-
ing is“How do | get rid of the fear of the lesson?”), she returns to the topic several times
in other interviews. Depending on the atmosphere in the classroom and the teacher’s
relationship with the pupils, the personality of the teacher is categorized.® We believe
that observing the teacher’s practice has enabled the student to grasp the concepts of
theoretical teaching by associating them with experience in practice.

Another benefit of the observations is the fact that the teacher trainer knows the
pupils. Before the following demonstration, lvana had listened to feedback from the
teacher trainer, and then there was a conversation between the researcher and the
teacher trainer.

Researcher: So | wanted to ask what interests you based on everything you heard, what did you
say to yourself, when did you think something like: | was interested in this, is that good?

Student: | think it is very beneficial that the teacher knows that the children and he/she knows
what to expect from them. R4

Benefits can be seen in the teacher’s readiness for potential pupil errors or pupil’s reac-
tions. The teacher trainer gave her an idea on the organization of the individual steps
of teaching before she began teaching, which became a stimulus for reflection and
a prerequisite for developing professional thinking. The conversation continues.

© Some refer to “natural authority’, other “authoritarian” or “liberal”.
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Researcher: So, the teacher trainer, helped you in the sense that she knows the kids. Did she give
you some kind of motivation?

Student: Well it's motivating for me to see the lesson, the style of the teacher because | can learn
from it, it's from life, just from the practice. Otherwise, there may be other communications, such
as how does the teacher communicate with pupils, how she explains the content of the lesson,
as a whole persona. R4

The following R6 demonstration followed lvana’s taught lesson. The teacher trainer first
reflects on lvana’s teaching in general, then an interview between lvana and a teacher
trainer takes place, which the researcher continues in order to find out how lvana un-
derstood what was said.

Teacher trainer: [...] The lesson today lacked dynamics, | might have put a more theatrical ap-
proach, more like that ... So it would probably be from me, and if you still want to ask something
or do you want to discuss it or say your point of view?

Student: It was | messy for me today, like the lesson. | was wondering if the kids are capable of
understanding if | do not explain it so much.

Teacher trainer: [jumps to speech]. Well, no, but you know if you did the breaks there, somehow
it ended and just closed it, that part. It went so smoothly and merged, and it may have been
confusing for the slower ones, it was that it was so loosely passing onto the second example and
the second issue that they did not have enough time to finish and they did not know where they
were ... | would probably just go there ... yeah ... it’s really to split the lesson dynamically like that.

The teacher trainer provides her recommendations in line with the needs of the student,
analyzes the development of the situation and explains its pitfalls. She points out the
feedback on the basis of how she would have preserved herself in the given situation.
The teacher trainer refers to her practice by using a metaphor of “theatre”.

Later in the interview, the researcher asks for a “dynamic split of the lesson”.

Researcher: [...] So | still have a note that the teacher has used the phrase dynamically break at
some moment in the lesson, so what does this mean to you?

Student: Not to speak monotonously. | think it can have a connection with that award, just use
some theatrics, just work more with the voice.

Researcher: Do you think it will have any benefit for you?

Student: Yeah, | think this will make sense, and | think it’s very important for the kids. [from Ivana’s
reflection is clear that she realized the importance of “theatre” with respect to pupils, we think
because of establishing a relationship with the pupils].

Researcher: When | get back to what we've been discussing... So for you, what would you like to try
to include in the future from what the teacher told you about or what we were talking about here?

Student: In the lesson create a relationship with the kids, get to know them to start with some
theatrics or something. | know that’s what | need, | have the experience that it simply works, just
put it somewhere in the school environment. R6
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We think that Ivana recalled past experiences of leisure activities based on observa-
tion and then teacher-formulated by the “theatre” metaphor, which became a stimulus
for reflection. So the student has probably moved in thinking from her experience
(which expresses metaphorical gestures) that she abstracts in relation to another con-
text (school) and thus shifts in her process of learning the teaching. So far, she does
not know how to transfer her experience to the school environment, she understands
recommendations and looks for concepts to grasp the essence of the classroom man-
agement strategy, for the time being abstracts them in using the “theatre” metaphor. We
believe this fact has become a challenge for her (Minafikova & Pravdova, 2016), which
she will try to fulfill in her future practice. The teacher trainer enters the interview with
her commentary that reflects her experience and explains this vision and points to the
student’s positive career development.

Teacher trainer: If | work with children and | know them very well and I'm already older. So | can
afford the theatrics more because I'm in front of them. | will not get humiliated as much as a young
person they do not know much about it. It's more difficult for Ivana, | can afford any shouting,
panting, banging on the board. They are laughing and it is an extraordinary situation for them and
| have either acclaimed success or an accentuated failure and know that there is a border here.
If Ivana does it, if she overdoes it, then there are pitfalls; as the student-teacher trainee the kids
do not know her and she may feel embarrassed or if the kids react to it, and she does not know
now if it was good or wrong. So it is clear that the student will not exaggerate if the children do
not know [the teacher trainer foresees the possible pitfalls of lvana’s position in practice, learning
from her experiences with the pupils]. R6

In the extract we can also see the respect of the teacher trainer for the needs of the
student. Based on this, we assume that the student understands and absorbs this ex-
planation, as will be seen in the next demonstration.

The barriers between researcher and the student have been abolished with increas-
ing number of talks. What emerged during the last interview of R12 was that Ilvana
responded more openly, more specifically, and the ideas were systematically organ-
ized. We can see a gradually formed schema from the original metaphorical gestalt.
In an extract of the interview, she describes the teacher trainer as a natural authority,
who even becomes a model for her. By schematizing her previous experience, she is
shaping her theorythat the positive relationship of pupils with the teacher which has
an influence on the motivation for the learning process, is important.

Researcher: What was important to you with regards to feedback?

Student: So my first formula was the teacher on the practice and that she really did manage those
pupils — to communicate, and those pupils loved her while being a natural authority. There was no
authoritative type [she critically reflected this experience] and it really was like she knew how to
handle the pupils. So for me, the most important thing was probably the point of view from the
observation, just as if her approach to the pupils was as if she was on her side and then warmth
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on the part of the pupils. | do not know but they have a simple built relationship, and | liked it
[noticing the relationship of the teacher trainer with the pupils — see the demonstration of her
teaching concept]. | think the lesson can developped from that point. | do not know, so maybe
it came to me as a natural lesson. And then it was important to me that | wanted to achieve that
in my classes. Because | think that then the matter can be dealt with in a different way, because
as it is going to be fun, they will learn [despite the interest of the pupils to get to the interest of
the subject-transition from the first order experience to the second order experience] it was just
lessons with the guys like football players, so it was just plain to see, the boys just hanging out
with their eyes on the teacher, just like they swallowed every word from her. And although there
were certain funny moments in its own way, they took it as if someone else said it and seemed to
have missed it as if it were a teacher, they might laugh a lot [it can be assumed that this reflection
is taken from teacher trainer], but it just happened there. R12

From the first part of the sentence, “the first formula ..., we can conclude that, after
intensive cooperation with the teacher trainer, she moves from the emotional to the
so-called second-order experience (the school environment) using metaphors. She
basically schematizes her current experience, which is based on so-called metaphori-
cal gestats, and by reflection she shapes her concept of teaching. She finds out that
the approach of “natural authority” leads to motivation to learn in pupils, the result of
which is a collaborative class with fulfilled educational goals, all of which is built and
understood in the context of her initial concept of teaching.

By sharing with a teacher trainer she theoretically defined her desired teacher’s self
(cf. Pravdova, 2014, pp. 119-135), that is, how she wants to behave in the role of a teach-
er, literally saying “it was important to me that | wanted to achieve in my class”and so
transfer it to my future practice. She wants to achieve a good relationship with pupils,
communicate with them i.e being a “natural authority”, this good “class management
strategy” gives prerequisites to motivate pupils to the subject and it affects the learning
of the curriculum. It is likely that if the “class management strategy” were pointed out
in relation to that situation, we would be closer to grasping this theoretical construct.

4.2 Reflection of the teacher trainer in relation to lvana’s concept
of teaching

In the next part the reflection of the teacher trainer will be shown and her relation to
the student’s concept of teaching. At the beginning of the practice and during the
first joint interview, the teacher trainer positively evaluates Ivana’s teaching practice.

Teacher trainer: In the introduction part, | liked that there is a relationship between you and the
kids, | liked that you asked for the last job what you are interested in about them, it is positively
attuned, | think it was really nice. R4
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The teacher trainer reflects on the existence of the relationship between the pupils and
Ivana, which is reflected in Ivana’s actions, she recognizes the essence of her concep-
tion of teaching.

Another passage that the teacher trainer reflects on and which underlines the rela-
tionship with pupils is a positive, non-stressful atmosphere in the classroom that again
reflects lvana’s concept of teaching.

Teacher trainer: What | envy is your very balanced calm atmosphere, very pleasant all the time,
non-stressful, nor do you look that you are neither too excited nor too desperate, and especially
important, the children are not getting any stress. R4

Ivan also notes the atmosphere in the classroom in her diary. She evaluates the lesson
of art education, which she had the opportunity to see in contrast with the teaching
of Czech, she participated in both in the beginning of her pedagogical practice. The
researcher, in interview R1, is asking about the atmosphere in the classroom.

Researcher: Here you write about the atmosphere of the art lesson. The atmosphere was relaxed,
the pupils listened to music, the pupils were working or talking. What is atmosphere for you?
Student: Well, the atmosphere is sort of how everything is going, how the pupils feel there, and
whether they feel some pressure on the part of the teacher, it will be transferred to them as well.
E.g. they will not work if the Czech language teacher is predominantly aggressive, so they will
not work. When the teacher has a kind approach to them, pupils do not feel under pressure, and
I think pupils work better. R1

It is clear from the excerpt that there are two different experiences, both of which are
conceptualized towards educational goals. The student notices the uncooperative be-
haviour of the pupils, which is caused by the inappropriate behaviour of the teacher
(cf. Cangelosi, 1994) and thus the process of learning was conducted.

In another example, the teacher trainer highlights and commends the empathy
among the pupils and Ivana, explaining the implications for their reaction.

Teacher trainer: First of all, it is her nature that she is really calm. And she does not seem to offer
the situations they (pupils) would have to deal with by some emotional speeches. I'm glad to be
their class head teacher, really ... discipline with no problems. In any lesson there was not a situ-
ation that it would be out of the hands. | think even the feeling that you are basically the pupil,
even for me, they know I'm sitting there, making some notes, so | think there’s that empathy ... |
think a lot of the nature of lvana, because they know her from art, if they do not mislead and do
not feel like she ever embarresed anyone. She did not even mark something negatively, the signs
were more motivational, never harmful, instead she behaves kindly. So they (pupils) feel like she
is a person who does not deserve ill-treatment. R4

The teacher trainer positively reflects lvana’s behaviour in teaching pupils, she is able
to read the student’s concept of learning with her attitudes and direct her explanations
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and comments with respect to her needs, thus opening up space for grasping new
knowledge and including these in the knowledge base.

Later in the interview R4 Ivana herself elaborated on the topic that “children are
sensitive and receptive”. The reaction has prompted the researcher’s question of the
veracity of man.

Student: The child is generally very receptive to such stimuli, a child can feel like a lot. There is an
important fairness and certain rules given, but | think the child perceives the person as a person.
Those rules, if | agree with them, | have to adhere to them, if | say something once, so it must be
true. | can not approve of someone else and do it in some other way. R4

The teacher trainer evaluates Ivana’s fair and empathic attitudes towards the pupils
and the evaluation of the teacher trainer by Ivana is fair and empathic as well. Even this
concept of teaching is evident in her behaviour. In the next chapter we will attempt to
summarize the results of the research.

5 Summary of results and conclusion

During teaching practice, both Ivana and the experienced teacher trainer shared their
pedagogical knowledge, in particular, practical pedagogical knowledge. The research
survey was focused on sharing, which was based on mutual observation of lessons
and their subsequent reflection. To the observation of lvana’s lesson the teacher trainer
responded with her commentary or recommendations. Ivana looked at her teacher
trainer’s teaching (lessons) using her own views of perceiving teaching process. lvana
reflected her attitudes to these topics, based on her previous experiences of her first or-
der experience, when she was engaged in free time activities and conceptualized them
in the context of updates with second-order experience (Shulman, 1996). The teacher
trainer made recommendations for those situations that appeared to be problematic
or those that were positive to Ivana’s further professional development. These recom-
mendations or comments addressed to lvana, she formulated based on her many years
of experience with respect to lvana’s concept of teaching (Shulman & Shulman, 2004).

In the following part, we will try to answer the above-mentioned research question.

The form of her (trainee) desired teaching self is based on the help of sharing with
the teacher trainer (cf. Pravdova, 2014, pp. 119-135), in other words, how to behave in
the role of the teacher. She would like to create a good relationship with pupils, i.e be
a natural authority, because it gives prerequisites to motivate them to the subject inter-
est and it affects the learning of the curriculum. It was interesting to find out that the
student may not even realize that what she would like to achieve in her future teaching
is already reflected in her behaviour. This claim is based on the fact that it spontane-
ously emerged from the observation of the student’s teaching and was highlighted by
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a teacher trainer who was not in any way encouraged to do so, and which confirms that
the concept of teaching is reflected in the action (Mares, 2013).

How is the sharing of pedagogical knowledge shared between the teacher trainee
and his/her teacher trainer?

When sharing the behaviour of the teacher trainer becomes an incentive to be aware
of, the experience one (trainee) comes to practice. These the trainee reflects and thus
modifies, if necessary, in accordance with his/her teaching. This is followed by a phase of
cooperation in which, based on his/her long experience, the teacher trainer comments
on the student’s teaching or recommends her/him the direction of her/his positive
career development. The teacher trainer identifies the situation, details it and analyzes
it in relation to their further development. It is this description and its analysis that
contributes to the student’s deeper reflection, the awareness of past experience and
connection to the present, all contributing to the approximation of practice and theory.
A detailed description of the pedagogical situation brings the student new knowledge
or modifies the existing one if he/she finds a link to past experience. This situation is a
reference point, therefore a higher level of abstraction (schematization of the situation)
and possible integration into his/her knowledge base (Korthagen, 2011).

During pedagogical practice, both the student and the teacher trainer respected
each other and aligned each other with the other’s goals and needs. The teacher trainer
provided the student with a detailed analysis of the situations, anticipated the devel-
opment of the situation on the basis of her teaching. This mutual respect and support
has become a prerequisite for sharing current experiences and has opened up scope
for eventual modification in the concept of teaching.

The described qualitative research was focused on sharing the pedagogical knowl-
edge of the teaching of a teacher trainee and her teacher trainer. Sharing can be consid-
ered as one of the main activities carried out in the course of teacher training. Typically,
what was shared was what and took place in the classroom of a student and a teacher
trainer and how this worked. So, what the teacher trainer observes at the student’s
classes and what the student sees in the classes of the teacher trainer. The difference lies
in the fact that the teacher’s experience is greater than the experience of the student
in practice. Therefore, the purpose of sharing is not just to describe what is happening
in the lessons, but especially to understand what is behind the observed behaviour.
Our research probe has shown that sharing with a detailed analysis of pedagogical
situations by a teacher trainer enabled the student to modify existing or accept new
elements of practical knowledge into his knowledge base and to help bring practice
and theory closer together.
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