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Riitta Jyrhdma
Abstract ISATT 2001

What are the “right” questions and the “right” answers in teaching practice su-
pervision?

Which is more important, to ask the “right” questions or to answer the questions
“right”? If the question is irrelevant, it is no sin to answer “right”. What is then the
right way to ask or to guide students and what is the right way to answer or to react. In
this paper I link the problemacy of asking and answering the teacher’s pedagogical
thinking in the context of teaching practice supervision.

The supervisors, often called experts in literature, are expected to possess use-
ful knowledge that novices do not yet have. This knowledge is explicated to the stu-
dents during supervision by asking questions and giving advice, etc. The character of
a supervisor’s professional knowledge is implicit. Implicit concepts of knowledge are
usually regarded as elements of expertness. The supervisors have their own practical
rules, principles, images and professional knowledge in the background and they ad-
vise the students. This kind of advice can be called teaching recipes. The supervisor’s
pedagogical decision-making actually consists of giving advice and guidelines. How
oblique the student experiences advice is based on the supervisor’s way of serving it.
The more direct supervising style emphasizes details and favours lists of guidelines,
in other words giving “right” answers on a plate. An “indirect” supervisor has a more
discussive and question-setting style, which also includes pedagogical alternatives.
S/he draws the students’ attention to relevant issues and asks right kinds of questions.

The paper is based for a piece of my research, where the respondents were
asked about the advice and guidelines the supervisors had given and were the students
were asked about their views of teaching practice? The respondents were supervisors
(N=196) and students (N=226) from the Department of Teacher Education at the Uni-
versity of Helsinki. The findings show that supervisors give a lot of advice and guide-
lines and that the students also ask for them. The students’ views of teaching practice
gave information on the reasons for following or for not following the advice, on the -
quality of the supervisory relationship and on curricular considerations. The quality of
interaction was found central to the supervisory relationship. The findings also show
that teaching recipes can be used as cognitive tools in teacher education and, well-
timed, they can help the student to move towards self-directiveness and her/his own
practical theory. '

Keywords: Teachers' pedagogical thinking, advice, teaching recipe, description, pre-
scription, supervision



What are the “right” questions and the ”right” answers

in teaching practice supervision?

Expert advice: giving an answer or asking a lead-up question?

Which is more important, asking the right questions or giving the right answers? An ir-
relevant question makes for an irrelevant answer. What is actually involved when the
questions and answers are correct? This paper links the problems of questioning and
answering with the interaction involved in teaching practice supervision together with
teachers’ pedagogical thinking.

In teacher education, the advice and guidelines given during teaching practice help
students to acquire necessary professional skills. They are thought to help the student
to find her/his own professional quality. They are supposed to have the kind of knowl-
edge that beginners, or novices, still lack. Professional knowledge is implicit. In the su-
pervisory situation, this professional knowledge is explicated, brought under scrutiny,
i.. the student is made aware of it. This is brought about through discussion in which
both of the participants ask questions and give answers.

The relevant knowledge inherent in expertise is made more explicit by investi-
gating how the supervisors, who are experienced teachers, come up with their instruc-
tions. These instructions, based on their knowledge, ideas and beliefs, are meant for
themselves, their pupils or their students. In a way, the supervisor thinks out aloud
when giving advice and guidelines to the student teacher. At the same time, the supervi-
sor expresses, directly or indirectly, what s/he thinks is relevant to good teaching.

Teacher education is beneficial to research on teachers’ pedagogical thinking. Re-
search provides valuable insights into what teachers think. At the same time, it gives
information about how the teachers achieve successful interaction and about any other
processes involved in their supervisory role.

Becoming an expert is not a rapid process, for holistic mastery of intrinsically

complicated matters requires maturity. An expert is able to distinguish relevant factors
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in a given and even confusing situation, and to act accordingly. A teaching situation is an
intrinsically complicated situation. The pre-service novice may have acquired a lot of
theoretical knowledge, which s/he may have combined with her/his own practical theory.
In spite of being based on good practical theory, teaching may lack fluency at the early
stages of working life, for the situational command of teaching requires the operationali-
sation of practical theories. Experts seem to have more knowledge than novices do. Re-
search on the different thought processes of experienced teachers and beginners has been
particularly active since the late 1980s (e.g. Glaser, 1987; Chi, Glaser & Farr (Eds.),
1988; Berliner & Carter, 1989; Clark, 1989; Livingston & Borko, 1989; Carter, 1990;
Bernstein Colton & Sparks-Langer, 1993).

‘ Bromme (1992) describes a teacher as a professionally experienced expert. Ac-
cording to Bromme, expert knowledge is practically oriented and situational, and it does
not conform to the paradigmatic classifications or categorisations of pedagogy (educa-
tional theory). Expertise develops through experience. Knowledge is an integral part of
expertise, but even then, education and expertise do not necessarily come hand in hand.
It is essential to know how to use that knowledge. The application of knowledge and
skills to new but similar situations enhances expertise. Research on the thinking of expe-
rienced teachers and beginners has shown that novices have less sensitivity to the con-
textual factors of teaching and learning environments than do experienced teachers. That
is why rules and recipes are important to them (Berliner, 1988, 1994). The differences
between experienced teachers and novices are reflected e.g. in dealing with pupils’
learning difficulties, in their views of knowledge, and in the quality of reflection in the
actual work context. Novices teach in a subject-oriented manner while experienced
teachers pay more attention to students’ needs (Schempp et al., 1998, 12, 14) According
to Sternberg and Horwath (1995), experts differ from novices in their greater knowledge,
more efficient problem solving and deeper insight.

Not unlike other teachers, teaching practice supervisors also form their own im-
plicit theories and beliefs about teaching and learning; these then guide their own work as
teachers, but are very difficult to make explicit. Everyone has some spontaneous didac-

tic knowledge, which Buchmann (1987) calls ‘folkways of teaching’ and Kroksmark
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(1990) ‘autodidaktik’. Jank and Meyer (1991, 40-45) talk about ‘Unterrichtsbild’, a
concept they use to describe holistic and practical impressions of good or bad teaching,
atmosphere, prerequisites and results. Jank and Meyer emphasise the fact that, in order
to be able to qualitatively improve one’s own teaching, it is vital to become conscious of
the structure and quality of the ideas about teaching that one has internalised during
one’s own school days. When theoretical knowledge combines with a person’s earlier
experiences and values, a personal teaching theory begins to develop. This kind of the-
ory has been called a subjective theory, theory of practice, practical theory or implicit
theory (see e.g. Marland, 1995). The concepts mirror the nature of implicit theories.
Mitchell (1994, 71), e.g., has collected from earlier research expressions such as aims,
beliefs, goals, expectations, values, conceptions, images, metaphors, rules, principles,
and models of practice. The supervisor makes use of her/his practical theory in dialogue
with the student. Practical theories comprise both intuitive and rational components,
which the teacher has assimilated into her/his own thinking and which s/he continually
uses to form her/his own practical theory. Eventually, the supervisor’s own preferences
determine whether the student gets an answer to her/his question or whether the answer

is another question.
From routines towards self-directedness: recipes versus reflection

It has been established that a teacher’s professional development follows a set pattern.
Olson and Bruner (1996) talk about everyday psychology and pedagogy underlying
teachers’ work. Teacher education should combine the intuitive conceptions of everyday
psychology and pedagogy with scientific theory. Olson and Bruner see the teacher as a
model, a presenter, a collaborator and a supervisor (or a consultant, a knowledge man-
ager). The roles result from the teacher’s conception of the learner. The corresponding
learner’s roles are those of a doer, knower, thinker and ‘expert’. In good teaching, all
metaphors based on these roles are necessary, for from the cognitive point of view, cer-
tain basic skills have to become automatic before an individual can have enough re-'

sources for higher-level problem solving. According to Olson and Bruner (1996), to
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achieve any results, it is necessary to have strong pedagogical support from the teacher.
With this support, the pupil or the student can find her/his way to self-directedness and
deeper conceptual understanding. Asking for advice is one stage in the problem-solving
process that is intrinsic to learning - this applies to pupils as well as students. The stu-
dent’s own metacognitive thinking develops gradually, its development having started
with mnemonics and unconnected learning skills. While the metacognitive skills take
shape, the conception of the teacher changes: first a doer, then an authority and a col-
league, and finally an adviser.

The development of a teacher’s pedagogical thinking can be described in terms of
levels of thinking. Kansanen (1993) distinguishes three levels. On the lowest or action
level (1), the teacher's decisions are based on situational basic teaching skills. On the
object level (2), the events of the action level are analysed by means of theoretical con-
cepts and models. This requires mastery of the subject as well as the ability to teach it.
The teacher then applies her/his own practical theories. On the metalevel (3), the analy-
sis is directed to the decisions of the previous level, to syntheses and to justifications.
The basis for a teacher’s actions becomes more scientific with the higher levels of
thinking. Teachers’ pedagogical decision-making and justifications are analysed in more
detail in the work by Kansanen, Tirri, Meri, Krokfors, Husu and Jyrhdma (2000). As a
rule, teachers justify their decisions both intuitively and rationally. In other words, a
teacher’s pedagogical decisions are founded on experiential as well as theoretical knowl-
edge. Justification of action as such tends to enhance a teachers’ pedagogical thinking.

In their roles as teaching practice supervisors, teachers have to tackle the justifi-
cations for their own actions with more than usual care, for students ask them for a lot
of advice. According to Carr and Kemmis (1986), the conceptions of good teaching un-
derlying a teacher’s actions contain practical everyday knowledge or common sense,
popular and traditional wisdom, practical know-how, circumstantial knowledge, profes-
sional knowledge, and educational knowledge as well as social, moral and philosophical
assumptions.

Supervisors meet students’ needs for advice with a variety of supervisory meth-

ods. Depending on emphasis, teaching practice supervision can be described in terms of
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mentoring, counselling, etc. When the effects of programmes for improving working
conditions have been studied, a method in which a senior colleague advises her/his junior
colleagues has been found to be positive as a rule (Firestone & Pennell, 1993). An older
and more experienced colleague, i.e. a teacher in the role of a teaching practice supervi-
sor, has already formed her/his own knowledge base of pedagogical thinking. Orientation
to practical knowledge can happen by means of the situation or practical work and rou-
tines; by means of one’s own personality or one’s personal way of action; through ex-
perience, theory or social context (Elbaz, 1981). Structurally, Elbaz analyses practical
knowledge into rules of practice, practical principles and images, with which the teacher
constructs and organises her/his practical knowledge. Rules of practice in Elbaz’s usage
are clear and concise recipes for practical teaching situations. With the help of these
recipes, the teacher is able to decide which course of action to take in recurring teaching
situations if s/he recognises the type of situation and remembers the relevant piece of
advice. Practical principles directing and explicating the teacher’s choice of action are
more general and have their basis in reflection derived from practical experience. (Elbaz,
1981, 60-61.)

Supervisory dialogue can be open or technical. Open dialogue is characterised by
shared wonderment, an investigative attitude accompanied by unconditional mutual re-
spect. The idea is to gain insight into changing reality. In open dialogue, the emphasis is
more on responsive listening than on spoken response. Technical dialogue is character-
ised by its emphasis on knowing rather than on wondering (regarded as equal to igno-
rance). Perception is limited, not mutually responsive or appreciative in a genuine way.

(Ojanen, 2000, 64-65.)

Questions or answers: nondirectiveness and directiveness of supervision

In addition to theoretical knowledge, the teaching practice supervisors act in accordance
with their own rules of practice, principles and images. They give student teachers
guidelines and advice, which can also be called recipes, tips, rules of thumb etc. and

which are derived from their own professional lore. Advice and guidelines can be either
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oral or written. The supervisor’s personal tone eventually determines how binding the
student finds the advice. A supervisory style with an emphasis on detail indicates
recipe-like regulation aimed at helping the student move forward from the actual situa-
tion. Discussion is typical of a style open to alternative pedagogical solutions. Stﬁdents
then form their own conclusions based on what they hear. Ultimately, it is for the indi-
vidual student to decide whether to take or ignore the advice given.

The supervisory relationship is a two-way interaction: the behaviour of one par-
ticipant necessarily influences the other. A skilful supervisor starts by sounding the
student out about her/his needs. S/he adapts her/his supervision to the situation. The
principles of demand and supply become relevant: if there is demand, i.e. the student is
looking for advice and guidelines, the supervisor supplies them; if there is supply, stu-
dents may want to ask for even more. The fact that supply exists does not necessarily
imply directiveness of supervision; it can also be nondirective, indirect availability,
which communicates itself to the student as the supervisor’s sensitivity and readiness to
provide additional help if and when necessary. In an interactive relationship, aiming at
. symmetry brings equality to supervisory discourse, but even then, the supervisor is the
one with expertise and authority. If this authority is based on a person being an author-
ity and not only on a person being in authority, the supervisor’s advice is of genuinely
high value. (See Steutel & Spicker, 2000, 325.)

A supervisor’s competence can be seen in situations where different kinds of
students have expressed their satisfaction with her/his supervision. If a student has
needed concrete, direct answers in problem situations and has felt that s/he has received
them, s/he has been satisfied. Correspondingly, if the same supervisor has, upon re-
quest, given some very general ideas, more in the way of stimulating questioning than of
giving direct answers, also that student has been satisfied. The expert’s way of re-
sponding is characterised by sensitivity to the student’s needs and by finding the right
methods. Why then is some other supervisor’s performance is assessed by one student
a very good and by another as very bad? In this kind of situation, it is likely that two
different students have made the assessment, which means that the supervisor has suc-

cessfully dealt with one but not with the other. It would also imply that the supervisor
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has used the same method with both the students, that is, s’he has not changed her/his
own behaviour to meet the differing needs of two different students. This outcome can-
not be as successful as that of a flexible supervisor. Experiences of this kind are likely to
give rise to stories of legendary supervisors and teachers that are the creation of previ-
ous student generations. It is not rare that those working in teaching professions become
targets for this kind of stories, as a united effort of different student generations. Some-
times they can precondition the new supervisory relationship, and a negative precon-
ception does not make a very good starting-point for supervision. As regards the super-
visors who do not modify their own actions to suit the student’s needs, the student
begins to adapt her/himself to the supervisor’s wishes. Teaching practice then becomes a
survival story where the student’s own pedagogical thinking is hardly discernible. In all
fairness, sometimes students’ decisions are so original or negligent of their pupils that
the supervisor’s demands for a certain type of action are justified. These cases may re-
flect a student’s inadequate sense of reality or mere laziness. More often than not, the

student eventually comes to terms with her/his situation.

Is free advice worth it?

There is a Finnish saying ‘those who are experienced know everything’. The saying re-
gards wisdom based on experience as a positive thing. I have asked myself whether
those who are experienced really know everything (Jyrhdmé, 2000b). When supervising
teaching practice those who are experienced, i.e. the experts, give the uninitiated, i.e. the
novices, advice for teaching situations. Students are quite eager to obtain recipes. They
may ask for advice in order to reflect their own performance and to test their own
thinking. But is free advice worth it?

Meyer considers recipes to be practical guidelines for teaching that consist of
explicit and implicit assumptions of practical situations and goal setting. Recipes are not
theoretically formulated or empirically justified, even in cases where this is possible.
The justification of recipes comes with their successful application. Critical reflection is

then crucial. Advice and guidelines should be good: pedagogically legitimate, theoreti-

10



_Riitta Jyrhdmd: What are the “right” questions and the “right” answers... 8

cally derived and empirically verified. The recipient should also be sensible when ap-
plying them; s/he should avoid false generalisations; s/he should notice the implicit pre-
requisites and goals of the recipes. (Meyer, 1991, 46-51.) On the other hand, Harrison
(1978, 71-72) sees recipes as practical cognitive tools, and as such, they can be used in a
good or bad manner. A written recipe is a small piece of theory; a hypothetical view of
how, by doing such-and-such, you will get such-and-such results.

According to Dunn and Taylor (1993), expertise cannot be formally taught but it
can be learned in practical situations. They define a piece of advice as a recommendation
for preferred action given to student by the supervisor. More advanced professionals
should use supervising strategies that encourage the student to see the kind of relation-
ships and regularities that foster the development of conceptual knowledge. The super-
vising strategy does not teach intellectual skills directly, but higher-level rules can later
be used in problem solving. This results from transfer, in which situations are analysed
in new contexts analogical to students’ earlier experiences (Salomon & Perkins, 1989;
Perkins & Salomon, 1988).

Putnam describes different developmental stages in using recipes. At first, the
novice uses recipes as models. Lack of experience often leaves the novice in a tight place,
which is passable when s/he does ‘what s/he is expected to do’, that is, when s/he does
what the expert would do in the same situation. It is typical of the second stage that the
use of recipes becomes the focus of attention, as pieces of wider strategies of a new
practical theory, which means more reasoning. At the third stage, the learner becomes
competent, at least sporadically, to deal with information by way of putting it in a con-
text. This is how s/he takes her/his own stance in the situation. This, then, means inde-
pendent use of the recipes. Good recipes, according to Putnam, are useful because they
give useful information even if they are employed in the same way as a model during
intervention. On the other hand, recipes are easy to remember, and under stress, it is
often helpful that recipes are so easy to quickly recall and that they serve as an index of
concepts, models and methods. In addition, good recipes help to focus reflection on the

object by way of easy recall. This is their strength. (Putnam, 1991, 160-162.)

11
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If one and the same person takes care of both asking and answering, the outcome
should be satisfactory. As far as recipes are concerned, reflective thinking is also neces-
sary. In fact, reflecting on recipes is an obvious prerequisite for their sensible employ-
ment. The supervisor tunes the student’s metacognition. The student then starts to ask
questions and to look for solutions. The supervisor should help the student to concep-
tualise her/his experiences. Putnam warns against using recipes in a way that prevents a
holistic view.

Learning means different models, and the more advanced models presuppose
changes in the human values and attitudes included in the formation of practical theory.
The use of recipes and an advanced model of learning stand in a paradoxical relation to
each other in that the recipes, which can be seen as seemingly superficial techniques
only, can be crucial in the formation of a new practical theory. (Putnam, 1991, 145-147.)

My research!' (Jyrhama, 1999, 2000a, 2000b) on the advice and guidelines given
during teaching practice in the Department of Teacher Education at the University of
Helsinki shows that they have mostly dealt with the teaching process, teaching methods
and interaction. They are admittedly central factors in making teaching successful. I clas-
sified the advice and guidelines into main content categories according to subject, which
were then divided into following groups in order of size: Teaching methods (24.1%),
interaction (23.3%), practical teaching arrangements (13.6%), subject (9.0%), planning
(7.4%) and evaluation (2.8%). The findings show that student teachers mostly received
quite detailed recipes, including the following.

e Get acquainted with your pupils.

¢ Be an all-rounder in your choice of methods.

e Learn a logical way of asking questions.

e Give your pupils clear-cut instructions.

® Vary your choice of audiovisual equipment.

e Be a friendly and consistent adult in your relationship with your pupils.

¢ Guide and encourage your pupils to think and use their own judgement.

e Approach your subject in a didactically tenable manner, and try not to teach
everything at once.

' Total N = 426, supervisors N = 196, students N = 226

12
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The students (n=55) assessed the usefulness of the received recipes in terms of their
being concrete, practicable, matter-of-fact, positive, thought-provoking and applicable in
Sfuture working life. Of the women 60% and all the men felt that the recipes were practi-
cable. Moreover, 30% of the women conveyed that the recipes were practicable to
varying degrees, i.e. sometimes the supervisor had succeeded in giving the right kind of
advice and sometimes not. Only about one of ten female students felt that the recipes
she had received were utterly useless. The students who felt that the received recipes
were useless referred, among other things, to their own individual ways of doing things,
to the fact that the recipes were too situation-bound or not easily generalisable, to their
triviality, and to matters of taste. The practical usefulness of the recipes seemed to de-
pend on the giver of the advice and the student’s previous teaching experience, which
helps her/him to assess the practicability of the recipes. (Jyrhdmai, 2000b.)

One particular characteristic comes up in regard to the usefulness of the advice,
namely an awareness of its concreteness as opposed to its abstractness. While some
students especially demand concreteness, others see it as a hindrance and appreciate

_only abstract advice on a very general and theoretical level. The following two ans{vers
reflected both positive and negative views on the concreteness and abstractness of the
recipes.

In some instances, I would have wished for more supervision, quite con-
crete recipes, not just somebody telling you to be creative but getting a
concrete tip to begin with.

Direct concrete recipes didn’t suit me as such. For me the most useful
situations were those where I could or where I had to weigh and reflect on
the matter and different alternatives and the like, first on my own. Then I
had the opportunity to discuss my views with the supervisor, to get feed-
back, tips and new angles and after that, to decide independently which
line of action to take. On the other hand, it was impossible to follow a su-
pervisor’s concrete recipe if it was not justified in any way or it conflicted
with my own views or with what suits my personality.

These quotations concretely demonstrate the positive and negative reactions to a super-

visor’s conduct in a given situation.

13
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Thinking about the right things and asking the right questions

A supervisor’s expertise can be seen in the fact that he or she tries to direct the stu-
dent’s attention to relevant points and arouse her/his self-reflection. Drawing attention
to points that are relevant to teaching creates a favourable basis for supervision. As a
rule, students find that by paying attention to the points brought up by the supervisor,
they are more likely to succeed. Copeland and D’Emidio-Caston (1998, 518-521) ex-
plain by educational purposes and by a higher awareness of them, the changes that take
place in students’ practical theories. This came with cumulative teaching experience.

In teaching practice and supervisory situations, the student and the supervisor
test their own practical theories, their implicit/inner sets of rules. The practical theory of
a supervisor or a student is a controlling system or a personal code of action. Ojanen
(2000, 17) mentions supervisory practices that have become a set of rules. If the pur-
poses behind those rules are not known, the rules remain unconnected, without any
deeper significance. A rule that has proved its value is worth further investigation. It is
good to examine why a recipe worked so well and to analyse all the factors contributing
to its success. Not all recipes work so well. A supervisor may have made a misjudge-
ment or the application may have faltered. The process by which the student ap-
proaches meaningful learning as well as discovery learning is also a process towards con-
structivist thinking. The student then applies the received didactic recipes and finds
her/his own generalisations. S/he can also combine the new insight with the ones s/he
already has internalised into a meaningful whole.

In the spirit of constructivist epistemic ideas, one might think that a postmodern
student would not be given direct advice and guidelines but that s/he would be expected
to construct her/his recipes and methods of work for her/himself. S/he is thought to have
empowered her/himself to act independently. Advice and guidelines seem to have kept
their popularity. Whereas asking for advice used to be considered a sign of dependence,
it is now regarded as a positive factor in learning and as a learning strategy. In a success-
ful supervisory relationship, the student has experienced the supervisor’s undivided

attention and availability. The student has been able to actively seek for advice. Ac-

14
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cording to Puustinen (1999), asking for advice figures positively in learning (see Nelson-
Le Gall, 1981, 1985; Ames, 1983). Asking for advice has also been analysed as one pos-
sible learning strategy (e.g. van der Meij, 1990; Karabenick & Knapp, 1991; Newman,
1994; Butler & Neuman, 1995; Newman & Schwager, 1995). In the process of becoming
a professional practitioner, the teacher produces guidelines primarily for her/his own use
and is no longer dependent on anybody else’s recipes. Her/his autonomy and ability to
make decisions will increase. Advice and guidelines from an expert may well be consid-
ered intellectual tools for the professional development of an independent-minded
teacher.

In addition to being supported by didactic knowledge good advice and guidelines
are also supported by values. Even the supervisor should become aware of her/his own
disposition, whether it is to control people or to empower them. Advice and guidelines
represent normative didactics and, as such, they are charged with values. With the choice
of a recipe, the supervisor makes a pedagogical decision which directs her/his action to-
wards eligible, pedagogically valuable goals.

Supervisors do not only advise and hand out recipes to their students (‘those
who answer questions’), but also largely encourage their students to think (‘those who
ask questions’). To take an example, Hawkey’s analysis of a supervisor discoursing
with a student shows that the supervisor’s speech largely consisted of giving recipes or
information, but also nearly as much of urging the student to develop her/his thinking.
(Hawkey, 1998, 336-338.) Mastery of expert knowledge and teaching skills is basic to
supervising. Yet, a successful supervisory relationship is essentially characterised by
the good quality of interaction. The supervisor’s attitude to her/his work and respect for
and openness towards the student are crucial factors. Person-to-person discussions help
the supervisor to notice the student’s individual needs and help to adapt her/his super-
vision to the student’s developmental phase. The amount of recipes can vary considera-
bly. Giving advice and guidelines is one of the supervisory interventions in the process
of educating good teachers. Interventions should be properly timed, for non-reflective
students feel that they do not learn anything if the pace is too fast. It takes a while to

change deep-rooted learning orientations, and the development of teaching skills hap-
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pens by phases. (de Jong et al., 1998, 55.) Students need time to become teachers. The
process that enables them to adopt reflective skills and improve critical awareness can
be speeded up if they start practising right at the beginning of their studies (cf. Jarvinen
et al., 1995).

It was stated above that skilful people are able to concentrate better on what is
essential and find the gist of the matter more effectively than the less skilful. As a rule, a
skilful supervisor can justify her/his advice and guidelines and show their underlying
intentionality. The expert can make the student more aware of the practicability or im-
practicability of her/his chosen way of action and can offer alternatives accompanied by
justification and explication. A skilful supervising teacher is able to take into account
many simultaneous phenomena and to make a correct assessment of a given situation.
Thus, s/he is able to give the right recipe when and where necessary. This often happens
in the Socratic method, which guides students to look for their own answers. A student
teacher brought this up in her/his comment: ‘I believe that the supervisor tried to make
us students think more in terms of why-questions and take the child’s point of view
into account.” Another student stated with insight: ‘What I find most important is that
we are guided to think about the right things.” The right questions are then as important
as the right answers.

In the title of this article, I asked what right questions and right answers are in
teaching practice supervision. In summary, it can be said that, as a rule, the right ques-
tions are why-questions that make the student justify their actions and which direct the
student’s attention to relevant points with regard to attaining success in teaching. The
right answers, on the other hand, are the recipes supervisors give to students to help
them onwards, after a good evaluation of a given situation. In genuine dialogue, interac-
tion is symmetric and even the student can be the one to ask the right questions and to

give the right answers.
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