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e o . -Abstract - ®

‘ The purpose of this study was to investigate the 'j__
meaning which experienced teachers attributed to ' peer
1coaching Usiné:fﬁconceptual fraﬁework of symbolic_ﬁ
interactionism and qualitative methodology, the researcher

hﬁ;‘conducted a naturalistic investigation over a<five-month

period. The focus of the study was three elementary school”
'teachers who were part of a staff which undertook to observe
and conference one another on a regular basis.‘ Each ‘of - the'<'
"focus teachers and the majority of the staff had - been
preViously involved in their district's Teacher
Effeotiveness Program ‘which utilized the Joyce and Showers' o
’1nservice model to transfer instructional skills and | h
‘classroom management strategies to the classroom. , 1:
This case stud; developed the bioﬁraphies of the key
teachers and portrayed both the school context and the -
;Teacher EffectiveneSs Program which provided their initial
1deas of what‘peer coaching-involved ' These influenees
helped define the situatibn from the participant'&
”perspective.‘ An analysis of.the teachers' interactions as
-they negotiatea\goals and attempted to accommodate their
peer s conferencing and teaching styles revealed the’
meanings they gave to peer coaching |
The data revealed common elements in the teachers'-

\ameanings. These were categorized as\dimensions,'components,'-



and factors of peer coaching; afCOnceptualvmodel‘wasv;
developed'to'depict theik inter-relationships. The meaning

of peer coaching was unique to each teacher, yet revealed a
4

common pattern.' The teachers felt that peer coaching was an
[
evolving phenomenon., An interactive dimension and*an

emotional dimension were central and:pervasive to their
experiences. Peer coaching was seen to have variods
components which had special meaning for the teachers.
Theséiwere identified as technical collegial personal _
practical, and professional. Although eacﬁrof the teaCherS‘
.acknowledged the presence of these components, personal ﬂ_‘
beliefs appeared to account for individual emphases. |
Certain contextual factors were also observed to affect

v

vthe teachers' meanings. These were the role of the }“

12

-
1

principal ‘the selection of coaching partners, the prov1s1on

of inservice training, time-cost considerati/)s, and the
"cyclical arrangement of the. peer coaching program. ’ '

_ The study concludes w1th working hypotheses generated\'
“from the data,‘and with recommendatipns for both school- and

:district-based personnel.i

vi-vi»-i
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CHAPTER ONE
gy

_ INTRODUCTION
) -

Although one genera%ay thinks of a teacher educator as

a univer51ty professor working with student teachers during
their preservice period, in ny capacity as @ school
' pr1nc1pal I aiso think of myself as a teacher educator who‘
:.works with teachers during the- inservice period of their |

‘careers,. During the past twelve years I have become
increasingly involved with professional development‘both‘
for individuals and for groups of teachers.

The need for various forms of continuing teacher‘i)

' inserv1ce, both for beginning and experienced teachers, hasb
tbeen well documented (Everett-Turner, 1985; Fullan, 1982,
'Lortie, 1975; Newberry, 1979 Ryan, 1970‘&?980 Veenman,
1984) Lortie (1975) re ers to the sink-or-swim situation'
fvfaced by many teachers in their first assignments. Fullan
(1982) frequently portrays images of beginning and v
fexperienced/teachers who feel isolated and cut off from
their peers by the cellular organization of schools. It[is
a common pattern experienced by virtually all of us who i.“
h have tangg in the public schools of . this nation. |
: InserVice education provides one vehicle for breaking

-down the barriers to communication - for bringing teachers

together 80 that they can interact both as professionals

P



and asvpersons-in-relation {(Hunt, 1978). The potential of
v inservice education for professional development is w1dely
laccepted.v In 1984,‘the Report of the Organization for
v .
“Economic Cooperation and Development stated.'
‘Several member cquntries were virtually uUnanimous in
- recommending that a very high priority shouild be
‘given to the expansion and improvement of inservice
.training as an investment in the future quality of
the teaching force.' (p.1) - o
on the other hand, the great potential which inservice
education appears to offer teachers is frequently not
“realized, as Wood and Thompson t1980)'have indicated‘

Most staff development programs are irrelevant and
. ineffective - a waste of money. (p 374)

Pansegrau (1984) concluded that teachers often attend
‘formal inservice sessions for social reasons rather than
: with professional training expectations. It is-in more
,informal activities where teachers learn skills which will
transfer to the classroom. Research has repeatedly
:demonstrated that large, one-shot inservice sessions have‘
,little impact on. what a teaoher does in the classroom “
~~(Bents and Howey, 1981, Burrello and Orbaugh 1982, Sparks,
. _.l§v1983) e R -
., As an administrator trapped in a pattern'of inservice f
‘education imposed by provincial and district officials, I o
‘ “found it difficult to analyze what was happeging or to L

} é&plore innovative alternatives.. I felt frustrated by the

- lack of continuity between inservice SeSSionS, by the_.

14



absence of follow-up,'and by the obvious lack of transfer
of skills into the ‘classroom. I sensed these things
1ntuitive1y.' During the past year I. have had an " _
'opportunity to reflect on my experiences and to put nmy
‘“scattered thoughts and- intuitions into the context of

-current research and the literature in this field

&

‘Since the mid 1970 s there has been an increasingly
',articulate analysis of how professional development can be
«improved. A recurring theme which seems to hold potential
~ for enabling teachers to continue their professional
development is interaction and. coﬂlaboration among teaching

peers. Several writers have suggested that the |

"collaborative proces% should be utilized at all stages of

teacher development- Fullan (inpf, in analyzing why very

'few educational innovations wvere uécessful concluded

. that' .. - . B T o

Collegiality among teachers asﬁaalsured by the
frequency of communication, mutual support, help,

- etc., was a strong indicator of implementation e
success in virtually every -research study on the
topic....There is no getting around the primacy of

. personal contact. Teachers need to participate in
skill-training workshops, but they also need to have -
one~-to-one and group opportunities . to receive and

give help and more simply to .converss out ‘the .
meaning of change.. (p. 121) e s

[ Little (1982 p- 339) investigated di ferences

between successful and unsuccessful schools and observed

that "staff development appears to have the greatest f‘

A}

~w
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prospects qu influence where there is a prevailing norm of

: collegiality."‘ _ 4 y
Joyce and Showers (1983) studied the problem of.gt,b

transferring inservice skills to the classroom, and |

~suggested that a follow—up component which they termed

coaching, ‘was missing from unsuccessful inserVice projects.'~

‘Coaching seems to incorporate many of the collegial aspects
of p ofessional development seen in the literature. |
There is a steadily growing body of literature which
suggests the effectiveness of coaching in bringing about
'skill transfer (Baker, 1983° Bennett 1987, Fullan, 1982;
‘”Gant,_l985,bJoyce and Showers, 198;~ Licklider 1986 Odd%é
and Anderson, 1986).. However, to date,.only limited
;researCh,has been'done on the effects of peer coaching on

‘the participants. That’is the purpose of this research.
"Purpose of the Sthay',.‘

The purpose of this study is to. describe the meaning
which three teachers gave to the experience of peer
coaching. The original intent of the research project was
to study two teachers, but changing circumstances resultedf
in the inclusion of a third teacher._'I’became a. -
k,participant observer with two experienced elementary
(teachers at. a time, in a peer coaching arrangement during’a"
s_‘five-month period. Utilizing the conceptual framework of

L}

‘symbolic interaction (Blumer, 1969) and methodology



associated with the naturalistic paradigm (Guba, 1981), I
investigated the meanings which the ongoing interactionlof
peer coaching ‘had for the participants. This study takes
”into consideration the ;act that the context for these
teachers includes a school staff which was involved in a.
peer coaching project and in a school district where there :

is a highly organized highly visible Teacher Effectiveness

'ifProgram [TEP] The review of the related literature has

the added effect of creating a reference base against which |
‘the working hypotheses generated in this . study may be

‘: compared. Figure 1 is an attempt to’ symbolize the holistic
“perspective of this study by representing how a pair of
peer coaches—represents social inferaction within two
.,layers of context which have developed from- models

described in the related literature. =

A Case Studyl;

‘ Bogdan‘and Biklen (1982, p 58) describe a case: study

-as a "detailed examination of one setting.", This ~study -

'constitutes a case study of three ‘women who are experienced Lo

elementary teachers and who are involved in peer coaching.-l"
In order to avoid confusion, the reader should realize thatd
this study began as a study of two teachers who were :i»:
’coaching peers. After approximately six’weeks Qf data i
collection they formed{new partnerships.‘~mhe teacher who *
opted out of the focal study agreed to continue *at"'
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iy
arm's-length' Consequently, lt ‘is a study of three
teachers each of whom had two partners.

| Stake (1978 p 3) argues that case studles are often'

preferable in educatlon because they may be .

‘°‘"epistemologically 1n harmony with the reader s

experience"- It is my hope that this case study w1ll
‘present an account of peer coaching whlch is not only
credible, dependable, and confirmable, but whlch also.v
;enables other readers to 1mag1ne themselVes 1n this

isituation.

FIGURE 1
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% Project Overview' Relation of coaching pair_:-
to contexts and the. related literature.
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‘School Staff”peer;coachiﬁg'Contekt

Teacher
' peer ..

A % ':coaching
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o Conceptual Framework

- A conceptual framework of symbolic interactionism g
(Blumer, 1969) was s;lected for this research project
.-becausé‘it offered a perspective for analyzing the
development of meaning which occurs between individuals who
. are. engaged in social interaction. The'study.of evolving
«meaning in peer coaching_seemed to.require a”systematic
approach which offered a comprehensive perspective of the
: various elements people bring to a’ situation, hcw these

i
welements affect the way- people act and react and how

ifmeaning emerges as-a consequence. Such a theoretical
:framework needs to take into account both internal and :
.external elements and be compatible with naturalistic I
research. Symbolic interactionism seems to meet these

criteria.; It is important to note that I regard symbolic

interactionism as a framework which guides data collection '

<

.yhjand analy51s. I diad not adopt it as a theory which -

,necessarily precluded the use of other models or. ideas.‘
' which aided the collection, description, or analysis of the
data. ' | |

'ThedNaturaliStic Paradigm'and‘Qualitative\Methodology‘
LA naturalistic research paradigm which can accommodate

a symbolic 1nteractionist framework and qualitative

;methodologvaas selected for this research project.,

AR
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Naturalistic is a term used by Guba (1981) to 1dentify a

research paradigm used to investigate naturally cccurring

; social phenomena. Some writers (Bogdan and Biklen, 1982)

would call this form of research qualitative, others ‘would

reftr to it as ﬂnterpretative (Duignan, 1981), and still

’, others would suggest it is a form of. ethnography modified

for a short -term application in an educational setting
One important characteristic of naturalistic research

is that researchers acknowledge thei interdependence With

| the people who are the focus of“the investigation. They
_accept that multiple realities exist and they are open to

'all of them. They recognize the uniqueness of the

phenomenon being studied yet believe that the value 1n
describing and analyzing this casezcomes from its
similarity to other situations with which readers may be
familiar. Deep, rich qualitative data which permit - the
researchers and readers to identify with the key informants
in their setting are considered critical Researchers
attempt to describe meaning from the perspective of their_‘
informants and, as such, they represent the key data-

gathering instruments. While an approach to naturalistic

_research can be articulated the course which events w111

take cannot nor do the researchers attempt to control
them. Hence, researchers of social phenomena must be

prepared to record the natural flow of events.n.'
' (



R Delimitations and'Defin‘ition‘s_

The focus of this peer coaching study ‘was three
experi/nced teachers in a public elementary school in a
) suburb of the city of Edmonton, Alberta, Canada.,;~
Experienced teachers, for the purpose of this study,
were defined as teachers who have taught for ‘more than
_three years after certification. " |
.Peer coaching refers. to a mutual arrangement between

“two or more teachers in which Teaoher.'A' enters the

classroom of Teacher 'B’ “to observe that colleague teach

S generally for fifteen to thirty minutes. During this

':period the observer (Teacher A) makes a- record of the
interactionslbetween the teacher and students. Teacher ‘hf
then retires to analyze the data for examples of ‘ |
*1nstructional or class-management~skills which the coaching.
‘-pair have previously agreed to monitor.. Following this
.analysis, the observer holds a conference with the teacher,

; citing'examples of when the teacher successfully_used the _
_skill(s). tThe coaching‘peer initiates a diScussion for the
purpose of raiSing the teacher s conscious awareness of the:
evuse of a skill. More sophistocated conferences would
vattempt to expand the teacher 8 repertoire by generating
alternate uses of -a skill, and.to enhance,'refine,~or ' R
v expahd the teacher's use of a skill, Each peer coaching c.f

'se551on involves observ1ng instruction, analyzing the data

.
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_'collected and conferencing the teacher. -The chle is

L complete when,~in the next session, the teachers switch

.roles. A significant feature of peer coaching is. the fact

that the participants enjoy equal status, hence, peer

coacHing is not supposed to be associated Wlth formal o

supervision or evaluation.‘

o /;/Vf iPreliminary Questions"f
~ The central question of this study was' What is the

meaning of peer coaching for experienced teachers°'

o

‘In order to answer this question the investigator Mw;_;;mé;

r.,anticipated that’ the follow1ng related questions which grew

out of the symbolic interactionist framework would have to
be addressed | o o _ |
:1 Which elements constitute a. definition of thé .
situation for participants in peer coaching°.‘ |
’ '2 How do the participants interpret the definitions
‘of their peers in the,peer coaching context’
| 3 How did the teachers accommodate one another in the

,-joint lines of action represented by their peer

interaction?
' $ignificance of thé study .

In these days of reduced budgets, many educational

. programs are coming under increased scrutiny“ The programs

-~

”which tend to maintain funding are those whose expenditures



| 1
' caﬁ be justified "The | data from this’study'could prove .
useful #n gﬁswering questions. concerning the value of the

. TEP to teachers 1n the Edmonton Public School District.

o Every teacher has the experience of being a beginnin&

.

’teacher for a limited period of his/her professional

career. The fact that this study investigates the impact

4;'of peer coaching on the professional and personal‘;ives of

experienced teachers makes its implications relevant to the |

majority of the teaching force. ';‘silﬁ__,» i: IR
This study prov1des a description of a peer coaching

experience With Whlfh it is hoped teachers will identify

As a case study, it could provide teachers with insights

'into their past or future involvement with peer coaching

Also, both the study and the recommendations could serve as

s -

a useful resource for inservice educators considering the

_use of peer - coaching ds a form of professional development.
The - data ana1y319vhas generated working hypotheses and

a model which may encourage the development of grounded

g theory (Glaser and Strauss,'1967) and serve to support or

C‘refute the findings of other researchers.» .

Thl$ study is important because it investigates a,

' phenomenon which is increasingly common in teaching but

which has received limited systematic study. It also

:'.employs a ‘qualitative methodology which has_nOt been'

generally used to investigate‘studies;of;teacher

5

' effectiveness and peer coaching.

DU e
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The recommendations may prompt Edmonton Public School

Board administrators to re-examine the role of the: Teacher

J'Effectivenessbprogram, first ‘as it relates to training
‘jteachers to'coach, and secondly, as it relates to the

district's responsibility to support school—based boachingt

g

-, Ohe certain benefiCiary of this study has been the

researcher.. This study will enable me to- explore ways to

'encourage teachers to help ‘one another profeSSionally. Itv

- has taught ﬂhﬁ‘kills which will help break down the

barriers of isolation which separate teachers and’ which

.prevent them'from sharing not only their professional

‘expertise, but also their personal support and concern fo\v

colleagues.
Organization of the Dissertation

This dissertationgconsists;ofiseven chaptersL;FChapter

2 provides a review‘of the current literature'on peer‘

,coaching and attempts to frame it in both an inserVice and

‘a professional development context.' Chapter 3 combines an -

examination of the symbolic interactionist framework which

guided the. investigation with the naturalistic paradigm

which subsumed it. This chapter also includes a
”];description of the methodological procedures used for .

_identifying the subjects, gaining entry, collecting data,

and analyzing it The data are presented in both chapters 4




and 5. Chapter 4 describes the elements which canstitute_

‘the definitions oé the three key informag}s, it also

_includes descriptions of Forest Grove School and. the

Teacher Effectiveness Program. Chapter 5. addresses lines'

of action which emerged from the data concernigg the
vinﬁeractions of the teachers in peer coaching Chapter 6
‘prov1des an analysis of the data based on the descriptions-

‘of the prev1ous two chapters. A model of peﬁr coaching

which eﬁerged from the analysis represents one of several

'working hypotheses which this analysis generates. Chapter
_7 summarizes the conclusions implicit in the analysis of
:data. From these conclusions, the research/; identified

.implications and made recommendations for school- and

district-based personnel The chapter concludes with

A]

.personal reflections on the suitability of the theoretical

S

‘ framework and naturalistic research.
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' CHAPTER TWO

. A'REVIEW OF THE LITERATURE AND RESEARCH

Thegterm“peer coaching is an evolved term with both a

long and a short history, It has a long history because

teachers have been,helping’other teachers improve'since the | =
'dawnvof their profesSion. It has a short'history because

the term is a relatively recent one, only appea ng.in the

literature in this decade. This review of the related
literature and research on peer coaching attempts-to show
that its roots 1ie in professional and staff development
that currently there are both specific and generlc ‘
applications of peer coaching, and that helpful guldelines
arevavailable_for those consideringgits use.

su

Professional Development Roots =

-

In the 1970 s and early 1980 s, many educators and
researchers turned to the problémiof inserv1ce education.
They attempted to answer why, despite large commitments of-
time and money, there appeared to be little significant
improvement in public education. This period of v
inveetigation produced a number of 1mportant guidelines ford

)t‘

effective inservice education _and, hence, profess1onal

,development. These guidelines seemed to encompass thev_ .
, A g

C14



‘accumulated wisdom‘and knowledge‘from'three related fields.
' of education: adult learning, educational change, and
1nserv1ce education. Fullan s (1982) book Ih__nggn;ng_gg
Educational Change attempted to relate these three areas
of investigation ‘and explain not only why educational
-change is so difficult to achieve, but also what factors
significantly affect change. ,A,central:themeiof this
comprehensive!textVis'that people-and their'subjective
_realities will ultimately determine the fate of proposed
changes.‘ Hence, as 1nnovations move from” the initiation
stage through the implementation stage, those who will be

"affected must be involved in ways which allow them to

understand_the changevand adapt it to their own situation.

v?Or‘educational change- to occur,.teachers.must believe in

N

it, feel ownershipVOf it, and be supported through
Jimplementation to the point of internalization.‘ It is

espec1ally in this support stage where change_theory v L g

relates to peer . coaching.
Thompson (1985) has completed a literature review of

adult learning and combined it with a similar one_for

L . T .
1nserv1ce education. She points out that°

1. Adults haveia need to be self- directed. .
2. Adults come to any learning experience with a
wide range of previous experiences, knowledge, N
skills, interests and competence.. . N
o 3. Adults will learn; retain and use’ what they o '
~"perceive to be relevant to their personal and -~ -
proféssional needs. ‘ _
4. Adults need collegiality rather than criticism'
from their inservice leaders. _

- . - B
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5. Adult’ learning is ego-involved.‘
‘6. Adults will resist learning situations which-
they believe are an attack on their competence. -
7. Adults have a need to integrate their present
learnigg. with past experience. (%g.e 9y

'Lawrence (1974) was one of the first educators to ‘
articulate guidelines for inservice programs. Many others
followed (Burrello and Orbaugh, 1982, Cohnors, 1982; ‘
Griffin, 1983; Hruska, l978;‘Wood and Thompson; 1980).

. Thompson 8 (1985) synthesis is worth noting Effective

‘ .

'inservice should.

1. Allow for active teacher, involvement in
shaping the content and structure of the program.
'~ 2. Allow teachers to interact by sharing and
assisting each other.
. 3. Provide for individual differences in the
adults who attend. '
4. Develop competencies by demonstration in real
or simulated settings most closely resembling the
~ conditions under: which the program will be
. implemented. -
) 5. Have leaders who are credible in the eyes of
the participants. R
‘6. Incorporate the elements of demonstration,, '
‘supe sed trials and feedback; do not expect
teachérs to store up ideas and practices for future
. use. g
7. Be delivered at the local level whenever s O

possible. : '
8. Be systematically p%énned and,conducted.
9. Be cyclical, sustained and ongoing rather
than one-shot activities.
10. Be collaborative %n design, delivery, and
evaluation.
1l. Be supported by adequate allocations of time
“and resources. ..
12. Receive administrative support at both the -
building and district level. : _
'13. Be regularly and continuously evaluated\
against the objectives established by the program.
‘ : (pp 10 15)
4
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_an underlying theme in adult learning, change theory,

e

.and inservice guidelines, is that . professional development

"‘ involves teachers interacting with other professionals_over

an extended period in ways which are,meaningful,‘
comfortable, and'purposeful. 'Glatthorn (l987),vin a recent
agticle, suggests cooperative professional development as .
:an inclusive term which may be used to refer to
peer-oriented systems. He identifies ‘five such systems
}which are presently being utilized for professional growth'
professional dialogue, curriculum development, peer
'supervision, action reséarch and . peer coaching ) Although
all have a common collaborat&ve approach to professional
development, each has unique features which distinguish it.
 Glatthorn's article is useful because it helps to |
differentiate among peer activities, some of which could be
confused with peer coaching.

The Power of'Pegrsi5; _
T Peer coaching still had not emerged gs a form of
professional development when the major thrust to improve

" ins

ice” education was being made.' However, these studies
bro ght to light»two conclusions which may'have.been
critical factors for the evolution of peer COaching -One
was the powerful influence of colleagues in teaching, the - -

: second was the difficulty of transferring new skills to. the

qclassroom.
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experience, supplemented by collﬁgial influence *bas a mdi%é“

. e
important source of pedagogical kﬁpwledge than formal R

training in institutions. 'Asva%'hflbékupwto his study'

‘inservice education (Lawrence, 191f;f'
(1978) argued ‘that peer support s§‘ :
S of" inservice education. Theyaarranged teachers-into small
groups which they tegied peer panels to serve as informal -
support groups ‘and to be. vehicles for the continuing

-n,professional development of members.. Berman and . McLaqulin

(1978), investigating factors affecting educational change -

for the Rand CQrporation, stated that "peers were- generally

e counsellors when

CTame to adV151ng

‘implementors-to-be ‘about ems they could expect,

suggesting ways to. remedy them, and encouraging new project '

~ .staff that 'they can do it"‘ (p- 42) “ Flanders (1930), who
7"investigated the state of professional devgiopment for the

‘.British Columbia Teachers' Federation, reported that ‘

: teachers described professional workshops as a smorgasbord
which had variety put lacked continuity. ' They alleged that
. university training was uselegg and colleagues were their

‘main source of help ‘ Flanders recommended thattthe‘

teaching profession "resist techno—rational control and

assert the centrality of student-teacner relationships" o

(p 24) in order to. make meaning out of the teaching .‘

. a '

e
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- professiond For him, that implied that professional

'SuPportive conditions.' ,.}p; A

t

' development should focus on programs of teacher research

v and interpersonal discussions.‘

. In 1982 Little reported the results of®her
ethnographic study of successful and unsuccessful schools.
At a time when there was considerable\lnterest in learning
"%ow to make schools more”successful Little made two kay -

%«“..’
observations"the school ‘as a professional unit appeared to

.have a powerful influence on its teachers, staff

development appeared to have the greatest prospects for '
influence where there is a prevailing norm of collegiality S
(pp 338-339). These observations underlined the importance'
for staff development of interactions among teachgrs within

their own school - Her use of the term. staff development

~ rather than inservice, may ‘be an ndication that. Little,

like Lieberman (1978), believes there is a subtle but

;_significantly different connotation to these terms.
L Lieberman argues that staff development is concerned with o
'the effect of the school staff on an individual teacher ”?).

f“over an. extended period of time. ‘She rejects the idea of

y \ “&

,giving'workshops or courses to- teachers in isolation from
: _their peers and the school staff development, for
Lieberman, involves working with at least a portion of the

-'entire staff over a 1ong time pericd with the necessary

. N " @ : e
c . o “\. . . - . T “ 55,;3



AThs‘influence of peers on teacher development has been
iwell established. Here at the University of Alberta, o
studies by Millikan (1979) and Carruthers (1986) have
supported the contention thaggpeers are the primary source‘
rof influence in teaching for both experienced and. novice

: teachers.

Ihe Superyisiog Eonnection. Although Little (1982)

indicated that there was potentii?.for*staff development ’
through collegiality within the workplace, Lortie s (1 )
,_vision of isolated teachers Jin. cellular organizations iééll
seems ‘to: be the norm in many schools today. He suggests
Vthat part of the reason why each new teacher must begin ;i
afresh is that teaching lacks a technology’_ ocial‘i‘zationy‘.
t‘into teaching, according to Lortie, consists of a |
combination of personal exp rience and collegial influence.
"Yet once accomplished teachers often withdraw into their
rooms where - they give a higher priority to classroom |
-activitiesmthan to school development. Rather than seeing
‘_peers as supportive and ego-boosting, some teachers may see
'them as- interruptions which cut into class productivity
Such individualism-among teachers,j&ortie suggests, isiﬂf'
\congruent with the usual recruitment socialization, é@dbgi
career rewards of teaching (p 212)

Although there is little joy for teachers in

Hindividual self-assessment Lortie found- that assessment in
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* % the form of superv1s1on by superordinates is also viewed as,

~

z ., P
s W

threatening (p 250) - Blumberg (1980) expanded on this

indicates that nearly seventy per cen ‘of teachere

"perceived superVision as often potentially dangerous"_U‘

"(p.2) Blunberg 's book examines the nature of the human.
relationship that exists between supervisors and. teachers.-
'Based on his research and experience, Blumberg concludes’
that from a teacher s perspective, much of what passes for

_;supervision/{n schools is a waste of time.. He 1ikens the

h situation to a cold war in which neither side trusts the
other, yet each is convinced of the correctness‘of his/her
-own ' p051tion. In his book, Blumberg explores ‘ways in which
fsuperVision could have a pos1tive impact on teachers and
education. A key idea whic&gemerges is that supervision
should be seen as interpersonal intervention in which the
superVisorvand teacher engage in "reciprocal feedback and
self-disclosure"y(p.198); By rejecting the‘notion‘of
'vevaluation\in supervision, he'discounts‘the involVenent of
principals‘who_have a summative'function.tosperfornm7;He,‘

- looks to peer?oriented supervisory arrangements, yet
wonders if the school.culture will support,such an

"}i innovation. Although Blumberg‘states that there isva need'

“for superv151on if. 1t is defined as "giving and’ receiving

‘,{help regarding the performance of .teaching" (p. 18), he is

’-unclear about who can- effectively perform this task

I

,{/

TN
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Blumberg views clinical superv1sion as "mechanistic and
‘ritualistic" (p 191), but he acknowledges that it has the
potential to- develop into a form which emphaSizes more open
fcommunication and trusting relationships.ﬁﬁp |

i ' Alfonso (1977),‘as if anticipating Blumberg s.
yquestion, suggegts that peer supervi51on Will work 1f
'supervision fs viewed as "a- process of observation,
analysis, and feedback" (p 595) Alfonso suggests thatv

,peer supervision, defined in this way) does not really

| tninvolve teachers in many of the activities traditionally e

ﬁassociated with supervision. Instead it is a .
'narrowly-defined form‘which is'"highly personal clinically
evaluative, and;classroomsbased"-(ibid) Alfonso .
‘;identifies both limitations to tﬁ% 1mpact of peer
supervisio€ ‘and potential benefits. "He points out that
'schools ara_not normally organized to permit peers to .
:”supervise ongganother., Hence peer superviSidn is llkely
to be uncoordinated and- unrelated to, school goals for’
instructional impnbvement. 'Yetvpeer superViSion promlses '
to increase the number of 1nterpersonal contacts fd? EBhe *
purpose of improv1ng instruction, ﬁ% 01rculate the valuable
gxperience which qplleagues possess, and to encourage
increased problem sharing. Alfonso;believes that_peer
supervision can: -

++. help breed & new sense of respon51bility among
teachers, a responsibility both to help one!' s
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colleagues and to enlist the aid and analysis of. .

others in 1mproving one's own instruction._ {(p-»601)

Whereas Alfonso neglected to suggest any particular
technique for peer superv151on, Withall and ‘Wood (1979)
chose to adapt the conference format advanced by proponents
“of clinical superv1sion. WithalI and Wood argue that by
letting the teacher control the conference focus. and by
'adopting a systematic observation cycle, ‘some of/thé

Al

anxiety which teachers experienceéﬁith supervisi;yaﬂill'be
: re‘moved - The J.nfluence of. clinicawpervision s also -

reflected 1n the human resources ‘approach to supervisio
. S

;advocated by Sergiovanni and Starratt (1983) and in the
7writings of Goldsberry (1984) ' One of the appealing _
features of =linical superVision for some educators appears

- to’ be its provi31on of a technical component which Lortie_ ’-

-

(1975) - felt.thj teaching profession lacked. Peer clinical
SupeerSlon has the appearance, of being systematic and it

uses a technical language.

‘ The influence of clinical supervision can be seen in .
- the five forms of superVisory conference described by
.Hunter (1980). These conference styles,'called A B c, D,
vand E, are based on four generalizations* |

1. Supervisory conferences have two discrete
functions: formative and summative.
: 2. A supervisory conference, like a lesson,
»should have a primary purpose. - oo

-The same principles of - learning apply to .

teachers as to students.

4. Teaching is a performance - -and can best be
improved through an analysis of behaviour. (pp.2-3)



“Hunter refers to all of the types as instructional
'conferences, but“each has a slightly different objective.
aThe 'A' conference is intended to prov1de teachers with ‘

| specific examples of their successful use of a new teaching
skill in the classroom. The’ 'B' conference-goes a step
further by generating, in additfon to' the p051t1ve |
féedback alternatives to the effective teacher behav1ours?

*

. The 'C' conference 1s slightly more complex because the

~',teacher and observer seek to’ find solutions to ‘'some aspect

of the.leSSOn WItththh the teacher is not satisfied.e‘The_.
Cape conference requires the observer: to 1dent1fy and . label
a less/effective part of the lesson,‘then the teacher : ‘
ﬁselects from generated alternatives a behavaour which he or: ?fy
lshe plans to use. The '‘E! conference is 1ntended to
promote continuing profes31onal growth 1n.teachers whose
excellence 1n teaching is already recogn1a/99

Although Hunter (1986) recommends elimlnating
'pre-observation conferences, she suggests that a planningv
:conference replace them. The s1m11arit1es between Hunter s*iﬂ
instructional conferences and those of ‘clinical superv151on

are quite striking. Both advocatexa prior discussion of

the SRills to be‘observed a claﬁsrqpm observation period

-an analysis of teaching behavio;”b
¢

: mutual involvement of teacher and observer, and a

I ﬂ a

predictable cycle of j01nt act1v1t1es. The connectlon

»ﬁn a conference, the

betweeh supervision and peeﬁécoaching is p0551bly nowhere

e



more eVident than in the use of Hunter 8 instructional
conferences by teachers involved in peer coaching These
conference styleS‘were used by teachers'in‘the’two-year
study reported by Grimmett et al'(l9855, and in wOlfe's
.’(1983) study.; The instructional processes consultants of
the Edmonton Public School Board regularly employ Hunter'

'A' and 'B' conference styles with teachers enrolled in

thiir ?eacher Effectiveness. Program. This example does not

'ein olve peers coaching peers, however, in follow—up
sché%l-based programs, teachers regularly utilize Hunter

. conferences.
W—-’/ ‘\ .

It is worth noting that Hunter's instructional
conferences are often used in conjunction;withiherg
‘"instructional theorv into practice" program'(Hunter,

' ':1982) This program identifies prinCiples of teaching as
‘well as instructional skills and strategies which are
o intended~te—prov1de teachers with a systematic approach to
'instruction. Hunter's program and modifications of it,
"»such as Cummings (1985), appear to provide the content for
many of the current teacher effectiveness programs with
"% fwhich peer coaching is assoc1ated.
ﬁfThe Emergence of Coaching
| A second major concluSion to emerge from the era of

studies on inservice was that transferringfnew skills_f

. learned by teachers to the classroom was much more '

\

SN
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Adifficult and complex than anyone expected. Joyce is one, o
educational researcher whose interest in ‘the problems of
inservice education goes back more than-a decade. - In 1978,
Howey and Joyce conducted an extensive surveypofpinservice"a
education in the United States. It.confirmed‘that teacher~
inservice education was "not in the best of health" (p. 206)
and offered an . analysis of the problems. One of many.
observations these authors made was that "inservice is4
-u1timate1y personal/interpersonal" (p 211) Joyce

_continued to investigate the inservice enigma and in
A‘Z.association.with Showers, they hypothesized that a possible
‘solution to the transfer problem lay in what they termed _ |
"coaching"V(Joyce and Showers, 1980, p. 380)

4 However, coaching as just a part of the total
| picture. J;yce and Showers developed their working
hypotheses after two years study of accumulated research on
.the ability of<§eachers to acquire teaching skills and
strategies. In their analysis, they distinguished between

, learning new skills and "fine tuning" (p. 380) present ones.”

5.'.Not unexpectedly, they found that it was con51derably

. easier to 1mprove old skills than learn new ones. They
also made distinctions in the extent to which learning
affected the learner. In a manner reminiscent of Hall et ‘
al's-(l975) levels of use, they identified four levels of
impact. "The lowestvlevel _awareness, 1nd1cated that the
teacher possesses cognitive knowledge of the subject. _Thel

}
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second'level hreferred to as concepts and'organized Do
'knawledge, implies enough familiarity‘with the concepts to

~ be. able to discuss them intelligently and to manipulate

them. At level three, princ1ples and-skills,-the teacher

.lS capable of uSing the knowledge for action}'but cannot
apply 1t in unique s1tuations. ' This becomes possible'in_

level four, called application and problem solving. At -“s
‘this level, tpé teacher ‘has fully integrated the new: :
knowledge and understégds the implications of the :

,fpr1n01p1es to the extent that he/she can adapt them to

':various classroom 51tuation§@

B

Having 1dent1fied two purposes of training and four

'levels of learning, Joyce -and Showers (1980) described five

- - -

major components of training

1. Presentation of theory or description of ski.l
or strategy:
- 2. Modeling or demonstration of skills or models
of teaching;
" 3. Practice 'in’ simulated a d classroom settings.
4. Structured and open-ended feedback (p ovision
of information about performance); - g :
' 54 Coaching for application (hands-on, TN
in-classroom assistance with the tranéfer of skills
and strategies to the- classroom) (p 380)

‘Joyce and Showers felt their research indicated that the
'lmore of these components which were; included in :faining
‘se551ons, the higher the probability that transf r would
- occur. Although a small percentage of teachers who are

v‘given theory only may apply 1t the power of the training

’
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components lies in combining and Sequencing them. Joyce'
fz”"-:'.,and Showers write:

, When the other training comp ents are used in

% combination, the levels of ifffactrare considerable .

“ for most teachers up through the skill level... If'
‘consistent feedback is provided with classroom
practice, a good: many, but not all, will transfer
their skills into he teaching situation. For many,

. however, direct coaching on how to apply the new

‘“,skills and models appears to be necessary. (ibid,

- p-384).. , _

i A recent meta—analysis by Bennett (1987) reported that o
coaching in the classroom resulted in effect 51zes which
were 1.3 standard deViations ‘higher. than when coaching was
not provided. 'Bennett also investigated the relatlonship
of coaching to the other components of inserVice. His

f ' study suggested that. o o . ‘*(
Although the inclusion of ' Theory, Demonstration,
Practice, and Feedback in the training programs
produce meaningful transfer, the inclusion of these
components made 3 meaningful difference, in the
teachers' acquisition of attitudes, knowledge, and
skill. It seems combining these training components
with coaching results in meaningful transfer. :
“(pp.119- 120) ' . 2
Joyce and Showers claimed that coaching for |

application invelved working with teachers to analyze the .

lesson content examining the-methods of instruction

_intended' and making plans to help students adapt to the

new skills. Furthermore, they indicated ‘that coaching could
W be provided by anyone familiar with the innovation-

supervisors, peers, princ1pals, or 1nserv1ce trainers.'
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This original formulation of coaching as one component
of 1nserV1ce training appears to have been the base from _'.
‘_which later‘refinements and elaborations have evolved. In -
1980, when Joyce attended a Conference on Inservice held at

a

the University of Alberta,_he expounded on his mo%fl of an’
1nserv1ce @:‘:Ld wﬁ*ﬁh related the five training components

to the four levels of impact. He also emphasized the need
for training both in the preservice and inservice education

r

of teachers- o - ;wa

& .
J‘l . ,,', .

It is cruc1a1 that an environment be created which

is suff1c1ently supportive to maintain the teacher

until she is able to .add;the new strategy to his

repert01re. ‘This really means that every teacher

. needs to be an expert coach._ (p 3)

It is 1mportant to note that although»teachers_.
coaching other teachers was implicit in the writings of
Joyce and Showers, at .this point the focus was clearly on
.coaching as-an‘additional aspect of inservice training
'which anyone knowledgeable in a particular skill could use

to fa01litate transfer of skills.

The Evqution’of Cgaching

Joyce and Showers' model of coaching appeared to shed

N

.
.new light on-the training, implementation, and maintenance

stages of inserv1ce education. ‘As‘others turned their
»attentlon to the need for 1nterpersona1 classroom support

_coaching began to evolve.
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hohlman et al’(lééz)‘developed an inservice model

| which consisted of a series of workshops:held at three-week
intervals,.peer observation,‘post—obserVation conferences,
" and classroom experimentation by'the'teacher. Each .'i
workshop began with a discussion of the ‘peer obsérvations
f'conducted between‘workshops : Next, a new skill -to be

. learned was introduced and discussed iniboth its
research-~based context and the school context. A trainer
demonstrated the skill and, if: it was feasible, the
-teachers practiSed it. erkshop se551ons ended by
reviewing the form to be used for recording observations,
by scheduling observation times, by filliﬁg out feedback o
forms, and by . reading relevant research articles.

“Several features of this research were noteworthy with |
respect -to peer coaching., The planners deSigned peer |
observation instruments to focus on students' behaViours
ﬂrather than teachers' : Observation teams consxsted of
Ethree teachers. This meant that each person was observed
twice between workshops. The teams used both pre- and :f
post—observation_conferences. In the‘first cycle of the
project, post-analysis conferences involvedﬂa simple

inspection of the observation forms by teacher and

7

.;gobserver. However, in the second cycle, when teams felt'

.,

"“that there was sufficient rapport the conference became a
-mutual problem-solving effort. Mohlman et al also reported
"fthat in the period following the observati /conference,
. ? A7 L

3 i
N e
. » . 5"

»'U
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some teachers3experimented with theiflnew_insights,'then
commented on their'findings at the next workshop '
discussion. In evaluating the model the researchers

)

: discovered that: , ) [

[Teachers I reactions to the workshops were .
overwhelmingly positive.... They appreciated the
peer observations and the chance to share their
ideas at the workshops. They were especially
pleased that the workshops emphasized practical,
specific techniques that were easily transferred to
the classroom. (p. 18) ' ’
.Mohlman et al: noted that Joyce and Showers' (1980)
llnservice model had been influential in the design of their
inservice education. They suggested that in the workshop
sessions the presentation of theory had been combined with
demonstration as well as w1th limited practice and
':;feedback Mostipractice and feedback and some coaching,
Vhowever, occurred during the peer observation/conference
sessions between" workshops. 4

| This four-stage inservice model places considerablel
emphasis on its cyclical nature and the role played by the
workshop : to' both/reflect and plan. As a pattern for
,profe551onal development it resembles the action research
cycle of plan, act, observe, and reflect described by ﬁgfﬁﬂ
Kemmis and McTaggart (1982)j

In another study, Sparks (1983A) studied nineteen

'Junlor high teachers divided into three groups, to discover
the relationshipé&between training;attitudes and behaviour'f
| in thebclaSSroomg nAll.three‘grOups;participated in five

r.
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-weekly effective-usesofetime-workshops. The second group
| added peer observation:dthe third group added coachinngy
"the'inservice trainer. Results showed that the second
group improved the most while the coached group showed the
E least improvement. Sparks wondered if the fact that
teachers in this group were older and male, may have _
,accounted for their lack of improvement ' Sparks concluded
,'that.peerpobservation appeared tO’enhance teachers' efforts
at improvement but that teachers;needed to develop a
belief in the importance of using recommended techniques.
The results of these two studies culminated in Sparks'
(1983B) article called "Synthesis of Researoh on Staff
,pevelopment for Effective Teaching" ~ In it she suggests
14€Lat another category, discussing application, should be
| added to those’ of Joyce and Showers. “This category impliedi
that small group discussions added a dimension which the

’ post-observation conferences lacked. It was informal

discussion groups like these which Bentzen (1974) found totj_

be powerful agents for change. Bents and Howey (1981) also
',observed that informal discussion groups like these cater,*

to‘adult-learners' needs to analyse gxperience; It is
Tsignificant to note that'coaching (Joyce .and Showers,

1982), peer observation (Mohlman, 1982)eNKhscussion
vsessions (Sparks,ol983A,~1983S),and conferenCing (Hunter,wv
pléso)tall constitute a form‘of_personal‘interaction for the_
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purpose of transferring instructional techniques to the

¢classroom. -

The common theme these educational writers and/or &

"researchers seem to be making is that continuing,
meaningful, personal contact is essential if new ideas are

to be transferred to the classroom setting and become part

-

of.a teacher! s—repertoire. Fullan (1982) summed up the
1mportance of developing collegiality and peer support
systems for change to occur when he said

The more teachers experience the rewards of
interaction the more they will use the criterion of
‘professional contact.and development - satisfactjon
from the intellectual and practical benefits of
helping, getting help, and sharing with other
-teachers - as a measure of whether to become
involved in innovation. And make no mistake about
-it, focused teacher interaction is essential to
large-scale successful change. (p.121)

- .

The problem of transfer continued to plague change
agents, but as the problem continued to be studied, the
terms describing thewphenomenon became more refined._ Joyce
and Showers (1983) use the terms horizontal'and vertical
'transfer to dlstinguish between the ability to transfer'

from a training situation to a similar ‘classroom situation

R 5and the ability to adapt a newly learned behaviour to a

> N

..different but analagous classroom situation.“ Taken in anig
inservice context both vertical and horizontal transfer
represent problem-solv1ng skills with vertical transfer

being of a higher,order. Another term, executive control
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referred to complete mastery of a skill to the extent that

- one could be creative in a vertical transfer situation.

As Joyce and Showers (1982) wrestled with the e ‘ .
‘difficulty of transferring new repertoire learning, they
developed three techniques in addition %o coaching
1 Forecasting the transfer process throughout the
_training cycle; _ '
“ 2. Reaching the highest posfible levei.pf skill
development during training},l- o | - ’
3..Developing executive control B ,g
Forecasting the process of transfer neans that v
teachers are taught that they will e§perience a period of
discomfort before the new skill is- transferred. In other'
._words, telling teachers that they may get worse before they'f"
‘;get better helps prepare them for tHEJEifficulties involved_-

.m

B in successfully transferring new. teaching strategies from

'Vlthe theoretical stage where one is aware, to the practical

.ystage of being able to diagnose a. learning 'situation and
f}apply knowledge‘in a«classroom.< Beginning teaéhers
experience a similar ‘pPhenomenon when they are unable to'*
applY’their university training to the classroom and a:
«itherefore freguently see it as theoretical and useless. :

Developing a high degree of skill refers to the.

over—learning which Joyce and Showers suggest will increase
j the chances for successful transfer of learning This ?f

jover—learning occurs during the theory, demonstrataon, and
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practice components of the training stage. They suggest
that it will require as much as.twenty to thirty hours of
study to learn the theory ‘for an average model of teaching
At least fifteen to twenty demonstr;tions of the model

should be observed,_and each teacher should practise-with
‘peers and small groups“of students ten to fifteenﬁ%imes\
before a high level of;skill can: be expected; These
guidelinesaapply to'models of teaching such as. advance
organizers or synectics - a model to deveiop creativity
(Joyce and Weil 1986) ' This would probably be comparable
to a teacher effectiveness program on'instructional skills
or on classroom wanagement |
Developing executive control at the practice level
provides a. teacher with "the intellectual scaffolding
necessary to undérstand the skill and its appropriate use
and to discriminate elements of the: skill from- one another"
(Joyce and Showers;‘1983 p. 7) This deep understanding is
necessary for the effective use and durability of new
- skills in a teacher s repertoire and it sets the stage for
» coaching _— LEEE J“ |
' Joyce ahd Showers (1983) consider coaching more than
just an. essential component of effective inservice:
fIf we had our way, all school faculties would be
divided into-coaching teams, .that is, teams who
regularly observe one another's teaching and provide,
" helpful infarmation, feedback, in# so forth. In
short, we recommend the development ®f a coaching

environment in which all personnel see themselves as
.. one another s ~coaches. (p. 19)
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The idea that coaching offered teachers'more<than,just a
means to implement classroom techniques was beCOming‘
increasinglv evident. - In 1982, Joyce’and Showers had N

identified five different functions of coaching prOViding

accountability and companionship. prOViding technical

feedback: joi t analySis of skill application, monitoring
students' adaptation to new. skills, and proViding support
and encouragement until the new skill is mastered.

Although the purpose for the coaching was still to

implement successfully a teaching innovation, their 1982

: article appeared to give added credence and Significance to

the human. dimension in the coaching interaction.

This position received greaté{gaftisglafi;;~i;“/_

Showers' (1985) article, "Teachers Coaching Teachers'. -

_Compared to previous articles, this one is remarkable

because, for the first time, it gave prominence to the

notion of peer coaching The article is also noteworthy

" for its recommendations regarding the training of coaches

and its discuSSion of 'such issues as coaching and

uevaluation, coaching and supervision, the role of

principals, and implementing coaching. This a%ticle also
reflects an expanded vision of the role which cgaching can

lay in education. - An example of this can be seen- in

.showers' elaboration of the three purposes of coaching "to

"build communities of teachers who continuously engage in

the studyaof.their craft"; to develop.a "shared language :

v
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o and set of common~understandings neceSSary for the -
.'colleglal study. of new knowledge and skills"; to "provide a
structure fo¥ the follow up to training that is essential

‘ for acqulrlng new teachlng Skllls and strategies" (1bid
P. 44) . Because of its scope and articulation, Showers'_

':f(1985) artlcle represents a present-day touchstone for peer

k_coachlng. Articles on_peer coaching written since 1985 |
fhave‘tended to be either-elaborations on topics.raised by
’Showers'or descriptions of someone's‘yariation on peer‘ .

coaching.

Stages of Coaching Showers (19853 suggests that
‘COachlng is a cycllcal two-stage process whlch teams of-
%teachers engage in after they have learned both‘coaching
'f skllls and new 1nstructlonal strategies.- The first phase A

is characterlzed by observation and feedback and involves

a";:b

t% "cllnlcal assessment forms to record the,
r

e
pre ié&pf specific behavxours and the degree of

3 A
: thoroug% ess with whlch they are performed" (ibid p. 44)

It is lmportant that feedback be specific, accurate, and

.

/fon-evaluative. However, the focus in stage one.is on

recordlng occasions when teachers use the sklll. Training
for. the .second stage c* coaching, according to Showers,

should occur three to six weeks after teachers have learned
avnew skill. By then the initial coaching'skiils will have

been mastered and teachers are ready;to'begin focusing on .

I

>

™.
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the'appropriate use of -the instructional strategies.
Showers suggests that a model ﬁf a stage-two conference
would involve collegial dialogue which might explore
}'teachers' goals, examine theories behind the strategies
being implemented; and seek mutually‘acceptable ways;to_
' match‘the'two; . | B
The question of whether there.are stages of coaching

-is an important one, for as Stallings (1987) commented,

some projects fail to evolve or to differentiate thevb
professional needs within a staff. She felt this was the
case with experienced teachers in the Napa Valley/VacaVille
~project "In that. study the teachers advanced but the
;inservice program failed to accommodate their growth
because it offered only a basic levei of coaching. Wildman
and Niles (1987A) also suggest that models of teaching
which portray teaching as a technical ‘process need to be
“challenged While ‘their research "suggests that the theme_p
‘ of teacher as a reflective professional should be pursued
‘vigorously" (p.26), they have encountered definite _
'obstacles. They found that individual teachers must be |
»intrinsically motivated to be reflective. Observation
' skills and opportunities to analyée teaching are cru01al
: but current SChool conditions and profeSSional attitudes
‘ are not always conducive > teacher observation or | |
- Their research showed the need to train

, teachers who would work collaboratively with their peers.

Yo
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They reported that teachers sho&ed:a natural tendency to
evaluate one another; hence,_time'forrtraining programsland-"
time to advance peer interaction to more advanced'levels
become basic concerns‘for would-be implenentors,.’
Garmston-(198;) supported wildman and Niles'.concerns_
when he suggestedvthat‘technical forms.of.coaching'had‘a‘
‘tendency t6 be more evaluative than other forms.v Garmston
_describes two other forms of coaching which teachers may
~utilize. He called these collegial and challenge coaching
The focus of collegial coaching originates with the teacher
being observed rather than with a teaching&strategy
learned 1n a workshop. The peer coach-collects clagsroom
data for the teacher, then the coach . and teacher analyze
and interpret it together before planning.éuture ,
strategies. This form of coaching is. intended to "refine
teaching practices, deepen collegiality, increase
professional dialogue, and help teachers think more deeply
about their work" (Garmston, 1987, p.20). Although
- collegial coaching represents. another andanot necessarily a
' higher stage of coaching than technical Garmston implies
that his thirdhform, challenge coaching, dohs evolve from
" the other forms. This is because its prerequisites are
',collegiality,’trust and norms’ supporting problem é@iving.
:Challenge coaching generally involves small groups of

O
teachers whose . goal is to solve a mutual- pro

j.‘ Through

discu551on, they may develop an action plan,vthen test it
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1 in ‘the classroom while peers observe and collect data. ff :
gthe plan works, others adopt it if it fails, either new
plans are deveJOped or the old ones are revised This férm

oé\coaching appears to resemble actipn research (carr and

.Kemnis, 1986) .

or;clachcn‘. The'need-and nature of
preparation'for'peer‘coaching is a second issue addressed
in recent research and literature.” Kent (1987) implies
that peer coaching is facilitated if a spirit of }

‘fcollaborationfis‘eVLdent in the school or distrlct. hShe
descrihes:criteria for.judging,a district's readiness for
teacher‘cOllaboration, hut‘comments.that her.experience has
been that schools are not normally organized to provide o
conditions which will stimulate the professional growth of
teachers. KCbnsequently, teachers who initiate peer

: coaching projé%ts without fuli staff part1c1pation often

'i,risk censure. ','y.'v;’;. ,

d Little (1985) wrote of the delicacy of collegial

leadership in descrihing her involvement w1th the Teacher
_—Advisor Project in Cafifornia.' This project which

involvd& teachersAadvising teachers, revealed some of the
difficulties whigh teachers encounter when they interact
vfprofessionalr& with peers. Little has suggested six

5

: principlesaof peer adv151ng which anyone planning the
:"‘};‘ ) ; .
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training progr;m for coaches shoulg consider, if not

. L3 . Y
incorporate. . - SR x,

-

1. Skillful pairs agree on the importance of ‘a

common language and make a deliberate move to use.

ﬁshared ideas and language to describe, understand
and refine teaching.:

2. SKillful pairs focus on one or two key.
questions, issués, situations, or problems and
‘address them with depth, persistence, imagination

. -and good humour. 13 .
, 3. Skillful pairs ‘fse a record of classroom ,
interadtion as. a ‘basis for gzgerating questions,
- drawing conclusions, and pursuing alternatives.
- They work,together to invent or select the
. observation methods that suit their purposes. :
., 4. Skillful pairs engage in lively interaction
‘with one another, making the conference a-wvehicle
for, joint work.an teaching and an opportunity to
improve their :ability to learn.from one another.’
5. Skiliful pairs-build prust in one another's
“intentions by relyin on known, prediq{Q
'topics, criteria, ®ang ‘methods. - : ' B
Skillful pairs build trust by ac owledging '
and deferring to one another 8 knowledge and skill,
by talking to each other in ways that preserve - g
individual dignity, and by qiv{ng théir work o
together a full measure of energy, thought, and "
attention. (ibid P 35) = . .

Implic1t 1n thesé principles is the need for coaching
skills and strategies for personal interaction which are

meaningful focused facilitative, predictable, reciprocal

and which respect individual dignity. .

Garmston (1987) states that training for coaching is

‘essential but that the coaching skills taught must be .

'appropriate for the kind of coaching used by teachers.;

Technical coaches must be trained to. observe and collect

- data for. spec1fic teaching methodologies.; They must also

¢

'-develop conference skills in order to provide feedback and .j'f
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positive reinforcement. ,Collegiallcoaches require

additional training in interpersonal skilis; particularly

those unich promote inedepth discussions and reflection.

Garmston'recommends that challenge coaching is most

appropriate for small groups of teachers uith,prior

experience in‘the_other‘models. ‘Chalienge coaches need to

_be particularlj skillful in probiem-solvingvand |

interpersonal skill?’ Garmston sums up good training for

any.form of coaching: ., |
Good training uses ‘the best available 1nformation
about adult learning; provides teachers with theory,.
-information and demonstrations; addresses teachers'
concerns about giving and receiving feedback; and
‘helps teachers develop and refine specific coaching
skills.-(p 26) .
Showers (1985) recommends that the trainlng of coaches-

be incorporated into the training of new instructional .

?7 skills and strategies.. This, of course, presupposes a:
technical form of coaching Teachers can take turns
practis ng oBservation, collecting data, and conferencing )
-in small groups. A second phase of training for coachingéi.
Vshouid coincide with group meetings to _:.discuss; progress, .or

. when a new,teaching‘skill'is introduced. ’At»thf%ipoint,"
perhaps three to six weeks'afteripeer coaching actually
began,_teachers need to ekpand'their.coachingvskills to

\enableppeers to conduct'Collegialvdialoguesras weli as to

: provide:technica; feedback.p Showers'maintains that the |

~ training of coaches should beiafcontinuing'activity, but
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one which requires decreasing emphasis as- peers' skills
improye ‘%d they become more autonomous. However, as.Joyce

(Brandt& ‘987) points out it is important to bring peer
coaching staffs ngether at regular intervals to think g

abput what they are doing. : _— ' R

..The‘Role'of Principals. Principals and other school
administrators play a critical role in’peer coaching‘as in
the implementation of any educational.innovation (Fullan,
1582)._ Their unique positions as educational leadersvand
gate—keepersdmahe their.inVOlvement and supportpimperative
”ﬁblsuCCess. Garmston'(198?)~e1aborates on several waYs,
that administrators can support pedr coaching. Selecting a
coaching model which is congruent with school goals is a | .

first priority Next, principals must provide training in
the model and see that coaching structures are defined with
regard to coaference«formats,_coaching schedules, and
coaching coﬂgpnt. Garmston. reﬂinds administrators that
those who will be affected should be invoIVed in making f

decisions about coaching structures.. He agrees with Berman

and McLaughlin (1978) that teacher participation in

St

.,,;

A decis1ons concerning the implemsntation and continuance of
5 4an innovation is: strong%y correlated with the actual |
effective implement tion. This is because teachers are in
“the best pos1tion to offer solutions to problems. Also,

' t§5se researchers reported that where teachers felt
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ownership, ‘there was a greatgr commitment of tiﬁﬁ and
t),

energy Garmston claims thgt i;fis important for
administrators to dembnstr;:e that they value peer coaching
by committing time and money to it and by giVing lt a high -
'profile in staff meetings. Pr1nc1pals who model their own

willingness to be observed and coached send a powerful

‘ message to staff that they value the process.

Joyce (Brandt 1987) acknbwledges that princ1pals or
supervisiors can act as either trainers or coaches, but he.
cautions that»unless they~are prepared to become as
experienced and as skilled as teachers, they are "“well
advised to be facilitatdrs of the process raﬂher than
coaches" (p 16). As peer coaching facilitators, prinCipals
must actively initiate staff programs which encourage and
rewardvcollaboration,‘remove obstacles to inter-class.-
visitations, andjdevelop‘an underStanding among teachers of .
vthe5bénefi€s of such a pfocess. Showers (1985) agrees that
principals are in a unique position to influence building
’norms and to implement peer coaching ‘through colloborative
'problem solving with their teachers- | |

Principals must work to establish new norms that

reward collegial planning, public teaching,

constructive feedback, and experimentation....Where
coaching has fiourished best, principals have taken
active roles in helping teams: form,. supporting them,

providing times in meetings for sharing of teaching
- and planning, and providing help for team leaders.

(p. 48)
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Sparks and Bruder~(l§87) reported that'teachers
appreciated having their principals‘involVed in the
program. ~Grimmett et al (1985); who studied eight
Rrincipals in one school district, observed that in those. ‘.
schools where'peer coaching programS‘seeme successful the
‘prinCipal played a role as a facili“tatOf, motiva&*, and .
resource.expert._.W§erelprincipals;failedAtq‘provide
1eaderShip and support, programs were 1gss‘suCCessful.
| ‘Both Showers‘(1985) and Garmston (1987)‘tackle the
difficult question oi principals' dual roles as coach and
superVisor. They agree that it possible to perform ‘both
roles if both teachers and pringgg;ls see a clear’
, separation of the roles, if trust exists between the
bparties, and 1f everyone is aware which role is beinga"
performed.. However, Showers emphasizes that coaching and
evaluation should not be undertaken concurrently because -
coaching 1mplies a551stance 1n a learning process whereag
'evaluation implies judgement about the adequacy of the
‘person (Showers,’l985, p.46). Skill analysis, on the other_
hand, is an ongoing part of coaching : Teachersvinvolved in
. peer coaching need substantial blocks of time to master |
-,skills before anyone in a supervisory capacityashould

' consider evaluating then.

The Effects of Peer Coachjing. The literature contains

‘a number of references to the effects of’ peer coaching
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programs‘;"'.f\Showersﬁ985) has suggested that(\the effects

,,can be classified %gtwo begic categor 3 the

M oy N

faciﬂitation ofitran er tn&iJﬁ;i”ﬂ:f..“

norms of col!@giality and experiment9'

u& : '

identified as. such a third category, persqnéi ‘rowth
o

3oseems implicit. Servatius and Young (1985) studied the

.effects of coaching on experienced teachers in California

Vo

They observed that those teachers who received both E
training and coaching, implemented those skills properly
'_and consistently. They were 's0 impressed by ﬂhe power of

coaching that they commented~ “

.As a result of this experience, the [Educational
Development Center] will never again wish to offer
training that does not include the element of
coaching; (p 53) '

Other research by Baker (1983), Richardson (1984),
Pusch et al (1985), Licklider (1986), and Bennett (1987)
further attest to the power of coaching to affect transfer
of training. ~Showers (1985) suggests that coaching
1icontributes to the transfer of training because coached

teachers.
v . ‘ s :
- 1. Generally (though not always) practise new
- strategies more frequently and consequently develop
a higher level of skill.
‘ 2. Use the new strategies more appropriately
during instruction.

3. Ret in their knowledge of a skill and the
',abilitg? o dpply it longer than.uncoached téachers.
. e more likely to teach the strategy to their

students. (p 45)
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Little (1982) described norms of collegiality and

experimentation as workplace conditions which contributed

+

to school success.’ Ponzio (1987), who studied the effects

" ’!

of having a partner ‘when teachers study their own teaching,
found: that "the most consistent and enthusiastic

percegiions were: the support and motivation the partnership

proVided and best of all a chance to talk about

profe551onal matters with a colleague“ (p.23). Sparks and

'_Bruder (1987) also reported that in their study of two

elementary school staffs, teachers indicated that having-

another teacher as a&profe551onal colleague was one ‘of the

main benefits of the program. They also reported that
participating teachers were more willing to try new ideas,
teachers felt student performance improved, and-

opportunities for observing others teach and receiving ‘

feedback 1ncreased drdmatically. In Licklider 8 (1986)

; 1nvestigation, teachers rated practising teaching skills as

being.most valuable,‘observ1ng a colleague was second;
receiving”feedback from a colleague'was rated’third.

Showers (1985) believes that the positive feelings

‘ugenerated by enhanced collegial ties will have far-reaching :

/
effects in schools:

' The development of school norms that support the
Tmcontinuous study and improvement of teaching
apparently builds capabilities for other kinds of
change, whether it is adoption of a new curriculum,
_ a school-wide d!scipline policy, or the building of
o teachlng repertoire. (p 46)



.o

& . - ‘
= . LW N ’ . ‘ ‘
4 : w ) ' <

LN

Implicit in some of these articles is the.personal -
effect of'peer coaching on individnalsl ‘Little (1985)
refers to the ego~boosting effect of peer conferences.

Pusch et al (1985) report that coached teachers felt they

were more knowledgeable and had increased confidence in

their teaching skills. -Johnsy'”ind Johnson (1987) learned

fromitheir'meta-analysis of'coo-erative, competitlve, and
individualistic work styles that cooperation among adults

promoted,achievement, positive interpersonal.relations, ~

F'p social support, and self-esteem.  Grimmett et al (1985)
also reported that in schools where peer'coaching had been

: successful teﬂbhers mentioned "a greater number of

intangible advantages relating to one's sense of self-worth
and self-esteem" (p 84) : . , , |
Hidden among the benefits to schools ?nd iﬂaividuals '

r

are‘concerns associated with peer coaching.  Little (1984),

‘whose earlier (1982) research brought attention to the
.importance of collegial norms, warns of seductive images

~and organizational realities ‘in profe551onal development.

Conditions that are powerful enough to introduce new:

ideas and practices in classrooms and to sustain '
~collegial relations among teachers require a degree

- of organization, energy, skill, and endurance often
-,underestimated in summary reports. (p 84)

Like Fullan (1982), Little describes factors which increase

the possibilities of successful staff development A more

‘recent synthesis' of research on staff development written

.by Showers, Joyce, and Bennett (1987) also addresses ba51c '

..']. .
BN
N .
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issues regarding school innovation. ' THese references, plus‘

’the Final Report by Grimmett et al (1985), discuss

limportant implications for anyone involved with staff

-

development and/or peer coaching.

Two areas of concern consistently reported in

. connection with peer coaching were time and initial

A .
anxiety. Some teachers in the study described by Grimmett

et al (1985) reported that they found peer coaching

initially threatening. They reported that the roie‘played'

by the principal could either increase or decrease their

anxiety. Joyce (Brandt 1987) suggests that many teachers

find "the prospect of peer coaching very scary"'(p 13)

because they are afraid they will not stand up to the

“-comparison with their peers. Sparks and Bruder (1987) also

~found that teachers had concerns about évaluation Goyce

_"maintains that -one way to overcome anxiety is to get

° (‘3’ ( .
teachers G iately 1nvolved in practice and observations

Pl
N
.;.t,p

'kuso they can "get relaxed with their imperfections" (Bra dt;

".‘1987 p.13). Pusch et al (1985) also recommend that

§

“training begin“immediately after group sessions.‘ Joyce and

Showers recommend that coaching be scheduled once per week
£ .

(Garmston, 1987) However, regular sessions held

y .
frequently enough to maintain- skills s ms4to be the

important con51deration._ W
The extent of the? time commitmznt required for

successful peer coaching has been equently mentioned as a

P
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concern in the literature. Joyce and Showers (1983)
’ estimate that the study of theory alone, requires twenty to
- thirty hours., In addf@ion, teachers should partic1pate 1n
fifteen to twenty demonstrations and ten to fifteen
" classroom sessions before they can expect to have a high
degree of skill Although research prOJects seem to
_suggest these standards are rarely achieved, teacﬁers and |

organizers still sometimes . find the time commitment

"burdensome" (Licklider, 1986). Ponzio (1987) found that 4

»

4 .-
finding time to work w1th a partner was a problem, teachers -

in the Grimmett et al (1985) study felt that peer coaching

1]

of commi;Me't"‘\

~In additﬁon, it called for work/effort and -
organization through all of its stages - from
- initial planning to feedback. Given the already
hectic schedule of the classroom teacher, the
. w »%gocess was an additionally demanding project, that
qgterferred with other projects and priorities to-
'ich ‘€he teachers were already committed. (p.59)

2
\\\\\

'-.CBHse ggt;y these researchers implied that the process .of
| R
implementing peer coadhing must be "slow and. gradual"-a

vfbw shared by Little (1984) Yet, this pace only tempted '
f‘teachers to "accelerate the process" (Grimmett et al,

wa1985)

?"
.

Eggz COaching Models._eﬂhe literature suggests that
teachers are experimenting with magy variations of

}ﬁ

>professiona1 or staff development which might be
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categorized as peer coaching. It seemns fitting to conclude
this review of the literature by sketching some of the
current models. A

In Edmontqn, Alberta, Bentley'(1987).describes'how"
coaching is being used by'instructional'processes A |
consultants to transfer instructiomal and class management
skills to the classrooms of\experienced teachers. A number
of peer coaching pro;ects have been spawned.in schools as a
.result of this training ; ‘

Rogers (1987) describ s how video cameras have been
-used to record lessons whi¢h were later analyzed |
collegially by s&yeral peers 51multaneously She found
vthat video taping allowed teachers to monitor their own
‘teaching, 1t prov1ded an objective reference to comments
- made in coaching, it permitted small groups to»participate,
in the coaching.' Sparks and Bruder (1987) also used video
cameras to provide an initial and final comparison of skill
implementation.among teachers participating in_a peer
coach}ng project. Their experience,shbwed-that many
- teachers enjoyed.this aspect‘of the project.

Moffett et al (1987) describe a coaching/program aimed
specifically at teachers in their initial two years of
teaching.‘ Coaches were recruited from among the ranks of o
erperienced teachers and'given the ‘same one week training.

-in teacher effectiveness skills as the novices, plus '

additional training in communication skills. After o
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practising in a school adjacght to the training 51te,i '
coaches observed theJteachers twice per month in their home‘
rschools. Coach and teacher relationships were kept
low-key, monthly follow—up seSSions were held for the
teachers, while coaches met two to three times per year for__
additional training and discussions. .The Teacher Adv1sor
Program reported by Servatius and Young (1985) and by : ”
Little (1985) uses a similar model except that teachers are
recruited to coach experienced as well as novice teachers.
Both these models lack the reciprocity normally assoc1ated
with peer coaching - t
Neubert and Bratton (1987) report t‘kt’scheduling

problems prompted teachers who had been peer coaching to
opt for a team coaching model. School-based consultants

_ with flexible SChedules and appropriate eXpertise gére

p!
asked to facilitate teachers learning new writing skills by

P

working collaboratively with teachers to ‘plan, help teach,

4

and-evaluate‘lessons. Partic1pants appreciated the
assistance of . a more knowledgeable coach but felt strongly
that they did not WaQ to be observed by someone who was _ .
neither a peer nor a. practising teacher. However, these )
resource teachers fit the criteria and were deemed
.acceptable by the teachers in this study

' The Teacher Inquiry Pro;ects described by Ponzio .

(1987) represent another model of peer coaching ' In this

bﬂlmodel, teach_rs Shoose to collaborate on thelstudy of their - .




gynwteaching Working as an autonomous unit, ?airs of
teachers select a topic of inquiry, arrange to gbserve ‘one’

‘ another teach then discuss and reflect on the da%aéﬁ%.fi '{#

collected. Rorschach and Whitney (1986) describe a f: .
.comparable peer observation arrangement@which they usedlto w3
‘improve.their university teaching. They felt their -
collaboratively designed classroom research projects 4
offered "a method of faculty development for institutions
which train teachers or want to support the improvement of
teaching" (p l70) - o
Even principals are‘getting involved in peer;coaching;
Gibble and Lawrence (1987) describe an’arrghgement in
1Pennsylvania vhereby principaIS'observed‘one‘another
conferencing a teacher; then coached onevanother regarding'
the:conferenCe.v They~did not report teachers' reactionsvto
this project.b In another example 1nvolv1ng peers but no
coaching, Kline (1987). describes how principals in .
‘Louisiana organized themselves into'peer teams of seven
' members to visit each other s schools and discuss common
problems. He reported that the increased feelings of
mutual concern ang support which this generated helped
create an atmosphere of greater collaboration in the
district.‘ ‘
This 11terature review has attempted to reveal the

.
:underlying influences lor-profe551ona1_development in-

¢

,ﬁteaching'which are reflected in the current educational



éé%s Glatthorn (1987) to differentiaglg'fﬂ

54

innovatiOn'called peer coaching. Probably through the

current interest in this topic and#

2 =”/1 s by writers such

b

_other peer-based teacher interactive models, peer coach&ng
will continue to evolve in ways which will make it
increasingly differentiated and accessible to the teachers

',for~whom it is intended. In the meantime, there is a great
e

" deal to be learned and writtéq on this subject. We can,,
however, agree with Showers (1985) that'

At this stage, coaching is an innovation, subject td
the same laws that govern any other change in an

. educational setting.. It is also a community of
learners engaged in a study of teaching, a set of

. technical moves embodied . in training and follow-up
to that training, and a support system that creates
and sustains the learning community and enables 1t
to function. (p 48) o



CHAPTER THREE

2 I o B .
CONCEPTUAL FRAMEWORKQ RESEARCH PARADIGM AND METHODOLOGY

~

' The purpose p!Vthis chapter is to. discuss the
'characteristicsiof‘the conceptual framework of’symbolic
interactionism and the naturalistic research paradigm, then
to show ‘how they were combined in the methodology of this
study. The chapter begins with an‘bxplanation of the key  °

concepts -of symbolic interactionism“and a discussion of how

it was used in_the study. Theﬁsecond_part of the chapter
relates Guba's (lSél)\criteria.for'the trustworthiness of
naturaliStic inquiries to this study The final part

| describes how naturalistic criteria and a. stbolic"O
interactionist conceptual framewprk have been'combined in
the methodological procedures‘used by the.researcher during‘

the course of this 1nvestigation. S ﬁgbfféAfjié'
Symbpric Interactionishaj“ "
B : ”E’ . : ‘ . ‘

T

Symbollc 1nteractionism is ‘a term first used by
Herbert Blumer in a 1937 artigle¢b Blumer claims that
although he 1nitiated the germ, the concept of socral

1nteractionlsm was originate by others In hiS'bOOk

ymbollc Interactlonism' Perspective and Metho Blumer

acknowledges that many of his concepts are articulations of

’ 1deas proposed by G.H. Mead although other notable‘

-

, scholars ‘such as John Dewey, W. I Thomas, Robert E. Park,

55 -

’ .
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'andtWilliam'James have used the theory of symbolic
interaction;. Whiie this may_be true, credit must go to -
‘Blnmerlfor prvaSing'a‘comprehensivenexplanation‘of:its‘
conceptﬁal‘frameworkg; |
.Symboiic interactionism offersfa scﬁeme for

‘understandi;

ﬁ»{egmeaning of social interaction for the
individua};rﬁgr fndividuals acting together in a- group, and
for individuals who have had both similar trainlng and
different life experiences. Since these parameters
describe the'circumstances,in this project, the researcher
- used this Conceptual tramework in order to interpret the'
meaning which peer coaching held for the teachers in this;
: study . : | |

The section which follows’attempts‘to explain the key
“ideas on which symbplic interactionism is based. The actual
methodological techniques which the researcher must employ

will Bt disc&%sedgyn the section referred to as the

research proceSs;

PP

:Blumer (1969) has defined symbolic interaction as:

...the peculiar and distinctive character of .

. interaction as it takes place between human beings.
The peculiarity consists in the fact that human
beings interpret or 'define' each other's actions
instead of merely reacting to each other's actions.
Their 'resppnse' is not made ditrectly to the actions.
of one another but instead is based on the meaning
‘which they attach to such actions. ' Thus human
‘interaction is mediated by the use of symbols, by
interpretation, or by ascertaining the meaning of
one another s actions. (pp. 78-79) ’

RN
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Incorporated in this definition are three‘basic premises -
upon which, Blumer (1969, p.2) suggests, symbolic |
interactionism rests}

1. Human‘beings act toward ings [objects, people,»
ideas] based on the meanimgs which the things have for o
them. o o |

. ) . : / ’ _ .
. The meaning hl h things have for humans results
from the social interaction one has with other persons

A

3. Meanings are. modified through an interpretative
p;;cess which people use to deal with the world they
: enCOunter. ' _,'f SR '“},}' '
| The premisesgemphasise the‘soCial'nature'of the
theory, theygalso’emphasize the importance of meaning. The
'actions,of;anyone_toward anything will depend on the
meaﬂinQTQnicn the person assigns to the thing. - That
meaning”grows‘out‘of a context in which human. interaction
must play a role, even if that interaction is e
1ntrospect1ve. Meanings change and may evolve through a
é process of self-interaction in which "the actor seiects,'
checks, suspends, regroups, and transforms the meanings in ‘5
'the light of the,smtuation in which‘hegispplaced and the K
direction of hlS action" (ibid p. 5) o Thisieventually
leads to what Thomas (1572) called the definition of the
51tuation.- Waller (1970) elaborated on this concept

particularly w1th respect to. schools., This important L

' concept emphasizes that 1ndorder:to,underStand'the meaning



Y

'proces"

'v5‘8:

4

,of human conduct the context in which it occurs must be’“

' understood from the perspective of the actor.‘

Defining the situation is one of several "Sens1ti21ng‘nf:~":"

3 S v e
b

: concepts" (Blumer, 1970) which prov1de a general sense of

reference to those studying social interactions Al&hqugh* % ;*t

S

.;they are’ implicit in earlier writing, Hewitt (19?9) ?as x& .
;“(- A0 b bl :

\>named many of these ncepts and provided an articulation ‘
‘of their characteristics.‘ Biography, career, and setting, o
are examples of sensitizing concepts which indiv1duals use .

to develop meaning from a contixt.' Clearly, in é}mbollc

intera: ism, the past is 1inked to the present in” the

g} Self interaction. When individuals inébrpret

'Jthat a set of standard expectations is associated with a i?i‘

context Hewitt calls thiépaﬂt§pification. If the

.j'called normativa standards, causality and means and ends o

person or thing affects another. The concept of

'ﬂ;fsubstantive congruency is concerned Wlth whether people s "
definitions of the situation agree,, Another sensitizingv :'

.',?concept is emotional response.' Although emotions do not

appear to figure extensively in symbolic interactionist' :

*'wxliterature, COoley (1970) has explored this topic,

"Jparticularly as: it relates to self._~

Social interaction 0ccurs when ind1v1duals act

'*ﬂtogether in sgciety.- Symbolic 1nteractionism recognizes-

R |

'A'concepts sensitize reSearchers to assumptions about how a R

Hoon

, assumptions are based on moral beliefs, then the conCept is,}}l
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that social interaction is a process that shapes human

conduct since individuals in groups_have to both interpret

the meanings of others and communicate their own meanings.
AMost of this communication occurs through symbolic actions
.or gestures such as language. Such symbolic interaction
grhas meaning both for the person who makes the gesture and
t_for»the person to whom it is directed. The communication -
,is ﬁpsg likely to be understood and joint'action undertaken
itin'atgroup or culture in which the»members have similar |
‘backgrounds. Blumer emphasizes that for effective
communication and symbolic interaction to occur, mutual
role-eaking is essential.v Social interaction, therefore,
'involves the dual process of defining to others how to act

.and interpreting their actions. It naturally follows that

vthe more one understands of the life~world of others and of

the meanings which they attach to things, the better able

‘.

one Wlll be to take the other s role and interpret his/her
,meaning.bk ,'"” ' | e ) \
B In symbolic‘interactionsthe;person is conceiyed‘as'
dialoguing with self. The'self is seen as an abject with
1characteristics attributed ‘to it by others. This process.
";of internal dialogue,ﬂbr making ,elf indications, plays a -
' Significant role in.&édefiniﬂg personal meaning as . well as

).

-engaging in. jOint action._:

3 N . ,
Joint or collective action is an outcome of a process_

o
”

;of interpretative interaction in which participants make

ke,
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is so%?times referred to as negotiatibn (Hewitt 1979)

/

Joint action takes on a distinctive character because the

. 7

'individuals' common purposes, referred to as’ interlinkage

2ﬂaction,.have a holistiC‘meaning which is greater than
$ ;
the sum of. their individual purposes.¢ Blumer (pp 17 20)
3
outlines three 1mplications of. ]oint action which w1li have

’a bearing on this research. ~The first implication‘is that
’.in joint actions, which are*either repetitive or. stable,

the participants’often have a clear understanding of how to

v

.act in advance. Hewitt (1979) terms these typifications.

Since the teachers in this study completed the Teacher
z/
Effectiveness Program offered by their school board it was

important to learn not only if their interpretations of

-ujpeer coaching differ, but also/what those interpretations

SRR

bi A second implication of joint action is closely

'related to the first because it claims thagaind1v1duals in |

-systems, such as. teachers in schools, genérally Use symbols

which carry common meanings for those in the 51tuamion. It

is important to remember that ‘in symbolic 1nteraction

N

A:theory,‘the network does not function because of its own

dynamics, but because the people working in the system
individually interpret common meanings from the 51tuation

and.define their social interaction accordingly This -

»

implies that part‘of-the researcher's tasklwas tO'recognize_,

indications‘to‘each other in addition;to themselves. This‘””;

J



6l

b,

The final im&ffcation for joint action emphasizes how

,Critical it is for a researcher to become aware of the
previous group experiences of the individual participants.v
It is only through learning their history that the meaning
which joint action has for them can be understood.
Consequently, the researcher attempted to learn from/the
key informants as much as possible about their previous
’groupvexperiences in addition to their invoivement'in the
Teacher Effectiveness Program and“theirfCurrent roleuas

part of a staff project.

* The Naturalistic Paradigm

X

iGuba (1981) distinguishes‘between the naturalistic and
the rationalistic paradigms of inquiry. The selection of
one paradigm oyer the other for.investigating a problem~
fdoes not‘depend on the superiority-of either paradigm.
Each has its legitimate place in empirical inquiry. |
Instead the selection should be made on ‘the

appropriateness of ‘certain key assumptions to the problem,

';Jbeing investigated Guba (1981, Pp. 3-8) suggests that -

these assumptions concern the nature of reality, the nature

of the inquirer/object relationship, the. nature of truth
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‘éiatements, methods, quality crlterion, source of theory,

" knowledge types used, instruments, design, and ietting

gngracteristics‘of Naturalistic Research

Table l'proviﬁés a brief comparison of'the‘y
assumptions held by the rationalistic and the naturalistic
paradigms.v It is not my intention to develop the _
Tcomparigon further since the‘naturalistic paridigm of
inquiry has been selected as being more approprlate for an
investigation of this nature. Instead,'this-sectlon
examines the ten assumptions of‘the naturalistic paradigm

as they apply to the study. : o

‘Ihe Nature of Reality. Over the five-month period of
'the_study, the reality of_peer“coaching for these three

-

teaghers was affected by many situations,'people, and

»

conditions, both remembered and experienced. The reality

" of the situation was both personal and multi-dimensional to
Ieach of them. The researcher's task was to describe this
”reality in all its complexity and variety, but not by

_ taking the experience apart as one might disassemble a
quilt. Instead by describing the wholeness of the
situation with its rich description, the investlgator
sought to provide vitality and a sense of reality to

others.s



Table 1 pe e T

' ~ A Comparison of Key Assumptions '
In the Rationalistic and Naturalistic Paradigms *

Assumptions Rationalistic Naturalistic
THE NATURE OF REALITY focus on single  multIpld realities
variables ~ exist '
THE NATURE OF THE independence acknowledges'
INQUIRER/OBJECT . o interdependence
RELATIONSHIP .
THE NATURE OF TRUTH 'generalizations working . hypotheses
STATEMENTS pOSSlble possible
METHODS v - preference for preference for
o quantitative data qualitative data:
“QUALITY CRITERION rigor : relevance
SOURCE OF THEORY  deductive . inductive or
' - "grounded"
KNOWLEDGE TYPES propositional . tacit and
-USED - , : ' _ .. propositional
- 'INSTRUMENTS o tests, machines, .= researcher |
s, etc. (measureable)
DESIGN . . advance design emergent design
: ' (a priori)
SETTING ' o controlled (as in “‘natural,
i . laboratory) uncontrolled

PR

* Adapted from Guba (1981)

The Nature of the Inquirer/object Relationship. The

naturalistic paradigm recognizes that the inquirer and the
respondents must 1nteract and that in so doing_each
inﬁluences the other. The researcher made every effort to

see the world and interpret it from the perspective of

R
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these elementary teachers.' This was so that'the meaning
which words or situations had for them could be given |
'accurate interpretation and description. At the same time,~
the researcher attempted to maintain his own’ perspective as

an inquirer (wilson, 1977).

‘Ing Nature of Truth Statements. The researcher in a

naturalistic study is not out to prove the truth of a-
principle someone has previously expounded. Instead the
hope is to descrihe_a'situation‘in such detd@l that others
--who readfabout‘it~can easily recognize_similarities‘and.,
differences in situations they have‘experienced or may
encounter.' Outvof these very specific conterts the best
that can be hopedvfor_are‘working‘hypotheses, the_truth of
which will he_highly contextvdependent.v‘Guba (1981,'p'4)
g suggests that "human behaVior is rarely, if ever, context-
,free, hence knowledge of human behavior indiVidually or in
social groups is necessarily ideographic, and differences
are at least as important-as similarities to an | |

understanding of what is happening."
. : o N K 47

_ﬁethods.: Naturalistic researchers have generally
preferred to use what are often called qualitative methods,
while rationalists have selected quantitative ones. Each -
methodology, Guba suggests, is applicable ‘to either _

paradigm, yet the practice of referring to qualitative or

: quantitative research rather tth methodology implies a



65

correspondence between the paradigmband‘a methodology |
'Examples of qualitativﬁ methods which were employed in this
study 1ncluded*partic1pant observation, unstructured
interviewing, taking fieldnotes, collecting relevant
documents, and keeping a journal. These methods of data

collection permitted the researcher to produce descriptions

pAd “
which portrayed the thoughts and actions‘of the
respondents.
} Qualit critd B buralistic research sometimes
' 3 o : » " A
appears "messy" begal 3 pttempts to describe‘all aspects

.of what is happenii_. .,‘that is what makes this paradigm
' relevant to school investigations (Bolster, 1983)

Teachers live cluttered, context-rigch lives. To ignore
,partspof this existence would_be to ignorevtheir reality
‘and defeat the purpose of the research: For this‘study-to'=
be valid it must reflect the human situation whfch is

_ always relevant to other humans.

‘Source of Theory. -This study collected data from»three
’teachers, each of whom is unique. It would be naiverto
.attempt to generalize from these teachers to teachers in
general. Nor~d1d the researcher begin this study with
prev1ous1y held principles against which the data of this -
study were compared. Working hypotheses which were _
bgenerated by the data attempt- to explain only the phenomena
yobserveduin this study. ‘Each case brings its uniqueness,

"o,

N



66 . n

but at the same time, COmparisons mav ultimately be
possible because of comnon themes with other cases. .As
individual hypotheses, derived inductively in particular
cases, find correspondence in other cases, grounded theoyy

L_(Glaser and-: Strauss,,1967) can be- developed.

7 ) Cs

Knowle ge TVDes Used._ Both propOSitional and tac1t §~;,

fqrms of knsgledge were use& in this study Tacmt

-

- knowledge such as intuitionqr apprehensions, and feelings
revehled the .meaning which.peer coaching held for these

: C R - , ,
teachers.‘ Propositional knowledge such as fn written and

spoken language, also provided valuable data for the’
ad he ; o b oL

-~ - .

.researcher. . . s

;nstruments. ln'research which purports to

subjectiVity of another human being, the

3

-investigate th

key instrument“?gst be aﬁother person With whofn thev
respondents have established\rapport -and to whom they are
willing to enter into an. oggOing dialogue (Wolcott 1975).
An empathetic, _sensitive iesearcher who hfs made it his or
'gher business to 1earn a. g eat deal about the perspectives

:of the respondentStis fa better able’ to pro;ect their

’ f‘experience of peer coaching than any deVice prepared for .

e -~

that purposeﬁ:.Consequently, the researcher was the -

'critical instrument in this research progect.

‘ A}
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Design. One of the challenging yet frustrating
aspects of naturalistic research is that the researcher
cannot control the events being investigated. Instead, the‘
researcher s task is to. identify the phenomena to be
studied then convince the ‘acadenic community that he’ is
versed in an appropriate conceptual framework and .
methodology to collect and interpret the data. The
dissertation proposal identified thggfocus of the
investlgation, and, hopefully, the competence of the
1nvest1gator to complete the.task That proposal’did not
commit the researcher to a rigid plan. Rather it was a -

commitment to embark with sensitivity and flexibility onia

;ﬁrf journey in which the traveller promised to describe what

‘“ﬂ; life,wasullke fér those w1th whom‘he‘shared experiences}

Y

“along thejway. ' ' g

'7 §ettingv Many ‘of the previous assumptions of the .-
naturalistic paradigm 1mply that the research setting must

/-\
be a natural one. . What could be more natural to other_"

i teachers thanga. study of" experienced teachers in'an
elementary.sc&bol 1n a‘suburb of a c1ty the size of',-
Edmonton.y Despite their uniqueness, these three WOmeh_

thousands of times in this country alone. To attempt tov‘

; ' control or change what these teachers normally do or think

in going about their jobs would destroy the naturalness’

share a settrng which in general terms,iis Eﬁpeated ’V;”' .



' research in-education. At this university a succes51on of

: in this growing tradition.‘._'_ | :ﬂ;l
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.which makes this kind of research relevant and powerful to

' educators. Bolster'?1983) believes it is important for '

resear@hers to conduct educational research in ways which
are compatible with teachers' perspectives. :

tThe most important elements of any social situation
"are the-shared meaning which participants take. from
the process of interaction and which ultimately
shape their behaviour. Significant knowledge of any
social situation, therefore, consists of an
avareness of the emerging meanings that partic1pants
are developing and the specific ways that the
meanings are functioning to shape their endeavors
and thus the characteristics of the situation
itself. (p.303) .

As recently as 1986 Wideen and Holborn, in their

survey of research in Canadian teacher education,

.encouraged,support for and expansion-of qualitative

<

~studies in education by Boyce (1982), Craig (1984),

:‘Everett-Turner (1985), Hawke (1980); Tardlf (1985) and the'

!

frecent mrlti-site Teacher Perspectives.Research Project

(Blakey et al 1987) have established the value of

- naturali%tic inquiries in education. This study continues -f

Y

;.s»About! he rustworthi'ess Of. Data O ut .
-~ - g,. (’ .o .-"‘
Questions sometimes arise about the 1nternal or '

A )

'vexternal validity, the reliability, or the objectiv1ty.of .

naturalistic research . Therefore, this section addressesf

concerns which the reader may have about the

‘:-vtrustworthiness of the data.
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.'Gﬁbaﬂ(lgSl) maintains that validity, reliability, and
objectivity are scientific_terms whichjbelong within the-
rationalistic*paradigm. ~Instead he arguesrconvincingly
that credibility, transferability, dependability, and
confirmability are more appropriate terms to use wﬁ/never

questions about the trustworthiness of naturalistic oo

research are asked. The researcher considers Guba s

discussion of how to conduct trustworthy research in the
naturalistic paradigm a succinct and useful summary of

51milar p01nts made in other- sources (Agar, '1980; Blumer,'

‘,1969, Bogdan and Biklen, 1982, gﬂfrtz, 1964, 1979; Glaser

1909 Wax, 1971 Wolcott

"Criteria for Assessing the Trustworthiness of Naturalistic

:‘ Inquiries" (1981). This-investigationAemployed many of the
- : , eSS , TR EER -

e

‘methodological procedures outlined bytquba;fln addition to

&

explaininé thefvalue of particular ethnographig techniques}

-this discussion also serves to reinforce the RPint that the

hnaturalistic paradlgm is consistent withim its,own frame

» : . . . <

~

“of reference.x : , T ey _ .j . ;;

Table 2 permits an’ easy cqpparison of the naturalistiC‘

' and sc1entific terms and relates them to the four aspectS'”"‘

. of trustworthiness which have been identifiedwby Guba..

truth value, applicability, consistency,»and neutrality

. »
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:% , SR _' Table 2

Scientific and Naturalistic Terms Appropriate To The
Aspects of Trustworthiness’ (Guba, 1981) , )
:‘*' )

Aspect Scientific Term lfﬁ ' Naturalistic
v , . . \ Term’ -
i Truth Value ) I Internal Validity Credibility
Applicability External'Validity : ’lransferability
' ST Generalizability '
e Consistency ,';' Reliability - Dependabilityg-
.‘\...."...l.l..._‘.lll'......‘........‘IU........'Y..'....III'I.
. . v ’»%.‘ ] ‘e
Neutrality i Objectivity .. Confirmability

-

f_j;i : g;ggibility Truth’ value is the first aspect of

. e

trustworthiness suggested by Guba., It .asks how do we know R
that the researcher 8 data represents the truth about what

1occurred The naturalistic term credibility implies that

2

s the reéearcher 's task is to show that the data 1s'._“

N o I

believable because the thoroughness and total integrity of _ _“

the description enables the reader to get. a complete

r

' .,unde,rstanding of ‘the evem;* To accomplish this, Guba o

"_indicates the importance of a- prolonged engagement at the

LY

'*séte, and of persistent observationoduring thecperiod of
'ydata céllection.u Peer debriefing,.triaﬁgulation, ‘
:;‘_f.;ollecting related documentsw and checking the~meaning of
| “transcripts with respondents also add credibility to ‘the |
’ ..;.’data.l Duringydata-analysis,‘checking_for coherence betweenv.

¢
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. different kinds of data, testing interpretations against
“_one s data, and:obtaining respondents' reactions to the
report in ltS draft form: provide further checks of |

"ﬁcredibility

: Transferabilify Applicability, the second aspect of

‘wz‘ . o

@transferabilit*‘ It @%plies{”

all times and in all places, but [attempts] to form working

hypotheses that may be transferred from one COntext to

» anpther depending onﬁahe degree of 'fit' betwee

contexts" (p. 11) The transferability of a’ study will be

~

enhanced if the researcher collects what ethnographens

' refer to as thick description (Geertza 1973) Such

Pk
eﬂhnographic description attempts to interpret social

-, »

discourse in understandable terms. Thick description "sorts
winks from twitches and real’ winks from mimicked ones"

(Geertz, 1973 pJ 16) This-means ‘the researcher must not
L

only have a scrupulbus eye for detail but he mEEt alsofbe

. l

'{'aware of what Geertz (1979) called deep stfuct

"

*.7

¥

.\‘-‘ .



" context and to grasphthe'meahihg;
) o - Q . .

»ftrustworthiness, asks whether another study conducted under L

e B T . ) ' ) . :
‘description should permit the reader to both visualize the\ .

V o o : B 2 : ) -

RO v > ° : : R e
ependability. Consistency, Guba s third aspect’of

. similar circumstanoes wpuld produce similar results.- Since,

in naturalistic studies it is’ impossible to repeat a study

"'»‘_under identical circumstances dependgbility, rather than

'reliability, is the preferred term Thé researcher s _:u"

uy.responsibility is to. show the steps taken at various p01nts

| in the data collection and analy51s so that others w1sh1ng

'll.to follow the pattern can do so. Guba (p. 21) calls thls

hleaving an’ audit trail Dependability lS further enhanced

‘ ¢;someone familiar'with ethnographic pr0cedures to‘

.fdependability audit to determine Whether acceptable f;-ﬁ_l

'ﬁf"practices have been followed ag[;

_if the researcher, after data analy51s is complefed askS@’

[

L

”h“CQijrmahiIitlol Neutralrty, the fourth aspeCt Of

“QJtrustWorthiness Suggésted by Guba, is concerned w1th the _ﬁ\

;rfdegree to which the findings of a sgudy truly reflect the g

}'1?exper1ences of t'eikey informants rather than the biases of

Ff;fof disciplined subject’ ityltha, is as%thorough and ,1lff!ﬂ

?fthe researcher.

ysubjective bias"

Lilson (1977) noted‘that here may he

RN

*ﬁconcern that the_data w111 bev"polluted with the observer %"

k

'.Wilsoﬁ‘(p 258)doa11ed'for "a technique

- - l,'
.

intrinibcally ’19?3'39""-_”~

Sl w0

VR .
g
N

e‘as ‘ny'kind of research."l This, he ,f
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‘Ffelt, could be accomplished through the tensiop experienced
when researchers‘must take both the insider s perspective
‘and yet maintain their own._ Guba specifically pointed to
~-two steps which the naturalistic researcher can take in the ;

interests of confirmabili Y. Triangulation, which was -

' earlier suggested as enhancing credibility, also supports

1;ﬂ_confirmability because it forces the researcher to collect

'1 and examine data from a variety of sources and

.: erspectiVes. Practising reflexivity by keeping a. journal'
E'LLther way of beEBming aware of the researcher s
'orientation.} .
Guba (p 28) warns that the naturalistic paradigm has
R _certain inherent dangers épm-é&e researcher because it is
X open—ended and intially dﬁsign-less, and because it has an
.emergent quality Hence 1t cannot expect to enjoy the same

guarantee of trustworthiness enjoyed by a rationalisticip'

a
l

theory One cannot muster evidence that will compel

[

<‘z

"another to accept the trustworthiness of the, study, ‘but one\~._
'can prov1de eVidence that Will persuade the otherhof its ’

‘relative trustworthiness.v L | _ 4- o L

[ S ”

Guba suggests that some ethnographic proced@res Should

‘be cpnsidered essential, others are desirable. To achieve'

-~ LA

"credibility he suggests that triangulation and member L

checks arezessential, for,transferability - thick.

,_idescriptioﬁf for’dependability - leaving an audit'trail}
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_reflexivity&are considered minimums.

. V'l‘_f . -

and for confirmability, both triangulation and pract151ng

.

Wilson (1977) attests to his faith i&\naturalistic

v».research when he sayé that'

"QjThe methodology of ethnogrfmhic researchers is as
rigorous and systematic as #ghat of other ‘

researchers. It is a vttalw“

#nd viable tradition:

- which is constantly in the p§pcess of being -
' evaluated and refined.... Et ography is not a new

. fad; rather it is part of a ‘¥¥ng-respected research

7 ~ tradition that for various historical ‘Yeasons has.

'vwhich are in keeping with the naturalisti

' were: deemed appropriate for this part1cul$

)

2l

remained outside the mainstream of educational
research (pp. 261-263)

Mindful of the advice of Guba and th Inthusiasm of
gwilson, the researcher attempted to follo’ e precedures
digm and

nvestigation.

;Jﬁethodological PrOCedures

,1. P

t

methodological procedures used by the researcher in the

'.‘ course of this investigation. It attempts to show how the

'conceptual framework of symbolic interactionism_a basic

'

fprinciples of naturalistic research outlined by Guba have

Nt

-ibeen combined. The section is divided into four parts.

”:Subject identification and gaining entry, partic1pant

-

o dbservation, data’ collection, and data analysis. The first

}person pronom\EiI{ has been.used innphis-section;because of .

This section of Chapter 3 is 1ntended to deScribe the_ f

]



‘?:’summer months, the study was approved by the univarsity :
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the researcher's immediate involvement and his belief that

the readability will be increasedaby its use. '-%f'

| . T oop
subject Identification and Gainin§ Entry SR
The chOice of topicdfor this study was made in the
winter of 1987 and subject identification began in the.
~spr1ng of that year. I approached the director~of the
“instructional processes consultants at Edmonton Public
School Board and received permission torobserve‘a'
consultant.coaching a TEP graduate who';as in turn!coaching‘
a peer on staff This experience acted somewhat as a pilot
; jproject because it provided insight into possible research
vconditions, potential formats for data collection, and the
overall Viability of the project Subsequently I met with
_.four instructional processes consultants who were attached
to the Teacher Effectiveness Program The purpose of this ,/
meeting was to discuss the proposed study and to ask for |
* their’ help in identifying possible subjects. As a result
'of this meeting, three possible schools were investigated
and a. tentative commitment was made to conduct the researchti“
»iin a suburban school which had plans to involve its whole -

. =L G
'staff\in a, year-long peer coaching project. During the s ~

ethics committee and permission to conduct research in

. v
[ -

'Forest Grove Elementary School' was obtained from,thq

Edmonton Public School Board.
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In late‘August; I contacted the“school7principal{and
' met with her for a second time to discuss her plans and how
; the study could be accommodated. During the two days prior
to the return:of'students, Ivhad an opportunity to meet the
‘staff of the school, to explainvthe proposed study, and to
ask for, two yolunteers who met the criteria of being
_iexperienced-teachers and graduates‘of‘the Teacher
Effectiveness Program. . S 1 A
At this point; althougH‘the location for the study had
‘been identified, the actual teachers with whom I would be
working'had not. With the exception of the principal and . . W\
assistant principal the Forest Grove teachers did not seem
‘to have prior knowledge that they would be\inv1ted to
. participate_in a research project.v The first two days at
the school consisted primarilyaof explaining'who I:was-and
,what l proposed to‘study When not at staff meetings, I .
tried to become acquainted with the staff learn names, and
,,vbecome familiar with the plan of the school.' Despite being
pre-occupied with school opening preparations, the staff
:-, seemed interested and friendly. They. made me feel welcome.
'{:yThe secretary arranged for a mailbox forqge so that I could
~ receive staff;memoranda and have a means of'receiving
_-ftxcommunications from others.l_ A
- After being present for the first two days prior to
_school opening, I returned to Forest Grove on thl Thursday

i‘_iof the first week of schoo1. On Thursdays the school
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dismissed' at 2:30, one hour earlier than normal; hence this
early-dismissal day was selected for peer coaching

h%@thltieS.‘.It was on the firSt Thursday after school

. began that I lsarned that Rose and Mary had offered to

partic1pate in the study. I met - with them after school
that af ernoon to get acquainted and to discuss how I could
fit in ﬁath their plans. I explained the purpose of the |
- study angoasked them to consider keeping a journal ‘of their
reflectié%s on peer coaching I gave. each a coiled
notebook and a sheet of suggestions on journal keeping

'(shown in Appendix A) - I made it clear that the choice of
whether or;not to keep. a.journa%'was entirely theirs.‘ I
said that I planned to: keep a geer coaching journal in'
which I would reflect on each session. I intended to share
this with each of them in order to establish a means of -
‘communication and to raise questions which could be:
discussed when time for interviews became available.

: Although my study focused on the teachers themselves,

‘gthey-Suggested,‘and I agreed, that I should become familiar»

- -

b.w1th their classes prior to the first actual coaching.

session. Consequently, I spent time in each class,- i

: speaking to the. children 'and showing them pictures of my - ﬁ-
‘home province.and the school where I worked. During the |
three week period prior to the commencement of coaching{,l’
uvisited-both Rose and Mary in their homes and interviewed
them about‘their early‘experiences. their career

F 3
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development and other significant life experiences. 'These:
interviews became the basis for the biographical ' | |

xdescriptions contained in Chapter 4.

o During this period of gaining entry to Forest Grove
School (I also became part of a teacher effectiveness class
offered to teadhers at the school district's Centre for
Education. Four teachers from Forest Grove School and I‘
became part of a group of twenty-five persons who began the
first of seven half day and two full day sessions in
September. There were several advantages to jOining this

- i'mgfogg; It enabled me to be exposed to a program 51milar to{

_ the one attended by Rose and Mary the previous year. I was.

s fortunate thatvthe group I joined was. ‘led by the person whoi

had also been their consultant.' This ‘probably meant my
experience was somewhat similar to theirs with respect to
handouts and program emphases.‘ Unlike the teachers, I |
could not participate directly in the coaching program.
However, during the fall, ,I was able to spend a morning
with the consultant and watch while he observed and ‘
conferenced two of the teachers in our class. ..:]

o . The inclusion of four Forest Grove teachers in the
class also provided an opportunity not only to _share their
experiences of-the TEP but. alsO'to gain‘insights-into their
perspectives regarding the school peer coaching progect.

PS%ticipation in this teacher effectiveness class which-

‘~continued'until May, was‘helpful bothvin;preparing the .
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description of the TEP 1nclﬁded in Chapter 4 and 1n
funderstanding the TEP concepts and terminology as they were

used and applied by the Forest Grove staff.

Participant Observation

9

part1c1pant-as—observer (qud 1970) Gold'outlinesifour

C . . . % ’
- My role in this study has been that of a

theoretical roles which a field worker can assume. complete;
vparticipant ”participant-as—observer, observer-as-
participant and complete observer. The participant as-

’observer role is the one generally associated with the term

, participant observation. It indicates that both the field
7r'and the informants are aware that theirs is a field

fionship which Wlll end: w1th the project The aim of

}"376) calls intimate content while avoiding intimate

Form. This means to be able to 1nteract with informants as

o
N

a colleague without losing a researcher's perspective or
'"gOing native" A participant-as-observer stance allows
. the flex1bility which the researcher needs to adapt to
schang:ng research 51tuations Clifford Geertz (1979), an-
anthropologist, cautions that you do not have to "go v |
native" to understand the native. He suggests that the

trick of dec1phering all the symbols so that you can figure

out what people think they are up to,‘calls for an*



o4

h‘Pﬁogram,_ Most of the_data_were Collectedvduring the

“four-month period from Septemberv3, 1987 until December 17,

LS '

. ~
» : ’

iexperience-near, experience-far perspective. The role of

~“participant observer offered that possibility.~

fbata‘collectio“p_”. e

-

. Data collection began on June 18, 1987 with an entry
in my personal journal describing my first visiﬁrto Forest

Grove School ‘and the substance of an informal interview

- with ‘the principal., Formal collection continued until

February 4, 1988 when I recorded a discussion of»peer R

coaching th the four Forest Grove teachers in the\EE\

1987;' Several means of data colle tion were used in the

;‘study..interviews and taped conversations, reflective o

journals, fieldnotes and collected’documents. Let us

examine the-role each of these.played in data collection.‘

Intgg&iews and Taped'Conversations. Interviews and

taped conversations generated the greatest amount of data/

"in this study. uApproximately four hundred pages of typed o

transcriptions were prqduced in addition to outlines of d

4-conversations which it was judged did,not warrant total

htranscription.4 These data have been organized so that- all.

conVersations with a person or group are together. Most of~‘

‘the guotations in chaptersdlf‘s -and‘6'are fron these
csources; Each is indicated by_a simple page reference.

_,usually the speaker is also identified.



. 1nterviews place them in a symbiotic relatiqnshipﬁiith R

,observation because both interact to clarify, expand

”-'analyze, and make comprehensible the words‘a:d actions of

., the time a que_

the subjects. It was often impossible to obtain answers at ‘

on_ rose. Hence, fieldnotes were ‘Q =

- essential to ct ordinate observations with late interviews.«rfp

Ly

- folIowing that the teachers defined their positions on

Most‘of the i erviews were conducted with individual ,i‘»':,

v‘informants. Yet, on several occasions, both teachers were .

together, as *E November when I checked whether the

1 AN e .

' emerging themes had special meaningxf\¥ them.~ S | "

Taped conversations also conft tuted a- major source of d
@ata. Each of the peer coaching/sessions involved a. |
significant cohyersation because it was during these .r_,‘»,*

occasions or during informal conversations immediately_“'

issues related to goals or the form their interactions

would take. These sometimes subtle negotiations_often

X

P



shown in joint a/ction. o . -

geflectﬂve"JOurnals:“ Reflective journals represented

a second'important:source of. data. I kept 2 personal ,tfi*'f77%
r ‘)’ ! .
' journah which enCOmpassed all aspects of the stu. "- the

coaching peers, the staff project, and my involvement in
F\the TEP. In computer parlance, it acted‘as a central
processing unit which enabled me to make sense~of the-
various sources of data and to ‘plan future strategy.
Unanswered questions, possible insights, hypotheses,'and [
»self-reminders were all part of’ this journal. Altogether,f:'.
.g,it comprised approxfmately one hundred fiftyﬂfive pages _
written in long-hand Although this log-like document is
of great importance to me, direct quotations from it are
ffrare. Any which appear were indicated with a AR fqllowed

.by the journal page reference.“" "' - ’ -;4i

' In addition to a personal project journal I kept a L

peer coaching journal which I shared with the two teachers
'-}who had allowed me to be part of their peer coaching
_‘session. Jnitially this was Rose and Ma—ry—,—-later ét was
'Rose and Margie. They in turn, were: inviteégao keep a .
vjournﬁl\of their own and share it as they saw fit.' Both

| Rose and Mary chose to - do this, Margie declined. I

,prepared a sheet which attempted to answer five questionsg

3 -
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ﬁfmplete text:is shown in Appendix A.: It describes a:

5,

Its p?rpose Was described as encouraging the teacher to gfﬁfiﬁ

o reflect on what is happening at a time.when she is not

bothered by other pressures.

.

Lf These personal journals proved to be a valuable sourcet

&

x;f of insight into the feelings of Rose and Mary during the :

project._,They also %cted as-a means by which I could raiseqf,ifw

R

N questions which ‘they could ponder before a future -.5 ’#

interview.» g ﬁf" 5#"f3rﬂ ;_] }fgfj;f;f;.'& . 5ff

: Normally\I made my jougapl entries within a day of the

’ peer coaching session. The pages were then photocopied and

-
left in each teacher 8 mailbox the following week when I

‘j was in the schobl. Generally, photocopies of the teachers"r

journals were waiting in my box.

Several direct quotations from the peer . coaching

journals have been used in the text. As the photocopies

| were filed with the fieldnotes, they have been de51gnated

‘as FN, followed by the page reference.

EI I:ngtgg'gng”gélgggggg rouments. In situations when -

it was inappropriate or undesirable to use audio-tape, I

e

- e
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either made fieldnotes or mental notes which could be':
jotted down at the earliest dbnvenience.. I took fieldnotes’
:during the observation part of pfer coaching, then combinedvl
these with audio recordings during the conference whidh .
followed Fieldnotes were taken at staff meetings, not to
make an accurate record of everything that OCQered but
‘ratner to gain an impression of how the three teachers y
‘interacted with their peers on staff to obtain a §ense of
' the staff prﬂorities, and to observe how the staff operated.
as a group of professionals under ‘the leadership ‘of the
principal.ﬂ Data collected in this manner was useful to
write the description of Forest Grove School in Chapter 4.v
Fieldnotes were used to note significant conversations
i_'which could not. be audio-taped. These were my only means .

of recording conversations with the school principal. In

’her position as instructional leader and peer coaching

s .coordinator, the school principal appeared to have a

"significant impact on- the teachers and played a key role in”,
‘the case study, I did not fully anticipate thieaprior to .
“the onset of the project and failed to igvite her to |
.participate directly in the study. Her busy schedule-and'
private disposition. made brief contacts and hastily 'L‘? :
3scribb1ed notes the only way to record her perspective on

' the peer coaching project. . | = |
Collected documents represent a final ‘source of data.

'r,bThese consisted of items which were normally distributed to ;
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.the staff within the school context. Important examplestﬁ
included the parent handbook sent hg me with each student in~f55“
.September and memoranda which included peer coaching items»d

'sent to the teachers by the principal._'“'

5f Although there are few: direct references to either'l“‘

‘ =_fieldnotes or colleqted documents in the text they

'provided the basis for much of - the description in Chapter 4T

and Chapter 5. Altogether one hundred forty-two pages of

‘fieldnotes were recorded and numerous documents collected. ',

vDirect references to fieldnotes have been designated as. FN f_

followed by the fieldnote page reference. Collected

'documents can ‘be identified by cp followed by the date of

acquisition. ' f* S

B ! :
: .di‘ SR <

;1A«Iypigarﬂnay Once peer coaching began on October

llst, a fairly regular pattern of data collection was‘
,Hestablished which continued until December 3rd. Every -
'Thursday when peer'coaching was scheduled I arrived at

,?Forest Grove at noon. This provided an opportunity to

check my mailbox, to speak with the teachers to insure

plans had not changed, and to eat lunch and chat with those .h’
' frequenting the staff room, During the hour between the |
*end of the 1unch period and peer coaching, I sometimes had '

' an opportunity to speak to the principal or one’ of the

other teachers. T also used this time to read through -

e stafsf memoranda-or returned journal entries from.Rose_or



' Mary; During the observation part of peer coaching, I took -
3.

;ffieldnotes which described whether the teacher had made

"uchanges to the normal pattern, the ferm of the teaching,

 and the actions of the observer. During the conference,.I

liqf'normally sat somewhat back from the table shared by the

-‘teachers.. In addition to recording on audio-tape every
E7conference, I made fieldnotes both as a back—up to the tape
and as a means of capturing symbolic gestures and recording
-observations. L . ii |

‘After four of the five sessions, other staff .
commitments made it impossible to discuss and collect the
'vreactions of the participants.. On several occasions, I d;Ld'"‘"f
‘.interview after the second meeting, but I felt "_
.;uncomfortable doing this because of the time of day. other.
_times had to be arranged for interviews. Often these ' k
occurred after meetings on the Thursday between coaching “

o sessions or on a meeting-free day after school

"Data Anglysig “‘, L | | v
Data analysis began in a minor way as data colle tion |
proceeded throughout the fall." 'I'his was particularl)i |
evident in my personal journal where questions emerged as I
attempted to reflect on the reactions of the teachers. In
: mid-October a section of my journal records comments | |
"regarding a’ 1ong 1ist of what I termed "themes identified

.by osmosis prior to complete re-reading" (J p. 55) This
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“"listAincluded;such;topics as time,_stress, communication, ‘
and the conferenCiné format.llothir themesvrelated'to the )
personalithS of the three teadhers,7 Aas I re-read all the
.data to that date, specific questions emerged from the |
data.u These were recorded and followed up in the following
:weeks. Interviews with various teachers sometimes provided
personal interpretations which were significant for their '
| individuality An. example ‘of one such question was_'
‘illustrated in the variety of responses I received when I
_ tried to discover how the peer coaching project began at

]

'Forest Grove School.: That there was no clear concensus as
'to how . this dccurred illustrated the_subjective perspective '
which is a characteristic of naturalistic research. ‘_q',
‘\\ In mid-November I first discussed with Rose and Margie e
some of the meanings which I felt they were ojecting S
regarding their peer coaching-experiences. z{

'and the discussion of terms added'further detail to a ‘f&u;t'

'scheme of meaning which eventually became the peer coaching

_model discussed in chapter 6. After that November

eir commentsim"‘

discussion, I tried to explore relationships among ‘these et

'meanings and generate from the data, characteristics of g _
: these peer coachinb'elements. By January 24th, the actual
'”:diagram emerged, but it was not until March 19th that all
~the terms and relationships seemed to fit comfortably

}together.
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In addition to the triangulation between the various
forms of data‘and the member checks with key informants,
two people who were not directly connected with the study
vraised questions which acted as a- form of accountability

for me. One was my research advisor who met with me at

'rregular intervals to discuss progress and to ask perceptiveﬂf

' v.questions. Although he has not had direct access to the

data, his persistent probing and astute observations have
helped to alert me to various methodological
31considerations. ? ‘
: Another person who has provided an additional
' perspective on the data has- been a second reader who has
read both the original data and the written text.f In late
fNovember this person read collected data and juxtaposed her
-impressions with my .own. Prior to the completion of the
ifinal text this process was repeated, only this time the
treader related data to text. | A‘ _ |
| After- the staff evaluation of peer coaching on January_i:'

,7th, I began the process again of re-reading ‘all the data

o collected to that point and. organizing it so that it would

_.be more accessible when actual writing began. My journal'

'_ventry of January 20th noted "In the interest of leavingT '

" an audit trail I will try to jot brief daily notes-

'regarding my steps at data analysis,,etc.ﬁ (J p 122) In’-'
the days which followed it described my efforts to bring

“]the various themes into a coherent focus and to organize
g s . .

&
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e

| the data. After re-reading selected literature on. data'
analysis, I rejected a cut-and-paste method in favour of: a,'

modified card file system.' This involved the use of a'ﬁ

__three-ringedfbinder*organized into"such.categories as Rose, A

and’Forest Grove School»v These.

fvcategories eventually became the basis for Chapter 4. ;Asnf~';i“

T

ifdlg‘ltread through the data, I highlighted and classified ' -

| ”psignificant bits of data, then wrote succinct annotations

'-on 1oose-leaf sheets with the source page\reference., After

'this was completed I went through each category making a
*list of possible headings. These headings were further A
consolidated until all relevant data was classified.- Each
?{‘ . of these headings was . assigned a’ coding number.fgror _ ‘.fi -
o example, 'in the category called "Rose" I identified |
;,Jnineteen.different coded headings.v Then I went back oven,
hxall the annotated notes on. d;ta and assigned a code number
,'to each. Sometimes one note might have two or even three TA
'ﬁcode numbers beside it At the same time that I assxgned
,3codes to: the data, I recorded the data source and page
”'number under the code heading on a master sheet. /'
' Occasionally one tode heading would include a number of. ‘
sub-headings, as’ was the case with peer coaching., Again,v
"-to use thev'Rose' data as an example, referencesaby Rose to . B
;peer coaching were. categorized under code number 15.-
'Within this group, eleven further seotions, identified as

"{btlSA to 15K were used to organize further the material.
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T?This code 15 was used to identify data on peer coaching for” -

each of the teachers. Hence, when it came time to write

"eChapters 5. and 6 the reference; were dasily accessible.

The master code sheets for each major category

"?hfpreviously mentioned acted like a switchboard for the

SRRy,

.

j%li

>

'%actual writing process. From it, 1 could get direct access«

to: what the data indicated various people had said or done
to suggest the meaning they attributed to peer &baching.‘
This, of course, was the whole thrust of Chapter 6. g

A final but important stage of data analysis has

: involved taking completed sections of Chapters 4, 5, and76.“

to the‘teachers for their reactions. ~This began about the

) ,gend of Feb ary and continued into early April." ‘In several:t
"Lgcases teaczgrs nade their statements more; precise or - . W.i
“clarified interpretations. In only one instance, a lengthyt‘

"ﬂsection was removed.at the principal's request because sﬁ' i'

| felt its description of her administrative style exceeded e

sthe»researchiboundaries initially negotiated, This section_

' "represented‘another of.the contextual elements described in
'Chapter 4. Its inclusion would hav‘.enriched the
;_description of the roles played by the Forest Grove _
iprincipal in the pezr coaching project.; However, I believe
that enough of this person's involvement is- reflectedsin ,f_
,“;r_'&Chapter 5 to gain a senseng it. This adaptation acts as ali"

freminder that in naturalistic research the investigator
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: ST S . |
 DEFINING THE SITUATION: CONTEXTUAL ELEMENTS '~
FE e

Chapter 4 s based on data collected over a five-month

.period It describeslthe elements of the study - the
;people and the context in which they interact. ltf
\déscribes the significant early experiences of three
’.teachers, their career development and how they see

themselves and are seen by their peers. It also describes

fhe schcol in which they teach and have a common group

Lexpfrience.b Pseudonyms have been used to disguise the

”)1dentities of the people and. the schodl

This study attempts to convey the meaning which three_

gteachers at Forest Grove Elementary SChOOl in Edmonton,.

"~

T_»Alberta,fgave to their experience of peer coaching._ Eacq'
‘l‘of these teachers brings her own biography to ‘the setting

hand this constitutes an important element for defining the

51tuation and in creating meaning for that person. .y

Consequently the first three elements in the presentation f'

- of the data are the biographies ‘of Rose Thompson, Mary

- Michaels, and Margie Young

The immediate context in which these teachers

'interacted was Forest Grove Elementary School. fgeer

82
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. coaching was undertaken as a staff project and the data
' 4

‘attempts to reflect ‘both the ‘dev opment of the project and

: N\
the meaning it had for the indiv uals involved.ﬁ The T

S interactions among the teacher will be moré meaningful if

\ .

o their actions can be interpreted within the staff context 4

w‘inlﬁddition to the context of their early influences‘

':ﬂ aescribed in their bio aphies. Therefore,lthe fourth
section of this chapter describes the multi faceted element
which we are calling Forest Grove Elementary School _
Another element which significantly influenced how
each of the teacheés initially ‘defined peer/eqaching was'
their individual experiences of the district's Teacher
Effectiveness Program. A deScription of this program and

varicus teachers' emotional responses tp it constitute the -

o i
B "

i fifth and final element of this chapter.” 717
: LY - ) \

) 3 ' ;
Rcse Thompson

RN

Rose Thompson is an enthusiastic woman in her late
: forties who teaches grade one at Forest Grove Elementary
School.~ She came to the school when it opened but her '
teaching career of over twenty years began much earlier.;
Her biography and career development represent two symbolic
interactionist sensitizing concepts of the data which .

_ provide a framegork for describing and explaining how she

e

o*
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defines herself how she defines the situations, and how

she interprets others.ﬁf/

Ear Lx Influencesw
Rose grew up on a farm in central Saskatohewan. Her‘5:

parents were German immigrants with strong religious
_conviotions From grades one to foﬁr, she and her elsterfﬁ
attended a little country school. In fine'weather}-this L

" meant a two-mile walk each way. Beginning in grade five,
they travelléd twelve miles by-ﬁzs to the nearest town

| When roads were blocked by snow, the sisters . had a rough, "

N smelly ride in a bombardier. - One featﬁre of those years

fi'which Rose’ remembers was the lack of academic incentive t
’_the school. ‘Her parents,,however, did not share that p Ant
05 view'ﬂb_ . . _ L , . .

- They really wanted us. to do well and ‘they encouraged
us and almost coerced and forced at times to get us
to study. As nagers we rebelled, because the

- other kids were“out having a good time and we.: .
weren't allowed to do that: We were supposed to be

~ studying. Ndbody at school seemed to care if we .
studied or not. So we were ‘caught between a rock
and a hard place. My teen years were. a real\

. struggle for me. (PP-. 4-5) ‘ :

‘Another vivid memory which Rose has of those years in.

.rural Saskatchewan, centres on her family s religious

belief5° - o | \ ."-':_ . . . ﬂ,‘,'w,".,.
‘I.was brought up in a home where very strong
Christian values weré emphasized and .that caused a-

_ bit of ‘a problem at school in that my sister and I
% @id not participate in a lot of things that the

". other kids participated in.... As a result I really
r_have empathy for kids like Jehovah's Witnes;es and

L

.



children who are not allowed to take part in things
because of their parents' beliefs. (p 3) :

_ Rose wanted‘to‘be a;nurse but'learned to her‘chagrini
“that she lacked the required science courses. Since‘her
sister and a. good friend were going to Teachers' College ini
:Saskatoon, she decided to go as well. Reflecting—on this .
'decision, Rose suggested that "God never makes any mistakele
in our life, and there was . a phrpose for all of it" (p 5).
;‘Her belief in pre-destination has supported her through the

\

many moves she has made in her 1life. Teachers' College and
Saskatoon ‘hold wonderf lkmemories for Rose. This was her
first opportunity to Iuteract withcchildren younger than
herself, and she 'loved' student- teaching |

. After ond year,'she graduated and ‘was hireﬂ over the\
telephone to teach grades threg and four in a four-room |
school near Moose Jaw. Rose's recollections of her first

‘.year of teach'ng capture some of ger excitement*

It really W hrilling and exciting year. I
tried more. things that year than I've ever tried
since. There were nights that I had to scrub the
classroom floor afterwards because.the kids made |,
such a mess. It was really rewarding and I-knew
‘that I had done what I really should be doing in,
‘life.. (p 8) ' _ .

s

;Ma;:igge and Grade One -
J After one year in Moose Jaw, Rose an two friends
‘ returned to Tea hers' College to obtain their standard
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- job in grade: three, but through an error, her position was

yswitched with the grade one teacher'%%

.96

‘certificates. Teaching jobs in Medicine Hat _then Calgary,_
}followed., It was during this period that she met and
:married ‘her husband Rob, the son of the pastor who had

':_come to Rose's home community during her teacher-training

years.- Since Rob .a secondary school teacher, could only
find a»position teaching grade four in Calgary, they opted-

to return to university in Saskatoon. During the next three ~ —

ﬁ,years,Rob completed a bachelor s degree and Rose taught

grade three She fondly remembers that during this period
the discomfort of tight budgeting was balanced by the new’

l_experiences of matrimony and of entering her classes in
itcompetitive music festivals. She also learned somet/bngn

. about teaching which has become one of her beliefs° "that

3 r,x-

:with a bit of encouragement and a bit of’ enthusiasm from

the teachgr, you can get kids to do almost anything."_;i.i\ﬂgiu

Following Rob's graduation, the Thompsons moved to

' Kindersley, Saskatchewan where an innovative philosophy was

-.being implemented in- the high school. Rose ‘was promised a

Ky

That is how I. got into grade one and again,-I:' v
believe this was no mistake, no accident, because by’
Christmas time of that year I realized that teaching -
grade one was probably the most exciting thing that.
.anyone can ever do in their life. .We were in that

town for three years, and by the time we left
Kindersley, I knew I would never te‘gg ‘anything - S
else. Grade one wasrgoing to be it rever.-(p’14) S

[



‘ _eight months later.- Jobs were hard to find but Rob got a
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enc 2a mojton
When the)experiment in Rob's school turned sour, Rose ,
and Rob moved to Eugene, Oregon, where they both studied
for two years, pr obtaining his doctoral degree, and Rose"
completing both her B. Ed. degree and a master s degree in
: early childhood educaﬁion.< SRR |

That was the route T pursued - the early childhood
- route because I wanted to find out about this -

_business of 1anguage .acquisition and all of the

linguistic connotations of.teaching kids how to

read. I wanted to know all of this so I could come
out a better grade one- teacher, I learned it through
~ experience in Kindersley, but I. was flying by the

- seat of my pants. (p.16) “ ,

.From Oregon, Rob's expertise led him to a job in
‘Dallas, Texas, but left Rose unemployable as' an "alien
wife" Misunderstandings over obtaining a visa extenSion
made it necessary for Rose and her husband to\sell their

house in Dallas and return unexpectedly to Saskatchewan '

fiwtemporary teaching position at the Univers1ty of \\
R'Saskatchewan and Rose fulfilled a lingering desire by
'sworking in the diamond department of Birks' Jewellers..:It‘
- was fun but she felt that the salary was ridiculously low.
Rose returned to education when she was offered a one-year“
‘position teaching two education curriculum courses to.
second-year undergraduates taking majors in early childhood

at_the_University of Saskatchewan.- Rose.regards_teaching

e
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future teachers as "another real milestone in my whole

»

‘-teaching caréér" (p 21)

Those kids absolutely loved those classes. I got 80 -
much positive feedback from those students, it gave
me a real high. gl loved it, but I knew it was only’
~a term appointment and I would only be teaching at.

. the university for ‘©one year. (p.22) ,

"The following year Rose taught for the Saskatoon
5

Public SChOOl Board “but when Rob was not offered tenure: at
"'the university, an- opening with the Department of Education' |
;ain Edmonton brought them once again to Alberta. Rose(was
‘offered a position teaching kindergarten, but held out for
grade one.’ She got it.

I've been here ever since and Edmonton has probably
~ been the highlight of my whole teaching career. You
know what I think it is? I think it's just the
" older we get and the longer we've been at. this
thing, the better we gét and the more we realize.
. what the kids' needs .are and how to accommodate
' those needs. I really think that cannot learn
that at university or teachers' college. That comes
jwith years of teaﬁhing kids and working with little :

guys. (p.25)

Thre »schools and ten years later, Rose is still teaching
- gra_e‘one‘in-Edmonton:j — o

as changed. Here she describes how her methods of ""fs
classroom management have changed°‘ N |
/ ' My methods of . disciplining kids have totally

‘ "changed.... I have tried to cut down to'a fine 1ine e
R wait time in my classroom, so .the kids are nouw B
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‘sitting around.... Another thing is T felt I had to
' discipline the kids, and now my approach is loving
& the kids. I think that is a real big change in the
" way I approach things now. If you sincerely love
those kids and build good rapport with them and
provide a- good program, your. discipline Jis minimal.
(PP 41'42) - - ‘ . oo v

Observations in Rose's classroom certainly support the S

: picture of Rose as a ' loving teacher who tries to make every L

“one of_her students feel.special. Rose maintains that
_todayis,curriculum demands more‘of~children than it aiq
ttwenty years ago. She supports this change because it -
:”agrees with her experience of working with six—year-old5°l

Another thing that has happened with this age group
of kids, I have realized that six-year-old kids are:
capable of far more than we often give them credit

~ for. As an individual, I want to push the kids as

' far as I can possibly push them. I was satisfied
with much less. when I first started teaching. (p 43)

* The third way that Rose feels her teaching has: eVolved,
is in lesson preparation. Whereas ‘most- teachers spend ‘
longer hours preparing to teach when they are novices, Rose
feels that she has reversed this trend in her career.

‘Another way it has changed is the intensity of my
- planning and my preparatipn. The. first few years
“ that I was out, I did relatively ro planning and
. preparation. A lot of what I did was off the top of
- my head. 1It's the reversal of what a lot of people
do.... I put far more .hours. i§to planning,
) presentation, preparation; an researching than T . s
”'gever dia before. (p.42) . .

' It is hard to believe that Rose was ever casual about s

her lesson preparation.- Perhaps in relation to her current :f'

level of intensity this may have been trueaﬁ’Certainly in {.b"

the researcher's sixteen Years of experience he. has never
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witnessed a higher state of classroom readiness nor closeriv

attention to d;tail than that exhibited by Rose. One of

~;.the reasons she can devote so much time and energy to

-

'.school work is that she ‘and- her husband made a consciousv

]

f'decision not to- raise a family. Rose considers that her

students are her family for the year they are in her care.;'

“Because she ﬂeeis she could not do justice to both her
students and children of her own, she made her commitment
to helping other people 8 children. Also, Rob's present
'job demands much of his. time, thus affording Rose the

_luxury of time to herself. This she invests in her school

work

- Pro ess o a _Needs /

Rose's drive to continually improve her teaching

skills is very strong. Hence, rofessional development isib.‘

high on. Rose 8 agenda, ‘as- it is for the staff of Forest.
‘*ZQGr6ve generally.' University coursébhbhowever, have last’

3 their appeal. : o
I honestly don t think I'll ever go back and take
- another university class. The reason I say that is
because when I think-back to all the university -~
‘classes I took, a lot of.what I studied and this is
- going to sound very negative, but a-lot of what I
studied was totally irrelevant to wh happened in
- the- classroom. (p. 46) ' B

'Rose may be. typical of experienc teachers to’ the o

extent that she seeks practical ideas which can be used inv‘

SN

naclass_thekfollQWing day. -Rrofessionalxactivities which "



: fail to meet this criterion, no matter who spoﬁsors them,
Rose deems fisappointing._ Here is her comment on a .
conférence sponsored by the Alberta Teachers' Association‘

. T was very disappointed because there was not onﬁ
.thing that I got out. of that conference that! ¥ could
‘come back and use on Monday. If'I want to take time
" to develop professionally, .I want things that I can
come back and use in the classroom - not.the way

. somebody presented, but at least to come back and -
‘say, 'Look, I got some great ideas; I can make these
ideas work . for me'. (p 46) ' .

’ Rose - has found that the inserviée programs offered by
her own school board best meet her needs because of their

variety and the fact that she can pick the ones which meeti-u

 her professional needs:

8o professional development for me is to’ look very
.carefully through the calendar of things that are. ,
'~ offered by the Edmonton Public School Board ....
I've been teaching long enough to know what my ‘
_professicnal needs are and therefore I choose those.
things that I feel I need to improve in. (p '46) '

The things which Rose felt she 'needed to improve in'

referred to areas of curriculum which are constantly

'changing. Staying abreast of such changes is import ht tolk

.Rose' v C
If you don't keep'ﬁp)with what is going on, you may

" as well kiss.-your career, good-bye. You can't teach-
a twenty~-five-year-old curriculum in this day and -

age. You have got to teach what is current. (p.47)

- L ]-.-*1!‘; !s- - ‘ ' '

When asked about her personal needs, Rose seemed

-

afreluctant, almost fearful to separate them from her
. L 4

teaching. This seemed to be because, for the time being at‘
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least, personal needs have béen set-aside for professional
ones: | ’L"
FI honestly have to admit to you that there is no

-social activity or thing that I do personally as

even a break from my job. My job is all T
‘encompassing. It really takes most of my time. I :
think that part of it is that I don't have a family. !

"~ I don't have other diversions that force me away
~ from it (pm44)

._Pushed to look beyond the present Rose admitted an-
-kinterest in pursuing medicine as a new career, although a
year off for rest ahd relaxation would be very attraétive.‘
‘Rose’ is hesitant to'explOre’hypothetical'situations like
that because,v"I have a fear that if I ever did that, T .
_;might 1ike it so much- I may never go back to work" (p 45)
In the meantime, Rose is content to teach grade one- at :
Forest Grove Elementary School ahd to await what the future

'holds for her.

How'cherS~éee RoseVF i T;it_ .1‘ | :;pib
.H"Rosefsapeersigened_lly regard herJas an_outstanding
aiteacher iHowever, until'the initiation'of‘the peer
“coaching project teachers rarely observed one another
f'actually teaching.. Impressions of a peer's professional
;ability must be gleaned from such clues as the way one s7 ,
class behaves in public, glimpses of class management
:“snatched through open doors,qdisplays of children 8 work,
"finformal conversations, one' 8 reputation,_and i?rough

A

. L PR

P



103

comments or presentationsbto the staff nAn exception is
the principal ‘who must supervise everyone on staff.

The. principalwinitially described Rose as: "confident
tin her teaching" (J: b 19) and suggested to her that she
consider being part of the research project The fact that
'Rose was offered an intern for one of the two years when
'the Alberta government financed the Initiation to Teaching
Project may also be interpreted as a vote of confidence in‘"
bvher ability.. As the peer coaching project began, the -
ﬁ~principal acknowledged that "Rose takes things pretty
lfseriously. Sometimes she puts a lot of pressure on .

;herself. l have to talk to her and get her to slow down"
"(FN'pﬁ44) The principal also referred to the intensity
;and thoroughness which Rose brings to any task she
;un%ertakes. The staff had an opportunity to see Rose ,'f'" -
exhibit these qualities in October when she was asked to. .
;explain her system for working with parent aides. In an |
"impressive presentation, Rose explained how she selects and“:“

ﬂtrains her'aides and teaches them the function of her

"parent-aide box.- This box contains every possible item theif*“f

o parents will need to perform their aSSigned tasks.'It

"contains an assignment book which explains the plan for the"‘

day and liStB p°551b19 jObS-' Red writing indicates highest L

*xpriority assignments. ‘The aides ‘even’ have their own. date

calendar-so,they can;re-schedule theirvdays-and-arrange for'




d The principal admitted that Rose s penchant for detarl
‘and commitment to. perfection made her somewhat unique on
staff. Consequently some teachers~are somewhat reluctant”
to work with her because she is so intent on her own.
goals.» From a team perspective such individuality can
:occasi:nally create difficulties for the coach as it did

: prior to the fall report when Rose wanted to- send out a

. _longer student report and*have longer parent-teacher

iconferences than the rest of the staff. A staff meeting

clarified the reasons for a common report by all the

teachers. .

& . .

" An instructional processes consultant who had observed
and coached Rose over an eight-month period when Rose was
_'enrolled in the Teacher Effectiveness Program, said that it f
‘was’ presumptuous of himﬂto coach her (J Pe 71) | She had an
'excellent grasp of the material and her 1essons were

planned and executed to perfection.,f ‘

Both teachers who had the opportunity to be Rose B8
-i'peer coaching partners during the- four months of the
‘:project lalso attested to her skill as a teacher, to her

4strength as a person, and to hen love for teaching.- Both
'.teachers became aware of the differences between their own:
and Rose's goals for peer coaching. The internal and |

‘d
‘external dimensions of" these interpersonal differences will

7a"be explored later, in the section on the lines of action--.

‘peer coaching._ -
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Hgg’ngg §ges ﬂezself,at
In an earlier discussion of how her teaching has
evolved Rose revealed some of the qualtities she sees in
herself as a teacher._ -She pictures~herself as.a teacher‘-

whose class management is built on a warm, caring

i reTationship with her students, as a teacher who plans her
llessons carefully and presents them with enthusiasm, and as

'a teacher who ‘has high expectations of her students

Rose's acquisition of an intern provides another clue _

.to her self-image, it also reinforces previous images of.

Q,

,”_her thoroughness. The previous year,_the principal offereduf
o Rose an - opportunity to have ‘an intern, and she suggested B
_ that Rose should make the selection herself. Rose studiedc'

"thirty files before settling on six to interview ’ Each

interview 1asted about two and a half hours.- Rose's

_description of the young woman who was her choice is

significant because it reveals those quaIities she admires

'fin others and quite likely perceives in herself: a country'
~'“girl wlth whom she would.get along well honest and open to~

suggesti

ns; she didn't 'know it all" she was not:
dup' (FN p.23). | o

S'nce iose's tastefully coordinated clothes and chic -

'Vhair styles do not betray her rural up-bringing, it may be
| that Rose remembered what she was like when her teaching

career began and saw in this inté\n those same qualities._

Another-explanation is. that despite her aura of



7’,abilities as ‘others perceive her. to be, The data seems to -

"y 3 ) 4 | . '. Vl " . . . "‘1“0‘6]‘:;,

point to there being two sides to her self—image' one which

acknowledges that she is an outstanding teacher and another ‘

;?’//~T>which causes her to wonder if her intensity isn't a

handicap to developing interpersonal relationships. - \ \\

An example of the confident Rose can be seen in an

.0ctober conference with Margie. Rose spoke of her love for

1teaching and reflected complete confidence in her ability

o to plan a lésson:-

I just really love what I do and; there probably D
‘isn't a lesson that I ever do that I don't feel good
about, -because when you think ‘tlem through and you - -
.know... what you want to accomplish, it usually

¢.  works out. I made sure that the components of a

jgood lesson ‘were in there. (pp. 232-233)

Asked why she put 80 much emphasis on the technical

elements of her teaching, Rose revealed both sides of her'v.

' self- image when she replied.ﬂ

,\‘

'fBecause I ma. perfectionist. It is because of my
background. I think it's ‘my Dad's influence more
than anything. It stems right back to my = *

childhood.... I think when I first started teaching .

~ I.did not strive for -excellence. Now I.want to be :
the very best that I can be, in every way ‘that I can
be. - You can be your own worst enemy by doing that '
~ and I realize that. (p.50)

Rose was to repeat the phrape, about being her own
worst enemy several times in various contexts during our
conversations. ;he common thread which linked them and
which Rose seemed to recognize as a fault of commission,v'

‘was her 'intense commitment to her.teaching

'confidence; Rose may. still not be as confident in her own“\\\ |
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responsibilities. This-extraordinary‘sense of o G
e :responsibility is evident in these comments in relation to
'_a teacher who .left her class to work on a Christmas project
.in the-gymnasium° | .
o s My whole reason for being here is this - what's ° -
‘ right- here [in the classroom], and.I'm upset if I o
have to leave this place even for five minutes. r :
know that I can be. replaced but yet - I don‘t know, - ¢

I .guess I just feel such an intense responsibility
“I'm my own worst enemy. (p 95) T S

- B _{;)//
- N * ) ’
In this section we have looked at t various elements

o “which have combined to. create the teacher, Rose. The :

.;dominant early influences appear to be her upbringing in a
X‘German family which emphasized excellence and strong -
".‘religious convictions. During the period leading up to her,
settling in Edmonton, ﬁose ‘had ‘a Wealth of teaching
}experiences in many different schools and communities.'She.\\
found these tremendously stimulating and made a personal i
.commitment to teach grade one to the best of her ability.
. At Forest Grove School Rose's hard work and attention to’
'detail in her teaching have earned her praise and |
' recognition from her. peers but caused her to wonder lf her
'desire for excellence in teaching may act -as an impediment'
‘Fo developing interpersonal relationships.“ A
' Many adjectives have been used in an effort to

"describe the teacher referred to as Rose. caring,

'task-oriented intense, motivated committed e

‘v
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‘perfectionist 5Structuredhtthoroughf organized

108

enthugiastic. Each of them adds another dimension to our'l.

Y
_picture of th?g complex person. Of these, three , 34

. descriptors seem to best capture the essence of Rose'
'”committed enthusiastic, and structured.,' ‘"‘_ 'il
: Later sections of this chapter will eXplore Rose'

internal and external relationships with others with yhoml

‘ jshe interacted in the peer coaching project

} Marnyichaels o

T

Mary Michaels is a quiet unassuming woman in her'’

early forties who*teaches a combined grade three-four class

was transferred to this school when it opened. As one of
three key informants in this research project, it is .
:essential to understand her biography in order to obtain

meaning from her responses. Here is Mary s.story

P

S Early Influences

. Mary was the eldest of fourteen children born to
IriSh-Catholic parents on a farm in\southwestern Ontario
Her family was relatively poor; there was always work to ‘
do, whether caring for the younger children or helping with
 the farm chores. :At an early age, Mary learned her

father'sxworksethic ‘even today. she is still conscious of

nits lasting effect on her.

I

v

at Forest Grove Elementary 5chool. Like many on staff, she



When you’did a job on the farm, whether it was
milking the cows or piling the wood or whatever, you
vert expected to do a good. job. If a job's worth
‘doing, it's worth doing well. So I\know it's ‘
~ something I was engrained with, and ve were always

working too. (p- 318) : e
‘Although Mary long ago rejected her father's excessive work
schedule, she still catches herself looking for jobs to
give to her own-children when she finds them relaxing..

Mary received her elementary education in a one-room

"’ %
school which only had twelve students. She remembers what
-a shock it was to transfer to a high school of seven |
" hundred ‘in t}earby town '

Although growing up in such a large family had more
than its share of work and difficulties, when Mary left her
.family at age seventeen, shé began to realf!e just how
important family ties were to her: -

" As a unit we were always closely knit, and I think .
even now there still is that feeling; ‘even though T _

‘am away and my sister is out here. You can just see .

. when you go there that there still is that feeling.\

" Even wheéen. the nieces and nephews come, you're just :

: sort o: taken in. (p. 316) . _ ‘
ec X : eache

When Mary graduated from high school at the end of
grade thirteen,-she dec1ded to-become a teacher.'ZShe“
suggested.that ‘there were two reasons which motivated her
"to choose teaching as a career. She resented being poor g'

zfg,and wanted to be able to get a job quickly w1thout spending

L
Gt
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= several years at university The other ‘;@eason was also

L related to her fimily experiences.

I knew I liked children because, as the eldest I
helped raise a lot of children, but it also. made me
not want to have children right away. (p-. 313)'

: At age seventeen,»Mary left home\to attend Teacher s
College at Stratford Ontario.? She recalls that as a.
teenager and as a young adult she was a very shy person.
Since the teacher-training program was compressed into one
. year, there was 1ittle time for practicing before being

_
observed by the instructors., Mary vividly remembers the
anxiety which she experienced whenever ‘her supervisors
‘obsérved her- during practice teaching |
I know that just from nerves and wha er, of them
watching, that lots of times I just flubbed up
because -of my nerves. You know,_ I did better when
‘they weren't there and I didn't feel under the
stress. (p.321) ‘ o
Teaching positions were abundant when Mary graduated
and she went to work immediately teaching forty*two first

and - second graders in the Kitchener Separate School System.

The Kitchener system made its.consulting services available

to beginning teachers, Mary credits this support and help

iven to her by her peer; for her lack of teaching
o
difficulties in 1aternteaching assignments.

‘

Teaching enabled Mary to achieve two of her immediate
goals - freedom and money Kitchener was close enough to
home that she could visit whenever she wanted. At first

[‘}
she went home every week-end, later she visited monthly.
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‘ When she was twenty-one, Mary and a- friend toured Europe

AMontreal,r‘

during the summer vacation. After four years in Kitchener,~f

,Mary and her friend sought further adventure by accepting

teaching positions on a Canadian air force base north of :

-1a a“ k and zachin
| while on, the military base, Mary met and married her
husband. Before her second year of teaching at the base

had ended her husband was transferred to a Canadian Forces
(&

‘Base in Halifax, Nova Scotia, Mary finished out,the school
'year, then followed him to Nova, Scotia.- Since she was

“expecting her first child and wanted to be a homemaker,'*

Mary did not seek employment. During the eight years the

.Michaels lived near Halifax, Mary attempted to fulfil her

aspirations as wife, mother, and teacher._ Both Mary's

daughters were born during this period. She taught for two

:'years, otherwise, she taught only for shorter periods when

teachers were out on maternity leave.u

Even before coming to. Nova Scotia, Mary had begun

taking university courses to raise her teacher s . o

.certificaté.. In Nova Scotia, she registered at Mount Saint-

Vincent University and continued to work ‘toward a Bacheldr

vof Education d%gree which she later received from Sir.

.‘ ")

Wilfred Laurier University in Waterloo, Ontario..
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K In 1974 Mary s husband left the armed forces and
joined a nationally-based company., Four years later, when
an opening became available in Edmonton, they decided to
',/explore a new part of Canada. - s

’/K" It took approximately two years of‘wrestling with
| /i’ bureaucracy before Mary was eligible to teach in- Alberta.a
/// In the interim, she took part-time employment, volunteeredv
// ‘ "~ in her girls! school, and helped with Brownies. Soon after
5herfAlbertarProfessiona%LCertificate.was issued, she‘was
hired to teach grade two; Mary has taught COntinuously '

since, but. has been transferred twice because of population

shifts. Her last move was to Forest Grove School.

LS

alancing Priorities - Knowing Herself

‘- '
o Mary takes her teaching seriously, but ‘s8he also wants

to be a good mother ‘and wife. Mary believes in doing ‘
: things well and finds it frustrating when she feels over

extended.

The type of person I am with ny teaching -1 taﬁ& it‘
“geriously; I devote a lot of time to it.... Even as
a mother, I have high expectations of myself....
That's why I was feeling some stress because. I
thought I had to - because I wanted to be a good .
- homemaker, a good mother, a good teacher. (p 317)

. The need for a resolution of Her dilemma led Mary to
“% V = v ' '

request.a-job-sharing position with one of the men on
staff.' Last year“shevand Roger shared a grade four classi' %
This was her first experience teaching division two .

children she really enjoyed it. The half time commitment
/ . iR



also allowed Mary an opportunity to balance her personal
‘and professional development._; : : ’ T |

\
Mary 8 personal deVelopment took several forms. She

enrolled in music lessons for the fiﬂhﬁ time, despite ‘%R;; ’

always wanting an opportunity.r She and her-. husbandralsov
3

;sparticipated in a series of seminars on personal
development which his company’ sponsored., Known as“Theu“'
Forum', these workshops emphasized honest, interpersonal
communicaticns, and encouraged participants to be more
-self-assertive Asked how this course affected her, Mary
.gave a number of examples which also reveal how she sees

herself°

Oh, I've risked Being more open with my husband ‘my

girls.. ‘I think I take more risks with the students -

~at school as far as - before I always thought that I
_ had to be, you know, not show emotion. I had to
“\ supposedly be perfect, if\you know what I mean. I
think now I take risks...I do get angry or I do get
frustrated, or I do make mistakes, whatever. - ®
. Whereas, before sometimes, you know, I. would be
- afradd to let people know that maybe I was scared or
worrded. I kept a lot of things inside me rather
than letting people know-what was bothering me. _
(Now I'm] more willding to express my opinion whether

people agree with me or\zft. (p 311)

Mary S-half-time positi allowed her the luxury of
"time to develop as a persoh _ It also meant that she could

vexplore some of the professional opportunities which the

= Edmonton Public School Board made available for its

: teachers. Maryureceived permission to.participate‘in the
,‘districtvg Teacher‘Effectiveness Program. By attending the

sessionsfduring‘her_free time, she wasfable to_save the



<7114

school money, yet not worry about time away from her class.

"Mary enjoyed the sessions because the consultant encouraged

participants to share their ideas, she also flt that it

'made a difference in her teaching,

Sometimes I would become very . frustrated because .

children. would be misbehaving and I would think it

: was because of me - that I wasn't doing something

Wa. "~ right. One of the things I realized last year - at:

: least it came out to me; I should have known it -

- before = was that there is a certain percentage of
children who are going to misbehave or who really
don't care. I always did try to- motivate: them, but
then I was looking at myself. I guess it was good
to realize that this will happen and I shouldn't:
blame myself or take it personally (pp 345-346)
During her year of part ~time teaching, Mary learned

gthat she could meet Egth her personal and professiona\J

needs as well. as feel ‘satifsfied with hen teaching. Stress
was not a problem.. Now that she is back‘teaching -

"full-time, she is again conscious that too many obligations

may lead to increased anxiety. Her husband‘is also'aware

_that it is- important to monitor Mary 8 level of

involvement. . Last fall when she considered taking a

. re
. university course, he reminded her of previous experiences

biiand said, "Mary, you ll just put too much stress on

yourself" (p. 328) _ "

As we look next at Mary the teacher, it is important ,KT
to" remember Mary's awareness of her ongoihg struggle to
bachieve both personal and professional development while
' maintaining a balance between home ‘and school L vg‘

'ﬁfresponsibilitieS°H‘“‘



I spend a lot of time'with{my teachi

s over the*years,:.so I'm tr¥ing to 4o/ ge
- things. So‘that's‘a struggle for ge'.wm
that I have time,to do pther thingbﬂd
of ha@e a balance._(p 3?&) : d

:e_é t e i'

.

interested in balancing her o‘i

type of development she seeks f";:< “t,s‘;tudents.o Mary
\h\elieves in a balance between acadeinig ski’lls and what she
“calls "getting-along skills" (p. 322) : Mary acknowledges
that, like‘manyﬂteachers, ;he has wrestled with the dilemmaiﬁ"
inherent inlpublic'education of whether to give higher
priority to the needs of the individual or. the demands of
the curriculum.» Mary has strong beliefs about this
guestion. a
To me the individual needs b 4 the students come
. first. There are a lot of students who have
psychological -and emotional needs that to me, if you
.can't help in that area, then academically they '
aren t going to achieve very well anyway. (p. 324)
' Mary described various ways that sqg’adapted her
.teaching to provide children with ‘'success so that they will
feel "good about’ themselves.i In their only-conference, Rosel
commented on how Mary had assured the children that maklng
»incorrect guesses ‘was not only accepted but encouraged in

‘her classroom. Mary replied '"That's a message I try to

: get across, That's one of my goals" (FN p 35)

L]
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Another of Mary's goa]s for her students is to helpy
them understand and 1earn tolerance for children whpfare‘
”:different than themselves..,she thinks_this is very

important in a city like Edmonton where so many cultures

'amingle and where children with distinctlyadifferentf
learning abilities share the same classroom.

There are. two themes which can be identified in Mary 8 -
'educational philosophy which also consistently appear iﬂ%
her beliefs about her students and peers._ The first is the'
'importance of interpersonal relationships; the,seCOnd'is_?
the importance of'prdviding freedom fornindiyidualsﬁto~grow
in their own‘unigue way. ‘As one might expect Mary was
v'observed to treat both adults and children in‘& similar,
ycourteous manner. . - S
‘ - Mary indicated that she felt her development as a i
‘teacher was partly due to the freedom and the support which..
.she ‘has enjoyed during her thirteen years of teaching"

I've been lucky, I've had the freedom to do sort of

what I thought was right within my class. So all

throughout my teaching career I've always had the
support of my principal.v(p 326).

'h It is quite likely that one reason Mary has enjoyed such

e
freedom and support from her principals and pgers is that
v .

'df her easy going personality-and tolerance makes‘her

well liked. and trusted by her colleagues.
“ I know. that ‘within a 5chool, other people don! t have
- quite the same philosophy as me or they have a
different way of doinhg it. I accept that too, and;
'__you know, I'm me, and what works for me and my

. . o ~‘\ - B ' . . . s oo E . . n,_' L
- ' o~ o

S &
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teaching style and my personality., I know that
- someone else may have a different personality and a.
different teaching style, and I feel confident that
they're, 'you know, doing just as well in their way.
"= I think that, it is good for children to be exposed
~to different’ teaching styles because, maybe I'm
: _missing something and they'll pick it up. (p. 327)

L

Mary s attitude towar@ others forms a comfortable base
from which to build friendships Mary feels that
vdeveloping interpersonal relationships is an important part
of being on a staff. Yet, for-someone who wants to do a
good job in the ‘classroom, itﬁfs tempting to overlook
| one!s commitment,to peers and focus one's energies .
eXdlusively on lessonlpreparation. A comment by Ma ter
being conferenced by Rose, illustrq;es that this is a
‘dilemma about which she has strong feeling5°
I got a lot out of her [conference], but Rose spent
~ all last Thursday noon working on her conference
-~ That's not for me. Thursday noon I choose to go out
- and have lunch with some of the staff. To me,
that's important%that I do some socializing....
That's one of the commitments - that I made to myself.
I'll spend some time enjoying. some of the people
that I work. with. (p. 334) ,
ou t _"s‘ ee ar'

‘It was. not the researcher's purpose intentionally to ‘

' fsolicit teachers' opinions of others on staff.v Sometimes,

‘ however, spontaneous comments weif made, which add to our
overall picture of an informant.i Their value can ag in
vintroducing certain characteristics not portrayed '

'elsewhere,'or in emphasizing the public image which an

i“*\’informant already,presents._ Sometimes this image can even
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_be in~contrast to the vision which the informant has of
herself. |

Mary s pn%ncipal at Forest Grove described her as
"very serious")and.as "burning herself out to please » ' |
»others" (FN p. 74) . Mary's teacher effectiveness consultant'df"

_commented that she was "a very shy lady, but a good teacheriﬁg
- who visibly relaxed at the end of his conferencesthii" B
P. 70) Rose once observed that prior to peer coac g, she

”"did not know Mary very well "because she spent a lot of

' time in her room- because of her heavy.load" (p. 403) ‘ These‘
‘brief images reinforce the portrait which has been o
' previously developed of a shy, conscientious person ‘who
likes relating to other people but finds it hard to find
Jtime to socialize.

Yet the researcher's fieldnotes and journal reveal
that Mary 8 staff involvemgnt was quite extensive. The.
fact that Mary was allocated two student teachers is
»further evidence oﬂ_her recognized abilities as a teacher.
This year, Mary was asked to teach the first division '
academic challenge program for gifted children.. This
11mplies confidence in her ability to innovate with |
curriculum and to, stimulate children academically. Mary is
alsd the chairperson of the school science curriculum
committee.‘ This committee was particularly active in the

ifall, and on one 'of the first early-dismissal days,

'fVarranged for a science consultant to speak to the staff. '
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.Afterward the.staff developed axcomprehensive curricular~
plan intended to. coordinate the science curriculum across

| the grades. That Mary was chosen to chair this committee

. indicates the confidence others have i? her ability to lead_

v \and in her ability to ~achieve the goals set out in one of

‘xmly two curricular areas mentioned in the’ school

;priorities. At the meeting to evaluate peer coaching, Mary
\was chosen to chair and report\for one of the four groups.

.In staff meetings, Mary *egularly expressed her thoughts on'
- school “tesues, yet her manner of speaking conveyed the
lgmessage that this was only her opinion.

- In February, Edmonton tezchers organized a - ‘
biﬁdistrict-wide recreational valleyball tournament. Mary was -
t'one of six teachers from the school who participated lShe:
" was quite 1ike1y the oldest staf member on the team, but

iplayed well, had fun, and showed another side of her

_;personaligg - an interest in sports ‘and sportsmanship

le,

o

Mary~Michaels teaches a split*grade-three-four class
at ‘Forest Grove Elementary School.j Her peers consider her
to be a conscientious, rather sh%%person who takes égr v#

fiteaching seriously._ Mary. is well -1iked by her colleagues,
 takes various léadership roles on the staff, and promotes
':»interpersonal relationships. Mary consciously tries to |

achieve a balance between her personal and her professionalw;

PR <3
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1development needs. This means trying to satisfy demands ong o

;_her as a wife, a mother, and a teacher, in addition to .

nurturing her development as a person who is in control ofv

s

_her own destiny. Part of her development focuses on a

A legacy from her youth - her shyness and susceptibility to‘

e

-stress.l \

' The fact that Mary can write and- talk about her
anxiety indicates that she has made significant progress in
icoping with it. Mary seems to &now herself very well. _Her
"self-reflection generally agreégz;ith how othe;é‘see her,
| _but goes much deeper. Mary also* discovered that, ke
Hamlet, knowing what the- problem is and being able to§

‘anything about it are part of the human dilemma which
itnafflicts us all:- She reflected this sentiment when asked |
how she might apply her newly learned personal development
'skills' ' ;'7 cy ‘]d“" L S - e

. Being yourself when you communicate; not doing
someth g for the sake of doing it.... Not to be

- afraid to be yourself. That is something I am :

' .dealing with. You know, but sometimes what you know
and what you night tend to do = there can be that
"dilemma, or whatever. (p. 345) :

"Mary is a unique, complex person.v Yetvvhecause of her
dual responsibilities in the home and in the school, in -
. many respects she is typical of the majority of teachers in
velementary schools in Canada._ Many descriptors apply to"

~her: shy, assertive, sociable, self-consCious, calm,

anxious, conscientious, cooperative, accommodating,
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o evolving'as’a person;'respectful, tolerant, a team player,.
q 'reserved,fa good sport.~ Some of thESejdescriptors‘appear

i contradictory, yet each one forms a’ part of the cbmplex

P A

person ‘who is Mary
Margie Youngais an enthusias:ic, odtgoingvteacher in
her Jate. forties who teaches grade five every morning and
T kindergarten every afternoon at Forest Grove Elementary
Schoolg As one of the key informants in this case study,
it is essential to ‘set her reactions in the context of who

o= she is. Margie's biography and career development

represent sensitizing concepts which provide the framework

for explaining her definitions and interpretations of the ~. .’
sitﬁation.v A ' . o

' Growing gp_jnbgegina‘ ,
" Margie was born north of Saskatoon, in tﬁﬁ>province of Vg
Saskatchewan, but she grew up in the city of. Regina with
her sister and brother.; Although her parents were.

supportive~and pleased with her accomplishments, she sensed
: _ o S S
that she did not receive the encouragement afforded her .
brother' - R S _
v -’;."ss‘ :
».My -father had a philosophy thég, if anything, it'
- men who need education; wome Zdortt. Men were to be
' the bread winners. Women were at' home with the
- . children. They were pleased with what I was doing
. at s¢hool, but I never got,the feeling that they
were giving me a push - never a pull back either,
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never any encouragement to any great ‘extent; .-'
whereas, I know my brother was greatly" endouraged.
(p. 256) .

Margie believes thatbher publicvschool teachers had
the most impact on her during those growing-up years. She

v'; remembers; ironically, ‘how a grade three teacher told her T

o she-didn't have any-artistic talent because "she couldn't_,,

-* make a reindeer the way it was supposed to be" (p.256).
Fortu ate;y,_other teachers were more positive about her
abiliﬁieS°‘: - . c | ‘,A’ o

Mﬁﬁ ‘Barry in grade five = I think she'd encourage
. anybody to go-art work. I liked hef; I  liked -

. - everything about her. I became interested, but I

: ~ -didn't start to think I had any potential until ‘high

: - school. Art was one of my dptions. 1I-think all of

us grew under Mrs,  Laurence. By the time I got to.

- grade twelve, I felt I could have been an artist.
- (p.256) _ .

Margie 8 interest in art preoccupied her throughout the -
| 'high school period and her initial teaching career.. Her
fclove for art continues to this day._ It is evident in her

‘classes, iﬁ“EHE‘excitement of ‘her voice when she talks

'about art and in her art classes for adults which she

:offers at her church. -

‘~ivc_ For someone s0 captivated by art, a: choice of careerr
’nmight have seemed obvious.‘ When asked if she considered
T’becoming a full-time artist, Margie replied' |

’ ‘Well, yes, I diq c;nsider that, but it wasn't ‘

something that you could be serious about because_weff”
. Were restricted financially. It was felt that an -
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vvartist was not a profitable occupation."It'vas only

a good hobby: you just couldn't do what you wanted._

(P 257) - : ,
- lNursing was another career to which Margie was
attracted because one could enter nursing at the end of
‘grade eleven and get paid during the training period.
However, her father's extended hospitalization revealed a
fless attractive,aspect of nursing, consequently, Margie
turnedvto teaching Interestingly enough, she cannot e
:identify a particular ‘reason for choosing a career in-
‘education. Perhaps it represented a practical compromise
:with her art aspirations, ‘since her major was in fine arts
and art education.' ' ‘ ;i

At the time she graduated from high school there was’
unot a teachers' college in Regina.‘_However, it was known
publicly that one woujd‘be established the:fOIlowing year.
In the ihterim, Margie registered at Regina College. When
.it opened she entered the Regina Teachers' College w1th
five university credits and what she described as "too %uch
”confidence" (p. 211) Her confidence, whlch remains a
‘characteristic today, led to college leadership roles and -
many exciting memories." | |

The year after her graduation from Teacher S College
with a Standard Teaching Certificate, Margie taught a grade
'four class in Regina. On Saturdays she taught art classes
for children at the art gallery. Students from the *_,' |
;Teachers' College also attended her art classes., At;the
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A

end of her first year, Margie was encouraged to apply for a_
: position teaching art at the Cdllege. ‘Her successful-
application was a prelude to a- period of intense personal

growth.

' So the year after my first teaching year, I ended up"

teaching teachers at Teachers"' ‘College. It was a
tremendous growth experience for me.. If I felt that
I've ever grown to my full extent, to the utmost—

" that I possibl}y could in one year, I did then, I
assure you. All of a sudden I had to take a
different frame Qf mind.... that was a time T -ended

'~ up doing a lot of things I never thought I could do
if someone would Bave asked me-a year earlier.
(pp.212-213) g ‘

The experience of successfully coping- with the extra

: '-'!responsibilities at Teacher@;@ 0011-ege further boosted

'GjﬁMargie s self-confidence. ‘It also provided her with

’experiences in art drama, and stage properties which make
her - feel that "no matter what a school would go into, I
feel’ like I could contribute somewhere with something"

. (P 213) .‘ ‘ , :; .

If marriage hadn't intervened Margie's career in

ieducation might have, evolved differently. Heriﬁ

k)

'encour§ged her to complete her university*degree., One year
'"later, after teaching grade five in East gnd Saskatchewan,,

Margie agreed and she. registered at the University of

- Saskatchewan where she completed her bachelor's egree in :

g education._ At that time, few boards were prepa ed to pay

&

the salary of a degree-teacher at the elementary 1eve1,_"

3”yet that was where Margie wanted to teach.. She persevered

-
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and_found‘what she considered an ideal position - teaching

art to grades one to~eight‘in Rosetown, Saskatchewan.'”, .

When the Youngs moved to Edmonton, Margie was

expecting the first of her three daughters. For the next

twelve years, while her children were still young, Margie

ﬂ(

..did not teach school. However, ‘she was still very involved

in education.* The question of whether kindergarten should
be part of ‘the public school system was an importaat pﬁblic
issue at that time. Margie ‘had a vested interest:

You don't really become involved: until you have

-children that age..” [My daughter] was about three
going on four when I realized there were no public
kindergartens. What are we going to do?... That's

why I'm in early childhood; originally I was not'a
- teacher who graduated with an early childhood S
diploma. (p 217) '

-;.'.

‘_'<Margie still remembers the eighteen-page application
forms which the government required that kindergartens X
submit. Legislation required that parents become involved,
‘ yet for those who operated these private kindergartens,
‘hiring teachers, paying salaries, buying equipment and
developing programs was a lot of hard work. Also, for _

o those.kindergarten teachers_with teacher s certificatesibut

 whose salaries were half that of their public school
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L Y/éﬁa a determined lobbyist for public kindergartens. Her

_ graduate diploma in early childhood and art education. "For

, perspective, ,
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1

. *
P

counterparts, here’ was a cause worth fighting for. Margie

became the president of the Parent Kindergarten Association ;

memories of the political manoevering, the campaigning, and’

"7-

the support of the media are still vivid in her mind .SO

a

are her: recollections of the turmoil expressed b% some '

teachers @ho 1a§%ed kindergarten backgrounds and experience.

working with parents. Because she wanted to understand
better the problems of parent involvement in the Early

Childhood Service; [ECS] - programs, Margie made a decision

v

which initiatedbher=second career in education.

'I thought well, as’ a parent I was involved with the
. establishment of kindergarten programs and I .

'."couldn’t understand ‘what the. ‘problem with parental
involvement was. Why would we be causing this great
.a problem? I thought well, ‘unless you get the shoe
on your ‘foot, and walk in the steps of kindergarten
- teachers,’ you're not going to understand the

_ problem. .- By that time, “to be quite honest, my
husband-said to me, 'You've become so involved on a
volunteer basis that maybe it would be:better if you
went back to work. I'd see more of you if you were
working than volunteering. (p. 218) o

~In order to qualify for- an Alberta teacher 8
gie was required to take three additional'

courses; She took them plus others which gave her a _

"

the tenyears since, Margie once again has been involved in -

kindergarten, this time from the professional teacher s

s



. diploma, Margie acteg as an Early Childhood Services
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AD Eg:ly gbilgnggg'zducatiog Advocate
Margie has lived the kindergarten issue from all

perspectives, as a parent, ‘a volunteer, and as.a teacher.

‘During one of the years which-foliowed'her early childhood;' .
<

| cansultant with the Edmonton Public School Board. This;

"y

' exposure helped make her the committed, articulate advocate

" of early childhood education [ECE] which she has become

Being a consultant allowed her to ViSlt many kindergartens,
. to work closely with both beginning and experienced
'teachers, and to 1earn of the problems which they
_experience Two topics about which Margie has definite
ideas are articulation and the. training‘of ECE teachers at
tthe university.; Articulation, in the Alberta context,
'refers to the upward extension of a’ kindergarten

x'centres-approach-to-education into the primary grades 1n '

‘ order to acpommodate the individual developmental patterns

*i;:of children; This rather lengthy quotation hints at

"iMargie 's philosophy of early childhood education and at her‘
'reasons for wanting its articulation into grade one-“'

We see how children learn. I'm really fascinated by
- watching them learn how to read. And it's not '
because I can say that Ishave done this, that, and
the other thing and now they're reading. Now I know
_that I have to give them exposure to print and give
' them many different language—experiences, but it's
ironic - when they are ready and you have the o
centres ready in such a way that they can pick up on "
- .it, they read. So you see this at the kindergarten
level and you wonder if a more natural way of
'learning could just’ be extended intb grade one; they

f .v.-"'E' zj}v : PR
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'could‘just advanCe at their own rate‘or more . T
‘ 'naturally. I feel that a lot of our poor readers A

- are the result of being taught too soon. (p. 205)

'Margie shudders when she remembers kindergartens where
because of lack of training or a misunderstanding of. the‘
philosophy of early childhood teachers "git the children
down and will start to teach themithe A,B,C'skand 1,2,3's
and how to make them and everything. ‘I.unaerstand that by
Christmas a child just hates school“ (p.205). Margie's
. experiences as a consultant also showed her that "there are
,many grade one teachers who would like to tell the
kindergarten teachers how to get those kids ready" (p 207).
Communication about articulation with other teachers
remains a problem for her'; |

I know that each one of our teachers is very C -

different, each one of our grade one teachers, and

they approach it in a different way. (p 207)

I know that as. far as even the kindergarten-grade'

one teachers...we do talk, and ‘we do visit, but we

‘,don't have an urgent need to get together and find

out exactly how these programs mesh. (p 206) ' '

Margie suggests that many kindergarten teachers feel
isolated - islands of ECE‘philosophy within their own »
* schools. Sometimes it is'even’difficult to identify and ) /
’ publicize examples of good programs so that kindergarten*
| teachers can regularly support one .another through exchange ,
.’visits. The problem is furtherjcompounded by the practicum
placements arranged by the university for itsfundergraduate"u

students majoring in=earlyzchildhood'education:
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I don't feel they come out of the university knowing'
what to do....Sometimes they've never had experience
in a kindergarten program. They've completed their
practicums in grade one, two, and three somewhe
and may have experienced teachers who teach in &¢. _
very structured manner. - So the experience they are . -
""" coming in with'in early childhood diploma is their.
experiences in grades one, two, and three and now
they're having to apply that to the kindergarten
program which, of course, has no basic relationship
to the EC Philosophy. (p.208)

\

Margie feels these young graduates probably have.

. learned the theory behind an early childhood philosophy but

bfoften lack confidence to apply it in indifferent or even
hostile environments. She remembers when Forest‘Grove
School opened'and_she was the first to present these ideas
to the parents: 4 ;
I had been a con tant in early childhood a few -
~years back, so WHen I came in here I guess I was
- very comfortable, very strong presenting my ideas to
the parents. I mean there were some moms who were
absolutely floored that I wasn't going to sit them

1¥® down and /teach their children their A,B,C's and
. 1,2,3's. (p.209)

'u _Roles at Forest Grove . '

_ Two. years ago, after nine consecutive years teaching
kindergarten or acting as a consultant, Margie was asked to
,’teach grade five. She had taught that level three yearsvf
:after graduation from Teachers' College, but, "needless QB'
say, "any experiences I had then didn t apply to what I was
‘idoing last year" (p 219) ‘ She found*teaching grade five
quite a change, put one that she thoroughly enjoyed.v ThlS

- year, because specialists teach French for one hour per day
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to grades four, five, and six, teachers whose classes are.

at French must teach in another room. Consequently, every

afternoon, three different teachers rotate through Margie 8

classroom while she teaches the afternoon kindergarten

class.. To make matters worse, her grade five class is
: L

located 1n a portable class?oom while the kindergarten room
is in the main building, Here is one of Margie's comments
‘which conveys her feelings about this arrangement"

' The actual teaching itself is not bad. I would take
what I'm teaching in grade five and I would take
what I'm teaching in kindergarten and certainly do
them again. But what I'm finding I don't have is
enough time because. of the. two programs. You reed
.double planning time, two classrooms to maintain....
So consequently I'm finding that the pressure of
having to try and put the thing together without.
that extra [preparation] time or any time except ’
your own time is really difficult. As I say, |the

‘;[parent—teacher] interviews are horrendous. &hether
or not I would take this assignment again I'd have

“to build in some prep time in stone- before I'a do
it. (p 52) '

‘ Margie nelther dwelt on her dual teaching assignment
nor raised it oftenu However, the researcher always felt h
that she was on a tight schedule, that her time was '
.precious, and 1nterv1ews had to be carefully scheduled and
.kept relatively brief.
y | When she first heard about the research project,
A’Margie said that she was immediately interested but then

s

had second thoughts'

“Then I got to. thinking about what I was doing this
year; I thought - hold it; I'm not so sure I need -
any more things, ‘thank you very much. (p.223)
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7
"It seems ironic that when Mary asked to change peers and

withdraw from the project Margie was the one asked and she\

~ was willing to replace her. ’ v

v

With the dual pressures of two classes of children to
plan for, it takes a- strong person with a spec1a1
‘philosophy of life to accept the added pressure of belng
part of a research project which required indlvidual
.interviews. This quotation from a late October interview
'provides considerable insight into Margie's approach to
life and how she applied it to her situation at FOrest

Grove.
I know I' m sort of running behind myself and I admit
that you know; I feel like I could spend more time
over there [grade five]; I cerstinly could spend’
more time over here [kindergarten]. Then again, o
there are only so many hours in the day, and I feel
pretty well confident enough that I. can say that if

- it's not done today, it'll get done another day
(p. 223)

B

o.v»r' :
¢

’Very few of Margie's colleagues commented about her to
«n_the researcher. However, through observation and by
i;\implication; one can infer that Margiefis_well?liked and V
respected‘by herbpeers. She is an integralipart”of thelz
grodp which went out for lunch at noon every Thursday . The
, Thursday 1unch group is an 1nforma1 ong01ng arrangement ’
'vwhich was familiar to the entire staff. Its purpose 1sa

purely ‘social and anyone is welcome to go along.' There

. seems tq_haﬁe'been'a faithful'COre including-Xary and

N o R
BN o i
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Margie, a few who went occasionally, and others, including

Rose, who seldom attended

{
Margie also appears to play a significant role within

the school staff. ‘She is the school coordinator for art,
and she has served on both the pro%essional development and
~ social committees. Like Mary, Margie s leadership R
qualities were recognized when she was asked to 6§air one
of the,four groups_which evaluated the first phase of the
‘peer coaching project Margie's predictable delegating of
the report to another member of the" group brought a chuckle

A
N 7

‘from the staff._ The fact that the principal approached her

. to replace Mary in the peer coadhingaarrangement with Rose

indicates the r@spect which thejprincipal has for Margie'
ability to cope‘with a situation which could only ‘add extra
pressure to-an already hectic schedule. This feeling of.
_respect is echoed by Rose in a Decembe; interview in which

,sha reflected on Margie's decision not to teach a

ﬂtraditional lesson for ‘her to observe-

Even though I didn't see all these lessons, all the"
components, we all know what Margie is like and what
she is about. She is a super teacher. (p.104)

A month earlier, Rose compared the emotional climate she
sensed when working w1th Margie to the feeling she had when
‘she’ worked ‘with Mary o

Margie is the opposite. .She‘is very relaxed and
laid-back. {p.421) : -
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Throughout this biography, Margie has been _ o

consistently portrayed as a person who acts on her beliefs,

-who will eventually find time to meet her many commitmentsp

"and who exhibits a great deal of self-confidence. Margie ]

self-perception reinforces this portrait. In a late
January intenZiew, Margie spoke about the-new peer
arrangements or the second phase. Reflecting on the fact

that Mary would be continuing with her original peer

_partner while she was to- be paired. with a new partner,

'Maréﬁe exhibited ‘the strength of character and confidence

in her abilities which are so characteristic of her.

.Mary_was s0 comfortable with her [partner] and Mary
has made a change already, -and, if anything, I feel
- I am the stronger of the two right now, af n
make the change a lot easier \than she-can. I've
never ‘beeén uptight about anyone—coming into nmy
program.  I've had teachers come in; I've had.
: principals and parents come in constantly. I .
- believe in What I'm doing-in the kindergarten ‘as
-well as thngrade five class, If it flows - okay,
. fine; if itf’doesn't, I just Qave to check what's
wrong and try to bring it bady again. (p. 260)

There is a private side to Ma gie which rarely emerged

“
in our interviews but which ‘one co ld sense occasionally in

f casual conversations.- It is that part of Margievwhich

: how important they were to her.i

belongs to her husband and children. On‘the few occasions

1

when she spoke of her children or/ her husband, -one caught
N

glimpses of a deep sensitivity a7d caring which indicated

.Margie seems to be. one of

those fortunate teachers who can successfully divorce her
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_.qlifewatﬂschOolnfrom»her;life atwhomew* Margiefs husband'
//roots go back to his farm in Saskatchewan._ Every year when
he returns from the harvest she senses his renewed rigor
: and satisfaction. This past year, because the harvest was -

early, the whole family could go, and did. Margie's terse"
| cbmments painted a loving but humorous verbal sketch of her
ildriving a truck helping her husband harvest the grain.
"Another time, when she was thanked for consenting to an

,after-school 1nterview, Margie explained it was possible

because she had made special arrangements 8o that the‘

ﬂ evening meal ‘would. be ready for her family.

| Besides seeing herself as a family person and as '
'bﬁsomeone who has confidence in her own abilities, Margie
,also thinks of herself as being unstructured. She used :
;ithis term in the group discussions at the peer coaching'
zfevaluation held at the end of phase one of the peer

p"\-'

Ncoachin project. The group was exploring the positive

‘ because the contrast.getween Rose's structured approach to
teaching and her own had caused her to examine and . |

V re-confirm her own philosophy and beliefs.‘ Her use of. the
'term unstructured is re}ative to Rose s teaching and should'
be 1nterpreted in that context; Out of context this
description could be~misleading. Margie's philosophy and _l

beliefs about early childhood education are structured to



136

e~both a kindergarten class and a class of grade five
'students. ‘ o ,
Margie s wide educational background her ‘good nature,n
"*and her leadership qualities have made her a key person
'both socially and academicah}y onvthe Forest Grove,staff.
MargieAhas strong, well-articulated beliefs‘in early |
vchildhood education ‘and a personal philosophy which enables
iher to cope confidently with the pressures of school and to
;separate them from her family life.. | i )
o vAll of these adjectives describe Margie: busy,, ‘
creative, laid-back, committed, open, self—confident, s B

inwolved adaptable, artiCulate. Of these, the one which

' best seems to personify Margie is self-confident.
Forest Grpve Elementary School

Forest Grove Elementary School is a relatively new

\

: _school built to handle residential growth in suburban

-Edmonton, a city of approximately a half-million residents,
"andfthe capital of ‘the province of Alberta. DeSpite its -

' recent construction date, a continuing influx of children

ot

ifrom the growing community has meant that school OffiClalS
‘have been forced to bring in portablésclassrooms to augment
the ten which exist in the main building.; The total school
Vpopulation has grown steadilv year by year to its present '
"lhiatus of Sguilhundred students. Forest Grove students

come from mainly middle-income families and ‘although the

*
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the extent ‘that they are articulate, and her fidelity to ,‘
that structure can be seen in the behind the-scenes '
» planning which manifests itself»in the kindergarten program’
which she has built around activity centres. '
'_'Unstructured' to Margie, seems to imply an’ openness, a
creatiVityd and a spontaneity which she alludes to in this-
~reaction to.the structured format‘which Rose used when peer
coaching: | B o
'I find it very confining, I really do. I guess I
don't like anything canned. I really think that
- even teaching is very spontaneous. I have my plans,
but.plans certainly can go by the wayside when I see
other opportunities that are better. I fgel the '
‘same goes with this [peer coaching] situation. It

can almost lead to many exciting discoveries, if you
want it to. (p-227) .

T

}Summagy K ‘
‘Margie Young's careeﬁwas a teacherﬂcan.be thought of -

aS’two careers‘separated by a-twelve-year period when'she
stopped teaching to raise a family. In her first career,
_Margie was seen as a confident young art teacher who might-
; have continued at the faculty of the Regina Teachers' _
'ColIege. Instead, her involvement as a parent activist in
"the volunteer kindergarten movement led to herw

metamorphosis as a kindergarten teacher, an early childhood.

education advocate, and a consultant for early childhoqg

.-jservices. She introduced the kindergarten program to

*.le for

Forest Grove SChool but this yea@ she is respon

L. e
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majority are Caucasian, the students are - fairly '

'f'representative of the racial and ethnic groups living in
p‘“this city which attracts immigrants from all over the N
: The school structure contains’ several open. spaces intol

_which long colourful banners ‘hang from vaulted ceilings

| Strategically-placed windows permit the sunlight to

Hhighlight the banners and the examples of students' work
-'twhich are prominently displayed on . the walls. The building
';still looks new = a tribute to respectful ‘treatment by its
"fusers and the careful attention of the custodial staff.

| Forest Grove School has all the amenities Albertans
'have come to expect in their elementary schools,— a
gymnasium, a music room, a library, and a large,_
community-oriented playground. However, a school is more '
,than an ?rchitect's blueprint realized in bricks, mortar,

‘h“glass, and w%od. People: constitute the heart of every

“ft’school - students, their paf%nts or guardians, the teachers

z
Fo

,*frand the support staff.b,xﬁw

| ;n Septembegy,twenty teachers ‘were employed at Forest
‘1 Grove Elementary’School Since some of them taught
:57part-time,,the<%ctual number in equivalent full-time

: teachers s closer to eighteen.' This figure . includes two

fFrench specialists,‘a music teacher, a librarian, the_



;principal, and’a vice-principal/counsellor. In addition,
.

'.adaﬁd in Decgmber.v_ o ‘f'ff7 " B

jteachers' college or university, and a’ former

i
K
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4 o
the school employs two full-time aidestand a third was ' W

.7

. When Forest GroVe opened, surplus teachers were

i

recruited from various city schoqls.: In every case these
¥

were experienced teachers, many of whom had moved to

Edmonton and hence had Lfﬁtle seniority in the city system.
% i

' The princinal suggested this recruitment resembled the _"'F :

jloading of Noah's ark because the teachers came in pairs f_

from so manv different schools.. The resulting staff

I

inciudes teachers who at varioud. times in their careers

+

have held a variety of important and responsible positions.

three former consultants with the Edmonton School Board

two teachers who. have taught education courses at a -

v1ce—principal. Several ‘on staff ‘have their masters'

3

_degrees.’ During the fall term.three Forest Grove teachers

R were asked to give a workshop for: other public school h

teachers.- The Forest Grove staff has a lot of inherent

_>ta1ent yet a district questionnaire revealed their desire
"._ for more professional development opporﬁunities. Only two

- of the teachers have lessﬁfhan five years' teaching

experience, ‘none. of them is a novice, the majority have R

taught between ten and. twenty years. The average age on ,:

_staff is approximatgly-thirty-seveng; COnsequently, they o
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b
are an energetic}:articulateVgroup of teachers in the prime

C s

ofltheir careers.

§§hQQl_Bzigzitis§

The school handbook identifies “excellence" (CD' -
September 3, 1987) as being the common goal of parents and
teachers. Avdocument on philosophy and guidelines for
'student behaviourvindicates the school's priorities with
; .respect to the education of the young: ;‘WMW K

Forest Grove operates on the philosophy that all
students have the right to learn. To do so, each
student must be in.a school climate that is .
satisfying, productive, without disruptive behaViour
'by a student infringing on the rights of others.
Home and school must share the responsibility. for
acceptable conduct. By working together we can
ensure positive student behaviour. A school-wide
“discipline-plan based on the above philosophy has
been adopted by the staff of Forest Grove. We call
‘it the Positve Behaviour Plan.- (cDh October 19,
1987) , -

students are expected to‘discuss this document ‘with
~their parents, then return a slip to schoollindicating this
has been done. These guidelines elaborate on specific
expectations for student behaviour and emphasize that a‘a'
goal of the school is "to develop self-discipline and
self-confidence in every child"° students are required to"
baccept the consequences for their behaviour.y Minor

‘problems can be handled by the teacher on-the-spot but

continuing or major offenses are subject to the five-step .

vPositive Behaviour Plan which emphasizes student

involvement in solving the problem.'”
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. - In keeping with priorities set by the school district
"'the Forest Grove staff sets annual school priorities.
Documegts collected: in September revealed a total of five ;
school priorities'ﬂ'
1. To enhéﬂte employee effectiveness and satisfaction.
';. To further promote parental involvement at Forest
Grove School. o . - A<,7: |
3. To improve student achievement in language arts.
4.'To improvevstudent achievement in science
-5, To improve the physical mental, and social
. | ~well-being of students and staff.
. the school board can get an indication of how and: when the
staff hopes to meet its objective.~ The - introduction of
peer coaching to the staff was perceived as a means of

achieVing the first goal indicated above.

The principal often speak5'of the staff and students
of Forest Grove as a family. This seems to be an image she
_'wants to promote with the students, the. staff, and the

i, community at- large.

September, the principal proudly reported to the staff the
results;of»a'district.questionnaire which reflected the

‘8

'éfvel'of caring infthe-forest'Grove'family. 'th'only dia

3:(9 - Each priority has been appropriately developed go that -

At the first staff meeting prior to school opening in

a4
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the questionnaire“indicate a higheréthan-aver /level'of

il

. staff concern for studentsg but it also revealed that the

children s feelings fpr the sgﬁﬁol were significantly ‘above

" the mean. These good feelings also translated into data

which ‘indicated that 100% of parents polled felt welcome at

F.G.E.S.. This remarkable response is not the product of

- luck; rather it results from a de%ermined effort by the

staff to encourage parents to be knowledgeable about and

involved with their child's school. The school handbook

_which each child receives in September, emphasizes open,

'two-way communication between the home and the school._

Monthly newsletters, aq active parent suppg;t group, and a

arent-aide program support this goal. A

staff discussio prior to a reading workshop for parents

tried to insure that parentsgwould feel.comfortable_in the

'presence of professional)teachers. 'Examples such as this
o support the»contention that~the teachersVOf Forest Grove -

i. possess a corporate maturity which enables them to be

' sensitive to the needs’ of others.

. Certain organizational features of the school alsog

- support the family image.s Familvaime is an undertaking -

which brings students together at least once. a. month in

fifty-four multi-aged groups of four to six students each..«

JUnder the leadership of a grade six student each Family

.‘Time group participates in recreational or. craft activ1t1es

“designed by staff to promote friendships across the grades.
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'.ﬁhen the school celebrates,speéjgl occasions, Family Time .
groups_often prdyide a convenient, yet. natural, way‘tov
- organize the party. | . |
| Besides promoting "sibling rela ionships" in the
_family, Forest Grove projects an image of a caring
,commuhity - a family which displays affection d
sensitivity to the neéeds of others. fhen ‘theﬁudents come-
'in-from‘outdoorsiat-recess or noontimf, each teacher meets
hereclass’at'the door, Among the younger students,'hugs
‘are frequent,vas the children enter chatting naturally
‘The students are friendly, uninhipited, yet respectful of
theireteachers."In four mont!g;of visits to Forest Grove‘
School the researcher never once heard a teacher s voice
raised in anger to a child. |

| The image of a caring family applies ‘to the
‘professional staff as well as to the children and parents..
'The school custodian, secretaries, and paid aides all -
'participated in the initial staff meeting of the year.
Everyone regularly uses the .staff room, and the staff take
turns bakind birthday cakes for one another, although the
' number of_candles on the cake may not reflect the true age
of the recipient{ |
,‘; »1-: : - 'Q,
- The Team Imade . ‘

Thinking of the Forest Grove staff as a team is

another usefulvand appropriate image. ‘Like the metaphor of

8
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| '-the school family, the-image of the proﬂéssftnal staff as a f
b

tean was frequent ‘;entioned and'promoted the -

iy S _her‘i the princ%'
& s '

- When figgtﬁapproached by t“Q
e i

_@ prin?ipal. - &

spoke proudry of her s£aff, describiﬁg ‘them a\wuﬁtaam
consisting of individuals with diverse and uniq&e strengths

[

(J p 16) In early October, she thanked the staff for Q

.",their "team effort" on the rei&ing workshop for parents (FN »

~p;53) , Yet maintaining a sense of this team effort
:treqﬁired continuous monitoring. Later in Octiper,;

3g‘v‘differing opinions on reporting procedures threatened to

.give: parents different signals 1eading to comparisons<;
.between teachers.’ At a special staff meeting the principal
rcalled for "a common mission" through a conSistent approach
| to,reporting. "The‘little‘things.will pull us‘apart" she
_noted and reminded her Staff that, "the strength of Forest
-Grove.lies in appreciating our differences while

maintaining a common thread" "(FN p.85). A staff memo a few;)
12,
days later reinforced the agreed-upon procedures and the’

principal's message.

‘Celebrate the Differences! Forest Grove has always
+ prided itself on its creative and imaginative .

- thinking. It is my hope that we can look ahead,
‘improve what we are doing, and share our ideas._

- Good schools:are never satisfied with the status
quo. New ideas and better ways are always coming to
the forefront and we must be ready and willing to
meet them. 1Is that not one of the marks of a true’
professional? .



In order to test my perception of the staff as a team,

in mid-November the principal was askedyif the team

metaphor applied to her vision of the staff. She replied,

. "Yes,vvery much.so" Pushing the metaphor further, I -asked:

whether she was the mandger, coach or a player on the

'4teag§ With a grin she replied "All of them, depending on
~'what is needed" .(J p.88). ' '

N

The vice-principal suggested that because of the ‘
strong individuals'en,staff and because of the,leadership

style of the principal, a lot'of'idea—sharing occurs.p'

Although others expressed the sentiment thac there was not
enqugh time for sha%ing, they may have been referring to

opportunities for informalfexchanges on a more personal

;level In staff and committee meetings, many teachers took'

"leadership roles and everyone had an opportunity to

participate. Although there is a lot of expertise on the

Forest Grove team, the teachers appear to be equally

-'respectful of one another both as people and as teachers,

In addition to mutual respect there is a good feeling of

' togetherness which resembles team spiritt As one of the

‘two male teachers noted in a staff meeting, "The rapport on _

this staff is unreafx\(FN p. 3) ;o

Forest Grove Elementary School is a relatively new

school built in th..Edmonton suburbs. Its fourteen classes
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'and?twenty teachers*have already ekpanded into portable

classrooms._ One of the school priorities is to initiate a‘

'peer coaching project to enhance further employee

effectiveness and satisfaction. “The teaching staff was -

. described as a hard-working group of individuals who

'metaphors have special meanigh

L
possess considerable’ expertise and teaching experience. Two

or the Forest Grove School.
An.image of the school as. a'family and¢of the staff as a

team,were promoted by the principal and frequently used by
the staff. - - )

. The Teacher'Effectiveness Program

The Teafher Effectiveness Program [TEP] of&the

\Edmonton Public School Board represents another of the

: contextual elements of the peer coaching project at Forest

Grove" Elementary School. ~In this element we canvidentify

'wseveral sensitizing concepts of symbolic interactionism.

N
definition of the situation, typification, means/ends, and

causality Concepts, terminology, and practices commonly

employed in the TEP’ were adopted with 1ittle or no

adaptation into the peer coaching project. The lessbns of -

the TEP became a means to the peer-coaching end sought by

,the Forest .Grove Staff. " TEP procedures typified peer

v.observatiqns and conferences.r Clearly, the defi\ition of

the setting in which peer~coaching occurred would bevn

g
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-incompleteiwithout,a.description of the ®rogram andv%he
reactions of teachers to it.

B S‘rj’i;

uzo;est Grove Involvement ‘
. Forest Grove School has been strongly committed to the
T E. Program for several Years. - In 1987-88, the principal
elected to send four teachers, more than any. other school
in the system. These people were attending TEP sessions_

- during the period when data on the peer coaching project
bwas being'collected.‘ Ten other members oflthe Forest Grove .
staff including the principal and three Key informants had
previously completed the TE Program. - The remaining seven

teachers had not yet had an opportunity, although the

| principal implied they would have an opportunity as soon ‘as
it was feasible. Of these seven, three were specialist

_ teachers who were omitted from phase one of the project,

&: vuanother was. the assistant principal whose xrole in this ‘

| phase waiumgycover the class of a teacher who wasoobserving B
~and’ coaching a peer. That means that only three out of

:g fdurteen teachers who wefe directly involved in peer

'coaching lacked a»Tﬁ% background.

- .v,'\"
R,

Descripti ”of'the‘P ogra: | . .
Bentley (1987) describes the Teacher Effectiveness

Program as: B
...a long. term professional development program .
designed to familiarize teachers and administrators.
- with a process of enriching their teaching



',repertoire. The process focuses on ‘the four
component parts of providing theory, demonstration,
practice, and coaching through conferencing. It is
offered as a package to professional staff at the .
elementary, junior high, and senjor high levels, and
deals with teacHling skills in. areas of classroom'
management, instructional skills!|and teaching
strategies. (p 97) o .

Although she refers to the progrém.as the Effective‘

Teaching Program, the name Teacher Effectiveness Program is.

o

Aalso frequently used by consultants (CD September 18, 1987)
and teachers alike. Both names refer %o the same program.v

The present program developed from two pilot. projectf

linitiated in 1982. -Two models, a pull-but and an in-schdbl _

model of inservice sessions, became the basis for the

cur‘ent'program. The pull-out program hich still forms

s of the TEP, requires te chers to- be
released £ their classrooms and brought to a central
‘location for half—day inservice sessions ‘held approximately

eve two or three weeks.- The total n er of sessions
21“

',}his year, to a high of seventeen sessio s several years

e

Wi

.agof' The in-school‘model is ﬂenerally reserved for staffs

"in‘Which a core of teachers has already c mpleted the
o pull-out program and been trained in the onferencing
"ff skills. Although a consultant presents the content of the

- inservice program, the”trained teachers o the staff are

€

'.'lf_‘expected to observe and co&éh their peers.| . The peer

coaching project at Fofest Grovew@chool r sembles the -

R ri CQm - year to year, but has ranged from 2 low of nine
)



L . : !
"

A 148
| o , i . - -
in-school program in two respects: there .is a core of
teachers with TEP experience [although they have not been
trained specifically to conference), and the program

operates after school. hours. However;'there is not a TEP"

‘consultant involved directly in the peer coaching project,

there is not an. inservice component, and the goals are

different.

The TE Program has expanded consistently year after

year. Bentley (1987) indicated that in. 1985-86,

approximately 10 5 resou ce consultants and two hundred ten

) teachers ‘were directly in'olved with the Program. She

further noted that her rev ew of the literature suggested

that this progrih is as large as, if not 1arger than,d*

similar programs in the rest of North America. By way of’

"comparison, Edmonton Publib Schools is the seventh largest

schood district in Canada and the thirty—ninth largest in

e

North America (CD September 1987)

‘Underlying Philosophy THe TE Program which has been

“developed by instructional processes consultants in-

Edmonton, can trace its philosophical roots to the science

‘of education movement which spawned the effective schools

‘research of the 1970's. “These researchers identified

:specific behaviours by teachers and students which

statistically correlated:with higher achievement test
o . _ T o o
results. Out of the mass of research, Certain educators,
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4notably Brophy and Good . (f?és) and Hunter (1980, }982),
have’ provided guidelines for effective teaching. The
influence of these kinds of approaches is very evident in
the TEP; Some of the common characteristics of the teacher
effectiveness models are as follows' ' )
| 1. A direct teaching style emphasizes~teacher control'
"of the quantity, quality, and pace of instruction. o

2. Learning tasks are broken down into smaller skills
* which are identified by.objectives and taught~sequentially
with systematic.review; | | |

3..There is a strong emphasis'on time on task:' This;
means that during a high percentage of class time the "f
\teacher should be. engaged in- actual teaching and students
should be actively involved with the course content. -

4. Preventative discipline is emphasized. glearly
defined rules, procedures, and expectations remove any
possibility of misunderstanding by students with regard to
classroom management. Students are he‘&maccountable for

-

{the consequenceS'of*their behaviour.

5. Teachers eﬁ!loy behaviour modification techniques
by emphasizing positive reinforcement 1mmediate feedback |
and by regulating the difficulty of’ a551gnments to insure a |
high level of success by the students.‘ ‘

. The TEP, like other effective teaching models, is

’ﬁ.characterized by a vocabulary or educational language which

not only lends credence to its purportedly scientific

[



basis, but also provides practitioners [teac?ersi with ‘.,fji

their own technical language with which they d@n discuss 4 F

\A!-

methods of resolving difficulties in a seemingfﬁf,ff

professional manner. Perhaps effective teaching mod&isgf
have filled the void identified by Loqj:ie (1975) who -
observed that teachers lack a technical language.‘v o

A second major characteristic which the TEP shares'
wigﬁ other models is its identificatioﬁ of specific

principles which guide the actions of teachers in the

classroom. Like the language, these principles are of a

,technicar\nature.

\
Bentley (1987 PpP. 34-40) identifiedqgany operational

instrumental, methodological and statistical problems

‘which are . associated with the,research ‘on effective

teaching.‘ It is_not the intention of,this research to

1

- examine the criticism,pfseffective teathing. Rather the
-purpose of this section is to describe the TE‘Program's

philosophical base 80 that the reader can put the reactions

of the key actors in nelation to this background Perhaps

it is enoughrto suggest that the debate over whether

'.‘-: & W\

’ teaching‘is an art or a science {is an ongoing one. The R

' proponents of the TEP and similar effective teaching

e faith and their efforts on the scientific side.

.g'

.models, although they pay homage o teaching being an art

as well as a science, ‘believe that little can be done to -~

improve the artistic side of teaching, hence they put their
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s of the ogram. The TE Program may be

perceived to consist of two main c?; Rts: an inservicec
v  The inservice component of the TEPvis developed from
the model developed by Joyce and Showers (1980) This
model outlines a four-step process which they suggest is
' necessary to utilize with teachers 1f one's’ goal is to
'transfer a newly-le;rned ski l to the classroom.

1. Presentation of theory |

2. Demonstration or modelling of xthe Sklll by the ©
instructor \' ,, :

ﬂzbe Practice under ideal conditions with feedback from'

an observer

;b " Coaching to the_point .of mastery in classroom
conditions. o o | |
Each ;} the instructional processes consultants is

bresponsible for implementing these four steps of the. |
,Program to his/her group of approximately twenty-four
_teachers.. The first three steps occur at the %{ . .
centrally-lpcated»classes held at regular_intervals between
thevfirst-of'octoberiand theﬁend of May. vstep four takes
place at each teacher's school‘when the»oonsultant'observes

: him or her teach a leSSon, then coaches the teabher in a
conference which occurs soon afterward It is expected
i:that before the next session, the consultant w1ll observe

. and conference each teacher on the skills taught



demonSUtated and practiéed at the previous'session..'A
,slight variation on. tﬁ}g‘format occurs in some schools
which have a nﬁmbec—of teachers who have completed the TE
Program and express an interest in coaching.‘ In this ‘case,
teachers observe and conference their peers and are, in
turn, observed and coached by the consultant for a one-year'f

period. Although it is the intent that this arrangement .
- will eventually lead to schoolsAbeing independent‘ot'

Hexternal.consultants, the cost to school budgets for supply‘
,teachers has discouraged ‘many schools from moving in this”
direction and encouraged continuing and even increased

'dependence on the consultants.- '. “‘” ~<r]vi'

e

The‘process skills cOmponent'cannbe dividedsinto three

major strands: instructional Bkills and strategies,,;j .

&)

‘classroon management skills, and obsérvauionxand

lconferencing skills.\ Togethpr they form the content of %he

L - . ) [ T
Program. s L s “’-U“‘j e
e ‘. . : ce

The instructional skills andﬂstrategies strands of the
. q ,,,,\ .
TEP rely heavily on Madeline Hunter s Instructional Theory
i3 ..
Into. Practice [ITIP] Progr?m.‘ Hunter (1982) defines the

effective teacher as one %ho can follow the four major

elements of her program \'7f-”;- o

o~ 8

1. Teach to ‘an objectiVe..

2. Select an objective at the appropriate level of"

»

difficulty.'
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3. Monitor students' performance and adjust teaching

"accordingly | _ ‘
4. Make usgbof the principles of learning with regard ;

\\to its rate and degree, motivation, retention, and '
transfer.' - v E 1 S

Many. of the lessons and much of the vocabulary used in

the TE Proiwsléﬁéiate directly to the principles of

‘: .
learning rgﬁ@rneé to above : For example, four phrases

| associated with the rate and degree of learning are: set [a
process of mental focusing], closure [(a process of

' summarizing], active involvement [consistent inuﬁlvement in
thinking], and sharing the objective and purpose [this

' gives the student a vision of the goal] _

| Similarly, under the principles of retention, teachers
learn the use and implications of these words' modelling [a

process of showing by demonstration, examples, or

s “simulgtion],wpra%% f[this may be guided or independent],“
| sequence [the positioning of lesson components], and
meaning [the process of personalizing a. concept]

A The principles of motivation are intended to encourage
students to be enthusiastic and persistent Teachers learn |
that the variables which affect motivation are feeling tone s

[classroom atmoﬁphere whiCh may be. positive, negative, or"

neutral],_knowledge of results [immediate, specific, and
,/ relevant is best], accountability (the degree of concern '

felt by the student], and the student's interest.

s



'represent the bottom third of a three—stage pyramid also

f i, ‘ : -, . o - //.
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Many of these variables which the effective schools'
»

research has identified as statistically supporting a

: principle of learning, can be further broken into practical_
: teaching»principles intended tgf;xpand a teacher's

~repertoirelof»possible teaching ehaviours. The design of a

model,lesson taught to teachers in the TEP is based on
seven steps outlined by Hunter., Most of these steps also
relate to t principles._set, objective and purpose,

input, modelling, checking for understanding, guided

’gfptactice, independent practice, and closure

1The»c1assroom management skills strand of the TE

Program,is closely intertwined with the instructional = - _

_skillsiand strategies., Its inclusion is a significant

departure from some effective teaching programs which focus.

} exclusively on instructional skills. The strand is based

on three basic tenets., :

v

z'l.,Be preventative tproactive];
.2.’Respond to inappropriate behaviourso
3. Use the principles of discipline. .ﬁkiv',
 TEP consultants point out that students will and do

misbehave. c1assroom management skills represent the means

L

for. controlling groups of students in order that a teacher

b'may utilize her instrﬁ%tional skills and strategies. In a .

diagram generally shown to the teachers, these skills -

/



. consisting of instructional‘skills, anagcurricular
_material. ‘ '
' Most of the theory, demonstration and practice on

‘,classroom management skills focuses on being preventatrve 5

Tt - &
o .,".1 2

_and dealing with inappropriate behavioursatmThe researcm
N Ko ‘ ﬁf

>
ocoyr in schools which are structured according’togbubléclg

' advertised standards, in which the students are aétiéé&y

‘ base suggests that’ the fewest discipline prolﬂe‘ms %113:&

. } r.r

‘v"m N

.o

’pw> Lo

involved and the teachers are polite, business like, R

interested in their students and organized in their ?“'ﬁ'

"teaching, and they have high expectations., ‘In éhis f”“

(R

the connection between being proactive and haVing

R

instructional skills is obvious..fa'b
However, the effective schoolsvresearch base’alsofiﬁif

{suggests best ways to handle discipline problems when they
occur. The first~step_is to'obserVe the misbehaviour and'
interpret it before responding Here the Program relies
heavily on ‘the material of Rudolf Dreikurs (1972) who '
-identified what he referred to as the four mistaken goals
bf students and suggested ways of dealing with each of ,'
'thsm. Without going into great detail the consultants“
“itrain the teachers to identify the»goalﬂand then~respond J‘
ywith:a series‘of‘éscalating-levels or'"bumpsﬁ”which“alldw

1 the student to choose ‘his behaviour but makes him aware of

the consequences.\ Bump 1 involves nine "low key responses" f

”such as eye contact with the’ offender, moving closer
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a

'v(proximity), privatefdialogue,'facial expreSsions, etc..

Bump 3, called "choices", involves stopping teaching,

confronting the offender, and giving"hin an either-or

 choice, then waiting for‘avresponse.‘ Bump 7, the final

"option, is to ask. the student to leave.

Observation and conferencing skills, the third strand

of the TE Program, sometimes receive less theoretical

emphasis by the consultants. However, consultants

,'regularly model this skill with 'the teachers in their

-'schools, The observation and conferencing format is

N

f Sinilarvto that described by Hunter' (1980). Hunter ‘ |

“:desSribes how toitake.notes [script] during an observation
_period How to‘analyze the notes in terms of the skills
.being observed and how to conduct a conference..'She'goes
'on to describe five basic types of conferences which she

'labels A B, C D, and E. Participants in the TE Program -

_]receiVe limited information only on é%e first four types of

‘iconference cbut it is unusual for them to witness or become

‘3yinvolved in a Cf or {q’-conference,‘vInitially,vthe

consultant uses an 'A' conference with'his teachers; later

“?,in the year a 'B' conferenaL will normally be introduced

sflThe intent of an 'Aﬁ conference\is to encourage the teacher

e

?,being observed to(continue#using those skills ‘which they
f(have been taught/q“The conference format -is spelled out in

"considerable detail by Hunter. The TEP version follows.}.‘
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 INTRODUCTION: - Setting the AtmosPhere S e,
: 7 v . PR
Greeting "" ‘ ‘f R 4 . o

, @‘ Feeling Tone Statement(s)
| Overview of - Sequence of Events !
. = General Objective and: Purpose for/the '
| Conference , _ -
Transitional statement o *,ﬁ._g» R

)

-

PHASE 1' Complete the Diagnosis ;f4’v Q ,ﬂ‘\g S

»
'>

Teacher's Poin; of View (Listen to and mentally
label the teacher s comments)

/

(Narrow the Focus) N S : é‘
Transitional Statement ; ; IR /
o) A

PHASE 2: Enéouragement »
Definitions of the sxi11 What R

‘Label R o f-ﬂ-?!.'f L -

th Identification of Examples and Label Attributes

<y

Recommendation’ f ‘
. L g K ) » , )
Rationale, Why, When o : I N
Transitional Statement | | B :‘fn’

Teacher- Summarizes Phase 2 -
- the skill highlighted '
- key learnings or: benefits of the COnference

FOLLOW UP. Next steps |

o

Whogdoes What By When?

:TYpe”'Bf conferences are 51milar, except they' add a

third phase intended to encourage the teaCher to generate

R TS
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The 'C' cdﬂférence requires the observer to look

specifically for skills which the teacher has identified as
COncerns.,In'this.conference the observer assumes more of a
coaching stance, thus pushing the teacher to refine or
'expand his or her use of a skill ' In a 'D' conference, by
~ comparison, the observer could identify aﬁskill which the
teacher miSunderstands, then proceed_tofre-teach it.
Bentley's (1987)‘research indicated»that consultants
. generally felt that despite requests from teachers to move.
into .C' or 'D' conferences, it was essential for them to _
-'closely limit their involvement to ‘A and 'B' conferences.
In a recent conversation, one of,the TEP consultants
suggested that both' 'B' and 'C':conferences promoted
professional growth and were essential in a peer coaching.
context for teachers'who had completed the basic TE |
'Program.b He felt, however, that there was no place for a

'D! conference in peer coaching (J p. 117)

’“Teachersi Reactions to the TEP
Despite the many criticisms Which have been aimed at

the'effective teachinc research, one common significant

.characteristic of the programs which have developed as a

-
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- result of it, has been the apparent popularity of the
findings with practising teachers. In order tp.understand
better the TEP, let us briefly examine teachers' reactions

to this program from the perspective of Louise }j

entley's
recent research,‘@;pm the perspective of the st Grove
teachers currently inztheVTE Program, and from the

perspective of'Forest Grove 'graduates' of the Program.

Bentley's Research. The ‘study of the TEP bY'Bentley
(1987) was based on data obtained through a questionnaire
' which included both Likert-style and open-ended questions;"
She solicited the reactions of thirty new participants,_
‘thirty: previous participants) thirty administrators, and -
- fifteen consultants, to all aspects of the Teacher
X
Effectiveness Program. .From a}91% return rate she found
: that" S . . " | | .
'Over 95% of the respondents felt the program was
excellent, that it reinforced their classroom
management and instructional skills and over 95% of
the respondents indicated they planned on using or
did use these skills in teéaching. Over 90% of the
‘respondents indicated there had been an improvement
in their classroom management skills and
instructional skills/as a result of having been in
the program. Over 90% also stated that the ETP had -
confirmed. their philosophy of teaching. (p.64)
Bentley_identified seven factors which,hervdata
'impliedeere the'most'important to its‘succeSS‘[numbers in
brackets indicate the percentage of responses favouring a
3 factor] : consultant (57%), conferencing (40%),

participant's commitment (23%), content (22%), school time |
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inservices (22%), continuous program (21%), teacher
\interaction (16%) In an open-ended_question which,
although separate, was“related, the respondents_were asked
to indicate their.perceptions of the strengths of the
Program}' The replies were grouped into,eight categories
which are listed here in descending order: content,
awareness and reinforcement [of teaching ability],
collegial interaction, ‘process, improved teaching skills,
consultant, psychic benefits, common vocabdlary.

o Bentley found that often the four ggoups_in herysample
had'different perceptions. The.consultants, for example,
did not rate the-importance‘of their involvement‘as highly
as the other three groups;»npn the other hand, they placed
a higher priority on the;importance of'inservice sessions'
during‘school hours; Not: surprisingly, she discovered that,
the administrator s group used the conferencing skills
significantly more often than the teachers' groups.

The participants in Bentley's study indicated four.
areés of concern associated ‘with the TE Program.‘ These
included disruptions caused by the teachers' attendance at.

: inservice sessions, the cost to thekschool for replacement .
.teachers, the lack of content and presentation consistency
by the-various-consultants, and the occasidnally limited
and 1imiting nature of. ‘the classroom management and
instructional skills curriculum. (Bentley; 1987, P 89)

In her final conclusion, Bentley stated that’

-~
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.- There 1is no question that the Effective Teaching
Program is considered a success by the participants.
The following areas are identified as key elements
in its success and should be. maintained as essential

- parts of the program.

. 1. The program runs as a series-of sessions
offered over an extended period of time with
‘'sessions every two weeks.

2. The program is based on theory, modeling,

. practice and feedback.

' 3. The content is meaningful relevant and
practical. -

4. Feedback is provided for teachers in theit
own classroom by a coach.

5. The program is based on teacher interchange'
and a collegial relationship between participants.
' 6. Consultants are knowledgeable, skilled and -
jrespected by the participants. (ibid, p.99)

s 1@

Teachers E;egently Attending the TEP. * Four teachers

¢

'from the Forest Grove School are presently attending the TE

Program. All- are experienced teachers with from eight to-

eleven years experience, often spread over a much’ longer

‘period. They were interviewed in November, one month into -

the Program, and again in February, approximately halfway
through the inservice sessions. In both of these ‘group.

' interviews and in other casual conversations, two prominent

features wvere emotional responses to the program and

‘ emotional responses to visits by the consultant.. Since

"symbolic interactionist theory identifies emotional -
.responses as a. sensitizing concept, a brief examination ofﬂ
‘these responses may add depth to our understanding of the
TEP element in the peer coaching context |

Anne, one of . the F.G. E S teachers, reacted po51t1ve1y

to her initial involvement in the TEP:
, _ "h

“Q;
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It's nice to learn ‘that you are doing something:
~right. We are getting a lot of positive feedback

from this. (p.435)

¢

The others shared this feeling, but two of them expressed
frustrations-which related to their individual learning
styles. They longed for a program overview which allowed
them to relate the program parts to the whole. Anne, like,
the consultant, preferred to deal with one skill at a time'

I like to have it broken up. I like to have Just
one thing at a time. ' I found that I was really _
comfortable with that. I knew he was looking for
one specific thing [referring to consultant's
observatior;ﬂx~. jlidn't have to panic or worry
"about other® A might notice. I felt really
good just hq?4& B hing at a time-and gradually -
. working up tmdd @oer picture. We must be
different kil 2arners or something. (p.436)

LAnother group‘szemotional réspohses was related to
.observations and conferences of the teachers by the
consultant. ‘For three of the four teachers,.having
someone,vother.than the principal observe them teaching, -
was a novel experience and one which all of the;xfOund
stressful. Here is Cheryl's comment° v

: The first time he came I felt a great deal of

stress. I was really tensed up about that.“ Lt just

seemed like forever. The second time was better.

(p.437) o

Each of the teachers. commented on,the consultant's
skill at being ﬂinvisible"‘in,their'classrooms,:yet
wondered.what it would be’like with someone less skillful.
Although Cheryl's comment implied that the anxiety factor

_would disappear, this was not to be her experience. Three:

!
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\ months later, she graphically described the effect which

being obser‘ ed nad on her teaching.

i still don't feel good about somebody else in my
. lass; I don't know that I ever will. My kids .
‘ ﬁehave differently; I know I do. I even find
. sometimes that when I don't™think I'm upset, I'll o
_forget things - I just do. I find that some of my
- poorest lessons turn out to be those I've done for
observation. ‘They might’have been good. another

I
!

time; but it was so - artificial I quess. I just <& .

. feel so stiff. I gan't interact with my children,
: even t ugh that person doesn't represent a ‘threat
- to me; least I don't think she does. I find it
- more so - [the consuthn bothers me certainly
. more than when I'm doing it~with another teacher.
- And ydt; I feel very relaxed; I den't see him as a
threat° but- it really bothers me when hi(comes. '
(pp 448 449) :

L .

Thig quotation clearly indicates stress associated

fwith vigits from both the consultant and the peer coach._'

, This is a dimension which Bentley s study of the TEP failed ‘

to explore, but which will be examined more thoroughly in

’

{ithe themes as )'fated with the experience of peer coaching.

it~
i

4 One ofe the teac e?s who normally Employs a centres

approach to teaching, expréssed her frustration that

.whenever thé consultant obsérved her, ‘she felt obliged to =

"fchangerto a more direct teaching style. she felt it was :j
;ineceasary to/teach large groups of children in order to;f

demonstrate the skill for which he would be QbServing .

\d .
-

‘ | BecauSe this was not her method, her awkwardness W1th thisﬂ.<

. s

format only added to her anxiety.u After dis;nssing her

feelinqs with the consultant, she adopted her normal

~teaching style and her anxiety subsided.' Her dilepma was’_ o

Yy



echoed onianother occasion by a_colleague who waa 2
librarian; it,would.likely'be sharedfhylother teachers who'
do not regularlyiuse a direct teaching style, notably'
primary teachers yith hacﬁgrounds.in early ohildhoodg"
education. ﬁer consultant is aware thatvsituations like
this occur.' He does not require that teachers'change their
teaching styles during periods of observation, but he does
expect that. they willvprovide a situation which permits him

to observe the teacher's use of the skill in question..

T~ . . . . ‘ . LS
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The F.G. E S. }Gradua;es' of the Ig’.‘ The majority of

the Forest Grove staff had completed the TE Program

) preVious to the peer coaching project. ‘From he

perspective of hindsight the key actors often made -

'comments about the_Program which revealed their emotional

B T v

'response to it.

v

) Rose had no knowledge of effective teaching prior to'
her involvement with the TEP. She was encouraged to
participate by her prfncipal, who suggested it was an_
excellent pregequ151te to working with a teacher intern.»
Rose said that she wanted to’ 1earn about the principal'

¢

method of - superV1sory conferencing which wab a product of l'"

['S

v

o

the TEP. Rose-also hoped the Program Wbuld iﬁprove her

;
ability to work with student teachers - a particular

'r et

interest of hers.' Lo R L eV

)

e
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Rose found the pace of the TEP sessions was relaxed (J

p. 41) and the claé%room management skills were hot relevant

to her situation because she had no discipline problems in

'her class. However, ‘'she was very impressed by the

i,instrugtional skills ‘component of the inﬁervice sessions..

(

to her, and although she had always used some of them, she

'impressed with the consultant‘s coaching. ' He made her’ feel
_very special by pointing out all the skills which she

unconsciouslylused in her teaching. Since he was unable to-

offer practice in coacﬂing within his TEP group, both Rose

and Mary joined a. TEP support group led by a former

;consultant now,on the Forest‘Grove staff. This small =
group, which met after scnool, practised scripting lessons

,and preparing conferences by watching video-taped lessons.'

Aithqughfshe occasionally -refers to remembered

: feelings of anxiety associated with conferencing, (p 9l)w
,Rose h&s generally positive memories and high praise fon

'the TEP as’ this representative quotation\from a conference

e B

' ‘I know that the th{hgs I do, especially the '
. signalling, where I demand a-response from: evexyone,
"~ is something that ‘I only incorporated after Teacher:
_Ef ectiveness....I can never thank Doug enough for .
~ that class that I %ook. it was so Special to me,
» (p. 239) - ‘ .

~ N
N 3

‘added several skills to her repertoire. Rose was also;very‘

~fi _

Rose said that the parts of a good lesson were a revelation

-

kat]



| Be‘sides’ e

‘deal effectively with a- student who pos

'problem.

_166‘,

g *Mary asked to participate in the TEP.during the year -
when she taught half time. ‘Her curiosity_was aroused.when
Margie, ‘the principal, and another'friend participated the -

previousvyear; She had-been impressed:by the contents of

' their binders and, like Rose, she saw the TE Program as an

' opportunity to be more helpfur to student teachersuv

. Prior to last year I had had two student teachers,
‘and I just felt a little bit of a deficit in myself
when I was trying to coach them or even label for
them what they had done well or maybe what they
could work on a little bit more. I thought that I
would like to evaluate them to make it meaningful

- for them; not just to say that they had a good
lesson. (pp 331- 332) =

-Mary's statementf}i'her desire to 1earn ‘a
k ..

fhaguage which :;}l help her to discuss teaching.

se reaSOns, looked to the Teacher

: Effectiveness Program to reinforce her present skills and

to add some new ones, especially ones which would help her- -

.discipline

. -

Mary believes ‘the TEP "made a difference"ﬁ%p 345) in

”.,her teach&ng because it raised to consciousnessvthe skills
rshe already possessed, it also helped her stopr;laming

';herself for the misbehaviour of a few individuals.; Mary =
described the program as’ Very "COmprehensive" (p. 332), she ;fﬂ'l;

'said she was never bored nor. disappointed B/ﬁit. For

sBmeone like Mary who likes to interact with her peers, one

L
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‘the TEP consultant. She also recalls.worrying about how" B

her students would react‘and“how she would perform whenfshe.

.\ . o ) . ’ . N . ‘b'
highlight was the opportunity to share ideas with her

colleagues.

. Doug gave us a lot of time to share,’so one of the
' things I gained a lot from...was the interacti
‘that happeried within the group - people sharin

their ideas, or the interaction at the tabl He
encouraged you not. to sit at the same table all the
time; not to sit with your own staff. (p 341)
L .
Although anticipation proved worse than reality, Mary

e

still remembers her apprehension about being observed by

.felt‘unsuée of the skill being'observed;‘gpespite previous

'”anxieties, Mary recognizes the Programﬁs value because,

before school began in September, she took out her binder

?f'and reviewed her notes. 'glgl f' ‘ o ‘Vmg

&‘

i

Margie, 1ike Mary, enjoyed the TEP sessions

.

particularly because it gave her an opportunity to get to

‘e':know her peers better | She related attending with another

4‘f1Forest Grove teacher with whom She had previously only a

2 .

passing acquaintanceship.,,
"We took. the course’ together‘hnd it really did open

up a lot wider field. [Now] we go out for lunches -

-~ nething will comelhs ween our Tuesday lunches....We

'.ghPWJ' go_with'other staff members, but it started w1th

teach:E effectiveness.» (p. 404Lr _l-e - g

:{' Reflecting on the content oﬁmthe progra%, Margie

167

S

-~

descfibed it as “stimuIating" and "good" (p.2zl), bub,shefn

objected to the style of the conferences.

I could pret‘z well tell what she was going to te1l
me., I felt

y are we going through this if it is |
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‘a format only.. Okay, TI#understand the formati now

what ‘can we do with it? That's basically where I'm

coming from. (p. 221)

Margie s objection to the particular conference format -
Ishe experienced does not imply that she rejected the idea

of peers conferencing peers.‘ Instead she seems to be

;l -

alling for: increased sensitivity in~ selecting a . - : o

N

,aonferencing format ‘which is appropriate for the
~_developmen*l:al stage of- the participants.
. Nilah the former, TEP consultant who now teaches on

-.-",'. Y /
" that for many teachers

.?the Forest Graye Std@%,asugiﬂ
’the coaching component is thCHusst meaningful part of the

Program." In this excerpt from an interview transcript

'p, ‘ Nilah discusses this. point' .
A % ‘. ' ' ~
s aNilah. The pr am was. developed with three strands
. . - and theypare interrelated. You find that’
: ® ' .- very experienced teachers find the peer - .
P e e coaching aspect is that makes. it meaningful’. .

Also the peer coaching is .what. allows for the.
transfer. -If yot don't have the peer - r
A coaching element some people become very:
umée~' RS negative. o

*

':iﬁtx v Researcher. Why would that be? .]4 R | o
Nilah. A lot of information coming at them, probably -
, a lot of'information that they feel they
-already know, especially very experienced
* tea¢hers. Unless they're applving it and

. /.actually. seeing ‘the difference between ‘u;;r/%;‘ .
PR . - ;. -~watching. someone~usfng those, skil. the ST
G o . e meaning isn't thera ES muCh (p 4 . - .

Ve

The Teacher Effectiveness Program of the Edmonton

School Board is a long—term professional development

‘a_,

O S
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'program intended, to help teachers and administratorsv -
broaden their geaching repertoire particularly in relation
to instructional skills, classroom management skills, and
coaching skills. The Program ‘has been developed by
instructional processes consultants in Edmonton, relying
heavily on the effective schools research, the inservice'h
models of Joyce and Showers, Hunter's ITIP model of
’ instructional skills, and: the Dreikuis' model of classroom
management. The resulting program is characterized by its
| technical language and quasi- scientific b?eakdown of |
behaviours associated with teaching

The TEP constitutes a significant element in the peer
Jcoaching context because ‘the majority of Forest rove,
'vteachers, including all of the key informants, ere trained
in this program. The process skills of the TEP are seen by.
‘ the partioipants as a normal means to the. goal of Peer .

ZZCPaChing; the TEP vocabulary'fg regularly emploYed ‘when

f,ldiscussing the peer coaching project, teaphers seem to

infer a causal relationship between the TEP and the peer
. coaching project. Teachers' reactions to the TEP indicated
: ¥s -

'1‘that although teachers generally regard it as highly .
. relevant to teaching, some individuals f%?nd conferencing ’

‘ b.stressful while others objected to the conference format.

BN B
A
P - .
R e a

- . ) s



PEER C‘cﬂ.’?‘é,ﬁh‘_q.ﬁ DESCRIéING 'Ii)HE‘lLINES OF Action -

; The purpose'of this chapter is to describe how the
'y‘elements outlinsd in Chapter 4 interacted to constitute the fsi
f!lines of- action seen as)the peer coeching project.‘:In“:'

.‘~;symbolic 1nteractionist theory,.lines of action occur when F"

indiViduals interact in joint action. Lines of action

D

'7,;represent the combining of personal definitions by actors '

[N

"Z.each of whom brings his/her own biography to a common

Y';setting in ‘'which eaeh must develop a. personal definition of yf.
“the- situation.' Peer coaching .describing the lines of
action,’attempts to describe what happened when Rose, Mary,.
and Margie, all of whomdyavgbbackgrounds in the Teacher -
'Effectiveness Program, f%ok part in the peer coaching S

'prOJect at Forest Grove Elementary School.

“, . o 'Qettingnstarted: A S
fAlthough.differentfstaff members have somewhat ilp_'fgfflf
1different memories of how the peer coaching projedt H B :
o originated at Forest Grove SChOOl everyone agrees that it fn*'f

.pwas first discussed in the spring of 1987. There seem to

have been three factors which prompted the project idea.

The first was a series of long-standing requests by

teachers who had completed the TE Program for a school

170
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program which would: help them maintain their skills. A
o : LY ‘
y'second factor may have been the fact that team-teachlng

‘_already occurred at: the school.v~This a ivity, which “i'
AR involved the 1ibrarian and various teac:%rs, was. highly |
Lo nge )

,”f‘;valued by the partidipants., The staff may- have felt that

”ffnpeer coaching offered some of:fﬁe same features which they

v d

appreciated in- team-teachinq.. _3e third, and apparently
’most important factor, related ﬁ@gschool goals.f;inf
';fnﬁ1987 ~88, ‘one. of. the district priorities vas "to enhance'l

;if employee effectiveness, satisfaction,” .Nhe opportunity

l'for involvement in the decision-making~ (CD,_March

1987). The staff. subsequently set a 3 'choolﬁpriority~hpw
fL"to enhance employee effectiveness and »aétiaﬁdi;ﬁéfé5?gf‘
4“fﬁ budget committee explored ways this mig_ be:accomplished
'fiiThis committee recommended that the staff implement a’ peer

o coaching projecﬁfin the fall of 1987. The idea was

?)3*discussed at a’ staff meeting, as’ there appeared to be- ) . ;"
; general support for the idea, it became part of the o
: school's action plan., To facilitate the peer coaching 7_,[!, '
| Project, the school quuested and received Permi sion to ff?ﬁflf,
dismiss one hour earlier, one day per week Th re was to f\b

be no loss of instructional time since the time'was made up

by increasing the 1ength of the other teaching days..P;_

\l . v



"Vfothers raised questions about whether it was best to seek a

&y
. \
ntroducing Peer Coac -to the
The first day that the FErest Grove Staff returned‘ %
from their summer vacation, th@‘principal remindeg them of
the staff commitment to the;proiecta Kowever, as the
“ children would be returning in two days time, the first
'day s meetings concentgated on the opening of school. The
ifollowing morning, peer coaching figured mbre prominently
‘on the.agenda. The principal explained briefly that peer
coaching was . intended to provide an opﬁbrtunity for
. teachers to observe one another teach and then talk about“
it in a positive and encouraging way " Peer coaching, she
said offered an opportunity to talk about teaching -
Jsomething the staff had long requested.
After this introduction, each teacher was invited to |
"comment ask questions, or raise concerns. Those teachers
with a TEP background tended.to comment from that | « J
- perspective. Rose, for example, mentioned that the |
~v,-.conferencing format might be difficult to learn and perhaps‘
'feshould be taught in an. inservice session. Mary
‘ de-emphasized the importance of a conferencing format and
} encouraged her’colleagues'to learn from one another.. h ‘f; 'g;%

FIRS

| partner who taught the same grade or at least the same

’ .

| _:division [division one refers to grades K-3 division two

o refers to grades 4-6] Some teachers expressed unegsiness ’

‘i‘ﬁ;at the thought of observing and being observed Host,_.
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however, reacted enthusiastically and positively to the
peer coaching idea and generally encouraged one another to
:enjoy the experience. One sentiment which both the
teachers and the principal emphasized was to "keep it
'loose" (FN pp. 3-5)

‘As the various.teachers commentedeon the project, the_'
'lprincipal;'in turn, made a series of‘comments which helped
set the initial tone for the project. She emphasized.the
voluntary naturevof peer coaching'ané'de-emphasized thev
need for perfect conferencés. The principal said that it
was important to be comfortable with one's coaching peer
and to enjoy the experience : She expressed her hope that
peer coaching would be an experience which would enable. :
teachers to grow‘professionally;~ She referred to the
| coaching seguence‘as,writing down'whatkis said, .
;,highlighting, and commenting.v The principal emphasized
{Athere were’ no tests and no hidden lists. - Peer coaching was

.between the two teachers. if teachers chose to sit and

“h talk, that was acceptable. A good conference was described

;as one which was enriching for both of the participants.
}Peer coaching did not need to be the same for everyone or pf

f for. every team (FN 5 4 5) “;-w- - @&-ih
. ‘ . L 1:9

' The first peer coaching task for teachers was to find ;

-

-‘a colleague with whom to collaborate.L Althoughfteachers

PR
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; inquired about‘EGEH)criteria'as grade level, teaching,-‘

' experience, or a background in the TE Program, the

criterion emphasized by the principal was the importance of
selecting someone with whom each would be comfortable; For

some, this was an easy task, for. others it was more.

difficult Pnd several looked to the principal for advice or

/ ) ‘
fac itation.; ‘ : - L - ; -

ﬁithin two - weeks, seven peer coaching teams had been

‘formedf Two of these teams were composed exclusively of

5
TEP graduates' Rose and Mary, Margie and Bev. Several of
the teams contained teachers enrg}led in the TE°Program.

only one team lacked someone with some knowledge of . the

'TEPu THe music and French specialists did not participate
in this phase of the projectl

A staff memorandum of September 15th listed the teams-

and described the arrangements for classroom coverage and

‘peervcoaching times.; The' principal the vice-principal

) the former TEP consultant the school aides, and the school
' secretary provided release time for the teachers who would
'be observing Observations were scheduled o occur between
1 45 and 2% 15 on an early-dismissal day. Conferences were

‘_scheduled from 2:30 until 3:00, following ‘school dismissal

Peer coaching sessions. were initially planned for eveﬂ&,two

weeks so that each team would complete one cycle per month

B The memo suggested that the initial peer coaching session,

'scheduled -for September l7th should involve getting
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L .
N A

B T
JI}F‘ ’ L ) : ' ' .Qé .
acquainted, goal sharing, and planning, rather than an °
actual in—class’observation:
Share how you've set up your class. What ypur class
- - is like. How you cope with the differences. The

‘little things you enjoy: challenges you're facing.

- Just generally enjoy your time together. Could you
also discuss what you hope to get out of the
program.: What help will you need? .

B (cb September 17, 1987)
(o
“The memo*further mentioned ‘that Nilah, the former TEP -
consultant would be acting as "in-house expert" and would
"be available to teachers for inservice a551stance or: |
general supiort. -The section of the memo regarding peer
coaching ended by reiterating the tone emphasized at the
initial session with the staff° ;

‘Let's have fun. Remember, keep it light and ‘
enjoyable. (CD September 17, 1987) : .

Although there were. no peer coaching inserv1ce }
_ sessions prior to September 17th teachers were advised
'ﬁthat sessions would be offered each week peer’ coaching was =
scheduled. Both Nilah and the principal usually. attended
4these sessions.‘ Nilah indicated that a few teachers,
generallyvthose without a background in TEP,vattended She
said that these teachers had)requested more direction in
terms of a topic or an id?a ‘of what to do with their peer?
.‘What we've been doing is the’ Tuesday prior to the’
peer coaching, at a lunch hour, just sitting down
‘with a small group of people and sharing a little
- bit about a taopic:; taking Doug Ward's handout from -
the previous effective teaching and flipping through
‘and picking one small segment that would be easy to
_'pick up on and introduce to people. By no means '

.
o
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giving them a wide range of topics; just somethin
that they can get an idea from. = (pp.427-428)

The discussions cov;red both instructional skills and
iconferencing techniques, but Nilah emphasized that they
purposely kept the material simple and promoted a sense of
" "fun-sharing between teachers" (p. 428) _

On. September 30th another memorandum to all staff
outlined the peer coachiﬁg schedule for the fall term ‘
This represented phase one of the project-and the period of
.data colledtion.' Seven sessions were indicated - the first’

. was the goal—sharing session on September l7th, the last

was advertised as an evaluation session in which teachers

,1 could share. their highlights and their frustrations and
help plan for the. remainder of the year. This meant that
;_se one consisted of five regular peer coaching sessions
The memo reminded teachers that some teams planned to
p observe for the skill currently being studied by the four
“»teachers attending the TEP sessions. While teams would be

advised of these skills, they were free to choose any

{
H

.vtopic.
B . { " A. / “’f .
‘,A - "~ Rose and Maryﬂﬂg' el

Ty

Follo&ing the initial- description of peer coaching and.

_ ‘the request to- select a partner, Rose Thompson, a grade one .

jﬂ_teacher, asked Mary Michaels, a grade three-four teacher,"

to peer coach with her. - Rose and Mary had been acquainted

KS
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”g since their arrival from different schools when Forest
S Grpvel&pened‘ This year their classrooms were adjacent

and they had agreed that their classes would be "buddies"

for the year. Both had attended TEP sessions the previous

o L year. both were conscientious, hard-working teachers who
L
occasionally;ﬁvisited' one ariother at noon or after school.
| - ’ _ _ T e 5t . .
oal-setting e P 5 ‘ B "_,;.v '\ . ,‘.ﬁ§;=>

AN
o The ﬁirst peer coaching session was scheduled for

-

September l7th at 2:30. Normally Forest Grove students are c

dismissed at 3 30 but as this was early-dismissal day, they Bl

left one hour earlier.' The principal called a brief g
impromptu meeting to review~the proposed arrangements and |
to.answer any questions. _ One teacher questioned whether '
enough time had been allocated both to prepare for and V _
‘conduct a- conference. The principal's reply implied that a-f’

f conference which had a rigid structure\including several ."

\ ¢ steps would likely\require more time than was available |

~ she said it was: important for each team to. decide what they
= wanted to;get out of peer coaching. She said ‘she wanted
each team to decide(for'themselyesithe amount of desirableo.

: structure.» L '\“ | L e | , | -

Immediately after that meeting Rose and Mary sat down _d:}~5

. to discuss their goais_for peer coaching. Mary indicated T

that her\goal Was to feel comfortable work/ng with Rose

| She said she expected to feel self-conscious about
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"coaching, but she hoped they could develop a format which

would feel natural (FN P 14) B Rose agreed with Mary and
3 .

;said\she looked forward to Sharing ideas,and learning from

Mary.; They also agreed that a mutual goal would be to

- improve their conferencing skills. The teachers then

M .i-.-

ﬂproceeded to review their TEP notes, comment on.the value'-~

of different skills, and identify possible topics for ~w
\zfuture peer coaching sessions. They decided to begin by
"1ooking for indications of positivetfeeling tone [classroom
:7atmosphere] The flip of a coin decided that Rose would

~observe and conference Mary first."
Coac ssio J‘, . . AP

s

On October lst at apprpximately 1 45 ~bne of tHe «~

A

wschool aidss arrived to cover Rose:s class, ROSe then -

_entered Mary's room and sat at a table off to one side

M

‘,Mary proceeded ":’ ach a lesson ontgraphing and Rose Ly

immediately ;ywan to

?.as possible._"fter approximately twenty-five minutes, when

_'Mary mentioned dismissal Rose quietly left the room,

xretired to a conference room,’and began to analyze her five j;@l”

| k9
'_‘pagps of notes.? She did this by underlining examples of

"gfeeling tone, and a number of instrdbtional or class

’

.management skills which she was able to identify. Rose f’iv'

",concentrated intensely as she worked quickly - underlining, ;

| '}circling, jotting down abbreviations for identified skills

record ag much of the verbal exchange\ﬁ”;}*'




179
o . v , .S
oAfter about fifteen minutes, she returned to. Mary 8 room,::‘
' waited until the last child left the room, ‘and then,
. sitting at the table}with Mary, began her conference..h
| . In aﬁdition to her script of Mary's lesson, Rose ‘had a”f;‘
etwo-page conference planning guide which ‘she had used in ”ui:
the support group organized the previous year by Nilah the :
- former" TEP consultant. This guide, a copy of which appears\
.iin Appendix B, provides an outline for a conference based

L ,ffon an 'A' conference model._ It suggests an intriluction, a_,

"1ffl:clarification of. objectives; a description of't e lesson by
‘:ffboth the teacher and the observer, an identification of the'
Z‘sattributes and uses for the skill by the observer,:a

..summary statement by the teacher, and final encouragement ‘_ _

”:ﬁ::by the coach., Rose had prepared this outline at noon and “14 .

ﬂ-ﬁhused it:as the format for her conference.%f*:_' |
i In her introduqtion to the conference, Rose thanked

| ”QMary for this opportunity to observe her teach.. She also

fii commented on the attractive display of childrenﬂs Work
afaround the room._ After Mary explained the background to
i;f7;yffthe display, Rose outlined.the sequence she intenged to

'bhxufigfollow in the conference.. She said that there was a

| ftjjtwo-fold purposeoto the conference'jto raise Mary s use of

r'hﬁfeeling tone to;a'level of consciousness and to learn about

-“iffconferencing skills. Mary briefly shared her feelings
'7.?ﬂabout the lesson and noted that in additionqgg feéiing tone

ﬂ“fgfshe}haq\attempted to use such TEP skills as- set, time on




' task, wait time, low-key responses, sequence, and guided
itpractice. gse then began systematically going through her
'lnotee, identifzing the numerdus examples she had observed
3,*0: times when Mary acted to create a positive feebing tone |

'in ﬁer room.‘ In addition, she cited examples of Mary s use

'-fof positive reinforcement active participation,

‘gccountability, set, agd wait time“_ Rose ended her

}Zfanalysis by explaining the rationale associated with

W

: feeling tone in a classroom.@ When Mary was asked for her&ffjﬂ”fi

”summary of Rose s comments, she expresséd ‘her’ pleasure at3f1]tf!i
: R/ S

'the p°sitive‘c°mments and her astonishmentﬁ"

_"thorough analysis*iu'lh

A Well, Rose, you are blowing me awhy! You noticed Sl
-\ all these things and you have-all: this stuft: writtenEM¢f§w‘{
‘down.” .Some of the things that you. picked out, Aike. . T
‘'my voilcewand my ‘feeling tone.,.I guess. itfhas. ‘become:’ v
part of my teaching.;..l knew you were coming today,\ﬁyTwTV
~but I didn't .sit down.and write a long:lesson. plan ™ ' :
\where I was going. to- include feeling tone....It was.’
: warding for me tq ‘sed all:‘those different: things LTSNS
~_ that you noticed -and-.also. you ‘did very well to pick TR
* out all these things.’ It 'sounds: 1ike’ you've had.a = > . .
lot of practice at: thigu It hoping that T'11 be as .=
v;qood as you whensI m 1istening tOryou.; (pp 30»31)i51

_[gffﬁI wanted to learn to follow that format andﬂI'

;;L_i'hoping‘that -by' the “time you:'and 'I'are finished I
J%\;won't ‘need. this [quide}’ = that<it'will be automati

C Se- a natural for me‘4(p 31)-" . IR v
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R

Rdse brought their first peer coaching‘conference to a‘
close by congratulating Mary on "a super 1esson" (plgz)
with the formal conference out of the way, the women moved
to other topics which were onvtheir minds. Mary
immedi?tely raised a topic which‘was to surface repeatedly
during the project.qr}A7gﬂt :A;h o {w -

SOV g'ff,It ig’ a hard time of the afternoon to start a new °
;f}{f,gf-':jnlesson._. It's the: last ‘half hour before ‘he'kids go
LT jhome and - actually you're starting to get ready at-

S 23105 especially Af there are notes or anything to
. give out. To me it .was really hard to be starting a-
=+ lesson ‘at’ that time of day. I would already be into
- ‘a -lesson- and the children would be working and
";ifinishing up.g (p 33) o : -

~f7{For me it was kind of artificial - not. the lesson,,;
;y(g';*p'f;';;because that's-how I teach thé lesson anyway =--but
) jggsfiﬁggj,to be" doing it at’ that time of day.a (p+34)

Mary mentioned that some &f her friends felt that the firstl'

3iha1f hour of the afternoon would be easier and more natural
;ﬁjl fi because then a teacher would be starting a new lesson.u

_;Looking ahead to her planned peer coaching session

‘tEAWith,Rose,_Mary suggested thatARose take the time of day

Qiinto consideration._.f:‘fﬂ}uﬁxl, . ‘

- ‘ﬂDo SOmething that the kids are going to enjoy at
’that time ‘of the day.. To meé, so what if all the.

- parts, of-a.lesson aren't there.v That's not the
'purpose ‘of this., (p 35) '; f‘ﬁ f ‘ ve

. y,An‘announcement at 3 ll reminded Rose and Mary that
all staff were expected to attend,grade level meetings
following peer coaching.f The informal discussion which =
began after their more formal conference, abruptly ended

_“-*g and they went to their separate meetings._g




s ses to oa“‘ . ;

Both Rose and Mary'responded.emotionally prior to and /W_ﬂi

after the first conference  The. spectrum of emotions L
displayed by both teachers in their journals is a -‘y

. significant indication of the initial feelings associated

| with peer coaching for these women. Rose referred to her

.nrfeelings of apprehension in a: September loth entry. After 'ﬁ,ﬁ

”*: the planning session on September l7th, she expressed R

'ﬁhappiness to be wor&ing with Mary, but expressed fear of
'?"flubbing up" her conference scheduled for October lst. ,f
. The presence of the researcher added to herg#ense of fp”;-

.uanxiety, but Rose indicated her determina;ion to see the

project through. Rose's October lst journal entry, writtent -

after ‘her conference with Mary, shows both her anxiety and R
g _ L :
) her attitnde toward it. " _‘; fl,ﬁf.‘ ‘;vf

_It's overl!!! I'm sure the first time for this is_'-i
<" ‘the worst. I was cold from. head to foot; my hands,'

S avlp@v were like icicles.... I felt 80 insecure and:

 incapable @f .going through with this. I know that
. .often:the- things we fear and dread the most are the
.,4things‘we really learn from. (FN P 57) o

<

iz Rose described her "wild“ efforts (FN p. 58) to write
i‘idown everything Mary said and her frustration at not being
,;able to get it all down ? She expressed amazement that she
' was able to make mental notes on specific teaching
strategies as she scripted Mary s lesson. She felt that
l'her preparation of the conference planning guide at noon

'_'had facilitated her script analysis prior to the conference

.
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yffamiliar' o

.; intimidated by it
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"“vafterxschool ' Going into the conference, Rose felt faﬂrly
'confident that she could work through the; steps of her '
vformat. Looking back on the experience, Rose suggested
ythat it had been a "good day" for her (FN P 60)

D)
Mary s journal of September 17th, the day of the.%

. planning session, mentioned that even after years of
;fsupervision, she still found it stressful to have someone
' observing her. The idea of. conferencing ‘someone else was

= also. causing some anxiety - an emotion with which she was. .

I'm feeling anxious about trying to conference, but
there's one way for me to overcome ‘the anxiety and

- that is to practise at it so that I gain confidence-
(FN p. 52) > :

";fWhile taking comfort in her partner's high level of

- Rose is. such a devoted teaCher that I can't help but

learn from working with her. On ‘the other hand, I
do feel some stress ‘because she's such a

i‘ i conscientious, dedicated teacher.. (FN p. 525 st

Mary's feelings of discomfort were still evident in

'.-fher journai\entry after the first conference with Rose.

'ffyshe wondered aloud why she had agreed to participate in the

she. was feeling s0 "uptight" (Fth 45) . Mary said titt she

felt more relaxed once she began to teach and she reflected

"on the tricks emotions play'

4

commitment to teaching, Mary also alluded to being somewhat*ﬁd_..

'_project since her friends ‘seemed so "relaxed" at noon while '
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H'So why all the anxiety? That's me, but I do. want to
~ work on not feelimg anxiety abou; Rose: and Neil"
watching mi\teach' (FN P- 45) ' |
Mary expressed her pleasure at the way Rose had
understood her class atmosphere. Rose had been able to

identify several of Mary s methods for encouraging

'behaviour that she felt were important._ This nade her feel

good about the conference. Yet with the positive feeling, ':f‘

there remained the nagging uncertainty°.'

g .It was exhilarating to have Rose conference me, and
-many -of my concerns about whether peer coaching
‘could be a positive.experience have disappeareq. I
-am concerned about my abilities as a conferencer.
,Rosevset high standards and ;'11 try to make her
next experience as rewarding as mine was. (FN P- 46)
'~ The question of how Mary would conferenceuRose~was

P _ . MR

still very much on her mind a week after the first
conference. She was familiar with the format Rose had

followed She had practised it in Nilah's after-school

B

support group and referred to it as difficult and too
" formal for her. ‘She did not object to its use by a‘,,
consultant ‘but her goals were different. sge said that

'she needed some structure in her conferences, ‘to provide o
: . Ny

B direction, but hesitated to adopt a formal approach to
conferencing., Asked about her priorities in peer coaching,f
,fMarY replied‘”-ff i }’l:’“ ﬁff' o L

I would lean a.&ittle more toward the personal,
,interaction. Ohe reason being that I know that the
' people on ouy staff are already strong. I enjoy
_getting the positive feedback... but to me it.would'
"be the interaction with another person = you would

learn and you would grow just from interacting with
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, them-'and maybe not spending so much.time on this
. formal thing, but afterwards talking. I can learn
_  so much and gain so much just from sitting down and
.~ - talking to someone about their lesson, or something
I noticed in their classroom, maybe a centre they
: had or how they ‘handled some, kid. (p.340)"

With only one ‘week remaining until her scheduled

conference with Rose, Mary felt caught between her own
4
goals and what she perceived as Rose's expectations in this

, partnership. she verbaiized her dilemma easily enough but
' e

Vimplied that making a decision would be much more bt
l}difficult. -

- I'me not sure if T want to go really formal as ‘'she:
© .did because that is really not me. I could make
"myself go that way. Or whether I shouldn't go that
way. But I think, well, if T don't go that.,way,
Rose won't get all the feedback she wants. I'm not
sure; maybe I should be talking to her more. I'm
. ‘not quite sure what she wants to get out of it. I
- got a lot out of hers, but Rose spent all last
Thursday noon working on her conference. That's not
for me. Thursday noon,. I choose to go out and have
" lunch with some of the staff. To me, that's S
- ‘important_that I do some socializing...that's one of |
‘the commitments. that I made to myself.... So I'm
already sort of in a dilemma.... I feel some
! pressure because I see Rosge having set a precedent
and ‘I'm not:sure if that's for me or not. - I don't.
want to disappoint her. (p. 334) PO -

-Six days later, and one day before the second peer.
-coaohing session, the principal advised,the‘researcher'thatL.
Mary was dropping out of- the project. Margie7would replace;
gpMary on the peer coaching team with Rose, Mary 8 new o
| ;partner would be Bev. The principal cited the added stress

‘of participating in the research project as a factor in the-
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‘request for a change of partners.' From the perspective of
December, Mary looked back on her decision and commented.',

That stage. of September-October was not a good time.
: - “for me because I was urder a lot of stress with the
- ' “three-four split, having been half-time and coming -
, back full-time. It was just a lot of things for me.
Then you, you were another element; I didn't’ . ‘
R anticipate that. I'm not saying that as a negative b
‘against you; it's just how I reacted to it. "It was:
. a whole lot- of things thrown together that made: it-. "
a"‘.so that when peer coaching first started, T ‘thought;" ..
SRV “ : *vomething I don't need: at: this stage, e
t o I'mo feeiing a. lot of stress;and I . ° -°
‘don't need more”’ - But’ anyway,\itjs gone, and R
o S T'minot” saying ‘this” because I changed’people .... At
% 77 this stage, I'm really enjoying peer. coaching. I
ey ;like ‘the way things are. going “(p- 357) L

R " . 3 R i

AL ;'Mary-and,Bev:*4f,

Although Mary ceased to be a direct focus~of the peer.;
‘coaching study, she obligingly continued to share her»du»”
experiences through her journal. she also consented to givei 7

-@a ' an interview at ‘the completion of ‘the phase one .-:ti@ .
conferences Mary's continuing perspective is significant T
‘because it provides a continuity with her- initial gogls andhi
rit also provides insight into the interaction of another
R peer coaching team."f o '

Mary s journal entries reveal that ‘her conferences
with- Bev followed a similar pattern to the conference by 1
Rose, but with less emphasis on skill identification and

; more on practical and collegial concerns. The new team

'nagreed that they would not change a lesson in antic1pation _g,'

,of a peer's visit.' They also decided to remain in the

~



L AR .. 187
class to analyze their notes. Severaj'other mutual

¥
adaptations were evident in the confepence itself. Here is

- Mary's description of a conference with Bev-"

\

We don't follow,a formal conference agenda.; We
thank each other for letting the other person come -
in and then go through the notes we -made in the:
margin, depending on the item.we are looking at that
day. But we also make notes of other things that -
come to mind as you are 1l#bking at your notes :
afterward.... After we have gone through the formal -
‘conferencing, going through the notes and- discussing
.+ " -that, then Bev and I usually have time’ for a’ general
L " talk. about how things are going, or what are you.
! ‘doing in this situation.. It is just .sort of a . e
' - " sharing of ideas beyond-the items that you. .noted in
the conference. I find that rewarding too. It's &
time you get to sit down with someone and talk - .
teaching. (pp- 348-349) - , ; R

'Mary mentioned that the topics she and Bev had
discussed ranged Pver a variety of topics' how to teach
‘.;' math- to- split grades, developing responsibility among
. students, comparing curricular problems, discussing .the

progress some of her students were making in grade five.
"Mary\estimated that their time was about evenly split ‘
,between feedback on observed skills, and conversations‘-‘
“._about practical, professional and personal concerns.gfggfi
‘December, Mary said she was enjoying peer coaching and feltu
' ‘the time spent Wlth her peer was valuable.; She had found
dkthe amount of time initially allocated for conferencing 4
»made her feel pressured._ However,‘iince the length of the
t coaching sessions had been increased from thirty to

S .
forty-five minutes, she. felt less rushed. While 1ooking

‘forward to the evaluation meeting later that month -Mary

e

s
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Sl - RE
. was generally pleased with the way peer cogching ‘was i . -

qpfoldinga. She felt that\yessions every second week were a

reasonable compromise with other stéff projects which

-<needed to be addressed. ' E '»‘- o — ) : <

A
)

Mary indicated that one . of her goals in taking the TE
Program and in peer coaching had been to help her work more-
effectively with student teachers. At one point she had
7:wondered if developing technical conferencing skills would:
be the best way to achieve this. She now rejected this
yidea yet believes ‘that the structure which the Program
_provides can help her achieve her goal. 1

"But as far as the real formal conferencing, T know
that I wouldn't talk like that to a student -
teacher.... I have that feeling -tone in my- head so I
.- can translate it, as you say, into more- generid N
- terms.” I'm glad that I have [TEP] there, because it .
.glves me something to look for - the different = R
" 'things. Even 1if you talked about their lesson; you .
could talk about how their lesson flowed well; you’
would-be looking for active participation ‘and did
- they have set and so on. You wouldn't necessarily .
use the word set but you could talk about why their .
" .lesson went. well and maybe what they could do to T
make it go a’ bit better.‘ (p 363)

‘ Lookingeahead to phase two of thg;project Mary had
-‘fmixed feelings about changing partners.v While she
:expressed interest in sharing ideas with another teacher,
i’she was quite content to continue to explore teaching with'
'jBev.. Mary felt that 80 far,‘she and Bev- had mainly been E

w\
-providing one another with feedback rather than coaching

Mary suggested that coaching occurred when "you do have. ﬁ»k _\\\'

- fsome meaningful suggestions where maybe they might be able‘

T
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to cha ge something or push a little bit- or imprave"
‘,(p 366) Although Bev had provided several opportunities
for coaching, Mary‘Paidehat she hesitated to say anything

" to an experienced teacher which.might reglect negatively on

LU

her teaching' She couLd envision, however,,setting-up
‘mutual goals to make suggestions for improving teaching.

Under: those circumstances, she felt it would be. better to

’stay with her present partner. While generally advocating
. that peer coaching participants were in the best position :
to decide whether or not to change partners, Mary suggested

\there was a significant role to be played by another personi

.8

outside the team"-

I think it +s better if you let the people decide.
If you are: going .o work with someone, you must ‘have
.. a positive feeling that you want to work with that
_person and it will be a:positive experience for you.
e To me, there would have to be someone who would
monitor the ‘atmosphere, the emotional scene, or
'whatever you want o call it:.fs (p 359) “

ﬁMary implied‘that a principal's knowledge of the staff and
: individuals could qualifyuber for such a role, as "there

' would have ‘to be’ someone to monitor the situation" (p\359)-'

Peer coaching turned out to be‘a positive experience S

| for: Mary She. felt that she had been able to achieve her
'goals of sharing ideas with a colleague and being -
comfortable in the relationship.



Rose and Margie
@ g L .

| Margie agreed} on very short notice, to become Rose s

new peerncoaching partner.‘ Margie ta ght grade five every'
b morning and kindergarten every afternoon. Her previous:
hpartner .had been Bev, also a grade five teacher. Margie
~ had knownlkose since their common ‘arrival at Forest Grove;
. for two years their rooms had been adjacent to one another.
‘,Yet, until their first peer coaching session on October
Elsth, neither had observedYthe other teach. Continuing the'
pattern already in progress, it was Margie's turn to- ‘
observe and conference Rose. |

_§t erence - - .
TN
When the time for the first observation arrived, Rose

| had her grade one students sitting together on the floor,

“-k‘waiting for Marg&e to arrive. A ‘table with adult-sized

'Jjﬂ?chairs had been conveniently placed near.%he children from

’ lwhere Margie could observe and take notes.' When Margie and
the researcher arrived we were introduced to the class and.

'. our presence explained simply.. Rose then taught a lesson

von the colours of the rainbow using food colouring in water_-'~

“to’ illustrate the primary and secondary colours. Margie
scripted busily for about twenty minutes, then stopped |
writing and simply watched the last part of the lesson

,being taught. WhiLe the children were being dismissed

© A

. Margie analyzed her script and made brief notes in the |
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L margin.v When the last of the phildren had been hugged out

191

the door, Rose joined Margie at the table and their first
conference,began. . ’
‘The teachersfexpressed their mutual pleasure at
‘finally having-an opportunity to observe one another !
teaching. Margie indicated that she had observed for
‘feeling tone which was the suggested school topic for peer
coaching. She ‘began by asking Rose to comment on how she‘
felt about her lesson._ Rose s reply reflected the ?'\-
confidence which she displayed in her. teaching.r |
I really love what I do and there probably isn't a
esson that I ever do that .ILéon't feel good about,
ecause when you think a lesson through' and you know
how you want to teach it and what you want to

: accomplish, it usually works out. I made sure_the
~ . components of a good lesson were there. (p. 233)

v “5;Margie proceedkd to . give examples of various means by/
which Rose had created a positive, friendly atmosphere ////
[feeling tone] in her. classroom. One example cited was
Rose's. habit of using the expression "I invite you“ when
'asking children to participate in an activity.” Rose had
not realized before thgi this was her way of involving-the
o students and she expressed considerable pleasure at this
- ifinsight. After she had identified several other ways that
“Rose created a positive feeling tone, Margie summarized
quickly. ‘ »
.The thing that I felt permeated the whole lesson
‘right through was that there were so many times in °

your class that you helped your students feel that
they were vitally important. Examples were-‘I need
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. ~your help, clap for - You. helped a child correct
-~ his wrong answer’ rather than get another child to
‘. .correct it for him....Anyway Rose, that was Jjust a

ifantastic lesson.ea ~enjoyed being in here. (p 238)

Rose: was invited to- add any: further comments. She
briefly paid tribute to the 'TE Program. for identifying for L
- her many of the skills she uses and for adding to her
repertoire. | E "‘ | " -

At that point the planned,part of the conference
ended, approximately fifteen minutes after it began. What
followed might be described as an informal conference. |
with the tape recorder ‘shut off, ‘the conversation of these'
teachers flowed more naturalfy and a range of topics wasf'

,-discussed., As they had not had an opportunity to share

) their peer coaching goals previously, they seized on this
opportunity. Margie said that she had found the TEP skills

' interesting, but that they were. not omething she. wanted to‘

focus on. She said that she was ‘more interested in talking

with other teachers about their programs and sharing ideas.__ k

It was for this reason that s@e had originally asked to .

_ work with Bev, a grade five teacher.. Both of them were f.
relatiVely new to’ grade five andmthey wanted to help one-
another, particularly o; curricular issues o\ On the other
hand, Margie felt secure in her kindergarten background and'
did not feel the same need to focus on new ideas there. o

B 3 Margie wondered if she would have to re-think her goals in

"}view of this new partnership.
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Rose described to Margie her goal to become an expert
:fbconferencer and her desire to use this expertise to assist :
'é student teachers.: She said that she felt that they each
could have their different goals and work together happily.\‘

. An announcement reminding teachers of a general staff
7

meeting brought to a close the first conference between

: Rose and Margie at 3 10 p. m.._,ﬂﬁily_ :”,f'k .i‘* oy

ooking Bagkward and Forwarg

In an interview after her conference witﬁ Rose, Margie

\ —\

reflected cn the peer coaching situation she had: left and
wondered about her new one.; It was clear that two features

she liked abont—her arrangement with Bev had been their

S

mutual interest in programming for grade five and theirA

mutual aversion to a formal conference format'
N
- I guess Mhat I was really looking forward to and I
‘think [Bev] was too-is that we were getting .into _
‘each other's classrooms and being able to talk about
programming. . We were not locked in to teacher o
' effectlveness as it stood; .... if there was anything
- that I-didn't enjoy about.teacher effectiveness, it
'~ was the. format . for the: conference, becausé 'I thought
* it was canned. I could sit back and I knew exactly
" what ‘was going to be said to me and I knew exactly
:what.my response had to be. (p 220)

Margie described how she and Bev had agreed to adapt
their peer coaching sessions so that the spirit of the |
; staff progect was honoured yet they were able to
accompPish their own personal goals.
I wrote all this [script] o:?ajust like with Rose.

 We went through what we considered a quick format of
. what theoretically we covered that we thought we had\,

-
- ~
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R to. Then I went on to just talking. I think that
'+~ that part we\gained a lot from, just sitting and .
. chatting about the way she handled things ... I have .
" gsome of her students and we talked about them, and ~—
" she's doing a different concept’ in reading and I was
interested, and likewigde, I do a very different
. concept. Like my active comprehension model is
different from what she is. doing. So it would have
been great jusﬁ to sit and share. (pp. 221-222)

-

:Margie said that she felt there was room. for this kind
,_.of flexibility in the peer coaching envisioned at Forest
Grove School. She appreciated some focus to help get |
‘teachers started but hoped that her new peer would be
twilling to explore new horizons. Margie had known Rose for
several years _and mentioned that they often talked about
“school matters. She implied tha* their relationship was
‘tbuilt around education and that beyond that there had been
-little personal involvement : However, built on- the rapport‘
'already established Margie looked forward to a peer
"relationship with Rose from which they both could benefit:
I hope that maybe she can come to appreciate some of'
‘the things that are happening [in kindergarten] and -
likewise I can see some of the needs she has to have
_-over:there. I don't want my program to become =~ -
.- similar to hers, but by the same token, I want to be
- very much aware of her objectives to find out how I
‘can approach getting my [kindergarten] children
* ready for those objectives in the way I'm dealing
with the children. Because I think that it doesn't
-matter what way you're teaching, the outcomes can be -
: similar. (p 224y . _ S
o ence v
Two weeks after their first- peer coaching session,vit'

was. Rose 'S turn to observe and conference Margie in her
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kindergarten.f Rose. Sat at a table from where she could’ .ILZ
observe Margie and the égildren as they chose a centre in
'which to work. Margie's kindergarten is organized .
according to an early childhood philosophy which encourages |
chilren to 'Rlay freelyf‘in pre-planned activity centres
during designatedwparts of the program .As the children'
'made their: choices and‘fiattered to the- various centres,
-Rose followed Margie who went to interact with two boys in
the math centre.. When Margie moved on to other centres,
‘ Rose remained at her centrally—located table and attempted
to script a succession of conversations which Margie had
with the children at each of the seven centres. The !
pattern during the remainder of the observation period was
similar as Margie moved from centre to centre, questioning{j;
’commenting;-and generally acting.as:a:Catalyst to the
.interactions at each site. When the dismissal sequence
began, Rosé remained at her table and began to analyze her
three»and_. half pages of script in preparation for the
conference. | When the lagt of the children left Margie
| “joined heé at the table and the conference began.“vvzw _
) Rose thanked Margie for the opportunity to observe her
:iteaching ‘ She acknowledged that the staff's suggested peer

coaching focus for that session was low key responses, but

she.‘ ﬁicated that she had attempted to identify Margie s

g:'use dé

lidentifying other TEP skills as we11.. Roee used ‘the same

;se strategies plus "stretch herself" (FN p. 90) b :



'“conference planning guide as she had in her first
,conference with Mary This acted as an outline for her
',conference when used in conjunction with her scripted
nnotes. Rose quickly explained the sequence of the.

conference and then asked for Margie 8 description of the

‘observation period. Margie briefly outlined what her

"-students had done during the afternoon and where the'

observation period fitted into thatvsequence. Rose then
proceeded to the next step in the conference by citing
examples of how Margie employed various effective teaching
‘skills in,her program.-,In spite of the centre.arrangement
"and the fluidity'of the students and their teacher, Rose
/;was able to identify not only examples of such classroom
management skills as signalling, proximity, and minimal
verbal .responses, but: also examples of instructional skills
and strategies such as knowledge of results, set |
.modelling, checking for understanding, questioning
| strategies, accountability, and feeling tone. She noted
" that" she had’ been unable to observe facial gestures and eye
'contact because Margie was constantly on the move.' -
During Rose s analysis of the script Margie sat i
quietly, listening, from time to time she interjected a‘
"Jbrief comment.v on one occasion, when Rose mentioned
ﬂtMargie's attempt to teach phonics to a Chlld the teachers(
started to discuss the different expectations between

- kindergarten and grade one. However,aRose quickly‘brought

AN
Taid)
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the focus back to her\script and continued her analysis.

, As,the analysis ended, Rose reviewed the nine: skills

' associated with low key' responses, then asked Margie to

summarize. Margie ‘expressed her amazement at Rose's skill

at following the conference format, and her surprise at the

‘large number of skills and strategies she had been .able to

observe and identify. "I think you have‘already-

‘ accomplished yourﬁgoal"-*[to'conference well] (p.115),

'73Margie suggested.: Margie went on to‘explainrthat‘centre'

~her inclination and continued with centr-

;‘attempting to teach»a formal lessqn. Mar

'time was’ important in the kindergarten program because it

,allowed for the developmental discrepancies among her

students and gave her a chance to interact at appropriate

‘1evels w1th eachL

-Negotiationl At this point approximately twenty

minutes into the conference, the two peers moved aWay from'

'~the formal ‘analysis of Margie s teaching and into a ten'ui

minute period of discussions whi;h might be described as-
i

negotiation -of their peer coach

. not been dOne earlier, probably because each had had4a ‘
'idifferent partner when the goal-setziﬁg session was held on
e ‘September 17th. | | |

Margie introduced the first item for negotiation when

‘she asked ‘what- impact it would have on Rose if she followed

. me instead of

llﬁ:lg;

lained,that

g relationship. This hadj' L
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.

she had COnsidered creating a lesson for Rose to obsérve

{ ,
but was torn between doing what she felt her class needed

.1
g

and what her peer partner might expect. She said that k
'.circumstances that afternoon had left her: with little ‘
choice but’to follow the normal pattern. Rose s reply
‘acknowledged the need to consider the issue together.

_\ I don't feel it's a problem, but I think that,ydu
‘gand I as a team need to have an~understanding.... I
don't mind if that's the way you want to work. I
want this to be a learning experience for me:. I
need to learn to be flexible in this whole business
of observing and to pull out specific things even in

a one-to-one or a one-to-two or whatever you are
,doing with the children.- (p. 115) )

1Ma.§ie said she would feel most comfortable if Rose

followed~her from centre to centre. -The conference could
then focus on any skill or observation Rose chose to pickfj”
up at the various centres. . ' ‘ | . |

Margie raised a second concern which she had about

e g
their different approaches to conferencing' f ke
In the conferencing, you use a very formal approach.
~ That's fine and great for you. I just hope you
" don't expect me'to use it when I am doing it with
‘'you. I find it really hard to follow those steps
right through. ‘It just doesn't seem "to*feel like me’
all the time, but I hope by the same token, that I
can grow, through conferencing and be able to give -
‘you, ‘in my way, feedback as: well. (p 116) -

Rose indicated her acceptance of. Margie's preference for a

;ess formal structure and inquired whether Margie objected

~to her more formal one.v When Margie said she did not Rose'

explained why she preferred her format and would like to

continue to use it T
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' - x._\\ . oo - ] ! . ’,,—\
This makes me focus directly on what the skill is

‘that I'm observing; it makes me go back to _my notes

and review the specifi¢s_of what we were. taught and -

so therefore I am reviewihg everything that came up
before ang, I want that for my own personal growth.

I want to be able to have this [format]) down cold so
that by.the end of this year, it will be automatic

"to me and I'll be able to do a conference without

the conference planning guide. " (p. 116) .
Margie assured Rose that she did not object to her use of
the conference planning guide and her more formal approach

'to conferenCing as long as Rose did not expect Margie to‘-

N

._use it as well. 'n | _ '
| Margie had one other topic which she wanted to discuss ;;
withvher.partner. This was her desire to move beyond an
"h"type~conference.. This portion of transcript is

illustrative of'how both women felt about this issue:
| Margie -1 hope that both of us can soon move into a '
- . 'B'. conference. : e
Rose - [Meaning we explore] ‘how could we have done
R differently? I don't mind.- :

I like the idea of earing what I'm doing
‘wéll, but I'd also like to hear the ideas.
of another person too. That gives me: time
to think about it. C '

Margie

,‘Rose _»é_I m not sure I ll be . able to give you any
: ' ‘suggestions. . v .»

oh, you will too! I know you will. Not
i necessarily next time, but as we do this,
/ S 'd like to move into a "B conference.

Margie

- Rose - Well, the interesting question is, will we
. be together 'til Christmas and will we be
together beyond that? Tf we are together.
after Christmas, then we will have lots of -
" time to work on a !'B! conference. When. you'n.
" get into a 'B! conference, you really help
one another because you do a little ,

f Y

P
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brainstorming at the end where you ask what
could I have done differently and what'
could I have done to make this a better

- lesson. - I know a fascinating thing was

» when boug came out to observe and I knew he .
was doing a 'B', as I was doing my teaching -
I was thinking about all the different ‘
'approaches I could have used.

-f;Margfe - Yes, I know.. That's what I'd like to move
o into because it will help me to hear otheru
people's ideas.‘ (ﬂb.llG 117)
At that point one of the teachers recalled that the
vstaff had been asked to meet briefly at 3: 10 s0 they
| adjourned their second conference. This conference’was .

,significant beqause it completed one cycle for Rpse and

,.Margie, each hadvobserved andvcoached.her peer. Also, theyf

- had used'the'conference to share each other’s thoughts on '

_three issues of importance to peer coaching whether to
"follow the normal class pattern or to teach a special {
;lesson for a pfer, whether to structure the conference on a
pre-set pattern, whether to provide strictly positive ,
ff%deack or to try to push one another to explore new

options’ in teaching. .On the first two 1ssues,vRose and

J‘gMargie felt differently,_but indicated that each respected L

the other s right to differ. Neitherfindicated a concernfg.‘“
that their differences might cause difficulties. - On the-'.
‘ third issue, both expressed an interest in exploring new‘f
l'conferencing options at some future time.., R F§

’ In her journal‘ written after this conference, Rosei”'

' said that she ‘found conferencing more difficult 1n the ;
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kindergarten environment when a formal lesson was not
o taught. However,‘she felt ‘that the session had gone well
mand ‘that she had been able to identify the skills she
sought and to share them with Margie. Rose mentioned how
much she enjoyed using the TEP format for conferencing
She also felt that preparing for the conference had been a

'good rev1ew for her.

y In an interview after the conference, Margie also

o . co
‘spoke of the conference format.

1 really do ‘find that- format is very restrictive. I
think that teachers have to be very much aware of
the elements of a good lesson and the skills they're
,using. I really think that once you are aware of
them, then you have to move on. I find it very =~ - -~
confining, I really do.. I guess I don't like N
anything canned. I really think that even teaching .
is very spontaneous.' I have my plans, but plans
certainly go by the wayside when I see other = _
opportunities which are®better. I feel “that the
'~ same goes with this [peer coaching] situation. It
can almost lead to anything if you. really want it .
to. (p 227)

/ The Third Conference .

-

Thegt iird conference occurred on November 12th when Margie :
-‘observed andvconferenced'Rose@_ As previously, the observation ’
‘periodbwasjthe last half hour.prior to early dismissal‘which_v!

',’beéanuaéproximately'at-2?15. ‘Rose's lesson'focused'on”how"

animals prepare: for the winter., As Margie took up her position

"'rat the table, Rose began to tell a story to her class of gradet

;one students sitting on the carpet at her feet. With the aid of

props, appropriate voice changes, and a text to which she



- 202

'-'referred occasionally, Rose told an- exciting story about a -
' i hamster whose owners concluded was dead because it began to'”

jhibernate when the heat—in the house suddenly dropped.i During

the. story, the children responded to questions and made

predictions about the outcome. Following the story they moved

back to their desks from where they participated in a Whole class '

activity. As Rose held up pictures of animals whiéh illustrated

: 'various forms of adaptation to the winter, the children responded

on ahnote pad attacheH to each desk._ Durfhg this period, Margie

: made notes at the table, while dismissal Was taking place, she

“prepared for her conference.‘

E Margie began her conference by congratulating Rose on her

ivstory-telling skill and by expressing her pleasure at finally
ehaving an dpportunity to be part of onz of Rose s stories.'
’ Because of the story format for much of the observation period
| hMargie chose not to script the story ’ Instead she jotted down
1yasome notes which identified a number of effective te&ching
’.ytechniques employed by Rose during the period of obsérvation. /In_"
',her three-minute analysis of the technical components, Margie‘i
 cited examples of how Rose had used set, involved everyone in

V‘active participation, raised the children s level of interest

employed a variety of questioning techniques, and positively

- reinforced«her students When Margie had given one example of

each of these skills she said, "I think everything else, I would

just pretty well repeat myself" (p 245) This seemed to imply

- :that she chose not to take more time citing additional examples~
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of'these same skills. When Rose was, invited to comment on her ):

‘\.

1esson,_she reflected on what her plan had been and how it might

o

used accountability and the participation of every child tb«h\\-

have been improved. ‘She also related two of th: skills she had

involvement with the TE Program., o - - '5;" .
;t Rose's comments seemed to mark. the end of the SCheduled o
_‘agenda for their conference, and the teachers quickly moved away

from technical concerns to a variety of other topics.b Prior to

A%

Margie s analy51s of the lesson they had spoken of the power and .
himpact which the story ‘had on the students.v“They related this to
-‘comments made by a. key-note speaker who ‘had. addressed this very
-_idea at a recent convention attended‘by‘both of them.‘ Besides
this discussionﬂof a professional. nature, in the thirty minute )
period which followed the technical analysis, Margie and Rose had
l'a series of natural and animated discussions which might be_'
classified at various points as practical collegial and |
personal interactions._ One example of the practical component of J
. peer coaching was their discussion of Rose's background of
_story-telling.' Margie learned about -a source of story ideas and _
the kinds of preparation employed by Rose to tell a story They~ o
ffialso discussed the possibility of combining classes after | |
’yChristmas so that Margie s children could have the benefit of
Rose's skill. o | - ' y | .
Another conversation which contained both a practical and a

professional component concerned afstudent in Rose's room whom

Margie had taught the previous year. . As they shared concerns'
w ' . : :
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‘about the child's-social adjustment they actually examined ‘f“

Esamples of’work and talked of the merits of retention for-ii
‘some children. '»':.c: IR | | _ | -
‘; ?}"°, ' ;£uring the course of the conference, first Rose, then ,
<;\7Margie, shared biographical‘infdrmation which not Only
:related to the topic but also. enhanced their collegial
'“.~,relationship In turn, each appeared to take personal
satisfaction in learning more about the other, both as-a :
f person and as a teache%.‘ Although there was a meeting for"(
”:some of the teachers that afternoon, neither Rose nor ;L
'Margie was inv/lved. Consequently, the conference lasted -
{longer than previous ones.g This conference illustrated

five characteristics which seemed Significant to the

researcher. .

-

‘ N

1. It illustrated features which the teachers
| negdtiated after their second conference, namely, Margie s
'finformal approach to conferencing, discussions Whlch,v \ ]
cexplored options for improving teaching. | '
2 The conference had ‘a shortened technical anaIYSis.
3. Other components of the conference were identified
A as personal, practical profeSSional and collegial.
g Y e 4. The conference had a«natural- COnversational’tone._
o 5 When time was available, the participants continued

‘their discussions longer than on preVious occaSions., This

conference ended after one hour.



Ihe Final Conference | R | o
; The fourth and final conference between Margie and
.‘,Rose occurred on- December 3rd The time interval between

the tkird and~fourth peer coaching sessions had been
_-purposely increased because teachers were busy writing-
'.report cards and they were then involved with _.ﬂ’
dParent~teacher.conferences.;:'“ .

This session it was Rose's turn to observe and
-conference Margie for the second time.  When Rose entpred-
'hfthe kindergarten, the children were already involved at the
‘?'activity centres.' Rose asked if there would be a- formal
:lesson, Margie replied that the children would be working
.at the centres and she hoped Rose could make some sense of
it. Rose moved to a table'where one of the students was
attempting some christmas stitchery Once seated .she_
began to script Margie s dialogue as she moved from centre'
to centre.<.Slncentheschi1d‘who shared the table with_Rose’
found her task-difficult, Margie'regularly checked on her
progress and providediencouragement or.instructions.‘

«

MormallyLan.aide.wasfavailable to. assist this}child; but

| this day Margie was on her‘own, When not helping the
littie one,uMargievinteracted with.theistudents at-each of
ﬂ'the centres. ;At One point she called all the students to‘
the block'CEntre where'three boys had constructedsa;model
of'a hospital'which the children had toured‘the_previous

“day. Margie used'the opportunity to probe theachildren's'



’~memories of their excursion and to expand their vocabu ary-~

vSincg\Christmas concerts were imminent Margie used the f

._last feWuminutes to-combine a class snack with practice for

the'conqert.. During this time, Rose stopped scripting and

anathed her notes in preparation for the conference.

1

When the last kindergarten child departed Margie

joined Rose at the table for the conference.: As in her ,f

previous conferences, Rose. combined ‘the use of a conference,

planning guide which she had prepared ahead of time, With
her two and a half pages of script recorded during the

-observation period of-approximately twenty-five minutes.v‘

'”To introduce the conference, Rose related to her partner at

a collegial vel by inquiring if Margie would want to

“teach both grade'five_and kindergarten another year.l She
'“also_commented on the sewing activities*which she had
; ,

observed and related theSe.to“the dewelopment of'fine-motor

-skills which transferred to grade one children's abllity

V"v”to manipulate a pencil. Rose used the tranSitional phrase,

-"Anyway, we are here today for a specific purpose," to move .

to ‘the second stage of the conference;f outlining
~objectives.v She had chosen to observe for active

participation which was the topic suggested for this peer |

‘-coaching session. This was how Rose outlined the format of =

;'her conference:

Firsét of all, I am goxng to define ‘the. objective of
our conference again. I'm going- to ask- you to share
your feelings about what happened in this _
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observation time when I was ‘with you.‘ Then "I 'm ,
going to share with.you the observations that I made
while I was taking notes and define the skill that
we're looxing for-today. "I'm goinggto ask-you to
sumrarize what we've talked about 't6day and give me
any input that you feel you wish to. (p- 55)

v,In her over*iew of the observation period Margie
spoke of the importance of the centres to the development E
70f kindergarten. children;‘ She said that she had been

"thrilled about what happened in the block centre" (p 57)

ibecause teachers do not always get such immediate evidence
that their students benefit from field trips. Margie
seemed to want to share with Rose the diffipulty which she

as a kt’dergarten teacher has"selling' her program to the

public'

Actually the block centre is one of the most
valuable centres there is. - It's the hardest one to
convince parents that it is important. . The parent
- says, 'My child plays in the block c;;ner. Is that
all he does all day?' 'That is what get until I
explain to them what has happened, what I see in the
block centre. Number concepts come through in the
block centre; language development comes through in
the block centre. It takes a lot of work to .
convince parents that this is a valuable centre..
(p.59) o

Wheni RoseveXpressed amazement that Margie could move
from.group to.group.and‘yet nzero in on.specifics"l(p,sl)
- such as theSe so quickly, ﬁargie uSed her opportunity to -
"elaborate to her colleague on the amount of thought and
preparation which goes ihto each centre.

Part of the reasbnuror (my - ability to interact

‘quickly] is T' remember every centre we planned. Ve

- have our objectives, even though it looks like -
everyone is doing their own thing, surprisingly
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eenough, it really isn't. We have thought through
all. that is going on and I know if they're going to
do what I'm expecting them to do, although sometimes
they will come up with thelyr own creations, which is
just great. I have expectations when they go into

' that centre. . Right now; they are becoming very much.

- aware that, there are expectations.;.. They get that

. cholce, but .once .they get into it they have to :

’ finish (p 62)'

, These expressions of professional concern by Margie.
‘_did not leadzto a dialogue between the teachers. Instead,,‘ﬂ
Rose’ proceeded with her analysis of Margie's interactions
with the students. She was able to show that all the

: _interactions between Margie and the students were. examplesr
of overt or observable active participation. Rose noted/
M,Margie's skill at questioning and explained how her making
the children accountable helped them focus on their tasks.
Although Margie occasionally commented on one of Rose's
‘observations, most of'the time spent'in this part cffthe
,conference consisted of Rose's identification of skllls

_ which she had seen in her peer 8 teaching behaviour.
‘_Nearing the conclusion, Rose reviewed the elements of
active participation, then asked Margie fcr her summary.-
’Margie acknowledged the prominent role active involvement
played in her kindergarten program. She also thanked Rcse
for coming and - reminded her é;at "there was nothing
_different than what normally goes on" (p 80). - Rose
'indicated that she was still interested in seeing Margie

¥

teach a regular lesson:
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, wYou know what I hope happens in. the new year. .This
- would be fascinating for me and I may have.a selfish
" goal here even to ask this. I would love to come in
and watch a lesson from start to finish with your
" grade fives - a totally opposite kind of thing from
this, . and just observe in that setting. (p.80)
Margie replied that "a lot of the principles I have here
[kindergarten], I apply over there [grade five]" (p 81).
.sMargie implied that Rose would still have difficulty during
observation because there was considerable similarity
between the way'she taught both_programs. The conference
end:d at_j:lsfhaving lasted‘fortyﬁeeven minutes;'.A time
analysis of the partslof this.confeﬁence proVided some
indication[of the.emphasis:_ - : .
introduction.rj. : o - 11 minutes'
identificationvof objectiues:— 2 minutesj_
sharing,bylﬁargie | - B-minutes'
'script analysis‘by Rose ~. - 3olminutes
sumnary'by'Margie ' “~ 1 minute
In addition to'the'timelanalysis; fourKCharacteristics of
this‘conferenceuseemed significant.tO'thedresearcherr
1. The entire conference followed an 'Ai‘type'format
' and conSisted mainly in the identification of. techn%gal
skills.v;y v ’ v' - | |
. 2. The skills identified did not result in any

»dialogues in which the participants explored professional

issues or shared practical knowledge.



3. Brief collegial exchanges occurred either during
o the introduction or at the end of the conference.' AN

- 4, The conferencer did most of the talking

;//v _j,ngg'g Bgflectiogs on Pee :; Cgaching
o > | 'In her journal written after~the final session of -
peer coaching, and in an interview hqu on" December 14th,
= Rose reflected on the issues, the emotions, and the events
: related to ‘peer coaching. Her first thoughts were about
'her partnership with Margie. She spoke of the qualities a

'she had come to admire about this teacher who was her

coaching peer:-

! Ll

Her questioning techniques are super. She seems to
. 'be always probing and pushing her children and
forcing them to make decisions on their own. It is -
" great! I admire her ability to roll with the o
punches and capitalize on the spontaneous.’ . It has
been a good experience to share time and thoughts '
with Margie. (FN p 121) ,

'Rose said that it was rewarding to be able to see how[>

viother teachers operate in the r classes. Her peer coaching '

\

experience with Margie had made Rose realize just how m.A~

differe@% were their teaching styles.; In particular, Rose -
observed that “I use centres in a Structured way.for very
~specific skills, and I haw \céntres monitoredﬂ.(p.93);'
A second set of reflegézzns for Rose.focused,ongthe
attainment of her original peer coaching goal'
- My goal, of course, was a year-long goal | We,have“.
really only been peer coaching three months. My

goal was for conferencing’ td become a part of me.
It hasn't yet. I have a lot better feel for it and
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., I feel very comfortable with it, but it is not-a
- part of me.... I am really pleased with how well I
have done with conferencing. I think I have done
" better than I ever expected to do because I am to
the point now where I am very comfortable and
actually starting to feel very confident in my
conferencing skills. (pp 82-83)

Looking ahead ‘Rose foresaw a“time when she would feel
confident enough with the format to permit deviations from
the outline. For. thé present, she still felt dependentf
upon it | ' :
~ Rose spoke at considerable length about possible
—applications .of her conferencing skills with student i
’ teachers._ She saw more opportunities for using her skills
w1th students than with her peers. ' I /~*~
-4Really, my whole purpose is not so much to be able
to conference my peers but to be able to coach my
student teachers when I have them in my\classroom.
If I can get that far in this year, I will have done
an ‘awful lot. for*professional growth in my own
~career. (p‘85) o : \
" Because of this goal, Rose expressed some hp
-disappointment that?the'kindergartenfsituation had not
‘provided a formal teaching situation so she could focus on

;lesson preparation and presentation.,'H0wever; she felt

. that she still had been able to accomplish her goals. Rose =

-

, spoke.at somevlength ‘about ‘using her peer coaching skills
with studentvteachers. She envisioned’breparing a "nice

neat little package" (p 87) of effective teaching skills

which she could use with her student teachers. It would ‘be =

a simplified version of the TEP and would focus first on.

3

X
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-_strain on.her. ‘This was espeoip
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classroom management skills, thi? 4 ‘éf{a,good
1esson. She suggested that moqifying thé%gbf i"ﬁﬁf*format
80 that it could generate some hexpfd; 1deds “peliit her':

to teach the. students might b@'the mosf

‘iv-I think it has to be a: very casua§
. - friepdly sort of" thing;which comes:. Al
. for their benefit,and: to help ‘them becBlt§. Hiat
preparing. their 1essons.& That would~be~ﬁy;whole‘
point in it. (p 92) “‘yﬁ", ‘ L .

r

‘ working w1th students, but sometimes felt oyerwhelmed

.trying to meet both their needs and those of her class.

fﬂe since she wa e

| 1\ K v
- to give her best to any ptoject topwﬁach she committed

<4herself. This created a dilemma for Rose, as she enjoyed

Ve

It -

77she~accepted students, there was. no doubt in. her mind about'

the importance of including ‘the skills ‘she learned in the

TE Program.

I guess I am“just so turned on’ about'teabher

effectivess; I think it is‘\the greatest thing that

_ever. happened to me. I would feel that I had

- cheated my students if I had not given them at least
a portion of it when they came out to work w1th me.

(p.87) - <

A third set of ,’R"o‘se"s' reflections @ndicated that_shev-"

felthpeer coaching'had been‘a growing"ekperienCe“for her.r

This quotation from her journal suggests that growth had

occurred in several area5°‘-

- I'm pleased that our school undertook the peer
coaching philosophy and put it into practice this

an
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year. It has been a growing time :é& me. I think I
. have become more sensitive to the feelings of
others. I've learned some new ideas to try in mwx\ ;
. class. 1I've learned to do conferencing quite well.
I've overcome ny fears. (FN pp 122v123) ‘ ) )

Another area of growtg appeared to be in Rose's '-“
insights regarding the use of an 'A' conference format with

-'.other experienced teachers;r . ' _ T m]ﬁ -
*. I like the conference format. I guess what I'm
saying is, my goal was to become copgfortable with
it. I accomplished that; I'm comfortable, but. not
- competent. In thinking of having student teachers

in the room, I would use the conference format

.~ occasionally for the purpose of giving them positivev

~. feedback. - When dealing with an” experienced teacher

",ig — who has mastered class management and teaching

~ strategies, I don't see where re-hashing the 1lesson
- and telling them what a good job.they did is really.
the important thing. I think we need to be positive .
but I think that we have to go beyond the ‘A’
conference. (p 108) , .

"'Rose acknowledged that because of her goals, she had

| received more satisfaction out of coaching than being}“ap
coached but she questioned whether what she aqd Margie had

: done should be termed coaching. """ -v'gy

~It really is rewarding to be conferenced, but.I
think that if we are to get anything out of peer
- coaching, we've got to. change the whole idea of what
it is all about. We've got to move away from the
'A' conference and we have to zero in on what could
have been done differently or how we é¢ould have -
“enhanced this lesson. .Sharing of ideas is really
~ important and I think this would have happened i we
' had had more time. (p 100)

In‘her journal Rose-alSO ‘mentioned that both
‘ conferencxng and being conferenced had the Egtential for

professional growth in peer coachingI She felt that she

was-being,coached in_the sense.that she was;picking up good,
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ideaS‘from‘thOse she observed. However, Rose concluded

.that positiVe feedback while satisfying, did not promote
her professional grovth nor help her become a betﬂ!r

Ateacher."
e R

Another.issue which concerned Rose was the amount of
jpeer coaching time available. She appreciated the fact‘.
that the peer coaching project had provide% some time'to
ymeet with colleagues, but qbe felt. the length of most
sessions had limited the opportunity to socialize-

We are all so busy preparing for the next day that
we don't sit down and ‘share things with our peers.

- This is a time to do it, but we have a time :
restraint; there is always something else above and
beyond this oén Thursdays. i hree-qudrters of an hour
‘to sit down.and discuss the lessbn and deal with
alternatives is not enough time. That day that
Margie and I sat and talked, we went over forty ve

minutes. I think we had personal time that day?i%n\
that is the thing that we need on the days that
do peer coaching. In order to get down to that
personal ‘level, you need to know that you've got
time to sit over that second cup of coffee and
finish up your conversation. (p.104)

~ Rose wondered. if her concerns and questions would be echoed .

_by others in the ap-coming staff evaluation of;peer
coaching ﬁ - | _ N | |
Looking to her future in peer coaching, Rose indicated
that she'felt nepreer coaching goals emerging."She ‘said
she wanted very much to have opportunities to observe in a
"variety of other classrooms.‘ She was interested in.
cobservinggin other kindergarten classes in the school and

4

in the grade two rooms.VAThe latggrvwould give her anggf
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opportunitv to learn about the»expectations‘other'teachersJ'
had for’children leaving herfclassf Rose did'notieknect to
1~be able to see as many classes as she night hope, at least .
: not thismyear, but she agreed that peer coaching had
‘whetted her appetite to interact with her peers. -Rose
vspoke of another peer coaching model being tried in a o
neighbouring school. - This model teamed several teachers
together, but gave “each one access to the others' rooms.

She seemed attracted by the thought of exploring g N _

” professional issues in such an’ arrangement._ 0 '
the Forest Grove- project in perspective, Rose p£:yfg:§?this-”

overview which implied that she recognized that the staff |

had made an important beginning, they had grown

profe551onally, but that there were many opportunities yet

to explore in the name of peer coaching. ‘
All~ I know is that from where I'm at right now,. it s
been a wonderful experience; it has been a learning
expggiéﬁce in many, many ways. - All those components
.that we talked about are there - the whole emotional
thing, the trauma of being observed by a peer. I ‘
think a lot of that is over and I know that we have
"a. lot to share with %:e another. We're not getting
together to look at @e another critically. We reed
to get to the point where it is a time of sharing
ideas. (p. 111) ,

Margie's”Reflections on Peer Coaching

In two interViews held after the final conference and
in the. committee meeting at the time of the staff ‘
-evaluation, Margie reflected on her: peer coaching

experiences.' For her, the change_of partners led to-

W
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, changingigoals. “With Bev, té/;/had shared a mutual goal to
'yexplore reading ideas for grade five. When she became .
vRose's partner, this’ goal was no 1onger possible. insteéd,
Margie's goals for peer coaching with Rose were to learn
how she- taught grade one and to provide her w1th an
opportunity to learn the rationale behind the kindergarten
'program. The peer coaching program had enabled Margie to :
: _accomplish the first of these goals.\ Although there had
been opportunities to explain the purpos@giehind some of p
‘the kindergarten centres, Margie regretted that she and
‘Rose had not been able to discuss the. differences between
jtheir programs and address whether Rose felt that learning
occurrediin the>kindergarten activity centres. Margie said
v,that she appreCiated the nositive feedback which Rose had
i;given her, but lohged for a chance to talk about
d'educational issues as she had with Bev.

Margie felt that her partnership with Bev had been the
kind of ideal relationship whio@ peer coaching had the
potential to foster. It was a relationship which N
Aencourageggteachers to reflect and to dialogue about

'fgeducationaf§issues, even beyond: the time allocated for - peer

(

coaching. Margie said that she would "even iike to\use the
conference time ;nst to discuss things" (p 254)9 She had
intentionally kept the technical part of her conférggces‘
hshort ‘80 that there would be moré%;ime to explore areas 3f

professional” intfrest, For Margie,_two ‘topics close to her '
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heart were the ‘early childhood philosophy“*% its‘

.f_articulation in the lower elementary grades.

'W*Jf“ Like Rose, peer coaching had provided Margie with an
'opportunity to become acquainted with a colleague in a more

intimate way than years of teaching in’ the same school had
. (: . ; -

"accomplished.

We've been friends for a long time. I mean I could
drop in for a chat, but I never had a chance to get
to know how .she teaches and about her philosophy
(p.253) - , ,

Peer coaching helped Margie realize just how different she |
and Rose were in their approaches to children.A Margie
implied that. while each respected the other as teachers,
- their contrasting methods may haxe contributed to’ their
hesitancy to explore either the ;i ilarities q%ﬁthe )

: differences. She :ondered aloud‘ working with Rose a

joint prOJect in which they had to plan together might ‘not
N
g encourage~a mutual exploration‘which this round of peer‘-

';'coaching had failed to generate. o S o N

An unexpected result of peer coaching for Margie was -

L2 7 -

. the revitalizing effect which it had on her own. teaching.

X
.

Margie offer d this as one of the positive features of the
project when she shared reflections with other: teachers in
her group on the day  of the project evaluation. Margief

explained that because Rose s apprq\fh to teaching was very

. caused her to closely examine her own beliefs.._This

S

-
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seiffexanination,resulted in a'personaliconfirmation of her

,own teachiné‘philosophy“that‘sheifound'“revitalizing"‘(FN

' The Staff Peer Coaching” Evaluation

. - ) - . ) . > »
”'“The staff'evaluation of phase one of the péer coaching |
v-project at Forest Grove School took place the first week |
Mafter the staff returned from Christmas holidays. It had T

:been originally scheduled for December but was postponed

'
4;\5 several of the teachers b me ill. Everyone

associated ‘with the. project took part in the evaluation.

._The principal divided the staff into four groups: one

composed of people who had provided superVision while

'iteachers were observing their peers, and three groups of

: participants arranged so that partners were separated.r

.Each group had one person designated to act as a

chairperson andvto report to the'staff.\ The princ1pa1 ‘i

-provided a four-point agenda to the. groups._»“

1 Discuss and record the features of peer coaching

"which teachers found positive. S [s’)ou

2. Identify the features which could or should be

'improved.

: :above. o _ SRR

'.coaching of interest to the grou

-?3.-Suggest ways to improve the issueS'identified
: T Y

-

4

4. If time permits, discuss any other aspects of peer

i‘svj

r-,'.—“'v\—.
3o L : S

-
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After providing the groups with their-assignments the‘
' principal added some ideas for the staff t%lEongider:»

I have made a suggestion. I have suggested that
_ everyone learn about 'B' type cohferencing with
- Nilah, but that is only a recommendation I have
'made. The rest of the recommendations will come
from you. Please be thinking about the time you
spent with your partners; please be thinking about
whether or not you want to change your partner.
Would you like to go eventually into a 'C' type
. conference? I need to know all those: different
" things. (p 501)

The Support Group Report
The support group consisted of teachers' aides, the
. vie —principal the former. TEP consultant, and_the school

' ;sec %éfry Although the principal had been part of this

group durlng the project ‘she did not join them for this

o ‘mbdqscuss1on, but rather chaired the general staff

evaluation. The suppbrt group “reported that they felt very
positive about the program._ Although they had\no St
"improvements to offer, they wanted to remind the teachers
";xfor whom they prov1ded coverage, that the more information
they could obtain ahead of time the better could be ‘their
coveragéf_fhey also suggested that it was important to have
;some materials prepared ahead of time for use with the- |
ufclasses.‘ From their perspective, ‘the length of the

‘coverage perlod was satisfactory
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t ve eatures of Peer COachin
All three groups of peer coaching participants spokev
enthusiastically of the project and identified six pOSitive

features: - T : -

1. All three'groups highly valued the opportunity toﬁfﬁg71f

visit other teachers in their rooms and observe then teach.i"

This was a new experience for most of the staff and they
indicated ‘that they benefitted both from seeing the

' physical environment as well as from the interactions of
-teacher and students._ | '

' 2 Those who attended the- inservice sessions organized
’at the school for teacheri lacking .a TEp background found
'these were nelpful to them.

3. The groups reported that the peer coaches ‘had
"reinforced teaching skilis learned in the‘TEP,,or raised to
rconsciousness, skills which teachers regularly used but
jwere not aware of:

‘It's nice to haVe somebody point out the ‘good things

“which make you feel positive. . It made you more

aware of the good things you Were doing.i (p. 509)"

4. Peeg coaching Jhad provided an‘opportunity for
teachers to pursue indiv1dua1 goals in addition to the
' group goals. | )

5. Peer coaching.caused some teachers .to examine their

own beliefs about teaching through a comparison with

x

others. They found this enlightening and inVigorating
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6. The groups all spoke of collegial, ‘praCtical ‘and -

professional benefitsqof peer coaching. They valued
. A

talking Wlth their colleagues, sharing ideas, and coming to
a realization that, despite- grade or philosophical
,differences, they had a great deal in common. Thesep
quotations'illustrate theiscope of this category of
features:e : |

<. We felt our experience of peer coaching was
productive because we were able to see other
teachers work and get a chance to talk to them
afterward as ‘to how they solve problems. We thought

it was valuable because we could share ideas. We
weren't so concerned about the format of the - A
conference pexr. se, but that we communicated back and
forth, sharin‘&}deas. We thought that we even got
into a 'B' conférence because we were brainstorming

- and helping one another out with the skills that we
were talking about. So we weren't really worried
about a 'B' conferepgce per se or an 'A' conference
per se. (pp.506- Sogia : .

We felt it gave us ‘the opportunity to talk to each
other.... Being in somebody-else's classroom and
realizing that other teachers cope. ‘with the same
problems and the same kids as you. (p 509)

We learned all sorts of things from the situation -

new ideas. .It was nice that some of us got a ®hance
- to-work with people at our same level and we’ were

’comfortable with that, (p 503) ‘

We 'liked the ‘time afterwards when we got to meet
_because we got an opportunity to talk. tgwone another
.‘with nothing else in the wey. (p. 507)“&, D

[ :‘e

dggtified Concerns R R

The teachers who reported for their groups identified

four‘concerns which werevwideiy@sharedAby~the}staff.

3



e

”ﬁ; sequence ‘and hence PrOmOted an artificial teaching

' conferences:’

situation. This was how one ;%tup eXpressed 1t-

| woulduhaveiimplications for the agenda discussed by the
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1. The French specialist teachers had not participated

.in the first phase of the project. 'The staff wanted to’

explore ways to get them involved

2. All groups suggested that the time scheduled for

observation failed to coincide with the natural teaching

We certainly agreed that the jast half hour on
Thursday was. the worst time of the day, especially

+ 1if you warted to teach a lesson from the beginning
to the end, because by the time you get into the"

7 classroom . it's tén to two and it's the end of the

. day. It's kind of fabricated that you are starting

"a lesson at 1:50 on a Thursday afternoon when
dismissal is at 2:15. (p. 507)

3. The teachers asked that ‘the time scheduled for
conferences be kept free of other meetings. )
. ;Devote entire Thursday afternoon time to the .

. conference so that we could talk to the person ‘about
what went on that day and plan a little bit for the
next time. People in our group felt there'!just

. wasn't enough time to do both those things in half
an hour; you, always knew you nad to. get to another

u'meeting. (p. 508)

4. Another concern was the Structure of the conference
itself. One’ group felt that the staff should attempt to 4

clarify whether the objective of the conference was to'

’"imprOVe conferencing skills or to improve teaching -and

sharing" (p.511). They felt that if this were done then 1t

)

peers; ‘This group favoured an informal approach--to
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We felt very strongly about the structure of the

- conference - it's far too canned. We felt very
uncomfortable with that. We still look for the same
points but engage in a more informal discussion..
Most of us mentioned that we slipped out of the
formal  structure of the conference and slipped into
sharing‘- just informally. If we forgot about the
structure of the conference, those .were the most
valuable parts of the conference. AP 510)

' f Thislgroup felt that too much writing during the
observation period caused them to miss the overall sense of
‘what was happening. Eye ‘contact, facial expressions,vahd,
teacher)y signg%; were often lost if the observ5¥
concentjgied on verbal exchanges. They suggested that
“writing key points rather than a long formal thing“
(p.511) might save the flavgur of the lesson while still

‘ providing p01nts’$or discussion.

Decisions” for Phase Two‘};i,

once all of the grdups had presented their reports,

" the staff formed a circle and began to explore in detail .f- B

~the issues which had been identified The principal led
off the discussion‘by offering an overview of the project
4wh1ch suggested that teachers had made certain assumptions
which had given rise to some of their concerns. She also
_identified several critical features which participants
must address for peer coaching to meet its objectives.

- The way I see it, some of the people really enjoyed
the structure;. others didn't like the structure.
The diversity! One thing that came up that was the'
same for all of you is that you all had something in
place that you thought [peer coaching) was or-
wasn't. It seems to me that the most important

et > N,

= i f
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thing that took place was between ‘the twc of. y°u."
I've done a lot- of thinking about this myself, and

it would seem to me that when you and your partner .

“are working, you should sit down before you ever

‘begin, and decide what it is: that you want, and this

is how we are going to work together. The shell
[format], remember, was only a shell that you could

or couldn't use. So I think some of you were

feeling constraints that really weren't there. The
- suggestions of the topics have only. been a o -
guideline. Don't feel constrained; remember the & '
objective in the beginning: was to get into each

other's rooms [and] to feel comfortable. That's

what you've done and I'm very pleased to see that
.indeed that's what has happened. (pp.512- 513)

, Having recalled ‘the original guidelines, the princ1pal

o s encouraged'the staff to explore suggestions.which addressed -

the identified concerns. There was no discussion

concerning the:needrto,involve the specialists in‘the.
project.: Everyone,agreed that this was desirable,and the
principal offered to help the specialists make the

necessary arrangements. There also‘apgeared to be a .
concensus concerning the most appropriate time for peersvtoba
observe one another. The teachers agreed that the best

time would be one arranged by the participants.‘ However,

ﬂthis raised the question of coordination with the support

. team and the question of whether the observation and

v?’conference should occur on the same day. The former TEP-

t'consultant shared ‘her experience that it was preferable to
observe and conference on the same day._ She suggested that
if:teachers: o

...observe one day and have a day of teaching in.
between, thinking back to that specific lesson at
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that specific time becomes difficult ahd your
conference loses its meaning.. (p.518) )

After discussing several possibilities, the staff
‘reached_a'concensus that teachers should_workaas triads -
consistingiof,the.peer coaching pa#tners andvthe support_
person who regularly covered for them. Each triad'should
meet to choose an appropriate observation time for every
vpeer coaching period.v They agreed that, where possible,\
the observation should occur the same day as the
conference. 81nce Forest Grove had received permission for'
early dismissal on Thursdays, the conferences would
normally continue to take place after school on that'day.

© A related issue concerned the teachers' request that -
'0when conferences were scheduled the afternoon should be |
kept free of other staff commitments. The principal agreed
with the request but suggested»that there might have to be

a trade-off in time to permit the staff to- meet all .

‘ commitments. The staff seemed to accept the principle that,

’“in order to insure that peer coachingvconferences would be
uninterrupted they must be prepared to have fewer
meetings, whether they ‘were peer coaching sessions,,orm
other kinds of staff meetings.' A' '

B The staff also discussed whether there was a need to
clarify the objectives of peer coaching so that all

teachers would be comfortable with the. conference format.

;The principal said she‘felt it:was-more impor;ant,for each_
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team to negotiate a mutually acceptable formatgthan to
define a single formula for conferencing’which everyone
must follow.' She,seemed to imply that the form of,the
 interaction was 1ess’important than the process itself.
The principal also emphasized the significance of
-establishing reciprocity when setting peer coachingg
objectives..'
Just remember that you are in there .to provide for
the needs of the other person as well for your own
needs. I think that is where the blend has to be.
You really have to know what it is that your partner
wants to achieve because I think that you have to
help your partner achieve what it is that. they want

~ to do, ‘just as much as they have to help you achieve

what it is that you want to do. (pp.518-519)

» Althoggh the teacher groups-had not expressed a
conCern”about the composition opreer coaching teams, the
principal raised this as an issue on which she would.
appreciate staff suggestions.- She said thac she sometimes
found it difficult’to "get the combinations together so

_that (they] will feel happy and successful" (p.519). 1In
- '
*f%he_first phase,‘although teachers were free to choose'
their ownzpartner) many looked to the principal to.act_as'a

facilitator for this process.

When the principal raised this 1ssue, several teachers

. ]
immediately said that they dia not want . to change partners,
others expressed an: interest in teanming with someone new.

w

Alluding to the different needs of indiv1duals and the very
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‘personal nature of selecting a peey/coaching partner, the
principal suggested this plan of action: '
Would it be acceptable to talk to each person
individually, because it is a very personal thing,
and find out from you if you would like to change or
not and .who you woéuld like to be partnered. up with?
(p.520)  .» A
Perhaps antioipating that some teachers might misunderstand
why their peer coaching partner would want a change, theﬁgu
principal pointed out the benefits of changing partners and
encouraged her teachers to see it as an afﬁirmation of the
program rather than as a rejection of a partner'

—
I would ask that if your partner does want to

. change, that you would understand why your partner
wants to change. It's not because they don't want
to work with you, it's because they enjoyed working
with you and they would like other experiences.

(p. 521)

.. -The teachers seemedfto‘appreciate‘these‘remarks and
accepted the suggestion with this slight‘modification}-'
'those who want to change would speak to the-principal and'
;lsuggest the names of people with whom they would like to
‘ peer coach. *he principal would then negotiate on their
behalf and arrange suitable matches.v '

When the meeting ended--only one item remained
_unresolved - the principal's suggestion that everyone learn
"how to conduct a 'B' conference.' The former TEP consultant

-briefly described both 'B' and 'Cl.conferences. She pointed |

f{g;out that these formats were quite similar to those some of

" the teams were already using. Although several teacherst_



expressed interest in learning more\&bout them,Jthere

seemed to be a general‘reluctance‘to make a furtheritime
commitment to inservice education at this'point in the
,project. The option would be there for future R
consideration.

Summary

Ed

°

This’chapter_has attempted to describe how the various
'elements of this~study - Rose, Mary@ Margie, the Forest
. Grove staff, and’ their background of experience in the
Teacher Effectiveness Program - combined in the peer
coaching project at Forest Grove. |

- The project began in early September when the
. principal ‘and teachers discussed generaiyguidelines,
selected partners,‘and_scheduled sessions, Initiaily, the
'ofocus of'the study was‘Rose-and Mary. After a goal-setting
session and one peer coaching session, Rose and Mary took
‘new partners. Hence, the chapter describes the various
peer coaching arrangements made.hQ.Rose and Mary, Mary and
Bev, and then by Rose and her new partner, Margie. ' ‘

Initial sessionszinvolved forms of negotiation as the

teachers offered their own definitions of the situation and

:]f‘attempted to interpret their partners' When peers sensed '

incongruency between their definitions and interpretations,

dilemmas emerged. These dilemmas resulted in conscious

acts by indiv1duals._ Some of these actions were - BN
~ o : o
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successfu17 some were.blocked; others led to various tormsv
of accommodation and mutual adaptation.; The emotionhal
- responses of Rose, Mary, and Margie revealed that they :
found some aspects of peer coaching satisfying, while other
parts caused anxiety and frustration. | v
" The chapter concludes with a description of'the staff
evaluation of.the project; This revealed that. the staff
valued the opportunity to observe their peers teaching and
to discuss educationab issues. They suggested improvements
‘for scheduling-observations and for-increasingé%he length
of coaching sessions. The structureiof.conferences
‘ concerned many teachers, but this was left for coaching >

pairs to resolve%.
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CHAPL'ER SIX

INTERPRETATION OF DATA AND GENERATION OF HYPOTHESES

This study was- designed as ‘an exploration of theQ .
meanings which experienced teachers ‘associate w1th peer
coaching.‘ The focus of the study has been_three elementary
teachers with baciground‘experiences in their districtfsgﬁ

Teacher EffectiveneSSjProgram. They, along with most of

‘the teachers at_Forest Grove Elementarvachool,
‘partiCipatev in the first'phase of'a‘peerkcoaching'prOJect <

‘which-began‘in'September, 1987 and ended in7January, 1988.

During this period there was an initial goal-setting

session and a. final evaluation seSSion. In between these

sessions, the teachers participated in five peer coaching

»sessions.- The data.uponvwhich descriptions and

‘interpretations are based were derived from this. period.

_The researcher employed a ramework symb ic
interactionism to identify contextual elements and to

describe how they interacted. Chapter 4 containsg a

'description of the contextual elements; chapter 5 describes
_their interaction. The purpose of this chapter is to

'ninterpret the dataidescribed in those two chapters. ‘This -

interpretation attempts to provide answers to the central
question of this study: What is the neaning of peer.
230
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coaching for experienced teachers? From this e

“1nterpretation, several hypotheses have been generated

'Interpretationoof the Lines of Actionv(}ﬁ

R

The meaning which each of the key participants took

Y

erom their peer coaching experience, if examined from a
symbolic interactionist perspective, takes_on many facets.
~ Mahé& (1984) has expressed this particularly well:

,From a symbolic interactionist perspective, the way
human beings act toward things and significant
others in situations, depends on how, .in the
self-interaction process, they define and interpret
a variety of external and internal elements which
constitute their situation. 'When organizing S
. prospective lines of action in the self-interactive
' process, individuals may note, designate to =
themselves, judge, analyze, and evaluate such things
+ or elements as : their perceptions of the situatién;
the expectations and demands of others; objects
around them; their recollections; the presence and
actions of others; their goals, wants, feelings,
~emotions; and their images of prospective lines of
conduct .combined with their judgments of the
pos51bilit1es of the 51tuation., (pp 257 258)

The exploration of the meaning of peer coaching which

follows attempts to incorporate both the internal and

e&
A peer coaching model has been

developed in an’ att%mpt to integrate and suggest
?relationships among the wvarious elements of peer coaching‘

which appeared-to have,meaning_for_the teachers in this
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":study The first section examines the sense of stages
1which the teachers in peer coaching identified, ‘the second _‘
}explains th? model ‘the third explores the two dimensionsw‘

h'of peer coaching, the fourth section looks at each of the

\five components of peer coaching, the fifth, and final
section, identifies contextual factors ‘in the project

itself. . \
A Sense of Stages

The data strongly suggests‘that participants in the
peer coachingvprojectvhad avsense that,they were’involved.
'in a staged procéSs. Their‘sense of ‘stages revealed itself
in three ways. o - 5 S | o .,g
1. The teachers believed that stages of coaching existed.
2. They felt that individualq had to go through emotional
‘ stages and perhaps even cycles. |
3.,The teachers sensed that peer coaching at Forest Grove

‘fwas an evolving phenomenon and that the period of data

collection represented only the first stage.,y _' ,

At some point during the period of research each of ,
the key informants questioned whether their involvement in
the project actually qualified as coaching Mary made a:-
ydistinction between feedback and coaching. o

1 would say that at this s;age we are actually
A,providing fee ck., Bev has asked me a couple of -

times, 'How would you dovthat?' So she has provided
the opportunity for some coaching. To me, coaching
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is where you tell people what they are doing well
and where they could improve. (p.365) o

kose suggested that at this~point in the project, ‘
"conferencing":(p 100) was a more suitable identifier than
coaching, for what she was doing with Margie. Margie,

‘ herself, said that coaching had been "mis—labelled" because
coaching had a "different connotation" from their present
1nvolvement {p. 406) - Her objection to the name seemed to
,centre on the extent of interaction or sharing which

'occurred between the peers: . ‘
I would think that in the end it would haVe tehbe a
- 'B' or 'C' conference for sure to become [coaching]
(p 407) D) : :

Rose also identified coaching with sharing She

foresaw more of this in the future when she expected to be

]

'comfortable enough with her 'A' conference format to break

away from a dependence on it: s
S~ )
I like the conferencing format...but after I become
more confident with conferencing and the format
 itself becomes a part of me, I will have the liberty
to veer off and if the conference is heading in a
~different direction, I would be comfortable allowing
it to do that, whereas right now, :I am not. I am -
still very dependent on the format that is in front
of me. (p.84) ' _

tMargie felt that her experiences in teaq teaching at Forest
GrOvelmight‘qualify~as peer coaching because;she and thev

._ librarian had jointly planned and criticized the lessons.
They,had sought a mutual goal and ‘the feedback and .

consequent discussions had resulted in changed pq@gtices.'

.,
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‘The principal of Forest Grove took a different
viewpoint on what constituted coaching.' She maintained
“that what Rose, Mary, and Margie described as
{conferencing"or 'feedback' was an.early stage ofipeerf
"\T;éoaching. While this may amount to a- difference 1n |
1semantics it does seem to indicate that both the princ1pal
i and her teachers sensed stages'in this soc1al intera tive B
process ‘and - that different terms might be used to id:;tifz/,l\ .
the Stages",i7fjlﬂ' v S _ . / g -
» o The literature supports the idea of stages of
ffpcoaching. Garmston (1987) identified three kinds of : -
hcoaching' technical collegiai and challenge. He
describes technical coaching as helping "ieachers transfer R
training‘to classroom practice,'while deepening
collegiality, increasing professional dialogue,_and giving
teachers.a.shared vocabularv.to'talkfabont their craft" |
(p 18)‘» he‘felt-that'the fact that oSServers were looking
a.for a pfe-determined skill gave them an evaluatlve role
which pu% sbme teachers on~the defen51ve. According to'
77777 'Garmston, collegial coachﬁﬁg has as its goal "to refinev
)lteaching practices, deepen collegiality, increase |
“‘professional dialogde, and tg help teachers think more
'*deeply about their work" (p 20) Both technical and
collegial coaohfng mostly involve pairs of teachers, but

the latter gcﬁcentrates on areas the observed teacher

) wishes;togiearn morefabout,"
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Although the parallels may- not ‘be . exact it would seem i
: that Garmston S collegial coaching closely corresponds to
"C' conferencesT Challenge coaching, the most advanced
form of coaching identified by Qarmston, evolves,from
technical gnd collegial forms. It generally involves a e
!mall group of teachers who identify a problenm which |
rnterests them. They plan how to study the problem,
eollect ddta while taking’turns observing one another, then
reflect upon and discuss/what has been learned much as
'action researchers wodii do."- Qrundy (1987) who has writben
a. text ‘on action research also refers to three stages of B
".action research which she calls technical, practical and
emanc1patory "'“_A a y 3;, ,;' N -
| If'one were - to categorize.the Forest Grove model in E
terms of Garmston s, kinds of: coaching, it would appeﬁr to
be a combination of technical and collegial coaching. The'
principal's guidelines seemed to point toward a collegial
kind of coaching, but the t;a;he}s- background in. the TE
Program may have inclined them to use a technical form,
although the majority seemed to express an orientation for
a collegial form S : - 7 |
Several other authors have written articles Which |
prov1de other perspectives on the sense of stages indicated
E by the Forest Grove teachers. Showers (1985) and Rogers
(l987) described coaching as. a cyclical process which '.5_7

occurs in stages and moves from a simple to a more. complex
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form. The initial stage is intended to implement new

skills through observation and feedback the more advanced
stages involve a ‘mutual examination of appropriate teaching;
strategies. This kind of staged progression can be sensed
in the Forest Grove'projects The principal's comments and
those of the former TEP consultant indicated that they felt

it was important to keep this first phase uncomplicatedvso

'that‘the participants would be comfortable with the process

K]

and with one another. , ‘

Hall's work (lé75, 1976) on the- Concerns-Based
Adoption Model (CBAM) provides another way of identifying
. the developmental stages of an innovation. From theiri

research, Hall et al (1975) developed a 'levels of use"

chart. This chart implies that when indiv1duals are

confronted by an innovation, they exhtbit behaviours which

orelate to one: of seven stages ranging from the lowest"

level _non—use, to the highest level, renewal. Hall~says "
that seéveral cycles of the innovation are needed before
significant progress can be expected, without 'special.
intervention such as by a peer or a facilitator, 30% to 40%;f
will stabilize at a mid«range level which he terms J;;
“routine" Hall describes this routine level of use of an

Y
innovation as stabilized with Few, if any changes being

‘f made in ongoing use. Little preparation or thought is

given to the use of the innovation or its consequences at

‘this stage (Hall, 1975) : o s

‘-



A.second,concept which Hall (1513& identifies is the
-.stages of concern.’ Peopleswho,are involved in'innovations
'vlprogress'through these-stages. He obserVed that these
| stages closely resembled those described by Fuller (1969)
ip pﬂt—service teachers. "'Hall said that when individuals
firgt become involved with an. innovation, their concerns
.are self—ori"ted As they get used to the changes they
begin to focus more on the task itself - the logistics and'
_management. Only after thege two stages have been |
v Asuccessfully mastered does the individual focus on the
A,‘effncts of the innovation and other people who are
involved. g
Indications'that.the téachers involved‘in peer
: coaching were experiencing Hall's stages of concern can be
@ seen in the data. These two quotations from interviews .
‘with Rose in November and December seem to imply that she
sensed a personal movement away from ‘concerns about self

toward concerns about others:. _ hd

~Right now we' are struggling, searching, reaching

' out* we're trying to find out what do I really want

8@ this situation. Maybe I'm changing my mind

aanG what I really want out of this. I think tHis
is 'where this whole emotional thing comes in. I
think that down the road a year or-two the whole
emotional part of it- you uld be a minimal part, - ‘
whereas now,. I think that probably it is still right
there. (p. 416)

i ...the whole emotional thing, the trauma of being
N observed by a peer is gver and I realize that we
: vhave a lot to share with one another. We're ‘not
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We need tp get to ﬁﬁ%§ pOint where it is a sharing
time. (p. lll) . .

M

Hall (1976) observed that educators would ‘like to think
that they alwvays function at the impact concg@n level but

. ‘ i o |
such is not the case'_.,_a E

It is a basic finding %ﬁ the CBAM research that
almost everyojie,when f %% confronted with a 'new’
‘innovation, will have relatively intense personal
and informational concerns. It is important to .
3 recognize that self-concerns are a fully legitimate
part of change. Rather than ‘indicting people for
having self-concerns, the role of adoption agents -
and policy/decision-makers should be to aid in the
resolution of self-concerns and to facilitate
‘movement toward task- and impact-related concerns.

- (p.23).
In this section, thé‘data 1ndicate that one important
meaning which the pa tic1pants took from their experience

of peer coaching was| that it involved stages. These stages

- were evidenced in terms of a projected time frame for the

\,4- \ﬁ'

project this study investigated the first step or. phase
'one,_ The teachers anticipated that over a period of time '
" their « concerns and their relationships with ‘others would -
evolve through stages. Theiteachersiaiso sensed thatethere .
*weré different forms‘of coaching‘which'some authors have
described as simple to complex ‘but which might also be‘
thought of as evolving from self-centred toward

n :
task-centred and other—centred The evolutionary nature of

LA

Vpeer coaching became evident to the teachers even during

.theﬂfour months of,data,collection. They seemed to
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appreciate the staff evaluation day as a time to reflect on

phase one and to: plan for phase. two of the project.

A Model of PeJSﬁCoaching,// '
d . .

Three months into the study, definite ‘themes began to
emerglerom the data and from. ongoing contacts with the key
informants and the Forest Grove staff The themes which
,first appeared involved emotional reaotions to peer
coaching,\the technical emphasis of conferendﬁi&, and~a
variety of factors related to the organization of the
project. With the initial idéntific!tion of themes, the
researcher began to\explore trelationships between,these |
elements,{ As additional themes emerged,?they were
integrated with previous'ones and:relationshipsv |
estahlished.‘ The elements o he peer coaching model which
have resulted from this exploration represent/an outline of
the answer to the primary question for this research study.\
~what is the meaning of peer coaching for experiencede |
teachers’ vIn that sense, the model»is a metaphor.framing
the answer; Although:this model'does_not appear to address
the'sense‘of stageS»which the teachers identified “the
sense of stages is captured in the meaning of the
dimenSions. With that exception, ‘the model does identify
a11 ‘the other elements which have been differentiated as

dimenSions, com onents, and factors, Thesg,elements seemed.
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to constitute the meaning of peer coaching for Rose, Mary,
Mérgie, and the other teachers at Forest Grove School
| The use of the terms components, dimensions, and

o

ments of peer

' factora-is somewa;t arbitrary. There is éesense,in which

théY'aii repre

«

, 'what might be terme
&

‘~aYet e choice of these,

-

'rms emph ze

cqaching -Jparts'l its ggmgp;l'
.ﬂraté

vsimilarities within&éhch categofy'and brina =:adbes of

pmeanind/Which imply how each category relateg differently '

to the overall experience of  peer coaching.

;Epe term dimension wag“éelected because of the RN

,fassociation this term has with the description of elements

-which vary ‘in size or shape.- It_is'this'sqpse of change

and eVolution which its use‘is intended to imply in this
study. For ekample,.the emptional dimension associated

with peervcoaching may'range'from’satisfactien to

4

S

Component was chosen to'convey the sense that it
represented a;significant or constituent_elementvof
something more'complex,_mFor example, the technical
component is one of fi%e‘identified components of peer

The term factor indicates an element which contributes’
to a result. ' For example, one contextual factor Which may

have been related to the goals set by partners was prev1ous

inservice education on teacher effectiveness.
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The peer coaching model incorporates two dimensions,

five§components, and a set of faCtors. The dimensions are
termed interactive and emotional the components are calgig f
technical, collegial, practical, personal, and

professional; the set of faqtors is re:erred.to as

contextual. The modelvis shéWn_in Fiéure‘z;

FI&URE'Z

¢ . A Peer Coaching Model

"'ié

Component

Persanal

Con Texfu al F Q,_c,/TO_r‘S.




The design of the model emerged after trying various

'ways to\relate all the elements of peer coaching in a way

3“uwhich revealed g%eir inter-relationships. The selection of
- a wheel with. a hub spokes, and a rim which rolls ona =

base, 8Shows: the relationship of dimensions to components,

and both to contextual factors.
The emotional and interactive dimensions, by their

nature and by their placement in the, figure, relate to each

‘of_the components. The central focus of peer coaching is

interaction between indivi‘f“

. It may take'many'forms
- '_ . 4 ‘ '
and it is likely to'change and evolve. This explains why

~

the interactive dimension forms the hub of the peer

SN

coaching wheel.

Moving outward from’ the hub the five components

'constitute five major distinguishable emphases which the

L
teachers associated with:peer coaching. The terms

technical' collegial, practical, personal andvprofessional'

valso relate to the teachers' goals for peer coaching, their

2T

forms of interactions, and the outcomes which they

iidentified.

The emotional dimension implies that teachers'

'responses to peer coaching varied through a- spectrum of

- vemotional reactions which resulted as 1nteracting peérs

”experienced one or more of the five components of peer

coaching._ For example, a teacher might express

” satisfaction as a result of interacting with a peer in

»
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. sense of collegiality, and an exchange of practical
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.

" a mode wgidh permitted the growth of technical skills, a

1nformation. _ o

As the peer relationship evolved? certain fac%ors in
thevprojectfcontext affected.itslevolution and‘had .
particular meaningSafoﬁ.the participants. Netaphofically?l
the peer coaching wheel rolls on a base composed of a set
of contextual factors which may either enhance or impede
its progress, but which definitely contribute to the
overall experience from which teachers deyeleped their
meaning of peer coaching * |

Although Figure 2 represents each ofythe five

components ['spokes] as- being of equal size, applying the o

sense of stages. concept to the model can affect particular

'elements'inlthe model. Teachers who were experiencing.the

beginning stages of‘peer‘coaching,las werefthe'Forest Grove.
teachers, might tend to emphasize the technical and
collegial components, while de-emphasizing the _
profess1onal, practical, and personal Ones. This stage.
could be %%lustrated with the model by modifying the size

of theﬁ%bgkes to indlcate particalar emphases.’ Although

the purpose of the modsa(is to idenLin the elements of :

i meaning drawn from@the data, the model could be modified to

more closely represent the meaning given to peer coaching

by individuals, by coaching peers, or even by groups of
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'teachers.at‘particular stages. in their peer coaching
development. ' |
- It is important to remember that the peer coaching
model is only an’ outline, a signpost, an organiZing .m
framework which can.he'enriched by the qualitative data
'which emerges from a naturalistic study such as this. Let
us now examine.eaghvof the elements of the'peer coaching
model and look for evidence of itsbexistence as it was

revealed in the wase studies of Rosé€, Margie, and Mary.
. ”~ - .,

The Dimensions of Peer Coaching
. - ! : + m

The peer coaching data seemed to reveal several
elements which some teachers experienced some of the time.
,,However, two elements.of peer coaching which seemed to be o
»present in all aspects'were'an interactive element and'an'%
'otional element. In order to capture the perva51ve and

'7wjikracteristics of these elements, the term

,'dimensioqueplaced the word element. Hence, the.
_interactive dimension and the emoticnal dimension were.the
w”ﬂ‘pbels attached to two peer coaching elements which

»f_w,.dg;stituted part of the meaning that Rose, Mary, and Margie

e"* avg ;o peer coaching.

B . ~m
M,g ]

,;-y’:hg Intgrgctive gimension ,
B ”:

The interactive dimen51on is at the heart of peer

coaching. Related terms would be interpersonal

oy

RS .}

’ P - o8 P Uy
' 9

ﬁua
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-relationShips, interpersonal communications,‘the human
dimension; Ironically, the interactive dimension is so )
central andiso pervasive that.iﬁfremained invisible to the
researcher until‘the latter staJeS‘of the prof;ct.

’Communication,'accommodation,tand interpersonal'relations ’

, represented sub-toplcs which did not’ initially appear to

Ufit 1n the peer coaching model. . Suddenly it became clear

that the term peer interaction, which had been casually put o

~in the hub of the model, represented a major eleément of
peer coachlng which subsumedvthese leftover categories.
The conceptuial framework‘emphasizes the prime

importance of the interactive dimension in social

interaction. Its concepts_have’prOVen helpful in ekamining

" the interactiVe dimenSion-of peer coaching Meltzer
(1972), in dlscussing Mead's work, spoke of how people
defined thems%}ves to others, and interpreted others'
definitions of who they were. These‘social exchan%es of a

symbolic nature form ourqinitial ideas of Yho we are, who

others are, and how we are going to act togeéher. Symbolic .

vinteractlonist ideas also suggest that people make

indications to themselves as to who-they are and what they_t

want.’ These self- indications, which are like mental
dialogues, constituted-Mead's concept of mind. As people
2 . . o i

‘read the definitions or signals sent by others, they also

‘internalized them. Mead referred to the 'me' as the

_'internalized norms of significant others, whereas one's own
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inclinationSPWere‘represented by the iI', Together, the
}I' and the 'me' constituted the !self' where internal
ialogues'occurred; ~ahenever the self detects'dissonance -
between ‘the definitions of the self and the interpreted
’definitions of significant others, then a tension is
'created. This tension may lead to new definitions being
sent, or to reinterpretations of the other.’ The key point
is that’ prior to an act consoious decisions must be made-
by'the”interacting persons. Acts, when taken, may be
-accommodating, &ncomplete, blocked, or automatic. . Whatever
the result -acts are the.end result of an interactive |
| process which involves both external and internal ’
'disclosures, interpretations, and conscious decisions.
Hunt (1978) seemed to be adapting symbolic'
interactionist ideas to €bacher inservice when he spoke of
his persons- in-relation model. He described the need for
,pef§bns who were 1nteracting to read an2i£3G& 'Reading'
'invglved discovering the identity [who] of the other, their
‘fintentionality [wants], their knowledge [know], and their
'competence [know-how] Only after this had been

-

vaccomplished could teachers 'flex' to achieve mutual action’
which gave pf’5rity to the‘context and had- the potential
for enhancing a teacher s development

’i In the peer coaching pro;ect, each of the teachers
: began»with certain assumptions about who they were and who.

their'partner was.‘ This was describedlin the !elements"



‘sessron, Rose and Mary discussed theirs

section of chapter 4. In their initial\

-

tentative plans. In S0 doing, each began bo define who shé

5 A v

was and what she wanted in “the project.ﬂﬁAlthough each

seemed to share an 1nterest in learning cdgferencing sk”‘

to help student teachers, this was a higher Ldtitﬁ for ‘

Rose. HMary, on the other hand indicated that . ¢¥f ‘[7
'interpersonal relationships and’ sharing ideas was\her

‘highest*priority. The~extent to which they might have

accommodated one another's goaIS'will never be known

because of\Mary s decision to change partners. 'From-Mary‘s

A

"~

perspective, this new relationship accommodated both her

' needs and those of her partner. Consequently her emotional .

.

reaction to this part of peer coachéfg was positive.

B

Reflecting on her brief period with Mary, Rose indicated

' that she had accurately interpreted messages that Mary had

.either consciously or unconsciously sent'

3

oI guess I sensed that-Mary was uptight; "I guess I - -
- really truly felt that. It was evident and it was

there. . However, I know that I was also uptight and R

so was everyone else on staff (p 421)

,When~Rose and Margie became peer coaching partnere,, y'

,\x.i'

"they had to repeat the process of " defining and interpreting

‘,;themselves,tp‘one another. This occurred during_their

first and SECOnd peer coaching sessions in October.v In- the

o first session they defined their peer .coaching goals; in

the second—they negotiated-how they_would interact_with

NS
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respect to the topics discussed the conference format, and
the presentation of the teaching situation for the’
observer/coach. ' '

Rose s primary goal in her frﬂtnership w1th Margie.

B, - .
jx@nferencing skills._'

. remained as before, to improve;”¢
| Margie s goal in her new partnersh piwas to learn how Rose
taught and to share ideas about her kindergarten-pr&gram.
Rose favoured a structured conference based on effective

teaching skills, while Margie favoured an informal

>

discussion of ideds related to their programs. Each. agreed .

to honour the other's met\sd of operation, they also seemed
to indicate -a willingness to move away from an 'A!', |
' oonference to a 'B! conference at some future‘timer
.BecauSe.the negotiations dfd notlidentify mutual goals or

4methods of intgracting, the result was that whoever was

| ~observing and coaching tended to structure the conference ._"

according'to her preference.' In'addition, each ‘teacher's
"individual goals”for peer coaching were incongruent With
'her peer's. teaching and conference styles. ‘While both’Rose
' and Margie felt they made some progress toward their goals
they also- felt some disappointment because they could not.
‘find a form of accommodation which would mutually serve
their different goals and different coaching styles. Their
‘definitions were_different. They each interpreted thea ‘
“other‘correctly;fbut failed to find a way,of‘mutual

‘accommodation. . L e -
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‘The importance of developing mutual goals and ways of
ihteracting waS‘a.recurring theme‘in the“data,: In a

discussion of what constituted'coaching, Margie expressed
- &

-her belief that "peer coaching can only take place if two

people are workingqtgaether for a common goal" (p. 414)

&
'Rose agreed But felt that an extended period of time was

essential to develop such a relationship. Rose implied
that at this stage of peer coaching she‘was\not yet

comfortableienough to move away from an (A' conference

format:-

I think it takes an awful lot of bonding to be’
comfortable, to be able to throw things back and
forth and say you might have tried this or that.'
(p.407) , A a

Other teachers certainly shared'Rose{s'hesitation_to moveu

too far too fast. In:thefevaluatipn'meeting,;one of the

‘teachers who lacked. anybTEPi?xperience?;bﬁpiwho hadh-~-'

attended the school 1nservibe sessions, spoke of her
dependence on a. conference outliné-';bfff§5fff'Aﬂ5
I'm not entirely surp what a conference is, like I
know what a &onference is an& I get all the. points
covered because ‘I have it ali written down . in front
- of meé, but it takeB a .lot of praCtice to do a good
conferehce.n (pp 505 506) el ,

"
~u",

,This teacher expressed her interest in a: support group

A LI

'which would prov1de mor?fopportunities for practice. This

was echoed by another teacher who spoke for his evaluation

group and-said they' "felt they have insufficient ‘skills to

‘move ahead to a 'B"conference, but there is no - problem

¥
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thlking about it and learning about it" (p:505). " Another 4#
»teacher,‘a TEP graduate,. said that for her, feeling ‘
| comﬂortable ‘with one's partner was a. higher priority than a
-background in teacher effectiveness: V _
I would rather feel that I am with someone that I am
comfortallle with. ‘don't care at what point in
. teacher effectiveness they are. Forvme, that has no
bearing. (p. 505) : :
This study did not collect data regarding the different

reactions of novice teach rs, or experienced teachers
o

without h7“' round in teacher effectiveness. “The focus

ﬁ. .
was on- exﬁgribnced teachers wit

a‘TEP'background In that
group, the data suggest there wer individual differences
-‘regarding the teachers!_readiness to adopt,Varlous : .
conference styles.{ It does appear Yhat wheniﬁSEr‘partners,-'
no matter what theiribackground; shar d”mutual goals and
established'reciprocal forms of inte action, their feelings |
| about peer coaching tended to be P sitive; ‘The Jprincipal “

emphasized this thene" of mutualit in her final

_ observations atﬁthe evaluation me ting.

s Remember fobﬁective in the
“into ‘each. others'rrooms and to
(p 513)”” : o

It seems to me that the most impo tant thing that
took place [in peer coaching] was etween the two of
’you. (p 512) ,

‘Just’ remember that you are in theye to provide for
the needs of the other person-as _ell as for your
own needs. (pp:518-519) .
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The data suggest that all three of the key teachers in_
the study sensed that part of the meaning which each ‘gave

to peer coaching depended on their form of peer
. - - » ‘ S
interaction. The interaction experienced in peer coaching

providedVan opportunity for teachers to get acquainted on
 more thanqa-superficial level. ‘As hargie said:

I certainly feel that e one of us-has a personal
aspect to this program - things that we are
practically gaining from it outside of the
structure. (p.403) | .

Rose spoke of a "feeling of goodwill" (p 403) which occurs
when colleagues 1nteract She saw the potential for a

deeper relationship with Mary than they had’ previously

"enjoyed *

-There's a special thing that happens between two

-people.and I could see this happen between Mary and

" me. We had barely started and I felt a good _
relationship developing between us already. I did

" not know Mary very well before we started peer
coaching. (p 404)

‘Margie hinted at the public and private faces which ‘
'teachers present to their students, the public, and to one
" another: Peer coaching, she implied .brought a new

dimen51on to the usual 1nteraction among peers'

I think teachers can be their real sel; in front of
children and to some degree,. I don't feel I change
‘much when parents come: in.. But you sort of think,-
well, your peers - theret's something that's just a,
. ‘little bit different there. . (p 405) o
' The "something a little bit different" that Margie referred
to might be the heé@tation which teachers feel to open

their ‘classroom -to others.~ Lortie.(1975) described a,
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‘.

pattern of what he termed "cellular growth" in schools and
suggested that teachers' individualism and commitment to
‘their students was a higher priority than relationships.;
.with other adults. Yet, he felt that teachers see o

adult -to-adult relationships as an attempt to balance the

tensions between independence and dependence, autonomy and’_a

pérticipation, control and subordinatibq (ibid pp 135c1é7).npjx%

‘% g ﬁ%.ﬁ P
Rose astutely recognized that peer iﬁterac ibh ‘@_upxj;x" o
invariably leads to emotional responseS° o ,k:z W "55*
. . -,.:‘ }' ; o ‘;} ;yi,':'
. If you wanted to call it anything, I guess it's:a.. f}u%s‘ ¢

bonding that happens between two people.e...haVingr' gk»vio

someone come in and observe you - means, you' really .
are baring your ‘'soul. You're exposing ‘the real you,
what you really are. That's tbe emotional part.

(p.405) - SRR R

ns can run the gamut ‘from feelings which cause ak-if,”"

~pl vghre and satisfaction to those which cause stress and
_'anxiety.; ‘In the overall peer coaching project it appeared
that those who developed mutual forms of. interacting tended_y
to experience more positive feelings about their IR
_relationship. Where there was mutual accommodation”the‘)J T
peers felt more comfortable than where they failed to L
accommodate one another.

Little (1985) studied teachers who acted .as advisors
" to other teachers in Marin County, California; ”Shgww =
identified six principles that seemed to build successful L
peer relationships.' Kent (1987) refers to the firstithree

as technical skills, while the final three are calledt.i
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social principles. In brief, these prtééiples of peer

" interaction were. develop a’ common- language, focus on one

or two ‘key* issues or problems,_keep a record of classroom’
interaction by selecting or inventing a method of |
observation that works, engage in lively interaction, be
predictable, develop a model of reciprocity to preserve

dignity and show trust and respect.'

Blumberg (1980) spoke of the "private cold war" which

'--occurs between superv1sors and teachers and pointed to some
: of the'qualities necessary to build successful
‘interpersonal relationships. Three which seem to relate to
u"~1nterpersonal skills were: open, trusting communication,

?,Qirec1proca1 feedback, and self-disclosure.

Grimmett et al (1985) studied peer coac ng in British
célumbia over a two-year period. He reported that most of

the teachers.and pr1nc1pals in the study at various times

J employed 'A""B' "C' and 'D'ﬁstyle conferences. The

1argest group, seven out of eighteen or 38%, regarded 'c!

as the most professionally rewardieg type for the iullowing
. . D
reasons~ Lo o :
Gl . : ‘ "
;-El It ‘allowed . for sharing ideas and learning from
“‘other colleagues in a non-threatening way.
2. It provided. alternatives and- suggestions for
. improvement.
,'3~3.}It called for an analysis 6f skills and lessons.
T L : (Appendix A, p. 42)

When asked which conference type they found the least

professionally rewardanq; two-thirds of a group of eighteen

.."D,',’ /k
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indicatéd .the 'A' conference because (1) "it provided no
P

'suggestions that could help one’ grow and (2) it did not ‘svf;:
force lesSon or self analySis" (Appendix A,p. 43) , "y~
Ih view of thesejfindings the\Forest Grove teachers"

hq'itancy to begin using 1B cbnférences, as suggested by |
',their principal or to participate in inserv1ce sesbions on
'B' and et confere-nces7 may have been an inhibiting factor
- in realizing their generally collegial goals._ on’ the other'
: hand Grimmett et al, noted the tendéncy of‘participants in
Ithat study to accelerate the peer coaching process and to
become formalized and contrived Although the"B' e andl
'D' forms. of conferenc1ng are desrgned to encourage two-way -
v,conversations it is also possible that by slow1ng down
their‘evolution, the Forest Grove teachers will mutually
adopt(forms of interaction which will be better suited to
their needs. S - M3}<71§~f | _

7 ‘ AR Rt
’” In conclusion, the literature implies not only that
yxthe interactive dimension»is a crucial element of peer
‘coaching but also that" forms of. interaction which enc rage:
-_mutual and reciprocal relationships enhance the chances of
'Hit being successful,n BothbMargie's ananary s experiences
with Bev, and by negative inference their experiences w1th

. Rose, support this conclusion., ) - i =3
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'coaching.‘fﬁ,?iparticipants had feelings about interacting,s
abotit the 1 '
schoolienvir- fﬁﬁt which affected them; Teachers' emotions
varied from individual to individual and from the beginning
of the project to the end. Whenever ‘a component or a
factor could be'identified there was almost invariably‘an
emotional modifier which expressed the meaning which a
teacher gave to that partioular element ‘ For‘example,_a
teacher might speak only of the anxiety experienced when
conferencing a peer -at the onset of the project. vAfter
‘three months, the same teacher might speak of ‘lessened
anx1ety andvincreased satisfaction’associated with:the same *
_interaction; v '

~In Chapterbs the descriptions of the. peer coaching
'interactions between Rose and Mary, Mary and . Bev, and Rose
and Margie produced evidence of the various emotions
experienced by the three key informants. In her journal
prior to the first peer coaching session, Mary described
‘her stage as one of "self-consciousness" She wrote of her
"stressful" feelings about being observed (FN p 51) and
having to'conference Rose‘ Later shegwrote of her _f.

"comfortabie"'(p.347):relationship;with‘Bev. Rose also
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described'her feeling of "insecurity" (RN p.57) prior to
the first conference,‘then her "surprise" (RN p.60) andip
satisfaction that it went so well.' Margie, on the other
hand,'indicated‘that‘she:was quite relaxed about
conferencing and being observed, but she exdiessedbstrong
feelings about the format (p- 227) of the conference.
Each of these teachers experienced songgorm of
dilemma in the- %ourse of her peer coaching 3erience.
Considerable emotion was associated with Mary s decision to
ask for a different partner, with Rose s dec1s10n not to
chaﬂge her conferencing style, and with Margie's dec1sion
not‘to change her t=aching style.- Yet once decisions were
made and peer coaching patterns established other emotions
emerged as the interaction between peers assumed different
forms and'stages.' Rose spoke of the "bonding“ (p.405) that
‘occurred'between peers once they got better acquainted, but:
she indicated*that'she needed a period of time béfore she
could feel comfortable with someone in a new situation.
She wondered if "the pressure and the tension and. ‘the
- stress" (p. 423) would re-occur after Christmas if she
Achanged partners'once.again. Mary found her new
| partnership with Bev waswﬁvery comfortable"~(p.347) and{;fn
consequently hoped that she would be able to keep her
'partner in phase two of the project. Margie indicated that ’
1she was quite willing to stay in partnership with’ Rose 1f ?7
*they could begin using a 'B' conference format which Wpuld

P
.
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bring’increased satisfaction to being conferenced. Rose,
“too, showed‘that as she moved fron one stage or peer
coaching to another, both her needs and emotions changed.
While she found an 'A! conference initially satisfying,
after‘three months, she was no longer satisfied with.the-
“pat on theﬂback" (p.106)‘that thedpositiVe feedbacksformatb
| provided. | ‘

The experience of Rose and the other teachers at o
Forest Grove appears to support Hall's (1976) concept of

stages of concern-about'an innovation. He posits seven

* stages: v
E ’anple expression of cogge;n.
0 Awareness ~ I don't know anything about the
: innovation.
o1 Informatlonal - I would like to know more about
vit.
2 Personal ~° = How will it -affect me?
3 Management Z'I seem to be spending all my time

- getting material ready.
4 Consequence’ - How is . my use affecting kids?

I am concerned about relating
_ what I' am doing with what other
4 ‘instructors sare doing.
6 Refocusing - I would like to know of something
o . which would work even better.
" (Hall; 1976, p.22)

5 Collaboration‘

@w" Because of their TEP backgrounds, all three teachers

'probablyﬁtegan at the personal 1evel and then moved to
‘other 1evels over the course of- the project. The data seem
'to.suggest that a teacher could experience two levels

=simultaneousiy,,particulariy the peﬁsonal‘[which inplies a
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‘ﬁstrong emotional dimension] and another level. Also,

i different teachers seemed to experience the various levels
fidifferently. ~.Rose, for example, seemed to express more:-
interest in management than Marytor hargie. Both Mary and’
Margie expressed interest invcollaboration at the early
stages of the program. - Margie, in~particular,wmight be
seen as expressing a strong interest in refocusing near the
beginning of the project. | -

The general anxiety initially experienced by Rose,
‘Mary,’and the:others on the Forest Groveﬁstaff'seems to be
‘generally acknowledged in the literature. Joyce (Brandt,

19877 suggests that coaching is initially scary to teachers
| because they do not know how they compare With others on
'staff and they are afraid of the comparison.‘ He describes
an emotional cycle of fear, followed_by elation,;folloued _
by‘heightened'attention'which he has observed in teachers§ |
involved in peer coaching; He ‘maintains that’ demonstration
and practice in coaching are important to easing the .
initial impact of peer coaching |

‘I'd rather_do it that way than just pair teachers - -
and say without training, 'NoW'coach' (p-13) I

withall and Wood (1979) also addressed the difficulty
of taking the threat out of classroom observation and
feedback.t Although they quke from ‘a perspective of
clinical supervision, their comments-also seem appropriate

S

to peer coaching.. They pointed out that the initial

LY
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anxiety which teachers experience when being observed will .
be'allayed with experience. Also, this process can -be
enhanced by training in observatidnal skills and by | |
insuring that'the process is controlléd»by'the person being
. observed. In‘peer,coaching involving Margie‘and Rose, thed
process appeared-to be‘controlled by the observer.
Grimmett et al (1985 P.60) noted that- both teachers
and principals in their British Columbia study indicated
that for peer coaching to be beneficial, "extreme care in'
: the choice of colleagues was required"ni Furtgermore!"the
researchers discovered that because peer coaching required
‘such close professional relationships, in schools where

% -;o_'

j'there_was stafilla

:‘they had difficm‘f fstarting the project. These

researchers al;i hat although some teachers felt

initlally threatened by “the profect the principal appeared

to play a critical role in helping teachers to "overcome or

'succumb to‘these fears" (ibiq). .Comparable data were
collected at Forest Grove where the‘principal set the
initial tone,,lntervened to assist individuals*wqq were_L
anx1ous about some aspect of peer coaching, arranged for
the evaluation of phase one, and guided the starﬁ to |
decisions regarding phase two. ' -

- By the timevof the peer. coaching evaluatioh, the B
Forest- Grove staff seemed less concerned about the

emotional 1mpact of peer coaching and more concerned about

Bt or a shortage'of human resourcesv,

3
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practical considerations which would allow them to fulfil
the agendas developed by the coaching pairs.‘ The staff

projected an overal _impression that what they had done was

3both valuable.and supportive of their personal and

collegial goals; The staff readily identified the positive

'h:aspects of the program and was quick to make proposals

‘fwhich would improve phase two. The implications were that

new partnerships and new innovations might temporarily

cause periods of increased anxiety, but that the long-rangga

. .13
‘goal was worta whatéver short term discomfort migh‘t occur.

-One of the teachers,fspeaking of the specific changes to
. v

peer cOachinﬁ which the staff proposed for pbase two, used

A memorable metaphor to emphasize his belfef that peer B
’.'coachingLﬁseen in the total perspective of education at

“*Forest Grove, was, worth waiting for:

[Peer coachingj- is something we really like, but it

. 1is not such a big deal that it has to control

, f.everything. It's like whipped cream on strawberries |
- it make hings even better. (p. 445). :

RE e < SR

% . -
Ehe Components of,peer cOacﬁing o .

. . LR RO .
' Joyce and'Showers (1980) initially used the term ‘

"f'coaching to refer to guided feedback proviged after \
,‘observing a. teacher use a specific skill in a classroom o
'isituation. Its purpose is to. improve the chances of

"’»}correctly and consistently applying a newly-learned skill =

in the classrobm.- Coaching was seen as a critical final

RO

.

. . . - - . e . R oo ' -

-
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,stagexin'the‘inservice process; ‘ln 1982, these anthorc
outlined a/more'elaborate role for opaching in the school
setting. They:identified‘five.functions’of COachingi,
providing ‘technical feedback, analyzing the applicationpof
skills, providing;bompanionship, helping the teacher with
studentsj adaptation to new skills, and providingvsapport .
and enconragement tota peer. 1In 1985, Showers described oy
-coaching»as-a proCess with two.sets of emphases,, The first
set'of coachinglskills aids in the transfer of new teachingv
skills and strategies to the classrost 'Ths‘secondvset'of
more complex‘coaching skilIS‘concentrates on collaborative
problem-solving activities among teachers. Garmstow (19871 \

makes somewhat 51miler distinctions but identifies tbree

. forms of coaching technical collegial and ‘challenge,

. All these. descriptions of coaching are informative and

' ‘purpose of this research

L 4Margie, and other teacﬁers at Forest Grove School. In'

"‘.jprofessional, emerged from the data as having meaning fpr

ﬁ‘useful but they,do not ‘indicate the meaningfwhich teachers
A . -
~give to. their experience of peer coaching That is the

So far we have examined the interactive and emotional .

?

dimensions which‘had particular meaning for Rose, Mary,

'“additlon/to thﬁse dimensions, five components, subsequently ,;

'named technicaf collegial practical, personal and .

4

"the teachers.' There was not always a: clear diﬁtinction ’\,;_'-““

famong the components, yet .at various times with different

. ; ,._J,‘»ﬂ_

. .
- G
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teachers, each component_seemed to constitute,asspecial; :

differentiated meaning of peer coaching; Let us'ekamine

'-NeaCh of these components in turn.

q

al Com o. nt.
'As the name suggests, the technical component of peer

coaching involves the use of a technical 1anguage to

Qﬁﬁﬂdentify and employ specific skills!according to

preidetermined priﬂtipies“orAguidelines.' Teacher .

effectiveness.is based on this premise, and coaching

a techniques have been developed to increase the

implementation of its principles. Since teacher'
geffectiveness training was in the’ background of’ thel
principal .and the majority of the Forest Grove staff it.is_

'not surprising that the teachers were very conscious of a.

"technical component to their coaching experience and that

v

4mthey\were quite vocal with regard to their reactions to 1t.

o Rose referred to the "TEP lingo" as "knowing what
_1abﬁls to put on things" (p 402) Margie agreed thatwthere

‘was a common base which she shared with' her colleagues-

| I think there is-a technical side to this because |

-t we're using ‘different objectives that are certaiply
given. We've got a basis, R pre-conceived base to.
start from which is common ‘to’ all of us. (p. 401) (o

‘The initial guidelines provided to the staff by the

,;principal encouraged teacherS’to observe one another teach,,,"

Y

provide positive feedback and become comfortable with one o

ano;Kgr. With the pbssible exception of the four teachers»

)

) o < -

-
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hin the TE Program, other teachers were free to develop

‘their own form of interaction and choose their own focus.

Unkike many peer coaching programs, the Forest Grove

project was not intended to transfer specific skills to the

classroom. One might'argue that it-was intended as a

.review of previonsly-learned TEP skills, but it was also

clearly intended to promote interpersonal relationships on

Staff. Almostvby default since no' other options were

- offered, teachers followed the pattern they learned in the

TEP. In practical terms, that meant they employed an 'A'

conference format and theyeinitially focused on the

,instructional or classroom management skill being

Aof this

emphasized by the group in the TE Proqram. _This became the

"sequently, teache treacted to‘this'standard and
¢"‘adaptations which occurred tended to be in terms

attern because moSt had little knowledge of other

‘forms.’

From the former consultant's ppint of view, an 'A'

' conference format was“a safe and sensible way to begin peer

c.:oaChing ‘.“‘\m S Y w e . - . “." a
. . N o~ ,‘ *
‘One- 1nteresting comparison I've h ardiabout the
~ format per se, is that it is like learning to cook
“Initjally you might want to-follow the recipe
. exactly in order for thinqs to turn out /fthe way you
, want them to. . But as you'gain experience and =

. .knowledge, you inight mix things ‘around to snit your .

needs and; come -up with something that ‘suits:you. . =
" But -as -for something initial, when. you're learning a .
. new -skill,. it's nice to. have a recipe to: follow. -
R 4 - 431) .
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| Rose deyeloped her form of peer coaching around the -

technical model because her goal was to become a skilled

\

‘ conferencer. Her focus was on identifying teaching skillsl
#.and strategies in the lessons of others and following»a

‘prepared conference outline to prov1de positive feedback to
the person whose teaching she had observed. Rose ;ought to

internalize the 'A! conference format before venturing to a

'B' or 'c' format: T

I think that I want to ‘be really good at

conferencing because I want to be able ‘to do it
perfectly. I want to be able to do it "
automatically; I want it to be part of me.- I want

to make that other person feel so good at the end of"
the conference.. Maybe that's why I zeroed in on the .
technical part, I don't know. (p.51)° S

'Consequently, the_technical component represented a
significant part of the meaning Rose gave to her peer
coaching experience. Yet the data suggests that all three
teachers failed to equate téchnical feedback With what they

felt coaching-should be. Mary made thisydistinction in her:
: s 4
. : . . “,l

ki

.

I would say that at this stage we are actually

providing feedback.... To -me} coaching is. where you
tell people what they are doing well and where they
could improve.r (p. 365)

. Both Mary and Margie said they appreciated somevj
'structure to. peer coaching, at least initially, but

J'neither wae personalt& attracted to a close adherence to a

a--::Iormal qpructure.* Although she enjoyed the compliments

'?qusitive feedbaek provided, Mé&y believedgthat When‘;;"

"(‘ ‘. . a . o . r .
. . B e e . . -

~
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teachers were experienced, there was less need to reply on
a technical emphasis in coaching: -

I would lean,a little&more'toward,the'personal
interaction, one reason being that I know that the
‘people on our staff are-‘already strong. I enjoy.
getting positive- feédback; ... it gives you a boost
‘and it also reassures you that you are using these
skills or class management ideas. But to me it -
would be the interaction with another person - to
 me, you would learn and you would grow ‘just from
‘interacting with them and maybe not spending so much
time on this formal thing, but afterwards talking.
(p.340)

. &,

!

':This "ﬁormal thing" Mary spoke of is the technical
jcomponent which the Forest Grove teachers employed and

“which some ohjected to in the evaluation meeting:

JWﬁu'd‘f We felt very*ﬁtrongl
L AT confexgnce - it's fa¥
+ .- uncom rtable with ¢ . We'd like it to be a
o little more Informal. to have more sharing and
discussing rather than -eing bound by the structure.
.(pp 510 511) .

) the structure of the
Sanned. We ‘felt very

o .

. Rose, Margie, and Mary were very conscious of a

s & Tgtébhnical compong in their peer coachingxexperience, hut'-.

e ,they did not seem to consider,this"real' coaching. For

B

them, coaching occurred when they discussed new or

.\- &‘ifferent ways to implement classfoom skills. Coaching
'U\} id :

"ginvolved more mutually interactive forms such as those

“,‘.4

‘found in conferences 'B' and "0Qer, Yet Hunter's (1980)

'ci

",‘ description of" her five conference types reveals that they

:have a defined structure and a predictabdlity about them B

‘which«makes them all quite technical.. Howe$§r; teachers

SN -~

fwhose .peer coaching goals include exchanging ideas,:fj

PO

zﬁ%
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danalyzing lessons, stimulating new ways of teaching, or"

improving ‘identified weaknesses, would likely be more

satisfied with these more advanced'forms.. Hunter suggests

that an 'A! conference is most appropriate for a- first

-,conference, or when teachers are apprehensivé or. defensive.

In\the evaluationvsession, the principal seemed-to )
) _ P

‘sense that the % conference‘format had posed a hurdle for

many ‘of the coaching pairs whose goals had been more v

collegial than tecﬂnical. Half. jokingly, yet with a word

of serious caution, she reminded ﬂer teachers not to go to

the opposite extreme and lose their sehse of direction.

I know you are all going to get rid of those

conferences. Remember it is one way that you do get

good. feedback. Whatever it is th&t you are doing,

focus in on something. I do ask you to do that.

Focus in on something and give positive feedback on
. that, and then share your ideas. (p. 522)

Critics of effective teaching, such as Aoki (1986),
: SON '
suggest that technical models of teaching ar the 1owest

level of understanding.‘ uTeachers are more than they do,"

'(p 19) he asserts. While Madeline Hunter may ‘be "uncannily'

'correct" (p- 20), Aoki says that her models of tgaching and

conferencing overlook the inherent humanness which
represents the _essence of teaching._ ‘
Wildman and Niles (1987B) alse~ehaIlenge technical

models of teaching and urge teadhers to. Ee more reflectiVe

and open to collaboration and delibert_ion.’ Schoh (1983). . "+

B

- . v - . : i
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:technical expertise.. Schon asserts his ideal of the

"i-{reflective practitioner asv_ne who debines intuitive-

'riknowledge with a careful analysis of a setting, prior to
A

";'taking action,f Stallings (1987) questions the application

of the Hunter-based model to some educational Settings.

o 5

t 5f3She suggests that novice teachers may. be better suited to a

'-':prefer a collaboratiee approach.

: technical approach to teaching while experienced teachers

C Grimmett et al (1985) reported that there was a;

{protential for some peer coaching projects to become

».

,1“_"formalized and contrived" (p.60). The report does not

t"‘uindicate -why, but it is possible that a technical component

"Tr"iof that project‘Was a factor. At- Forest Grove, it was

‘id'unlikely that the teachers would permit their project to

'become contrived because most of them identified '
non-technical goals éﬁ pﬁ&mary, and they felt empowered tol‘ o
develop their agendafto obtain them."

‘ Reflecting on the - outcome of the evaluation meeting,_

one of ‘the TEP participants observed.-

s
El

‘T think we covered the points pretty well, people
showed what they were happy about and not. I think
it became fait¥ly obvious that ndbody liked a very
strict formal pattern: for [peer coaching] . They .
wanted to have it as.a sharing session rather than
another special kind of meeting. (p 445)

This teacher and her partner had decided to remain peers in ‘

! 4 ) ) -
hase two. Asked what they 1ntended to modity, she :
described their plans~for-1ess emphasis on scripting

.t

T s
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everything-the teather said and more emphasis on obtaining
. ” » .
,»ﬂ/a complete picture of the lesson. The technical‘component

I‘)

h”&f remained but they seemed to be trying to make its impact
rless distracting'

We decided that we won't try to write everything ~
déwn/, ‘that:we gsay. It takes so much of our attentdion
that we are not really mnoticing what other things
:.are going'onain the lesson. We are just going to
. write down ‘Points that we like or ideas that we can
. - -learn from each other, and then talk about them
... .. afterward and try to pick up on the kind of points
.that Doug has been covdring but not quite in as
formal a way - make it little easier., (p.446)

T The technical component; peertcoaching was'also
~ . assoclated with some teachers intentions to use their peer

bcoaching skills with student teachers. JIn a city like ‘

Edmonton, where there is a universityzfaculty of educationi

there are frequent requests-to accep;
’ students for practicum asSignments.'“' ose and Mary
iindicated their belief that peer coactigyg would assist them
to be more proficient mentors. Mary rejected the idea of
'using a lot of technical "jargon" (p.362) with the'

students,,but felt the framework of skills would .be a

_helpful resource to her. Rose indicated that she foresaw .
‘more applications for her skill as a conferencer with |
; student teachers than with her peers. She also described a
_"simplified "package" (p 87) of effective tead&ing skills
'which she believed wquld.prove useful for her students.‘
| Another indication that the techniéal component was a

.o

";f signiricant.part of tﬁe’teachers' peer coaching experience

o A ‘ ‘ o
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was the s(iggestion by teachers that they found‘coachingﬁéf
more beneficial than being conferenced.plThis implies[}ghat'
at this stage of peer coaching, these teachers were_f:"
experiencing an activeépassive situation rather than an r
interactive or active-active‘one. Ideally, peer coacﬁ‘!g
should be interactive, bothuparties should be qctively i
involved. The experiencd of SOmé of the Forést Grove
teachers seemed to be that they were more actively involved
when they were_coaching or conferencing and less actively

. involved Ghen-they were being conferenced; |

| Both Margie and Rose indicated that they got more

: satisfaction out of coaching than being éoached. The |
reason seemed to hinge on the moreqactive involvement of

‘the coaching teacher.. Althcugh-the ‘Al conference requiresw
‘input from the teacher at scheduled intervals,»its'
_regulatlon of conversation seemed to impede the natural _”

" flow of talk ?etween teachers.. The Forest Grove teachers
‘-‘referred ‘to this as artificial

Aoconversation which occurred in February with the,»
_four TEP participants illustrated their responses to

vcoaching and being cdached. An 'exerpt from the'complete-'

. :a%z a

'transcript follows.“

Researcher' When. I met with [ybu] two. months ago, I
asked 'if ‘observing or.being bbserved was = "

. l. o ,. . more. valuahle to you. I'd love to hear all
S B d.of your responees again. '

*.Rob: I don't consider one more valuable than the Ly

AR .,@ther. T , o S B 2 a%



Cheryl: I consider observing myuch more valuablel {5,,;c%1

~ Anne: I t' nk- observing is more valuable because ﬁ

pic, up is. worthwhile. It makes you, more,g,vw
aware of how you are teaching and how you
‘are handling the class. ,j. o : ,

Carole: Theoretically, though, the more - valuable
, part is supposed to be when someone else "
coaches us. Right? Isn*t that’ when we' are
supposed to learn something? - Otherwise, . .
it's called teacher observation rather than =
peer coaching. """"" : Lo

‘Rob: But the coaching goes on no matter which
sequence is happening. ' . :

Carole: If we were. theoretically doing peer ;.
coaching, the métre v 1uable~part should. be' ' -
when we. get coached. ~Right? Because'that's ..
when we arer getting feedback. So if we are -
getting more value from observing’ somebody
‘else, are we doing teacher.: observation :
rather than peer coaching?

Researcher- That's a good guestion., wxﬁﬂ
5
Cheryl: You know what I find. ‘even- if I m observing
somebody else, once you talk about it later,
that's when the coaching comes in because if
“you read it as observer or as obsérved, once .
you start discussing it and looking -at what
_ that person is doing, it's a two-way step..
(pp 447-448) , ;

. S - .
As earlier data implied these teachers' experiences

of peer coaching seem to suggest that in the early stages

.. of peer coaching, some teachers will interpret their

'experiences as not meeting their expectations., This-seems )
to be a characteristic ot the technical component of peer

coaching ghich surp;ises some teache?%, disappoints others,



of Rose s meaning, ‘the collegial component did not appear
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{

and is seen as a stage in the evalution of‘peer coaching by .

still others. -

7'The Collegial Component

For Mary, Margie, and most of the Forest Grove staff,

the collegial component of peer coaching was probably the

;l]most Significant element in the meaning they attributed to

their experience of peer coaching While it was also part

ﬁas significant to her as. the technical.. Of course, thie

,:-coééluSion is based on the data of phase one of the

A

"‘projest, it‘would not only be eubject to change but also i

.;f'llkq@y to change over anuextended period of peer coaching 04

Tl

The collegial component is intended to identify the .

:w;senSe that teachers had that’ theyAWere not alone in ‘their
‘fiteaching experience.. Th@y}sensed that this process e "f_*?t
lfxinvolved another person with whom they could share

1_themselves and their profession.g Collegiality meant having

7'another teacher to whom they could confide and turn for

e

support.,.It overcame te@chers' feelings of isolation.;;ﬁ _
Rose was referring to collegiality when she and Margie
spoke in. Novémber of what peer coaching meant to them'i“

T think ohe of the most important things is the
,.feeling Qf goodwill or the feeling of. acceptance, ‘ L
;toward another person. I know that you and I, - . .
"Margie, have had a special .relationship all along. .'rkjaw_
mWe've had ‘a. good feeling for one another,;:a eharing

kind of thing., ‘To get to.know a person in: this way

and to be- able to be frank, honest open and ‘,

KR . c . . ) A S Y
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forthright and say what you think and feel is very .
special (p 403) _

' Images' bf friend and neighbour should be associated wé}h

O

the collegial component.  The collegial componentgis

' closely related to the personal component, and to both the

interactive and emotional dimensions. Yet,\its o
. ' D
significance.in the study demanded its individual status.

In addition, the collegial component includes a social

. element, but the emphasis is more collegial than social.

The {term sggial has a wider, gregarious connotation. While

this'meaning was occasionally obServed in the data, its

.impact was such that the social aspect could be subsumed

_withinvthe mutually supportive meaning of the collegial

WY

component. ;
Little's (1e82) explanation'of the impact which norms

of collegiality have upon schools as’ workplaCJs has given

added significance to the term collegiality. The collegial -

component in peer coaching alludes to a meaning similar to

that given by Little who saw it constituting a range of

: peer coaching assumed a relatively high significance to the -

personal interactions which developed self-energizing bonds

f’between teachers.

One possible reason why ‘the collegial component of

ilForest Grove staff's experience of peer coaching was that

\
previous opportunities to observe other teachers ‘had béen:

h

R

limited The staff clearly wanted to visit one anothers’-

%}a; .



273

classrooms for practical" personal and collegial reasons,
'bPeer coaching provided that ppportunity, and they ’
appreciated it, as these comments at the peer coaching

evaluation meeting indicate: .
We felt that it was good that we were told that we
.were finally going to get out of our classrooms and’
we finally did observe someone else... It was nice
that some of us got a chance to work with people at

our same level and we were comfortable with that.
(p.503) ‘

We felt that our experience with peer coaching was
() ‘ productive. because we were able to see other
o - teachers work and get a chance tod talk to them
afterward as to. how to- solveﬂproblems. - (p.506)

The fact that'thgpstaff objected to having their peer
.coaching;time cut short by otheromeetings and that. they
requested this afternoon be left open-ended “is evidence of
" the value which teachers placed on theircdiscussions with

-ﬂitheir peers. In a November interview,. the former TEP
‘,;j.consultant remarked that- in her experience this kind of

)

(;f*icollegial sharing "builds a nice rapport in a staff"

(p 432) Peer coaching helped teachers realize that their

problems were shared by others°

gwg;f' i It was good to see that kids are kids in other
T classrooms too. I found that reassuring, I just sat
~ back and smiled (FN p.131)

Experiences like this removed the psychological sense of

1solation which Lorﬁie (1975) said exists in schools and

4féplaced it w1th a norm of coly;gia&ity which Little (1982)*

believes influences ‘staff development.
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The meaning which collegial relationships had :or

AP

A
1ndividuals is revealed in the data Mary‘s personal

commitment to socialize more- with other staff members,
‘jmeant that for her, collegial relationships were,a high
priority. Mary found such a relationship with Bev.- This‘f‘
,‘exerpt from her journal reveals traces of personal and .
collegial components as well as the emotlonal dimension.j
Bev commented that she didn't realize that ‘she had
“done ‘so much while I had been observing. I'felt -
good that I had brought to: her attention good things
that she did that she wasn't aWare 0f. We continued.
to chat about her hectic day, as- unexpected events
‘had. occurred. for her. ‘Soon it was 3 o'clock: Time
to ‘meet about I.E.P.'s. I gave Bev my noqes. I
enjoyed my time with her., (FN p. 118) L
_ ‘»Mary lamented the fact that she rarely got a chance to
"finteract with her friends who taught in the portable _
classrooms.' Peer coaching afforded her ar opportunity to
ﬂtaik with Bev, at least on peer coaching days. By. _
permitting'teachers who were separated physically within a
] .
school plant to interact peer coaching enhanced
.collegiality in ways which expanded upon one of the
vboundaries, propinquity, which Rohland (1985) identified as
'shaping many interpersonal relationships in schools.f
5 Lively and wide-ranging conversations appeared to be |
one activity which enhanced collegiality in peer coaching.
':The observation that the relationship which Margie and Rose'
'enjoyed prior to peer coaching did- not seem to develop

further, may be relatedkto the relative paucity of



educational disCUssions which their interactions generated;f"
' Perhaps this was because a major proportion of some ;,f
'sessions was devoted to an anauysis of technical Skllls.,,‘

»Peer coachingfsessions and casual" greetings seemed to be
4

the extent of their school interaction. While one might

' have anticipated that the peer coaching relationship WQUidwm:v‘

draw them closer together, the apparent clarification ofgg
vtheir different philosophical perspectives may have ,

"reinforced their individualﬂty - one aspect of the personalf'

Lo e

oomponent.~”v

“ Throughout the data collection period the teachers~

cher observed Lnteractions e

’ made comments and . the‘rva“
i;which implied that tlg_ expe ienced a practical component
"to:peer”coaching;i Sot times it appeared to: overlap with 3

bpersonal or professional components, but it seemed to

_ represent a strong enafgh element to deserve single-entity_’_s’

_ -qtatus. AR e

The meaningful experiénce which the practical ';[‘{c

e component seemed to provide was the trading and/or' B

accumulation of useful teaching ideas. "In her biography,
Rose indicated that her idea of a valuable inservice |
experience was to gain ideas that she could implement |
wimmediately in her classroom. Othér teachers shared this

' perspective and interpreted peer coaching as a means to
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~ that end. . Margie referred to "things that we are

3

’practigally gaining from fpeer coaching]" (p 403) with her

~f;spartners She and aevsshared curricular ideas for grade

yvfive, Fron Rose, she,gained practical insights into |
f%tory-telling. 'She and Rose collaborated by reviewing the ;5
[work of a student whom they both had taught This resuiggp?
din a practical andoa professional discussion concerning thei,-
“child" '8 ‘needs and how to handle the parent. _
,;_ ' Mary used some or her peer coaching time with Bev.xo
7;discuss their common problem of how to teach effectively in'.
't'split-grade rooms.. The topic became part of their informal
peer coaching agénda after Mary observed her partner ' \.'
_teaching, because it was an éhgoing problem for both" of "
4ﬁthem.' Problem—solving was one aspect of the pracﬁical
sx.component mentioned by two of the evaluation day'wgroupsﬁ'l
| It was interesting hearing Rob k- group, because some v"
-.0of the same things came up in our group. - We felt
that our experience with peer coaching was e
productive because we were able to see ‘other - "
teachers work and get a chance to talk to them
~afterward as. to how they solve problems (p 506)
-“ Another aspect of the practical component was idea_
sharing.j cheryl mentioned that she had "picked up some
really good ideas from Anne, like the way she marks' h r év
,writing" (p~440) : Anne, ‘in- return, said in phase two, she
and Cheryl planned to_"write down points that we like or
‘ideas that we-can’learn'frcm one-another" (p.446),vbecause~

"any little idea; that you pick up is worthwhile" (p.447) .
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It is an expression in some schools that ”teachers are
pack-rats when it comes to teaching ideae“ | The Forest ; o
Grove teachers' use of~peer coaching time appears to

supportqthe saying, and the cqnclusion, that for . them,v

there exists ‘a. practical component to peer coaching.’l; . ‘. ff,l

E The personal component continually asserted its
presence throughout the project in. the sense that teachers
asserted themselves 'in their interactions. In sYMbolic‘
interactionist terms, the 'me' and the 'I' made _
self indications whenever definitions or interpretations
were needed g To the extent that the 'I' either prevailed

asserted its autonomy, or re-defined itself the personal

‘component was revealed in the interaption. Looking at it

from another perspective, whenever teachers sensed that thev
peer coaching experience enabled them to feel personal
growth or revealed their individual differences~and needs,;b‘
then they experienced the personal component. The »ﬁi
interactive and emotional dimensions were seen as an

@ e
integral part of this component, also, it sometimesv’;

‘t'overlapped with other components._

Peer- coaching proved tp be a personal growth ’

‘_experience for each of. Rose, Mary, and Margie. POssibly

the most significant experiences occurred when eaCh was

ljfaced Vith.decisions regarding the accommodation of a peer.

. -
T

N
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E ~Rose, for example, was reminded of her need for structure .-gff:
~.and she learned something of her .own individuality Her
,:‘increased awaéeness that different teacﬂing styles bring

vtheir own streng%£4 seemed to provide Rose with a new

thsight which broadened her personal perspective. ffﬁ e

\"ijeferring to. Margie's teaching style' Rose.Observed-”

"I know that she is nqt 1ike T an; I observed that,y :
"she's not 1ike I-am at all in. [her teaching style]-
and I think it was good- for me to see that we can -
.. have a. very different" program and still achieve the“
same goals. (p 3) . .

-

Lo

A_1Mary's decision to assert herself in order to meet her

"V_;needs represents for her an ongoing struggle with the ‘
;‘shyness which began in her childhood. By choosing to

‘oppose 'the slings and arrows' of her fortune, Mary

A

appeared to’ experience personal growth. Margie'

philosophical differences with Rose prompted her to .

- “;re-examine~her beliefs and assumptions regarding early

-childhood education. .She found this effort personally o

"revitalized" (FN. p 131)° her teaching., . “~] e

- For all three teachers there was a sense that peer

.coaching created a tension which demanded a response.n;In-j

consciously deciding how to respond the teachers asserted

‘ their efficacy, their autonomy, and their individuality

_Rose seemed to anticipate the personal component when she

w;ote in her Journal, "I know that often the things we fear

»band dread the most are the things we really learn from" (FN

57)



Because the personal component of peer coaching refers_é'

'i;to the private side of teachers, it was difficult to detect o

ujand describe in the key informants, and even more so in

~;other teachers with whom the researcher had more casual

f\fﬁicontact- A hint of this component may have been revealed

iR 4 this brief exerpt from the" transcript of the evaluation

ty;meeting. It seems to- reveal a sense of self-efficacy and

v

"[autonomy that the teachers felt as they planned their _l
";future involvement in peer coaching"' o

Principal Nilah, I hate ta iby it, but your S
.inservice might be . cancelled How many.
are’ interest?dzin [learning about] a 'B'
A -~ .. .conference?
"' Teacher 1l: I wouldn't mind seeing the inservice, but
e !"'J“ﬁ“'i don't want to commit ourselves to doing
Lot : St T tf
Te&ch@& 2: Yes, it would be” nice to see. It would
s+ .~ give us more ideas; then we ‘could choose
‘i’our own Way.; (P 522) :

S
s A

When asked if she had seen examples of personal growth '

in her experience as ‘ar consultant Nilah related this story
v

which deserves to be included on the basis of its relevancy
,and beauty. It also illustrates an overlap of personal and
collegial components-’ | '

- The - thought that just came to ny mind\was of a Co v
teacher who had been teaching grade one for twenty - . .
years and she became involved in peer coaching. It

~ was another teacher on staff with wliom-.she was = .

- 'paired up. At the beginning she was very negative
"~ 'and apprehensive about the whole thing. By the end
" of the year she was saying what a wonderful .
.experience it was. She wished someone had made this -
opportunity [available] many years ago. . Just the -
_personal growth in realizing what a colleague was
. doing in' their room, that sense of lowering stress,
e 'knowing what other people are dealing with in'their
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roomslas well as what you are dealing with;in your
‘particular setting._ gp¢432) SN

| In addition to personal growth, the personal component
‘7fincluded a sense- that teachers came to realize that each. of “
_them was uniquely different and had individual needs. Who
-,they were as persons was -a significant factor in deciding
-what they gained what they~contributed and what meaning :
ithey ascribed to peer coaching., f&e principal clearly ' )
acknowledged "just how diverse" (p 506) the staff was in
the final evaluation of phase one.' She urged the staff to‘
remember individual needs when they made decisions which
affected everyone° | .-‘ ‘ ‘
:Remember the personnel ‘and the time constraints we .
., .-have and think about using these excellent ideas " -
__2/_ about how we might modify and change it to better .
s suit individual needs.v I guess we're getting around
. to it aren't we - indiVidual needs! (p-. 508) _
4The principal reminded the staff that decisions about
partners were.personal and private. She and the teachers»
agreed on a procedure which was intended to make everyone
\\\\\feel their privacy was respected and with which both .. -

4 ;parties would feel comfortable.

“;‘labThe Professional Component |

i As opposed to. the personal component which emphasized

_:growth as a person, the professional component refers to a’
consciousness that teachers had that they were developing _
as professionals.: Professional ~growth seemssmore likely to

hﬁOccur when teachers feel empowered as professionals. ‘This
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_,might occur if a teacher's acquisition of . new teaching
| skills proviaéd additional confidence in the classroom or
'-in the presence ot colleagues. It might also . occur-if peer- i
:coaching resulted in intellectual or emotional insights
: y'which gave a new perspective to teaching..cjr

The professional component. was the most difficult to'

’3ynidentify in terms-of'specific data. Instead the".

-researcher: felt it in the sense of excitement shared by the
;teachers who, after years ‘of wanting to observe one |
another, finally were’doing it._'The teachers felt
empowered because peer coaching enabled them to come out of
their classrooms and. cooperate as teams of two and in a »'gp'l‘l
largervsense as a teaching community. | “' )

] Sarason (1974) wrote about the psychological ense’ofd”‘
community which resulted when there was a mutuallyj
| supportive network of relationships. This sense began to ;:- f%

. emerge at Forest Grove when the staff cooperated in the L

. corporate act of peer coaching for their professional

benefit.. As indicated earlier, the teachers' notions of o

q_ywhat was empowering varied with their individual

"fexperiences of coachingJ Margie and Bev found their i
?discuss on of educational issues professionally
.stimulating.' Rose felt her professional ability to work
_with student teachers was enhanced by her improved |

‘{conferencing skills. Mary s collaboration with Bev on

‘curriculum concerns helped her cope in a more confident
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manner with two grades in'one classr om. . The. mu ual
interest of . Rose and Margie for a stu nt led to their
having a. professional discussion about the value of
retention. Both Margie and Rose foresaw increased
professional benefits if peer.coaching continued over a-hx
period of several years.g From their experience of team o
teaching with the school librarian, they had learned that fi‘
professional relationships take time to develop° < "5 .
' Last year T was starting a new: teaching mOdel. 1She
‘had ‘little experience with it either. So. we. -
- supported each other and worked through tlié concept
- as a team.. Now this year we aré both feeling much
. more confident about the whole process and it is
really paying off with student performance.- (p.41)
Stallings (1987) suggested that teachers need growthv
: material rather than formulas. Referring to her study of _
| the Napa/Vacaville project she implizd that teacher
effectngness may have helped move teachers to a higher,:
1eve1 of professional development but failed to. facilitate
their momentum for growth.. Peer coaching at Forest Grove d_.
-‘appears to have raised teachers' expectations for
professional development.. Some teachers' expectations
;—appear to have been realized in phase one.. The trick will
be to structure phase two so that the professional needs of

o everyone can be accommodated.
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contextual’ractprs‘of the Project~

_o as‘ccntextual factors of the project.- These factors,'

which tended to originate in the context of the school R f“\

Bel

- organizationf impinged to various extents‘on the meaning of
individuals. Another way of identifying these factors_

would be to think of them as contextual considerations

\_

‘which affected teachers and’ hence influenced the meaning R

o they gave to peer coaching. Five factors have been
'?‘identified and will be discussed briefly' the role of the-

principal,‘the selection of partners, arranging for=b

b

inservice, time-cost considerations, phased cycles.;

The critical role which a principal plays in the
initiation and implementation of educational innovations is
i well documented by Fullan (1982), in his book The Meaning e
".g;+ggggggigngl_gggngg._ Many of the Forest Giove staff felt jf?
that their principal if not the initiator of the peer )
coaching project was certainly the prime motivator.. Her
role as s%aff 1eader provided the opportunity to establish h
the timetable for the initiation, scheduling, and | |
| evaluation of the project. The principal's perspective
| concerning the goals and purpose of ‘this phase of peer

X bl
>



_ coaching was 1mplied‘in the guidelines which she presentedtﬂf;f'

to the teachers in the preliminary staﬂf meetfhgs and in

| “later memoranda. The principal dppeared to choose atffﬂi g
}?a;faCilitator role rather than one as a director._ This Wasin;ifiii
\ particularly ev1ient in her interactions with individual |
vteachers %0 accommodate their requests to find suitdble
partners. S T ;'»v}g )

. The principal s interest enthusiasm, and regular
contact with her teachers concerning peer coaching seemed
to gend a message to,the staff that this was an important

ﬁ‘undertaking In the peer coaching evaluation, the

'"?é: principal~as$umed a role as chairperson of an autonomous
K &.:'group. She encouragec the teachers to assume.'_ o

responsibility and ownership for the future'directions the.v.
‘f project would take. This brief response to a suggest ffh*nk
\‘gfor another observation time is a simple example of the
L principal acting as a’ change agent and as a facilitator.

o It's a really good suggestion to change it because

' we-don't want it to ke artificial. want it to be
_prime time. (p 516) : _ i. L -

) | ~ Probably the . ultimategindication of the key role og

Ty the princ1pal has ‘been. the failure of the peer coaching r&pj¥\-r‘

1‘project to resume after its phase one evaluation. The -

?

prfkcipal\%ﬁgicated that the peribd from January to March

been a busy time at school and she had not actively
' prOmoted its resumption. Aithough everyone seens to assume
. that it will begin again, probably in April the teachers o



“diffi vthe principal to take the initiative on their behalf.m

- which had to be handled delicately.

”‘alone have not taken action to push for its continuance.fpv‘

;according to the tentative phase two schedule established .

1}at the evaluation meeting. They-seem content to wait for .

'JQ_Ihe Sg;ectiog of Partners

Both the principal and the teachers thought and talked.‘h'"

fﬂja lot about the best way to arrange for peer coachlng

partners.. It was an important issue, yet a sensitive one

Grimmett et al (1985) spoke of the need for "extreme‘
care“ (p 60) in choos1ng peer partners. Rohland (1985) |
‘ *tobserved that propinquity and teaching spec1alty were the',

' variables that most affected communication chpices and |

'"emergent group patterns in middle school settings.

v _ At Forest Grove, both of Rohland's variables seemed?too:'
. be at work., There did not seem to be any pattern of" TEP{TW'~f
"x'graduates seeking or avoiding non-graduates. There were'no%?;
:f:beginning teachers, so experienced/inexperienced was. notva‘.;ﬁ‘
consideration.» The Forest Grove solution to the dilemma‘of;ro

V'selecting partners was to invite teachers to make their own

selections, if they were comfortable doing that., ‘If they
-were uncomfortable, then they could refer to. the principal
: for eventual placement The concept of the third party
Tkﬁ;seems to have merit._ Mary‘was one who supported-this
'_pattern; | | | o B

S e e,
S S S

(4]



‘..w.'jI think it is better to let the people decide [their
"~ . partners]. . If .you: are’ going to.work with someone,.,
. "you must have a- positiVe feeling that you will want -
¢+ .. ta work with thdt: person:and it will be a- positiVe-"
".experience for. yoli.' - To me, there would have to be -

someone. whp would monitor ‘the atmosphere, the B ef“f“'-;f

- 'emotional scene, or whatever you want to call it.
‘_f(P 35 );*,t; B - _

‘*\mAt~th evaluation meetirg, some teachers wanted to
- .

NE

’ change partners, others did not.- The staff agreed that

X\pairs could~choose to remain together for phase twq, bﬁt :

those who wanted a change should communicate that to the

-

principal. Four of the original fourteen opted to changejhf

partnefs.% Rose and Margie decided to form new-

-

partnerships.i Mary and Bev chose to continue their

partnership ' The principal hinted that she would expgct'f

N everyone to change partners at the end of phase two.»~ x};

‘g

;:, The Provision of Inservice i L Y

"{ wa's the provision of inservice sessions for teachers e

lacking a background in TEP, and- the absence of any for the
remainder.: ThlS arrangement limited the form and |

”'expectations of peer coaching to images,?reviously and

FERR Another contextual factor of the peer coaching project .

o

incon51stently experienced in the TEP. If the program had )

begun with several inservice{%essions which provided the:7
teachers w1th theory, demonstration and practice in 'AY,
'B' ‘and 'C' conferences, they would have had ‘a. common

S

experience prior to the selection of teams and the

' commenoement‘qf"coaching. ;Then teams.would have-had,atjy_l

.

' l ‘ SR
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wider seleCtion of conferences to choose frdm'and'afwider‘t
‘base for evaluation later.-i |
Another option would have: been’ to introduce a new
»i:strategy, such as inductive thinking, to the entire staff.
‘Then peer coaching could have been the ‘vehicle- supporting

' ,the implementation of the- innovation rather than the |

;innovation itself. Because of the lack of a centralw
inservice focus at Fores:)crove, the meaning which ‘peer
coaching assumed may have been more individually determlned

than might have been the case otherwise.

f B PR
ld

Time-cost Considerations ' . N

Time seemed to be a significant\ponsideration for all

v

.of those involved in the peer coaéhing project. 'Time and

costs were concerns for .the- principal. )" mi § :
In November, the principal commented that the project |

had become "more of a major theme" (J p. 81) for the staff
than she had anticipated She wanted to be able to discuss |
philosophy and hold curriculum meetings w1th the staff as
in pfevious years, but felt in. competition with peer -
coaching for available time. The project was
time-consuming, not only for the teachers ’but also for the

| principal and support staff who provided coverage in the
classrooms. From the principal's perspective, time was

}3 money, and when ‘a secretary or aides left their jobs Lo do

an additional one, something went undone.
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In many respects, peer coaching represented something

"added to the school program, while nothing had been taken

away to maintain a balanée.' Peer coaching had resulted in
a lot of "hassle time" (T p. 91) for the principal Time
and financial considerations were also familiar to the-'

former TEP consultant on staff. She claimed there'was no

way to avoid the issue, | t |

4

You need the time for teachers to be out of their
classroom during the same time that the other
‘ teacher is teaching. The only| other way you can do- b
'~ that is if you take prep time and they're at a - A
minimum as it is. You build resentment if you start ‘
to take that time away from people. (p- 432)

,

' Joyce and Showers (undated) in an article entitled
"Low-cost arrangements for Peer Coaching"- acknowledge‘th s
problem and suggest these options' administrators cover ng

'vclasses, larger than classroom-size instruction groups;.
’qdependent study and research, video-taping. paid o @,

SN '
substitutes. o ’

' The fregUency‘gt peer'coaching sessions-alsoﬁhadv7
‘;time-cost’implications. Joyce‘and Showers (undatedh"
‘Tsuggest that the ddeal is weekly sessions._ forest Grovefs_s'
'fdecision to meet every second week seemed to have the |
+ support of ‘the partlcipantsr. No one asked for a change;A
‘Mary said that it was often enough for her. 5

The data revealed that - there was a concensus among the

teachers that the. scheduling of simultaneous interviews for
.J . . . . .
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vthe last half hour prior to dismissal was inappropriate._

Here was one teacher s viewpoint:

The timing is totally wrong! T don't care if it'

- grade six kids or kindergarten,’ the timing is all
off. It's just the wrong time of day to'get any -
kind of a decent feeling for: what really happens in
the classroom. (p 417) ‘ _ , :

At the staff evaluation, ‘the fixed time was quickly changed"'
to a flexible time, to be’ arranged by the two teachers and

_the person providing coverage. Although this arrangement R

was. . not tried while data were being collected, it appeared 5’

:to be a‘popular and sensible solution to a vexing problem.

The teachers also reported that they wanted their peer“

.coaching conferences to be kept free of other commitments.

on four out of ‘the five sessions, other meetings were
>~ .

scheduled at 3: 00 or 3 15 thus effectively imposing

1 closure‘on the conference after thirt or forty-five f'

- Y

minutes. Mary was one who hoped the conferences could

’hbecome open-ended When conferences ended at three f,"

'clock, she felt she was "rushing again@t time" “p. 356),«

, but when the time was extended to. 3 15 she found she could

manage._ Although Mary said she would feel obliged to cut

short a conference which went on too long, she never felt

fthat discussing educational concerns with a colleague was a

-

waste of time.z

To me your time is never wasted if you areéwf’h
- another teacher and- you are sharing ideas,
discussing cu“‘Ieulum or students. (p.356) .

,,,,,,,,
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vThis supports but puts a slightly different interpretation

on Lortie 5" (1975, P.177) contention that "time is the -
visingle most important resource teachers posSess Ln their o

iquest for productivity and psychic rewards"- It also adds

.
;strengthvto wildman and Niles' (1987A) argument that {r'
uncommitted time is one of the conditions for professional
growth. e ’i o S e *
'Phasedicgcles‘ ‘

~An inconspicuous but not insignificant factor in the
apeer coaching project was the’ decision to arrange peer L 'l

'coaching sessions in a cycle which : began with goal-setting Tflv/
jand ended with(evaluation. This knowledge seemed to

v'provide a valued opportunity for the participants to' ‘
"suggest modificatipns and- make personal changes.l This

built- in feature seemed reassuring because—teachers did not

'4feel they were committed to ‘a long-term arrangement.vl '

f Especially in this initial phase, this appeared to be a

. T .

. significant consideration.

: : S
o 9
" In some respects, the first phase of the peer coaching _

4project resembled the four moments of action r%search |
described by Kemmis and’ McTaggart (1982) -An examination
fof‘the action research cycle described in this brief text
~might prove useful to teachers planning ‘to implement peer |

-

coachin in sta es. - SO - -
g. | g o~ ) ‘ ‘ | |

Rt



to explore the multiple meanings which the three

increase

,that thek'

 Sumpary

This chapter involved an analysis and discussion of
the themes which emerged from the data collected during the

Forest Grove peer coaching project.” The*chapter attempted

4 .
v

experienced teachers, who were the focus of the study, gave

to their experience of peer‘coaching. A peer coaching
model identified the elements of meaning and implied -

relationships among the elements._ Three categories of -

: elements were designated' dimensions, components, and '

'
factors. Two dimensions, an_interactive one and an

demotional one, were seen to relate to one another as wellbi
‘v,':as to the components and factors.‘ ‘The interactive uiii
:dimension was shown to be central gnd- critical to péer\ '
'fcoaching. The form which peer interaction assumed at )
ﬁfvarious stages,-affected which of the five components had‘
'meaning for individuals. The components identified were

.called technical collegial practical, personal and

professional. Forms of interaction which permitted peers

“to achieve mutual accommodation of goals resulted in e

satisfaction for individuals. The data suggested

otional dimension included a range and variety

_of emotions which teachers experienced at various stages of

» peer coaching.‘ Although individual teachers' meanings of

. L]
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peer coaching were di@ferent they appeared to be comprised
of the elements in the model." 3 ‘“;

Based on the data, a def%&}tion of the meaning of peer
coaching for the Forest Grove teachers would be that peer
'coaching is a form of personal interaction which involves
reciprocal observation and conferencing. It encourages
' personal and professional development in. teachers by their _‘
identifying,‘reinforcing,'and discussing the technical ,
_skills-of teaching, sharing‘practical ideas, discussing' *
professional”issues, and;deveIOping norms of cOllegialityLuu
“ AS teachers engage in these interactions and joint I »

,activities, they experience a variety of emotions. Certain

_factors in the: context of the project also will impinge on.
l\teachers' meanings. At Forest Grove those factgsp -

! included' the ‘role of the prin ipal the selection of
,partners,.the-provision of insjrvice, time-cost | ‘
' con51derations, and a cyclical pattern of implementation.!h'av'l
All three of the teachers in the study valued the peer
‘ coaching'EXperience and indicated that some aspects of it @

- had helped them to develop personally and’ professionally.
,“} All had to nha:ziate their form of interaction with their"

i‘ - respective pee #.all experienced a variety of emotions

-which changed as the project evolved, all sensed ‘that peer

coaching‘was an evolving process which could,be thought of .
as 'stages whichﬁ involved increasingly:‘complex 30rms of .
'interactions'and”whiChhencouraged different"emphases on the

R ¢
EE SR



give meaning to. the experience.;.,4g,l

components.' The primary focus of the teachers appeared to
be technical and collegial components of peer coaching,
with less emphasis on the remaining components.f~ | |
Biographical elements and professional goals affected the. }-'

priorities of individuals. These partially accounted for

"’the different emphases of the teachers. In phase one,

f Margie and Mary seemed to place a higher priority on the~

collegial component while Rose's focus seemed to be the

technical component.

| Working Hypotheses ’,: o -
The analysis of the data generated ten working
hypotheses which represent generalized relations among the.
categories and their properties (Glaser and strauss, 1967
p 35) , These working hypotheses are intended as general
principles suggested by the data '

1. The peer coaching model (Figure 2) represents a

working hypothesis of the elements of peer coaching which

\.{.‘,, .9

2 An interactive dimension and an emotional dimensmon

appear to be associated with all the elements of peer 7

N

coaching.
”_3. Peer coaching is likely to have an impact on one or
‘more of these aspects of a teacher's career and/or., %ife.»

£y

technical, collegial, personal, practical, professional.'»

. “‘ﬁ’fs ;!

HI.
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’3hchart.

_informal relationship between them.

"cyclical arrangements which permit goal-setting,

: 4.;Peerbcoaching«seems to evolve through a succession
of'stages. This evolution was observable in the dimensions-
and the components of the model '

5 Teachers who. have been coached in a teacher‘

effectiveness program will tend to imitate or adapt that

_}pattern in a school Peer coaching project Whﬁfh lacks a.

' specific training component.

6. Individual preferences regarding goals and :

conferencing form!gs in peer coaching are strongly affected'
- by personal beliéfs and biography ' |

7 If coaching peers are able to develop a mutually

'accommodating form of. interaction, then they are more .

- likely to interpret their joint activity as successful

8. Initial peer coaching concernghappear to. follow a ’
er

sequence. of self concerns, task conc s, and’ concerns for

others. Fuller (1969) has identified this pattern as »-* -

u,

representative of the stages of teaching an Hall (1976)

“”95has used this pattern as a basis for his stages of concerns.

9. Experienced teachers tend to prefer a form of peer’

interaction which has some structure, yet whi' 3 rmits’an-,'

. 10, Teachers involved in peer coaching seem to favour ‘

X B

,implementation, and’ evaluation. This permits them to

\

| discuss and suggest improvements to their ongoing program.



CHAPTER SEVEN

CONCLUSIONS, IMPLICATIONS, -AND RECOMMENDATIONS

What is the meaning of peer coaching for experienced
.:teachers? Answering that question was the purpose of this
study. ‘The. 1iterature attests to. the power of peer L

/

| coaching Q transfer newly-learned teaching skills /to the

-classroom, it also describes the benefits of intérpersonal "_"

~

_relationships which teachers ascribe to peer coaching. .
;since both the transfer value which relates to inservicelf.
'education and the. interpersonal value which relates to:-v
ecollegi&lity are important for staff development the
researcher chose to investigate the meaning which three |
"experienced elementary teachers gave to peer coaching.~
The research design was developed using the
naturalistic paradigm as described by Guba (1981) It
“incorporated a conceptual framework -of symbolic
'interactionism (Blumer, 1969) and gualitative research
methods (Bogdan and Biklen, 1982) ’ h conceptual framework{
of symbolic interactionism was selected bééause it‘offered ﬁ
fguidelines for- analyzing social interaction, yet was

-*sensitive to the internal and external factors which affect.

: rthe final meanings people, assign to joint activities With "

others. This framework also permitted the voices of the o
- 1*-1'2953

SN
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iteachers to articulate their meaning as they defined -
'themselves, interpreted the other, and participated in
Tjoint actions.' The researcher assumed a participant
‘observer stance which permitted him to become well enough
acquainted with ‘the participants in their context to -ﬁ'
interpret events as they would. Tnterpretations were
_triangulated with,the participants,’interviews, and |

‘documentﬁexamination. The meanings which emerged from the
uv,data were vgewed in the context of a staff which was‘

iparticipating for the first time in a peer coaching
project._ This was further framed by the knowledge that the
three teachers and the. majority of the other teachers on
&bthe staff . of Forest Grqve Elementary Schdbl had _
iparticipated in their district's Teacher Effectiveness'
:1Program. éhis Program used peer coaching to transfer class,
smanagement and instructional skills to the classroom. )

Although the conclusions of this study are basedvon a

'case study involving only three teachers, the researcher'
suggests that this case is significant to the extent that |
,'readers are able to identify with the people, the setting, |
: and the unfolding circumstances. It is not the purpose of -
aturalistic research to discover principles which can be _
-,generalized and are predictable. Instead the purpose is tO"
‘jprovide rich description so thgt others can’ identify wtgh o
the study and take th\ir own meanings from it. The

- conclusions, implications, and recommendations which follow:

-
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.represent the researcher s attempt to give specificity to -
’ the ‘interpretation of the data and allow its’ meaning to
5‘speak to educators whp may work in similar circumstances.'
The remainder of this chapter is arranged in five /
'sections. 'rhe first pax‘: represents conclusions about the .
meaning of peer coaching for the teachers. The second

focuses on onclusions related to peer coaching and its &
Tze~thif

context. : d section presents implications and

i
recommendations based on the’ two sets of conclusions. The
Adissertation concludes with personal reflections on the

study, the conceptual framework and nat&}alistic.research.

o ConClusions About the/heaning of.Peer-Coaching o

' Thes&ﬁconclusions which follow are an attempt to

:reflect the meaning of peer coaching from the teachers'

perspectives.. 7 .e, | “ .. ‘ i\_' . '“.. | .
l._Peer coaching meant participating in a long—term -

.,staff development project which involves stages.» The

teachers saw themselves as - being at an initial stage in ’f

".-which it was normai to feel. awkward and anxious. The o

'i:teachers expected that peer ccaching would evolve in such a :
'way that the methods they used to conference would change'}
;iover time, their emotional reactions would vary in kind and
intensity, and the contextual arrangements would be
‘.modified by sucégésiVe phases of planning, implementing,

'fand evaluating.
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.1‘ - 2. Peer coaching meant experiencing the elementsv
depicted in the peer coaching model (Figure 2, p 239)
f;interactive and emotional dimensions, technical collegial
'fpractical, pefsonal and professional components, a. set of )
"Lcontextual factors which related to the Forest. Grove :
proyect. These factors consisted of the role of the -
principal selecting a partner, the provision of inservice_
\training, time-cost considerations, and phased cycles..
3. Peer coaching meant interacting with a peer.
Teachers placed the interactive dimension at’ the focal
' pOlnt of their peer coaching experience. ;n their-: v
interactions, teachers sent messages which revealed who |
““they were,’ what their skills\were, and what their peer'
coacﬁing goals were. These messages were generally )
accurately interpreted by their peers.‘ When these‘ e
definitions or messages were congruent it was easier and
more comfortable tocplan and carry out peer coaching
) together than when the messages created tensions. When
‘ft this happened, peers were faced with three options- to
redefine goals which WOuld accommodate a peer, to negotiate :
. new . goals, or td’persevere with the original goals and- risk
:?’: blscking or. partially blocking the goals of both peers.
When-teachers failed to develop“congruent goal§\ they

:experienced personal dilemmas because there was no apparent

'solution which could satisfy both their goals.

+

£ioo
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4. Peer coaching meant experiencing different T\xi\ _ ‘if_’"
ffemotional responses. The teachers illustrated that theré “
is an emotional dimension to peer coaching by expreSSing
their fee£~ngs as they experienced the various elements of

peer coaching. These feelings changed in form and -
intensity as . individual teachers encountered different

components and progressed to different stages.,,_ -

| 5 Peer coaching meant asking questions about one's

fpurpose for. coach&ng. Many teachers did not interpret the
_finitial forms of interaction as peer coaching. Instead

T-_they used- terms like 'feedback' and 'teacher.observation(-

e

 to describe their activities.

6. Peer coaching meant seeking a form of interaction _
'*which vas comfortable for the coaching peers, yet one which_u,'
venabled them to meet their goals. The teachers generally |
dfelt that a structured form of guided interaction, such as
:'the 'A' conference which many used initially, was’ N

'inappropriate for peer interactions.‘ At least one teacher,_'

'-however, liked this format because she felt it suited her

Y

"goals. Others seemed to prefer a format which encouraged a

'dirﬁct and natural dialogue based either on classroom

"“&% observations or on educational issues. It 1s significant

-

%o note,.however, that teachers expressed a perceived need A
for some initial focus and guidelines for theirv‘g"

-interaction. Also, there seemed to be.a concensuS'that”

£l
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"teachers would provide only positive feedback of a peer's

fteaching.

7. Peer coaching meant trying to decide whether to

_ imitate the TEP- experience, adapt it, or develop a new:

form. ‘The teachers initially associated peer coaching with

7che1r experience in the Teacher Effectiveness Program. In

- that case a. consultant used mostly 'AY conferences and a

ifew 'B! conferences to transfer instructional and class |

;management skills to ‘the classroom. Many of the Forest

" Grove teachers initialf& followed this pattern and focused

‘on a- pre-determined skill. However, over the course of the e

vproject,,they gradually modified and adapted both the
observaticn‘period and’ the conference.;
':‘8, Peer. coaching meant realizing that teachers gain

the most benefit when they are actively involved with

' another person. Although it was not a universal

‘phenomenon, in the initial phase, teachers felt that

coaching [observing and conferencing] was more beneficial

to them than being coached.

. 9. Peer coaching meant sharing liv%s with another

_ person who is a teacher.' The teachers found that peer

L |
coaching prov1ded a means by which they could beCOme

acquainted with other teachers in ways which permitted

personal, collegial and professional growth not previously

- experienced or experienced only in- a superficial way.l This*

collegial component of peer coaching enhanced the teachers'

3 A_I“' :



),sense.of personal and professional togetherness and was a

‘ihighly valued aspect of peer coaching. It figured strongly

- in the- meaning they gave to peer coaching.u Collegiality-

pacting as cooperating teachers for student teachers ‘on

seemed to be strengthened when the teachers used 1nforma1

'structures for observing and conferencing and when they

participated 1in lively discussions which were not ,'.ih\

"exclusively educational in nature.

10. For some te/;hers, peer coaching meant an

'opportunity to learn skills which would be useful when Lo

eir practica.."
k 1. Peer coaching meant that teachers had

opportunities to gain and share practical teaching 1deas:

..»and ;n—engage in mutual problem solving..

13, Peer coaching meant experiencing professional

' ' growth. ' For some it happened during discussions w1th a

peer concerning significant educational issues. For'others

it was gensed - in the feeling of solidarity which’ the staff

;h,'psychological sense of community.

experienced as they planned acted and evaluated together.

_It was also evident in the air of enthusiasm with which the .

teachers: Welcomed the opportunity to expand their teaching -

vhorizons through inter-class visitations. This group
f"feeling of beihg a teacher who is cpoperatively striving

" for professional growth resembled Sarason s (1974)

~ -

.
el



'_{':.,14. Peem\coaching meant a long-term commitment of time
and energy for everydag involved It also meant
discovering that interaction was worth the effort. At the

v

end of phase one of the_project [after three months], there

‘1,seemed to be a strong general feeling among key informantsh

: &
‘ and the staff that the peer coaching project was worthwhile

'and should be continued with certain modifications. - .%

15 Peer coaching meant asking another teacher to be
.your peer, waiting to be asked or referring to the
Tprincipal for eventual matching.;_ C ' EE.

Conclusions About The Peer.Coaching'Rroject‘
“\_' In the course of the study, meaning emerged from the
data which did not directly pertain to the meaning the
teachers gave to: peer coaching. Those meanings sometimes

Q
'came from the teachers ;and sometimes from the researcher.

Often they were shared by both.' They tended to‘be’

L observations about peer'coaching as aistaff developmznt
project These conclusions about the peer coaching project‘:
attempt to identify critical considerations for others who
might consider a 51milar project. - )

1. Although inservice-sessionsvwere_made available for:
teachers“who lacked_a background in the T.E. Program) there
ﬁappeared'to be an assumption that. teachers with a - _ |
background in the TEP possessed ‘the skills and knowledge to

w.peer coach successfully . : M.

#\i
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LT 2. The school principal playéa a ritical role as an -

"»\‘j

'initiator, facilitator, coordinator, and supporter. The,f'.
, staff seemed to expect their principal to assume these - %
.roles.: It seems unlikely this project would have ever , -
begun without the principal s direct and’ active R i \ o
| involvement. | |

6" : ‘ o
» 3. Peer coaching at Forest Grove seemed- to encompass
more(than one form of coaching Most coaching appearedvto
‘be aimixture of technical and collegial coaching ~'No hnown"

\

g coaching were observed.

; 4. There were individual differences within the group
sof teachers who had -a background in the TEP regarding their
, preferences for conferencing style pnd peer coaching goals.’
:The biographical make-up of the teachers appeared to be a |
primary factor-in determining these personal preferences.
| 5 The success of peer coaching appeared to depend to
a great extent on. the comfortable and meaningful A
interaction betweenf peers.' The chances of this happening
were‘increased if peers were:able_to~accommodate-one
'Manother's goals'in‘a reciprocal‘relationship. Three issues
which it seems peers'must negotiate arehgoals)lconferencing'
: style, and style of teaching. 'Even'so, it seems‘
unreasonable to expect that all peer partnerships will be
‘successful ‘no’ matter what criteria are employed ‘_

6. At the end of the first phase, the Forest Grove u;

viteachers appeared unenthusiastic toward becoming



~ knowledgeable and skilled in 'B' and 'C' styles of
_conferences. Two possibfb explanations were inferred"(i)i
they no longer saw conference format as -an issue because"i
-"they were content with their present‘;rrangements, and (b)
they did not want to commit additional time to this project"
‘gat this time. ' o

7. The teachers had strong feelings about scheduling .
Z,peer coaching time. - They felt that observations shﬁﬁld be .
' scheduled at aTtime.which permitted a normal lesson
jdevelopment and which was convenient for those directly
affected Fixed observation times for everyone were not'

acceptable. The teachers also valued their conferencing

'time and wanted to be able to extend it as they chose

B kowithout interruption by meetings scheduled by others.

Although most teachers did not comment on these
‘arrangements, there appeared to be general support for peeri
coaching sessions at two week intervals and for adding
: teaching time to other school days- in’ order to dismiss the

children an hour early on peer coaching days.' ‘

“'8. The teachers seemed. to appreciate the cyclical
phases of the peer coaching projﬁkt. This permitted
'planning, implementing, and evaluating activities prior to
" the start of a new phase. :This arrangement seemed to give
<the teachers a sense of ownership over'their project |
‘because they feh; empowered to make modifications at the

,end of the first phase. They also knew that they had the
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”-option of changing partners at the end of each phase.f*

These considerations seemed to contribute to the overall

positive feelings the staff ‘had concerning this progect._

f,Implicagions and 3ecommendations
a ! * . .
The conclusions of this study raise a number of
' questions for school-based personnel sfach ‘as teachers and .
lprincipals and for district—based personnel such as !
, consultants, supervisors, and superintendents.
School-based personnel who are considering peer
coaching as . a means for staff development should ask
:questions about the purpose of and preparation for peer
' coaching. Are its strengths understood? ‘What is the
intended purpose? Is peer coaching being used as a means
k‘or as an end? Is there expertise on staff or will it have
to be brought in? Will the staff need special training?
Does ‘this fit ‘into a long-range school plan? Are the
'teachers' purposes for peer coaching con31stent with their’-
-preparation for coaching and their tr“khing for observ1ng
fgqand conferencing. Is the form of peer coaching being |
futilized developmentally appropriate for the teachers?
| At Forest Grove, the'original staff purposes

fi"sized expanding collegial relationships, but. the TEP

‘.preparation ‘was based on the need to transfer skills to- the‘

_ ,?classroom. Which was the priority? 1f it was to develop
: R , s " :
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collegial relationships, then should the . staff have'
7received spec1fic training in that area?. Should there havei
been a clearer articulation of the staff goals and a closer
examination of how peer coaching could be used toy%’
accomplish this end? »Metaphorically, was new wine put in
old bottles7. What recommendations can be made ‘which will
utilize forms of peer coaching which are more consistent
.:with the staff and individual goals?
|  For district-based personmel the conclusions raise
questions about whether .the school district ‘through its
’instructional processes consultants has a responsibility to
- prepare teachers for peer coaching which goes beyond the
QreSently constituted TE Program. Are there aspects of the :
< TEP which should be examined in the light of these ‘,h
%conclusions° Does the district have a responsibility to’
eeducate school-based leaders concerning the use of peer
coaching in staff development? If so, what form should it %
take? " “ -
Recommendations forvschcol—based Personnel
Recommendation 1: Prior to attempting peer coaching,
school-based persohnel should hold planning sessions which
r»,consider a) professional development goals, b) alternative

forms of cooperative professional development ~and c)‘

7‘d1fferent peer coaching models.
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It ‘seems critical to determine what the\schooI goals |
re prior to committing a staff to a particular form of

rofessional development. Peer coaching is oqﬁ of fi'e-

-forms of cooperative professional development outlined ‘y
Glatthorn (1987) - If the school goal is a form of ‘

' cooperative professional development, then an article like

- ".Glatthorn's could prove invaluable for helping staff

: planners make knowledgeable decisions about' the most -
-suitable<approach{ If;the,decision is that.peer coaching‘
is;reguired, then it follows that various models of peer ;
fcoaChing;should be ekamined;_‘Garmston's (1987);articlef
'ivould be'usefﬁl in‘this regard.’ other local sources of
information are also available. Within Edmonton, there are
: several models of peer coaching which have been attempted.
.‘1 The principals of those schools and/or the consultants who' .'
'helped coordinate those programs represent a valuable '
source of practicgg/information which should be
'consolidated advertised and shared at principals'
meetings, teachers' workshops,vor_specigl ihserv1ce
i‘sessions.»_ : ‘hjp S j'% ' ; '

nggmmendation'g Prior to peer coaching, a staff

b

B professional development committee should develop

long—range plans to present»to staff.' These plans should i_.

address the project goals, the rationale for the project L

the form'of peer coaching, the inservice training
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| necessary, the schedule for implementation including cycledi
,phases, and the means of evaluation and maintenance.-
Recommendation 3: Peer coaching should either be
preceded by or run concurrently with a series of inservice
nsessions for all staff which include theory, demonstration,’
‘and practice with feedback regarding the purposes and |
‘elements”’ of peer coaching, ‘the stages involved in coaching,'
' partner selection, negotiating mutual goals, observation,
and conferencing. | ‘ ‘ Y
This recommendation encompasses a number ?flideas

&,

which follow from the conclusions., The key idea is the
need for inservice sessions which dgvelop a base of common
knowledge and procedures about peer coaching - Even if a
staff favours adaptations within the project, the inservice
'sessions provide teachers with options with which to
.experiment.i Inservice sessions are an excellent way to
introduce various forms of observing and conferencing
Conference styles 'At, 'B"and e could be. intr:duced
practised and even coached, if teams of three or more wereb
used. The depth of experience and expertise on many staffs
.often necess1tates a smorgasbord of inservice strategies
sfrather than a single fare ‘for all. After a few initial =
sessions which act as an introduction, it should be
‘relatively convenient to combine inservice sessions with
vactual implementation., Partner selection, goal-setting,'

-'observation, and conferencing might be handled this way. .



- emotional dimension. Hall s (1976) chart showing the

..uc‘,

means to. prepare %eachers for the changing nature ot

At

stages of concern about an innovation d&ghﬁ&be a helpful
, R ORI
'»reference for this purpose. Prior kd‘ 7

: ”I'{ f&u '
vreactions, but also helps them“to*be more séﬁkitive to and

supportive of their peers. h”@

v Reco mmendation : School-based personnel should both

- expect and support the adaptation of rigidly structured R
- observation and conferencingxformats to permit teachers to
‘iinteract in ways they find natural and comfortable.“'h

This should not be interpreted as-a recommendation to
abolish formats or guidelines someone else has developed.
.fIﬁstead it is an invitation to make the structures serve
'fthe purposes of the project, rather than to permit the
project to. be shaped by the structure. Guideliqps are
useful starting points, but it is- important to continuously

monitor progress toward the,goal.;gv

Begommendation School-based personnel should
carefully consider the commitments of time, personnel and
o finances required to make .a peer coaching project _7
successful.

If. conceived as a staff project, peer coaching can

_,become a serious burden unless other commitments are cut

t
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If conceived as‘a staff project, peer coaching can

-

. become a. serious burden unless other commitments are cut
back or. temporarily placed on hold. - Time commitmests of
from one to three years should be considered.

g

If peer coaching is undertaken by groups within the

staff afhen the impact may not.bexps significant ‘but those

" participating will undoubtedly need encouragement and
special consideration by other teachers and the

. e
ké&ministration.,_' .

ecommengation 6: Sbhool-based personnel should
_designate one person to act as a peer coaching coordinator.

If the principal enjoys the trust and confidence ogg
°sthe staff then the flexibility inherent in the job makes
“him or her a logical choice. The coordinator should be
’knowledgeable about peer coaching, be. easily accessible to

vl‘)

' staff be sensitive to individual concerns, and be able to j

“‘;vfacilitate problem solving with minimal disruption.

“Becommendation r,school-based'personnel'Should plan
:for blocks of time for peer coaching which include )
' goal setting sessions, evaluation sessions, -an8 |
1 opportunities to exchange partners. 'ﬂﬁ; -
‘ By relating the beer coaching phases to the natural
“terms or blocks imposed by the school year,)participants '

- can be assured that- they can discuSS‘needed changes ‘or seek

new partners.‘ Both arrangements seem important for T;%‘_ﬁf

B » S o : RN . -

-
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'insuring that peers maintain a sense of control and

‘ownership in the project.uy‘ : ] ' : T

nggmmgn__;ig__g Wherever practical school-based

_personnel’ should allow those directly affected to. schedule
the time for observations. %* |
At Forest Grove this meant that the coaching peers and
the person who supervised the observer's class agreed
beforehand on the time. This makes itigasier for the
'ohserver-to see the natural flow of’a lésson and it removes'ﬁé’;
. the temptation for the teaché% to create an- artificial
lesson. | | |

Re ggm gngation 9» Whenever feasible, school-based c

personnel should insure that peer conference. times are left
" \ppen-ended.p f' S S '_u" N

This arrangement permits teachers the luxury of

exploring new issues without having to curtail discuSSions
for another meeting. Insuring open-ended conferences is
easiest if a single conference day is designated...

o Otherwise, conflicts are unavoidable.

8
4

Eecommendgti ; : School-based perdﬁnnel should

-encourage teachers to choose their own coaching partners. gg“.
However, it is reasonable to expect that the coordinator,‘

:will help make arrangements.
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The 1nserv1ce sessions prior to partner selection
should explore the crf%eria for being coaching peers.v It
might be helpful for individuals to advertise their

. / ’
personal goals in group discussions so others can get a.

\

&

sense of who might‘make suitable partners.

Recommendations for District-based Personnel

.-

Recommendation A

District-based personnel should regularly organize and
.conduct professional workshops for principals and key i
- teachers to discuss the implications of the TE Program forv
1 school—based peer coaching projects. } |
, The TE Program utilizes a form of peer coaching which
ihas been shown (Bennett 1987) . to affect positively the
transfer of skills to the classrog% By utilizing only
';ntechnical forms of coaching and mainly 'A' and 'B' forms of
igconferenc1ng with ‘many teachers over the period of its-’ ‘

" existence, the TEP may have left the impression that this

-is‘the extent of peer coaching. If school based personnel

try to apply the TEP model ‘of peer coaching they could

v_rbecome frustrated unless they have a bigger picture of

'evolv1ng forms and possibilities. S

In the TEP, because of the direct involvement of the

consultants, teachers learn to implement peer coaching

. ,skills in a manner which is faithful to the TEP model

Fullan,(1982) refers to this as a highefidelity model{of

i
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?mplementation. For change to continue, high-fldelity
‘ models require top-down direction,and close supervision.
- This\is not generally possible or desirable at the school

lklevel.‘ For school peer coaching projects to be'ﬂﬁ'

“Ww_succeBSfullY implementedﬂ a collaborative model ‘which

encourages mutual adaptation is recommended (McLaughlln and
o/
Marsh 1978). Hence it is necessary to provide

B fschool-based personnel with the knowledge base and the

'Jinservice skills either to expand on the foundatlon the TEP
N

consultants have built or\to ask for outside consultation.
e e dat on B ' S, |
District-based personnel in collaboratlon w1th

university educators, should attempt tog%evelop a

comprehensive plaﬁﬁfor teacher ‘education which addresses

. the total ‘requiremepts of undergraduate students 1n fh.

'3aducation, coordinatthg teachers in schools, beginning

-

teachers in the public system, -and the relation of the T

4

Program to these groups.”
W

: helping them to work with student teachers. ThlS speaks-

well of the interest and Hedication of teachers towarq

newcomers to the profession.' It indicates a need felt by

coordinating teachers in dealing With students a551gned to

.them.' It also attests to eﬁe value which practlsing

_; teachers attribute to'the'TEP for~beginning teachers.

i

Some teachers saw the TEP as a valuable resource for = -

a

*
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ﬁowever, utiliZingia TEP'outline‘uith'student*teachers
represents an unintended purposs,‘the implications of which
'should be carefully examined from the perspectives of the.
various stakeholder groups. The fact that the Edmontbn
Public School Board saw fit to enroll interns from the'
Initiation to’ Teaching Program in the TE Program may be

; evidence that undergraduates should receiye comparable'
training at the university There are se%;ral key issu?é“\<.A
fn this recommendation. If the stakehold~ could T é

collaborate on them, then everyone stands to benefit
Final'Reflections‘

This study began as a search for the meaning of peer
coaching and it ended. being»a partial discovery of what it ‘vig
is to be teachers andlresearcher interacting under the |
banner of peer coaching. I have learned a great d;al ahout B
the complex1ties of collegial interaction in that social
institution we call school. I have grown to appreciate the
potential for people learning together once QE’remove our
shells of susp1c1on and relate to each. othér as person- to.

person.. I have experienced peer coaching through Rose,
| Margie,‘Mary, and the other members of the Forest Grove
staff. I have tried to describe their experiences and

convey their meanings. I have attempted to reach . | :

conclusions and make recommendations which will encourage
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. as definitions and interpretations, or to jargon suchkas

sections;

‘The Co e tVa Framework
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others to consider how the issues which this study raises

~

-l;'speak to their situations.--

.

It is incumbent .upon. fle to reflect on the conceptual

) framework utilized ‘in this study, and to comment on the

methodoIogy_employed. The chapter concludesvw1th these

o
*

Symbolic interactionism proved to be a much more 1

useful research toul than I had initially expectéd ‘The -

lack of a single definitive ‘source of concepts and terms *

:made it initially difficult to get a grasp: on all relevant'

aspects of this perspective.; Consequently, additional

insﬁghts continued to emerge from various sources during

4"_the,term o€ this study. - That may have been a benefit in

disguise. Initially,}however, it Was disconcerting, asn

were the specific meanings attributed to such common words

A

”lines of action and schemes of definition. Yet once the

~basic . concepts were grasped and l approached symbolic

interactionism as a conceptual framework instead of as a

L v

"theory, I found it helped me . fccus on certain aspects of
‘rsocial interaction which I might otherw15e§haye overlooked.
Symbolic interactiOnism was a conceptual !§% which

) sensitized me to both the 1nternal and external elements of

':_ social interaction. It seemed to fit-well w1th the

h 4’ v.

PR
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naturalistic research by providing a lens to look at the

setting, the. biographies of the key participants, their

definitions of . the situation, and ‘their inner conflicts as

they strove to work together on this project..'I also found

that symbolic interactionism allows researchers to’
.acknowledge the humanity and the complexity of themselves

and of those theylwouldnportray.j

Educatig&, or at least schooling, is ultimately a
human enterprise which'I believe should be studied from
within+»using personal perspectives.. As a participant
observer, I was part of the school setting, I got to know
4 some of the teachers very well and therein lies the |
dilemma." You feel their anxieties and suspicions, you
wrestle w1th their problems, you take quiet comfort in"

. their solutions ahd their professional growth And yet,
‘;you remain a researcher who drops in when it is convenient
or expedient and who leaves when the project ends As a
partic1pant observer, I was part of the project but I was'
not personally committed to it and I could not actively
attemp@ to shape the outcome. This was frustrating for me

and also for some of the people at Forest Grove. This

experience has 1nclined me somewhat to the action research

model which depends on equal 1nvolvement by both teachersf,‘" o

and researchers.

”
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. This experience led me to conclude that naturalistic
research is not'widely known or understood‘in public
schools. u'I'he presencevof'a researcher who wrote about’what
'people thought and how they interacted was a threat to some,
and uncomfortable for others.- I have admiration and |
respect for those who had faith that I would not betray :
them. I hope I have honoured that faith

o Naturalistic research is an exploration of'an area for
which the route cannot be completely mapped out in advance.
Yet once decisions have been made, it is sometimes
impossible to go back and explore routes prev1ously yib
.overlooked.v People and circumstances make that imp0551ble.
’iThere are both advantages and’ disadvantages to naturalistlc
research, it offers dilemmas but also rewards. wOrking
’closely with people and trying to. capture ‘the essence of

.who we are and what we ‘are about is difficult, but

‘ ultimately, ‘worthwhile. : o .._~,“
o ‘ ) e S ‘ NG



»

BIBLIOGRAPHY

, : ) AN :
Agar, Michael H. The Profession anger:
to Ethnography. Toronto' Academic Press, 1980

Alfonso, R.J. "Will Peer Supervision Work?" Educatijonal
. Leadership (May 1977) - ' :

Alfonso, R. J “and Goldsberry, ‘L. "Colleagueship in.
Supervision." In T. J. Sergiovanni (Ed.) Supervision
of Teaching. Alexandria, Virginia: .AscD, 1982 '

Anastos, J. and Ancowitz, R, "A Teacher-directed Peer

Coaching Project. " Educational Lgagersbig (November

1987)

- Aoki, T. T.,"Voices of Teachigﬁ‘ the Uncannily Correct and
, the Elusively True." Unpublished paper adapted from
3 keynote address’ to the Project Quality Teaching
' fConference, Vancouver, 1986

Arends, R., Hersh, R., and Turner,%§% "Inservice Education
. %.and the Six. o'Clock News." Th to ce,
*vol 17 ‘no.3, 1978 " ‘

_Baker, Robert G. "The Contribution of Coaching to Transfer
. of Training: An Extension Study." Unpublished -
doctoral dissertation, University of Oregon, 1983. In

Dissertation Abstracts Internatiogal . vol.44, np 11,

1984 .

Becker, Howard S. "Problems of Inference and Proof in y
Participant Observations." In Norman K.  Denzin'(Ed.)

Sociological Methods: A Sourcebook. Chicag0° Aldind
Publishing Company, 1970 A e

- Bennett, Barrie. ‘The. Effe tiveness of stggg Qeve;gpment s
T Trgining Practices: A Meta-analysis. Unpublished
doctoral ‘dissertation, University of Oregon (Eugene) ,
1987 :

-2

'Bennett, Barrie "A Clarificat on of Madeline Hunter 8 ITIP
Program." Unpublished pa;er, undated.

vBentley, Louise A, An Evaluation of thg E::ggtive I-ggning"
-+ Program of. the Edmonton Public Schools. Unpublished .

master s thesis, University of Alberta, 1987 .

Bentzen, Mary M. Chan in ~Schools' The : er
Princ1ple. New York' D. Appleton and Co., 1974

T

318 Ji" L



319

,Berman, P.'"The study of Macro- and Micro-Implementation.".
. Euhlig_zgligz; vol.26, no.2, 1978 ° .

'»:,,.

Berman,,P. and McLaughlin, M.W. "Federal Program Supporting
o Educational Change." vol. VIII: ;ggéementing and
Sggggéni g_Innovations. Santa Moni California.
" Rand’ orporation, 1978. ERIC ED 159 289

.Berman, P. and McLaughlin, M.W. "Implementation of -

g Educational Innovation." Ine Educational Forum (March
1976) )

'Blakey, J., Chamberlin,.c., Everett-Turner, L., Halabisky,
G., Kysela, G.M., Maaskant, F., Massey, D., Massing,
C., McNay, M., Mocharuk,. M., Sandy, D., Scott, N.,.
Stephanson, E., Tucker, D. "Sources of Teachers'
Perspectives and Decisions. Implicatiofns for
Preservice and Inservice Education." Final Report*

... Departments of Elementary Education and Educational

Pgychology, University of Alberta: under econtract to
Alberta Educatibn, Edmonton, Alberta, 1987 .

4Blumberg, A. Su pezziso;s gnd Ieachers' A Privatg Cold War.
- (2nd ed ): Berkeley. McCutchen, 1980 o

Blumer, Herbert. §ympolic IntergctioniSm. Perspective and
. Method. Englewood Cliffs' PrenticeJHall 1969

Blumer, Herbert. "What is Wrong with Social Theory " In
N.K. Denzin (Ed.) Sociological Methods: A Sourcébook. -
Chicago' Aldine Publishing Company, 1970 .

{,Boag, Noel H. Ieache; Pegception og Curricglar Change.
. Unpublished doctoral- dissertation, University of

Alberta, 1980 w 5 _ -

Bogdan, R.C. and Biklen, S.K. Qnalitative'Research for
‘ Educatjon: An introduction to theory and methods.

Boston. Allyn and Bacon, 1982_

, ‘Bolster, A.S. Jr.‘"Toward a More Effective Model of" _—
' Research on Teaching " -Harvard Educational Rev1ew,.' s
vol. 55, no.3, 1983

‘Boyce, E.J. "An Ethnography of . Teacher-staff Perspectives."
™ Unpublished doctoral dissertation, University of
Alberta, 1982

K




- o R -7 320

Brandt R.S. "On Teachers Coaching Teachers. A Conversation

° with Bruce Joyce." Educationa; Leage;ship {February

1987)

.

Brophy, Jere E. and Good Thomas L. "Teacher Behaviour and-

'ia. Student Achievement." In M. qy "‘Wittrock, (Ed.) . '
*- . Handbook of Research on Iegching New York Macmillan

Publishing Co., 1986

Bryant, G. and Haack F "Appraisal ?eer-Centered and '%

‘Administratj -Cen ed." Eggcatignal Le ad :gnip (May

1977) =

Bunce, M.L. "A Descriptive Study of an Inservice ‘Program
Modeling the Teaching of Writing &s a Process." -t
Unpublished doctotal dissertation, University of

... Massachusetts, 1986, In issertation Abstragts
‘Internatio 1, vol.&?, no.7, 1987 L/i)

Burrello, L C. and. Orbaugh T. "Reducing the Discrepancies‘
Between the ‘Known and the’ ‘Unknown in Inservice

Education." Phi Delta’ Kgppgn (February 1982)

| Bush, R N, "Curriculum—Proof Teachers." In L J. Rubin (Ed.)

“Improving In-Service gducation Boston: Allyn and
Bacon, 1971 o T

| carr, Wilfred and Kemmis, Stephen. Becomigg Criticg;.
.London' Falmer Press, 1986 S ‘

Carruthers, John. Mentors and the Induction of Beqinninq
- Teachers. Unpublished doctoral dissertation,
e University of Alberta, 1986 :

Carson, T. R.‘"Closing the Gap Between Research and L
Practice: ‘Conversation as a Mode of .-Doing Research."-

Phenomenology and Pedagogy vol. 4, no 2, 1986

Carson, T, R. "Curriculum Implementation as a Problem of -
' ~ Human Action." In Aoki et.al" (Eds ) Understanding
Curriculum as Lived Curriculum Canada VII, 1986

E Caruso, Joseph Je and Fawcett M. Temple. §gpe;yision in

Early Childhood. Educatiog. New York-'Teachers College
Press, 1986 : :

’Charles, c.M. Models to Practice. New York: iongman, Inc.,
: 1981 :



321

Chism, N. van Note. "Conditions Influencing Teacher

‘Development in an Elementary School Setting."
- Unpublished doctoral dissertation, Ohio State

‘University, 1984. In Dissertation Abstracts
. Interpational, vol.46, no.l, 1985 . :

Clark, Harold M "Teacher Attitudes Toward In-serviée
' Education: An Exploration." Unpublished ddctoral
dissertation, University of Northern COIOrado, '1978.
sse tion Abs racts nternational, vol.39,
'1978 79 S 7

[}

. ’-c

Clark, P.I. "Inside’ Mentor. A Program Developmental

Project." Unpublished master's the51s, Univer51ty of
“Alberta,. 1982 ,

'Connors, B.T. "Inservice: A Re-Search." Unpublished

doctoral dissertation, University of Alberta, 1982

Cooley, C.H. "Self as Sentiment and Reflection." In G.P.
' " Stone and H.A. Faberman (Eds.) Social Psycholo
o teraction. Waltham, Mass:
Ginn-Blaisdell 1970 : : .

Copeland, W.D. "Staff Development Via Colleague Training "
- In Howey and Corrigan {Eds. ) School-focused S
8 ce: Desc tions ‘an scussions. Reston,
Virginia' Asscciation of Teacher Educators,,1981

Craig, Sister Therese. "Towards an. Understanding of the
" Life-World of the First Year Drama Teacher."
Unpublished’ doctoral dissertation, UniverSity of
Alberta, 1984 o

Cummings, carol. Teaching Makes a Difference. Edmonds,‘

Washington: Teaching, 1985

'”ff'Dawson, A.J. "Criteria for the Creation of In-Service

Education Programs." Canadiag Journal of Education,

vol.3, no.l, 1978

Denzin, N.K. The Rese g;gn Act. A Theogeticgl Introdugtion

to ggiological Methods. Chicago- Aldine Publishing

~Company, 1970

'Dreikurs, R. and Cassel P. Qiscipline Without Tears. New

York Hawthorn Books, 1972

, Duignan, ‘P.A. "Ethnography. An Adventure in Interpretative-f

. Research." ta Journal of: ducation

Research;, vol.27, no. 3, 1981  .wE




o k 322
Lo - ) . !
' Everett-Turner, L. "Towards Understanding the Lived World
g of Three Beginnihg Teachers of Young Children." The -
Alberta Journal of Educatjonal Research, vol,.31,

. . N

no.4, 1985

 Field, Peggy-Anne. An Ethnography: Four Nuyses'
o Perspectives of Nursin ‘a Community He

Setting. Unpublished doctoral dissertation,

University of Alberta, 1980 A

Firestone, W. A. "Meaning in Method: The Rhetoric of
" Quantitative and Qualitative Research." Educational
Researcher (October 1987) v . :

Flahders,”N.A., Bowyer, V.B., Ponzio, R.c-,.Inqursbn, L., -
.~ Tisher, R.P., Lowery, L.F., and Reynolds, K. "Support

Systems for Teachers Who Form Partnerships to Help ~-"

~Each Other Improve Teaching." Teacher Education
© Quarterly, vol.l4, no.3, 1987 - o

4

.- Study." B.C. Teachers' Federation, 1980

Fullan, Michael..The'Meanihg.of gducatioggl_ggange;

Toronto: OISE Press, 1982

Flanders, T. "Summary Report: Professional Development

- Fuller, F.F. "Concerns of Teachers: Developmental
o Conceptualization." American Educational Research
Journal, vol.6, no.2, 1969 ’ e o
Fuller, F.F. and Bown, O. " Becoming a Teacher." In K. Ryan
(Ed.),jTgacher Education: The Seventy-fourth Yearbook
1 of the /NSSE, part 2. Chicago: University of Chicago

\_\Eyess,-lQ?S :

' Gant, A. VanVleck. "Coaching for Application of Inservice.
“Training: Impact of Stages of Concern and Levels of
Use of Mainstreaming Concepts." Unpublished doctoral
dissertation, -University of Southern California,
1985. In Dissertation Abstracts intéﬁnationa;;
vol.46, no.4, 1985 b o -

Garmston, R.J. "How Administrators,SupporﬁfPeer Coadhing,"

- Educational Leadership (February 1987)

Geéf['Blanche. "First»Déys in the Field." In P.,Hammqnd
.+~ (Ed.) Sociologists at Work. New York: Basic Books,
1964 | | L e e

N

'



323

"vGeer, Blanche. (Ed ), Learning tg Work. Beverly Hills: Sage

@%,

Publications, 1972

_Geertz, Clifford. "From the Native's Point of View: On the
‘Nature of Anthropological Understanding." In P.-

Robinow and W. Sullivan (Eds.) Interpretative Social
Science. Berkeley: University of California Press,

1979

Geertz, Clifford. "The Impact of the Concept of Culture on
the Concept of Man." In D.W. McCurdy and J.P.

Spradley (Eds.) Issues in Cultural Anthropologx

Toronto' Little, Brown and CO., 1964

Geertz, Clifford. "Thick Description: Toward an
Interpretative Theory of Culture." In The -

Interpretation of Cultures: Selected Essazs. New

York. Basic Books, 1973

,Gibble, J.L. and Lawrence, J.D. "Peer ‘Coaching for

Principals." Educational Leadership (November 1987)

leaser, B.G. and Strauss, A. he Discovery of Grounded

‘Theory: Strategies for Qualitative Researc . Chicago:

Aldine Publishing, 1967

Glatthorn A. A. "COoperative Professional Development "
dtio eadershi (November 1987)

Glazer, M. on f
of Eieldwo;g "New York: Random House, 1972

o Glickman, Carl D.-Deve .0 mental ision: Alternative

Alexandria, Virginia. ASCD 1981

Glickman, Carl- D.,"The Developmental Approach to
Supervision." Educational Leadership (November 1980)

Goffman, E. "The Presentation of Self to Others." In J.G.

‘Manis and B.N. Meltzer (Eds.) Symbolic Interaction:

e oci Psychology. (2nd ed ). Boston: Allyn
.and Bacon, Inc. 1972 '

'Gold Raymond L. "Roles in. Sociological Field : -
Observations." In N. Denzin (Ed.) Socivlogical

E Methods: A Sou;ceboo Chicago. Aldine Publishlng -

Company, 1970

v .

“

o



-

"Grundy, Shirley. curr culum: Product

324

Goldsberry, L.F. "The Realities of Clinical Supervision "

Educational Leadership (April 1984)

Goldstein, L:J. "The Phenomenological and Naturalistic

Approaches to the Social." In Theory jin Anthropoloagy:
Source Book. Chicago' Aldine Publishing Company,
1968 o ,

Goodlad, J.I. "Can our Schools Get Better?" Phi Delta
' Kappan (January 1979) -

ﬂGoodlad J.I. "The School as WOrkplace." In qt\Griffin

(Ed.) Staff Development. University of Chicago Press:
~ N.S.S. E., 1983

Gray, W.A. and Gray, M.M. "Synthesis of Research on

Mentoring Beginning Teachers." Edugational Leadership |
(November 1985) v e

"

Griffin, G.'"Implications of Research for Staff

Development Program." Elementa School Journa
(March 1983) . .‘ E

Griffin, G. "Toward .a. Conceptual Framework for Staff

Development " In G. Griffin (Ed.) Staff Development
Chicago~ University of Chicago Press, 1983

‘Grimmett P. P., Housego, I.E., Moody, P.R., and

Balasubramaniam, M. "A Study of a District=-level
‘Initiative to Establish a Network for Peer Coaching
Among Principals-and Teachers." University of
British Columbia: Centre for the Study of Teacher
Educattzav 1985 :

‘ Philadelphia- the Falmer Press, 1987 .

,Guba, E.G. "Criteria for. Assessing the Trustworthiness of
Naturalistic Inquiries." ERIC/ECTJ Annual Review

- Paper. Reprinted in E Educational communications gng -;j
zgghnological Journal, vol. 29, no.2, 1981 . -

Guba, E.G. and Lincoln, Y. S.'"Epistemological and

Methodological Bases of Naturalistic Inquiry."
Educational Communication_ agd Te chnoloay Journal.

- vol. 30, no. 4, 1982

Hall, G.E. "The Study of. Individual Teacher and Professor

Concerns about Innovations." Journal of Teacher
Education, vol.27; 'no.l, 1976 . i ‘



| S 325

Hall -G.E., Loucks, S.F.,. Rutherford W.L., Newloye, B.W.
"Levels of Use of the Innovation. A Framework for
Analyzing Innovative Adoption." Journalmof Teacher

' , Vol. 26, no. 1, 1975 : ;

ea enewal and Development. Boston:
National. Association of Independent 8chqpls,‘1981

'Hawke, D.M. The Life wOrld of a Beqinninq Teacher of Art.

_ Unpublished doctoral dissertation, University of
Alberta, 1980 . : _

Hewitt, John P. Self and Society: A Symbolic Interactionist
o §oc1al Psychology. (2nd ed.)'Tor%nto: Allyn and

Bacon, Inc., 1979

) O . , -

Horowitz, Myer. "Teacher Education and Professional
Development." Keynbte Address, CSSE Conference,
University of Guelph, 1984

Howey, K.R. "School Focused Inservice." In D. Hopkins (E4.)
ce a ng and Educat onal De elo ment..
London. Croom Helm, 1986 :

Howey, K.R. and Corrigan, D. (Eds -School-focused:

-Inservice: Descriptions,ang Discu551ons. Reston,

Virginia, ‘ATE, 1981 ,, * .

Howey, K.x. and Joyce, B.-"A Data Base for Fut re .
‘Directions in Inservice  Education." Thegéy into
2; gtice,,vol 17 .ho.3, 1978 . oo

: 'Howey, K. R. and Vaughan, J. c.}"Current Patterns of Staff’
T ‘Development." In G.Griffin (Ed.) Staff Development
UniVersity of Chicago Press: N.S.S. E., 1983

Hruska, M. g gggcegtualizing Inservice. A _Teacher Designed .
: staff Development Program. Unpublished doctoral ., L

dissertation, University of Massachusetts, 1978

Hunt D.E. "InserVice Training as Persons in-Relation." _
: i » -




326

—~

Hunter, M. nSix Types of Supervisory Conferences."

ducational Leadership (February‘1980)

‘j "Inservice Education in Public Schools. A Review of R

Research." Elements: sla e
vol. 12 no 3, 1980._ )

'Jacknicke, K.G. and Rowell P.M. "Alternative Orientations

for Educational Research " The Alberta Jogrggl of &
Educatjonal Researg vol 33, no.1, 1987 s

: Jackson, Philip'w "0l1d Dogs and New Tricks." In L.J. Rubin

(Ed.) Improving Inservige Education. Boston- Allyn

- and Bacon, 1971

Jacob, E. and Mason, G. “Qualitative Research Traditions: A

Review." Review of gdugationgl‘geseg;gg, vol.57,
no.1, 1987 . .

Janesick, V J. "An Ethnogfaphic Study of a Teacher s
Classroom Perspective- Implications for Curriculum."
Research Series N§h33 Institute for Research on

Teaching, East Lansing. Michigan state University,
© 1978 : .

Johnson, D. W. and Johnston, R.T. "Research Shows the

Benefits of Adult Cooperation." Educational
Leadership (November 1987) :

Joyce, Bruce.'"The State of the Art." leme ts: ans

Thgggy into Practice. vol.1l2, no.3,.1980

Joyce, B. and Showers, B. "Improving Inservice Training
The Messages of Research." ducat o eaders
(February 1980) »

.~Joyce, B. and Showers, B. "Low—cost Arrangements for

.Peer-Teaching." Eugene, Oregon° Booksend
Laboratories,‘undated

'Joyce, B. and Showers, B. Power in Stafﬁ Development .

Through Research on_ Training Alegandria, Virginia: =
ASCD, 1983 R S ’ :

51,Joyce, B. and Showers, B.:"The Coaching of Teaching "

Educational Leadersnig (October 1982) e S

..‘Joyce, B. and Weil, M. Models of Teachinq. (3rd eg

Englewood CIiffs, New Jersey: Prentice-Hall, 1986'

. . re \

a,



327

| . B v : ‘ » ‘ .
Katz, I 1lks with Teache;s. Washington. National

Association for the Education of Young Children' 1977

Kemmis, S. and McTaggart R. The Action Research Planner.
Victoria (Australia) Deakin UniverSity Press, 1982

Kent, Karen M.Q"Conditions for Collaboration among
Colleagues; Is Your District Ready?" Teacher
(Summer 1987) ' , '

'Kline, W.A. "a Colle ial Approach to Developi/g Leadersh1p">
Egggational Le dership (November 1987)

Krajewski R.J. and Anderson, R.H. "Goldhammer's Clinical
Supervision a Decade Later." gducational Leadership

February 1980

Lacey, The Sociglization of Teachers. London° Methuen,

1977 -

) Lambert M.D., "A Model Framework for Effective Staff
Development " Unpublished doctoral dissertation,
University of California, Berkeley, 1984 - L

Lawrence, G. "Patterns of Effective Inse ice’E 'vation."
ﬂ' Tallahasee, Florida: Florida: State De rtment of

Q@fducation, 1974 _ e .
;Lawrence, ‘G. ‘and Branch, J. “Peer Support System at the ‘

Heart of Inservice Education.ﬂ Theory into Practice,h ,

vol.1l7, no.3, 1978 ‘ s E

LeCompte, ‘M., D..and Goetz, J.P. “Problems of Reliability and
-Validity in Ethnographic Research." Review of .

Educational Research, vol.52, no.l; l982

Lee, Richard B. "Eating Christmas in the Kalahari." In J. P.
Spradley and D. W.‘McCurdy (Eds.) Conformity and o
eadings in Anthropolo (sth ed.)

Toronto: Little, Brown & Co., 1969

"Licklider, Barbara Lee Davis. Examination of a Site- Based,
Coachin ice Model. Unpublished doctoral ,

. dissertation, Iowa State University, 1986
) EN

Lieberman, Ann. "Practice Makes Policy.vThe Ten51ons of
i ‘School Improvement:Y. In Lieberman' and M.W. McLaughlin
. (Eds\\\golicy Maging ‘in Education. Chicago' NSSE,'
_,<’ 198 ,

UL



Lieberman, Ann. "Staff Development° New Demands, New

Realities, New Perspectives." Teachers College
Record vol. 8@, no. 1, 1978

thtle, J.W. "Norms of Collegiality and Experimentation"
Workplace Conditions of School Success."

American
Educational Research Journal, vol. 19, no.3, 1982
. Little, J.W; "Seductive Images and Organizational Realities —~

in Professional Development." Teacnggs College

Record vol. 86, no.l, 1984

Little, J.W. "Teachers as Advisors..The Delicacy of °

Collegial Leadership." Educationa eaders
(November 1985) . .
Lortie, Schoolteacher' A Sociological Study. Chicagoc

UnlverSity of Chlcago Press, 1975

'MacKay, D.A. and Doherty, M. Alberta Education Socigl

Studiegs In-Service Proie valu .
'Edmonton. Alberta Education, 1982 o '

AMahé, IVette. "Social Studies Teaching and French
’ Immersion' A Case Study of Two Elementary Teachers'
.. Perspectives." Unpublished- doctoral dissertation,
Unlversity of Alberta, 1984
l .

Mazzerella, JoA?n.*"Synthesis of Research on Staff

De§§éppm ." Educationa eaders i (November 1980)

PR P

g, R
) + 7.

ead's Social Psychology." In J.G. Manis and

B. N ';‘ ler (Eds.) Symbolic Interaction: A Reader ¢m

Sociat.’ _-iholo-‘. (2nd ed.) Boston- Allyn and Bacon,

.

-«

i'McCarthy, B. "Improv1ng Staff Development through CBAM and
4Mat." Educational Leadership (October 1982) .

‘McCollum, 0.D. "Implementation of a Staff . Development
. Program: A Case Study. in Change." Unpublished
doctoral dissertation. Upiversity of

Wisconsin-Madison, 1984. In Qissgrtation Absgz g;

International, vol.45, no.8, 1985

McCullen, J.R. "A Study of the Implementation of asstaff

Development Program." Unpublished doctoral

dissertation, University of ¥irginia, -1983. In

Dissertation Abstracts International voly45, no.8,

1985 : ' , , »
&, _ L e




329

Mcbonnell Roger. gnderstanding the Encounter." In D.H.

‘Turner and G.A.Smith (Eds.) Challenging Anthropology

Toronto: McGraw Hill Ryerson, 1979

McFaul, S.A. and Cooper, J M. "Peer Clinical Supervision.

‘ Theory vs. Reality." Educational Leadership (April

1984) .

' McLaughlin, M. "Implementation as Mutual Adaptation. Change .
: # in Classroom Organization." In Walter Williams (Ed. )

- Socjal Program Implementation..New ‘York: Academlc

{ _ Press, 1976

McLaughlin, M.W. and Marsh D.D. "Staff Development and

“School Change." Teachers College Record. vol. 80,v
no.1l, 1978

,Meltzer, B.N., Petras, J.W., and Reynolds, L.J. ymgolic

Interactionism: Genesis, Varieties, and Criticism.:

London: ‘Routledge and Kegan Paul, 1975

Millikan, R.H. gonsu;tgtive Needs and Practices in Selecte
' . Senior High Schools in Alberta. Unpublished doctoral

dissertation, University of Alberta, 1979

5

,Moffett K.L., St. John, J., and Isken, J. "Training and
Coaching Beginning Teachers: An Antidote to- Reality

-Shock." gduvational Leadershig (February 1987)

Mohlman, G., Kierstead J. and Gundlach 'M. "A Research-
-based - Inservice Model for Secondary Teachers."

Edgcgtional Leadership (October 1982) o I

‘Neil R "Current Models and Approaches to. In-Serv1ce

_Teacher Education." British Journal of In-Serv1ce
Egg_atigg ‘vol.1l2, no.2, l986 . .

Ness, M. "The Administrator as Instructional Supervisor."

Eggcational Leadership (February 1980) S

!

Newberry, J. M. "The Beginning Teacher's Search for
Assistance from Colleagues." Canadian Journal of

Educatiog, vol. 4, no.l, 1979 ‘e

Newbert G A. and Bratton, C. "Team Coaching° staff c
B Development Side by side." Educational Leadership
(February 1987) : .

‘Odden, A. and Anderson, B. "Mlow Successful State Education

Improvement. Programs Work." hi Delta Kappan,
(April 1986) - . :



330 .

4

- 0ja, Sharon N.: "Adult Development is Implicit in Staff

- Development." qurnal of Sta ::,ngglgpm n; vol. 1

no. 2, 1980

Olesen, V.L. and Whittaker, E.W. "Role-making in
‘Participant Observation: Processes in the
Researcher-Actor Relationship." In N. Denzin (EQ.)

Sociological Methods: A Sourceboox. ChicagO' Aldine

Publishing Co., 1970

»,01iVer, B. "Action Research for Inservice Training n.

Educational Leadership (February 1980)

vOrganization for Economic Co-operation ‘and Development.
Innovation.in In-serv uc
Teachers. Paris: OECD, 1984

\

Pansegrau, M. "Teachers"Perspectives on tnservice

Education.”" The Alberta Journal of Educational

Research vol 30, no. 4, 1984

Paquette, Mary "Voluntary Collegial Support Groups for

Teachers." Educational Leadersh;p (November 1987)

Parks, Dennis R wadults in Transition. Do Educational .
v Programs Respond’" Lifelong Lea;ning, vol 6" no.10,
: '1983 i
_ e : :
Phelps, M.S. and Wright, J.D. "Peer Coaching - A Staff
Development Strategy for. Rural Teachers." ‘November -
1986 ERIC ED 277 513 - B

Ppleschuk ‘F. "Provincial/Local Collaboration." ements;

Translating Theory into Practice, vol.13, no.3, 1980

..Pon21o, R C.."The Effects of Having a Partner When Teachers

Study Their Own Teaching." Teacher Educatidn * o
Quarterly vol 14, no.3, 1987 , . th

Pusch L., MccCabe,. J\Jand Pusch W. "Personalized On-site
~ Coaching: A Suctessful Staff Development Project at
SW1ft Current w ducatiog Canada (Fall 1985) o

Richardson, H.B. "A Model of Peer Teaching In—Servicei -
Training for St. Kitts, West Indies." Unpublished s
doctoral dissertation, Yeshiva University, 1984. '

In Dissertation Abstracts ;gtezn ti ngl vol. 45,

no. 12, part 1, 1985

.

yi




Ri

_Ryan, K. (Ed Qon't Smile Until Chrigtmas. Chicago.

331

£

Rist, Ray C. "On the Application of Ethnographic Inquiry to )
g Education. Procedures and Possibilities." Journal of
o , aching, vol 19, no 6, 1982

Robbins, P. and- Wolfe, ‘P, "Reflections on a Hunter-Based

Staff Development Project " Educational Leadership

(February 1987)

Rogers, Sandra. "If I Can See Mysélf I can Change." -

Edggational Leadership (October 1987)

Rohland G. J.,"Communication Structure, Network Roles, and
Interpersonal Relations Orientations of Staff Members
in ‘a' Middle School Setting." Unpublished doctoral
dissertation, The University of Utah,: 1985. 1In '

Qig g;;a;ion Abst;acts Internationa Vol 46 no.6,

-1985

v

Rorschach, E. and Whitney, R. "Relearning to Teach: \Peer
" -Observation as ‘a Means of Professional- ‘Development

for Teachers." En glish Education (October 1986)

Roy, P. "A Consumer's Guide “to Selecting Staff Development
Consultants." The Qeyelgp ; (February 1987)

University of Chicago Press, 1970

" Ryan, Kevin.'ait;gg the App; Accognts of First Year

Iggghgrg. N%w York.,Longman, 1980

Sarason, 8.B. The Culéure of the Schdol and the Problem of
S gngggg. (2nd ed ) Boston. Allx@ and Bacon; 1982

Sarason, S. B.,The Ps cholo ical“f
' Francisco. Jossey-Bass, 133

Schatzman, L. and Strauss, Alp Field Research Englewood

Cliffs, New Jersey' Pregtbce-Hall Inc., 1973

SChon, Donald The‘Ref»’ *ive Pr ctltioner. New York.

Basic Bo ks, 1983 wh

- Sergiovanni T.J. and Stgrratt R.J. Supervision? Human °

ed ) N.Y.C.: McGraw-Hill, 1983

, BQI&E.Q&QLH_S.,I
Servatius, J.D. a Young, S.E. "Implementing the Coaching

s of Teachers gducational Leadership (April 1985)



© 392

¥

oy,

Showers, Beverly "Teachers Coaching Teachers."-gggggﬁigngy

Leadership (April 1985) : ‘_l.,;j’~
-Showers, Beverly. "Tﬂe Role of Coaching in"the . 3

-4‘ Implementation of Innovations."-Igggggg_gggggsign‘
" 7 Quarterly, 'vol.l4, no. 3 1987 . . _

ers, "B.. Joyce, B. and Bennett B.. "Sypthesis of
Research on staff Development"A Framework for Future
Study and a State-of-the-art’ Analysis." Educational
Leadership (November 1987) o

Shulman, Lee S. "Those Who Underetand Knewledge Growth in
: Teaching." Educatignal Researgheg (February 1986)

Smyth, W.J. Clinical Supervision - Collab ra
about Teaching. Victoria (Australia)'hDeakin
Universify Press, 1984 )

_ Sparks, Georgea¢M "Inservice Education~ Training

’ Activities, Teacher Attitudes,.and Béhaviour’ Change "
Unpublished doctoral’ dissertation, Stanford :
University, 1983. In: Qigse;tgtiog Abstracts -: .
International, vol.44, no.5, 1983 ° I A

Sparks, Georgea ‘M. "Synthesis of Research on Staff )

: Development for - Effective Teaching." Educational
Leadership (November 1983) . L S R

Sparks, G.M. and Bruder, S. "Before and After Peer

Coaching." Educational,Leadership (November 1987)
Spradley, James P. The Ethnographic Interview. Toronto:/‘*

-Holt, Rinehart and Winston, 1979

Stake, R.E. "The Case Study Method ih Social Inquiry "
Educational Researcnen (February 1978) S

»Stallings, Jane. "For Whom and How Long is the Hunter-Based 5
_ Model Appropriate? Response to Robbins and wOlfe."_-.~

Educational’ Leadership (February 1987)

Stallings, J., Robbins, P., Presbrey,'L., and Scott, J.
Effects of Instruction Based on the Madeline Hunter _
Model of Students' Achievement: Findings from a o
Follow-Through Project." The»glementary School o
Journal, vol,86, no.5, -1986 ‘ : , LY T :

. R N {/_‘ ." - i ‘ o . A



333

AT Streufert, E. H._"The Effects of Coaching, A Follow-up
, Component of Inservice Training to Teacher
s i . Competency, Teacher Performance, and Student
,.*.. =~ . oOutcomes." Unpublished doctoral dissertation,
¢ £ 'University of Nebraska-Lincoln, 1984. In Dissertation

Abs ;;ggts International, vol.45 no.1o0, 1985

Thrdif C. "On Becoming a'Teacher: The student Teacher's’

Do ¢ Perspective." The Alberta Journal of Educational
T & Besearcn (June 1985)

.('

#, Thomas, W. I. "The Definition of the Situation." In J.G.

.

O dej Social Psychology. (2nd ed.) Boston: Allyn
. B and.Bacon, 1972 - : L : .

—_— " Thompson, Loraine. Inservice Education, A Review 'of the
. . Literature. Regina: Saskatchewan School Trustees
Association Research Centre Report No.l122, 1985

EU Tripartite Committee on Inservice Education. Inserv1ce .
o i Revi

Bzggzgmg. Edmonton* Alberta Education, 198

| Trohanis, oP. and Jackson, E.'“The Technical Assistance _

Approach to Inservice." Educational Leadership
(February 1980)

Veenman, S. "Percéived Problems of Beginning Teachers."

Eeview gg ggucational Researc (Summer 1984)

-~ Wade, Ruth K. "What Makes a Difference in Inservice Téacher
' Education? A Meta-Analysis of Research." Educational

nggg;_nip (December 1984—January 1985).
Waller, w.‘"The Definition of the Situation." In G.P. Stone

and H.A. Faberman (Eds.) Social Psychology Thrgugh
Symbolic Ig;eractiog. Waltham, Mass.: Ginn-Bla sdell,
1970

é  Watts, K.H. "How Teachers Learn: Teachers' Views on
' - Professional Development." Unpublished doctoral
" dissertation, Cornell University, 1986. In
ssertation Abstracts International, vol.47, no. 8
, 1987 o ‘ T

Wax, Rosalie H. Doing. Fieldwork Warnings and Advice.'

Chicago: University of Chicago Press, 1971

Lo - Manis and B.N. Meltzer (Eds.) Symbolic Interaction:

.



334
K |

AWerner,'WvH;b "A Study of Perspective in social Studies."
Unpublish?g dbctoral dissertation, University of
‘Albertd 77 .' R ,

Werner, W. and Rothe, P. Doing School Et
Monograph Series er no.2; Department of Secondary
Education, Univer Y of Alberta, undated

West, W. G "Participant Observation in Canadian c1assrooms.
‘The Need, Rationale, Technique, and Development

Implications." Canadian Journal of Edgcatign vol.2,

v+ D0.3, 1977

Wideen, M.F. and Holborn, P. "Research in Canadian Teacher

L 'Education: Promises and Problems." Canadjan Journal
‘ of gducation,nvol 11, no.4, 1986 o :

Wildman, T.M. and Niles, J.A. "Essentials of Professional

Growth." Educational ngde;ship (February 1987)

Wildman,~T.M. and Niles, J. A.'"Reflective Teachers: -
' Te sions between Abstractions and Realities." Journal

of Teacher Educatiog (July-August 1987)
Wilsey, C., and Killion, J. "Making ‘Staff Development

Programs Work." Educational - Lgade;snig (October 1982)

Wilson, Stephen. "The Use of Ethnographic Techniques in
Educational Research." Review of Educatjonal

Research vol 47, no.l1l, 1977

i

&
.. Withall, J. and WOodwa W. "Taking the Threat out of
' Classroom Ob tion and Feedback." Journal of
Teacher Educa 'cn vol.30, no. 1, 1979.. ‘ .

o
: witherell C.S. and Erickson, V. L. "Teacher Education as

Adult Development." Theory into gractice, vol 17,
no.3, 1978

Wolcott Harry "Criteria for an Ethnographic Approach to
ﬁgesearch in- Schools." Human Organiza;iog, vol.34,

1975

Wolcdtt@ Harry The Man in the P;incipal s Ofgice' An

‘ Ethnography. New York: Holt, Rinehart and Winston,

3

&



Q. ‘)7

WOlfe, Pat R. "Implementation of tﬂh'ﬂunter Instructional

| no.8, 1985

Wood,

Wood,

Wynn,

. A/‘\, S

jlnternszignai, vol.47, no.1l, 1986

Zeichner, K.M. "Alternative Paradigms of Teacher

Model: A Staff Development S;gdx@%kynpublished
doctoral dissertation, Jniversity of LaVetns,
gssertation stra ts nternational 'vol.4

983.

, 9 .
F.H. and Thompson, S.R. "Guidelines for Better Staff

Development. "‘Educational Leadershig (February,

'1980)

‘F.H,, Thompson, S.R., and Russell, Sr. F. "Designing
Effective Staff Development Programs." In B. Dillon-

‘Peterson (Ed.) Staff Deyelopmgng[Organization -
Development. Alexandria, Virgi ia' ASCD 1981

M. J. "Student Teacher Transfer of Training to the )
" Classroom: Effects of an Experimental Model." 7
Unpublished doctoral dissertation, University of !

Southern Florida, 1986. In Dissertation Abstracts

R
Na
SR

Educat

WM gournal of Teacher Education, vol. 34

. no.3, 198



&

.What is it’

pressures.

bjust reminders to yourself.‘

- apeENDIX A = %@

' 2 o e o
-PEER COACHING/;QﬁRNAL K
. \'} . ‘ v . ’ I' .

It is like a diary which traces your personal journey
through the experience of peer coaching The purpose of
the ]ournal ig to encourage you to reflect on wﬁat is

happening at a_time when you are not bothered bw'other

i

. Do I have to keeg journal?. L

From my own experience and from wha@ have read I
believe that Xkeeping a journal will prove to be a |
worthwhile development of this nature. 'However, the
research de51gn does not require it, and the.decision_is

\

yours entirely. R I

'What do I gut in i'

That depends on you <~ your mood the time available,

etc. Many use their journal to record a running commentary

: ;of their experiences. Entries might range from a brief

note that you were conferenced, to a lengthy description of

- yourgfeelings_while"being observed and conferenced,'your

anxieties, or your feeling of satisfaction when your ﬁger

complimented'you. Your journal is also a good place to

record questions you have, comments you want to pass on, or

- @
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‘ is most ‘_"ftah ? & S ' ( L
It is impbrfant-to_makéﬁggmeir‘ﬁprd.6f
v Q : M "‘ . N e

‘ yoﬁfmoug 1ts

S 1 o RRY. 7 S RN
and events oLvé reQQPQFfbaSI)- Pe@ha%:”';7'ﬂ"’ before.you

J - oV

. K R '.."' ) ,".’ ‘;.’ 2t L "',_H. »
leave school, or weé*iy - aft:; contacts With ydur pgs =
o . ) P . " ~ ) + % ‘ . - -'( . «A_' * ,‘ 5. 1‘

. You can always aig”further comments later. It»is«néﬁﬂgg

‘importahtité worry about spelling, handwriting, ér’grammarﬁ 

Do F have to’'share it? : ’ Lguf

R , Some;édﬁlts,ihv01ved in'profeséional develépment do

R ;ha#e théir_{ ‘vjqﬁrhalson a regul'arv basis.. ) Theye find ’t*ey
éaniwfife about subjects they have d}f?icﬁlty ekpressing in
ofallspeech.. They:alsé find'shafingfgnriches their

3conVersations and helps them get toﬂknow one -another

K J better.

Some adults use their'journals to'intfoduceltopics
’1nto diScussionS(but they do not actu&lly e§change'thém;‘
. “An option is tO'bringvthe-journal £§ an interview; it can
“be a uéeful rgminder, ahd you mafjwiéh'tb seleétivgly quote
. from‘§dur journal. : | o | : | |
-Others keép their jdurnél-compleﬁely privape.w Tﬁey'
find the e#ercisezof keéping a'jourhal rich and personally
 fgwarding'Sut feeiiuncomfortable-about havinq.éthefs ré&d,

£t eveh:though they would nét'find it unsettling.

};Thevdééision to share or not is yours. - Let's discuss -

'it.asia'group; but it is importantlthat each 6f us is
comfoftable with the déciéion.' We may wéhtfto defer a .

N

decision until\latef, :



APPENDIX B

TeaCher_'_

pate__ S

'CONFERENCEiPLANNIggﬁGUIDE"
tobUCTION;Esset the Atmosphere fer the Conference
n

:ting

'sant Feeling Tone

view of ' &

.« the Sequence of the Conference, Revigew the Format |

F.‘General'Purpose for Having the Conference (Objective)

SITIONAL STATEMENT

e 1: Completggthe Dlagnosis of What You Observed the
‘Teache oing :

Request that the Teacher Tell You the Thin@s He/She
_Was Doing (Can be speCifiC or general)

.
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APPENDIX C
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CONSENT FORM
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Lo p

PROJECT TITLE: THE MEANING OF PEER COACHING FOR

EXPERIENCED TEACHERS:‘A CASE SYUDY
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Department of Elementary Education
University of Alberta °
Edmonton,‘Alberta
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Site g5, CQmpartment 12
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I hereby consent to participate in this study and to allow
tne. researcher to observe and/or tape 1nterviews w1th the
undersigned. I understand that whatever 1nformation I give
is ccnsidered confidential and will be used in such a way

as to protectvmy<anonymity.
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