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Recent mathematics education reforminthe United States proposes that teachers
of mathematics should act as facilitators of learning in the classroom and promote
robust mathematical thinking among students. They must strive to create learning
environments focused on genuine inquiry and mathematical discourse (NCTM

1991, 2000). Implementing this type of teaching is
demanding and complex. In addition to possessing
a detailed understanding of mathematics, teachers
must have a sophisticated knowledge of how children
learn the subject (Ball 1993). Moreover, they must
be sensitive to the complexities of classroom inter-
actions (Yackel & Cobb 1996). Teachers need to be
capable of analyzing student learning in the presence
of speciyc teaching actions and curriculum materials
(McClain & Cobb 2001). In light of these demands,
mathematics teacher education is faced with the chal-
lenge of orienting future teachers towards these new
methods of teaching while simultaneously assisting
them acquire new mathematical understandings, and
helping them develop the analytical skills they need
to initiate and sustain inquiry about practice. The path
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to meeting this challenge is neither smooth nor straightforward. A major difyculty
lies within the domain of current understandings and attitudes of future teachers.

Research has established that many prospective teachers enter their teacher
education programs with the perception that teaching is a simple task (Brown &
Borko 1992). Their optimism towards their ability to teach serves as a barrier to
their serious engagement in teacher education and in analyzing practice (Thompson
1992). In light of these results, recommendations towards reform in teacher edu-
cation has called for deyning ways in which teachersd beliefs and thinking about
the adequacy of their knowledge base for teaching is challenged, and for ynding
alternative ways of problematizing practice for them (Cooney 1994). As a means to
meet this goal, Shulman (1992) encouraged teacher educators to use cases studies
in the course of pedagogical preparation of future teachers. Other researchers have
also recommended using case study methodology as a vehicle to motivate teach-
ersd critical repection upon professional issues (Broudy 1990; Walen & Williams,
2000; Hutchines 1993; Kagan 1993; Schon 1991; McWilliam 1992).

Supporters of the use of this strategy in teacher preparation have argued that
the beneyt of using such environments is at least twofold. On the one hand, these
cases grant prospective teachers the opportunity to become familiar with the prob-
lems that arise in real classroom settings and prepare them for what they would
encounter later as they begin to teach (Skyes & Bird 1993). On the other hand, they
award teachers some background information about the setting they will experience
(Merseth 1996; Carnegie Forum on Education 1986). Other advantages of using
case studies include pedagogical problem solving opportunities (Walen & Williams
2000), development of interpersonal and communication skills (Barnette & Tyson
1993), and simultaneous training of content areas (Barnette 1991; Wilson 1992).
While literature on the use of case-study method in teacher education is scarce
(Elksin 1998), several researchers have recommended it in various educational
arenas (Hallahan & Kauffman 1994; Wasserman 1994; Richardson 1996; Skyes
1989; McWilliam 1992). Richert (1992) sums up the need for careful study of this
strategy in teacher preparation:

The development of case methods for teacher education must be accompanied
by a research agenda that seeks to illuminate what prospective teachers actually
learn, and do not learn, from different genres of cases and the instructional methods
that best support this learning& Our optimism for the power of case methods in
teacher education must be bolstered by our understanding of the underlying ques-
tions related to teaching and learning with cases, as well as to issues concerned
with learning to teach. (pp.237-238)

The need to explore the potential of case study strategy on teacher development
motivated the current research. In this work, we evaluated the impact of the case
study methodology on 50 secondary mathematics teacher candidates enrolled in
Methods of Teaching Mathematics courses we taught. Two questions focused the
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Our work is grounded in a constructivist view of learning (Cobb & Bausersfeld
1995) and a Vygotskiian (1978, 1986) view of teaching. We perceive individuals as
meaning makers who use conceptual structures to interpret what they see, hear, or
read. We view teaching as (a) assisting students to build conceptual methods that are
useful for learning mathematical and pedagogical concepts, and (b) helping students
to develop more sophisticated thinking strategies as they become able to do so. This
assistance takes the form of designing problem contexts that can enable them to
construct the knowledge they need for a more advanced analysis of concepts.

This combination of views leads to a conception of teaching and learning as
assisting the performance of learners with their own meaning making. Therefore,
we believe teaching requires continual learning about the knowing state of students
that are both short- and long-term based. Our VWgotskian view of teaching leads
us to careful selection of activities that might help individuals develop the mental
structures they need to engage in deeper analysis of mathematical and pedagogical
concepts they study. We believe it necessary to design and utilize tasks that create
dissonance in studentsd current understandings, thus, preparing them to deal with
problems in a more sophisticated manner.

We also believe, as Vygotsky explained, that a personis meaning and actions
are social/cultural constructions, and it follows that we can only understand the
individual within the content of social relations in which the individual exists
(Wertsch 1986). Grounded in this theory is the understanding that successful
members of a society must know and understand the established local orders-the
speciyc roles, rights, and responsibilities that the social system establishes and
enforces. For the adoption of a public meaning of knowledge to be viable to the
individual, it must be the product of social understandings. To be a successful
member of a society, a person needs to understand and gain access to social
norms and social constructs that work within that society. Because individual
sense making, or the formation of meaning, is intrinsically, inevitably, and pro-
foundly social, each individual comes to know what it means to hold a certain
role in the context of social interactions. Although each individual brings her
own constructs and meanings to the situation, it, in turn, interactively inpuences
the making of meaning and sets the standard for cultural competence (Danziger
1990).

In light of this we believe that future teachers learn about the cultural norms
of the profession through dialogue and interaction with their colleagues and peers.
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