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ABSTRACT ARTICLE HISTORY

A teacher supervising the school practice of student teachers is Received 23 January 2020
regarded as an expert who sets an example of good teaching to Accepted 2 March 2021
future teachers and chooses teaching practices that support pupils’ KEYWORDS

cognitive and social development. This study examines the imple- Teaching practices; school-
mentation of teaching practices and the interpretation of these based teacher educator;
practices by school-based teacher educators who supervise school SBTE; observation;
practice of student teachers at universities’ innovation schools. stimulated recall interview
Teaching practices were examined using observation and video-

stimulated recall interviews. The school-based teacher educators

widely used and described in detail individual teaching practices

that supported pupils’ cognitive development. However, observa-

tions indicated a more limited use of collaborative teaching prac-

tices that promote pupils’ social and cognitive development.

Setting a good example of teaching gives school-based teacher

educators the opportunity to develop both student teachers’ and

their own teaching competence.

Introduction

In several countries, including Estonia, schools’ responsibilities with respect to preparing
student teachers for their future work have increased over the last decade (Pedaste et al.
2014; Sandvik et al. 2019). Teachers who supervise student teachers’ school practice, i.e.
school-based teacher educators (SBTEs), are expected to set an example of how to teach
pupils and use appropriate teaching practices (Cohen, Hoz, and Kaplan 2013). They are
also expected to be capable of choosing practices that achieve several goals and to
connect student teachers’ theoretical concepts with practical training (Clarke, Triggs,
and Nielsen 2014). However, not all teachers are sufficiently prepared to supervise
(Butler and Cuenca 2012; Jaspers et al. 2014; White, Dickerson, and Weston 2015), and
many do not appreciate the importance of their role in training future teachers (Mason
2013). During the instructional process, SBTEs may focus mainly on supporting pupils,
neglecting the development of student teachers (Jaspers et al. 2014).

To cultivate teaching competencies in student teachers, SBTEs themselves should have
full command over the purposeful use of various teaching practices. Teaching practices
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can be defined as sets of instructional methods and strategies employed in teacher-pupil
interaction in the classroom (Khader 2012). These practices should seek to enhance the
various cognitive and social skills of pupils (Ferguson 2002; James and Pollard 2011;
Kuzborska 2011). Some studies show that, in supporting pupils’ cognitive development,
teachers prefer to use teaching practices focused on memorising and applying previously
learned knowledge, leaving the development of pupils’ social skills in the background
(Brackett et al. 2012; Uibu and Kikas 2014). Teachers may also be too oriented to preparing
pupils to succeed in academic tests (Fraser 2010), even though national teaching stan-
dards and curriculum suppose more versatile promotion of pupils’ cognitive competen-
cies, e.g. analytical, critical and creative thinking (Bietenbeck 2014; Estonian Government
2011/2014).

However, social skills are considered a main factor in resolving problems and coping
within the society (Buchanan et al. 2009; Huitt and Dawson 2011). To support pupils’ social
development, teachers should apply teaching practices that encourage cooperation and
develop communication skills (Gillies and Boyle 2010; Muijs and Reynolds 2010).
Following the contemporary concept of learning, teachers’ choices of teaching practices
(e.g. inter-pupil discussions, real-life applications) should form a system that supports
pupils’ cognitive and social development (Jennings and DiPrete 2010).

Previous studies show that the practices teachers apply in their lessons may differ from
those they claim to use (Fraser 2010; Teague et al. 2012). However, little is known
internationally about the teaching practices used by SBTEs, who perform two roles: first,
teaching pupils, and second, supervising and setting an example of good teaching for
student teachers during their school practice (Ambrosetti 2014; Sandvik et al. 2019). The
aim of this study is to determine which teaching practices SBTEs apply in their instruction
and how they explain the use of these practices in relation to their teaching goals and
their supervision of student teachers.

Teaching practices for supporting pupils’ development

Teaching practices are considered essential to a teacher’s work regimen, as they are used
to develop pupils’ knowledge and skills (Den Brok et al. 2004). Teachers’ choice of
teaching practices in the classroom is associated with the goals they set (Brophy 2001;
Vaughn 2014) and can change according to pupils’ development (Den Brok et al. 2004;
Uibu and Kikas 2014). Thus, teachers should apply a variety of individual and collaborative
teaching practices to promote pupils’ cognitive and social skills (Perry, Donohue, and
Weinstein 2007). According to the National Curriculum for Basic School (Estonian
Government 2011/2014), teachers in Estonia are expected to apply practices that will
enhance pupils’ age-appropriate cognitive and social development and model real-world
situations from the surrounding environment.

Cognitive development has been defined as the construction of thinking processes
from childhood through adolescence to adulthood (Richland, Frausel, and Begolli 2016).
Supporting pupils’ cognitive development does not mean that teachers focus on the rote
memorisation of isolated facts. Nevertheless, research conducted in Estonia showed that
to transmit knowledge, teachers rely on teaching practices that allow individual or routine
activities and encourage mechanical learning through the completion of worksheets and
the learning and repetition of facts (Uibu and Kikas 2014). Over time, pupils become more
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capable of generating inferences that connect units larger than individual events and
facts (Cain 2010; Currie and Cain 2015). They are more able to connect not only concrete
associations but also abstract ones (Van Den Broek, Rapp, and Kendeou 2005). Teachers
must choose individual teaching practices that correspond to pupils’ cognitive develop-
ment stage, promoting information recall and coding, as well as processing and decision-
making skills (Opdenakker and Van Damme 2006). It is also necessary to give pupils
practical tasks, teach them how to use knowledge in everyday life, and develop problem-
solving and decision-making skills (Perry, Donohue, and Weinstein 2007; Richland, Frausel,
and Begolli 2016).

Discussions with peers through collaborative teaching (Gillies and Boyle 2010) allow
pupils to explain what they have learnt in their own words and to compare different
opinions and solutions (Good, Wiley, and Florez 2009). When pupils become more
competent, teachers can use more complicated tasks to support their critical thinking
and reasoning (James and Pollard 2011). Older pupils have been found to apply their pre-
and background knowledge more widely and are able to generalise at higher cognitive
levels (De Groot-reuvekamp, Ros, and Van Boxtel 2019). For this reason, teachers must use
more collaborative teaching practices to engage students in dialogues, teaching them to
argue, express their opinions and ask questions (Perry, Donohue, and Weinstein 2007).

In addition to cognitive competencies, teachers should enhance pupils’ social devel-
opment (Buchanan et al. 2009). Pupils are expected to learn appropriate behaviour,
knowledge about their own and others’ emotions, effective communication, stable rela-
tionships, cooperation with others and the capacity to resolve conflicts (Huitt and Dawson
2011). Here, teaching practices that encourage collaboration should be applied. For
example, work in pairs and groups has been found to help pupils assess their knowledge,
develop communication skills, consider peers’ opinions, and take responsibility for their
own actions (Gillies and Boyle 2010; Muijs and Reynolds 2010). Some activities, such as
role-playing and board games, are also suitable for social skill development because they
teach children to cope in everyday situations (Haney and Bissonnette 2011).

In general, a diverse combination of individual and collaborative classroom teaching
practices yields a more favourable context for developing a wide range of competencies
in children (Perry, Donohue, and Weinstein 2007). However, teachers do not always use
teaching practices that help achieve teaching goals because they lack sufficient knowl-
edge about the compatibility of their teaching goals with available teaching practices
(Forslund-Frykedal and Chiriac 2014).

Teaching practices for providing examples for student teachers

Prior to conducting their own classes, student teachers observe and analyse SBTEs'
lessons in real teaching situations (Cohen, Hoz, and Kaplan 2013). SBTEs provide examples
of good teaching that student teachers can follow in their future work. It is particularly
important that SBTEs select teaching practices and associated instructional goals (see
Uibu et al. 2017) that are in the best interest of their pupils. Student teachers rely on
previous experiences, examples, and recommendations from their supervisors (Sayeski
and Paulsen 2012). However, when planning their lessons and teaching pupils, SBTEs are
not always aware that they are also setting an example of teaching and, thereby, influen-
cing how student teachers will teach in the future (Nilsson and Van Driel 2010).
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There are several reasons SBTEs fail to comprehend the full scope of their influence.
Firstly, not all SBTEs have received sufficient training to supervise student teachers’ school
practice (Ambrosetti 2014; Salo et al. 2019), and some lack the time needed to supervise
(Mason 2013). Secondly, teachers prioritise their pupils’ academic progress over support-
ing student teachers in the instructional process (Jaspers et al. 2014). Thirdly, it is difficult
for SBTEs to perform these two tasks simultaneously (Clarke, Triggs, and Nielsen 2014;
Cohen, Hoz, and Kaplan 2013).

SBTEs demonstrate various aspects and good examples of instruction in observation
lessons (e.g. how to use different teaching methods and techniques, how to create an
effective learning environment). The observation is a part of teacher training and comprises
three stages (TU Pedagogicum 2019). Before observation student teachers acquire the
main principles of teaching theory and/or subject didactics (Nilsson and Van Driel 2010).
During the lesson, they observe instruction, conducted by SBTEs, and take notes. After
observation, the instruction is analysed in groups or individually in oral or written form.
However, studies have shown that, in observation lessons, SBTEs try to show students as
diverse a selection of teaching practices as possible (Clarke, Triggs, and Nielsen 2014; Salo
et al. 2019). While variation in teaching practices is useful, it is also important to choose the
practices that rely on the theoretical foundation of children’s development (Jaspers et al.
2014). Student teachers presume that, even in observation lessons, SBTEs use practices in
which the acquisition and association of knowledge is paramount (Sayeski and Paulsen
2012). Since pupils’ academic success is evaluated above all else, SBTEs may be more
inclined to enhance pupils’ cognitive rather than social development (Uibu and Kikas 2014).

The practices used in lessons should be thoroughly pre-planned (Butler and Cuenca
2012; Sayeski and Paulsen 2012) and structured to create a learning-oriented environment
(Clarke, Triggs, and Nielsen 2014). SBTEs are expected to analyse observation lessons with
student teachers and explain what was done and why. SBTEs are usually aware of which
teaching practice is required for each lesson and to what extent, but they are not always
focused on able to explaining the scope of their choices (Salo et al. 2019). However,
student teachers might not be able to identify these choices based solely on what they
see. Awareness of lesson preparation and the analysis of teaching practices following
a lesson are necessary to both the student teacher and the SBTE (Nilsson and Van Driel
2010; Van Velzen and Volman 2009), enabling them to assess their knowledge of teaching
and increase their confidence (Anspal, Leijen, and Léfstrom, 2019).

The present study
The role of SBTEs in teacher training in Estonia

Depending on the type of educational institution there are different qualification condi-
tions for becoming a teacher in Estonia. For example, kindergarten and vocational school
teachers are educated at bachelor's level for three years, primary school teachers and
subject teachers can be educated at the master’s level for five years. However, regardless of
the structure of the teacher education curriculum, teacher training includes different types
of teaching practice at both university and school levels (TU Pedagogicum 2019). In the first
stage, the student teachers conduct mini-lessons with fellow students under the guidance
of subject didactics teachers in university instructing sessions. In the second stage student
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teachers observe lessons of SBTEs and conduct trial lessons at innovation schools (Anspal
et al, 2019; TU Pedagogicum 2019). In the third stage, student teachers teach full-time
lessons under the guidance of SBTEs and university supervisors. In the fourth and final
stage student teachers’ professional development is supported by offering them the
opportunities to combine theory studied in university and practice experienced in schools
(TU Pedagogicum 2019). In the primary school teacher curriculum school practice is carried
out over the whole period of teacher training, during which student teachers perform
different types of teaching practice at innovation schools (Anspal, Leijen, and Lofstrom
2019). In this process, STBEs become intermediaries between schools and universities
(Lunenberg 2010), ready to supervise student teachers and prepare them for their future
work by setting a good example of how to teach pupils (Anspal, Leijen, and Lofstrom 2019).

In 2013, a network of innovation schools was established in Estonia to involve SBTEs
more directly in the development of teacher education (Pedaste et al. 2014). The uni-
versities expect SBTEs to conduct observation lessons at the beginning of teacher train-
ing. In the third and fourth stage of teacher training, SBTEs are expected to help student
teachers plan teaching practices and select those most relevant to their teaching goals, in
addition to providing feedback on their teaching (TU Pedagogicum 2019). Thus, SBTEs
assume different responsibilities in the supervision process: they observe the activities of
student teachers without direct intervention, they supervise student teachers during the
teaching process, and they make student teachers aware of their own actions (Salo et al.
2019; see also Clarke, Triggs, and Nielsen 2014). To ensure success across all these
activities, SBTEs must establish a good rapport with their pupils and consider their
development needs in their specific learning—teaching context.

Aims and research questions

This study provides insight into the implementation of teaching practices by teachers who
teach pupils while simultaneously supervising the school practice of student teachers (i.e.
SBTEs). The aim was to detect which teaching practices SBTEs use in their instruction and
how they explain the use of these practices in relation to teaching goals and the supervision
of student teachers. Building on earlier studies (Perry, Donohue, and Weinstein 2007; Salo
et al. 2019; Uibu et al. 2017), three research questions were established:

(1) Which different teaching practices are implemented by SBTEs to support pupils’
cognitive and social development?

(2) How do SBTEs explain and clarify their use of different teaching practices?

(3) What do SBTEs expect student teachers to learn from their teaching, when SBTEs
perform their supervisor’s role?

Method
Participants

The study was conducted as a part of research focused on the assessment of SBTEs'
teaching and supervising competence. The purposefully composed sample included 11
teachers (10 women and 1 man) from previous studies. The choice of teachers was based
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on three criteria. First, all teachers had attended courses at universities focused on
supervising student teachers’ school practice. Second, all teachers had supervision experi-
ence with student teachers (M = 17, min = 1 year, max = 36 years). Third, teachers taught
various subjects (e.g. Estonian language, science, maths) in grades 1 to 6 (pupils aged 7 to
13) at universities’ innovation schools. Their average age was 53 years (min = 43,
max = 63), and their average teaching experience was 24 years (min = 21, max = 40).
All teachers participated voluntarily in the study two years after completion of the courses
for supervisors at universities. They were fully informed about the nature of the research
and about the right to withdraw from the study for any or no reason and at any time. For
the purpose of their confidentiality, specific codes (e.g. T4, T11) are used to identify them
when presenting the excerpts from the stimulated recall interviews.

Data collection

Data were collected by observation and stimulated recall interviews (SRIs) to determine the
kinds of teaching practices SBTEs were implementing and the reasons these teaching
practices were appropriate. Participant explained their teaching practices to help researcher
to understand and interpret their actions (Vesterinen, Toom, and Patrikainen 2010). SBTEs
were informed about the purpose of the study and were assured that their opinions would
be anonymous (Lyle 2003). The data collection process consisted of three stages.

Stage 1: observational records

Suitable times were arranged for video recordings and interviews and parents’ permission
was secured to record lessons. First, the SBTE and the Author 2 explained the procedure to
pupils. Then, teachers were recorded in two successive lessons that the student teachers
did not attend. Over 22 lessons taught by SBTEs were recorded, altogether duration of
16.5 hours. In compiling the observation checklist, the Authors 1 and 2 relied on observa-
tion sheets used in previous studies (Danielson 2013; Walpole et al. 2010). Authors piloted
observation checklist with two teachers not involved in this sample. The checklist con-
tained descriptions of 18 individual and collaborative teaching practices: 12 aimed at
pupils’ cognitive development and 6 aimed at their social development (see also Uibu
et al. 2017). All the practices teachers used during the introduction, body and end of
lessons were noted in the checklist. The observation criteria included individual and
collaborative practice according to pupils’ cognitive and social development (see
Appendix A). The checklist was fulfilled by Authors 1 and 2. The background information
on the SBTEs (e.g. age and teaching and supervising experience) and the lessons (e.g.
subject, class, number of students) were also collected.

Stage 2: selection of recorded situations for SRIs

To conduct interviews with the SBTEs, the Author 2 chose two episodes (varying from 5 to
20 minutes each) from each teacher’s lessons. They were chosen so that one contained
teaching practices supporting pupils’ cognitive development and the other included
examples of social development. Both situations were selected to be comprehensive
and to help the SBTE relive what happened in the lesson (Lyle 2003).
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Stage 3: SRIs

The SRIs were based on the teachers’ video-recorded lessons and focused on stimulating
class situations. The delay between recording and real action was minimised to improve
the accuracy of teachers’ explanations of their experiences (Lyle 2003; Vesterinen, Toom,
and Patrikainen 2010). Whilst watching the videos with Author 2, the teachers explained
the classroom circumstances and expressed their thoughts concerning their teaching
practices. The SRIs included 12 questions covering topics related to the recorded situa-
tions and the teachers’ goals in supervising student teachers. Teachers were encouraged
to explain their teaching practices (e.g. Please explain why you decided to use this practice?)
and to analyse them in relation to supervising student teachers (How could this practice be
useful to him/her?). When a teacher was ready to make a comment, the Author 2 stopped
the video and began to ask the interviewee questions about the situation. Altogether,
nearly 8 hours of interview recordings were collected from 11 SBTEs, varying from
29 minutes and 35 seconds to 74 minutes and 12 seconds. On average, two situations
of SRIs took 43 minutes.

Data analysis

To achieve a comprehensive overview, both quantitative and qualitative research meth-
ods were applied. The data table was compiled based on observation records. The
frequency of use of various teaching practices by each teacher was determined between
all authors using the following scoring guidelines: 2 — used several times, 1 — used only
once, and 0 — not used at all (see Appendix A). Double-coding was used to ensure study
credibility (Adler and Adler 1987). Inter-coder reliability coefficient Cohen’s kappa was
calculated for teaching practices of supporting students’ cognitive and social develop-
ment (k ranged from 0.74 to 1.00). Then, the Authors 1 and 2 drew up a data table
grouping the frequencies according to whether the teaching practices supported pupils’
cognitive and/or social development and whether they were individual or collaborative.
The frequencies of occurred teaching practices were within each of the participants in two
groups — practices for supporting students’ cognitive development (max = 10; min = 7)
and social development (max = 7; min = 3). Next, observed practices of all the teachers
were added up. Summarising the results of the observed teaching practices enabled the
authors to conclude which practices the SBTEs, as a group, applied more often (max = 17)
and which less often (min = 2).

The data collected through the SRIs were analysed by the second and third research
questions. Using an inductive approach, the systematic coding process was elaborated,
and sub-themes and themes were identified, reviewed and refined (Braun and Clarke
2006). Afterwards, a data table was drafted with the codes grouped into sub-themes
under the main themes and structured in relation to the research questions (see Figure 1).

To ensure credible results, triangulation of authors was used (Patton 2002). The inter-
view transcripts were independently coded by Authors 1 and 2, who obtained similar
results (Bazeley 2013). Re-coding, in which the Author 2 re-coded the interviews after one
month, was also used to increase the reliability of the study. The results of the re-coding
matched the first coding; however, some changes were made in the names of sub-
themes.
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Data segments Sub-themes Main theme

N

Critical circumstances need the
attention of the teacher, because th
can learn from these situations.

Avoiding unexpected
situations in lesson

The teacher is leading the class and
has to be prepared to switch from

one activity to another. Planning of teaching ‘

practices for a lesson J

If rules have been thoroughly
considered, the activity is more
efficient.

Establishing

discipline

Figure 1. Example of theme formation.

Results

The results are presented in three sections proceeding from the research questions. The
first section describes which different teaching practices were implemented by teachers
to support pupils’ cognitive and social development. The second section details how
SBTEs explained and clarified their use of teaching practices in different parts of lessons.
The third section describes what SBTEs expect student teachers to learn from their
teaching, when SBTEs perform their supervisor’s role. In the second and third sections,
the results of the thematic analysis are reported according to the main themes, and they
include excerpts of the class situations and the SBTEs' explanations.

Application of teaching practices

7

In the observed lessons, SBTEs implemented several teaching practices to support pupils
individual and collaborative learning. Individual teaching practices were used to promote
pupils’ cognitive and social development, though the amount of practice devoted to each
of these purposes differed (see Figure 2).

The frequency of occurrences (f) of teaching practices demonstrates that SBTEs used
individual teaching practices more intensively to support pupils’ cognitive development
(e.g. for application of knowledge, development of analysis, and enhancement of topic
comprehension). In contrast, independent work and practices developing pupils’ memor-
isation were observed less frequently (respectively, f = 4 and f = 2). Furthermore, some
individual teaching practices were aimed at enhancing pupils’ social development, with
a particular focus on encouraging them to listen to one another (f = 19). Practices aiming
to enhance pupils’ self-expression and appropriate behaviour patterns were observed to
a lesser extent.

Compared to individual teaching practices, the variety of collaborative practices for
promoting pupils’ cognitive and social development was more restricted. The frequencies
of occurrences of collaborative teaching practices are presented in Figure 3.

Based on observations, the teachers initiated discussions more than other practices in
order to enhance pupils’ cognitive development. To promote the pupils’ social
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Individual practices
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Figure 2. Individual practices for supporting pupils’ cognitive and social development.

development, they implemented several types of group work and encouraged pupils to
express their opinions and ask for assistance from their classmates in solving tasks.

SBTEs’ explanations about their teaching practices

The investigation of how SBTEs explained and clarified their application of teaching
practices in different parts of lessons identified two main themes: supporting pupils’
individual learning and enhancing pupils’ collaborative learning.

Collaborative practices
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Figure 3. Collaborative practices for supporting pupils’ cognitive and social development.
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Teaching practices supporting pupils’ individual learning

SBTEs emphasised the importance of promoting pupils’ cognitive development and
stressed that teaching practices offer opportunities to use previous knowledge. When
pupils perform tasks independently, they associate them with background knowledge
and experiences that make it easier to comprehend new information. Teachers consid-
ered individual teaching practices essential to the knowledge acquisition process and to
training pupils’ memorisation skills. The following excerpt illustrates that reading texts
independently and answering teachers’ questions were considered the effective ways to
acquire new information and to promote children’s understanding of their own
knowledge.

Situation from the lesson body T8 explanation
Pupils read the text and the questions following ‘When answering the question not many pupils said “Oh, | know it".
the text, then answer one by one. Rather, it was probably new information for them ... New facts ...
Answering the questions allows the children to assess their own
knowledge.’

Generally, SBTEs indicated that the use of teaching practices supporting pupils’ cog-
nitive development was justified, as it considered each pupil’s individuality.

SBTEs' opinions about individual practices promoting pupils’ social performance skills
were more restrained. They considered it is important to ask different types of questions,
e.g. factual question (What does this word mean?) or inferential and evaluative questions
(What thoughts did this story arouse in you?). Teachers said that asking open questions
meant monitoring pupils’ self-expression skills. Questioning of pupils increased their
ability to focus on a topic, as pupils had to constantly keep track of what the teacher
wanted to know and be prepared to formulate their answers. In the next excerpt, by
asking questions, the teacher observed how well pupils were listening. According to the
teacher, it contributes to the acquisition of knowledge.

Situation from the lesson introduction T5 explanation

Pupils describe a picture on slides presented on the wall. ‘When one pupil answers well, then all the others should
The teacher asks complementary questions, which the listen, and they get new knowledge that they can use in
pupils answer. analogical tasks.’

In some cases, when developing pupils’ self-expression skills, teachers paid more
attention to the breadth of pupils’ vocabulary than to their comprehension and answer
correctness. For example, if a task required a pupil to use the text to tell about a lion, the
teacher also allowed speaking about other animals.

Teaching practices enhancing collaborative learning among pupils

Collaborative teaching practices, such as pair or group work, were mainly associated with
promoting pupils’ communication skills. SBTEs highly valued working in pairs because this
enhances pupils’ skill in establishing contacts. They also self-critically acknowledged the
need to encourage pupils to listen to one another and pay more attention to pupils’
interaction skills. The following excerpt demonstrates the SBTE’s concern about students
who do not collaborate with others.
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Situation from the lesson body T7 explanation
The pupils solve puzzles in groups, then take ‘Pupils were almost able to work as a team. However, there were also
a 'Jeopardy’-style quiz with the whole class. some impatient pupils. | was afraid they would start to chat. In

that sense, they worked pretty well . . . better than | expected. They
were able to mobilise themselves.”

With respect to collaborative practices, teaching pupils how to cope in different
situations was important to SBTEs, but they enabled the pupils to decide how to work
within teams. SBTEs attempted to help pupils practice taking more active roles, assuming
that this would enhance pupils’ acceptance of different people’s opinions.

Situation from the lesson introduction T4 explanation

Pupils share their knowledge about the lion and the ‘This task indicated how well a child can make contact.
mouse with a peer. Then, the teacher asks everyone to  There are children who cannot find a peer. They stand
find a new peer and share the knowledge with her/him.  and wait for someone to come to them. They don't take

the first step in real life, either.’

When tasks became more difficult, they were analysed together in the classroom.
According to SBTEs, cooperation between a teacher and pupils is an efficient way of
enhancing thinking skills, as the teacher can offer appropriate examples of how to fulfil
tasks. SBTEs concluded that collaborative practices need to be adapted to help the less
able pupils improve their communication skills.

Teaching practices as an example to student teachers

The analysis of what SBTEs expect student teachers to learn from their teaching, when
SBTEs perform their supervisor’s role, revealed two main themes: First, planning teaching
practices for lessons, and second, setting examples of good teaching practices.

Planning of teaching practices

SBTEs present observation lessons for student teachers, when they supervise school
practice. Some SBTEs mentioned the importance of student teachers taking notes during
these lessons and analysing them together to explain the reasons for success and failure.
The SBTEs usually advised student teachers to use the teaching practices they implemen-
ted in their own classrooms. Through analysing the observation lessons, student teachers
learned how to prevent problems, establish discipline and make better choices to
enhance pupils’ development. This type of analysis could help student teachers plan
their own lessons. Nevertheless, as shown in the next excerpt, SBTEs acknowledged that
the teaching process had not always proceeded as planned.

Situation from the lesson body T2 explanation

Pupils move around in the classroom and independently ‘Critical or unexpected situations need the attention of the
resolve various tasks of their own choice. Some pupils teacher. When planning a lesson, a student teacher
do not move around or perform any assignments. should put himself in a pupil’s position. The student
teachers should think both about why pupils are not
collaborating and what to do differently next time.’
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Thus, unexpected situations arising from SBTEs' lessons might also cause problems for
student teachers if trial lessons are not analysed. To ensure that student teachers imple-
ment teaching practices correctly, SBTEs encourage them to use these practices in
student teachers’ trial lessons.

SBTEs confirmed that lesson planning might be very time-consuming for student
teachers for several reasons. Firstly, if the aim is to support the development of all pupils,
student teachers cannot rely solely on existing study materials, such as textbooks and
worksheets. Secondly, student teachers should be able to assess what knowledge and
skills the planned teaching practices require of them. When student teachers do not have
enough teaching experience, problems may occur in lessons. Therefore, it is important for
student teachers to plan teaching practices that are easy to implement (e.g. reading and
writing tasks). SBTEs assumed that collaborative activities might sometimes cause diffi-
culties for student teachers (e.g. due to pupils’ disruptive behaviour), but that such
activities are essential for engaging all pupils.

Setting an example of good teaching practices

SBTEs recognised that student teachers should focus on supporting pupils’ cognitive
development with the aim of promoting knowledge acquisition. Student teachers could
practise asking children to present their views on different issues and justify their reasons.
The SBTEs considered whole-class and group discussions, in which pupils analyse and add
details to their peers’ answers, in addition to rephrasing and justifying their own, to be
useful in checking what pupils have learned.

Working in pairs was deemed appropriate for developing pupils’ social skills, as SBTEs
reported that peers’ explanations could be more understandable than those given by
a teacher. The next excerpt offers an insight on how pair work is a straightforward way of
engaging all pupils in the learning process and enhancing their self-expression skills.

Situation from the lesson introduction T4 explanation

Pupils discuss in pairs for a couple of minutes, then move ‘Student teachers tend to talk a lot themselves. Here was an
around the classroom, changing peers and again example for them of how to involve pupils in a simple
talking for a couple of minutes. The SBTE observes the  way. The pupils were active and could talk to various
children’s discussions in front of the class. peers. They shared their ideas, and then they could

summarise them all. A good whole was formed.”

The SBTEs also emphasised the importance of establishing and explaining rules for
student teachers to facilitate the application of different practices. SBTEs expect student
teachers to realise that rules can help create the school culture and develop pupils’ ability
to consider other people. According to SBTEs, it is essential to demonstrate to student
teachers how classroom rules are consistently followed and justified. The following
example sheds light on SBTS’s intention and explanations.

Situation from the end of the lesson T1 explanation

The SBTE asked pupils to fix a heart-shaped sheet to the ‘/ wanted to show the student teacher that every teacher
back of each pupil. Then, the SBTE formulates a rule: As must give freedom to the children. In that case, teaching
pupils move around the classroom, the boys must write is not the same all the time. | think that all children
good words on the heart-shaped sheets of the girls,and  should be given freedom with such rules. There is no need
vice versa. Not all the girls follow the rule, and some to be afraid of confusion. If the activity is affordable and
write nothing. The SBTE accepts this. interesting, the pupils will also return to more routine

activities.”
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In conclusion, SBTEs claimed applying the same practices they had used in the
observed lessons would benefit the student teachers’ theoretical preparation. In setting
an example, SBTEs want to show student teachers that they should plan the purpose and
method of using a specific teaching practice.

Discussion

SBTEs are expected to teach pupils as well as establish examples for student teachers by
applying teaching practices that support pupils’ comprehensive development. When the
interviewed SBTEs described their teaching practices, they prioritised individual teaching
practices that support the pupils’ cognitive development, although observations of the
lessons showed that teachers used a more diverse range of teaching practices. The SBTEs
expected student teachers to use individual teaching practices in trial lessons. They
sought to support student teachers by planning and applying relevant teaching practices.

Observed and interpreted teaching practices of SBTEs

The observation of the individual and collaborative practices the SBTEs used to support
pupils’ cognitive and social development yielded several insights. The SBTEs largely focused
on developing the pupils’ application and analytical skills, foregoing individual practices
aimed at memorising facts and definitions and performing individual tasks. On the one
hand, teachers generally apply age-appropriate practices in their teaching. On the other
hand, if teachers confront difficulties in integrating teaching practises, they might focus on
a specific measurable aspect of the pupils’ development (Vaughn 2014). This could be the
reason why teachers use single activities that are easily applied (Muijs and Reynolds 2010).

Previous studies have shown that teachers implement to lesser extent teaching practices
aimed at enhancing pupils’ social development (Brackett et al. 2012; Uibu and Kikas 2014).
The present study revealed that teachers used individual teaching practices that enhance
also pupils’ social development, paying special attention to their listening skills. According
to teachers, the development of listening skills contributes to the maintenance of discipline
in the classroom and supports the development of pupils’ cooperation skills (Salo et al.
2019). The enhancement of pupils’ listening skills also supports the development of analy-
tical skills and helps to participate more effectively in discussions (Perry, Donohue, and
Weinstein 2007). The less frequent use of practices that support pupils’ collaboration could
be also explained by the nature of the observed lessons (Jaspers et al. 2014).

Although SBTEs used both individual and collaborative teaching practices, they did not
sometimes pay equal attention to the promotion of pupils’ comprehensive development.
Based on observations, the use of teaching practices for promoting pupils’ cognitive
development was more versatile than in case of social development. According to
Jennings and DiPrete (2010), teachers consider varying teaching practices during lessons
to be important for actively involving pupils in the instructional process, since using
a variety of teaching practices better considers pupils’ individual needs (Fraser 2010). The
diversity of teaching practices observed in this study may have also stemmed from the
SBTEs’ desire to provide richer substance for the analysis of their activities (White,
Dickerson, and Weston 2015).
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The second research question examined how SBTEs explain and clarify their choice of
different teaching practices in lessons. It appeared that, with respect to the teaching
practices enhancing pupils’ cognitive development, teachers were aimed at training
memory and association of knowledge, which are necessary for the acquisition of basic
knowledge and to achieve success in school (James and Pollard 2011). Although the
teachers emphasised the importance of memorisation skills, they felt that teaching
practices that support cognitive development enable pupils to perform tasks by applying
previously acquired knowledge and experience (cf. De Groot-reuvekamp, Ros, and Van
Boxtel 2019). Creating connections with everyday life and personal experiences has been
found to support pupils’ comprehension (Good, Wiley, and Florez 2009) and individual
development (Perry, Donohue, and Weinstein 2007).

SBTEs’ explanations of teaching practices enhancing pupils’ social development in this
study were somewhat restricted. One reason could be the fact that national teaching
standards and curriculum emphasise more the development of pupils’ cognitive skills (see
Bietenbeck 2014; Estonian Government 2011/2014). Although teachers have a basic
theoretical knowledge of teaching, their ability to purposefully plan and implement
teaching practices tend to be restrained (Fraser 2010). They may doubt whether they
have enough knowledge about how to improve pupils’ development at different cogni-
tive levels (Teague et al. 2012). Teachers may become aware of new fruitful teaching
methods, however, they may be slow to adopt different teaching practices.

Regarding pupils’ cognitive and social development, SBTEs highlighted a number of
interaction-based collaborative activities (e.g. work in pairs, analysis with the whole class).
They considered it important for pupils to learn to listen, to find different solutions
through analysis, and to learn to make acceptance of classmates’ opinions.
Collaborative practices ensure a student-supportive learning environment (Muijs and
Reynolds 2010). A comparison of the individual teaching practices and teaching activities
requiring cooperation revealed that the SBTEs did not emphasise collaborative practices
as highly as individual practices. Teachers noted that pupils have problems with self-
expression and that some have difficulties communicating with peers. Group work could
be complex, as the pupils in the lower age groups (7 to 13 years) are still developing their
social skills (see also Jaspers et al. 2014).

In conclusion, the spectrum of teaching practices observed was much broader and more
diverse than the SBTEs' explanations of their practices in the interviews. Teachers were
willing to use teaching practices that supported pupils’ social development, but hardly
mentioned these practices in their descriptions about what they had seen on the videos.
The observations and the SBTEs’ explanations show that they focused more on pupils’
cognitive development and favoured more teaching practices that allowed pupils to apply
and analyse their knowledge. The SBTEs emphasised knowledge implementation and self-
expression more in the interviews than when these practices were observed in videos.
Thus, the study revealed a disparity between what teachers did and what they discussed
and communicated in their explanations (see also Fraser 2010; Teague et al. 2012).

Setting an example of teaching to student teachers

Next, the findings showed what the SBTEs expect student teachers to learn from their
teaching, when SBTEs perform their supervisor's role. According to the SBTEs, the
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planning of teaching practices and the setting of examples of teaching in the classroom
are equally important. It is vital to consider what teaching practices are and how they are
used. Since student teachers do not have prior teaching experience, planning teaching
practices support their performance in the classroom (Sayeski and Paulsen 2012). The
SBTEs also expected student teachers to analyse, based on notes taken in SBTEs’ observa-
tion lessons, targets for the use of teaching practices. The SBTEs’ explanations showed
that they tended to use teaching practices that enhanced pupils’ cognitive development,
which they believed makes independent teaching easier for student teachers (see also
Sayeski and Paulsen 2012). The SBTEs may have wanted to ensure that the student
teachers’ first teaching experiences were positive. In other words, SBTEs may have tried
to direct student teachers to use ‘safer’ teaching practices to prevent the types of
problems that could arise with collaborative teaching practices (Gillies and Boyle 2010).

This study revealed that, although SBTEs sought to give student teachers examples of
which teaching practices to use and how, they might have done it in a somewhat restrained
way. The reason may be that, while supervising student teachers, SBTEs focus more on the
development of the pupils and are unclear about what they should be teaching to student
teachers (Clarke, Triggs, and Nielsen 2014; Sandvik et al. 2019). SBTEs help student teachers
select the most relevant teaching practices, cope with different tasks and develop con-
fidence in teaching (Anspal, Leijen, and Lofstrom 2019; TU Pedagogicum 2019). They should
also be capable of explaining their theoretical principles and how to integrate theory into
practice (Sandvik et al. 2019). In this way, the teaching practices demonstrated by SBTEs can
be fruitful for student teachers when they start independent teaching.

Limitations and conclusions

This study had some limitations related to the methodology. Firstly, every teacher’s teaching
practices were observed and video-recorded in two successive lessons. More observations
would have provided a more consistent overview. Further, the one author selected from the
video recordings the situations that coincided with the aims of the study. To support the
professional development of SBTEs, the SBTEs themselves should be offered the opportunity
to choose which lessons should be analysed. Secondly, the study sample was homogeneous,
involving teachers from universities’ innovation schools who had significant experience
supervising students. It is possible that the involvement of teachers with little or no super-
vision experience would have provided more diverse results. Furthermore, the study did not
include the student teachers. Stimulated recall interviews with the student and novice
teachers based on observation records would have provided more insight into how they
comprehended the use of teaching practices. Thirdly, all participants had graduated SBTE
preparation courses, which focus on supervising student teachers’ school practice. The SBTEs
knew that they were being observed by the author who had interviewed them in the previous
stages of the study. Therefore, they could implement practices encouraged by the pro-
gramme for supervisors.

Despite these limitations, SBTEs were studied in their natural working conditions by
observing and analysing their activities, and they had the opportunity to explain the use
of their teaching practices, both of which are strengths of the study. The triangulation of
data collection methods, in which observations were combined with stimulated recall
interviews, produced more credible results regarding teaching practices than would have
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been possible using a single research method. Further, the SBTEs’ practices were analysed
from two perspectives: as teachers of pupils and as supervisors of student teachers. As
there was disparity between what the SBTEs did and how they interpreted what they did,
the systemic analysis of SBTEs practices by university supervisors should be part of SBTEs'
preparation. Moreover, it is important to discuss with future and acting SBTEs when and
how to demonstrate different teaching practices and how to reflect on observed lessons
with student teachers, as well as how to plan student teachers’ own lessons both under
the guidance of SBTEs and individually. The results of the study could be useful to
researchers in the teacher education field as well as to developers of educational policy,
and in addition, contribute to those responsible for teacher education at universities.
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Appendix A Observation items according to pupils’ cognitive and social
development

Scores by frequency of use
(2 - used several times, 1 - used only
once, 0 — not used at all)

Type of  Introductory  Body of End of Total
Teaching practices practice part lesson lesson score

I. For cognitive development

. Have pupils repeat previously learnt material

. Encourage pupils to ask each other questions

. Carry out discussions

. Improve comprehension of the topic

. Make pupils learn facts by heart

. Encourage pupils to apply their knowledge

. Ask pupils to justify their answers

. Create associations with everyday life and

previously learnt material

9. Develop analytical skills |

10. Encourage pupils to differentiate tasks |

11. Solve tasks in cooperation with other pupils C

12. Carry out independent work |

II. For social development

1. Encourage pupils to ask for their peers’ assistance C

2. Carry out group work C
|
|
|

—_———— AN -

oNOUVThA WN =

3. Remind pupils of behaviour patterns

4. Encourage pupils to listen to each other

5. Develop pupils’ self-expression skills

6. Encourage pupils’ different opinions C

Note. I-individual teaching practice; C — collaborative teaching practice
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