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ABSTRACT,

o

The purpose of th1s stud was to-use’the respons1ve eva]uat1on

approach of Robert Stake to ex ;1ne the E]ementary Teach1ng Pract1cum »

.at' a sma]] Canad1an Un1vers1 '{ The Praqt1cum was taken to be aT]
the compuTSory schoo] exp r1ence p]us some def1ned un1vers1ty course '
wonk. | iﬁvtﬁ'ty‘~ Loy _
“' The foc1 of the exp]orat1on were 1ssues 1dent1f1ed as.areas of
1nterest and/or concern by members of the un1ver51ty Faculty of
Educat1on | | o | .

. The 1ssues se]ected for deta11ed exam1nat1on re]ated to
theory pract1ce 1ntegrat10n the facu}ty, cooperat1ng teachers and |
.'°students | / ‘{ “ |
| The methodo]ogy was natura11st1c 1n nature,-and 1nvo]ved the.
co]]ect1on of seven k1nds of data wh1Ch were used to support 1nterpreta- ‘
t1ons made concernTng the 1ssues | o

. The study concTuded w1th some suggest1ons for further research
‘and a specu]at1ve sect1on 1n wh1ch two tentat1ve hypotheses about 7

teacher educatlon 1nst1tut1ons were put forward It 1s the researcher sf

% content1on that these hypotheses have genera] applwcab111tv

-~
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P * Chapter 1

INTRODUCTION . .
, — - ' A
This stUdy is about 1earning to teach. It is a topic which
has interested the researcher for twenty five‘years'since his own,
per1od of training to become a high school teacher in Australia.
Spec1f1ca11y, the study focuses on the schoo] exper1ence c0mponent
of the e]ementary teacher preparat1on program of one sma]] Canad1an
university. o | S o 'féi.
One hundred and ten years ago, the researcher S great-
grandfather Thomas Spowart 1earned to teach by a process known as -
pup11 teach1ng (Austin, 1961:234 235) Students began pup11 teach1ng _
after comp]et1ng the1r own schoo]1ra, at ages as young as th1rteen N
{/Tt 1nvo]ved four years of teach1ng under thg superv1s1on of accred1té\d(‘
teachers, requ1red the pup11 teachers to study before and- after f |
schoo], pa1d them twenty pounds per. year and, not at- a]] c01nc1denta11y,g
prov1ded the State w1th an enormous reseryo1r of cheap pedagog1ca] |
1abor It was an. exp101tat1Ve system but 1t at least provtded a very
thorough apprent1cesh1p in pract1ca1 teachlng _ ﬁ#f o *ax?;f -

) ’y Q..
LR ey

| E1ghty five years 1ater the researcher became-a qua11f1ed
- hagh schoo] teacher after spend1ng a grand tota1 of forty ﬁnve days
‘1n schoo]s (three weeks each 1n three d1fferent schooTs) and hav1ng
:fytaught a tota] of 1ess than seventy 1essons | f "
MOntv1ew Un1vers1ty (a pseudonym),von wh1ch th1s study focuses,

prov1des its e]ementary teach1ng students w1th more than one hundred



days in‘schools, during which time each student ‘teaches over three
hundred 1essons | |

The study is a deta11ed exam1nat1on of th1s schoo] experience. .
and the assoc1ated un1vers1ty c1asses, as . seen through the eyes of
the students, faculty and members of severa] other groups w1th an

1nterest 1n the Montv1ew Pract1cum
' . _

Outline,of_This”Chapter o

In th1s chapter, a brief ment1on is made of the Iong—stand1ng
a1nterest in, and 1mportance attr1buted to pract1ca in teacher educa- .

i tion. This is fo]]owed by a statement of the purpose of the study andt';

a ]1st of some of .the quest1ons wh1ch are addressed in 1t The nature .

,of the study and where it may be p1aced re]at1ve to current research
parad1gms is then d1scussed Th1s 15 fo11owed by some remarks about

- the poss1b1e theoret1ca1 and pract1ca1 s1gn1f1cance of the research
: \.
A. lexicon of some terms accorded a spec1f1c usage in- the d1ssertat1on'

;'1s prov1ded a 11st1ng of 11m1tat1ons and de11m1tat1ons fo]]ows, -and

‘the chapter ends w1th an out11ne of the organ1zat1on of the thes1s

’ 1

Bac'kground tohthe Study“- B

Cat

-Htstor1ca1 Interest in the Pract1cum.:fl h’,»}' rh,f? § .'_'dtrv”'

| In ]963 Conant stated that "the one 1nd1sputab1y essent1a1
»(e]ement in profess1ona1 educat1on 1s pract1ce teach1ng" (‘: 142)
Ze1chner (1978 ]5), a]though acknow]edg1ng that student teach1ng is "
f ythe most strong]y approved part of teacher educat1on, po1nted out thatvtr}

"some scho]ars ser1ous]y quest1oned.1ts usefu]ness, usua]]v on the



grounds that 1t mere]y soc1a11zed student teachers 1nto fexisting
| pract1ces and att1tudes ~Much ear11er than th1s, a great dea] of
‘1nterest was being shown 1n the organ1zat1on and: 1mp1ementat1on of
student teach1ng Some present day educat1on professors may: be

‘p1qued to learn that many modern 1nnovat1ons were dlscussed in 1926

by Showa]ter He argued the case for student demonstrat1on 1essons ;7f-f

£

to be fo]]owed by actua] c]assroom placements w1th a col]ege teacher o

R4

'superv1s1ng the’ exerc1se He foresaw the need for superv1s1on c]asses‘ S

. A, q .
: ~to be offered to schoo] superlntendents, princ1pals and exper1enced°

teachers, ‘and even foreshadowed c11n1ca1 superv151on when he wrote |
'of conferences to be he]d before and after ]essons F1ve years 1ater

f1n 1931 Baugher 1amented the prob]ems 1nvo1ved in 1ntegrat1ng the

‘pract1ca] component of teacher tra1n1ng 1nto the rest of the program, .7

.and wrote of the need for more t1me to be prov1ded for cooperat1ng

. teachers to confer w1th co]]ege personne] F1fty years 1ater these

- t

"top1cs are st111 unreso]ved 1ssues 1n teacher educat1on programs

In an effort to. make pred1ct1ons about future Canad1an Engl1sh-:bf

:Iylanguage teacher tra1n1ng, C]arke and Coutts (]972) used a mod1f1ed
- De]ph1 techn1que w1th forty sen1or facu]ty members in un1vers1t1es

Jfand teachers co]]eges Most of the respondents concurred 1n the o

o pred1ct1on that teacher educat1on w11] be centred around an extended

'ﬁ,1nternsh1p by 1983 (1b1d 30) Unfortunately, tbe exact Zian1ng oﬁ,’

o centred around' was not made clear If 1t on]y means w111‘inc1ude,',a

: the pred1ct1on w111 probab1y atta1n fu1f111ment Stronger mean1ngs ff,”

of centred around' seem 1ess 11ke1y to come to . pass Fa1th 1n the
[

atechn1que used 1n th1s study must be v1t1ated by some of the other

) \.



s
pred1ct1ons whose dates have a]raady exp1red For exampTe,‘over 90% .
of respondents be11eved that teacher educat1on students woqu be
requ1red to exh1b1t sat1sfactory standards of exce]]ence 1n Eng]1sh'y
.usage by. 1975 Regrettab]y, 1n 1982 that was st111 not the case |

B (The researcher taught more than elghty fwrst and second year educa—

~t10n students 1n a Canad1an un1vers1ty 1n 1981 and 1982 Very few were |

»

TcapabTe of wr1t1ng a one thousand word essay w1thout ser1ous errors of
| T}grammar, syntax ‘or express1on Of th1rty one th1rd year e]ementary
'}:students who compTeted a short quest1onna1re at another Canad1an Lg'i:'
: }un1vers1ty, more than ha]f made errors of EngT1sh sage Nh11e both
-T_these groups may be atyp1ca1 there can be T1ttTe doubt that by 1982

. many educat1on students st111 d1d/not exh1b1t exce11ence in Eng11sh
| :usage ) S , R

Among the probTems wh1ch st111 engage peop]e 1nterested 1n

*fateacher educat1on are the fo]Tow1ng - ;7,r>_'c‘f~ft°' S ﬁaw——fif”:7s =

v 1 The lack of tra1n1ng opportun1t1es for cooperat1¥g

teachers (Hopkms, 1980: 13; Se1ferth and Ho]hday, 19803 Th1es—_ e
V"'Spmnthan 1980 17- 30) | | - e
: C2. The Tac‘;'
'thqng teachers (Yee, 1971 315) | | | 'ZS:”"
= ' 3 The perce1ved 1rreTevance of co]]ege or un1vers1ty courses'»
,’}to the /eaT wor]d' of teach1ng (Lowe, 1982 43) i R
| | ';o,4; The w1despread be11ef that coTTege or un1vers1ty facu]ty
fd{are aToof from the pract1ca1 problems of student teach1ng, pTac1ng |

T»ph1losoph1ca1 specu]atlon before the day to day probTems of 1earn1ng
E R S iv A AR

B
»'/

i apport between student teachers and coopera—g ;f}nil
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to teach chi]dren

T( 1979, 11, 1980,,28 Conant 1963:143; Theory

e i . L

to Pract1ce, 198] 37 Lowe, 1982 43) &
| 5 The ub1qu1tv of m1sunderstand1ngs and an1mos1tv etween |
co]]ege or un1vers1ty staff teachers un1ons educat1on departments,

un1vers1ty centra] adm1n1strat1ons, trustees assoc1at1ons and student ;J:

. A8

A-organ1zat1ons (W1deen Hopkwns and FuTTan 1980 28; Hopk1ns, 1980 8 f('
o Hopk1ns, 1982 Theory to Pract1ce, 1981 43 Patterson, 1982 1]) o

The recent trend to 10nger pract1ca at Teast 1n Canad1an »fx,,"'d

'_vsun1ver51t1es, m1ght have been expected to prov1de the 1mbetus for

. teachers and un1vers1ty facu]ty members to. address and so]ve these ;;'77

) *3

| ;vfproblems Indeed there is ev1dence that at least in one 1nst1tut1on, ;f;

- Tthe prob]em of m1sunderstand1ngs between 1nterested part1es has been

| addressed and the s1tuat1on 1mproved (Ratsoy,:Babcock and Cawae]]

r

, f]978 4 54) Other ev1dence, however suggests that many of the fa -

L

_.problems are st111 ser1ou51y h1nder1ng the: work of - effect1ve1y tra1n1ng

*7Tnew teachers (The Management of Change in Teacher Educat1on, 1979)

'.these are mént1oned 1* the next twd sect1ons

"“sP1Tot Programs

-f:Un1vers1ty of Utah (Davxs and Dav1s, 1977) and current]y at the‘s"

vgl Un1ver51ty of Br1t1sh Co]umb1a (Student Teach1ng Handbook %no author, |

'f; Some notab]e except1ons to th1s genera11zat1on exlst SeveraT of

. : .

9

In: 1967 at McG111 Un1vers1ty (Horow1tz, 1974), 1n 1977 at the }'4:

PR

]Throughout the dwssertat1on, reference 1s made to twenty authors f-fu

u‘or groups of ‘authors by roman. numeraT rather. than name “These. are

.Montv1ew facu]ty members: and. ‘the .code was used to preserve the

anonym1ty of the research site. The t1t1es are 11sted 1n the b)bTTog—

'3-raphy after the anhabet1caT sect1on
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1978) and Deakin University, Australia (School Based Teacher Education -

within the Concept of a High Activity School, no author, 1981),

attéhpts have been made to improve the student teaching experience of

small, highly selected groups of students.

(For more details on the

programs see Chapter 4 of this dissertation.)

The organizers of these special programs generally regard

the student teaching éxperience as a great improvement on the standard

offering. However, 1t.must be stressed that the groups are small, the

students usually highly selected, the faculty time investment dis-

: v . .
proportionately large, and the judgement thatethe experience is better

-

“usually subjectiVe Even 1f such programs solved all the prob]ems of

school exper1ence there® wou]d still be serious practical problems

3y

assoc1atedpw1th implementing the programs for all studeﬁts.

A Large-Scale Innovative Pro§ram

?“There s a program at Montview University in Canada which

appears to have not only successfully addressed‘and solved most of

the problems mentioned, but also to have done so for all elementary

teaching students at that univeréity. Chapt&r 2 contains a detailed

account of its structure.
The program has been evolving for
still changes from year to year in respons

its basic structure appears to be stable.

4

beset organizations contemplating and ihitiating change appear to have )

been overcome to a greater or lesser degree.

more fully in Chapter 5.

;}%ars, and although it
oparticipant feedback,

Most of the probleris which

L4

This issue is discussed



Purpose of the Study

The org;nizers of the Elementary Practicum at Montview
University are, in the main, very strongly committed to it. They tend
to make what appear to be extravagant claims about its’success, both
orally (Faculty member 1, 1982; F&cu]ty member 2, 1982) and in writing
(X,'198T). AHowevér, as Parlett and Hamilton wrote (1972:21) "To know h
whether a plan workg, one has to look not only at the manuscript, but
also at. the performance." Lincoln and Guba (1982:66) made a similar
boint when they warned against being taken in by rhetoric and ﬁnsistea
_on the need for studyiﬁg actual practice. Miles (1981) madeithe point
more co]offu11y when he referred tg possible differences between head
office versions and what really happens. He recommendgd a forﬁ éf'

transactional evaluation to help tease out the actual facts.

The basic purpose of this study, then, was to examine the

Montview Elementary Practicum in some depth, and to explore its impor- = °

tant features as fully as possible. This could be justified on the
grounds that if the claims referred to above could be substantiated,
the program deserves wider publicity and should have an impact on

current thinking about student teaching practice.

Statement of the Problem

People involved with the Monfview’Elementary Practicum claimed
that it solved many of the common problems associated with student
teaching practica, while producing teachers unusually skilled in
commupication (X, 1980). ¢Further, the claim was made that the school

experience had a number of positive effects on the schools involved

[§



(Joint Field Experience Committee, 1981).
o A number of subordinate probtems have beeﬁ identified. These

appear below in the form of questibns. Two points shoq]d béwnoted:

1. No claim is made that the questions are independent. Many
Wil be related to others. |

2f This iist is thé original 1jst.wh1ch was generated after
reading some literature from Montview and speaking briefly to some
Montview peop]é. Ihe expectation was that the 1ist would be incomplete,
and that other questions would arise after closer contact with the |

program. This occurred.

Sub-Problems
1. Are the attempts to integrate theory and practice success-
fu]?

2. Are thé stated objectives of the Special internship Seminar

met? (These are (4) to deyelop the working relationship of the

‘cooperatiﬁg_teache and interns, (b) to develop skills in ciiniéa].
‘supervision, c) to begin the design of a developmental plan for the
interhs' growth as teachers.) |

3. To what ektént do cooperating teachers who attend the ’
Seminér interna1jze the superQision process presented at the Seminars
and promote it in thefr schools?

4. \hat is ths nature of the relationship between.thé Facu]ty
of £ducation, Provincial Teachers' Federation, and the Provincial
Depqrtment of Education,in the running of the?Séminars;

5. What is the nature of faculty/student relationships?

6. What is meant by the "development of self-actualizing



professional teachers" (X, 1980:3)?

7. Some school systems decline to re1ease teachers to attend
the Seminars. Are the experiences of the student teachers in these
sf%tems different from those in other systems? - If so, how? (This
question lapsed, because all school systems accepting student teachers

release them and their cooperating teachers to attend Seminars.)

Nature of the Study

Paradigm

The study was an evaluative case study. It was an heuristic
experiment in the Kaplan sense of seek1ng understanding (1964:149).
In the Guba (1981) terminology, the study was plainly naturalistic,
seeking not "context-free truth statements,“ but srather "working
hypotheses" relating to a particular context (Guba, 1981:4).

Bogdan and Bik]env(1982:38)’ndted an important feature of this ~
type of study when they'wroté' | ‘
The subject of the study focuses instead [of try1ng to resolve

amb1gu1ty] on how various participants see and experience goa]s
It is multiple realities rather than a s1ng1e rea11ty which
concern the qualitative researcher.
-Codd (1981:29) expressed a simi]ar belief when he wrote:
In i]]uminat1Ve, responsive, or goal-free evaluation, houever, ,
it is explicitly acknowledged that the social reality under
scrutiny can on]y be interpreted from different points of view.
In a spoof paper at.the 1972 AERA conference titled “The
Seven Principaﬁ Cardinals of EdUcationa] Eva]uatfon,” Stake (]972c:1)
enterta1n1ng]y made a number of serious p01nts One of these is

relevant here "o The eva]uator has no cause to force a consensus,

but certa1n1y to show the d1str1but1on of perceptvons !
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Pointing out that the psychonetric panadigm had often severely
]imited the questions able to be asked in’eduqationat research,
Zeichner (1978:14) stated that there Wete‘situations where the features
of jnterest were "embedded in the human interactions within the process
of the event" (ibid;:41). \

Notwithstanding the above caveats, in this study,'quantitative
~methods were empioyed where they were appropriate. Jick (1979) and

Zeichner (1978) argued that judicious,combinations of both methods

often buttnessed the inherent weaknesses of each.

'gpistemologxl
| Tne study Was hermeneutica]hin character, 'That'is, its central
purpose was to understand and 1nterpret, its s1gn1f1cant outcome was
mean1ngs and its-mode of generalization was inductive and qua11tat1ve
, (Cu]bentson, 1981:6). .It'further-assumed that knowledge about human
-and.natural phenomena differs and that generalization about human
phenomena, though characterized by reasoned ob3ect1v1ty, was not law- .
’11ke or certain. - The re]atwonsh1p between knowledge and pract1ce was
'taken to be practical in nature, w1th policy and pract1ce 1nformed
through understandlng and 1nterpretat1ons of past events and contexts
(Th1s sect1on was adapted from a table ”Contrast1ng Features of Log1cal

3.Pos1t1v1sm Hermeneut1cs and Cr1t1ca1 Theory" 1n Cu]bertson (]98],6),)v -
.Design '
The des1gn used was based on Stake s Respons1ve Eva]uat1on

(Stake 1975b) ThlS is out11ned in some detail in Chapter 3.

Essent1a]1y, a study is respons1ve eva1uat1on if 1ts or1entat1on is



A

more towards process than products, if 1t.responds to audience requ1re-
ments for 1nformat1on and 1f it refers to the “value positions of
_program pe0p1e when report1ng on the success or fa11ure of the program
(Stake, 1975b) | |

Reportlng in the current study was organlzed around 1ssues as

they evolved dur1ng the study o T . o )

Signiftcance of the,Study

*

LI

This study may be seen to have potent1a1 s1gn1f1cance both in

the theoret1ca1 and pract1ca1 doma1ns

fheoretica1 Stgnificance

| As far as the’ researcher is aware, this is the first attempt to
' ,app]y the set of assumpt1ons and procedures known as Respon51ve EvaTua—
tion to a student teaching. pract1cum To the extent that the attempt
’, has’ been successfu] the study may be said to have1naugurated anew
' way of . ]ook1ng at the eva]uat1on of student teach1ng pract1ca

More spec1f1ca]1y, the f1na1 chapter 11sts some conJectures, .

N suppos1t1ons and tentat1ve hypotheses. These have been generated by

o the process of theoret1ca1 samp11ng

. whereby the ana1yst Jo1nt]y co]]ects, ‘codes and ana]yzes h1s
- data and-decides what ‘data to collect next and where to find
.~ them, in order to develop his theOry as 1t emerges (G]aserv-
—.and Strauss, ]967 45) o P
A]though G]aser and Strauss 1abe11ed this. process "the search for
grounded theory," 1t seems to be the sort of commonsense approach
1wh1ch wou]d be adopted by mn/enqu1rer seekwng to understand a

| phenomenon as comp]ete]y as poss1b]e



Practical Significance =~ -~ = -

The greatest contr1but1on an eva]uator can make, according to .
Stake (7975b),_1s to- ass1st program personne] to d1scover ideas and\
so]ut1ons in" their own mlnds One of the ]nterest1ng and sat1sfy1ng
features of. th1s study was that many of the problems cwted by people
’assoc1ated w1th the program were capab]e of solut1on us1ng ideas ﬁ
offered by other peop]e in the program |

On a more modest sca1e, both Bates. (198]) and Stake (1976b)
; suggested that eva]uat1ons are successfu] if they provoke se]f—
: reflection and thought about the program - The Bates (1981) study was
h _.actually accepted by its c11ent w;th‘some-disappointment unt1l it was
used as. a diScussion paper’in a‘small group format. Only then was

:‘"its potential for" se]f-ref1ect1on and po]1cy de]lberat1ons

" appreciated” (Bates, 1981 73). COOper and Felder (1980) wrote of the-

need for ‘continual eva]uat1on of teacher educat1on "by seek1ng react1ons
~ofthose1nv01ved and 1nterested v Th1s study focussed~on one part of o

't a teacher educat1on program and sought the react1ons called for by
'gCooper and. Fe]der f: S L :’ AN |

- McDona]d (1976) and Reiff (1980) both po1nted out that eva]ua—

.'vst1ons shou]d promote recogn1t1on of va]ue p]ura]wsm, and the acknow-

:Zledgement by all part1es that other peop]e in the program react -

d1fferent]y

ARo1e of the Researcher

C]ear]y: the researcher 1s in no pos1t1on to 1ns1st that the

".peop]e 1nvo]ved in the Montv1ew Pract1cum cons1der the report eare-} ‘

: ~fully, meet to d1scuss sect1ons of it, or 1ndeed even read 1t Its‘
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'.duaT nature, as a doctoral dissertation and as a heSponsive evaluation,
probably reduces its readability, and thus its usefulness. Neverthe-
less, 1t‘is the firm’beljef of the researcher that the report contains
mueh materia]’of practica1 significance for Montview University. Ip an '
attempt to make the materia] more accessible, multiple copies of the
datavand tnterpretation chapters are to be supp]jed‘to interested}
parties-at Montyiew Uniyersity. -Qne copy of the mhole dissertation js
also toybe«suppiied to the Dean of the Education Faculty.

y

Definition of Terms

‘t; »The.Elementany‘Praettoum (}eferred_to'in the report as
The Practicum). This is taken to include a11’threeltormalfsets of -
schoo1 expehience} Th]s 1nc1udes\the seven ha]f days in Year One, the
Hednesdays and 1ast two weeks in Year Two, and the Extended Practicum
Zl‘of sixteen weeks in Year Three The Pract1cum 15 a]so taken to’ 1nc1ude
‘the courses 1abe11ed Edﬁen226 and Ed 218 wh1ch are 1ntegrated w1th
the schoo] exper1ence 1n second year, the Off Campus Res1dent1a1
Exper1ence and the Internsh1p Semlnar ‘ |

2. C11ents of the Respons1ve Evaluat1on“ These are taken to
e_be the Dean Assoc1ate Dean, and facu]ty members of the Facu]ty of
iEducat1on, Montv1ew UnlverSLty }*L" : i" el
13."Aud1ence and Program Personne] A]though 1n some stud1es ;

s these wou]d be two . separate groups of peop]e here they are the same

”’y‘peOple They 1nc1ude the c11ents as def1ned in- number 2 above, o

ffe]ementary teach1ng students in the Facu]ty of Educat10n, off1cers of -

the Prov1nc1a] Teachers “Association; the Prov1nc1a1 Department;of-}
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Education and,the‘Provincial School Trustees' Association; and the
cooperatfng teachers who take or haveltaken students into their_class-
rooms. ) ‘ |

| d. The Program. Unless it is made clear'in the_context that
lthe progran'referred to is the larger teacher education program . at
Montview University, the term 'program, when used, refers to the
E]ementary Pract1cum as def1ned in number 1 above |

5. Cooperating Teacher. ThTs is a teacherfwho accepts Montview

Un1vers1ty students whe observe and/or pract1se teach1ng the. pupils -in
the c]assroom ‘ 1

6. Facu]ty Adv1sor This is a professor' graduate student
ar se551ona1 1nstructor who v1s1ts Montv1ew Un1vers1ty students in
schoo]s to counse] them and check on the1r progress., He or she
provades a 11nk between the schools and the Facu1ty~of Educat1on at

Montv1ew Un1vers1ty ~ f ' o , T

1. Time was perhaps the'major ]imitationu Because‘of‘bersbnaT

time constraints, the researcher had to 1eave the s1te after a four-

E teen week engagement It is h1gh1y ]1ke]y that more t1me more.

1nterV1ews, observat1ons and document searches wou]d have 1ed to |
"further 1ns1ghts However, as exp1a1ned Ain Chapter 3, there was a
grow1ng fee11ng of redundancy of 1nformat1on as the dead11ne for w1th-
drawal approached | ”

‘.2., Fwnanc1a1 resources.. Lackﬁof money ruled out a 1 deo-

taped Jud1c1a1 eva]uat1on segment 'Lack'of time and:noneyuled,tg the
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" abandonment of p]ans to v1deotape incidents at the winter Off-Campus
'Res1dent1a] Exper1ence in an attempt to better illuminate its role in
ithe progranm.
3. .Réliance on respondents percept1ons and memory. Invone
sense, the 1mportant datum was the 1nd1V1dua1 S percept1on of an event
or situation. However, in 51tuat1ons where on]y one respondent c]a1med -
B to have perce1ved an event in a particular way, and it was difficult
,to Cross- check this, percept1on, there was some doubt as to what had
’ rea11y happened In such cases, the doubt is expressed 1n the report,
| Unre]1ab111ty of reSpondents (%emor1es was malnly a prob]em ‘ (
when try\ng to. p1n down deta11s of the ‘early-development of the program |
~The researcher natura1]y sought to check the dates of key- events in
some of -the 1Tterature aboutithe program and was rather surprtsedito
find reference in some of these papers to "the mid seventies" rather )
~than a_Specific year, | u |
_: 4; TranSferabi1ity: This issue is discussed‘fu]]y tn
a Chapter 3. Briefly, attempts ‘to draw 1nferences'fromtthe Montview
‘erperience.shou1d be done'with extreme caution Before attempting to_
.do so, the s1m11ar1t1es and d1fferences between Montv1ew and the
'»s1tuat1on to wh1ch 1t is de51red to transfer the .ontV1en.f1nd1ngs |
.1 should be carefully exam1ned | | |
5.' L1terature Survey Un11ke most d1ssertat1ons, th1s one |
does not concentrate on one d1screte area To proper]y survey the. - .
11terature on each of the 1ssues wh1ch surfaced durlng/the 1nvest1ga-
t1on wou1d be a 11fet1me task Therefore, the 11terature search was {

conGEntrated ma1n1y on very recent 50urces
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6. Respondentddissimu]ation. In this-type of study»some -
degree of re-interpretatjon of incidents or motives was to be expected. ~
Careful probing and detailed cross-checking wherever possible were

N -

used to reduce this source of error to a minimum.”

-
L

Delimitations . - o
1. ‘The Practicum definition (g{v.). School experﬁence _
attached to.e]ective,subjects wastexcjuded; A]though EdGen126 was
related to the first year schooj_expertenCe, it was not explored in
’detail.- Fall subject area.c]asses studied'by 511 students were.
included tn the ?racticum, but winter,228‘e1ective classes were not"
- 2. ‘Past students at Montview These were not approached for
~1nterv1ews, a]though some cooperat1ng teachers had received the1r
- initial training at Montv1ew Un1vers1ty and spoke of their expérienées
® S 3. Chi]dren-in schOo]s Though a potent1a11y very 1nterest1ng .
d-source of 1nterv1ew data about the d1sta] effects of . the new program
t Montview: Un1vers1ty, th1s source was not used |

-4, Re]ated to number 3 above, no attempt was made to ]1nk what

occurs 1in the Pract1cum w1th school . pupi] 1earn1ng

;"OrganiZation of thehThesis

| Th1s chapter has presented an 1ntroduct1on to the study and
tsome remarks about 1ts background purpose, nature and potent1a]
_"s1gn1f1cance The terms used have béen def1ned and 11m1tat1ons and
”de]1m1tat1ons stated | R

.Chapterxz provides_avbasica]]y'nonéinté#pretative'outTjneaof'v'



, the structure of the Montview Un1vers1ty E]ementary Pract1cum and its

const1tuent e]ements

Chapter 3 sets out the methodo]ogy used in- the study Respon- .

:s1ve eva]uat1on 1s d1scussed and p]aced in a natura11st1c research
context. Issues of rel1ab1]1ty,?va]1d1ty and obgect1v1ty»are a
addressed. | . ' | | -
. In Chapter 4, the issue of theory pract1ce 1ntegrat1on 1s

examuned It is a very comp]ex 1ssue, much has been wr1tten about
it, but little c]osure is apparent An attempt is made to portray
the range of- op1n1ons and be11efs held by peop]e 1nvo1ved w1th the
program and’ to relate some of the op1n1ons and be]1efs to the ‘ f
11terature concern1ng th1s 1ssue - o -

Chapter 5 surveys the ro]e of the facu]ty in the Pract1cum

é1ved success as ad'1sors 1n the student teach1ng context

;ortance of the re]at1onsh1ps 1nt0 wh1ch\they enter both
_5ua1s and as a group 1nteract1ng w1th other groups wh1ch
_e'an 1nterest in the Pract1cum =T‘ ",u:'v" | : iLAl

f Chapter 6 exam1nes the ro]es of students and cooperat1ng

' fd;} facher tra1n1ng, the1r ro]es as change agents 1n schools and

thelf

'.vdurilk
‘;recruitment, tra1n1ng and qua]1ty, the1r poss1b]e ro]es as SOC1a11z1ng
+

‘agents for students and the1r re]ationsh1ps w1th tudents dur1ng

’ schoo] exper1ence

',v It 1nc1udes a. d1scuss1on of the1r work]oads, the1r ro]es as 1nnovators, S

s in the Pract1cum Student 1ssues 1nc1ude the1r se]ect1on LT

schoo] exper1ence Cooperat1ng teacher 1s ues 1nc1ude the1r _7

17
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In Chapter 7, a brief summary of the dtssertat1on 1s presented
Some tentat1ve hypotheses are advanced concern1ng the s1gn1f1cance of
the Montv1ew exper1ence for. other teacher educat1on 1nst1tut1ons Then
fo]lows a sect]on conta1n1ng ref]ect1ons on the methodo]ogy used and
some suggest1ons for further research The chapter conc]udes with
some personal comments about the Montv1ew Pract1cum

- ¥ K < N

©
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.""tl un1vers1ty growth of 15 5%

A}Chapter 2 o

THE ELEMENTARY PRACTICUM

Th]S chapter focuses on the elementary teacher preparat1on fgv
program w1th1n the Facu]ty of Educat1on at Montv1ew Un1vers1ty L
Spec1f1ca11y” ]t p]aces the student teach1ng pract1cum Tnto the .,; R
context of the four year program As exp1a1ned in Chapter 1 the f
pract1cum is taken: to 1nc1ude all student observat1on and teach1ng

exper1ence in schools, as well as some on- campus course work in Year

| Two of the program

The Education»Degree at Montvfew SRR

Montv1ew Unrvers1ty has about 9 OOO students, s]1ght1y more ;:1
than ha]f of whom are study1ng fu]l t1me.. W1th an enrolment of about
930 Educat1on is the th1rd 1argest facu]ty, beh1nd Arts (1 500) and

Sc1ence (970) A]] “but two of the ten facu1t1es or programs had

, 1ncreased enro]ments between the 198] and 1982 academ1c years »The‘-'

Facu]ty of Educat1on enro]ment rose about 12% compared w1th a tota]
. SN

For Educat1on students beg1nn1ng programs before Fa]l, ]982

1t was. poss1b]e to rece1ve prOV1nc1a1 cert1f1cat1on as a teacher after

- a m1n1mum of three years approved sfudy, and before comp]et1ng the :”;i L

four year degree Students who enro]]ed 1n Fal], 1982 and those who

‘ enrol 1n succeed1ng vears, must comp]ete a four year educat1on degree

o 1n order to rece1ve cert1f1cat1on Th1s change w1ld not a]ter Fourth

R
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Year enrolment patterns significantly, because for the last few years
most students have chosen to cqmpleté deérees bé%ore seeking teaching
positions. Manx of the minority who did 1e$ve after three years,
planned tq complete the fourth year for a degree by summer school
study: | |

Tane 1 shows the structure of the four year degree and

indicates where experience in schools fits intd_the program. )

First Year School Experience—'Involvement'

¢

Students in the First Year of thelelémentary program spend

seven half days in schools. This form,qﬁ school experience was formerly

_labelled 'observation,' but was changed to 'involvement' to broaden

the possibie scope of the experience. Thus, students who feel
confident enough to undertake brief teaching assignments, and whose

cooperating teachers are willing to permitrthis activity, are

encouraged by faculty advisor§ to\attempt it. No expectation of

e

EdGen126

content mastery is assumed. qNor is any sophistication of teaching

skills expected. No formal pass-fail assessment is carried out, but

students are rated ‘on various criteria, on a five point scale.

ERS A . o ‘)
: : ¢ Y }\
od

EdGen126, a four credit hour course, is the only one of eight
courses studied in first year to have a direct, deliberate 1ink with
school practice. The students are invited to consider the nature of

education and teaching by discussing such topics as The School in

.Society, The Role of the Teacher, Characteristics,of Effective Teachers,

“ Introduction to Child Development and Learning Theorx, Teaching Styles

»



Table 1

School Experience in the Montview University -
Elementary Education Prograim

Year

Type of Experience

anfer Term (Jan.-Apr.)

Fall Term (Sept.-Dec.)

7 half days spent ina

school

One course (EdGen126) is-

directly related to school
experience,

It may be taken in Fall or
Winter.

A1l course work is taken in the Educafion Faculty.

OCTOBER | APRIL
2 Every Wednesday spent in a school 2 weeks
' in schools
This' is known as the Professional Year or Pre-Internship
Year. ' ‘ ' . P o
3 Most elementary students A few e}eméntéry students
, spend 16 weeks ip schools complete their internship
as interns. . ~in winter term..

No. school experience. - Some individual courses may include

‘| some school experience;

!

21



Table 2

22 -

Teaching Skills Studied in EdGen226, 1982/83

€

Vleek Week
Beginning Teaching Skill Beginning Teaching Skill
Sept. 6 Lesson Planning Jan. 17 Unit Planning
13 Planning Objectives 24 Classroom Management
and Evaluation No. 3
20 Providing Set and Feb. 7 Classroom Management
Closure S No. 4
27 Varying Presentation 21 Classroom Managemént
L No. 5 '
Oct. 1 Explaining and
_ Demonstrating 28 Facilitating Retention
o . _ afid Transfer
18 - Classroom Manage- '
ment No. 1° Mar. 7 Concept Teaching
25 Classroom Manage- 14~ “Developing -Thinking
ment No. 2 Processes No. T
Nov. 1. Ouestibning 21 Developing Thinking
o : ‘ Processes No. 2
15 Discussing _ :
, 25 Unit Teaching
22 Motivating T
‘ ¢ April 4 Review of Student
29 Qbserving and ' - Achievement
Record Keeping i . : :
: ) : ' - H “Commencement of a
Dec.. 6~ Réview of Student - : two-week block in

Progress

the schools

A

DX,
e



and Lesson P]anning;and School Organization and Administration
(EdGen126 '82F Semester, Orientation Package, 1982).

The course instrqctors act as advisors for the studéntéhin the
classes, which are known as sections. Thus, help is available to
students with concerns about their school experience, their career
choice, selection of courses for future studies and other mafter;.

In Fall, 1982, there were ébout thnty five students in each of the

six sections of the Involvement year,

Second Year—'The Pfe-Internship Year'

Unlike the first year program, a deliberate attempt has been
. made to integrate all the work done on-campus with the experiences

students have in,schools.

4

The EdGen226 Cycle
Central to this attempt'is the EdGen226 three credit hour
course. The EdGen226 class is designed: |

1. to introduce and focis intently on the most basic,
~universally used teaching skills.
2, to encourage pre-interns to practice these teaching
' skills within the context of Tessons in various subjects
in the schools, (Pre-Internship”Cooperating Teachers'
Manual, undated:iv) B :

This course involves four different on-campus activities each .

.wéek, Tinked with the full day spent in schools every Week after

October. .. -

Each week, the sections focus on a teaching skill as.indiCated;

in Table 2 below. On Thursday, the skill is introduced in a seminar

k!

setting. The students and instructor discu§s the skill, the instructor -
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may model it, and se]ected students prepare to teach it in a m1cro-
| teach1ng setting the fo]]ow1ng Monday.

* The micro-teaching is performed in small groups cf six to eight
students (see Plate 1). Thus, in each section of about twenty five |
students,“there will be three students acting as teachers each week
eAThe other twenty two students break 1nto three groups to act as pup1ls

‘Before beginning to teach, the teacher requests two students and the
" instructor to collect .data on some aspect or aspects of the teaching.
The rema1nder of the students act as the c]ass for the lesson. After
the 1esson, a post- observat1on conference is held in wh1ch the 'teacher'
is grven the data collected during the lesson (see Plate 2), and has an
_opportunity to respond to it and ask questions of both the official
._'datafgathérers and the 'c}ass.' The 'teacher' is’ then expected to Write
up'hts or her experiences in a permanent log-book.

On Tuesdays, advisor-advisee meetings are held in which each _
'student meets with his or her advisor. This may be on a -one-to-one
| basis, or the advisor}may see.a]lfadvisees at once. As the number of
preé-intern students per advisor rarely exceeds four, this meeting
allows the'advisors to offer individual assistance to a]f their assigned
students every week._ The focus of these meetings is the practice of |
that'weekfs teaching skill in.the lessons the students will teach the
following day. | | R

The next day, a]ﬁ students are expected to teach two Tessons in

s

cTassrooms in and near Montv1ew (In 1982- 83, a shortage of cooperat1ng

l

teachers in Montv1ew necessitated the use. of schoo]s at a town some

75 k1]ometers from Montv1ew Students were.taken there by bus.) In.
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the two lessons, students are expected tb praétise the skill on which
fhey have fotussed on th¥ preceding Thursday-ahd MondaV~(see Plate 3).
| On-campus class time on the fo]]ow1ng Friday is set aside for
\ d1scuss1on of student experiences in schoo]s two days earlier. This
Fr1day sess1on is d1scont1nued after Chr1stmas
| Thus, a cycle of EdGen226 Tasts eight days} The.finaf session
'_ of‘ﬁhe cyc1e is held on Friday, the.day after the fifétvsession‘of‘the
;next cy;ie.' fhe reason for this arrangemént was to avoid introducing 
a ﬁeWiskiTI\on‘tHe last day of the week.

The overlapping nature of the cyc]es,ié'represented in Table 3

below.”
Table 3
The EdGen226 Cycle for Four Weeks
Week - Monday ~ Tuesday lMednesday  Thursday  Friday -
1 - Co- L Imtros -
‘ ‘ : o Skill A» '
2 Mitro-  Meeting re Teach A Intro. Post dis-
teaching  Skill A o Ski11' B~ eussion:
Skill A v - Skill A -
3 Micgo-  Meeting re * Teach B. . Intro.  Post dis-.
teaching = Skill B ~ Skitl.€  cussion -
Skill B o - o skinB
4 Micro-.  ‘Meeting re = Teach C Intro. "#Post dis- *
- teaching Skill C ~ . .Skill B - cussion

Skill € L e o Skill € -

26
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Other Features of EdGen226

N

Modules. These are brief, concentrated presentations on topics
thought to be of interest and uti]ity‘to Professional Year students.
They have included

a. visits to specia; education facilities .

‘b.' a unit on the use of newspapers in schools
c. e unit on sex SUereotypiné .
d. a unit on racial. stereotyping
; e. aunit on group processes:
Research performed by au internal evaTuator (11, 1979) has shown tpat

- students perceive the first two modules as much more helpful than

the last three.

0.C.R.E. (Off -Campus Residential Experlence) An‘O.C.R.E: is

he]d in ear]y October each year (Fa]] 0.C.R.E.) and’ another in early

February (W1nter 0.C.R.E.). It is d1ff1cu1t to express 1n words
exactly what 0.C. R E. means to the program, . Certa1n]y, 1t 1s an

express1on of the human1st1c ph1losoph1ca1 stance referred to in

Y

Learn1ng to Teach—A Shared Respons1Q111ty (1981-4), a-manua1 for use
in the Internship‘yéar} The genera] expectatlons set out in O C R.E.
Student Resource Manua1 1(undated 1) provide further-c1ues-to the

| s1gn1f1cance of 0.C. R E. They stéte thatejt provides opportupities
for students to : | | “ |

.. bu1]d group c0hes1veness and pos1t1ve group mora]e, ..
to tearn and practise group processes and . . . to develop
proféessional attitudes which are prize- obJect1ves of “the

~_teacher tra1n1ng program,- i.e. 1eadersh1p, concern for pupils,
o respons1b111ty in the useé of the environment, creativity in
.ithe use of resources, respons1b1]1ty for/to co]]eagues
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It is also exoected te allow faculty supervisors to begin to get to
know students before thé Fall student teaching begins (1btd.:1). |
B 0.C.R.E. sessions 1astvthree»days and are held in.a
beautiful settino (see Plate 4) about one hour's drive from Montview.‘
Each section of about:twenty five students is’based at a location out
“of sight and hear1ng range of other sections and the ma1n bu11d1ngs
':Two bell-tents are provided per‘sect1on and some students elect to
sleep in these rather than inside in the main bu1]d1ngs Some
| activities, like the Qampf1re on the f1rst\n1ght (see P1ate'5), involve
'a]i ‘students; others centre on the section as a unit. ‘P]ate»6 shows
.some members of a section reporting to the rest of the section on one
of the a551gned act1v1t1es A]though there is a f1xed t1metab1e of |
..activities and two Ieaders are a§s1gned to eaeh seotjon, 11tt]e formal‘
]eadership'is provided The sections are expected to ”deye]op their,
own internal working relations as a task or1ented group" (0.C.R.E.,
Student Resource Manual 1, undated: 1) | |
A recurr1ng theme is 1nterpersona1 re]at1onsh1ps and mutua] )
trust wh11e students tend o be vast]y amused at the antics of o |
their fellows in a game des1qned to s1muJate prob]ems faced by
fthe mu1t1-hand1capped (see P1ate 7)} the mood 1s much more sombre
when all of them are’ b11ndfo1ded ‘and asked to p]ace their trust 1n a :
s1ng]e, s1ghted 1eader (see Plate 8) | | s
The overa]] respons1b111ty For the 1982 83 O C. R E S was 1n
the hands of a facu]ty member from the Hea]th and Phys1ca1 Educat1on ':f§:

area H1s prev1ous exper1ence as a profess1ona1 enterta1ner probab]y

contr1buted to the smooth runn1ng of the. massed act1v1t1es An
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annotated timetable of acttyitiesis provided in Table 4, but it is’
certaln that in the case of 0.C.R. E the whole iS;greater than:thé?

- sum of the parts

-

Two_Week block in field. This;extended block ‘of school

experience'ﬁs undertakenAin early April \ Dur1ng the two weeks, the
student 1s expected to teach one or more un1ts of work to pract1se"h"
skills wh1ch were 1mperfect1y mastered ear11er and to attempt to

1ntegrate as many of the sk111s as. poss1b1e 1n s1ng]e 1essons

Other Courses in Second Year

As stated ear11er the Second Year is.s0. structured as to ;.
.Q;perm1t the 1ntegrat1on of a11 courses W1th the schoo1 exper1ence | _
Thus, the 1nstructors of c]asses in Art Hea]th and Phys1ca1 Educat1on,_.3fr
-,.Language Math Mu51c, Read1ng, Science, Soc1a1 Stud1es and Psycho]ogy
(are expected to be aware of the EdGen226 foc1 and to prepare thelr

:' presentat1ons t0«address both subJect area content and the teach1ng %

sk111 for the week

'Evaluat1on of Schoo1 Pract1ce-Second Year :

Each student has h1s or her teach1n§ eva]uated at least{KW1ce

o

’ dur1ng the Pre Internsh1p year once at Chr1stmas and aga1n at fﬁé“\

~

Jpconclus1on of the schoo1 exper1ence 1n Apr11 StUd?§;$ rece1ve rat1ngs,- :

';'on a large number of cr1ter1a on a newly developed ra 1ng form and 1n

rtthe f1na1 Apr11 assessment,cooperat1ng teachers are asked to Judge ih

..hwhether or. not the student 1s ready to proceed to Internsh1p

..
. o~



Part of Fall 0.

Table 4

C.R.E. Activities Timetable

« ~aumn

Wednesday 9.

12.

10.

Thursday 9.
. 12.

10.

Friday - 9.

12.

00 a.m.
.30

00

.30
.30
.30
.00

30

00
00

.30.
.30

.30
.00

00

00

00

.30
.30

p.m.

a.m.

p.m.

a.m.

General orientation

Collect camping equipment, travel to site,
begin site development (set up tents,
prepare fireplace)

Lunch

Projects (h to be completed) at camp site

Canoeing lessons and practice
Supper

Campfire—each section to provide an item
expressing its identity

Film and refreshments

Orienteering

~ Lunch

Projects at camp site

"Group effectiveness (sensitivity)

See Plates 7 and 8 g
Supper
Concert provided by sections

Dance and refreshments

Science and environment exercise and site

- clean-up

Lunch
Pack and cfean-up

Leave for Montview




Third Year—The Internship Year

.
-
4 v

Those students who are judged ready fo procee& usually enter'
schools in the Fall semester, and remain there full-time until the ;
Christhas break.: fhe intention of the Internship is to provide a
"nearly real experience for the prospecti?e teacher" (Learning to
Teach—A Shared Responsibility, 1981:3), |

The Internship is’'a very tho}oughly planned and structuréd
eXperience. Detai]edlinstructions deéigned to enhance the student's
growthias a person and as a skilled user of teaching strategies are |
given to §tudent, cooperatang teacher and faculty advisor in .the form
of a one hundred pagé book (Learning to Teach—A Shared Respohsibility,
1981). In order to facilitate the trainiﬁg of students and cooperating
te%chers in both interpersonal and supervision,ski]]s, Special Intekn-‘
ship Seminars are offered befbre the Internshib begins and in'its first

few weeks. Student and cdoperqting’teacher pairs attend the Seminar

which best suits their own commitments.

2

Special Internship Seminars
The Semiﬁars are held ét:the same site a;‘the 0ff-Campus
Residential Experience. The formal timetable ruﬁs four days, from
Monday evening unfi] Friday afternoon at 3.30 p.m., and sessions are
scheduled every morning,iafternoon and night. The only ‘]1ght relief'
is on.Thursday éveﬁing, wheh a dance is ordanized in a nearby towA;
Léaders come from Schools, the University, the Teachers'

Federation, Trustees' Association and sometimes from outside the

.o - X
province. Attempts are made to pair inexperienced leaders with leaders

35



who have filled the role at least once before. Leadership training
begins at 7.00 p.m. on Sunday evening and continues all day Monday

until the opening meeting of the Seminar.

The three major themes of the Seminar are interpersonal
re]at1onsh1ps, clinical supervision and intern growth and
development (XVII, 1979:30). A major act1v1ty des1gned "to
initiate communication of deeper concerns about individual
responsibilities" (VII, 1982:48) takes place on the first morning.
It consists of intern and cooeerating teacher pairs spending

2% hours together working through a ﬁwe]ve page document aimed

at facilitating the expression of concerns, expeétations and

personal feelings. Plate 9 illustrates one such pair part way
through this exercise.
Groub work on self-disclosure and the giving and receiving of

feedback is also undertaken. Plate 10 illustrates a leader. engaging

in 'thumb-wrestling' as a springboard to a discussion of the potential

fer misinterpreting others' feelings. This particular example was
particularly striking, es one of the pair comp]efely misread the
other's feelings during the exercise.

After this concentrated period spent in practising 1nper-
personal skills, .clinical supervis{on skills are reviewed en the_j
morning of the segéﬁa day { Uednesday) and practised in the afternoon.
This is done by each student presenting a.lesson using the members
of the group as pupils. Plate 11 shows the practical segment of a
lesson on juggling. The pre-conferences and post-conferences are

audited by other group members (seeJP]ate 12), who provide feedback

36
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on the use of communication skills in the conferences. More detai]ed

work on c11n1ca1 superv1s1on is done on the, th1rd day The final day

is devoted to exerc1ses and discussion on conf11ct resolution, and

preparat1on_for the return to schools. Participants are invited to
_consjder the possihleldifficu1tie3'of using their new skills in the

| school environment, and how these difficulties might be overcome. -

Finally, structured‘eya1uation of the Seminar is completed. After

\ teachere and interns leave, a final leaders' meetinglis held to identify

‘concerns_and potential avenues of improvement for fdture Seminars.

: The'Seminar,was first introduced in 1972 and has been eyo]ving ever

" since (X,'1980:3; Minutes of Joint Committee on Field Experience,

- May 3, October 27, 1972). Its eignificance for both personal and

skill development will be explored in later chapters.
| .

Evaluation of School Practice—Third Year

The cooperating teachér comp1etes‘a 'PTacement Profi]e' on
the intern &t the conc]dsion'of the Internship. This is done in
- consultation with the faculty advisor_(Learning to Teach;—A Shared .
hesponsib111ty, 1981:35). An overall grade of Pass, Fai]'or |
Incomplete is assigned The latter two grades may be ass1gned by'
either faculty advisor or cooperat1ng teacher (1b1d 36) Rating
sca]es are a]so completed on a number- of personal and professional
qua11t1es, teach1ng competence and classroom management. It is:

" the respons1b111ty of the facu]ty adv1sor to inform the 1ntern and
cooperat1ng teacher that the report 1s used mainly for emp]oyment

references (ibid.:35). Several levels of appea] are’ ava11ab1e,to an.

aggrieved student.
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Fourth Year

No school experience is planned after the'end of.the_Internship.
For most e]ementary studento, this means that the last three semesters
of the degree program involve no eXposure to.classroom experiences.’
. The reason for this long period of exposure to theory nithout oppor-
tunity for practice may be 1arge1y historical. As exp]ained ear1ier,
this year's FirstlYear intake (Fall, 1982) is the first to be requ1red
to take the full, ﬁd/r year degree program for teacher cert1f1cat1on
Until now, three years study was suff1c1ent for cert1f1cat1on There-
fore, school exper1ence had to’be fitted into three years to cater for
those students who chose to Teave in minimum time. This constraint no
1onger applies, and a]reody exoloratory moves heve been made to provide
further obportunity for integration of theory»ondjpracticefin Fourth .

Year (IX, 1981; XIX, 1980).

A\

Further Faculty Involvement with the Practicum

Superviéion of Student Teaching

Every Student is assigned a faculty advisor who‘visits the
schoo]_to opserve the student teaching; For First Year students, the
advisor sometines does not see the student tééching; but wi]]kdiscuss
Fhe student's'observations and ch0ughcs about teaching as a career.
"The prescribed mode of 1esson supervioion’iS'a form off
c11n1ca1 superv1s1on, 1nvo]v1ng a pre- Tesson conference observat1on
of the Tesson and a post lesson conference It is expected that

facu]ty advisors and c00perat1ng teachers w111 become fam111ar w1th

and use th1s mode of superv1s1on
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Faculty -advisors may be aéademic staff;msess%ona] f%aff or
graduate students. Not all academic staff act as faculty advisors.
The typiéaJ advisor will have between foursand ten advisees at one
or mone.of the three year ]evg]s; The expectation is that each student
will receive a Q?sit from the advfsor‘evefy two to three weeks. In
practice, this varies enormously, students at risk oftén being seen
much mo}e frgquently[ Such. students, and students in remote 1ocation§
(e.g., La Maison Rouge,\doohmiles north of ﬁontview) are often visited

by more than one faculty member.

w

Faculty Advisor Norkshdps

“These'are‘run for those faculty advisors who wish to, and are
able to, attend.  In Fall, 1982, sessions were offered in mid-October .
and mid-Novembér. The October session outlined eight tasks required
of advisors, covered some paperwork issues, and'thén the group divided
| accordﬁhg to major interest in intern—9n~pne-ﬁntern.supervﬁéion to
ana1yze sample lessons and practise clinical supervision very'brief]y.
The November sUpervision seminar had as stated purpose: -
. to acquaint new faculty, graduate students and sessionals.
‘with various aspects of.supervision and to review with
experienced faculty members the roles, responsibilities and
expectations of field advisors. (Memorandum to Pre-Intern and
Intern Supervisors, November 2, 1982) - ' 3 :
Six dayg‘]ater, a.memOrahdum on Guidelines for Supervision was
distributed. This contained a paper on clinical supervision, one on

setting targets and measuring performance and one on feedback.
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: Cooperating,Teacher wOrkshops
7 These are he]d for cooperating teachers of interns and pre-
1ntern; on separate even1ngs§ Typ1ca11y, they involve opening remarks
by the coordinator of professional deve]opment and a presentat1on by |
the program manager Fo]]ow1ng quest1ons and d1scuss1on, the
.cooperating teachers are taken to supper by the faculty members
present. The very short time allowed™ (4.30-6.30 p.m?%wand ‘the large
tamount of adm1n1strat1ve material to be covered, effectively prevents
. new cooperat1ng teachers from fully mastering the pr1nc1p1es and
practice of c]jnita] supervision. _However, one of the eight tasks of
faculty advisors outlined at their October meeting was to model
clinical supervision for cooperating teachers. In idealfonditions,
this mechanism should work as intended. Some comments on the degree

of success actua]]y experienced appear in a ]ater chapter dea11ng w1th

‘cooperating teachers

Internal Research on-the;Practicum} =

Severa] members of the faculty, have}been involved with‘researCh
into the Practicum in whlch they explored var1ous aspects of the schoo]
,exper1ence offered at the Schoo1 of Educat1on Montv1ew Un1vers1ty

RS

To preserve the anonym1ty of the research. s1te roman numerals are

used in referenc1ng the work “which is 11sted as Group B in the’ B1b11cg- .

raphy. The)research was largely survey-=type in which various interested
- parties were invited to comment on aspects of:the:school experience

at Montvdew,University Another group of»papers set out to eXp]ain

what occurs in the Montv1ew Pract1cum in terms of several theoret1ca]

. /

] frameworks ~ The Montvlew research is referred to in the context of



the issue or issues to which it is relevant.

Summary
| ‘.h " ‘ - ‘
The Montview Elementary Practicum includes most of the program
elements usually foﬁnd Rn‘such programs Wor]dwide, wfth few, if any, @& v
unique features. It is in the relative emphases,gjven to the components
that any distinctiveness claimed for the program must 1ie. qA detailed
analysis of those issues seen as important by proéram personnel Qii]'

portray the Montview program and reveal its distinctive features. .
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Chapter 3

METHODOLOGY

Y

Introduction

/

. only the’innovative are ca]]ed upon to. demonstrate /
their: effect1veness

Thus did Stake (1976:2) 1ntroduce a-critique of ex1st1ng
eva?uat1on practices and a discussion of what he saw as some viable
ea]ternat1ves It appears to be standard pract1ce for wr1ters in the
f1e]d of qua]1tat1ve approaches to educat1ona] research to include a
;d1scuss1on of the re]at1ve merits of qua11tat1ve and quantttat1ve
methods (Zeichner, 1978; Stake, 1972, 1975, 1976d; Parlett and |
Hami]ton;']972; Glaser and Strauss, 1967). They aim to demonStrate
the superiority of the qualitative approach and usually take one of
two approaches. They may attempt to demonstrate the 1nadequac1es of
quant1tat1ve research or they may argue the super1or1ty of the
qua11tat1ve approach. More recently, there appears to be a trend to
seek a rapprochement between the fact1ons, and to argue that there
may be a p]ace for both approaches (Re1chardt and Cook, .1979; Trend,
19795 Ianni and Orr, 1979; Kalman, 1976; Light and Pi]]emer,_i982). |

" Plan of the Chaoter

In th1s chapter, some examples of the ‘three approaehes ment1oned

_ above will be exam1ned This will be fo11owed by a section in which

.

not1ce is taken of warn1ngs expressed by several researchers concern1ng

a4
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the uncritical application of qualitative methods. Then, under the )

‘heading 'Choice of a Method,' Stake's Responsive Evaluation (]972, 1975)
will be considered in some detail. -

Matters pertajning'to'the researcher's entry to the:researchc
site, data co]]ectioh andstreatment will then be e;amineo;_and

finally, considerations of the authenticity of the data and interpre-

tations will be dealt with. A (.
Problems with Quantitative Educational
Research e
- o N _— | | -
Limited gsefu]ness to Practitioners AR

In a paper‘presented to the Associatigon of Teacher‘Educators
arguing for more qua]ftative,educationa] research; Zeichner~(1928) |
stated that the psychometrfc approach has severely Timited the qUestions_
asked by researchers. ;G1aser and Strauss (1967) made a S1m11ar point |
Whenhthey referred to the'hindingbeffect.of‘commjtment‘to a precon-_.,._
cexved theory in quantitative research Stake (1976d) raiTéd~at

4

. eva]uators who had little or no understanding of the content or 1ssues

./\\

of the programs they evaluated. In another paper, Stake (1976e)%‘;€§3
ctaimed that educators often Saw little or no re]evance to theirw |

programs in eva]uat1on stud1es wh1ch placed stress on obJect1v1ty and
systemathat1on He warned researchers aga1nst perform1ng peer-

,adm1red stud1es of no use to the c11ent

§

 An Ep1stemo]oglca1 Note

In an article dea11ng w1th d1fferent poss1b1e ep1stemolog1es

zuAdm1n1strat1on research,‘tu1bertson (1982) po1nted out
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that"]Ogica1_positivism was inherently inappropriate for dealing wtth
questions involving subjective values. Parlett and}Hamilton (1972)
argued that it was incorrect to believe that there were ajv_forms‘

of research free of concerns about subjectivity3

) Logical positivtsts who work in the area of organizationa1
&perations c1ear1y believe in the existence of laws governing sUch
operat1ons, and in the feas1b111ty of performing research to ejucidate
these laws. D1ametr1ca11y opposed to th1s pos1t1on was that taken by
Qreenfield (1982), whogclajmed that in the -domain of organ1zat1oha1
operations,_there are hohtaWS. khile not taking such an extreme
pos}tion, Zeichner (1978) stated that soﬁe insights are 1naccessib1e
by conventiona] means and that ". . . reality cannot be broken down -
into component parts without a resultant misrepresentatiohfof that
rea11ty " . | |

‘Related to the pos1t1on taken by Zelchner (1b1d ) is that of.

Parlett and Hamilton (1972:22), who warned eva]uators aga1nst “spur1ous

technologica1 simp]ification of rea]1tyv .,Stake (1972a:3)‘wrote of‘,

, eva]uators whose ro1e should be to keep pe0p1e Min touch W1th the

rea11ty of 1nstruct10n“ but whose "scrapbooks are. fu]] of en1argements

of en]argements" (1b1d :3). LeV1ne (1973) argued that even very we1]

des1gned experwments make assumpt1ons about the soc1a1 wor1d wh1ch are o
' 8 not a]ways tenable The examp]e he gave of such an assumpt1on is that

| of exper1menter honestv The 1nfamous case of S1r Cyr1] Burt's I. Q

research prov1ded a gross examp]e of the v1o1at1on of that assumpt1on :

. Educat1ona] po11cy w1th far reach1ng ram1f1cat1ons and persona1 s1g—

n1f1cance for m11]1ons of Br1t1sh schoo] ch11dren was pred1cated on

46
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Burt'’s research results.

Changes dur1ng,Eva1uat1ons

A prob]em faced by eva]uatOrs is to know what to do about
programs which change during the Tife of the evaTuat1on. Ze1chner
(1978) observed that oua]itatiVe-methods aTTowed”éva]uators:to note -

S
e

that "the pre-ord1nate approach- is not usua]Ty sens1t1ve to ongo1ng

changes in program purposeu" Preordinate evaTuators havevessentﬂally '

two ways -to hand]e change dur1ng an eva]uat1on, Jneither of wh1ch

47

~ changes in a program dur1ng eva]uat1on wh11e Stake (1975b'27) stated" )

appears to be sat1sfactory They may 1gnore the change, and hope 1t :

does not interact w1th the1r measured var1ab1es, or they may attempt - ‘

-to suppress the change, and r1sk 1ncurr1ng the rlghteous wrath of

program.personne] who w1shed to make the chahge. Footnotes 17 and 18 |

in Par]ett and Ham11ton (T°72 8 Q) prov1ded d1sturb1ng examp]es of

both methods

'Summary The Case aga1nst the Quant1tatlue»’-

Paradigm in Behav1ora] SC1ence

| Summar1z1ng the case aga1nst the uncr1t1ca1 use of quant1tat1ve
methodo]og1es in educat1ona1 research Par]ett and Ham11ton (1972.8,9)-
noted the fo]10w1ng shortcomwngs : ‘
1 The number ofgre]evant parameters 1n edUcat1ona] s1tuat10ns
1s s0° Targe that 1t requ1res e1ther unrea11st1ca11y large samp]es or
art1f1c1a1 controT of var1ab1es iy -',“ R CT,:f»'V;igsn

7, 2. Innovat1ve programs usua]]y 1nv01ve changes dur1ng the

term of an eva]uat1on Preord1nate_eva]uatjon cannot accommodatetto x\

’

s

e,

these changes

¥
.t



3. ' Traditional evaluations necessarily impose artificial and
unacceptable restriction on the scope of studies.

4, Statistical processes usyally obscureé important atypical
data. |

5. ﬁarticipaqt value positions are usually ignored in
.quantitative evaluations.

Zeichner's list (1978:3-5) of the problems of the psycho-
metric paradigm in behavioral science ihc]uded artificiality,
sterility, pauciﬁy of variance explained, and the excessive concentra-
tion on chosen variables to the exclusion of other possibly crucial
variables.

~The aréuments advanced by‘the writers cited above appear
compelling. The claims made for more naturalistic modes of research

will be briefly surveyed in the next section. o ’

4

Strengths-of Qualitative Educationg} Research

Pillemer and Light are researchers who work firmly within a

quantitatiVe'paradigm. Nevertheless, in a paper dealing with synthe-
€ . .

¥

sizing quantitative studies (Pillemer énd Light, \980), they argued for
the use of an approach which had a distinctly natura]ﬁstic f]éVor. Thisl
was to examine conflicting resu]tshfrom the quantitative stu@ies "to ’
- alert us to search for'packground factors thaticah explain conf]icfs“
(ibid.:190). They also advised de]d-be synthesizers 'to look fer
“outliers" or exceptional programs (ibid.:190).

Guba (1981:5) argued that the naturaiistic paradigm is better

for social/behavioral phenomena for three basic reasons:
Fl N



1. There are multiple realities, existing chief]y}in the
minds of people.

2. It is impossible to maintain investigator neufra]ity when
working with people. | N

3. Human behavior is rarely context-frée.

Horowitz (1972) recounted an engaéing tale to give prominence
to Oné of thg distinctive strengths of the qualitative paradigm, the
importance éccorded to extreme cases. The story déh]f with twenty five
carnation plants, twenty four of which throve and p‘%duced many
excellent blooms, while the twenty fifth plant died. Nevertheless,
the average number of b]ooms.per plant was very satisfactory.

Horowitz (ibid.) contrasted this situation with one where twenty four
children in a class learned well, while one had serious -learning
'diffjculties. In the horticu]tura]'exampié, a quantitatiVe‘paradigm
was eminently apbropriate HoweQer when working with people, methods
needed to be used which took into account individuals at the extreme
| ends of distributions, 1in more sensitive ways than mere]y a11ow1ng them
to affect the sizes of standard deviations. ‘

The story of a breedlng pair of beardedvtits told by Seott and
Eklund (1978) Qraphica]]y illustrated both the need for‘Veny careful
,wobservation; and the importahce of studying Tiving o%ganisms in environ-
ments which are as cTose to natural as possible.

In a monograph on natura]istﬁc inquiry.in educational evalua-
tion, Guba (1978) stated that the need for naturalistic inquiry could
be argued_on the basis of eight purposes:

1. To provide more‘investigative strategies for emerging

questians.



2. To assist wjth the study of process.
3. To provide a methodology when expgrimentation is
impossible. L
4. To investigate.treatmen£-situation interactions more
adequately.
5. To avoid implicit shaping of outcomes.
6. To optimize generalizability.
7. To meet practical criteria defined (by Glaser and Strauss,
1967:3-12) as fitting, working and communicating. .
8. To redress the balance betweeh what people do and what they
say they do, specifically with respect to people who claim to use 'the’
scientific method.'
Stake (1976d:4) stateu:
The key hope, I think, is that subjective information based on
key issues, oriented to real problems in particular situations,
rigorously cross-examined, will become a standard offering of
evaluation studies . . . It seems to me to be a matter of
epistemology; how do we know our programs? Uhat counts as
evidence that a program is working?
This passage perhaps best expresses the fundamental emphasis in most
of Stake's recent writfng on evaluation research. "Héw do we'know our
programs?" (ibid.) is answered by Stake in other papers (see, for
example, Stake, 1975a, 1975b, 1976b). In each of these, he answers
—that to communicate with program personnel about the program, some
form of natural communication is almost always more effective, and
certainly more relevant, than an array of numbers, no matter how’
/

detailed. To commdnicate with other audiences, either direct or

vicarious experience with the program is desirable.



Rapprochement between Paradigms

o

During the past five vears, there has been a tendency fof
researchers to see beyond single-paradigm polemics and to begin to
recognize the possibility of combining‘quantitative and qualitative
methods in research. Articles like "Beyond Qualitative Versus
Quantitative Methods" (Reichardt and Cook, 1979), "On the Reconci]iatioﬁ
of Qué]itative and Quantitative Analyses: A Case Study" (Treﬁd,n]979)
and "Mixing Qualitative and Quantitétive Methodé: Triangulation in
Action" (Jick, 1979) featured arguments that mixing methodo]ogies is —
not mere1§ acceptable, but may also strengthen research. Even
primarily quantitative{researcheré like Light and Pillemer (1982)
argued for capitalizing on the strengths of both hethodo]ogies.

These arguments are expanded later in the chapter, in the

section dealing with authenticity concerns.

A Note on Fashion in Research

G

Rist (1980) noted a tendency for some researchers to adopt
uncritically any new research methodology merely becéuse it was new.
Specifically, he criticized what he called "blitzkrieg ethnographers"
who'spent inadequate peribds of time at a research site,'but who stit®
claimed to"have produced "an ethnbgraphy." Ianni and Orr (1979) made N
the same point as Rist and also identified a number of other pkbblems
associated with qualitative reseahch in'educationa] settings.  They
asserted that there was a need for development of a range.df qualita-

tive methods to complement participant}observation and warned would-be

qualitative educational researchers to note and take account of the

by



problems they had listed.
In a paper on possible approaches to educational evaluation,
Codd (198]) cited Parsons (1976:136) warning to researchers.against
the . adopt1on of new approaches for ideological reasons. While one
'm1ght‘argue‘that a researcher's ideology could be a totally valid
influence on his selection ofea research paradigm (seé, foreoxamp1e,
Bates (1982) on critical theory in Educational Administration), it
seems nevertheless desirable to select a research paradigm op rather
broader grounds that its consonance with»the researcher's ideological
stanCE. | | 4
}The rest of this chapter describes the methodoTogy used to
execute a responsive evaluation of the Elementary Practicum at

Montview University. While numerical data were utilized where

available and appropriaie, the major methodology used was naturalistic.

Choice of a Method: Responsive Evaluation-

' Ry ’ ' .
ro The researcher believes:

1. That to be worth doing, educational evaluations should be

reported in modes accessible to all their audiences. As Stake
(1978b 6) put it:
And frequently that everyday- life perspect1ve will be super1or |
for discourse among scholars for they too often share among
themselves more of ord1nary experience than of special
conceptualizations.

2. That to be maximally accessible, evaluation reports should
include both verbatim statements and 1nterpretat10n of group opinion

from as wide a range of program participahts and othér 1ptérested

parties as possible.



3. That where a wide divergence of opinion exists, this

should be reflected in the repdrt.

lﬂ\

4. That in spite of the'informality implied B} 1. and 2.
above, the question.of the'authenticity of Hata and interpretations
must be addressed and strenuous efforts made‘tovensure that'thg |
“report presents an authentic portraft of the evaluated program.
Authenticity is the term adopted by Guba (1978) to avoid the
quantitative connotations associated with the terms reliability,
validity and objectivity. It is discussed in some detail Jater in
the chapter, j _ |

- It appeared to the‘fesearcher;that Stake's responsive evalua-

tion (1975b) met most of the fequirements,above as well as, or better

Ed

than, any other approach. . )
In the words of Stake (1975b:14):

An educational evaluation is responsive evaluation if it
orients more directly to program activities than to program
intents; responds to audience requirements for information;
and if the different value-perspectives present are referred
to in reporting the success or failure of the program.

Unlike preordinate evaluations. which focus on:objectives or

hypotheses, responsive evaluations focus on issues. These are to be

e

permittedﬁlo emergé throughoutjihe evaidation (ibid.:]?)_and are con-
ceptué]izéd)as matters of importance and";ruc%a]_Concekﬁ3to pebp}e;r
in, or concerned with, the-prog?aml' |

".To c]arify'the essence of respﬁnsfvé eyaﬁdation, it may be
expedient tO‘examjne“what Stake and others'havevsaidfab0uf ft, .
' specifically focussing onexempTar§ and.non-exemplars of responsive ‘

evaluators and evaluations. Responsive evaluators are not:

03



. 1. External deliverers of insights (Stake, 1975b:36).
V'Z. Removers of mysteries about the program (ibid.:23).
They shou]d instead portray such mysteries.
23R Orda1ned to battle illogical va]ue posit1ons held by

- program personne], a]though they may point out that others view things
differently (ibid.:37). |

4, Assessors of goa]eattainment (Stake and -Hoke, 1976:53).

5. ~Givers of answers. In fact, they may well not even know
the questions (ibid.:53). . |

6. Useful for situations with clear, measurable criterion
variables and the»need for a specific decision, rather than under-
standtng of the program (Stake, 1976a:20).\ In such situations,
preordinate evaluation is more appropriate.

On the other hand, responsive evaluators dre:

1. Facilitators helping program personnel discbver ideas,
answers and solutions in their own minds (Stake, 1975b:36).

2. Portrayers of concerns felt by program‘personne1 (Stake
- and Hoke, 1976:53).

3. Contr1hutors toward the enhancement of understanding or
reso]ut1on of issues (Stake, 1975b 17).

| 4., Providers of opportun1t1es for Vicarious.experience!of

programs (Stake 1976b'351) |

5. Mirrors of rea11ty for those concerned w1th the programs
(Hopkins, 1979:2). ’
'_ 6. Descr1bersvand portrayers ofnprogramé,Iwhose work meets
the standards of 1cgic,.$ctence and ethics (Glass -and E11ett;'f980:217x

~
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7. Describers of what really happens‘jn programs, rather than a
what the downtown office says happens (Miies, 1981:492) (see also,
Lincoln and Guba, 1980:66).

8. Open to the incdusion and use of advocate and adversary
’reports and participant observers' perspectives (Stake and Gjerde,

1975).

Carrxjng out Responsive Evaluation
Stake has not ]eid out a fixed set of procedures which must be

executed in order for a study to be a responsive evaluation. However,
he provided‘a Tist of “"prominent events" (Stake, 1975b:20), as a.guide
for evaluators. This list is reproduced in Figure 1. Although the
events are arranged around the face of a clock, there 4s no compu]s1on
to trave1 from one to another in clockwise order (ibid.:18).

| As a guide to what sorts of data an evaluator may wish to
co11ect, Stake sdggeéted the use of hie_1967;matrix, reproduced here
as Figure 2, ‘ | |
| | As generai advice about what to look for,'Stake (1975:]51
" stated that the evaluator ". . . should not fail td’discover the best

and worst of program happenings.” On reportianﬁindings, he said

(ibid.:23): . | -
The program staff . . .'méy be uncertain, and the audiences
should feel that uncerta1nty .« . More ambiguity, rather

than ]ess may be needed in our reports

Relevance Versus Rigor

This is a content1ous area of Stake S wr1t1ngs and the

'researcher be11eves that Stake may have overstated his be]1efs in order :
/
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Talk
with clients,
"..program staff,

Assemble audiences Identify ;
formal L program
reports, scope
if any R
Format for .
audience use . Overview
program
activities
Winnow, _
match issues . Discover
to audiences " purposes,
A concerns
Thematize:
prepare portrayals, - . ) Conceptualize
case studies o @  jssues,
' problems
Observe - Identify
designated data needs -
antecedents, ‘ re. issues
transactions, bSe]ect '
and outcomes observers,
Jjudges;
instruments
if any
!
Figure 1

ARrominent Events in a ResponsiVe Evaluation
(Source: Stake, 1975b)
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JUDGMENT MATRIX

A Layout of Statements and Data to be Collected
by the Evaluator of an Educational Program

(Source: Stake, 1975b)




-to make what he saw as an essential point. For example, the evaluator
"sacrifices some precision in measurement, hopefully to increase the
usefulness of the findings to persohs in and around the program"
(Stake, 1975af10). On examining a few cases in depth, rather than
the.whole population superficially:
The evaluator will find that case studies of several students
may more interestingly and faithfully represent the educational
program than a few measurements on all the students . . . The
sampling error will often be a satisfactory price to pay for
the improvement in communication. (Stake, 1975a:25)
On making school evaluations relevant "we face a choice between
" relevance and objective quantitative measurement" (Stake, 1976b:351).
These and other similar statements have led to criticism.
For example, Rakel (1976:35) commented on a;responsi?e,eva]uation
which had been carried out on his Department of Family Practice at
the University of Iowa:
The responsive approach may be more reievant»to identifying
. the concerns and attitudes of Family Practice residents and
“faculty, but it is less accurate as a measure of the effective-

ness of established teaching methods.

~* More specjfic'criticism was levelled by Ga]]aghér (1976), a
(,“., ’

_director of Educational Research and Services at the School of Medicine -

at Wayne State'UniNersity, who quoted Stake's remarks about sacrificing

some accuracy for relevance. He then araued that the ultimate

relevance of data.depends on'its quality and questioned why Stake did -,

.not use quantitative aspects when they were relevant. In this,
/Ga11agher showed a Tess than careful reading of Stake's work. Stake

did recommend use of quantitative techniques'where they are apﬁropri—

ate (see, for example, Stake, 1975b:16,17,22). Gallagher also claimed

“that even a responsive evaluator made decisions, but that these are

58



less explicit, public and replicable. It is debatable whether Stake
ever made decisions dbout programs he studied. His stated position
.. (Stake, 1975b:36) was:

he is making his greatest contribution, I think, when he is
helping people discover jdeas, answers, solutions, within

their own minds . . . He promotes internal author1ty rather

than extelnal author1t :

It is understandable that people whose entire training and

experiences have been within the huant{tative paradigm should feel at

best uncomfortable with responsive eva]Uatiqn reports. Stake.

(1975b:19) claimed’ that "There is seldom a greater legitimacy, however,

than the endorsement of large numbers of audience-significant people."
He went on to suggest that -an evaluator "may need to d1scover whet
legitimacies h1s aud1ences .'. honor" (1b)d..29). He did not
indicate what action (if any) was possible tf members'of'the audience

honored only quantitatiue work. - In an attempt to proVide an-advance

organizer for those faculty members whose academie’training:haé heen ,

purely quantitative, a brief memorandum On{responsive evaluation was

* prepared- and distributed to all faculty. A copy is included as

Appendix 1. Stake's own advice abOut-legitimat@@f rd@ponsive evalua-

tions will be discussed in the authenticity section below. -

t ' . | . »
Summary ‘ W _ | ‘

' ﬁggtake encapsu]ated responsive eva]uat1on dur1ng an 1nterv1ew

he gave with Larry Braskamp and Jack Morr1son and from wh1ch the

fo110w1ng is excerpted (Stake 1975 36 37)

1 11ke the eva]uator more in the role’ of civil servant than

civil philosopher. When you hire an évaluator, you aren't hiring i

- a person who has a great deal of wisdom about ‘your problems . .J,
’ It 1s much more 11ke1y that whatever truths,. whatever so]ut1ons

. -1
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- to conduct a. respons1ve eva]uat1on of the. E1ementary Practwcum at

60 -

there are, exist in the minds of the people running the program,
those patrons of the program . . . I emphasize the fac1]1tator
role-mere than the deliverer of insights.

‘During a careful consideration of the above literature about
responsive evaluation, the researcher gradually develgped a conviction
that it offered a desirab]e means of becomtno intdmate]y acquainted'
with the Montview Elementary Practicum. It seemed that responsive
eva]uation fitted the canons of feasibility (in terms of time, money
and researcher competence), utility (for both the program personnel
and the researcher) and consonance with researcher ideology. What

remained was to negotiate entry to the research site and approval from

N

program administration to proceed with the evaluation.

Entry to the Research Site

i
In1t1a] contact 1n ear]y June 1982 was by te]ephone to the

Coord1nator of Profess1ona1 Deve]opment Th1s resulted in a letter

dated June 21 1nv1t1ng the researcher to act as a guest leader at

k)

gthe September 19- 24 Internsh1p Seminar (see Append1x 2). The invita-

t1on Was accepted and the app11cat1on form returned by the researcher,‘

: »accompan1ed by a 1etter express1nq 1nterest 1n perform1ng a respons1ve&//

1

eva1uat1on on ‘the Practlcum (see Append1x 3).

- Memorandum of‘Agreement

Fo]]ow1ng the researcher s attendance at the Sem1nar the Dean

| of Educat1on was approached w1th a request for approva] of a proposa]

' Montv1ew The—Dean was’ most accommodat1ng and accepted a Memorandum of

- _'Agreement (see Append1x 4) Th1s spec1f1ed the nature of the research,



identity of the researCher, presentation and distribution of a ftnal
report, access to data, resource implications for the eva1uation,and
contained a major section'dea]ing with principles of procedure.. This
' sect1on dea]t w1th access .to records generated by the researcher, veto
powers over the report d1s1nterest of the researcher, access to |
facu]ty and students, representatlon and acceptance, and pub11cat1on
and anonym1ty. The Memorandum of Agreement which was based on that
used by Bates, Braithwaite, Jenk1ns and Taft (1981), addressed a]]-////

leven themes 1dent1f1ed by Kemm1s (198Q) in a'paper on,case.study

methods in eva]uation. A comment'made by a-&bcu]ty member‘to avclass ;

[

in the researcher's hearing suggested that some staff may have resented o

. the Dean's acceptance of the Agreement w1thout consu1tat1on w1th the .

B

who1e facu]ty.

Consent Form

A consent form was de51gned for s1gnature by 1nterv1ew respon-
dents (see Appendix 5) It basz&a]ly stated the purpose of the
1nterv1ew and the pr1v11eged nature of the conversat1on, and prom1sed
anonym1tyrwhere p0551b1e-: In cases'%@ere doubt ex1sted about poten-
t1a11y damag1ng comments be1ng traced to the reigpndent the researcher a

prom1sed 0 contact the respondent for fwna] c]earance on the bas1s of

L fa1rness, accuracy, re]evance and anonym1ty before compietﬁ/g the

report ‘f' o ”f".‘ RN S *;,@.”"

v

Anonym1ty of Research S1te

- .The attempt to av0ﬂd revea11ng the true 1dent1ty of Montv1ew ;f

' 'Un1versTty proved d1ff1cu]t Clear]y, 1f there 1s a concern that anyahd”‘

R
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" Questionnaires

.. .

" of the insights gained at Montview are transferable to other sites,

then the more detailed the specification of Montvigy University

- characteristics are, the better the chance will be of‘assessing its

degree of similarity to another university. Nevertheless, certain
geographical and demographical features of Montview have been omitted

or altered in an attempt to conceal its identity.

Data Collection
P

Seven main.forms of data were co]]ectea. Four of these are
tfaditionally collected in most qualitative research.  They are data
from observat1on, 1nterV1ews, quest1onna1res and documents. Par1ett

and Hamﬂton (1972:15) 1isted Wdata areas for exp1o1tat1on by

V1]1um1nat1ve evaluators. The other three data sources are less

orthodox. They are the use of pho ographs, the collection of partici-
pant'abéervers perspectives and the se of a mod1f1ed judicial
\

eva]uat1on of part of the Practicum.

@&{ﬂleﬂ-_i )

Documents from the following groups were examined,

1, Minutes of the Joint Field Experience'Committee:
| 2. Papers and Journa1*art1c1es wr1tten by facu]ty and graduate
Sf*ﬁ‘hts about the. Montv1ew Practicum. ) Y

: “3;“ Gu1deS for each yearﬁof the elementary program.

1: A questionnaire designéd by the Internship Seminar
organizers (see Chapter 2) 1s‘g1ven'to each. participant in the

i
~
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Internship Seminars. A se]eetion of these was scaehed by the
researcher. | | |

2. A questionnaire is sent by the Faculty of .Education to eeeh
of the interns and cooperating teachers at the conclusion of each-Intern;
ship every year. The returns are summarized. Several summaries of
previous years were scanned by the researcher. The @uestionnaires
sent to interns undertaking Internship in Fall, 1982 (September to
Christmas) were revised with the approval of the coordihator.of
professional development, to better suit the researcher's information
needs. . . & |

3. An informal questionnaire listing issues identified by the

researcher was given to twenty five members of the Montview faculty

- and the student association president, most of whom had previously been

interviewed. They were asked to indicate whether they believed the

importance of each issue was triviatl, moderate or crucial.

4

- Observation

1. Meetings. The researcher requested and received the
formal approval of the Dean, expressed in a memo to facu]ty; to attend
any committee and subject area meet{ngs, subject to the approval of

the groups. Twenty four meetings were attended.

-

2. Internship Seminar. There were positive and negative :

aspects associated with the fact that the Seminar was he]d durlng the
f1rst week after the researcher S arr1va1 at Montv1ew wh11e it
provided an opportunity for an overview of an 1mportant element in ..

the Practicum,f$here had been insufficient time to build a conceptual

63
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3. Superintendents and directors

4. Students from first, third and fourth yeam

5. Schocl Trustees' Association

6. University administration

7. Education Students' Association executive

8. Post-graduate students

9. Native Teacher Training Program staff.
No attempt was made to samh]e randomly from the groups. Rather, a
form of 'theoretical sampling' was practised (Glaser and Stra2§s,
1967:45), where the developing understanding of the Prdcticum ahe its’ ,f’”‘\
important issues often suggested the fype of informant who was needed »
to verify interpretations. Thus, after'spending a large amount of 'x\,_\\
time winning the confidence of members of a parcicular group of students,
it was possible te'use in-depth questioning of these students to
develop understanding of certain emerginglissues. However, to guard
against the possibility that members of the group were exposed to
atypical experiences, studenfs from‘other groups were interviewed to

provide an opportunity for the interpretations to be confirmed or

questioned.

Elite interviews;' The approach used in most interviews was

. Dexter's "elite interview” (1970:5). In elite interviews, the inter-
_viewer takes the position that the respondent's riew of the:situafion

shou]d be respected and that the interviewer's ro]e is ma1n1y to pro-

vuhi certa1n broad genera] quest1ons and to. record what is said.

If necessary, 1ead1ng questions may be used part1cu1ar1y toward the

end of_an interview. , In this research, the e]nte interview approach
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was used for most faculty interviews. The guiding questions were:
" 1. What is your role in the Elementary Practicum? (The
Elementary Practicum was defined as. in Chapter 1.)

2. What doiyou see to be the strengths of the Elementary
Practicum? o

3. Do you have any concerns about the Elementary Practicum?

4,' If there‘were no resource»constraints;%hQWf/?} at all,
wou]d you alter the Elementary Practicum? - :

Most of the faculty interviews were aud1otaped and later
trenscribed. The transcription was done by the researcher to avoid
the possibility of a breach in anqnyﬁity which may have résu]ted
from}having the tapes commercially transcribed.

In the other interviews, vigorous attempts were made to achieve

verbatim records. The success rate in this endeavor varied greatly.

Mater1a1 wh1ch respondents stated to be important to them was recorded

verhgtlm, even if th1s meant that the researcher had to request that a

statement be repeated. - Similarly, mater1a1 which confirmed or dis-

confirmed'deveToping interpretations was recorded, as.close to

verbatim as possible. As much other nfaterial was recorded as was
consonant»with an attentive posture by the researcher. Only one of

over ninety respondents requested that notetak1ng cease. In that

- case, reconstruction of important points was attempted 1mmed1ate1y

fo]]oW1ng the interview.

Particigant Observers' Perspectives . : . L

‘In performwng an evaluation of The Twin Cﬁty Inst1tute for

Ta]ented Youth, Stake and Gjerde (1975) 1nc1uded e one- page 1nforma1

¥
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"the subseguent report " The resu1t1ng documents are presented as

report about the program from one of the program participants.

In the present evaluat1on, although'strenuous efforts were made
to portray the Pract1cum as 1t was, every piece of 1nterpretat1on
presented passed through a filter—the researcher’ s mind.’ Even the
verbatim quotes werelselected to sﬂpport the,particu]ar 1nterpnetat1on
presented. As7a partiad counter- to this potentialpsource of btas,
several program participants were asked to provide“participant

observers' perspectives. Apart from a copy of an example to use as

a general model (see Appendix 6), little or no guidance was given

to the part1c1pant, in an attempt to avo1d influencing the tone\Q\

A

Appendlces 7, 8 and 9. It may B® arqued, of course, that the persons

A

asked to assist in ‘this way were themse]ves selected 4 support the
1nterpretat1ons made In fact, the two ma1n‘cr1ter1a for se]ect)on

of a person were (a) the researcher's belief that the person was

- unusually articulate, and (b) the researcher's belief that the person

was open -minded about the Pract1cum, and 1?;a\pos1t1on to have

-exper1enced both positive and- negative feat ngf-pﬁ it

Modified Jud1c1a] Eva]uat1on '

‘micro-teaching (see‘Chapter 4 for—a~selection of the comments);‘ .

S
One aspect of the EdGen226 week]y cyc]e generated v1gorous

yet strongly po]ar1zed-comments. This was the week]y use of studentJ

Chapter 2 descr1bes how this f1ts into the program (q v.). In order .
to 111um1nate the d1sagreement about the 1ssue two facu]ty ‘memj

were asked to separately prov1de brief papers or aud1otapesf

/“\\\

one. 51de\each of the quest1on It was to be understood that'

B .//”’SW/
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statement necessarily reflected the author's. true beliefs about the
issue. Stake and Gjerde (1975) used a-similar approach in their

evaluation of the Summer'brogram<for talented youth.

An interesting extension to the Stake and Gjerde approach

was suggested by one of the faculty members and approved by the other.

This was to approach a facu]ty member from another university for |
comment on the two papers. Th1s was done, and appears in Chapter 4

~in the Micro- Teach1ng section.

Use of'Photographx:

68
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Stake (1975b) emphasized description and portrayal in reporting,

‘and‘also stressed the need for a variety of reporting techniques.
Petersen, Brown and Sanstead (1979) suggestéd sthat using a camera
~could contribute in both of ﬁ?ese dimensions.” They studied the use

| of a .camera in each of portraya] goal free and Jud1c1a1 evaluat1ons
-"The portraya] eva]uator found photography to be a hlgh1y useful
reporting tool™ (1b1d.:]4); Petersen et al. also noted ihcreased
“audience interest in the eualuatton as an=apparent'resu1t»of the use .
of photographs in the report.: This is a decidedly non-tr1v1a1'concern
of people who . produce eva]uations Katz, Raths :Mohanty, Jurachi and
Irving (1981) suggested that eva]uat1on reports shou1d be made more’

vreadab1e To this end ‘they suggested the 1nc1us1on of carefu]]y

se]ected anecdotes and quotat1ons to enhance readab111ty (1b1d.).- It

1s the,content1on of this researcher that ‘the inclusion of selected
photographsvis 1ike1y to increase audience interest’in the evaluation
- in a similar way |

However the use of photographs in research reports is not

L
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without problems. In an article titled "Do Photographs Te]l,the
Truth?", Becker (1979) reprinted the same photograph twice tibid.: .
108,109). It showed a man working with 1ight industrial equipment at
a workbench.. In the print on page 108, the'photograph was apparently
taken in a very dirty, dark factory, wh11e the print on page 109 showed
a man working in a c]ean well-1it factory. The 1atter pr1nt was
probably.produced by cutting out the outline of man, machine and
' bench_and rephotographing it against a‘piain, white background, to
give the spurioos impression of light and space. On the other hand,
closer inspection of the 'dirty, dihgy' photograph reveaTed’that it
“spent rather too long under the darkroom enlarger Tamp and that much
ot the dirt and shadow was an artifact of the process just as much
as the light and space were artifactuallin the other photograph'
Other, obvious potential for distortion lies in the poss1b111tv of
A cropp1ng pr1nts to e1‘§1nate parts wh1ch might contradict the
researcher S 1nterpretat1ons, and the s1mp1est of: a]] ohfuscatory
»techn1ques, selecting what to photograph |

A different klnd of problem with photography was identifted
by Bogdan and Biklen (1982) ~ This is the possibility of affect1ng
the researcher S rapport w1th the subJects of the photographs

Guba (1981) addressed both the above types of prob]ems He
“stated (1b1d 5) that there are mu1t1p1e rea]1t1es, ex1st1ng ch1ef1y

:1n the m1nds of. peOp]e and concern1ng the prob]em of rapport that

~.  it is 1mposs1b1e to ma1nta1n 1nvest1gator neutra11ty w1th peop]e

“ Greenf1e1d (1982.8) suggested that "art1st1c and other non rat1ona]

‘imodes of - represent1ng rea]1ty" m1ght be better than standard



statistical summaries for "conveying the meaning of social organiza-

tions" (1b1d.:8).‘

In the Montview context, no claim is made that the photographs

reproduced represent a uniqoe‘reality. It is, however, claimed with
some confidence that they do illustrate important aspects of the
program. For example, P]ates 7 and 8 veridically portray the amuse-
ment of the onlookers (Plate 7) and the subsequent concern'of the |
same people compelled to act as subjects (Plate 8). Plate 4 shows
a‘reason for the delight expreésed bv many participants at d.C.R.E;
fhe problem of the potentia]ginf]uence on rapport was handled
in two ways. First, the researcher did not use hts camera until some
degree of rapport had been established (with the exception oﬁ;P]ate 9,
which was photographed on the same day as the researcher met the
subJects of the .photograph, and Plate 5, taken at night by firelight
without the subJects awareness). Second the researcher carried
the camera with him freouent]y,and occasiona]]y took apparently

random photographs Aftesbthe first few occasions of photograph

tak1ng, most subJects began to ignore -the camera and appeared to

behave as if it were not there. Petersen et al. (1979:19) noted the

'sane effect.

!

. QD . .
Data Treatment

The cruc1a1 task 1n data treatment dur1ng a respons1ve eva]ua-
t1on is the 1dent1f1cat1on and 111um1nat1on of issues (Stake, 1975b).

In Stake S 'c]ock d1agram these taaks are 1ahe1]ed "Dlscover

%urposes, concerns, Conceptua11ze 1ssues, probleﬂ§§'Themat1ze _prepare
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portrayals, case studies; Format for audience use; Assemble formal
reports, if any. Stake (ibid.) provided 1ittle detailed guidance for
identifying issues. ‘He wrote (ibid:16):

After getting acquainted with a program, partly by ta]k1ng

with students, parents, taxpayers, program sponsors and

program staff, the evaluator acknowledges certain issues,

problems or potent1a1 problems. . g
This was similar to Parlett and Hamilton's "observe; inguire further;

and then seek 'to explain” (1972:14). Therefore, for more_gujdance in

the task of actually discovering issues associated with a program, it

s,

was necessary:to look further.

©

- - Bogdan agd Biklen (1982) provided a detai]ed7p1an for dis-

covering what they labelled categories (ibid.:156). This was to be

~done by watching for regularities and*patterns within the data, both .

71

during data co11ecfion and while data are being ana]yzed later. During _'

the. present research more emphas1s was p1aced on 1dent1f1cat1on of

issues during data collection, so that such issues; cou]d be further

explored in subsequent 1nterv1ews : However, some;1ssues d1d not emerge

until the mechan1ca] sort1ng and cod1ng operat1onnwas carrwed out after

EX Y

- - data collection. Th1s operation 1nvo1ved read1ng through photocop1ed

. transcr1pts of every 1nterv1ew and p]ac1ng segments 1nto cateqor1es

us1ng a codlng system in th% manggns Where an 1nterv1ew segment

hAyn ‘,‘

égory, it was e1ther d1scarded if:

would not fit intd ex1;t€§g caw

. )

obv1ous]y 1d1osyncrat1c and“not re\evant to, the E]ementary Pract1cum,

- or tentat1ve1y p]aced 1nto a new category Atﬁleast.one-new-category_-‘;'

. ~

surfaced at th1s stage s ;‘ - o : ,”§;¥,.

. A g '
The marked photocop1es were then gut into segments and each

= segment p]aced 1nto a f11e for 1ater use as 111ustrat1ve mater1a1 1n
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discussion of the issues.

‘ Guba (1978:50) pointed out that "issyes do not exist in nature

“but in the minds of péop]e.” He provided (ibid.:53) guﬁdélines in the

search for issues, suggesting as a first steo that the researcher seek
recurring regularities in the sources. He warned against 1ight]y dis-
darding idiosyncratic material, pointing out that a lone comment
running counter to aL]iothers in a particujar issue mtght be emanating
from the only respondent competent to comment'on that issue.

( Guba's second step involved internal and external homogeneity
‘checks. He statig that within categortes, items shou]dﬂhe highly
re]atedi5ahd that between categor1es, 11tt1e relationship shou]d exist.
Attent1on to th1s procedure in the‘current study severa] times caused
the‘collapse of a number of small cétegories into one larger category,
For example micro—teachiné; although ‘a free- standing issue -in itself,
is also a sub-set of the ]arger theory pract1ce 1ntegrat1on issue and
1s ‘discussed as part of the larger issue.

‘ ’ Know1ng when to. stop seek1ng new issues was a prob]em Guba,
(1978 57) referred to the. pee11ng of .the "onion of rea11tv to different .
1eve1s "It s 11ke1y that continued exp1oraté%n in a]most any Q
s1tuat10n wou]d lead to deeper 1eve1s of- understand1ng However
c]osure must be ach1eved In the present research th1s was mandated »I h’fh\
f by t1me constra1nts. However as. the p]anned w1thdrawa] date drew,

c]oser a con51derab1e degree of redundancy of 1nformat1on rece1ved |

was noted and a strong sense of regu]ar1ty was fe]t (Guba 1978 60)

Aften w1thdrawa] from the s1te a 11st of 1ssues 1dent1f1ed

RN ¢

S

was sent to twenty f1Ve respondents, most of whom wege facu]tv members



( 73
The respondents were asked to name any important issues which had not
been Tisted. In twenty three returns, a number of suggest1ons for
extra issues was made. All, however fell into one of the fo]]ow1ng
groups:’

1. Issues actua]]y on the list, but either inadeqUate]yvi_ J

.eXpressed by the researcher or inadequate]y read by the respondent.

2. Issues excluded by delimitation.

3. Issues which emerged dur1ng the cod1ng wh1ch had not been

L L)

H

comp]eted when the. Tist of 1ssues was drawn up
' Before report1ng on the. 1nterpretat1on of the data, it was

necessary to address the quest1on of authent1c1ty _Th1s-1s donev1n

! ’ ' - ///ni>;‘\1‘ o
the following section. ’ o e TN

c o ' ‘%ﬁ" - : ‘ -f\*\f
Rigor Versus Relevance: Authent1c1ty Issu4§7 ‘ '
- Rs stated ear11er 1n the chapter one of the foc1 of the psydho-

metr1c/natura11st1c debate is the relat1ve 1mportance accorded in each

A

_ parad1gm to. r1gor and re]evance Guba (1981) stated that the s1ng1e \.

»

most 1mportant qua11ty of a rat1ona115t1c 1nqu1ry 1s r1gor and of a:

natura11st1c 1nqu1ry, re]evance uardrop (1969) argued that attempts ]}/r

~ s e / :

o to ma1nta1n adequate contro] 1n program evaluat1ons often changed the / -

‘1'quest1ons, that 1s, that r1gor wag obta1ned at the sacr1f1ce of\

‘/

\ . AN
"r-program to the extent that r1ght answers were obta1ned to wrong Ja;

.hrelevance »h. *f* s ?7f7;-"'g v ""”v. ?fr\\g‘ 7v
© Stake, a]though wr1t1ng f the sacr1f1ce of r1gor for e }4‘ij
 " yrE1evance (1975a ]0 25 *1976b: 3519 was neverthetess\toncerned to'/
i

: .max1m1ze the re11ab111ty and va11d1ty of{[espons1ve eva]uat1ons / H1s i'~



advice in this area was not, however, very detailed.

0f course, he checks the quality of his records. He gets"
program. personnel to react to the accuracy of his portraya]s
He gdts authority™figures to react to the importance of various
findings. He gets audience members to react to the relevance

~ of his findings. He does much of this informally—iterating

" and keeping a record of action and reaction. (Stake, 1975b:14) ,

The need for a more detailed set of guidelines was met by
Guba (1978), who prepared a set of tentative approaches to the prob-
lems of reliability, validity and objectivity in naturalistic

evaluation. He labelled thjéﬁdomain "Problems of Authenticity"
. R . B P, -

'(GUba,.1978361).

A. Intr1ns1c Adequacx_(lnterna] Va11d1ty) S S

-

" The new term 1ntroduced by Guba (ibid.) to-replace ‘fnternai

va11d1ty is 1ntr1n§1c adequacy. ‘He definéd itaasvrelating to the
.,"degrees of'isomorphfsm.chat‘exist'between'the study data and the
phenomena to whicn theyvreTace"'(ibid’-62)c ’Stracegies "for
.pursu1ng or assess1ng 1somorph1sm" 1nc1ude ? | |

‘: 1. Erect1ng safeguards aga1nst potent1a1]y 1nva11dat1ng
j’factors Such factors 1nc1ude €1stort1ons resu1t1ng from the |
researcher 's: presence af the research site and 1nvo1venent with

‘ }subJects,;from blasAon-the,part of field worker or subJeccs, and from.
: ilche“way daca'are co11e¢£éa‘7 There.ie>no doubt-that fhe researcher‘e

“'presence at Montv.ew d1d 1ntroduce d1¢tort1ons, at 1east 1n1t1a11y
n- 3

DY
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N1th regard to. 1nv01vement w1th subJects, wo]cott (1975-119) Everhart__efm

f;must act1ve1y part1c1pate and- become persona]]y 1nvo]ved however, “o

b K

v"

t\_"

\;'*_‘constanc\awareness of potent1a1 prob]ems, and attempts to ma1nta1n a e

y A}f(1977 13) and Ze1chner (]978 8) a]] 1n51sted that the f1e1d worker Ry

~ L
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v a1ternat1vq 1nterpretat1on ex1sted

" c]us1on tentat1ve1y accepted In th1s research, 1nterpretat1ons werefj};

. may be p]aced in. the answer they gave " Cross exam1nat1on was a1so

: used somet1mes to a po1nt per1]ous]y c]ose t//respondent 1rr1tat1on

%

f“

. 'sensitive, receptive non-judgemehta]‘stance»over a pro]ongedaperidd,

coupled with a degree of hea]thy skepticism about what'the researther'

heard saw and read probab]y reduced th1s set" of d1stort1ons to an e

v acceptab]e*ﬂeveT in th1s study 4 o d . N g.w ' jda”gf

©

2. Estab115h1ng degrég of structura] corroborat1on Th1s

- includes the. techn1ques of tr1angu1at1on and cross exan1nat1am

Tr1angu1at1on is based on the not1on that 1f a number of imperfect
methods of data co]]ect1on al] ]ead to thg same. conc]us1on the
part1cu1ar shortcom1ngs of each method may be d1scounted and the cona : f'ftlﬂf
made and tentat1ve conc]Us1ons reached when severaI of thelmethods ofﬂ‘
observat1on, 1nterv1ew1ng, docunent ana]ys1s and quest1onna1res po1nted ‘ Q.[
to the same conclus1on. Nhere th1s between methods tr1angu1at1on was fjg;vff7:
not poss1b1e or feas1b1e, w1th1n—methods tr1angu1at1on was used E r".} L
examp1e, 1f a maJGr1ty of students facu]ty m%mbers and cooperat1ng :i75ff

-
teachers were-al] agreed on- the answer to a qpest1on, some conf1dence Y B0

Sy

fact or the 1nference he had drawn However, in at 1easi one 1mportant

~— ST

quest1on, several subJects retracted an 1nf 'en~
/ -

3 Estab11sh1ﬁg adequady through pers1stent bservatlon



and atypical situations. This is, however, not to imply that acypical
situations werelignored. Instead, they chid‘be interpreted within
the context of everyday life at Montview.

4, _Estab1ishing.credibi]ity of findings. Constant interaction
with program personnel gave plentiful opportunities to check both data
and (1acer in the period of residence at Montview) interpretations.
In fact, some issues which appeared from a preTiminéry literature ’
research to be important, were mentioped by very few or no }espondents.
When directly questioned, little or nc interest was shown in the
‘issues. They were therefore discarded from the 1ist of issues to bé"“
more fully explored.

Perhaps as important as respondent credibility is researcher
credibility. Stake and Hoke (1976:58) stated that "one of the best
ways of validating qualitative data is be}ng unable to,teaf down our
own conclusions." This attempt was made with all maJor interpretations
. by sub3ect1ng each concjusion to attack from all acceptab]e data
sources. Only those which survived appear in later chapters.

5. EstabT1sh1ng congruence wﬁfF’:;ecially prepared referentia]
adequacy mater1als. Eisner (1975 cited in Guba, 1978:66) suggested
the use of v1deotape or mov1e film. Cost factors ruled out both of
these Conf1dent1a11ty cons1derat1ons preclude use of the aud1otape
and 1ong hand records of interviews for this purpose

However, a set of specially prepared materials exists and may
be found in Appendjces 7, 8 and 9. .These are pa}ticipant ob§ervers‘

perspectives solicited from respondents\who appeared to be articulate

| and.openminded. They were not read by the researcher until all



‘interpretetion was complete and can therefore be used as a check on

intrinsic adequacy as suggested by Guba (1978:66).

B. Extrinsic Adequacy (External Validity)

"For many evaluation purposes, the question of\extrinsic
~ adequacy is mean1ng1ess" (Guba, 1%?8 67 1f generalization is not
an issue in an eva]uat1on study, extr1ns1c -validity quest1ons become
merely academic. Guba (ibid.) identified three possible positions
which might be taken on generalizability. |

1. It is a chimera (vain or idle faﬁcy)

2. It is important and efforts should be made to meet normal
sc1ent1f1c cr1%er1a

3. It is a fragile concept with amb1guous mean1ng and
variable power, |

The researcher has taken a fourth position on generalizability.
This is that although gener;]izability is¢certain1y a fragile concept,
it should be held to be important. Full descriptions of programs and’
their environments might allow readers of reports to decide whether a
given program is similar enoﬁgh to their own to generalize frdm the
results of the researched program to their' own.

Stake (1969:40) argued that the people 1nterested in the
f1nd1ngs of the study should determ1ne whether or not-an evaluator
'strove for a high level of genera]1zab111ty. In the present study,
the main aim was to portray the-Montview Practicum. At the same tﬁhe,
it is the researcher's belief that there are messages, both positive |
| ane negative, for other universities tn'the Montview experience. In

an attempt, then, to enhance genera]izabi]ity, the Montview Practicum
\\,

-
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and the interactions between people and organizations involved in it
have been described as fully as possible, consistent with maintenance
of anonymity for participants. Wh;re‘phe demands of full description
and anonymity clashed, thebiétfér demaﬁﬁs were taken to be preeminent.
Wardrop (1969:43) made a practical poinﬁ_about genera]iiationé,L
“which supported the present decision tdlbreés for high generalizability.
He noted that in all evaluations, peopTg'uuzz make generé]izations,
whether or not these are~3ustified. It is, thérefore, the respon-
(sibility of the eva]uatdr to maximize genera]izabiTity in his.studieg.
Guba pointed out that generalizations decay (1978:69) over‘timé'and
in a program as innovative as the Montview Practicum (four new
~variants of the basic program efther bedinning or planned to begin

within twelve months), this warning is especially significant.

C. Replicability (Reliability) * B

Guba (1978) noted that studies having good intrinsic adequacy
necessariiy‘héve good rep}jcabi&jty, and that rep}icabi1ity‘is there-
fore offen a non—i?sue. |

The claim of high intrinsic adequacy is made*for this study,
for the reasons cited abové. Of three possible methods of eﬁhancing“ :
répliéabi]ity cited by éuba, it wa; bn]y possible to use. one. 'This.
was the method Guba called Ojerfap Méthods. It is the‘use together of
several imperfect fechniques in such a way that the weaknesses of one
methpd‘are cancelled by the‘strengths of another. Thfs approach of = |
triangulation has been‘disCUSSed;as a contr{butor tb va]idity, but

it clearly:



Bo]ster[s] the case for re11ab111ty Comparab]e resu]ts
from two or more different approaches strengthen the
reliability c1a1ms of each of the 1nd1v1dua1 approaches,
(1b1d :71) ,

.D. Neutrality (bbjectinty)'

Glass and Ellett (19805221) ina d1scuss1on on the standards ~f
of sc1ence, claimed that the one most 1mportant th1ng to be said about
obJect1v1ty is that "it does not ex1st, surely not in the form 1t is
be11eved to ex1st by many sc1ent1sts and bad philosophers." They noted
and approved a suggest1on by Kaplan that the term be rep1a:ed by

1ntersubJect1v1ty in discourse about science.

Guba noted the apparent1y enormous problems w1th obgect1v1ty
“in qualitative work but c]a1med (1978: 75) that naturalistic 1nqu1ry
methods should be able to produce data wh1ch is re11ab1e factua] and -
confirmable; in other words, obJect1ve

He 1dent1f1ed five threats to ob3ect1v1ty These nere conscious
and unconsc1ous prejudice, 1ncompetence, gu111b111ty and corrupti-
bility. To..counter these threats, Guba suggested the use of tr1angu]a-
tion, cross check1ng of testimony and pers1stent observat1on ~Each
of these procedures was used in the present study.,

Re1ated to objectiVity were two other concepts,vopenness and
fairness (ibid.:76,77). To enhance openness, Guba warned aga1nst the
use of experientiaT psycho]og1ca1 and conceptua] ana]og1es while
interviewing By temporar11y 1gnor1ng the last warn1ng (against
conceptua] analog1es) _the researcher ser1ous1y m1s1nterpreted a.
~ comment made by a respondent during the study.»‘It‘was:only on a
v'rereading of the interview transcript that the possibi}ity of, |

A
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- misinterpretation became evident and a subject check showed that'the
original interpretation was quite fallacious. - |
Hith regard to fairness, Guba (ibid.) espoused House's two

principles of\Justice. These were equalvrights to basic 1iberties,
and any 1nequa11t1es to favor the least advantaged In this study,
respondents were sought from a]] groups, from the group of students

- whos had fa11ed the Pract1cum, from graduate students, through to the
' Montv1ew Un1vers1ty pres1dent Ev1dence or op1n1on from h1gher status
A} personnel was not va]ued above that from ]ower status personnel un]ess
there were reasons 1ndependent of their status for 50 do1ng For’i.
examp]e a fa11ed student is more likely to have usefu] 1nformat1on on.
the subJect of the persona] effects of fa11ure than the un1vers1ty '

president.

Ethical’Issues

Because th1s study was about peop]e and the1r 1nteract1ons,'
and because the researcher was pr1vy to a great deal of sens1t1ve
mater1a], some balance had. to be struck hetween the pubt1c s 'right to.
._know and the right of program personne] to protect1on |
_ Unfortunate]y, off1c1a1 proc]amattons were of 11tt1e help
Stuff]ebeam S Propr]ety Standards (Stuff]ebeam, 1980) mere]y Juxta—
posed c4 Pub11c S R1ght to Know, with C5 R1ght of Human SubJects and
| gave no hint about how to ba]ance C4 and C5. Hendr]ckson (1982: 2)
reported f1fty f1ve Eva]uat1on Research Soc1ety Standards, of wh1ch

“No. 47 was significant in this context

47. D1sc1osure shou]d fo]]ow the 1ega1 and propr1etary under-
stand1ngs agreed on in advance w1th the evaluator serving.



as a proponent for the fu]lest, most open. disclosure
appropriate ' : , ,

vao gu1dance on what level of disclosure was appropr1ate was provided.

‘ In fact, it was éater stated that “the Eva]uat1on Research Society's -

| 1ntent is- to Tet’ amb1gu1t1es in pract1ce prov1de examp]es"‘(ibtd 7).

: The solut1on adopted here mgs to prov1de as much- detail as

: poss1ble about the: Pract1cum and the act1v1t1es assoc1ated w1th 1t

wmthout-1dent1fy1ngipersonne1 involved. In cases where 1dent1f1cat1on

v"was 1ike1y,.and negatiVe conseQuences migh p0551b1y have ensued for
the respondent his or her c1earance was SEUth before the report was

f1na11zed

The present study was a respons1ve eva]uat1on of an e]ementary
' pract1cum It used 1arge1y‘nonfquant1tat1ve methodologyA1n the,be11ef"
:tthat suchfan~approach‘wastsopertorito-quantitatite'methodology-for

promot1ng understandwng of the pract1cum and 1ncreas1ng the re]evance
of the report. | | - |

"The»hermeneutic circle (Gadamer 1975 259 c1ted in Culbertson,s

° 1981) perhaps most c]ear]y expresses the approach taken ;_The

, ‘researcher,_1n pursu1t of uhderstand1ng of the Pract1cum, C1rc1ed

~back: and forth between parts of the Pract1cum and the who]e, seek1ng

at a]T t1mes "the harmony of a]] the deta11s w1th the whole [wh1ch]

s the cr1ter10n of correct understand1ng“ (1b1d ).
: g

Authent1t1ty 1ssues 1nc1ud1ng 1ntr1ns1c and extr1ns1c
_adequacy, rep11cpb111ty and obJect1v1ty were addressed and attent1on

: N
‘was paid to the somet1mes antagon1st1c demands of the pub]1c s r1ght

\ ,
\" *'/'.l,
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: to know and the r1ghts of human subJects

“’ °The fol]ow1ng chapter 1s the first of three chapters in which
.,1ssues seen as 1mportant by Hontv1ew Un1vers1ty Education Facu]ty

4members are exam1ned

R
v



Chapter 4°
@  THEORY-PRACTICE INTEGRATION

.
The foci are fﬂe 1ssues 1dent1f1ed as 1mportant to members of the

ThIS 1s the‘f1nst of ‘three datatand 1nterpretat1on chapters.

Educat1on Faculty at Montview.' -Chapter 4 addresses a number of issues
in’the area of thebry-pragtice integratIOn Ehapters 5 and 6 deaI with
issues more directly reIated to "the peOpIe involved in the Pract1cum
In th1s chapter a seIect1on of the recent I1terature in the
- area of theory pnact1ce 1ntegrat1on is surveyed This is foIIowed by

a detailed anaIysis of the data related to five major issues in“the

area -and attempts tb 1ntgrnret the s1tuat1on at Montv1ew perta1n1ng

I

t0 each 1ssue. ‘o \\\

. ' ~ The Litergture

} ‘Theorv-practice inte;ration IS=an issue of major Impprtance to
people concerned WIth the Mgitview Univers1tvaIementary Practicum.
| FacuIt/ have wr1tten and g1ven papers on the top1c (XIv, 1981 o
11982; VIII 1980,r (, 1981). Cooperat1ng teachers made reference to °
it in commentinglabout,their student teachers and‘the Montview Univer-
{sity Program‘- The Students find'themseres‘immersed}in an‘ehvironment
 where deI1berate attempts are made to Tink what they Iearn 1n univer-
s1ty cIasses w1th the exper1ences they have as student teachers in
the 'schools. " |
TeacherveducatOrsthave.been‘concerned about thUé Issue'for"

- 83



§
many years. In 1931, Baugher Wrotet"Prag%ice té?chingﬁis.thefbejb
s1ng]e type of profess1ona] tra1n1ng to 1ntegrate theory, subJect f

»-

matter and pract:ce . " (p. 3), and s&ressed the need for cTosey,_v

cooperat1on between coTTege and the f1er in- pTann1ﬁ*4fhe pract1cef E

] "

teach]ng S1nce then the 11terature has been abundant d1ffuse and

viincohclus1ve. A seTect1qnvof¢recent coptrw t1on§ 1s d1scussed beTow,
under the following head_ingsf?,-" | ' "
o "1fo1c1a1 PoT1C1es ;f'» o itty};~}':;ff;5’

L Perce1ved Importance of Theory- Pract1ce Integrat1on

o ,Concerns about Poor Theory Pract1ce Inteqrat1on

S -

'fExampTes of Good Theory Pract1ce Integratﬂon

¢ :

e Techn1ques for. Improv1ng Theory-Pract1ce Integrat1on -

??JA Broader V1ew of Theory Pnpct1ce IntegratTOn

N

" official Policies

{

ProvinciaT’Teachers"?ederation Policy

11 TFACHER EDUCATION

The Provincial Teachers Federat1on be11eves that preparation o
for the profess1on of teach1ng requ1res the fOTTow1ng ;_~“"

TT 3 A systemathed approach -to field experience whwch
f includes at least a semester of intérnship, cTassroom

and experiences in as manyv levels of the division
system as p0551b1e The rationale for ‘the design and:

" be based on the néed to relate practice and theory.

- (Submission to the Task Force onvSecondarv Educat1on;;;ﬂ;fj7 i

4‘Montv1ew Un1vers1ty, 1978)

‘iéyi:“ergin t?,

~ exposure dur1ng each year of the preparation’ program, L

implementation of the field; experience’ comppnent shoquﬂf:

Lot
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o referred to the theory pract1ce d1mens1on in the e1ther~

used by the CSSE above. Two 1mportant “xcept1ons (G1]11s, 1980 and

Perce1ved Importance of Theo;yf L P
o Pract1ce Integrat1on R S .L\Szf o

.‘;A

~ It

SociaT Sc1ence and Human1ties
Research Counc11 _(SSHRC)

A recommendat1on of “the Canad1an Soc1ety for the Study of

{ :

Educat1on (CSSE) reads as follows: - 5fﬁ‘~7”

No 3 That “n the abs nce of scholar]y agreement about the best
_ ,..'knowledge acquiSition strategies for éducation, SSHRC:-
T . rassign equa] priority to h1gh quality research .at- all-
" points-on the theory/pract1ce d1mens1on w1thout spec1a1
‘emphas1s on the theoretical d1mens1on .

It is, 11ke1y (Andrews, 1983) that the SSHRC w1]1 short]y adopt thTS :
recommendat1on as poT1cy for use in mak1ng dec1s1ons concern1ng |

fundlng of research proposa]s o S RS :€9 ‘

*

’ Few of the authors encountered in the 11terature search &5_1

' sense
wadd 1982) are d1scussed 1n the sect1on ent1{]ed 'A Broader V1ew Q

of Theory Pract1ce Integrat1on be]ow

R
SRR A

Four years ago, a survey of angTophone teach1ng institutions
1n Canada was conducted, under the d1rect1on of Marv1n N?deen and

M1chae1 Fu]]an Ana1y51s of the data from e1ght 1nst1tut10ns showed

that faculty regarded the 1ntegrat1on of theory and pract1ce as one of ." a

the greatest chaTTenges to be met in prepar1ng pre servwce teachers

(Hopkms, 1‘98]) " In fact 26% of the facu1ty and 48% of the students
1n the sample from the e1ght 1nst1tut1ons saw th1s 1ssue as a ser1ous
or very ser1ous prob]em The data generated in th1s survev were a]so

presented for each 1nd1v1duaT 1nst1tut10n The percentages of

MOntvaew faculty and students who v1ewed theorv pract1ce 1ntegrat1on (

S

e

s . %
o . C)
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ds a ser1ous or very ser1ous probIem were very much IOWer than;those
) .

" of the who]e group In fact they were aImost exactIy haIf .of those

.,

for the whoIe samp]e (The Management of Change 1n Teacher Educat1on,‘
In Montview, commudfty and educat1gnal Ieaders wwre asked
for the1r v1ews aboutaeducattdh,.speCJf1ca]11 secondary aducat1on
(VIII 1980)\ Respondents\stre\sed that teachers must be competent

in performance>bf sk1IIs, rather than. Just be abIe to talk about the :
sk1115 Spec1f1c‘reference was made to pract1caI pedagogy, knowIedge d
and sk1]Is, appTﬁcat1on and psycho]ogv CIearIy, these peopIe g"

p]aced a h1gher pr10r1ty on pract1ce than they percewved was be1ng

MontV1ew Un1vers1ty eIementary teach1ng students enro] 1n a .°"

four-yearfprogram, the Tast three semesters of whnch for most i
. / / :

': students, 1nv01ve no school/e&perwence The att1tudes of coopera€1ng

"I';

‘1n th1s per1od (1b1d 5)

.

tedch}rs and students to this extended per1od w1thout schoo] pract1ce

: &y e

' '.} were ;nvest1gated (IX 1981) An overwhe1m1nq percentage of’ each

group 4714 of teachers, 79%. of students) stated-that thev be11eved some's

TN e
form of oppo?tun1tv for theorv pract1ce 1nteqrat1on shouId be prOV1ded

In the Untted States, Corr1gan (1982) noted that graduates of

teacher tra1n1ng nnst1tut1ons d1d not feeI part1cu1ar1y‘competent

§ up"‘. .

He cIa1med, 1n fact that thev were not competent and needed more than L E

4

;ust Iearn1ng about teach1ng The squt1on accordtng to Corr1gan,e:;hh'

was the deveIopment of: what he caIIed "a strong 'theory 1n use"

foundat1on 4n the study of the profess1on 1tse1f 0

Sh T
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In theﬁreport of an evaluation-of the‘eXtended practicum =

: program at Alberta unlvers1t1es (Theory to Pract1ce, 1081) the v1ews "

of 1nternat1ona1 experts were so11enttd U1111am Tavlor D1rector of

the Un1vers1ty of London Inst1tute of Educat1on, stated that the

'?1ength of a pract1cum was*not as 1mpdrtant as the‘“qua11ty of 11nkages
\‘

between the students exper1ence 1n the c]assroom and the content and ,

o methodo]ogy of the1r pr6?ess1ona1 courses (1b1d 28)
; | A para]]e] between the tra1n1ng of doctors and teachers was.
| drawn by Horow1tz (1974) Acknowledg1ng the h1gh qua11ty of the |
» ”1ntegrat1on between student doctors theorv and pract1ca] work he
-hspeculated that teacher educat1on may have anadvertent]y created
5—"two worlds, two so]1tudes"j(1b1d 82) .f; | -
= It appears, then, that there 1s w1despread be11ef 1n the need
1‘to 1nteorate theory and pract1ce as c]ose]y as p0551b1e in: teacher
‘educatwon courses. To what extent 1s th1s successfu]]v ach1eved 1n
' fteacher tra1n1ng 1nst1tut1ons7 ’In the fo]]owang sect1on, eV1dence 1s
' 5foffered*that there are programs where theory and pract1ce are, at

“tbest, 1mperfect1y 1ntegrated :
g :'Concerns about Poor Theory Pract1ce L e
. lﬂﬁéﬂﬁé&lg_ S T TR T SO

~The wor]ds of Co11eges and Schools-are m11es apart and never
. the twain shall meet. The: coﬂeger are all theory ahd no *skill;
~ -the schools- are a1$%5k111s and-no- theory. Presgmab1y, it is
~+left to us to'match the pieces, but it is- Tike one of those k1t
- sets where you are 1eft w1th the wrong p1eces . '

N
\ .

S0 wrote a New Zea]and teaiher tra1nee summ1ng up- h1s\\

"ih exper1ence of the qomp]ementar1ty between theory and pract1ce (Campbe]]

'y‘quoted in IV 1982;8),, o

A Sl T,
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Th1rteen of a group of eaghteen Br1t1sh student teachers 1nte;-

3

viewed by G1bson (1976) c1a1med that they had learned 11tt1e from the1r fﬁ

';col1ege tutors of d1rect re]evance to the classroom Tay]or (c1ted 1n

'.Theory to Pract1ce, 1981 26) 1dent1f1ed the task of ach1ev1ng coherence .

’.1n cafeter1a sty]e programs as a maJor prob]em 1n Br1tlsh teacher

Both students and cooperat1ng teachers, 1nterv1ewed by Z1mpher ~_f g

D

7(1980) in the Un1ted States, be11eved that reaI wor]d' exper1ences _1':::;

'\

;were mare. 1mportant than the d1dact1c components of the students
prdgrams Durlng schoo] pract1ce, much of what was taught 1n methods 7«’i

- courses tended to be 1gnored or d1scounted S1m11ar]y, cooperat1ng

\

7ff\‘~teachers and the1r students at Deak1n Un1ver51ty (Austra11a) often "j*.rf

referred scath1ng]y to 1vory tower academ1cs ahd stated that rea];:y

‘:,at the coa] face had 11tt1e to do w1th student_course work (chkje,_; n‘f*

Ratsov, Babcock and Caldwe]] (1978) eva]uated the Un1vers1ty

-
of A]berta pract1cum and requested cooperat1ng teachers and students f‘
Ty to- rate the var1ous programs The 1ntegrated P1an B elementary |
| du”:program rece1ved substant1a1]y h1gher rat1ngs than the non 1ntegrated
‘ "f_program In Lethbrldge, Lowe (]982 43) c1a1med that "the maJor bone ‘fdy -
4.; of content1on 1s the seemlng 1rre1evance of some requvred onacampus | '
:“} courses~"' F1n%1]y, 1t was stated about the o1d program at MontV1ew i

‘ifﬂ'fUn1vers1ty that "student teach1ng exper1ences were on]y marg1na11y - fﬁ -

iﬁyrelated to second year classes":(XVI 1982 5)

SR o
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Integration

[N

\

-

“Examples of Good Theory- Pract1ce

In-this section, g'numﬁeﬁ of attempts to promote the integra-
tion 0f.théory-and practice wi]] be briefly described. A striking ‘
feature of these program% is the small number of students‘invo1ved in
each program. Only at NORTEP and ét Montview University are whole

N
‘At the University of %yitish Columbia and at Deakin University,

year-groups of-students involved.

Australia, small, highly selected groups'o?\students (ninetéen in one

_program at UBC, ten at Deakin) actua11y undeftake their university

course.work at elementary schools. They?¥eaéh\§}asses, and reflect
on prdb]ems and-issues raised in thein/i;aching in small, intensive

seminars held at the schools (Student'Teachikg Handbook, 1978; School
! » .

" Based Teacher Education, 1981). These seminars rép]éié,\and Eouht as
. W

credit for, the.normal uﬁﬁversipy ¢twrse work. The fdgu§.5r1 some of
the Deakin Univér;ity éourses‘is on problemg which'arisé directly out -
of the student teaching experience (Ferguson, 1982). E;¥1y reports
from Deakin (ibid.) were very positive, but stressed the %taff
1ntens1ve nature of the prOJect | i | 1

An ear1/ prOJect at McG111 Un1vers1ty in 1967 68 featured a
combination. of un1vers1ty work on.-campus Mondays and Fr1days throughout
the academ1c‘year, gnd ?he rest of the»t1me spent in schoo]s (Horowitz,

1974). Again, the group was small, consisting of nineteen highly

selected graduates. Even with the careful selection, at least one
' ' 7

student reported an extreme]y”hegative experience, during which "she

conclutied she must be maladjusted” - (Horowitz, 1974:88). Most of the

other students were very enthusiastic about ihe program, but their

89
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written and spoken comments prompted Horowiti to reflect that optimum
success of extended field e*pehiences depends on the field experience
being seen as part of the total program, that -is, that theory and
practice should be carefully and deliberately 1ntegrated.' He further
Stated hio belief thdf during ispernships'“interns'should come
together for seminars on a reqgular basis to reflect on-their‘experi-
ences" (Horowitz, 1974:90). )

Sixteen‘students and cooperating teachers at the Universjty of

Utah entered into formal, written contracts regarding expectations of

. each other (Davis and Davis, 1977). University supervisors renorted

that they were required to expend more energy deve]opihg good relation-
ships with students and teachehs than hitherto, but that they felt
more effect1ve in Tinking theory with practice. This appears reason-’
ab]e, as the amount of trouble shoot1ng and negotiations should be ‘i.
drastically reduced because mutual expectations are written down.
fhis would Teave more time for helping students to-forge links between
theory and practice. ‘

The Northern Teacher Education Program (NORTEP), based 1h'
La Ronge, Saskatchewan, has a student enrolment of about 100 native ‘
Indians. To reduce domestfc dislocation, the program in Years I, II
and the first half of Year III involves students in classes at La Ronge
two weeks 1in each month, and in work as Native Instructors in thelr
home commun1ty school for the other two weeks each month Th1s
obviously provides enormous potential for integrating theory and
practice. ACCordingrto Cook and More (1979), this potential has not

yet been fully realized. It also means that students are in classrooms
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before they have had an opportunity to master either teaching skills
or course content. "A few cooperating teachers expressed very serious

reservations. about the students because of this" (Cook and“Mﬁ?éj‘]979:

2-16). - - | | —

Each of the above programs représented an ambifious attempt
to forge strohger links between what'was taught on-cambus and what
happened during student teaching experﬁente. ‘Each program, however,
“except HORTEP, involved a very smé]] percentage of the tota1.student
popu]atﬁoh in the institution. One program whiéh deliberately planned
_to improve theory-practice integration for the whole of the student
population is now in operation at Montview University. It ds the
e]émentary teacher education program and las been described in
sfructural d;tail in Chapter 2." A detailed discussion of participants'
vieWs of its suctess is found in the data section of this chapter.

Teéhniques for Improxing Theory-
Practice Integration

" The literature has no shortage of advice in this area. Some
i$ basically exhortation to follow certain general principles. Another

group of articles gives details of techniques actually in use.

_General Principles
“ Maﬁy éf the current problems of theory-practice infegration
were what Hopkins (1981) called rooted in the ecology of teacher
_training 1nstitutiohs. By this he meant thé total effects of the
internal and éXterna] environments of such institutions. He claimed

that the incorporation of teachers' colleges into universities often

" caused particular problems for faculty members of the teachers'
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colleges. To 1mprore theory-practice inteqration, he argued for
institutions which trained teachers to have en expectetion of life-
long education, with cdntinuing access to facu1ties of education.
Researchers in teacher trajning institutions nould engage in researeh
mdre useful to teachers,.and thus the theory could be'fed directly
into practice by practising'teachers. A recruitment 1eaf1et.'How
About Teaching!' (undated), produced by’the>Provincia1 Teachers'
Federation echoed this argument.when it proc1aimed "Good teachers
are life-long learners" (ibid.:no page). The emphasis on more |
pedagogical research in feaeher training institutions~was repeated
by Cooley (1982)., He argued that disciplinary research,‘dr "whoring
after the disciplines" (ibid.:30) distracted educational researchers
from their main task of producing research that can improve the
performances of professional eddcators.

Corrigan (1982), drawing.on his primarily United States
experience, arqued that one semester of student teaching near the
end of the training prdgram was inadequate He proposed extensive
1aboratorv and field experiences and a gradual 1ntroduct1on to
teach1ng practice, beg1nn1ng with easy, aé%?evab]e goa]s and- moving
' s]ow]y te more soph1st1cated skills. Many western Canadian un1ver-
s1t1es a]readv Seem to f]t this pattern (Hopkwns, ]082a Append1x A /
v, 1082; Facu]ty of Educatwn, u.p.c. 1078 Lowe, 1982). /

’/

Spec1f1c Techn1ques

In Black Paper 1977, a co]1ect1on of wr1t1ngs generally “J’n
regarded as promot1ng conservatism and traditional values in

education, Allen (1927) argued -for restructuring teacher training

~.’



radically. He would offer a brijef ski]]s course, then a lengthy

period spent in schools, teaching first part-time and then full-time.

-After that, A]]en claimed, many unsuitable candidates wOu]d withdraw,

and the remaining students would be able to interpret the theory
taught them. Allen did not d1scuss the damage wh1ch m1qht be done
to children,by the unso1tab1e candidates before thev withdrew.

Two separate repo>t§ of succeszpT'inteoratibn_of theory and
practice contain disquieting assertions about the process. Slavin
not1ced that psychological theory and educational research resu]t; i
only rarely seemed to impinge on pract1ce. He attributed this to |
inadequate attempts to-dissemjnateftheftheory to field personnel and
outlined a'fiyeeétep process to fo]1ow.' Slavin insisted that each
of the very time-consoming stepa,was essential if successful trans-
lation of ‘the theory into practice nas to océur,'inore disturbing
still was the work of Joyceland Showers~(1982); This was a report of
.the use of traininguprocedurea.that thev-c]aimed virtualdylguaranteed
the successfu] implementation of a]most any approach doyce andA
‘Showers (1b1d..14) ca11ed their process coach1ng | ‘David Ber11ner,
in aiconveraation with Brandt (1982), claimed that Joyce S coachlng
was the "one bestfway to improve teacher effectiveness" (1b1d.:12).
V‘The difffcu]ty'is not in the procedures required, which are QUite
_:stra1ghtforward name]y | |
1. Study of the theory 1nvo]ved
2 Observat1on of-demonstrat1ons

3. Pract1ce and feedbacl under protected cond1t1ons (with_

- peers or sma]] numbers of pup1159\\
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4. Further observation and feedback ('coaching') as the new
skill is brought_into the’regu]ar classroom repertoire.'[

The process appears to be impractical for teacher‘training
'institutiohs because of the number of trials_required. Joyce and
Showers (1982) insisted that at least fitteen_to twenty demonstrations
with different children, plus ten to fifteen 'protected’ tria1s’are
‘v1ta1 1f teachers are to ach1eve meta- understand1ng of the new theory
- in practice. It would be a rare program wh1ch cou]d allow that 1eve1 B
of time comm1tment for each of the sk1115 needed by tra1nee teachers
However there may be techno1og1ca1 answers.to the prob]ems posed by
both the number of observat1ons and -the number of protected' tr1a1s
requ1red Two poss1b1e so]ut1ons are‘presented in the data‘sect1on of
this chapter | .

An exper1ment by Le1th (1§82) was unusua] in two 1mportant

ways. First, exper1ments ut111Z1ng contro] group des1gns in th1s area ‘

are rare 1ndeed this being the on]y ‘experiment, of that nature d1s— :
covered in the theory practice literature search Second Le1th /
addressed’ the little researched area of persona11tv d1fferences 1n
teacher tra1nees He showed that students hav1ng d1fferent persona11ty
t_types responded s1gn1f1cant1y d1fferent1y to d1fferent vers1ons of |
micro- teach1ng For examp]e, anxious 1ntroverts -in three random]y
selected groups were exposed to (a) structured micro- teach1ng with

, v1deotape rep]ay andvsupport1ve cr1tjque‘from a supery1sor, (b): m1cro-;
~¢lasses where no videotape was used and'unstructured crittque'was |
given by fellow students; and (c) no micro- teach1ng, but the norma] :

| fu]] preparat1on for teach1ng rounds Those anx1ous.1ntroverts
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who had the structured micro- teach1ng receijved’ s1gn1f1cant1v higher
. teachlng pract1ce grades than either the micro- c]ass or contro] group
| students. (Assessments vere made by personne1 \ho were not aware
' that any of. the students were‘takjng part in anr xperfmentt) Non-
anxfous extraverts, on the other hand, performed etter after receiving
the micro—class treatment.. Leith arnued that Eysenck's.theory ot
extravers1on/1ntrovers1on as “degree of arousab111ty“ accounted for
the results. Essent1a]1y, anx10us 1ntroverts requ1ned m1n1mum env1r0n-
menta] st1mu]at1on to Sgrform (and ledrn) opt1ma]1y The carefully
structured micro-teaching was therefore-1dea] zor such students.
" The nonuanXious extraVerts,'hOWever, needed the extra'stimulatioh of
_ethe re]at1ve1y unstructured micro- c]ass to-arouse them to near optimum
. level. L
Le1th extended h1s ana]ys1s far beyond what is reported here
v:Enough has been reported, .however, to 1ndqcate that the efficiency of
1earn1ng t0 trans]ate theory into pract1ce may depend on persona]
-character1st1cs which are re]at1ve1y immutable. It may behoove
des1gners of teacher tra1n1ng programs to take these persona] charac—

'ter1st1cs 1nto account, in order to max1m1ze behav1or change after

exposure to theory

A Broader View of Theornyract1ce
v Integrat1o .

Th1s sect1on s less concrete and more specu]at1ve than the

k4

preced1ng ones, and as such 1eads naturally 1nto the ma1n data sect1on '

' wh1ch fo]1ows it.

Educat1ona1 theory can never work Y c1a1med Uadd (1985:215),

95
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who argued that attempts to make educational theory work should be

abandoned. The teacher's ewpertise in handling day-to-day classroom

“life comes from what Wadd'called 3contextua1 theory.' This develops
- .on the job, and 1t is on]y after the teacher's. accumulat1on of con- .

textua] theory frees him or her from 1mmed1ate manaoement worrles

that educat1ona1 theory can-become useful. Schwanke_(1980) supported
this'position when he stated-that;teachers'ymost frequent complaints
about,their preparation re]ated to issues. of classroom management and

: n '
discipline. The newly graduated teacher must first grapple with and

,so1ve‘these‘prob1ems.- The‘teacher;is then able to use the educational

theory that was -learned in pre-service training as a.‘“continuous

:dia]ogue‘of critique" (Wadd 1982'225)

Wadd's assert1on that contextual theory ‘cannot be acqu1red in

teache/,tra1n¢ng 1nst1tut1ons was not we]] estab11shed In fact,-1t

. cou]d\be argued that Joyce and Showers (]982) prov1ded a model for the

' acqu1s1t1on -of contextua] theorv in the1r coach1ng referred to

©

ear11er Nadd S d1scuss1on‘1s usefu1u however, even. if it only reminds

—

I teachers that they were once exposed (dur1ng pre serv1ce tra1n1ng) to

a body of . educat1ona1 theory w1th wh1ch to compare the1r present

"pract1ces Further Uadd s not1on of contextua] theorv reminds -
teacher: educators that to be usefu1 in cTassrooms theory needs to

'be secure]y.11nked to_pract1ce.

JoyCe (1981) addressed this probTem7‘-He'pointed\out~that»even

after the; study of theory, viewing demonstrat1ons, pract1ce and feed- B
gback,vyery few student teachers are able to:app]y a»theory regu]ar]y :

“in the c1assroom,, They also need to’ learn when to use’thetstrategy,



how to adapt it tp different children and how to simultaneously manage
a class While.usihg the strategyp This sounds not un]ike Hadd's
contextual theory- Joyce (1981) also argued that educatlon professors
“must model teaching techn1ques or "undermine their own message by
_examp1eV-(1b1d.:14). That is to say, they must demonstrate ‘in
practice the theories they profess.
| Th1s theme was amplified: by Zeichner and Tabachnik (1981). In
a d1scuss1on of poss1b1e reasons why student teachers apparently
become progressively more conservative in their or1entap1on to teaching’
during teacher education programs, Zeichher an@ Tabachnfk claimed that
sOme'edUcatﬁon professors mode11ed conservative beharior whi]e' "
rewarding students for expressiné 1ibera1 phi]osophies. .This-separation
between theory and prétt:ce led to students mouthingﬂliberaT slegansi,
whi]e'behaVing consérVative]y; accqrd%ng %o Zeichner andrTabachnik
'(1bid.). The reported 11bera1 to conservative progress, under this
interpretat1on, is Spur1ous. Iﬁ fact, the students remained conserva-

. live throughout;v ‘ . ‘ '.

In a d1scu551on of the ways in which Canadlan faculties of
'.educat1on attempt to prepare teachers able to meet soc1ety S demands, |
611115 (1980) ra1sed a number of cruc1a1 quest1ons about the theory-

(=]

pract1ce debate
1. Do teacher'educetore discriminate between thepries'based
“on empirical'étUdy‘ahd those based on beliefs about the nature of
'educdtion?‘ | |
| 2. How are the theor1es wh1ch are taught in educat1on

facu]t]es se]ected7
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3. Is the plethora of new/process-product research (e.di,
MacKay, 1979) reflected in curricula of edUcatjon faCUIties?~ |
_ 4. Do education professors acknOW1edge and'teach thé‘“many
goOd practices for which theoretical exp1anations have not yet been
provided"? (GiT1is, 1980:10). “Here, a case'could be.made forlteaohingv »
such practices and simultaneousty seeking;'drounded1theory' in the
sense jn,which Glaser and Strauss (1967)‘used the term. |
| In the data -section uhich follows,-a number of questions will
be addréssed. The aim at all times is to illuminate whatfis thought,
said and done about‘integrating theory and practice in the'E1eméhtary

Practicum at Montview~University.

Data'and Interpretationsh

The data betow are organized 1nto issues. The issues were
those.which were seen‘to be‘important by facugty members ‘at Montview
University.' It will be Obvious'that the issues are by no means -
1ndependent of each.other as Guba (1978) suggested ‘they shou]d be

The"researcher be11eves that the re]ated issues ref]ect rea11ty more -

closely than w0u1d a set of 1ndependent 1ssues

'b(y s 6 - \

-~ Many of the issues d1scussed in 1ater chapter&‘are‘hlsg
) ' ”gr'e-.
. ,,re]ated to the theory pract1ce 1ntegrat1on 1ssues exam1ned be]ow.

In a 11tera1 sense, a]] the quotat1ons used be]ow are out of

‘context ! Where 1t was feas1b1e and des1rab1e,~the context was br1ef1y

‘exp1a1ned in parentheses, together w1th the code number of the respon- o

.‘h dent and an 1nd1cat1on of the respondent S pos1t1on e. g R (64; '- o

'pr1nc1pa], rura] schoo], speak1ng of 1ntern S preparedness for 1ntern- V

»sh1p\



Some quotat1ons were mod1f1ed s11ght1y, to a]]ow the meaning
of a comment to be understood. Exp1et1ves and profanities Were

rep]aced by line segments,,thus "he's @ =~cea- - -

Nature of Theory-Practice Integration

. what is Meant by Theory Practlce Integrat1on
t at Montv1ew University?

Introduction. At a recent ‘conference at Montview, an audience

member recalled the advice given her by her father when she had tried,

y as a child, to learn a new skill. - "Listen, Watch,'tryﬁ if youlfaTW,

' 1tsten; watch and try again;" ‘This simp]e’maxim ihcbrporates much of

what the facu]ty 1n the Montv1ew Un1vers1ty Facu]ty of gducat1on appear o
to mean when they ta]k of theory- pract1ce 1ntegrat1on Many trad1t1o al
teacher educat1on programs offer classes 1in Psycho1ogv Ph1]osophy,

. .
Sociology and H1story of Educat1on and 1eave students to make whatever

Tinks with pract1ce they can R a? o R AR f\:

At Montview, students in the second year EdGen226 cyc]e ]1sten
to expos1t1ons of teach1ng strateg1es watch them demonstrated by |
1nstructors and the1r peers and ‘then try the sk1115 themse]ves in
schoo]s eash Nednesdav Th1s f1rst try with rea] pup1ls, like the
“earlier try w1th the1r peers, is a prov1s1ona1’try Much stress
is Taid on the not1on that students shou]d fee] free to cont1nue to
pract1se each sk1]1 unt11 they ach1eve mastery They shou1d fee] no .
Q sense of permanent fa11ure 1f mastery is not ach1eved on the f1rst
attempt 0bv1ous1y, the success of the process is pred1cated on.

;student exposure to comm1tted and sk11]fu1 EdGen226 1nstructors and

cooperat1ng teachers
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4

It is of interest that throughout the interviewing phase,

few resoondents raised the'question of the actual relationship between
theory and pract1ce Observation of the EdGen?Zd pycIe suggested‘that -
.theory was’ taken to be the Ianguage wh1ch enabIed the student to
understand what he was d01ng ‘If th1s was 1ndeed the case, a more ..
exp11C1t statement of thexre]atuonsh1p .mgy be deswrabIe Th1s m1ght )
weII Iead to the 1ncIus1on 1n post conferences of- cons1derat1ons of

what students have Iearned~1n the light of the theory be1ng stud1ed

, that week.

Written. statements by,prog_am_peopIe at Montv1ew ,A‘numbert

of formaI statements about th1s 1ssue ex1st

Fundamenta] to all programs shouId be the 1ntegrat1on of ‘
- theory and practice, with a graduated, systematic- pract1cum
form1ng an integral part of each (XVIII, 1980 12)

.' Under the head1ng 'Integrat1ng Schoo] Exper1ences and EdGen226’

'(Pre Internsh1p Cooperat1ng Teachers ManuaI, n. d III)

The next step 1nvoIves students in some. way pract1c1ng the _ :

skill or strategy they have just been learning about. , . .. -~ = .= g
- At this time, adv1sors discuss with the students' how to pract1ce - j?
~ the teach1ng $k111 taking into consideration both the 1nformat1onf‘,-r'
presented in the 218 and 228 classes and the requ1rements of the -

‘ cooperat1ng teacher. fv, . S

Exp1a1n1ng_the 1ntegrat1on of EdGen226 (a course 1n genera]
‘teach1ng sklIIs»and strateg1es) w1th subJect area c]asses (1b1d )- '
IWe hope. that by I1st1ng the sk1IIs taught 1n EdGen226 bes1de a:

* 1ist of the subjects taught in" schools, you will be able to see” x
~ that most of the skills taught in EdGEn could be pract1ced wh11e ’
'teach1ng a Iesson in aImost any subJect 1n the schoo]
: In a. manua] for~)nterns, the1r cooperat1ng teachers and

_facu]ty adv1sors, references were made to a "un1que re]at1onsh1p w1th'f;."

;J<§ a facu]ty adv1sor and a cooperat1ng teacher Together, they}try to =

-
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.relate‘theory4and practice” (XI:37.

Universﬁty administration'attitude The Montv1ew Un1vers1ty

pres1dent stated unequ1voca11y h1s 'support for the concept of theory- ;

o~

pract1ce 1ntegratlon.

Th1s is$ an 1nst1tut1on wh1ch believes that the 1ntegrat1on of
- work with theory is a valid pedagogical approach to mind- '
- stretching. I think -it's an excellent way to get peoplesdo

appreciate that there isn't a great -dichotomy between vocational
(//dZEZIOpment and intellectual or academ1c development. This

~debate about it's either ic or it's vocational is. a bunch
A of nonsense. (61 Pres1dent"1 tV1ew Un1ver51ty) '

Program arrangement for theory pract1ce\1ntegrat1on . There

D

,rseemed to be a fundamenta] d1fference in be]1efs about how to structure -

3 teacher educat1on caurse wh1ch was 111ustrated by the fo]low1ng o
quotes , o . S

'~"The second strength wou]d be a speC1f1c focus on sk1lls and
"-strateg1es, that we're. actua]]y isolating some teacher character-
»istics that are really related -to student ach1evement R
and we focus ‘on those in the specific sections, and then w1th
the follow-up on micro-teaching and that's 1mmed1ate1y implemented -
in that same week: Jn the school (33, sen1or facu]ty, EdGen
1nstructor) .”* G o T o

T th1nk the program is atom1stac in des1gn bottom -up, rather .
- than. top-down process - The professors seem to believe that a
“teacher is the sum of. h1s parts, -rather than a'whole oreater than
- the sum of the. parts (54 facu]ty member,_not an EdGen o
ﬁ1nstructor) '.j_:;.“ e DS e

. ‘.“iuu

Certa1n1y, the stress on 1dent1f1cat1on of cruc1a] teach1ng

. sk1lls and strateg1es and the teach1ng of these sk1lls 1ndependent of ‘H

’fb.context, squQSted that a 'bottOm -up des1gn methodo]ogy fs in p]ace

:"f»:hdes1gn was 1nfer1or to the 't0p down approach A]so unc]ear was S

A

' at Montv1ew Nhat was not c1ear was whether th1s method of currlcu]um :

Sa

' ":'whether or not the two approaches to curr1cu]um de51gn cou]d be 5
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ffreconCiTed It m1ght 1ndeed be argued*that the top- down approach
eventua]]y y1e1ds a set of sk1TTs when 1ts downward traverse is
compTete. These coqu.perhaps be the.bas1s for d)scuss1on w1th‘those”°

| 'bottom}up' people who prefer to begin'courselbui]ding:wtth“av]istfofh‘

.desired:skiTTs.,_ o . ”

What Happens to'Studentsedur1ng
Theory Pract1ce Integrat1on? B

A sen1or facu]ty member argued that T1tt]e or noth1ng is known
'about what oceurs: in students m1nds as a result of attempt1ng to .

\

1nduce them to re]ate the theory presented to them, W1th the1r schoo]li"

~. -
)

exper1ences
You can t teach peopTe to 1ntegrate theory and pract1ce
- You can-present’ theory and practice: together but you can t
“force students to do the: 1ntegrat1on coe It happens, 1f it
happens, in students heads (31)
Y:Another sen1or faculty member exp1a1ned what facuTty a1med for in o
' theory pract1ce 1ntegrat10n He assumed that the T1nk woqu be made :ﬁ.aﬂ
: “in. students m1nds :"Whatever goes on. 1n the Pract1cum should be 1n'
the1r m1nds, re]evant to the thequ they re 1earn1ng”:(3),3”‘ g
N It 1s the broad d1fferences in. approach w1tﬁ1n ‘the facu]ty tof*tt
t‘hgthe quest10n of theory pract1ce 1ntegrat1on, wh1ch may account for an]_‘li )
"t'~apparent paradox 1n the resuTts of the survey of Canad1an teacher ;ﬁdh
| :heducat1on 1nst1tut1ons C1ted above (Hopk1ns, 1979) Montv1ew facuTty
»members c1ted 'The Integrat1on of Theory and Pract1ce 1n answer to _f?'
Tﬁthe quest1on ’What goaTs are ach1eved most effect1ve1y 1n th1s f
li:faculty7' and aTso to the quest1on 'What goaTs are ach1eved Teast

i effect1ve1y 1n th1s faculty7' (The Manaqement of Change 1n Teacher o

’7Educat1on, 1979 5 9 10)
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Views of other interested part?es. It was interesting.to

note that representatives of the Provincial Teachers' Association

and the School Trustees' Association differed in their beliefs about

the preferred focus of théory-practice integration.

The cogperating teacher is the focal point. The faculty
advisar plays a major role in linking practical experience
with theory. Therefore the faculty advisor should spend much
more effort with cooperating teachers. (Provincial Teachers'
Association representativey speaking to a meeting at Montview,
1983)

This appkoach has elements in common with that of Bowman (1979),
who stated that the school visitations by faculty advisors to super-

vise students are often artificial, ineffective and wasteful. Bowman

argued for a vision of faculty advisors as resource persons. They

- would go into schools and work with groups of interns, teachers or

both, bringing new techniques,for solving problems and, as a bonus,

" seeing the real world of school in a way not possible in their

traditional role. \\ﬁ
The provincial School Trustees' Association member, on the
other hand, was convinced that taking theory to teachers in the field
was not the answer, |
I think you've got to do it pre-service. Exposure to professors
at the front edge. 1 think you do it by pyLding it into heads,
by modifying what they tell students ab jood practice. There-
fore, professors have to keep up to-date. <(86)
It seems that dialogue between the School Trustees' Association

and the Teachers' Association about this specific issue would be

desirable.
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Theoty-Pnaétice Integration—Past,
Present and Future

In talking about the way subject-field integration has developed
at Montview, a senior faculty member said: '
One of thé things we haven't done is sat down and written this
stuff out, because it has been developmental, because in writing
things down we put. closure on them and we've been hesitant to do
that. +(51) < o
Another faculty member c1é1med that:
Overwhelmingly, the literature in the past teri\years has been
in the direction we're taking [competency based, humanistic].
(37)

In this context, it is interesting to note a very recent trend
to question the relevance of efforts to integrate theory and practice
in teacher education. As explained in the literature éection, Wadd
(1982) claimed that educational theory can never 'work' and Carr (1980)

arqued that a totally different concept of educational theory ahd
research was needed. Both writers appear to have important things to
say to contemporary teacher educators‘with a desire to offer the best
possible teacher preparation program.

In fhe following section a survey is presented of the various

parts of the Montview program in which attempts to integrate them with

practice are made.

Theory-Practice Integration in
the Program

An examination of the Montview elementary degreé structure

(see Chapter 2) shows that Year Two, the Pre-internship year, is the
14 . & s

only part of the degree to be specially structured to promote theory-

practjce integration. Nevertheless, faculty members appeared to

.
4
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regard‘the issue as important in all years. When challenged about the
difficulty of achieving theory—bractice integration in years other than
the Pre-internship year, faculty members did not claim th;t the issue
was ohl; 1mpoftant in Second Year. Instead, they-providéd explanations
‘of how theory was‘integrated with practice’in fhe other years. There-

fore, -although the Second Year is the focus of this section, the other -

years are briefly surveyed as well.

First Year Experience

Most students agree that getting into schools early in their’
program is good. Typical of the remarks was the following:

Getting out there is great—it's reality. Right at the
beginning. Some think it's bad, and there should be more
preparation first. (60, First Year student)

A member of staff of.a native teacher education program

pointed out that their program includéd a full day per week in schools

Sure makes a difference, it's one of the reasons why faculty
here are so impressed with them [native students] when they
come in in Second Year. (15) :

in First Year.

There is, of course,-avnumber of pbssib]y significant differenées'
betwéen students in the ordinary elementary program and those‘in the
. native program..sTwo differences which are probably important are thg
older mean age of the native students, and the higher proportion of
native students with<zhi1dren of their oWn. |

. By way of 111ustrating the crucial effect of instructors on
students' pe?ceptions of classes, the fol]ow%né are offered.

[the EdGen126 1n$£fﬂ€iér] is such an excellent teacher.

We had a chance [in schools] to meet lots of teachers.
suggested it. (59, First Year student) :
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EdGen126 was useless. We had a stupid book. The.prof. got off ¢

on tangents. Lots of people felt this. (74, a pre-intern, about

her experiences the year before)
In spite of the negative tone of the remarks, this student was happy
with the t1me spent in ‘school.

One area which may require c1arification for cooperating

teachers is the faculty attitude to actual teaching during First Year.
One student rejoiced in "lots of‘chances to teach" (59, First Year),
while another felt that “we should be‘a]lowed to teach more" (4, First - &
tear). As both students were 1in the same First Year settion; the

 difference is probably in cooperating teachers' interpretation of.

"school involvement."

Second Year——The‘Pre-internship Year

.The,strutture of this year appears to be 1dea] for prohoting the
integration of the wednesday school experience with the pniversity class
material. It is tntugtive1y sensible to present theoretical material
for a portion of a week and then require students to go to nearby
schools to put the theory into pract1ce for the rest of the week. In
fact, almost every one of the large sample of pre-intern students to
whom the researcher spoke commented-that they believed the”program to be -
a good one. These commehts were frequent]y‘unso1ic1ted. ‘The work of
Wideen and Fullan (Manadement of Change 1in Teacher-Education, 1979)a150. ‘
indicated that MontviEw.students‘have a more positive'attitude to many
aspects of their program than average Eng]1sh speak1ng Canadian educa-
t1on students, espec1a11y in the area of theory- pract ce 1ntegrat1on

Sy

This positive att1tude to the Montview program in genera] L,

and Pract1cum in part1cu]ar was a]so found in a very Jarge maJor1ty

£3
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of coopérating teachers, principa]é andusuperintendenfé interviewed.
Given these extreme]Jpositive global feelings about the

Monfview Practidum,Aft is perhaps disquieting4£o hear that a

number of specific aspects of thé Prefinteknéhip year are widely

regarded as uhsatisfactory.

Problems with the crammed Fall semester schedUie. Eight
subject érea classes are taught in the Fall semester. They are
classes in Art, Health and Physical Education, Language, Mathematics,
Music, Readind; Science and Social Science, each of two credit -hours,
Classes in four of these areas are offered in the first six weeks of :
the §Ea;;fer; the remaining four aré covered in tﬁé‘]ast Six weeks.
This concentration on only four classes at a time reduces the potential
‘{interference between subjects. |
However, an inevitable result dfithe arrangement is that the
~first four subject areas are completed before students begin their
wddnesday school visité.: Thus the potentié] for integrating the
theo}y taught in the first four subject area c]asses wiih practice in
the schoo]s 1s severely curtailed.

Further, therg are four sefs of EdGen226 skills—Tlesson
p]anning, p]anning pbjectives and evaluation, providihg set and
\cloéure, and'varying-presedtation—-which are taught before’the studenfs
‘begdn'sChoo1 visits Theory pract1ce 1ntegrat1on for these sk111s is
:thus 11m1ted to the micro- teaching sess1ons on Mondays, p]us any 1ater
'school based practlce where ‘the student is ab]e to work on more than :
‘one skill per ‘lesson. Even 1f th1s is done, the. benef1ts of pract151ng

the sk111 in a c]assroom within a few days of d1scuss1ng it in

- . . . v
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un1vers1ty class are m1ss1ng
A means of reduc1ng demands on cooperat1ng teachers wh1ch is
currently be1ng cons1dered would exacerbate this problem. Th1s is to
delay the beginning of school visits until after Christmas. This was
suggested by a faculty adminiétrator, in the context of a distuseion
about possible solutions to the~$hortage of cooperating teachers for
the increased student enrolment.
Many faculty members are gravely concerned abod? the brevity )"
of\the subject area courses. |
They've always got something due. I don't think they've got -
time to do any kind of reflective thinking.. (8, senior faculty
member, in context of talking about the benef1ts of attend1ng
a un1vers1ty)
In second year, they re so overwhe]med What's missing is a
time to reflect. The heavy pressure affects the transfer of.
teaching skills. One of my big dissatisfactions is that'six
weeks for preparation.of an e]ementary teacher to teach
[name of subject] satisfactorily in schools, 1s not..enough
time. (68 faculty member) '

I feel very strongly that six weeks of .two cred1t hours is. a
waste of time. (46, faculty member) o '

Both Benham (1979) and Zeichner (1980b) argued for’the brOVféion
of t1me in teacher educat1on programs for the deve]opment of reflect1ve
teachers who wou]d cont1nue to 1earn after graduat1ng Ze1chner saw |
this as a partial solution to the 1mposs1b111ty of fu]]y equ1pp1ng
~student teachers with all needed sk111s (ibid.:17).

A-d1fferent sort pfaconcern dbout one-df*the'subject area’
courses éaggeSted that‘not 511 such‘coursesﬂnere perceiveditotbe_

, re]ated to pract1ce - | |
In [name of coursey there was no learning. It'nas-justn
Jectures, ma1n1y content ~ Not related to teaching. (23, pre-

1ntern) o : C ST
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More common were complaints from pre-interns about the work-

Toad in the fall of Second Year. This has' to be understood againsta

Y

tradition of.students comp]aihing of overwork. However, students from
later years, with a vested 1nterest in 1dent1fy1ng their current work-
1oad as -the heav1est yet experienced, nevertheless 1ooked back to Second
Year as very much heavier. Further, several cooperating. teachers
rvolunteered their op1n1ons that the work]oad for pre-interns was very
heavy A se]ect1on of comments is given below.

In six weeks, there S one week introduction, one week of tests,
and four weeks with a full semester's work crammed in.. There's
no problem with the d1ff1cu1ty of the work, but the we1ght of
it! (89, pre- 1ntern) _

A1l 218 c]asses'1n one semester, it's a scramble—no time to
incorporate. (39, mature age pre- -intern, who also suggested
stretching the 218 classes-over two semesters, eventually
pushing the Internship into Fourth Year or cons1der1ng an
extended semester, September=June) °

" The work]oad in third semester——too heavy to the po1nt where

" there is so-much material to cover that you miss a'lot. Just

. touch the surface. Much depends on the instructor—if you can
v1ew the overa]] p1cture it's all r1ght (34, pre-intern)

. Some k1ds are cheat1ng to survive. (17, mature age pre-intern,
- talking about student response to one. part1cu]ar]y heavy subJect
area c]ass)

-'You never ngeVOne thing your best. (44,.pre-intern)
There's too’ much in %econd Year-.. “Too Tittle;time. Too- .many. \\\4—_rd
“targets and. skills.. (11, very experienced cooperat1ng teacher,
~ talking of areas she wou]d change in-an env1ronment of un11m1ted
~ resources) , : .
tWOrk1oad at the un1vers1ty is s0 heavy, students fee] crushed,
worried about good Tessons, -they can't put their heart 1nto
preparat1on (70, new cooperat1ng teacher) -
\\\Suggprt for the not1on of at ]east re]at1ve over]oad of pre- co y
T 1nterns was prov1ded by observat1ons made 1n the Montv1ew educat1on

11brar/ on even1ngs and weekends There wasvusually a

4
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_disproportionater ]arge’number of pre-interns in the 11brary, even
allowing for the fact that many interns were spending the term in
-areas distant,from Montview, and 1naccessib]e to the library. L
Anether kind of apurOach to assessing the reality of this prob-
lem is to examine the Montview.B.Ed. Elementary Degree course outline.
V~A1though'in a 128 credit hours pragram,‘each of the four years has 32
credit hours, and each semester IGFCredit~hours; the third semester
is;the only one to have as many as eight’separate subject units‘(each
of two credit hours). In the researcher's*experience;:both.as a
untversity teacher.and as a’student the’Werk-]oad'for eight two-
. hour units is genera]]y greater than for four four-hour un1ts This
seems to be related to ‘the d1ff1cu1ty exper1enced by 1nstructors 1n
des1gn1ng short;courses;whose time demands rema1n within the stated
number of cred1t hours o
- It appears, then, that there is a genu1ne cause “for concern
at this point in the program. It may be that_the ]audab]e aim of, .
11nk1ng theory and»practice across a11'curricu1um areas'has led tofa
real overload for pre-intern students ih the1r th1rd semester
‘fUnfontunate]y,_th1s not on]y has the effect of generat1ng student '
“d1ssat1sfact1on but also of reduc1ng the 11ke11hood of them mak1ng
:11nks ‘between theory and pract1ce | S
eIt seems probable that any program adJustmen‘t whwh reduCéd the -
'hwork1oad wou]d in: turn enhance the deve1opment of the ref]ect1ve L»h.l_(
.f thtnk1ng-referred tot(by var1ous names)_by\students, teachers andei;;::ift>“*-

advisors.
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Specific elements of the Pre-internship year. " The Monday

micro-teaching segment of the EdGen226 cycle generated strong
polarized feelings. As such, it appeared to be an appropriate issue |
for a modified judicial evaluation. A report of th{s segment appears
‘at'the end of this chapter.

The Tuesday adVisor-advisee meetings are considered as part
of the interpersdna]:re1atidnships issue in a later chaptera Certain
, features of the students actua] llednesday experience in schools are

xam1ned as part of 1ssues concerning facu]ty advieors and c00perat1ng
}teachers. Some 1mportant aspects of the Thursday presentat1ons of9
‘skills and strategies were discussed above.

The Friday 'Pre-intern Seminar' appeared.to the researcher to
be at once the Teast well conceptua1ized part of the EdGen cycle and
Tthe least valued by participants, many of whom had ceased'to‘attend well
iheforeAthe end of‘the semester. The tho comments by students quoted -
here may‘be at 1east partly rationa1izations for their own non- |
attendance.:

Friday afternoon could go. A1l we did was .sit’and talk. (57,
pre-intern student) R . ,

The Fr1day p.m. thing was ‘useless. ' These are the feelings of
people I hang round with. .1 heard that it was cut. It didn't
have'a lot of sense to it. (74, pre- intern). ‘ '
Officia11ys the sessioh was to:

D1scuss feedback they [students] rece1ved about their c]assroom :
performance and what they would do the same or different another
time to improve their teaching. (Pre internship Cooperating '
Teachers' Manua], n.d. 1]1)

' However a fu]l day had 1ntervened since their wednesday schoo1

egper1ence, and on that day (Thursday) a_new sk111 had been 1ntrodhced
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If the effects of the time lag are considered in conjunction with the . -
.effects of the heavy work 1oad discussed above, it becomes clear why
1itt1e,studeht,enthusiasm was shown for the Friday session. If it is
| seen as vtta]ito the EdGen226 cycle, consideration might be given to
- adjusting the cycle to link the pre-intern seminar more closely with

the school experience to which it relates. °

~'Th1rd Year—The Internship Year , : i ..

~ The minimum profess1ona1 requ1rement for certification as a :
- teacher in the province is one full year of professional
courses and half a year of Internsh1p (67, officer of the
Department of Educat1on) '
The Elementary Program at Montyiew Uniyersity exceeds -
the requirement of one full year of professional courses by at -
least twenty four credit hours (Faculty of Education, Montview
University, 1978). The Internship extends for half a year,
and is genera11y regarded. by jnterns and cooperating teachers as
"about the right length" (79, 48, interns; 5, cooperating teacher of
intern). Isolated interns report_eXpioitatiOn or stories of exploita-
. o I U
tion:

I’ ve ‘heard a_ lot say1ng 1t S too Tong.[ 3 The teacher s1ts back,
gets the pay cheque, while we're do1ng all the work. = (48, - 1ntern)

- Others qu1te_reasonab1y_ask why,they\shouldjcontjnue to pay.tu11

university fees thle sethng'internships many.m11es fromhthe~unfyer_-.

. The po1nt at issue for this study was. the quest1on of the

| feas1b111ty of theory pract1ce 1ntegrat1or1wh11e isalated from the ma1n
. source of theory Facu]ty members argued that theory pract1ce

R
1ntegrat1on was st111 of maJor 1mportance
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To me, we look at a higher level of sophistication of those
same skills. And combinations of them. (14| faculty member, ,
advisor) S

‘This facu]ty'member went on to argue that the Recoyd of Demonstrated

Performance] allowed a continuity of skill development from the‘sing1e
day per week, through the two week block of Pre- 1nterns 1p 1nto Intern-
ship. Ideally, this would occur, and: 1ndeed some students stated that -

they continued to use‘the Record during Internship. Many advisors,l

_however, stated that their advisees had never referred to the book

after the end of the Pre-internship Year.

In Internship it's there [theory- pract1ce 1ntegrat1on] if there S
a strong faculty supervisor/cooperating teacher support system. .

« At the end of Internship, I ask the intern to look-at
where he was at the beginning and end of the experience. "What
-have you learned?  What do you still need?" This provides a
link into integration for the classes that are left. . . .

(37, faculty member, has supervised interns)

. The strong faculty superviéor/cooperating teacherbsupport
system referred to has 'a good chance of operat1ng if the student
retains the same faculty advisor. Thegcarefu] monitoring of theoryl'v
practice integration can proceed uninterrupted throUghout the'. |
student S tra1n1ng However, in many cases, for many reasons, there

is a change of advisor dur1ng the program often at the end of the

Pre—1nternsh1p Year - When a d1fferent adv1sor has to assume respon-'

- 51b11ty for a student at. the beg1nn1ng of Internshlp, there is. a

reduced poss1b111ty of ma1nta1n1ng theory pract1ce 1ntegrat1on at an .

optimum 1ev | for the student. "//i

©

‘ ]Th1s is a notebook in which-students keep a record of
their mastery of skills throughout the Pre- kﬁternsh1p Year. - They . .
are expected to: cont1nue to use 1t dur1ng Internsh1p o

'
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I p1cked up eight interns [at the beg1nn1ng of their Internsh1p]

I hadn't met them before. There was no trust relationships.. It

was very hard to build a trust relationship with them. You build"

that with pre- 1nterns much easier. (14, very experienced advisor)

. "One of our jobs is to keep remihding them,f said another
faculty'member_(68). When it was sug@ested'that’such reminders mightv
occur,as‘infrequent1y as once a month "in-many. cases (the frequency ofv
advisor visits) he agreed and po1nted to the p0531b111ty of even 1ess
frequent’}EV?sor>yﬁz1ts in the future, with rises in the costs of
accommogét1on a‘d t ave] He foresaw the need to eventua]]y move to -
teleconferencing to reduce these expenses, but recogn1zed that some
advisors would f1ghtto reta1n the on- s1te adv1sory mode | |

Whatever happens 1n the future, it is clear that opportun1t1es

for facu1ty mon1tored 1ntegrat1on of theory and pract1ce dur1ng Intern-'

~ _ship are 11m1ted It becomes a question of va]ues whether or not to.

ﬂpaJor structural chpnge in Th1rd Year to facilitate a ,' B

~

,}e of d1rected theory pract1ce 1ntegrat1on A model used

PRy

;fuguese.un1vers1t1es (A]ves, ]983) cou]d be adopted w1th '
:iehanges. Every two weeks, students 1n the1r Internsh1p Yearu
_; the univers1tv They d1scuss prob]ems or concerns wh1ch have;
fn the1r c]assroom work and thus the. sem1nars have 1mmed1ate

ke to the students The w1de geograph1ca1 d1str1but1on of
-'_31ng students at Montv1ew wou]d present a prob]em 1f th1s mode]
‘;%7 be adopted Thts.could be so]ved by re?u1r1ng students to

. undergo Internsh1p c]ose to” Montv1ew (Th1s would: a]so reduce the ;v:"“;:
‘vcosts and work]oad assoc1ated w1th the Internshjp ) ' L



Fourth Year-;NO'Schoo] Practice

As suggested in Chapter 2, the reason tor the lack of any
opportunTty to further 1ntegrate theory w1th pract1ce in Fourth Year
may ‘be Targely h1stor1ca1. Now that it is fo longer poss1b]e to
receive avProvincial Ieaching Certificateyafter three years of study,
thereris‘no compu]sion'to fit the required half year Practicum‘into
the first three years-of the degree. Thus the uay Ys clear to con

sider e1ther sh1ft1ng some of the current f1rst three years school

exper1ence into the Fourth Year or prov1d1ng add1t1ona1 exper1ence

t over and above the current offering.

E1ther poss1b111ty is fraught w1th ser1ous d1ff1cu1t1es

- Shift1ng the Internsh1p into Fourth Year resu]ts 1n a s1tuat1on where

students who d1scover that they are not su1ted to teach1ng dur1ng the1r

_.f1rst concentrated exposure to it have effect1ve1y spent one more year

~another one hundred cooperat1ng teachers per

than is now the case before, beg1nn1ng to tra1n for another vocat1on

Add1ng extra schoo] exper1ence raises. the spe re of hav1ng to 1dent1fy

ar° These wou]d need
> ¥

' to be h1gh1y competent 1nd1v1dua1s to cope w1th the sorts of schoo]

‘~exper1ence that are dlscussed in the Fourth Year context h ‘

1'd 11ke another four weeks -in schoo] when they cou]d start ,
'focuss1ng on really 1ook1ng at individual needs and really get

'"*_ﬁ1nto d1agnost1c prescription-type work. ... . Our teachers never

- .get to that in a four year teacher education program. (33,
: facu]ty member 1nt1mate1y 1nv01ved with teach1ng pract1ce)

Another staff member po1nted out that

15

y The d1agnost1c experience would be most appropr1ate 1f they cou]d R
- -have it before 1ntern1ng But they can't have everyth1ng (14“‘.'“'

l‘*faculty member, pre- 1ntern adv1sor)~ :

For th1s type of schoo] exper1ence, 1t may be- poss1b1e to fhh
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pface more than one student with each cooperating teacher. If théib
'diagnostic‘wOrk is seen by teachers'to be useful, there may be no
d1ff1cu]ty in secur1ng suff1c1ent c]assrooms for p]acementt

A difficult mechan1ca1 prob]em is also assoc1ated wnth f1tt1ng
| jn'extra schoo] exper1ence around a‘huge variety of students courses
in. FOUrth.Year. One solution wou]d be to run the school exper1ence '
' after other uq1vers1ty c]asses cease S |
A facu}ty proposaT for a fo]]ow-up to the Internsh1p 1n the
form of d15cuss1on sem1nars appeared in 1980 (XIX- 1980)~ However,‘ 3
the sem1nars had no schoo1 exper1ence component and were to rece1ve |
" no academ1c cred1t "~ The fol]ow1ng year a samp]e of 1nterns and
| cooperat1ng teachers were asked to comment on the poss1b1]1ty of some,a
form of post- Internsh1p program a]]ow1ng more applicat1on of theory
,in pract1ce-(TX 1981) .Both cooperat1ng-teachers and-qnterns-
were very enthus1ast1c about the genera] pr1nc1p1e (means 3. 96:?or |

'

V‘teachers, 4 07 for 1nterns on a scaTe 1 5 W1th’5 most pos1t1ve, 1b1d iti'd
5), When asked to rate f1fteen poss1b1e forms of exper1ence, schoo]-hrfa"
based act1v1t1es rated very well, but seminars rece1ved on]y moderatei;«

hﬁ, support from the 1nterns in the samp]e ' ;:‘dl_:,_f .U;}_df. ft

| ’: Among the students 1nterv1ewed in th1s study, there was over-:-{t

: whe1m1ng, but not unan1mous, support for a Fourth Year school |

o exper1ence Those who were content w1th the present pattern ra1sed

several 1nterest1ng p01nts

Because of'the Internsh1p, I ]1 1earn more 1n the next one and
ha]f years of course work (79, 1ntern)

Shou]dn t 1eave Internsh1p too 1ong, because 1t a]]ows for ,“:J'

f1na1 se]f screen1ng (72 pre 1ntern) e "
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Nice not to have lesson plans [to prepare], and a chance to
learn content. (78, pre-intern, interviewed in the middle of
the hectic third semester) .

Comments in support of a Fourth Year school experience seqment
ranged from vehement to thoughtful:

It's terrible, I'm really upset. I intend to come back and visit.
(25, intern)

I think it's silly. You're not in the dtmosphere at all. You
forget so many things. It's so depressing. (7 and 52, two pre-
interns, one of whom has a number of siblings who trained as
teachers at Montview)

C oy
It's stupid, senseless. It should be“when they're really
preparing you. (74, pre-intern) ‘

I'd 1ike Internship last semester oncOurse. You're really
excited about ‘ideas and you want to start teaching immediately.
(61, Fourth Year student)

Could have Internship in the last year. During the nekt three
‘semesters, I'm going to lose confidence. (48, intern)

You go right from hot to cold. Doesn't sound too good, does it?
(53, pre-intern, referring to Internship followed by eighteen
months without school experience)

Why not have half a day a week in Fourth Year? (27, pre—inéern)

Internship should be in Fourth Year, with a few weeks in Third
Year. (25, intern)

: Seems'possib1e to consider it. There's the problem of cooperating
%eacher availability.. (Deanship candidate respondingbto a question
from a student about Fourth Year-school expefienqé);!\5

. - {

In summary, most students wanted a further opportunity for
theory-practice integration 1n Fourth Year, cooperating teachers were
enthusiastic, some faculty members saw it as desirable. It will, if
implemented, create more work for teachers and faculty members. It

remains to weigh up the costs and benefits, and then either ﬁmp]éMent

‘ some extra school experience, or convince its supporters that the

k)
o

costs outweigh the benefits. ~ | .

117
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Where Doeé the Theory Come From?- .

This issue deals with the question of how the re]atively few
sk11]§ and strategies taught in Second Year were selected from the
“huge domain of possible strategies. To a crftica] theorist (see Bates,
1982), or anyone concerned with the hidden curriculum in educational
institutions or, indeed, to any concerned curriculum theorist, this
would be a crucial, if not the most crucia], issue. No respondent at
_Montvibw spoke in this vein, either durihg interviews, or 1nforﬁa11y.
. In fact, three of twenty faculty requndents saw the'question'of Qhe
"selection of theory to be taught, to be ef trivial importance, eight
to be of crucial importance end the remaining nine to be of moderate

import
© It is an exceptionally difficult issue to resolve. There are
a]most certainly no 'right answers' to'the question 'From where should -

'

the theor/ taught in education courses come@ Certainly, there |
appears to be’ a move away from simply seeklng the classroom 1mp11ca—
.t1ons of Psychology, SOC1o1ogy and the other trad1t10na1 disciplines:
(see Carr, 1980; Coo]ey, 1982 Gillis, 1980). Piaget, who probab]y
wrote more about the cogn1t1ve deve]opment of the child than any other
man 1n history, was wont to warn educat1ona11sts against seeking the
1mp11cat1ons of his work for the c]assroom (th1s d1d not prevent an
avalanche of books purport1ng to do Just that)

A current trend is to call for a 'science of pedagogy re]ated
to, but different from, the trad1t1ona1 d1sc1p11nes (Carr, 19803

Cooley, 1982) - Such a science does not yet ex1st From where, then,

can the theory, wh1ch is to be integrated into c1assroom pract1ce,:
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come? Various exp]ahations of what actually happens at Montview were
received by the researcher.

The methods people decided what was to be done in the classroom
and in what order. - We worked backwards from that . . . and
pulled out the most relevant threads of Educational Psychology.
(3, faculty member who was on faculty when the new program was
- designed)
We implemented an experiment based on some ideas and develop-
mentally modified it until we came up with something. (51,
faculty member who has had close ties to the program for some
time)

The first proposal outlined the course. We went from topics to
skills. . . . We had input from staff and curriculum people
concerned with sequencing the skills for students. Therefore,

~ management comes first, planning comes early. We used many
resources. Sydney micro-skills was one. We always looked at

- the_whole, we weren't atomistic. (42, faculty member who was
‘also on faculty when the new program was designed)

Two points are of interest. First, the comment about manage-

ment skills being first is in error by five class weeks. It is the

_ sixth set of skills and is introduced after the students have begun

‘'school. experience. Second, there is an interesting difference of

opinion between the claim of always looking at the whole, and not

-beihg atomistic,” and the response below.

The theory the students get might come from textbooks, but
sometimes comes from an incaherent set of handouts without
~-a common frame of reference. Out of context, these bits are
. frequently misunderstood. (31,- faculty member w1th Timited

exper1ence with the EdGen226 cyc1e)

Two rather ]ess critical commen;; expressed a weaker’ form of the
1same 1dea-—that there was no swngle coherent structure w1th1n wh1ch )

' the sk1lls and strategies were embedded

There's no analysis at all. Just a lot of gut feelings. (8,
faculty member, explaining how the package of skills was put
together. - -The same person also stated that he had never
- experienced as well planned and- organ1zed a deve]opmentaT theory-
\pract1ce re]at1onsh1p as the one at Montview.)

H
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No one does know what a good teacher js. Although an old hand
would probably say I know, but I can't put it down on paper,
and I guess what this program does is at least .

faculty member)

The university president ekpressed his own opini n.that "the whole
process of education is pretty much a er o faith" (6). |

| The surprising truth seems to be that\affter over a century
of 'modern' education, there is not a well-accepted theory or even set

of'skills which, when used properly, will promote pupils' learning

in some predictable way. Certainly there are sets of sk11ls which have

been shown to produce gains in children's test scores. MacKay (1979)
demonstrated that it was possible to train teaehers to change their
classroom behavior in at 1eas£ twenty eight specified ways‘and that
many of these teacher behavior changes were significantly correlated
‘with gains in Mathematics achievement at Grades 3 and 6, and gains in

‘e

Reading achievement at Grade 6 Tevel.

+
¢

On a more global level, the WOrk of Ber]iner‘(1982) on academic
learning time has COnsistently shown that pepil achievement can be
‘1mproved over a wide range of grades and subJectsaby attention to a
few swmp]e techniques used by teachers.

\

\\\\ It is possible that by ‘teaching a judicious selection of such :

’E’.’/- .

sk111s\\Ehe acqu1s1t1on of Hadd S . contextua] theory' (1982) might be
advanced, perhaps even to the point where new teachers begin with a
reasbnably WeT1-deve10ped contextual theory. It could even be argued
that the very positive reception accorded recent Montv1ew e1ementary
’graduates in schoo]s is 1arge1y due to the1r unusua]]y‘early mastery
of contextual theory (There were those, of course, among . the -

| faculty, who argued that the pos1t1ve comments arose from some sort bf
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Hawthorne efféct, or the nathré] propensity of school people to tell
unﬁversity people only good thingsjabout their gréduates.)
| One of the criticisms aimed at the mixture of skills taught
in EdGen226 1is that not all of them are grounded in some common frame
of reference (see quote above). However, Gillis (1980, cited above)
argued for the inclusion in teacher education courses of "the many
good practices for which theoretiéa] explanations have not yet been
‘provided" (ibid.:10). Montview does this. |
In summary, there appear to be four important comments to be
made about where the theo?y taught in education courses comes frdm.
| 1. There is, as yet, no science of pedagogy.
2. The histbry of drawing implications from other disciplines
for use in education courses has not been eniouraging.
| 3: *There are, however, large numbers of specifié? and a few
giobai process-product studies from which skills and strategies might .
~be selected.

'4.' The act of selection is value laden. There are plenty of
skills avai]éb]e for running quiet, traditional c]assés; there are some
for running more oben;'chi1d-centred classes. -

If faculty members é;n appreciaté the 1mp1ications of these
fdur statements And pérticu]ar]y thé first and the fourth, there may
be enhanced opportunities for more effective co11aboratibn in the

‘eventual aim of improving school children's Tearning.
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Is Theory-Practice Integrat1on Seen
to be Effective?

The issue of whether the rhetoric of theory-practice integra-
tion.descrtbes what actually happens in thisdemain at Montviey is a
complex one. At a superficial TeveT; it is interesting to return
to the section tTtTed 'Concerns about Poor Theory—PractTCe Integration'
in the literature portion of this chapter. ‘That section dealt with a
number of cases where students and sometimes cooperating teachers
bemoaned thé. irrelevance of university'coursés’to the real woer;of
teaching. It is pOssibTe}tovstate mith confidence that’the‘Montview
’situatfon bears veryeTittTe“resembTance to these'cases ATthough they
had ample opportun1ty to do S0, very few of the peOpTe 1nterv1ewed
é-c]a1med that all or even most of the. program was’ 1rre1evant to the
acTassroom< Certa1n]y, some individual courses were 1dent1f1ed as
_‘unreTated to. the WOer of teach1ng, but 1t 1s cTear that the Montv1ew
: program 1sva quantum Teap ahead of therexampTes-c1ted 1n the"Concerns

about - Poor Theory Pract1ce Integrat1on sectlon of th1s chapter, as

- far as. student acceptance 1s concerned

: ) Part of th1s acceptance may be attr1butabTe to a phenomenon
noted by Ze1chner (1980b) He cTa1med that if educat1on students are
:?‘tadght surv1va] sk1115 onTyy they tended to say that the1r c0urses
i;were reTevant but to do T1tt1e ref]ect1ve th1nk1ng, then or Tater

Eas permanent teachers The Montv1ew program 1ncTudes a great deaT more
bithan mere surv1va1 skTTTs, a]though these are prom1nent 1n the f1rst
t}three quarters of EdGen226 There are even two sess1ons 1n March on
Tthe deveTOpment of th1nk1ng processes but the focus 1s on ch1Tdren s

th1nk1ng processes rather than Ze1chner s refTect1ve th1nk1ng
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processes (ibid.) for student-teachers. It seems likely that the
. widespread‘perception thﬁ% the course work at Montview University is
3 relevant to school pract1ce is based on more than merely the presence
of some surv1va1 skills in EdGen226
The theory pract1ce 1ntegrat1on area was exam1ned by seeking
op1n10n ab0ut two quest1ons
1. Is- EdGen226 1ntegrated w1th what takes-p]ace dur1ng schoo1
pract1Ce on Wednesdays? ’
' 2. Is the theory of the subJect area classes EdMath218
| EdArt218, etc. . . . integrated w1th\the.sk111s'and strategy course
EdGen226? | | a |
’ The answer to both guestions is,thét it:heopens to some.degree; '
but not’compietely. This may seem a‘reasonebTe state.of étfairs,jbut- |
s not seen to be,so»h} one of the ke}facotty;membersAin’thefEdGenZZGi*:
area.. | o ’ |
We need to insist that the terget {strategy forbtheAweek] is
used Mondays “[micro- teach1ng] and Wednesdays - [in schools].
Advisors sometimes don't worry about the target for the week.
(42, faculty member, EdGen226 Instructor, during a review meet1ng

of facu]tv members cons1der1ng student progress ha]fwav through

the Pre- 1nternsh1p Year)
! -

Micro-teaching-—Schoo1 Practice Match

The most common exp]anat1on g1ven for- the 1mperf%§t match
between the Monday m1cro teach1ng target and the target used an schoo]
, pract1ce the fo]10w1ng Wednesday seems pr1ma facie em1nent]y reason-_
ab]e o o S °
Somet1mes, lots and lots of t1mes, itls not" poss1b1e to work in

the topic for the week on Wednesdays. Those skills don't
necessar11y come up. (28 pre- 1ntern) : )
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;IOthers c1ted a good deal of f]ex1b111ty g1ven them by EdGen 1nstruc-
tors and cooperat1ng teachers b |

L1 work from first p]ann1ng the 1esson, then f1t in a target
My cooperating teacher encounages my ideas. Many times I've

‘gone back to ‘catch. up on earlier ones [skills], Espec1a11y from

 before we went out.,” (42, pre-intern. Last sentence refers to
the fact that four sk1lls are covered before students beg1n 'school
v1s1ts ) L . —

You don't ‘have to do what you discussed that week Qur’instructor
says it's all right. (78, pre- 1ntern) _ .

It seems,that a. working comprom1se has been reached Many'

’ respondents commented that, although they were unab?e to 1ntenrate

\

the theory for the week with the Uednesday schoo] exper1ence, they

wou1d probab]y cover al] ‘of the sk11ls dur1ng the course of the year,

- or 1ater EREEE |
' do 1t when 1t f1ts (78 pre- 1ntern) . |
ST finish Pre- 1nternsh1p w1thout cover1ng all the sk111s I can -
always do it next year (16, pre- 1ntern) _ :

Micno-teaching o Y

\
N

It may be appropr1ate to- cons1der the quest1on of the effec-
| t1veness of m1cro teach1ng as such 31ven its p1vota] ro]e in the

,.1ntegrat1on of theory and pract1ce Students d1sp1ayed a very w1de

- range of op1n1on about micro- teach1ng

v

It s worthwh11e-—we have a wonderfu] group We rea]]y do focus,
you- don't ‘have so’ many distractions. (80, pre<intern, from. the
section whose instructor-was quoted above on the need to insist -
“that- students pract;sed the skill for the week on wednesday3

It may he]p change the att}tude of some persona]1t1es It he1ps
because your: peers get to give good feedback because they know -
: you as. a person as: well, (23, pre 1ntern) o K/ :

| Takjng.a_rather d1fferent-]1ne were_the fo]]dWing remarks: o

-



I hate those Monday things. Last Monday I went home and cried.
The feedback was bad. It [the lesson] went well on ilednesday.

(74, pre-intern, who had given a micro-teaching lesson and
received what appeared to the researcher, who observed the whole
process, to be quite mild and fair critical feedback from the two
student 'supervisors')

I almost quit after the first micro-teaching. There was nothing
good [in the feedbackl. ‘I was so upset. It would have been all
right']ater on [in théﬁsemester] (78, pre-intern)
Plate 2 1n Chapter 2 111ustrates the feedback situation. The potential
\
is present for~a_quite“intenSe'1nterpersona1 experience, especially
given that the rest of the micro-ciass is looking on.
~ «The'work of Leith (1982), discussed above, may be especially
pertinent here. _Perhaps the latter two respondents may have been
better su1ted by the very h1gh1y structured micro- teach1ng used by
Le}th. The former two students were obv1ous1y we11 su1ted by what
ocourred at Montview, which is what Leith ca]led-avm1cro~c]ass.
Other}students commented on the importance of the lab instruc-
tor.
The idea 1s'1dea1 Every Tab [mwcro teaching group] is different
according to the instructor. My lab is d1sorgan1zed and has no
commun1cat1on (34, pre- 1ntern) }
"It depends on-the advisor and who is in the micro-teaching group
“Some_are’ good, some So idealistic. It was hard teaching elementary
stuff to peers. . . . Our group discussed the value, most of us
‘thought it was, time- wast1ng Me asked if we .could e11m1nate 1t
,;but it d1dn t happen (61, Fourth Year student)
A . The negat1vqty of the 1ast comment may besexp]ained'by the
fact thatvwhen this Fourth Year student was in Secand Yearv(1980r81),
a]] micro- -teaching was superv1sed by ‘the facu]ty adv1sors This was
-a cr1pp]1ng load and some adv1sors poss1b1y carr1ed out the task 1n a’
more perfunctory way than they wou]d have w1shed The pract1ce was

d1scont1nued the fo11ow1ng year and miero- teach1ng substant1a1]y
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‘reduced. 'However, some faculty members saw the need for increasing
the amount of micro—teachinguagain, and for the 1982-83 vear, lab
instructors were h1red spec1f1ca]]y to supervise micro- teach1ng

A discussion between a 1ab coordinator and -one of the 1ab
tnstructors underlined several impaortant aspects of micro-teaching.

Coordinator:

The Lab session . . . is neessary until Christmas. I'm not sure
if it's as necessary after Christmas. Some will need it. Others
are wasting their time. All need it initially to learn the pre
and post conference and getting and giving feedback.

Instructor: = - ) oy

X [student name] fee]s the lab is a waste, so she hasn't grown
by applying the post-conference 1earn1ngs and feedback. The
spiral here is not working [the spiral is where.the EdGen226
cycle is repeated during the pre-intern year over and over at an

increasingly higher level of sophistication]. (31 and 92
coordinator and lab 1nstructor)

The student S own percept1on of micro-teaching was:
Some theory is so basic—it's only common.sense. Some seems
very tédious. (82, pre-intern, very competent in the classroom.
Impressed her cooperat1ng teacher faculty adv1sor and the
researcher ) .
, : . . _
Perhaps the most serious djscontinuity between the rhetoric
of the weekly micro-teaching fo]]bwed‘by'real experience in'a class-
room and what actua11y happens 1s~brought abOut by.the sheer mechanics
of the system Several students pointed out that only three students
out of.a group of about e1ght students actua]]y taught a 1esson in
.m1cro—teach1ng each week Students therefore w111 micro- teach only
four or five of the dozen or so skills. |

Even 1f the micro- teach1ng could be prov1ded for every student gel

. every week, 1t wou]d still be sub- opt1ma], accord1ng to Ber11ner 3

kY f’!_

. (1969:3)



The micro-teaching technique which seemed to be effective
consisted of an initial teaching session, a playback and a
discussion of that session with a supervisor, and a second
teaching of the same lesson with a new group of students.
More recent work by Joyce:and Showers.(1982) paints an even g]oomier
picture. This was discussed'brie?1y in the literature section of
this chapter. To achieve'mastery of a new skill, aecording'to‘Joyce
and Showers, at least-fiffeen varied demonstrations‘and at Tleast ten

protected tr1a1s are requ1red To~prov1de the demonstrations,

v1deotape appears to be an acceptab1e subst1tute to live demonstra—

tions. Until now, the provision of at least ten sessions of protected

practice for each skill seemed to be anrinsuperab1e barrier. ‘However,
providing protected practice will shortly becomevteasib]e-dde to the
deve]opment of a piece of videodisk technology by- a reséarcher at the
Universityggi,Alberta (Parker, 1983). In its'presentdstate of develop-
ment, education students use it tp ask'questiqns of aﬁsma11 ¢1asé»of‘

Grade 5 chi]dren3_regardjng part of the story of King Midaé of the

Golden Touch. Typing the question on the keyboard of a'sﬁa]1 computer

causes a picture of the class to appear on the screen, and children in

the class to attempt to answer the question Over four hundred quest1ons

and answers: have been p1aced onto the disk, so it is un11ke1y that a
studentws question will not be on the d1sk.' Even this p0551b111ty can
be aVoided.by'reduiring stddenté to pick the deStidnsafroh a typed ‘
Tist of thpsethichagre,On.thevdisk.' Students rap1d1y recognize when
’ their qgeStions are'ambiguous or too eomp]ex The dearee of rea11sm /
is high:' dne“educatton student,was heard‘to exclaim angrily "They're -
- laughing at me." | ‘ | - |

Future‘developments.inc]ude a facility fbraaccepting spoken

127

C



;]1y, the EdGenZZB_ski]]Ifor the week is a]sb.taught in the
,éa classes in the context of the variousﬁSubjects. thus, ‘

P26 skill ‘%or September 30 was '‘Varying p.resentation Math

c1asse§‘ 'that week might be d1scu551ng the teach1ng of tr1ang]es |

' 'structor cou]d refer to different ways of present1ng the

" r1ang]es He might refer to the poss1b111t1es of-draw1ng

concept ot

tr1ang]es olﬁthe cha]kboard haV1ng ch11dren make tr1ang1es of meccano

- p1eces,~us 7tr1ang1es (tr1angu1at1on) to 1ocate forest f1res and SO

;on,femphj _;.g the d1fferent wa/s a part1cu1ar top1c can- be presented

Other subJect area class 1nstructors wou1d teach in a s1m11ar way
Th1s seems to occur 1n some subJect area c]asses but not -
others One facu]ty member suggested that both subJect area and -
'1nstructor were 1mportant var1ab1es | | ‘}_ S
tl'Some [areas] Tend’ themse]ves read11y to‘1ntEgrat1on dtherslnot }

-as readily. 1 believe that once a faculty member "has a strong ﬁ
concept of the program, he can better select his content to match

the intent of the program. (37, facu]ty member with spec1a1 o

1nterest 1n program. deve]opment) |
The same faCu1ty member expressed the be11ef that the 1ntegra-
t1on of Educat1ona1 Psycho]ogy, EdGen226 the subject area classes and

the Hednesday schoo1 exper1ence was work1ng now "better than 1t ever

has_before, or_1n many prOgrams I'm fam1]1ar wmth across the‘country, ,;i



: cont1nent and beyond" (37). \
) Other faculty members pointed out that the 1ogwca] sequence
for presentatton of the subJect area classes sqmet1mes cou]d not be
made to f1t the EdGen226 strategv for a particular week.

The sequence of the [subject area] course mav fall apart
if I stuck to the EdGen sequence. I try for mult1p1e targets,

so students might try for mot1vat1on and quest1on1ng (91, subjeCt'

area 1nstructor)‘
v One facuﬁty member c1a1med that facu]ty who had tauqht EdGen226
~and who ]ater taught subject area classes tended to integrate these o
‘w1th EdGen skills more than subJect area 1nstructors who had never
taught EdGen226. . o
/ o o L
The problem of finishing some subject area classes before
" field experiences began was mentioned by another f%cu]ty member.
We keep going back»to'{the,subject‘of] 218's [subject area
classes] for the first six weeks in fall. Students don't go
out until.after that, so there is no -opportunity to make any
ass1gnments to be integrated with field work. It's just a .
packaged class with-no field component That's going against
‘one of -the principles. (51)
;Not mgnt1oned was the fact that the subJect area c]asses are taught
in two blocks of four one 1n the f1rst s1x weeks, the other in. the
second s1x weeks of the fall semester ‘@C1ear1y, no 1ntegrat1on s
}poss1b1e between the subJect area c]as;es taught 1n the f1rst six:
weeks and the EdGen226 sk111s taught 1n the second<s1x weeks
There is a lack of 1ntegrat1on between subJect area c1asses
and EdGen226 The researcher observed th1s 1n severa] cases and the

1nstructors of a number of Su %‘t area classes stated qu1te open]y

: fv’that fu]] 1ntegrat1on was not p0531b1e Un11ke the s1tuat1on w1th the

‘11nk between m1cro teach1nq and Uednesday c]assroom teach1ng, no one -

.o
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appeared unduly perturbed about this'distrepancy‘between rhetorjc'and
practice. ~If the 1nterpretationsvof some:of‘the:peop1e quoted above
are‘accurateu'there may‘be‘a-gradua1 moye towards greater integrationﬂ
as more facu]ty members ga1n "a strong concept ﬂf“the program" (37). |
In any event, full 1ntegrat1on is un11ke1y to ever occur, and for

\J

reasons also given aboves~probab1y~never should occur.

Content-Independent Skills

This was an issue wh1ch -aroused cons1derab1e em0t1on each t1me:
the researcher mentioned 1t People had “strong fee]1ngs about the
-concept of content- 1ndependent sk111s However after ta1k1ng to a
1arge number of students and facu]ty, it became c]ear that there were
really three separate areas of concern »_n -

: F1rst, some facu]ty members took the phrase content 1ndependent

' -
skl]ls to refer to the d1sagreement amongst facu]ty members about the

Arat1o of t1me a]]otted to subJect area content compared w1th t1me ;"é

; a1]otted to sk111 tra1n1ng One facu]ty member referred to some

*seCondary programs hav1ng ma1n1y content w1th Very ]1tt1e pedagogy

8

Sy
He sa1d L TR

I'm not aga1nst content but if e 're in. the bus1ness of teach1ng

teachers, ‘that is our. prime target [pedagggy] .- (83, faculty

member with exper1ence in both hlgh schoo and e]ementa?y programs)

Another facu]ty member took the oppos1te<dnne, and referred

R L3

. ',to the secondary program 1n qu1te a d1fferent way ‘.fiff—"'

,There are some of us on facu1ty who do v1ew with concern the"
- heavy. emphas1s prbbab1y from Oregon where many of bur.doctorates

130

-are from, ‘on process vérsus'content. I'm a fence sitter, but I'm ,;U'
- afraid that in the elementary program, content is given second S

» ‘place, and I'm: espec1a1]y concerned that in the new secondary
_ . program, if’ there's going to-be such a thing as three teach1ng L
i f1e1ds, that aga1n expert1se in subJect areas w111 suffer (68 :
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facu]ty member, also with experience in both e]ementary and high
schoo] programs)

Some students shared this concern.
One thing bothert many stuzents. We dwell soAmuch‘on skill, but
we're forgetting about content. The profs sayv, "Forget about
content. Work on the skills." (12, pre-intern)
Another student saw an inconsistency in messages from univer-
sity and cooperating teacher.
We've been told "Don't concern yourself ébout content" [by
facultyl. Maybe the cooperating teacher is pressuring us to
push content. It's a dilemma for us. (10, pre-intern, mature age)
A representative of the School Trustees Assoc1at1on believed
that there was "too much time on pedagogv at the expense of academic
background” (86). He suggested that_th1§ was partly attributable to
the demands made by the fssociation for;what he called "broad teachers,"
those able to teach a wide range of subJects His perception of the
situation was that the Faculty of Educat1on had responded to the
As;ociation's demands by stressing pedagogical skills at the expense
of an academic focts on a small number of content areas.
This .issue seems to be based, hot on any misunderstanding;
‘but on a difference in beliefs about teacher training. As such, it
%ay not be easily resolved. Little; if any, research appears t& have
been done on the best ratio of subject area content to ski)ﬂs traiﬁing
in teacher education coursesi Continued empathetic communication and

forbearance may be the only reasonahle wav te"behave in the face of this

type of disagreement. .
The second interpretation of 'content-independent skills'
which was found, involved the iésue of whether or not a body of

teaching skills exists which are useful over a wide range of'teaching

L



subjects. At present, the elementary education program is based on
. e ;r .
the premise that such a set of skills and strategies exists. In

EdGen226,- about a dozen ski]is are taught, micro-taughtvand practised.
It is assumed'thét these‘ski1ls fit all eight subjeet areas more or
less equally well.

$peaking Qf the-historical preoccupation with how to teach
specific subjects and the current Montview rejection of that approach
in favor of genera]Kteaching shi]ls; one faCUltymember said::

I'd sav our product, according to principals and super1ntendents,
. can go into a classroom and function as teachers. [ don't

think they re any less qualified to teach in any subject area,

but they're certainly more alle to work effectively with ch11dren.

(51, faculty member who has been closely involved with the new

program at Montview from the start, and has supervised students

throughout its development)

Another senior faculty member sketched his percept1on of the
history of the cohtent-1ndependent skills debate and stated his firm
belief that:

Any content would do as a vehicle for skills and strategy .

the information [research] was showing that a Tot of it was
applicable across various subject areas. (42, facu]ty member
who had been closely nnvo]ved with-the new program since its
inception) - o

An opposing position was outlined by severa] faculty members.
Representative of them was the following comment.

We can never neglect 'how-to' [skills]. . I'm only concerned dbout’
this genera11z1ng——the idea that these skills can be pulled apart.

I'm saying it has to be in the context of the subject. . . . I'm
concerned with how to teach Math, how to teach English . . . I

believe that there isn't much can be said in general. (46, faculty.

member who has,been on faculty since the inception of the new
program, and who was earlier more involved in EdGen courses than
he is now)
The two positions,above appeared to be irreconcilable without
a fundamental Change in belief by one or other party. The researcher

¢
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was therefore considerably surprised when the person espousing content-
bound skills stated:

I'n support the old genera] methods classes, classroom manage-
ment, questioning techn1ques, etc. (46)

when it was po1nted out that most of the EdGen226 skills were of this
type, he said "That's 0.K. I don't know it in detail.”

Further analysis of what happens in the Pre—infernship Year
reveals a pattern which‘is in nd way antithetical to supporters of
content-bound skills. Each week, it is possib]e for subject-area
instructors'tq explo;e the subject-specific nature of the EdGen226
skill for the week. Thus, if the EdGen skill was 'discussion,' it would
be quite possible and proper for the EdlLanguage instructor to integrate
this skill into Lanquage content very differently from the way the
EdMafh 5nstructor dealt with the skill.

‘There abpears in this issue to be an unnecessaky schism between
opposing groups. Better under%tanding by each group of the other's
position may well reduce or even eliminate th§ areas of disagreement
- and increase the energy available for pursuing the goals of the |
faculty. |

The third interpretation of contenf—indepéndent skills is that
made by -most students. To them, the concept appears to be‘the Justifi-
cation for the imposition of a vary frustrating element in their
Second Year cycle. This is the selection by EdGen226 instructors of a
recondite topic for micro-teaching sessions, rather than the‘topic the
students will actua11y teach the fo]]owinngednesday. The justification
for this is that use of the real Wednesday c]asskodm topic in micro-

~teaching tended to cause students to focus,dn'content rather than the

clill
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It's so easy to be caught up in content and forget about prd-

fessional development. (51, faculty member, and fdGen 226

instructor) , '

The pedagogical process is relatively content-free in the sense_\

that you can choose almost any content to teach that. (37,

facu]ty member, ex-EdGen226 instructor)

The students argued, however, that if any content can be used,

it would be more sensible to use llednesday's content. They saw the
imposed topic as just another unnecessary demand on their time. As

one student put it: . - : : o,

‘«\

I'm busy enough with things that are important, let alone pre-
paring lessons of no-use to me or the class. (72, pre-intern)

‘Another séid:

What they give me to teach, I'll never use. le've asked for a
lesson we can teach in class. (57, pre-intern)

The point seemed to be that 1nsteéd of allowing students to concentrate
on the skill, this approagh‘forced-them to spend a lot of unproductive
time on unfamiliar content. Theirxarguﬁent seems difficult to réfute.
In fact, soﬁe lab instructors have allowed students to use Hednesday's
school topics for micro-teaching.- "It's more valuable—way better,"
said a pre-intern (72). .

It will be interéstingcfpbwatch what happens with regard to
future faculty policy on this éspeéf of micro-teaching. A large
, majority_of students object to what they see as an unnecessary waste of
their scarce time. The argument in support of fhis.prabtichiii1s to
convince them. The issue 1tse1f is not central to the success of the
program. ) | S

The interest lies in observing how the issue will be resolved.

The faculty takes pride in the quality of relationships existing



‘between professors and students. Much of what the researcher observed
indicated that the pride was justified. It seems entire1y'possib1e
that this apparently trivial area of concern could preve to be an

'important test of the qua]ity of the faculty-student re]ationship.

Micro-teaching—A Modified Judicial Evaluation

Full scale Jud1c1a1 eva]uat1on involves a. spokesman for each

of the opposing positions, a jury to hear the arguments and a chair-

man (judge) to provide a summary of the deliberations. In \his case,

the jury was dispensed with, and the two cases'were transcribed from
audiotape and submitted to aniindebendent person for comment. This
persnn, a very experienced user of micro—teaching at a different
university, did'not know, and was not known by, the Montview faculty
members who provided the cases for and against micro-teaching. She:
provided a detailed commentary on the arguments put forward by the
proponents of each case, and expressed her willingness to meet them
to further d1scuss‘the 1ssue_ot micro-teaching in teacher educat1on

institutions. _ : \

é@e entire segment appears below with some editorial a]terat ons

for readab111ty, but no other comment:
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The Case for Micro-teaching
(Transcript of Micro-teaching Tape)

B . &\} ‘
This is my report to Barrie Dickie on the micro-teaching aspect
of the Montview University Faculty of Education Elementary Teacher
- Education program. Ve started about ten years ago to try various forms
of micro-teaching or peer teaching. In each of these earlier cases and
try-outs, the process proved to have some.valuable aspects as well as
a number of difficulties which were evident right from the start. We .
looked at studies done at Stanford, the very early original studies,
the Sydney micro-skills. and the very excellent background information
and the analysis of the research carried out to date in their materials,
and [ visited Stirling .University in Scotland where they have a very
extensive and expensive micro-teaching program.

When we began. to use micro-teaching as a part of our elementary
- progkam, it was just that, only one small part of the new elementary

It is not my purpose to explain or go into great detail of
mentary program at Montview -University, but it must be-under-
stood that t cra-teaching or practice labs are an integral part of
- the total program altholtyk that-was not the'wav it was looked upon

by some faculty and some sdudents. Those who tried to see it that way
made many adaptations. and adjustments and also made the point of trying
to explain how it fitted into the overall program. The points that
need to be made about the, elementary program here is that there are,

in our mind, four major aspects and these are all developmental in

that they progress from more simple to more complex, they are more
integrated as you move through the stages and they acknowledge the !
stages’ of development' in becoming -a professional teacher. These
aspects are firstly. a conceptual development aspect, an ego development
aspect in which we try to be concerned. about the growth of such things
as self.esteem, self concept, identity, professional awareness, pro-
fessional confidence of the students as they move through the program,
as well as a skill development aspect ‘in which the micro-teaching or
peer teaching played a major role. There was also a fourth part which
was a practice aspect in which we tried to be conscioys of the synthe-
"sizing of the parts into a.performance because the purpose of our
program is to provide for a performance product for teaching in the .
classrqom. ~ : : :

. In studying what was lacking :in teacher education,. both in our
own program and jin many other institutions in many countries, it was
obvious that performance was a major expectation that was not being
met. Thus our program made the application of pedagogical principles
important to it and therefore tried to include it. This lack is still |
a seveére criticism of many teacher~educatjon‘programs.f\Ne were aware
of the fact that some studies raised .doubts about the value of micro-
teaching, especially the tendency for the skills to wash out once the

“student wds teaching. Also some critics were opposed to any attempts
to break teaching down to mechanical skills. As a result of these
. studies and observation, we did a number of things to make our practice
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more successful. First the skill aspect as contrasted with many
competency based teacher education programs was only one aspect of
the four and it was allotted really a very small part of the total
time. MWe did have also [sic], we made it part of ‘the total development,
it took place mainly in the Second Year or the Pre-internship Year and
the micro-teaching followed upon a session in which the teaching
principle was explained and demonstrated. Then it was carried out
with feedback in a positive learning climate, not in an evaluative
climate. So the micro-teaching was never evaluated by individual
" . sessions-or session by session nor really was it evaluated as a
‘ whole. It was a necessary part of the program, we tried to encourage
- it as a practice preparation session. . This is one of the drawbacks in
the micro-teaching part of the program,, The micro-teaching was followed
by a practice session in a school and the students were assigned to
this classroom in the school one day a week. The purpose was to limit
_them to teaching two lessons in which the major objective was a
practice of the pedagogical principle that had been studied a couple
of days before and practised a couple of days -before I mean, and thus
prepared for, so that it could be applied in the teaching situation.
The practice-session in the classroom was a reqgular lesson but the
main emphasis was on the teaching principle or as we called it, the
target.

.

We followed a number of basic principles. As much as possible
we moved from simple targets to more complex as we moved through the
Pre-internship Year. In the early stages this was a continual study by
faculty, and many faculty researched the Titerature and travelled and
visited institutions to try to determine what would be a core of so-
called basic skills and strategies or basic teaching principles and
their application. We also sequenced these targets-according to their
immediate need in the classroom. So we had two principles of N

- sequencing: . that's simple to complex and immediacy of need. Ue kept
the whole process as holistic ‘as possible. We avoided breaking down
the skills into.very fragmented parts and even though the micro-
‘teaching was short and restricted to the target, it was still taught,
used and practised as part of a lesson. In the practice which followed
in the school two days later, it was always part of the whole lesson.
We tried to make the skills cumulative, that is as one was practised,
we tried td°maintain that as we moved -to the new targets. We have
carried out very extensive evaluations of, our elementary program in a
number of ways and not anywhere as complete as we'd Tike®* but a .number
of years we especially studied the Pre-internship Year (although we
also have studied the Internship which follows it). It's important in
this program to realize that the micro-teaching is part of the Pre-
internship Year and the practice sessions are in-the school, once a
week and the two week block at the end of that year, but that this is
still only considered to be a fairly fragmented part of the development,
and it is not until the Third Year that the student has a sixteen week
Practicum .in which we expect the synthesis of the number of skills and
‘strategies, along with the pedagogy of individual subjects, along with
the stage at which they are in their own development of their own self

, confidenS&Q Also it is important to note that the whole -approach to .

\
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the micro-teaching followed the same supervisory approath that was
practised in the Internship in the year that was following. In other
words, there was a conference part to the teaching, the target was.
described and the data were collected according to the target which
the student was practising, and this approach continued on into the
supervision although the targets became muth more molar and much more
long term in nature, The evaluation results in general have shown a
number of things to us, but we have had a fairly low percentage of
students who favored ‘the micro-teaching., It's been .running between

. 40-60%. This has been fairly consistent over a number of years: The-

results have shown that this has greatly depended on hew the micro-
teaching was carried.out. In breaking it down it's- obvious that that
was a major factor. Over the years we have had.much improvement but
this is still probably the least liked parE of the program. '

We've had a small number of faculty who've made little attempt
to understand the process and have been negative towards it and they -
have conveyed this to the students with whom they have been working.
Then we've had a number of faculty who have been in favor but not sure
how ta carry it out, therefore there has been a very real Tearning
experience for faculty. I could go into the kind of preparation we've
done recently to try to overcome .the number of difficulties:we've had.
The results have been startling, even with as few as eight or nine

practice sessions per semester. He have had positive skill development,

improved conceptual development and certainly a vastly improved self
concept of those people who have continued through the program. The
micro-teaching has provided a fairly low level screen, but has helped
us in the screening process in continually providing feedback to the
students as to how their growth and development is taking place.

For instance, just recently, the team made recommendations -to_have a
failure for one student in a section and although it was not based on
the micro-teaching, the micro-teaching report did confirm that this
student was having a certain kind of difficulty. " One of the English
Education faculty mémbers who was quite particular about the lack of
achievement in the oral English of our students admitted that there

was a vast improvement in oral English ability following this practice
year. (He was opposed to the program.) - We have also had very positive
reaction from teachers, principals, superintendents as the students
move into the Internship, indicating how well prepared they are,
indicating that they have obtained a-degree of self confidence and that
they do have some knowledge as well as skills that they can put
together in a more real teaching situation. ‘

We have some other programs with which to compare it. Our
secondary program up-until recently had no micro-teaching or practice
sessions and the comparison was obvious—the number of complaints we
got about the people not being ready and not having skills at any
level were abundant and this has been obvious to'a person such as
myself who has visited many student interns. We could go on to des-

. cribe in much greater detail, but the evidence for é(?n the skeptical
faculty is obvious and-accepted and has made a real di{ference,to our

program. ' . \ o
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Now, it is difficult to isolate the micro-Reaching as to its
importance within the Pre-internship Year, but last year when I was
away the micro-teaching was reduced and not carried out to a great
extent. Following that year the faculty voted to reincorporate it as
an essential part of the Presinternship Year (I was not there). I've
supervised numerous students through the years in this program and in
all phases of the program and this year I supervised students who had
gone through without any micro-teaching 1in their Pre-internship Year.
It was patently obvious that they had not practised certain skills—
they had been in the classroom but they had not practised certain
skills, that they were not as aware even of how to put them into’
effect and although they had many good qualities and ghe program was .
successful, the lack of skills was obvious, even with topnotch students.
Also we've been dnvolved in three other programs. In these three, two
had used 'skill development practices and one didn't. We've had a most
fortunate experience in that we can note the differences and some of
us have been involved in all these programs and the difference in
possession and lacking these skills was very evident among programs,
and the students did not really differ. They differed from the regular
students in some ways but they did not differ really among themselves.
With all of these examples, it had become really Just a necess1ty to
carry on but improve this aspect :

The 1iking of it of course is easy to explain andsit's not
surprising whatsoever. The maybe oversimplified analogy is the one
of anybody in a highly-skilled activity such as music or sports. Of
course although the students.realize that practice is necessary and will
spend many hours at it, when asked to rate practice at dribbling or
shooting when compared to. the real basketball game, there is no compari-
son whatsoever in their degree of 1ikeress,and the same thing applies
to many many other activities. I think you can stretch that analogy
a bit too far at times,but I think that aspect is very true. This year
though, we have revised the program—the programmanager has revised
the program. Number one, she has changed the - term to labs which is a
more acceptable university term and she's employed graduate people as
- lab instructors so ‘that we could have a fairly consistent group of
peop]e who accepted this position because they wished to work in-this
particular job. !le've also provided materials that would give the
student micro-teacher content with which te work, and therefore avoid , .
a lot of unnecessary/preparation in the content area. The results have
confirmed that the change of plans have been successful in that a -
larger percentage of the students have indicated that they are in
favor or have liked the 1ab practice sessions. I think some of the
major aspects of the micro-teaching is that number one, it's purpose
is strictly practice although its purpose is probab]y mainly practice. -’
It has a major secondary purpose which is increasing understanding and
.as we get to more comp1ex teaching strategies, as for instance,
- teaching of concepts and teaching of skills, and inquiry teaching,
some aspects of information processing, students find that of course
their understanding increases as they make some fairly coordinated and
some discoordinated and fairly disjointed attempts at practising these
., teaching strategies. But afterwards they come out with a better
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_ .
understand1ng of what it means and this has happened constantly. But-
the major purpose is practite and therefore we have to explain to the
students that'their criticism which of course is that it's not real
and they therefore don't practise the real thing is of course the very
point. We do not practise in the real sjtuation—we practise in an
artificial situation with as many of the variables reduced as possible °
so that one can make very rough first attempts at applying the particu-
-‘lar pedagogical principle in a teaching lesson. Since teaching is to .
a great extent the interaction between the teacher and the student £y
we certainly make no bones that that is the kind of thing that is
being practised here. Therefore, it is very restricted first:steps
that,the teacher must take in carrying out a certain kind of teaching
a ach, and so that they will be able to do this,we need -tofhave them
go through it and try to understand it and work through it and have -
some kind of explanation related to their own background as to what -
this-means and how this works. So we control the. variables and some
activities such as some of the classroom management activities which
are very difficult to practise. Therefore those do not turn out to
be the best topics or-targets, but some of them can be initially
started.. As a matter of fact you can correct students who are not
carryinq out properly.tertain pract1ces such as overlapping, through
a micro-teaching sess1on,and it is one of the best places to practise
some of those 1deas,

- At this stage ‘we are now gett1ng reports from students that

.one of the difficulties they re having as they get into more compli-
cated teaching processes is that.they need more practice.. I've had
;studEnts offer this strongly, and we just don't have the time in the
_program to provide for the amount of practwce that some of them would
Tike.. Now they don't particularly enjoy a lot of this practice in
certain ways, but they do realize when they have a look at the class-
room that they can't move into a real 1jve buzzing, humm1ng twenty

five student classroom and start to practise certain’kinds of: peda-
gogical principles.  And consequently most of our evidence shows that,
mpsty of those kinds of skills and strateg1es rarely if ever gét. put
into practice. On the other hand we're still rot sure how much pract1ce
1S necessary before they do wash out or before they" become internalized
" and integrated and become a more automatic part of the way the teacher

operates. And that. the teacher can “think about how and when and why
she w1shes to use these part1odTa¢ 1deas -

, To conclude in.this, we are now reach1ng a. staoe of actua]]y
for some of us -quite innovative, and we think to some. extent. poss1b1y
reaching new heights in.our work in trying to get at what teaching is,
and through some stimulated recall following micro-teaching, we are
now getting students ‘who-are able to think teaching at the same time.
as they are thinking what they are teaching. So being able to have
students think both about how-and what, seems to be the key to it all.
We-are now finding that we are able to get that second thought level
but we can't’ get it in the classroom. unless we've first got it in the
- very confined and restricted situation. Then as we achieve it with’
’faculty adv1sors, who are following a]ong w1th the student and are
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able to pick out subtle differences that are taking place, we can

then build on those other higher teacher thought levels as I'm calling
them, and have the student think about what they're-doing as well as
what they're teaching. So we're very enthusiastic about where this
‘kind of session will lead. But the main emphasis is on practice and
incréased understanding, not the realism of the classroom. Fortunately
on our program it comes only a few days afterwards, so we never leave

a ‘person really in an experience that is just an isolated very -
artificial experience. lle always move from that into a much more
realistic situation.. Now we have a number of quest1ons that we need
to study in greater detail. How many practice sessions do you, need
before you can make the most of the real classroom? What are/the best .
kinds of-real classrooms? _What are the best kinds of content in which
to practise and 'so forth? We do have a number of guidelines that have
been worked out by some of. us and our students, in that we now find
that adjusting very carefu]]y the content and making it vary ina
certain way so that a person can be giving attention to the teacher

~ thought that's necessary does help con51derab1y, but we're really at

. a very rough and largely unsc1ent1f1c stage in that. I should mention
also that we have.made other moves. 'For instance we have now a new
middle years program,and in there we are making adaptations of our
practice sessions to meet the needs -of those people teaching at tha;7
_level. e are. mov1ng to a:-new-high school secondary proqram and we're
incorporating various kinds of practice into those sessions. We are
planning next year to. start a new sub-part of ‘the elementary program

" for early childhood, and also in that area we will maybe- be making
-.adaptations that will fit our practice sessions to better he]p the
students who are working at the ear]y childhood level.

pr
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Micro-teaching: A Second Look
(Transcript of Micro-teaching Tape)

Micro-teaching has been an integral part of many teacher

education programs for almost twenty years. During the .early years

of micro-teaching the research literature focussed on the main objec-
tives and advantages of the technique. With the passage of time it

has become necessary to review not only the overall worth of the
technique, but to identify the problems and limitations which have -
dradually come to 1ight over the years. The purpose of this discussion
s to identify some of the features of micro-teaching which have .
presented problems, and to suggest some corrective measuééss I have
set forth some of the underlying weaknesses of micro-teaching as I

-have been able to interpret them from statements in the literature,
from observation, and from discussions with both advocates of micro-
teaching and those not so fully convinced-of jts worth. First of all,
some of ‘the minor limitations of micro-teaching.” ‘

Micro-teaching sessions require a larger percentage of time

than is normally spent in regular courses. Consequently, it is not
unusual to find' that some faculty members are assigned to micro-
teaching even though they lack the necessary preparatiop and communica-
tion skills. Other faculty members may be required to conduct micro-
teaching sessions even ¥hough they lack both the expertise and the
interest. In order tq overcome some of these problems, a.large number
of extra sessional instructors, for example,. former teachers and
graduate students, are hired each year to assist with this aspect of
the program. = Students participating in micro-teaching find that the
sessions require several extra hours of involvement. In-.addition ‘to

- attending the lecture which focusses on a particular skill, each stu-

dent is required to prepare a micro-lesson to incorporate the skill in

the practice session. Although the number of students in each practice,
- sesSion is kept small, five to six in number, at least an hour to-an
hour-and-a-half is required to allow each student to present his{le€son
and to be evaluated. According to III (1980) students reported that
they considered micro-teaching far. too time-consuming when compared to
its value in the classroom. Most of the proponents of micro-teaching.
recommend the use of video-tape machines. This equipment is very
expensive and consequently there are not enough machines to go around.

Faced with these problems, it has become necessary to adapt the micro-

teaching sessions to suit the circumstances. Then there is the
additional problem of space. There are not enough rooms for video-
tape instruction. Nevertheless, as serious as these Timitations are,
" with more- time and more space and more resources, faculty and budget,
these problems of micro-teaching could be -overcome. A more serious
limitation of micro-teaching 1ies inherent in the method itself.
‘Now I would Tike, to discuss the major limitations of micro- ' -
. ] bave identified ejght important, though necessarily -
ations of micro-teaching. They are,astfo11ow§;

teachj
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The theoretical base.

The new goals for teacher education.

-The data-collecting procedures.

The effect on learning.

The emphasis on skills over content.
Accommodating individual differences of students.
Reliance on the lecture method. :
‘The preparation of primary teachers.

OO Wiy~

First of all, the theoretical base. The roots of micro-
teaching are grounded in the behavior modification. theory, which claims
that a person's behavior can be changed by giving him some kind of
reward or positive reinforcement when he behaves in the desired manner.
The assumption is that the pra1s1ng or rewarding of the trainee will
increase h1s¢use of the behavior in the future. Originally, the tech-
n1que of micro-teaching was designed to.improve the skills of personnel
~in the militia. For training army personne] the method was most .
successful. The trainee received immediate feedback which perm1tted
him to see the discrepancies between his performance and h1s conscious ’
intentions, thus a11ow1ng him to judge the amount and kind of change #
required for him to improve his technique. It was believed that these
skills could be clearly applied to the performance of teaching.
Consequently, significant aspects of teaching might then be refined
with a degree of. precision not previously experienced in teacher educa-
tion. This particular view of teaching assumes that teaching is an
,-activity that can be reduced to a set of.specific skills, or instruc-
tional techniques, and that mastery of these skills results in effec-
tive teaching. The skills identified for micro- teaching at Stanford -
University have been incorporated into many teacher.education programs.
Generally, the set of skills includes the fo]10w1ng ‘thirteen items:
stimulus variation, set induction, closure, silence and non-verbal
cues, reinforcement of student participation, probing questions,
higher order quest1on1ng, asking divergent questions, recognizing
attending behavior, using examples and illustrations, lecturing, using
planned repetition, and fipally, asking questions fluently. The very
- nature of this set of skills seems to lock micro-teaching into-its
‘behav1or1st1c base. New terminology accompanied the advent of ‘micro-
teaching. In the literature the student teacher was referred to as
the trainee, and teacher education became known as teacher training.

A crucial question to be raised is this: does behavior: mod1f1cat10n
provide an adequate base for so vital-a component of - teacher ‘education?

. The second 11m1tat1on: the new goa]s of teacher educat1on.

~‘The ‘advent of micro-teaching challenged the traditional goals of .

teacher education. .The move to micro-teaching was more than finding

an effective means to attain the same goals. It was a shift to a
d1fferent conception of. what-is involved in professional teaching,

and therefore included new ways of prepar1ng students for teaching

~ through the technical skills approach It was believed that mastery

- of a ba51c set of technical skills! wou]d enab]e a teacher to .teach any
-subJect to any student 1n any c1rcumstances ‘



[

The third limitation: the data-collecting procedures. Data-
collection procedures of micro-teaching posed important limitations.,
Most of the data-collection systems quoted teacher behavior in terms
of the kind of behavior rather than by the quality of the behavior,
For example, a poorly-phrased higher-order question would be scored in
the same way as a clearly-phrased question. Similarly, a probing
question used at an appropriate moment would receive the same kind:of
'score as a probing question used needlessly or even absurdly, The
degree of behavior change was measured by the frequency of use of the

skill, rather than by the appropriateness of its use. In other words, -

it was that the skill was being used, and not how it was being used.

The fourth f%mitation: the effect of the technical skilis on -

Tearning. Another major 1imitation is.the assumption that the use of
the technical skills approach results in effective learning on the
~part of the students in the classroom. A review of the literature

" provided 1ittle evidence to show that the use of the technical skills
‘produces more effective learning. More research reeds to be done in
teacher learning process before we claim that micro-teaching produces
more effective learning. Research needs to quéstion how teachers
influence learners, and vice versa, before we can understand the
process by which teaching influences students' learning. The mental
life of both teachers and students in the classroom are the critical
areas to be studied. i T ' e

v The fifth limitation: the emphasis‘of skills over content.

.An additional controversial assumption underlying micro-teaching
revolves about developing skills apart from a curriculum’ context. On
the one hand, proponents of micro-teaching view teaching as perfecting
a system of skills. iConsequently,»thege skills are taught in isolation
~_from context. On the other hand, others hold the view that skills
“are most effectively taught within the context of curriculum. - This

context provides meaning and purpose for—the use of the particular
skill, - : ° B o : -
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The sixth 1imitation: ~accommodating individual differences of . .

the students. The skills approach pays little attention to individual -
Learning styles, -

differences -among the student teachers themselves.
- previous professional experience and personality traits are seldom -
taken into account. . It is assumed that all students coming into " -

>,

teacher education have the same needs-and that thesame package of

téchnical skills is what all these students need td make .teachers out -

of them.. ‘Even the differences. between what elementary and secondary
- teachers rquire}in'their preparation is not,a]ways considered. T

; " The seventh‘1imitation;f“fé]iahcefon:thé Tetturé‘methbd(“ The;_,,\
- . set of micro-teaching skills relies heavily on the lecture method of -

teaching, which ‘is more commonly used with older-students. Descrip- -

tions of the skills, such as lecturing, keeping students -attending to -

‘the task, the teacher should be utilizing the front and the back of
the space; imply that the skills were designed for.the lecture method
with the older student in mind. = 2. - e :



The eighth limitation: the preparation of primary teachers.
With the heavy emphasis on the lecture method in micro-teaching,
primary teachers are not being equipped with the kinds of skills that
are appropriate for teaching younger children. The younger. the pupils,
the more dependent they are on physical and sensorial experiences for
their learning. . The type of program that is required for younger
children provides the kind of learning experiences that will facilitate
cognitive growth and development through interaction with the environ-
ment. This deficiency in a teacher education program is viewed as a
serious limitation, since about 25% of our teachers will be employed
as primary teachers, that is, kindergarten through Grade 3.

And finally, some suggestions for modifying micro- teach1ng
From time to time, attempts have been made to modify the micro- teachwng
process. I would like to suggest four ways this can be done:

' F1rst a practicum based on a holistic approach to teaching.
Second, a practicum with fewer micro-teaching sessions. Third, a
practicum to develop skills necessitated by the context of currwcu]um
Fourth a practicum appropr1ate for pr1mary teachers.

. First, the holistic approach is illustrated by the Practicum
at Montview University. It includes three main.components:

1. Practice. The students need practicg in preparing and
presenting a lesson.

N 2. After presenting a lesson, the student needs information
about the general qua11ty of his lesson, and on the de]1very of it.
He needs to know what is good about 1t, and how he might improve the
areas of weakness.

3. Alternatives. In light of the assessment from his peers
and his instructor, the student needs to consider alternatives and
other methods or approaches which would be more appropriate. The
student is expected to incorporate these suggestions into his next
practice session. It is also intended that the sudgestions will be
reflected in the practice teach1ng sessions of the other members of
the group where appropriate.

The second modification of micro-teaching: a reduction in the .

number of micro-teaching.sessions. Only three on-campus sessions were
scheduled for students at Montview University in the fall of 1981
before they were assigned to a classroom. These sessions included
stmple lesson planning, making decisions, and setting objectives. The
~ main purpose of these sessions was to get students up on their feet to

make a presentation before a small group. Once the students were
assigned to classrooms, one day per week, the students -took the skills
that were presented in the general "education lecture and tried them out
in the school.
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The third modification of micro-teaching: developing skills
necessitated by curriculum. When the skills that are needed to teach
a lesson from a particular area of curriculum have been decided upon,
the students are given an opportunity to practise the lesson before
going to the classroom. Evaluation and feedback by the instructor 3nd
other members of the group permit the student to make changes that are
considered necessary. The advantage of this type of practicum is that
skills are selected to suit the lesson being taught. Furthermore,
student teachers are encouraged to view the selection of appropriate
skills and techniques as a life-long process in the development of
their teaching styles.

The fourth modification of micro-teaching:i a practicum for
primary teachers. The purpose of this practicum woyld be to prepare
teachers for working in the type of educatijonal enonment that is
appropriate for young children. 1t is known that younger children
require learning experiences that facilitate cognitive growth and
development through interaction with the environment. An important
aspect of this preparation would be to provide student teachers with
the opportunity of carrying out their practicum in-a classroom where
the kinds of learning experiences are consistent with what is known
about how young children learn best. The classroom teacher would
assign the student a lesson or teaching activity. An examplie of this
might be to read a story to a group of children. Preparation would
~include the selection of the story itself, and a discussion of the
" skills needed to read the story. The student would prepare to read
the story to his peers and instructor. Evaluation by the group and
. the instructor would provide an opportunity for improvement. The next
~ step would be for the student to read the story in the classroom.
Feedback would be provided by the classroom teacher. Upon completion

of the practicum, the student would have had the opportunity to include

a wide range of teaching experiences requiring a variety of skills,
methods and techniques. Another important advantage of this type of
practicum is that the skills would be integrated into the teaching
activity itself. The selection of the skills and the integrat#on of
the skills would occur in a natural manner. , ‘ '

In conclusion, my intent is not to claim that practice sessions
are not important, but my purpose is to suggest some ways by which
improvements can be made. It is fair to say that research has not yet
found the best method of  preparing teachers, but we do know'that
effective teaching is a provocative combination of philosophy, -psycho-
logical concepts, and pedagogical techniques. A more open and syste-

‘matic interchange of ideas for the practicum of teacher education
-programs might indeed enable us to design one of the most imaginative
and worthwhile programs in teacher education. Its shape and use can

be as varied as the imagination of those who plan it.  As Goethe has
said, "We must always change, renew and rejuvenate ourselves, otherwise
we harden." ' ~
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s
Micro-teaching: A Reaction to Two Critiques

v
by Dr. F. MacCannell

I had a problem with both papers in that they did not give me
a clear idea as to the content of those micro-teaching sessions. The
first paper gives us a rundown in a calendar way of what is done on
different days but it does not tell us who the pupils are. I am
assuming he means fellow students-or peers in the pre-service class.
He does not say how many are in the groups, nor who they are observed
by, though it is stated that feedback is given. We don't know if
observation is done during the teaching or if feedback is given as a
result of viewing a video-tape. There is a lot of information which
I needed, so some of the things I say, I may not have enough informa-
tion really to be commenting wisely about. A1l of the above things
are factors in human-interaction processing. From the second paper
I gathered that the Stanford madel was being followed rather closely.
~ In the first paper, he says they had modified this model to meet their
needs. I-don't know to what extent they are using the behavioristic
model and this fact would make a lot of difference to the kind of
comment I will make. With ald this as a view of my imperfect under-
standing of the program under discussion, I will discuss first one
paper and then the other in the Tight of my experience across a
number of years with micro-teaching.

b

The First Péper

The first paper begins with a statement of the different
sources of information sought before embarking upon their program
and that adaptations and adjustments were made. (I would think that
adaptations and adjustments would always be necessary not ‘only in
adopting another program but in advancing the design of. one's own
program.) Their program design was based on developmental needs,
progressed from simple to complex, became more integrated as it
progressed, and included a practice aspect. lle however do not know
what kinds of things were being practiced.

The. first paper indicates that a great deal of effort was
expended to make the program successful. It took place in the second
year.. There was a session with the skill aspect that they were working
on. They were given feedback and then they had practice with this
skill within a very short time in a school situation. So'I'm assuming
that they didn't use real children at their first go, but were probably
using peers. Ifhope that's fair. The paper states, "They were limited
in teaching two lessons in which the major objective was the practice
of the pedagogical principles that had been studied and practised a
couple of days before." 1 have difficulty with the notion that we'll
prepare something worthwhile to teach to children, but have as a
primary focus some specific behavior that is going to be practiced on,
really to the exclusion of perhaps that major goal: the children's
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learning. In that sense I would agree with anyone who says that m1cro—
teaching is artificial. I can see that as being a real problem, and in
my own work I hope I've gotten around that. I can see in the second
critique, that this might be a rather valid point that is being made.

Moving on in the first paper, the target is discussed as a
part of the conference focus. The target had been described, and the
data collected according to the target skill which the student wa's
practising. This goes back to the point I was just making. When we
are making a lesson in which children are to learn some particular
thing, how well are we going to contrive a target when we do not know
what is going to be needed. I liken it to being out on an archery
field and there are targets all set up. But if our purpose for being
out on the archery field is to gather daisies or to run foot races, it
may be that the target is only going to be in the way of accomplishing
of the objective, the collecting daisies or the foot race. So I can
see that as being one of the things that would be interfering a Tot
with people's appreciation of micro-teaching. .

He states "we have a fairly low percentage of students who
favor micro-teaching . . . but it did depend on how the micro-teaching -
was carried out . . . but it was still probably the least Tiked part
of the program." I can see there might be reasons. I'm quite
sympathetic with his next statement about some of the faculty being
negative toward it and then having this conveyed to the students -
with whom they are working. Truly if your faculty is not into this, -
it will cause much difficulty. It may be reaction to the behavior-
~ jstic model they are using rather than anyth1ng to do with the

" practice/feedback aspect. I came into micro-teaching looking at the

Stanford model, and I felt negative then too.

Later in the paper the observation is made that students have
a degree of self confidence and do have some knowledge; and, yes, that
would be expected to result to some degree. Students‘who hadn't had
the micro-teaching in their pre-internship year were compared and for
them, "it was patently obvious that they had not practised certain
skills, that they had been in the classroom ‘but had not practised
certain skills, that they were not as .aware even of how to put them -
into effect, and altholugh they had many good qualities, and the program
was successful, the lack of skills was obvious." Ile may need to think
about what it is that micro-teaching may accomplish even in this.
atomized way. It may provide the students with the language about
their own professional behavior so that they are able to identify
certain aspects and reflect on those aspects more effectively. So the
involvement in micro-teaching may enhance the acquisition of vocabulary
about teaching behavior that facilitates thinking about it. They may
be better able to develop concepts about teaching behav1or and have
more precision in their ana]ys1s of Jit.

Later the change of name for micro- teaching is discussed. I
think that using the "more acceptab]e term," labs might be an excellent
idea. (I'11 talk about naming it something eTse later on.) He goes on
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to say that people working in the lab wanted to work in that particu-
lar job. Of course, self-selection is the larger part of the battle.
It gets around the problem of those who are So_uncommitted or negative
about the process. -

The main purpose of micro-teaching according to the first paper
is practice and "therefore we have to explain to students that their
criticism, which is of course that it's not real, and therefore. they
don't practise the real thiflg" is something that must be confronted. -
In my opinion students must be prepared well ahead of time and under- -
stand that what they are examining is their own professional behavior.
Study of children is not to be the outcome of that first encounter
with teaching 'in a micro-teaching situation. That first practice is.
to see how we use ourselves as instrumeénts to facilitate a teaching/
learning interaction, which includes the way we use questioning, our’
non-verbal behavior, eye contact, those aspects of the interpersonal .
process that influence the interaction between the teacher and learners.
We need to be looking at our professioral selves. This is why video-
taped micro-teaching is so efficient. We actually see that we are .
doing such things as hiding behind a sheaf of lesson plans rather than
"Tistening to the pupil, so that we -can see our frowns and less inviting
behaviors and the effect these have on student participations Video-
taping is particularly effective for students with distracting
behaviors, or repetitive or monotonous responses.’ I would also like
‘to stress that practice without feedback may not yield satisfactory

{

retUrn.for the time expended.

- In the-first paper the author discusses areas in which educa-
tors have little definitive knowledge such as how much practice is
necessary ‘before skills become internalized and integrated. In a
~ngertain sense, I wondered how behavioristic this statement was meant '
" to be. It might not have carried that implication, but on the other
hanq,’perhaps'it.does. I would not want my teachers so "internalized"
that they weren't thoughtful about the kind of things they choose to
do in the interpersonal process of teaching. That would make me very
nervous. It is true that soldiers. are expected to obey instantly.

This behavioristic model came out of the military. I don't see
teaching children in that way. I don't want to produce teachers who
are automatons. T want them thoughtful-about their actions. That
statement (I am not sure I am critiquing fairly or not), but there is

a possibility that it may be more behavioristic than I1'd be comfortable
with. R S _ ‘ S

_Responding frightens me as a consistent teacher, behavior. In
the mechanical skills,. yes. I should like to have- some' kind of hand-
writing skills perfected in that way, but as we think about thinking
skills, and analysis, and a flexibility in thinking of alternatives,
all of those kinds of thoughtful processes, we might. handle somewhat
differently. Here we need to encourage and accept children's ideas in
ways that would be more flexible'and Tess stimulus-response on the part
of the teacher's activity. One of the things that I'm really at odds
with in all of this.is the idea that we consistently reward children's
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answers rather than an honest acceptance of the responding. So we
aren't always saying "that's right," or "good" but on the other hand
we are really hearing what the child says, and g?v1ng\encouragement
for the shild to explore those ideas further, whether we do it as a

. verbal response or as eye contact that says, "That's a different idea..
Tell us more," or "Why do you feel this way?" or "How else might this
happen?" - Follow-up questions help the child become more thoughtful
about his ideas (where praise may cut off the process since what has
been offered is considered satisfactory by that significant other, the
teacher). Teacher approval is an extrinsic reward that seems to me
to not be as ethical as the encouragement of the child's thought
without the stamp of our approval, allowing that thought to be the
child's intrinsic effort and thus having its own validity in the
development of that child. .

The Second Paper

The author of the second paper states that ‘the purpose of the
paper is to identify some of the features that have presented problems
and suggest some corrective measures. 1 think that this has been done
quite fairly., She states that the reactions stated have come from the
literature, from observations, discussions, advocates of micro-teaching
and those not so fully convinced. Under the t0p1c of minor limitations,
she talks about the time that is required in micro-teaching and it does
require time. (However, [ have worked out ways that I can put 36
- students through about 20 minute rounds with two students teaching to
~their groups in each round in about 1% hours. This does not mean that
-1 get to observe each person in depth. Instead we go into the peer-
pupils' critique of each round of teaching.) She is quite right when
she talks about time as a problem with many arrangements and particu-
larly if it means viewing video-tapes. That is very time-consuming.
(In-another program I was.in we did not watch the students in the
 actual teaching, but were in another lab at playback machines. As soon
as the student finished teaching the round, he brought us the
cassette and then we immediately cr1t1qued it while the rest of the
group cont1nued with the teaching and-filming. After feedback, the
Student returned to the group and: the next peer-teacher brought in
that tape.- With this, it was not only time intensive, but. the 1ntens1ty
of the experience on the feedback person was exhaust1ng ) Yes, it's
true, it does take much time; it-takes expertise; and it takes faculty
- interest in it. I've worked in some situations where some instructors
were not comm1tted to this *form of teacher preparation. In these
situations, the. m1cro teaching disintegrated into silly sessions—not
really what we need. Over all, I believe the benefits of micro-teaching
~can 0utwe1gh the factor of" t1me expend1ture :

- Quoting again from the paper on the subject of tlme, ”a]though
“the number of students in each practice. session is kept small, five :
to-six in number, .at Teast an hour to 1% hours is required to allow
each student to present his lesson and to be evaluated." 1 ‘have not
worked that way ‘and haven't found it necessary to use so much time.
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If my students are teaching in pairs with twenty minutes to work

inside of, each one can share the teaching responsibility and we can
see a great deal of teaching.behavior in that time. We may not see

the complete lesson start to finish, but the plan reveals the direc-
tion which is intended. We can observe their teaching stange, their
use of language and nonverbal communication, the phrasing questions,
the way they invite pupil responsiveness, the way they handle situa-
tions as they move from idea to idea. For instance, one of the ways

in which students are less than effective results from neglecting to
follow-in on pup11 response. A pupil makes a two or three word
response, and it's fraught with impact in terms of the pupil's need

for developing the idea, and the student ignores the answer. They
either go on to the next question, which is their worst habit, or

they simply ask some other pupil to respond. There is little assis-
tance for the pupil to develop ideas. Students have to learn to Tisten
and to encourage with such statements as, "Tell us more about that,"

or "Why do you think that is possib]e?" or "I'm not sure we all under-
stand. Help us see what you mean." In twenty minutes there is a

great deal that can be observed to provide the bas1s for pertinent

and useful feedback.

The next problem considered is that of space. That is
certainly a very real consideration and it is rarely that the conditions
are even adequate You simply have to work around this limitation if
you value the micro-teaching experience. I often put 36 students in
six groups to teach at one time, and it gets very noisy., I tell the
students well in advance that the noise will cause them much frustra-
tion, ask them to be as considerate as possible of other groups who
may not be using audio materials, dramatic activities or other obtrus-
jve activities. They know in advange that six groups will be
presenting simultaneously. MNot all will draw a position at a black-
board. They are all to bring chart paper and felt pens in lieu of
blackboard. They get some teaching experience th1s way. Some real
classrooms have more: adverse situations, so it won't hurt them to
experience having to concentrate under a bit of handicap.

The next criticism that the paper po1nts out is "a more serious
* 1imitation of micro-teaching lies inherent in the method itself." Eight
limitations are listed. The first one she:mentions is the theoretical
‘base. I would agree if this were the only model that could be used.

. But does it follow that it has to be the behavioral model? I say.no,
and I do not use the behavioral model. (I agree that if the roots of
micro-teaching are grounded in the, behavior mddification theory then
I would be concerned about the outcome of this part1cu1ar method.) The

- skills she says,

1dent1f1ed for micro-teaching at:Stanford University have been \
incorporated in many teacher education programs. Generally the
set of skills includes the following 13 items: stimulus variation,
set induction, closure, silence and non-verbal cues, re1nforcement
of student participation, probing questions, higher-order
* questioning, divergent questions, recognizing attending behavior,
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and so on. The very nature of this set of skills seems to Tock
micro-teaching into its behavioristic base. The new terminology
accompanied the advent of micro-teaching and in the literature
the student teacher was referred to as the trainee, teacher
education became teacher training.

I too, object to the term, teacher training. I train my cat to ring a
bell on the ceiling by shaping his behavior so that he leaps up on his
scratching post, bats at a powder puff on a string that rings the bell
on the ceiling. That's operant conditioning, and it's training, and
yes the term has some unpleasant connotations. I hope we are
educating teachers. I quite agree with what is being stated in this
critioue. It is probably one of the most te111ng b]ows if one limits
micro-teaching to just this model.

The second limitation listed is the shift to a conception of
professional teaching as technical skills where it was believed that-
mastery of -a basic set of these skills would enable a teacher to teach
any subject to any class in any circumstance. Well, if we don't buy
the package, this doesn't apply. I'm not at all sure that this is all
there is to educating children. I wouldn't want it to be even a
minimal requirement. So the criticism is valid only as long as we are
- accepting micro-teaching and technical skills perfection as synono-
mous.

The third Ijmitation cited (and I think this is critiqued well)
is "that the degree of behavior change was measured by the frequercy
of the use of the skill, rather than the appropriateness of the use."
How apt! That #s a beautiful criticism. It is absurd to assume that
this evaluating technique measures the effectiveness of a teacher's
training. How silly it would be for one to constantly be doing what-
ever the mechanical focus of a lTesson was to the exclusion of intelli-
gent behav1or in respond1ng Ne re human beings. = O\

The fourth limitation is the effect of techn1ca1 skills on
learning, and I quote, "another major limitatijon is the assumption
that the use of the technical skills approach results in effective
- Tearning on the part of the student." Many of these points -are bound
~up in the same thing, the emphasis of skills over tent. The paper
states, "The mental life of hoth teachers and stud®s in the class-
room aré both critical areas to be studied." Of course! It is the B
isolation from the context,-she is speaking about. She continues,
and this point is so jmportant, "This context provides meaning and
purpose for the use of the part1cu1ar skil1® This is the reason why
I had to modify' the approach taken in the micro-teaching that I do,
because it is in the context of the curriculum that they aré teaching -
rather than focussing on a particular k1nd of teaching skill or
behav1or : .

INTERVIEWER: Would you go for contexi-free skills at all?

v
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I have been so desperate upon occasion that I have suggested the
student practise "school-teacher looks" to give a child who is
deliberately misbehaving, to try-out looks that communicate your dis-
approval of a behavior without having to speak to the child. That is
a terribly isolated instance but when students are too shy to look at
children in disapproval of behavior, you may have to talk to them
_about certain techniques that are context-free for the moment. ‘Yes,
sometimes it is necessary to tell them to smile at children as they
come in the door rather than showing a perpetually glum countenance.
That's context-free. We do use behavior modification in certain circum-
stances, but I wouldn't want it to be a primary focus in control and
discipline or in approach to teaching. ‘

Another point in the critique was that "learning styles,
previous experience and.personality traits are seldom taken into
-account.” I don't think this has to be so if one modifies the-micro-
teaching format. ' .

" The seventh Timitation is reliance on the lecture method. "The
set of micro-teaching skills relies heavily on the lecture method of
teaching." Now that is so if one uses the Stanford model as it is
prescribed. I don't use this model at all. In my work, I do.-a
- participation/observation with my students, in which I demonstrate the
particular pattern of instruction using them as pupils in the inter-
action. This demonstration is to illustrate a particular curriculum
method suited to Directed Reading, Content Area Reading, Language Arts
presentation or whatever. After the demonstration, the class analyzes
the procedures, interaction process, necessary planning and preparation,
the type of thinking/reading/language skills being developed. We
look at how this differs from some other kind of presentation or
- methodology, how well the selected vehicle for the curriculum worked
etc., then the students are given guided practice in planning for a

similar presentation. For the micro-teaching work students are placed
in pairs (this helps them language the teaching moves that the
methodology requires). .They plan a presentation for their micro-
teaching -group of six to eight students in which two will teach for
each round and on the micro-teaching day they teach through these

plans for a definite period of time set in advance. FEach round is
followed by peer critiques of the lesson just presented. We discuss
the behaviors which encouraged pupil participation, encouraged or
developed pupil ideas, evoked questions from the dupi]s; evoked the
pupils' ability to critique their own ideas, to evaluate their data,

or to make predictions. Mainly we focus on intelligent questioning
_because it's such a powerful wehicle., Over all, if I see students
falling down on questioning, we talk about it. What question stems
might have been more effective? What nonverbal behaviors might have
‘encouraged more participation? If I see there are many "yes/no"
questions, I may suggest that asking such questions are less than
productive of languaging thought. "Do," "Was," "Have" beginnings

have as logical answers a "yes" or a "no." More productive questions
such as, "What do you suppose might . . ." in which the wording invites
multiple answers, differing ideas, and an expectation of more than one
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"right" answer. You can evoke multiple answers by wording your

questions intelligently. That's not behavioristic. It's tailoring .
a piece of teaching interaction to meet the pbjectives of a certain

kind of learning that is in process. ‘

Why not grant that our teachers are intelligent young. people
(some of them may disappoint us occasionally, but in the main they are
intelligent young people) and they are fully capable, once they see g
what their objectives are, of going ahead and thinking on their feet. .
That is what I want the micro-teaching .to do for them: to prepare
them to. think on their feet, be flexible, to be able to meet the
demands of their objectives in terms 6f learner needs—and it can be '
done. ‘

The paper brings up the problem of the younger pupils, "the -
younger the pupils, the more dependent they are on physical and -
sensorial experiences for their learning." 1 totally agree and
whether my students are designing for-the primary grades or middle
grades,- they have to design their material so that it is manipulative,
or there is physical or dramatic activity, or schematic material to
give the work reality for these children. This is incorporated in
their lesson sequence, tried out in the micro-teaching, and critiqued
at the end of their presentation by the peer-pupils who were put
through the experience. The point made in the paper, that "this

~ deficiency in a teacher education program is viewed as a serious -
limitation" is pertinent only so long as one is held to the Stanforde
materials. It does not have to be confined to these materials or -
‘content, or.methods. I do not. S v :

-Suggestions were made in the paper for modifying the micro-
teaching experience. 'She advises a practicum based on holistic
‘approaches to teaching. That s what the sequence outlined earlier
does for my students. They take a certain kind of methodology such
as the Directed Reading-Thinking Activity as outlined by Russell
Stauffer and design a lesson for children to evoke their thinking,
their ability to predict, and to evaluate those predictions, to set
their own parposes for reading. They take that model, design instruc-
tion and present it in a micro-teaching, and if they are fortunate
they have an opportunity to present this work revised after the micro- -
teaching test run, to children in a classroom.

" Another suggestion is a practicum with fewer micro-teaching
sessions. Yes, I would say instead of those 12 or 14 sessions on :
mechanical skills, we can put them through a few instructional models.
and gét at individually what each student seems to be doing which
enhances the teaching or militates against the quality in the teaching.
They won't all have the same prohlems or the same teaching styles,

I've had students who ask 1§F’good open-ended. question, but failed
consistently tqyfollow up off children's partial answers, and there are
~ others who want to stay at the stage of asking yes/no questions most
of the term. It is difficult to bring some of.&iem from the socjal
mode into an instructional mode of’questioning." 1t'® an right to say
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to a friend, "Do you . . .?" or "Have you . . .?" The friend will
respond appropriately to the social situation and the question
context and is no longer at a literal stage of response. But if you
are evoking language and thought from young children, the questions
need to be phrased in an instructional mode which requires language
as thoughtful activity, such as "How might . . .?" or "Why do you
suppose . . .?" It is difficult for some students to make this
shift. They seem to feel they are intruding or impolite.

The paper suggests a practicum (in micro-teaching?) appropriate
for primary teachers. Yes, my micro-teaching accompanies the curricu-
Tum and instruction courses I teach in Reading or Language Arts. It
is never isolated. Another related suggestion is the taking of an
holistic approach and adds, "After presenting, they need information
about the quality of it and their delivery of it, what's good about
it and how to improve it." I agree and to gokfurther, I think it is
more important to have them know what's good about the teaching than
what needs improvement. What they have done well already, they can
repeat, that behavior is.in their repertoire. The telling them that
the behavior is effective is not so much for the praise aspect to
encourage their self image (although that is-a part of it, and we
. want them to feel good about themselves). The purpose is. to say to
" them, "You do this well. Please continue with this activity or these
ideas because they are working for you. "They are intelligent teaching
behavior. Please use them. Don't abandon them. Know what it is
that you do that is effective teaching." Students often don't know.
They need to be told. I do tell them. After all, what are we being
.paid for?  Feedback is not a psychological or therapeut1c session,
where we attempt to dredge all this out of the student. We haven't
that kind of time nor are we’prepared to work in this way. \lle are
people who supposedly do know what is effective in instructing children
and we ought to lend our expert1se boldly in letting students know what
they do well. On.the other:hand we need to help them when they are
doing something which%does not facilitate children's learning. ~ If we
have a transcription of their lesson, we can say, "Logk at this lesson,
see how often children ‘merely said yes, and then you went on to some-
thing else. You were 'defeated by those yesses and noes or whatever,
Don't let this happen to you. Ask your pupils why, what do you think,
_how. Assist children in deve]op1ng their language and thought."

I don't want to give feedback on” too many areas of weakness but rather
one thing at a time/ to work on, or perhaps two if they're good and
capab]e  Let them see their own progréss in. a spec1f1c area or two.

, The paper suggests a]ternat1ves,A“1n the 1ight of the assess-
ment from his peers and his instructor, the student needs to consider
aTternatives.and’bther methods or approaches which would be more
appropriate." S¢ true! For example, you can't very well use a
Directed. Reading-Thinking method if‘your students have already read

- the story. There are no predictions to be made. So if the story has
been read, or they have seen the movie, then we need to select some
other mode] for working with this particular story, the DR-TA won't
work. Yes, students- need to know what the a]ternat1ves are what might
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be more effective, and stay flexible in their approaches. If you have
a bright group of children they needn't be taken through material
paragraph by paragraph. If you have children whose reading skills

are deficient, you may wish to guide their reading in a content area
almost 1ine by line, If you were givgn a whole page, you'd be waiting
half an hour for the slowest to finish, while behavior problems can
'develop and children fidget. Good instruction takes care of lots of
pupil behavior that might be unattractive or undesirable. So, yes, we
teach our pre-service students what some of the alternatives ‘are.
That's our role and our responsibility. "The student is ‘expected to
incorporate these suggestions into his next practice session." When?
The sooner the practice session can follow the modelling the more
freshly it is in their minds and the more things they are apt to
incorporate, and that's good. "It is intended that the suggestions
will be reflected in the practice teaching sessions of'the-othgr.
members of the group where appropriate." 0f course!

.My students Tearn more from each other, in térms of teaching
behaviors,-than they do really anywhere else in those fourth level
courses. They get to see that certain personalities can do certain
things and-have them be effective, that certain other approaches ar
‘effective only under certain conditions and not in others, that .
certain kinds of visual aids, or certain uses of visual materials
are more effective than others, that certain sequences are not
adequate, while others facilitate instruction. They learn all that
from their peers and in the micro-teaching setting. That is a sig-
nificant part of the effectiveness of micro-teaching in enhancing the
teaching expertise 8f the pre-service teacher. It comes out of their
being both the peer-teacher and the peer-pupil as empathy is needed
to function in either role. They have an opportunity to experience
how -others use their own intelligence and personality to facilitate
learning and how it feels to be a pupil when instruction is inept as
well as adequate. : :

o - The paper continues, "the main purposeﬁggit se sessions was
to get students up on their feet to make preseff#ations to a small
group. The third modification is to develop skills necessitated by
the curriculum.” I couldn't agree more! 1 think this paper is a .
~ beautiful critique of the Stanford model. I haven't seeri it critiqued
any better anywhere. "The students are given an opportunity to '
practise the lesson before going into the classroom.” I explain the
idea gffpractice this way to my students. - "This is a safe place to
fall 8K your face. So try your ideas. Don't worry about it. We're
practising. We can talk about what we might do to make it more
effective before you go out with the children, before the teacher
- sees you doing this. We'll work on it." The paper is in agreement
with this stance as it states, "Evaluation and feedback -by the instruc-
tor and other members of the group permit the student to make changes
that are considered necessary." Yes, the advantage of this type of "
‘practicum is that the skills are selected to suit the lesson being;
taught. So .these are the modifications suggested in the paper, and"
~ they are also modifications.}'haveAmade in my use of micro-teaching.

72
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Quoting from the paper, "The student teachers are encouraged
to$v1ew the selection of appropriate skills and techniques as a life-
Tong process in the development of their teaching styles."” That is
so:necessary! And we need to help them in that selection. I have
university students that have such jnteresting faces as they listen
to children. Their listening act is beautiful—it's something special,
-almost a gift, and yet they can't see their own faces. They need us
as mirrors to say, “This is a part of your style, don't lose it, keep
doing this, it's beautiful"—those kinds of things.

‘ The development of children is a concern of another suggestion.

"An important part of this preparation would be to provide student
. teachers with the opportunity of carrying out their practicum in a
classroom where the kinds of learning experiences are consistent with -
what is known about how young children learn best." You see, that
really leaves the behaviouristic model away out there, and it

brings,us into 1ook1ng at the curriculum and instruction as inter-
‘action process. She goes on to analyze, "Preparation would include

the selection of the story itself, the discussion of the skills to be
read inthe story." (I model those for my students because I am a good
demonstration teacher. -It's one of my strengths—I might as well use
it.) "The student would prepare to read the story- to his peers and
instructor, evaluation with the group and the instructor would .
provide an opportunity for improvement. The next step would be for ‘the
student to read the story in the classroom. Then feedback would be

provided by the classroom teacher . . . the skills would be 1ntegratgd'

into-the teaching activity itself." A1l of this is the viay I see
micro-teaching working and working well. She says, "It is fair to say
that research has not yet found the best method of preparing teachers,-
but we do know that effective teaching is the provocative combination
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of philosophy, psychological concepts and pedagogical techniques. More

open and systematic interchange of ideas for the pract1cum of teacher
education programs might indeed enable us to design one of the most
‘imaginative and worthwhile programs .of teacher education." . And I
agree. "Its shape and use can be as varied as the imagination of
those who plan it." So so true! -I feel those are really fine p01nts,

" “The one thing I was going to add is that if we use the term,
micro-teaching, we.are always 1eavfng a bit of -implication that it
~might be the Stanford model that is being referred to. "So I've changed
the term. I speak to my students about simulations or the simulated
experience, or peer presentations or peer r teaching.. ‘That is what they
are. In middle grade CI courses, 1 have the students select stories
that might be suitable and quite interesting ‘to their peers because

'vthe teaching skills are quite similar. Or when we get into the content »

read1ng area, I have them choose something out of social studies or

science that might be fairly honest teaching even to their peers i

The higher Tevel se]ect1on lets the teaching become real and is*

therefore quite effective.' With the primary CI courses, it is a. little

~more difficylt. ‘I suggest that stories can be found in turn-of-the-
century realters which their peer- pupils may not be familiar with if

they are developing a Reading-Thinking lesson. T.hope they must do-
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‘honest teaching and not a play situation. I try to avoid totally any .

- notfon that "now we are playing like children." If we are study1ng

child development we need to observe and work with children. If we s
are studying teaching behavior, then we can get some benefits from
teaching in doing so whether with children or with one's peers.

In another university I taught a course that was what we
called curriculum-free (which really bothered me,; because teaching-
is always involved with curriculum content), in which we were to
include the handling of various kinds of behavior problems. In order
to do this the problem student was not known to the peer-teacher,
nor was ‘the role of misbehaver known to the peer-teacher as the peer-
pupil acted out his role during the simulation. For instance, one -
student was assigned the task of being negat1ve, to deny knowing; .
and not participating in the instruction and it was the peer-teacher's
role to identify what was going on and to engage this student in some
kind of participation in addition to carrying on the 1nstruct1on w1th J
the other peer- pup1ls %% u

INTERVIEWER: ~But is it effective? The student play1ng the'
role has got to then change ‘his role slightly, as a child wou]d

It gets very d1ff1cu1t I don't 11ke that, but I suppose 1t
_helps the student look at the comp1ex1ty of the teacher's role when: -
both instruction and behavior m agement must be attended to within
the context of teaching a lesson¥: [ don't 1ike to think of ‘teaching
skills divorced from a good currrcu]um course. - I would like to see
~ good science and enquiry skills being taught in the science CI-and
the comprehension deve]opment skills be1ng taught in the read1ng and -
language CI and so on. . e

; I enJoyed both papers. The only thing 1 found 1a¢k1ng was - . .
that I was not sure of exactly What was the content in the micro~ A
teaching sessions ; . . and I had some d1ff1cu1ty with that. If 1
were-making any critique, I wou]d say they haven't been bold enough

-~ in abandon1ng the Stanford format any des1gn1ng a micro-teaching

" experience which they would 1ike for- their own needs and objectives.

- Their own intelligent, instinctive response prog;bly would ‘do more .
with deg£§0p1ng the potent1a1 of the 1nvo]vemen /feedback cyc]e

INTERVIEWER 1 th1nk actual]y they had mod1f1ed more than :
they adm1t They claim it's based on Stanford byt they. have- gone a-
 long. way from it.” The ‘first paper, that speaker pushes the idea. of
. astudents getting to the point where: the? can th1nk on the1r feet
‘wh1ch is tota]]y non- behaw1or1stﬁc , , S

S Yes, and so as, I say, I m1ght have been unfa1r in cr1t1qu1ng
‘:that f1rst one, by th1nk1ng it fit the model _more. than it d1d

L INTERVIENER One of the th1ngs they get to 1n w1nter . o
is they try to teach thinking skills to children. . .. .. vou ﬁ““ftatked R
- about that by ask1ng quest1ons that wou]d force them to th1nk ' Lo
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I follow models, ves I will take the Taba model for instance.

That is the focus-extend-1ift series of teaching moves that Hilda Taba
has set forth so well. Here you help children focus on a particular
problem, then you have children extend their ideas, and 1ift the level
of their thinking by analyzing<and evaluating or moving to an applica-
tion level with their problem-solving. I have made some video-tapes
with children in which I demonstrate this method.or series of moves as
Taba would think of them. My students when working on content-area
reading follow it. On the video-tape, I've worked with a first grade
class on the concept of container. I present them with a number of
different objects and we achieve focus by asking, "What does this do
when-it is doing something for us?" Well, it is holding waste paper,
or our, soup, Or candy, or coffee or whatever, and from this focus move
on to the extend and 1ift stages of the Taba model. :

- INTERVIEMER: That fits in with Piaget beautiful]y

Yes, it does. -0f course Taba followed Piaget in her work
k Then 1 also -have a video-tape that goes into generalizing. That is
a fourth grade class working e problem of what does clothing do
for us.” The children develo ir ideas just beautifully with the
ideas that clothing assigns US our status, tells about our occupations,
age, 'sex, country as-well as to protect us from the elements, make
us modest, etc. In this little class I worked with, I was moving
. toward their examining how the sexes are differentiated by clothing,
- &nd everyone of the little girls in the group was wearing slacks or
jeans--not one in a dress! There I was being taped so I had to do
some rather fast th1nk1pg on MY feet. ©

Yes, yOou can easily. use micro-teaching to practise the moves ¢
in developing. concepts or generalizations. We devised all the tapes
in 1976 because we were in-need of a practicum which did not put
students into student teaching. - (Our negot15t1ons with schoals for
that year had broken down.) \le wFrked with the micro-teaching alterna-
tive and students developed theirl skills quite well. llhat they did
not get is first-hand experience with children. T could give you some
prepared sheets that we outl¥ined the Taba strategies on. One of the
things the students don't understand is concepts. It's yerv hard to
get a concept of concept—an abstraction of an-abstraction. They have

——a difficult time knowing what it is that we mean and harder still to
resolve the teach1ng into a serigs of effective moves. They do need
a-tot’ of he]p 1 th1nk it's an Jimportant exper1ence for them to have.

_ To summarize my stance. toward micro- teach1ng, I do respect it
as a methodology, recognizing that there are limitations and not every-
thing can be accomplished by this method. I don't believe my teaching

- in CI courses would be as effgctive as they are if I did not use thlS
. method of having students practise, and receive feedback, as well’as

ta understudy the effect1ve behaviors of the1r peers. .

3

.
L}
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SUmﬁarx |
In this chapter, some-of the current literature in the tﬁebry—
practice integration domain has been suryeyed;
Some of the issues in this area which were ﬁeen as ijmportant
by people associated with the Montview Elementary Practicum were
identified and discussed. A modified judiciél evaluation segment

L]

dealt with the sensitive issue of micro-teaching.
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Chapter 5

THE FACULTY AND ITS RELATIONSHIPS

In this chapter, several aspects of the work of the Montview
Education faculty are reviewed. First, the question of the workload
of members of the facu]éy and the quaTity of the work they dp is
examined. This is followed by a brief discussibn of the faéu]ty as
inno;ators aﬁd some of the effects their innovations have had on the
work of the Faculty of Education. Two typesx&f ke]ationshﬁps 1nvo1y1ng
faculty members are then surveyed. -The first is that bet&een the
faculty as one organization in an interorganizational re]atioﬁship
with several other organizations. The second type includes inter-
péréona] relationships of faculty with their colleagues, their students
and the cooperating teachers in the schools.

»A]though‘there ére again obvious links between some of these
issues, there is no overriding body of literature common to é]] issues
as was the casé in Chapter 4. "Therefore, the Titerature relating to
each issue is presented with each issue, 1n;teadioflat the beginning
of the chapter. Thié offers the advantage of tloser links between the
lTiterature sections and the re]ated>data but teﬁds to fragment the -~

chapter.
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V. Workload and Work Quality

‘Workload Literature

The literature was clear on one point. Education faculty
members as a group carried a higher than average workload. In fact,
statistics for Canad1an universities showed that the average Educat1on
faculty workload was higher than the average workload for all other
facu]ties'(Andrews, 1982). One of the reasons for this, according toe
Gillis (1981), was that many new demands were being made on schools \
and teachers by the public, and that these demands eventua11y filtered
through to teacher training institutions. In a situation where faculty
numbers are static, or even declining, it is clear that each extra
program component creates a heauier workload for presenf staff meTbers.

Conant (1963) proc]aimed.that faculty advisors shou]d haye
status analogous to that of a clinical professor in a medical school,
anddshou]d not be expected to research and_pub]isn. However, in.spite
of several similar declarations during the last twenty years, |
trad1t1ona1 university criteria for acquiring status appear to have
changed very little. Research and publication remain almost mandatory
for}advancement to positions of higher status. The problém remains
even for faculty menbers in pdsitions where nonitraditidnai criteria
_,afé used fdr advancement. To remain eligible for appointment to posts
in other universities, they feel the need to carry,out'traditional
research and'to'pu61ish theirvfindings‘ To do th1s proper]y, and .
,st111 play: an act1ve part in student superv1s1on and undergraduate o
teach1ng requ1res a 1eve1}of energy not vouchsafed to many. In a paper

devoted mainly to arguing for a new vision of the faculty advisor,
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Bowmah (1979)»argued.that the Way advisdrs;how supervised.studedts in
‘sthoo]s"was~artificia1, damaging to adviSdrs' eareers-and very cost]y
both in timé‘and money; .The enorhous'time commitment demanded by
field supervistbn‘effectively}ruled out the pbssibi]itylof the~super-;7
visqrs doing research. t | ot ﬁ _

l.>CoFr1gan (1982), while‘writing mainjy'of the United States

- situatioh,.stated that his arguhentsﬂwere geheralizable. He identified
lack of money as one of the,major prob]ems of.teacher educatjon
ihstitutions; relative to other professionalischoo1s. .This effectiveiy
brevented institutions from hiring an adequate number of staff. He
supplied some dramatic comparisghs including the disbursement of more
funds for the education of the average grade three chi]dxthan the
average teacher education student, and the requiremeht of eidht years
training for a vetertnarian comnared with fbur vears for a

' teacher.

Quality of'work Literature

Not surpr1s1ng1y given the apparent chronic overload of these :

peop]e, ‘there appears to be some ev1dence that not a]] facu]ty advisors -
are seen to be successful in their present role. However,‘1t would be-
premature at this stage to assume that facufty overioad is‘the sole
cause of these kinds of resu]ts, espec1a1]y given the dub1ous qudﬂ;ty
of much ‘workload research
Two studies carried out by an eva]uat1on un1t at Montv1ew
.

1,Un1vers1ty produced 1nd1cat1ons that adv1sors Were not- a]way:ﬂg;;cewved

as usefu1 “In the ear11er'study (I 1979) 20% of the pre- teras who

[

comp]eted the quest1onna1re stated that thelr adﬁxsors were of 11tt1e
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- oor no helpiin promotino professional development. In thelfo110w-up
study (ifI 1980) pre-tntern students were even les’s sat1sf1ed with
the role of the, adv1sors 1n he]p1ng to promote the student; overall
professional deve]opment Two caveats need to be borne in’ h15d
F1rst, $ince these stud1es were comp]eted maJor restruc—«
tuCing of the micro-teaching component'of the Montview program has
‘ been carried out. . This has meant'that faculty(advisors in general
-now have far 1ess t1me comm1tted to conductang micro-teaching sess1ons
and consequent]y more t1me for other forms of ass1stance to students.
Second the quest1onna1res were g1ven to- a11 the pre- 1nterng
in c1asses at the end of the PE§-1nternsh1p Year (Second Year). How-
ever, in both the 1979 and 1980 studies, 1ess ‘thah two thlrds of the
students were present in class.. It .is p]aus1b1e that the one -third

L

', of students who- had absented themselves from classes (and the quest1on—

LY

na1re) may have had a more negative att1tude to the program (and
facu]tv adv1sors) than those’ students st111 attend1ng classes. This
wou]d mean that the resu]ts obta1ned gave an’underest1mate of the

P V'v

d1ssat1sfact1on fe]t v ;; 'i ny ‘ ‘j}f

Bowman (1979) claimed that in add1t1on to the proh]ems |
’1nherent in the role of facu]ty advisor. wh1ch led to excessive uork-
1oads, the evtdence showed that facu1ty adv1sors had 11tt1e effect
‘on 1nterns behav1or anyway ‘In a. rather small samp]e study (onelv-
adv1sor three teachers, three students) Z1mpher de Voss and Nott; Tﬁ% 3

(1980) counterc1a1med that adv1sors had an 1mportant role to




careful preparation of cooperating teachers for their roles.

Possible .Solutions from the Literature

Most of the so]utipns offered.specified some -change(s) in the
activities in which.the advisors were to engage'which would simul-
taneously improve their job performance and reduce their workload.

‘Bowman (1979), XXIT' (1983), Xt (1977) and Tom (1981) all.
argued that advisors should Spend their time in schoels, not so much
observing students teaching, but working with coeperating teachers as
,reSource peop]e.‘ The old pattern of the whirlwind visit to observe
.-several'students teaching,«then‘rushing on ‘to another school or back
néd‘the university was viewed particularly thavorably in the Montview
study (XX, 19775 XXII, }983%2% ’ .

~ Tom (1981) and Andrﬁi} (1983) added,anbther dimension. Both
_saw the need for faculty advisors to be given time to de‘research.
Tom stressed the heed for practice-based research and for this type'
of research to receive status. Andrews reperted on)the CSSE recommen-

A
_ dat1on to the: SSHRC that mon1es be provided to free members of

)

college faculties to do research. ‘He stated that Educat1on faculty
members eurrently submit very few research preposals tofthe SSHRC,
probably partly because their workloads prevenf them-from eonsidering
research. . Joyce (1981)'reported that from 45, 600 North American
'professors of educat1on on]y f1ve or six stud1es of trawnwng appeared
:annually R o B | o | ,
 : A]though he yas/ﬁ??f1ng of teachers 1n c]assrooms, Bates
,(1982 ]7) made what 15 probab1y a genera11zab1e po1nt Th1s was that .

4

»changes in educ§¥1ona1 pract1ce mav often be 1nh1b1ted by what Bates ;

7
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called "rituals and routines" (ibid.). Thus, even if no change in
roles is desired, it may still be possible to dramatica]lg reduce
workloads by a critical examination of‘how present tasks are carried
out.

~ Another type of approach to the problems of faculty workloads

and faculty advisor quality concentrated on describing the people

e Y

who should be faculty advisors.

vao oflthe more moderate portrayals of desirab]e‘facujty.v
advisors were provjded by Conant (1963) and Theory to Pgéctice (1981).
Conant suggested the use of excellent teachers who returned to'school
teaching periodically. The committee which prepared Theory to Practice
(1981) reconmended that faculty advisors be models for students, |
certified teachers wtth relevant classroom experienoe, 1nVO1ved in
theoretical parts oﬁ‘%he program and closely involved with cooperating
teachers to ensure 1ntegratnon of theory and pract1ce ‘

- The Secondary Task Force report at Montview “(XV, 1980) took a
qutte-different'approach.' It stated thatﬁall Currjculum and Instruc-
tion instructors should be involved in field work. C(learly, thjs would
_ spread the work]oad more equitably than is often the casel;mEque}]y
é]éa+1y, this po]icy would pjace some peOple‘tn the field'against‘
their wishes and poss1b1y aga1nst the best 1nterests of the1r adv1sees.

’ In a history of the new e1ementary program at Montv1ew (XVI,
‘i982); it was suggested that a previous Dean of the:facu]ty promisedf
o thdt sufficient financiaT resources.would be evailabfevto adequate1y |

‘,staff the new program Hhen the needed monev did not mater1a11ze¥

faCu1ty had to take on. 1ncreased workloads and more graduate students 'ﬁ'h

t
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and sessionals had to be employed (ibid.:10).
In the following-section, a detailed examination of some per
ceptions about facultv workload and the quality of faculty work is

presented.

Data and Interpretation

When asked to rate the 1mportance of this issue to the Montv1ew
E1ementary Practicum, none of the twenty three faculty members who
responded viewed the issue as ‘trivial, Six saw it as moderately

important and seventeen as of crucigl importance.

’wPrdb1ems of Excessive WOrk1oads
| It is not difficult to see why the above ratings were made.
Many of the faculty appeared to have accepted commitmehts which vere
all but ph}sica]]y‘impossib]e to keep. The researcher observed
meetings where key people were late or absent altogether because of
time(ﬂasheswith other comﬁitments Faculty attended supper meetlngs
after fu]] days of otheriprofess1ona1 duties. The researcher. observed

4

one faculty member who. supervised students in a rural placement in

the morning and then  travelled four hundred m11es in the afternoon,

o return1ng to Montv1ew too late for 3 meal before tak1ng an evening

c]ass.‘ Facu]ty members at the Internsh1p Sem1nar as group leaders

e'made one hundred m1Te round trips to fulfill teach1ng»comm1tments at

Montview when there waélno.ohe avai]ab]evto'f111.in;' B , A

o Saturday~meetings were not uncommon and the first Sunday ;

.,meetin& had recently been forced'ubbn_fa001ty because of time . - .

' gOnstréjnﬁs., The result appeared to be a'facUTiy~hhjch never_'SWitched



off' from thinking and talkind about faculty business. The researcher
attended one evening social tunction (nhich.cou1d not begfn until

9.30 p.m. because of faculty work commitments) and observed with
astonishment a dozen faculty members ta]king‘and arguing about teacher
education until 2.00 a.m. the next day.i g
Faculty members were outspoken on this issue.

At certain times of the year, we 're into a sort of survival
mentality, when anyth1mg except the most important thirgs get
dropped. (62, facu]ty‘mEmber) _

We say a, load of ]6-20 interns is about equivalent to teaching
two classes, but we often break that because people teach a
.couple of classes and have 8-10 interns. (35, faculty adminis-
trator) : ' '

To give adequate superv1s1bn is d1ff1cu1t . . Sometimes with
overload, this 1s delayed too long. ' (93, referr1ng to a student
who w1thdrew from the program after experiencing problems with
the Internship) =~ -

So they're'[faculty]*in a bit of a dilemma, because that means o

they cut themselves up three ways (fieldwork, teaching and
research) and then you add the commun1ty service component to
that, and you have someone who s going to burn out.. (33
facu]ty member) ‘ t
, : ~
Speak1ng of health prob]ems associated ygth a 1arge work]oad
I see lots of breakdown of belief round here, fo]]owed by |

physical. illness, anger, excessive drinking. We're a]] very
good at hiding-it. (15, sessional 1nstructor) ‘

‘ [facu]ty member] % s an-awful lot for one man;
someone’s. got tp suff Gy W ég;er him from:lack of sleep or the

'fen ]rgrom a

Peop]e get t1xed Maybe the program is then v1ewed 1rrat1ona1]y :
‘4as the mOnster wh1chxas eat1ng the energy (83 facu]ty member) ~

other ones [

One sess1ona] staff member a]though not carry1ng a heavy

ack of support (53, pre 1ntern) - a

LB
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adm1n1strat1ve 1oad and certa1n1y not portray1ng herself as unfa1r1y o

“loaded v1s-a-v1s other- facu]ty_members, had_the f0119w1ng,]oad.

e
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1. Twenty six involvement (First Year) students in thirteen
schools.

2. Five pre-interns in a school forty five miles from Montview.

3. Teaching four days per week. ‘

3

This Toad was in addition to studying tor a higher degree.

A rather different interpretation of the work]oad issue was
provided by a faculty member who said about the theory—praCtice issue
in EdGen226 and the large staff tine commitments involved:

1 think the motive didn't have much ‘to do with the theory-practice
issue. It may have been used to justify holding the staff- ~student
ratio. It keeps a lot of people busy and because a lot of profs

are not specifically trained for it, you get a w1de variation -in
quality. (31) . "

V.This type&ofin@%rpretatibn'was not common, a]though another faco]ty_
‘nember suggested that the use of schools in the north of the province
for 1nternlp1acements, and the tocation of“some facuﬁtyvvacation
cottages nearby, may not'have been‘totatjy unrelated.

;He went on to instance another‘facu1ty member .

He wou]d spend all his t1me off-campus if it was. at all possible,
and when on campus, sitting in on others’ classes. He's got
nothing else to do.  He f1]]s out his cards as being terribly
-busy. He's @ ------ ---. " (8, faculty member)

A rather ‘different approach to.the workload que§I10n 1nvo1ved B
.2 ‘ N
the notion of 1nequ1tab]e work]oads : 9 R '

There 1s a lot of inequity and some people are very bitter.
. Some people are working their tails off and others don't : -
* seem. to do much at a]], 1nc1ud1ng research (93~,facu1t/ e e
‘member) ‘ . . _ o

- In answer to a quest1on from the researcher about the d1v1ston

~

of - work]oads 1nto f1e1d work teach1ng and research, another facu]ty s
. member sa1d of those who d1d no f1e1d work o |

I'm not sure that they re donng researéh e1ther to be frank
They Jjust take: théir classes and supposedly, jin theory, that-
would. be balanced off w1th reésearch. and pub11cat1on I'm. not

h‘\ . ' :

4



( | 170

sure that's really happening . . . We have peop]e that are doing
research, publications, writing books, sti1l working in the field
and still teaching classes. (33, faculty member)

Another faculty member, heavily involved in field work, was under-
standably incensed about the follewing informal conversation over -

coffee:

I talked . . . about workload and discussing people running
: and doing a lot of things and he said "I absolutely refuse.
%, The rest of you who are doing 1t are absolute fools." (83,
faculty member) , . :

Facu]ty adm1n1strators are aware of this prob]em

» That they're w1]11ng to take it is good for us, but 1t s a .
- burden. People get a little bit perturbed and say "Why should
-1, year after year, be doing this kind of thing when.there's
somebody else- s1tt1ng in h1s off1ce (35, facu]ty adm1n1s-
trator) ,

Suggested“So]utions to the Horkload Prob]em

Predwctab]y, there was no shortage of 1deas for so1v1ng the
work]oad prob1em Seven d1fferent types of approaches will be bn1ef1y
descrmbedybe]ow A]] but the 1ast 1nvolve some sort of value Judgement hf, -
;about the“program E : ' \»‘ ‘-.,"tr‘:‘ ) | L ,i :}t,‘\-, |

Reducwng student numbers obv1ous]y reduces the average faoultyv
work]oad but may a]so eventua]]y 1ead to facu]ty strength reduct1oh
It wou]d be done after First Year, on. the bas1s of Grade Po1nt‘Averaqef_1,};ff‘
f, and student att1tude As the issue of student se1ect1on 1s d1scussed_;'
more fu]]y 1n Chapter 6,,exam1n§x1on of how best to measure student
:l' att1tude, and the 1mp11cat1ons of exc]ud1ng’students after F1rst Year 1hn

St

| W111 be 1eft unt11 then.

'

N
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would save some travelling time for the faculty. The researcher
. spoke to three cooperating teachers wjth experience in this practice.
Two were satisféed with it, one was‘very enthusiastic.
Several taculty'members spoke of rationa]izingif1e1d place-
.‘ments Such 1deas as abandon1ng d1stant placements, p]ac1ng four T

.students in each school to be served by one adv1sor computer p]acement
to reduce the mammoth task of the,Coord1nator=of Profess1ona1 Deve]op-
‘ment who ngWw does the p1acements by hand, and a search for and

-\

elimination of 1neff1c1enc1es 1n the program (see Bates, T982,,on

dR1tua]s and Rout1nes, op. c1t ) were,puthforward;v_/’__’//,,//__.

" Thouoh a tendent1OUS conCept some:taCu]ty members spoke

. of faculty advisor training to allow part1c1pat1dh in the f1e1d‘work ﬁigét o
by more of the faculty. Th1s assumes alL facu]ty are w1111ng and ab1e$“‘* |

- to'carry out this'task (see Conant, P963 and Theory- to Pract1ce,n". -

TRE »

‘ 198]) One facu]ty member responded to the researcher s quest1on about
' — : . ‘ . Y
this assumpt1on thus: -~ ?
1 guess 1'd have to ask the questwon, 1f we're not here on the RN
business of teaching,. know1ng something about teach1ng, ‘why are o
we “here? (51 faculty adv1sor) R S -
' r* E7 e

A suggestion wh1chvaddressed concerns about ]ack of time forf
'research, and a]so the prob]em of a nOn ex1stent sc1ence of pedagogy h A
‘v(see Carr 1980 and Coo]ey, 1982) was for facu]tj adv1sors to use ?

.school v1s1ts to collect data for f1e1d or1ented research as we]] as.
. S e P
_ for v1s1t1ng students S A L

A more expens1ve suggest1on was to emp]oy outs1de facu]ty

.P

: adv1sors as 1s done at S1mon Fraser Un1vers1tv and the Un1vers1ty of :

~ . o - \ _,\_

1.Saskitchewan\\ Th1s v1o]ates the pr1nc1p1e of "those who d%]1ver th&’ 1
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program are those who supervise it" (14 faculty5member), buf\would'

save a substant1a1 amount of faculty adv1sor time. -
Al - , 7",
The f1na1 method of dttack on’ the workload prob]em was 1mp11ed

rather than suggested First, Andrews (1983) stated that stat1st1ca]1y

' Educat1on professors have aaheav1er work]oad than professors in- any_ '

v‘ s

other faculty. He gave no Just1f1catrbn°for why this sh0u£g be the‘]ei _f_5‘
case. Second, the preswdent of Montv1ew Unwver51ty stated ‘that: the«fb. o

/,,un1vers1ty recogn1zed that f1e1d work was a 1eg1t1mate 1oad faCtOP‘x,'f*f:: 2“

A

Th1rd the pres1dent a]so 1nd1eated that he was, unaware of any spec1a1

work]oad problem exper1enced by Educat1on faculty members in comparison.nﬁeiﬁ

' w1th members of other facu1t1es “;,’ : ﬁ.,.:z “1v.‘ J_ *#‘w‘ SR

. There S no great bubb11ng up e1ther from non- edugat1on EEE I
guys of ‘Yook at those lazy guys over there,' or conversely « =~ . (. -
- from Education 'we are too heavily loaded.and we need f*fteen f;';r;as- "
_‘more bodies,' so I feel it's not bad, because I'm ‘not getting - R
- strenuous messages one way .or another, and we did do that. analys1s B
three or four years. back when the program,; was bu11d1hg into phase ’
~and enrolments were going down. * But now they re go1ng up aga1n-»--<'
S0 maybe there‘d be a requ1rement to add peopﬂe. £ 9_, . -

It seems p0551b1e that some re11éf from the present verv h1d¥ ‘\\\\

work]oads exper1enced by some Educat10n tacu]ty members may be ;;i',vv-
'ava11ab1e if. a we]] substant1ated case cou]d be made and 1f the };:5:*
'.?tgsent perce1ved prob]ems of 1nequ1tab1e workloads < 1d be so]ved

Prob]ems of Facu]ty Adv1sor 0ua11ty RaTeT o) ,"*" j

Q G1ven the ex1st1ng prob]ems of over

: ab]e that a substanttal maaorwtv of student

jsmvller maJor1ty of

D cooperat1ng teachers approved of the work done Ah adv1sors Th S, was e

f

the case in the 1nterv1ews and was supported

f,igquest1onna1res, Many very pos1t1ve eomments were made A sele t1on
S S R O ) ‘ ; . T ‘ AU

. --jf ;]7; ._e%?p-:yfi\a



is given below.

He practises what he preaches. I was lucky to get an advisor
like him. (78, pre-intern) ° . .

Excellent. Fantastic. (74 pre-intern)
[adv1sor] gave me ins1ght into myself, my potential and
some of my difficulties. I could never ask for a more trusting

and open person. To her I hand the greatest respect. (Intern-
: quest1onna1re response) :

and . . are both ‘good. (2 cooperat1ng teacher

The conferences are rea]]y usefu] (Cooperat1ng teacher on
questionnaire) E

Rapport and trust were established. (48, intern)

They accept their supervision responsibility. '(45, Director
of Education, rural) : ‘ .

These comments seem to 1nd1cate that many of the advisors are seeo
to be effective by students, teachers and adm1n1strators
‘However, not all the comments made were quite as positive

as those above. The nature of the negative comments is perhaps
equa]]y as important as the nature of’the positive comments

, A reporting method sometimes used by quant1tat1ve researehers‘
may distract attent1on from potent1a11y so]vab]e program problems
(see for example II, 1979) The method points out that x% of a - ;
samp]e viewed a part1CU1ar feature of a program in a positive I1ght
If the va]ue of x is high enough, readers may tend to 1gnore the
(100 - x%) of the samp]e who were not happy with the program feature
<u1th regard to satisfaction wwth the advisor's ro]e in promot1ng
_profess1ona1 deve]opment 80% of a Montview elementary pre-intern

samp]e in 1979 professed some degree of satisfaction.{li, 1979).

The percentage was rather Tess in 1980 (III, 1980). While these



1y

| unsk111ed or unw1111ng

appeared to be very gratifying findings about Montview advisors, thdb

complementary finding was that in 1979, 20% of all students believed
that they received little or no help in professional development

from thejr assigned advisors. 1In 1980, the situation was worse.

-

In a year-group of about one hundred and fifty students, there were

therefore probably over thiﬁxy students whose advisors were seen by

their advisees to be not helping them in promoting thejr professional

'growth. Several types of grieVanoes were identified in the 5resent

study.

Some respondents complained of advisors who were uncommitted,

v

Some(have been here too long. They don't understand the new
ways. (23, pre-intern) o

‘ Many faculty advisors take students unwillingly. Some have
never taught. (20, facu)ty advisor, graduate student)

Some don't want to wat;h students teacr (75 pr1nc1pa1
otherw1se very sympathetic to Montv1ew program)

If they're breathing and warm, we use them. (Comment made by
faculty member . during Profess10na1 DeveTopment Cormittee
meet1ng) :

When adv1sors are appointed, make sure thev know what their- Job

is. My first advisor didn't have a glue about a anything. las

rude, walked right into class when teachlng, stayed five minutes,
- then Teft.  He was the ----- . (Intern questionnaire response)

Some don't believe in the program. l!le've recommended these not
be used, but this leads to a worse load for ‘the rest. (76,
principal, who is a staunch supporter of the” program, and has
been since early planning stages)

She trjed, but her exper1ence with it amounted. to that of a
first year teacher. (Intern'questionnaire response)

Some faculty aren t rea]]y tuned in to the superV1s1on cycle.
In other words, they'll go out. But they™11 publicly state that
~ this is what they say [the facu]ty]vbut don't worry about that.
- (33, faculty member)

Ty



The Conant (1963) and Theory to:Practice (1981) criteria for
faculty advisors do not appear to have been met (seelliterature .
'section above). On‘the.othe} hand, to supervise all Montview students
'with advisors'who meet the aboveKCriteria would p]ace-?mpossible work-
Toads on such people. '

Many students c1a1med that advisors saw them 1nfrequent1y
and rarely if ever saw a complete 1essOn._. BN

 Three to four times\is notfenough. (%1,.hourth-Year student)

Two'visitSA one ofawhich was just 'Hi!' It's hard'to judoe
if he's helpful. He should.Come more often. (56, pre-intern)

OnTy out’tW0't1mes ‘It's hard to give advice on something you-
don't see that often (Intern quest1onna1re response’)

This problem is directly related to’ unrea]1st1ca11y~h1gh workloads.
It has led to problems in student-aopeals where inadequate supehvdsion :
by an adv1sor has 1ed to the upho1d1nq of a student appeal to the
Joint F1e1d Exper1ence Comm1ttee aga1nst a teach1nq round gradi? The‘"
researcher, on thefother'hand observed one advisor, a seconded
'teacher, who v1s1ted her pre- 1nterns at 1east once every two weeks,
nd more often 1n cases of students with prob]ems Th1s was apprec1-

ated by" students; c00perat1ng teachers and her faculty group 1eader

A th1rd type of concern re]ated to adv1sors use of c]1n1ca1

superv1s1on On the 1nternsh1p eva]uat1on questwonna1re a]most every

student 1nd1cated a be11ef in the he]pfu1ness of c11n1ca1 superv1s1on

~_ However, quite & number of advisors do not use c11n1ca] superv1s1on

when observ1ng student 1essons Aga1n, th1s is related to facu]ty
work]oad " An extra ha]f hour per student for adequate c11n1ca1 super-

v1s1on requ1res a s1gn1f1cant extra time comm1tment from adv1sors with



~eight 'to ten students to supervise. ‘ L

So]utions |

j L; There are no simpte, inexpensive solutionst If, however,.
there 1s*suff1c1ent concern about the students whose profess1ona1
ab111t1es ‘may be sub- opt1ma11y deve1oped, a number of avenues m1ght
be exp]ored Al] of these avenues were suggested by Hontv1ew pe0p1e

1. De]1berate recru1tment of facu]ty w1th demonstrated sk1lls
in this area. Th1s ‘would be a long term so]ut1on in the/present no-
_ growth situation. D o

é;‘ Training of faculty ainSors. As one very e%tecttVe‘
advisor pointed .qut, "Ne mehe all bad'advisors at one7time“ (14).
‘This faculty member.was not“unamare of the_probableldifferentﬁal
neceptiVity'to,offers of trainfng but wasaoptimistit'that if it were
hand]ed senS1t1ve]y, some extra faculty cou]d be brought into the
advisor workforce. n |

37 The most effective, but most expensive, way to 1mprove
_the qua11ty of superv1svon 1nv01ves two steps. F1rst, unw1111ng ‘
'adesors wou]d be encouraged to w1thdraw from superv1s1on duties and
: take up tasks more suited to their 1nc]1nations.; Second, - teachers or |
v e*-teachehs would be very carefully se1ecteg_and thOroughly'trained
to use the c11n1ca1 superv1s1on cycle and . to be fam111ar w1th the
aims of the program The‘se]ect1ondm1ght be done,on the basis of
Q'recommendat1ons by faculty and teachens who knew them weT]tas}teaohers
A(PrOfessional Deve]opment Committee meeting; ]982) This wou]d run

'counter to the program pr1nc1p1e that those who teach the program are

- also the fleld.Sppervasor;.~ However, thisiprincip1e is a]ready being’



violated without produc1ng the pos1t1ve resuTts wh1ch m1ﬁht be ant1c1—

‘pated w1th the 1mp1ementat10n of the above approach

- Summary v
. i

“The issue of facuTty workload is cTOSeTy reTated to that of

“the qua11tv of faculty advisor performance A decrease in. facu]tv

4"‘«* f .5

. workload would allow an 1mprovemant in faculty adv1sor performance :
as it became Tess necessary to press unw1111ng peopTe into. superv151on?"

dut1es The prov1svon of some extra f1nance to faC111tate 1mprovements°
5

in these areas seems to be needed and Just1f1ab1e At the same t1me2 o

W

FES)

attent1on to a number of other features of the program m1ght br1ng . T;.

about’ qu1te substant1a] 1mprovements in both work]oad and superv1s1on

oo

” afFaCUTtx as Innovators' ST o yrf.' .

¢

The heavy facuTtv workToads d1scussed above can be Targely
attr1buted to maJor changes since 1972 in the way schoo] exper1ence |
.15 orqan1zed at Hontv1ew Members of the facuTty pTayed a maaor roTe‘
in 1ntroduc1ng and 1mp1ement1ng these chandes. ATthough the roTe ,U‘”
of. facuTty members as 1nnovators was seen as-a cruc1a1 issue- by eTeven'
"faculty members, one,saw,1t as a tr1v1al 1ssue and ten'as onT/ |
moderateTyfimportante' It was one of the least vaTued of the peop]e-

' re]atedf,issues (those issues d1scussed in Chapters 5 and 6).

-

“.. The L1terature

The T1terature to be presented here deals w1th two main ‘__//‘
‘quest1ons First, some reasons for the often temporar/ character of

program 1nnovat1ons are d1scussed Then a brief survey ofvsome forces

s k . : »



:for and,againstzchange‘is presented.

o heasons for the'Decay.of ﬁnnovations

One common and eas11y understood reason for the short average

;11fe span of" 1nnovat10ns in educat1ona1 1nst1tut1ons is that the

ﬂw'1nn6vator frequent]y 1eaves“the organ1zat1on after 1n1t1at1ng changes

B (Jche, 1981 12) ' Th1s can be understood 1n an academic m111eu where

promot1ons or new. pos1t1ons in other 1nst1tut1ons often accrue to

_ those who can demonstrate 1nnovat1veness within’ the1r present 1nst§tu-
-t1on It is understandab]e that new programs often co]]apse when

.theirspr1me movers re]ocate to new posts.

- More subt]e reasons f%w‘the failure of 1nnovat1ons to take

root' were d1scussed by Parlsh and Arends (1983) and Doy]e and

Ponder (1977).. A]though thev used rather different terms . to desCrfbe o

~ the phenomenon both sets of authors stressed the need to f1t 1nnova-

t1ons into ex1st1ng structures w1th cons1derab1e sens1t1v1ty In

l

: part1cu1ar, there was- a need to take account of the v1ews, va]ues and

*

‘be11efs of program personne]

Doyle and Ponder def1ned the pract1ca11ty eth1c for success--

o fu] 1nnovat1ons (]977 6) as three over]app1ng cr1ter1a >These were -
= 1nstrumenta]1ty, congruence and cost Instrumenta11ty referred to the B

need for 1nnovators to descrlbe .how the new program wou]d ‘work in c]ear, '

pract1ca1 terms Congruence referred to the “perce1ved 'match between

the change proposal and preva111ng cond1t1ons" (1b1d 8) Preva111ng

'cond1t1ons 1nc1uded the self- 1mages of peop]e 1n the program ’ Cost

was a reference to. the cost benef1t ana]ys1s wh1ch is usua11y done bv |

'program peop]e before they adopt new proposa]s Proposals whose"'
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r.l‘

perceived costs outweigh perceiVed benefits are rarely imp]ementeda
A _'In Writing of the imp]ementation‘of‘innovations, Parish and 'g
) Arends (1983364) stressed three'thfngs These were‘the need to under-
‘.stand the cu]ture of the organ1zat1on the prov1s1on of ample. tra1n1ng
'gt1me for program peop1e and the need for sens1t1v1ty to the actua]
-Toci of d1fferent leyeIS of 1mp1ementat1on B

) The schoo]l cu]ture concept was very s1m11ar to Doyle and

o Ponder S congruence concept (op c1t ) In«the dmscu551on of amp]e“ -

tra1n1ng t1meg Par1sh and Arends stressed the need- for a11 program
people to haVe amp]e time and opportun1ty to change their behav1ors,
'-sk111s and be11efs They c1a1med that th1s mwoht need extended L,
'tra1n1ng over a 1ong per1od of - time. '

They a]so po1nted out that wh11e approva1 for 1nnovat1on has :
to be sought at one 1eve1 “the actua] 1mp]ementat1on is done at another
"1eve1 They c1a1med that sens1t1v1ty to these d1fferent 1oc1 of |

1nnovat1on was v1ta] to successfu] 1mp1ementat1on

Forces For and Aga1nst Change

Hopk1ns (}979 3) stated that-
s / :
It appears from our research and the 11terature that there are
two major contributors to change in teacher educat1on, environ-
- menta] pressures and - 1nterna1 norms,. .

S In a recent account ofkfhe h1story of the new Montview Elementary

Pract1cum (XVI 1982 20 22) the authors 11sted th1rteen factors wh1ch ,t

"they be]1eved supported change ’Most of these could read11y be

‘ 1ass1f1ed as. examp]es of env1ronmenta1 pressure or 1nterna1 norms.

L In the same art1c1e (XVI 1982.22—25), ten forces aga1nstgchange.were'

7 -

Cidentified. Most of these reflected some aspect of the fact that



6>

,lcase with a tightly coup

‘taffect1ng the whole system Second these novel so]ut1ons were ab]e

(RS2 9

) & N ."b ’ . ) "" . l‘

. people were natural]y»cautious about their invo1Vement in'dramatic-"
4 ",.

changes and’ w1shed to exp]ore all the 1mp11cat1ons before mak1ng e

. a comm1tment to change f N s ." o R 2

‘Hopkins (1979:5, 6? wrote of the potent1a11y stu1t1fy1ng effectsf"'

of '1ooSe.cdup1ing 1n‘edUCat1ona1‘1nst1tut1ons He argued that

'Hveick"s'article on loose coupling (197:6) 1mphed that change ‘would be

very difficult to 1mp]ement}w1thin educationa] institutions.

However the same loose coupl1ng concept. may be 1nvoked to

exp1a1n why some 1nnovat1ons are able to occUr in educat1ona1 1nst1tu-
| tions. Weick (1976 6-9) d1scussed both: the funct}ons and dvsfunct10ns‘
- of ]oose\coupling The th1rd and fourth functlons are of 1nterest
'Loosely c p]ed systems may be good systems for localized adaptat1on

. ;w1th0ut af\ect1ng the who]e system, and such systems “can reta1n a

greater number of utatfﬁns\:nd novel, solut1ons than wouﬁd be the
Ted ‘system" (we1ck 1976:6-7). |

-

The Data | o " ,///
© ' Meick's Lggse Coupling | o .

The Méﬁtﬁéfw 1nnovat1ons may be 1nterpreted w1th1n a loose

‘”c0up1ing framewor The early. exper1menta1 mod1f1cat1ons (Sect1on H

Q

"and the exper1ence bank ) were ab]e to be 1nst1tuted w1thout o

'to be reta1ned for severa] years in the early 1970 S. In'We1ck“

: terms (1976: 7) Sect1on H and the experaence bank' represented

cu]tura] 1nsurance wh1ch was drawn on at the time of rad1ca1 change

: when~the‘new-program 1np1ts ent1rety Wa's 1mp]emented.

Pt
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_.Un1vers1ty Pol1gy . 3444 v ‘9;{“3,;w‘ 7
It is. a de11berate part of the strategy of thew1nst1tut10n £0

: r‘be innovative, and recognizep as such within even the most’
"hconservat1ve facu]tzes President of Montv1ew UnlverSIty)

¢ ('NA._.)
The above%comment by the un1vers1ty pres1dent c]ear y M

<
\

‘:1nd1cates that there 1s a favorab}e c11mate for 1nnovat1ons at the

\) lp

;t_t EarP}er the pFESIdent

\I;,‘

; fadm1nhstrat1ve Tevel . of Montview Univ
_had 1nd1cated that the plans for the Educat1on facu]ty 1nnovat1ons had

received support from un1vers1ty adm1 i 15at1on right from the‘ear]1est,;'\

L N -

@ ° ’

K

R p]ann1ng stages.

L |
-The Survival of the‘New Program

N -

- Several reasons for the term1nat1ons of many 1nnovat1ve programs

\ N

hq% were 1dent1f1ed above The f1rst reason was the w1thdrawa1 from the |
| program of the maJor 1nnovator Th1s haF/not pccurred at Montv1ew

Most of the people who were 1nvo]ved in the Tmp]ementatfon of the newt ;

program are st1II on facu]ty In partﬁcu]ar the person who Ied the

innovating group s st111 on facu]ty H1s ro]e is d1scussed be]ow ln

the sect1on t1t1ed 'An- Important Innovator !

The s1tuat1on w1th respect to the other factors often

4

fas oc1ated w1th the death of 1nnovat1ons is not as c1ear | It 1s

are ‘able that some program peop]e found an 1nadequate match between

o the1r toles in the new program and the1r own’ concepts of appropr1ate o

4;roles for un1vers1ty facu]ty (see Doy]e and Ponder 1977 6) Th1s '

| 'was not a ser1ous enough prob]em to cause the new pregram ‘to be dis-
l cont1nued N | | |

It could aﬂso be argued that in. the1r enthus1asm to see the

new program in p]ace, 1nsuff1c1ent t1me was madp AUAi1ah1a ko Fha Anmin
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‘1nsta111ng the new program for people to acqu1re tra1n1ng in the new

'b"sk111s needed 1n the new program (see Par1sh and Arends, 1953 C1ted

{

_'above) Aga1nst th1s argument 1s the fact that the first p1]ots of

‘l-:the new program were runn1ng for’ severa1 vears as Sect1on‘H and the.'

L

5?~p; exper1ence bank before full 1mp1ementat1on of the new program N .

o~

“Th1s 15 not to say that all facu]tv members were able or: w1111ng to
part1C1pate 1n the p1lot programs and thus master the spec1a1 skills
- ca]]ed-for in the-new progrmn Lo ' _

| In the event the innovation survived and is now the program

exper1enced by a]] Montv1ew E]ementary Educat1on students a‘

.(4)
o On a sma]]er scale, a number of mod1f1cat1ons haVe occurred

e . .
A . A T

-and are occurrlng to offer. studemts opportun1t1es to’ spec1a11ze

_W1th1n the E]ementary Program Each fits the basic structure of

: 1
© the new program w1th adaptat1ons to f1t the spec1a1 needs of part1cu1ar

,groups of students

A se]ect1on of faculty v1ews ab these ong01ng mod1f1cat1ons

(=4

is presented in the nex"

‘ct1on o .o

dFacu]ty»Optn'ons'about Contwnua] Changﬁ

FaCulty<§£}%Zons about’these cont1nua1 changes var1ed
-

- Stop w1th these herculean cdpnges every year ' ”Hhatever S ,
‘new hasagot tobe tried" seems to-be the predom1nant attitude
. here. No one can adduce evidence for the super10r1ty of - the
- new prOgram (31 facu]ty member)_-- : ‘ .

Another facu]ty member spoke of the d1ff1cu1tv of gett1ng changes
throuqh faculty comm1ttees, and the consequences when people c1rcum—" |
vented the comm1ttee route to 1np1ement change

" ¥ I wou]d say some peop]e 1gnore 1t [commwttees] and do 1t
. and then when th1ngs are done,,there are problems They Sty



- resources 1n the facu]ty ';.';". -‘%

- 1n fawor of a po]1cy o?'cpnstant rev1s1on
AN

it th1s k1nd of m111eu

»

'How can you do tﬁat?' ,The rule-[use comm1ttees] become§ more
‘ 1mpdrtant than the doing. (83, facu]ty member )

It is understandab]é that peop]e become frUStrated w1th apparent]y

obstpuct1on1st comm1ttees b10ck1ng des1red 1nnovat10ns It is also

; understandab]e that there shou]d bg”res1stance d1rected aga1nst new

procedures 1ntrodueed wga 'the back door ~ Many facu]tv members were o

w

S

So- \t ] been accepted that we reV1se what s go1ng on each year
(42; facu1ty member heav11y involved in- the new program)

I never-say anyth1ng negat1ve about new th1ngs . It would
be my concern if noth1ng was happening . . . As. 1ong as not all
innovations are be1ng done by a few peop]e (14, faculty member,
adv1sor, 1nvo1ved 1n one of the new. mod1f1cat10ns)

I th1nk that the more we try a]ternat1ves the better '(3;"
facu]ty member not 1nv01ved in the new - mod1f1cat1ons)

kI

A more caut1ous note was struck by a facu]ty member who although he

'»apfroved of constant change, recogn1zed the need for facu]ty to adJust

I think it's hea]thy and good, . I suppose it's a b1t of
learning to: accept_an env1ronment that appears to be in a
flux.  Maybe that has’ to pe if you're going to have initiatives.
@61, facu]ty member, 1nvo]ved in 1nnovat10ns from the beg1nn1ng)

The same respondent ‘had also ear11er’recogn1zed the fact that constant

'-change had 1eft 1nsu€i1C1ent t1me and energy to conso11date courses
;.dand deve]op curr1cu]um mater1a]s - ‘a; _'fl""

Another facu]ty member bowed to the rea11tv 9f f1n1te human ;;'}: -

fveiYes, def1n1te1y, we've reached—our 11m1t as | see’ it as to h”
what we can do. 'We can reshuff]e ‘and reorganize, but anyth1ng 5

‘::.;more we want: to do, somethnng s.got.to drop off the end of the

“assembly line.. (3 faculty member w1th 11tt1e 1nvo]vement in
,current changes) v . : :

D1scuss1on about the 155ue of further change at Montv1ew m1ght

~



. CY

“f-Elementary Program (XVIp 1982) It conta1ned a 11st of Forces for_

e capab]e of draw1ng about h1m a. group of peop]eowhose ded1cat1on to o

"ﬂﬁjand rema1ns tota]]y comm1tted to the new program as do most of the

. of p]ann1ng | :. o .4‘u_'v"n;'

: w111 be hlred

&Y

‘.~..7 SRR DR ¥

we]] take account of the fo]Tow1ng features of the present program

AR

. IL There are now fou{ new mod1f1cat1ons under the umbre]]a of

2

.,é
\
.

the E]ementary Degree Program e1ther in p]ace, or at an advanced stage‘r

. A\
N

g 3;2.> At 1east one of thexmod1f1cat1ons seems T1ke]y to attract

-

qu1te large numbers of add1tTona1 students Two of the ofhers are

. qu1te 11ke1v to attract extra students.. o

‘3 It seems un11ke1y that substant1a1 numbers of new staffp :

' ‘4 Students a]ready comp1a1n of too few v1s1ts by facu]ty

) adv1sors, many of whom are heav11y 1nvoIved in the p]ann1ng and o

o ‘1mp1ement1ng of the mod1f1cat10ns

TSAR

An Important Innovator If v".;-

S
's .*"\

Reference was- made above to an 1nterna1 h1story of the new

sChanqe | The f1fth force for change named an 1nd1v1dua1 facu]ty o

q

the new program 1ncreased w1th t1me Th1s person rema1ns on facu1ty

: . ) .

*or1g1na1 group "f--[, - .,v,' T ;“;T o _,'i; ;;,a ;

@ s : LT T s’. "_ o ...({

,,,,,,

' f"fbeh1nd the 1nnovat1ons was asked by the~researcher whether he

e

'n;be]1eved that the program changes wou]d have been 1mp1emented had he

t-f“'prov1d1ng d1rect1on for the changes, he stated that he a]so be]1eved

,“[ g_not been appo1nted to facu]ty wh1]e acknow]edg1ng h1s own ro]e in f“-”

“;h member and descr1bed h1m as energet1c, knowledgeab]e, v1s10nary and_ R



N
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. . . . . .

v - T

. that the 1nterna1 and exfernal c]1ma§e of the faculty at the tim!’was

such. that some change was 1nev1tabTe H1s cruc1aT roTe in- the 1nter- .

.‘.‘

"oroad1zat1ona1 re]at1onsh1ps surround1ng the Montv1ew Elementary

Pract1cum w111 be exam1ned 1n the f0110w1ng sect1on
. ; . - a ;

¢

The Facu]ty in Interorgan1zat1ona1
' Re]atfonsh1ps B

The study of interorgan1zat1ona1 reTat1onsh1ps 1s a re]at1ve1y
,new f1e1d In 1972 Marrett 1dent1f1ed four d1mens1ons of such } »
i re]at1onsh1ps These were rec1proc1ty, standard1zat1on, forma]12at1on

;'and 1ntens1ty ' Much of the work on re]at1onsh1ps between organ1za-
. | X

“t1ons svnce then has adopted a s1m11ar approa;h (see, for examp]e, ;.J'fi ,

e

85

«

,,van der Ven, Emmett and Koen1g, 1974, Van der Ven 1976 Van der Ven,_n‘

'f,WaTker and L15ton, 1979) Marrett generated two pred1ct10ns‘tased on ff :

‘v.\her study of 1nterorgan1zat1ona1 d1mens1ons One of. these w11] be ) }f

Syl

- exam1ned at the beg1nn1ng of the data sect1on 1.°“5r;',ﬁ,z

KN

The “L'ite’ra ture

: The 11terature surveyed here 1s d1v1ded for conven1ence 1nto o
L three somewhat over]app1ng categor1es These are statements.about
lthe 1mportance of 1nterorgan1zat1ona1 re]at1onsh1ps, accounts of 1nter-ﬁml;

'*-[organ1zat10na1 reTat1onsh1ps 1nvoTv1ng teacher tra1n1ng 1nst1tut1ons

'-and some normat1ve statements about 1nterorgan1zat1ona1 re]at10nsh1ps

T1n the teacher tra1n1ng context

P TR
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\ | .
Perceived Importance of Interorgahi{ationa]

Relationships

Writing of a study at York University in which he participated,

Hopkihs (1980:7,8) noted the exis%ence of 'two pu]tures,' that of the
school and that’of the university.' He argued that this phenomenon can
easily lead to prbb]ems of 'oWﬁership' of~the‘prac€icum and that both
schools and university must be%nvo]yed in planning and implementing

practica. to avoid the waste of "enormous potential and possibilities”
. » -
} \

o
Ll

(ibid.:8).

The need. for careful coordination between the agencies involved

in planning and 1mp]ementing'the Montngy Internship Seminar was
recognized (¥III, 1976). It was cl med }hat the relationships .
between '.the organizations were one bf_‘the st.rengfjhs of the program
’(vibid'.)». . : —~
Pereira (1982)‘répon§g9 an eva]uatfon ofja new five-year teacher

1)
A g

.‘ - . . ‘l
education program at‘the University of Minho, Portugal. Among the
evaluators' rermmendations was for more cooperation between thg
university and the school system. As noted in Chapter 1 above, Baqu;:

had said ekact]y that, fifty dne years earlier (1931), in a North
a : ! : .
American context. |

Interorgaa1zat1ona1 Re]at1onsh1ps
1n Practice ‘ . .

¥

In a history of Normal*Schools in Alberta, Patterson (1982:11)
| noted a decline in the quality of_tﬁe rei;;ionships between schools
l’and universities in A]ber{; ‘This appeared to be in spite éf effofts
by Ueacher tra1n1ng 1nst1tut1oQ§ to 1nvo1ve schools in making decisions

about pract1ca The percentage of ang]ophone teacher training



institutions in Canada with a schools/faculty committee dealing with

~ the school experience was 25% in 1971 (Channon, 1971). Ten years
later, éfter a follow-up study, fhe same researcher (Gi]]js, née
Channon, 1981;95 stated:
Many institutions have also made a sincere attempt to work

more closely with teachers} particularly in regard to the
practicum, but sometimes {h regard to program-as well.

Two claims were made by facu]ty,members regarding. interorganiza-

tional relationships at Montview. In-Learning‘todTeachj—A Shared
Responsibility {1981:2), the following statement was made:

Two aspects of the growth and development of  teacher education
programs in [province] make it unique. One is the

+ -cooperation and mutual respect shared by the agencies—the
Faculty of Education, the Department of Education and the
Teachers' Federation. The second is the strong role played
by the teaching profession in defining and advocating improvement
and change. ‘ K '

In"a history of the new elementary program at Montview (XVI, ]982)}
the -importance of the relationships between orgaqi%ations,was
'stressed: :

- ¢}
The effectiveness of the theory/practice aspects of development
would not be possible without close cooperation between, the
provincial Teachers' Federation, the provincial School Trustees'
Association, the Department of Education and the University.

Cooperation in implementation and financing takes place in
various ways. SR '

fﬁere is a genuine interorganizational relationship between the
.organizations mentioned. Its features include permanence, regl<joint‘
_action, and perceived benefits to all parties.' It wbﬁld be fnteresting
to check for the existencé of these features in some“of,the poor

relationships. found by Patterson (1982211).

o

The pojnt which js\being made here seems_to be that‘at.Montview,

187



Normative Statements about Interoﬁ!ﬁpizational
Relationships - ’

The responsibility for developing and implementing policies

in the new secondary program at Montview should ggvested in

a committee representing Faculty, students, the'Teachers' )

Federation, the Department of Education and the School Trustees'
~Association. (Submission to the Task Force on SZtondary

Education by the Provincial Teachers' Federation, 1978)

A simi]ar position was taken by Horowitz (1974:83), a]&ﬁough».
he identified the university Faculty of Education as a senior |
partnér with primary respoﬁ§1b111ty %or the preparation of-teachers.

. In the report of a review of extended practica iﬁ Alberta
universities (Theory to Practice, 1982:43), it was recommehded that-
the Minister of Education be fina]]y,responsible for determining
éki]]s and competencies required of teachers. The Alberta Teachers'

. Association, Alberta School Trustees"ASSOCiation,'Conference‘of
J'A]berta School Superintendénts!and the uniye;sities were mentioned

~ in the recommendation only as bodies to be consulted by Fhe Mihister;
This recommendation appears to place considerable power in the hands

- of an e]egted official, who may be displaced with a change in govern-
. ment. On the other hand, it could be argued that such a mechanism

| permits the ’Q111 of the people' with respect to education to be more

N

accurately expressed through their membership in the organizations.

Data and Interpretations

4

/

The Marrett Hypothgsié

Aftér identifying four major dimensions of i terorganizational

[

188

re]ationshfbs, Marrett embodied them in two hvpotheses. The hypothesis .

which appears to fit the Montview situation is as follows. The Taréer



. . 1 ) .
the size of the\human and material resources invested in the relation-

ship, the greater is the Tikelihood of agreements being formalized,
standardizatibn occurring (1. e » close spec1f1cat1on of the units of

exchange), and rec1proc1ty of, exchange taking place (i.e., each party

3
gaining material or non-material resources from memhership in the
. : L :

rélationship).

. If the interorganizational collaboration in the'imp]ementation

1

of the Internship Seminars is examined there appears to be quite’
mass1ve human and material resource 1nvestment The Faculty of
.Educat1on pays. for accommodat1on and food for the Sem1nar (for about
two- hundred peop]enfor a week), the Department of Educatnon provides
substitute teachers to_aﬂlow cooperating teachers to attend'the

Seminar and the Teachers' Federation covers travel costs and those

prdntfng costs not'borne by the university;' Added to these material

>COsts is the investment of five and a half days of quite intensive -

) interaction by the Seminar ‘leaders, numbering about forty and repre-

- &

senting thé various arganizations interested in‘the Practicum.

\

- In spite of the substantjal nature of these resource invest-

LA

. ments, there seems to be ditt]e;evidence of the existence of

formalized’agreements Very 11tt1e standard1zat1on or. speC1f1cat1on

180

. of un1ts of exchange seems to have Qccurred although some obJectwves /

/ for the Sem1nars are: 1dent1f1ed in the form of a statement of the

"p1anned outcome in Learn1ng to Teach——A Shared Respons1b1]1ty (]981)
‘ There is some- ev1dence of rec1proc1ty of exchange in that wh11e the
,"Faculty of Educat1on néeds the human and mater1a] resources ‘from the

-

other organ1zat1ons 1n order to run the Sem1nars, the, Teachers



Federation and Department of Education benefit eventuaTTy by the con-
tr1but1on of the Seminar to the product1on of better teachers. A

partial explanation for th1s very Tim1ted support for the hypothesis

might be found in the activities of a number of boundary spanners.

Boundary Spanners at Montyiew
Fushman and Scanlan (1981a) defined boundary spanners as
internal communication stars who have substantiaT‘communication with
areas outside their units. An internal star was defined in a later
paper (Tughman and ScanTan,,T98Jb) as one whose number of‘oraJ

communications within the orgahizat1on over a five-week period was

- :greater than one standard deviation above the mean number of units

of oraT commun1cat1on Boundary spann1ng status appears to interact ,
‘wWith perce1ved conpetence and the frequency of coTTeague consuTta-
tion. One of the key ro]es of such peop]e is to "convert words into |

the second semantwc spaceswh11e reta1n1ng messages held in the first"

’

.
~

(Tushman and Scanlan, 1981b). [
| There appears to be a great dea] of boundary spann1ng 1nvo]v1ng

the organ1zat1ons concerned with the Montv1ew ETementary Pract1oum

'\

An h1stor1caT acc1dent in Hontv1ew produced a boundary spanner o
hav1ng very strong T1nks w1th two key organ1zat1ons 1nterested in
. teacher educat1on A person who had been an off1c1a1 of “the prov1ncial
Teachers' Federat1on and was her by them in h1gh regard was appo1nted

, to the Faculty of Educat1on Thus he was rap1dTy able to become

&

competent in the "semantic spaces“ (1b1d..291) of both.un1yers1ty

R 3
o

' facu]ty and Teachers Federat1on. ,
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[h1s name] knew peopTe in school systems—so got -
them to assist. He'd built up a cred1b111ty so when he
spoke, it wasn't for self- -seeking power. (76, a principal,
whose involvement in the new Practicum arrangements extends
right back to ear]y planning stages)

' A director of educat1on aTso drew attent1on to the activities
of th1s person c1a1m1ng that the "Teachers Federat1on t1e-1n with
- the un1vers1ty through [name] got cooperat1on from the startn
- (45, d1rector of educat1on ruraT area) | |
A Tong serv1ng member of the Teachers Federat1on summed up
the 1mportance of re]at1onsh1ps in Montv1ew 1n a paper de]1vered to a
~ conference in. Montv1ew in 1083 "He referred to a un1que s1tuat1on o
‘character1zed by the smaT] 512e of the prov1nce the close personaT |
reTat1onsh1ps between Teachers Federat1on and facu]ty, persona] fr1ends
in the Department of Educat1on, fam1]1es spann1ng two organ1zat1ons, .
- (the man referred to above) as- 1deas man and’ the meet1ng of
all groups as equa]s at conferences and the Internsh1p Sem1nar T |
The Tack of support for Marrett S hypothes1s becomes under- : 7{
standab]e in the 11ght of the c]ose compTex of re]at1onsh1ps descr1bed
above The presence of” boundary spanners makes the commun1cat1on
_ between organ1zat1ons more Tikely to be cTear and accurate and the R
resuTt is a situation 1nvoTV1ng expend1ture of qu1te Targe amounts
}'of resources -With remarkably 1ittle forma11zat1on A | |

The Current'Status of.Montview
Interorganizationa] ReTationship;

There are seen to be some 1mperfect1ons in the 1nterorgan1za-
t1ona1 re]at1onsh1ps 1nvoTv1ng the Educat1on facu]ty A Department

of Educatlon off1cer c1a1med that there was 11tt]e Department 1nput

-1

—



into the Elementary Program at Montview. |

It's a combination of two factors. Oné, w% ve never had the
-resources in the Department. Two, the universities don't want
1nterference (67 Department of- Educat1on off1cer) ‘

An officer of the School Trustees Assoc1at1on s oke of the type of
, 1nput prov1ded by non- un1ver51ty members of Jo1nt comm1ttees

\

, 'They have lots' to say about how 1ong students ‘courses should

" be and cert1f1cat1on but Tittle thought is given to educa-
tienal programs. This is a Tost. opportun1ty for public input
into- un1vers1ty programs - (86, TruStees Assocfiation off1cer)

Both of t%g comments conta1n v1ewpotnts wh1ch m1ght be- worth
:the cons1derat1on of facu]ty members ‘ |
» Current re]at1onsh1ps between the“Facu]tv of Educat1on and
other organ1zat1ons seem to be’ unusua]]y good - Support for th1s
N 1nterpretat1on was found in numerous very pos1t1ve comments, on]y a-
fsma11 sampTe of which has been presented above Further support
"’a]though 1ess recent was found 1n The Management of . Change in.

'_,Teacher Educat1on (1979) espec1a11y in Sectlon M (ibid. 59) dea]ing

w1th Montv1ew s re]at1onsh1ps w1th the env1ronment

In genera1 ‘the responses to 'this sca]e suggest that the Montvwew |

~ faculty has relatively good and c0ns1stent re]at1onsh1ps with
Lexterna] aqenc1es

It ma/ be appropr1ate to conc]ude th1s sect1on w1th some
) remarks made by an off1c1a1 of the Teachers Federatlon, one of the
: maJor partners 1n ‘the Montv1ew 1nterorganizat1ona1 re]at1onsh1p

These remarks are taken ser1ous]y out of context The context was

¥

a conference presentat1on in wh1ch the speaker had repeatedlv stressed

'; the strengths of the very good re]at1onsh1ps between facu]ty and

\Federat1on., As well, the speaker sa1d,

192
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It is. unrea11st1c or immoral to use school systems w1thout
'1nvo1v1ng schools in policy-making and governance, « o In
many major decisions, schools have no control over. 1ssues
which affect t For example, superv1s1on of practice and
placement of students . ... If you don't involve others in
. your plans, the plans probab]y won't be 1mp1emented anyway.
(XXII, ]983) L [ )

Interpersona1fRe]ationships

Facu]ty members at Montview are 1nvo]ved in interpersona]
‘re1at1onsh1ps w1th each other with cooperat1ng teachers and with
students Large maJor1t1es of fzculty members v1ewed each of.these
“types of relat1onsh1p as 1ssues of crucial 1mportance It is perhaps
noteworthy that of the three people who regarded facu]ty student

~4Qtre1at1onsh1ps as of on]y tr1v1a1 1mportance, none is st111 1nvo]ved

in school . superv1s1on
. &",v
_The Literature

The 11terature has been d1v1ded 1nto four ma1n seqt1ons First
1s an 1ntroduct1on based on the genera] remarks made bv H1deen,

h Hopk1ns and Fu]]an (1980) after their survey of ang]ophone teacher

_.training 1nst1tut1ons in Canada Th1s 1s fol]owed bv a survey of some }:1J 3

11terature 1n wh1ch power d1fferences are seen as obstac]es to 1nter-
’personal re]at1onsh1ps in teacher tra1n1ng contexts Some 5uggested
;fremed1es for 1mperfect re]at1onsh1ps fo]]ow and the11terature sect1on e'}.
'@conc]udes w1th some descr1pt1ons of attempts to enhance 1nterpersona]

) relat1onsh1ps at Montv1ew fil o 7f‘*f:
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Introduction

uideen, Hopkins and Fullan (1980) noted that most members of
| facu1t1es of education were “cr1t1ca1 of the Tack of a common '

- philosophy and group cohes1on”'(1b1d.:28). Other comments made
reference to diversity, isolation and suspicion between co}leagues,
and an inability of ]eaders to déve]op a sense of common purpose
among facu]ty members- A11 respondents c]a1med that facu]ty po]1t1cs
helped prevent healthy change, and that excess1ve concern W1th status
and ego helped promote fragmentat1on w1th1n facu]tres (1b1d )

The authors stated that the 1ntervent10n by their research and
deve1opment group was followed in a11 cases by 1mpr0ved 1nforma1
commun1cat1on Often th1s 1nvo]ved more task or1entat1on in 1nforma1
'conversat1ons w1th peers and efforts to include facu]ty members outs1de
" pre- ex1st1ng social groups s It might therefore be expected that 1nter-
personal. re]atwonsh1ps between faculty at Montv1ew three years. later
would be'character1zed by minimal conf11ct and max1ma1 cooperat1on
Part of the data sect1on is devoted to intra- facu]ty re]at1onsh1ps in
~ which th1s expectat1on is examlned

L

Power in Interpersona1 ReJationships L

N

To promote more genu1ne re]at1onsh1ps 1n supervisary encounters,

: Ze1chner (1980a: 35) claimed that 1t was necessarv to change power :

“ .

re]at1onsh1ps in the d1rect1on of greater co]laborat1on In an artrc]e

. about Lethbr1dge Un1vers1ty student teacher superv1s1on, Lowe (1982

o 43) stated that the superv1sory manner of .Sonme facu]ty members negated

‘ the1r stated aim of he1p1ng students to deve]op the1r own\ph1]osophy

- of educat1on Students tended to feel power]ess in the re]at1on9h1p
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and to teach the way they be1ieved the professor’wou]d approve; rather
than the may they wished to teach. Lowe has been both an educat1on | ] :
student and a cooperating teacher at Lethbr1dge Un1vers1ty a
McIntyre and Norris (1980:68) carr1ed‘out a surVey of severa]
facets of field experience ih the United States and Canada. They found.
that students typically had}1itt1e.inpUt'into the design of evaluation
' forms and even less into the1r own evaluations. | |
At Montview, the ph1losoph1ca] stance taken in the e]ementary
'Aprogram is an 1ntegrat1on of the human1st1c and the behav1or1st1c
_(Learn1ng to Teach A Shared Responsibility, 1981: 3). It s not
ent1re]y clear how a behav1orist\c stance, with 1ts overtones of
determinism and contro] fits with the paral]e] emphas1s on concern
for the student asla person and the expectat1on that the student s 'I'
~fee11ng of autonomy will increase (ibid. 4) It m1ght4a1so be argued
that. the statement in the foreword congern1ng the ph1losoph1ca] bas1s
"It is expected that a]1 persons 1nvo1ved will value th1s basis,
and respond accord1ng]y“ (ibid. :no page), vactua1]y reduces the power

of some part1c1pants, espeC1a11y those to whom the concept of

: behav1ortsm 1s anathema ' S lf'?

Qg Y

In the actua] student teach1ng tr1ad the faeu]ty adv1sor and

7cooperat1ng teacher often unite aga1nst the student\ seeﬁ1ng"dyad1c

:,~ba1ance, accordwng to Yee (1971) He p1aced the resp0n51b111ty for

v 1n1t1at1ng act1on to 1mprove tr1ad1c ]nteract1on w1th the un1vers1ty
T

fadv1sor Another so]ut1on for th1s type of prob]em was the subJect |

of the. f1rst study in the next sect1on



How to Improve Relationships

}ngan'attempt to avoid the_unequal power distribution in
studentiteachjng trjads,,doctoraltstudents‘were used aspfaculty‘
,advisorS'at the dniversity of California, Los Angeles. - Haxey (1982)
reported that the objectives included- the tra1n1ng of reflective
teachers rather thanfnere apprentices (see also Ze1chner, 1980b), and
“. the dtssem1nat1on by doctora] students of recent research to the
_ teachers in the schoo1s Most of those 1nvo]ved expressed approva] -
of-the principte However, 1nterpersona] conf]1cts, 1nadequate adv1sor .
vtra1n1ng and severe overload1ng “all combined to reduce the prOJect S
chance of success. . |
3 An examp1e of poor 1nterpersona1 sk11ls was cited by Funk
Hoffman, Keithly and Long (1982)112)J report of cooperat1ng teachers
’L;exper1ence wwth student teachfng7 The teachers who were surveyed . .

r\

c]a1med that faculty superv1sors tended to arrange cooperatlng |
A
teacher/facu]ty adv1sor conferences to su1t the1r own t1metab1es

) Aaud therefore to 1mp1y that the1r t1me was ‘more va]uab]e than that k

. of thie teachers A genera] conc1us1on was ‘that there was a need for
’ N
adv1sor tra1n1ng in 1eadersh1p, pubTic re]at1ons and 11sten1ng sk111s

.
g .
i ) - .

"InterpersonallReTatiOnships-at HontvieW‘

Interpersona] relat1onsh1p tra1n1ng 1s accorded speC1a1 recog-t
'n1t1on 1n the Montv1ew program Two facets of the program are “_
vespec1a11y 1mportant in th1s regard The Off;Campus Res1dentra1'.
?T.Experlence (0 C R E see Chapter 2) Handbook states ”The success ot
0. C R E depends on your 1nvo]vement and ab111ty to work w1th others“ |

-

E (0 C R E Student Resource Manua], undated, no page) Ur1t1ng of
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LY

O,C.R.E..,' it was stated (IV, 1982:16):

There is a concentrat1on on1nterpersona1 sens1t1v1tv .
~ The general atmosphere of caring and sharing among facu]ty
eventual]y spread like an ep1dem1c among the students

« Another article (XVI 1982:14) stated that “Two modules he]d off-
campus [0.C.R.E. ] coneentrate on the deve]opment of 1nterpersona1
sens1t1v1ty o - f‘
Referr1ng to the Internsh1p Sem1nar he]d for thlrd year stu- '_'
~dents and their cqoperatwng teachers, a guest 1eader wrote , ff‘-,_f
‘The part1c1pants were natura] teams engaged in an‘onq01nq
collaborative enterprise. . . . Their: experiences were shared
.. . The staff (my colleagues) worked well together. ‘There -
was a minimum. of ‘confusion and out-of- context conf11ct (X,
1980 50) ) - . .2 _ L
_ As descr1bed 1n Chapter 2 the structures for promot1ng good
3, .
1nterpersona1 relat1onsh1ps are in o]ace at Montv1ew Faculty members
in genera] value good 1nterpersona1 re]at1onsh1ps In the data sect1on 2
below, the percept1ons of facu]ty and some of the peop]e w1th whom ff |

facu]ty re]ate are presented

2N

Data and Integpretat1ons g -".?: . - h';jp"”"f- AN f".- ﬁ’"fjp '
L Th1s sect1on has b%en d1v1ded 1nto three parts These dea]
w1th re]at1onsh1ps between“facu1ty and students, facu]ty and cooperat1ngg" |

teachers, and re1at1onsh1ps w1th1n ‘the- facu]tv ,j;drf

Facu]ty Student Re]at1onsh1ps o fﬁtf o o j}r.,_ 'vf ];l;v' ﬁ)j“a'
. This. sect1on was somewhat arb1trar11y d1v1ded 1nto two areas -
-t! ' ' - ' L "

Good re]at1onsh1ps Many facu]ty members appeared to genu1ne1y

are about a]] aspects of the deve]opment of the students _The‘

' researcher observed many examp1es of extreme1y open communtcat1on ;,"‘
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between facu1ty‘members and students in elasses, atsO;C.R.E.,Vat thé
..fnternshfp Seminar, at meetings and casua11y around-the Education

buifding: Two students who had transferred into Montview from other
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"1nstitutions'remarked on the informality of statf student relationshipS",‘

at Montv1ew, compared w1th what thev saw at the]r prev1ous un1vers1t1es."

',_'Two 1mportant features were a]so noted.: X

F1rst the openness of commun1cat1on d1d not seem to be con-

f1ned to any part}cu1ar facu]ty group, a]though there were natura]]y

'persona11ty deferences in: the ab111ty to enter into 1nforna1 re]at1on-;

~sh1ps Second the 1nforma11ty seen by the retearcher d1d not appear
4-'to be assoctated w1th -any. 1ack of respect for facu]ty members Staff
”'members tended to va]ue thxs k1nd of re]at1onsh1p, as the fo]10w1ng

"comments 11]ustrate
S My pre 1nterns spend onehour every Tuesday afternoon in th1s
»office with me [ddvisor/advisee meetings—see Chapter 2]. He
* " talk about things I don't think .arein the program . . . N1th
-another, we talked about the impact” of her re]at1onsh1p with a
~young man. ,1 want them to. know me. we11 enough that we can ta]k
about that (8, facu]ty member) AR ;«v,~,. S

' :The re]at1onsh1p is a strength if it S a trust re1at1onsh1p wh1ch o

- continues after the field through Fourth-Year. I have one now
- witha persona] prob1em “She's.in. Fourth' Year ‘I had her as: a
~ pre-intern [Second Year]. She was able to talk \>I th1nk she 11
be a11 right. (14 facu1ty member)_

You somet1mes need d1dact1c teach1ng [But] 1f the re]at1onsh1p
© s good, b1nd1ng statements are not as negat)ve (83 facu]ty
o member) e Pl ;, R

/o
oo

It may seem that there s a danger 1nherent 1n 1ay persons‘

',fassum1ng}a psvcholog1ca1 counse111ng ro]e 1n swtuat1ons ]1ke those
"descr1bed 1n the f1rst two excerpts above Th1s 1s probab]v true

‘tiHowever none of ‘the students w1th whom the researcher spoke made any

»fnegat1ve comment about th1s part of the adv1sbrs -ro]e
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Students made,many}positive fpmments about faeulty‘infinter—u
’ perSOnaI reIationships Fo]]owing are severaI tvpicaI ekamples.

Some profs talked above our level of understand1ng Espec1aIIy ©
one. e talked to the.advisor. about it and then talked to her.

She now tries to, talk at our level and gives more applications e
. of the theory. (23, pre- 1ntern, rather hyper cr1t1ca]) L

[name] was cr1t1caI yet he always gave me pra1se wh1ch, '
made me feeI good about myseIf {Intérn quest1onna1re) ,

e

. Ange] 1n t1me_§f need (Intern quest1onna1re)

‘Most benef1c1a] was the mora] support and encouragenent prov1ded
dur1ng d1ff1cu1t t1mes (Intern quest1onna1re) fi .

A~rock ReaIIy gIad to have him there (Intern quest1onna1re)

"On behaIf of the group, I1'd. 11ke to say, I thought ybu were '
always neutral. 'You were.a friend; but distant en0ugh When -
you saw the group. deve]op1ng, -you d1dn‘t force us. We went with - - -
the flow. . You didn't make us go to the dance. (Statement;by a

: pre 1ntern to instructor: after Fa]] 0.C.R.E. ) ' " T T

| The fee11ngs expressed by th1s student were typ1ca] of many
‘_'of the students in her sect1on The reSearcher heard noth1n€ but h1gh

N pra1se for th1s facu]ty member It was therefore qu1te surpr1s1no to
- <\
';hear, some t1me ]ater some very d1fferent types of comments about thé

S .
‘.l_same person Some of these aro presented in the fo]Ionng sect1on
' : } : G :

R R

ReIat1onsh1ps caus149~concern

T ve never been spoken to 11ke that in a]] my years of schooI1ng
. For a- month ‘1 -couldn't stand: that class. That incident is ..
~.always going to be there “Quite a bit after, he admitted e
-~ he blows too easily. . (12, mature ~age pre- 1ntern, referr1ng to an '
: .1nc1dent wh1ch took pIace 1n a second year class) “
'Tiu Ty

Another student who w1tnessed the outburst referred to above, sa1d

1 vNe had empathy for ': - [1nstructor s name] But he didn't
try to rectify it afterwards. I think he felt bad -about it
“after. . He should have apologized, espec1a11y as he ta]ks of
-'sens1t1v1ty (17, ‘pre- 1ntern) ‘ » .

In a Iater 1nterv1ew, the same student c]a1med that "”’,[j; , 1ﬁ§ -

\7'
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Section is p]aying games, it's a very bad atmosphere.  Few

people are re prepared to express feelings. It stems from the
. earlier blow-up between . and -

Recounting another incident which occurred during a course
planning meeting involving both faculty and étudents, a faculty memBer
said:

There were’étudents on it. But they had no say-——as soon as ohe of
the students wanted to make a constructive criticism, either one
~ of the leaders would not give the students a chance to say what

they wanted to say. ‘They would just pounce and say "Well, this
is it." (18, faculty membeq};

)

It would be unrealistic to suggest that such incidents should
never occur, or that th;y signify a deeﬁlseated malaise in the prggram.
Nhen-th§~work1oads of Pre—internship students and faculty members are
considered, it is perhaps surprising ghat clashes occurhso infrequently.
Nevef%he]ésss it is probabiy desirable that fgcu]ty members who'are
involved in teaching conf1ict reso]utioﬁ ski11s’try to model those
skills wherever possib1e;

) j There were other perceived problems wfth ré]ationships beﬁween
facu]ty'members and students. Oﬁe was the problem of advisor changes
between students' second and third years.

Relatiorships which were carefully bui]t‘getween advisors

.and students in the Pre-intern Year [Second] may be disrupted

if as_interns they elect to go to widely separated schools.

(91, sessional instructor,‘advis%ﬁiﬁjﬂ

C1ear1y,wthis>bﬁob1em could bé‘ggTved by a change in intern
placement po]wcy, but wh1]e th1s cou]d ‘also tend to reduce faculty
work]oad, it wou1d v1o1ate a pr1nc1p1e of studént choice of area for
Internship placement.

Another type of problem stems From a possibly too rigid

application of clinical supervision, especially the notion of.avoiding
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unso]icited feedback. Many Students‘expressed a wish for this.

He's he]pfu] . . but he gaVe no general comments. It's -
frustrating because he d1dn t say good job/bad job., (12, pre-
" intern)

1
She uses clinical supervision. In the post-conference she. uses
data and her own comments. I like that. (89, pre-intern)

Students who have difficulty relating to their cobperating
teachers sometimes féé1 impotent to deal with the situation. Specifi-
ca11y, they fear that faculty members will not take steps to provide
them with a different cooperating teacher. .

Many are complaining about where they are, but are too afraid
to say, in case they are not shifted, and the cooperating
teacher gets to hear they comp1a1ned (57, pre-intern)

Although this fear is almost certainly auitg unfounded, the
difficulty of achieving a change of cooperating teacher seems to be
real. A facu]ty member stated that:

~[name] was very reluctant to make cooperating teacher
changes. (50, faculty member, referring to a previous coordinator
of professional development)

A cooperatingﬂteacher told the researcher about a student who
I ) : .
had a problem in re]ating to her cooperating teacher (a different”
teachér) The student reportedly spent the who]e Internsh1p ‘Seminar
. ¢crying, but when she approached her advisor. for ass1stance, she was
told to either endure the,situat?on, or get out. The advisor allegedly .
did not visit the school to check the situation. The cooperating
teacher claimed:

If we [cooperating teachers] have problems, the unﬁyersﬁty is
very support1ve But it's not so for students. The student
part is not taken in anything. (5, cooperating teacher of an

intern)

The present coordinator of professional development outlined
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-the prob]em.from his perspective. He has a very limited number of
cooperating teachers available. If he_aliénates-e&en ong of them, he
aay well Tlose a who]e.schoo1. He must therefore move very cafefu]]y
~in cases of this kind, and‘the natural tendency is to leave situétions
alone and hopé‘for spontaneous improvement. Although sgveral respon-
dents spoke of the importanée of matching studehts-and cooperating
teachefs, none offered a solution. “One possible 1mpf0vement might be
to fqpma11y decfﬁre the firstrweekiof Internship as a probat{onary
beriod, and to require the student and his or her'cooperating teacher
to examine their relationship on the first Friday of the Internship."
Pairs who believed there was little hqpe of achieving a wdfking
relatfonship could then be dissolved, and a second attempt made to
place the sthdents from the digsq1ved_pairs“ ,

- The following seg}ion focuses on ré]aEiPnships between faculty .

members and cooperating teachers. ‘ U

Facu1ty-Coqggrating Teacher Relationships

All ?acu?ty members whorresponded to the values questionnaire
belijeved that‘rélation§hips‘betwéeh_facu1ty and cooperating teachers
were of ﬁdderate (five) or crucial (seventeen) importance.

| In interviews and Infernship questionnaires, positive comments
about these relationships were much more common thén negative comments.
A small representaiﬁye sample of each gfoup is presented below,
beginnﬁng with two‘negative comments.
Too often the;facu1ty advisor gets too ‘involved with studeﬁt A
assessment. - There is often pressure to pass an inadequate. student.
(17, a very experienced cooperating teacher who was actually gquite

happy with the present faculty advisor, but was drawing on a past
experiencé of advisor/teacher clashes)



There were times when arrangements had been made for the advisor
to come, but she did not show up—and did not have the courtesy
to telephone and explain. (Cooperating teacher questionnaire
response) : : -

This latter ptob]em was discussed at a faculty advisor/.

o

cooperating teacher meeting. It was suggested by the program manager
. _ . Y

that teachers insist on advance notice. Advisors were asked to fit

into 'school timetables, and give advance notice of visits.

Far more frequent were cases of comments which either claimed

+

that relationships in general were good, or gave specific examples

illustrating a good relationshjp.
I think if we've done nothing else with this program, the
cooperating teachers are beginning to rea11ze they're part .
of a team (51, faculty member)

We had a maJor problem about not- putt1ng people - [student§] 1nto
kindexgarten classes. We took the problem to them [faculty] and
they 1\stened and fixed it. (5, cooperating teacher)

I fe]t she [advisor] was a sort of colleague. She's the kind
who introduces herself as . : __» not_ -
Dr. . (13, cooperat1ng'teacher) o ' _

['m pleased with the present advisor. He's very support1ve
(Questionnaire response fraom cooperat1ng teacher\

Our faculty advisor was interested, organized and showed up ‘when
she said she would. I'm impressed! (Questionnaire response
from cooperating teacher) - ' ‘ ‘ :

To return to an earlier comment, -although there abbeaks tb be .
a majority of good to excellent facu]ty/teacher-re]ationships, even a

small-minority of poor re]at1onsh1ps can eventua]]y damage the ent1re
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program. The: siggestions reported earlier for improving facu]ty adv1sor ’

quality are worth cons1derat1on in this specific aspect of, adv1sor

quality.



Intra- Facu]ty Re]at1onsh1ps

i

It would be naive -to expect any group of severa] dozen intelli-
gent adults to be freb{of conflict. lhen all members of the group are
asked to'work,in an innomative_program designed by_on]y'a subset of
the Qroup, the probabi]ity of conflict becomes higher. If the
philosophical assumptions of the new program run counter to those of -
some o# the group, conflict becomes,near]y inevitable. -fhere {s |
conf]ict at Montview, |

| One respondent saw the s1tuat1on as providing an adapt1ve
'mechanlsm w1th1n the facu]ty
Theré is a dynamic tens1on?between the traditional people versus
~_and [names]. Many education profs

-are concerned about th1s, but it may be- hea]thy (86, representa-
tive of School Trustees Assoc1at1on)

Most people, however expressed some degree of concern. There
appeared ﬁo be two_ma1n foci of this COncern. One 1nvo]ved resentment
”felt by individuels_ageinst;whet they saw as a neglect of their point
of view. The second‘foCusbof concern involved the reported~existence
of two factions on facu]ty; characterized by one facu]ty'member as

Team A/Team B

‘Individua]‘ﬁesentment.v

.1 went to three meetings and T pulled out. One of the leaders
~was "Greg." I mean, he's got very fixed ideas and he pushes
_ things through. "Harry" was open to discussion, but with
"'Greg,” he would just- say, "that's the way it is," so you don't
discuss it. "Ji11" and "Bev" and I all pulled out at the same
time for the same reason. (False names used) (18 faculty
member)

e P T —
—— e
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The researcher observed th1s Jquernaut' effect in act1on and :

s ab]e to understand the reaction of another faculty member who sa1d

t
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ruefully:

e need someone to stand up to ”Greg.”‘ He hasn't always got the
‘right answers, (90, faculty member) - L :

A different perspective on this kind of ‘problem was offered by
~a faculty member who had worked on committees with "Greg." .

Somet1mes you get very strenuous debates but you walk away

still be11ev1ng in each other that we can work this out and

stay together as a team. Unfortunate]y, there are other people

~ who come in and they feel that they're being steam-rolled and

that their perspective is not counted . . . or they don't get a

'hear1ng, and "they back off then. (62 faculty member)
This is the kind of s1tuat1on which appears ‘to an outs1der to be easy -
to solve. Bas1ca11y, aTT “that needs to happen 1s for the aggr1eved
‘part1es to be more pers1stent in expre551ng the1r op1n1ons and the .
other partv to become more aware of others op1n1ons and their poten-
t1a] value. However, both Tong term resentments and Tong term 1
aggress1ve dTSCUSSTOH habits may be d1ff1cu1t to change. Perhaps a
commitment by all parties to graduaT change and an appT1cat1on of
conflict resoTut1on strateg1es as taught at Internsh1p Sem1nars w111
eventua]]y resolve these types of conf]1cts and restore harm0n1ous
facu]ty re]at1onsh1ps ‘ P

| - Team Aéaﬂd/feam/;

It seems that issues get mudd1ed by what T call Team A and Team B

. It'does exist. I make no.bones about-it . . . One t

»pro the elementary program thrust, the direction 1t s trying t

©go.  And then there's. anotherfteam not part1cu1ar1/ interested in o

‘the ‘thrust and. who are Supposedly 1nterested 1n what is ca]]ed
, academ1cs (83, facuTty member) . -

s ) ] :
I S S |
Ny , . - c e - -

Thus did a respondent crysta111ze for the researcher a grow1ng

S conv1ct1on that there appeared to be two. fact1ons in the facuTty

After exp]or1ng the 1dea with the above respondent to c]ar1fy h1s 3

1 )
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perception of the nature of the'focus,‘other respondents were
quest1oned about theTr percept1ons of the fact1ons

‘The camps are still here, but they're much smaT]er and there's
a much larger group ‘in the middle. Now it's important to under-
stand that some- people feel about the program the way they do

" because they were or are members of those camps. I'min the
middle. . . . People are just being torn apart. So some.of the
rhetoric is of an emotional camp position, rather than a thoughtfuT
v1ew of what we do - (8, -faculty member)

I see th1ngs leaning tha't wayv somet1mes "We academics have to

- get these profess1onaTs " But there's-much overlap between groups.
The problem i$ that it creates inane animosities and blocks to
commun1cat1on (31, faculty member who- cTa1med to be typecast
as an 'academic' team member) } : 4

I seé peopTe that feel that the f1e1d component in the- program
~ is vital and strong and. needs to be 1ntegrated with what goes on
here ... . The other faction I see as not seeing the value of
that, . . . and [they see] those that are involved with it [the
) f1er] not of academlc quaT1ty (14 facuTty member adv1sor)

A group has had meetings off -campus to pTan strateg1es-—how to
vote. They withdraw from team part1c1pat1on, from advisor
. roles, ‘micro- teach1ng part1c1pat1on (51 facuTty member adv1sor)

Some of the above: percept1ons may 111ustrate what a respondent

descr1bed as

C,

There are .Some peopTe who see v111a1ns everywhere they want to .
Took. - (8 facu]ty member) ' L :

Irrespect1ve of rea11ty, however, the.fact that these beTiefsfexist

may be 1mportant It is probab]y d1ff1cu]t for someone who sees

/
h1mse]f as a Team A member to. fu]]y trust or even communlcate freeTy

e

with a person seen to beleng. to Team B
T Th1$ is-a deep rooted probTem and one thCh most T1ke1y
redqces the eff1c1ency of the facu]ty s attempt t0 achTeve TtS goaTs

v y

To" even beq1n to address the prob]em facuTty members would have to

1n1t1ate genu1ne commun1cat10n with peOpTe whose assumpt1ons about

| teacher educatwon are quite d1fferent-from theJr own. The qua11ty of

206
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v

communication would have to be different from that now extant. When
a facuity member was asked if the two factions spoke to each other,

the nesponSe was: "You bet.  They p]ay the greatest hypocritical.

games you've ever seen" (14) -

Theré js one characteristic of the facuity which gives rise to
o SN % . : : R
hope for a beginning to the solution of the Team A/Team B problem.

This is the strong comm1tment of some facu1ty members to the use of
commun1cat1on sk111s and techn1ques for conflict reso]ut1on Th1s
(]

would - appear to be an 1dea1 opportun1ty for these sk111s to be put

1nto practice. o T . '. S

| -In this ehapter Some-fssues invo]vingnthe”faCulty hdve”Been'A
"disCUssed They 1nc1uded the quest1on of faculty work]oad and the ) “.‘~‘
re]ated questlon of the qua11tv of the work- done by the facu]ty Th1s
was fo]]owed by a br1ef exam1nat1on of the role of some facu]ty members
i'as 1nnovators F1na11y, re]at1onsh1ps 1nv01v1ng the fecu1ty both as

an organ1zat1on and as 1nd1v1dua1s viere stud1ed éeveraT'spéc{ficd»
areas of concern were 1dent1f1ed These may repay c1oser attent1on

by facu1ty members The f0110w1ng chapter f0cuses on severa] aspects
"‘of the student exper1ence in the E1ementary Pract1cum at Montv1ew

'

.‘Un1vers1ty



Chapter 6

STUDENTS AND COOPERATING TEACHERS

R
\:,q,

In this chapter the final six issues are addressed. Three
issues concern.cooperating teachers. First the recruitment training'
and quality of cooperating teachers are surveyed, and th1s is followed
by a br1ef exam1nat1on of the vexing 0uest1on of cooperat1ng teachers
as socializing agents for students The th1rd 1ssue concerns 1nter-
persona1 re]at1onsh1ps between cooperat1ng teachers and students
This comp]etes.the study of re]attonsh1ps, wh1ch was beoun 1n Chapter 5,

The three spec1f1ca]]y student re]ated issues concern the1r |

dposs1b]e ro]es as change agents 1n schoo1s, their se]ect1on for teacher

o tra1n1ng and the S1gn1f1cance of the Practlcum in th1s se]ect1on, and

. the concept of deve]opmenta] stages in the Pract1cum

Cooperat1ng Teaohers, The1r Recru1tment
' Tra1n1ng and Oua11tx

Th1s 1ssue was regarded as cruc1a1 by s1xteen facu]ty members,'

‘«as moderate]v 1mportant bv s1y and as tr1v1a1 bv none

‘VThe'titerature

The ro]e of- the cooperating teacher is fraught with amb1gu1t1es
- Is he or she to be a formative influence, or the guardian of the
-gates to fess1ona]15m charged w1th the sacred duty of -
-:screen1ng [ t the unfit? Isthe or she to be an equal status-
partner in the pract1cum, or a supervisor paid on a piecework
‘basis? Is the struction of student teachers a contribution .
. to the teachers “own professional deve]opment or: s1mp1y a - duty -
- mandated by law? 11]15, ]98] 11)
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Recruitment
- The type of cooperating teachers recruited will -largely depend
. on the\may‘the questions‘posed in the above extract are'answered.' It
may be that.much of ‘the expressed dissatisfaction wtth'the work done
by cooperatfng teachers is related to the frequent absence of clear
vspecfftcation'of cooperating teacher roles. ‘ |
Benham (1979) pointed out that three conferences on Teacher
Educat1on and Profess1ona1 Standards he]d 1n 1961 had recommended that
tra1n1ng 1nst1tut1ons screen potent1a1 cooperat1ng teachers and recru1t
only master teachers, He c1a1med that by 1978, 11tt1e or nothlng had
been done. At 1east part of the exp]anat1on for this ]ack of act1on .
- may 11e\1n the amb1gu1ty of the term. ‘master teacher
- Hr1t1ng of cooperat1ng teachers, Hopk1ns (1982) c]a1med that
the1r role was at once the pract1cum s greatest strength and 1ts
‘greatest weakness. He gave no gu1de11nes for recru1t1ng teachers to
enhance the strength of the pract1cum o )
o In Theory to Pract1ce (1981:36) recommendat1ons were made tov'
| quide the recru1tment of. c00perat1nq teachers for A1berta univer-
s1t1e5u These included. se1ect1on on the bas1s of “exce]lence in-.
teach1ng and the1r ab111ty to teach teachers . Annua] recommendat1ons
from schools and adm1n1strators p]us at 1east a four year Educat1on

degree and permanent cert1f1cat1on were also to be requ1red
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In the Montview context recommendat1ons Were made (IX "1981 21)_.‘

to increase. the poo] of cooperat1ng teachers to a]]ow an exten51on of -

"_student schoo] exper1ence into Fourth Year Aga1n, no concrete R

suggest1ons were made about how th1s m1ght be done Th1s Was a
@

s1gn1f1cant overs1ght in- v1ew of the spec1a1 qua11t1es such teachers



would need 'to have, in order to provide sophisticated school experience

- for Fourth Year students. | ‘ “~ ’

Cooperating‘Teacher Training

“Writers in the f1eld tended to express a strong but rather un-
cr1t1ca1 fa1th in the ability of.colleges of educat1on to 1mprove

cooperat1ng teacher performance by the prov1s1on of some kind of tra1n1ng

Thies- Spr1ntha11 (1980 17- 20) found that some teachers who were
Tow on conceptua] level and moral pr1nc1p]ed th1nk1ng made inaccurate
subJect1ve rat1ngs of students She argued for tra1n1ng to so]ye.th1s
problem Seiferth and SolTiday (1980)'djscovered that Tittle time was
devoted to teacher-student conferencing after the.first“few'weeks of
practica and caf]ed for(teacher»in—seryice to remedy.this Theory to
Pract1ce (1981:37) 1nc1uded superv1s1on sk11]s training in the list of -
; recommendat1ons a1med at recogn1z1ng the 1mportance of c00perat1ng

teachers. A v1s1t1ng Teader to the Montview Internsh1p Sem1nar wrote

210

(X, ]980) that the Sem1nar prov1ded a growth exper1ence for cooperat1ng h

teachers. This was a reference to the tra1n1ng in c11n1ca1 superv1s1on
skills offered at the Sem1nar | |

In a study on the sk]1Ts and tra1ts cooperat1nq teachers
: expected of" students, Applegate and Las1ey (19&2) found unrea11st1c
expectat1ons in some areas. The recommendat1on made was for more:
| carefu] br1ef1ng of teachers by un1ver51t1es | | |

Most of the above recommendatmons for more and better tra1n1ng.
,seem to be 1ntu1t1ve1y sens1b1e Perhaps th1s 1nherent rat1ona]1ty
might be cause for pess1m1sm about the useﬁu1ness of. un1vers1ty

tra1n1ng for cooperatfng teachers Many teacher tra1n1nn 1nst1tut1ons

A
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would orobably claim that theylalready provided adequate trainjng‘for
. cObperating teachers. An important question might‘be "tlhy is the .

training provided not resulting in,behavior change?’

Cooperating Teacher Quality,

. In a 1966 paper on respons1b111ty for student teach1ng (who s
1n Charge Here7 1°66) cert1f1cat1on of cooperat1ng teachers was recon- _
mended as a method to ensure good superv131on No,cr1ter1a for
cert1f1cat1on were g1venv | |

Invo]vement of some cooperat1ng teachers in a 'd1rected stud1es

university course was. c1a1med to have enhanced teacher re]at1onsh1ps f-'.
w1th students and also to have prov1ded students w1th a ‘better
exper1ence dur1ng the practtcum (Hopk1ns, 1982a) However, 1t is
,poss1b1e that a Hawthorne effect was operat1ng and. that the 1mproved

‘“-nce for teacher anﬂ student may be\attr1butab1e to the dyad' s ;. :

bment 1n a. un1vers1ty research prOJect Further, 1t cou]d be
t-that cooperat1ng teachers who enro]led in extra un1ver51ty work |
,‘e systemat1ca]1y d1fferent from those who reJected the opportun-
They may we]] have prov1ded a better exper1ence for thear i
}fdents w1thout engag1ng1r|the 'd1rected stud1es F1na]1y, the

joup cons1sted of on]y four pa1rs .of teachers and students C]ear]y

E ;ore work: needs to be done before attempts are made to genera11ze
gftrom this exper1ence.,h | \ o
In fact the ]1terature prov1des 11tt1 Lhe]p ih conceptua11z1ng
'vjthe roie of the cooperat1ng teacher, 1n how to ecru1t and 1n how to

. tra1n these peop]e In the data sect1on below the views: of facu]ty,

‘ﬁstudents and the teachers themse1ves are exam1ned



Data

A)though the sect1ons 1nteract the data have been d1v1ded for

"conven1ence 1nto recru1tment tra1n1ng and quality of cooperat1ng

teachers.

Recru1tment of Cooperat1ng Teachers

There is qu1te serious concern that the task of findi

r
+

‘.w1111ng cooperat1ng teachers is becom1ng harder all the t1me

}fear that the pool of acceptab]e teachers is dry1ng up.

ngv

" The concern is that we're go1ng to run out of schoo]s one -

day (18, facu]ty member)

On the shortage of cooperat1ng teachers one teacher said:.

Unfortunate]y, more teachers don't offer the1r c]asses

N

Some ‘

teachers feel 'very insecure about having a student in w1th them

”"(11, very secure cooperat1ng teacher)

A]though the facu)ty attempts to avoxd pressuring teachers to

N

take students, th1s 1nev1tab1y happens, usua]]y w1th negat1ye outcomes

i for both student and teacher but not a1ways . |
| Last year, my teacher d1dn t want me;. b t she to)d me at

bad student before (10 pre- 1ntern mature age)

The method of recru1t1ng teachers 1s as foT)ows :'|

-)

the '
_end that she really apBreciated the experience. She'd had a

Super1ntendents ask pr1nc1pals to 1nv1te teachers to take T

students Theapr1nc1pals screen them, the super1ntendents

-.screen them, the university screens them. Still.3-5% or
“more-end up w1th ‘terrible exper1ences (76 pr1nc1pa1, very

- committed: to the new. program)

Usua)]y th1s screen1ng process seems to work we]), at )east from the f f

teacher s po1nt of v1ew
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7;cwé were asked by the pr1nc1pa1 1n June (for September Pract1cum) ,]*
It wasn't forced on us.  We were told we had to have one more

L "'d1v1s1on one teacher. I didn't m1nd 1 didn’ T need them,
o Towas comfortab]e (70 cooperat1ng teacher)

N

but

EEN
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Interest1ngTy, at the same schoo] another teacher to]d qu1te a
'Adlfferent story: ' |
It kind of got nasty here They made -a mistake in Montv1ew A

teacher here got upset. . . . There was pressure brought to
bear to take pre-interns. (13 cooperat1ng teacher)

A first year student expressed h1svconv1ct1on‘abput the only e
poss1b1e ba515 for recru1tment ‘He recounted a'story of a friend who:

Had a very bad exper1ence The teacher sa1d 'Hey, I don t want
you here.' . . . It's got to be on a volunteer basis. (19)

' So]ut1ons to the problems were of two ma1n types Some pepre.
.vsaw the problems van1sh1ng as more graduates of the new program moved
1nto schooTs There are a]ready some new program graduates in schoo]s '
and the1r students usuaTTy apprec1ate the1r grasp of the. new program g
She was just super She's® been through the program and reaTTy )
. stuck to everyth1ng to a' T. Sometimes it seemed 11ke a pa1n,
'but it was-good for. me. (61 fourth year student) ‘ :

The drawback to th1s so]ut1on 1s that most new graduates must
seek pos1t1ons outs1de Montv1ew,,as very few vacanc1es occur in the ;‘[_.‘
Wc1ty for new graduates. Thus, 1t may be many years before many pre-j::
':1nterns are ab]e to be pTaced in the c]assrooms of new program
Lgraduates.;, R o |

', The other sort of SO]UtTOﬂ offered 1nvoTved dxsmant11ng the

rather comp]ex facu]ty super1ntendent pr1nc1pa1 teacher commun1cat1onf*:7”'*

: It's ‘q0ing through ‘the board that's part of the probTem, in
. that rapport is not built up between us and schooTs (22
faculty member) e e . o . =
,./’ . A teacher who had} taken students 1n her c]assroom for f1fteen..'
"?consecut1ve years made a s1m1]ar comment ‘but another teacher 1n

the same schooT sa1d



o,

You need the superintendent and principal involved. If
[coordinator of professional development] went direct to the
teachers, he wouldn't get teacher support (2, cooperating
teacher)

Recruitnent of sufficient numbers of satisfactory cooperating
teachers is a serious problem at present, but it only directly affects
/the small group of faculty members charged with finding enough good
teachers to accept students. It may be argued that as Tong as
sufficient numbers of cooperat1ng teachers .continue to be recruited,
there is no cause for concern. However, three aspects of the situa-
tion may combine to make the foregoiné'; short-sighted apbroach:

1. Overall student numbers mé& we]] continue to grow in
‘the foreseeable future. S
2. If any type of }ourtn year school practice is introduced,
more cooperating teacners,will'beurequired.- |

3. There may well come a time when some of the teachers who
have taken students for many years actually withdraw their services,
rather than just ta]k about it. r *

Careful cons1derat1on of the various optijons open to the
faculty (1nc1ud1ng several suggestions discussed in the workload
section of Cnapter 5) may well be worthwhi]e Th1§‘wou1d be better
done before, rather than after, some students areﬁ1éft without a

schoo] in which to practise their “teaching.

Training of Cogperating Teachers

There was serious disaqreement on the question of the adequacy

of cooperating teacher training. Some teachers claimed that it was

done quite adequately:

214



I wouldn't want any more. I think if a person is taking an intern

for the first time, it's 0.K. (5, cooperating teacher of ah intern,

commenting on the Internsh1p Seminar she had attended)

Yes, it was we]] done. There was the meeting at' the beginning.
We were shown the evaluation form and told what was expected.
We never had to say 'Hey, what's going.on?' (55, cooperating
teacher of a pre-intern, commenting on the preliminary dinner
‘meeting) .

Others c1a1med that their preparat1on was not adequate, or was
of the wrong kind. One who missed the pre- 1ntern cooperat1ng teacher
“dinner meeting was concerned that she was not prepared to comp]ete
the.data sheets on the student's lessons. The researcher attended
__one of these‘dinner meettngs and noted the wealth of materia] covered
in quite e shortrtime.‘ A parenthetical note made by the-researcher:
during tne _meeting read: | | |

At “this level [second year student school experience] not so
detailed an approach to Clinical Supervision is taken. Much
less deta11ed on helping relationship and indirectness.

Th1s was a comparison by the researcher with the Internsh1p
i‘Seminar at which teachers and interns had spent nearly twenty hours
" together discussing and practising Clinical Supervision and the
" 'helping re]ationshiP:' The faculty faces a d%lemma here. Insuffi-‘
cient cooperatingatégcher training reduces the qua]ity‘of the feedback
avei]able to the ;tudent and leaves the teachers anxious about their

role. Too much training engenders'resentment at wasted time:

The Tecture was too 1ong at the workshop. (11, .cooperating
teacher referring to the’‘dinner meet1ng) o

The dinner meeting ran on/tgc/Tong. (24, cooperating tehcher)‘,;

Each of the two requndents'aboye éuggested an imprpnement'on

the training provided for pre-intern cooperating teachers. They

[AN
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both would have preferred a brief 1ntroduct1on fo110wed by an extended ’
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period of group work with mixed 'old hands' and ;greenhorns.' In the
groubs;'modelling of the skills required by cooperating teachers would
take p]ace._ |
Even with the highly structured and much Tonger Internship
Seminar, opinions about the efficacy ofhthe training were divided.
’ By far the majority of teachers were very happy with the
training provided; The comment below was by no means atypical:

ft was extremely valuable in that we learned or reviewed
important communication skills . . . (Questionnaire response)

vHowever, there was a minority of quite dissatisfied partici-
pants.
. I found the Tast day to be a waste of time and an insult
. to my intelligence. (Part of a questionnajre response, which
had earlier included some quite positive statements about the
rest of the Seminar) A

The,]onger seminar was much too long. (Ouestionnaire response)

. But the rest of the "group therapy" type of activities
were tota]]y_unnecessaryf (Questionnaire response)

A careful ahalysis'ot the tifty one teacher questionnatres
"returned from the.Fa]] }985 Internship maydpheve horthwhi]e. It may

not be thoughtvdESiréb1e toxchahge the format of the Seminar. However, ‘
~awareness by all Sem1nar 1eaders of the types of criticisms made, may
1tseTf be a factor in reduc1ng future cr1t1c1sm

"Cooperating Teacher Qualitw

e . /-\
k%

In aeprograﬁ with a chronic shortage of cooperating teachers,

it is not surpr1s1ng that there is some d1ssat1sfact1on ‘expressed con- -
cerning some of the teachers used. The student opinion surveys carried

h'out in 1979 and 1980 bynthe Montview-evaluation unit (II,‘1929;

K
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i
111, 1980) showed that the help received from cooperating teachers was
- rated more highly than that from advisors. Given the relative dura-
tions of teacher and advisor contact with students, -this is not
surprising. The 1980 survey showed that cooperating teachers had moved
ahead of advisors in perceived he]pfulness.' This was taken as evidence
-that the cooperating teacher training was having a positive effect and
the report suggested that advisor trainino‘was needed.
The second year Program Manager had an interestihg theory about

cooperating teachers' skill at providing feedback.

[ bet you we'll get about 60% teachers giving adequate feedback,

frequent enough and descriptive, the way we want, plus their own

non-descriptive feedback. I think if we raised that to 70 or 75%,

that would be as goad as we could do. I think if we tried.to

tighten up, the people who are a1ready enthus1ast1c and

conscientious would overdo it and we'd get the 'nervous: wreck'
syndrome .

Many students commented very favorably on their teachers'’
skill at giving feedback. . L,

He gives very good feedback, not too critical, tries to get
our -enthusiasm going, leaves us to make our big mistakes next
‘year. (27, pre-intern)

He's been. through the program. Knows what's required. He's
Super in giving feedback, g1ves it in positive ways. (12,
. pre- 1ntern)

He always wr1tes helpful ‘comments and he gfves.remedial feed-
back. It's specific. (72, pre-intern)

~ Students also commented on their appreciation of Tess specific
forms of feedback.
She gives me hints on what I should do for the lesson. She tells
me the good things and the bad things I do, so. next time

through 1'11 do better. She encourages ideds from the university.
(73, pre-intern) : :

 Oné ooooerating teacher who impressed the researcher with his
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- evident s1ncer1ty and keenness to continue learning, even after many
~ years teaching, provoked quite d1sparate comments from each of his two
. paired pre-interns.
I'd 1ike more help with my lesson plans and more ideas. He
says "It's your lesson." (16, pre-intern, who was exper1enc1ng
-some difficulties with class management)
He's most helpful, an all-round good person, Although he's the
authority in the room, he turns around and is a pussy -cat with
the kids. Good to see this compared with last year's cooperating
teacher. (10, pre-intern, mature age, conf1dent and competent)

This pair of responses underdines the importance of matéhing
pre-interns who are to bevpaired with one cooperating teacher. vThe
same point was made earlier in a comment by another coopérating teacher,

Teachers in the Montview schools were quite open about the
existence of some cooperating teachers who should not be taking
" students.

Being a volunteer program, it's hard to get around it. Who'd

do the screening? There's teachers here who shouldn't be on.

(49, cooperating teacher) : :

lle're not professional enough to screen our own teachers well
enough. Rotten apples are keeping good young ones out. (2, ;
cooperating teacher) ' ' ]

Some teachers appeared to have been coerced into taking
students.

It's like I was forced on him. . . . He couldn't relate to

‘what T was doing. .. . He was trying to turn'me off teaching
~altogether. (71, fourth year student)

She:made me feel I wns a real burden. (61, fourth year student)

~ She wasn't really prepared. She didn't really want a student in
there. (41,.first year student)

The above student respondents had survived the rather negative

experiences they‘reported. It is entirely possible that some other
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students who could have become excellent teachers gave up and left. the

education program because. of such exper1ences

There were some students who perce1ved that the1r ‘cooperating
teachers had u]ter1or mot1ves for accepting students. : ) 'éu

'He s helpful, but lately he's gett1ng a bit lazy. I'm taking
almost 100% of classes, therefore I'm not Tearning from

watching him, (48, intern commenting towards the middle of the
Internship. There is an expectation that competent interns will

be teaching nearly full loads bv the end of the Internship.)

['ve known other teachers to phone up for an intern just because ,"
they want a holiday. Some give full days almost from the start
(61, fourth year student) :

Still other teachers appeared unaware of the requirements for .

{ - I

giving feedback, or unwi]]ing to adhere to them.

'M1ne doesn' t really focus on profess1ona1 targets. She goes .
over genera1 things. (26 pre 1ntern) T

We have some teachers aga1n who take 1nterns and. either know- .

ingly or unknowingly say "I1'11 do it my way.™ They give

‘students feedback "That was a good lesson." (33, faculty

member) : , o (
This may not be very surprising in the 11ght of the fact that some .
faculty adv1sors take the same approach | |

It is without doubt.true that there?are many more good and

excellent cooperating teachers than'mediocre”andApoor ones Nevere
the]ess, it still appears to be 1mportant to reduce poor exper1ences ,'
daused bv unw1111nq, unaware or 1ncompetent cooperat1no teachers to an
abso1ute minimum. The so]ut1on may 11e 1n a commentnmde hv a facu]ty menber:““

I think it's a very Serious 1issue. Studénts have raised, 1t,
‘teachers have ra1sed it, faculty members haVe raised it. It's
something that isn t discussed. (22)

It is of course a very’sensitive issue for teachers. However,

| ‘many.teachers have acknowledged its crucia]ﬁimportance.' If it cou]d
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_ be arranged that. the Teachers Federat1on ra1sed the prob]em as an
issue to be dea1gﬁw1th the emot1ona] nature of the problem cou]d be
fgreat1y reduced _This may be a fru1tfu1 area for some c]andest1ne

'1nter0rgan12at1ona1 conmun1cat1on

Socialization

In a teacher educat1on context the word soc1a11zat1on is
frequently used 1n a peJorat1ve sense. In a paper dea11ng wjth‘the
?structure and superv1s10n of teach1ng pract1ca, Fr1esen (1982) wrote: =
Perhaps the under1y1ng assumpt1on of th1s paper is that the _
teaching practicum is often & "static.exercise in demonstration’ . .
of the established way" because of the supervision prov1ded by
faculty supervisors and cooperat1ng teachers. .

A more reasoned viewpoint may be that socialization is a - -

process which may‘be used or abused. In the literature which

. D

follows, most authors-have assumed, often‘without justification;-
that socialization is 1nherent1y’undesirab1e- However some .
work is c1ted in wh1ch soc1a11zat1on mav appear in a rather d]fferent

’11ght , i . : - R e ” ; o

'.Ihe titerature L ‘, N

-

\Canad1an ang]ophone teacher educators tended to rate themse]ves
h1gh1y on the1r ab111ty to Produce teachers ab]e to fit into ex1st1ng o0 =

school systems, that is,to soc1a11ze students to m%1nta1n the status

“'q They gave’ themselves 1ow ratlngs on. the task of produc1ng
ana1yt1c graduates able to br1ng about change .in schoo]s (W1deen,
Hopk1ns and Fu]]an, ]980 26) Hopk1ns (1982 9)- noted that several

_stud1es had shown d re]at1onsh1p between the teach1ng sty]es of .

3
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‘students and their cooperating teachers Cope]and (1979) demonstrated
| that skills which are brought to the practicum by the intern are
extinguished un]ess accepted and practised by the cooperating teacher
| Perhaps the best.known examp]e of studentpteacher socializa-
tion_is(the wideiy cited 'liberal.to conservative"att%tude change
which has often been shown t0 occur,durfﬁg schoo] exp4¢ience.' This
:has been generatly attributed to the socializing influence of |
COoperating teachers. In a 1981 paper' Zeichner and Tabachnik-offered
two p]aus1b1e a]ternat1ve exp1anat1ons They cited some evidence to
: support the view that the student teacher S 11bera1 v1ews were onTy a
veneer to cover h1s bas1c conservatlsm deve]oped over.many years of
< apprent1cesh1p of observat1on in c]assrooms as a ch11d Hhen he
’”t“entered a c]assroom as a teacher or student teacher, the under1y1ng
- conservatism mere1y man1fested 1tse]f again. | - ,t‘?
In another poss1b1e exp]anat1on for the 11bera1 to, conserva-l;
‘,t1ve trend the facu]ty s role was 1nterpreted as act1ve1y promot1ng '
.conservat1ve att1tudes It has been argued that, a]though educa-
t1on faculty 1nstructors preach 11bera] att1tudes and reward
'students for wr1t1ng papers expressing 11bera1 v1ews, they model‘
\conservat1ve attltudes to the students in ‘their ahstruct1on ahd
}behav1or The mode111ng, it was argued was more effect1ve than the
'xrhetoric. i | | . | R o
'The_importancetof facu1ty actions_re1attve tofthe%r wordS'wasd:
also Stressed in Theory;to Practice.(1981:46) and in a Secondary Task‘”
,Force Report'at‘Montuiew (xv, 1980;92),_'In the latter work, the
":need was stressed for_students to see a variety of methods-mddeTied.i,:'

!
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In a survey of.eighteen students,Gibson (1976) found a rapid
move from the notion of teaehing as 'service' to school'practice as a
time for ‘safety and surviva]:' To ensure a pass in school practice,
most students followed the.cooperatjngiteachers' nethods. Only five ot
‘the eighteen achieved‘an 'independent perspective,' with greater faith .
in their own judgement;>and a returnlto‘a‘childucentred perspective. - ®
Zimpher, deVess and Nottf(1980) stated that one of the tasks

\
for wh1ch faculty advisors were essent1a1 was the prevent1on of too.

rap1d soc1a11zat1on of students Th1s they claimed, often occurred when
€ooperating teachers pushed students into teach1ng too rap1d1y without -
time for reflection. A similar point was made by McCabe (1979), T
writjng of newly draduated teachers. He claimed that teachers h
typically adaoted to’their schools in less than two weeks, but that
this too- rap1d soc1a11zat1on 1nh1b1ted later profess1ona1 growth and
1ed to stagnat1on several years 1ater

Ze1chner (1980b) argued that it was poss1b1e to 1n0cu1ate )
~ students aga1nst soc1allzat1on by teach1ng them to become ref]ect1ve
about their exper1ences "This cou]d be done by attendance at a ser1es
of seﬁinars. However, some worL\doné at Hontv1ew (IX 1081)'suggested'
that s{udents rated seminar act1v1t1es verv ]ow on a sca]é of potent1a] '

post-inte nsh]p act1v1t1es

The induction of teachers (Or,students{ into‘new>skills by the f

' ‘process of.coachjng‘(Joyce and Showers' 1982)'mtght be seen as a very”
powerful nethod of'socia]izing (for deta1ls of the process, see

| Chapter 4). It a]so 111ustrates the: po1nt made 1n the 1ntroduct1onv

to this sect1on Coach1ng m1ght be used to soc1a11ze students 1nto ,
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outmoded_inappropriate teaching methods by teachers who have
. stagnated everdsinceftheir own graduation It cou]d Jjust as eas11y
| be used by proqre551ve, enthus1ast1c teachers to socialize students
into skills and strateg1es emerging from recent carefu1 research on
teaching. - ‘

At the risk of overemphasizing this ooint, there may even be
d danger inherent in the attitude%of some teachers that all socializa-
“tionvis undesirable. vTaken to extremes, this attitude;cou1d lead to |
some students : be1ng 1eft w1thout adv1ce and gu1dance by teachers who ‘x
 were over]y concerned to avoid being seen to socialize the1r students
In the data sect1on which. fo]]ows an exp]oratlon of the range

of att1tudes to this 1ssue is undertaken

Data - X

| - 0f twenty two responses to the va]ues quest10nna1re item
1'Cooperat1ng Teachers as Soc1a1121ng Agents,' only e1ght saw th1s»as;
a crucial issue. Th1rteen regarded 1t as moderate]y important, and
one as trivta]. Thls'relat1ve1¥ 1ow_rat1ng may ref]ect a,be31ef'he1d
by facu1ty'that teachers in general do not pressure students-to adopt
“-traditiona1 teaching strategies,' It is a1so‘posstb]e:that thellow B
rating might be attributed"to a facu]ty belief that'sociaiiiation is
a necessary element of teacher educat1on programs |
. .The pre 1ntern program manager was asked 1f she fe]t that
' students p]anned ]essons to cater to the perce1ved w1shes of the1r
5adv1sors and cooperat1ng teachers In her answer, she used the e
express1on prov1s1ona1 try wh1ch appears to be a verv 1mportant

L2
jconcept at Montv1ew ‘Shevsa1d.
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I would say that's decreasing, because as advisors and EdGen
instructors we-are encouraging students to develop. their own
style and going for it, really pushing, for self-development.

- We want them to give a provisional try and a couple of’ prov1s1ona1
practices; then to1dent1fy some* th1ngs they want to do.

A very pessimistic approach was taken by another faculty’
member : | o ‘ . ' -
Much of what we do about original methodology just fizzles away
[after the first.year of teaching]. What we do might Tast two
or three years and then the school atmosphere will be so 1mpostng
‘(46 faculty member, not 1nv01ved in superv1suon)

Soc1a11zat1on during teach1ng pract1ce at Montv1ew does. occur,

_1n the sense that students present 1essons to suit the perce1ved wishes

of the observer. Two qualifications need to be made. F1rst, the

extent to which the student ignores his own beliefs about how a .lesson

~ should be taught in order to pander to the observer's pe1iefs obvious1yu

varies fnteractively with the personalities of student and obseruer(

S&,

Second, if students are really 'locked in' to fixed teacher behavior
patterns by the 'apprenticeship of observation' from their own years
as: school pupils, as described by.Zeichnet‘and TabaChnTk'(1981)

the whole discussion of $ocialization during teaching practice becomes

a non-issue. Any concerns -about socialization would need to change

the1r focus to that earlier per1od o | ‘. o ' wi.
Some students perce1ved the1r freedom to try the1r own or’
un1vers1ty 1deas to _be 11m1ted S ft// |
'You have to accept the cooperat1ng teacher's po1nt of view. 'If"
they th1nh§?ou should do - 1t d1fferent1y, they' 11 cut you down.
(78 pre- 1ntern) R B o A T

" It's a hatural th1ng to hold back, and not’be vourse]f because
it*s-his c1assroom (12, pre- 1ntern mature age) :

_ I]]ustrating the 1mportance‘of d1fferences=1nvc00perating
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teacher persona1ity'traits were the responses of two pre-interns inter-

DN ther who said: C : .
K definitely happens. (17) and

o me, but I've always' had very flexible teachers,
Pe and Lethbridge. (80) .
=‘eymajority of respondents believed that they had a great deal

I3

; Typ1ca] of their comments were:
fcan do whatever I want.. I'm not too far out. (74, pre-intern)
Z;he 1ets me innovate if I want to. (25, 1ntern)

3Not so- far [in answer to my quest1on about any ev1dence of o
socialization]. ‘Maybe because I ve got a young with-it teacher,

(56, pre-intern)
[ .Several teaChers actively rejected any*Suggestion_that'they

migme restr1ct the1r students choice‘of methods.

She wanted me to tell her how to motivate. 1 told her that's
YOur ballgame. The principal agreed too (13 coOperat1ng

,her of a pre-1ntern)

W then to say 'We wou1d ]1ke to try this. 1 d'rather see
‘m do their own th1ng (55 pre- intern cooperat1ng teacher) v

I tell her the concept, she goes from there. I let her make her o
own mistakes, e.g., a hyper kid got away w1th insolence and broke
up her class. 1 forgot it—she dwelt on-it. It rea]]y upset her.
week (81 pre-intern cooperating teacherT‘ e L

A facu]ty member stressed the 1mportance of the student 5

att1tude wh11e acknow]edg1no that somet1mes the s1tuat1on 15 bevond'."

the student s contro]

- . - .
s

yThe onus is very much on the 1ntern “In the last four years
students coming in are game enough to ask’ quest]ons '+« . One

- principal fought it all the way [the pr1nc1p1e of prov1s1ona1
- tries]. -So for ‘the student <in ‘that school, it was a disaster. L
The student qu1ck1y mod1f1ed his behav1or to su1t that pr1nc1pa1.;h, e

(93)°

An 1nterest§ngyexamp1e of the attitUdes‘offavstudent and.her .
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: teacher toward soc1a11zat10n is presented below:

I know if I do someth1ng he doesn't like, it' 11 1eave a negative
 impression. He does encourage me to try different teaching
styles. He knows, and I know I need to try different things and .
different styles. (79 very conscientiofs intern, lacking sé]f—
ttonf1dence) ' :

" Her cooperating teacher said of her:

She's quite strong, she still relies a lot on what I have to say. .
But I didn't‘cooperate‘with her. After a time, that sank in. (38)

-There were many examp]es given to the researcher of cooperat1ng
' teachers who clearly understood the concept of SOC1a]1zat1on and made
strenuous efforts to encourage- students to try out their own 1deas
,There were a]so st111 some teachers who def1n1te]v be11eved that schoo]
- practice shou1d be a period of apprent1cesh1p dur1ng which students
ishou]d model the1r teaching as c]ose]y as poss1b]e on the cooperat1ng
teachers' _own~teaoh]ng.l The#notjon of thes-prov1s1ona1‘try. dwscussed'
above,'ifjpromutgated.wide1yrand{strongly2Enouoh;-may reduce the size

of the latter group. =

Cboperating.Teacheristudent Re]ationshfps-

Th1s d1scu551on of the 1nterpersona1 re]at1onsh1ps between 'tf
students and the1r cooperat1ng teachers comp]etes the set of four _
' 'groups of 1nterpersona] re]at1ohsh1ps begun in Chapter 5 0f a11 the
ph 1ssues 1dent1f1ed by facu]ty members, th1s one ‘was rated as most o
'1mportant by a c]ear marg1n No facu]ty members rated it as a tr1v1a1
_t1ssue, one. (not 1nvo1ved in f1e]d superv1s1on) as moderate]y 1mportant,v

o o
.-tand the other twenty two as an 1ssue of cruc1a1 1mportance to the -

u

_‘-Pract1cum -
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' The Litenatureb | g Lo L
Very-little Titerature was tound whtch addressed the general
:;.issue of interpersonaT reTatfonships in teacher education Host ’
authors 1nstead descr1bed spec1f1c teacher educat1on programs
featur1ng what they cTa1med were good 1nterpersona1 reTat1onsh1ps
\ ; Three of the art1cTes deaTt w1th aspects of. the Montv1ew
hUniversnty Internsh1p Sem]nar The deT1berate attempt to foster
pos1t1ve 1nterpersona] reTat1onsh1ps between cooperat1ng teachers and
1nterns at the Internshlp Sem1nar was. descr1bed thus (IV 1982 17):. |
Early in the 1nternsh1p semester the 1ntern cooperat1ng teacher .
pair attend a four and a half day residential seminar. des1gned
to develop an effective workwng relationship w1th1n the pa1r and
to further develop superv1s1on sk1TTs ' .

Wh11e many cooperat1ng teachers are prepared to attend the
_Internsh1p Sem1nar each time thev have an 1ntern 1n the1r cTassrooms;,.
some~fee1-that one °em1nar is enough This prob]em has been 1dent1f1ed
(XITT,hT976sTT) and an attempt to soTve 1t made bv runnlng shorter |

seminars (ibid )

Evidence. of the effect1Veness of the sem1nars 1n enhanc1ng _":

" intern- cooperat1ng teacher reTat1onsh1ps was prov1ded by a study

icarr1ed out by a schooT adm1nlstrator who had acted as a sem1nar

. Teader (XVII 1979 66) ; She used the Earrett Lennard Retat1onsh1p ' ‘:}:'“

a”Inventory to measure empathy and congruencaafor two groups of student-~..

::‘cooperat1ng teacher pa1rs The pa1rs 1n one gr ,dad*not attend the

"

""semmnar The pa1rs 1n the other group d1d Measurements were made

'before the sem1nar,.shortTy after 1t and aga1n severaT weeks Tater
The teachers who attended the sem1nar had s1gn1f1cant1y h1gher -

: 'change scores on the empathy scaTe than those teachers who had not
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attended. The significant change WAS that between the pre-seminar
meésuremgnt and the first post-seminar heasurement.

Hokqsch (1979), cited in Friesen (1982),studied the semina?lat

4 Lethbridge Qniversily ang found it to be 1n$truménta1‘in promoting a
good'subervisor—intern ré]ationghip. |
- Two reportedly‘successfu1 attempts to improve interpersonai
relationships in internships have been mentioned in earlier chapters.
Davis and Davis (1977) used written contracts to imprdve the super-
'viSOEy re]ationships~betwéen teachers and interns. Hopk1n§ (1982a)-
noted that the participation of éooperating teachers in 'directed )
studieé' enhanced’ their collaboration with étudgnts., Hopkins suggé)te&"
vthat this may have been attributable to the fact that both member; of
the pairs were learners, the student learning to teach, and the teacher
studying aspécts of professional déve]opment and the practicum itself.

A recommehdation for reducing the probability of cooperating
teachers antagonizing students while giving feedback about lessoas'was
made by thﬁson (1978). She recommended the use of clinical super- E
vision and argued that the focus on objective data reduced the chance;

_ that the fragi]e student-cooperating teacher relationship woqu be
damaged, as she claimed often occurred in the more judgemental modes
of providing feedback. |

The process of coaching descrfbed in Chapter 4 réquires‘good
interpersonal re]étionships. The one essentia] prerequisite for
successful coaching, acéOrding to Joyce and Sho%ers (1982), was a

. : LN
. close, trusting relationship between the learner and ‘another person.

- . According to Berliner, if a change in teacher behavior is desireda_
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there is "no substitute for what Bruce Joyce calls 'coachind’" (Brandt,

1982:12).

w

If Ber11ner S enthu51asm is not misplaced, the. re]at1onsh1ps
between students and their cooperat1ng teachers are important indeed.
The data section below includes some general remarks about‘teacher-'
student relationships. There is also a section dealing with some |
percept1ons of, the ro]e of the seminar and one dealing with the

-usefulness of clinical superv1s1on.

Data‘ ' L

General -Comments

"The President of Montview University was- impressed with the
potential of the Practicum for developing close re]ationshﬁps between
supervisor; cooperating teaches and intern. He suggested that:

. There.may be a Hawthorne Effect in terms of the individual"
attention and coaching and mentoring he gets in the Practicum.
. . . I don't use Hawthorne Effect in a pejorative way. The
effect is real. People 1ike attention. . (6)

As can be deduced from the 96% of faculty members who labelled
this issue és crucial, there is an éwareness of the need to promote
good relationships between teachers and students. During a discussion
about a student-cooperating teacher pair who were not working well .
together, one faculty member told the student's advisor of the steps
~ he had taken to remedy the situation:

I told "Jenny" [cooperating teacher] to tell "Wilma" [the
student] that she seems defensive. To describe Wilma's
behavior rather than labelling her. (32, faculty member group
leader of several advisors) (fa]se names used)

Though many positive comments were made by teachers to the

. N ~x
researcher regarding the maturity of the Montview students, this
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viewpoint was not unanimous. Referring to the preparedness of his
students (a pair from Section E, in which students undertook school
exberience in pairs), a cooperating teacher who had not previously

taken students in his twenty four years' of teaching said:

They're academically we]]-prépared. Not so good with human
relations, the pre-intern with pupils; the pre-intern with the
staff. (49, cooperating teacher with two pre-interns, one of
whom was having classroom management problems.  This student felt
unable to approach his advisor with these problems, which may
testify to his underdeveloped human relations skills. The
advisor was. a very human, kindly person.)

The students referred to in the two comments above were pre-
interns. They had not yet, therefore, attended the Internship Seminar’
where they will, with'their cooperating teachers, receive training in
conflict resolution and communication skills. Reference was made
* above to an increase in empathy exhibited by cooperating teachers
after attendance at the Seminar (XVII, 1979). ®“An argument was'made
by several teachers and faculty members for a brief éeminar7type
expefience for all pre-interng and their cooperating teachers before
second year school experience begins. Concentrated training in
. communication skills and conflict resolution strategies might well
enhance the school experience of pre-interns and allow the Internship

Seminar to deal with more sophisticated skills. It.would,of coufse,

é]so be extremely costly,if run on the Iihes df the Internship Seminar.

A much less expensive, albeit perhaps less effective strategy = =~
was suggested by sevérET pre;interns'and'§ome pre-intern cooperating
teachers. This was to allow pre-interns £0 visit their prospective
classes for sevéra] consegufivé days of familiarization before beginning
to teach. This would allow them to ]earn‘the éxpectations of tﬁéir

‘teachers (and vice versa) and to begin to build relationships with
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‘schoof personnel without the added stress of having to teach two

/ .
lessong, per day.

‘The Internship Seminar

. Opinions about the Seminar tended to be polarized. Far more
. people were very enthusiastic about its potential for develqping relation-
i ships %hén were concerned about its alleged uselessness or potential for

! \ ,
negative results. A sample of enthusiastic comments is given below:

I believe so strongly that the Internship Seminar develops the
relationship between -the two of you that I would not allow an-
intern and teacher to start without it. (Cooperating.teacher,’
internship questionnaire response)

Teachers and interns wﬁo go to the Seminar know more about each
other in that one week than the pair who didn't go know in the
whole sixteen weeks. “(33, faculty member, advisor)'

It acquainted and I and helped us to develop a friendly,
working relationship. (Intern questionnaire response) ‘

The following negative comments about the Seminar were not
common,‘but even if only a few teachers hold these attitudes, quite
considerable damage can be done to the Seminar.

Some teachers have heard it's only a week-long ‘drunk, and refuse
to go out there. . (84, a school administrator who was himself
very enthusiastic about the Seminar)

Another teacher wHo attended the Seminar Was very incensed
by what he interpreted as-a request from his grouéwleader to dbwﬁplay

~the stories about drinking at the Seminar.

.A‘principaf who attended a Seminarvstated that there_had_been'
some duite serious side-effects of the re1ationsh1p~hui1din%)which had
occurred at‘his‘SeminéF: . ;

1 think sdme people can't handle that emogiOna11y—-onng interné'
and some socially unstable teachers. I know of at least two that
summer whose home l1ife was seriously disrupted because of the

Seminar- and one Tater. HNight-owling involves a few basic things—
drinking and things that go with it. (87, principal)

~
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Clinical Supervision

A different type of problem associated with the building of
close relationships was identified by a school administrator:

You get to know people veryv well that week. It's hard then
to have to fail a person. (84, school administrator)

This problem was addressed by a principal who is workinngn a
clinical supervision manual for principals to help them supervise hew]y
graduated teachers. His attitude was that if a principal;teacher
relationship is good enough, and if a concentrated éffort has been made
to 1mpr0ve‘the teacher's éki]]s using clinical supefvision, the teacher
who has npt 5chieved a satisfactory stgndard will be quite well aware
of this, jong before the supefvisor,has to tell him. The principle
probably é]so holds for cooperating teachers and interns. The better
the re]atfpnship, the Tess Tikely is a<goo# teaching grade to come as a
shock to the intern. One of the strengths of clinical supervision was
said to be jts concentration on~objéct1ve data and avoidance of persoﬁa]
and potentially hurtfu] statements (Johnson, 1978). Almost all ﬁhe
interns respohd1ng to the Fa]H 1982 Internship Questionnaire statgd

that it was a Bery va]uab]e supervisory technique. It was theref&re

sugprising to find that in the interviews conducted with intérns an
’their cooperating teaﬁhers; many members of each group had significan
‘reservations about 1Xs usefulness ang practicé]ity; It is possible \
that,-aithoudh the qustidnnaires were anonymous, thev were administéred‘\
by the Faculty of Education, and as‘such, respondents may have been

~ reluctant to respond as freely as to oral guestionsfpbsgd by an out-

sider .(the researcher).

Many'téacher~student pairs appeared to be modifying clinical.

'
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supervision so much that jt has become unrecognizable:
I use it a bit. Not much pre-conferencing. She [teacher] gets
there just before school. ‘I ask for spe¢ific data, but she
comments on everything. I don't really mind. (28, pre-intern)

No, not formal. He's very personal. There's not much pre-
conferencing. Much more post-conferencing. (39, pre-intern)

Many other students and teachers and some faculty members
stated that they de-emphasized the pre-conference segment. Another
large group stated that clinical supervision was useful early in the

Practicum, but was not neEHedJas much, or even at all, later in the

Practicum.

d it for the first six weeks. As times goes on, and the
ure becomes more internalized, I didn't see the
"need to do it as mrh. . (38, cooperating teacher of an intern)
Comments 1ike this\ suggest that clinical supervision is Seen}
mainly as a technique for remediating poor teaching. Its potehtial
for making good teaching better does not appear to be fully realized.
Some respondents actually blamed clinical supervision for. .
. damaging interpersona] relationships. |
I've heard the cooperat1ng teacher say 'M1gosh I wish this
pre-intern would leave me alone in coffee break. I want to be
- relaxing. Pre-conference gets to be the whole coffee-break
and post -conference after school. (68, faculty member)
In us1ng the clinical mode], students can dominate and keep you
away from their weaker areas. It can be quite difficult to get
- back to the area of needs. (84, school adm1n1strator) .

There is c]éar]y a good deal of_m1sunderstanding about the
use-of clinical supervision in student supervisijon. 1Its potentieW
for‘he1ping students to 1mbrove their teachiﬁg, and for doing so in a

'vnon threaten1ng way is so great however that 1t would seem des1rab1e

to cont1nue efforts to promote its use in student supervision
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at Montview. At the same time,‘facu1ty members need to be aware of

thekpractical problems invo1ved in'its use, extending even to threats
to relationships as mentioned above. Tnere_%s available a very down-
to-earth account of the successes and failures of a sma11 Australian
task force assisting a number of schools to imp]ement clinical super-
vision among staff members (Smyth, Henry, Marcus, Logan and Meadows,

1982). Many of the problems faced in Montview have been addressed by
this group and are discussed in the paper. There may be some sugges-

tions in the paper which could be tried at Montview.

Students’as Change Agents

This issue received the highest number of trivial ratings (five)
of all the issues and the-second 10;Zst number of'crucia1 ratjngs (six).
Twelve faculty members saw it as an issue of moderate importance.

" The issue as presented.to facdfty for rating was 'students as change
agents in schools, during and after training.' The above ratings'arew
of interest in the 1ight of the fact that Montview faculty believed

 that they did not effectively prepare teachers who can implement change

in schools (The Management of Change in Teacher Educatibn, 1979).

L

The Literature

The literature examines some percepfﬁons held by people about

the preSent situation, both at Montview and elsewhere. This is

. fo]]owed by some suggested strategies for produc1ng students who are

able to go 1nto schools and act as agents for change.
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. The Present Situation

&
W

In 1971, 37% of Canadian anQ]ophéne teacher training institu-
tfons offered courses in 'Innovation Processes' while a further 14% '
were planning to offer such courses (Channon, 1971).

About a decade later, Canadian teacher educators were aware
thap¥they were not producing teachers "capable of analyzing critically
the schools and bringing about change" (Wideen, Hopkins and Fu]lan,v1980:
26). They claimed that'they wished tg do so. Two possible reasons
for this state of affairs were discussed invartit1es written in the
Uni ted Sfates at about.the same time. .Benhém'(1979:14) stated that
"teacher education expends more energy on what is, rather than what
ought to be." 121mpher, deVoss and Nott (1980) commented on the very -
;atural ;onservatiém in student teachers who know that they mﬁst
satisfy a cooperating teacher's expectations tovfeceive a pass grade.

- They said (ibid.:14):
In any case, fryihg to ehcourage student’teachens—té—take a risk, —
to teach creatively or experimentally, which may be the super-
visor's ultimate contribution, was a difficult task. .

At Montv}ew, there is a formal commitmént,to the production of
" Students able to act‘as chahge agents. In their fntern manual "Learning
to‘Teéch4-A Shared Regponsibi1ity” (1981:8) is stated: .

The University expects that students will initiate new ideas

and be problem solvers. This requires a cooperating teacher

- who is secure enough to allow the intern to try new ideas.’

In a report prepared for the}Joint Committee on Field Experiences (XIII,
_ '1976:1):t&0 major pUrposes’of thé £eaéher education program at |
Montview-were identified. The second was "tovprepake teachérs“With the
intellectual, technica]vahd persbna] resources to-providé.direction |

and service in the future."
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However, in a recent Montview repd*t (XIV, 1981) the writer
.stated that very little was done to prepare students to innovate.-
.This may reflect thef%act that overall, the\Montview faculfy did
not value the preparation of teachers to implement change -in schools
as highly as the average Canadian education faculty (The Mahagement

of Change in Teacher Education, 1979:7).

Developing Innovative Studeh@g

Much of the 1iterature in this area consists of general norma-
tive statements. Discussing the role of teacher education in educa-
tioha] change, Joyce and Hei]l(1972:4) stated that "teacher education
is, in a real sense, the midwife of educational change They listed
four roles of the teacher including "the innovatoryresisting the 'slide
into routine' that tempts evervone" (ibid.:11).

The‘bossibi]iiy of change initiation being a two-way process |
was suggested in the Elementary (Education Practicum Handbook (Phase
II/111, 1981:9) at another Canadian university:

Education practicum programs should provide a channel: through
which ideas may flow which may improve both the Cooperat1ng
Schoo] Systems and the Faculty of Education.
~ More specific advice about how to prpduce teachers who could
initiate change wa@ provided by Zeiehner (1980b:27) hho statedfthat
“tranéformation'cah only come from the ce11eciive.action of those
who are first ref1ectjve.“‘~He described a Sy;tem of seminars in which-
reflective teaching was'to be promotede
| To bring about permanent .change in a teacher's set of pedagogical
skills, Joyce and Showers-(1982) suggeStee the use of"coaehing}' The

concept has been described in some detail *in. an earlier chapter.. While
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it is unlikely that a student engaging in school experiend@'would'be
in a position to coach the teachers in the schoo], it seemS‘imporiant

to provide the student with the skill for use after graduation.

Data
No negative comments were made in any interview about the529
* concept of studenfs bringing new ideas into schools during the
Practicum. One cooperating’teacher of an intern did eﬁbhasize‘that'
she would need to be very convinced of the édperiority of any new
reading scheme before she would permit her intern to use jt.  This
seems to be an eminently reasonable attitude. Several students
reported feeling thaf deviation from their teachers' methods would
"not be welcomed (see earlier section on Socialization).
In a very informal, unofficial way, new methods of teaching
are being taken into the schools.
He made no attempt to influence me. He's said he hopes to
learn from me. (10, pre-intern student whose cooperating
teacher had taught for over twenty years and had never: before
had a student teacher in his’ room)
My first react1on (to taking a student in my room] was "No way—
I'm nicely entrenched in my career." But what turned me on was
a chance to refresh my ideas. (49, cooperating teacher of no. 10
above) ' E
It brings in new ideas. ,Ne{_a]ways,lbut especié11y if‘théyﬁve
really grasped the he]ping thing. For example, (a
teacher] has said he's picked up new'ideas. I personally
changed as a result of having students in.the school. (64,
pr1nc1pa1, rural area). ‘ o
A rare examp]e of a student be1ng forma]]y asked to act as a
change agent for a group of teachers was reported by a facu]ty member

at a Profess1ona1 Deve]opment_Comm1ttee meet1ng.attended by the

researcher. The student, an intern, was asked to give seminars on
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clinical supervision by the cooperating teachers in a'schog1 some
distance from Montview. This is an illustration of a process referred
~to by a Faculty of Education adm1n1strator s
I think there's a spin-off for cooperat1ng teachers. They have
to become knowledgeable. I think their level of professionalism
is raised considerably. I've heard it SOfmany times. (35)
Another faculty member referred to an effect which she descrjbed as
'‘nebulous,' but nonetheless real:
When students are in schools, they're ta]kin% prpfessfona]
talk. Lots of teachers don't, but students force them into it
and in this way may act as change agents. (22)
A quite different position was taken by another member of .

the faculty who is a change agent of considerable effectiveness. He

’

believes in a more active change agent role for students:
But usUa]ly in the past, a person's got new ideas but hasn't gbt
a - - - - idea what to do about them. Al1 he does is raise
havoc, either get mad or frustrated. Get ewerybody down on
his back and that's the typical kind of thing. I'm sure there's
keen young people wanting to make changes, but they're getting
socialized -into the way things are, so I see that as a major
dssue. . . . Any of the teacher education.is lost unless that
person knows how to work in the institution. (42)

[t seems from the remarks made by students and teachers that
the concern expressed by facu]ty members about this issue might be
misplaced. Change is gradually d1ffus1ng from the un1vers1ty through
students to teachers. It is not a dramatic‘process, but may be no
less effective for that. Attempts to formalize the process - and
‘increase the speed of chahge may -even lead to damaged relationships
between schools and the FaCU]ty of Educat1on

' The preced1ng comments notw1thstand1ng, some formal tra1n1ng

in how to 1n1t1ate change is probdbly justified to allow Montview. -

,}graduates‘to effectively initiate change;after they begin their teaching
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Student Selection

Like many.universities, Montview University is experiencing an
increase in enrolments without a concomitant increase in funds for
'expansion. Atfthe same time, a decrease in overall pupil numbers ini
elementary schoo]s‘is 1eading to school c1osures and a shortage of
positions for educat1on graduates. In the face oﬁ:these demograph1c

-_trends, the quest1on of selection for teacher training assumes a qu1te ;
different complexidh from the same quest1on a decade ago.
Montview faculty members rated the\:Role of the Practicum'in
'self- se]ect1on and staff initiated exc]us1on" as one of the more

1mportant issues.. Of twenty three respondents, fourteen rated it as-

a crucial issue and nine as an issue of moderate 1mportance

The Literature

Introduction

Montyiew students‘are expected to use their experiencestduring
the var1ous segments of the Pract1cum to dec1de whether or not they w1sh
to cont1nue in the teacher training program. Th1s is referre& to as
se]f selection (XVIII, 1980 6,10; Learning to Teach -A Shared Respon-'
s1b111ty, 1981 8) ‘ The other two possible methods of contro]11ng entry Q
to the teach1ng profession involve elther\some form of screen1ng at
entry to the tra1n1ng program, or a mechan1sm for exc]usﬁon of unsat1s-
factory students dur1ng, or at the end of the tra1n1ng program.‘
-~ In the normal schoo]s wh1ch tra1ned teachers before un1ver¥c
- s1ties assumed th1s role,. students were exc]uded 1f the1r commun1cat1on

re conswdered to be 1nadequate (XVI 1982 1). In ¥ very :

| study of the qua11tv of u. S teacher tra1n1ng, Good]ad and



Klein (1974) claimed that inadequate teacher training was the rule
rather than the except1on and that to 1mprOVe matters, candidates
must be selected for, rather than merely adm1tted to _the teacher
educat1on program (Goodlad and. K]ein, 1974'106) | In the following
‘sect1on, the v1ews of several authors about ‘the nature of the problem
will be stated, and this will be followed by a survey of ‘some of the

numerous ideas for remediating the situation, which have been put

~ forward in the last few years.

The Prob]eéﬁ - s '_' - e

Ina paper which.was more relevant in the U.S. than in’Canada,
Ross, Raines, Cervetti and De]]ow,(1980),critictzed teacher education
orograms which ]ett.teaching practice>unt11 Tate in the'program. As
they pointed out, this meant that sé]f—selection was serious]yyde]ayed.
Two papers addressed screening at program entry. Benham (1979) stated
that, 1n sbite of a 1961 recommendation that.institutions should be’
highly selecttve_for_admission to'teacher education, by-1978.noth1ng
- had been'done T'Corrigan (1082) noted the actual 1ower1ng of entry
~criteria in the U. S. to overcome teacher shortages, but stated that

e,

there was no evwdence that 1owered standards attracted more students
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, 1nto educat1on 0n the contrary, he c1a1med f. R there'ts probab]y‘-:

.more ev1dence to show that 1ower1ng standards dr1ves the best students
and best teachers away from teach1ng as a career (ibid. .16).‘ |

- Another type of prob]em was 1dent1f1ed by G1111s (1981 11)

She d1scussed the amb1auous role of the cooperat1ng teacher and’ asked—xf«

He or she {was] to be a format1ve 1nf]uence or the guardian of- the

gates to proféssionalism, charged w1th the sacred duty of screen1ng '

‘0ut the unfit?



Remediation,
Many ideas for improving seTection'were discoyered in the
’Titerature search. Not one art1cTe however, was able to show that
;app11cat1on of the selection strategy proposed actuaTTy 1mproved the

quality of the gradgates produced.

At Montview University, a battery of tests is given to all
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EdGenTZG students and the resu]ts returned to the students for d1scuss1on

with EdGen126 1nstructors. "This concept is cons1stent w1th the

FacuTty of Education emphas1s upon w1th1n program screenlng as opposed 3

to pre- entrance screen1ng'" (XXI,*198T 2). The Provincial Teachers
Federat10n has . a. stated poT1cy of seTf se]ect1on of cand1dates both
before entry and.dur1ng the program (Subm1ss1on to the Task Force on Q
Secondary Education, 1978 Appendix T)a They also supported the |
‘ pr1nc1p1e of - externa] screen1ng or echus1on of students from the
facu]ty The above p011cy 1s app11cab1e to both e]ementary and _
secondary teacher tra1n1ng | - g
Imposed select1on rather than seTf se]ect1on was the subJect
of;T1Ve art1c1es.' w1deen Hopk1ns and-FuTTan (]980f26) 1dent1f1ed a
:trend to t1ghten adm1531on requ1rements "11nked to ear11er f1e1d |
vﬁexperjences in Canad1an teacher educat1on 1nst1tut1ons ‘

*

The need for seTect1ve adm1ss1on Was . stressed by Tom (198])'

and'in Theory to Pract1ce (1981) Tom (1981) argued that there was no_.*

need for speC1f1c research on this quest1on as 1t was seTf ev1dent

a

T:vlthat verba] and mathemat1ca1 T1teracy were centra] to: the da1Ty tasks E

"of the teacher. In Theory to Practwce (1981), severaT of the personaT.



characteristics required were listed, but no information was given on
how to measure these characteristics reliably and validly.

Allen (1977) recommended a one;montﬁ course on basic skills
for all entrants to be followed by a term of teaching in a school. He
claimed that this would sort the competent from the incompetent teacher
candidates. ° Hé ignored the potential effecfs on the children taught
by incompetent candidatés;

‘At the Un}versity of Lethbridge, sfhdents who wish to become
teachers spend sixty hours in a classroom as a teacher-aide as part of'~
a course called Ed2500 before being formally accepted into the Faculty
of Education(Lowe, 1982).

h Five more articles raised interesting questiqns about the issue

of ge]ection for teacher trajning. A study by Heath (1977) showed that
| students' Scholastic Aptitude Test scores were %nverse]y re]ated’to
several hunafed indicés ofvadu1t maturity. Assuming that immature
te&chers are prima %acie Undesirab1e} there éppéars to be a case to be
made for the exercise of caution -before selecting teacher candidates
soie]y'on the basis of scho]asti; aptitude. Equally provocative was
the study by Leith (1982). He found that extroverts received sidnifi-
cantly higher grades (p < .01) on thé ffna] feaching practice than
introvert;. He also cited evidence that éxtrovertg make better teachers
after graduatibh‘(Leith, 1982:201); |

;_The preceding two Sfudies mighf be interpreteﬂ as'suggesfing

that only extroverts with grade-point averages-around the median should

4 74

be selected for trainind as teachers. The work of Twa and Greene (1980) -

provides a caution against simplistic interhretatfog of isolated

research results. Twa and Green set out to“deve]op prediction equations

<



for performance in student teaching. They used multiple linear
regression on six biographical and forty psychdlogica] test scores to
derive a prediction equation using 141 students completing student
teaching in 1974-75. The equations were applied to a later group of
200 students to predict their student teaching graaes.

The correlations between actual grades and predicted grades
were Very Tow and very few of the variables effective in prediction
for the earlier sample were aiso effective Jp prediction for the later
sample. Twa and Greene made an important gelbra] point in a discussion
about reasons for the failure of the prediction equation.

Essentia11y, they observed that the.situation had changed in a
number of important waysibEtween the times when the two sets of
measurements were made. In any organization. this is likely to be the
case. Attempts to se]ect bétween.candjdates for admission to any
profession should probably take account of‘both the changing nature of
the pool of app11cants and of the'profession itself. Given thése
inevitable changes, it is unlikelv that any equation'wi1] remain useful
forrwore than a short time.

uu}Harriéon (1981) observed that, 1n'Cahada; beginning teachers
were employed initially for a probationary year. He argued that if this'
were to be abolished, hfring authorities would have to offer immediate
tenure, and Faculties 3f Education would possibly feel compelled to
screen candidates more carefully at entry than is now the case.

Eina11y, a mgst interesting longitudinal study'i§ under
consideration at Montview.: it ié¢p1anned,to focus on students expgri-
encing difficulties with the,eér]y parts of school experﬁénce'and to

.~ follow these students through the program and perhaps beyond. This



should give a clearer idea of the utility of spending large amounts of
faculty time on remédiating such students. A similar research program
is in place at Chicago State Universitﬁ\és‘part of a 'model approach' to
the evaluation of teacher education programs (Dillon and Starkman, 1981).

The data section'which follows has beenudrganized,into four
main sections! These are:

1. Expressions of concérn about the quality of students
graduatingvfrom Montview.

2. Perceptions of the éurrent situation regarding student
selection at Montview. ‘

3. Suggestibns from people other than students about student
selection,

. 4. Suggestions from students about student selection. |
The data section closes with a composite dialogue based on an

apparently unworkable suggestion from a student about how to improve

: ]
selection.

Data
Concerns _

Almost every student who was asked about studenf selection
stated a belief that selection standards should be hiéher. The two
comments reproduced here are from two mature-age students, and are
somewhat more veheﬁent than most.

I asked [advisor] does everyone get through? He said

some don't make it. Much responsibility is put on the cooperating
- teacher. There's an awful lot I wouldn't want to teach my kids.

. . . There's too many immature, unconcerned teachers. Even

this year, I think, my God I can't believe they're going to be a

teacher. (10, pre-intern, mature age, two children of his own)

Lots of the kids are just out of Grade 12. Some are only seventeen.
They're vbry close to their own childhood. Many of their ideas

T are 1mmadure. Should there be more preparation? (60, first year
student, mature age, perhaps not fully aware of the potential
maturing which can occur during a four year tertiary course)

} .
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Staff members were no less concerned.
I've seen too many people .in the program scare the he]]“out of
me. One was psychiatrically i11. No one knew about it. I see
interns who use very bad grammar, spelling and expression. The
majority can't write, speak and don't even know they're doing it.
lle,ve babied them too much in some cases. (20, sessional instruc-
tor) . U

Another faculty member commented on the self-selection rhetoric.
'But I'm not sure why we lose them [students). [ think there's a
bit of a readiness to say 'Here we're losing x% because jt [self-_
selection] is doing what we want it to do.' . . . I think a lot of
people are withdrawing for a variety of reasons but I don't think
it's a deliberate plan to eliminate them. (8, faculty member)

As suggested in an earlier section of this chapter, some

potentially excellent students may be withdrawing because of bad

experiences with inadequate cooperating teachers.
: B / 9
An advisor on the way back to the university after watching a
borderline student teach a lesson said:

. It's not a pass-fail system. It's a pass-pass system. (30,
faculty member)

This comment seemed at odds with much of the rhetoric on self-
selection. The researcher therefore examined the records for the pre-
ceding‘two yeérs' Internships. In thekFall Internship of 1980 one
student withdrew in the sixth week, anofher in the ninth week and four

students were assessed as incomplete. No outright fail grades®ere

points should be noted. First, some of the stud
incomplete may have failed their make-up tedching round later. At
least one did fail. Second, some students graded incomplete and

possib]y'even some passing students may have withdrawn after the

|\5

-
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final assessment and would therefore not appear on the'results list

- as withdrawn. Third, it might be argued that the high pass rates cited

above are the result of effective earlier selection during Second Year..

This possibility was checked by an examfnatidn of the 1981 EdGen226
class lists. There were three w1thdrawals, one incompiete, and no .
fails. Again, some stLdents may have self-selected out of the program
after the final assessment. However, it appears that very few stﬁdents

self-select out during teéching rounds, and fewer still are failed on

teaching practice.

The Current Situation

Opinions differed about the effectiveness of student selection
as it is now practised. One faculty member stated that’much .of the
selection for the teacher education program was actually done by the

Arts and Sc1ence facu1t1es

They {students] do seven Arts/Sc1ences c0urses before they come
to us in second year, If they're incompetent, the Arts/Science
people keep them away from our gates. (3)

Others claimed that selection processes in the Faculty of

Education were operating effectively. Typical of these comments was

-the .following:

We Tose about 20% of each intake during the four year course,
~ This tends to counteract the rumour that anyone off the street
can be a teacher. (50, faculty member) . ,

A Department of Educat1on officer contrasted -this situation
with teachers co11ege days when, he sa1d, "anyone who was warm
completed satisfactorily" (67). A teacher claimed that "very few bad
ones graduate." She contrasted this with her own t?éining days and

suggésted that "lots of people teaching now, shouldn't be" (81,

cooperating teacher).
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In contrast to the above generally positive opinions were the

s

following: ‘ e

Education has lower standards [than Arts]. They are too slack.
(56, pre-intern)

Some personalities get through who shouldn't. (23, pre-intern)

My students have told me that the one thing to improve the
program would be to be more selective. (32, faculty member)

However, another student who had failed her Internship had
nothing but praise for the system which had excluded her:

I was with a really good teacher. Her expectations were too

high for me, but not too high. I want to come back next semester.
With a different teacher, I would have been all right. But I'm
glad I had her, because I want to teach like her. (36 failed
intern)

Many positive comments were made concern1ng the opportun1t1es

prov1ded for self- se]ect1on in the various phases of the Pract1cum

Typical of these was. the folTowing:

After second year, I'T1 sure be ab]e to tell [if I'm suited to
teaching]. Without this, I cou]d bluff through four vears.
(66, first year student)

/

The situation with regard to student selection might be

summarized as fo11ow§- _ !
-wig'Y 1. Most students apprec1ate the opportun1ty provided by
schoo] experience for se]f se]ect1on

| 2. Some students withdraw from the education program, during
“and after school e*pé%iencé rounds, but there is a doubt that all
&1thd?awals result from the seTf—se]ection spoken of in the program
~ literature. |
= 3. Very few students are excluded by coopératiﬁg teachers or
- faculty members as a result of unsatisféctory,school expériencé per-

formance.
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4. Some staff and students believe that many students who
'graduate should have been excluded from the program. .There is a concern
that standards may be too low and that too many students are given the
'ﬁénefit of the dbubt' at the possible expense of future classes of
éhi]dren in schools. .

In the following section, a number of improvements suggested

by faculty members and others interested in the program are listed.

To Improve Selection

Faculty at Montview take the problem of selection veYy seriouslx
and humanely. At a meeting of faculty advisors, close attention was
paid to methods of ensuring that evaluation of borderline students was
done fairly and openly. Advisors were encouraged to stress that the
final assessments of students by their cooperating teaghers should be
consistent with the specific comments on the evaluation form. The:
problem of an apparently satisfactory set ofﬁgo$ﬁents culminating in
a final failing grade was mentioned. Advisor§ were a1so1asked to
remind cooperating:teachers that the December Pre-internship evaluation
should be done by the teacher with input from the student. A very
experienced cqpperating teacher later commented to the‘researcher:/

They should rely more on the cooperating teacher's judgement
with no unsolicited interference from the profs. (11)

However, another cooperating .teacher said:

At my last school, we had a very doubtful student. It was left
- to the university to make the final decision. (69)

The dilemma of deciding when to stop trying to remediate
borderline students was;mentioned-by several faculty membérs. Pre-—

dictably, opinion was diyidéd. Some bé]ieved invétrict academic and
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pedagogical sténdards, application of which, they claimed, would raise
fhe quality of the graduates. OQther expressed concern about the question
of when to give up remediation atfempts. "Are we really helping if
we carry the student?" (83, faculty memﬁer). |
The question of how to decide which students were unsuitable
for the teaching profession also provoked very diverse $o1ut1ons. Some
.arQUed for simple grade-point average hurdles, both at Grade 12 exit
and first year university exit, A Department of Education officer ;
"supported the use of a preliminary interview plus aptitude tespiﬁgy
while most people proféssed faith in the mechanisms now in place.
I could point to a case where because of that goodvrelationship
[with a pre-intern], someone quit. ‘I wasn't going to let her
do her internship. She knew that. (8, faculty member) ' .
The researcher observed a»d{scussidn between é faculty advisor
(Betty)<and‘her group leader (John) about a borderline pre-intern
(Bi11). {A11 names were‘changéd.)
John: Is Bill aware of the problems?
- Betty: Yes, but he can't do anything about it. \

John: - Does he see it as a serious problem?

Betty: No. | , ’ ’
John: Do you? - o |

| |
Betty: Yes. ST . o

John:  Then he should know this.. Ask Phﬁ] [Pfofessiona] Develop-
- ment Coordinator] for confirmation of your feelings.
He [Bill] must know other peoples'.perceptions as closely
as possible. ‘ o R :
'18311 Was,closely supervised and was not able tolimbrove his
performance to a ;atisfactory level. He withdrew from the education

"«program'ét'the Christmas break.

. . LN . B
v R ) . . =y
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The faculty advisor involved in this case was a sessional
~instructor who was able to visit all her advisees at least eve;& two
weeks, and offen every week. She thué became aware of the.probléms
early in the fall term and was able to act quick]y° Fu]]Ltime faculty
membérs are often unable to supervise students tﬁ}s closely and this

may explain why some students are able to complete Pre-internship

without displaying an acceptable level of skill mastery.

Students' attitudes to.selection were generally very
§§m11ar to faculty attitudes. Some claimed that self-selection was
éfféctiveo Several mentioned the heavy workload in second year courses’
as a se]f—selection device.

Most of the kids if they're not serious wou]dn t stick out the

‘workload. (72 pre- intern)
[y

The maJor1ty of students who were questioned were in favor of
some kind of subjective assessment of suitability:

There shouid be a minimum standard. It can't be str1ct1y GPA.
It must be subjective, applied by advisors and cooperating
teachers some time dur1ng second year. (24, fourth year student)

Others suggested interviews, an essay writing test and tests
_of §rammér. Qne student who favored the essay and grammar tests said‘
cynically:
We have a name, Ed. students. 'If ya can't make it in Biol.,

0.K. go into Education.' (48, intern)

" several studénts suggested some form of peer selection:

You could use private peer evaluation. You'd#have to justify
the reason, (78 pre-intern) ’

The profs can on1y see so much. The students know a 1ot more
about that person s-attitude. (72, pre intern)
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, Some support for this position was supp1ied by a set of
incidents in which the researcher was involved. A %acu]ty members
perceived by the researcher as qdite an astute Judge of character,
observed that all the male students in his section had good attitudes
to the program. Shortly after this, several students from the same
section commented to the researcher that one of the male students had’
a very poor attitude to the program and had been cheating in certain;»l
subjects.o They. claimed that all the section knew of this, but the
faculty was unaware of it. (By Christmas, the faculty member mentioned
above- had become aware of the student's attitude,) ' \
The notion of any form of peer eva]uation.is unlikely to be
received with enthusiasm by faculty members or‘students,:gt least
initially. While acknowledging that students probably kﬁew more about
their peers' attitudes to their intehded profession thap do fécu]fy
members, éhe.researeher at first rejected the 1dea as imbraef%cal for. -
many reasons. 'THe student who first suggested the ideé was able to
dismiss seyeral of these reaséns however, and 1n-further‘discussion
with other students and some fa¢u1ty members, an acéeptab]e model of
peer'keviéw_gradua]]y emerged.. In the composite dia]ogue'which
- follows, some of the objections rajsed and counters to them are -
p?esented.' 'Prof stané% for a person arguing for peer eva]Uatioﬁ.
‘Con’ stands for a persoh arguing the oﬁposing v1ew.

Pro: Peer evaluation of attitude to the teach1ng profess1on is
worth. th1nk1ng about.

Con: We don't r d peer evaluation. We already have a very good
, Q’mechanism br self-selection. | S
s , 2
Pro:" 1 agree that we have it. But 1t s not succeeding in getting.
- rid of quite a few students wﬁi?shoﬂﬂd never become teachers

R -



Con:

"o Pro:

Con:

Pro:

Con:

Pro:

Con:

Pro:

Con:

Pro:

Con:

Pro:

-e
.

Well, we could always increase the GPA for entry to Education.
That probably wouldn't get rid of people with a poor attitude
to Education, and if Heath is right, raising the GPA

required to get into Education would g1ve us lots of immature
students (an oversimplification of Heath's work cited
earlier).

Well, you couldn't just spring peer evaluation on students
already well into their programs.

I agree that this might raise quite a hue and Cry, SO we
could begin with next year's first year intake, and make
quite sure they understood what was ahead of them.

You might reduce first year enrolment numbers quite a bit
if you did this.

You might, but you shou]d ask what sort of students would
drop out because of fear of a peer review of their attitude
to teaching. On the other hand, you might have a flogd of
students desperate to enter a program which tried to exclude
students who really didn't care much about their future
career, :

AR right,“buf'surely you don't believe that students will
"give a negative report on their peers if they know that it

might get them thrown out?

Lots of students are.already very worried about a few of
their peers and the bad effect on the profession if people
who really don't care about teaching get into classrooms
full time. There's enough poor teachers already. Do you
want #ore? I think if you explain this carefully to the
students they'l1l see the importance_of upgrading the pro-
fession even if giving poor reports on their peers goes
against the grain.

But what about personality clashes? What if, say, I hate
John and, just. to spite him, I dive him a poor report for
att1tude? . .

No one would be exc]uded on poor reports from on]y a few

'peers

A11 right then, what if everyone hated John and they all

.gave him a bad report, even though he was an exce11ent

teacher7“ .

W‘Do you really believe that a person who c]ashes w1th all the

peop]e in h1s class is 11ke1y to be a good teacher?

252
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'Fromfantinitialiy quite skeptical attitude to the proposal,
the researcher gradually came to édopt a much more enthusiastic
position. Such a schehe‘would need very careful preliminary discussiop
amongst faculty anE skil1ful explanation to all year groups ang the

Students' Association. However, it may have the potential to fyrther

improve the quality of students who graduate from Education at Montview.

Aside from this,.it-appears that many students and faculty

" members would welcome somewhat stricter standards applied to student
N : o S
performance in school experience rounds. Most students are probably
A

mature enough to accept that the welfare of 565001 pupils must be given
at least as much importance as the right of a student to secure a |
teaching'postQ‘ The finé] va1ue iudge@ent in the question of evaluating
gotentia] teacher§ comes'down‘to a plassi¢ déci§ion theory di]emma;
Byxplacing.the crjteria fqr a sch061 experience pass too low, q‘

N

number of false positives (poor'teachers) will graduate\énd jeopardize

the entire education of many children. By placing the passing criteria

,too high, some potentially good teachers will fail (false negatives)

but a-minimum of poor teachers will graqgaﬂé %@d the welfare of school
. ' : : R T

children is prote;fed.' The setting of the passing criteria is a vety.
',important but.diffjcu1t'task.;nd should involve c]ésevédTJabOratioﬁ
betweennuniversity aqd échoo]s. There is sfi]]‘a bégged questibn
Y the}ré]ationsh?p between teaching prqcfice‘grade and.évenﬁuél‘
téaching competence, but that‘quéstion‘is-outsjde the scope;of_fhié
reséarch. | | - |

‘In the final section, the issue of the stages of development -
. of students dufiné teaéheﬁ'eddqatiqn.is briefly addressed. “

)
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Rrees

Student Teaching Stages

This was only regarded as a crucial issue by six. faculty
members. Twelve saw it as moderately important and five as a trivial

issue. °’

The Literature

In 1977, a survey of student opinions of student teaching was.
scarried'dut among senior students in ten Canadian’univers{ties (Bessai

_ ghd Edmonds, 1977). In a section on the background to their study, the
authors claimed that ghe of three common student comp]a{hts'about o
student teaching was that it Tacked sequential deve10pment (1bid.:7).
There*was perceived to be little or no attention paid to the stages of
student deve]opment ‘ . »
| In a Subm1ss1on to the Secondary Task Force at Montv1ew (i980)
the need for a "broad and-var1ed series of deye]opmenta] experjences,
“both on campus and ih schooTs"‘(ibid.:Q) was stressed.. >

Three stages.of teacher development ithtitied by Francis
Fuller were d15cussed-by G]ickman‘(1980-176) and Zeichner (1980b: ]4)

* The ear11est stage 'is represented by the teachEr ‘whose concern is for
survival: "Will I make 1t unt11~tomorrow?“»(G]1ckman, 1980 176) The
‘next stage is typ1f1ed by concern for the teacher s own pup1ls, and
the f1na] stage by concern for the teacher S schoo] and profess1on as
a who]e.,,Katz (]972) 1dent1f1ed four stages’ of deve]opment in |
teachers,gbut did not 1nd1cate her,grounds for so do1ng Shé t1a1med

 ‘that seme'teachers took- f}ve or more years after graduat1on to reach

, ‘the fourth stage of matur1ty wh1ch 1nvo]ved con51derat1on of abstract ~



| , o . - 255

questions about education.

Both Fuller and Katz were writing of fu]]étime'practising
teachers. If their interpretations are accurate, the typ1Ca1‘teacher '
graduates from the'trainﬁng institution with little concern for anything
but persona]lsurviva1 in the,c1assroomﬁk.If this 1s the case, training-
1nst1tut1ons stand condemned for 1nadequate1y prepar1ng teachers for
the rea11t1es and rigors of classroom 11fe It is however instructive
to' observe the publication dates of Fu]]er's~and Katz's‘artti]es, 1972
and 1970‘respective]y. During the past ten years the average 1ength
ot'the practicum has jncreased dramatﬁﬁa?]y There is some eutdence
to suggest that extended practica m1ght perm1t quite d1fferent degrees
of student deve10pment than were h1therto nossible. ‘

In an. art1c1e on aphanc1ng the extended pract1cum, Hopk1ns :
'(1982-7) rev1ewed the work of Tattersall who measured teach1ng
anxiety and profe551ona1 se]f concept 1n students under901ng an
'extended per1od of teachtng pract1ce at Stmon Fraser Uhtvers1ty “ The
vresu1ts 1nd1cated that 1é§took at 1east ntne weeks for permanent
reduct1ons in teachtng anx1et%?to occur.and twe]ve weeks for 1mprove—

ments in profess1ona1 se]f-concept to appear w1th extended pract1ca

the rule in Canad1an un1ver51t1es, 1t 1s possvb]e that the average
~ Education student graduates beyond the mere surv1va1 stage” referred
to by Fu]]er T - :_‘}v. R ; t_ B |
A de11berate attempt to advance student teachers ego deve10p-
'ment eth1ca11ty and 1ocus of contro] dur1ng school exper1ence was

“made by GTassberg and Spr1ntha11 (1980) The1r experimenta] group

members were 1nstructed 1n the analys1s and proce531ng of the1r own ]

[



and,thetr peers' teaching. In each of the three areas mentioned
"abore, the experimental group improved sigh?ficant]y, while the control
group failed to improve in enyqpf the areas. However, there is a
distinct possibility that a Hawthorne effect was operating. fhe
exoerimenta1 group leader was Glassberg herself, and interesting
| videotape techniology was elso used in this group. '
A comment made by Hopkins (1982:5) is most apposite {h regard

to the extended pract1cum and 1ts effects on graduat1ng teachers:

It is unfortunate that, in Canada at 1east there is not a
research tradition associated with teacher education. As a

result theknow]edge bise is' patchy and\variable in quality.

Now that the ex d practicum is widespread if not universal
in this country, many of the accepted beliefs about graddatingeteachers

may need to be re-examined. It may We11 be found that the average

g0

v ?stege of development is more-advanced than that of graduates ten years
ago. On the other hand, if this is not the'case, qgestions might be
ra1sed about the Just1f1cat1on of the massive costs in time and,” in
some prov1nces money 1nvo1ved 1n sustaining extended pract1ca w1thout
measurab]e results. .

The next section examines some participant perceptions of the

. concept of ‘stages in teacher training.

T \

-The Data
A1though th1s is not seen as one of the more 1mportant issues’

at Montv1ew, there are facu]ty members who are aware of- 1ts potent1a1
;

s1gn1f1cance Speak1ng of the 1mportance of ‘'what themes are presented

~

o when one facu1ty member said:

)
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[We] try to facilitate the feeling of program, the concept of
program, not only for the team [of faculty] but most importantly
for the student, and to assess whatever stage of development a
student is in at any given time, that is, what his needs are,
given the experiences he's had. (37)

This was a reference to the possibi]ity of énhancing a student's
development which might be achieved by anfadvisor who was sensitive
~ to the current stages of development of each of his or her‘adviéeéé.
This faculty member made no specific reference t; a stage theory.
Another facu]ty membér expounded a four-stage theqry} He suggested
that teéchers may be in one of the following conditions:
Unconsciously unskilled
Unconsciously skilled

Consciously unskilled
Consciously skilled. (33)

Bwry -

Clearly, the eventual aim is for all teaéhers to arrive at
stage 4. A healthy stage for student teachers would be consciously
unskilled, but developing. |

Y%
Faculty members also showed an awareness of some of the short-
~ comings of stage theory. i.’irmen’on‘e was asked by the researcher about
- 'the temporal sequence of development-in student-teachers from self-
centred through content-centred:to'pupil—ceﬁtred he replied:
We don't know yet. That's the kind of thing we'd 1ike to be
talking about in this study of __. [faculty member] and I.
What does the advisor do about this? (42)

Many advisors, without committing themselves to any éﬁeci??c ‘
stage theory, attemﬁted‘to recogniZe that there may be considerable
variation among students "in their level of development. Speaking
. of the first year (involvement) teaching round, one said:

The rule .of thumb we go by'is that the student does what he
feels.able to do, and is 0.K. with the cooperating teacher.

!
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In.involvement, some feel very comfortable and ready to teach
lessons, and so they do. (14, faculty member, advisor)

Speaking of a native teacher education program associated
with Montview University, one of the program's staff members said:

The. program is developmental. I am'a catalyst in helping
people develop. (15)

Referring to the students' growing autonomy and. the-need
to promote this, a faculty member stated that:
There needs to be a fair bit of freedom so people can grow /
and make decisions. Once we tighten up too much, we decrease !
the decision-making available to the students. There has to be
' a point where they're stopping doing what we're telling them to
do and that's a healthy thing. (22)
Considerable stress is placed on ‘the use of the Redord of
o ' //
Demonstrated Performance. This is a book in which the Second Year
(Pre-internship) ‘student is expected to record his or her'attempts
to master the skills and strategies introduced in EdGen226. The
expectation is that students will then take the book with them into
Internship. |
Thterns are told to take their EdGen226 books with them into
Internship. (33, faculty member, speaking at a meeting of
field supervisors)

Very few of them do. (30, faculty member; responding to the
above comment) -

The last comment was suppofted'by remark§ by other fgcu]ty
membérs; both at the.meeting and at other times, and also bygcomments
~ from many interhs. It appears that a potentfa]ly Qsefu] mechanism
for providing continuity of skill development .is not bejng exploited
as'fu11& as possible. |

‘A One of the sessional instructors acting as an advisor époke“éf

-

. the stages ofadévelopment and the‘progressive'changes from fhe focus on
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self, to the cooperating teacher, to content, to relationships. This
3 _ , .

instructor claimed that some students arrived at the. stage of a focus

on relationships by considering. two questions posed by the instructor.

1. How would you like to be a student in this class?
2. How would you Tike your child to be a student in this class? (20)

This Was an attempt to induce students to see situations throuéh bther
people's eyes. The work of Piaget (Cahpbe]l, 1976) suggests that.

h tertiary students should be capable of appreciating the points»of view
of others. This may well be a strategy worth exploring.

Given the relatively low rating accorded'this issue, a 1arge
expenditure ofAtime and energy on it may not be justifiable at present.
However,ait could be identified as;an issue to be borne h1mjnd when-
ever changes are made to the hrogram to enhance other features. It
may, at such time, be possible to make minor adjustments_which would
recognize the importance of promoting‘student teacher deve]opment to

maturer stages,

Sumary

In this chapter, a number"of 155ues concerning cooperating
teachers and students in the Practicum have been addressed. These
incTUded the reéruifment training and qha]ity of‘édoperating teachehs;
and their potent1a1 as soc1a1121ng agents for the student teachers in
their c}assrooms. Issues focus1ng on students included thelr re]at1on-
| ships with~cooperat1ng_teachers, the1r poss1b1e ro]es as change agents
in schools, their se]ect1on for teacher educat1on programs and the

stages of professional growth through wh1ch they pass. .-

¥y .



Chapter®7

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

This chapter begins with a brief summary of the study. vfhis
is followed by a section in which the legitimacy of going beyond the
primary focus of the research;in this type of study is discussed. A
position is taken on this question. This leads to the enonciation of
two hypotheses which emerged from the Montview experience, but are
believed to hold generally. A brief comment on the interrelatedness
of many of‘the issues considered in the studyffollows. Reflections
on the methodology used and some suggesﬁions for further research
complete the formal part of this chapter. A personal statement con-

taining some comments by the researcher about the Montview program

concludes the chapter.

Summary -

~This dissertation took the form of'a.nesponsive evaluation of
the’elementary teecher Practicum atva Canadian un{versity Asvrespon—
sive eva]uat1on, the orientation of the study was threefold:
‘ '} 1. It was concerned with activities occurr1ng in the program

rather than with formally stated objectives

2.. It attempted to’ respond to the 1nformat1on requ1rements of.

" the audience.
* 3. It made reference to deferent value perspect1ves present

: when report1ng on the degree of success of elements of the program

. ‘(Stake, 1975b). - | . ,.g

h .
P
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The focus of‘thevevaluation was a set of issues. These were
identified*in three ways. First, faéu]ty memberslwe;e asked to name
any problem areas they perceived in the Practicum.-‘S€§ond,:the
researcher was sensitive to\aﬁy aspects of the Préctjéﬁm‘whibh, while
not specifically cited as préblem areas, by respondents:?%evertheless
appeared frequently as concerns during inteinews. Fina]]y, anaTysis
of documents written by faculty members , schOo] personnel and Teachers'
Federation members about the Practicum produced several leads for
checking during the interviews»and observation.

\"Thevlist of issues thus generated was circulated toAtwenty four
‘facu1ty.members for commehﬁ and to providevthe@ with ‘an opportunity to
add any impo;taht 1ssue§qahich had beeh‘omitted' The final 1fsf‘of

3

issues se]ected for deta11ed exam1nat1on 1nc1uded issues related to
theory-practice 1ntegrat1on, the facu]ty: c00perat1ng teachers and"'"
students. | | |

‘Data about the 1ssues‘were sought dsing §even different
_apprbathes ‘ These were the use of ihterviews, quest1onna1res, observa-
" tion, document ana]ys1s, part1C1pan‘li:tfbset‘ver‘s‘w perspect1ves, a )
modified judicial eva]uat10n and’ still photographv |

A1though the study Las natura11st1c in methodo]ogy ‘quest1ons

of re]1ab111ty, va11d1ty and obJect1V1ty were addressed. The work of

-

‘Guba (1978) on what he ca]]ed authent1c1ty prob]ems 1n eva]uat1ons was

1used as a gu1de

selections from four of the seven.data sources. The. SHE



participant observers' perspectives which were reserved for possib]ev
use as a form of referentia] adequacy materijal (see Guba, 1978), the_
modified judiciaf evaluation segment which Mas a free-standing iggment
on micro-teaching, and photography which was only used in the purely
descriptive section in which the structure of the program was described.
In the section which follows, a case will be argued for going
beyond the primary foci_of this study and generating hypotheses"which

may have general applicability.

The foci of responsive evaluation studies are sets of issues
identified by the audiences of the studies The conclusions in such
studies are embod1ed zn the 1nterpretat1on sect1ons of each issue.
Therefore, a restatement of all the conclusions reached in a respon-
sive eva]uation study would be inappropriate. |

e Howeuer during the co]]ection of the data which are used to,
‘ shape the 1nterpretat1ons a’ great deal of 1nformat1on is 1nev1tab1y
collected which is not d1rect1y relevant to the 1ssues 1dent1f1ed by -
the audience. | |

Some of ‘this 1nformation may 1lead the'researcher to‘sheculate .
about other issues It seems unfortunate that these develop1ng
insights and accumu]at1ng understand1ngs are. rare1y reported

~In an art1c1e on-po11cy ana]ys1s, Hec]o (1972) came to,sub-

stant1a11y the same conc]us1on He dep]ored the 1arge number of

A
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1so]ated case. studies in the field of policy ana]ys1s “He did, however;h”

fd1scern a new trend for students of po11cy to draw out theoret1ca1

(.



implications of their case studies. He wrote:
.This howeyer, shoqu not obscure the fact that . . . case studies
have been raised to theoretical import rather than being [just]
devices of pedagogical convenience or cur1os1ty value. (Heclo,
1972:90) :
~ Although the present study has potentja] utility for Montview
Faculty of Education members as a responsive evaluation, the researcher
believes that it is possible to extend the work a further stage. This
involves the Qeneration of two very tentative hypotheses for teacher
education institutions in general. _

It shonld be clearly understood that what «follows is nét_firmly
grounded in carefully documented data in a wide range‘of teacher educa-
tion institutions, There‘was evidence to support'the tentative |
hypotheses at Montview, but verification -in other.institutions has not
been carried out. : | CoaL

What hi[fbeen done is a form of what Eisner (1976) ca]fed
"educational connoisseurship and cr1t1c1sm" (ibid 135) To undertake
educational conno1sseursh1p, E1sner stated that it was necessary to be

capab]e of apprec1at1ng what was,encountered.f,He_def1ned apprec1at1on

“as “an awareness and an understanding of what one‘has experienced"

263

(ihid-'140) To. be capab]e of apprec1at1ng anyth1ng in th1s sense, a_“

broad exper1ence in the appropr1ate domain, here teacher educat1on, is

'essentnal “In Append}x 10 the researcher has prov1ded some~auto-'

| :b1ograph1ca] data in an attempt to estab11sh h1s capac1ty to apprec1ate--

8 ,’,:.’,:

teacher educat1on programs

E1sner s educat1ona1 cr1t1c1sm "has three aspects descriptive,‘.

1nterpret1ve and eva]uat1ve” (1b1d 147) _ The descr1pt1ve aspect of

N

th1s examp]e of educat1ona] cr1t1c1sm appears in the data chapters, and
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only selected excerpts are repeated in what follows. The interpretive
aspect comprises the hypotheses themselves, and the evaluative aspect

-is located in the discussion section which follows the hypotheses.

The Hypotheses

v

Two hypotheses are put forward. These probably began to form
during reading of the 11terature about the Montview Practicum, even
hefore arrival in Montview. As:time passed, the researcher naturally
compared the situation in Montview wtth the teacher education institu-‘
tion in which he works, with the two institutions where he received
his teacher education and wdthﬁothers of which he had read. MNothing
cin the ref]ectlon or read1ng caused the hypotheses to be reJected On

X
the ¢ontrary, 1nd1rect support for them gradua11y accumulated, as R

para]]e]s with, and differences from,_the s1tuat1on at Montview were

noted.

~Hypothesis 1. The Importance of a
. Key Innovator ,

If potass1u#rchlorate is placed into an appropr1ate env1ronment

it will slow1y g1ve off oxvgen If more of the substance js added, a
11tt1e more oxygen is produced but most of the available oxygen
remains locked up,- or is g1ven off very s]ow1y If a 11tt1e manganese
dioxide (a cata1vst) 1: added to the potass1um ch]orate however,
“oxygen is produced at a brwsk rate, and cont1nues to be produced unt11
—a]l the potass1um ch]orate,1s‘changed to another substance |

| At Montv1ew Un1vers1ty in the early 1970 S; the enV1ronment |

was h1gh1y conduc1ve to change In a h1st%§¥ of the new E]ementary

Program at Montv1ew (XVI"'1982 20 22) th1rteen 1nf1uences support1ng
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‘change nere identified. One of the influences was an individual on
the faculty at'Montvien who was described as ”enérgetic, know]edgable

. and risionary" and able to draw abont‘himse]f "a cadre of facu]ty who.
" became.increasingly dedicated to a new teacher education program" ;

ibid.:20).

i 0 . . .
The same person was described in an interview as "an extra-

ordinary, dynamic, persistent individual™ (37, faculty member).

I -,

It is the contention of the researcher that this'individua]
| p]ayed'the part of a cata1yst'among the faculty in much the same way
‘ as‘the manganese dioxide stimulated the rapidnproduction of oxygen

from the potassium chlorate in the chemical analogue cited above.

4

Further, it is contended that without such a person in a

»‘prOQram, any changes which occur are likely to be small-scale, incremen-

.

tal and slow.
What' are the essential tra1ts of such a person7 It is instruc-

: t1ve to examine the comments made by some of th1s person S detractors
; F
There were severa] var1at1ons on a theme yp1ch 15 perhaps expressed

L

~ best by the fo]10w1ng comment : - | 'fﬁj ,f]f," et g

We need someone to stand up to . He haﬁn'fva1ways'gd£;A
the right answers. (90 faCU1t§7memEEF) e v _'¢h1f

It 1s/115g1yqtha€’%he tra1ts wh1ch caused some peop]e to adm1re _

th1s personﬁh

‘&

. caused- anger and résentment Perhaps the most s1gn1f1cant of these
thra1ts was the qua11ty pf tenacxty or perseverance In a s1tuat1on
;’-there susta1ned, s1ng1e m1nded effort was v1ta1 to ach1eve a des1red
permanent change in the program, the qua]1ty of dogged endurance was

'i"abso1ute1y essent1a1. After the des1red change had takenvp1ace;

re the same t a1ts which,. expressed.1n dnfferent sett1ngs,l



.deliberate w1thdrawa1 of the innovator from his oreher earlier, v:ta1

2

however, the need for such persistence was much reduced. For

example, in faculty meetings, where consensus had to be reached, the
same qua11ty could well be seen as counter product1ve, and in extreme
cases, m1ght well generate considerable resentment among people who
believed, rightly or wrongly, that their own po1nts of v1eu had 11tt1e
chance of influencing final decisions. |
The first tentat1ve hypothes1s, then, states that to accomp]xsh
-a permanent major change in an educational program in a 11m?ted time
span, at least one single-minded, energet1c, comm1tted individual is
negded to iféitiate the change and to guide the revised program in Tts '

early years. It is highly likely that such a person will antagon1ze

some program personnel, but th1s is a necessary by- product of his or

- her” activity.

 If this hypothesis 1is tested in a wide variety of change.
s1tuat1ons, and found to ho]d the 1mportant question then becomes -
one of how to manage re]at1onsh1ps after the new or rev1sed program

is in p]ace. One. 1mportant avenue to exp1ore wou]d be the gradual,

\

'posﬁtjon_of'importance‘to,a much less imggrtant position in the

institution. This would-be a very difficult move for such a person‘
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A
The researcher has observed two such people in two separate 1nst1tut1ons 3

vac111ate when the t1me came to re11nqu1sh the1r 1eadersh1papos1t1ons
‘In both cases, th1s 1ed to qu1te 1mmoderate resentment from some |

co]]eagues, in- sp1te of the substant1a1 and 1ast1ng contr1but1ons made

'ear11er by the 1nnovators SR
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Hypothesis 2. The Critical Size Hypothesis

Uranium 235 is capab]e of producing enormous amounts of usable
energy. However, there are'prob1ems_in getting access to this energy.'
it insufficient U235 is available in onevpiece, the .neutrons respon-
sible for initiating the chain reactions whjch produée the ehergy
W111 d1ss1pate 1neffectua11y into, the surrounding air. On the other
hand, if it can be arranged fOr a quant1ty of U235 in excess of its
‘eritical mass' to. be assemblediat.one locatian, the'result is an
awasome exp]os1on s1m11ar to the one which destroyed Hiroshima in 1945,
Ideally, -the amount of U235 perm1tted to react is very carefu]]y con-
trolled by control rods 1n a reactor, so as to avo1d exp1051on but

still produce large quant4t1es of usab]e energy

It is the researcher s content1on that groups of faculty
members 1nvo]ved in running programs w1th1n teacher educat1on 1hstitua'

v t1ons may be seen as ana]ogues, a1be1t 1mperfect of . the above Auclear = Bt
f1ss1on mode1 , | ‘ 7 | |
In place of mass of u235s. are numbers of peop]e In p]ace
of the contro] rods in a nuc]ear reactor are the checls and balances
in the 1nst1tut1on s structure In p]ace 0 the product1on of nuc]ear x(
’energy is. some measure of human ‘energy. ‘-«' ;_ : f_‘;-'j.dfyf. e
It 15 therefore hypothes1zed that, 1n teacher educat1on ". .
' 1nst1tut1ohs. the match bdﬁween the s1ze of the faculty program groups B
"Qand the organ1zat1ona1 structure of the facu]ty 1s cruc1a1 to the
.jprOdUCt1VE funct1on1ng of tme 1ns§1tut1on . d‘ ., :
| Fo]]ow1ng the fu51oh ana]ogy a 11tt1e further, 1t 1s argued

o \ s
that very. sma]] 1nst1tut1ons may never reach cr1t1ca1 mass ( | '{’Ts\-" :
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sdfficient program group size) to becdme highly productive, no matter
what ordanizationa] structures they -adopt. |
| Very‘1arge prbgram groups, 1ike large nuclear reactors, require
very sophisticated contro] mechanisms and any ser1ous breakdown in
contro] may result in the groyp se]f destruct1ng W1th the release -
of large amounts of randomlm-d1rected, dnusable energ/n Small semi-
independent factions may form as a result. These are often too small
to beévery effective.h}This may explain the tendency for the formation
of small groups withinfrery large instétutions,nhich'SetAup potentiaﬁ]y
“excellent cildt programs that never get“Béyond‘the/pttoffstaée

. Montview Faculty of Educat1on 15 offered as an eanpre of an,

R

1nst1tut1on whose E]ementary Program group (compris1ng most of théx24
N facu]ty) is gresently 1n a. moderateﬂy we]l ba]anced cond1t1on It is

1arge enough to be product1ve, 1n terms of graduat1ng students who

«t

V"genera11y appear to be we]] rece1ved by - schoo1 boards, and 1n termSa
: @
of respond1ng to perce1ved needs'by produc1ng new. courses wh1ch f1t

within the bas1c structure of. the Elementary Program It is not,so

d']arge as- to be 1mposs1b1e{to organ1ze as a s1no1e forma] unlt Thewf

FATE
Ay R . @

ex1stence of 1nforma1 factions (d1scussed 1n Chapter 5 as Team A and
s5Team B) w1th1n the facu]ty mav point to the need for a rev1ew of
h facu]ty structure Indeed, a time of re]atwve stab111ty of facu]ty .
fidnumbers may be 1dea1 for the restructur1ng “ |
| - This 1eads§iota more“denera1 po1nt It is more des1rab1e to =ﬁh'w15'
' L adJust the systems of contro]s 1n an 1nst1tut1on befere a cr1s1s -

s1tuat1on deve]ops than to be forced to react after a cr1s1s occurs

’EAs\most teacher educat1on 1nst1tut1ons 1n Canada are now ina ‘no- growth
e

Vo . R
i

3 E



state (tf not actuaTJyATOSTng staff)vit would appear to:be‘desirable

«to reappra1se organizat1ona1 structures.which may have been 1nappro—3
. pr1ate ever since ‘the beg1nn1ng of the days of expans10n of teacher
educat1on ' h - o o B |

Any'changes wh1ch Tead to a more appropr1ate ba]ance between

size and structure, and thus a more Concerted attacg dﬂ organ1zat1ona1

godls, can.only be beneficial. for teacher educat10n
g }

:InteraCtion'of Issues'Identified ih»the'Stuggii

Ip severaT pTaces in the data and 1nterpretat1on chapters,_the
po1nt was made .that the issues d1scussed were. often 1nterre1ated Thus,, Vfd'*3
-.1f one aspect -of . the program is aTtered the effects m1ght be felt 1n

3
many ‘other aspects of the program A s1mp1e examp]e of th1s m1ght serve

/:

”to stress the 1mportance of this 1nterreTatedness In this examp]e

ot

_most of th effects are de31rable Th1s/may not aTways be the case

S The 1ssue of: student se]ect1on was one wh1ch attracted w1de, «a\\\

*

spread agreement on one’ po1nt Th1s was'that seTect1on shou]d be more ;"

-~str1ngent1y app11ed Suppose that th1s were to be done Some qf the

LR

'A'effects wou]d be as fo]10ws B "Tg, Lf f~"fdin'ﬁur‘f,“ tfi myf;‘» . v«i?

}‘ T There wou]d 1n1t1a1]v be fewer students in the Eddcatlon ;;f }:,j;

: FacuTty

0 2. There wou]d be a smaTTerf

¢

"‘\

Y ‘4 Unenthus1ast1c facu]ty adv1sors could thenefore belreleased



from supervision dbties énd the facu]ty's research and writing output
might rise.~"
5. The remaining advisors would be those who are enthusiastic
about supervisidn, so.fewer disenchanted st&dgnts might result, and
, feQer students might withdraw. |
| 6. The smalTer number of students would require fewer
cooperating teqchefs.
| 7. Fewer unwi]]ing<gooperat1ng téachers would then have fﬁ \
be used and the qua]ity'of the school experience might‘rise.
| 7a. Alternatively, all cooperating teéchers could be retained,
but a Fourth Year schoo] experience segment could be initiateds‘ '
8. University administration might respond to tﬂé}%nifﬁe]
drop in student numbers by cutting the number of faculty positions in
Education, _ '
8a. A]ternqtive]y, more students of better quality might be
attrdctedatgxaﬁ Education Faculty with high entry standards and again
exacerbate the workload situation. |
This chain cou1d Be'continuéa at.1ength. A nefwork witha
numbén of branching points may be a more meaningful way of representing
the potential futurés opened up by one such simple po]icy change:
Enough has been written to indicate the imporfance of a thoughtfu]
analysis of the possible implications.of any contempTafed‘éhange;

no matter how apparently straightforward.
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Reflections on the Methodology Used in the Study

Responsive Evaluation

Responstve eva]dation appears to be a particu]ar]vlappropriate
means of acquiring a broad understand1ng of an. educational program

The focus on issues shou]d Ehsure that aspects of the proqram
seen as important by the people involved in it emerg early in the
investigation. The stress placed on process,,ratherQ:haﬁ‘$<pduets,
forces the researcher td concentrate. his attention on day-to-day"

activities in ‘the program, rather than merely to examine lists of past

‘ aéhievements. + The emphasis on value pluralism continually reminds the

researcher that i{ is possible and 1eg1t1mate to take different va]ue

L

pos1t1ons on many issues.

Thevlack of statistical summaries of features of the program

may be a cause of concern to many readers, \lithodt reiterating Targe -

sections of Chapter 3, it may be worth once more statihg the
researcher S be11ef in the overwhe]dhng importance of extreme cases in
d1str1but1ons wh1ch describe humans or the resu]ts of human endeavor.
For examp]e the researcher wanted to go beyond the fact that a stated

percentage of students claimed that they had received 1ittle or no

help in professional growth from their advisors.:

Data

Some remarks about three of the types of data collected may be

~ pertinent. The use of the 'elite interviewing' technique (Dexter, 1970)

seemed to induce respondents to speak freely of their concerns about

the program, and of the areas with which they were satisfied. 'The

2/



researcher usually probed several particular areas during the inter-

| views, but th1s fitted within the framework of elite interviewing. It.'
was 1nterest1ng to note that several respondents spoke more freely

after the tape recorder had been su1tched off, even though the,
researcher was obviously taking notes.

The use of photography in Chapter 2 was justified in theg,
methodology section of‘the dissertation.‘ It is hoped that the photo-
graphs not only illustrate some aspects of the program more aptly than
could bald prose but a1so contribute to the readab111tv of the |
document. -

The researcher>was disappointed that economic,con31derations:
precluded a full-scale videotaped judicial eve]uatioh. However, the
modified jodjcial evafoation of micro-teaching,provided an opportunity
for tho opposed positions on the subject!to be canvassed.ss The comment
on the two caseskby a very'experienced exponent of micro-teaching from
the University of Alberta is a detailed summary of many of the argu-
ments for and aga1nst this technique, and could we]] form the bas1s of
a d1scu531on of what is done at Montview.

The 'for' and 'against' cases.thehSe]Ves might also he used as
a, form of specially prepéred referehtia1 adequacy material (Guha, 1978:
66, see Chapter 3 for more deta11)

One d1ff1cu]ty exper1enced bv the researcherv1n report1ng the
data and interpretations was his strong inclination to couch conc]uding
remarks to each section in n0rmat1vefterms. This tendency was
consciou$1y repressed:to fjt the'philoSOphy of Stake's model: '"He
promotes internal authorﬁtytrather‘than‘externa]'authority.....‘. I

T

q



emphasize the faci]jtator roTecmore than the deliverer of insights”
(Stake, 1975b:36,37). | -
A more mechqnical matter cohcerned'the format of reporcing

in the three issyes chapters; In each case, a short literacure'review
-preceded the data and interpretations section. The reasoh for. splitting
thev1iterature in this way was to re]ate;it more immedijately to the
relevant data;. An even more intimate 1link could-have been achie&ed:by
1nterweav1ng 11terature, data and interpretations._ This would have'the
disadvantage of eliminating the opportunity for readers to scan a]]
_the 11terature ahout one issue at one time. It would, however, throw
the relationship between 1iterature and data 1nto'sharper relief than
was the case hereﬁ | ‘
| The problem of subm1tt1ng a s1ng1e report on an 0rgan1zat1on
wh1ch is constantly chang1ng, might be compared with the problem
exper1enced by 'a press_photographer attempt1ng to represent a con-
tinuing event by_one or two still photographs, in time %o}go.fo;press.f
It fs quite.T%keﬁy that some parts of che program h111 haYe chanoed by
the time this study is(de]fvered to Montview. There appears.forbe’no‘
easy way‘to overcome this‘probTem The existence of an 1nternal
research group at Montview w1th p]ans to cont1nue to carry out research
on aspects of the program mav provide at 1east a part1a1 so]ut1on.

| The next sect1on 1nc1udes some genera] ang speC1f1c areas in -

-’

which research might w1th profit be carr1ed out.



Implications for Further Research

Any one of the issues examined might be used as an‘appropriate

" point of departure for a research program No attempt has been made

below to’ suggest research programs appropr1ate for a]] the issues

haddressed in the study

, ) ¢ ) ) .
Instead, some general comments about researchr1nto teacher

\educat1on are made and then a select1on of 1nterest1ng and s1gn1f1cant

lines of research is proposed. - - .

Teacher Education Research 7 .
Both‘Hopkins (1982) and Joyce (1981) stated that not enough |
was’knOwn’about teaCher education 'Joyce*(1981) recommendedvthat data

be co]]ected on 1nnovat1ve teacher educat1on programs to see wh1ch

: 1nnovat1ons are effect1ve and which are’ 1neffect1ve He d1d not

def1ne what he meant by effect1Ve, nor. how such research m1ght be
carr1ed out but the po1nt he made is c]ear He also argued that

at present not enough wasknown about educat1on and teacher preparat1on

to "formu]ate a_def1njte,‘1dea1 curriculum" (1b1d 15)- Coo1ey.(1982)

' argued that teacher‘edUCatOrs shoqu'concentrate‘on deve]oping‘a .

fdiSC1p11ne of'pedagogy,'but again’gaVe:Tittle'1ndication'of how this

might be done other than to suggest that d1SC1p11nary research was
1nappr0pr1ate for teacher educators ;»"f.7 S .

“A beg1nn1ng m1ght be made on such research by mak1ng an effort

‘to d1scover 1nst1tut1ons which cons1stent]v produced exce]]ent teachers

This wou]d then ra1se the problem of def1n1ng exce]]ent teachers

and some comprom1se def1n1t1on would have to be agreed upon. Further ;



groups of inst#tutions-producing‘averagefand poor;teachers would need

_to be 1dent1f1ed - ?\ - ' .

| After the groups of 1nst1tut1ons had been 1dent1f1ed a deta11ed
'scrut1ny of the1r character1st1cs cou]d be carr1ed out. Th1s might ‘
prove to be an area for cooperat1on between natura11st1c and quantlta-
t1ve researchers Features exam1ned wou]d need to 1nc1ude size of
the 1nst1tut1ons, qua11f1cat1ons of facu]t1es, faculty att1tudes to

¢ bl
. se]ected educat1ona1 1ssues, se]ect1on and monitoring procedures for

;
students, compostt1on of programs, ]ength of t1me spent on teach1ng
pract1ce, d1str1but1on of ‘time spent on teach1ng pract1ce, methods used'
to promote the 1ntegrat1on pf theory with pract1ce, techn1ques used -by
cooperat1ng teachers and advxsors, asses;ﬁent procedures used in
courses,'unanfm1ty concern1ng goals among facu]ty members,and‘many

more. Features suggested by facu]ty members, students and cooperating
teachers as 1mportant shou]d also be 1nc1uded :

., A pattern of character1st1cs which d1scr1m1nated between
1nst1tut1ons produc1ng good -and poor teachers. may or may not emerge
If 1t d1d the next" v1ta] step would be to 1dent1fy one of the ' poor
1nst1tut1ons whose facu]ty members students and cooperatlng teachers
were prepared toQEXperxment w1th changes to the1r programs (W1]]1ng-
ness to change may be a further var1ab1e to be examwned 1n the preced1ng ‘
| Only 1f such exper1mentat1on 1mproved the qua11ty of the

- graduates of the program cou]d the. researchers conc]ude that thev had

. probab]y 1dent1f1ed a v1ab1e method of 1mprov1ng teacher educat1on

Th1s sort of research wou]d be very cost]y, very t1me consum1ng, but



potentially very‘VaTuabTe.

Specific Research

e

The.longitudinal‘research beinp planned:at Montview is of~
great interest. It s pTanneq to follow a cohort of students through e
: the1r programs, w1th accord1ng to one respondent (3, facuTty member),.
spec1a1 attent1on given to 'border11ne students. It woqu poss1b1y
be 1nstruct1ve to foTTow the cohort as Tong as poss1b]e 1nto their
teaching careers, part1cu1ar1y in the Tight of the statement by Katz.
(1970) that some teachers take up to five years to ach1eve the h1ghest
~stage of profess1ona1 deVeTopment The 1mp11cat1ons of the f1nd1ngs
'“.of the cohort' styTe of research on seTect1on and mon1tor1ng of o \
students dur1ng tra1n1ng coqu be profound ‘ L
The work of Wadd (1982) is provocat1ve enough to warrant o
-further research. If educat1ona1 theory can never work ' as he
claims, many . parts of the current curr1cuTa in teacher educat1on
~1nst1tut1ons are of dub1ous merit. Any research 1nto Uadd s c1a1m"
shoqu take account of the recent work of Joyce and Showers (1982)‘
'on coach1ng Th1s may counter much of wadd S argument and be abTe
lto prov1de some of W%dd S contextuaT theory dur1ng 1n1t1aT training.
The whole concept of theory pract1ce 1ntegrat1on deserves .
cToser attent1on In part1cuTar, the actual integrative mechan1sm
in the student requ1res c]ar1f1cat1on o
To concTude WTth a rather: sens1t1ve research area the quest1on -
‘of the most: des1rab1e comb1nat1on of 1nte1119ence and personallty type {vja o
.’}for tra1n1ng as teachers 1s of 1nterest If the work of Heath (1977) B

and Lewth (]982) is comb1ned (see Chapter 6) and the-assumpt1on that.. .-



immature teachers‘are likely to be 1neffect1ve is accepted, selection
of moderate]y intelligent extroverts shou]d improve the qua11ty of
~ thf teaching force over a period of t1me Apart from the pract1ca1
' -problems of ‘candidates 1earn1ng to fake extrpversion onftests-and ih ‘
| -interviewss'the ethical question;of selécting candidates_on the basts

o perSonality‘j;aits is fraught with problems.

N

Personal StatementAabout'the Montview Practicum

‘

As\ment1oned above, 1t was frustrat}ng being unab]e to make
normat1ve statements about aspects of the Montv1ew Practwcum in the
" data chapters Rt was equa]]y difficult to avo1d mak1ng Judgementa]
j.comments throughou ‘the d1ssertat1on ~Uhat fol]ows is a brief attempt

to. outline some’ of mx\be11efs about the Elementary Practlcum at

T

: VMontv1ew
H I teach at an Austra]ian uﬁi ‘rstty with about the Same‘totai
number of students as Montv1ew, a]tho.gh many of them are off -campus -
ﬁastudents OQur own- Pract1cum is d//te 1nnovat1ve, espec1a]1y 1n its

efforts to a]]ow for progress(ue exposure to teachlng situations. We

have, however noth1ng 11ke the Montv1ew Pre- 1nternsh1p Year w1th the .

k opportun1ty ava11ab1e to 1ntegrate everything that happens’ 1n that year.

Nor do we have as extended a perlod in schools as is. now the norm 1n

S

277

Canadian un1vers1t1es I be11eve that both these features are a source‘x‘

- of great strength in the Montv1ew program

2

My own source of b1as as- a teacher educator is a’ strong 11k1ng

for f1e1d superv1s1on, but I cam:and do apprec1ate the desperate need

: for more and better research on teacher educat1on



"'teachers, contr1bute ‘to a climate w1th1n Montvi

If a g]oba] comment - is of any S1gn¢f1can€§ at ali, L beltgle
that the Montview Elementary Practicum s very we]] des1gned and is a
maJor 1nf1uence.1n the product1on‘at Monﬂy1eu of very competent--
teachers I suspect.that the Specia] InternshipVSemfhar’ combined
w1th the good re]at1onsh1ps wh1ch ex1st between facu]ty members and ° -

choo]s in whach

the competent qraduates may grow to become re 1ect1ve teachers in the°
Ze1chner (1980b)-sense [ was certa1n1y amaze b, the 1eve] of d1s-

,cu551on and argument of many of the teachers I met in “the schoo]s and

‘. .
« . ‘ :
(;/7' ‘ ‘ " T “

. Use of the . Report R .

elsewhere.- |

. With regard to th1s report, 1 very much appreC1ated the |
dopportun1ty to carry out the study and I am espejgajly gratefu] for y'
the a551stance offered and fr1end11ness exh1b1ted by a]most evervone
to whom 1 spoke oo C Q :

I\strongly be11eve that there 1s cons1derab1e potent151 ut111ty

B /

for the: facu]ty'1n th1s report The potent1a1 may or may not be A

8 .

‘rea11zed ~ A comment by House is apt

Nhat if the eva]uator feeds in 1mpart1a1 reports ref]ect1ng all ‘}*
interests, and some interests are continually ignored? . :
~ To that degree, the radical cr1t1cs of 1iberalism are correct.
Power really decides the issues, and the evaluation,is on]y R
vcosmet1c (House, 1980: 187) Sk R -

*

Wh11e I do not be11eve th1s to be the case at Montv1ew, I suspect that
»there 15 11m1ted sympathy w1th natura11st1c works such as th1s the

One techn1que for us1ng this type of document was ment1oned

- in Chapter 1 It 1nvolves us1ng sma]] aud1ence 51gn1f1cant segments

,of the report as d1scuss1on papers »That k1nd of»useuled-to_a group o
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of school teachers with initial ﬁisgivings,about a report like this

becoming aware of its petentiaT value. (Fon more detai]s;.see Batesﬁp'

AR

11981:72, 73, ) |
May I express the hope that the Montv1ew Facu]ty of Educat1on
| w111 continue to grow and déVe]op 1n research, teach1ng, superv1s10n ;

and serv1ce, and become more w1de1y recogn1zed as a p]ace where events

\
of cons1derab1e s1gn1f1cance for teacher educat1on take 5T"ce
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Some‘Comments on the Elémentary Practicum Eva]uation

.May I first thank all those people whose cooperation has made the task
of data gathering much less arduous than I anticipated. Many people
have put themselves to quite confiderable inconvenience in the middle
of very busy schedules to talk to me, provide copies of papers, etc.
and take me. to schools to interview school personnel. I have appreci-
ated this very much. .
The approach I have taken is modelled on Robert Stake's Responsive

,Evaluation. Thus an attempt has been made to

(i) orient inquiries more diréctly to progfam activities than
program intents, .
(ii) respond to organization members' perceptions of significant
issues. : : :
“(iii) be aware of different value perspectives present, both in
: collecting data and reporting on the program.

In the report, there will probably be less statistics than many people
have learned to expect in evaluation reports. Stake himself refers to
this aspect of responsive evaluation as the sacrifice of some accuracy
for an increase in relevance. Nevertheless, vigorous-attempts have _
been made to increase the trustworthiness of the data wherever possible.
Access to many sources and types of data has allowed triangulation to
be carried out in many cases. . \ ’
Some other comments made by Stake may be useful as an advance organizer
for the final report which should be available by late May or June,
1983. : .

"I 1ike the evaluator more in the role of civil servant than of
civil philosopher. llhen you hire an evaluator, you aren't hiring

a person who has a great deal of wisdom about your problems. . . .
It's much more 1ikely that whatever truths, whatever solutions

there are, exist in the minds of the people running the program,
those participating is-the program, those patrons of the program. .
The evaluator . . . is making his greatest contributicn I think,
wien he is helping people discover ideas, answers, solutions, -
within their own minds. . . . He promotes internal authority 3
‘rather than external authority. . . . I emphasize the facilitator

role more than the deliverer of inSights.”

"We need .to portray complexity, to convey holistic impressions,
the mood, even the mystery of the experience. The program staff
may be uncertain and the audiences should feel that uncertainty.

: . More ambiguity, rather than less may be needed in our
reports." , T ' L
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[ have cefta1n]y found a wealth of insights and ideas about the program
as well as plenty of complexity and ambiguity among the seventy plus

respondents interviewed so far.

The dilemma now facing me is to produce a docUment which will be at

~once useful to the faculty and other program participants and also
acceptable as a dissertation by my University of Alberta committee.

Thank you again for your friendly ass1stance and encouragement - Best

wishes to a]] for Chr1stmas ‘and the New Year. _ o

Barrie T. Dickie |

° ézb
"
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June 21, 1982

~Mr. Barrie Dickie o .
146 Michener Park - , » ,
Edmonton, Alberta .
T6H 4M4

Dear Barrie: -

The enclosed materials will provide you with a. rongh idea of what we -
are doing at Montview University as far -as Internsh1p exper1ences and
teacher involvement is concerned :

“In the event you wish to attend our. September -19- 24 Internsh1p Sen1nar
please so indicate by returning the app11cat1on I don't know if
Professor _mentioned expenses, but while at the Seminar. the .
Faculty of Education will pay your lodging and meals and provide
transportat1on to the Seminar s1te and back to Montv1ew

Best w1shes for an eventful . journey to Vancouver and Europe We hope
to see you in Montv1ew September 11th S . C

’Sincefely

e o Coordinator

304
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146 Michener Park
- Edmonton, Alta.
Canada T6H 4M4

Dear Dr. oy

Thank you very much for sending the information and app11cat1on forms Sy
for the pre-practicum seminar. I've returned the latter with this
letter. -

[ would be very 1nterested in having a detailed look .at how the system
works between September 16th and about Christmas. 1 met

“over here and she mentioned that you had discussed an eva]uat1on of

the practicum for some time. If this still interests the organizing
group, I would like to take a respons1ve evaluation approach as Stake
used the term in-1975. Many of the issues are raised in papers you
sent across; you may wish to 1dent1fv others, an 0uts1der 1ike myse]f
may notice others .

“If this is acceptable, I wou]d appreciate the chance to meet some of

the organizers before the September 19th. seminar begins. I Teave for .

Europe August 12 and return September 11th. I hope to arrive in

Montview about September 15th/16th, and will contact you as soon as
possible after that.. If you prefer we could meet before August 12th.
My phone here is 434-6820. I look forward to meet1ng you and f1nd1ng
out more about ‘the Montview 1nternsh1p p

|

Yours sincerely,

‘Barrie T,'Dickfe‘f'
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MEMORANDUM OF AGREEMENT

" Between: The Faculty of Education, Montview University and ‘Barrie T.
‘Dickie _ ‘ ‘
INVITATION :

The researcher is invitéd by the faculty to conduct a survey of the
faculty of education, its relationship with other institutions, the
professional community of members of the faculty and the students :
within the facu]ty of -education. L v Y

The specific focus of the survey is the extended pract1cum as exper1- ‘

enced by elementary teachers in training.

THE RESEARCHER

Barrie T. Dickie, doctoral student Un1ver51ty of A]berta, senior
lecturer, Deakin Un1vers1ty, Austra11a

SURVEY REPORT -

‘ The researcher. agrees w1th1n the 1imits of t1me and resources. ava11ab]e

to present a report on ‘the survey to the faculty by July 1st, 1983,
A k] 1 contain summaries of the data generated and identify -
es which have arisgh.during the duration of. the report_

N

with the faculty. The researcher recognizes.that he must

e conf1dent1a11ty of certain information. ‘held by the faculty -
pccepts that access to such 1nformat1on shall be adgud1cated
Bn of the facu]ty ‘ v

N,

>

- 3 persons or groups whose perspect1ves seem re]evant to the -
dFs of the survey, to accept representations from such persons:or.

fation of the faculty in any of|its facets (e.g. by class-

“the opinion of the persons ‘concerned do not unreasonably: d1srupt the
-,work of faculty members, students or a m1n1strators

”;All 1nformat1on and. observat1ons col]ected by the researcher w111 be

handled in accordance w1th the pr1nc1p1es of procedure attached to th1s

'memorandum
. e

;tood that the facqu“w111 make ava11ab1e to the researcher
Bcords. and information are nedessary for him to discharge his -

Bhind to observe with the prior agreement of the persons concerned

fon, attendance at meetings, etc.) where such. observat1ons in

308

-”ther understood that the researcher w111 be: perm1tted to 1nter-
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RESOURCES

Resources for the collection of 1nformataon and the preparation of the
report will be provided in the first-place by the researcher. A copy
of the report will be made ava11ab1e by the researcher for the facu]ty

DISTRIBUTION

The pr1mary audience for the report sha]] be the members of the facu]ty
“and its community, and the faculty shall have the right to copy and.
d1str1bute the report to members of 1ts commun1ty

The report, or mater1als from the report may, with the approva] of
faculty, bé made available for publication by the researcher as par
of his program of research and 1nstruct1on
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PRINCIPLES OF PROCEDURE

1.. GENERAL

“No members of- the faculty, school svstems or student body have e
privileged access to -the: interview records and transcripts generated
by the ‘researcher. - ‘ T

No members of the faculty, student body or related'organ1zat1ons have
any power of veto over the content of the report, although a request
for restricted d1str1but1on w111 be honored, if made.. :

Correspondencé},commun1cat1on, records and data are conf1dent1a1 to T
the researcher.

2. 'DISINTEREST‘ |

The report 15 intended- to represent. the 1ssues as perce1ved by ‘those -
in and around the faculty, and to give an account of those -issues which
- 1s fair, accurate and relevant and accepted as such sy those whose

~ views are represented in the report :

3. ACCESS 'REPRESENTATION AND'ACCEPTANCE

- The researcher will seek on]y reasonab1e access to data sources, t
conf1ntng his attent1on to 1ssues relevant to the purposes of. the survey

Those approached by the. researchers to- g1ve the1r views should fee] )
free to d1scuss any matters they believe’'to be re]evant to the purposes
of the survey A1l conversat1ons w111 be regarded as pr1v11eged

Hhere poss1b1e, mater1a1s der1ved from such conversat1ons or observa— f
tions will be .checked with participants for fairness, re]evance and
accuracy and may be amended to comp]v w1th these cr1ter1a,,l'»:

~Interviews, conversat:ons, meet1ngs and wr1tten exchanges between the
- researcher and respondents will not be regarded as off the record: but.
those involved are free, both before and after, to restrict aspects or
parts of such exchanges on the basis. that they w1sh to correct or- '
- 1mprove the1r statements o , BN : :
."-Hhen deta11ed 1nformat1on reveals the 1dent1ty of - the sources and
_ where it seems possible that" negat1ve consequences for 1nd1v1duals
~may result from such identification specific clearance (on- the bas1s
- of fairness, accuracy and relevance) will be sought from those '
' 1nd1v1duals ] I v g
’_"‘Once mater1als has been accepted by part1c1pants as fair, accurate and
' relevant 1t may be 1ncorporated 1nto the. f1na1|aeport W1thout amendment

\".‘

PRV
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PUBLICATION AND ANONYMITY

The confidentiality of materials and-the anonymity of individuals will,
as far ds is possible, be protected by the researcher who will seek

the advice of the faculty regarding the confidentiality and anonymity
of participants, having regard to the criteria of fairness, relevance
and accuracy. Should further publication of materials from the survey
be contemplated, the facu]ty has the right to request s1m11ar anonym1ty
for itself.

AGREEMENT TO PRINCIPLES OF PROCEDURE

By engaging in th1s survey, the facu]ty and the researcher agree to
abide by these principles of procedure.

LB
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CONSENT FORM

You have been ﬁequested to assist Mr, Barrie Dickie to carry out a
responsive evaluation of the elementary. pract1cum at Montview
University. .

Any informatijon or comment that you are willing to provide will be
regarded as. pr1v11eged and vou may request that it not be attributed
to you if used in the final report.

Every effort will be made to maintain the anonymity of the source of
any information which might prove damaging to the informant. Vhere
any doubt exists, the informant will be approached by the researcher
for final clearance on the basis of fairness, accuracy, relevance and
anonymity before the report is comp]eted

" . Having read and understood the above information, I hereby agree to

~assist in the project under the above conditions.

~ SIGNATURE _

NAME - PLEASE PRINT

4

POSITION __

R
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APPENDIX 6

EXAMPLE OF A PARTICIPANT OBSERVER'S PERSPECTIVE GIVEN
TO MONTVIEN RESPONDENTS AS A GUIDE

314
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TCITY-1971 EVALUATION REPORT: A PARTICIPANT OBSERVER'S PERSPECTIVE

As my part in the eva]uat1on of TCITY [a gifted children's summer
program] I was a participant observer. I was a member of the Wilder-
ness Leadership class and was involved in the guidance of other classes
on canoe and camping trips. Having had a fair amount of previous
camping experience I was able to observe carefully the learning
experiences of other students.

It is apparent to me that students want to learn. . At TCITY, teachers
provided the opportunity for an interesting learning experience.
Students took the initiative, and "away she goes".

Students will learn, even.under adverse conditions. On one occasion
after a nearly s]eep]ess night under a non-rainproof shelter, a friend,
came to sit-out the rain under my dry shelter. He was in low spirits

and explained to me that he was not learning what he wanted to. He

‘said that he was learning what was wrong, but not what was r1ght But

'/ we figured out his teachers were not trying to teach him what was

right. They were not trying to teach him the answers—they were -
trying to teach him the questions.. And even though he said he didn't
want to, he was 1earn1ng They kept putt1ng him in situations where

he wou]d learn.

‘1 believe the Wilderness Leadership class was a very successfu] one.
The students could have been taught more than they were,' and they could ~
have learned more than they did. But they enjoyed it, even with
adverse conditions, and learned about handling themselves and others
in the outdoors. Lots of time was spent not being students, just
»be1ng themse]ves It seemed they learned just as well that way.

One of the 1mportant reasons for the success of the class was the
freedom given the students: the freedom to choose whether or not &0

go to class or—in this class—which trips to go on. With the amount
of “involvenient that was asked, a trip almost every week, it would have
been easy for the students to reJect it. But it was their choice, and
they were glad to do it. .

The important th1ng in-all the Institute classes I worked with was the:
‘atmosphere that influenced students' attitudes. The atmosphere at
TCITY was one that encouraged the student to Tearn because he wanted

~ to, not because he had to ~

: The basic element of th1s atmosphere was freedom: freedom of movement
in.and out of the classroom, and freedom of choice of subject material.
IAt TCITY I saw students moving, choosing, 1earn1ng

Ben Stake, ‘Student
University High School
Urbana, I11inois
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PARTICIPANT OBSERVER'S PERSPECTIVE: |
o

The Montview University internship program has many strengths and
weaknesses., I have attended this university for the full term of my
degree in education and therefore have been involved with the student
teaching practices from my first year. I must express that_the

early classroom invalvement advocated at Montview Universit%\is an
“excellent "sifting" device; by this I mean that the first and. second
year students-see teaching from the "inside" very early. Many students
are- then fated head on with their present chosen career and, those

that find it distasteful drop out an an early stage.

More specifically, internship allows the student teacher to see and
experience many things that teachers normally do not experience until
they, themselves are actually out in the field teaching. As a specific
example, the student teacher is involved in the actual setting up of
the classroom.as the year begins; here the student teacher can view -
the. procedures that may take them years of tr1a1 and error to estab-
1ish alone. To strengthen this observation I heard many comments
from principals and long time teachers refering to how lucky we are
to have a-trial run at th1ngs that thev had to establish over the
years on their own.. .
The 1nternsh1p experwence allows the student teacher to rea11st1ca11y
-apply and evaluate the skills they learned in theory and isolation in
. the university classes. The question of "What really'works in the
-classroom?" is something that the student teacher begins to evaluate.
As well, the student teacher realizes that there are no “r1ght” .
answers to problems and that some.of the theories learned in univer-
sity are not infallible; a,very“en1ightening experience, ’

With adequate and meaningful feedback the student .teacher realizes
their own areas of strength and weakness with relation to classroom
teach1ng This is a valuable process which helped me to réalize. that
a teacher constantly analyzes his/herself’in order to improve
commun1cat1on sk1]1s w1th relation to- h1s/her students

Unfortunate]y, the s1tuat1on of adequate and mean1ngfu1 feedback is
not always realized. From my experwence and various fellow students
the lack of meaningful feedback is the situation. Feedback is to . ..
come from the cooperating teacher and the intern's adv1sorg Many
cooperating teachers feel threatened or overwhelmed by the feedback
procedures and intern stipulations that they are provided with from
the university. Consequently, they -either ignore them or adhere to

- them full force which makes the 1nternsh1p unrea11st1ca11y demanding

as the expectat1ons de11neated in the teacher S handbook a;e very

'h1gh and comp]ex S -

~ So, the ball ends up in lhe adv1sor s court, SO to speak. The feed— .
back offered from my perspnal advisor was very relevant and benef1c1a]
to me. But as I understand it, thatis not always the case I have

317
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been informed of s1tuat1ons where the advisor showed up to observe one
particular intern once and informed her that she was doing fine and
that 'she (the advisor) would not be out to observe her again.

My points in the preceding two paragraphs are simply that:
1. a very complex combination of expectations are outlined for
the student teacher and that
2. these expectations are carried out 1ncons1stent1y as some
- teachers often ignore them and others adhere to them.
3. .the advisor's role in the student tégching exper1ence is
important and may be inadequate.

Personally I feel that the expectat1ons for the intern should be

summarized and condensed into a digestible form for the benefit of

both the teacher and the intern. The feedback procedures should also

be somewhat standardized and simplified so that they would be carried

out for the benefit of the intern. A]so the advisor should be out

~in the classroom week]y or bi-weekly -to assure that these procedures
are app11ed : _

Finally, the most complex. experience of the interpship is the relation-
ship between the cooperating teacher and the intern. In spite of the
so-called "professionalism" of this re]at1onsh1p, there are very often-
personal differences. These differences can weigh very heavily on
either the intern or the cooperating teacher. And, in some spec1f1c
instances that I know of, this relationship was instrumental in

causing some 1nterns to 1eave the program and never return to teaching.

This persona1 re]at1onsh1p is a very comp]ex issue. Everyone has
different philosophies and, if an intern is paired with.a cooperat1ng
teacher that has a very different philosophy tham they, the going can
be extremely rough. This is a very complex issue that must be handled .
head on. The internship seminar is one way of establishing a good
reldtionship but I feel that some sort of personal compatibility test
should determine whether certain interns and cooperating teachers are

“suited to work1ng together in such an ”mnt1mate" re]at1onsh1p before theﬁ

placement is made. - - SR . 1ﬂl:.

In summary these are: my 1mpress1ons from my exper1ence 1ntern1ng and

from experiencés of fellow students. I realize that' some of my "

. suggestions would be difficult to adm1ntster but. they are ‘some. of the
'log1ca] solutions -that’.come to my m1nd ~On. the_whole, the: 1nternsh1p

" -experience.is very intensive and many 1earn1ngs resu1t from it;: these Vi:ﬁ

ﬂ,]earn1ngs are both positive ‘and negative, Persona]]y the most *
‘»1mportant things: that I learned from. 1nternsh1p ‘are that 1 have such

_“’a lot more to learn in teaching and that the challenge of this. .

:“flearn1ng coupled with thestudents in the c1assroom are the two'th1ngs '

"T'gfthat make me: want to pursue this career. -

[ A
T TR |
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PARTICIPANT OBSERVER'S PERSPECTIVE: 2

" "I'm currently ending ”sémester 2" of my year. Last semester is ’

slightly blurry at this point, but perhaps clearer in some philosophical
aspects. ' ' : - ’

My experience in the introductory education practicum involved 7%
day(%) sessions in a public elementary grade six/five class. It is
important to state that the school is situated in a low income -
district of Montview. A few (2 or 3) children in the.class- had
emotional/social disabilities (mainly of delinquency). These children
were "slow Tearners" and gradually were being integrated into “"normal"
classrooms.

" The practicum was designed ﬁYimari]y to be one of observational
experience. My own experience, however, did involve some teaching. ‘
I also indicated interest.in teaching because I was eager to see what .-

it was like!

- The students were keen and receptive to teaching. I roted that the
. students must be-kept actively involved with activity-type learning
. experiences. 'I provided some demonstrations in my lessons which.
‘reably captivated their interest.. I was very impressed with their
overall eagerness to participate by asking questions, helping myself
or the regular teacher. The classroom had quite well defined rules;
and students were seated in the traditional manner. I felt this
- arrapgement may have been somewhat restrictive to their naturally -
inquisitive-natures. ’ :

The more students were given positive encouragement/reinforcement,
" the better they responded, whether it was in question periods or
while they did seatwork. The students seemed to require a_lot of
 prodding/nagqging to ‘get their homework assignments completed.

From these obgervations I feel children must be given adequate guidance
in Tearning; not pressure to Tearn. Children have potential for many. -
modes of .thought, and this potential should be encouraged .and nurtured
by ‘the teacher. ' ' : o :

As T discussed with you earlier, I query whether some young univer- -
sity students (18-19- yrs of age).should be so readilv accepted into

the faculty of Education with no previous arts/science or working
background. I found many of my co-students to be quite immature in =
many of their thinking and coping patterns. They did not seem to ‘
‘realize or consider the meaning of the teaching learning process, nor

- did they seem to possess the necessary confidence in themsélves to o
adequately use "their self" in teaching children. -However, the '
experience of Ed-Gen 126 certainly.provides an excellent opportunity
to observe the realities of teaching and working in educationa]
‘atmospheres. * ' o o SRR



- Our class professor ' -, .was definitely an asset to the class.

She allowed.-for expression and d1scuss1on of key. issues in education

~~in the class periods, as well as supplement1ng the students with
‘theories and trends of . educat1on She was more than likely an .
excellent supervisor to the: students dur1ng the1r pract1cum, providing

- object1ve adv1ce and suggest1ons

.:]EI feeT students keen on pursudt of a teach1ng career must be . adequateTy
o screened on"three levels: . R _

o .1 .academic ;i=u~i_f ' e
_~2;- personal - : ' o

'f*3. profess1ona1 ab1T1ty (potent1a1)

R

.j'" It may be benef1c1a1 to be more r1g1d regardwng entrance requ1rements, :
-+ .asking perhaps for at least one year of arts and”science before
-+ entrance .to the Faculty is considered. There is certa1n1y no. demand

-;f (job- wise) for teachers so.there Should: be nothing wrong: w1th screen1ng
.f;students more carefu]]y and havtng fewer numbers graduate

) /‘4.S1nce my exper1ence in Ed Gen 126 I hdve met more students 1n Educa-
’ . 'tion, but at higher levels, some’gfaduating this year. Frankly, some
- of. them scare me silly that they will be imparting their narrow and -
©L jmmature- knowledge on students Many of them do not strive academi- |

' cally, just barely passing, There are of course; - a few students who.
C wil) make exceTTent teachers: ‘It is a very:self- or1ented personal .

< profession, if is very important tnerefore to be ip touch with that
'jv”seTf" doing “the teach1ng R R

‘ B
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I coqu ramb]e on and on for months about th1sl 1 hope these commentS'

~-have beern of some’ value to you, 1. have. put qu1te some thought 1nto

: what I have sa1d, wr1t1ng at 1ntervaTs o o

. Thank you aga1n for your 1nterest PTease Tet me Pnow what you th1nk
,of my comments s o I , :

11
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PARTICIPANT OBSERVER'S_PERSPECTIVE: 3

My impressions and observations of the past year still induce many
emotional responses, some pleasant ang some not so pleasant. In the

- following, I hope that I can rise above the emotion and explain as

obJect1ve1y@as can what the past year has meant to me both pro-
fessionally and persona]]y

'As you know, many of us had mixed feelings about’ the second year of the'

programme. Anxiety levels were generally high for various reasons.

For myself, I know this was a result of a beavy workload and a constant
pressure to perform (i.e. a day rarely went by when.we did .not write a

test, teach a lesson or g1ve a prasentation). The pace, particularly .

dur1ng the six week blocks in the fijrst semester was hectic. There:

was too much to be done and t00 much mater1a1 to asswm11ate in such

a short time. : :

Some anx1ety also resu]ted from a lack of commun1cat1on between facu]ty
and students®. In particular, I am thinking of several classes where
‘the teacher's objectives and expectations were not clearly defined.

Many times, students were left asking two question: (1) what am I
getting out of this class?-and (2) what am I-supposed to be getting

- out of this class? Because there were no answers to these questions
(in some cases, they were never voiced or even consciously realized),
the result was a large number of frustrated people setting their own
goals and expectat1ons and be1ng d1sappo1nted by what actually
occurred : : _

1 th1nk I was also somewhat fr1ghtened and pressured by the fact that‘
many of those six week methods classes provided.me with the only
forma11zed tra1n1ng I theoretically need: before 1 .am-qualified to

* teach. This isa frightening: prospect as I'don't feel prepared to
teach §n severa] of the subject areas.” At this point, T am-hoping -
that the teaching methods and strategies I Tearned: from EdGen226 will
compensate for any - 1ack of know]edge I‘may have ' .

\dIt is. d1ff1cu1t even. at th1s t]me to. Eeparate the content presented_ :

in our methods c]asses with the way it was presented and the person -
or péersons who presented it. To a certa1n extent each of the classes
had strengths and weaknesses because of -a number. of factors. The

“'those where positive teaching methods and-. strateg1es were. employed.
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o classes which 1 feel have prepared me the best for what lies ahead are

" The Tinks to our EdGen material were direct: and seeing the things we,_" .

. were 1earn1ng in EdGen actually- practiced by our profs was worth:-a

“dozen. Tectures. Unfortunate]y, for reasons. I can"t begin to guess at,
this tie between EdGen and othet classes was rarely utilized. I say
it was unfortunate becauge I myse]f saw it as-a powerful teaching -
‘tool, one which I benefited greatly. from.” Perhaps this" speaks

-;?strong1y for the. teach1ng too]s wh1ch have been presented to us through :f‘;7?
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[

The lab time that I :.spent in conjunction with EdGen226 was extremely
worthwhile but then I was fortunate to work with.a lab instructor-

~and with fellow students who were wondarfully supportive, helpful and

- encouraging. I was also fortunate to have my advisor as my lab

instructor for not only were we able to form a relationship ‘'on campus, -
but this continued to grow off campus in the school. Many individuals.
did not have this opportunity and this has contributed to the inability-
of many of the advisor/advisee/cooperating teacher relationships to- =~ -
work effectively. " o o - T

It would seem that another major difficulty with this relationship .
has been caused in part by a lack of funds within the faculty. Because -
there isn‘t the money to hire people to fulfill the advisor role, many
individuals who are not committed or don't have time to be committed
to the development of the students are forced into the role of advisor.
They rarely if ‘ever-'see their advisees teach in_the lab’ situation, v
- rarely - go to the school to watch the advisee teach, are not practiced -
in the techniques of giving feedback and consequently are not effec-
tive as advisors. From the perspective of ah individual who has
benefited enormously from the adyisee/advisor relationship, I would -
say that this is an integral part’of the second year program in getting
" the _theory learned into practice. It deserves more attention than it
s now receiving. - ' ' : L o :

For myself, the experience of :being in the schools once a week through -

- - the year and then for a two.week block at the end worked well. During
“.the year, it was good to work on things gradually, step by step. By .
the time the two week block was at hand, I felt fairly comfortable =~
-with the stidents, the c]aserOm'slorganization,ahdxthgigenEra]=struc-",

- ture of activities. The major difficulties I encountered with this = -
arrangement included the fact: that being out one day a week did not -
allow me to get a grasp of where many of the students were.in terms of = * -
their strengths and weaknesses. Also, although we'were told at the "=~ "
-university to concentrate .on the teaching methods and- strategies we

. were learning and to try to disregard the ‘content material in ‘our

lessons as much as possible, it was'difficult to do so realistically. =~
There sometimes needed to be better communications between the =~ - .
© university and the cooperating teachers. In some cases the cooperating = -
‘teacher had far different expectations of the ‘students than-the faculty :
at the university had and whenﬂthe_adesor/ad*isee/c00perating_teacherj_l-
‘relationship was not workinafeffectiVe]y;?thereTWQreiterrfble results.

i (I am-speaking generally herel This did not occur in my case.)
- My"two week block was a positive growing period .ant I am grateful for s
~the support my coop and advisor gave me. They helped @¥ to face both.

-my- strengths and weaknesses with confidence and a cons¥® ctive attitude. =

At this time, I was able to become better acquainted with the students = =

and was able to grasp the continuity of the teaching/learn#g process. . -~ .

- 1 look forward to Internship in’the fall. Then I will no doubt learn .-
- "Just how well the past.year has prepared me for teaching. -, =~ =
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BIOGRAPHICAL DATA ON THE RESEARCHER |

! ©

Experience in Teacher Education Institutions as a Student

A

14

Trained Secondary Teachers' Certificate: 'Secondary Teachérs'_Co]]ege
: ' MeTbourne, 1960°

Diploma of Education: = |  University of Melbourne 1967

Later Study
Bachelor of Education: ’ ~ University of Melbourne 1973

Master of Education: University of Melbourne 1979 ,

Teaching Experience

A. In Schoois:

Twelve years in E]émentary and High Schools

B, In Teacher Education Institutions:

Nine years inaTeachers' College which became a State College
which became a School of Education at a university.

One year teaching an evening up-grading course for teachers.
"Two semesters teaching a practicum-related course in a Canadian

university. "

OtHer Relevant Information

Extensive teaching. practice supervision carried out both as cooperating
teacher during employment in schools and as faculty advisor during
service in the teacher education institutions. )



